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EXECUTIVE SUMMARY

In spring 2002, the Brookline Public Schools, in collaboration with the Brookline Educators
Association, distributed a questionnaire on the effect of MCAS on teaching and learning in the
Brookline Schools. One hundred eighty-six questionnaireswerereturned for aresponserate of 27%.

The results support the hypothesis that when educators do not feel alot of pressure to respond to
MCAS, they respond in ways that they believe benefit student learning. A majority of respondents
who report no source of alot of pressure to respond to MCAS also view the effect of the time they
devote explicitly to preparing studentsfor MCAS as positive. Since most educatorsin Brooklinedo
not report alot of pressureto respond to MCAS, they tend to view its effects on student learning as
positive or mixed. Nevertheless, thereisaminority of educatorsthat feelsalot of pressure from a
number of sourcesto respondto MCAS, and among this group as many believethat MCA S detracts
from student learning as believe that it contributesto it.

Thereisalso considerable concern among special education professional sabout the effect of MCAS
on student learning. The results suggest that this group of educatorsis more likely to feel that the
effect of MCAS on their studentsis negative than that it is positive.

The major findings of the survey are:

. The majority of Brookline educators devote little time to material intended to help students
to do well on the MCAS and which they would not otherwise cover. Over half report
spending less than 5% of their time on such material. Time spent on such material over the
course of the year isnot closely related to whether the educator teachesan MCAS subject in
atest year athough teachers do devote more time to material aimed explicitly at thetest in
the two months preceding its administration.

. Morethan three out of ten believe that the effect of the time they spend on material that they
would not cover were it not for MCAS s entirely or mostly positive while less than onein
ten believesthat it ismostly or entirely negative. The proportion who believe that the effect
on student learning is positive in the two months prior to the exam falls to about two out of
ten but the proportion reporting that it is negative is essentially unchanged.

. Among those reporting an effect, there is some tendency for those who devote lesstime to
material aimed explicitly at MCASto view the effect of thetimethey spend on such material
as positive. Among those who report an effect, over half of respondentswho spend lessthan
5% of their time on material intended to help their students on the MCAS and which they
would not otherwise cover, believe that the effect is positive while less than one in ten
believesthat itisnegative. In contrast, only three out ten of those who devote more than 10%
of their time to such material report that the effect is positive while two of ten report that it
IS negative.



. Over half of respondents say that, in responseto MCAS, they have changed how they teach
writing at least alittle and almost half report at |east alittle changein how they teach reading
comprehension. About four in ten have changed how they teach math as have about threein
ten how they teach science and two in ten how they teach social studies.

. Among those reporting changing how they teach, the proportion who believethat the change
had a positive effect on student learning ranged from 42% to 56%. In no case did the
proportion who believed the effect was negative exceed 12%. Those who reported smaller
changesweremorelikely to believethat the effect was positivethan werethosewho reported
more significant changes in how they teach the skill.

. For each of the following teaching styles and subject, over one-fifth of respondents say that
they changed their teaching in response to MCAS and that the effect was positive — being
more likely to emphasize correct writing conventions, including more writing assignments,
teaching test-taking skills, teaching more vocabulary, paying more attention to the state
curriculum frameworks, helping individual students more, doing more problem-solving in
math.

. Over one-fifth or respondents say that they changed their teachinginresponseto MCAS and
that the effect was negative in the following two ways — omitting topics they would like to
teach, teaching at a faster pace.

. Of the sixteen dimensions covered in the survey, 32% of respondents reported at least one
change that affected student learning positively and no change that affected learning
negatively. Only 5% reported only negative changes but no positive changes. Theremainder
were split between those reporting both positive and negative changes (35%) or no clearly
positive or negative changes (28%).

. A majority (56%) of those reporting no source of alot pressure to respond to MCAS view
the effect of time spent on material devoted to improving their students performance on
MCAS as having apositive effect on their students’ learning; 39% of those reporting one or
two such sources report the effect of MCAS as positive, as do only 28% of those reporting
more than two.

. Specia education professionals are less inclined than are other educators to find that the
effect of MCASon student learning ispositive. They arelesslikely to find that the changes
they have made in the teaching of writing are positive. They feel more external pressure to
respond to MCAS.

The results of the study suggest that the challenge for the Brookline Public Schoolsis to maintain
the right balance—to allow teachersto and other educatorsto derive the benefitsfrom MCASwhile
ensuring that the pressure to respond to MCASS does not become so intense as to produce responses
that detract from, rather than add to, student learning. Up to this point, it appears to have been
largely successful in striking this balance.



|. Demographics

The survey was distributed to 683 teaching professionalsin the Brookline Public Schools. Of these,
186 returned the survey, for aresponse rate of 27%. Thisresponse rate, while in line with common
experiencefor self-administered questionnairesisneverthel essdisappointing. Thereisno direct way
of knowing whether the answers of those who failed to return the survey would have differed from
those who completed and returned it.

The response rate was noticeably lower at the High School where 206 surveys were distributed and
30 returned for aresponse rate of 15%." Almost one-third of teaching professionals who are not at
the High School and who were surveyed compl eted and returned the questionnaire. Thusthe survey
under-represents the High School. This should be kept in mind when interpreting the results.
Nevertheless, at least anong those who responded to the survey, there is no clear tendency for
respondents at the High School to give different answersfrom those of respondents el sewhereinthe
system, with the obviousexception of questionsdirectly related to differencesinresponsibilitiessuch
as whether they try to make the content of their instruction consistent with the Brookline High
School graduation requirements.

Grade |evels worked with

The survey asked respondentsto circle the grade levels with which they worked. We recorded the
lowest and highest grade level recorded by each respondent. Table 1 describesthe grade levelswith
which the respondentswork. It isread in the following way. Rows represent the lowest grade level
with which the respondent works while columns represent the highest grade with which he or she
works. Thus eight respondents work only with pre-kindergarten students; one works with students
in pre-K through 1% grade, one with pre-K through 4" grade and one with pre-K through 9" grade.
Respondents who reported working with a single grade or only with the 7" and 8" grades or only
high school students are marked in bold.

The survey clearly underrepresents teaching professionals focused on the high school. Of the 179
respondents who provided information about the grades with which they work, only thirty reported
responsibilitiesonly at the high school. Of the seven who did not provide agradelevel, two provided
their names and work at elementary schools. Of the remaining five, four responded to a question
about the BHS course syllabi asnot applicable. Thusat most, one-sixth of the respondentswere high
school based in contrast with roughly one-third of the staff to whom the survey was distributed.

Staff working primarily with studentsin pre-K through second grade al so appear to beslightly under-
represented, presumably because they are less directly affected by the MCAS.

!In these figures, one respondent whose high school status is ambiguousis treated as not at
the High School. Reclassifying thisindividual would not alter the substance of the paragraph.
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TABLE 1

LOWEST AND HIGHEST GRADES SERVED BY SURVEY RESPONDENTS

Hi ghest G ade

Lowest Pre-K K 1 2 3 4 5 6 7 8 9 HS Tot al
G ade

Pre-K 8 0 1 0 0 1 0 0 0 0 1 0 11
K 0 7 0 1 2 1 2 0 0 12 0 0 25
1 0 0 12 5 1 0 1 0 0 1 0 0 20
2 0 0 0 5 0 0 0 0 0 0 0 0 5
3 0 0 0 0 12 2 0 1 0 1 0 0 16
4 0 0 0 0 0 13 0 1 0 2 0 0 16
5 0 0 0 0 0 0 15 1 0 0 0 0 16
6 0 0 0 0 0 0 0 12 0 3 0 0 15
7 0 0 0 0 0 0 0 0 1 22 0 0 23
8 0 0 0 0 0 0 0 0 0 2 0 0 2
9 0 0 0 0 0 0 0 0 0 0 0 30 30
NA 0 0 0 0 0 0 0 0 0 0 0 0 7
Tot al 8 7 13 11 15 17 18 15 1 43 1 30 186

Type of position

Fully 70% (130) of the respondents describe themselves as classroom teachers. A further 11% (20)
respond that they are special education staff while 13% (24) say they are specialistsand 2% (4) that
they are support staff. The remaining respondents (8) did not answer the question.

Table 2 shows the relation between teaching at asingle grade level and the type of position held by
the respondent. Most of those who describe themselves as classroom teachers also work with a
single grade level and vice versa.




TABLE 2

TYPE OF POSITION BY WHETHER TEACHING AT A SINGLE LEVEL
Type of Al'l teaching in one grade, or 7/8 or Hi gh School
posi tion no yes Tot al
Cl assroom Teacher 9 119 128
Speci al Education 11 9 20
Speci al i st 17 6 23
Support staff 3 1 4
No answer 0 4 4
Tot al 40 139 179

Subjects Taught

When asked which subjects they teach, approximately one-third (33%) of respondentsindicate that
they teach “al” subjects. Theserespondentsare all Pre-K through sixth grade classroom teachers.
We coded subject taught into three — teaches at least one MCAS subject,? teaches a non-MCAS
subject and no MCAS subjects,® and mandated programs.* These categories are not mutually
exclusive since four respondents indicated that they taught both special education and regular
education in either an MCAS or non-MCASS subject. Moreover, some of the non-MCA'S subjects
such as “guidance” or “nurse” do not fit into standard categories of teaching.

Three-fifths(61%) teach an M CA Stested subject. One-eighth (12%) teach asubject that isnot tested
directly while one-sixth teach in a mandated program which may or may not cover MCAS-related
material. One in seven did not respond to the question asking what subject they teach.

Table 3 showstherelation between the subjectstaught and the highest grade at which the respondent
works. Of the 186 respondents, 114 teach an MCAS subjects, and, of these, 92 teach at the third
grade or higher, the grades in which the MCAS is offered. In addition, 31 work in a mandated
program (which may or may not cover MCAS-related material). Of these, 24 teach at |east some
students in the third grade or higher. Note that some teachers fall into more than one category.

English language arts, math, science, socia studies, reading, writing.

3Art, computers/instructional technol ogy, foreign language, gifted and talented, health/nurse,
music, physical education, pre-school.

*ESL/bilingual, specia education and associated services.
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TABLE 3
TYPE OF SUBJECT TAUGHT BY HIGHEST GRADE TAUGHT

H ghest MCAS O her

G ade Subj ect Subj ect Mandat ed No Answer
No answer 0 2 0 5
Pre-K - 2 22 3 6 10

3 and up 92 18 25 7

Tot al 114 23 31 22

Wewould expect the largest effect of MCAS to be on those working in areas tested directly and in
those yearsin which the MCAS subject test isadministered. Somewhat fewer than half (86) of the

TABLE 4

DISTRIBUTION OF MCAS SUBJECTSTAUGHT

Subject Per cent Teaching Subject No. Teachingin MCAS Y ear
Math 7.5 13
Science 6.5 10
English Language Arts 124 21
Social Studies 8.1 9
All 32.8 40

*Note: Individual subjects do not include those responding “al”

respondents teach an MCASS subject and teach the grade level in which that subject ustested.”> The
first column of Table4 showsthedistribution of MCA S subjectstaught among those who responded
to the survey. The second column shows the number who taught that subject and who taught in an
MCAS year. It reveals that amost half (40) of the respondents who teach an MCAS subject and
MCAS year are elementary school teachersin grades 3 through 6 who cover “al” subjects.

*Thesurvey doesnot allow usto determinefor all respondentswhether they teach the subject
in the year that it istested. For example, a teacher who teaches both English/language arts and
mathematics and teaches both the 7" and 8" grades could teach ELA in 8" grade and math in 7"
grade and thus teach neither subject in the MCAS year. However, this respondent would be coded
asteaching an MCAS subject and in an MCAS year.
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Y ears of experience

Table 5 gives the distribution of both total years as an educator and years in Brookline.

TABLES

EXPERIENCE OF RESPONDENTS

Y earsas Educator Yearsin Brookline
1 6 12
2 3 8
3 5 9
4 12 14
5 6 6
6-10 28 34
11-15 29 32
16-25 39 49
26+ 50 12
No answer 8 10

These educators report more experience and more seniority within Brookline than we would expect
on the basis of the current distribution of seniority and experience among Brookline educators. Of
the current Brookline educators who were employed in Brookline at the time of the survey, almost
30% had three or fewer years of experience in Brookline. Y et only about one in six of respondents
report this little seniority.

This difference reflects three factors. First, the Brookline Public Schools and the respondents may
count “yearsin Brookline” differently so that experience within Brookline that does not count under
the rules governing seniority may nevertheless be reported by respondents. Second, we are
comparing responses to a survey collected last year using a school system database that excludes
staff who have left the system since the time of the survey. Since the professional staff leaving the
system are drawn disproportionately from the more senior educators, the current distribution
underestimates the proportion of educators with high levels of seniority at the time of the survey.
Finally, even taking into account thefirst two factors, it islikely that educators with more seniority
are over-represented in the survey.



Similarly, about one in twelve reports three or fewer years as an educator while about 70% report
ten or more years. In contrast among those educators who worked in Brookline at the time of the
survey and who remain in the Brookline Public Schools, about one in six had three years or less
experience as an educator and about half ten years or more. Again this difference can be attributed
to greater attrition among the more senior educators, differencesin how experience is defined and
over-representation of more experienced educators.

