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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 