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This qualitative case study provided a narrative 

portrait of 12 students in the 11th grade in one north Texas 

district who failed the initial administration of the Texas 

Educational Assessment of Minimum Skills (TEAMS) exit-level 

test. It also presented an account of their perceptions of 

the test and their efforts to overcome this educational 

hurdle. 

The following conclusions were drawn from the study. 

Limited English proficiency (LEP) students had difficulty 

mastering the language arts section of the test. A majority 

of the students reported that TEAMS failure had no social 

impact. Most of the students declined district-offered 

remediation. Students tended to perceive the test as a 

personal challenge. Those students who attended remedial 

tutoring sessions performed better on the following retest 

than those who declined remediation. Hispanic and Asian 

students expressed additional study as being the key to 

passing the test. Black students felt that the key to 

passing was to spend sufficient time while taking the test. 

Those students who were more verbal during their interviews 



tended to be more successul in passing the language arts 

section of the TEAMS. 

The following recommendations were made from the study: 

<a) students who fail the TEAMS by minimal margins should be 

encouraged to take remediation; Cb> an intensive remedial 

English course for LEP students should be offered; <c) "high 

interest" TEAMS mini-lessons should be presented daily for 

several weeks as a lead-up to the TEAMS; Cd) a TEAMS 

ex it-level orientation program which stresses the importance 

of the test for the student's future should be implemented; 

and <e> additional research should be conducted on older 

students' verbal responses to see if a rich language 

approach in English classes including listening, reading, 

writing, and speaking will develop higher level language 

sk i 11 s. 
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CHAPTER I 

INTRODUCTION 

Minimum competency testing (MCT) is an educational 

phenomenon that has impacted or will, in some way, impact 

most school age children in the United States for years to 

come. MCT programs have been defined by the American 

Friends Service Committee Ccited in Perkins, 1982) as 

"organized efforts to make sure public school students are 

able to demonstrate their mastery of certain minimum skills 

needed to perform tasks they will routinely confront in 

aduI t life" C p. 6). 

Minimum competency testing is not a new phenomenon. 

Assessing the competency of students, apprentices, and 

employees has been occurring in some fashion since man began 

setting standards, and has gained impetus in the 1980's. 

Although the National Commission on Excellence in 

Education called for the creation of state standardized 

achievement tests in its 1983 report, the movement for 

requiring minimum competency testing was already in full 

swing. As early as 1979, 36 states had initiated some form 

of action on competency testing (McCarthy, 1983). 

There are now approximately 40 states that have used 

minimum competency testing. Only 14 of them use the tests 
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for determining which students need remedial help. 

Approximately 20 states used tests for denying diplomas 

(Pipho, 1984). 

Of the states that adopted minimum competency testing 

in the early stages of the movement, both Maine and 

Washington have discontinued using them—Maine after only 

one year and Washington in the late 1970's. No reason was 

given in the literature as to why these two states had 

abandoned their testing programs. Even though many states 

have been using minimum competency tests to assess students, 

some have chosen not to use MCT as a means for diploma 

denial immediately (Pipho, 1984). South Carolina and New 

Jersey will wait until 1989 to assess their first graduating 

classes. Louisiana plans to implement sanctions in 1992. 

Texas was one of the most recent states to implement an 

MCT program which included diploma sanctions. The state 

began enforcing the sanctions on the graduating class of 

1987. 

There has been much controversy over the goals of 

minimum competency testing. Lazarus (1981) stated: 

Standard-as-goal can be demanding; standard-as-test 

must be attainable by all. As a result, Inevitably, 

the translation of standards into tests means that the 

standards must decline so as to fall within reach. In 

a minimum competency environment, students who once 

might have strived for excellence soon come to 



understand that mediocrity is enough. Having met the 

prevailing standards, they have little incentive to go 

further, (p. 63) 

Remediation played a large role in several competency 

programs. It has been very costly. Anderson and Lesser 

(1978) found that the state of Washington estimated 1979 

costs of up to 94 million dollars for reading and 

mathematics remedial programs. Michigan will spend 31 

million dollars; Florida, 26 million; and New Jersey, 68 

mi 11 ion. 

Cohen and Haney <1980) stated that the outlook for MCT 

programs was not bright. Since remediation is difficult to 

achieve, schools will continue to have many failures. They 

felt that these failures would create a worse situation than 

existed before MCT programs. 

Little research has been done to date on MCT. Jaeger 

and Tittle <1980) concluded in their review of the MCT 

movement that "the field is ripe for solid study, 

evaluation, and research" <p. 486). They also made a "plea 

for investment in further research" <p. 487) into all the 

MCT issues. Walstad <1984) agreed that little published 

empirical research had been conducted on the subject. 

In correspondence with this researcher, Serow <1987) 

stated: 

Unfortunately, there have been very few actual studies 

of the impact of minimum competency testing on 



educational equity. This is somewhat surprising, 

considering how much talk there once was on that point. 

. . . As you can see, your proposed study would address 

an underexamined issue of research and policy. (R. C. 

Serow, personal communication, January, 13, 1987) 

Statement of the Problem 

The problem of this study was to determine the impact 

of remediation on students who have failed the Texas 

Educational Assessment of Minimum Skills (TEAMS). 

Purpose of the Study 

The purpose of this study was to investigate the impact 

of MCT remediation programs and the effect of failure on 

students who have failed the TEAMS test. 

Research Questions 

The following research questions were addressed in the 

study: 

1. How do students perceive their personal failure of 

the TEAMS test? 

2. What is the social impact of failure on students? 

3. How much remediation is being utilized by students 

who fail the TEAMS? 

4. How effective is the remediation being offered to 

students? 



Definitions 

1• Texas Educational Assessment of Minimum Skills test 

<TEAMS) - a State-mandated, criterion-referenced test 

administered every year to the students in Texas public 

schools. House Bill 72 (HB 72) was passed by the Second 

Called Session of the 68th Texas Legislature in July, 1984. 

The bill mandated that, beginning with the 1985-86 school 

year, an assessment program (the TEAMS) be implemented to 

measure minimum basic skills in mathematics, reading, and 

writing in grades one, three, five, seven, nine, and eleven 

(the exit level). Beginning with the graduating class of 

1987, students must pass this exit level test in order to 

receive a high school diploma. 

2. Correlated Language Arts (CLA) - a basic English 

class which emphasizes practice in expository writing and 

research with emphasis on the reading and language skills 

addressed in the TEAMS exit level test. It also includes a 

survey of American literature. 

3. Limited-English proficiency (LEP) - students whose 

home language is other than English. 

4. English as a Second Language (ESL) - a basic 

English class designed for students who are of 

limited-English proficiency. An ESL course may be counted 

toward graduation credit in English for only two years. 

5. Drop-out - a student who is school age—between the 

ages of 7 and 17—but has not re-enrolled in school, or has 
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not requested that his permanent school records be 

transferred to another district. 

Limi tat ions 

This study was not designed to provide widely 

generalizable results. It, however, purveyed a narrative 

portrait of twelve students in one district who had failed 

the TEAMS test and provided an account of their perceptions 

and efforts as they attempted to overcome this educational 

hurdle. It also examined the effectiveness of remedial 

efforts by a single district for students who had failed one 

or both sections of the TEAMS test. 

Significance of the Study 

The study was significant in that it partially filled 

the gap in research that addressed minimum competency 

testing. There has been little attention given to the area 

of MCT remediation and the impact that the tests had on the 

students who were required to take them. 

This study evaluated current TEAMS remedial programs in 

one Texas district. If effective remedial programs were 

discovered, the results of this study could possibly be used 

in other districts in Texas not only to remediate TEAMS 

failures, but also to help prevent future TEAMS failures. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

This review of research begins with a brief history of 

the minimum competency movement. Next, the review examined 

reported advantages and disadvantages of MCT. Finally, the 

review surveyed research which dealt with the impact of MCT 

on minorities both in the classroom and in the courtroom. 

Evolution of Minimum Competency Testing 

In the last sixteen years, minimum competency testing 

has become one of the major forces in American education. 

Pipho C1979) assessed the MCT bandwagon accurately when he 

remarked: "Perhaps at no time in the history of American 

education have we ever had an idea adopted so quickly by so 

many states—an idea supported by non-educators and opposed 

by educators" (p. 551). 

There are many definitions of minimum competency 

testing which have been used both in the field and in the 

literature. The following four definitions, however, seemed 

to summarize the goals, purposes, and intent of minimum 

competency testing. The first definition was given by the 

American Friends Service Committee (cited in Perkins, 1982). 

The association defined MCT programs as being "organized 
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efforts to make sure public school students are able to 

demonstrate their mastery of certain minimum skills needed 

to perform tasks they will routinely confront in adult life" 

(p. 6). This definition deals with the practical aspect of 

MCT—that the student be a functioning, contributing member 

of his community. 

Airasian, Pedulla, and Madaus (cited in Perkins, 1982) 

introduced yet another possible use for minimum competency 

testing in their definition. They reported MCT as being "a 

certification mechanism whereby a pupil must demonstrate 

that he/she has mastered certain minimal [sic] skills in 

order to receive a high school diploma" (p. 6). 

Elford (cited in Perkins, 1982) gave a definition of 

MCT that involved: 

(1) The use of objective, criterion-referenced 

competency tests. 

(2) The assessment of reading and computation using 

'real-life' or '1ife-ski11/ items. 

(3) The requirement of a specified mastery level for 

high school graduation. 

(4) The early introduction of such testing for purposes 

of identification and remediation, (p. 6) 

The final definition was taken from Britell <1980). 

She defined competence as: "that level of performance that 

citizens require in order to function in the society in 

which they live" (p.24). 
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These four definitions give some idea of the complexity 

of the minimum competency issue. They also answer some of 

the questions as to the reasons for implementing MCT 

programs. There were several uses for MCT given in the 

literature (Lazarus, 1981). One use given frequently was 

that MCT gave additional meaning to the high school diploma. 

This was accomplished by withholding the diploma from 

students who had failed to pass the competency test. Some 

states gave certificates of completion to students who had 

completed their course requirements but could not pass the 

test. Another reason for MCT was to eliminate social 

promotion. Some states had been promoting students from 

grade to grade regardless of achievement. A third use for 

the test was to create a means by which the state might 

monitor educational progress. Still another reason for MCT 

was to identify students who were in need of remediation for 

basic ski 11s. 

Two of the earliest examples of competency testing were 

the Boston School Secondary Certifying Examination begun in 

1845 and the New York Regents' Examination begun in 1865 

(Perrone, 1979; McCarthy, 1983). The purpose of the New 

York Regents' exams was to assess student competence in 

particular areas of study. Regents' diplomas were given to 

students in the particular areas of study which they had 

passed. 
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After the Boston schools started their certifying 

examinations in 1845, they were followed by the New York 

legislature in 1877 with a system of examinations to set a 

standard for secondary school graduation. By the 1900's 

most states had testing programs affecting promotions and 

graduations. 

Perrone (1979) stated that during the past 50 years the 

nation had experienced two major investigations concerning 

the quality of public education. The first investigation 

was precipitated by the launching of Sputnik I in 1958 by 

the Soviet Union. This concern for education continued 

throughout most of the 1960's. Some legislators wanted to 

re-establish state testing programs and instructional 

uniformity, but the response that prevailed was to put money 

into improving the quality of teacher training and 

instituting a wide-range of curriculum development programs. 

The local school districts received state money to train 

teachers through pre-service, in-service, and curriculum 

development. The districts were also recipients of millions 

of federal dollars. These federal monies, materials, and 

"alphabet soup" programs CAAAS Science, SMSG Math, MACOS) 

were touted as cures for the educational ills of the 

country. 

There was a different response to the call for 

accountability in the 1970's. The response to this 

questioning of public education was to test students for 
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competency. One reason for the testing response was that 

the state and federal levels had taken more authority in the 

control of the schools and removed it from local control. 

The state and federal bureaucrats were so removed from the 

complexity of the classroom and its social consequences that 

giving a test to certify that a student had received basic 

skills was the easiest thing to do (Lazarus,1981). 