Concluding Remarks

In sum, the sample over-represents educators who are more experienced and have more seniority
within the Brookline system and under-represents those working with the High School population.
For the most part, the analysis does not indicate that educators with more experience or seniority or
thoseworking at Brookline High School respond differently to the principal questionsabout MCAS.
However, since there are some indications that non-response is related to characteristics of the
educators, we cannot rule out the possibility that it is also related to attitudes towards MCAS.

It is worth noting that respondents were given the opportunity to answer the questionnaire
anonymously. Only about one-quarter (49) chose to do so. The remainder chose to provide their
names.

II. Competing Deter minants of Cour se Content

Thefirst question on the survey asked respondentsto indicate the extent to which they try to ensure
that the content of their classes is consistent with each of four items mandating course content
(Brooklinelearning expectations, Brookline High School course syllabi, therevised BrooklineHigh
School graduation requirements,® M assachusetts state frameworks) and with each of three teststhat
might be used to eval uated course content (MCAS, lowaTest of Basic Skills, SAT I1). Thequestion
asked separately about past-MCAS items and items likely to be on the MCAS. Table 6 showsthe
distribution of responses to these questions.

Almost all respondents who answer the question indicate that they try to ensure that the content of
their classesisconsi stent with Brooklinelearning expectations. Over three-quartersrespond that they
try alot and almost one-fifth try somewhat. Only two respondents, try only a little or not at all.
Although the name “ Brookline Learning Expectations’ appliesformally only to a set of documents
developed for K-8 education, the responses are not greatly affected by the grade level and type of
position. The distribution of responses among K-8 educators other than support staff issimilar to
the distribution for the sample as awhole.

*The graduation requirements are primarily phrased in terms of Carnegie units (courses
completed) and thus do not determine course content. However, part of the requirementsis phrased
in terms of competencies.



TABLE 6

FACTORSAFFECTING COURSE CONTENT

Not At All A Little  Somewhat A Lot NA

Brookl i ne Learni ng Expectations 0.5 0.5 17.7 76.9 4.3
(K-8 other than support, N=144) 0.7 0.7 16.7 78.5 3.5
BHS Course Syl | abi 4.8 0.0 4.3 14.5 76.3
(BHS ot her than support, N=31) 0.0 0.0 9.7 83.9 6.5
BHS Graduati on Requirenents 7.5 0.5 5.4 7.0 79.6
(BHS ot her than support, N=31) 6.4 3.2 22.6 38.7 29.0
Massachusetts State Franmewor ks 10. 2 9.1 36.0 37.6 7.0
Past MCAS |tens 16. 7 16. 1 29.0 10. 8 27. 4
(MCAS subj ect, N=114) 15.8 19.3 35.1 11. 4 18. 4
(MCAS subj ect, test year, N=83) 12.0 24.1 45. 8 13.2 4.8
(MCAS subj ect, BHS, N=20) 25.0 15.0 40.0 20.0 0.0
(39, 5t grades, 7'" mat h/ ELA, N=36) 11.1 30.6 41.7 11.1 5.6
Items Likely to be on MCAS 13. 4 15.0 34. 4 11.8 25.3
(MCAS subj ect, N=114) 13.2 20.2 38.6 13.2 14.9
(MCAS subj ect, test year, N=83) 9.6 24.1 48. 2 15. 7 2.4
(MCAS subj ect, BHS, N=20) 15.0 25.0 30.0 25.0 5.0
(39, 5t"gr ades, 7t" mat h/ ELA, N=36) 5.6 36.1 44. 4 13.9 0.0
lowa Test of Basic Skills 26.3 9.1 17.7 5.4 41. 4
(39, 5t"gr ades, 7t" mat h/ ELA, N=36) 30.6 19.4 36.1 11.1 2.8
SAT || (achi evenent exans) 14.0 1.1 5.4 4.3 75.3
(BHS, N=30) 10.0 6.7 26. 7 26. 7 30.0
(MCAS subj ect, BHS, N=20) 5.0 10.0 35.0 35.0 15.0

Most respondents answered that Brookline High School syllabi were not applicable to their
classrooms. If we limit the sample to the respondents in classroom, specialist or special education
roles at the High School, al reply that they try at |east somewhat to ensure that their course
content is consistent with the BHS syllabi. It isworth noting that some of the eighth-grade
teachers also indicate that they try to ensure consistency with these syllabi.




Almost 80% of respondents who answered the question, said that they try either alot or somewhat
to ensurethat their class content is consistent with the M assachusetts State Curriculum Frameworks.
To examine differences among groups, we eliminate respondents who did not answer the question
or who said it was not applicable. Perhaps surprisingly, conditional on answering the question, high
school teachers who teach math or English language arts are no more likely than other respondents
to indicate that they seek consistency with the frameworks. Given the absence of state curriculum
frameworksin other areas, it issurprising that thereisno statistically significant difference between
teacherswhose subject areais covered by MCAS and those areais not covered. Overall, math, ELA
and science teachers responses are similar to those of other educators.

However, socia studies teachers as a whole are less inclined to ensure that the content of their
coursesis consistent with the state curriculum frameworks. Asshown in Table 7, one-third of those
who teach social studies, compared with less than one-tenth of those not teaching social studies say
that they do not try at all to ensure that their course content is consistent with the Massachusetts
Curriculum Frameworks. Similarly over 80% of those who do not teach social studies but only
slightly over half of those who do say that they try at |east somewhat to ensure consistency with the
frameworks. A formal test of the hypothesis that the distribution of responsesisthe samefor those
who teach social studies and those who do not is rejected at the .05 level .’

TABLE 7
TRIESTO ENSURE COURSE CONTENT CONSISTENT
WITH STATE CURRICULUM FRAMEWORKS
(Social Studiesversus Other)
Consi st ent Teaches Soci al Studi es

with MA No Yes Al l
Not at all 14 5 19
8. 86 33.33 10. 98
Alittle 15 2 17
9.49 13. 33 9.83
Sonmewhat 63 4 67
39. 87 26. 67 38.73
A | ot 66 4 70
41. 77 26. 67 40. 46
Tot al 158 15 173
100. 00 100. 00 100. 00

"v?(3) = 9.07 (significant at the .03 level).
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While there is no difference in the responses of those who teach an MCAS subject and those who
do not, there is a significant difference between those who teach an MCAS subject and a year in
which that subject exam is administered and those who do not. Table 8 reveals that those
respondents who teach an MCAS subject and a year in which that subject is tested® are less likely
torespond that they try to align the content of their course with the M assachusettsframeworks. One-
sixth respond that they do not try at all to achieve such an alignment. Only 70% of those teaching
MCAS subjects and testing years compared with 86% of those who do not teach an MCAS subject
or teach it in ayear without atest say they try at least somewhat to align their course content with
the state frameworks. A formal test of the hypothesisthat thereis no difference in the distributions
of responses from the two groupsiis rejected at the .05 level .°

TABLE 8
TRIES TO ENSURE COURSE CONTENT CONSISTENT

WITH STATE CURRICULUM FRAMEWORKS

(MCAS Subject in Tested Year versus Other)

Consi st ent MCAS Subject in Tested Yr.

with Mss. No Yes Al |

Not at all 6 13 19
6. 45 16. 25 10. 98
Alittle 6 11 17
6. 45 13. 75 9. 83
Sonewhat 38 29 67
40. 86 36. 25 38.73
A | ot 43 27 70
46. 24 33.75 40. 46
Tot al 93 80 173
100. 00 100. 00 100. 00

8Recall that for teachersteaching multipl e subjectsand multiple years, the questionnaire does
not allow us to determine whether they teach each subject in a year in which the MCAS is
administered.

9v?(3) = 7.98 (significant at the .05 level).
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The bottom section of Table 6 reports respondents answers to questions about the degree to which
they attempt to align their course content with varioustests. Of those who answer the question, 55%
reply that they try somewhat or alot to align their course content with past MCAS items while 62%
give these responses about future MCAS items.

This distribution is, however, somewhat misleading because some of those who respond that they
do not try at all to align with the MCAS do not teach courses for which thereisan MCAS exam.
However, if we limit ourselves to those who teach an MCAS tested subject, the fraction who give
theseresponseschangesvery little. On the other hand, among educatorswho teach an MCA S subject
and teach ayear in which that subjected is tested, the probability of responding at |east somewhat
issomewhat higher (62% for past items and 65% for future items) than for respondents as awhole,
conditional on answering the question. These differences are statistically significant.™

In order to get a better sense of the degree to which MCAS influences the curriculum, we compare
theresponses of educatorsregarding the M CA Swith two other exams—thelowaTest of Basic Skills
(ITBS), administered by the Brookline Public Schools in 3", 5" and 7" grades, and the SAT ||
(achievement exams) required or encouraged of applicants by many colleges.

ThelTBS, likethe MCAS at the elementary level has no formal consequence and isintended to be
used asadiagnostictool. Unlikethe MCAS, itisnot criterion referenced. Wewould expect teachers
to beless likely to ensure that their course content is aligned with the ITBS than with MCAS, and
thisis confirmed by the responses. Among teachers whose course content might be tested by the
ITBS (3 and 5" grade teachersand 7™ grade ELA and math teachers), 31% respond that they do not
try at al and 19% that they try only a little to align their course content with the ITBS. The
corresponding percentages with respect to the MCAS for this same group of teachers are 6% and
36%. Still the fact that almost half of the relevant set of teachers attempt at |east somewhat to align
course content with the ITBS places the somewhat higher figure for those who teach an MCAS
subject in an MCAS year in perspective.

Except for those students who are at risk of failing the ELA or math sections of the 10" grade
MCAS, the SAT Il exams have greater consegquences for students since the latter exams affect
college entrance. We might therefore expect that high school teachers would make greater efforts
to prepare studentsfor the SAT Il exams. On the other hand, many of the SAT Il exams are heavily
fact driven and might therefore beviewed aslessconsistent with their overall educational objectives.
We might therefore expect that they would be less inclined to prepare students for these exams.

Infact, over three-quarter of those BHS educatorswho answer the question reply that they try at least
somewhat to align the content of their courses with the SAT Il exams. Even those BHS educators
who teach an MCA S subject are more likely to respond that they align their course content with the
SAT Il than that they align it with the MCAS.

OFor past items x*(3) = 12.9 (significant at the .005 level). For future items x?(3) = 9.57
(significant at the .03 level).
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[I1. Time Spent on MCAS

The survey asked respondents “Over the course of the year, what proportion of the time in your
classroom is devoted to material intended to help students do better on the MCAS and that you
would not cover if therewereno M CA Sexam? Theresponse categorieswere 0-5%, 6-10%, 11-15%,
16-20% and over 20%. The way the question was formul ated was designed to distinguish between
material the teacher would normally cover and which might be helpful on the MCAS and material
intended explicitly to help students perform well on the test.

Asshown in Table 9, the magjority (53%) of respondents said that they spend less than 5% of class
time on material intended as aresponse to the MCAS. On the other hand, over one-quarter devote
at least 11% of class time (the equivalent of more than one half day per week) to such material.

Of course, many educators do not teach subjects covered by the MCAS. The second row of Table
9limitsthe sampleto those who explicitly list themsel ves as teaching an MCA S subject. Thisgroup
actually reports somewhat less time spent explicitly on MCAS material than the sample asawhole.
This somewhat surprising result isdue, at least in part, to the greater time spent on MCA S-oriented
material by SPED, ESL and bilingual teachers who do not necessarily list themselves as teaching
specific subjects covered by the MCAS (see last row of Table 9).

Even among those who teach an MCAS subject, many do not teach in ayear in which that material
istested. Thethird row of Table 9 further limits the sampleto those teaching an MCA'S subject and
teaching in ayear when the test is administered. The responses from this group are similar to those
for all those teaching an MCAS subject.™

We might expect that the pressure to “teach to the test” would be greatest among high school math
and English teachers. This sample is small, but it does not reveal any such tendency. On the
contrary, this group may, if anything, spend the least time on MCAS material of any of the sub-
groups studied in Table 9 although the difference falls well short of significance at conventional
levels.’?,

The table also breaks down the responses separately for math, ELA, socia studies and science
teachers. Since each sub-sampleissmall, theinformation for each isimprecise. Given thisdegree
of imprecision, there are no strong differences among the subject areas.

Finally, as noted above, teachers in mandated programs constitute the sub-group that reports the

"The x* test statistic of the null hypothesisthat the distribution of responses (conditional on
answering) is the same is 5.88 with four degrees of freedom, well below conventional levels of
significance.

122(4)=4.38.
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greatest tendency to devote time to materially aimed primarily at preparing studentsfor the MCAS.
Of those who answer the question, about 40% say that they spend less than 5% of classroom time
on such material. In contrast, almost half of those answering say that they spend at least 11% of
classroom time on materia they would not cover if it were not for the MCAS. However, these
differences do not rise to standard levels of statistical significance.

