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ABSTRACT 

The purpose of this study was to desoibe the perceptions and experiences of 

teachers participating in an on-site master's degree program in their school district. Its 

intent was to provide school districts and universities with information for establishing 

future programs. 

To accomplish this, a questionnaire was distributed to teacher participants and 

instructors of six school districts in metropolitan Phoenix. Additionally, selected teacher 

participants, all program administrators and the university program administrator were 

interviewed. 

The following conclusions were based on the findings of this study. 

Teachers, instructors and administrators agreed that: 

• a master's degree is important to a teaching career and improves teaching, provided 

the course content is implemented. 

• participation in and completion of a master's degree program impacts student 

achievement. 

• courses taken through the on-site program were more appropriate than those offered 

through a university-based program. 

a cohort system is beneficial to teachers in completing the program. 

Teachers agreed that: 

• a master's degree program has an impact on their practice. 



• courses in instructional strategies, diversity issues, special needs, child psychology, 

educational research and issues are valuable to their role. Instructors saw all courses 

offered as valuable. 

• the quality of a course is determined unilaterally by the instructor. 

• the convenience of proximity of the on-site program facilitates pursuing a master's 

degree. 

Teachers and instructors agreed that; 

• the on-site program is the best professional development for teachers and more 

helpful than inservice courses. 

• an on-site program should include more practical than theoretical aspects. All 

administrators indicated the program must include a balance. 

Teachers and administrators agreed that: 

• district and non-district instructors both provided quality instruction; however, 

district instructors bring relevant distria information to the instruction. 

• the on-site program provides a meaningful professional development experience 

through its alignment with district philosophy and goals, and, as administrators further 

expressed, the optimum professional development experience for teachers. 

The long-term implication of the findings is the need for continued and extended 

university/school district collaboration in the area of teacher professional development. 
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CHAPTER ONE 

INTRODUCTION 

Continuous improvement for teachers through professional development is of 

ongoing concern for school districts, most imminently with the flurry of school reform 

issues that has surfaced. Public education is being called to task by many constituencies— 

whether rightMy so or not, is a question that is being debated enthusiastically. The 

reasons behind this criticism are fourfold: the news media has become unduly critical and 

negative about education; as a result, educators have become disenchanted and disengage 

from the needed rhetoric about education; Far Right groups' criticism has contributed to 

the demise of public support; and finally, America as a whole is unclear of the expectations 

for public education (Jennings, 1996). 

The now much beleaguered A Nation At Risk report that was released in 1983 led the 

way in the denouncement of public education. The "manufactured crisis" that ensued, 

Berliner and Biddle (1995) feel, is politically motivated and unjustly targets educators as 

scapegoats. The public perception that teachers and educators lack specific expertise is 

demoralizing to educators and consequently, affects interaction that is necessary in the 

process of reform (Tauber, 1992). The unfortimate result is that as the focus continues on 

the debate, the real problems in public education are not being addressed. Nonetheless, 

the debate continues, and options to the traditional mainstays of public education are being 

pursued and instituted, some examples being vouchers for choice, the creation of charter 

schools and alternatives to teacher certification. 
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In mid-1994, a seventh goal addressing teacher education and professional 

development was included as one of the National Education Goals: "By the year 2000, 

the Nation's teaching force will have access to programs for the continued improvement of 

their professional skills and the opportunity to acquire the knowledge and skills needed to 

instruct and prepare aU American students for the next century" (U.S. Department of 

Education, 1993). This goal may in part be in response to recent public allegations that 

America's teachers are the least talented of those entering professions and also poorly 

prepared academically (Berliner & Biddle, 1995). Regardless of its intent, it is an 

indication that teachers are vital to the process of educational reform and must be 

provided with enriched and expanded activities in order to become better prepared to 

educate all students (Dilworth & Imig, 1995). 

In response to this mandate, at the local level, school districts continue to be 

responsible and accountable for professional development for their teachers. In the attempt 

to meet the needs of teachers with varying levels of experience, they offer a wide range of 

professional development opportunities. These options often include required coursework 

that endorses knowledge the school district deems valuable in terms of instruction and 

classroom management; other offerings are general sta£f development opportunities, such 

as formal courses and workshops. These opportunities are provided by the school district 

and taught by resident staff development personnel or out-of-district consultants. A third 

option for professional development that is generally available, but not commonly 

sponsored through the district, is a master's degree program. 
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The reality in many districts is that progress on the salary schedule is based on 

acquiring a master's degree, and even though district-based staff development 

opportunities may indeed meet the professional development needs for most teachers, they 

may or may not fulfill the requirement needed to progress on the salary schedule. 

Financial reward is not the only reason teachers seek an advanced degree. In some states, 

re-certification has in the past been contingent on earning such a degree. And then, of 

course, the personal fulfillment of completing the degree is of great importance to many. 

Overview of the Issues 

Regardless of the reason for the pursuit of a master's degree, the master's degree 

option for continuing education has been most traditionally accepted for teachers (Turner, 

1990). More often than not, teachers attempt to complete the degree while continuing to 

teach. For most, it is not financially feasible to take either a sabbatical leave, which is 

rarely available early in the teaching career, or a leave of absence. The result is a period of 

time when the teacher juggles the demands of a teaching career along with the needs for 

completing the master's degree requirements. The schedule can be demanding and may 

necessitate considerable time away fi'om home, including summers and weekends, to 

complete the required coursework. Commuting time to and firom courses adds to the time 

commitment, especially in large metropolitan areas. The lack of coordination for these 

generic programs with respect to both location and scheduling increases the di£5culties 

associated with the time commitment for those teachers involved. 

Tune commitment is not the only issue involved in the completion of a master's 

degree. Recently, these degree programs have also met with the same unwavering 



scrutiny as public education in general. '*The worst of the education [sic] schools are 

certification mills where the minimally qualified instruct the barely literate in a parody of 

learning" (Kramer, 1991 in Berliner, p. 102). 

Are teachers being adequately prepared to meet the needs of students? The often-

made observation that "times and students have changed" belies the complexity of the 

issues the teaching profession now confi'onts. Through movements such as effective 

schools and quality schools, the role of the teacher continues to be defined and redefined. 

Master's degree programs attempt to meet those needs, but often the curriculum does not 

support or enhance the teacher's daily life in the classroom. Master's degree programs 

such as these are developed generically to fulfill the needs of a very broad population or to 

meet specific outcomes often determined unilaterally by the degree-granting institution. 

Recently, the opportunity for school districts to offer a master's degree program on-

site created specifically for a district in collaboration with a sponsoring university has 

become more prevalent. The school district, in conjunction with university personnel, 

designs the curriculum that not only includes capstone courses taught by university 

personnel, but also offers courses that are taught by district personnel. The collaboration 

offers the opportunity to jointly determine within the context of the school district's needs, 

what is most appropriate for that district's teachers in regard to a master's degree. While 

the responsibility for a master's degree program to provide universally agreed-upon 

educational tenets through capstone courses is undisputed, addressing a specific district's 

needs is the strength of these innovative programs. 



Contribution and Purpose of the Study 

With the recent reforms and restructuring movements in education, the need for 

teachers to complete a master's degree is being questioned. Knapp, et al. (1990) in their 

summary of findings concluded that "graduate education makes a modest difference in 

how teachers are perceived by their supervisors, in how they behave in classrooms, and in 

their students' learning" (Knapp, et al, p. 30). They further concluded that the expense 

mvolved contributed to the attrition rate of teachers, particularly if the degree was 

required for recertification or progress on a salary schedule. 

On the contrary. Turner (1990) contends that the public expects teachers to be well-

educated and since the ''mean" educational status has risen in the general population, 

teachers must be required to complete a master's level education. A further expectation of 

the public is that teachers exhibit a sense of professionalism. In Turner's view, involvement 

in a master's degree program promotes the development of that professionalism. 

Perhaps the central issue concerns the need to rethink the content and quality of 

master's degrees as they are presently administered. Dilworth and Imig (1995) have 

suggested that if teachers are to be better prepared to meet students' needs, they must be 

involved in activities that are tied to "the emerging student performance standards and be 

continuous, site-based, teacher-designed, and organizationally focused" (Dilworth & Imig, 

1995, p. 1). They further suggest that collaboration between the university community 

and school districts is imperative. The conception of on-site master's degree programs 

allows for and supports these possibilities. 



IS 

Several programs offering the opportunity to complete a master's degree on-site at a 

school district are presently in progress. These programs are unique in their approach and 

design, having been jointly developed by the school district and the sponsoring university. 

The outcomes of the program as experienced by those involved have not been fuDy 

addressed previously in research. In view of the growing need for innovative and 

meaningful avenues to address teachers' professional development, programs such as these 

must be investigated. 

The purpose of this study is to describe the perceptions and experiences of teachers 

who are participating in an on-site master's degree program in their school district. It is 

intended to provide both school districts and universities with information to assist in the 

design, administration and implementation of future programs. The study will provide: 

1. a description of the participants' perceptions and experiences of their 

involvement in an on-site master's degree program, 

2. insight as to the needs of teachers for the design and development of the 

curriculum of the program, 

3. insight into the process in regard to the administration of the program, and 

4. a description of the district's needs as defined by the administrators and district-

based instruaors involved in the development, teaching and administration of the 

program. 
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Assumptions 

A master's degree has historically been the chosen option for teachers to not only 

advance on the salary schedule, but also to improve their theoretical knowledge and 

practice. If such is the case, this study is based on the following assumptions: 

1. A master's degree is a viable, elective and essential component in the course of 

a teacher's professional development. 

2. Successful completion of a master's degree program contributes to the 

improvement of classroom practice and subsequently, increases student achievement. 

3. Successful completion of a master's degree program promotes professionalism. 

Definition of Terms 

• Staff development is a serious and systematic effort to engage a group of 

professional educators who work together, a stafl  ̂in activities designed specifically to 

increase the power and authority of their share work. (GriflSn, 1991, p. 244) 

• Teacher education is comprised of the undergraduate courses and preservice training 

prior to completing a baccalaureate degree. 

• Professional development is "an ongoing, systematic growth process for professional 

school employees. It is designed to improve professional performance for the benefit of 

students. Professional development helps all involved achieve organizational goals 

through the application of acquired knowledge, skills, and attitudes" (Burke, 1994, 

pp. 201-202). 

• Teacher development is used interchangeably with professional development. 



Inservice education is "a structured learning experience scheduled by school 

authorities for school employees" (Burke, 1994) and is considered a component of 

professional development. 

• Collaboration is "the extent to which teachers engage in help-related exchange" 

(Rosenholtz, 1989, p. 56). "Working together, cooperating for some common purpose" 

(Russell & Flynn, 1992, p. 10). 

Research Questions Guiding The Study 

As noted before, throughout this current period of reform, the traditional avenues 

and the content for professional development for teachers are being questioned. The critics 

of public education cite the lack of student achievement and insist that it change. 

If the assimiption is that professional development can help revitalize classroom 

instruction and increase student achievement, the foUowmg questions surface: 

1. What role does a master's degree play in a teacher's professional development? 

2. What curriculum is most appropriate to create and support the revitalization of 

classroom instruction and consequent student achievement as seen by the participants? 

Traditionally, master's degree programs have represented the theoretical and 

philosophical foundations of teaching and learning as defined by an institution of higher 

education. Staff development at the district level has provided primarily the practical 

aspect of teaching and ultimately and ideally, inquiiy into practice. 

As teachers take greater responsibility for their own professional 

development and for the operation of their schools, they find less time and 

desire to pursue university instruction based in large measure on research. 
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At the same time, faculty at colleges and universities find less access to the 

schools and to practitioners who validate new forms of pedagogy and 

practice (Dilworth & Imig, 1995, p. 1). 

3. Since these programs are designed jointly by a district and university, will the 

program better meet teachers' needs as they define them? 

4. Does a master's degree program created jointly by a university and school 

district provide a meaningful and relevant professional development experience as seen by 

the participants? 

5. Can an on-site master's degree program be the means for the merging of two 

systems for professional development? 

Limitations of the Study 

The population for the study involves only teachers fi-om the State of Arizona, where 

a master's degree is no longer required for re-certification. The results of the study may 

not be meaningful in other populations where the incentives for professional development 

may differ greatly. 

Overview of the Study 

Traditional master's degree programs ofifered through universities have long existed. 

With the advent of programs designed to be offered on-site at school districts, the need for 

investigation into perceptions and experiences of those involved has been presented in this 

chapter. An introduction to the need, the research questions guiding the study and the 

limitations of the study have also been presented. The review of related literature is 

presented in Chapter Two. Chapter Three describes the methodology of this study in 
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depth. The analysis of the data collected is presented in Chapter Four, with Chapter Five 

providing the summary of the study, conclusions and recommendations. 



CHAPTER TWO 

REVIEW OF LITERATURE 

With recent reform mandates, an unprecedented move toward rethinking teacher 

professional development has been undertaken. Never before has there been such scrutiny 

of public education and the subsequent outcry for the revision of teacher professional 

development (Guskey, 1994; Berliner & Biddle, 1995). The master's degree has 

traditionally been the most-^vored and revered option for continued teacher professional 

development; consequently, master's degree programs have come under close 

investigation in regard to their relevancy to that development. 

In this literature review, the following questions have been employed as guidelines 

for inclusion of literature relating to the master's degree and its role in teacher professional 

development. The focus for the review is primarily on post-baccalaureate teacher 

development, but the mclusion of undergraduate teacher education issues is pertinent due 

to the extent that it colors and impacts the nature of ongoing professional development. 

• What do recent reform movements suggest for teacher professional development in 

regard to delivery and curriculum? What delivery systems have historically been 

implemented for teacher professional development? 

• What is the motivation for teachers to seek professional development? 

• What are the adult learner's needs? 

• What is the present status of the master's degree? 



24 

• What does the literature report on master's degree programs and their relevancy to 

teacher professional development? 

Reform And Teacher Professional Development 

The American educational system is about to once again repeat history—the reform 

of public education. The issues currently being addressed have been debated historically 

and periodically to little avail. 

They failed for numerous reasons; but at the top of the list is the failure of reformers, 

policy makers, and conununities to address the capacity of schools and the teachmg 

profession to implement the reforms. (Futrell, 1994) 

The Nation at Risk report issued in 1983 began an onslaught of reform movements 

and proposals. With the advent of reform initiatives, the importance of teacher 

professional development to the success of these reforms has finally been acknowledged; 

consequently, new structures and delivery systems for teachers' professional development 

are being investigated (Fullan & Hargreaves, 1991; Guskey, 1994; Lieberman, 1995). 

'^Efiforts to redesign education ultimately require rethinking teachers' preparation and 

professional development" (Darling-Hammond & McLaughlin, 199S, p. 598). 

Some long-held notions of what constitutes good teacher professional development 

are being reconsidered. These have included the one-shot workshop, the day-long 

conference or the out-of-district consultant who supplies information without the 

consideration of school philosophy and culture (Lieberman, 1995; Mann, 1995; Wood & 

Thompson, 1993). Instead, opportunities where teachers share and learn together within 

the context of their distrirt and school are being created. The need for opportunities for 



authentic teacher learning in a collaborative environment is evident (Futrell, 1994; GrifQn, 

1991; Johnston, Markle, & Ahar, 1988) and these opportunities are being recognized 

essential to capacity building if systemic reform is to be successfiil (Folden, Goertz, & 

O'Day, 1995). 

Three reports regarding reforms for teacher education sur&ced in the 80's: the 

Holmes Group Report, the Carnegie Task Force Report and the National Council for 

Accreditation of Teacher Education (NCATE) Redesign. Even though the focus of each 

report was different, the Holmes and Carnegie reports arrived at similar conclusions. The 

Holmes report focuses on the structure of teacher education, recommending that formal 

teacher education courses be offered as postgraduate worlc, rather than undergraduate. It 

states that undergraduate work should focus on content subjects and as a consequence, 

strengthen teacher education. In their discussion of teacher education curriculum, the 

Carnegie group arrives at a similar conclusion. Neither truly addresses the real issue at 

hand, according to Tom (1987), which is what a competent teacher should know. Of 

minor consequence, he concludes, is the NCATE Redesign, which describes a change in 

the selection process of the visiting team members who recommend accreditation. 

Unfortunately, the organization that oversees accreditation for teacher education 

institutions seemingly reduces this responsibility to renegotiating standards involving only 

process-oriented issues and, again, never addresses what constitutes teacher competency. 

The question Tom asks is: Will changing the structure of how teacher education is 

provided ultimately make a difference? 



In direct response to these reports, the National Board for Professional Teaching 

Standards (NBPTS) was created and charged to determine standards for what teachers 

should know and be able to do and to establish a certification process based on those 

standards. The board is an independent, nonprofit, nonpartisan and non-governmental 

organizational consisting of a sbcty-three member board of directors. While most of the 

directors are classroom teachers, other members are from the educational community at 

large. The standards and consequent certification are guided by five core propositions: 

• Teachers are committed to students and their learning. 

Teachers know the subjects they teach, and how to teach those subjects to 

students. 

• Teachers are responsible for managing and monitoring student learning. 

• Teachers think systematically about their practice and learn from experience. 

• Teachers are members of learning conmiunities. (NBPTS, 1997) 

The move to establish national criteria and certification for the teaching profession is 

unprecedented. Darling-Hammond (1996) suggests that "the assessment of NBPTS— 

based on evaluation experts according to well-developed standards and a collaborative 

process—provides an alternative that teachers find credible, helpfiil, and an extraordinary 

learning experience" (NEA, 1996, p. I). States and districts across the nation are 

providing incentives for teachers to pursue national certification. Perhaps this process 

may well serve as the most definitive and empowering for teachers in the process of the 

present reform (NEA, 1996). 
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Refonn initiatives, in the attempt to provide new vision, tiave set the stage for 

reconsidering existing educational systems, as is evident with the establishment of the 

National Board for Professional Teaching Standards. The resurgence of Professional 

Development Schools is one outcome of this trend. Approximately 200 Professional 

Development Schools (PDS) have been created since the 1980's. The organization and 

administration may vary somewhat, but the intent generally is to provide experiences to 

the novice teacher that are linked with master teachers in the context of the school setting. 

These schools focus, promote and champion the collegiality and sharing that reform 

movements see as vital to change in teacher professional development. Darling-Hammond 

and McLaughlin (1995) suggest that PDSs allow novice teachers to understand and build 

their practice from activities and experiences that are cooperative in nature and sustained 

over a period of time. Furthermore, these activities and experiences provide the 

opportunity for reflection on both process and content. 

As reformers continue to investigate alternatives to the traditional means of teacher 

education and development, it has become evident that support structures and 

organizations outside the school must become a vital part of the process of professional 

development. Various collaborative endeavors such as networks, coalitions and 

partnerships are being implemented to provide quality alternatives to traditional offerings 

for teachers within the school district. These networks, coalitions and partnerships ofifer 

teachers the opportunity to become involved in topics that have surfaced for them 

personally in the process of reflection of their individual practice. Risk-taking is supported 

through dialogue and the building of shared knowledge in the newly created learning 
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community (Dariing-PIammond & McLaughlin, 1995; Lieberman, 1995). Studies on study 

groups and teacher networks suggest that "intense, long-term collaboration focused on 

instructional practice can change the ways teachers see themselves, perhaps even altering 

how they see themselves as learners" (Floden, Goertz, & O'Day, 1995, p. 20). 

The Southern Maine Partnership is such an opportunity, where teachers come 

together to reflect on their practice. Through that process, they discovered that often what 

they valued and practiced were not the same. Teacher networks, on the other hand, 

provide support systems for examination and reflection on teaching. The issues that have 

surfeced from individual practice can be addressed openly and freely, without the 

limitations that such experiences at the school site might introduce. The Foxfire Teacher 

Outreach Network and the Four Seasons Network provide these opportunities to teachers. 

Both networks involve teachers in the problem-solving of educational issues. The 

outcome has been one of continued support in the definition of individual teacher's 

learning needs (Lieberman, 1995; Smith & Wigginton, 1991). 

An additional outcome of reform initiatives has been the call for schools and 

universities to combine efforts in regard to teacher development. Russell and Flynn 

(1992) suggest that the need for such collaboration is founded in common concerns about 

teacher development, in diminishing educational resources, and in providing a system that 

promotes the investigation of research and practice. Mutual involvement in the broad 

aspects of research, curriculum development and school reform can provide a strong base 

for collaboration. 



Collaboration of any sort between schools and universities presents many challenges. 

Colbum (1993) cites the di£ferences in cultures that tend to create problems between 

resident teachers and professors. Work tempo differs. Teachers must abide by schedules 

and bells, and have no time for reflection about practice. Professors' schedules allow for 

much greater flexibility, and these differences lead to a contrary conception of 

"professional time." In regard to professional focus, teachers are concerned with the 

immediacy of activity around classroom instruction, while professors tend to focus on 

theory and policy. Career reward structures vary. Teachers' rewards tend to be more 

intrinsic, while professors are judged publicly on their publications and other academic 

recognition. Additionally, they feel that participation in collaborative efforts are not fiiUy 

recognized by the parent university (Russell & Flynn, 1992). Personal power and efficacy 

are experienced differently. Professors, having more voice in decisions that affect their 

status, see themselves as more professional. Teachers are supervised and evaluated by 

administrators, and, therefore, personal power is substantially mediated through that 

process. In the area of academic fi-eedom, professors create their own courses, while 

teachers must teach the required curriculum with textbooks frequently selected by district 

personnel. A final cultural difference is in the determination of what preservice teacher 

education should include. Teachers prefer an apprenticeship experience where mentors 

teach and model knowledge and skills for the classroom, while professors prefer to 

investigate theory and practice (Colbum, 1993). 

These cultural differences provide ongoing tension between teachers and professors. 

In order to provide a positive experience and not allow these differences to interfere with 
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the collaboration, Colbum (1993) further suggests that clear goals addressing both the 

school's and university's needs must be determined. The issues relative to the cultural 

differences must also be addressed openly. A collaborative effort requires "building 

mutual understandings, establishing trust, creating a structure for implementing decisions, 

and making a serious commitment over an extended period of time" (Russell & Flynn, 

1992, p. 14). 

The ideal of "collaborative egalitarianism" is offered by Dufiy (1994) who suggests 

that to allay such differences, formal collaborations should be the outcome of teachers and 

professors working together, at least initially, to solve a specific problem. The 

collaboration process and its formal manifestation should not be the immediate focus. The 

intent of reform is not to create collaboration for the sake of collaboration, but to assist 

individuals within a system to rethink concepts of teaching and learning. 

FuUan and Hargreaves (1991) describe three forms of collaboration that do not 

facilitate meaningful work in schools. "Balkanization" in a school occurs when teachers 

form groups that reflect differences in philosophy and practice and lead to a lack of 

communication and competition. In "comfortable collaboration," the second form, 

teachers involve themselves in the support and exchange of ideas, but not in the in-depth 

work of questioning and reflection about practice. "Contrived coUegiality," a third form of 

collaboration, is imposed administratively and foUows clearly defined guidelines that 

address some specific need at the school site. While this form of coUaboration may be 

useful in the initial stages of the development of collaboration, it may ultimately impede 

teacher cooperation later in the implementation of the work at hand. A final caveat that 
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difBcult and often uncomfortable. It operates "in a world of ideas, examining existing 

practices critically, seeking better alternatives and working together at bringing about 

improvements and assessing their worth" (FuUan & Hargreaves, 1991, p. 57). Without 

this form of positive professional interaction, little in the way of school and teacher 

development reform may be accomplished. 

What continues to sur&ce throughout the discussion about reform is the need for the 

inclusion of teachers in the development and design of their own professional 

development. 

Teachers have been told often enough (or it has been taken for granted) that other 

people's understanding of teaching and learning is more important than their own and 

that their knowledge 

—gained from the dailiness of work with students 

—is of far less value. Outside experts have often viewed teaching as technical, 

learning as packaged, and teachers as passive recipients of the finding of "objective 

research" (Lieberman, 1995, p. 592). 

To a great extent, the structure of the educational system has deterred teachers from 

joining the ranks that design and implement professional activities. The system lacks the 

flexibility to make teachers available to collaborate in the discussion and review of any 

initiatives considered at the school or district level. Teachers are best aware of not only 

their own needs in terms of strengths and weaknesses, but of what is best for their 

students in regard to instructional strategies. They can best determine the impact of those 



changes. By giving teachers a voice in this process, ultiniiately, the change and 

implementation becomes owned by the primary constituency—the implementer (Burke, 

1994; Futrell, 1994; GrifBn, 1991). The need for peer-driven teacher development has 

become evident (Cooper, 1991; McLaughlin, 1991). 

Inherent in the teaching profession, and contrary to other professions, is the lack of 

career advancement. It is vitally important to recognize in the process of reform that to 

continue to limit leadership opportunities for teachers will perpetuate inertia in the 

profession. The greatly changed demographics of the school population requires a more 

broad-based leadership team that must include teacher participation (Griffin, 1991). With 

the emergence of site-based management and university/school partnerships, several 

options for teacher leadership in professional development have surfaced: preservice 

teacher educator, mentor, researcher, staff developer, peer coach, curriculum developer 

(Fessler & Ungaretti, 1994). These opportunities allow teachers to showcase their 

expertise, while expanding their own professional development. "Reform lies in 

eschewing efBciency, in altering assumptions. It lies in a meaningful empowerment of 

practitioners who will use responsibility, authority, knowledge, and collaboration to make 

schools humane places for learning" (Cooper, 1991, p. 90). Though the implementation 

of many of the innovations encouraged by the reform movements has been slowly 

accomplished, the activity indicates that progress is being made in the areas of teacher 

education and development (Galuzzo, 1988). 
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Historical Perspective on Teacher Education And Development 

All literature reviewed indicates that the state of teacher development has been less 

than optimal. The educational system as it exists does not support the teacher as learner, 

but simply as the provider of learning for others. School settings with the present "live by 

the bell" structure do not allow for the collaboration, collegiality and time for reflection 

about practice that must pervade all teacher development if the present reform efforts are 

to succeed (Cooper, 1991; McLaughlin, 1991). "Lacking is a metaphor to clearly express 

a vision of a reconceptualized educational system whose values and assumptions are truly 

liberating, free of cant and conformity" (Cooper, 1991, p. 90). 