Although the National Commission on Excellence in 

Education called for the creation of state standardized 

achievement tests in its 1983 report, " A Nation at Risk: 

The Imperative for Educational Reform," the minimum 

competency movement was already in full swing. As early as 

1979, thirty-six states had taken some form of action on 

competency testing (McCarthy, 1983). Due to its nature and 

scope, the national report cited above tended to focus 

attention on the issue of minimum competency. 

There are now approximately 40 states that use minimum 

competency testing (Paulson & Ball, 1984). Only 14 of them 

(Pipho, 1984) used the tests to find out which students 

needed remedial help. Approximately twenty used them for 

denying diplomas. 

Texas is one of the most recent states to implement an 

MCT program which includes diploma sanctions. In 1985, 

Texas implemented the Texas Educational Assessment of 

Minimal Skills (TEAMS) exam which was mandated by Texas 

House Bill 72, sec. 101.2(e). The exit level exam is given 
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in the llth-grade and the 12th-grade in the fall and spring 

semesters of both years. There are two sections to the 

test—a mathematics section and a language section. It is a 

criterion referenced test. The test was administered for 

the first time in the fall of 1985 to high school juniors. 

If a student does not master the test, he is required to 

retake and master the portion, or portions that he doesn't 

pass in order to qualify for graduation from an accredited 

Texas high school. The state began enforcing the graduation 

sanctions with the graduating class of 1987. The TEAMS test 

is also administered in the lower grades—grades one, three, 

five, seven, and nine. 

Of the states that adopted minimum competency testing 

early in the movement, both Maine and Washington have 

discontinued using the test—Maine after only one year and 

the Washington Department of Education discontinued the use 

of its test in the late 1970's. No reason was given in the 

literature as to why these two states discontinued the use 

of their MCT programs. 

Even though many states have been using minimum 

competency tests to assess students, some of those states 

will not use MCT as a means for diploma denial immediately 

CPipho, 1984). South Carolina and New Jersey will wait 

until 1989 to assess their first graduating class. 

Louisiana plans to implement sanctions in 1992. 
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Advantages of MCT 

There are several advantages of minimum competency 

testing programs. Supporters believe that MCT programs 

would curtail or eliminate social promotion. Employers want 

employees to be able to read, write, and compute upon 

graduation. They also feel that MCT would satisfy a 

perceived need for accountability on behalf of the public 

schools. 

These are just a few of the areas that have turned out 

to be positive aspects of the MCT movement: (a) Parents and 

community have become more involved in the schooling 

process; (b> more funds have been, or will be allocated for 

use in the classroom; (c> a great deal of interest has been 

generated about the use of objectives and measurements; and 

<d> many marginal students are being remediated who would 

have normally slipped through the cracks of the system 

(Popham, 1981). 

The demand for functional literacy from the public, the 

business community, and state legislators fell upon the 

public schools. The call to focus on basic skills was 

heard, and MCT programs were implemented to assure the 

public that no student would graduate from high school 

unless he was able to read and compute at a functional 

1evel. 

Diploma sanctions were incorporated into MCT programs 

to provide additional incentive for marginal or lower 
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achieving students and to give the competency program 

t e e t h — t o make the test count. Hart (1978) stated that 

without the diploma sanction, competency testing would be 

meaningless. 

Those who supported the diploma sanctions felt that 

competency remediation would be of greatest benefit to the 

students who had previously been cheated or short-changed by 

public education. They believed that minimum competency 

testing would reveal students' educational inequities so 

that their areas of weakness could be rectified (Oilman, 

1978; Popham, 1981). 

Proponents of minimum competency testing believed that 

students would benefit by mastering basic skills, which 

would allow them to move on to the mastering of higher level 

skills. Several educators contended that the mastery of the 

basic skills would elevate a student's self-concept and 

enhance his or her career opportunities CLessinger, 1971; 

Popham, 1981). 

According to a recent poll, a majority of the American 

public support this tougher educational policy. The 

Eighteenth Annual Poll of the Public's Attitudes Toward the 

Public Schools <Gallup, 1986) included three questions 

pertinent to minimum competency testing, school 

requirements, grade retentions, and so forth. The first 

question was: "In your opinion, should promotion from grade 

to grade in the public schools be made more strict than it 
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is now or less strict?" The responses were listed in four 

categories—the first category was national totals; the 

second category had no children in school; the third 

category was public school parents; and the fourth category 

was non-public school parents. More than 70% of al1 four 

groups responded that they felt promotion standards in 

public schools should be more strict than they are now. 

The second question of interest was: "In your opinion, 

should the requirements for graduation from public high 

schools be made more strict than they are now or less 

strict?" Of the three groups and the national total, more 

than 68% responded that the requirements for graduation from 

public high school should be made more strict that they are 

now. 

The third question of interest that alludes to minimum 

competency was: "Would you favor stricter requirements for 

graduation even if it meant that fewer students would 

graduate than is now the case?" Sixty-eight percent of the 

national total, the group with no children in school, and 

the public school parents responded that they still favored 

stricter requirements for public high school even though 

significantly more students would not graduate. The 

non-public school parents felt even more strongly about this 

area, because 77% of that group felt that stricter 

requirements for high school graduation were needed even if 
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a significantly larger number of students would not 

graduate. 

The results of this poll indicated that the public was 

very much in favor of the principles inherent in most MCT 

programs. They were joined by state legislators and 

employers who also favored better products from the public 

schools. 

Negative Aspects of MCT 

Curriculum 

The current literature has revealed several negative 

aspects of MCT programs. One criticism was that teachers 

have spent too much time teaching the test and have 

neglected other higher order skills (Pull in, 1981). Some 

educators felt the curriculum had narrowed in its scope as a 

result of MCT because teachers and students have tended to 

focus only on test preparation and have slighted the 

higher-level thinking areas, such as abstract reasoning, 

creative expression, and the arts. They have opted to focus 

on just the basics, and not go any further. This, in turn, 

has caused students on the upper end of the scale, the 

bright students, to be challenged less, or become somewhat 

educationally retarded, as a result of teaching mostly the 

minimum skills and neglecting some of the more advanced 

ski 1 Is <Pul1 in, 1981). 
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Other educators felt that if a subject or area was not 

going to be mentioned on the competency test, then teachers 

and students both are likely to ignore the areas that they 

think are not going to be mentioned. After collecting data 

over the past twenty years on curriculum and testing, 

Schaffarzick and Walker (1974) noted that several cases 

consistently demonstrated the premise that test scores 

reflected the degree of emphasis placed on specific 

information asked for in the test. The curriculum issue 

seemed to be a possible case of the tail wagging the dog. 

Impact on Minorities 

The magnitude of the impact of minimum competency 

testing on minority students has been well put by Serow 

(1984). In his article Serow stated: "Regardless of the 

use to which it is put, minimum competency testing will 

almost certainly have its greatest impact—for good or for 

b a d — o n students from educationally disadvantaged 

backgrounds" (p. 68). 

Serow (1984) also reported that most of the states had 

given only piecemeal results. "To date, however, there 

exists only fragmentary evidence, most of which is 

unpublished, concerning the actual outcomes of competency 

testing for minority and lower income students" (p. 67). In 

1981, North Carolina and California were the only two states 

that reported data on the percentages of failures. The 1.8% 
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failure rate in North Carolina seemed insignificant, but it 

translated to nearly thirteen hundred pupils, while the 

projected 2% failure rate in California indicated over 6,000 

students who are denied diplomas annually <p. 73). 

The results from the North Carolina MCT program (Serow, 

1984) Illustrated that blacks made up about 25% of the 1980 

graduating class, but received 76.1% of diploma denials. 

The statistics froni the North Carolina Department of Public 

Instruction also indicated that 4.4% of all black graduates 

were denied diplomas because of MCT failure in contrast to 

1.8% for other minorities, and only .5% of white graduates. 

Serow clearly indicated his position on diploma 

sanctions: 

In short, it can be concluded that the diploma sanction 

is exacting a significant and disproportionate toll on 

black students in the one state-wide MCT program for 

which complete information is available. <p. 72) 

The bulk of the evidence reviewed in this paper 

suggests that in both political and educational terms 

the eventual costs of using a competency test as a 

diploma screen or sanction may far exceed its 

advantages. <p. 73) 

Several researchers have reported that the student's 

socio-economic situation affects academic performance. 

Coleman (1966) and Jencks (1979) in their studies documented 

the strong influence that family background, race, and 
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social class have on students' school performances 

(including the impact on standardized test scores). These 

factors have emerged as MCT issues. Pull in <1981) and 

Flygare C1981) both mentioned the unusually high number of 

lawsuits that had been filed claiming that minimum 

competency programs were discriminating on the grounds of 

race and social class. Haney and Madaus (1978) felt that 

there were disproportionate numbers of low-income minority 

students who were failing the tests. They believed that 

these pupi1s 

. . . typically have not had the educational 

opportunities equivalent -to their middle-class peers. 

The potential adverse effects of minimal-competency 

testing on these groups are great...[rlegardless of 

whether the tests are biased or whether the minorities 

have received inferior instruction, (p. 480) 

Lazarus (1981) expressed his reaction to diploma 

sanctions when he stated: 

In practice, as a result, the testing program shifts 

responsibility for failure back upon the student, 

whether or not he can rightly be held to blame. It is 

not the school system that suffers when a diploma is 

withheld, but the student who must go through life a 

certified illiterate. The failing student is punished 

for a failure that is largely outside his power to 
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prevent. He must pay, in short, for the school's 

failure to keep its impossible promises, (p. 115) 

At the National Institute of Education hearing 

concerning minimum competency testing it was pointed out 

that some of the reasons that blacks do so poorly on MCT 

were due to prior discrimination and poor quality of 

education received by minorities. Both reasons were social 

and economic factors over which neither the school nor the 

pupil had control (Thurston & House, 1981). 

Several studies indicated that MCT failure obviously 

increased anxiety and lowered self-esteem (Blau, 1980; 

Richman, 1981; Jonas, 1987) and thus could be the final 

discouragement which has caused some pupils to drop out of 

school (Glass, 1978). Pull in (1981) felt that MCT's should 

not be used to withhold a diploma as a punitive measure 

because it punished the victim. He believed that because 

the tests were established in recognition of problems in the 

educational system, to withhold a diploma from a student 

punished the victim of that system. He also felt that 

excessive importance not be placed on a single examination. 

He was concerned that individuals who failed would be 

permanently marked as being functionally illiterate, 

incompetent, and unable to survive in society. 

Madaus and Airasian (1977) agreed that it was not the 

minorities' fault that they were at the lower end of the 

academic spectrum on the test. They, along with other 
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opponents of the test, felt that competency testing would 

reinforce the feeling of failure for lower-achieving 

students, especially if they were separated from everyone 

else, and put in remedial classes. They also believed that 

instead of causing the marginal, low-income minority 

students to try harder to get the diploma, it might cause 

increased academic and disciplinary problems and higher 

drop-out rates. That idea was also supported by Spady and 

Mitchell (1977) and Glass (1978). 

Eckland (1980) felt that the diploma denial would take 

a heavy toll on large numbers of marginal, highly motivated 

blacks. He reported that among high school students scoring 

in the lower 10 percentile on standardized test of basic 

skills, 30% of the blacks but only 15% of the whites 

eventually went on to college. This finding was 

significant. Black students were over-represented in the 

lowest percentiles of the basic-skills test, but eventually, 

their educational attainments exceeded those of comparable 

whites, in that they pursued advanced levels of education. 

In this respect, diploma denial could possibly deny these 

black students entrance into college. 

A major fear of MCT critics was that the test would be 

used to legalize a new form of segregation (Paulson and 

Ball, 1984). According to Riegle and Lovel1 (cited in 

Paulson and Ball, 1984): 
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It is conceivable that MCT will identify problem 

students only to have them placed with the worst 

teachers or in less effective curriculum tracks. MCT 

could in fact become a new form of segregation—racial 

as well as academic—if it is not tied to an effective 

remediation program and monitored by sensitive 

administrators. (p. 8) 

Madaus (1985) expressed yet another concern about the 

"sameness" suggested by some MCT programs. In his article 

he discussed how the school was becoming somewhat of a 

competency factory—the teachers as workers, the students as 

products, the public and prospective employers of students 

as consumers. This industrial model of education promoted 

the idea that, "A student's passing score on a test becomes 

an employer's guarantee against purchasing faulty goods" (p. 