TABLE 9
TIME SPENT PRIMARILY FOR MCAS
0-5% 6-10% 11-15% 16-20%  over 20% No Answer

All (N=186) 52.7 12.9 10.2 10.8 48 8.6
MCAS subject 56.1 15.8 8.8 114 4.4 35
(N=114)

Test Year 53.0 18.1 12.0 12.0 3.6 12
(N=83)

High Stakes 54.6 36.4 0.0 9.1 0.0 0.0
(N=11)

Math (N=14) 57.1 28.6 71 71 0.0 0.0
ELA (N=23) 52.2 17.4 13.0 13.0 4.4 0.0
Socia Studies 60.0 0.0 6.7 20.0 133 0.0
(N=15)

Science (N=12) 50.0 8.3 8.3 16.7 8.3 8.3
“All” (N=61) 57.4 14.8 9.8 11.5 16 4.9
Mandated (N=31) 35.5 12.9 22.6 12.9 6.4 9.7

The survey also asked respondents about the amount of time they devote in the two months prior to
the test to material that they would not otherwise cover. Table 10 summarizes the responsesto this
guestion. Overall, respondents do indicate that they spend more time on material oriented towards
the MCAS than they do during the rest of the year. The fraction devoting at least 11% of their time
to such material is approximately four-tenths of those who answer the question and is even
somewhat higher among those teaching an MCAS subject and in an MCAS year. Of the eleven
respondents teaching math or English at Brookline High School, five say that in the two months
leading up to the MCAS exam, they devote less than 5% of classroom time to materia they would
not otherwise teach. Two each respond that they spend 6-10%, 11-15% and 16-20% of their timeon
such material. Giventhe small sample of high school math and ELA teachers, itisnot surprising that
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the difference between these teachers and others who teach an MCAS subject and in an MCAStest
year fallswell short of statistical significance at conventional levels.*®

Overal, the answersto these questions suggest that most teachers spend very little time on material
that they would not otherwise cover. However, thereis anoticeable minority of teacherswho spend
substantial amounts of time (11% or more) on such material. The next section addresses whether
teachers fedl that the time they spend on MCAS material is positive or negative.

TABLE 10

TIME SPENT PRIMARILY FOR MCAS
DURING TWO MONTHS BEFORE MCAS

0-5% 6-10% 11-15% 16-20% over 20% | No Answer
All (N=186) 425 14.0 11.3 14.0 6.4 11.8
Test Year 31.3 21.7 15.7 16.9 10.8 3.6
(N=83)
High Stakes 45.4 18.2 18.2 18.2 0.0 0.0
(N=11)

V. The Overall Effect of Time Spent on MCAS on L earning and Teaching

After asking respondents how much time they spent on material they would not cover wereit not for
the MCAS, the survey went on to ask how the time spent on such material affects student learning
and the teaching/learning process. In each case respondents could answer that the effect is entirely
positive, mostly positive, mixed, mostly negative or entirely negative or has no effect.

Ascan be seenin Table 11, respondents are more likely to view time spent explicitly on MCAS as
positivethan asnegative. Fully 30% say that the effect on student |earning over the course of the year
is mostly or entirely positive compared with less than 10% who view it as mostly or entirely
negative. About one-quarter (27%) say this effect is mixed while the remainder either report no
effect or do not answer the question. Individual respondentstend to give very similar answersto the
guestions about student learning and the teaching/learning process. Therefore these questionswill

not be analyzed separately. Any patterns that apply to one question can be assumed to apply to the
other aswell.

13,2(4)=2.93,
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TABLE 11
EFFECT OF TIME SPENT PREPARING FOR MCAS
ON STUDENT LEARNING AND TEACHING

Over Course of Year Two Months Before Test

Student Teaching/ Student Teaching/

Learning Learning Learning Learning
Entirely positive | 9.1 7.5 6.4 59
Mostly positive | 21.0 17.7 134 10.2
Mixed 26.9 29.6 30.6 30.6
Mostly negative | 8.1 7.0 8.6 11.3
Entirely 05 1.6 05 1.1
negative
No effect 28.0 28.0 29.0 29.6
No answer 6.4 8.6 11.3 11.3

Respondents are somewhat |ess positive about the effect of MCAS during the two months prior to
the exam, particularly with respect to the teaching/learning process. They are only sightly more
likely (16%) to respond that the effect of material devoted to MCAS over this period is mostly or
entirely positive than that it is mostly or entirely negative (12%).

Nevertheless, the answersto the questions about the year and the two months|eading up to the exam
arevery similar. Of the 186 respondents, 146 giveidentical responsesregarding the effect on student
learning over the two periods. A further ten answered the first question and not the second while six
reported no effect over the shorter period but gave adifferent answer for the longer period. Because
more respondents answered the question about the longer period (presumably because some do not
teach a subject being tested in the grade they teach), the remainder of this section focuses on the
longer period.

Table 12 shows respondents’ assessments of the effect that the time they spend on material they
would not otherwise cover has on student learning. The first row repesats the first column of Table
11. The second row limits the sample to those who say they teach an MCAS subject. Thisgroupis
less likely to respond that there is no effect or not to respond. However conditional on answering
that thereisan effect, they do not differ noticeably from the sampleasawhole. The sameistruefor
those who teach an MCA'S subject and teach in ayear in which that subject is tested.
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Of the eleven math and ELA teachers at the high school who returned the survey, one reports that
the effect on learning is entirely positive and three that it is mostly positive. A further three report
that the effect is mixed while two find it mostly negative and two report no effect.

Table 12 al so reports the distribution of responses by subject areataught. However, conditional on
responding that there is an effect, none of the differencesis statistically significant at conventional
levels. Similarly, among those who respond that there is an effect of MCAS on student |earning,
thereisno statistically significant difference between those teaching specia education/bilingual/ESL
and those who do not, in their assessment of the impact of MCAS on student learning.

TABLE 12
EFFECT OF TIME SPENT ORIENTED TOWARDSMCAS
ON STUDENT LEARNING OVER THE YEAR

Entirely | Mostly | Mixed | Mostly Entirely No No

Positive | Positive Negative | Negative | Effect | Answer
All (N=186) 9.1 21.0 26.9 8.1 05 28.0 6.4
MCAS subject 10.5 21.0 33.3 8.8 0.9 22.8 2.6
(N=114)
Test Year 10.8 24.1 39.8 9.6 1.2 14.5 0.0
(N=83)
High Stakes 9.1 27.3 27.3 18.2 0.0 18.2 0.0
(N=11)
Math (N=14) 7.1 21.4 50.0 214 0.0 0.0 0.0
ELA (N=23) 8.7 34.8 26.1 13.0 0.0 17.4 0.0
Social Studies 33.3 20.0 13.3 13.3 0.0 20.0 0.0
(N=15)
Science (N=12) 0.0 250 8.3 8.3 8.3 50.0 0.0
“All” (N=61) 8.2 16.4 42.6 4.9 0.0 23.0 4.9
Mandated 6.4 29.0 22.6 16.1 0.0 194 6.4
(N=31)

We have already seen that there is considerable variation in how much time educators devote to
material that they would not cover in the absence of the MCAS. Table 13 addresses the question of
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whether those educators who have responded most to the MCAS find a more positive or negative
impact of thetests on student learning. Theresultsin thetablearelimited to those who answered the
guestion about how much time they devote to material explicitly in responseto MCAS.

The most obvious result in the table is that those educators who devote little or no time on such
material arelesslikely than othersto report any effect, positive or negative, of thetest. Beyond this,
there is a weak negative relation between time spent on MCAS material and how positive
respondents are about the effect of the test on student learning. The group devoting 0-5% of itstime
to material intended to respond to the test is most likely to view the effect on student learning as
entirely positive and the groups devoting 10% or less of their time are least likely to report that the
effect is negative even among those reporting an effect.'

TABLE 13
RELATION BETWEEN TIME SPENT ORIENTED TOWARDSMCAS

AND ASSESSMENT OF EFFECT ON STUDENT LEARNING OVER THE YEAR
TimeSpenton | Entirely | Mostly | Mixed | Mostly Entirely No No
MCAS Material | Positive | Positive Negative | Negative | Effect | Answer
0-5% (N=98) 12.2 17.4 16.3 4.1 0.0 48.0 2.0
6-10% (N=24) 8.3 333 45.8 8.3 0.0 4.2 0.0
11-15% (N=19) 0.0 21.0 52.6 26.3 0.0 0.0 0.0
16-20% (N=20) 10.0 35.0 45.0 10.0 0.0 0.0 0.0
?/Iore) than 20% 0.0 33.3 44.4 111 111 0.0 0.0

N=9

V. Effect on Individual Skill Areas

Respondents were asked to assess how much the MCAS test has changed the way they teach each
of reading comprehension, writing, math, science and social studies. Table 14 reports the results.

The largest effect is on writing. Over four out of ten respondents (42%) said that they changed the
way they teach writing either somewhat or alot. Thisis over half of those who answered the

“The hypothesis of arelation between time spent on the test and reporting anegative effect
can be tested formally. The sample was divided between those reporting 5% or less time spent on
material solely for the test and those reporting more time. A Kolmogorov-Smirnov test of the (one-
tailed) hypothesis that those who spend more time on such material report more negative results
rejects the null of no difference at the .052 level.
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question. Among thosewho teach English, reading, writingor “all” subjects, ailmost six inten (57%)
report that MCAS has changed the way they teach writing at |east somewhat.

Many respondents also reported changes in the way they teach reading and math. Three out of ten
(30%) said they changed the way they teach reading at least somewhat and one-fourth (25%) that
they changed the way they teach math at |east somewhat. When the sasmplesarelimited to thosewho
teach English, reading, writing or “al” subjects (for reading) and those who teach math or “al”
subjects (for math), these proportions rise to 37% and 39%.

TABLE 14
EFFECT OF MCASON INDIVIDUAL SKILL AREAS
Not at all A little Somewhat A lot No answer
Reading 23.7 18.8 23.7 5.9 28.0
Comprehension
Reading 22.6 27.4 28.6 8.3 131
ELA/AIl only
N=84
Writing 15.0 17.2 26.3 16.1 25.3
Writing 11.9 19.0 345 22.6 11.9
ELA/AIl only
N=84
M ath 17.2 16.7 19.9 54 40.9
Math 16.0 29.3 33.3 53 16.0
Math/All only
N=75
Science 24.2 9.7 8.6 43 53.2
Science 37.0 17.8 16.4 6.8 219
Science/All only
N=73
Social Studies 20.4 12.9 12.4 3.2 51.1
Social Studies 329 22.4 171 6.6 21.0
Soc.Stud./All
only N=76
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Respondentsarelesslikely to report effects on the way they teach social studiesand science. In part
thisreflectsthefact that many educatorsimplicitly teach reading, writing and math even when these
arenot their formal subject of instruction. However, even among those who respond that they teach
science or “al” subjects less than one-quarter (23%) report that have changed the way they teach
science somewhat or alot. The corresponding proportion for social studies among those who teach
socid studies or “all” subjectsis 24%.

Respondents were also invited to indicate other areas in which their teaching was affected. Fifteen
indicated that their teaching of some other skill areawas affected at |east somewhat. Of these, five
mentioned test-taking or reading/following directions, three cited grammar or vocabulary, and two
listed study skills. Individual educators listed not teaching extra mini-units, shifting the timing of
projects and spending more time calming students down. Two did not say to what other skill they
were referring.

Table 15 addresses the question of whether educators believe that the changes they have made were
positive or negative. For each skill, we exclude respondentswho either did not adjust the way they
teach that skill or did not answer whether they changed the way they teach that skill. Thus, for
example, therow for reading comprehension islimited to the ninety respondents who said that they
have changed the way they teach reading comprehension alittle, somewhat or alot.

TABLE 15
EFFECT ON STUDENT LEARNING OF CHANGE
IN TEACHING OF INDIVIDUAL SKILLS

Entirely | Mostly | Mixed | Mostly Entirely No No

Positive | Positive Negative | Negative | Effect | Answer
Reading 8.9 46.7 344 4.4 0.0 4.4 11
Comprehension
(N=90)
Writing 17.1 38.7 315 54 0.0 5.4 18
(N=111)
Math 3.8 385 46.2 51 2.6 2.6 13
(N=78)
Science 24 42.9 33.3 95 2.4 7.1 2.4
(N=42)
Social Studies 7.6 37.7 415 5.7 0.0 7.6 0.0
(N=53)
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We saw earlier that respondents were most likely to report a change in the way that they teach
writing. Of those who report such achange, onein six (17%) view this change as entirely positive
and afurther four inten (39%) view it asmostly positive. In contrast, only six of the 111 respondents
who report a change view it as negative and none as entirely negative.

Just under half of respondents report that the MCAS changes the way that they teach reading
comprehension. Of these, over half (56%) say that the changeis positive. Only 4% view the change
as negative.

About 40% of respondents say that they have changed the way they teach math. Three of these
believe that the change is entirely positive while two believe that it is entirely negative. However,
most believe that the change is either mostly positive (38%) or mixed (46%).

The numbers reporting changes in the way they teach science or socia studies are smaller than for
the other skills. Still science was the skill area where the changes were most commonly viewed as
negative. About one-eighth (12%) of those reporting a change viewed it negatively. Nevertheless,
about one-half of those reporting an effect said that the effect was mostly or entirely positive.
Relative to science, the effect on socia studiesis perceived as both less benign and less negative.
Only 6% of those reporting a change in the way they teach socia studiesview it as negative but the
percentage viewing it as positive (45%) is also low relative to some of the skills examined.

Thirteen respondents who said their teaching of a specific skill other than those listed was changed
at least somewhat in response to the MCA S al so responded to the question whether the change was
positive of negative. Of the three whose teaching of test-taking skills was changed, one found the
change entirely positive, one mostly positive and one mixed. The same distribution holds for the
three whose teaching of grammar or vocabulary was changed. One respondent reported the change
in teaching of study skills was mostly positive while another reported that it was mostly negative.
The one respondent who reported spending more time calming students down viewed this change
as mostly negative.