This cant and conformity have been long-established with the beginnings of teacher 

education in the 19th and 20th centuries. Adler (1984) identifies three paradigms of 

professionalizadon that have been pervasive in defining teacher education, and ultimately 

teacher development. The paradigms of teaching as a calling, a science and a craft have 

guided the emphasis for the curriculum for teacher education. The paradigm of teaching 

as a calling was a direct outcome of the religious environment where dedication and good 

character instead of specific teaching skills, were the attributes most sought. Teacher 

education during this period of time was mostly nonexistent. A precursor of teacher 

development, teacher institutes, evolved during this time and were responsible for the shift 

to more emphasis on pedagogy than character attributes; thus, the move toward teaching 

as a science was introduced. An outcome of this movement was that "all teaching 

problems had technical solutions" (Adler, 1984, p. 11) and could be resolved through 

acquiring specific skills. The great need for efiBciency versus inquiry and analysis was 
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condemned later by John Dewey, and the paradigm of teaching as a craft was conceived. 

Teaching as a craft sees the teacher as a decision-maker who is armed with the knowledge 

to analyze a given situation at a given moment and respond with what is best for the 

learner. It is in this paradigm that the teacher is best empowered to provide meaningful 

experiences for students. Unfortunately, as suggested before, our present educational 

system is not consistently supportive of teachers to allow for such action. "The 

production of knowledge is centered, not in places of practice, but developed elsewhere 

and passed on to practitioners" (Adier, 1984, p. 17). The continued focus on teaching as 

a science has not encouraged teachers to come to the forefront of the decision-making 

process in regard to professional development. 

In the past, teacher development has often been a top-down creation of district 

administration or outside agencies with little relevancy to the classroom setting. 

Traditionally, teacher development programs have operated from a premise of deficiency 

instead of one of empowerment (GiifEn, 1991; Krupp, 1989). Teacher input is not 

utilized in the design or delivery of skills that others have decided teachers need. 

Professional development at the school site usually involves one or two days of workshops 

or seminars where no follow-up for the implementation of the strategies is provided. 

Unfortunately, such programs ultimately foster a sense of isolation for those involved. 

Teachers teach alone without the professional support of their colleagues, as a 

consequence, discussion and insight around practice have been greatly liinited (Cooper, 

1991; Futrell, 1994; McLaughlin, 1991). 
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Teachers' Motivation For Professional Development 

The discussion of teachers' motivations for professional development cannot be fiiUy 

considered outside the context of the desire and motivation for teaching in general. Since 

Lortie's (1975) classic study, it has been well-established that teachers are drawn to the 

profession primarily by intrinsic rewards such as helping and working with others 

(students) and the satisfaction of teaching itself. A more recent study by Susan Johnson 

(1990 as in Sergiovanni, 1992) reports similar results. Teachers voiced that satisfaction 

comes from working with students and teaching itself. On the other hand, motivation is 

decreased by many dissatisfiers such as low pay, lack of respect, lack of administrative 

support, and poor working conditions in general. 

Another study of a teachers' network, IMPACT II, concluded that teachers chose to 

be involved in this particular professional development activity, primarily to alleviate the 

isolation felt in the classroom and to take part in leadership and professional growth 

opportunities. Furthermore, more activity on the teachers' parts created a greater sense of 

efScacy and ability to make a positive impact in the classroom. They described themselves 

as master teachers and felt richly rewarded by their teaching experiences (Mann, 1995). 

The Rand Change Agent Study examined teacher development in a broad context 

that included such variables as teacher commitment, training and follow-up, and the 

consequent maintenance of acquired skills. Results concluded that teachers chose to be 

involved for several reasons. They saw such involvement as valuable to their professional 

growth, they were asked to participate, or the incentive offered, whether financial or 

otherwise, was attractive. Additionally, motivation was increased when teachers 
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perceived district leaders positively involved in the change project. Teacher involvement 

in the planning increased ownership; top-down planning caused alienation. Finally, 

teachers were more motivated to participate in complex projects than in more routine and 

limited projects. McLaughlin (1991) fiirther summarized that "values and norms operating 

at the school level create the critical context for teachers' interest in and involvement with 

professional development...It is di£5cult for the individual to sustain interest in their 

professional development if it is not valued and encouraged within their school 

workplace" (McLaughlin, 1991, pp. 70-71). 

Self-interest and personal gain, then, may not be primary motivators, but instead, 

teachers may be motivated generally by what they feel is right and good. The traditional 

rule of motivation says that "what gets rewarded gets done." The result of rewards, 

financial or otherwise, is a very calculated involvement and creates a narrow focus on the 

part of the participant. The question that must be asked is " what will happen when the 

reward is no longer there?" The second rule says "what is rewarding gets done." Both 

the satisfier and involvement are intrinsic and personal in nature. The final rule proposes 

that "what is good gets done" and is fueled by duty or obligation. Involvement is the 

consequence of a moral commitment. Sergiovanni (1992) suggests that the final rule, that 

of moral obligation, is most authentic, and consequently, most beneficial to the educational 

setting. As teachers pursue authenticity in their practice and work, ultimately, they are 

driven by their moral obligation and what is good as described by Sergiovanni (Grimmett 

& Neufeld, 1994). 
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Perhaps the greatest motivator for teachers may be their initial, total involvement in 

the design and implementation of a change project. Farber (in FuUan, 1993) suggests that 

teachers often suffer from a "sense of inconsequentiality" (PuUan, p. 12), and as a result, 

lose the initial moral purpose that brought them to the teaching profession. Fullan (1993) 

proposes that for teachers to rediscover their moral purpose, they must be better prepared 

to promote change in their school environment and investigate more thoroughly the role of 

change agent. It is only through the coexistence of moral purpose and the role of change 

agent that change in the school environment can be maintained. As a consequence, 

teachers will be more prone to fiilly conraiit to whatever change project may be attempted. 

The Adult Learner 

In the search for meaning in their lives, adults frequently turn to the opportunity to 

increase either skills or knowledge that initially may surface as a specific need related to 

employment (Apps, 1992; Oja, 1991). This search mvolves "a conversation with self  ̂a 

conversation with others, an interaction with some content, and an interaction with the 

environment around them" (Apps, 1992, p. 9). Along with many expectations for the 

outcome of the learning process, adult learners bring many psychological, social and 

economic barriers and challenges with them, which may include poor self-esteem and fear 

of failure. Adults question their own abilities, but frequently know more on a given 

subject than they realize. Through strategies such as discussion, reflection and journal 

writing, that help them in the discovery of their own knowledge base, adult learners must 

acknowledge, validate and capitalize on their own life experiences. In the process, it must 

be recognized that all adult learners are part-time students. Being in the mainstream of 



their life, and with the demands that daily life brings, they usually have no other option 

(Apps, 1992; Arin-Krupp, 1989). 

Both life cycle and stage theories must be addressed in not only the design but the 

implementation of programs for adults. Life cycle theory describes transitions that are 

age-related. Adults progress through a life-long process of decision-making around the 

why's and how's of their lives. From issues that are career-related to the personal, adults 

continuously question their perspective and consequent decisions in their 20's, 30's, 40's 

and 50's through fairly predictable phases. While these phases may not be completely 

descriptive of aU adults, the phases provide a frame for the dilemmas that adults face 

(Arin-Krupp, 1989; Oja, 1991). 

Stage theory, which is not age-defined, has to do with cognition, i.e. the thought and 

problem-solving strategies that shape an individual's perspective of his/her envirorunent. 

Several models, such as ego development (Loevinger), moral development (Kohlberg), 

intellectual development (Piaget, Perry, I^t), and interpersonal development (Selman), 

all provide insight into this process. The stages in these models are hierarchically 

arranged, with advancement into the next stage being dependent on the acquisition of 

learning and understanding required at each level. The higher the level hierarchically, the 

more adept the individual's fimctioning is in the discrimination of multiple perspectives 

and in the realm of problem-solving (Oja, 1991). The consideration of these stage models 

in the design of professional development may provide a more global perspective of life's 

decision-making process and suggests that "human development, personality, and 
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character are the result of orderly changes in underlying cognitive and emotional 

structures" (Oja, 1991, p. 41). 

More recently, it is being recognized that adult learners may leam more like school-

age students do—through active involvement and the consequent processing and 

articulation of what has been learned (Lleberman, 1995). To best create an optimal 

learning environment for adults. Wood and Thompson (1993) suggest the following 

considerations be taken into account: 

• Goals and objectives must be meaningful and applicable to the learners' work. 

• Relevancy is of utmost importance and will promote retention and application. 

• Efforts to provide peer support that help diminish judgment should be made. 

• Seeing results and receiving feedback on implementation is vital to the adult learning 

process. 

• Adults are very concrete in their learning, and the opportunities in which they apply 

their learning must also be concrete and directed. 

• Small group interaction promotes imderstanding and supports the application, 

analysis, synthesis and evaluation of what has been learned. 

• The learners' vast and varied experiences must be accommodated within the learning 

process. 

Some control over content must be assumed by the learners. 

• Follow-up support such as coaching, facilitates the transfer of learning. 

Professional development often is designed without consideration for the adult 

learners' needs. Addressing professional development for educators more specifically, Oja 
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(1991) suggests four areas of focus that incorporate those needs. One area is that of 

needed time for reflection. Practical application of what is learned must be followed by 

reflection. As assumptions about practice are challenged, teachers must have time to build 

upon and embed new learning into their base of previous experience and learning. A 

second area is the use of peer supervision and advising. A model suggested is one of 

support/challenge and action/reflection, where peers model and critique teaching 

effectiveness. Continued support throughout the implementation of new learning is vital 

to retention and continued use. The third area suggests that role-taking is essential to 

adult development, and since new roles for teachers have surfaced as a consequence of the 

restructuring of schools, the need for role-taking has become even more important. Role-

taldng is "the ability to take into account the perspective of others, to understand a 

situation from another person's point of view, and to act *as if by assuming the role of 

another" (Oja, 1991, p. 51). To better understand and develop the confidence required in 

new roles, teachers must be encouraged to assume roles such as group discussion leader, 

peer supervisor, cooperating teacher, resource teacher, and action researcher. Finally, 

new learning that challenges assumptions and beliefs about practice often brings cognitive 

conflict and disequilibrium to teachers. Teachers are likely to feel anxious and frustrated 

during this period. To help teachers avoid retreating to previously established 

assumptions and beliefs, it is necessary to provide an environment that is nurturing and 

supportive. Any form of collegial interaction that offers support is essential at this time 

(Oja, 1991). 
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To best &cilitate professional development, it is vitally important to incorporate what 

is known about the adult learner. Appropriate strategies can allow the adult learner to 

become an active and enthusiastic participant in his/her own development, and 

consequently, lead to better understanding of what teaching and learning is about (Apps, 

1992; Arin-Krupp, 1989). 

The Present Status of the Master's Degree 

Historically, the answer to better preparation and advancement in any field has been 

the master's degree. Although, offered as the first post-baccalaureate degree at the 

beginning of the twentieth century, the master's degree had in the past been considered the 

'^consolation prize" for those unable to pursue a doctorate. Since World War II, a 

resurgence in the value and need for the attainment of a master's degree has been 

underscored by business and industry seeking employees with such degrees. To better 

meet these needs, colleges and universities have provided master's degrees based on a 

broad spectrum of requirements and content. Some critics suggest that the move to such 

variance in programs has weakened master's education, while others feel that, in fact, this 

is its greatest contribution and strength (Borchert, 1994). 

Cassanova et al. (1992) indicate that over the last three decades, master's degrees 

have become the most beneficial and profitable means to support the American economy 

in a global market. It is through its versatility and comprehensive nature that it has 

become the most conmionly sought degree. "Though master's programs vary in their 

purposes and characteristics, most share a conunitment to providing students with some 
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experience in original scholarship and acquainting them with the research protocols 

appropriate to the field" (Cassanova et al., 1992, p. 3). 

Master's degree programs generally fall into two categories: 

1. Research or discipline-oriented programs which are designed to prepare 

students for scholarly or research activity directed toward the acquisition of new 

knowledge; 

2. Practice-oriented or professional programs designed to prepare students for 

professional practice directed mainly toward the application or transmission of 

existing knowledge (Borchert, p. 4). 

Eighty-five per cent of all master's degree programs offered are professional programs 

that may serve as entry-level, workplace credentials. The outcomes for all programs 

include skills and knowledge gained fi-om not only coursework, but fi'om field experiences 

and the varied perspectives and backgrounds of those involved (Borchert, 1994). 

Conrad, et al. (1993) conducted an extensive study of master's degree programs and 

their participants across the United States with the intent of providing data to support that, 

indeed, these programs are a vital link between higher education and the workplace. Their 

results identified four types of master's programs: community-centered, apprenticeship, 

career advancement, ancillary. Community-centered programs focused on coUegiality of 

participants and faculty where the learning was a collaborative process. Apprenticeship 

programs provided practical experiences to participants through the instruction of 

"masters of the craft.** Career advancement programs provide theoretical and basic 

knowledge through core courses. These programs are considered terminal, with the end 
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result being expertise m the given field. Ancillary programs are offered through 

departments whose primary focus is the promotion of doctoral degrees; therefore, the 

master's degree in this situation is considered secondary. While providing sound academic 

preparation, these programs do little for practical, real world application. 

The 1990's typical master's degree participant attends part-time while working fiill-

time, is older and is female. Interestingly, the attributes of degree programs most 

traditionally valued, such as prestige and academic excellence, did not surface in the study. 

Instead, participants valued attributes that focused on the relationships and the experiences 

in the programs. The culture, leadership aspects, planned learning experiences and 

resources available were most important to the participants. A program culture that 

provided a supportive environment while nurturing risk-taking and, consequently, 

expanding learning expenences was valued. In regard to leadership, faculty with non-

university experiences who were highly involved in their respective fields provided 

learning opportunities that included skills and knowledge needed to survive in the 

workplace. Planned learning experiences were varied and were provided through core 

coursework, intensive periods of subject mvolvement, mentoring, active participation 

internships and research, and a final, comprehensive project. Resources were defined 

through institutional and departmental support. Institutional support provided funding for 

facilities, supplies and student financial support, while departmental support was 

demonstrated through the provision of adequate sta£Sng and assistance for graduates in 

the acquisition of employment or the pursuit of an advanced degree (Borchert, 1994). 
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Teacher Development and the Master's Degree 

In the process of reform, the utility and appropriateness of the role of the 

Master of Education Degree in teacher development is being questioned. Along with 

university-based teacher education, the Master of Education Degree is being heralded as 

an endangered species. Critics suggest that a more practical and authentic approach which 

could include school-based delivery, be pursued (Knapp, et al., 1989; McCaleb, et al., 

1987). 

Unlike the general master's degree which is growing in popularity, the master's 

degree in education has increasingly been criticized. A great part of the concern has been 

with the lack of consistency in both title and content. Many higher education institutions 

offer the Master of Arts in Education, Master of Science in Education and the Master of 

Education from the same department in the attempt to meet varying needs. Program 

content also varies accordingly, with no definitive core coursework established. 

According to Osguthorpe and Wong (1991), there is reason to be concerned. The 

meaning of the degree not only causes confusion for employers and for personnel at 

institutions where graduates with master's degrees apply for entry for doctoral degrees, 

but also for the participants themselves as they seek information about the degree. The 

greatest concern is that as the confusion and lack of definition continues, the teaching 

profession suffers. Most professions award a single degree. It is in this unity of purpose 

that the profession is strengthened and defined. 

The area of program requirements must also be addressed. There is no established, 

definitive set of program requirements. Some programs require a thesis, others a major 
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project and yet others require neither. The incon^stency is unlike either of the doctoral 

degrees, EdJD. and the Ph.D., where both consistently require a dissertation. Educators at 

all levels must come to consensus on the mtent and purpose of a quality master's degree 

program. Until a more uniform and consistent program is adopted, the teaching 

profession will continue to seem at odds with itself (Osgtuhorpe & Wong, 1991). 

Another ongoing concern in regard to the master's degree, but as well as 

undergraduate teacher education, is the lack of relevant and practical experience and 

preparation on the part of professors. Frequently, professors have fewer than five years 

experience in the K-12 classroom, and as a consequence, according to preservice students, 

reflect little of the realities of the teaching profession. Preservice students firequently see 

their own K-12 experience as more valuable than educational foundation courses and 

conclude that the experience prepares them in some ways far better than formal 

coursework. Restructuring teacher education must include the selection of professors 

with a broad repertoire in contemporary elementary and secondary school experience 

(Ciscell, 1993). 

The issue of cost effectiveness in the attainment of a master's degree is addressed by 

Knapp, et al. (1990). Th  ̂conclude that requiring a master's degree of teachers is 

actually detrimental to the retention of good teachers due to the cost involved in attaining 

such a degree. 

Additionally, the lack of consensus on what constitutes a well-defined master's 

degree program adds to the concern of mandating the requirement. In the review of 

studies cited, no significant relationship between student achievement and the level of 
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degree held by the teacher was determined. However, teachers with graduate level 

degrees are perceived as more successful by their supervisors and may be considered more 

highly motivated. Their conclusion, taking all into account, is that data indicate there is no 

need to require a master's degree for teachers in order to ensure higher student 

achievement (BCnapp et al, 1990). 

Turner (1990), on the other hand, contends that a master's degree is a necessity if 

teachers are to meet public expectations that they be better educated than the general 

public. Historically, teachers have been educated at a level four years above the general 

public, which is projected to be 13.5 years by the year 2000. If such is the case, teachers 

will need to complete a master's degree. Along with this general requirement of a higher 

level of education, the public expects a measure of professionalism. Turner believes that a 

baccalaureate degree does not provide su£5cient time and experiences to produce the 

expected professionalism that a master's degree provides. Ultimately, teacher efiScacy and 

empowerment may be a direct outcome of a master's degree requirement; an outcome that 

cannot be achieved through merely acquiring graduate hours. This must be achieved 

through a focus on the "development of knowledge of subject matter, on the one hand, 

and greater problem-solving capabilities relative to professional practice, on the other" 

(Turner, 1990, p. 43). The master's degree may also provide a basis for more equitable 

distribution of salary incentives. Altogether, the development of teacher efficacy and 

consequent empowerment, not only through an improved and consistent knowledge base, 

but also through a solid base for salary incentives, makes the requirement of a master's 

degree for teachers imperative. 



What may generally be suggested here is that an innovative approach to the 

curriculum and delivery of a master's degree is needed. Such an endeavor, joint 

development, was undertaken by a university and a union of K-12 teachers. Both entities 

contributed to the program; the university offered the latest research on instruction and 

delivery, while the K-12 teachers offered current instructional methods and their 

experience and perspective of classroom life. The on-site program offered an opportunity 

to teachers who normally would not be able to attend traditional university courses for 

various reasons. The partnership has resulted in a program where meaningful learning 

experiences were delivered through the establishment of a common knowledge base and in 

an environment of the coUegial support of a cohort group. Evaluation by participants of 

the program indicated that they have found the coursework to be very good to excellent. 

Also reported was that, as professionals, they felt "refreshed, restimulated and re

energized," an indication that the collaborative endeavor had been a success (Warring & 

Huber, 1993, p. 11). 

Another innovative program involves beginning teachers, veteran teachers and 

university faculty in a program that not only monitors and supports beginning teacher 

progress, but provides leadership opportunities for veteran teachers. Veteran teachers 

serve as clinical supervisors during the two-year program. The program is offered tuition-

fi-ee to the beginning teachers, and the culmination is a master's degree. Two important 

outcomes of this collaborative endeavor are the support to the beginning teacher and the 

enhancement of professional development for the veteran teacher (Knutson, 1991). 
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The collaboration of higher education and local school districts on the issue of 

teacher development is the optimum avenue to that development. Higher education must 

respond to the needs of teachers as they define them if reform is to be successful 

(Goodlad, 1990; Warring & Huber, 1993). 

The success of this agenda ultimately turns on teachers' success in accomplishing 

the serious and difficult tasks of learning the skills and perspectives assumed by 

new visions of practice and unlearning the practices and beliefs about students and 

instruction that have dominated their professional lives to date (Hammond &. 

McLaughlin, 1995, p. 597). 



CHAPTER THREE 

METHODOLOGY 

The purpose of chapter three is to outline the research procedures used to answer the 

questions guiding the study outlined in chapter one: 

1. What role does a master's degree play in a teacher's professional development? 

2. What curriculum is most appropriate to create and support the revitalization of 

classroom instruction and consequent student achievement as seen by the participants? 

3. Since these programs are designed jointly by a district and university, will the 

program better meet teachers' needs as they define them? 

4. Does a master's degree program created jointly by a university and school 

district provide a meaningfiil and relevant professional development experience as seen by 

the participants? 

5. Can an on-site master's degree program be the means for the merging of two 

systems for professional development? 

This chapter, therefore, addresses the selection of the sample population, the 

methods used in collecting data, and the analysis of that data. 

Introduction 

Most research Involving educational organizations attempts to describe their activity 

based on quantitative analysis procedures without including the perceptions and 

experiences of individuals who work within the organizatioa It becomes a distant and 

indifferent means of interpreting the organizational process when it does not include the 



individuals' voices who ais the organization and carry out that process (Seidman, 1991). 

"Social abstractions like education are best understood through the experiences of the 

individuals whose work and lives are the stuff upon which the abstractions are built" 

(Ferrarotti, 1981 in Seidman, p. 4). The experience must be considered within the context 

of the learning that is taking place, and if true understanding of that individual's experience 

is the intent, interviewing is the best means by which to accomplish this understanding. 

With the intent of My comprehending the participants' experiences and perceptions 

of an on-site master's degree program, this study includes both a quantitative and 

qualitative components. Together, the two components provide the following: 

1. a description of the participants' perceptions and experiences of their 

involvement in an on-site master's degree program, 

2. insight as to the needs of teachers for the design and development of the 

curriculum of the program, 

3. insight into the process in regard to the administration of the program, and 

4. a description of the district's needs as defined by the administrators and district-

based instructors involved in the development, teaching and administration of the 

progranL 

Chronology of Events 

To provide the context in which these programs were developed, a typical, brief 

chronology of the process is included. 

The university was approached by the school district with the request for o£fering an 

on-site master's degree program for their teachers. While universities firequently offer 
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such programs, the request difiered in the proposal that the curriculum for the program be 

jointly developed and taught by both university and district personnel. The curriculum as 

developed reflected the goals and philosophy of the district which were supported through 

the specific courses that were offered. In one district, the courses closely paralleled 

modules that were requirements of the teacher evaluation program. Once the curriculum 

was determined, instructors were selected fi'om both university and district personnel. At 

times, courses were taught by teams of instructors. 

The administration of the program was shared by both the university and district 

personnel. The established cohorts moved through the entire program course sequence to 

its completion. 

Selection of the Sample 

All participating teachers, district program administrators and instructors for the 

courses from six school districts in metropolitan Phoenix served as the population for this 

study. Three districts had completed the degree program, while the other three were 

beginning a program. 

This study describes the experiences of these two groups, those who were beginning 

the program and those who had completed the program, along with the perceptions of the 

district program administrators and instructors of the courses. The analysis of perceptions 

from the different constituencies provides an in-depth portrayal of the experience provided 

by an on-site master's degree program. 



Samplg For The Qugstionnaire 

All participating teachers and instructors from the six districts received a 

questionnaire to complete. Two hundred seventy-four participating teachers received and 

responded to the questionnaire during one of their class sessions, giving a 100% rate of 

return. Twenty-nine instructors were mailed or hand-delivered a questionnaire, also 

resulting in a 100% rate of return. Complete demographic information on all participants 

can be found in Appendix A. 

Sample For Thg Intgrvigw 

A total of eighteen teachers (three teachers from each district) were selected to be 

interviewed through a stratified sampling procedure. Years of experience defined the 

levels that determined the selection of the sample. The categories for years of experience 

were as follows: years 1 - 5, 6 - 15, 16 or more. Teachers to be interviewed were then 

selected randomly from these levels. Complete demographic information on all 

participants can be found in Appendix A. 

All six district administrators were interviewed as was the university administrator 

who oversees all six programs. 

Data Collection Procedures 

This section describes how the collection of data was accomplished using the two 

methods, a questionnaire and interviewing. The questionnaires were distributed and 

interviews conducted simultaneously. 



Questionnaire 

A questionnaire was used to coUect data that was analyzed quantitatively. The 

questionnaire was developed to reflect the questions that guided the study, with the 

curriculum questions being derived from the research of current literature. A panel of 

experts, university personnel and research analysts, reviewed the questionnaire for 

reliability and validity. Modifications were made as a consequence of that review. 

The questioimaire's responses were based on a five-point Likert scale that varied 

from "Strongly Agree" to "Strongly Disagree." 

The following groups were surveyed independently with an appropriate variation of 

the instrument for each group: 

• teacher participants from the districts beginning a program 

teacher participants from the districts who had completed a program 

• instructors who are district personnel 

• instructors who are adjunct instructors for the university (see Appendices B - E). 

