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As the professional body for teaching, the General
Teaching Council for England (GTC) is concerned with
all issues related to teachers and their role in teaching and
learning. Pupil assessment is an integral component of
the teaching process and is critical to effective learning.

The Council is committed to the principle of teacher
professional judgement being used to better effect in 
the assessment system than is the case in the current
arrangements. The GTC is a public body and is therefore
concerned that the assessment model for the future
involves robust and transparent processes that can
withstand public scrutiny.

In Autumn 2004, we submitted advice to the Secretary of
State on the future model of pupil assessment. In a letter
to the Secretary of State early in 2005 from our then
Chief Executive, the late Carol Adams, we put forward a
series of three areas for further work on pupil assessment
issues to develop and clarify the GTC’s policy position.
These are:

• the integration of formative and summative
assessment and a further elucidation of how this will
enhance teaching and learning;

• how data from pupil assessment can support
learning and lead to enriched and accessible public
information and accountability; and

• the production of assessment data, and their use to
monitor national standards.

This publication includes three papers that take each of
these themes in turn.

The Council’s views on pupil assessment are based on a
dialogue with the education community about pupil
assessment issues that has been in place since 2003. In
this dialogue, we have run a series of policy and research
seminars that have involved:

• the national agencies and the Department for
Education and Skills (DfES) and Qualifications and
Curriculum Authority (QCA) in particular;

• researchers, some of whom are members of the
Assessment Reform Group (ARG);

• teachers;

• parents;

• governors;

• local authorities; and 

• other key stakeholders.

In 2006 and 2007 we have run two series of events to
engage teachers, parents and other stakeholders in a
debate about our proposals, in the context of the policy
developments around personalised learning, increased
curriculum flexibility and a focus on pupil progress tests
and targets.

The national conference ‘Assessment in the Future:
Building the Case for Change’ on 21 March 2007, where
this publication will be launched, is also timed to
support us in further gathering stakeholder evidence for
the Education and Skills Select Committee Inquiry on
pupil assessment, which is expected shortly.
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Our proposals are based on the following principles.

• A commitment to using teacher professional
judgement in the assessment system to better effect
than is the case in the current arrangements.

• Further enhancing the quality of pupil learning and
further improving standards of achievement through
enabling teachers to carry out assessment processes
more effectively.

• The purposes of assessment need to be separated so
that the use of assessment for accountability no
longer results in assessment for developing learning
being perceived as taking a second place.

• An assessment model for the future that involves
robust and transparent processes in order to
withstand public scrutiny.

Key principles



Theme 1: assessment for learning

1. In the shorter term, assessment for learning should
be developed for formative purposes with teachers
using a bank of nationally developed tests/tasks
during and at the end of the Key Stage, as the basis 
of their summative assessment.

2. Over time, reinforced by professional learning and
support, the tests and tasks would become part of
the evidence base for an integrated teacher
assessment model with teachers responsible for all
forms of pupil assessment.

3. The development of a bank of nationally developed
tests/tasks, led by NAA, QCA and the examination
groups would take the form of a rolling process in
terms of Key Stages and subjects.

4. The bank of test/tasks would initially consist of a
narrow range of materials, supported by guidance
and professional development. Over time, a wider
range of materials would be developed, including
those online and involving those with assessment
expertise within the teaching profession.

5. Initially, the role of the tests/tasks would not be to
directly confirm the teacher’s own summative
assessment but the teacher’s use of the test and
timing decisions would play a role in professional
learning in preparation for working towards a more
developed model of teacher assessment.

6. Over time, teachers should become increasingly
involved in the analysis of test/task outcomes in
order for the tests/tasks to play a key role in teaching
and learning. Teacher involvement in marking and
analysis processes can also be structured as a
professional learning experience.

7. Teachers would collect evidence from test/task
outcomes during and at the end of each key stage in
order for the information to be used formatively to
adapt teaching as well as the basis of summative
decision making.

Theme 2: assessment for accountability

1. The GTC’s proposals to extend assessment for
learning in combination with the timely deployment
of a bank of tasks/tests would provide the basis for
greater personalisation and support an informed,
continuing dialogue between parents, pupils and
teachers.

2. A new accountability relationship is emerging and
needs to be pursued, blending entitlement and
engagement. Parents, pupils and others are entitled
to be fully and regularly informed about progress
and attainment, whilst also being encouraged to
engage with wider school improvement processes.

3. The GTC believes that the school performance
information that is part of the New Relationship for
Schools framework (school self-evaluation
documents, shorter Ofsted reports and the School
profile) should result in regular and accessible
information for all those working with a particular
school. Parents, in particular, should have an
improved information base.