One striking pattern in the data is that among those who altered their teaching of askill, those who
say they changed theway they teach alittlearemorelikely to find the change positive. For each skill,
Table 16 shows the proportion of respondents, broken down by the extent of the reported change,
who view the change as mostly or entirely positive. The sampleislimited to those who respond to
the question regarding whether the change was positive or negative. The last column shows the
probability that the difference in distribution of responses occurred due to random sampling.®

Thereported p-valueisthe val ue associ ated with the K olmogorov-Smirnov test statistic of
whether the distribution of responsesto the question about the extent to which respondents changed
their teaching of skillsis the same for those who report a positive effect as for those who do not
against an aternative hypothesis that those reporting a positive effect also tend to report less of a
changein their teaching. Smaller values represent greater statistical significance with values below
.05 conventionally viewed as statistically significant.
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For each of the five skills, the proportion of respondents who believe the change affected student
learning positively is highest among those who report that they changed the way they teach the skill
alittle. Thereisno clear pattern between those who changed somewhat and those who changed a
lot. The pattern is statistically significant at the .05 level or lower for reading and social studies.

TABLE 16
PERCENTAGE REPORTING POSITIVE EFFECT OF CHANGED TEACHING
(by degree to which respondent changed teaching)

A Little Somewhat A Lot P-value
Reading (N=89) 74.3 41.9 54.6 .03
Writing (N=109) 62.5 50.0 62.1 78
Math (N=78) 51.6 37.8 333 46
Science (N=42) 58.8 375 375 41
Soc. Stud. (N=53) 66.7 21.7 50.0 .02

V1. Effect on Teaching Style and Topics

The survey also asked about the effect of MCAS on sixteen areas that can be loosely categorized as
relating to teaching style and course content. In each case, respondents were first asked whether
MCAS has affected the way they teach. They were then asked whether the effect of this change, if
any, on student learning was entirely or mostly positive, mixed, entirely or mostly negative or had
no effect. Table 17 gives the distribution of responses to the first set of questions (extent of effect)
while Table 18 gives the distribution of response to the second set (whether the effect is positive or
negative.

One issue regarding course content is whether the effect of the MCAS has been to deter teachers
from focusing on Brookline' s Learning Expectations (K-8) and syllabi (BHS). In fact, four out of
ten respondents (41%) say that MCA'S has caused them to pay at |east somewhat more attention to
the Learning Expectations and/or syllabi. Over half (58%) say that it has had this effect at least a
little.

The responses regarding the Massachusetts curriculum frameworks are quite similar. Somewhat
fewer (38%) say that as aresult of MCAS they are paying at |east somewhat more attention to the
frameworks. Somewhat more (60%) say that they have increased the attention they pay to the
frameworks at least alittle.
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Relatively few respondents view either of these changes negatively. Two respondents view the fact
that they are paying more attention to the learning expectations or syllabi asnegativewhilefiveview
their increased attention to the curriculum frameworks as negative. In contrast amajority (54%) of
those who are paying more attention to the learning expectations or syllabi say that this changeis
positive while almost four in ten (39%) are positive in their assessment of the effect of their
increased attention to the curriculum frameworks.

TABLE 17
EFFECT OF MCASON TEACHING STYLE AND SUBJECTS
Not at A Somewh | A lot No
all little at answer

Attention to Learning Expectations/BHS 215 16.7 23.7 17.7 20.4
syllabi

Attention to MA Curriculum 231 22.6 24.7 12.9 16.7
Frameworks

Teach test-taking skills 15.6 215 19.9 18.8 24.2
Include more writing assignments 231 16.1 26.9 9.7 24.2
Emphasize correct writing conventions 18.8 194 18.8 17.2 25.8
Teach more vocabulary 33.9 124 14.0 10.2 29.6
More mathematical computation 20.4 10.2 16.7 7.0 45.7
More problem-solving in math 23.7 8.6 124 9.7 457
Use questions from previous MCAS 24.7 15.6 18.3 10.8 30.6
Omit topics would like to teach 29.0 134 17.7 11.3 28.5
Teach at faster pace 32.8 8.6 24.2 124 22.0
More whole class instruction 36.0 10.2 17.7 7.0 29.0
More group work in ELA 37.1 7.0 124 54 38.2
Less group work in mathematics 35.5 8.1 54 2.7 48.4
Help individual students more 41.9 11.8 11.3 8.1 26.9
Refer more students to specia education 51.6 54 4.3 1.1 37.6
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TABLE 18

EFFECT ON STUDENT LEARNING OF CHANGE
IN TEACHING STYLE AND SUBJECTS

Positive Negative
No No
Entirely | Mostly | Mixed | Mostly | Entirely | effect | answer

Learning Expectations/BHS syllabi 13.0 40.7 24.1 18 0.0 15.7 4.6
(N=108)
MA Curriculum Frameworks (N=112) 3.6 35.7 34.8 2.7 1.8 17.0 4.5
Teach test-taking skills (N=112) 3.6 46.4 27.7 54 4.5 8.0 4.5
Include more writing assignments 11.2 49.0 24.5 31 0.0 7.1 51
(N=98)
Emphasize correct writing 12.6 50.5 21.4 19 19 9.7 19
conventions (N=103)
Teach more vocabulary (N=68) 16.2 57.4 19.1 15 15 15 59
More mathematical computation 9.5 39.7 33.3 9.5 32 4.8 0.0
(N=63)
More problem-solving in math (N=57) 8.8 57.9 21.0 0.0 18 8.8 1.8
Use questions from previous MCAS 24 39.8 33.7 9.6 6.0 7.2 12
(N=83)
Omit topics would like to teach 0.0 2.5 20.2 43.0 16.5 13.9 3.8
(N=79)
Teach at faster pace (N=84) 0.0 6.0 40.5 38.1 10.7 3.6 1.2
More whole class instruction (N=65) 15 154 60.0 1.7 4.6 1.7 31
More group work in ELA (N=46) 6.5 39.1 37.0 0.0 0.0 13.0 4.4
Less group work in mathematics 0.0 3.3 53.3 20.0 6.7 133 3.3
(N=30)
Help individual students more (N=58) 155 51.7 22.4 34 1.7 5.2 0.0
Refer more students to special ed. 15.0 15.0 35.0 10.0 5.0 10.0 10.0
(N=20)
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Along with thelearning expectations, syllabi and curriculum frameworks, the content areain which
the largest changes are reported is test-taking skills. Almost four in ten (39%) of the educators
surveyed say that they are teaching at | east somewhat more test-taking skills and 60% are doing this
at least alittle. Perhaps surprisingly, teaching test-taking skillsis not viewed negatively by most of
those who have increased their pedagogy in this area in response to MCAS. In fact, of those who
have altered their instruction, half respond that the effect has been mostly or entirely positive. In
contrast, only 10% view it as mostly or entirely negative.

Many of those surveyed indicatethat M CA Shas changed their course content with respect towriting
and vocabulary. Majorities of respondents report that they emphasize correct writing conventions
(55%) and include writing assignments (53%) at least alittlemore asaresult of MCAS. Infact, one
in six (17%) say that they emphasize correcting writing conventions a lot more. Over one-third
(36%) say that they teach at least alittle more vocabulary.

Clear mgjorities of those who have changed their course content in these ways believe that the
changes are positive. Almost three-quarters (74%) of those teaching more vocabulary say that the
changeis mostly or entirely positive. In contrast only two individuals view it as mostly or entirely
negative. Fully 63% of those placing more emphasis on correct writing conventions say this change
ispositive while 4% perceiveit as negative. Similarly, 60% say that their increased use of writing
assignmentsis positive while three individuals view it as somewhat negative.

The question on mathematical computation elicited less evidence of achangein course content. Still
one-third of respondents (34%) replied that they were teaching at least a little more mathematical
computation. Among those who had changed their course content in thisway, the changeisviewed
as positive by almost half (49%) and negative by onein eight (12%).

Almost as many respondents (31%) reported doing more problem-solvingin math asreported doing
more computation. Of these, two-thirds view the change as positive. Only one respondent who
changed course content perceived the change as negative.

The survey also asked two more general questions about course content. The first asked whether
respondents were using questions from previous MCAS exams. Over four in ten (44%) of those
surveyed say that they use previousM CASquestionsat |east alittle. Of these, aplurality (42%) view
the change as positive while 16% view it as negative.

The second general question asked respondentsiif, as aresult of MCAS, they were omitting topics
they would like to teach. Onein nine (11%) say this happens alot while almost one-third say they
do thisalittle or somewhat. Not surprisingly, most of those cutting out topics they would like to
teach report that thischangeisentirely (16%) or mostly (43%) negative. Only twoindividual scutting
out topics believe that this change is positive.
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In terms of teaching style, the most common effect is on teaching pace. Almost half (45%) of
respondents say that they teach at a faster pace as aresult of MCAS. Of these, roughly half (49%)
view the change as mostly or entirely negative. None perceives the change as entirely positive and
only 6% say that it is mostly positive.

Just over one-third of respondents (35%) report that they are using whole class instruction at |east
alittlemoreasaresult of MCAS. Most of these (60%) view the change as having amixed effect on
student learning. The proportion who report the change as positive (17%) is slightly higher than the
proportion who report it as negative (12%) but given the size of this sample, this difference should
not be accorded much importance.

In afurther effort to get at the question of teaching style, respondents were asked about their use of
group work in mathematicsand English Language Arts. One-quarter (25%) report doing more group
work in ELA while one-sixth (16%) say they are doing less group work in mathematics. The use of
more group work in ELA isgenerally view as positive (46%) or neutral (37%) with no respondents
reporting it asnegative. In contrast, the use of less group work in mathematicsis generally reported
as neutral (53%) with somewhat more respondents (8) reporting a negative effect than reporting a
positive effect (1).

The difference between the responses regarding increased group instruction and reduced group
instruction suggest a hypothesis. Teachers tend to adopt changes in teaching practices in response
to the M CASwhen they expect those changesto be positive or at | east neutral with respect to student
learning. We will return to this point shortly.

Three out of ten (31%) of the educators surveyed say that, as a result of MCAS, they provide
studentswith more individua help. Two-thirds (67%) of these say that the changeis positive while
three individual s report that it is negative.

Finally, twenty respondentsreport referring more studentsto special education. Of these, half report
doing it alittle more and two report doing it a lot. These two view the change as negative. In
contrast, those who have increased referrals to special education alittle or somewhat tend to view
the change as positive or mixed with only one viewing it as mostly negative.

Table 19 presents these results somewhat differently. For each of the items, it reports the number
of respondents who both changed the way they teach and who reported a positive (column 1) or
negative (column 2) change. Thus58 of the 186 respondents, or roughly 30%, reported that they pay
more attention to Brookline' s Learning Expectations as aresult of the MCAS and view this change
as positive. In contrast, two respondents both made this change and report that it affected student
learning negatively. Similarly, the MCAS has encouraged 44 respondents to pay more attention to
the Massachusetts Curriculum Frameworks in ways that they find positive compared with only 5
who viewed their increased attention to the frameworks as negative.
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Perhaps the most common objection to the MCAS isthat it will increase emphasis on test-taking
skills. Only about 6% (11) of respondents have both increased their instruction of test-taking skills
and regard thischangeasnegative. In contrast, about 30% (56) have made thischange and report that
this change has improved student learning.

TABLE 19
MADE CHANGE IN TEACHING STYLE/SUBJECTSWITH
POSITIVE OR NEGATIVE EFFECT ON STUDENT LEARNING
Positive Negative
Learning Expectations/BHS syllabi 58 2
MA Curriculum Frameworks 44 5
Teach test-taking skills 56 11
Include more writing assignments 59 3
Emphasize correct writing conventions 65 4
Teach more vocabulary 50 1
More mathematical computation 31 8
More problem-solving in math 38 1
Use questions from previous MCAS 35 13
Omit topics would like to teach 2 47
Teach at faster pace 5 41
More whole class instruction 11 8
More group work in ELA 21 0
Less group work in mathematics 1 8
Help individual students more 39 3
Refer more students to special ed. 6 3

Note: Figures are numbers of respondents out of atotal of 186 respondents.
The most commonly reported positive change is emphasizing correct writing conventions, almost

one-third (65) of respondentsreport both placing more emphasison correct writing conventionsand
that this change has a positive effect on studentslearning. Consistent with the emphasison writing,
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59 respondents say that they are including more writing assignments and that this affects student
learning positively while 50 indicate they teach more vocabulary and that thisis good. Only afew
respondents who have made these changes view them as detracting from student learning.

The number of educators who say that they have made positive changesin the way they teach math
is somewhat smaller than for writing. Nevertheless, 38 and 31 report positive effects on learning
from teaching more problem-solving in math and more computation. Only one respondent who has
increased instruction of math problem-solving says that the effect is negative. Somewhat more (8)
view their increased instruction of math computation as negative.

Almost 20% (36) of respondents report that they use past MCAS items and that this change is
positive while about one-third (13) of that number report the same change but that it is negative.

About one-quarter (47) of the educators surveyed report that as aresult of MCASthey are omitting
topics they would like to teach and this detracts from student learning. In contrast, only two are
omitting topics they would like to teach and believe this benefits student learning.

Similarly, near one-quarter (45) believethat they haveincreased the pace of teaching to the detriment
of student learning. Relatively few (5) believe that their increased pace has a positive effect on
student learning.

In terms of teaching technique, 21 report positive effects from increased use of group work in ELA
and only 1 from reduced use of group work in mathematics. None reports a negative change from
group work in ELA while 8 say that they have reduced group work in mathematicsto the detriment
of student learning.