As part of the questionnaire, a section on personal data was included. The 

demographics of the participants' backgrounds collected through this means were used in 

the final analysis of the data to help determine how the veteran teacher's experience varied 

from the more novice teacher's experience. 

A section for open-ended statements was also included. This section provided 

clarification and elaboration on views about the program. The comment section of the 

beginning participant survey consisted of simply "Conrnients." There were no specific 

questions asked of the beginning participant. 
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The completing participant survey comment section listed five open-ended 

statements and a "comments" statement. All statements referred to the program content. 

Questionnaires were distributed during a class session and collected at the conclusion 

of the class. Questionnaires were mailed or hand-delivered to the instructors. 

Tntefview 

Data were collected through an interview process (Appendices F & G). The 

interview process was developed to reflect the questions that guided the study. As with 

the questionnaire, a panel of experts, university personnel and research analysts, reviewed 

the interview questions for reliability and validity. Modifications were made as a 

consequence of that review. The results of a pilot program helped to fiirther develop the 

interview process. 

The interview process was conducted with two groups, those who were beginning 

the program and those who had completed the program. Eighteen participants fi'om the six 

districts, three fi-om each district, were interviewed. Prior to the interview, a telephone 

call was made to explain the purpose of the interview and to arrange a mutually agreed-

upon place  and t ime to  conduct  the  interv iew.  Each interv iew took approximate ly  30-45  

minutes. The interviews were audio recorded and later traxiscribed verbatim for the 

purpose of analysis. Some interviews were conducted by telephone when the teacher was 

unable to meet in person. 

The administrators in the six school districts who were directly responsible for the 

on-site program were also interviewed (^pendix H). As described before, prior to the 

interview, a telephone call was made to explain the purpose of the interview and to 
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arrange a mutually agreed-upon time and place. Each interview took approximately 45 -

60 minutes. The interviews were audio recorded and later transcnbed verbatim for the 

purpose of analysis. The university administrator who is responsible for all programs was 

also interviewed. 

In-depth interviewing allowed the interviewer to examine the participants' 

experiences more thoroughly. It is imperative that participants know and understand the 

purpose and intended outcome of the interview. For that reason, an informed consent 

form was required of each interviewee (^pendix J). 

Data Analysis Procedures 

This final section describes procedures and analyses of the data collected. 

The questionnaire data were analyzed through statistical analysis using the Statistical 

Products and Solution Software(SPSS) for Wmdows. Participants responded on the 

questionnaire sheet. The sheets were coded to help identify the participants* districts. The 

data were then entered into files and analyzed using SPSS. The descriptive analyses used 

were a fi'equency count converted to percentages based on the number of respondents. A 

t-test was calculated on parallel questionnaire items to determine difTerences between the 

two groups. 

• Participants beginning a program with those who had completed a program 

• Participants considered novice teachers with veteran teachers 

• Instructors who are district persoimel with non-district university adjunct instructors. 



The responses to the open-ended statements on the questionnaire were tallied and the 

results were summarized. 

Definition of Groups 

• Beginning participants: participants who had taken three or four courses in the 

program. 

• Completing participants: participants who had completed the program. 

• Novice teachers: teachers who had five or less years teaching experience. 

• Veteran teachers: teachers who had six or more years teaching experience. 

Instructors who were district personnel: instructors who were employed by the 

district in another capacity. 

• Adjunct university instructors: instructors who were not employed by the district. 

Interview 

Qualitative data analysis requires that interpretation of data be inductive rather than 

deductive. It is appropriate to frame data through specific questions in the interview, but 

the interviewer must be careful to not allow those questions to limit the breadth of the 

data being collected. Qualitative research is not intended to test a predetermined 

hypothesis nor is it intended to support an established theory. It is the analysis of "data in 

the form of words" (Miles & Huberman, 1994, p. 9). The mterviewer must review the 

raw data with an open attitude and allow the data "to breathe and speak for itself' 

(Seidman, 1991, p. 89). 

The approach to data analysis for this study was interpretivist in nature. It must be 

understood that as researcher, it was not entirely possible to disengage from the process 
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and that the interviewing process was a "co-elaboration" between interviewer and 

interviewee (Miles & Huberman, 1994). 

The data gathered from the audio recorded interviewing was transcribed verbatim. 

The information was then grouped by categories that emerged from the participants' 

experiences and encoded to determine themes between and among the categories 

(Appendix I). This was accomplished by using the three-step process of data reduction, 

data display and conclusion drawing/verification (Miles & Huberman, 1994). The 

analytical process was ongoing throughout the entire data collection sequence and beyond. 

Data reduction was the initial procedure in the selection and focus on data 

interpretation. It was not separate from, but a part of the total analytical process. During 

this period of time, care was taken not to eliminate or ignore the context from which the 

data emerged. 

Data display was a compressed, organized view of the data. The most commonly 

used display has been extended text, which can be cumbersome and difficult to interpret. 

Extended text provided the initial display to determine themes and categories. Depending 

on the nature of the themes and categories that surfaced, a matrix, chart or graph was 

used. 

Conclusion drawing and verification comprised the decision-making process that 

allowed to "note regularities, patterns, explanations, possible configurations, causal flows 

and propositions" (Miles & Huberman, 1994, p. 11). This occurred in the final stages of 

data analysis when it was necessary to constantly reexamine the data to substantiate any 

tentative conclusions. 
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This three-step process provided the framewoxic for the qualitative analysis. After 

tentative conclusions had been drawn, the quantitative and qualitative data were further 

examined to confirm or elaborate on the conclusions for both sets of data. 
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CHAPTER FOUR 

ANALYSIS OF DATA 

This chapter includes data which describe: (a) the participants' perceptions and 

experiences of their involvement in an on-site master's degree program; (b) the needs of 

teachers for the design and development of the curriculum of the program; (c) the process 

involved in the administration of the program; and (d) the district's needs as defined by the 

administrators and district-based instructors involved in the development, teaching and 

administration of the program. 

Frequency responses were tabulated for each item on the questiormaire and 

converted to percentages. Percentages were calculated separately for those participants 

beginning and those completing the program, and for instructors who were district 

personnel and those who were not (adjunct). Additionally, a t-test on parallel 

questionnaire items was used to determine group differences between beginning and 

completing teacher participants. A t-test was also computed to test for differences 

between district and adjunct instructors. The value of less than or equal .05 was used to 

determine the level of significance. Any discrepancy in the total number of responses for 

each of the questionnaire items is due to the fact that participants may not have responded 

to all items. 

Interviews were conducted with teacher participants, both beginning and completing, 

district administrators, and the university administrator. The interviews were transcribed 

verbatim. A preliminary code list was determined based on the questions that guided the 
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Study. Further inspection of the data helped determine a final code list and themes and 

patterns in the data. 

The central questions that guided this study are discussed individually. The 

discussion for each question indicates the questionnaire and interview results separately 

for the dififerent groups of participants. 

Question One: What Role Does a Master's 

Degree Play in a Teacher's Professional Development? 

To respond to question one, responses to items 1, 2, 23, and 24 from the 

questionnaire are reported. In addition, applicable responses from the interviews are also 

presented. 

Questionnaire Results 

Teachgr Participant and Instnjctor Results 

In order to address this research question, teacher participants were asked to indicate 

their level of agreement with the statement Otem 1) "Completing a master's degree is 

important to a teaching career," 47% of those beginning the program and 29% of those 

who had completed the program strongly agreed; 39% of beginning participants and 56% 

of completing participants agreed (See Table 1). Sixty-eight percent (68%) of district 

instructors and 60% of adjunct instructors strongly agreed while 26% of distria 

instructors and 40% of adjunct instructors agreed, t-tests showed no significant 

differences between either the two teacher group's nor the two instructor group's 

responses to this question (See Table 2). 
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To the statement (item 2) "A master's degree improves teaching," 42% of beginning 

participants and 43% of completing participants strongly agree; 45% of beginning 

participants and 43% of completing participants agree (See Table 1). Seventy-eight 

percent (78%) of district instructors and 90% of adjunct instructors strongly agreed; 21% 

of district instructors and 10% of adjiuict instructors agreed, t-tests showed no significant 

differences between the two teacher groups or the two instructor groups (See Table 2). 

Table 1 

Means and t-test Results of Individual Question Item Responses for Teacher Participants 

Teacher Participants 

Questionnaire Item 
Beginning 

Means 
Completing 

Means t-value df p-value 

1. Completing a master's degree is 
important to a teaching career. 

1.74 1.90 1.49 271 .138 

2. As a result of the course content in 
this master's degree program, my 
teaching has improved. 

1.74 1.74 -.08 272 .938 

23. I have years teaching 
experience. 

2.22 2.60 2.85 269 .005* 

24. I have been with my current 
district for years. 

1.88 2.21 2.69 270 .008* 

*p<.05 

There was a significant difference in the years of teaching experience between of the 

two teacher groups (item 23). Teachers beginning the program had 4-5 years teaching 

experience, while completing teachers had closer to 7 years teaching experience. 
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There was also a significant difference in the number years in the current district 

between the two groups (item 24). Teachers begjiming the program had been with their 

current district 0-3 years, while teachers completing the program had been 4-7 years 

with their current district (See Table 1). 

Table 2 

Means and t-test Results of Individual Question Item Responses for Instructors 

Instructors 

Questionnaire Item 
District 
Means 

Adjuna 
Means t-value df p-value 

1. Completing a master's degree is 
important to a teaching career. 

1.37 1.40 .14 27 .889 

2. The content of the course I teach 
in this master's degree program 
improves the participants' 
teaching. 

1.21 1.10 -.73 27 .472 

Note: p < .05 

Summary of Questionnaire Results 

Overwhelmingly, both beginning and completing participants agreed that a master's 

degree is important to a teaching career and also improves teaching. Almost 100% of 

both district instructors and university adjunct instructors agreed that a master's degree is 

important to a teaching career and also improves teaching. 

Additional data mdicate that the difference in years of teaching experience was 

statistically significant. Teachers beginning the program had 4-S years teaching 

experience, while completing teachers had closer to 7 years teaching experience. Also, the 

difference in the number of years employed in the district was significant. Teachers 



63 

beginning the program had been employed in their current district 0-3 years, while 

teachers completing the program had been employed 4-7 years. 

Intgrview Results 

Teacher Participant Results 

Beginning and completing participants were asked how important they believed a 

master's degree to be to a teaching career. Most participants stated that a master's degree 

per se may not be important to a teaching career if the individual does not implement what 

is learned. It is the knowledge and consequent application, not the degree, that make the 

difference. As one respondent noted, "I don't think a master's degree makes you a master 

teacher. Important? I think it is up to the individual on how important they make it." 

Completing participants felt that the idea of continuing education, whether through a 

formal degree program or just a variety of courses, was seen as vitally important to a 

teacher's professional development. Beginning participants saw a master's degree as an 

opportunity to renew and refresh their ideas. One beginning participant suggested that 

"Some teachers become very—let's say—boring in respect to their field, and they don't 

bring life into the classroom, and it is very critical." Impact on their salary schedule was 

mentioned, though both beginning and completing participants spoke more of acquiring 

knowledge versus the economic gain. 

In the discussion regarding the most appropriate time in a teaching career when 

teachers should undertake a master's degree, most completing participants interviewed 

believed that teachers should wait three to five years. They believed teachers needed to 

establish themselves in the classroom and become familiar with students' developmental 
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stages. Having this knowledge as a basis would make consequent learning in the program 

more meaningful. 

To further determine the role of a master's degree, participants were asked to discuss 

their primary motive for pursuing a master's degree. Though most beginning participants 

indicated that the primary motive was to move on the salary schedule, they quickly 

rejoined that the professional growth aspect was also important to them. A love of 

learning and the need to update and leam new strategies were mentioned frequently. "I 

just think I need to keep learning so I don't get behind with good techniques, and I think it 

keep teachers fresh when you're taking classes," one teacher noted. Completing 

participants' initial motivation to pursue a master's degree came from the need to comply 

with the state requirement for certification. During the course of the program, the 

requirement was eliminated. Participants then chose to continue based on the need for the 

salary increase or simply their own self-satisfaction. As one respondent stated, "I could 

have just taken units, but I thought I'm worth it, and I did it for myself." 

Beginning participants were asked if they would be better teachers at the completion 

of the program. Afler indicating they thought they would be, most participants responded 

by discussing how they had incorporated what they had learned to date into their practice. 

Other beginning participants' responses, however, were more introspective and addressed 

how their perspective about teaching had changed. Typical responses were, 

• "It is not so important how much the teacher knows; it's how much can the 

teacher get kids to know." 



• "I've seen where I've made mistakes in the past and haven't been as clear. The 

effort's been there, the intent's been there, but I've already seen where I can take certain 

things and make [them] much clearer and evaluate the students much better, too." 

Completing participants also agreed they were better teachers, and indicated that 

more specifically, the utilization of projects such as resource handbooks and units 

developed during the program, would make them better teachers. Furthermore, the 

experience of participating in a degree program, for most, clarified their own philosophy 

of education. "I think knowing just where I was coming fi-om made it better and made me 

see where I needed to grow and things that I did well." Overall, a heightened sense of 

efiBcacy as an outcome of the program was apparent throughout their discussion. Some 

related that their involvement in the program allowed them to serve as role models for 

their own students. By sharing their own learning experience, an awareness of what 

lifelong learning is about was provided to their students. 

Administrator Results 

Most district administrators in their discussion of the role of a master's degree in a 

teaching career, believed that the degree provided a broader perspective and imbued the 

participants with a great sense of confidence about themselves and their profession. They 

noted demeanor, understanding that the implementation of course content in regard to 

instruction was solely up to the individual and its benefits to their practice contingent on 

that implementation. Acquiring a master's degree was seen as a strong indication that the 

teacher sees him/herself as a lifelong learner. Teachers can "continue to take classes and 

courses and so forth, but there's something about a degree program and the discipline it 
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takes to hang in there...it says a lot about the individual when you take on a goal like that 

and complete it,** was one response. They believe that the skills and knowledge gained 

promotes the teachers' sense of professionalism as reflected in the statement, "They see 

themselves more as a professional and, therefore, they act more like professionals when 

they have completed a degree." 

Figure 1 illustrates the interview responses to this question by the di£ferent 

participant groups. 

Partidpant 

Bc{fauiin( Teacbcr 
PartfaHpanfi 

Completing 
Teachcr 
Parttdpinti 

District 
Admioiatraton 

Iinpartaiice of M.Ed. to a 
teacfaing caracr 

1. Up to tbe individual to 
—tfaat IB 

wfaitiiimportaA 
2. RenewiaodRfraheaideaa 
3. locteaaeooialaiyifiifdule 

1. Up to the individual to 
titfl tt 

wiiat is impoitaat 
2. Cqoceptofcnntinuing 

education matt impottaat 
3. Increaie oo talaty idicdule 
4. M.Ed. ibould be punued aflar 

3-S yean in the cUnroom 

1. Provides a broader 
penpective for teaching 

2. Gives greater lense of 
confidence in tbeoBeivea and 
thdr profexsioa 

3. Punuit of KLEd. indicates 
teadier sees self u lifelong 
learner 

Primary motive for panning 
MJa. 
1. Increase on salary idiedule 
2. Love of leaning 
3. Update aodlexni new licills 

1. Certification lequirenient 
2. Increase oo salary increase 
3. Personal satisfaction 

Not addressed 

Win they be better teacbera 
witbaaM.Ed.T 

1. Specific content will be 
implemented 

2. Perspective about teacfaing has 

1. Instniftinnal nutrrisls 
developed will be 
implemented 

2. S«m as role models for own 
students 

3. Clarified philosophy of 
education 

1. Broader perspective for 
Ifsohing 

2. Skills and knowledge gained 
promote profewinnalign 

Figure 1. Participant Perspective and Opinion Matrix 

Summary pf Interview Results 

In summary, beginning and completing participants see the master's degree as an 

opportunity to renew and refresh their ideas and skills, but the degree in itself they feel, 

does not make you a better teacher. The application of knowledge and skills from any 

source of continuing education is the key to better teaching. It is up to the individual to 
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utilize that new-found knowledge to their best advantage in the classroom. Completing 

participants &rther indicated that teachers should wait three to five years before beginning 

a master's degree. Developing a knowledge about classroom practice and building on that 

makes the degree program more meaningfiil. 

District administrators believed that a master's degree promotes a greater sense of 

confidence and professionalism in teachers. Pursuing a master's degree suggests that the 

teacher is not only a lifelong learner, but conveyed dedication to the program. 

Most beginning participants cited the primary motive for pursuing a master's degree 

was a salary increase, and the secondary motive, was a love of learning and the realization 

that it was necessary to keep updated. Completing participants initial motive was to 

comply with the state requirement for certification. Once that was eliminated, salary 

increase or the self-satisfaction of earning a master's degree became the motive. 

Beginning participants felt they would be better teachers at the completion of the 

program. The response as to how, elicited descriptions of the implementation of skills and 

knowledge they had already acquired. Others spoke more philosophically about the 

changes in their perspective about teaching. Completing participants spoke more 

specifically about how the units and resource materials they had developed during the 

program would improve their practice. They shared their confidence about being able to 

make a difference in the classroom. 
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Question Two: What Curriculum Is Most Appropriate to 

Create and Support the Revitalization of Classroom Instruction and 

Consequent Student Achievement as Seen by the Participants? 

To respond to question two, responses to items 3, 7, and 11-21, and open-ended 

statements 29 and 30 from the questionnaire are reported. In addition, applicable 

responses from the interviews are also presented. 

Qugstionnairg Results 

Teacher Participant and Instructor Results 

Participants were asked to indicate their level of agreement with the statement 

(item 3), "The content of the courses in this master's degree program and its 

implementation will increase student achievement in my classroom;" 31% of beginning 

participants and 19% of completing participants strongly agreed while 43% of begiiming 

participants and 45% of completing participants agreed. A significant difference in the way 

the two groups, beginning and completing, responded to this statement was seen. 

Teachers beginning the program agreed more strongly with this statement (See Table 3). 

Instructors were asked to indicate their level of agreement with the statement 

(item 3), The content of the course I teach in this master's degree helps increase student 

achievement in participants' classrooms." Here, 78% of district instructors and 90% of 

adjunct instructors strongly agreed or agreed while 21% of district instructors and 10% of 

adjunct instructors were undecided. No significant differences were seen between the two 

instructor group's responses to this question (See Table 4). 
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Tables 

Means and t-test Results of Individual Question Item Responses For Teacher Participants 

Teacher Participants 

Beginning Completing 
Questionnaire Item Means Means t-value df p-value 

3. The content in the courses in this 
master's degree program and its 
implementation have helped 
increase student achievement in my 
classroom. 

1.99 2.30 2.81 271 .005» 

7. The courses in this program 
included more of the practical 
aspects of teaching rather than a 
lot of theory. 

1.41 2.18 7.26 271 .000» 

I found the courses covering the foUowing content valuable for my role as teacher: 

11. Classroom management 1.63 2.27 6.36 266 .000* 

12. Curriculum development 1.54 1.96 4.71 269 .000* 

13. Teaching strategies e.g. 
cooperative learning, masteiy 
learning, seven intelligences 

1.48 1.59 1.47 272 .143 

14. Development of assessments for 
instruction 

1.74 2.17 4.62 270 .000* 

IS. Equity/Diversity issues 1.87 2.01 1.56 271 .119 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

1.85 1.93 .85 271 .396 

17. Leadership roles for teachers 2.01 2.25 2.47 269 .014* 

18. Child/adolescent psychology and 
its implications for instruction 

1.91 2.11 1.91 270 .057 

19. Educational research and its 
implications for the classroom 

2.10 2.10 .00 268 1.000 

20. Educational issues e.g. change, 
parental involvement, public 
relations 

1.84 1.79 -.63 270 .527 

21. Historical and/or philosophical 
perspective of education 

2.32 2.29 -.31 268 .756 

* p < .05 
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To the statement (item 7), "The courses in this program included more of the 

practical aspects of teaching rather than a lot of theory;" 95% of beginning participants 

and 76% of completing participants strongly agreed and agreed combined, while 2% of 

beginning participants and 7% of completing participants were undecided. Two percent 

(2%) of beginning participants and 15% of completing participants disagreed. A significant 

difference was found in the way the two groups, beginning and completing, responded to 

this statement. Teachers beginning the program agreed more strongly with this statement 

(See Table 3). 

When instructors were asked to indicate their level of agreement with the statement 

(item 7), "I believe that courses in this program should include more of the practical 

aspects of teaching rather than a lot of theory;" 69% of district instructors and 100% of 

adjunct instructors strongly agreed or agreed, while 31% of district instructors were 

undecided. T-test showed no significant difference between the two instructor groups' 

responses to this question (See Table 4). 

To the statement fitems 11-21), "The courses covering the following content are 

valuable for my role as teacher," beginning participants and completing participants were 

in concurrence in strongly agreeing or agreeing that teaching strategies, equity/diversity 

issues, special needs, child/adolescent psychology, educational research, and educational 

issues provide content that is valuable to their roles as teachers. Beginning participants 

viewed classroom management, curriculum development, development of assessments for 

instruction, and leadership roles for teachers as more valuable than did completing 

participants. Both beginning and completing participants viewed a course on the 
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historical/philosophical perspective of education less valuable with only 65% and 66%, 

respectively, strongly agreeing or agreeing, and 26% and 20%, respectively, being 

undecided on its value (See Table 5). 

There was a significant difference in the way the two groups, beginning and 

completing, responded to, "The courses covering the following content are valuable for 

my role as teacher." Teachers beginning the program agreed more strongly that courses in 

classroom management, curriculum development, the development of assessments for 

instruction, and leadership roles for teachers, were valuable than did completing 

participants (See Table 3). 

Both district and adjunct instructors viewed all courses as valuable with most in the 

90% to 100% range for strongly agreemg or agreeing. The exception was district 

instructors' disagreement in the value of courses in educational research, educational 

issues and the historical/philosophical perspective of education. Here no significant 

difference between the two instructor groups* responses to this question were seen (See 

Table 4 and 5). 
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Table 4 

Means and t-test Results of Individual Question Item Resnonses for Instructors 

Instructors 

District Adjunct 
Questionnaire Item Means Means t-value df p-valu 

3. The content of the course I teach in 
this Master's Degree program 
helps increase student achievement 
in the participants' classrooms. 

1.58 1.40 -.58 27 .569 

7. I believe that courses in this 
program should include more of 
the practical aspects of teaching 
rather than a lot of theory. 

2.31 1.50 -1.96 27 .060 

The courses covering the following content are valuable to participants for their roles as 
teachers: 

11. Classroom management 1.26 1.30 .20 27 .181 

12. Curriculum development 1.42 1.40 -.09 27 .926 

13. Teaching strategies e.g. 
cooperative learning, mastery 
learning, seven intelligences 

1.21 1.10 -.73 27 .472 

14. Development of assessments for 
instruction 

1.21 1.30 .44 27 .662 

15. Equity/Diversity issues 1.58 1.40 -.79 27 .435 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

1.47 1.40 -.32 27 .748 

17. Leadership roles for teachers 1.52 1.70 .88 27 .385 

18. Child/adolescent psychology and 
its implications for instruction 

1.53 1.60 .32 27 .748 

19. Educational research and its 
implications for the classroom 

1.74 1.70 -.13 27 .896 

20. Educational issues e.g. change, 
parental involvement, public 
relations 

1.53 1.40 -.46 27 .647 

21. Historical and/or philosophical 
perspective of education 

1.84 1.80 -.15 27 .883 

Note: p < .05 
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Table 5 

Pgrggnt of Beginning and Complgting TgaghgrPartigipants, and District and Adjunct 

Instnigtors Indigating Coursg Contgnt Prgfgrgnggs 
Teacher Participants Instructors 

Course Content 
Beginning Completing District Adjunct 
N = 1 3 7  N = 1 3 7  N = 1 9  N = 1 0  

Classroom management 

Agree' 
Disagree  ̂
UndecidedAJnknown 
Non-respondents 

Curriculum development 

Agree' 
Disagree^ 
Undecided/Unknown 
Non-respondents 

91% 
2% 
7% 

94% 
1% 

5% 

63% 
12% 
21% 
4% 

84% 
8% 

6% 
2% 

100% 100% 

100% 90% 

10% 

Teaching strategies e.g. cooperative learning, mastery learning, seven intelligences 

Agree' 96% 95% 100% 100% 
Disagree^ 1% 1% 
Undecided/Unknown 3% 4% 

Development of assessments for instruction 

Agree' 92% 69% 100% 90% 
Disagree 3% 6% 
Undecided/Unknown 5% 23% 10% 
Non-respondents 2% 

Equity/Diversity issues 

Agree' 83% 83% 95% 100% 
Disagree^ 2% 6% 
Undecided/Unknown 15% 11% 5% 

Special Needs e.g. at-risk, gifted, inclusion 

Agree' 86% 85% 95% 100% 
Disagree^ 1% 3% 
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Teacher Participants Instructors 

Beginning Completing District Adjunct 
Course Content N = 1 3 7  N = 1 3 7  N = 1 9  N = 1 0  

UndecidedAJnknown 13% 12% 5% 

Leadership roles for teachers 

Agree' 80% 63% 100% 100% 
Disagree^ 3% 8% 
UndecidedAJnknown 16% 28% 
Non-respondents 1% 1% 

Child/adolescent psychology and its implications for instruction 

Agree' 84% 80% 95% 100% 
Disagree  ̂ 2% 12% 
UndecidedAJnknown 13% 8% 5% 
Non-respondents 1% 

Educational research and its implications for the classroom 

Agree' 78% 80% 90% 100% 
Disagree  ̂ 5% 10% 5% 
UndecidedAJnknown 15% 10% 5% 
Non-respondents 2% 

Educational issues e.g. change, parental involvement, public relations 

Agree' 92% 89% 95% 100% 
Disagree 2% 3% 5% 
UndecidedAJnknown 6% 8% 

Historical and/or philosophical perspective of education 

Agree' 65% 66% 89% 90% 

Disagree  ̂ 9% 14% 5% 
UndecidedAJnknown 26% 20% 5% 10% 
Non-respondents 1% 

'Strongly agree and agree results have been combined, 
disagree and strongly disagree results have been combined. 