617). Madaus proceeded to point out that such an idea was 

an illusion: "But schools are not factories, teachers are 

not workers on assembly lines, and students do not come 

equipped with warranties. Educated people cannot be cast 

from a mold or assembled from machined parts" (p.617). 

Brandwein (cited in Lazarus, 1981) agreed with Madaus 

as he summed up the attitude of many educators with this 

statement:. "There is nothing so unequal as the equal 

treatment of unequals" (p. 107). 

Most of the above statements were concerns and 



24 

opinions of the authors. There is actually very little 

research either to support or to disprove the assertions. 

Determining Cut-Off Scores 

Perrone <1980) stated that cut-off scores on the MCT 

tests that now exist are largely arbitrary. He said that 

the scores were being set on a political basis—for example, 

how many students could be held back and not given a diploma 

without serious public response. 

In its early stages the MCT movement found itself in a 

dilemma. The options were to lower the standards so that 

fewer students would fail to avoid stigma and subsequent 

reaction or set higher standards which would likely result 

in both the students and the schools being blamed for the 

failures which would ensue. 

The setting of cut-offs or passing standards can be 

approached politically or fiscally. A political cut-off 

score is determined diplomatically. If too many students 

fail, critics would declare the test to be too difficult and 

criticize the schools for not teaching what they were 

supposed to teach. If too many students pass, they would 

declare the test to be too easy. A fiscal cut-off is based 

on the maximum number of students that a state or district 

can afford to remediate. 

At the Minimum Competency Testing Clarification Hearing 

<NIE, 1981) Brasey, the director of research, evaluation, 
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and testing for the Virginia State Department of Education 

observed this dilemma and reported: 

The minimum competency test must be constructed so that 

initially enough children fail, to satisfy the people 

who call for the test in the first place, and at the 

same time enough children pass so that it doesn't wreak 

economic havoc on the schools. Cp. 733) 

Glass <1978) pointed out that competence was a 

continuing process or a continuous trait. The attempt to 

base a cut-off score for all individuals on an MCT test 

would fail because: 

Interpretations and decisions based on absolute levels 

of performance on exercises will be largely 

meaningless, since these absolute levels vary 

unaccountably with exercise content and difficulty, 

since judges will disagree wildly on the question of 

what consequences ought to ensue from the same absolute 

level of performance, and since there is no way to 

relate absolute levels of performance on exercises to 

success on the job, in higher levels of schooling, or 

in life. Setting performance standards on tests and 

exercises by known methods is a waste of time or worse. 

<p. 2 5 9 ) 

Jaeger, Cole, Irwin, and Pratto <1980) investigated the 

passing standards then used in North Carolina. They took a 

sample of teachers, school administrators and counselors, 
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and registered voters—three samples of three different 

types of people. The North Carolina Competency Test 

(reading and mathematics) was then administered to this 

sample. (The same standard-setting procedure was used with 

each group.) Each group was told to rate each individual 

test item by reading the test item and then responding to 

the following question: "Should every regular high-school 

graduate in North Carolina be able to answer this item 

correctly" <p. 43)? After the first round of rating, they 

were given information of actual student performance on each 

one of the test items that they were given to examine. They 

were also given the rating recommendations from the other 

raters in their respective group. They were then asked to 

rate the test items again. After this second rating they 

were given more information dealing with the percentage of 

the students in the state that would pass when various 

cut-off scores were used. The members of each group were 

then asked to give their third and final set of ratings 

which would be used to determine the final cut-off score 

recommended by that group. 

The cut-off scores recommended by all three rating 

groups on both sections of the test were much higher than 

the actual scores that had been set by the state. On the 

math portion of the test, 56% of the students who actually 

passed the test would have failed if the raters' cut-off 

scores had been used. 
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With such large discrepancies in cut-off scores 

demonstrated in this study, it is difficult to see how any 

cut-off score can be defended. It appeared that cut-off 

scores were arbitrary. Once set, they were more often than 

not, adjusted. 

Linn, Madaus, and Pedulla (1982) found that this 

setting of a passing score for a MCT test was very 

important. In a random sampling of students that took the 

Florida Competency Test in 1977, they found that if the 

scores in the mathematics section were reduced by three 

points, an additional 8% of the white students and almost 

14% more of the black students would have passed the test. 

In 1981, the NIE held adversary hearings on minimum 

competency testing. The members of the negative team, led 

by Madaus <1981), were careful to point out that they were 

not opposed to testing in general, or even to the minimum 

competency test, but their objections focused on the 

negative aspect of using the MCT primarily, or exclusively, 

as a promotion screen or a diploma sanction. Madaus <1985) 

said: 

As policy makers and educators, we have allowed 

testing—once a useful t o o l — t o be transformed into an 

infallible arbiter. We are rapidly sliding back to 

Nineteenth Century Utilitarianism. <p. 617) 
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Single Test Outcome 

Another negative aspect of MCT was the utilization of a 

single test score to determine grade promotion and/or 

retention. Lazarus (1981) felt that there were numerous 

sources that should be considered when making decisions of 

this nature. He contended that: 

The school files bulge with several years-worth of 

grade sheets, test scores, evaluations by teachers and 

counselors, and examples of students'" own work. On the 

faculty are dozens of experienced adults who can speak 

with authority, from close personal observation, about 

the capabilities of any student. Yet when it comes 

time for certification, this wealth of easily available 

information plays no part whatsoever. All that counts 

is a score from a few dozen multiple-choice items, a 

very sparse indicator indeed. <p. 177) 

The use of a simple test for so important a 

purpose dehumanizes the educational process. 

Judgements that ought to be made by thoughtful people 

who know the students well are made blindly instead, by 

mechanical means. The message to the student is clear: 

all that matters, in the end, is the test score. Good 

classwork, good grades, and effort beyond the minimum 

will count for nothing. <p. 180) 

Ralph Tyler <1979), a distinguished educator and 

researcher, who chaired a study panel that wrote a report 
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criticizing the Florida competency testing plan, said that 

the setting of the single minimal standard for competency 

made no sense. He noted that the public making decisions on 

competencies in detail compared to the public trying to 

decide how doctors should cure cancer. He felt that as 

medical decisions vary with the individual patient, so 

should educational decisions vary with individual students. 

Thomas <1980) said that, "No single test or testing 

program should serve as the only basis for making important 

decisions about individual students" <p. 44). He believed 

that MCT's should not be used solely for making judgements 

concerning grade retentions, diploma sanctions, or 

assignments to remediation. He went on to say that a 

positive use of minimum competency testing would be to 

combine MCT results with an assessment that included 

teachers' grades, normed referenced test scores, 

observations, and other additional techniques devised for 

gathering information on individual students, not just MCT 

alone. 

The National Academy of Education CNAED, 1978) 

reported: 

Any setting of state-wide minimum competency standards 

for awarding the high-school diploma—however 

understandable the public clamor which has produced the 

current movement and expectation—is basically 

unworkable, exceeds the present measurement arts of the 
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teaching profession, and will create more social 

problems than it can conceivably solve, (p. 461) 

No Desire For Excellence 

Jencks (1978) was concerned with what he perceived as a 

lack of desire for excellence. He feared students would 

choose academic minimums in lieu of maximums. He stated: 

We must find ways of motivating students to go beyond 

the basics. We must convince them that knowledge is 

really worth acquiring and that systematic, rigorous 

thought is superior to intuition. This is not a matter 

of establishing "minimum standards". It is a matter of 

creating respect for "maximum standards." (p. 37) 

Lazarus (1981) felt that the legislators sent a message 

to high school students that indicated the standards which 

had been set on the competency test were the least we 

expected. He believed the students received an additional 

message from the school that said we neither know nor care 

who did really well on this test. Lazarus felt that these 

two messages to the students were devastating. They 

suggested that passing the competency test was all that 

society expected of a student. "Good work takes a lot of 

time and real effort. Why should anyone bother" (p. 196)? 

He lamented the lessening of standards so that the standards 

were attainable by all. He felt that this decline heralded 

mediocrity. He stated, "In a minimum competency 
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environment, students who once might have strived for 

excellence soon come to understand that mediocrity is 

enough. Having met the prevailing standards, they have 

little incentive to go further" (p. 63). 

Lazarus <1981) summed up his book with two paragraphs 

which were worthy of quoting in their entirety. They 

address charges which have been leveled against MCT. 

Lazarus stated: 

Of all the charges raised against competency testing, 

here and elsewhere, this is the most serious. 

Excellence is a scarce commodity in the best of times. 

We simply cannot afford to waste it. Not to encourage 

excellence is bad enough, but actively to turn it aside 

is unspeakable. That was not the intent behind minimum 

competency testing but nonetheless is one of its 

overriding effects. 

Even if every other aspect of the competency 

programs were working beneficially, this alone would be 

ample reason to end the movement. Minimum competency 

testing deliberately lets fall the bottom few percent 

of the student population. Apparently their loss was 

reckoned as part of the cost—presumably an acceptable 

sacrifice to improved education. But the testing 

program also drops, just as surely, the top few percent 

of students as well. That is a sacrifice no society 
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for us, but also for the generations to come. (p. 196) 

Madaus (1985) reiterated the point when he stated: 

"Legislating a statewide test for high school graduation 

guarantees nothing at all—much less real-life success. It 

is much easier to succeed or fail on a test than it is to 

succeed or fail in real life" (p. 617). 

White (cited in Linn, Madaus, and Pedulla, 1982), the 

superintendent of the Cincinnati schools in 1888, originated 

the following plan after he had examined programs in which 

promoting students was tied to test results. 

The plan provides for the promotion of pupils on the 

judgement of teachers, approved by the principals, but 

not on a single judgement formed at the end of the 

year. . . . The test . . . is made an element of 

teaching—not the basis of promotion, (p. 28) 

Remedi at i on 

Frahm and Covington (1979) concluded in their study 

that very few states or school systems were evaluating what 

they were doing in MCT or, for that matter, even considering 

an overall assessment plan. Warner (1977) recommended that 

local systems should evaluate and revise their testing 

programs every five years. 

In a report by Fisher (1978) it was pointed out that 

two states, Florida and Massachusetts, were not fully 
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prepared for the financial impact that MCT remediation would 

have on their budgets. With Florida's MCT test the state 

gave little, if any, attention to the issue of remediation 

before they found out that almost 50% of the students failed 

portions of the state test. Massachusetts, which had a 

basic skills improvement testing program, started its 

program without making financial provisions for basic skills 

improvement for those who could not meet the standard. 

Remediation played a large role in many competency 

programs. These remedial programs can be quite costly. In 

a study by Anderson and Lesser C1978) it was found that the 

state of Washington estimated costs of up to 94 million 

dollars annually for remediation programs in reading and 

mathematics. Michigan anticipated spending 31 million 

dollars. Florida spent 26 million, and New Jersey spent 68 

million for remedial programs. There were no figures 

reported on expenditures for individual students. 

Joan Baratz (1980) said that minimum competency 

programs must at least assure that the educational progress 

of children was monitored well enough so that if one plan 

for remediation did not work, then a second plan of 

remediation could be provided so that the goals of MCT would 

eventually be achieved. 

Serow and Davies (1982) studied the effects of 

remediation on students who had failed the North Carolina 

MCT. They found in their study that whites improved and 
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blacks improved on the first re-examination, but the gains 

for whites were larger in both mathematics and reading than 

the gains for blacks. The type of reading remediation and 

the amount of reading remediation that were given students 

between the tests explained 21% of the gain score for 

whites, but only 8% for blacks. They drew from their study 

that reading remediation in the North Carolina MCT program 

was much more effective for whites and did not appear to 

have as much impact on the black students who needed 

remedi at i on. 

Cohen and Haney <1980) questioned the future of MCT 

programs because of weaknesses in the remediation process. 

Because of their inability thus far to do a convincing 

job in remedial education, schools will probably be 

unable to remedy the failures that MCT programs will 

define. And that will probably simply worsen the 

situation MCT programs were intended to correct, (p. 