About 20% of those surveyed say that they are helping individual students more and that thishasa
positive effect on student learning. Three have made the same change but view it negatively.

Table 20 attempts to summarize these results by examining the number of respondents who made
only positive changes, only negative changes, both or neither. Note that respondents who report no
positive or negative changes may still have made changes but reported al of them as having mixed
or no effects. Nine respondents say that there were no positive changes but that there were negative
changes, including two who report that they made all sixteen possible changes and that they were
negative. In contrast, 59 respondents say they made at |east some positive changes and no negative
changes. The remaining 65 respondents made a mixture of positive and negative changes.
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TABLE 20

PROPORTION OF SAMPLE REPORTING CHANGESWITH
POSITIVE AND/OR NEGATIVE EFFECTSON STUDENT LEARNING

Some Positive Effects

Some Negative Effects Yes No
Yes 34.9 4.8
No 31.7 28.5

Finally, in contrast with the pattern observed for changes in teaching skills, there is no apparent
relation between the degree to which teachers have changed their teaching style or subjects and
whether they view the change as positive or negative. With one possible exception, of those who
changed their teaching at least alittle, the proportion reporting that the changeispositiveisunrel ated
to whether they changed alittle, somewhat or alot. The one possible exception isamong those doing
more problem-solving in mathematics. It appears that those who are doing a lot more problem-
solving in mathematics are more inclined to view this change as positive than those who are doing
somewhat more problem-solving who, in turn, are more likely to view the change as positive than
those who have added just a little more problem-solving. This conclusion must be treated with
caution for two reasons. First, whether the difference attains statistical significance at conventional
levels depends on the choice of statistical test. Second, even if we choose the test generating more
significant results, we must recognize that if we examine sixteen different skills, the likelihood of
attaining statistical significancein at least one case is quite high.

VI1I. Sources of Pressureto Respond to MCAS

Thesurvey asked whether respondentsfeel compelled to ater their instructioninresponseto MCAS
from each of eleven possible sources. Table 21 summarizesthe answersto these questions. They are
ranked from highest to lowest proportion of respondents feeling compelled “ somewhat” or “alot”
to ater their instruction in response to MCAS.

Between three and four out of ten respondents answer “somewhat” or “alot” when asked about
pressurefromtheir colleagues/school culture(38%), themselves(35%), their principal or headmaster
(35%), curriculum coordinators (33%) and the State Department of Education or Board of Education
(33%).

At the other extreme only about one in twelve (9%) fedl this level of pressure from the union or
association and only about onein six (16%) do so from students. Between two and three out of ten
of those surveyed respond somewhat or alot with respect to parents (27%) and the media (24%)
while fewer than two in ten give these responses with respect to the Superintendent (19%) and
School Committee (19%).
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TABLE 21
SOURCES OF PRESSURE TO RESPOND TO MCAS
Not at all | A little | Somewhat | Alot | Noanswer
Colleagues/school culture 21.0 23.7 274 10.2 17.7
Y ourself 20.4 285 25.3 9.7 16.1
Principal/headmaster 26.9 18.8 22.0 12.9 194
Curriculum coordinators 22.6 24.2 23.7 9.7 199
State Dept/Board of Education 26.9 145 12.9 20.4 25.3
Parents 28.0 23.1 16.1 11.3 215
Media 40.9 11.8 10.2 14.0 23.1
Superintendent 35.5 14.5 124 6.4 31.2
School Committee 38.7 124 11.8 7.0 30.1
Students 49.5 12.9 8.1 8.1 215
Union/association 60.8 8.6 7.0 16 22.0

Thereisaclear relation between respondents’ reports of whether the time they devote explicitly to
MCAS preparation is positive or negative and how much pressure to respond to MCASthey report.
Table 22 shows the relation between the reported effect on student learning and the number of
sources from which the respondent feels alot of pressure to respond to MCAS. The vast mgjority

TABLE 22

RELATION BETWEEN REPORTED EFFECT OF MCASON STUDENT LEARNING
AND NUMBER OF SOURCES OF A LOT OF PRESSURE TO RESPOND TO MCAS

Number of Entirely Mostly Mixed Mostly or
Sour ces Positive Positive Entirely Negative
No Source 76.5 66.7 56.0 18.8

1-2 Sour ces 11.8 17.9 18.0 31.2

3 or More Sources 11.8 154 26.0 50.0
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of those who find the effect on student learning to be at least mixed report no source of alot of
pressure to respond to MCAS. In contrast only three of the sixteen respondents who report that the
effect is negative report no such source and half report three of more sources.

Put differently, a clear majority (56%) of those who report no source of alot pressure to respond
view the effect of MCAS on their students’ learning as positive; 39% of those reporting one or two
such sources report the effect of MCAS as positive, as do only 28% of those reporting more than
two.

VI1II. Open-Ended Responses

At the end of the survey, respondents were given the opportunity to “comment in greater detail on
any question in this survey or to make additional comments about the effect of MCAS on teaching,
learning and student achievement.” The full set of responsesisincluded in Appendix 11.*

Sixty-three of those surveyed chose to add acomment.'” Ten of the comments are about the survey,
generally about the fact that they survey does not really apply to the respondent —“ Thiswas difficult
to complete because | do not teach sophomores so | don't feel directly affected by MCAS.”

Twelve can be described as lacking a clear evaluative component -- “Although MCAS is never
mentioned in the K context, | do notice that we are subtly encouraged to do more around literacy by
virtue of our faculty mtg emphases.”

Of the remaining forty-one comments, twenty-four arelargely or entirely negative, seven arelargely
or entirely positive, and seven are mixed. Recall that when asked whether over the course of the year
the effect of MCAS on student learning is positive or negative, those surveyed were far morelikely
to respond that it was positive than that the effect was negative.

Part of the explanation is that those who view the effect on student learning as negative are more
likely than other respondents to include acomment. Eight of the sixteen respondents who view the
effect on student learning as mostly or entirely negative also included awritten comment. As can be
seen in Table 23, seven of these were evaluative and six of these seven were negative. In contrast
only twenty-one of the fifty-six respondents who regarded the effect of MCA'S on student learning
aspositiveincluded acomment. However, six of thesewritten commentswere negative. In addition,
nine of theten eval uative comments by respondentswho view itseffect on student learning asmixed
are negative, and there are six negative comments from respondents who did not answer the overall
evaluative question.

1°Spelling and grammar errors may be due to errorsin transcription. | have not attempted to
correct such errors in the appendix.

"Some respondents included parenthetical notes to individual questions. These are not
included in the appendix.
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TABLE 23
RELATION BETWEEN OPEN-ENDED RESPONSES

AND OVERALL EVALUATION OF MCAS

Effect of Time Spent Preparing on Student Learning During Year
Open-Ended
Response Positive Mixed Negative No Answer
Positive 7 0 0 0
Mixed 5 1 1 0
Negative 6 9 6 6
NA/Other 38 40 9 58

In some ways the negative comments from MCA S supporters are particularly interesting since they
represent criticisms of MCAS from those who generally view it favorably:

“1 do not support this high stakestest. However, until such time as the stakes are |lowered,
| will support, to the best of my ability, students who have to take the test. In the Eng/LA
area, | have not found the test to be out of line with what | teach anyway, so I’ ve never felt
like | teach to the test. Rather | am aware of the inherent political pressures, especially
within the community, and | try to strike areasonable balance between THE TEST and other
morecritical, albeit lessquantifiable goal s of public education. | wish the state would do the
same. The TIME assigned to the MCA S testing process is grossly out of proportion to its
actual worth as an assessment tool.”

“The drawbacksthat | feel asafirst grade teacher include the pressure to have kids at grade
level running counter to the difficulty getting academic support for the most needy students
— i.e. it takes too long to get students with serious learning disabilities evaluated and
receiving appropriate services. Thisdirectly impactswhat can be achieved in the classroom
when you' rejust one teacher working solo to meet the diverse needsin first grade. Another
serious drawback is the amount of time that the Learning Center staff has to devote to
administering the test resulting several weeks of teaching time is lost for children in all
grades.”

“The MCAS does not - has not altered my instructional style or pace. The learning
expectationsreflect massframeworksand so | make sure each expectationisaddressed. The
only difference is that | don’t teach “extra’ mini-units (that tie in nicely with our units)
because of time constraints.”

“Onething | find extremely frustrating isto spend time on practice tests (i.e. examplesfrom
last years MCAS) with kids who really struggle. | have a handful of students who are
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working below grade level. To work on difficult reading passages with them, full of tough
vocabulary and sentence structure does them no good at all. They can't accessit. | would
rather spend the time doing guided reading!!!”

“When | first cameto Brookline from NH, | wastold not to pay attention to the M CAStest.
| have administered it and reviewed results. Our current curriculum and Learning
Expectations are not consistent with MCAS questions. | do think testing can be valuable
when fair. | aso believe my instructional time has been cut due to the amount of time the
MCAS takes.”

“The biggest problem(s) that | have are not in preparation but in administration: the entire
building gets very tense and crabby. The space is lacking — crowded and over heated for
hours of work. Kids*“check out” of grade 8 once high school schedules are made and the
MCAS over. It has become an unpleasant anniversary.”

Thethemesinthese commentsare repeated inthe comments made by other respondentswho express
concern about the effect of MCA S on special education students, both those taking exams and those
losing contact time with special education teachers whose time is taken up by the administration of
theMCASexam. Implicitly or explicitly, someof these educatorsbelievethat someof their students
cannot reach the standard set by MCA Sand that it isharmful to concentrate on hel ping such students
respond to MCAS. In fact, of the nine teachers who report a mixed effect of MCAS on student
learning but include a negative comment three are special education teachers.

Shortage of time and the effect of MCAS on the atmosphere in the schools are also mentioned by
more than one respondent.

| X. Special Education Professionals

In part because the open-ended responses suggest a different attitude towards MCA S among those
who work most directly with special education students, and, in part, because much of the public
comment about the negative effect of MCAS on students focuses on special education students, it
isworth verifying whether special education professionalsrespond differently from other educators
to other questions on the survey. For the most part, responses did not differ significantly between
those involved and those not involved in specia education. Of course, the sample of special
education professionalsis small (25), so that to some extent the absence of differences may reflect
the limited power of the statistical tests. Nevertheless, there are some questions for which the
difference risesto the level of statistical significance, and we focus on these.™®

8Because of the small size of the special education sample, tests of statistical signficance
should be treated as suggestive. All of the differences reported in this section are significant using
a standard y? test for contingency tables. However, the accuracy of this test is suspect in small
samples.
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While special education teachers were not significantly more likely than other educatorsto include
morewriting assignmentsin responseto MCAS, they are significantly lesslikely to view the change
aspositive. Of thethirteen special education teacherswho reported using morewriting assignments,
only five viewed this change as positive in contrast with two-thirds of other teacherswho had made
such achange. In fact, of the three teachers who reported including more writing assignments and
viewed the change as negative, two were special education teachers. Similarly, special education
teachers were no more likely to alter the way they teach writing, but those who did were much less
positive about the change. While almost 60% of regular education teachers who changed the way
they teach writing found the change positive and only 2% found it negative, almost as many special
education teachers found the change negative (25%) as found it positive (38%). Given that only
fourteen special education teachers both report changing the way they teach writing and provide an
assessment of itsimpact on learning, thisdifference should not beviewed as statistically significant,
but it is consistent with the responses to the questions about using more writing assignments.

The other areawherethereisaclear difference between those who areinvolved in special education
and those who are not isin their views about using questions from previous MCAS tests. Of those
who report using previous MCAS items, only two out of twelve special education teachers report
that this change has a positive effect on student learning. This contrasts with nearly half of other
respondents reporting a change.

A final areaof interesting difference concerns the source of pressure to respond to MCAS. Among
those who answered the question, less than 40% of regular education teachers reported themselves
as being “somewhat” or “alot” a source of pressure to respond to MCAS. In contrast over 60% of
special education teachers give these responses.

While the their responses regarding the effect on student learning of time spent on MCAS material
do not differ significantly from those of other educators, the responses of those involved in special
education reveal less of atendency to be positive. Of the eighteen special education teachers who
answered the question, six reported that the effect on student learning was positive, fivethat it was
negative and seven that it was mixed. This suggests that those involved in special education are
evenly split over whether MCAS is a positive or a negative for their students. However, this
interpretation must be tempered by the comments made by three of the seven “neutral” special
education teachers:

Things!’venoticed — anincrease in worried and upset parents and kids; - increase pacein
all curriculum areas; - much of material too abstract in grade 8 for much of my population; -
less focus on teaching to mastery and more on speed to cover topics; - grade separates into
2tiers—“I can” and “I can't”.

| have never agreed with effect of standards—based education on special education students.

The focus has shifted from student-centered to curriculum centered and special education
students often do not receive the learning strategies/basic skills they need in favor of the
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“curriculum cram”. In addition, the MCAS requires entirely too much time to administer.

MCAS totally disrupt the flow of a Learning Center. Children who should be receiving
services are denied their rightful time slots because of testing. It issinful!

It isclear that there are significant concerns about MCAS among the special education community
and that even areas such as writing where the impact of MCAS is widely regarded as positive in
regular education generate concern among those providing special education services.

X. An AnecdotelsWorth 1000 Tables

While the survey helps us to understand the distribution of opinions among Brookline educators, it
also, to alimited extent, allows us to examine individuals more thoroughly. This section describes
five respondents, two who are largely favorable to MCAS, two “MCAS moderates’ and an
unreconciled opponent of the tests.