75 

Questionnaire Open-Ended Statement Results - Completing Teacher Participant 

The following results are a summary of the comments taken from the completing 

participants' questionnaires. Similar responses were grouped into categories and then 

tallied. 

For the open-ended statement (item 29) "The most valuable course in this program 

has been...," a majority of completing participants reported the course in cooperative 

learning was by far the most valuable course in the program. It was reported as the most 

valuable by twice the number of the next most reported course, professional problems and 

issues. The course in multi-cultural education was cited a close third. If multiple courses 

were seen as valuable, all responses were included in the sunwnary (See Table 6). 

Some comments about the most valuable course: 

"The issues class—^I finally felt I had my own philosophy of education." 

"There are two courses—the issues course, the first I took set the tone for the entire 

program, and philosophy awakened an awareness of abilities in all of us." 
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Tabled 

Tally of Comments Regarding Most Valuable Course in their District Program hv 

Completing Teacher Participants atem 29) 

District B Distria C District E 
Frequency* Frequency* Frequency* Total 

Title of Course N = 51 N = 46 

o
 11 Y

. 

N= 137 

Cooperative learning 32 13 10 55 

Professional problems and issues 22 7 29 

Multi-cultural education 20 20 

Child psychology 3 4 3 10 

Classroom assessment 9 9 

Facilitative leadership 9 9 

Philosophy/foundations of education 8 8 

Special Education/gifted 8 8 

Curriculum construction 3 4 7 

Elementary math methods 6 6 

Exceptional children 4 2 6 

Foundations of schooling as a social 6 6 
structure 

Children's literature 4 4 

Independent study 3 3 

Social studies 3 3 

Supervision of instruction 3 3 

Educational research 1 1 

Science 2 2 

Environmental education 1 1 

Technology 2 2 

*U more than one couise was identified as most valuable, all entries were included in the tally. 
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For the open-ended statement Qtem 30), **1116 least valuable course in this program 

has been...," completing participants cited the course in environmental education as being 

the least valuable course in the program, with child psychology cited as the second least 

valuable. Philosophy of education, a reading methods course and a curriculum course 

were cited as third. It is interesting to note that only one district determined that the child 

psychology course was least valuable. No single, same course across the three districts 

that completed the program appears to be strongly considered least valuable. If multiple 

courses were seen as problematic, all selections were included in the summary (See 

Table 7). 

Some comments about the least valuable course included, 

"Child psychology—not taught well, very knowledge-based, not hands on." 

"The philosophy class—I would have liked to talk/read/write about current 

philosophies rather than past—I did that in undergrad." 
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Table? 

Tally of Comments Regarding Least Valuable Course in Their District Program bv 

Completing Teacher Participants ntem 30^) 

District B District C District E 
Frequency* Frequency* Frequency* Total 

Name of Course N - 5 1  N = 46 N = 40 N= 137 

Environmental education 24 15 39 

Child psychology 2 16 18 

Philosophy of education 9 5 14 

Reading strategies 12 12 

Curriculum construction 7 4 11 

Issues in education 7 2 9 

Multi-cultural education 8 8 

Assessment of instruction 2 1 4 7 

Technology 7 7 

Social studies methods 6 6 

Special needs students 1 2 3 

Supervision of instruction 3 3 

Educational research 2 I 3 

Exceptional child 2 2 

Science methods 1 1 

Sociology 1 1 

*If more tlian one course was identified as least valuable, all entries were included in the tally. 

Summary of Questionnaire Resuhs 

Approximately three-fourths of both the beginning and completing teacher 

participants agreed that the content of the courses in the master's degree program would 
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improve student achievement. Beginning teachers agreed more strongly with this 

statement than completing teachers. Almost all instructors, both district and adjunct, 

believed that the course they taught helped improve student achievement. 

Almost all begiiming participants believed that the practical aspects of teaching were 

included m their courses while slightly fewer completing participants agreed. Beginning 

teachers agreed more strongly with this statement than completing teachers. Some 

completing participants disagreed that enough practical aspects had been included in their 

program. Interestingly, all adjunct instructors believed that the master's degree program 

should include more practical aspects with slightly fewer of the district instructors 

agreeing. 

Beginning and completing participants strongly agreed or agreed that courses in 

teaching strategies, equity/diversity issues, special needs, child/adolescent psychology, 

educational research and educational issues were valuable to their roles as teachers. 

Beginning participants viewed classroom management, curriculum development, 

development of assessment for instruction, and leadership roles for teachers as more 

valuable than did completing participants. A course on the historical/philosophical 

perspective of education was seen as less valuable by both beginning and completing 

participants. Instructors saw all courses as valuable except for some slight disagreement by 

district instructors on educational research, educational issues and the 

historical/philosophical perspective on education. 
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The most valuable course in their program as listed by completing participants, 

respectively, were cooperative learning, professional problems and issues, and multi

cultural education. The course seen as least valuable in their program by completing 

participants were environmental education and child psychology, in that order. No single, 

same course across the three districts appeared to be strongly considered least valuable. 

Intgrview Restilts 

Teacher Participant Results 

To answer this research question, beginning participants were asked if a master's 

degree curriculum should primarily address practice or theory. Most participants believed 

that at master's degree program for educators should be more practical than theoretical, as 

given in the statement, "You can hear a lot of theory, but if you don't have any ideas to go 

behind the theory, you're going to go back and be basically the same person you were 

before." Practitioners had a great need for course content to be directly relevant to their 

teaching. "I think they brought it all together in this last one where we constructed a task, 

constructed different types of things, and really applied it; then you could see everybody 

come alive." Interestingly enough, some participants who have now completed the 

program, believed that there should be a balance of the practical and theoretical aspects in 

the program. "I would have said more practical in the beginning, but in retrospect, I can 

see where the others [theoretical] really paid off in giving me more information, giving me 

more ideas and I know more now.** It seems that completing participants, as a 
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consequence of the program, have recognized the importance of including the study of 

theoretical components in the courses. 

Beginning participants were asked what impact, if any, the curriculum of the master's 

degree program would have on their classroom practice. Participants felt that courses that 

addressed instructional strategies and methods specifically, would impact their practice 

more than would courses that might be more theoretical. They believed that continued 

involvement in the program, would &cilitate the implementation of those instructional 

strategies and methods. "If you're involved in it constantly, and you're thinking about it 

constantly, it becomes easier and easier to apply it. Once you start applying it, it just 

snowballs." Other participants spoke in terms of the insight gained about instruction in 

general. "I realize that kids learn at different rates. And really, it's not so important at 

what rate they learn, the bottom line is that they learn." Another participant learned that 

"the whole aspect of teamwork is something that is critical in respect to the world of 

work. These are skills that we've been exposed to in respect to programs and how to 

bring this into the classroom." 

Completing participants, in addressing the impact their involvement in the master's 

degree program had on their practice. Indicated that the complete units they created over 

the duration of the program, would affect their instruction the most. The units could not 

have been developed by participants on their own. The opportunity for collaborating 

within the cohort, allowed for the development of those units. 
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"I probably would have done it had I had time during the school year, but it just 

doesn't happen." 

**We go put our resources together and sat down and step-by-step went through and 

developed a clear cut plan, and put in all these things and also assessments—a complete 

package." 

In regard to student achievement, about half of the nine beginning participants 

interviewed were certain that being involved in the program would result in increased 

student achievement in their classrooms. They believed it would be measurable through a 

variety of means. One respondent offered, "If I'm clear in what I'm testing, and what they 

are supposed to know, and we work through it all together, they should do better." The 

other participants felt that the impact on student achievement would be difScult to observe 

and measure due to the many variables involved. Different groups of students respond 

differently. "Anybody can implement a method and I don't think all methods work all the 

time for all children, so it depends on so many factors." 

Half of the completing participants interviewed believed that their involvement in the 

program would improve student achievement in their classrooms. They spoke 

enthusiastically about all they had learned, and their plans for implementation. Those who 

had already implemented some of the material reported their observations with respect to 

student achievement. "I don't see how it couldn't have affected it just because of the 

different ideas I received, and all the different things I learned from the instructors and the 
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Other teachers." The other participants felt it would be diflBcult to fiilly assess to what the 

improvement might be attributed. 

Administrator Results 

To answer this research question, district administrators were asked to discuss the 

development of the program and the basis for the district's choice of curriculum for their 

program. All programs were designed jointly by the district administration and the 

university administrator with the initial contact about such a program in most cases, being 

made by the school district. In one instance, the development of the program was in 

response to the teachers' request that the district's continuing teacher status requirements 

be incorporated into a degree program. 

The university capstone courses were considered the core of the program and, with 

input from the district superintendency and other administrators, other courses that 

reflected district goals and initiatives were developed. Some of these areas included 

English As A Second Language endorsement; math, science and social studies methods; 

alignment of instruction with a specific curriculum; and specific instructional strategies 

such as cooperative learning. "It's proved to be very beneficial in getting teachers out 

there more highly trained in the areas that we're having some change in." One district 

included a seminar where participants created an independent project that reflected what 

they had learned and implemented in their classrooms from the master's degree program. 

Another district included the content of modules that were required through the teacher 

evaluation system in their degree program courses. The course titles as reported in 
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Appendix K are similar, but the content varies to reflect district needs. "We tried to match 

the courses that were required, and the courses that were optional from the university's 

point of view and what we were trying to achieve as a district." Paperwork and other 

demands of the course were also given consideration in the scheduling process. 

Concerning program development, the university administrator indicated that the 

concept of the on-site master's degree program had evolved from discussions with 

teachers who, at the time, were then involved in traditional master's degree programs at 

the imiversity campus. The teachers spoke continually of the value of the content and 

applicability of their district inservice courses, and as a consequence, the university 

administrator concluded that the ideal program should incorporate both university 

capstone courses and inservice course content. From his experience A^th the programs, he 

believed that one-half to two-thirds of the program should be developed by the district. 

Of specific interest to this study was the question of what is most beneficial to 

teachers at the master's degree level—a more practical or theoretical approach to course 

content? Most district administrators, as well as the university administrator, used the 

concept of balance in their discussion about practice versus theory in the degree program. 

Both must be present for instruction to be meaningful to participants. The imperative 

mentioned was that any theory discussed must be relevant and applicable—it must be 

useful for teachers. "When you teach a college course, you not only want the theory 

that's there for the understanding and the mental intellectual challenge of what that theory 

is and the belief in it or the non-belief in it, but you've got to put it to work." 



Administrators most valued teachers with the skills and knowledge needed to make them 

successful in the classroom, and they wanted the degree programs offered in their districts 

to provide the best possible opportunity for that learning. One administrator saw the on-

site master's degree program as a natural bridge between university-based programs and 

the day-to-day operations of the school setting. 

The university administrator, in his discussion of theory versus practice, stated that a 

master's in education is intended to be a practitioner's degree. However, the 

underpinnings to such a degree must be theoretical, otherwise the program has no 

foundation, noting, "The teachers who are in a field-based program should expect to have 

practice and improve skills, and the district should be able to see a better teacher at the 

end of the program." 

The foremost intent of professional development for teachers is to improve their 

practice and ultimately increase student achievement. While district administrators were 

hopeful that classroom teaching practice of those participating in the on-site degree 

program would be impacted by the implementation of the course content taken, most 

indicated that measuring this impact on student achievement would be somewhat difBcult. 

Some of the administrators suggested that through classroom observation and the formal 

process of teacher evaluation, administrators would be able to determine if the content had 

indeed been implemented. Test scores might also indicate some change. One 

administrator felt that the instructional strategies and knowledge learned would "add to 

the comfort in learning and it may add to the achievement, but it certainly adds to the 
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teacher's repertoire of what they can do in terms of keeping kids motivated and 

interested." 

Figure 2 illustrates the interview responses to this question by the different 

participant groups. 

FarUdpaiits Should the M-Ed huHudf 
practice or tbcoty? 

Impact of (he M.Ed. procnua o« Impact of (he MEd-procrami 
practice (tadentacblevenient 

Be{lniiin{ Teacher 1. Mote pncticUoootent and 
Particlpaiita upeeu 

2. Pnctitiooen need relevancy of 

1. lotfnictiaaal sirategiei and 
mcthoA learned would be 
gnplcnicnted 

2. Cootioued involvcmett 

3. Insigibt about instiuctioa critical 
topnoioe 

1. Mixed ftspoQie, 30% yes. 30S 
uncertain about bow to delenniiie 
impafl 

2. Many vaiiables make 
measurement difficult 

Cgmplftfaif 1. Mott indicated moce pnctical 1. Cooiplcte units developed will 
Teacher 2. ^ nfth. benefit prat  ̂moat 
Prtiripanta practical and theoretical 2. Collaboratioo and eooaequetf 

3. Theory ptovideimoR oetworioi created wiU contioue 
infoniatiaaandideaa to beoeiit their practice 

1. Mixed response, 50% yea, }05i 
uooertam about bow to detcnmne 
mpftd 

2. Many variables make 
measurement difficult 

District 
Administrators 

1. A balance of practical and 
theoretical is most meaningful 

2. Theory discussed must be 
to 

1. M.Ed. will impart practice 
X Nevr knowledge and skill belp 

keep students motivated and 
inltfested 

1. The desired outcome is increased 
tfudent achievement, but it would 
be diffiwilt to iiths>tntis>r 

2. CUssroom observatioa 
detennines implementation of 
strategies lear^ 

3. Test scores may indicate 
increased student schievemetf. 

Figure 2. Participant Perspective and Opinion Matrix 

Summary of Interview Results 

To answer this research question, district administrators were asked to discuss the 

basis of the development of the program of studies for their master's degree program. All 

programs were jointly designed by the district and the university, with the university's 

capstone courses serving as the core of the program. Other courses in the program 

reflected the district's philosophy and goals, and incorporated curriculum specific to the 
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district's instructional programs. The university administrator's role was instrumental in 

the development of these programs, with the initial conception of such programs coming 

from discussions with teachers in traditional master's degree programs. His subsequent 

experience with these programs has led to the belief that on-half to two-thirds of the 

program should be developed by the district. 

In determining what curriculum is most appropriate for the classroom teacher, 

participants were asked if the program should be more practical or theoretical. Both 

beginning and completing participants believed that for educators, a master's degree 

program that emphasizes the practical aspects is more beneficial, though completing 

participants as a consequence of finishing their program, had recognized more keenly the 

importance of including the theoretical aspects. District administrators and the university 

administrator believed that a balance of the theoretical and practical provided the optimum 

master's degree experience for teachers. A program without the theoretical underpinnings 

would be less meaningful and lacking foundation. 

Participants were asked to discuss how the content of the master's degree would 

impact their practice. Beginning participants felt that the courses that addressed 

specifically instructional strategies and techniques would benefit their practice the most. 

Completing participants indicated that the final products, such as complete units and other 

resource materials, would have the greatest impact on their practice. In their discussion 

about the desired increase in student achievement, half of both beginning and completing 

participants described the increase in enthusiastic and certain terms, while others believed 



that the increase would occur, but would be hard to measure due to the many variables 

involved in any teaching situation. District administrators agreed that subsequent student 

achievement gains might be di£5cult to assess, but felt that through observation and the 

formal evaluation process, the implementation of instructional strategies that would impaa 

student achievement could be noted. Test scores might also indicate those gains. 

Question Three: Since These Programs Are Designed Jointly by a District and 

University, Will the Program Better Meet Teachers' Needs as They Define Them? 

To respond to question three, responses to items 6, and 8-10, and open-ended 

statements 31 and 33 fi'om the questionnaire are reported. In addition, applicable 

responses from the interviews are also presented. 

Questionnaire Rgswlts 

Teacher Partidpant and Instructor Results 

In order to address this research question, participants were asked to indicate their 

level of agreement with the statement Otem 6), "The courses I have taken through this on-

site program aeated for my district have been more appropriate for me than those I could 

have taken through a strictly university-based program;" 81% of beginning participants 

and 68% of completing participants strongly agreed or agreed combined. A significant 

difference in the way the two groups, beginning and completing, responded to this 

statement was seen. Teachers beginning the program agreed more strongly. Fifteen 

percent (15%) of beginning participants and 23% of completing participants were 
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undecided (See Table 8). Instructors were also asked to indicate their level of agreement 

with the similar statement (item 6), "The combes taken through this on-site program 

created for this district are more appropriate for district teachers than those taken through 

a strictly university-based program." Here, 100% of district instructors and 80% of 

adjunct instructors strongly agreed or agreed while 10% of adjunct instructors were 

undecided. Ten percent (10 %) of adjunct instructors disagreed. No significant difference 

existed between the two instructor groups' responses to this question (See Table 9). 

To the statementCitem 8), "I have found that going through the program as part of a 

cohort is beneficial;" 67% of begirming participants and 75% of completing participants 

strongly agreed, while 27% of begjiming participants and 24% of completing participants 

agreed (See Table 8). Instructors were asked to indicate their level of agreement with the 

statement (item 8), "Going through the program as part of a cohort is beneficial to the 

participants;" 84% of distrirt instrurtors and 90% of adjunct instructors strongly agreed or 

agreed, while 16% of district instructors were undecided. Ten percent (10%) of adjunct 

instructors strongly disagreed, t-tests showed no significant diflferences between either the 

two teacher groups' nor the two instrurtor groups' responses to this question (See 

Table 9). 

To fiirther investigate the role the cohort plays in addressing teacher needs, teacher 

participants were asked to indicate their level of agreement with the statement (item 9) 

"My colleagues in this program offer valuable insight and information through class 

discussions;" 68% of beginning participants and 73% of completing participants strongly 
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agreed, while 30% of beginning participants and 27% of completing participants agreed 

(See Table 8). Instructors were asked to indicate their level of agreement with the 

statement Qtem 8), "A cohort experience provides the climate for more candid discussion 

and exchange of information between members during class;" 74% of district instructors 

and 90% of adjunct instructors strongly agreed or agreed while 16% of district instructors 

were undecided. Ten percent (10%) of district instructors disagreed and 10% of adjunct 

instructors strongly disagreed. The appropriate t-test showed no significant di£ferences in 

responses between the two teacher groups or between the two instructor groups (See 

Table 9). 

To help determine if instruction would differ between district and adjunct instructors, 

participants were asked to respond to the statement (item 10). To the statement, "I found 

that instructors who were district employees provided information more directly applicable 

to the classroom than those who were not employed by the district," 64% of beginning 

participants and 56% of completing participants strongly agreed or agreed. The t-test 

showed a significant difference in the way the two groups, beginning and completing, 

responded to this statement. Teachers beginning the program agreed more strongly with 

this statement Twenty-three percent (23%) of beginning participants and 18% of 

completing participants were undecided. Twelve percent (12%) of beginning participants 

and 24% of completing participants disagreed (See Table 8). Instructors were asked to 

indicate their level of agreement with the similar statement (item 10) "Instructors who are 

district employees provide information more directly applicable to the classroom than 
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those who are not employed by the district;" Here, 95% of district instructors and 60% of 

adjunct instructors strongly agreed or agreed. The t-test showed a significant difierence in 

the response for this statement, with instructors employed by the district agreeing's more 

strongly with the statement than adjunct instructors. Ten percent (10%) of adjunct 

instructors were undecided. Five percent (5%) of district instructors disagreed while 30% 

of adjunct instructors strongly disagreed (See Table 9). 

Tables 

Means and t-test Results of Individual Question Item Responses for Teacher Participants 

Teacher Participants 

Questionnaire Item 
Beginning Completing 

Means Means t-value df p-value 

6 The courses I have taken through the 
on-site program created for my 
district have been more appropriate 
for me than those I could have taken 
through a strictly university-based 
program. 

1.76 2.14 3.41 272 .001* 

8. I have found that going through the 
program as part of a cohort group was 
beneficial. 

1.39 1.28 -1.48 272 .139 

9. My colleagues in this program offered 
valuable insight and information 
through class discussions. 

1.33 1.27 -1.02 272 .309 

10. I found that instructors who were 
district employees provided 
infomfiation more directly applicable 
to the classroom than those who were 
not employed by the district. 

2.18 2.51 2.47 272 .014* 

*p < .05 
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Table 9 

Means and t-test Results of Individual Question Item Responses for Instructors 

Instructors 

District Adjunct 
Questionnaire Item Means Means t-value df p-value 

6. The courses taken through this on-
site program created for this district 
are more appropriate for district 
teachers than those taken through a 
strictly university-based prograno. 

1.37 1.90 1.94 27 .063 

8. Going through the program as part of 
a cohort group is beneficial to the 
participants. 

1.68 1.60 -.23 27 .823 

9. A cohort group experience provides 
the climate for more candid 
discussion and exchange of 
information between members during 
class. 

1.84 1.80 -.10 27 .924 

10. Instructors who are district 
employees provide information more 
directly applicable to the classroom 
than those who are not employed by 
the district 

1.58 2.80 2.78 27 .010« 

*P < .05 

Questionnaire Open-Ended Statement Results—Beginning and Completing Teacher 

Participant 

The comment section of the beginning participants questionnaire simply contained 

the "Comments" statement. No other open-ended statements were included. Beginning 

participants stated that they were unsure of their opinions at this early stage of the 

program. Comments were brief. The following results are a summary of the comments 
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taken from the beginning participants' questionnaires. Similar responses were grouped 

into categories and then tallied. 

The most frequently addressed aspect of the program in response to the comment 

statement was the cohort experience. Beginning participants liked moving through the 

program with the same colleagues. Other comments indicated that, in general, beginning 

participants were positive about their choice to pursue a master's degree through an on-

site program. Participants voiced their appreciation of such factors as convenience and 

district support. A concern addressed was the quality of instruction and the need for 

instruaors to be sensitive to the expertise level and needs of teachers in the courses. 

The following is a sununary of the responses from the open-ended statements on the 

completing participants' questionnaires. Similar responses were grouped into categories 

and then tallied. 

For the open-ended statement (item 30), The least valuable course could be 

improved by...,*  ̂completing participants' comments addressed the areas pertaining to the 

instructor and the various &cets of instruction in the courses. The need for a different 

instructor for the least valuable course was seen as being the factor needing the most 

attention. Thirty-five percent (35%) of the participants felt that the most important factor 

in a course's value was determined by the quality of the instruaor. Other issues in regard 

to the instructor were a poor attitude toward the participants, inappropriate instructional 

planning, and the lack of management of the details of the course. 



The second most frequently addressed possible improvement concerned the 

relevancy of material presented in the course. Twenty-one (21%) of completing 

participants felt that the least valuable course often did not provide information that 

addressed teachers' roles and classroom needs. The concerns discussed also referred to 

the lack of relevancy for a particular grade level. 

In regard to instruction, 13% of participants cited the need for the instructor to use a 

variety of instructional strategies instead of the traditional lecture and test format. More 

hands-on application of information presented was also indicated. Completing participants 

indicated that class assignments needed to be relevant and appropriate to the time frame of 

the course. 

Even though courses were considered deficient in various respects, few participants 

felt that a particular course should be eliminated from the program (See Table 10). 

Comments on how the least valuable course could be improved included, 

"The format of the class. Traditional read and test format needs changing." 

"Changing the instructor—it could have been a valuable, informative course." 

"Changing the instructor—she gave ambiguous assignments and changed her mind 

about requirements." 

"Making it more applicable to teaching and more relevant for practical classroom 

application." 
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Table 10 

Tally of Comments Regarding Areas for Tmprovement for the Least 

Valuable Course in Their Program bv Completing Teacher 

Participants atem 3n 

Frequency* 
Area for improvement N= 137 

Instructor 48 

Relevancy of material 29 

Instruction 18 

Assignments 7 

Currency of material 5 

General 5 

•If more than one area was identified as needing improvement, all 
entries were included in the tally. 

For the open-ended statement (item 33) "The program could be improved by...," 

completing participants' responses addressed four areas for improvement: the 

administration of the program, general issues regarding content/instruction, relevancy of 

content/instruction to the role of the teacher, and instructors. 

Twenty-one percent (21%) of completing participants addressed two areas pertaining 

to the administration of the program: the need to establish the program of studies in 

advance and to include more participant input in the planning of the program of studies. 

Participants felt uninformed about upcoming courses as well as the program of studies in 

general. More availability on general information on the transfer of credits and other 
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university issues was also requested. Participants also expressed the need for input and 

choice of the courses taken. 

Seventeen percent (17%) of the participants' recommendations for improvement in 

the area of content/instruction included that texts purchased for the course should be more 

directly utilized in their own classrooms. They further recommended that materials instead 

of texts might be more valuable in the long run as far as classroom use is concerned. 

Another area of concern was the amount of papers written over the entirety of the 

program. It was suggested that acquired knowledge be demonstrated through alternate 

methods, such as class discussion and reports, instead of written communication. 

The relevancy and applicability of course material taught to the classroom was again 

addressed by 13% of the participants as an area for program improvement. Participants 

seek information that can be readily used in the classroom setting. 