21) 

Legal Issues 

There have been several United States Supreme Court 

rulings that have dealt with the MCT issue either directly 

or indirectly. An explanation of how MCT was impacted by 

two of these decisions will be given in the next few 

paragraphs. 
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The landmark case on educational discrimination in 

schools was Brown v. Board of Education (cited in Lazarus, 

1981) which in 1954 required nationwide desegregation of 

public schools. In the U.S. Supreme Court's opinion, the 

state's obligation to provide an adequate education for each 

student was reaffirmed: 

Today, education is perhaps the most important function 

of the state and local governments. Compulsory school 

attendance laws and the great expenditures for 

education both demonstrate our recognition of the 

importance of education to our democratic society. It 

is required in the performance of our most basic public 

responsibilities, even service in the armed services. 

It is the very foundation of good citizenship. Today 

it is a principal instrument in awakening the child to 

cultural values, and preparing him for later 

professional training, and in helping him to adjust 

normally to his environment. In these days, it is 

doubtful that any child may reasonably be expected to 

succeed in life if he is denied the opportunity of an 

education. Such an opportunity, where the state has 

undertaken to provide it, is a right which must be made 

available to al1 on equal terms, (p. 137) 

We come then to the question presented: Does 

segregation of children in public schools solely on the 

basis of race, even though the physical facilities and 
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other "tangible" factors may be equal, deprive the 

children of the minority group of equal educational 

opportunities? We believe that it does. <p. 138) 

The part of that opinion written by the Supreme Court 

in 1954 that was pertinent to minimum competency testing 

referred to a right to education "which must be made 

available to all on equal terms" <p. 137). Lazarus was of 

the opinion that MCT programs were unconscionable unless 

educational opportunities were equal for all students. 

In the late 1970's, Debra P. v. Turlington (cited in 

Lazarus, 1981) resulted in Florida's diploma sanction being 

delayed for four years until the entering Freshman class 

graduated because of the residual effect of discrimination 

in the Florida schools. The students who were taking the 

exam for the first time in 1978 had attended racially 

segregated schools when they were in elementary school. The 

judge ruled that their class would have to graduate before 

the state could use the MCT as a diploma sanction. The 

judge in his decision noted that 20% of the black students 

who took the test in 1979 failed but less than 2% of the 

white students failed the test. This same case also 

established the precedent that students do have a legitimate 

state-created property right to an education which is 

protected by the due process clause of the Fourteenth 

Amendment to the United States Constitution. 
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Another condition that the state MCT test must meet for 

diploma denial was that the test have a long enough phase-in 

period to allow students to prepare for it. Most phase-in 

periods are in excess of two years. 

The third issue addressed the validity of the test. 

The court stipulated that the state must prove that the test 

had curricular validity in that it tested material that had 

actually been taught in the public schools. The court 

emphasized that if the state could prove that it had devised 

a fair test which had been covered in the instructional 

program, the award of the high school diploma could be 

conditioned on the passing of the examination after the 

proper phase-in period. 

The final issue in Debra P. v. Turlinaton was that the 

school must give remediation to the children that failed so 

that they would have equal educational opportunity. The 

court ruled that, "the defendants must be constantly wary 

that the utilization of the SSAT I and II and the 

compensatory education program do not isolate and stigmatize 

any children for longer than is necessary to compensate for 

the identified deficit" <p. 167). 

The Common Goal 

Beard (1979) encouraged supporters and critics of the 

MCT movement to work toward the common goal of helping 

children develop to their fullest potential. He pleaded 
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that, "The proponents and opponents of current efforts to 

initiate such [MCT3 programs must not be forced into 

polarized and untenable positions. Rather, educators must 

profit from different views and use the energy behind the 

movement to better our schools" <p. 13). 

Case Study and the Interview 

The case study has been defined in the literature as "a 

slice of life," "an episode," and "a snapshot of reality." 

Denny <1978) gave a more rigorous definition of the case 

study as "an intensive or complete examination of a facet, 

an issue, or perhaps the events of a geographic setting over 

time" <p. 370). Stake <1978) suggested that the case could 

be whatever entity was of interest. He stated, "An 

institution, a program, a responsibility, a collection, or a 

population can be the case" <p. 5). 

Guba and Lincoln <1981) pointed out several positive 

aspects of the case study. First, it provides the reader 

with the "thick description" which makes it possible for him 

to determine the "fit" from one setting to another <p. 375). 

Second, the case study is ideal for the presentation of 

data that are generated from the context itself. It is a 

grounded study. It does not depend on "a priori 

instrumentation, design, or hypotheses" <p. 376) as do many 

other approaches of evaluation. 
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Third, the case study can be depicted in the "natural 

language" of the involved audiences—it is lifelike. It 

provides the reader with the essential information in a 

concise conversation!ike format. 

Finally, the case study "can communicate more than can 

be said in propositional language. The case study builds on 

the 'tacit knowledge' of its readers" (Guba 8. Lincoln, p. 

376). In contrasting scientific inquiry and naturalistic 

inquiry, Stake <1978) suggested that when "explanation, 

propositional knowledge, and laws are the aims of an 

inquiry, the case study will often be at a disadvantage. 

When the aims are understanding, extension of experience, 

and increase in conviction in that which is known, the 

disadvantage disappears" <p. 6). 

Guba and Lincoln continued to elaborate on the merits 

of the cese study by stating: 

The case study provides the reader with the kind of 

information that permits him to bring to bear al1 his 

knowledge, not merely that which he can state in spoken 

language. . . . the case study emits "vibes" that give 

the reader a sense of the actual substance of the case, 

(p. 377) 

They believed that interviewing, particularly the 

unstructured interview, was "the backbone of naturalistic 

research and evaluation" <p. 154). This method of 

interviewing tends to stress the "expert's view" <p.l65). 
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They believed it to be very beneficial when the subjects 

have special status or knowledge to which others are not 

privy. In this "elite" type interview, "It is both quite 

honest and quite profitable for the interviewer to adopt the 

role of an eager learner . . . pleased to be in the presence 

of a knowledgeable informant" (p. 167). 

Trow (1957) was also a proponent of the interview. He 

stated: 

The amount of information people can tell us, quite 

simply and reliably, about their past experience is 

very great; and it is only in light of that 

information, I would maintain, we can frequently 

understand their behaviors in the "here and now" that 

the participant observer is so close to. (p. 154) 
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CHAPTER III 

PROCEDURES FOR THE COLLECTION OF DATA 

A case study approach using qualitative data collection 

and reporting procedures was selected for this study. 

Because the goals of the study were exploratory in nature 

and concerned with the TEAMS impact on students, 

naturalistic inquiry was determined to be the best method of 

data collection. There were three sets of data collected in 

this study. The following paragraphs will present the data 

which was collected and the organization and analysis of the 

data. 

Statewide Data 

The first set of data was secured from the Texas 

Education Agency <TEA). Statewide results from the first 

two administrations of the Texas Educational Assessment of 

Minimum Skills test (TEAMS) test were reported. The TEA 

data included results from both the mathematics and language 

arts sections of the TEAMS test taken by all of the 

llth-grade students in Texas during the fall of 1985 and 

results of the first retake in the spring of 1986. The 

total number of students passing and failing was reported by 

race and sex. A report of students who failed to take the 

TEAMS or failed to retake the TEAMS was also included. 
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Selected District Data 

A district in the north Texas area was selected for 

participation in the study. The district was large enough 

to have adequate representation from diverse multi-ethnic 

backgrounds and various economic backgrounds. The 

researcher worked with the TEAMS co-ordinator for the 

district. 

The district's curriculum director was interviewed by 

the researcher. The open-ended questions focused on the 

impact of the TEAMS on the district, the types of 

remediation utilized by the district, and the effectiveness 

of the programs. The questions asked the curriculum 

director have been included in Appendix A. The interview 

was recorded and then transcribed for accuracy of reporting. 

An overview of the interview has been included in the 

following chapter. 

The district-wide results from the May and October, 

1987 administrations of the TEAMS were examined for each 

student in the district who had been retested. The 

researcher examined the effects of students' participation/ 

nonparties pat ion in subject area remediation during the 

period between tests. 

The information collected in this section was helpful 

in answering the last two research questions. These 

questions deal with the areas of the availability of 
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remediation, student utilization of remediation, and the 

effectiveness of remediation. 

Selected Subject Interviews 

There have been scores of studies and articles that 

address minimum competency testing (Serow, 1984; Bostic, 

1987; Britel1,1980) but most have approached the subject 

from a quantitative viewpoint. These studies have not 

addressed the personal impact that the TEAMS has had on 

those who are most affected—the students themselves. Trow 

(1957) stated: 

The amount of information people can tell us, quite 

simply and reliably, about their past experience is 

very great; and it is only in light of that 

information, I would maintain, we can frequently 

understand their behaviors in the "here and now." 

<p. 146) 

This researcher selected 12 students to serve as 

first-hand witnesses on the perceived impact of TEAMS 

remediation as well as the test itself. The randomly 

selected student sample was generated from all the 

11th-grade students in the above north Texas suburban school 

district who had failed the TEAMS on their first attempt. 

Three students were selected from each of the district's 

four high schools. The selection process produced six male 

and six female students. There were five black students, 
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three Hispanic students, two white students, one Asian 

student, and one American Indian student. 

Each of the prospective participants was asked by their 

counselor if they would like to share their TEAMS experience 

with a graduate student. Each of the 12 students agreed to 

be interviewed. There were two students who were hesitant 

to consent to be interviewed. One student was Asian, and 

the other was Hispanic; both were female. They expressed 

concern about their English not being very good. After 

being reassured by the researcher that their English was 

fine and that their experiences and feelings concerning the 

TEAMS were important, they agreed to be interviewed. 

No observers were allowed during the interview 

sessions. Each of the student respondents was asked to 

choose a pseudonym which would be used to refer to the 

student during the interview. 

The interviewer explained that the results of the 

interviews might be useful to others to help better their 

performance on the TEAMS test. The student participants 

were then assured that only students like themselves were 

able to give expert information on their own perceptions of 

the TEAMS and how non-mastery had affected them. 

An open-ended interview instrument was administered to 

the 12 subjects by the researcher. The questions asked 

during the interviews have been included in Appendix A. 
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The 12 students were interviewed individually with the 

duration of the interviews varying from 15 to 25 minutes. 

The length of each interview was determined by the responses 

given by each participant. The interviews were recorded and 

then transcribed for accuracy of reporting. 

Upon completion of their interview, each student was 

given a personal letter of thanks from the researcher. The 

students seemed pleased that their personal insight and 

experience with the TEAMS might help succeeding students to 

better prepare for the TEAMS. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The results of the case study are presented in this 

chapter in three sections. The first is an overall 

viewpoint of how the TEAMS affected the entire state on its 

first administration. The second section provides the 

reader with a narrative description of the impact that the 

TEAMS had on an entire district. The final section is a 

narrative description of each student who was interviewed 

and an analysis of each participant's TEAMS status. 

Statewide Initial TEAMS Results 

The TEAMS was administered for the first time on 

October 1 and 2, 1985 to 191,556 Texas 11th graders. The 

Texas Education Agency (TEA, 1885) revealed that 84.6% of 

these students passed the examination. The 15.4% failure 

rate represented approximately 29,500 students who would 

have three more occasions to demonstrate mastery of the 

TEAMS exit level test before their scheduled graduation in 

May, 1987, if they so chose. 

Additional data from the October exit level test showed 

that male and female students performed equal 1y well on the 

mathematics test with 88% passing. The female students 
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fared better on the English language arts section than did 

the male students with reported passing percentages of 93% 

and 89% respectively. 

The TEA report also indicated that Hispanics and blacks 

constituted about 37% of all the eleventh grade students in 

the state but represented almost 70% of all failures on the 

test. Additionally, 28% of all black students and 18% of 

all Hispanic students failed to master both areas of the 

TEAMS, in contrast to 6% of white students. 

From further examination of TEA reports it was 

determined that more than 19,000 students had not passed the 

TEAMS after the first retake administered in May, 1986. 

There were over 8,300 students who had failed the initial 

TEAMS test who chose not to retest in May. 

Districtwide TEAMS Results 

This section will include demographic information about 

the selected district and an overview of an interview 

conducted with the curriculum director of the district. 