Two MCAS Supporters

The first MCAS supporter is an elementary classroom teacher of a grade in which students take
multiple MCA S tests. She hasworked in Brookline for four years. She tries somewhat to make the
content of her classes consistent with Brookline Learning Expectations and tries a lot to make it
consistent with the Massachusetts Curriculum Frameworks. She also tries somewhat to make the
content consistent with both past MCAS items and those likely to be on the MCAS and pays only
alittle attention to the ITBS which is not administered to the grade she teaches.

Both over the course of the year and in the two months leading up to the test, she devotes less than
5% of her timeto materia intended to help her students do better on the MCAS and that she would
not cover if there were no MCAS exam. To the extent that she does make adjustments, she views
them as entirely positive both for student learning and the teaching/learning process.

Intermsof skill areas, the biggest effect of MCA S has been on the way she teacheswriting although
it has had a little effect on the way she teaches reading, math and social studies. She views all of
these changes as entirely positive.

Interms of teaching style and content, sheisteaching at asomewhat faster pace, uses questionsfrom
previousM CA Stestsand doesmore problem-solving activitiesin mathematics. Sheviewstheeffect
of the faster pace as mixed but the other two changes as mostly positive. She has made smaller
adjustments in a number of other ways and views these as positive with the exception of teaching
test-taking skills which she regards as having a mixed effect on student learning.

Shewrites“| feel that the preparations| makefor the MCAS are well integrated into the curriculum
and are activities that | would give despite the MCAS.”
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The second MCAS supporter is a very experienced reading and writing specialist in grades one
through five who tries a lot to ensure the consistency of her course content with the Brookline
Learning Expectations, past and future MCAS items and the ITBS but not at all with the
M assachusetts State Curriculum Frameworks.

Like the other supporter, she devotes little time to material she would not cover otherwise, and
reports that the changes she has made are entirely positive. In terms of skill area, the test has had a
small effect on how she teaches reading comprehension which she views as mostly positive. Aside
from this, she reports as the only change in her teaching that she prepares students somewhat with
test-taking skills, a change that she al'so views as entirely positive. She feels no more than alittle
pressure from any source to respond to MCAS.

She writes “I like the focus the MCAS brings to my reading/writing program. Many of the skills
tested are, and have been, the foundation of my program. | do not find it hard to incorporate practice
for thesetestsinto what | do becausealot of it | do already. | taught grade 4 last year and found the
practice we did quite beneficial.”

The MCAS Moderates

Thefirst exampleisof amiddle-school teacher of social studiesand English who tries somewhat to
align his course content with the Brookline L earning Expectations and with past and future MCAS
items. He also devotes little time to material he would not cover except in response to the MCAS
and finds the changes to be mostly but not entirely positive.

MCAS has had a large effect on the way he teaches writing and a small effect on his teaching of
reading and social studiesall of which he describes as mostly positive. He has somewhat increased
the pace at which he teaches and does some preparing of his studentswith test-taking skills. He also
reports a little of leaving out topics he would like to teach and more emphasis on correct writing
conventions. He views the effect on student learning of the loss of these topics and the faster pace
as mixed while the other two changes are mostly beneficial.

Hisambivalent attitude towardsthe M CA Sis summarized in his concluding comments—“Theneed
to put agrade on areport card every ten weeks has had afar greater negative impact on my teaching
and students' learning than the MCAS has. MCASS has made me a more effective and systematic
teacher of writing. Sadly, time for creative writing has eroded.”

One observes even more ambivalence in our second example, an elementary school teacher with
thirty years of experience asan educator. Hetriesalot to ensurethat his course content is consistent
with the Brookline Learning Expectations and somewhat to ensure that they are consistent with the
M assachusetts State Curriculum Frameworks and past and future MCAS items. In the course of the
year, he devotes 6-10% of histime to material intended to help his students do better onthe MCAS
and that he would not otherwise cover. Thisrisesto 16-20% in the two months preceding the exam.
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He regards the effects of these changes on student learning as largely positive and on the
teaching/learning process as mixed over the course of the year and the effects on both as mixed over
the two months leading up to the exam.

In response to MCAS, he has changed somewhat how he teaches all skills covered in the
guestionnaire and most of the aspects of teaching style and subject covered with the exception that
he has not increased the pace of his teaching, reduced his use of group work in mathematics or
referred more students to special education. He reports that he has changed hisinstruction alot in
the following ways — omitting topics he would like to teach, doing more problem-solving activities
in mathematics, preparing students with test-taking skills and emphasizing correct writing
conventions. With the exceptions of omitting certain topics and teaching more vocabulary which he
regards as having a mixed effect on student learning, he views these changes as mostly positive.

Y et hislengthy statement at the end of the questionnaire reveals his ambivalence. “Over the years
| would have to categorize myself as a creative teacher who tends to work in more integrated ways.
| believein process and accumulated knowledge. With MCAS | have had to be more cognizant and
forward about how specific skills are met by curriculum; this is mostly a good thing. It does,
however, make me feel more constricted example: | have aways taught poetry and yet, now | feel
more compelled to teach essay writing. Essay writing isan important skill, but so is poetry. It can
be argued that both can be taught — yes, but in truth the MCAS process - preparation and the actual
giving of the test cutsinto the amount of teaching timein the late spring. For the last several years
—some long term projects in socia studies have been cut short because the energy level, the kids
changes— afternoon, testing days are less productive and the weeks following have been less. | am
in favor of fair tests — yet, there have been more instances where there has not been curriculum
alignment and | am caught with the dilemma of teaching to the test, which is quite easy to do, but
isin conflict with my personal beliefs. If the tests become indicators of ateacher’ s success and tied
to bonuses or other perks, then | will either “compete” or I'll leave the profession early. If | choose
to “compete”’ then | will no longer be the creative teacher | have been and have taken pridein being.
| will no longer take risks and try new things. Where will the poets come from? | am in favor of
assessment, of course. | would like to see abroader range of assessment possibilities. | know that
MCAScan givegreat focusto kids, schoolsfor skillsacquisitionin placeswherethere hasbeenlittle
success and | know that for several decades kids were short-changed in some skills areas, but this
is about balance. If things continue to move in a conservative direction, then my retirement will
come just about the right time.”

The MCAS Opponent

Thissub-sectionislimited to one opponent because only one respondent viewsthe effect of MCAS
on student learning as entirely negative over the course of the year. Yet, this respondent is
instructive, especially since heisaprize-winning middle-school science teacher. Hereportsthat he
tries somewhat to ensure the consistency of his course content with the Massachusetts State
Curriculum Frameworksand alot with past and future MCASitemsbut not at all with the Brookline
Learning Expectations. He devotes over 20% of histime to material that he would not cover if it
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were not for the MCAS and regards the effect on both student learning and the teaching/learning
processasentirely negative. MCA Shasaffected how heteachessciencealot and entirely negatively.
He responds “a lot” to the questions about teaching at a faster pace, doing less group work in
mathematics, using questionsfrom previous M CA Stests, preparing students with test-taking skills,
emphasizing correct writing conventions, doing more whole class instruction, teaching more
mathematical computation, teaching more vocabulary and referring more students to special
education. He views all such changes as entirely negative. The pressure to make such changesis
entirely external and comes from his principal, parents and the State’' s Department and Board of
Education.

Hewrites, “The MCAS has completely changed how | teach. | used to teach science skills through
inquiry based on student’s own questions. Thisis now entirely impossible. The MCAS requires
traditional instruction based onvocabulary. Completely gonefrom my classare scienceexperiments
with any depth because the MCAS questions can come from a wide range of science topics, | am
forced to cover, cover, cover. We no longer do science we learn about science.”

XI. Conclusions

Themajority of Brookline' seducatorsreport spending lessthan five percent of their timeon material
intended to help students do well on the MCASS and which they would not otherwise have covered.
Eveninthetwo monthsleading up to MCAS, the median respondent who teachesan MCA S subject
and in atest year reports spending 6-10% of time on such material. A mgjority believesthat MCAS
has had no effect on student learning or that the effects are mixed with neither negative nor positive
effects predominating. Those who report an effect are more inclined to believe that the time they
spend on this material has a positive effect on student learning than that it has a negative effect.

Nevertheless, thereisaminority of respondentsthat hasaquite different view of MCAS. Just under
onein ten view the effect of the time they spend preparing students for MCAS as detracting from
student learning. Of these, over half spend more than 10% of time on material they would not cover
in the absence of MCAS.

Similarly approximately two-thirds of respondents report at least one positive effect of MCAS on
their course content or teaching and, of these, over half report only positive effects, whilefewer than
five percent report only negative effects. Theremainder report no positive or negative effects, either
because they report no effects or any effects they report are mixed.

Wheat distinguishes the vast majority of educators who view MCAS asimproving student learning
or at least being neutral from the minority that believe the effort they put into helping students do
well on MCA S detracts from learning? The answer isundoubtedly particular to each individual and
his or her experience. Nevertheless, the survey points to some influential factors.
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First, thoseinvolvedin special education aremoreinclined to view MCASashurting learning. Five
of the sixteen respondents who view the effect of their time spent on MCAS as mainly detracting
from student learning are special education teachers. Asawhole, thoseinvolved in special education
take a less sanguine view of some of the effects of MCAS than do their colleagues in regular
education. In particular, they appear to be less convinced that the increased emphasis on writing
benefits their students.

Those who find MCA'S benefits student learning are much less likely to report a source of alot of
pressure to respond to MCASS than are those who believe that it detracts from learning. We cannot
determine whether unhappinesswith the effect of MCAS on student learning leadsto more reported
pressure or whether more felt pressure results in more MCAS-related instruction in ways that the
educator finds detracts from student learning. However, the latter hypothesisis plausible.

Moreover, itisconsistent with the finding that respondentswho report changing the way they teach
a skill alittle are more likely to find the change positive than those who report changing it alot.
When thereislittle or no pressure on teachers to respond to MCAS, they respond by adopting the
changes that they believe will benefit their students. Educators who feel little pressure to respond
are able to glean benefits from MCAS. When the pressure to respond is too great, teachers
sometimes respond by making adjustments even though they do not believe the changes benefit
learning.

Thishypothesisisconsistent with the greater oppositionto MCA Samong special education teachers.
Most Brookline studentswill passtheMCAS. Passing MCASisamajor hurdleonly for arelatively
small minority of regular education studentsin Brookline. Thusmath and ELA teachersat theHigh
School pay no more attention to MCAS than do other Brookline teachers. In contrast, for many
special education students, MCAS isasignificant hurdle, afact that puts considerable pressure on
special education professionals to prepare their students in ways that they often do not believe
benefits them.

If this hypothesis is correct, then the challenge for the Brookline Public Schools isto maintain the
right balance — to allow teachers and other educators to derive the benefits from MCAS while
ensuring that the pressure to respond to MCASS does not become so intense as to produce responses
that detract from rather than add to student learning. Thefact that most Brookline educatorsbelieve
that the changes they have made in response to MCAS have benefitted student learning indicates
that, for the most part, the system has so far struck the right balance.
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APPENDIX | (Questionnaire)

Note: Formatting has been revised

Brookline M CAS Survey

The following is a survey created by the Superintendent’s office and the Brookline Educators
Association. It is desighed to help us understand in what ways, if any the Massachusetts
Comprehensive Assessment System (MCAS) Test affects the education of our students.

Please take a few minutesto completethissurvey. Your participationisvery
important. When completed return it to your school secretary (at the High
Schooal, there will be a box for completed surveysin the mailroom) by Friday,
February 15. Wewill sharetheresultswith the school community in the

spring.

Thank you for your assistance with thiseffort.

Sincerdly,

Richard Silverman Philip Katz
Superintendent President, Brookline Educators
Association
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1. Towhat extent doyou try to make surethat the content of your classesis consistent with
(circleonefor each)

Not At All A Little Somewhat A Lot N/A
a. Brookline L ear ning Expectations 1 2 3 4 9 (1)
b. BHS Course Syllabi 1 2 3 4 9 2
¢. Revised BHS Graduation Requirements 1 2 3 4 9 3
d. MA State Frameworks 1 2 3 4 9 4
e. Past MCASitems 1 2 3 4 9 (5)
f. Itemslikely to be on the MCAS 1 2 3 4 9 (6)
0. lowa Test of Basic Skills 1 2 3 4 9 @)
f. SAT Il (achievement exams) 1 2 3 4 9 (8)
2a. Over the course of the year, what proportion of thetimein your classroom isdevoted to material
intended to help students do better on the M CAS and that you would not cover if therewereno MCAS
exam?
0-5% 6-10% 11-15% 16-20%  over 20%
(circleone) 1 2 3 4 5 9
2b. Over the course of theyear, how doesthis affect...
(circleonefor each)
entirely mostly mostly entirely
positive positive mixed negative  negative  no effect
i. your students learning 1 2 3 4 5 9 (20
ii. theteaching/learning process 1 2 3 4 5 9 (11

3a. Over the cour se of the two monthsleading up to the M CAStest, what proportion of thetimein your
classroom is devoted to material intended to help students do better on the MCAS and that you would not
cover if therewereno MCAS exam?