4. Also in the context of NRwS and a more
contextualised model of school accountability, the
GTC advocates more development for teachers in the
use of performance data.

5. In the longer term, the Council believes that teacher
confidence would be enhanced by greater
involvement in assessment processes and that school
responsibility for assessment should be accredited as
part of the NwRS framework.

6. The GTC is arguing for schools to be given greater
responsibility for communicating their progress and
improvement plans to their stakeholders. The
Council believes that the current publication of
comparisons made between individual school and
local authority performance has a decreasing role to
play and that more localised forms of performance
information would be more appropriate and useful
in the context of 14-19 collaborative provision and
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the wider responsibilities of schools and local
authority services from the Children Act 2004.

7. The GTC remains convinced that a review of the
future assessment framework and public information
and accountability are both needed. Parents, pupils
and teachers, as well as the wider public and the
media, need to be drawn into a consultative process
on the future role of performance tables.

Theme 3: cohort testing

1. The universal summative assessment of individual
pupils should be separated from the collection of
summative data to be used for national monitoring.

2. While schools would be required if necessary to
provide summative information as part of system
monitoring, it would involve a limited number of
pupils in a cohort and the outcomes would not be
related to individual schools.

3. The tests would involve as wide curriculum coverage
as possible and a range of practical skills and
competences.

4. The process of carrying out such tests in schools
would involve teachers, though external support
could be called upon in relation to conducting more
practical tests.

5. The system should be as simple and understandable
as possible for pupils, teachers, parents, and the
wider public.

6. Teachers should be developed and professionally
supported prior to the introduction of such a system
and in the course of its implementation.

7. Longer term, such a system for national monitoring
by pupil cohort sampling should replace the use of
the current universal testing model for that purpose.

8. In the shorter term a cohort sampling system should
be piloted by QCA, which could initially take place at
a particular key stage.
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Introduction

This paper will further develop the first of the core
components of the original advice on the relationship
between formative and summative assessment.

Advice recommendations

The GTC’s advice to Government on pupil assessment
drew on work by members of the Assessment Reform
Group that made a distinction between the ‘purposes’
and ‘uses’ of assessment ‘the one focusing on the intention
behind the assessment process and the second focusing on
the actual use made of the results’. (Gipps and Stobart,
1993). In this model, the purpose of Assessment for
Learning (AfL) is formative assessment for the use of
enhancing teaching and learning processes. Assessment
of Learning currently forms the basis of summative
assessment, ‘summing up achievements at a given point,’
and is used for the following purposes:

• diagnosis;

• tracking;

• grouping;

• target setting;

• reporting;

• certification;

• selection;

• evaluation; and

• monitoring standards.

(Adapted from James, 2004)

The Council’s advice is based on the view that summative
assessment in particular is being used for too many
purposes and that the use of national tests in particular
as the basis of national targets, performance tables and
other forms of public accountability has resulted in
assessment for the purposes of developing learning being
perceived as taking a second place.

The more detailed recommendations in the Council’s
original advice that are relevant to this further discussion

on formative and summative assessment were:

• ‘The Government should continue to invest in
assessment for learning through the National Strategies
working with the Assessment Reform Group…’ ;

• ‘Government investment in assessment for learning
should include the provision for LEAs to develop local
assessment networks and professional knowledge’;

• ‘The Council wishes to work with the DfES and the
QCA to ensure that specialist expertise in assessment 
is reflected in teachers’ career paths and pathways 
and with other parts of the professional standards
framework’;

• ‘The Government should develop a teacher assessment
model that focuses solely on formative assessment to
avoid the distortion of the function’; and

• ‘The Government should consider the proposal for
banks of summative activities and tasks to be developed
from which individual teachers could select and use
with pupils at a time determined by them’.

The GTC went on to recommend that the increased
assessment information that teachers and schools would
have as a result of this model, and the New Relationship
with Schools giving schools greater responsibility for
evaluating their own improvement, should form the
basis of more ‘intelligent’ accountability relationships.
Also a key recommendation was that the summative
assessment of individual pupils should be ‘separated from
the collection of summative data to be used for national
monitoring’. These further recommendations will be the
subject of the next two papers.

Assessment for Learning

The Council continues to advocate considerable
investment by Government in the development of
teachers’ assessment skills and in AfL provision. The 2005
Annual Report of Her Majesty’s Chief Inspector of
Schools (HMCI) again identified teacher assessment
skills in both the primary and secondary sectors as an
area needing improvement. The GTC believes that
assessment is an integral part of teaching and learning
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and that it needs to be a stronger element of the
professional standards framework including qualified
teacher status (QTS) and induction standards. Managing
assessment across a subject area, a department or faculty,
and as part of a whole school approach, should also be
critical elements of professional standards for leadership.