District Demography 

The district selected for this study was a large 

suburban district in north central Texas serving over 33,500 

students. A survey of the Annual Performance Report for 

1985-86 School Year revealed a student ethnic distribution 

of 78.6% white, 8.9% Hispanic, 8.9% black, and 3.6% from 
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other ethnic populations. There were 6.5% of the student 

population who participated in the Free/Reduced Lunch 

program. The comparative ethnic distribution for the state 

was 53.4% white, 30.3% Hispanic, 14.5% black, and 1.9% from 

other ethnic descents. 

The district's total revenue for the 1985-86 school 

year was in excess of $98 million with an average per 

student expenditure of approximately SI,130. TEA classified 

the district as below average in wealth with a low income 

percentage under 40%. 

At the time of the study there were four high schools 

in the district. Each of the schools exceeded 2,100 

students in grades nine through twelve. The district had 10 

middle schools, 32 elementary schools, and an evening 

school. 

Curriculum Director Interview 

The following paragraphs contain a representative 

overview of this researcher's interview with the Curriculum 

Director of the selected district. She was very receptive 

and spoke candidly throughout the interview. 

Early in the interview the director was asked about the 

general district reaction to the TEAMS. She replied that 

there had not been a tremendous district impact when the 

TEAMS was initiated because the district already had its 

own basic skills assessment instrument which had been in 
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place for several years and which had similar objectives. 

Little student preparation, therefore, was done specifically 

for the initial administration of the TEAMS. The director 

indicated that the teachers in the district were covering 

the essential elements in their classes, because "that's 

what the TEAMS test is mainly about." 

The district waited until after the initial test 

results were received before implementing their remedial 

programs. After the fall administration of the TEAMS, the 

district provided three alternatives for remediation. The 

first district response was to schedule special mathematics 

and English classes designed specifically for those students 

who demonstrated non-mastery of the Exit Level TEAMS. The 

district's course guide for grades nine through twelve 

described the major purpose of these classes as being 

individualized instruction for each student on the 

objectives of the TEAMS test that the student has failed to 

master. A secondary purpose of the classes was to maintain 

current skill mastery. The remedial class designed to 

develop reading and writing skills was called English/ 

Language Arts Skills Development. Basic Mathematics Review 

was the course name for the remedial mathematics course 

designed for students who had not mastered the TEAMS. 

The researcher asked her about the size of the classes 

and if they would be cost efficient. She responded, "Well, 

it'll just be a class. We had recommended [them] to have 
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sixteen in a class but to be real honest, I'm not real sure 

that's going to be it. We may have to have 20." The 

director was then asked if it was possible that a class 

could possibly have eight or ten students. The director 

responded, "Oh no! We won't run it for just that many." 

To date, however, these special courses have not 

received enough enrollment to make. The director indicated 

that one possible reason for the lack of interest in the 

courses is that students receive no credit toward graduation 

for the courses. 

The second aspect of remediation that she described was 

a tutoring program developed by the district for students 

who had not mastered the TEAMS. The district's tutoring 

program consisted of five teachers on the four high school 

campuses who were available to teach remedial classes. The 

teachers were to provide tutoring sessions for students who 

had not passed the exit test. These sessions were strictly 

voluntary. In the fall the sessions were one hour in 

duration and were offered one day a week for the six weeks 

preceding the TEAMS. There were twelve of the one-hour 

sessions offered before the retest in the spring. 

The final form of remediation provided by the district 

was instruction in regularly scheduled English classes. The 

curriculum director stated that the state's essential 

elements were being addressed in required classes such as 

English and Correlated Language Arts <CLA> classes but that 
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the teachers could not neglect American literature and other 

course requirements. Most of the students chose these 

courses because they counted toward graduation. 

The director said that she was disappointed with 

student response to the voluntary tutoring sessions and the 

TEAMS remedial classes. Fewer than 60 students signed up 

for tutoring, while almost 300 failed the test. The special 

TEAMS remedial classes have yet to make because of a lack of 

student interest. She believes the students do not take the 

courses because only local credit is given for them. The 

students enrolled in regular English and mathematics classes 

that fulfilled graduation requirements. 

When asked about her personal feelings toward the 

TEAMS, she responded: 

From a curriculum director's standpoint, I feel that 

the TEAMS has narrowed the scope of education to the 

point that we are spending most of our time on those 

items that are tested by TEAMS. There's much more to 

education than that. I think we're missing some of the 

richness of education. On the other hand, a positive 

aspect is that we're doing a better job with basic 

skills teaching because we know that we're going to be 

accountable for those specific items. It's diluting 

the richness of the program—those things that you have 

kids do that are fun and creative and make kids feel 
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good. I think it has improved the basic skills. It 

has weakened the enrichment part. 

The director said that the teachers were feeling 

pressured to teach the objectives that were covered on the 

TEAMS test before the test was given. The scope of 

curriculum had not changed, but the sequence had definitely 

changed because of the nature of the test and when the test 

was given. The director said that some of the essential 

elements were having to be scheduled prior to the test date 

in order for the children to be prepared. 

The district official was asked if the implementation 

of the TEAMS had caused funds or other resources to be 

allocated differently, the director responded: 

We are offering some things that we would not offer 

here if we didn't have it (TEAMS). I think that we 

have bought some materials to teach kids how to do 

better on the TEAMS that we would not have bought. I 

think we spent professional time trying to deal with 

the problem that we would not have used in that way if 

we had not had it—everything from conferencing with 

parents, to explaining it to children, to teaching a 

certain sequence. As far as dollars, I can't say, but 

it's been costly. 

An inquiry was then made concerning the most 

significant thing about the TEAMS as far as improvements 
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that it had made in the district. The director's response 

was: 

I think there's two things. I think it has made us 

teach the basic skills more effectively. I think it's 

also helped us to see curriculum more effectively, by 

objectives. I think teachers are beginning to see that 

teaching by objective can be done. And I am seeing 

some changes. 

District Tutorials 

All eleventh and twelfth grade students who had failed 

to master one or both sections of the TEAMS exit level test 

were informed of the district's tutorial programs which were 

designed to help students prepare for the retest. Some of 

the students had failed the test on several occasions. 

Table 1 shows the percent mastery of students who had 

previously failed the TEAMS and were tested again after 

participating or not participating in tutorial sessions. 

Table 1 

Effects of Tutorial Sessona On TEAMS Retest Mastery 

No tutorials Tutorials 

Subject ii Tested Mastery a Mastery 

Mathematics 89 64 53% 25 64% 

Language arts 115 77 43% 38 55% 
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The data indicated that the percentage of students who 

took one or more mathematics tutorial sessions was 11 

percentage points higher than the percentage points for 

those who passed but who did not take tutorials. The 

percentage of students mastering the language arts section 

of the TEAMS, after taking one or more tutorial sessions, 

was 12 percentage points higher than those mastering who did 

not take tutorials. 

There were 141 students who were retested without 

having taken remedial tutoring: 64 students took the 

mathematics test and 77 the language arts test without 

attending any remedial tutoring sessions. 

Student Interviews 

The results of the student interviews and the 

collection of test data are presented in four sections. The 

first section will be a narrative analysis of each of the 12 

students randomly selected to participate in this study. 

All of the students were in the 11th grade and had failed 

the initial administration of the TEAMS exam. The second 

section will consist of an update of each student's status 

after the first retake. The final section consists of a 

narrative description of each subject who has not yet 

mastered the TEAMS. Charts have been included for the 

benefit of the reader. 
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Narrative Analyses 

Sub.iect 1 

John listed his race as white, although he had an 

Hispanic surname and had been born in Puerto Rico. 

He had taken TEAMS in October of 1986. He had passed 

the mathematics section but failed the language section. 

When asked about the remedial programs that the school 

offered, John said that he was not aware of any programs 

being offered at his school other than the classes that he 

was enrolled in during school. He was enrolled in 

Correlated Language Arts CCLA) III which included some TEAMS 

remediation. He had also borrowed a computer program from a 

friend to help him with his language, spelling, and 

punctuation. John's reaction to the TEAMS was generally 

positive. When asked if he thought the TEAMS was a good 

idea, he replied: 

I figure probably in both ways. I've heard a lot of 

controversy over it—why should we take a test—you 

know. In a good way, you will have a goal, so when you 

get out, at least it shows that you stuck it out, and 

you stayed in high school, and you fought every battle 

until you reached your goal. In the negative side, is 

probably in the controversy they've had over it. 

That's really not much, because I think it's a really 

good idea, because I've heard of people graduating who 
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didn't know how to spell, you know. What are they 

going to do for a job? But this test helps you out; 

makes you think of what you're doing. 

John did not have a lot of trouble selecting his words. 

He was very articulate and gave lengthy responses to the 

questions that were asked. 

Before John went in to take the TEAMS test the first 

time in October of 1986, he had felt "really scared" and 

defeated. He said that older friends had told him that it 

was hard, and that had worried him. His fear also stemmed 

from the fact that he had only been in the United States for 

two years. His formal education up until then had been in 

Puerto Rican schools which were taught in Spanish. His 

positive feeling about the mathematics section was confirmed 

when he received the initial test results. John felt that 

he wasn't going to pass the language section before he took 

the initial test. His self-fulfilling prophecy became a 

reali ty. 

For the second test he said that he felt more 

confident. One of the reasons that he felt more confident 

was that he had seen the test, knew the format, and knew 

what it was going to be about. He also had taken several 

practice tests in his CLA class during school and seemed a 

lot more confident approaching the second test. 

John had some advice for those students who have yet to 

take the TEAMS Exit Test. He said, 
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I'd say, practice as much as you can. The TEAMS, it is 

a pretty hard test, but if you go in confident, you can 

pass it. I mean it's confidence is what it deals more 

with. You might get all nervous about it the last 

couple of weeks before the test, but you go in and you 

see what it is, take it more as a challenge and not as 

a test. Think of it as this test determining your 

future. 

Sub.iect 2 

Michael was an Hispanic male. His speech was very 

deliberate and slow. Michael told the researcher that he 

felt the TEAMS test was a good thing and it was for a good 

cause, to show that you had been educated. He thought that 

"it was really good that they give you a lot of chances to 

pass the test." Michael felt that the purpose of the TEAMS 

test was to check, "if the teacher's teaching you the right 

kind of subjects and the right stuff that they're supposed 

to teach you." 

Michael was not really informed about the importance of 

the test. He said, "It kind of struck me real hard because 

they don't tell you ahead of time about what to study. It's 

like you're going to go in the next day and take a test and 

if you don't pass it, then you don't graduate." 

Michael, like John, decided to make the two test 

attempts on his own and sought no additional help from the 
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school. He thought that he had passed both sections the 

first time. He was surprised that he didn't pass the test. 

When asked about how he felt after failing both sections of 

the test on his first attempt, Michael responded, "It made 

me feel kind of bad, because I thought I could really do it, 

without really having anybody to tell me what to do or what 

to study." He said that he was not aware of any remedial 

classes or any special help that the school offered for 

those who had failed the test the first time. 

Subject 3 

Alex was an Hispanic male. His English was not as 

fluent as either John's or Michael's. He had passed the 

mathematics section but had failed the language section. He 

was aware of remedial classes. He chose, however, not to 

take them. He felt that he had received some good 

instruction from his CLA teacher. Even with this 

instruction, he still felt unprepared for the test. He said 

that he had not been told how important the test was. His 

reaction to the results of the first test was about what he 

had expected. He felt that the key to passing the exit test 

was to do some additional study. Alex said, 

Well last time, you know, I didn't know very much about 

accents, commas, and everything. I didn't know very 

much about that. But a few weeks before we took the 

test our teacher was reviewing us for one week, and 
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when I took it I kind of knew some stuff, but some of 

the things I didn't know." 

When asked what he would do if he did not pass the 

English section on the second attempt, he said that he would 

seek additional help. 

The researcher asked Alex how he responded on the test 

to words or a question that he didn't understand. And he 

said, "Well, the first one I came to I couldn't answer I 

just sat there. When I read the question, I didn't know 

what to write down. I just kind of guessed at it." 