The source of instructors was cited as an area for improvement. Thirteen percent 

(13%) of the participants were not comfortable with the number of district personnel being 

requested to teach the courses. A better balance between district and non-district 

personnel as instructors was recommended (See Table 11). 

Comments on how the program might be improved included, 

"Developing a program of study in advance, rather than plaiming only one semester 

at a time based on availability of instructors." 

''Using texts that can be referred to in the actual classroom setting." 
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"OfiFering it [tlie master's degree] with an ESL endorsement upon completion." 

"More time to develop curriculum for practical in class work. Use our own class to 

reflect what was learned." 

"Making more classes more teacher-oriented and the ideas taught can go right into 

the classroom. We've had enough theory." 

"Don't use instructors that are responsible for me keeping my job—fear of 

retaliation." 

"Get more outside district [instructors] to instruct. At times distrirt personnel were 

too busy to give us adequate time and attention. Sometimes we felt we were being 

'district-ized.'" 

Table 11 

Tally of Comments Regarding Areas for Improvement for Their 

Qn-Site Master's Degree Program bv Completing Teacher 

Partidpants (Item 33) 

Frequency* 
t Areas for Improvement* N = 137 

Administration 29 

Instruction/Content 23 

Relevancy 18 

Instructors 18 

*If more than one area was identified as needing improvement, all 
entries were included in the tally. 
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For the "Comments" section, most of the comments made reiterated previously 

stated perceptions o  ̂and recommendations for, the cohort experience, instructors and the 

administration of the program. Of particular note was the request that transcripts showing 

completed courses be available in a more timely manner for the purpose of salary schedule 

adjustment. 

Summary of Questionnaire Results 

To help determine teachers' needs in regard to professional development, 

participants were asked if the course taken through the on-site master's degree program 

were more appropriate for them. Thirteen percent (13%) more beginning participants 

strongly agreed or agreed that the courses taken through the on-site master's degree 

program were more appropriate for them than did completing participants. This difference 

was significant. One-fourth of completing participants and fewer beginning participants 

were undecided. All district instructors strongly agreed or agreed that courses taken 

through an on-site master's degree program were more appropriate for teachers with 

fewer adjunct instructors concurring. A tenth of adjunct instructors were undecided and 

another tenth disagreed. 

Participants were asked to discuss the cohort experience. Almost all of the begiiming 

and completing participants strongly agreed or agreed that going through the program as 

part of a cohort was beneficial. Most district and adjunct instructors strongly agreed or 

agreed. Some distrirt instructors were undecided and one-tenth of adjunct instructors 

strongly disagreed in the value of a cohort experience. 
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Almost all of the begimiing and completing participants strongly agreed or agreed 

that their colleagues ofifer valuable insight and information through class discussions. 

Almost all instructors strongly agreed or agreed. A few district instructors were 

undecided and a tenth of adjunct instructors strongly disagreed. 

In response to the question whether district instructors or adjunct instructors would 

provide more meaningful instruction to participants, slightly more than half of both 

beginning and completing participants strongly agreed or agreed that instructors who are 

district employees provide more information directly applicable to the classroom than do 

adjunct instructors. It was statistically significant that beginning participants agreed more 

strongly with the statement than did completing participants. One-fourth of all 

participants were undecided, and a few begiiming participants and one-fourth of 

completing participants disagreed. Almost all district instructors and slightly over one-half 

of adjunct instructors strongly agreed or agreed. District instructors agreed more strongly 

with the statement than did adjunct instructors. A tenth of district instructors were 

undecided, while a third of adjunct instructors strongly disagreed. 

The open-ended statement section of the questioimaires for begiiming participants 

included no other statement than "Comments." Responses were brief and beginning 

participants stated they were unsure of the validity of their opinions at this early stage of 

the program. The most-addressed aspect of the program was the cohort. Beginning 

participants indicated they enjoy going through the program with the same colleagues. 
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Other conunents indicated that, in general, beginning participants are positive about their 

decision to pursue a master's degree through an on-site program. 

Completing participants were asked to respond to specific open-ended statements. 

To the statement regarding the least valuable course in their program and its improvement, 

participants cited a change of instructor. The instructor of the course was the most 

significant factor for improvement in any course. The instructor's attitude toward 

participants and classroom management were cited as part of the needed improvement. 

The second most-addressed improvement concerned the relevancy of course content. 

Courses must provide information valuable to teachers in their roles in the classroom. 

Even though some courses were seen as least valuable, few participants recommended that 

particular courses be eliminated firom the program. 

Completing participants recommended the program could be improved in four areas: 

the administration of the program, general issues regarding content/instruction, relevancy 

of content/instruction to the role of the teacher, and instructors. In regard to program 

administration, the need to establish a program of studies in advance and the need for 

more participant input were cited. In the area content/lnstruction, participants 

recommended that texts used be more relevant and usable in the their own classrooms. It 

was also recommended that acquired knowledge be demonstrable in a variety of ways 

other than through written communication only, ultimately decreasing the amount of 

paperworie which was often seen as extensive. Another recommendation was that course 

content, be relevant and directly applicable to their own classrooms. A final 
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recommendation from completing participants was that the sole source for instructors 

should not be district employees. A balance of district and adjunct instructors was seen as 

most beneficial to the program. 

Completing participants' responses to the "Commenf* statement reiterated 

previously-stated perceptions and reconmiendations. A few participants requested that 

transcripts be available on a more timely basis to allow coursework to be applied toward 

their salary schedule more quickly. 

Interview Results 

Teacher Participant Results 

To determine how the program might better meet teachers' needs, beginning 

participants were asked to discuss their cohort experience. They addressed various 

aspects they valued, among them the comfort level of the group, the support, and the 

collegiality that had resulted. The comfort level of the group provided much opeimess and 

honesty in regard to class discussions. As one person noted, "They know their feelings are 

going to be respected by everybody else, whether or not we agree. It's fim to be able to 

disagree, to question." The group had come to know each other well over the period of 

three to four courses, so well that they voiced their concern for an instructor coming later 

in the program and feeling very much the outsider. 

Beginning participants felt very supported in the group. The trust and canmaderie 

established early on, carried through to subsequent courses, facilitating the leammg 

process and allowing participants to get to the tasks at hand quickly. "You go and be 
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yourset  ̂and start learning right away." As participants came to know each other at such 

a personal level, real caring occurred. '*No one is going to drop out of the program, I can 

tell you that, because we won't let them. We will help anybody do anything." This level 

of support created an open communication that extended beyond the cohort's immediate 

environment to their own classrooms. A sense of collegiality had been fostered to the 

point that they have opened their classrooms to each other. 

This last class we actually sat with some people from another school because they 

grouped us by grade level and stu£  ̂and one of the girls—she was just wracking 

our brains for ideas to use in the classroom....! finally said to her to take a 

professional day and come over to our school. 

Completing participants were overwhelmingly vocal and positive about their cohort 

experience. This aspect of the program generated the most discussion. Completing 

participants elaborated more strongly and broadly on their cohort experience than 

beginning participants. The tremendous support, sharing and collegiality were all 

described in greater depth. The support extended beyond the courses themselves into the 

participants' personal lives. Thqr spoke of support for each other through the joys and 

tragedies experienced during the program—^voicing that the support through difBcult 

times had kept them in the program. In regard to sharing, participants indicated that the 

familiarity of cohort members made all the difference in the learning experience, and 

ultimately heightened its quality. 
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"We started learning each other's strengths and weaknesses. We had to do group 

presentations—we know which person in our team had what strengths, and we could 

utilize those strengths, so our presentations started getting better and better." 

1 didn't feel like there was competition. I like that" 

"1 learned so much from all of my peers. I changed when I really started to interact 

with other people and other schools—learned so much." 

A consequence of this sharing was the awareness and importance for the 

articulation between grade levels, as indicated by such comments as, ''...you start 

reaching out, and start having really close relationships with other grade levels. 

You start thinking a little bit beyond your scope, and you start thinking about not 

only, if it's a teacher above you, what you're doing that impacts them and vice 

versa, but you're thinking school-wide." Participants spoke of breaking the 

barriers of the isolation they've experienced in their careers. "When you're in your 

school and going in your classroom, you're so isolated that I think that kind of 

carries through with everything. [Now] they can collaborate and articulate with 

people in their grade levels." 

Returning to "school" helped completing participants become re-sensitized to 

understanding their own students' needs. "I can see now more, too, as far as having the 

kids work in groups. I can understand how they like it better, because I did....I learned 

more working with people actually." Above and beyond, participants recognize that the 
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circumstances that provided so much support for continued learning and sharing had come 

to an end. 

"We had blocked times that we woiiced together. We'll never find that again on our 

own. You learn more from each other—more than anything else." 

"For two years we had this imposed interaction that has been wonderful." 

Beginning and completing participants further report that the cohort experience has 

changed their level of communication with, not only other teachers in the program, but 

with other colleagues at their school sites. One begiiming participant noted that the 

communication became more specific to a particular situation as the courses progressed 

since the cohort members became familiar with each other's students. "The exchange is 

more specific because they know exactly my classroom, my style, the children in my 

room." 

To further determine how the master's degree program could better meet teachers' 

needs, beginning and completing participants were asked if their experience would have 

been di£ferent if they had pursued their degree through a traditional university-based 

program. They indicated that the convenience of an on-site program that eliminated 

"bureaucratic requirements," such as entry ocams, final comprehensive exams, and so on, 

was its greatest advantage. The on-site program is sensitive to the district's teachers' 

needs. "If I just have to prove it on this little test, that doesn't mean I'm a better teacher." 

A third of completing participants interviewed cited the fact that no thesis or final 

comprehensive exams requirement, made the program much more attractive. Common 
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ground for both the instructor and the other participants in the programs was also 

mentioned as a plus. Participants felt there was more to gain from such an environment, 

IBecause I'm with colleagues from my district, we share the same percent of problems 

every day. That's why we have more to share because we go through the same exact 

things." 

In their discussion of how district and adjunct instructors might instruct differently, 

both beginning and completing participants believed that the basic difference is the 

background information that district instructors bring to the courses. District instructors 

know the student population and community and can incorporate information in their 

courses. A completing participant indicated that "I definitely think that teachers from the 

district are fine, but it needs to be someone who has practice in teaching their own 

colleagues, and that they have taught at that level." Additionally, completing participants 

felt that district administrators who taught provided valuable insight into, not only the 

district's operations, but their role as administrator. On the other hand, a beginning 

participant indicated that members of her cohort were concerned that the first three 

courses had been taught only by district personnel. A particular course had not been well-

received since participants were resentful of the instructor's approach to the content. 

Participants were asked to discuss the administration of the program in the context of 

their needs. Both beginning and completing participants were very satisfied with the 

program administration. They felt that for the most part, the communication between 

district, university, and participant had been positive. The exception mentioned by 
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participants was not having a program of studies at the inception of the program. 

Conflicting information on the accessibility of the university administrator surfaced. Some 

participants felt he was very available while others did not 

Completing participants were concerned about the pace of both single courses and 

the program as a whole. A research course had been offered over a two-week period, 

making the required assignments di£5cult to complete. "As we started talking about one 

person the next day, we should say, you know, we thought about this on this person here, 

and then we were talking about somebody else. We didn't have enough reflection time." 

The length of the entire program was also a concern. A two-year program, it was felt, is 

much too intense for teachers who are working full-time. It was suggested that the 

program be offered over a three-year time period. 

Administrator Results 

In the discussion of the cohort concept and teachers' needs, most district 

administrators spoke on many of the issues firom first-hand observation since they have 

taught the courses that were offered in the programs. Administrators spoke mostly of the 

support that they observed within the cohorts. Undertaking a master's degree requires a 

more intense commitment of teachers, especially when they are working full-time. The 

cohort concept provided the support needed for many teachers, especially veteran 

teachers, to proceed with the program. 

Community building was greatly facilitated by the cohort concept. Therefore, at the 

beginning of each course, little time was expended in "getting to know each other." 
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Participants came to know each other well, their strengths and weaknesses, which allowed 

for more candid and in-depth examination of issues. They challenged each other, and I 

think everybody's work was on a higher level because th  ̂had been together so long." 

Time was not wasted in determining groups. Participants knew each other's working 

styles and gravitated to those groups. 

As distria administrators became familiar with the cohorts, they observed that 

participants' differences were absorbed and processed by the group. The group 

processing, it seemed, often became part of the total educational experience. "It was a 

criticism, but I think she was taking it to heart where she was beginning to see herself as a 

result of their open criticism of her work. They were facilitating her learning experience." 

Participants who were not well-liked initially, were later seen in a different light. 

In one district, the group members collected enough money for tuition for two 

courses that one of their teachers was not able to afford and would have kept him from 

completing the program with them. This was evidence that cohorts grow to support each 

other. 

The university administrator's respect and belief in the cohort system had grown as a 

consequence of his involvement with on-site programs over the last eight years. He 

indicated that teachers really grow to work as a team and in the process, learn the 

language of the profession—a language experience that moves them to a different level of 

professionalism. The relationships formed within the cohort facilitated and supported the 

learning experience. 
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District administrators described teacher needs in two general categories, the 

instructional/professional and the personal. On the instructional/professional level, one 

administrator's words describe it very well; 

I could not believe it when I listened to some of their comments, concerns, and their 

questions....the things they said at the beginning of the program—how isolated they 

had to be and how uninformed they were and how...I couldn't believe things that I 

took for granted that they would know as teachers, and educators they had never 

even heard of before. I was amazed at their level of knowledge about major issues 

in education that affect what th  ̂do. 

District administrators who taught noted there was substantial progress shown by 

teacher participants from the beginning of the program to the end. Their vocabulary and 

discussions reflected the extent of their new-found knowledge. 

In terms of teacher needs, the university administrator felt that teachers wanted to be 

successful, and knew that their initial preparation may have been deficient in some areas. 

"It's impossible to learn enough to afiFect the wide spectrum of student needs in one given 

setting." The intent of the on-site program was to provide supplementary knowledge and 

skills in those areas. 

Surprisingly, many veteran teachers became involved in the program. Even though, 

many were looking to move on the salary schedule, still others were saying that it was 

accomplishing a personal goal, something they had always wanted to do. 
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On the personal level, district administrators were surprised at the intensity of 

emotion that surrounded the participants' completion of the program. "It was very 

revealing to me to listen to these teachers stand up in front of their spouses and their 

instructors and talk about what this has meant to them personally and how proud they are 

with what th  ̂have accomplished." 

In their discussion of the difference in instruction between district and adjunct 

instructors, both district administrators and the university administrator felt that in terms 

of instructional expertise, district and adjunct instructors were no different. What might 

be different is the context in which the instruction was taught. District instructors believed 

they would have more background information, about the district, and therefore, would 

incorporating that information into the instruction. The university administrator suggested 

that district instructors also would "probably have more constant practice with the skills 

that are being taught because, in &ct, those skills are used in their job on a daily basis." 

The district administrators and university administrator voiced that there was need for 

both district instructors and adjunct instructors to be involved in the program. Adjunct 

instructors brought new ideas and different perspectives which are vitally important to the 

health of any organization and keep the instruction from becoming too district-oriented. 

Syllabi from other courses were frequently reviewed to gain perspective on the central 

issues that are most pertinent to that particular course. "It has been interesting to note 

that while they feel it is really good to have the culture of the district brought into those 

classrooms, they still feel like they need outside information." Above and beyond the issue 
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of difference in instructional focus, administrators were concerned primarily with acquiring 

instructors who were well-qualified in terms of content and instructional capabilities to 

teach their district courses, and ultimately meet teachers' needs. 

The university administrator cited the opportunity for discretionary selection of 

instructors as a strength of the on-site programs, "...in a field-based program, you are not 

compelled to hire exactly the same people back. You want to find cohort faculty, but you 

are not compelled to re-employ them." The quality of the instruction is not only 

maintained, but continues to improve through this on-going process of the selection of the 

most capable instructors, an option that university programs do not have. 

To fiirther answer this research question, district administrators were asked to 

discuss what differences the participants might encounter if they completed their master's 

degree through a university-based program versus an on-site program. The biggest 

difference cited most by administrators was the practicality and relevancy of the program. 

The course content was directly relevant to what they "live and breathe eveiy day." The 

appropriateness and applicability of course content, as administrators see it, brings more 

buy-in to what the district is about. "I think their experiences, in a way, might tie them to 

the district too, because they're really understanding what is happening in the district." 

The university administrator feU that a major strength of the on-site programs was 

that unlike a university-based master's degree program, the program of studies has a 

flexible firamework that incorporated district goals and objectives with university goals and 

expectations, "...you set essential parameters with the goals and objectives of both 
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institutions, but how you accomplish those can be changed from semester to semester." 

The program of studies can be altered to reflect the needs of the district and its teachers as 

they change. 

Figure 3 illustrates the interview responses to this question by the different 

participant groups. 
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Summary of Tnterview Results 

To help determme how a cohort experience might help meet teachers' needs, 

participants were asked to describe their experience. Beginning and completing 

participants agreed most enthusiastically that the cohort experience was invaluable to them 

on both the professional and personal level. The cohort provided an extraordinary sense of 

comfort, support and coUegiality. The cohort environment &cilitated the learning process 

by allowing participants to dispense with trustbuilding at the beginning of each course and 

be able to move quickly to their studies. The ̂ miliarity also permitted in-depth and open 

sharing on all, even controversial issues. The cohort provided common ground for the 

participants; it fostered a sense of kinship in regard to their district's concerns and issues. 

The sense of isolation that is common in the teaching profession was lessened through the 

camaraderie and sharing that occurred. Participants report that their communication with 

both their cohort and site colleagues had changed from the usual griping to the discussion 

of instructional issues and challenges. On a personal level, the cohort provided support for 

many participants during troubled times. Those participants acCTedited the group's 

encouragement and loyalty to helping them continue in the program. 

District administrators supported the cohort concept wholeheartedly. Most spoke 

from first-hand observation since they had taught in the program. A cohort, they believed, 

offered the support that teachers needed in pursuing a master's degree while working full-

time. It &cilitated community building and consequent discussion of major educational 
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issues. Participants learned to appreciate each other's differences and work cooperatively, 

a positive result for any workplace. 

The university administrator's respect and belief in the cohort concept has grown as a 

consequence of his involvement with the programs. The relationships formed between 

participants surpassed even those developed at their sites. Through the cohort experience, 

participants reached a new level of professionalism. 

As part of their discussion of the needs that a cohort experience for teachers satisfies, 

district administrators also addressed other instructional/professional and personal issues. 

On the instructional/professional level, th  ̂saw teachers needing to become better-

informed on educational topics in general. District administrators noted that the progress 

made for many participants fi-om the program's beginning to end was exceptional. On the 

personal level, administrators were surprised at the level of emotion surrounding the 

completion of the program. Experiencing a master's degree program, they discovered, was 

a profound, life-changing accomplishment for many participants. 

Beginning and completing participants believed that the greatest difference between 

an on-site program and a traditional university-based program was the convenience of the 

program, not only its proximity, but its omission of bureaucratic requirements. The fact 

that no entry and final comprehensive exams were required for the on-site program, made 

the program more attractive. Participants also saw the common background between 

district instructors and themselves as positive and beneficial. 
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Distria administrators felt that an on-site program would be more practical and 

relevant for their teachers than would a traditional, university-based progranL The 

approach to the content, they believed, might bring more understanding and support of the 

district's goals and philosophy. 

The university administrator saw the greatest strength of the on-site program as its 

flexible framework, a framework co-constructed by the district and university, which 

incorporated both district and university goals and objectives. Once parameters hade been 

set, the program of studies could be altered from semester to semester to meet changing 

district goals, and consequently, better address the district's and teachers' needs. 

In their discussion of the difference in instruction between district and adjunct 

instructors, both beginning and completing participants agreed that a veiy basic difference 

between district and adjunct instructors was the background information about the district 

that district instructors have. District instructors, who are frequently administrators, 

offered pertinent insights about the district's operations and also the role of administration. 

District administrators and the university administrator agreed that district and adjuna 

instructors' Instructional capabilities were no different. Agreeing with participants, they 

felt that district instructors could bring much district background and information to the 

course content. They further indicated that a well-balanced program must involve both 

district and adjuna instructors. A strength of on-site programs cited by the university 

administrator, was the discretionary selection of instructors. There is no commitment to 

rehire the same instructors from semester to semester, allowing for the quality of 



116 

instruction to improve by the elimination of less capable instructors, an option that 

universities do not have. 

When asked how the administration of the program might contribute to providing for 

teachers' needs, all participants were very satisfied with the administration of the program, 

particularly with their district's role. They felt their district had oflen provided services 

above and beyond what they had expected. The provision a program of studies at the 

onset of the program was also recommended. It was also recommended to extend the 

program to three years by completing participants whose district's were involved in a two-

year program, that the program be extended to three years. 

Question Four: Does a Master's Degree Program Created 

Jointly by a University and School District Provide a Meaningful and 

Relevant Professional Development Experience as Seen by the Participants? 

To respond to question four, responses to items 4 and S, and open-ended statement 

32 from the questionnaire are reported. In addition, applicable responses from the 

interviews are also presented. 

Questionnaire Results 

Teacher Participant and Instructor Results 

In order to address this research question, teacher participants were asked to indicate 

their level of agreement with the statement (item 4), "My participation m this master's 

degree program has provided the best possible professional development for me as a 
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teacher;" 79% of beginning participants and 59% of completing participants strongly 

agreed or agreed, while 15% of beginning participants and 26% of completing participants 

were undecided. There was a significant difference in the way these two groups, beginning 

and completing, responded to this statement. Teachers beginning the program agreed 

more strongly with this statement (See Table 12). 

Instructors were asked to indicate their level of agreement with the statement 

^^Participation in a master's degree program provides the best possible professional 

development for teachers." Here, 53% of district instructors and 30% of adjimct 

instructors strongly agreed, while 16% of district instructors and 30% of adjunct 

instructors agreed. Thirty-two percent (32%) of district instructors and 40% adjunct 

instructors were undecided. No significant difference were found between the two 

instructor groups' responses to this question (See Table 13). 

To the statement (item 5), "The courses in this program have been more helpful than 

inservice courses I have taken;" 63% of beginning participants and 68% of completing 

participants strongly agreed or agreed, while 26% of begixming participants and 13% of 

completing participants were undecided. Eleven percent (11%) of beginning participants 

and 16% of completing participants disagreed (See Table 12). To a similar statement 

Qtem 5), The courses in this program are more helpful than inservice courses they might 

have taken," 69% of district instructors and 60% of adjunct instructors strongly agreed or 

agreed. Thirty-one percent (31%) of district instructors and 40% of adjunct instructors 
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were undecided. No significant diSerences between the two teacher group's or the two 

instructor group's responses to this question was found (See Table 13). 

Table 12 

Means and t-test Results of Individual Question Item Responses for Teacher Participants 

Teacher Participants 

Questionnaire Item 
Beginning 

Means 

Completing 
Means t-value df p-value 

4. My participation in this master's 1.87 2.38 4.55 271 .000* 
degree program has provided the 
best possible professional 
development for me as a teacher. 

S. The courses in this program have 2.23 2.28 .43 271 .666 
been more helpfiil than inservice 
courses I have taken. 

*P < .05 

Table 13 

Means and t-test Results of Individual Question Item Responses for Instructors 

Instructors 

Questionnaire Item 
District 
Means 

Adjunct 
Means t-value df p-value 

4, Participation in a master's degree 1.94 1.70 -.72 27 .479 
program provides the best possible 
professional development for 
teachers. 

S, The courses in this program are 1.79 2.10 .88 27 .387 
more helpfiil than inservice courses 
they might have taken. 

Note: p < .05 
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Questionnaire Open-Ended Statement Results - Completing Teacher Partidoant 

The following results are a summary of the comments taken from the completing 

participants' questionnaires. Similar responses were grouped into categories and then 

tallied. 

To determine if the program has been a meaningful and relevant professional 

development experience, completing participants were asked to respond to the open-ended 

statement (item 32) "Generally speaking, the program has been...." More than half of the 

completing participants who responded simply rated the program in descriptors that varied 

from outstanding to disappointing. Of these participants, only nine were dissatisfied with 

the program. 

The convenience of the program was cited as an important factor in participation. 

Completing participants indicated that without the accessibility of time and place, they 

would not have been able to undertake the completion of a master's degree. The 

administration of the program at both the university and district level was described as 

organized and also a key factor in the contribution to the success of the program. 

Other participants cited the cohort experience as being the most beneficial aspect of 

the program. The program was not only more enjoyable with the cohort, but the cohort 

provided the support sometimes needed by members during the program (See Table 14). 
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Table 14 

Tally of Comments Regarding Their Program Experience bv Completing 

Teacher Participants ritem 32) 
Frequency* 

Program experience N = 137 

Descriptor 97 

Convenience of program 16 

Cohort experience 14 

Administration of program S 

*If more than one comment was used in describmg the program, all 
entries were included in the tally. 

Comments about the program: 

"A means to a wonderful end. With a very busy life, teaching, raising children...etc. 

(you know the drill) there was virtually no way that I could manage the rigors of typical 

registration and classroom attendance. The university brought the worid to my door. 

Thank you!" 

"Extremely enlightening, very valuable in terms of teaching and working with team 

members." 

"Okay, but I wonder if it was truly master's quality—it seemed more workshop 

district-directed not university-directed—^what if teachers move districts." 
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"DiflBcult, from everything Fve heard, students in a regular master's program dont 

have half of the homework that we've had. I guess people are concerned about what will 

the rest of the education world think of our program, that is not right" 

"Fantastic—it has truly improved my teaching skills." 