0-5% 6-10% 11-15% 16-20%  over 20%
(circle one) 1 2 3 4 5 (12)

3b. Over the course of the two monthsleading up to the MCAStest, how does this affect...
(circleonefor each)

entirely mostly mostly entirely

positive positive mixed negative  negative  no effect
i. your students learning 1 2 3 4 5 9 (13
ii. theteaching/learning process 1 2 3 4 5 9 (14

4. How much hasthe MCAS test has changed the way you teach each of the following skill areas?
(circleonefor each area)

Not At All A Little Somewhat A Lot N/A
a. Reading Comprehension 1 2 3 4 9 (15)
b. Writing 1 2 3 4 9 (16)
c. Math 1 2 3 4 9 17)
d. Science 1 2 3 4 9 (18)
e. Social Studies 1 2 3 4 9 (19)
f. Other (specify) 1 2 3 4 9 (20
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5. For each skill areaindicated in 4, please indicate how the changes affect student learning
(circleonefor each area)

entirely mostly mostly entirely

positive positive mixed negative  negative  no effect
a. Reading Comprehension 1 2 3 4 5 9 (21
b. Writing 1 2 3 4 5 9 (22)
c. Math 1 2 3 4 5 9 (23
c. Science 1 2 3 4 5 9 (29
¢. Social Studies 1 2 3 4 5 9 (25)
d. Other (specify) 1 2 3 4 5 9 (26)

6a. For each of the following, please indicate whether M CAS has affected the way you teach.
(circleonefor each statement)
Not At A Some- A
All Little what Lot N/A
a. | pay more attention to Brookline's Learning

Expectations/BHS Cour se Syllabi 1 2 3 4 9 (27
b. | pay moreattention tothe MA Curriculum Frameworks 1 2 3 4 9 (28
c. | teach at afaster pace 1 2 3 4 9 (29
d. | dolessgroup work in mathematics 1 2 3 4 9 (30)
e. | include morewriting assignments 1 2 3 4 9 (3
f. 1 am morelikely to help individual students 1 2 3 4 9 (32
0. | use questionsfrom previous M CAStests 1 2 3 4 9 (33
h. | domore group work in language arts 1 2 3 4 9 (39
i. | omit certain subjects/topicsthat | would liketo teach 1 2 3 4 9 (35
j. | do more problem-solving activitiesin mathematics 1 2 3 4 9 (36)
k.| prepare studentswith test-taking skills 1 2 3 4 9 (37
[. 1 am more likely to emphasize correct writing conventions 1 2 3 4 9 (38)
m. | do morewhole classinstruction 1 2 3 4 9 (39
n. | teach more mathematical computation 1 2 3 4 9 (40)
o. | teach more vocabulary 1 2 3 4 9 (4
p. | refer students moreto Special Education 1 2 3 4 9 (42
6b. For each of theitemsin question 6a, how hasit affected student learning?

(circleonefor each statement)

entirely mostly mostly entirely

positive positive mixed negative negative no effect
a. (L earning Expectations/ Cour se Syllabi) 1 2 3 4 5 9 (43
b. (State Curriculum Frameworks) 1 2 3 4 5 9 (44
c. (faster pace) 1 2 3 4 5 9 (45
d. (lessgroup work in math) 1 2 3 4 5 9 (46)
e. (morewriting assignments) 1 2 3 4 5 9 (47
f. (more help individual students) 1 2 3 4 5 9 (48)
0. (previous M CAStests) 1 2 3 4 5 9 (49
h. (more group work in language arts) 1 2 3 4 5 9 (50)
i. (omit subjectg/topics) 1 2 3 4 5 9 (5)
j. (more problem-solving in mathematics) 1 2 3 4 5 9 (52
k. (test-taking skills) 1 2 3 4 5 9 (53
. (correct writing conventions) 1 2 3 4 5 9 (59
m. (mor e whole classinstruction) 1 2 3 4 5 9 (55
n. (more mathematical computation) 1 2 3 4 5 9 (56)
0. (more vocabulary) 1 2 3 4 5 9 (57
p. (refer studentsto Special Education) 1 2 3 4 5 9 (58)
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7. Do you feel compelled to alter your instruction in responseto MCAS by the following?
(circle onefor each source)

Not At All A Little Somewhat A Lot N/A
a. Yoursdf 1 2 3 4 9 (59
b. Your colleagues/school culture 1 2 3 4 9 (60)
¢. Your principal or headmaster 1 2 3 4 9 (61)
d. Your curriculum coordinator (s) 1 2 3 4 9 (62
e. The Superintendent 1 2 3 4 9 (63)
f. The School Committee 1 2 3 4 9 (64)
g. State Dept/Board of Education 1 2 3 4 9 (65)
h. Parents 1 2 3 4 9 (66)
i. Students 1 2 3 4 9 (67)
j- Themedia (news, TV, radio) 1 2 3 4 9 (68)
k. Theunion/association 1 2 3 4 9 (69)

Demographic Information (answering any or all of these questionsis optional)
These questions are designed to help usunderstand how M CAS affects different subject areas and grades.
We arenot trying to conduct research about certain schools or scrutinize staff members.

In what grade level or rangedoyou work? preK K 1 2 3 4 5 6 7 8 9-12 (70-73)

In what subject area do you work? (74-75)

Which description below fitsyour primary position?

(76)

Classroom Teacher 1

Special Education Staff 2

Specialist 3

Support Staff 4
For how many year s have you been an educator ? (77-78)
For how many year s have you worked in Brookline Public Schools? (79-80)
Your name; (81-85)

Please use the remaining space or the back of this pageto comment in greater detail to any question in this
survey or to make additional comments about the effect of MCAS on teaching, learning and student
achievement. (Pleaseinclude any anecdotes or exampleswhen possible.)

Thank you for completing this survey.
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APPENDIX |1
ANSWERSTO OPEN-ENDED QUESTION AT END OF SURVEY

Note that the following represents a reasonable effort to transcribe the comments written on the
survey. Spelling and grammar errors may reflect difficulties with hand-writing.

The responses are coded as follows:

1,2 Positive comments about MCAS

3 Mixed

4.5 Negative comment

7 Comment about survey

8 Non-eva uative comment about MCAS

5001Ingeneral, | find MCAS (and IOWA) prep to interfere with classroom instruction, community
building and curriculum planning. It isthe only reason | would consider moving back to teaching
1% grade.

4004 1 do not support thishigh stakestest. However, until such time asthe stakesarelowered, | will
support, to the best of my ability, students who have to take the test. Inthe Eng/LA area, | have not
found the test to be out of line with what | teach anyway, so I’ ve never felt like | teach to the test.
Rather | am aware of the inherent political pressures, especially within the community, and | try to
strikeareasonable balance between THE TEST and other morecritical, albeit lessquantifiablegoals
of public education. | wish the state would do the same. The TIME assigned to the MCAS testing
process is grossly out of proportion to its actual worth as an assessment tool.

5007 Thereisno MCAS test in foreign language. | wish this survey had places to comment in
general about MCAS. | know it has had ahugely negative effect on the stress level on the students
for whom | am the administrator. | am strongly opposed to MCAS testing, particularly their high
stakesnature. It takes 17+ hoursof good learning out of their life and hundreds of hours out of those
of uswho set up and proctor them.

1 008 MCAS has helped close the “gaps’ that we veteran teachers sometimes leave in our lessons
because of our personal preference for favorite topics.

7 011 This was difficult to complete because | do not teach sophomores so | don't feel directly
effected by MCAS.

7015 It isdifficult to answer questionsrelating scienceto MCAS. Last year, the test was cancelled
at the last minute, and this year | stick more to the syllabus from the department.

7 017 We only take the reading portion of the MCAS.
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7 022 | teach AP U.S. and expect my students to ace the exam and prepare them to do so. | aso
teach World History which is not examined to freshmen who are not subject to the exam. U.S.
history is examined, but by 10" graders who take it as 11" graders— so thankfully MCASis not my
problem.

3033 The need to put agrade on areport card every ten weeks has had afar greater negative impact
on my teaching and students' learning than the MCAS has. MCAS has made me a more effective
and systematic teacher of writing. Sadly, time for creative writing has eroded.

5036 | find that the MCA'S covers so many topics and detailsthat it forces me to cover much more
content much less deeply. Thereislesstime for the actually doing of science. Original labs take
much more time than reading a section review and answering content questions. | am very
disappointed at the massive amount of content that | am now expected to “cover.” | find | am having
the students do fewer original labs and projects because there is ssimply not enough time. Thisis
NOT good science education.

30371 don’'tthink MCASis Satan personified as some folkswould like usto believe, nor do | think
it will ater the basic fact that most of our kids do well in school, go on to fine colleges, lead happy
successful lives, not because of school per se, but because they are growing up with parents who
haveinvested heavily inthelife of themind. | pity theteachersand studentsin placeslike Brockton,
Boston, and Holyoke, whose families are often working 2 jobs just to make ends meet. | don’'t
intend for this to be a jeremiad on the inequities of our society, however, there is a large and
widening gulf between the Brooklines, Newtons, and Wellesleysof thisnation versusthe Lawrences
and Lowells. The MCASwon't hurt us. Directly, anyway. The worst thing we'll do is focus on
skillsat the expense of somefun, creativeunit. That’snot so awful when you consider how enriched
our kids' livesareoutside of the classroom: religiousand music classes, summer homeson the Cape,
dance recitals and hockey tournaments, vacations from the Grand Canyon to the Grand Caymans,
yada, yada. Theindirect result of MCAS will be that our property values will remain exorbitantly
high and our neighbors will be increasingly segregated from us. That’s obviously a detriment to
them and in away, to theideals of ONE NATION, INDIVISIBLE. Sowhat isMCASfor?! Ifit's
intention is to help us bolster basic skills and create a common core of basic skills, fine. If it's
unintended result is to berate teachers, students and communities, it's heinous. Can it be both? |
think, sadly yes.

3043 Withregard to #6a- question |- | feel strongly that lesstimeis spent in depth studies of certain
units such as Facing History because of the time spent doing the MCAS exam. My answers to #7
may sound contradictory to the previous comment. However thefact that school staff hasno choice
but to prepare students for the MCAS, takes time from a deeper study of a content area topic.

8 044 In general, Brooklines course syllabus for biology aligns with state framework and skills and
knowledge required by MCAS. Thisiswhy I’ ve not changed much in my ways of teaching or feel
pressured by anyone to change.



5047 As aspecia education teacher I'm not teaching MCAS subjects but | do need to work with
my students around the skills and information they need to pass MCAS or | need to develop
portfolios for MCAS AH. | find that neither provides an accurate reflection of what my students
havelearned or the progressthey have made. Theimpact on my studentsisgenerally negative—they
have a tremendous amount of anxiety about the test and their scores and generally perform poorly
because of this.

8 051 Much of the survey does not seem to pertain to preschool, in terms of preparing kids for
MCAS. However, the indirect effects have been significant, in that our curriculum is much more
becoming aligned with Mass. Curric. Frameworks, particularly in light of thefact that the DOE has
new developed frameworks for preschool.

5052 The MCA S has completely changed how | teach. | used to teach science skillsthrough inquiry
based on student’ sown questions. Thisisnow entirely impossible. The MCASrequirestraditional
instruction based on vocabulary. Completely gonefrom my class are science experiments with any
depth because the MCASS questions can come from a wide range of science topics, | am forced to
cover, cover, cover. We no longer do science we learn about science.

7 053 It is very hard to fill this out as a 2™ grade teacher. MCAS startsin 4™ grade. | continue to
teach children according to MA frameworks.

1 0551 like the focus the MCAS brings to my reading/writing program. Many of the skills tested
are, and have been, the foundation of my program. | do not find it hard to incorporate practice for
these tests into what | do because alot of it | do already. | taught grade 4 last year and found the
practice we did quite beneficial.

7 061 Much of survey does not directly relate to preschool. New DOE guidelines and frameworks
aremore relevant and ultimately relate to or tiein with expectations of students who will later take
the MCAS.

8 062 Although MCAS is never mentioned in the K context, | do notice that we are subtly
encouraged to do more around literacy by virtue of our faculty mtg emphases.

1 063 | feel that the preparations | make for the MCAS are well integrated into the curriculum and
are activities that | would give despite the MCAS.

8 064 | could not answer most questions because | do not provide direct teaching to students who
takethe MCAS. However, | have enormous responsibility for organizing the SPED component of
the tests, i.e., scribes, accommodations and modifications, test sites, alternative assessments and
scheduling. When the results are returned, | am responsible for data interpretation, sharing
information with teacher and parents and writing an “ Action Plan” for any students who do poorly.
All of the above is extremely time consuming (but interesting).

5066 Things I’ve noticed — an increase in worried and upset parents and kids; - increase pacein
all curriculum areas; - much of material to abstract in grade 8 for much of my population; - lessfocus
on teaching to mastery and more on speed to cover topics; - grade separatesinto 2 tiers—"| can” and
“l can’t”.



5077 | have never agreed with effect of standards — based education on specia education students.
The focus has shifted from student-centered to curriculum centered and special education students
often do not receive the learning strategies/basic skillsthey need in favor of the“curriculum cram”.
In addition, the MCAS requires entirely too much time to administer.

80781 found it difficult to answer questions 6A and B because many of the practices described are
already in my instructional practice and it has nothing to do with MCAS. | try to be the best teacher
| can befor my studentsand if they perform better on standardized tests, then that’sgreat —but itis
NOT amoativator for me. For example, | do alot of group work.