When asked how he felt about the test or what he 

expected, he said, "I didn't expect it to be that hard at 

first, but it was. Most of the questions, I think about 

seventy-five percent of them, I had to guess at. The second 

time it was probably something like ten or fifteen percent I 

had to guess at." 

Subject 4 

Dave was a black male who had done very well on the 

language section. He was one of the two in the sample who 

passed the language test on the first attempt; however, he 

did not pass the mathematics section. He had been told of 

extra tutoring sessions that could help him in mathematics, 

and he chose to take those extra classes. Dave was the only 

student in the sample to participate in voluntary, extra 

curricular tutoring sessions. He enrolled in a class that 
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was offered each Friday morning at seven o'clock and 

attended those classes regularly for their six-week 

duration. His description of the class was: 

Well, it was a class like every Friday morning. I'd go 

to a class before school at seven, for an hour. And we 

had a teacher that would tutor us in different sections 

of math, as far as adding and subtracting. And we'd 

all just go in there and work out problems. It was to 

help us on this test, you know, because of the 

different types of math that we had. First we had 

geometry and algebra, and then you kind of sort of 

forget these things unless you review. And that's what 

I had done on the first test. I went in there with the 

attitude that it was going to be just adding and 

subtracting, from hearing what I heard from other kids, 

but come to find out all the tests were different, you 

know, and this class helped me in that way, as far as 

it gave me a more positive outlook on these problems 

that I would be facing. 

When asked what he thought about the TEAMS test, he had 

both positive and negative reactions, and he expressed his 

negative reactions by saying that, "If I can't pass this 

math section, how have I managed to get this far?" 

He went in to the test feeling scared and nervous and 

unsure of himself. He had talked to some older students, 

and they told him that it was easy—an everyday thing—and 
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that it wasn't something you really needed to be worried 

about. So he did not feel the test was that important when 

he went in for the very first time. When he got his results 

back, showing that he had failed the math section, he was 

very embarrassed. Dave was the only student of the twelve 

who expressed embarrassment at his test results. When his 

friends asked him if he wanted to play basketball, he said, 

They asked my why was I studying so much, but I didn't 

want to tell them that I had failed the TEAMS test, so 

I just said, "I'm just studying, for the heck of it, 

you know, too tired of basketball." 

As he prepared for the second test, in May, he was 

positive and more confident about the test and about taking 

the test because he was test-wise. He said that he knew 

what was on the test, knew how it was going to be asked, and 

had taken the remedial classes which he felt had helped him 

a great deal. Dave said, 

Well, I felt positive about the second test, because 

after I failed the first part the counselors 

recommended me for a class for TEAMS tutoring, and I 

felt more positive about it, you know. I had a more 

positive outlook on the test itself, because I had in 

my mind what was kind of going to be on it since I had 

seen the other one before and it had things that I had 

been kind of studying on it, not the exact problems, 

you know, but those kind of adding and subtracting and 
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dividing and multiplying. It had those kind of 

problems on it and I was more confident in myself. As 

for the first time I went in, I was kind of scared and 

nervous because they told me that if you didn't pass 

the TEAMS test you couldn't graduate with a diploma, so 

I had a more positive outlook on it the second time. 

Subject 5 

James was a white male who had passed the math section 

on the first test and had failed the language section. He 

was aware of remedial programs, however, he chose not to 

take the extra help before or after school. James was 

apathetic and disinterested in the first test. He was 

unaware, at first, of the fact that he had to pass the test 

to graduate. He said, "I really didn't want to take it. 

I'm tired from working and all of that. I didn't really 

know we had to pass it. I hadn't been listening or 

nothing." Once he found out the importance of the test and 

what was involved in it, he tried harder the second time. 

The first time James took the TEAMS test he had been 

working thirty-five hours a week and said that he was tired. 

"I was tired that day, I guess." he said. "I didn't pass 

it; I almost did, but I didn't." His reaction to his test 

results was that of surprise that he had failed the language 

section. "I was surprised in a way," he said, "because I 
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thought I would have passed it." He said he felt more 

positive about the retest. 

Sub.iect 6 

Rebecca was an Asian f e m a l e — a Vietnamese student. She 

passed the mathematics section but failed the language arts 

section on the initial TEAMS test. She participated in the 

Free or Reduced Meals Program. She said that she wasn't 

aware of any remedial programs that the school offered for 

her before or after school, so she didn't seek any remedial 

help. 

Rebecca was positive about the test and knew she had to 

take it. She didn't express any bitterness about taking it. 

The contributing factor to her attitude about taking the 

test the first time was that she felt that she would have 

problems with the language arts section. She thought that 

she would be deficient there. In the interview she said 

that the reading was just too hard for her on the language 

arts section, and that she expected not to pass. She said, 

Just, I think it was too many reading, and I didn't 

understand, and I read kind of slow. After I take the 

test, I take language in English, and we read a lot in 

there, and we read novel and short story, and it's 

helped me. I understand more on the second time than 

the first time. 
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She said that on the first attempt at the language arts 

section, she had to guess at several of the answers. She 

said, "Well, just like, here they go, meeny, meeny, miney, 

moe." 

When she found out that she didn't pass the language 

arts section, she said she had expected not to pass. I 

asked Rebecca how she felt after she failed the first time, 

and she said, "Well, first I feel kind of bad, but I get 

used to it. I understand my language not too good, in 

English, you know, and I don't feel bad about it." 

Rebecca spoke of an older brother who had already taken 

the test. I asked her about her brother and how he had done 

on the test. Her response was: "Yes, and he passed all two. 

He smarter than me." 

She had been in the United States for six years. She 

had taken ESL classes and apparently was making progress, 

but she had not yet mastered the language section of the 

TEAMS. AT the time of this interview, Rebecca was enrolled 

in English III. 

Rebecca felt better about herself and the preparation 

for the second test because she had seen the test, and she 

had studied in English class for it. 

Subject 7 

Christina was an American Indian female student. She 

had failed both the mathematics and the language arts 
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sections on her first attempt. She passed the mathematics 

section but failed the language arts section again on her 

first retest. She was in the Free or Reduced Meals Program. 

She was not sure if her school offered extracurricular 

remedial programs. She was enrolled in CLA III. 

Christina's attitude about the test was that, "yes, 

they should have the test but it shouldn't be a big deal." 

She was really scared about taking the test. She said, 

Because, you know, everyone was telling me how 

important it was, and that made me think that it was 

going to be hard. Plus you had to remember all the 

things you had learned up to where you're at now. 

That's kind of scary. 

She did not feel that she knew everything she was 

supposed to know. She was surprised, however, when she got 

her first test results back. 

In preparing for the second test, Christina was more 

confident. She felt the instruction she had received in her 

CLA classes had helped her. She also felt that slowing down 

on her second attempt was helpful. During the interview, 

she was still unsure of her performance on the mathematics 

section. She said, 

Well, the English, that was pretty good, but the math, 

it seemed to be a lot harder than last time because it 

had a whole lot of stuff on there that I didn't know. 
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I guess algebra and algebra II students would know 

about i t. 

Christina had some advice for younger students who have 

yet to take the TEAMS test. 

Well, I'd say most people, they look at the TEAMS test 

the first time they take it, 'Oh, I don't have to worry 

about that. I can take it again if I fail.' Don't 

look at it like that, because it kind of lowers you to 

have to retake it, you know. It's better to pass it 

the first time and get it over with. 

Christina was asked what would happen if she failed the 

test again the second time. Her response was, "Well, like I 

would definitely go in for help. Last time I didn't because 

I didn't think it would be all that hard." 

Subject 8 

Melanie was a black female student who had failed both 

mathematics and language on both administrations of the 

test. She also participated in the Free or Reduced Meals 

Program. She was aware of remedial offerings but chose not 

to take advantage of those remedial programs. 

Melanie seemed ambivalent about the TEAMS test. She 

sai d, 

Well it's good because it sees how much you learned 

since you've been in school. Now the bad part about it 

is I don't see why you have to take a test to graduate, 
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once you get your credits and everything, that should 

be it. 

Melanie was "scared" when she took the initial TEAMS. 

She was unaware of the importance of the test, and felt like 

she had insufficient information on the importance of the 

test. Her reaction to the test was that she felt frustrated 

and unprepared. She stated: 

It seems I hadn't learned anything in English or math, 

because, you know, all of them different things that I 

had passed, I felt real bad. I guess I felt like I 

couldn't remember it to put it on the test. You know 

how you know something then when you do something like 

take a test, it just leaves you, you know. I felt real 

bad because I couldn't remember. 

The second time Melanie took the TEAMS, she was more 

positive because she had taken the test once, and she felt 

like that familiarity with the test would help her pass both 

sections. She also said that if she failed her second 

attempt, she would definitely go in for remediation before 

she took the TEAMS the third time. 

SMb.iSCt 9 

Vicki was a black, female in the eleventh grade at the 

third school. She had passed the math section on the first 

attempt, but did not pass the language test. She also was 

on the Free or Reduced Meals program. 
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Vicki was neutral about the test. Her attitude about 

the first administration of the test was that it was "no big 

deal." During the interview, however, she said that she had 

been extremely over-confident, and that was probably why she 

didn't do well on the initial TEAMS test. She said: 

I knew it was something that I had to take before I 

graduate and I thought really that I was prepared for 

it. The day we took it, you know, I thought, well it's 

going to go OK, you know. I thought I was really 

relaxed, but I guess my mind was, I guess, in another 

P1 ace. 

When she got her test results back, she was surprised and 

angry that she hadn't done well. 

Vicki said that she was cautious when taking the second 

administration. She had studied to prepare for it, and felt 

like seeing the test before had helped her. She felt like 

the key to passing the TEAMS test was to take more time, and 

to be very deliberate as the test was taken. 

The researcher asked Vicki if she failed the language 

arts section again the second time would she seek additional 

help and she said, "Uh, huh." When asked why, she replied, 

"Because the third time," and she laughed, "I know I don't 

have but one more chance and if I failed, I would know that 

it's not working (laugh)." 
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Subject 10 

Susan was a black female who was also in the eleventh 

grade. She had passed the language arts section on the first 

attempt, but didn't pass mathematics until the retake. She 

was aware of the remedial programs offered before and after 

school, but did not take advantage of them. She was 

positive about the test, because she said, "if you get out 

it proves that you have to know something." 

Because most students, like, before the TEAMS test, 

they all got out of school, like the athletes and 

stuff, most of them, they don't know anything, you 

know, just get out of school, graduate and go on to 

college, because they're good athletes—teachers 

passing them and stuff. But with the TEAMS test you 

have to know the stuff, the basics—math and English, 

you know. But I think it's a good idea because when 

you get out you will know something, you'll have to 

know something to pass this TEAMS test. 

Susan's attitude when she took the first administration 

of the test was that it was going to be a breeze. She felt 

that she was too over-confident. When she received her 

results, she was disappointed. She said that she was 

unprepared for the geometry that was on the test, and she 

was "mad". 

Susan's attitude for the second administration of the 

test was that of confidence. She had seen the test before 
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and knew what was going to be on it. She said the key to 

passing it was taking her time. When asked if she didn't do 

well on the mathematics section the second time, would she 

accept help before taking it again. She said, "I would take 

it. I would definitely take it." 

Sub.iect n 

Claudia was an Hispanic female. She had been in the 

United States for only two years and had received most of 

her education in Mexico. She was aware of remedial 

offerings by the school, but chose not to take any extra 

remedial classes offered. 

Claudia was neutral toward the test. She just knew it 

was something she had to do. She was nervous about the 

test. As we talked, it was quite obvious that she was 

worried about her English. She said, "Well, I'm worried 

because I think the English is hard for me. I read, but 

sometimes I don't understand.11 

The researcher asked Claudia how she felt about the 

test after taking it the first time. She said, "Well, in 

mathematics was easy, but English, no." I asked her why she 

felt English was the harder of the two, and she said, 

"Because I don't understand. The main idea, we never saw 

this." She told me that most of her work in Mexico was done 

in Spanish. They did learn English in school, but she said, 

"I took English, but not like same like here." 
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When Claudia received her test results the first time, 

she was surprised that she hadn't passed the mathematics 

section. She had expected to fail the language arts 

section. She was very confident that she would pass the 

mathematics on the retest, and she was hopeful that she 

would pass language arts section. She felt that knowing 

what was on the test and having taken it once before would 

help her. She also felt the key to passing was the extra 

help that she had received in her English II class. 