The Government is already investing in AfL through 
the national strategies. The GTC welcomes the whole
school approaches adopted by the Secondary Strategy 
in particular. It also commends the continued support
for schools through development materials and local
authority (LA) consultants. However, AfL is more than 
a strand of school strategy. It lies at the heart of the
notion of personalised learning with its potential for
changing the way that teachers and pupils interact. In
2002, the Organisation for Economic Co-operation and
Development (OECD) study started a study of formative
assessment in classrooms and schools in eight education
systems including England. It examined six consistent
elements of formative assessment classroom practice as
identified in case studies and international literature:

• establishment of classroom cultures that encourage
interaction and use of assessment tools;

• establishment of learning goals and tracking
individual student progress towards goals;

• use of varied instruction methods to meet diverse
student needs;

• use of varied approaches to assess student
understanding;

• feedback on student performance and adaptation of
instruction to meet identified needs; and

• active involvement of students in the learning process.

The breadth of these elements reflects how effective
formative assessment as a whole picture underpins
classroom relationships and culture. The replication of
particular assessment practices in schools and classrooms
across the country may not in themselves make a
difference to teaching and learning, unless teachers have
the skills and commitment to AfL, supported by their

school approach. A recent small study of a school’s trial
of ‘comment only’ feedback to a small group of year 7
students (Smith and Gorard, 2005) reveals the possible
dangers of a decontextualised approach to AfL
implementation, even in relation to practice which the
Black Box (Black and Wiliam, 1998) research had proved
could lead to student improvement.

The GTC therefore re-iterates the importance of the
Assessment Reform Group researchers’ involvement in
the continuing development of best AfL practice. It also
believes that local authorities and others should continue
to have a key role in supporting schools in developing
AfL and developing assessment communities across
schools and their localities. A recent meeting that the
GTC held with Medway LA and its primary and
secondary teachers, concerning the kind of professional
development that teachers feel that they need to support
their assessment skills, revealed that even in an area that
had been involved in AfL action research, there remains
considerable diversity in school approaches to AfL.

At the same time, it is critical that specialist assessment
roles are created in every school. The Council continues
to believe that the Chartered Examiner route being
developed by the National Assessment Agency (NAA) to
revitalise the teaching profession’s involvement in public
examiner roles must be extended to roles in National
Curriculum assessment at all Key Stages and in leading
AfL in individual schools. For a sustainable model of
formative assessment based on AfL principles to be
developed for the future, the Government needs to invest
in training and support in a number of ways, as the GTC
advice continues to advocate.

Assessment for Learning for formative purposes

The GTC advice to Government remains that, in the
longer term, all forms of pupil assessment should involve
an increasing degree of teacher professional judgement.
This is crucial if further improvements are to be seen in
the performance of individual students whose interests
are not being served by the current use of statutory tests
and external public examinations.



However, the Council advocates a staged approach to
a teacher assessment model. Its original advice claimed
that if AfL were currently used for summative purposes,
it ‘would distort its formative functioning’. This was in
response to the tension identified by the Black Box
research between the ‘need to improve’ messages of AfL
and the perceived ‘successes and failure’ messages of
summative assessment. (Black et al, 2003).

The  systematic review of the Assessment and Learning
Research Synthesis Group (ALRG) was designed to
complement a previous review concerning the reliability
and validity of teachers’ assessment for summative
purposes (Harlen, 2004) that the Council drew on in terms
of its original advice on pupil assessment. The ALRG
review findings concluded that assessment by teachers has
the potential for providing summative information about
students’ achievement since teachers can build up a picture
of individual students’ attainment across the range of
activities and goals. Other potential benefits included:

• less pressure on students and teachers compared
with external tests and examinations;

• greater freedom of teachers to pursue learning goals
in ways best suited to their students (as advocated in
the personalised learning agenda);

• information about students’ ongoing achievement to
be used formatively to help learning, as well as for
summative purposes; and

• the avoidance of the negative impact of tests on
student motivation for learning revealed by the first
systematic review (Harlen and Deakin Crick, 2002).

The Council supports these potential benefits as the factors
for working towards an integrated model of formative and
summative assessment longer term which is centred on
the role of the teacher. However, the review also revealed
concerns about the model, including the need to ensure
the quality and reliability of assessment outcomes and the
impact on teacher workload. These were factors that were
borne out in the consultation with teachers and other
stakeholders that the Council undertook in the lead up to
the development of its advice. For those reasons the GTC

recommends that AfL is developed in the ways that it
outlined earlier for formative purposes, and that a more
incremental approach is taken towards a teacher
assessment model, based on the development of a bank 
of summative assessment tests/tasks and reinforced by
professional development and support.