"Informative, however some courses were extremely difBcult to keep up with paper 

work which really wasnt necessary." 

"Good, I found the cohort system to be very beneficial in keeping people motivated to 

continue with the program." 

For this same statement (item 31) "The program has generally been...," 62% of 

instructors responded in very positive descriptors ranging from "fantastic, excellent" to 

"great." Seven percent (7%) instructors conunented that they felt the program lacked the 

rigor of a university-based program. Some comments from instructors: 

"An excellent opportunity for me to share my training and for less-experienced 

teachers to reap the rewards of classroom relevant strategies." 

"This entire district is strengthened by the knowledge skills learned by the students." 

"Very good for our district— the teachers share what they leam from the university 

staff with their schools." 

Questionnaire Open-Ended Statement Results - Instructor 

A total of twenty-nine instructors completed the survey, 10 university adjunct 

instructors and 19 instructors who were employed by the district in another capacity. 
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There was no difference in their responses to the open-ended statements other than 

instructors who were employed by the district in another capacity tended to respond more 

frequently to the open-ended statements. The instructors responses to the statements were 

grouped together for the purpose of analysis. Similar responses were categorized and then 

tallied. The following results are a summary of the comments taken from both the district 

and adjunct instructors' questionnaires. 

To better define what is necessary to provide meaningfiil and relevant professional 

development for teachers, instructors were asked to respond to the statement (item 29), 

"The course(s) I teach could be improved by." Most responses indicated that the period of 

time in which course where taught be extended. Courses taught over two weeks and at the 

end of the suiamer did not allow for meaningful processing for the participants. The 

instructors also commented that follow-up classroom observations would better benefit 

participants. 

For the statement Otem 30), "My experience as an instructor for this program could 

be improved by," instructors again addressed the issue regarding the length of the course. 

Another response indicated that instructors needed to be familiar not only with the content 

of other sections of the course they were teaching, but also with other courses in the 

program. An additional concern that surfaced throughout the responses was best described 

by this comment: 

Students' understanding that earning a master's requires a higher level of analysis and 

synthesis of information. Many students complain incessantly about the work load 
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during the course... and thanked me for what they learned later. Their griping and 

wish for an easy course made teaching a grind and faidy unpleasant during the time I 

taught the course. It's not an experience I would want to repeat although the positive 

comments later were gratifying. 

For the statement (item 32) "The program could be improved by," three areas most 

addressed were time constraints on the courses, administrative issues and participant 

attitudes and expectations of the program. Instructors again addressed concerns with 

courses not allowing for processing time. An administrative issue addressed concerned the 

need for the course sequence and instructors be identified prior to participants beginning 

the program. The final area of participant attitude and expectations was the most-

addressed. Instructors commented that participants were not always fully aware of the 

time and intellectual commitment that must be made in the pursuit of a master's degree. 

Some instructor comments were: 

"Several students who obviously resented the complaints of some, stated that some 

students appeared to equate 'convenient,' which was meant to refer to the location, to 

'easy' instead. Graduate education programs are coming under fire for being watered 

down—it is critical that the integrity of graduate programs be maintained by setting 

appropriate goals and striving to meet them." 

"Giving students a better understanding up front of the amount of work required by a 

master's program. Many students grossly under-estimated the amount of work a master's 

program requires. They were unhappy and their constant complaining detracted from the 

learning of others." 
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Summary of Questionnaire Results 

To answer this research question, participants were asked if the on-site master's 

degree was the best professional development for them as teachers. Fewer completing 

participants agreed that this degree program was the best professional development for 

them in contrast to beginning participants. Beginning participants agreed more strongly 

than did completing participants. One-fourth of completing participants were undecided as 

were a few of the beginning participants. Two-thirds of district instructors and more than 

half of the adjunct instructors agreed that the master's degree was the best professional 

development for teachers. The remaining instructors, both district and adjunct, were 

undecided. 

Two-thirds of both completing and beginning participants strongly agreed or agreed 

that the courses taken in the master's degree program were more helpful than inservice 

courses they had taken. The remaining one-third were either undecided or disagreed. Five 

percent (5%) more of completing participants than beginning participants disagreed. More 

than half of both the distria and adjunct instructors strongly agreed or agreed that the 

courses taken in this program were more helpful than inservice course they might have 

taken. One-third of district instructors and slightly more than a third of adjunct instructors 

were undecided. 

Through responses to open-ended statements, completing participants indicated that 

the program's convenience was a key &ctor in their decision to participate. The cohort 

experience was frequently cited as the most beneficial aspect of the program. Other 

completing participants described the program in descriptors ranging from "outstanding" to 
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"disappointmg," with 7% describing the program as disappointing. More than half of the 

instructors rated the program with very positive descriptors. Seven percent (7%) of the 

instructors eqpressed concern about the rigor of the program. 

Instructors were also asked to respond to specific open-ended statements. There was 

no difference in the response between district and adjunct instructors; therefore, the results 

were combined. Both district and adjunct instructors felt that the course or courses they 

taught could be improved by extending the time period in which they were taught. They 

did not feel that a two-week course allowed for the needed processing time. It was also 

recommended that time be allowed for observation of participants' classrooms to facilitate 

the implementation of the program course content. 

Instructors indicated again that their experience in the master's on-site programs 

could be improved by extending the time period in which the course was taught. They also 

felt the need to be informed about the content that other instructors taught in the same 

course, but also in the various courses taught in the entire program. A final concern 

indicated was the participants' attitudes. Instructors felt that participants should be 

informed of the requirements and commitment need to undertake a master's degree. 

Participants, in general, interpreted "convenient" and "easy" to mean that the program 

might be less rigorous since it was on-site. 

The instructors cited three areas for program improvement. The length of time for 

courses needed to be extended to allow for more in-depth processing surfaced again as a 

recommendation. In regard to program administration, it was suggested that an established 

course sequence and selected instructors be identified prior to participants beginning the 
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program. The final and most-addressed area was the need for participants to fully 

understand the commitment, both time and intellectual, that must be made in the pursuit of 

a master's degree. 

Interview Results 

Teacher Participant Results 

To determine if a master's degree program provided a meaningful and relevant 

professional development experience, participants were asked what they would accomplish 

by earning a master's degree. Beginning participants responded that completing a master's 

degree program was a personal goal and very self-satisfying. In the short period of time 

that they have been involved, it has provided the opportunity for them to reflect on their 

practice. The degree was also seen as providing the credentials to teach other teachers or 

to move into administration. 

Completing participants, for the most part, agreed with beginning participants, but 

voiced their sentiments in more global terms about their accomplishment. "When you think 

about learning more about education, you think about content and whatever, but really as a 

teacher, education is about communication and cooperation, and even if content-wise, the 

class wasn't as rewarding as we thought, just communicating with each other is 

important." Participants found the program of great value both on a personal and 

professional level. "I feel that I can speak and defend my profession. I feel like it's made 

me a very valuable professional, more valuable than I was before." 

Participants were asked to discuss the program of studies in relation to their 

professional development needs. Beginning participants appreciated the practical nature of 
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the program, and also the alignment of needs to the learning commimity as a whole. "I 

think what they're doing in the district is in respect to analyzing what teachers, the 

classroom, and the community need....it reflects it and serves our needs." The coursework 

as selected by each individual district addresses classroom needs within the context of their 

community. Completing participants also found the program more arduous than they had 

anticipated. Working full-time, for some, the assignments at times were di£5cult to 

complete. In spite of that, there was no doubt that the assignments were worthwhile. 

Overall, they saw great benefit to the program of studies reflecting their district's 

philosophy and goals. The one concern mentioned was the lack of information about the 

program of studies at the inception of the program. Often, participants did not know 

which course was to be held next imtil a week prior to its start date. 

It is not surprising that the most valuable aspect of the program mentioned by 

beginning participants was the applicability of the course content of the program. "There 

definitely is time involved in the reading, but everything that the instructor so far has given 

us can be used somehow.'' Many completing participants described a particular course as 

the most valuable aspect, but most saw their new-found confidence, and for some, 

empowerment, in themselves and their ability to learn as most valuable. 

So on a personal level, I feel greater self-worth. Professionally, I feel much more 

confident in what I do with my peers...I'm not afitiid to discuss with administration on 

an equal platform. I think I'm, I don't want to say powerful, but maybe an 

empowered advocate for middle school, an empowered teacher at my site. 
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To determine the on-site master's degree program's meaningflilness and relevancy as 

a professional development experience, beginning and completing participants were asked 

to discuss the relationship between their master's degree and the district's inservice 

courses. Though participants indicated that their inservice courses were both similar and 

difierent to the master's degree courses, in their description, they attributed that likeness 

and di£ference to the depth in which master's degree courses investigate content. They felt 

that these two options provided different means and perspectives to fulfill different needs. 

Master's degree courses, due to their length, provide a much more in-depth and thorough 

presentation of a topic. "I think they [master's degree courses] are a lot broader and let us 

see a lot more of what is going on out in the world. Our district courses, because they are 

offered by our own teachers, are really geared for what is going on in our own district." 

Master's degree courses provide the theoretical basis for what is being studied. Both 

experiences were seen equally as valuable in the course of a teacher's professional 

development "I can tell you how after an inservice, but with my master's program I can 

tell you why and how." 

To fiuther address the relevancy and meaningflilness of the master's degree program, 

participants were asked if their conmuinication with their colleagues had changed. 

Beginning participants indicated that even though they had been in the program a brief 

period of time, to some extent, the type of communication with colleagues at their school 

sites was different. The greater number of teachers participating in the program at their 

schools, the more apparent the difference. Participants at the school site shared with 

colleagues in the program and also with other colleagues who were not. 
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We always go in the cafeteria when the kids are having breakfast and we sit in there 

and talk, and if you heard our conversations—the people who are not in the program 

just look at us—they will start in the fell, and we say, "Just wait, just wait. You'll be 

talking like us pretty soon, too." It really has made a difference in what we talk 

about. 

Beginning participants not only share informally, but formally by taking back to their 

sites the curriculum and materials that had been developed in the courses. "I'm working 

with a couple of individuals who are going to do the same unit with their team. We're 

bringing programs not just within one team, but it will be spread across the school." As a 

consequence of the work participants have done in the courses, they frequently are seen as 

resources. "They follow behind us because we've got the books; we know exactly what 

you need to know, we'll help you." 

Completing participants spoke of the impact of their participation in the program on 

their school, more m terms of leadership capabilities. "We started taking some of those 

ideas back to dlfiferent submeetings in our building and different ideas to generate ideas and 

solutions to different problems." One participant spoke specifically of initiating change at 

the school level noting, "...maybe through some of us, we can initiate some change at our 

school....We have the knowledge, information and research base to back it." 

Beginning participants felt there had to be a great impact on the district by the sheer 

number of teachers involved in the district program. The convenience of the program 

encouraged teachers who had not considered pursuing a master's degree before. They felt 

that the district gained from participants having the same knowledge and content that 
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would be implemented; it provided a very convenient and accessible delivery system for 

information for the district's new and even existing instructional programs. As one teacher 

stated, "...so within that system, in order to continue its movement, they're going to have 

to provide certain things, materials, and program development—things that we need." The 

program was seen as providing the district with the opportunity for the dissemination and 

implementation of information gained through the coursework. 

Completing participants felt strongly that the impact for the district came from the 

relationships that had been established during the program. 

Relationships, not just ideas, but relationships. Now anytime that I am doing 

something, I really feel comfortable picking up the phone and saying, "Can you 

explain that to me?" We wouldn't have normally had that. 

The teamwork idea was strengthened—problem-solving together. Although 

many of us didn't think all that way alike, they weren't afraid to say that they thought 

differently anymore. 

A district-wide network for open conmiunication had been established. 

Administrator Results 

District administrators were asked what they believed participants would accomplish 

by completing the master's degree program. They consistently praised the results of the 

program and felt fortunate to be involved in a imique and innovative opportunity to 

strengthen their district. For administrators whose districts have completed the program, it 

was revealing how meaningful the experience had been to completing participants. Their 

sense of accomplishment and gratitude was touching. Generally, the program was seen as 
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a move to provide an enriching opportunity to their personnel in a very humane, efiScient, 

and convenient means with a concluding statement being, think we need to humanize all 

parts of education." 

As an outcome of program involvement, district administrators described a sense of 

commitment to the profession and the district on the part of the participants that has not 

been seen before. "There's other things to talk about and they know it, and got involved in 

it—^which they wouldn't have done on their own. That's exciting." Part of that 

commitment, administrators believed, was fostered by the message the district's 

involvement and support had sent "It has reinforced a value that we've always had and 

has highlighted professional growth, professional development, and the importance of 

treating them as professionals and giving them the opportunity to pursue higher degrees." 

A by-product of this district commitment and administrator involvement was that "as we 

work and leam and grow together., .they begin to see it all "us" rather than "they and us." 

The university administrator stated that regardless of what the university provided, 

the on-site programs were the most meaningful for teachers and teacher's improvement. 

The program was designed for the practitioner and supported the activities that are 

specifically relevant to teacher's practice. 

In regard to the impact the program has made, the analogy used by one administrator 

to describe that effect was a spider web that has encompassed the entire organization and 

community. Its impact is threefold: at the school level, at the district level, and on the 

community as a whole. 
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At the school level, district administrators believed that knowledge learned in courses 

by participants is taken back to the site and shared. This is particularly true when several 

participants are located at the same school. An observed consequence was curriculum 

integration as the result of a unit that was developed and taken back to the site. Another 

observation involved the change in discussion in the teacher lounge. ''Instead of sitting 

around griping about kids, there were talking about issues. They were talking about things 

they were learning." 

At the district level, participants' work frequently results in ciirriculum units that 

ultimately were used by the entire district. An example of that is a physical education 

curriculum that now includes games that can be played to support the social studies that is 

taught at each grade level. Another result of curriculum work in the courses was the 

realization of the importance of such work at the district level. Participants have indicated 

in their personal goals that they plan to serve on district committees. Grade level meetings 

to fiuther curriculum discussion were also recommended as a result. 

District administrators saw the cohort concept as having tremendous impact on the 

district. Participants shared a common knowledge base, and the cohort further promoted 

positive communication about the district's needs and values. "The more people that you 

have with a similar experience and a positive experience, and the more that they talk to 

others." 

At the community level, district administrators believed that the district's support of 

the program was a public endorsement of the commitment to life-long learning for their 

personnel. The program had become a very visible example of district values. 
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In the continued efifort to provide a quality master's degree program, district 

administrators voiced concerns about the teachers' expectations as they began the 

program. While the program is a convenience and may &cilitate the process, the negative 

side of that is that it may attract teachers who are simply interested in moving on the salary 

schedule or are not willing to expend the extra e£fort it may have taken to pursue the 

degree if it had not been offered on-site. Of particular concern for some of the 

administrators was the attitude that "convenient" meant a less-than-rigorous program. 

Participants were not prepared nor expecting, the rigor that was demanded in many of the 

courses. '*Most of them, any classes they've taken have been district staff development 

classes which are probably not a lot of delving into theory... you just don't have the time, 

so it's not set up for that. That's the type of class they're used to." Veteran teachers, 

from two administrators' experiences, were more willing to work and at times were 

embarrassed by their younger colleagues' lack of motivation. Most district administrators 

felt that the situation can be alleviated by speaking about the rigor of the courses and 

raising teachers' expectations before the program begins. 

Addressing the issue of program rigor, the university administrator felt that the status 

of a master's degree supported instructors in upholding full university standards at the site. 

At times, school districts find it difBcult to maintain that rigor in their inservice courses 

because teachers see it as "just inservice." A master's degree program, such as this, could 

raise the expectations of participants in general. 

Figure 4 illustrates the interview responses to this question by the different participant 

groups. 
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Figure 4. Participant Perspective and Opinion Matrix 

Summaiv of fnterview Results 

When asked what they were accomplishing by completing a master's degree, both 

beginning and completing participants saw their accomplishment as meaningful in terms of 
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personal goals and being self-satisfying. Beginning participants felt that even in the short 

time they had been involved, much reflection on their practice had taken place. 

Completing participants' perspective was more global, and they spoke of the 

accomplishment of the degree as one of learning about communication and cooperation, 

two very valuable skills for teachers. 

Participants were asked to discuss the program of studies in relation to their 

professional development needs. Beginning participants appreciated the emphasis on the 

practical aspect of the program. Completing participants related that they had found the 

program to be more arduous than anticipated. Both begiiming and completing participants 

agreed that the alignment of the program to district philosophy and goals was a great 

benefit, not only to themselves, but to the district. A concern voiced by both groups was 

that lack of what they felt was adequate information about the program of studies at the 

onset of the program. Often, participants did not know what course was to be taken until 

a couple of weeks before the course began. The most valuable aspect of the program for 

beginning participants was the applicability of the course content, while completing 

participants saw the provision of their increased confidence in their ability to learn and 

teach as the most valuable aspect of the program. 

In their comparison of a master's degree program and inservice courses, beginning 

and completing participants both saw the master's degree program providuig a more in-

depth and broader perspective on content, than inservice courses. They fulfilled different 

needs through different means, and both were seen as equally important to a teacher's 

professional development. 
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Begiiming participants reported that their participation in the program promoted 

much sharing, both formally and informally at their school sites. Through both the 

provision of curriculum and serving as resources, beginning participants' involvement 

impacted positively the school site's operation. Completing participants spoke of their 

program involvement's impact on the school site more in terms of leadership capabilities. 

The use of teamwork strategies such as problem-solving, were shared with their 

colleagues and their use promoted in the school's meetings. 

As &r as the impact of the master's degree program on the district, beginning 

participants believed that the number of teachers involved would serve to provide a basis 

for common knowledge and content was seen as a benefit for the general instructional 

program. The master's degree program was seen as a very convenient and accessible 

means for the district to provide consistent information to its district's teachers. 

Completing participants felt that the impact of the program on the district came from the 

relationships formed during the program. It provided the opportunity for a district-wide 

network to be created. 

When asked what teachers would accomplish by completing a master's degree, 

district administrators saw the program as a unique and innovative opportunity to 

strengthen and enrich skills and knowledge of district personnel. The university 

administrator believed that since the master's degree program was designed for the 

practitioner, it was the most meaningful for teachers and their improvement. 

District administrators described the impact of the program at three levels: the 

school, the district, and the community. Impact on the school was demonstrated by the 
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knowledge that was shared by participants with their colleagues through the development 

of instructional resources. At the district level, the development of curriculum for district-

wide use and the observed value by teacher participants of such activities had been felt. 

Participants indicated that the awareness of district committee's work has made them 

more willing to woiic on district committees as a result. District administrators described 

observing a sense of commitment from participants, not only to the profession, but to the 

district as well; participants were actively and enthusiastically involved in learning. The 

conmion core of knowledge participants acquired during the program was of great benefit 

to the district. Furthermore, as a consequence of the program, an open conununication 

between administrators and participants had been established. It fostered a spirit of 

teamwork and replaced the "us versus them" attitude that had previously existed. At the 

conununity level, the administrators believed the community saw the district's 

endorsement of the program as promoting lifelong learning to their persoimel. 

A concern voiced by district administrators was the possibility that the convenience 

of the on-site program might attract teachers who were not genuinely mterested in the 

program, but merely felt the need to move on the salary schedule. Participants may not be 

prepared for the rigor a master's degree program demands, since usually inseI^dce courses 

do not delve into content as thoroughly as do master's level courses. Two administrators 

observed that veteran teachers were more dedicated to their studies. Administrators 

believed that it was important to make teachers aware of the level of commitment that was 

required in the pursuit of a master's degree before beginning the program. The university 
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administrator believed that an on-site program could support the district in maintaining the 

needed rigor in the courses by establishing university standards. 

Question Five: Can an On-site Master's Degree Program Be the 

Means for the Merging of Two Systems for Professional Development? 

To respond to question five, applicable responses fi-om the interviews are presented. 

No items on the questionnaire addressed this question. 

Tnterview Resuhs 

Administrator Results 

To answer this research question, district administrators were asked to discuss the 

relationship of district staff development and a master's degree to professional 

development for teachers. All administrators agreed that a teacher's professional 

development must incorporate many different types of activities and experiences. These 

may include inservice courses, conferences and workshops, and degree programs. None 

was seen as more valuable than the others; each served a purpose in the total professional 

development of a teacher. The difference cited particularly between inservice courses and 

a master's degree was that inservice courses tend to be more short term and focused on 

specific content; whereas, a master's degree provided a much broader perspective on a 

range of topics through a very formalized process. Inservice courses are "focused on a 

specific problem and they did very well, but they're not broad. They're not far-reaching. 

They develop skills, but they don't develop professionalism. They're one leg of a three-

legged stool." District administrators agreed that the on-site master's degree program 

was a blend of a traditional master's degree program and the district's staff development 
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program. The on-site master's degree program provided the opportunity to incorporate 

the focus of the district's staff development into the course content and allowed staff 

development focus to become more formalized through that process. Bringing together 

the master's degree program and the district's staff development program, created the 

ultimate professional development because 'Vou bring the best of both worlds to them." 

The university administrator acknowledged that teachers' professional development 

consisted of many &cets. **1 don't think a master's degree replaces the need for inservice 

for the faculty, nor do I think it replaces the need to attend a conference." The on-site 

master's degree allows for the program of studies to restructure courses so that they meet 

both university course requirements and inservice needs. Most districts have linked their 

staff development programs to the on-site degree program. "It will make an educational 

partnership like probably partnerships should be. University and schools should be 

working together, same goals, same desired outcomes." 

District administrators were asked to discuss what the collaboration between the 

district and university has accomplished in general. The operative word spoken often in 

their discussion was opportunity. The opportunity to bring together university and distria 

expertise, both at the instructional and administrative level, was cited by most 

administrators. Administrators were appreciative of the opportunity to strengthen the 

skills of and to professionalize their stafi  ̂while providing valuable and relevant 

information about the district. believe it has given us the opportunity to influence 

teachers, and while they are learning about issues in education, they are learning about 

those issues in relationship to their school district.** 
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The university administrator agreed that an on-site master's degree program brought 

together the best of what both the university and public schools had. From his experience 

in coordinating on-site programs, he believed that the program should be one-half to two-

thirds developed by the district. "University systems and colleges of education know a lot 

about what should be in a profession, and they do know a lot about program development; 

they know about foundational information. What we can't do as well is know what's 

contemporary and what works with kids on a day-to-day basis. It's very hard to keep up 

with that because none of us are in the field." 

The conununication on district issues had not been one-way. As administrators 

became involved in the program, they received much information and input from 

participants on both a fonnal and informal basis. On an informal basis, "The information 

we have learned from teachers about what really happens out in the school and classroom 

has been very revealing." On a formal basis, some districts have asked participants to give 

input into newly developed curriculum. The program had provided a forum for the 

exchange of information, both formally and informally. "It's given us an opportunity.. .to 

really get to know them on a personal basis and to listen to some of the issues that we 

would not have been aware of if we hadn't been involved in weekly meetings with them." 

In addressing the administration of the master's degree program at the district level, 

district administrators indicated that providing an on-site program was very time-

consuming for them. To a great extent, districts assume much of the administration of the 

program that would normally be handled by the university persormel, such as coordination 

of facilities and the necessary communication to participants. Most of the administrators 
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interviewed played key roles, not only in the administration of the program, but also in its 

design. They served as the district's liaison for planning the course, selecting the 

instructor, qualifying the instructor, and registering participants for the course. 

As a consequence of the courses being held on-site and often being taught by district 

personnel, the district incurred other expenses. District resources, such as supplies and 

copying, are often used by these instructors. 

District administrators' discussion in regard to program improvement addressed 

administrative issues. Class size, appropriate facilities, scheduling, registration, and the 

lack of coordination between the program and what they termed "university bureaucracy" 

were cited as areas of concern. Participants frequently received communication from the 

university that was not appropriate for the on-site program since general university 

timelines and schedules did not coincide. 

Another issue addressed was the need to speak to participants at the onset of the 

program about the commitment they would be making in regard to the degree program. 

Participants, at times, tend to interpret "convenient" to mean a less than rigorous program. 

In snwller districts where many of the courses were taught by their own 

administrators, the need to include more adjunct instructors became apparent. "We had to 

look at bringing in outside instructors just because we can't continue to do that, it's too 

much of a strain on the organization.'* 

While greatly appreciative of the university administrator's work, most district 

administrators felt that the university needed to provide additional support at the local 

level. The consensus was that the university liaison was "stretched" and "swamped." As 
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the programs continued to grow, the student-advisor ratio needed to be taken into 

consideration. "My advice to the university is that I think this is providing a tremendously 

valuable service to the district, and if it is going to continue to grow the way it has, they 

need to think about resourcing it." 

The university administrator agreed that as the number of on-site programs had 

grown, the intent of the personal contact that he believed was a strength of the program, 

was being lost. As his time was taken up with completing the necessary administrative 

tasks, less time could be given to individual contact with participants. The need for more 

support and resources had become apparent. 