When asked if she would be interested in taking 

remediation if she failed language and math this time, 

Claudia said, "No (laugh), because my teacher she want to 

learn in Spanish and I stay with her and she tell me in 

Spanish." So, she was afraid that her tutor would want to 

teach her in Spanish or would want her to learn in Spanish 

like some of her earlier classes had been. She was afraid 

that it would be a waste of time to come to the special 

tutoring sessions. She did not plan to take any additional 

remediation, only the remediation she was getting from her 

English class. She felt that her present English teacher 

had helped her very much. 

Subject 12 

Tom was a black male student who had failed both math 

and language on the initial TEAMS test and the first retake. 

He was aware of remedial offerings at his school. He did 
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not take any tutoring sessions. He did take some computer 

assisted instruction in his English class which he felt had 

been helpful. 

Tom felt positive about the TEAMS test because he said, 

"it helps you get more out of school." He continued: 

Well, I think it's pretty good, because you know like 

uh, it helps you understand more about English and help 

hopefully you pass the unit that you are in and uh, you 

can probably do very well on it if you, uh, be 

interested in it. 

He was nervous when he took the first administration of 

the test. He said, "Well, really I didn't know much about 

it. I mean, my teacher told me that some of this stuff was 

going to be on there. I was kind of, quite nervous when I 

went in." He attributed that nervousness to a lack of 

information. He didn't know what would happen if he failed 

when he took the test the first time. He was very nervous 

when he received the results of that first test. 

As the time for the retest neared, he felt confident in 

mathematics; he even felt positive about language. He had 

only failed math by a "little bit" the first time and felt 

like the computer work in language would help him there. He 

had decided that his key to passing was to take his time and 

go s1ow1y. 

When asked if he would take remediation if he failed 

the test again, Tom said, "Well, yes, I would probably take 
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tutorials in the morning and in the afternoon." The 

researcher asked him what he would tell a younger person who 

was getting ready to take the test, and he answered: 

Well, I probably tell them to do hard in their work and 

ask for more help and uh like in uh most fields like in 

they had like usage and stuff like that they got to 

study and go over it until they like have it down. If 

fact, in like until you have to take the test, don't 

goof around. 

Student Status After First Retake 

The seven students discussed in this section passed the 

TEAMS ex it-level test on either their second or third 

attempt. 

John passed the language arts section of the TEAMS on 

his second attempt. He had chosen not to take any 

additional remediation to prepare for the second testing. 

Since he passed both sections of the TEAMS, he will no 

longer have to take the test. 

Dave was successful in his second attempt to pass the 

math section of the TEAMS. Since he had previously passed 

language arts, he has now fulfilled both requirements. 

James has also demonstrated mastery of the TEAMS 

objectives. He passed the language section on his second 

attempt. He felt that the key to his passing was his 
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confidence. He felt confident because he had taken the test 

before. 

Rebecca was not successful on her second attempt to 

master the language arts section of the TEAMS. She enrolled 

in the district's tutoring sessions to prepare for the 

second retest which was given in May, 1987. She attended 

five of the six one-hour sessions which were offered in the 

afternoons on her campus. She was successful on her third 

attempt, passing the language arts section by seven points. 

Christina, the American Indian student, passed 

mathematics, but failed language arts on the first retake by 

a one point margin. She chose not to enroll in district 

offered tutoring. She demonstrated mastery of the TEAMS on 

her third attempt by passing the language arts section by 

four points. 

Vicki failed to master the TEAMS objectives for 

language arts on the first retest. On her third attempt, 

however, she passed the language section by nine points. 

Susan was successful on her second attempt at the math 

section. Since she had previously demonstrated mastery of 

the language section on the initial administration of the 

TEAMS, she no longer is required to take the test. 

Subjects Who Have Not Yet Passed the TEAMS 

Only five of the original 12 students have yet to pass 

the TEAMS exit test. All five are minority students. Three 
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will have one more opportunity to pass the test in May, 

1988. Two elected to drop-out of school after their second 

attempt to pass the TEAMS. 

Michael failed both sections of the retake. He failed 

the math section by one point and the language arts section 

by only six points. He did not enroll in school in the fall 

of 1987, has not requested that his records be transferred, 

and is assumed to have dropped out of school. 

Alex failed the the language arts section by only four 

points. He did not enroll in school in the fall of 1987, 

did not request that his records be transferred and is 

assumed to have dropped out of school. 

Only one of the three students who were still enrolled 

in school had taken any kind of extracurricular remediation 

for the TEAMS. Claudia attended five of the six remedial 

sessions offered by the district in September, 1987 in both 

mathematics and language arts. She passed the mathematics 

section by 21 points on the third attempt. She needed to 

better her language arts score by only three points to pass 

that section. She has only been in the United States for 

two years, having moved here from Mexico, her native 

country. 

Melanie failed the math section by 22 points and the 

language arts section by nine. She moved to another 

district during the summer of 1987 and failed both sections 
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of the TEAMS for the third time in the fal1 of 1987 in her 

new district. 

Tom has not taken any extracurricular remediation, but 

has done work in the computer laboratory in his English 

class. He passed the language arts section on his third 

attempt, but still had a five-point deficit to overcome in 

math. 
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CHAPTER V 

FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

This study was not designed to provide widely 

generalizable results. It will, however, provide its reader 

with a narrative portrait of twelve llth-grade students in 

one north Texas district who failed the TEAMS test at least 

one time, along with an account of their perceptions and 

efforts as they attempted to overcome this educational 

hurdle. It will also examine the effectiveness of remedial 

efforts by a single district for students who have failed 

one or both sections of the TEAMS test. 

Fi ndi ngs 

Student Perceptions of Failure 

Four of the twelve students interviewed felt that they 

would fail the test before it was ever administered. The 

four were bilingual students. John, who was born and raised 

in Puerto Rico, related his feelings concerning failing by 

stating, "I was scared. I didn't think I would pass it [the 

language arts section]. It surprised me I passed the math 

part, because everything on the test was so way ahead of me, 

of what I knew." 

Rebecca, an Asian student, didn't feel that she could 
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pass the language arts section of the test. She said, 

"Just, I think it was too many reading, and I didn't 

understand, and I read kind of slow." 

The language arts section troubled Claudia, a native of 

Mexico, as well. She confided, "Well, some words I 

understand, and some words I cannot understand." 

Alex failed the second administration of the TEAMS. He 

subsequently dropped out of school. 

Four additional students were surprised that they had 

failed the TEAMS. Michael, James, Christina, and Vicki 

could not believe that they had not demonstrated mastery on 

the test. Three of the students failed the language arts 

section by only one point. The other student, Michael, 

failed by a margin of six points and dropped out of school. 

The remaining four students' reactions to failure 

ranged from Dave's feeling of embarrassment to Susan's 

expression of anger. Melanie experienced feelings of 

frustration in her failure. Tom used "nervous" to describe 

his feelings concerning every aspect of the TEAMS. 

Every student viewed failure of the initial TEAMS as 

only a temporary setback. They all expressed confidence as 

they awaited the results of their first retest. 

It was not until after the students had received the 

results of the second testing that some students viewed the 

TEAMS as an insurmountable task. Michael and Alex have 

dropped out of school as a possible result of feeling unable 
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to master the TEAMS. The remaining three students who have 

not passed the TEAMS continue to prepare for their fourth 

attempt at the TEAMS. 

Tables 2 and 3 graphical 1y depict the attitudes of the 

students in the study toward the TEAMS. Appendix B 

summarizes both the qualitative and the quantitative data 

for each of the 12 students. 

Social Impact of Failure 

The only student in the study to express any alteration 

in his daily routine as a direct result of TEAMS failure was 

Dave (see Table 2). When asked if failure of the TEAMS had 

made a difference in how his friends treated him, Dave 

responded, 

Yes sir. They asked me why I was studying so much, but 

I didn't want to tell them that I had failed the TEAMS 

test, so I just said, "I'm Just studying for the heck 

of it, you know. Too tired of basketball." 

Most of the other students related to the researcher 

that their friends and parents had been very supportive of 

them in their second attempt at the TEAMS. Claudia reported 

that her friends had encouraged her in her efforts to retake 

the TEAMS because most of them were also retaking the test. 

She said, "They had the same problem as me in English." 
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Table 2 

Attitudes of Male Students 

Name 

Race : 

Initial test: 

Scared 

Defeated 

Apathet ic 

Unprepared 

Retake i 

Conf i dent 

Remediat ion: 

Fai1ure: 

Expected 

Surprised 

Embarrassed 

Nervous 

Key to passing: 

Att i tude 

More time 

More study 

WCH) W 

John James Dave Tom Michael Alex 

B B H H 

* * * * 
* 
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Table 3 

Attitudes of Female Students 

Name Rebecca Chris. Claudia Melanie Vicki Sus. 

Race: 

Initial Test: 

Scared 

Defeated 

Overconf i dent 

Retake: 

Conf i dent 

Worried 

Caut ious 

Remediat ion: 

Fai1ure: 

Expected 

Surprised 

Angry 

Key to passing: 

More time 

Test fami 1iarity 

More study 

H B 

* 

* 

B B 

* * 

* 

* * 

* * 

Note. Chris. = Christine; Sus. = Susan. 
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Christina, however, received very little encouragement 

from her family as she prepared for her second attempt. 

When asked how her family had responded to her TEAMS 

failure, she replied, "Well, they haven't. They've just 

been themselves, I guess." She continued to explain that 

her older brother had told her to study for the test. She 

said, "He dropped out. That's why he wants me to do well, 

so I won't be in the same spot he's in." 

Attitude Toward Remediation 

Of the twelve students in this study, only three 

participated in any form of voluntary remedial program. 

They chose tutoring sessions, which were offered before 

and/or after school. Each of the three students who took 

the tutoring sessions passed at least one section of the 

TEAMS retake on the second or third attempt. 

Dave (see Table 2), a black male, was the only student 

to take remediation in preparation for his first retake. He 

attended the mathematics remedial sessions. In addition to 

being the only male involved in the study to take any form 

of remediation, Dave was the only student who expressed 

feeling embarrased about his failure. He was successful on 

the retake and has fulfilled his TEAMS exit requirements. 

After the results of the first retake were reported, 

two more students enrolled in the district's tutoring 

sessions. Rebecca (see Table 3), the Asian student, took 
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remediation to prepare for her third attempt. She passed 

the language arts secion on her third attempt, fulfilling 

her TEAMS exit requirements. The other student to take 

voluntary remediation was Claudia (see Table 3), the 

Hispanic female. She took remediation in both mathematics 

and language. She passed the mathematics section on her 

third attempt but has yet to pass the language arts section. 

The remaining nine students chose to attempt the first 

and second retests without any additional remedial help. 

Michael summed up his thoughts about remediation when he 

said, "It make me feel kind of bad, because I thought I 

could really do it, without really having anybody to tell me 

what to do or what to study." 

Success of Remediation 

Tutoring Sessions 

All eleventh and twelfth grade students who had failed 

to master one or both sections of the TEAMS exit-level test 

were informed of the district's tutorial programs which were 

designed to help students pass the test on the next 

administration. Some of the students had failed the test on 

several occasions. 

The three students in the study who took the tutorials 

passed at least one area of the TEAMS on their subsequent 

attempt. The district data indicated that the percentage of 

students who took one or more mathematics tutorial sessions 
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was 11 percentage points higher than the percentage points 

for those who passed but did not take tutorials. The 

percentage of students mastering the language arts section 

of the TEAMS, after taking one or more tutorial sessions, 

was 12 percentage points higher than those mastering who did 

not take tutorials. 

There were 141 students who were retested without 

having taken remedial tutoring: 64 students took the 

mathematics test and 77 the language arts test without 

attending any remedial tutoring sessions. 

Scheduled Remedial Classes 

District officials have been very disappointed that 

their special TEAMS classes, to date, have not had enough 

student interest to be taught. There was limited TEAMS 

remediation being offered in CLA III and CLA IV classes. 