5 080 The drawbacks that | feel as afirst grade teacher include the pressure to have kids at grade
level running counter to the difficulty getting academic support for the most needy students—i.e. it
takes too long to get students with serious learning disabilities evaluated and receiving appropriate
services. Thisdirectly impacts what can be achieved in the classroom when your just one teacher
working solo to meet the diverse needsin first grade. Another serious drawback is the amount of
timethat the Learning Center staff hasto devote to administering the test resulting several weeks of
teaching timeislost for childrenin all grades.

5081 Since | am not ateacher, this survey has not applied to my non-teaching role. However, as
Team Chairperson M CA Stesting has effected my thinking around removing aspecial needs student
from an academic subject, other than foreign language, because the subject matter would be
overwhelming for that child and because he/she may need additional Learning Center Support.
Sometimes this may mean that the student does not receive the level of remediation he/she needs.
M CA Saffectshigh school recommendationsaswell. Inthe past, some specia needs studentswould
be recommended for additional vocational-type classes, and they would not take science or social
studies as freshman. Other special needs students whose first language was Spanish, for example,
may have taken Spanish at the high school instead of social studiesor science. Therethen was space
in the schedule to take Learning Skills and an elective that supported their strengths. Since MCAS,
removing a 6™, 7" or 8" grader from a major subject other than foreign language does not seem to
be an option. In high school, the addition of MCAS may mean special needs students' having no
more than two periods per week to take an el ective during the semester when the student hasto take
physical education. The high school has attempted to accommodate the students by offering asmall
number of electives before the normal school hours, and by allowing studentsto take 3 out of the 4
periods during which the elective is offered. As 9" graders some special needs students and their
parents must choose between postponing foreign language another year or not taking any elective.

3 083 For the most part, | don’t get too excited about the MCAS. | take valuable time though to
teach the vocabulary required for 3" graders to understand the questions. For example, they must
know verb, pronoun, adjective, etc. | also discuss how to take thetest. These are only aspects that
| think are awaste of time. | have given much thought to what isimportant to teach as| only have
the childrenfor abrief amount of time. The M CA Shavealso changed my teachinginthat | am more
direct, explicit, and do more modeling of what | want. But mostly, my teaching is influenced by
Brookline's expectations and current research in practices. I’'m teaching the kids to become
independent readers and writers, not just good test-takers./
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4084 The MCA Sdoesnot - hasnot altered my instructional styleor pace. Thelearning expectations
reflect mass frameworks and so | make sure each expectation is addressed. The only differenceis
that | don’t teach “extra’” mini-units (that tie in nicely with our units) because of time constraints.

5 091 | have seen students stressed and negatively affected by MCAS. Our curriculum is
SERIOUSLY disrupted and comprised to teach to thetest. Thediversion of resourcesisscandal ous.

7 097 ESL and French are not currently tested on the MCAS. The English that | teach prepares
studentsfor futuretesting but at the ESL 11 level, they don’t takethe MCAS. My sophomore French
students are generally pretty tired during MCAS administration.

5101 If thereisatest students and communities are measured by, oneteachestoit. Weareimpeded
by the questions most important to teaching by thisone fact. Many of us are opposed to the MCAS
because of its “high stakes’ consequences. There is another dimension we are not addressing,
namely the extent to which broad survey coursesin which coverageisthe paramount goal crowd out
any other goals or assessment strategies.

1102 | have alwaysfelt that explicit instruction isessential to kidslearning. SincetheMCASI feel
that | am more conscience of my own explicit teaching and perhaps expect more from my kidswith
regard to their written work. | also put more emphasis (and teach kids how) to read and follow
directionsindependently. (ex., answering all partsof aquestion and writing about all that you know).
This, | believe, is one of the biggest challenges for the kids.

1103 We are doing alot more open response questions, stressing writing conventions and teaching
test taking techniques. Maybe it is time to think about reducing the IOWA tests which take 2
complete weeks and focusing on the MCAS instead.

5104 My genera senseisthat the curriculum has become broader, more superficial inthe sensethat
there are more things to cover in less depth. The children in all grades seem more stressed. Isour
curriculum age/stage appropriate......

5 107 MCAS is not needed in Brookline. Without MCAS, we still prepare our students well.
MCAS only serves to point out the less advantaged students. We are working hard to reach all
studentsin Brookline. MCA Salienates several segments of the school population. Asahigh stakes
test, it creates a feeling of anxiety among less confident/less mainstream students. This anxiety
causes a plethora of failure. It does not meet the needs of all students. Thus, it goes against
Brookline' s mission.

51131 think thereis an indirect effect on Kindergarten as MCAS adds to general pressure to rush
children into more academic and structured learning at ever earlier ages.

8 114 Despite the fact that Early Childhood is not directly affected by MCAS, we are a part and

support of BPS. | have children who will take the MCAS, and understand the methodology of
“preparing” all children to take thistest — | don’t agree with MCAS.
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8116 7: compelledisa*“loaded word.” | do thisbecause | genuinely want to.\ 4 — 6: Does not take
into account a teacher’s normal rate of growth, maturity, change brought about by experience,
changing needs of students, understanding of need of society, industry, citizenship. Changesin my
style have as much to do with literacy initiative and my own desire to meet that challenge and my
pride in wanting to continue to deliver a good product for my students, their parents, and my
profession.

5 124 MCAS totally disrupt the flow of a Learning Center. Children who should be receiving
services are denied their rightful time slots because of testing. It issinful!

1 126 Despite al the antagonism towards the MCAS, | actually believe that it holds students to a
higher level of expectations. While | don’'t think it should be the only measure of student
achievement — progress, | believe we should use it to help us detect weaknesses in the schools and
teach better in those areas, rather than thinking of it as “teaching to the test.”

8 131 | apologize that my answers are not more thorough, but | have no previous experience to
compare these questionsto. All during my pre-teaching days, the effects of MCAS came up again
and again, but | lack prior experience. | have no knowledge of altering the curriculum to address
MCAS, but it is certainly talked about in school. | often use a 1 — 4 scoring which paralels the
MCAS scoring rubric.

5133 Thereis a subtle trickle-down pressure even at grade K, which is 100% negative.

71401 felt you should have had questions asking how specialistsare affected: modifying test; taking
students NOT taking MCAS, scheduling, preparing ESLer’ sto taketest if its 1% time. Most of these
guestionsreally didn’t deal with specialists’ roles, jobs, teaching situations.

5 141 Biggest impact is on stress levels: kids chewing on their clothes more, kids not being proud
of their accomplishments, kids not being able to have more “fun” and “free” time in the day, the
rush-rush-rush all day long, from one subject to the other, from onetopic to the next, from beginning
to mastery in record times. Kidsnow, in 3" grade, are expected to read more difficult pieces, with
longer text and more complex ideas than previously, and for many, this is unredlistic. For the
average, above average kid, the al around good student whose parents have always enriched their
lives, the MCAS and other tests don’t really matter — they will do well no matter what. For the
below average or just slower to blossom child who is developmentally still at an ok rate but by
comparison, doing poorly; that child suffers the most. He/she never catches up no matter what we
do, because the expectation is unrealistic given his’her development. Thissnowball effect startsin
kdg and MCAS only makesit worse because now the childisbranded on afailure. Weneed to slow
down and tone down some expectations; however, the bright kids do well with the “prenure” and
faster pace of teaching.

5146 | missthe opportunitiesto expand and have worthwhile activities because of time constraints

dueto MCA S/standardized testing; no longer do | havetimeto write, produce, direct classplays, for
example (I've done 10 of them prior to feeling the pressures of MCAYS).
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3148 Asaformer fourth grade teacher, and right after MCASbegan, | felt alot of pressureto do test
prep. | feel that the time used for this diminished my teaching of certain subjects (ex: science) by
taking up too muchtime. | alsofelt that my teaching of writing was compromised by too much “test
prep.” | still worry that we are on the road to producing formulaic writers, although I’'m a big
believer in mechanics and structure in this discipline. AsalL.A. specidist, | have the background,
interest, and freedom to do “MCAS Prep” in more positive ways. (thanks for asking).

3. 152 Over the years | would have to categorize myself as a creative teacher who tends to work in
more integrated ways. | believe in process and accumulated knowledge. With MCAS | have had
to be more cognizant and forward about how specific skills are met by curriculum; thisis mostly a
good thing. It does, however, make me feel more constricted example: | have always taught poetry
and yet, now | feel more compelled to teach essay writing. Essay writing is an important skill, but
SO is poetry. It can be argued that both can be taught — yes, but in truth the MCAS process -
preparation and the actual giving of the test cutsinto the amount of teaching timein the late spring.
For thelast severa years—somelong term projectsin socia studies have been cut short because the
energy level, the kids changes— afternoon, testing days are less productive and the weeksfollowing
have beenless. | aminfavor of fair tests— yet, there have been more instances where there has not
been curriculum alignment and | am caught with the dilemma of teaching to the test, which is quite
easy to do, but isin conflict with my personal beliefs. If the tests become indicators of ateacher’s
success and tied to bonuses or other perks, then | will either “compete” or I'll leave the profession
early. If | choose to “compete” then | will no longer be the creative teacher | have been and have
taken pride in being. | will no longer take risks and try new things. Where will the poets come
from? | am in favor of assessment, of course. | would like to see a broader range of assessment
possibilities. | know that MCAS can give great focusto kids, schoolsfor skillsacquisition in places
where there has been little success and | know that for several decades kids were short-changed in
some skills areas, but thisis about balance. If things continue to move in a conservative direction,
then my retirement will come just about the right time.

5153 M CA Stesting and preparation adds onemore conflict to the preciouslittletime music teachers
havewith students. Testing datesfall at aparticularly bad time making spring concertsdifficult and
sometimes impossible to schedule.

5156 MCAS = pressure on school administration (no matter how they deny it) = pressure on
teachers = pressure on children!

7158 Asafirst gradeteacher, thisisdifficult to assess aswe are more removed from the discussions
and decisions pertaining to MCAS.

8 159 It was difficult to answer many of these questions. Because most children are not reading in
kindergarten, working on*“comprehension” would not beappropriate. Althoughwearenot devoting
time to MCAS prep, there is without a doubt pressure to introduce skills at an earlier age. Much
faculty time is devoted to MCASS scores and how children can “do better.”

8 163 In the first year of MCAS, certain art projects introduced in the spring were not completed
because| lost several of my art classesto MCAS. Inthefollowing year, | rescheduled those special
projects for the winter of the school year.



7 164 What is the purpose of thissurvey!?! | found the rationale on the cover page vague.

3171 TheMCAStakealot of time, both intimeto take the actual testsand in timeto teach the kids
how to write high scoring answers. Some examples of high scoring compositions are excellent.
Some, however, are dull, long essays rather than interesting ones. | think the Brookline Learning
Expectations and the Mass Frameworks cover what teachers are expected to teach and students are
expected to learn. | think testing students to help teachers determine what to focus on in their
teaching isagood idea— and should be done by teachers at natural times during the academic year.

5173 Onething | find extremely frustrating is to spend time on practice tests (i.e. examples from
last yearsM CAS) with kidswho really struggle. | have ahandful of studentswho areworking below
gradelevel. Towork on difficult reading passages with them, full of tough vocabulary and sentence
structuredoesthemno good at al. They can’t accessit. | would rather spend the time doing guided
reading!!!

5174 When | first came to Brookline from NH, | wastold not to pay attention to the MCAS test.
| have administered it and reviewed results. Our current curriculum and Learning Expectations are
not consistent with MCA Squestions. | do think testing can be valuablewhenfair. | also believe my
instructional time has been cut due to the amount of time the MCAS takes.

5 176 The biggest problem(s) that | have are not in preparation but in administration: the entire
building gets very tense and crabby. The space islacking — crowded and over heated for hours of
work. Kids*check out” of grade 8 once high school schedulesare made and the MCAS over. It has
become an unpleasant anniversary.

5 177 The effect has been to emphasize formal structures, formulaic writing models and to de-
emphasize originality, conjecture, imagination, creativity, experimentation and cross-cultural
communication. We don’t know the ultimate effect of thistrend, but in the past it has corrected or
even over corrected itself. Trends supported by law are much more difficult to refine or humanize.
MCAS looks over its creator at this point like the lab creation in Mary Shelly’s novel, a bold,
brilliant idea now loose on the countryside as “ Frankentest.” Could be worse though, there could
be two.

5179 The MCAS certainly seemsto add to students’ anxiety about testing. In 6™ gradetest anxiety
tends to lesson students’ ability to perform well on tests (at least this has been my observation in
Brookline).

8 182 Russian speaking community supports MCAS and see it as atool for better evaluation both
students and teachers./

2 185 I think it’s help us focus — made us communicate more. The focus on writing, open-ended
guestionsisgood. Also thinking and explaining in math. The biggest problem isthere needsto be
more choice in content areas. Choose 1 of the following 3 questions to answer. . .

8186 Thisismy first year teaching sophomores. So far, I’ ve thought very little about MCAS.
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Kevin Lang received his BA/MA in Politics, Philosophy and Economics from Oxford University,
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professor at the University of California, Irvine. He later moved to Boston University where heis
now a Professor of Economics. Lang has held an Olin Fellowship at the National Bureau of
Economic Research and a Sloan Faculty Research Fellowship. Heiscurrently aResearch Associate
of the NBER and a member of the Advisory Board of the Canadian Employment Research Forum.
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Unemployment and the Structure of Labor Markets. Professor Lang currently serves as Vice-Chair
of the Brookline School Committee and has served on the Committee since 1996.
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