Bank of summative tests/tasks

The Scottish system on national testing is managed by the
Scottish Qualifications Authority (SQA) and the 5-14
Assessment Unit (FFAU). Teachers select units at
appropriate levels to test groups of pupils when they are
confident that individual pupils are performing
consistently and confidently across all the relevant strands
before they are assessed. In this system, teachers are
advised that they should collect evidence of the pupil’s
attainment before using the test unit, so in fact they are
using summative assessment themselves and using the
test to confirm their judgement. This system has now
been replaced by an online bank of assessment materials
used in a similar way by teachers, to confirm their
judgements on pupil attainment in the same areas and 
to support testing when pupils are ready (SQA website).

The GTC recommends the following principles in
developing the use of a national bank of tests/tasks:

• implementation takes the form of a rolling process 
in terms of Key Stages and subjects, beginning in the
core subjects at Key Stage 1 where there have already
been changes to the relationship between teacher
assessment and the use of the test;

• the process is led by the NAA and it builds on QCA
and the examination groups’ experience of
developing national test and optional test materials;

• the profession, particularly those with assessment
expertise, should be involved in the development 
of test materials, including the use of those online;

• there should be a comparatively narrow range of test
materials available in the first instance supported by
guidance and professional development for teachers
through LAs;
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• in the longer term there would be a greater range of
materials available which could be more task and
team based. They would also include an increasing
degree of online materials;

• initially teachers would not be expected to collect
their own formal summative evidence prior to using
the test material as outlined in the Scottish model.
Instead, teachers would be encouraged to use the
evidence on which they based their judgement about
the timing of the test as part of professional/peer
moderation activities in preparation for working
towards a more developed model of teacher
assessment;

• in the early stages, schools should have the option of
tests/tasks being externally marked. Teachers should
become increasingly involved in the analysis of test/
task outcomes in order for the tests/tasks to play a
key role in teaching and learning. Teacher
involvement in marking and analysis processes
should also be linked to professional development
opportunities; and

• teachers would collect evidence from test/task
outcomes during and at the end of each Key Stage 
in order for the information to be used formatively
to adapt teaching as well as the basis of summative
decision making.

Conclusion

This paper has set out in more detail how formative and
summative assessment should inter-relate in order to
further develop and enhance teaching and learning.
Underpinning the discussion here is the GTC’s view that
the Government should review the current assessment
arrangements including a re-visit of the purposes of
assessment, the role of the teacher, the role of AfL and
that of the national tests.
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Introduction

The paper considers the purpose and use of pupil assessment
data at two levels. The first is individual pupil data and its
various purposes. These include monitoring, target setting,
progression and accreditation as well as the provision of
information to individual pupils and parents. The second is
school data aggregated from individual pupil data and used
for various purposes including school monitoring and target
setting, information to current and potential parents and for
formal accountability. A third level of system data aggregated
from pupil data at school, LA, cohort, Key Stage levels, and
used for national and international monitoring, forms the
third theme and paper.

The Council’s position

Underpinning the Council’s advice on the future pupil
assessment framework was the recommendation that the
assessment system needed urgent review. The GTC
concluded that the Government should consider the most
effective ways of making formative and summative
assessment information available for a wide range of
audiences and should review the future role of published
performance tables.

The first paper in this document argues that the use of the
tests as the basis of national targets, performance tables and
other forms of public accountability has resulted in
assessment for learning being perceived as taking a second
place. The Council proposes the development of a bank of
tests/tasks to be used during Key Stages and to contribute
to an end of Key Stage outcome. The rationale for this is
the need for teachers, pupils, parents, schools and local
authorities to be better informed about pupil progress and
attainment and the aspiration that better teaching and
learning decision-making should result. The tests would
also contribute to a system of cohort sampling for the
purposes of national monitoring of standards.

The assessment advice also recommended that the changes
to the assessment model should provide opportunities for
schools to develop an accountability relationship with
parents, which is based on ‘a richer dialogue than external
test results’.

Both pieces of advice also broadly supported:

• the development of the New Relationship with Schools
(NRwS) with the new School Improvement Partner
role and the Single Conversation;

• the greater emphasis on school self-evaluation and
schools managing their own data;

• the introduction of a shorter, sharper inspection
model; and

• the introduction of the School Profile.