Figure 5 illustrates the interview responses to this question by the different 

participant groups. 
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Participant 

District 
Administrators 

Comparison of M£d. and 
inservice program 

Collaboration between district Program administration 
and university 

1. Each serve a purpose in the I. 
total professional 
development of a teacher 

2. Master's courses provide 2. 
broader perspective through 
formalized process; inservice 
course are short-term and 
focused 

3. On-site program is the 
ultimate professional 
development experience 

Hie opportunity to bring 
together district and 
university expertise 
District can strengthen skills 
and professionalize staff 

University 1. On-site program allows 
Administrator courses to be restructured so 

that they meet both 
university requirements and 
inservice needs 

2. On-site program allows 
districts to link staff 
development to master's 
degree 

Figure 5: Participant Perspective and Opinion Matrix 

1. The opportunity to bring 
together district and 
university expertise 

2. One-halfto two-thirds of the 
program should be 
developed by the district 

1. Timeuamgiming 

2. Muchofday-to^y 
administration is asanned by 
the district 

3. Responsibilities included 
program design, selection of 
instructors, needed 
conmiunication to 
participants, and registration 

4. Adjunct instructora needed to 
relieve strain on organization 
for smaller districts 

5. More administrative support 
from the university is needed 

6. Areas for program 
improvement: class size, 
facilities, mhninling 
registration coordination 
between university ofEces 
and participants 

1. Personal contact which was a 
strength of the program has 
been lost due to growth of 
program 

2. More administrative support 
from the university is needed 

Summary of Tnterview Results 

To address this research question, district administrators were asked to discuss the 

relationship of the on-site master's degree program with the district's staff development 

program. District administrators agreed that professional development for teachers must 

incorporate different types of activities and experiences. Master's degree program and 

inservice courses were both seen as valuable and necessary in that they both served a 

purpose. Inservice courses were highly focused and short-term; master's degree program 
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courses are lengthier allowing for time to provide in-depth investigation of the topics. The 

result is a broader perceptive acquired through a very formalized process. Administrators 

saw the on-site program as a blending of both systems—the ultimate professional 

development experience that bring the best of both systems together. 

The university administrator acknowledges that teachers' professional development 

consisted of many facets. The on-site master's degree program allowed for the 

reconstruction of courses so that both university requirements and inservice needs were 

met; the outcome was an ideal partnership between the university and district. 

The coUaboration as seen by the district administrators and university administrator, 

provides the opportunity to bring together district and university expertise. It allowed for 

the strengthening of skills and the professionalization of staff in the context of distria 

philosophy and values. The university administrator believed that one-half to two-thirds 

of the program should be district-developed, and therefore, allow the district to provide 

content and knowledge about what works on a daily basis with students. 

In regard to the administration of the program, district administrators described their 

involvement as very time-consuming. Much of the day-to-day administration of the 

program is assumed by the district, and their role as district liaison required that they 

coordinate or be involved in program design, selection and qualifying of instructors, 

general communication, and registration. 

District administrators' discussion of the program administration centered around 

improvement. Concerns included class size, appropriate facilities, scheduling, registration 

and the lack of coordination between the university's administrative ofBces and the on-site 



145 

programs. Communication received by participants had been, at times, inappropriate since 

the timelines did not coincide. A final issue addressed was the need to inform participants 

of the commitment they would be making to pursue a master's degree. Participants 

tended to interpret "convenient" to mean a less-than-rigorous program. 

Frequently, district administrators taught courses for the program. In the smaller 

districts, the need to include adjunct instructors became necessary to alleviate the strain on 

the organization. District administrators observed that as a consequence of program 

growth, more administrative support fi^om the university was needed. The changing 

student-advisor ratio must be addressed. They saw the university administrator as 

"stretched" and "swamped." The university administrator felt that the personal contact he 

considered a strength of the program, was being lost as the number of programs grew. 

Administrative tasks were taking time away fi'om individual contact with students. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS, 

IMPLICATIONS AND RECOMMENDATIONS 

The purpose of this study was to describe the perceptions and experiences of 

teachers who participated in an on-site master's degree program in their school district. 

The intention of this study was to provide both school districts and universities with 

information to assist in the design, administration and implementation of future programs. 

This study provided: 

1. a description of the participants' perceptions and experiences of their 

involvement in an on-site master's degree program, 

2. insight as to the needs of teachers for the design and development of the 

curriculum of the program, 

3. insight into the process in regard to the administration of the program, and 

4. a description of the district's needs as defined by the administrators and district-

based instructors involved in the development, teaching and administration of the 

program. 

To accomplish this goal, a questionnaire was constructed and distributed, and 

interviews were conducted. The questionnaire was distributed to teacher participants and 

instructors of six school districts in the Phoenix metropolitan area that were beginning or 

completing an on-site master's degree program. Selected teacher participants, all on-site 

program administrators and the university administrator who oversaw all six programs 

were interviewed. 
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The questionnaires and interviews were used to obtain answers to the following 

questions: 

1. What role does a master's degree play in a teacher's professional development? 

2. What curriculum is most appropriate to create and support the revitalization of 

classroom instruction and consequent student achievement as seen by the participants? 

3. Since these programs are designed jointly by a district and imiversity, will the 

program better meet teachers' needs as they define them? 

4. Does a master's degree program created jointly by a university and school 

district provide a meaningful and relevant professional development experience as seen by 

the participants? 

5. Can an on-site master's degree program be the means for the merging of two 

systems for professional development? 

Two hundred seventy-four teacher participants, 6 administrators, 29 instructors and 

the university administrator participated in the study. Since the questionnaires were 

distributed during class, the rate of return was 100%, with the exception of those 

participants who may have been absent from that particular class. The rate of return for 

the instructor questionnaires was also 100%. 

Summary of Findings 

The findings presented are directly related to each specific research question. For the 

purpose of clarity, each question is restated, followed by the major findings. 



Question One: What role does a master's degree plav in a teacher's professional 

Teacher participants and instructors agreed that a master's degree is important to a 

teaching career and also improves teaching. The interviews yielded flirther information. 

Teacher participants who were interviewed believed that the application of knowledge and 

skills from any source of continuing education is the key to better teaching, not necessarily 

a master's degree per se. Teachers completing the program recommended that teachers 

should teach three to five years before undertaking a master's degree program. District 

administrators believed that a master's degree promotes a greater sense of confidence and 

professionalism in teachers. Additional data indicated that the teachers who have 

completed program were more experienced and had been employed with their current 

district longer than teachers who are now beginning the program. 

The primary motive for pursuing a master's degree was salary increase or satisfying 

the state requirement for certification. Also mentioned was the self-satisfaction of 

completing the degree and an interest in keeping updated. Teacher participants believed 

the implementation of skills and knowledge and the utilization of resources developed in 

the program would help improve their teaching. 

Question Two- What curriculum is most appropriate to create and support the 

revitalization of classroom instruction and consequent student achievement as seen bv the 

participants? 

Teacher participants and administrators believed that involvement in the master's 

degree program affected student achievement in their classrooms. Some concern was 
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voiced as to its assessment and to what to attribute the change that occurred. Instructors 

believed that the courses they taught would have an effect on student achievement in the 

teacher participants' classrooms. 

In response to whether a master's degree program should be more practical or 

theoretical, teacher participants and instructors believed it should mclude more of the 

practical; however, some completing teachers indicated that as a consequence of their 

involvement in the program, they had come to believe that a balance of practical and 

theoretical components was more beneficial. Administrators also agreed that a balance of 

both the theoretical and practical aspects provides the best possible master's degree 

experience for teachers. 

In regard to specific curriculum, teacher participants agreed that courses in teaching 

strategies, equity/diversity issues, special needs, child/adolescent psychology, educational 

research, and education issues were valuable to their roles as teachers. A course on the 

historical/philosophical perspective of education was seen as less valuable. The most 

valuable courses for teachers completing the program were cooperative learning, 

professional problems and issues, and multi-cultural education, in that order. No single, 

same course across the three districts where participants had completed the program was 

considered as least valuable. 

Question Three- Since these proems are desired inintlv bv a district and university. 

will the program better meet teachers' needs as thev define them? 

Most teachers agreed that an on-site master's degree program offers courses more 

appropriate for them than does a traditional, university-based program. The convenience 



t 

150 

in terms of proximity and its omission of entry and comprehensive final exams made the 

program most appealing. District administrators agreed that the on-site master's degree 

program is more relevant and practical for their district's teachers. The university 

administrator believed the greatest strength of the program is its flexible firamework—a 

framework that allows the program of studies to continually reflect district goals and 

teachers' needs as they change. 

The most-addressed and valued aspect of the on-site master's degree program was 

the cohort system. Teachers, instructors and administrators agreed that the cohort 

experience provides an environment that sustains teachers in the pursuit of a master's 

degree. The unparalleled level of comfort, support, and collegiality created by the cohort 

environment facilitated learning and created networks throughout the district. 

Relationships established on both a personal and professional level were seen, at times, as 

the most important outcome of the program. 

Teachers, administrators and instructors indicated no difference in the instructional 

capabilities of district and adjunct instructors, the exception being simply the provision of 

district background and information by district instructors. Teachers and administrators 

agreed that a balance of both district and adjunct instmctors was most beneficial to the on-

site master's degree program. 

To better meet teachers' needs, teachers completing the program most often 

indicated a change in instructor as a remedy to improve the least valuable course they had 

taken. Areas for program improvement cited were: the administration of the program, 

general issues regarding content/instruction, the relevancy of content/instruction to the 
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role of the teacher, and instructors. Although specific recommendations were made for 

program improvement, overall, teachers were very satisfied with the administration of the 

prograna  ̂particulaiiy with their district's role. 

Question Four Does a master's degree program created fointlv bv a university and school 

district provide a meaningfijl and relevant professional development experience as seen bv 

Most teacher participants and instructors agreed that the on-site master's degree 

program was the best possible professional development for a teacher. They also agreed 

that the courses taken in the program were more appropriate for them than inservice 

courses thqr had taken. In the comparison of these courses, the master's degree program 

courses were seen as providing a more in-depth and broader perspective on content than 

did inservice courses. Both were seen as equally important to teachers' professional 

development 

Teacher participants indicated convenience of the program and the cohort experience 

as most beneficial. In their discussion of the program of studies, teacher participants 

agreed that the alignment of the program to district philosophy and goals was of great 

merit, not only to themselves, but to the district. Teachers expressed the need to know at 

the onset of the program exactly what courses were to be included. The most valuable 

aspect of the program for teachers beginning the program was the applicability of course 

content, while teachers completing the program saw their increased confidence in their 

ability to learn and teach as most valuable. 
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Both teachers and administrators saw the program's impact on several levels. At the 

school level, teachers agreed that the resource materials and leadership capabilities 

developed during the program would greatly benefit their schools. Administrators 

believed that the impact at the school level was the knowledge that was shared by the 

program's participants with others. At the district level, both teachers and administrators 

believed that the common core of knowledge developed and established by the program 

was of tremendous benefit to their district's instructional program. At the community 

level, the program, they indicated, was seen as the district's endorsement of lifelong 

learning. 

Question Five: Can an on-site master's degree program be the means for the merging of 

two systems for professional development? 

District administrators saw master's degree program courses and inservice courses as 

equally valuable and necessary since they both served a purpose in teachers' professional 

development. The on-site master's degree program was seen as a blending of both 

systems, which in their opinion was the ultimate professional development experience 

since it brings the best of both systems together. The university administrator indicated 

that an on-site master's degree program allowed for the reconstruction of courses so that 

both university requirements and inservice needs were met—the outcome being an ideal 

partnership between the university and district. 

District administrators described their involvement in the program as very time-

consuming. Much of the day-to-day administration of the program was assumed by the 

district, and their role as district liaison required much participation in various 
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administrative tasks. As the number of programs grows, district administrators indicated 

that more administrative support and resources from the university will be needed. 

Conclusions 

The following conclusions are made based only on the findings of this study, which 

involved sampling from teachers, instructors and administrators from six school districts in 

metropolitan Phoenix that are presently offering an on-site master's degree program. The 

findings were derived from the results of a questionnaire and interviews. 

1. Teachers, instruaors and administrators agreed that a master's degree is 

important to a teaching career and that completing the degree improves teaching; 

however, teachers and administrators further indicated that the master's degree per se is 

not valuable unless the course content is implemented. 

2. Teachers agreed that a master's degree program has an impact on their practice. 

Teachers beginning the program indicated that course content addressing instructional 

strategies and methods is most beneficial, while teachers completing the program indicated 

that cuiriculum units and resource materials developed in the program had the greatest 

impact on their practice. 

3. Teachers, instructors and administrators agreed that the completion of a 

master's degree program impacts student achievement positively, however, they voiced 

concern about substantiating that impact and determining exactly what Actors had created 

that change. 

4. Teachers and instructors agreed that an on-site master's degree program should 

include more practical than theoretical aspects, though teachers who had completed the 
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program indicated there was a need for a balance of the two as a consequence of their 

involvement in the program. District administrators and the university administrator agree 

that a balance of practical and theoretical aspects must be included in the on-site master's 

degree program. 

5. Teachers agreed that courses in teaching strategies, equity/diversity issues, 

special needs, child/adolescent psychology, educational research, and educational issues 

are valuable to their role as teachers. They saw less value in a course m the 

historical/philosophical perspective of education. Teachers completing the program saw 

courses in cooperative learning, professional issues, and multi-cultural learning, 

respectively, as the most valuable courses. Instructors saw all courses offered in the 

program as valuable for teachers. 

6. Teachers, instructors, and administrators agreed that courses taken through the 

on-site master's degree program were more appropriate for teachers than those offered 

through a university-based program. 

7. Teachers, instructors and administrators agreed that a cohort system is 

beneficial and provides support to teachers in their pursuit of a master's degree. The 

common core of knowledge established through such a system was seen as having great 

value for the district. 

8. Teachers and administrators agreed that district and non-district (adjunct) 

instructors both provided quality instruction; however, district instructors bring relevant 

district background and information to the instruction. A balance of both is most 

beneficial to the on-site master's degree program. 
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9. Teachers completing the program agreed the quality of a course is determined 

unilaterally by the instructor and indicated a change of instructor as the greatest 

improvement possible for a course seen as least valuable. 

10. Teachers and instructors agreed that the on-site master's degree program is the 

best professional development for teachers and that the courses taken in the program are 

more helpful than inservice courses they might have taken; however, both are seen as 

equally important to a teachers' professional development. 

11. The convenience of proximity of the on-site master's degree program facilitated 

pursuing a master's degree for teachers. 

12. Teachers and administrators agreed that the on-site master's degree program 

provides a meaningful and relevant professional development experience through its 

alignment with district philosophy and goals. Teachers and administrators further 

indicated that the impact of the district's endorsement and involvement in an on-site 

master's degree program impacts the school, district and community. 

13. District administrators and the university administrator agreed that an on-site 

master's degree program provides the opportunity to link the district's professional 

development needs with a master's degree. By incorporating the university's goals and 

expectations with the district's goals and objectives, this partnership provides an optimum 

professional development experience for teachers. 

Implications 

The conclusions from the findings suggest several possible implications. The strong 

agreement from all participants in the study indicating that they believe a master's degree 



156 

is important to a teaching career and improves teaching, implies that the master's degree, 

contrary to recent criticisms, is considered a valuable acquisition for teachers, provided 

that the content is implemented. It is fiuther implied that a teacher's practice, regardless 

of years of teaching, can be affected by formal courses of study. Unfortunately, the link 

between improved practice and student achievement remains elusive as indicated by 

teachers and administrators. Without more prescribed methods of investigation, it seems 

that the effects of teachers' professional development on student achievement is difQcult 

to substantiate. 

Teachers completing the program indicated that they saw value in including the 

theoretical aspects in the master's degree program courses. Perhaps to better educate and 

equip teachers for their classrooms, an implication for a district's inservice program is that 

more of the theoretical aspects should be included. Since teachers and instructors indicate 

that both a master's degree program and inservice courses are equally important to 

teachers' professional development, school districts must continue to make both options 

available to teachers. 

In regard to teachers' needs, the conclusions imply that teachers find an on-site 

master's degree program that is reflective of their district's philosophy, goals and culture, 

a meaningful and relevant professional development experience. The traditional 

university-based undergraduate and master's degree programs may need to be 

reconsidered and reconfigured. On-site master's degree programs and professional 

development schools where student teachers and teachers can learn in the context of an 

educational setting and culture, may be the best means for teachers' professional 



157 

development. However, it is interesting to note that teachers agree instructors not 

employed by the district provide instruction as valuable as do those employed by the 

distria in another capacity. The need for non-district instructors implies that teachers 

believe in the existence of a universal body of educational knowledge that exists and can 

be imparted separately from contextual influences. 

The impact on school, district and community as observed by teachers and 

administrators, suggests that the on-site master's degree program can be the infrastructure 

for the development and establishment of a community of learners. The exchange of 

knowledge and information flowed freely between and among all participants, becoming 

an experience where all participants came to be knowledgeable about not only educational 

ideology, but about the process of education at all levels. The linking of district's 

professional development needs to a master's degree program has opened doors to a 

partnership of many facets. 

Overall, the findings suggest the long-term implication that universities and school 

districts must collaborate and share more equally in the development and delivery of 

undergraduate and graduate programs for teacher education and development. 

Universities must allow greater flexibility in the administration of such programs to 

promote their continued success and consequent enrichment for teachers. 

Recommendations 

The findings of this study suggest the following recommendations for further 

research. 
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1. Research that is conducted longitudinally is needed to yield additional 

information. Teachers who are interviewed at the inception and completion of their on-

site master's degree program may provide more complete information about the program. 

2. Research that is conducted longitudinally is needed to yield additional 

information about the impact of the program on student achievement. The inclusion of 

pre-assessment and post-assessment of students at the inception and completion of the on-

site master's degree program may provide more complete information about student 

achievement. 

3. Research is needed on groups of teachers in a traditional university-based 

program and in an on-site program. Parallel data in the comparison of experiences and the 

program of studies may yield more in-depth and broader information about master's 

degree programs in general. 

4. Research is needed on secondary level teachers' experiences in an on-site 

master's degree program. This study's sample was primarily teachers at the elementary 

level. Secondary teachers' needs may be different. 

5. Research is needed on rural teachers' experiences in an on-site master's degree 

program. This study's sample was teachers from an urban setting. Rural teachers' needs 

may be different. 



APPENDIX A 

DEMOGRAPHICS OF TEACHER PARTICIPANTS 

WHO RESPONDED TO THE QUESTIONNAIRE 
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N=137 N=137 

Demographics of Teacher Participants Beginning Participants Completing Participants 

Grade level taught 
K-3 54% 55% 
4-6 20% 37% 
7-8 14% 4% 
9-12 6% 0% 
Other 6% 4% 

Years teaching experience 
0-3 36% 13% 
4-7 21% 39% 
8-15 29% 25% 
16-24 12% 21% 
More than 25 2% 2% 

Number of years in current distria 
0-3 48% 26% 
4-7 22% 42% 
8-15 23% 18% 
16-24 6% 14% 
More than 25 1% 0% 

Student population of district 
Less than 5000 2% 2% 
5,000-10,000 14% 13% 
10,000-20,000 57% 58% 

20,000-30,000 2% 2% 
More than 30,000 25% 25% 

Age 
Less than 23 3% 2% 
24-30 29% 27% 
31-40 35% 33% 

41-50 24% 31% 
51 or more 9% 7% 

Gender 
Female 82 92 
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N=137 N=137 

Demographics of Teacher Participants Beginning Participants Completing Participants 

Male 18 8 
Ethnicity 

Asian 2 1 
Afiican-American 4 0 
Caucasian 78 94 
Hispanic 13 3 
Native-American 1 1 
Other 1 1 

Demographics of Teacher Participants Who Were Interviewed 
N= 18  

Interviewee School District Grade Level Years Experience Gender 

1 A Elementary-lst 4 F 

2 A Elementary-K & 1st 10 F 
3 A Elementary-3rd 18 F 

1 B Elementary^ESL 6th 5 F 

2 B Jr High-Sp Ed 15 F 

3 B Elementary-lst 25 F 

1 C Elementary-5th 4 F 

2 C Elementary-K 10 F 
3 C Elementary-5th 16 F 

I D Elementary^ESL 1st 3 F 

2 D Elementary-5th 11 F 

3 D Jr High-Sci-7th & 8th 18 M 

1 E Elementary-Gifted 
Resource 3rd-5th 

3 F 

2 E Elementary-6th 9 M 

3 E Jr High-7th Lang Arts 17 F 

1 F Sr High-lOth & 11th Eng 4 F 

2 F Elementary-K ESL 8 F 

3 F Jr High-Soc St-9th 16 M 
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Demographics of Instructors Who Responded to the Questionnaire 

N=19 N=10 
District Adjunct 

Demographics of Instructors Instructors Instructors 

Years teaching experience in K-12 
0-3 5% — 

4-7 5% 10% 

8-15 4% 50% 

16-24 26% 30% 

More than 25 42% 10% 

Years with current district 

0-3 11% n/a 
4-7 21% n/a 

8-15 42% n/a 

16-24 16% n/a 

More than 25 11% n/a 
Number of years experience teaching university courses 

0-3 11% 40% 

4-7 21% 50% 

8-15 42% — 

16-24 16% 10% 
More than 25 10% — 

Age 

Less than 23 — — 
24-30 — — 
31-40 26% 40% 

41-50 37% 40% 
51 or more 37% 20% 

Gender 

Female 79% 70% 

Male 21% 30% 

Ethnicity 
Asian — — 

African-American — — 
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N=19 N=10 
District Adjunct 

DemograDhics of Instructors Instructors Instructors 
Caucasian 95% 90% 

Hispanic — — 

Native-American 5% — 

Other — 10% 

Current position 
Classroom teacher 21% 30% 

Teacher specialist 15% — 

School administrator 16% 30% 

District administrator 48% 10% 

Other — 20% 
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APPENDIX B 

QUESTIONNAIRE; TEACHER PARTICIPANTS BEGINNING A PROGRAM 
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QUESTIONNAIRE ON-SFTE BLASTER'S DEGREE PROGRAM 
UNIVERSITY/SCHOOL DISTRICT COLLABORAVON 

The purpose of this questionnaire is to detennine your perceptions of. and experiences in. your on-site 
Master's Degree program. The results will provide valuable information for the administration of the 
program. Your response is appreciated. Thank you! 

Please circle your level of agreement 
wltb these questions and then respond to 
the nuestlons on fhe back; illRlnowiii 

Strongly 
Dlsaoree 

1. Completing a Master's Degree is 
important to a teaching career. 

SA A U D SD 

2. The courses in this Master's Degree 
program will help me to improve my 
teaching. 

SA A U 0 SD 

3. The courses in this Master's Degree 
program will help increase student 
achievement in my classroom. 

SA A U D SD 

4. My participation in a Master's 
Degree program will provide the best 
possible professional development 
for me as a teacher. 

SA A U D SD 

5. The courses 1 will take in tiiis 
program will be more helpful than 
inservice courses 1 have taken. 

SA A U D SD 

6. The courses 1 will take through tiiis 
on-site program created for my 
district will be more appropriate for 
me than those taken through a 
strictiy university-based program. 

SA A U D SD 

7. 1 believe that courses in this 
program should include more of the 
practical aspects of teaching rather 
than a lot of tiieory. 

SA A U D SD 

8. 1 will find that going through the 
program as part of a cohort group 
will be beneficial. 

SA A U D SD 

9. My colleagues in tiiis program will 
offer valuable insight and 
information tiirough class 
discussions. 

SA A U D SD 
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Please circle your level o f  agreement 
with these questions and then respond to 
the fluesffons on the hack: V iDlsawee? 

10. 1 think that instructors who are 
district employees will provide 
infonmation more directly applicable 
to the classroom than those who are 
not employed by my district 

A u 0 SD 

The courses covering the following 
content will be valuable for my role 
as teacher 

11. Classroom management SA A u D SD 

12. Curriculum development SA A u D SD 

13. Teaching strategies e.g. cooperative 
learning, mastery leaming, seven 
intelligences 

SA A u D SD 

14. Development of assessments for 
instruction 

SA A u D SD 

15. Equity/Diversity issues SA A u D SD 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

SA A u 0 SO 

17. Leadership roles for teachers SA A u D SD 

18. Child/adolescent psychology and its 
implications for instruction 

SA A u D SD 

19. Educational research and its 
implications for the classroom 

SA  ̂ A u 0 SO 

20. Educational issues e.g. change, 
parental involvement, public 
relations 

SA A u D SD 

21. Historical and/or philosophical 
perspective of education 

SA A u D SD 

Please circle the appropriate response for the foUowino information: 

22. I mostly teach in grades . 
a.K-3 b.4-6 c.7-8 d.9-12 e. Other 

23. I have years teaching experience. 
a. 0-3 b.4-7 c. a -15 d. 16-24 e.25+ 

24. I have been with my current district for years. 

a.(W b.4-7 c.8-15 d. 15-24 e.25+ 

25. The district has a population of students. 
a. Less than 5.000 b. 5,000-10.000 c. 10.000-20.000 d. 20.000-30.000 e. 30.000+ 
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26. lam years old. 
a.Ussthan23 b. 24-30 c. 31-40 d. 41-50 e.51+ 

27. lam . 
a. Femaie b. Male 

28. I am . 
a. Asian b. African-Am c. Caucasian d. Hispanic e. Native-Am 

f. Other 

Comments: 
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APPENDIX C 

QUESTIONNAIRE: TEACHER PARTICIPANTS COMPLETING A PROGRAM 



1 i 
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QUFSTIONNAIRE ON'SfTE MASTER'S DEGREE PROGRAM 
UNtVERSnr/SCHOOL DISTRICT COLLABORATION 

The purpose of this questionnaire is to detennine your perceptions of, and experiences in, your on-site Master's 
Degree program. The results will provide valuable information for the administration of the program. Your 
response is appreciated. Thank you! 

Please circle your level of agreement 
with these questions and then respond to 
the Questions on the back; Aaree Unknown iDtsasreei 

StwTglj 
ISIsiiQree 

1. Completing a Master's Degree is 
important to a teaching career. 

SA A U D SD 

2. As a result of the course content in 
this Master's Degree program, my 
teaching has improved. 

SA A U D SD 

3. The content in the courses in tiiis 
Master's Degree program and its 
implementation have helped 
increase student achievement in 
my classroom. 