Ethnic Observations 

During the course of this study certain ethnic 

similarities concerning perceived keys to passing the TEAMS 

seemed to have emerged. The three Hispanic students 

Michael, Alex, and Claudia, and the Asian student, Rebecca, 

felt without exception that the key to passing the TEAMS was 

additional study (see Tables 2 and 3). In addition, all 

four felt unprepared for the initial test. Michael and Alex 

felt unprepared in the educational program, whereas Rebecca 

and Claudia felt unprepared because of their inability to 
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communicate as well as they would 1 ike in English. Michael 

was surprised with his initial test results. Alex, Rebecca, 

and Claudia expected to fail the test. As they were 

preparing for the second test, all four students felt more 

confident. 

Claudia summed up the plight of the bilingual student 

in this response that she gave when questioned about how she 

did on the first TEAMS retake. She said, "Well I'm worried 

because I think the English is hard for me. I read, but 

sometimes I don't understand." When asked why the English 

was so hard for her, she responded, "Because I don't 

understand. The main idea, we never saw this." 

Although similarities existed in the expressed feelings 

of the two Hispanic males and the Hispanic and Asian 

females, they did not agree on everything. An important 

difference in these four students, is the degree of tenacity 

demonstrated by each student. Michael and Alex failed to 

master the language arts section by margins of six and four 

points respectively on their second attempt. Rebecca 

experienced a failure of eleven points on the retake in the 

same area. Claudia failed both sections initially by seven 

points. 

All four students failed at least one section of the 

TEAMS on two occasions, but Rebecca failed by the largest 

margin. Yet, the two Hispanic male students declined to 

take the test again and are assumed to have dropped out of 
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school altogether. Rebecca was successful on her third 

attempt at the language arts section. She has now completed 

the TEAMS requirements. Claudia took remediation in both 

mathematics and language arts. She passed the mathematics 

section on her third attempt by twenty-one points but failed 

to pass the language arts section by only three points. She 

re-enrolled in the tutoring sessions in preparation for her 

final attempt at the TEAMS before completion of her high 

school courses. 

A similar phenomenon occurred with the students from 

two other ethnic backgrounds. Four out of five black 

students in the sample, Melanie, Vicki, Susan, and Tom, and 

the American Indian student, Christina, expressed that 

taking one's time on the TEAMS was the key to passing. 

Dave, the remaining black student in the sample, said that 

he thought the key to passing the TEAMS was confidence. 

This was the same positive attitude expressed by John and 

James, the two white male students in the study. Dave 

demonstrated mastery of the TEAMS on his second attempt, as 

did John and James. 

After this researcher had completed the student 

interviews and received the TEAMS retest results, a trend 

seemed to emerge as these two sources of information were 

compared. It appeared that the students who gave more 

lengthy verbal responses to the researcher's open-ended 

questions tended to perform better on the written language 
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arts section than did the student who responded with more 

brief responses. The researcher did some preliminary 

investigation in the area of language development to see if 

older students could be classified on the basis of language 

skills using the results of the interviews conducted in this 

study. Most of the literature dealt with the classification 

of younger children as they develop their language skills 

(Brown, 1973; Miller, 1981). 

After consulting with several speech pathologists, it 

was determined that it was not possible to pursue the 

language development of these llth-grade students as it 

related to the TEAMS exit-level test without administering 

an instrument designed specifically for classifying 

adolescents. Table 4 summarizes each student's TEAMS status 

and his verbal responses to the reseacher. 

Cone 1usi ons 

It appears that English deficiency was the major factor 

contributing to the difficulty that some minority students 

had mastering the language arts section of the TEAMS. Those 

students in this study who have been enrolled in school in 

this country for a period of two years or less and/or whose 

primary language has not always been English tended to fail 

the language arts section. 
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TEAMS status Response 

Name Race Math L. A. 1 word 50 + words 

John W PI P2 10% 30% 

Dave B P2 PI 6% 25% 

Susan B P2 PI 16% 8% 

Vicki B PI F2C-1> 18% 5% 

Tom B F3C-2) P3 27% 4% 

Michael H F2<-1) F2<-6) 22% 3% 

WD WD 

A1 ex H PI F2<-4) 8% 3% 

WD WD 

Chr i st i na I P2 P3 35% 1% 

James W PI P2 39% 0% 

CI audi a H P3 F3C-3) 43% 0% 

Rebecca A PI F2C-11) 44% 0% 

P3 

Melanie B F2<-22) F2C-9) 57% 0% 

F3(tr) F3(tr) 

Note. PI = pass initial TEAMS; P2 = pass retake; P3 ! = pass 

2nd retake ; F2< -X) = fai 1 retake by <X) points; WD = 

drop-out: f3 = fail 2nd : retake; tr = transferred to another 

di str i ct. 
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Expectation was an important factor in eventually 

passing the TEAMS. A possible factor which contributed to 

Rebecca's mastery of the TEAMS and Claudia's mastery of the 

mathematics section is that they responded to their 

perceived needs by seeking special help from district 

tutors. It seemed that Rebecca and Claudia maintained their 

hope in the expectation of eventually reaching their goals, 

whereas Michael and Alex appeared to have given up after 

failing the first retake and dropping out of school. 

Other than Dave's expression of embarrassment and his 

altered study habits, none of the students indicated that 

their failure of the TEAMS had impacted their social lives 

at all. They reported that their friends did not treat them 

differently as a result of failure. 

It seemed to this researcher that the nine students in 

the study who refused additional help perceived the TEAMS as 

a personal challenge. They felt they could master the TEAMS 

with the educational skills which they had accumulated 

during their regular course of studies. Michael expressed 

this attitude well when he said, "It make me feel kind of 

bad, because I thought I could really do it, without really 

having anybody to tell me what to do or what to study." 

The special TEAMS remedial classes have been a major 

dissapointment for the district. Most students decline to 

take the classes because only local credit is given. As a 
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result, most students enroll in Correlated Language Arts 

classes and regular English classes for graduation credit. 

The remedial tutoring sessions offered by the district 

seem to be very effective. The three students in the study 

who took tutoring sessions all passed at least one area on 

the retest. 

It seemed unusual to this researcher that all the 

Hispanic students and the one Asian student would express 

identical thoughts concerning additional study. There is, 

however, an explanation for these similarities in attitudes. 

English was not the native language of any of these 

students. Perhaps they could have passed the test in their 

native language. The first graders and third graders in the 

state may take the TEAMS in Spanish or English. The TEAMS 

exit level test must be taken in English. 

The black students in this study did not feel the need 

for additional study. They possibly felt that since they 

had spoken only English all their lives, they should be able 

to pass the English area of the TEAMS without any additional 

study. Their classwork for developing skills in language 

arts was possibly not language rich but more drill and 

practice oriented. Some felt the key to passing was to slow 

down and concentrate more on the test. These students' 

testing strategy may have been reinforced by their teachers 

in the classroom and by their parents as well. Vicki's 
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mother told her to, "Take your time, and work hard. Don't 

rush through it. Do your best." 

Recommendat i ons 

Efforts should be directed toward students like Michael 

and Alex who have failed the exit test by minimal margins. 

These marginal students should be encouraged to continue to 

take the exam. The district should identify these "target 

students" and address a session to them which would 

demonstrate how remediation does help and will make a 

difference in their testing performance. They should be 

made aware of students like Rebecca and how she overcame an 

eleven point deficit in six weeks and successfully completed 

her TEAMS requirements. Tom could serve as another case in 

point. He failed his second attempt in language arts by 

nine points, and he passed on his third attempt. Had the 

marginal students in this study been personally encouraged 

to take the tutoring sessions and make another attempt at 

the TEAMS, their chances of mastering the TEAMS would have 

been greatly enhanced. The district should focus its 

efforts to this end. 

The district might offer an intensive English course 

during the summer for LEP students which totally immerses 

the students in oral and written English experiences. These 

language experiences would help build the LEP students' 

level of confidence for the TEAMS. 
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The State could possibly have a positive impact on the 

success of bilingual students on the TEAMS by changing state 

policy to allow more than two graduation credits for ESL. 

Some LEP students presently decline to enroll in third-year 

ESL classes in order to "make room" in their schedules for 

courses that count toward graduation. If these students do 

not have the English skills needed to pass the TEAMS, ESL 

may have helped them more than regular English classes. 

Another possibility for TEAMS remediation might be the 

introduction of TEAMS mini-1essons. These five to eight 

minute lessons would be used daily to begin each class, not 

just mathematics and English classes. The district's 

curriculum department could design "high interest" 

mini-lessons in mathematics and language arts which would 

pertain to each subject area. The lessons could be 

presented daily for several weeks as a lead-up to an 

administration of the TEAMS. 

The district might have each school stress the 

importance of the test by having a TEAMS exit level 

orientation program for the eleventh grade. The meeting 

could culminate with the administration of a sample TEAMS 

test to familiarize the students with the test format before 

the actual test is taken. 

Those students in the district who are possible "at 

risk" students should be identified and exposed to 

remediation as soon as possible. Remediation is more 
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effective if begun in the early elementary grades. The 

kindergarten students who are identified as at risk might be 

given the opportunity to attend a transitional first-grade 

class before enrolling in a regular first-grade class. 

Additional research should be conducted on older 

students' verbal responses. The cultivating of language 

skills was beyond the scope of this study. It is, however, 

an area that should be pursued. It is possible that a rich 

language approach in English classes including listening, 

reading, writing, and speaking will develop language skills 

to higher levels than drill and practice sessions. 
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Curriculum Director Interview Questions 

General: 

1. What was the general district reaction when the 

TEAMS was introduced? 

2. What steps have been taken to prepare students for 

the test? Practice tests? Review sessions? 

Subject remedial classes? Tutoring? 

3. What types of remediation programs have been used in 

your district? 

<a> When was it implemented, and how has it changed? 

(b) Has it been successful? What has it 

accomplished? 

District Interest: 

1. What has been the teacher reaction to the TEAMS and 

students performance on the tests? 

2. Would your district have a minimum competency test 

of its own if the TEAMS was not a state requirement? 

Curriculum Impact: 

1. Have there been any changes in the sequencing of 

coursed as a result of the TEAMS ? 

2. Have there been changes in course content? 

(materials, textbooks, and so forth?) 

3. Have there been changes in teaching techniques? 

4. Has the TEAMS tended to standardize the curriculum 

more? 
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5. In general, would you say that the TEAMS has 

improved or weakened your curriculum? 

Teacher Reaction: 

1. Have TEAMS results been used in teacher evaluations 

in your district? 

2. Would you say that teachers, in general, think that 

the TEAMS has improved, weakened, or had no impact 

on the quality of education provided by your 

district? 

Fiscal Impact: 

1. What has been the approximate monetary cost of 

implementing the TEAMS? 

2. Has the implementation of the TEAMS caused funds or 

other resources to be allocated differently? If 

yes, how? 

Total Impact: 

1. Has the TEAMS helped in holding your district more 

accountable for its educational tasks? 

2. Has the TEAMS positively or negatively affected the 

quality of education in your district? 

3. Has the TEAMS helped your district identify and 

correct students' educational problems? To what 

extent? 

4. Which of the above objectives has been the most 

significant result of the TEAMS in your district? 
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5. If the TEAMS was no longer required by the state, 

would you favor keeping it or a similar minimum 

competency test in your district? Why? 

Student Interview Questions 

1. After taking the TEAMS test, last week, how do you 

feel about it? 

2. What was your initial reaction to the TEAMS test? 

What kind of preparation did you make for the first 

test? 

3. How did you feel when you came to that first 

question on the test that you couldn't answer? 

4. How did you feel when you got your first test 

resu1ts? 

5. How do you feel about the retake, now that you've 

taken it? 

6. Were there any other classes that the school here 

suggested that you take, or maybe some tutoring after 

school, that helped you with this second attempt at the 

test? 

7. Did your remedial classes help you any? 

8. How often did you receive remedial help? 

9. Has failing the TEAMS test made a difference in 

your social interaction with your friends? Do they treat 

you differently than they used to? 
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10. Did your friends and parents encourage you to do 

wel 1 on the test? 

11. What advice would you give someone who is planning 

to take the TEAMS? 
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