Information for individual improvement

The Council’s proposals on assessment for learning and its
proposals for the use of a bank of tests/tasks are the basis of
a more personalised model of teaching and learning. They
provide schools with a positive model for involving
individual pupils and their parents in a continuing dialogue
with teachers about learning and progress. The assessment
for learning research shows how “comment only feedback”
to pupils, one of the foci of the research, gradually changed
from being a generalised evaluation of a piece of work to
being more action seeking and target related. Parents
involved did not react adversely:

‘Indeed, the provision of comments to students helps parents
to focus on and support the students’ learning rather than
focus on uninformed efforts to interpret  a mark or grade
and/or simply urge their child to work harder’. (Black et al,
2003)

A Mori poll of parents commissioned by the GTC on the
uses of performance tables shows the value placed by
parents on their communications with schools. For
example, 79% of the 210 parent sample appreciated verbal
feedback with a further 71% finding written feedback in
the form of a regular report very useful. This is also
developed by the findings of the parent focus group work
carried out by NOP for the Council. Here ‘there was a
strong desire for more written information to complement the
academic results received’ and more frequent verbal
information as it ‘was considered to be more tailored to the
individual pupil and offered the opportunity for discussion
with parents’.
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Schools already use many creative ways to communicate
with parents. The Council’s proposals would support better
and more frequent information that focuses as much on
ongoing progress as the review of summative outcomes.

New relationships with pupils and parents

The concept of pupils and parents as ‘consumers’ of
education, even better-informed ones, reflects a very
limited view of their role in school improvement. The GTC
sees the change in the pupil /teacher relationship developed
through the AfL research of ‘delivery-recipient’ to ‘partners
in pursuit of a shared goal’ (Black, 2004) as highly
significant. This needs developing within the more
intelligent accountability culture of NRwS.

Shorter, more frequent and more sharply focused
inspections began to be implemented in Autumn 2005.
These will offer fewer opportunities for parents to be
directly involved in the inspection process. Instead, the
focus of the inspections will be on testing the evidence that
emerges from the school’s self-evaluation (SSE) processes
including ‘gathering and considering the learners’, parents’,
teachers’ and other stakeholders’ views and perceptions about
the quality of the school’s provision’. (DfES/Ofsted, 2004).

The Council believes that NRwS provides schools with 
real opportunities to involve pupil, parent and other
stakeholders in the improvement processes of the school.
The GTC’s 2004 advice on SSE and accountability drew 
on research which showed how particular schools had
involved pupils in shaping the way that teaching and
learning is organised and how the school is managed
(Rudduck, 2004). It also included evidence from schools
where parent consultation structures were embedded into
school self-evaluation.

This kind of practice could help to develop new
accountability relationships between schools and their
stakeholders which consist of a blend of entitlement and
engagement, an entitlement to being fully and regularly
informed about progress and attainment while also
engaging with wider school improvement processes.
A variety of techniques will be required to meet the 
needs of parents who have widely diverse interests.

Information for school improvement

The NRwS pilots have made progress in developing systems
through which data collected in a more streamlined way are
used for different purposes. The Council broadly supports
the proposal by DfES and the Office for Standards in
Education (Ofsted) to merge the Performance and
Assessment Reports with the Pupil Achievement Tracker.
This should provide schools with a tool to evaluate their
performance data in more depth and give inspection teams
a wide range of analytical information from the same
source. It is important over time that the same data source
can also support the contribution of other partners,
including governors, LAs, school improvement partners
(SIPs), parents and other stakeholders.

The DfES has responded positively to the widespread
criticisms of the inadequacies of the old-style performance
and assessment reports (Panda). The Council commends
the continued development of the Contextual Value Added
methodology which underpins the new Panda. The use of free
school meals eligibility as a measure of deprivation continues
to distort the measure. There is a further need to experiment
with different methods of aggregation. For maximum
formative benefit, schools need to be able to interrogate the
data more easily, to determine the effect on contextual value-
added (CVA) scores of different input factors and also to
obtain a CVA score for any chosen subset of results.

The GTC’s original advice emphasised the importance of
professional development to prepare schools to take on
more responsibility for the collection, use and interpretation
of performance data. The Council was particularly aware of
the challenge for schools in reconciling the qualitative data
emerging from work with stakeholders with the quantitative
data resulting from pupil performance. The former Schools
Minister, David Miliband, described this as ‘the foundation
of any intelligent conversation about public service
improvement’. (Speech at the North of England Education
Conference, 2004). This kind of professional development
needs to be whole school so that teachers are able to develop
analytical skills on their performance in the classroom,
subject, and key stage which can contribute to whole school
evaluation and improvement.
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The GTC’s 2005 Annual Survey of teachers, carried out by
the National Foundation for Educational Research (NFER)
and based on a stratified sample of 10,000 teachers,
confirmed that though 68% of the respondents expressed
confidence in using performance data for supporting pupil
progress, school improvement, and/or the use of ICT, a
large percentage reported the need for training in the use 
of performance data  (40-49%). Teachers working in more
challenging schools were less confident in handling data
and reported a greater need for more training. Longer 
term, the Council believes that teacher confidence would 
be enhanced by greater involvement in assessment
processes. School responsibility for assessment should
become part of the NRwS framework.