SA A U D SD 

4. My participation in tiiis Master's 
Degree program has provided tiie 
best possible professional 
development for me as a teacher. 

SA A u D SD 

5. The courses in tiiis program have 
been more helpful tiian insen/ice 
courses 1 have taken. 

SA A u D SD 

6. The courses 1 have taken tiirough 
tiiis on-site program created for 
my district have been more 
appropriate for me tiian tiiose 1 
could have taken through a strictiy 
university-based program. 

SA A u D SD 

7. The courses in tiiis program 
included more of tiie practical 
aspects of teaching ratiier tiian a 
lot of tiieory. 

SA A u D SD 

8. 1 have found tiiat going tiirough tiie 
program as part of a cohort group 
was beneficial. 

SA A u D SD 
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Please circle your level of agreement 
with these questions and then respond to 
the ouestlons on the hack! illRSflswin 

9. My colleagues in this program 
offered valuable insight and 
information through class 
discussions. 

SA A u D SO 

10. 1 found that instructors who were 
district employees provided 
information more directly 
applicable to the classroom than 
those who were not employed by 
the district. 

SA A u D SO 

1 found the courses covering the 
following content valuable for my 
role as teacher 

11. Classroom management SA A u D SO 

12. Curriculum development SA A u 0 SO 

13. Teaching strategies e.g. 
cooperative learning, mastery 
learning, seven intelligences 

SA A u D SO 

14. Development of assessments for 
instruction 

SA A u D SO 

15. Equity/Diversity issues SA A u D SO 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

SA A u 0 SO 

17. Leadership roles for teachers SA A u D SD 

18. Child/adolescent psychology and 
Its Implications for instruction 

SA A u 0 SO 

19. Educational research and its 
implications for the classroom 

SA A u D SO 

20. Educational issues e.g. change, 
parental invoh/ement public 
relations 

SA A u 0 SO 

21. Historical and/or philosophical 
perspective of education 

SA A u 0 SO 

Please circle the appropriate response for the following Information; 

22. I mostly teach in grades . 
a. K-3 b.4-6 c.7-3 d.9-12 e. Other 

23. I have years teaching experience. 
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a. 0-3 b.4-7 c.8-15 d. 16-24 e.25+ 

24. I have been with my current district for years. 

a. 0-3 b.4-7 c.8-15 d. 16-24 e.25+ 

25. The district has a population of students. 
a. Less than 5,000 b. 5,000-10,000 c. 10,00(WO,000 d. 20,000-30,000 e. 30.000+ 

26. lam years old. 

a. Less than 23 b. 24-30 c. 31-40 d. 41-50 e.51+ 

27. I am . 

a. Female b. Male 

28. I am . 

a. Asian b. African-Am c. Caucasian d. Hispanic e. Native-Am 

f. Other 
29. The most valuable course in this program has been 

30. The least valuable course in this program has been 

31. This least valuable course could be improved by 

32. Generally speaking, the program has been 

33. The program could be improved by 

Comments: 
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QUESTIONNAIRE: DISTRICT PERSONNEL AS INSTRUCTORS 
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QUFSTIONNAIRE ON-SITE MASTER'S DEGREE PROGRAM 
UNIVERSITY/SCHOOL DISTRICT COLLABORATION 

The purpose of this questionnaire is to detennine your perceptions of, and experiences in, your on-site Master's 
Degree program. The results will provide valuat)ie information for the administration of the program. Your 
response is appreciated. Thani( you! 

Please circle your level of agreement 
with these questions and then respond to 
the nuestfons on the back: Agree iiniiiil 

mm 
iDltdtfrieeii 

1. Completing a Master's Degree is 
important to a teaching career. 

SA A u D SD 

2. The content of the course 1 teach 
in this Master's Degree improves 
the participants' teaching. 

SA A u D SD 

3. The content of the course 1 teach 
in this Master's Degree program 
helps increase student 
achievement in the participants' 
classrooms. 

SA A u D SD 

4. Participation in a Master's Degree 
program provides the best possible 
professional development for 
teachers. 

SA A u 0 SD 

5. The courses in this program are 
more helpful than insetvice 
courses tiiey might have taken. 

SA A u D SD 

6. The courses taken tiirough this on-
site program created for this 
district are more appropriate for 
district teachers than tiiose taken 
tiirough a strictiy university-based 
program. 

SA A u 0 SD 

7. 1 believe that courses in tiiis 
program should include more of 
the practical aspects of teaching 
rather than a lot of theory. 

SA A u D SD 

8. Going tiirough tiie program as part 
of a cohort group is beneficial to 
tiie participants. 

SA A u D SD 
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Please circle your level of agreement 
with these questions and then respond to 
the nuestions nn the back: 

Strongly 
lOisaiiii 

9. A cohort group experience 
provides the climate for more 
candid discussion and exchange of 
information between members 
during class. 

SA A U 0 SD 

10. instructors who are district 
employees provide information 
more directiy applicable to the 
classroom than those who are not 
employed by the district 

SA A U 0 SO 

The courses covering the following 
content are valuable to participants 
for their roles as teachers: 

11. Classroom management SA A u D SD 

12. Curriculum development SA A u D SD 

13. Teaching strategies e.g. 
cooperative learning, mastery 
learning, seven intelliqences 

SA A u 0 SD 

14. Development of assessments for 
instruction 

SA A u 0 SD 

15. Equity/Diversity issues SA A u D SD 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

SA A u D SD 

17. Leadership roles for teachers SA A u D SD 

18. Child/adolescent psychology and 
its implications for instruction 

SA A u 0 SD 

19. Educational research and its 
implications for the classroom 

SA A u D SD 

20. Educational issues e.g. change, 
parental involvement, public 
relations 

SA A u 0 SD 

21. Historical and/or philosophical 
perspective of education 

SA A u 0 SD 

Please circle the appropriate response for the following information: 

22. I have years K-12 teaching experience. 
a. 0-3 b.4-7 c.8-15 d.1&-24 e.25+ 

23. I have been with my current district for years. 
a. 0-3 b.4-7 c.ft-15 d. 1S-24 e.25+ 
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24. My role in the district is . 
a. Classroom teacher b. Teacher specialist c. School administrator d. District administrator 

25. The district has a population of students. 
a. Less than 5,000 b. 5,000-10.000 c. 10,000-20,000 d. 20,000-30,000 e. 30,000+ 

26. lam years old. 

a. Less than 23 b. 24-30 c. 31-40 d. 41-50 e.51+ 

27. lam 

a. Female b. Male 

28. I am . 
a. Asian b. African-Am c. Caucasian d. Hispanic e. Native-Am 

f. Other 

29. The course(s) I teach could be improved by 

30. My experience as an instructor for this program could be improved by 

31. Generally speaking, the program has been 

32. The program could be improved by 

Comments: 
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QUESTIONNAIRE: 

ADJUNCT (NON-DISTRICT) UNIVERSITY INSTRUCTORS 
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QUFSTIONNAIRE ON'SRM MASTER'S DEGREE PROGRAM 
UNIVERSITY/SCHOOL DISTRICT COLLABORATION 

The purpose of this questionnaire is to detemiine your perceptions of, and experiences in, your or>-
site Master's Degree program. The results will provide valuable infomnation for the adnninistration 
of the program. Your response is appreciated. Thank youi 

Please circle your level of agreement 
with these questions and then respond to 
the Questions on the back: V fOisasiees 

Please circle your level of agreement 
with these questions and then respond to 
the Questions on the back: V fOisasiees 

1. Completina a Master's Degree is very 
Important to a teaching career. 

SA A U D SD 

2. The content of the course 1 teach in 
this Master's Degree improves the 
participants' teachina. 

SA A U D SD 

3. The content of the course 1 teach in 
this Master's Degree program helps 
increase student achievement in the 
participants' classrooms. 

SA A u D SD 

4. Participation in a Master's Degree 
program provides the best possible 
professional development for 
teachers. 

SA A u 0 SD 

5. The courses in this program are more 
helpful than inservice courses they 
might have taken. 

SA A u D SD 

6. The courses talcen through this on-
site program created for this district 
are more appropriate for district 
teachers than those taken through a 
strictly university-based program. 

SA A u D SD 

7. 1 believe that courses in this program 
should include more of the practical 
aspects of teaching rather than a lot 
of theory. 

SA A u D SD 

8. Going through the program as part of 
a cohort group is beneficial to the 
participants. 

SA A u 0 SD 

9. A cohort group experience provides 
the climate for more candid 
discussion and exchange of 
information between members during 
class. 

SA A u D SD 
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Please circle your level of agreement 
with these questions and then respond to 
the nuestlons on the back: 

.Strongly 
tUfsaoree 

10. Instructors who are district 
employees provide information more 
directly applicable to the classroom 
than those who are not employed by 
the district 

SA A U D SD 

The courses covering the following 
content are valuable to participants 
for their roles as teachers: 

11. Classroom manaqement SA A u D SD 

12. Curriculum development SA A u D SD 

13. Teaching strategies e.g. cooperative 
learning, mastery learning, seven 
intelligences 

SA A u D SD 

14. Development of assessments for 
Instruction 

SA A u D SD 

15. Equity/Diversity issues SA A u D SD 

16. Special Needs e.g. at-risk, gifted, 
inclusion 

SA A u D SD 

17. Leadership roles for teachers SA A u D SD 

18. Child/adolescent psychology and its 
implications for instmction 

SA A u D SD 

19. Educational research and its 
implications for the classroom 

SA A u D SD 

20. Educational issues e.g. change, 
parental involvement, public relations 

SA A u 0 SD 

21. Historical and/or philosophical 
perspective of education 

SA A u 0 SD 

Please circle the appropriate response for the following information: 

22. 1 have years K-12 teaching experience. 

a. 0-3 b.4-7 c.8-15 d.1&-24 e.25+ 

23. I have taught at the university level for years. 
a. 0-3 b.4-7 c.8-15 d. 16-24 e.25+ 

24. lam years old. 
a. Less than 23 b. 24-30 c. 31-40 d. 41-50 e.5U 

25. I am . 

a. Female b. Male 
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26. I am . 
a. Asian b. African-Am c. Caucasian d. Hispanic e. Native-Am 

f. Other 

27. I am currently employed as a . 
a. Classroom teacher b. Teacher specialist c. School administrator d.Oistrict administrator 

e. Other-please describe in item 28 

28. If not employed by a school district, what is your current position? 

29. The course(s) I teach could be improved by 

30. My experience as an instructor for this program could be improved by 

31. Generally speaking, the program has been 

32. The program could be improved by 

Comments; 



APPENDIX F 

INTERVIEW QUESTIONS: 

TEACHER PARTICIPANTS BEGINNING A PROGRAM 
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Interview Questions 

1. Why have you chosen to pursue a master's degree? 

2. What will having a master's degree accomplish for you? 

3. How important do you think having a master's degree is to your teaching career? 

4. Why have you chosen to pursue it through this on-site program instead of a program 

offered through a program away from your district? 

5. How do you think your learning experience in regard to content would be different if 

you chose to complete the degree through a '̂ regular" degree program not on-site? 

6. How do you think this program will compare to some of the inservice courses you 

have taken either in your district or away from your distrirt? 

7. Do you think the courses offered will help increase student achievement in your 

classroom? Why? How will you know? 

8. What do you expect from this program as far as the courses? What is some of the 

content you expect to learn? How will it help you and your teaching? 

9. Some of the instructors will be district personnel. What do you think about that? Do 

you think they might teach differently than adjunct university instructors? 

10. What do you think about working with a cohort group throughout the program? 

11. Talk about your district's involvement in this program. 

12. Do you have any concerns about the program? 

13. Do you have anything to add? 
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INTERVIEW QUESTIONS: 

TEACHER PARTICIPANTS COMPLETING A PROGRAM 
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Interview Questions 

Why did you chose to pursue a master's degree? 

1. What has completing a master's degree program accomplished for you? 

2. How important do you think having a master's degree is to your teaching career? 

3. Why did you choose to pursue it through this on-site program? 

4. What needs has this program met? 

5. What needs has this program not met? 

6. Talk about the course content of program. 

7. Talk about your practice as a result of completing this program. 

S. Do you think this program will affect or has affected student achievement in your 

classroom? How do you know that? 

9. Some of the instructors were district persormel. Do you think they taught differently 

than adjunrt university instructors? How? 

10. How would your experience have differed in regard to content if you had completed 

the degree through a "regular" degree program not on-site? 

11. How do you think this program compared to some of the inservice courses you have 

taken either in your district or away from your district? 

12. Describe your experience in regard to completing the program with a cohort group. 

13. Talk about the administration of the program. 

14. Talk about your district's involvement in this program. 

15. Is there anything you would like to add? 
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INTERVIEW QUESTIONS: 

DISTRICT ADMINISTRATORS OVERSEEING PROGRAM 
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Interview Questions 

1. Describe your role in: 
-the development of the program 
-the administration of the program. 

2. How important do you think having a master's degree is to a teaching career? 

3. Why did your district choose to offer this on-site program? 

4. What has been accomplished by the collaboration of a university and your school 

district in the design and implementation of this on-site master's degree program? What 

benefits/detriments to the district? 

5. How was the program content designed? Who was involved? 

6. Talk about the course content of program. 

7. What impact do feel the program will have on your teachers' classroom practices? 

On student achievement? How will you be able to observe that? 

8. Some of the instructors have been district personnel. Do you think they taught 

differently than adjunct university instructors? 

9. How would you think the experiences for your teachers would have differed in 

regard to content if they had completed the degree through a "regular" degree program 

not on-site? 

10. How do you think the courses in this program compared to some of the inservice 

courses that have been offered in your district? What is the relationship you see between 

the degree program and your staff development program? 

11. What do you think about the cohort group concept for the program? 
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12. Talk about the administration of the program in regard to your district/in regard to 

the university. 

13. Is there anytiiing you would like to add? 
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Teacher Participant Interview Code List 

adm program administration 

bt better teacher 

ch cohort experience 

comm communication patterns 

cp comparison of programs-university-based vs. on-site 

imp impact on practice, school, district, community 

ins instructors 

mdtc role of master's degree in a teacher's career 

mva most valuable aspect of the program 

pc program content 

pmd reason for pursuing a master's degree 

pvt practice versus theory 

rel relationship between a master's degree program and district inservice program 

sa student achievement 
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Administrator Interview Code List 

ch cohort experience 

d collaboration 

cp comparison of programs-university-based vs. on-site 

dadm district administration 

diff what to do differently 

gpg general program 

imp impact on 

ins instructors 

mdtc role of a master's degree in a teacher's career 

pc program content 

pvt practice versus theory 

rel relationship between a master's degree program and district inservice program 

rol administrator's role in development of program 

sa student achievement 

texp teacher expectations 

tn teacher needs 

uadm university administration 
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Participant's Consent Form 

DISSERTATION RESEARCH STUDY 

The OnSite Master's Degree Program: 
A Collaborative Endeavor 

Researcher: Dolores A. Sandoval, Ed.D. Candidate 

The University of Arizona 

Participant's Consent Form 

I am being asked to read the following material to ensure that I am informed of the nature of 
this research stucfy and the nature of my participation, if I consent to do so. Signing this form 
will indicate that I have been so in&rmed and that I give my consent Federal regulations 
require written infonned consent prior to participation in this research study so that I can 
know the nature and the risks of my participation, and can make my decision to participate 
in a and informed manner. 

Purpose 
I am being asked to voluntarily participate in the above-titled research projea. The purpose of 

this study is to examine die e^qxxifatinns and experiences of teachers who are participating in an on-site 
master's degree program at their district 

Procedure 
If I agree, I will be asked to participate in at least one interview, and possibly a follow-up 

interview. Each interview will be taped, and a copy of the interview(s) will be made available to me 
at my request My participation is strictly voluntary, and I may terminate the interview at any time. 

Confidentiality 
All tapes and transcripts will be kept strictly confidential. Excerpts from some of the transcripts 

may be used in the final dissertation document and/or presentations and publications on the study. I 
understand that a pseudonym of my choice will be substituted for my real name. 

I have read and understood the above information. My signature below indicates that I agree 
to participate in this research study. 

Name (Please print) 

Signature Date 
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District Program of Study 

The Master of Ekmentaiy Education program requires 36 hours of coursework. A course in the 

ccaitent area of psychology, research, and foundations/philosophy of education is required for a total 

of hours. Six houTs in Special Education or Multicultural Education are required with 

the remaining 6 hours of coursework selected from the following content areas: math, language arts, 

science, social studies or reading. 

The Master of Secondary Education program requires 36 hours of coursework. A course in the 

content area of psychology, research, and foundations/philosophy of education is required for a total 

of nine hours. Twelve hours are taken in the individual teacher's content specialty and may be 

completed within a six-year period. 

District A 

Beginning a Program 

N = 52 

Coursg Title 
Child Psychology 
Introduction to Research 
History of American Education 
Principles of Curriculum Construction 
Issues in Reading 
Modem Elementary School Mathematics 
Teachers' Workshop-Instructional Strategies 
Professional Issues of Teachers 
English As a Second Language-2 courses to be detennined 



District B 

Completed Program 

N = 51 

Course Title 
Child Psychology 
Introduction to Research 
I£story of American Education 
Educational Sociology 
Foundations of Reading Instruction 
Values Education 
Modem Elementary School Social Studies 
Professional Problems of Teachers 
Multi-Cultural Education 
Special Education for the Classroom Teacher 
Problems in Elementary School Curriculum-Environmental Education 
Teachers' Workshop—-Cooperative Learning 

District C 

Completed Program 

N = 46 

Course Title 
Professional Problems of Educators 
Problems in Elementary School Curriculum—Environmental Education 
Principles of Curriculum Development 
Introduction to Research 
Science Methods 
Teachers' Workshop-Cooperative Learning 
Elementary Problems-Multi-Cultural Education 
Philosophy of Education 
Social Studies Methods 
Issues in Teaching Math 
Applied Educational Psychology 
Special Education for the Classroom Teacher 



District D 

Beginning a Program 

N = 46 

Coursg Titlg 
Modem Elementary School Mathematics 
Problems in Hementary School Curriculum-Roger Taylor Woricshop 
Principles of Curriculum Construction 
Exceptional Student in a Regular Program 
Leadership in Instructional Planning-Cognitive Coaching 
Modem Language Aits Instruction 
Introduction to Research 
Child Psychology 
Creativity and Giftedness in the Classroom 
Philosophy of Education 
Instructional Media and Materials 
Classroom Microcomputer Application 

District E 

Completed Program 

N = 40 

Course Title 
Professional Problems of Teachers 
Child Psychology 
Introduction to Research 
Technology in the Classroom 
Philosophy of Education 
Leadership and Instmctional Planning 
Exceptional Students in the Regular Classroom 
Supervision of Instruction 
Principles of Curriculum Construction 
Assessment of Instmction 
Problems in Elementary School Curriculum 
Foundations of Schooling as a Social Structure 



District F 

Beginniiig a Program 

Elemeatary Program 

N==25 

Coursg Titlg 
Teachers' Woiksbop-Effective Classroom Management 
Problems in Elementary School Curriculum-Instructional Strategies 
Contemporary Developments-Assessment of Student Growth 
Introduction to Research 
Child Psychology 
Principles of Curriculum Construction 
Philosophy of Education 
Professional Problems of Teachers 

Secondary Program 

N = 1 4  

Coursg Titlg 
Teachers' Workshop-Effective Classroom Management 
Problems in Secondary School Curriculiun-Instructional Strategies 
Contemporary Developments—^Assessment of Student Growth 
Introduction to Research 
Adolescent Psychology 
Principles of Curriculum Construction 
Philosophy of Education 
Professional Problems of Teachers 



197 

REFERENCES 

Adler, S. A. (1984). Teacher education: Taking an historical perspective. Paper presented at 
the meeting of the American Educational Research Association, New Orleans, LA, ^ril. 

Apps, J. W, (1992). Adult education: The way to lifelong learning. Indiana: Phi Delta Kappa 
Educational Foundation. 

Arin-Krupp, J. (1989). Staff development and the individual. In Caldwell, S.D. (Ed.) Staff 
development: A handbook of effective practices. Ohio: National Staff Development 
Council. 

Berliner, D. C. & Biddle, B. J. (1995). The manufactured crisis. Massachusetts: Addison-
Wesley. 

Borchert, M. A. (1994). Master's education: A guide for faculty and administrators. A policy 
statement. New York: Council of Graduate Schools. 

Burke, P. J. (1994). Teacher leadership in professional development. In Walling, D. R. (Ed.) 
Teachers as leaders. TnHiana- phi Delta K^pa Educational Foundation. 

Cassanova, S. L., Vivoldi, V. A., Johsson, M. I., and Wangberg, E. G. (1992). The master's 
degree, the comprehensive university, and the national interest. Washington, D.C.; 
Council of Graduate Schools. 

Ciscell, R. (1993) Who's Teaching America's Teachers?. Educational Leadership. March, 
pp. 14-15. 

Colbum, A. (1993). Creating professional development schools. Indiana: Phi Delta Kappa 
Educational Foimdation. 

Conrad, C. F., Haworth, J. G., and Millar, S.B. (1993). A silent success: Master's education in 
the United States. Maryland: Johns Hopkins University Press. 

Cooper, M. (1991). Stretching the limits of our vision. In A. Lieberman and L. Miller (Eds.), 
Staff development for education in the '90's (pp. 83-91). New York: Teachers College 
Press. 

Darling-Hammond, L., and McLaughlin, M. (1995). Policies that support professional 
development in an era of reform. Phi Delta Kappan. April, pp. 597-604. 

Dilworth, M. E., and Imig, D. G. (1995). Professional teacher development and the reform 
agenda. ERIC Digest. (ERIC Document Reproduction Service No. ED 383 694) 

Fessler, R., and Ungaretti, A. (1994). Expanding opportunities for teacher leadership. In Walling, 
D. R. (Ed.) Teachers as leaders. TnHi'ana- Phi Delta Kappa Educational Foundation. 



198 

Floden, R. E., Goertz, M. E., and O'Day, J. (1995). Capacity building in systemic reform. Phi 
Delta Kappan. September, pp. 19-21. 

Fullan, M. G. (1993). Why teachers must become change agents. Educational Leadership. 
March, pp. 12-17. 

FuUan, M. G., and Haigreaves, A. (1991). What's worth fighting for? Massachusetts: The 
Regional Laboratory for Educational Improvement of the Northeast and Islands. 

Futrell, M. R (1994). Empowering teachers as learners and leaders. In Walling, D. R. (Ed.) 
Teachers as leaders. Indiana: Phi Delta iCappa Educational Foundation. 

Galuzzo, G. R. (1988). Trends in teacher education as reported on the institutional 
questionnaire. Paper presented at the meeting of the American Educational Research 
Association, New Orleans, LA, April. 

Goodlad, J. I. (1990). Teachers for our nation's schools. San Francisco: Jossey-Bass. 

GrifBn, G. (1991). Interactive staff development In A. Lieberman and L. Miller (Eds.), Staff 
development for education in the '90's (pp. 243-256). New Yoric: Teachers College 
Press. 

Grimmett, P. P. & Neufeld, J. (Eds.) (1994). Teacher development and the struggle for 
authenticity. New York: Teachers College Press. 

Guskey, T. R. (1994). Results-oriented professional development: In search of an optimal mix of 
effective practices. Journal of Staff Development.. 11(4), pp. 42-50. 

Jennings, J. F. (1996). Travels without Charley. Phi Delta Kappan. September, pp. 11-16. 

Johnston, J. H., Markle, G. C., and& Arfaar, J. M. (1988). Cooperation, collaboration, and the 
professional development of teachers. Middle School Journal May, pp. 28-32. 

Knapp, J. L., McNergney, R. F., Herbert, J. M., and H. L. Yoik. (1990). Should a master's 
degree be required of all teachers? Journal of Teacher Education March-April, pp. 27-
37. 

Knutson,L. A. (1991). Collaborative graduate ioduction program. Journal of Staff 
Development. Spring, pp. 48-51. 

Lieberman, A. (1995). Practices that support teacher development: Transforming conceptions of 
prof^onal learning. Phi Delta Kappan. April, pp. 591-596. 

Lortie, D. C. (1975). Schoolteacher A sociological study. Chicago: University of Chicago 
Press. 



199 

Mann,D. (1995). Can teachers be tnisted to improve teaching? Phi Delta Kappan. September, 
pp. 86-88. 

McCaleb, J. L., Borko, H, Areods, R. A., Gamer, R., and Mauro, L. (1987). Innovation in 
Teacher education: The evolution of a program. Journal of Teacher Education. July-
August, pp. S7-64. 

McLaughlin, M. W. (1991). Enabling Pro&ssiona Development: What Have We Learned? In A. 
Lieberman and L. Miller (Eds.), Staff development for education in the '90's (pp. 61-82). 
New York: Teachers College Press. 

National Board for Professional Teaching Standards. (1997). Backgrounder. Southfield, MI: 
Author. 

Oja,S. N. (1991). Adult development: Insights on staff development. In A. Lieberman & L. 
Miller (Eds.), StaffDevelopment for Education in the '90's (pp. 37-60). New York: 
Teachers College Press. 

Osguthorpe, R. T., and Wong, M. J. (1991). The gj-owingconjusion among master's programs 
in educatioru 

Rosenholtz, S. J. (1989). Teachers'workplace: The social organization of schools. "Hew Yoî  
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