The GTC’s advice on pupil assessment asked Government
to consider schools being accredited to carry out all forms
of assessment including summative tests/tasks. Longer term
this could be part the NRwS framework for schools with
the appropriate skills.

Information for accountability

The NRwS pilots have developed new thinking on
accountability relationships. The ambiguities between the
role of school improvement partners as ‘critical friend’ and
their accountability for supporting school improvement need
further examination. The GTC believes that the role needs to
be differentiated according to school context, with the level
of development and support dependent on the school’s
situation. This would be consistent with the future pattern of
inspections where struggling schools are inspected annually
but inspections for others will be a light touch check.

The information resulting from school performance in the
NRwS context is also likely to become more individualised.
The school self-evaluation form (SEF) produced by the
school for the inspection team summarises the school’s
improvement profile. Each will be unique. The shorter
inspection reports to be produced by Ofsted should
therefore lose some of their standardised language and
focus more tightly on the needs of the particular school.
The school profile will also combine national comparative
data, the school’s self-evaluation information, any
inspection findings and further information that the school

wishes to provide. The result should be regular and
accessible information for all those working with a
particular school. Parents, in particular, should have an
improved information base.

The role of performance tables

Despite these developments, there is a need to seek a
better balance between the accountability of schools to
their stakeholders in terms of individual progress and
performance improvement and ‘the legitimate need for
performance information to be in the public domain’.
(IPPR, 2004)

The arguments against the dominance of school
performance tables in discussion of public accountability
are well-rehearsed. For example, the House of Commons
Public Accounts Committee report (2004) questioned the
validity of performance tables on the grounds that, even in
the current value added version, they exclude external
social factors. The Council contends that it is potentially
misleading to publish scores in any form that encourages
the rank-ordering of schools, since this results in the
assumption that conclusions can be drawn from a rank-
order without an understanding of the significance (or
otherwise) of differences in placement.

The GTC response to the 14-19 White Paper argued that
there were tensions between the emphasis on the
personalised and collaborative vision for post-14 provision
and the additional accountability requirements on
individual schools made in the same document. The
Institute for Public Policy Research (IPPR) has argued that
the continued use of performance tables ensures that
summative assessment, termed ‘freeze frame education’, will
continue to be prioritised over AfL and subsequently given
more public value. The 2005 joint statement on Key Stage 2
assessment published by the six teacher organisations
emphasised the long term narrowing effect of national core
subject tests and the publication of their outcomes on  the
rest of the curriculum.

In the context of the developing intelligent accountability
framework examined in this paper, performance tables
represent a crude and limited accountability mechanism.
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Despite the addition of value added data, teachers remain
unconvinced about the usefulness of performance tables. The
GTC annual survey found that although almost a quarter of
the sample (23%) considered the publication of raw scores to
be informative, fewer (18%) believe that such tables support
school improvement, and even lower percentages consider
that they support pupil learning (11%) or are reliable.

The IPPR describes parents as being ‘reluctant consumers’
in the context of ‘the new quasi market’. It supports this
observation by citing DfES commissioned research (2001).
This found that only 4 out of 10 parents used performance
tables and a Guardian Poll (2000) found that 81% of parent
respondents said that they had not used them to select their
child’s school.

The GTC’s work in this area with parents began with a
Mori poll commissioned to find out whether parents use
performance tables, and for what purpose and how useful
they find them. The conclusion overall was that most
parents in the sample said that they do not use the tables
either to choose a school or to monitor how well it is doing.
Three quarters of respondents felt that the tables were less
significant than other factors such as the school’s
curriculum, facilities, location and behaviour strategy.

The Council then commissioned the market research
agency NOP to conduct qualitative research in the form 
of small parent focus groups, thus allowing more detailed
discussion. This focused on :

• the kind of information currently provided by schools
about individual pupil progress and performance and
which aspects of that information parents most valued;

• the ways in which parents think their children’s schools
should be accountable to them about their
performance and improvement plans; and

• parents’ views on the specific contribution of
performance tables in making schools accountable.

On information, parents expressed a desire to know more
about school finances and fund raising, attendance, changes
to staffing and policy changes. These main findings are
supportive of the argument and proposals being put
forward in this paper.

Conclusion

The GTC is not arguing for less performance information
to be available in the public domain. However, there is a
significant difference between communicating this
information effectively to parents and other partners and
merely publishing the data. As the NRwS framework
becomes more widely implemented, schools will have a
more proactive role in their own improvement and the
publication of evidence on performance and improvement.
The GTC therefore believes that the incomplete
comparisons currently made between individual school and
local authority performance have a decreasing role to play.
The GTC has suggested that more localised forms of
performance information would be more appropriate and
useful in the context of 14-19 collaborative provision and
the wider responsibilities of schools and local authority
services deriving from the Children Act 2004.

The Council believes that the school profile could form the
basis of broader school performance data which would be
valued by schools and their stakeholders as highly as test
and examination results. The NOP findings support this
analysis. Such performance data could include school
inclusiveness, contribution to the local community, and
levels of collaboration with other schools and institutions.

The GTC argues that reform of the future assessment
framework and public information and accountability are
both needed. In relation to accountability, the GTC
supports the call by the Public Administration Select
Committee for a mature political debate about ‘the
measurement culture’. Performance targets are a central part
of this culture and there is a pressing need for a better
understanding of targets as a tool for real performance
improvement. Parents, pupils and teachers, as well as the
wider public and the media, need to be drawn into a
consultative process on the future role of performance
tables.
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Introduction

The approach to cohort sampling as outlined in the
paper is used in current studies of international
comparisons of student performance such as in the
Programme for International Student Assessment
(PISA) and Trends in International Mathematics and
Science Study (TIMSS) projects. It was also used from
1975 through until the introduction of the National
Curriculum and Testing arrangements in 1988 by the
Assessment of Performance Unit (APU) within the
DfES.

Assessment purposes and uses

In its assessment advice submitted to the Secretary of
State in Autumn 2004, the GTC stressed that ‘through
representative cohort sampling, the system can continue
to gather end of Key Stage assessment information for
the purposes of year on year comparison and for analysis
of trends and strengths and weakness…The Council
believes that the summative assessment of individual
pupils should be separated from the collection of
summative data used for national monitoring’.

The Council’s advice is based on the view that
summative assessment in particular is being used for too
many purposes, and that the use of national tests as the
basis of national targets, performance tables and other
forms of public accountability has resulted in assessment
for the purposes of developing learning being perceived
as taking a second place. The GTC does not support the
assumption that monitoring national standards can only
be achieved by universal testing. The Council believes
that its proposals for teacher led formative assessment
combined with the use of a national bank of tests used
for summative purposes when pupils are ready, and a
system of cohort sampling for the monitoring of national
standards, make clearer distinctions between the
respective purposes and uses of assessment.

In the second paper in this series the GTC also argued
against the need for published school by school test
outcomes. Using evidence from its annual survey of
teachers and parent focus groups commissioned from

GfK NOP, the Council concluded that the needs of public
information and accountability were better served by
pupil assessment outcomes as part of the contextualised
school improvement information within the framework
of the New Relationship with Schools, and over time a
more differentiated model of Ofsted inspections.

Test issues

The current use of national tests is often criticised for
its impact on pupils. Research has found that high
stakes tests can have a negative impact on student
motivation, for learning and for curriculum and
pedagogy (Harlen and Deakin Crick, 2002).

There are a number of technical issues about the tests,
which include the remaining problems of scaling with 
a pupil assessed at the bottom of Level 4 being nearer 
in terms of marks to the top of Level 3 than the top of
Level 4 and the weak criterion referencing involved in
the system of testing. There is also the problem that the
public demand that tests maintain consistent standards
over time, would require everything related to the tests
to remain the same. In fact the tests are curriculum
linked and the context on which they are based has
been subject to constant change. Even if that had not
been the case, students have become better at taking 
the tests themselves (Oates, 2004 and 2005).

The GTC continues to call for a review of the current
assessment system which includes the uses and
purposes of assessment and the role of national tests in
the system.

Principles for developing a system for pupil
assessment cohort sampling

The GTC believes that there is a series of principles that
should underpin a future model for monitoring
national standards in pupil assessment through cohort
sampling as set out in detail in the appendix. These
should include that:

• universal summative assessment of individual
pupils should be separated from the collection of
summative data to be used for national monitoring;
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• while schools would be required if necessary to
provide summative information as part of system
monitoring, it would involve a limited number of
pupils in a cohort and the outcomes would not be
related to individual schools;

• the tests would involve as wide curriculum coverage
as possible and a range of practical skills and
competences;

• the process of carrying out such tests in schools
would involve teachers though external support
could be called upon in relation to conducting more
practical tests;

• the system should be as simple and understandable
as possible for pupils, teachers, parents, and the
wider public;

• teachers should be developed and professionally
supported prior to the introduction of such a system
and in the course of its implementation;

• in the longer term, such a system for national
monitoring by pupil cohort sampling should replace
the use of the current universal testing model for
that purpose;

• in the shorter term a cohort sampling system should
be piloted by QCA, which could initially take place at
a particular key stage.

National monitoring by cohort sampling:
How it works

An approach to national monitoring that uses cohort
sampling has numerous advantages compared to the
testing of whole cohorts of students. The techniques of
cohort sampling are well established and are used in
studies of international comparisons of student
performance such as in the PISA and TIMSS projects.
Cohort sampling has also been used in this country
from the mid seventies through to the eighties by the
Assessment of Performance Unit within the DfES. An
explanation of the approach used by the APU will serve
to illustrate the workings of national monitoring by
cohort sampling.

The APU was set up within DfES in 1975. Its brief was 
to promote the development of assessing and monitoring
the achievement of children at school and to identify the
incidence of underachievement.

The actual monitoring was contracted out. The National
Foundation for Educational Research was contracted to
carry out the monitoring of mathematics, language and
foreign languages, a consortium from Leeds University
and King’s College London was contracted to monitor
science, whilst Goldsmiths College was contracted to
monitor technology. Surveys of samples of students aged
11 years old were started in 1978 and continued until
1988. Surveys of students aged 13 were started in 1980
and continued until 1985 and surveys of students aged
15 were started in 1978 and continued until 1988. Table 1
gives the subject details and the specific dates of the APU
surveys.

Table 1: APU Surveys by subject, date and age of
students

The approach of the APU was to have a light sampling 
of schools and a light sampling of pupils within schools.
Thus, in the case of the mathematics surveys in England,
a sample of 10,000 students (about 1.5% of population)
was used. Each student was given a written test (students
did not all have the same written test) and sub-samples
of 2,000 to 3,000 were also given other assessments such

Subject Age 11 Age 13 Age 15

Mathematics
1978-82,
1987

1978-82,
1987

Language
1979-83,
1988

1979-83,
1988

Science 1980-84 1980-84 1980-84

Foreign
languages 1983-85

Design &
technology 1988
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as attitude questionnaires or practical mathematics tests.
A linking and scaling structure was built into the written
tests so that students could all be placed on a common
scale. The structure is a cartwheel design in which
common items appeared in any two tests. Table 2
illustrates this structure.

Table 2: Linking structure of written tests

With reference to Table 2, although each student takes
just one of the tests, the common items that appear
across any two tests means that the performance of
students across the whole six tests can be put onto a
common scale.

It is by this design that a wider coverage of the
curriculum can be assessed than is possible from any
single test and this can be achieved without putting
undue burden on individual schools and students.
Furthermore, this approach enables students’
performance to be monitored in those areas of the
curriculum that it is impracticable to test a whole cohort
such as practical mathematics. This can be achieved by
setting assessment in these areas for small sub-samples of
students.

The advantages

The approach of cohort sampling combined with 
a linking and scaling structure for the tests offers
numerous advantages for national monitoring.

1. As the approach is a light sampling of schools and 
a light sampling of students within schools, this
reduces the testing burden on schools and students
compared to the present regime.

2. Within this approach, schools and students have
anonymity; the testing is low stakes and thus 
should have minimal adverse impact upon the
curriculum.

3. It is possible to test a wide curriculum coverage.

4. It is possible to have a range of assessment formats:
for example some assessment of practical aspects of
the curriculum can be addressed.

5. Test items can be used repeatedly over time.

6. Items can be replaced without the need to develop
whole new tests.

7. It is relatively inexpensive.

8. The outcomes give a good indication of trends in
performance.

9. It is a tried and tested method that has been used
in this country and is still being used in surveys of
performance for international comparisons.

The disadvantages

There are some limitations to this approach.

1. It does not give ratings for individual schools.

2. With light sampling of pupils, it is difficult to give
feedback to individual schools.

3. The linking and scaling is based on ‘item response
theory’ (IRT), the statistics of which can be difficult
to interpret. A simple scale would need to be
developed that is adhered to and understood by all.
An example of how this might be achieved can be
seen in the international assessment projects such as
TIMSS, PISA and the Progress in International
Reading Literacy Study (PIRLS).

Group of
test items

Test 
1

Test 
2

Test
3

Test
4

Test
5

Test
6

A A A

B B B

C C C

D D D

E E E

F F F
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