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National Standards 
Ministry of Education 
PO Box 1666 
Wellington 
By email: national.standards@minedu.govt.nz  
 
To Whom It May Concern: 
 
 
SUBMISSION OF MAXIM INSTITUTE ON THE NATIONAL STANDARDS CONSULTATION 2009 
 
1. Thank you for the opportunity to make this submission to the 2009 consultation on the draft 

National Standards for Reading, Writing and Mathematics. Maxim Institute is an independent 
research and public policy think tank, based in Auckland. We are a registered charitable trust, 
funded by donations. 

 
SUMMARY OF POSITION: STANDARDS FOR ASSESSMENT AND PERFORMANCE 

 
2. The major principle which underpins this submission is that parents, teachers, schools and the 

Ministry of Education and the ERO should have access to better information about pupils‘ 
educational progress. This is important so that we know how our children are doing at school and 
to assist teachers and schools to develop and improve their instruction.  
 

3. The draft National Standards (―Standards‖) in literacy and numeracy are a welcome first step 
towards better reporting of pupils‘ educational progress because they will set a benchmark for 
expected pupil achievement at each school Year Level; provide a valuable tool for identifying 
which children are not meeting the Standards or falling behind expected rates of progress; and 
give more information to parents and teachers about how children are doing at school. 

 
4. We agree with the way the Standards have been designed with reference to the New Zealand 

Curriculum Levels and the National Literacy Progressions based on the Curriculum, since they 
establish a uniform basis for understanding and measuring pupils‘ educational progress and they 
fit well with what is already being taught in schools. 

 
5. Firstly, we are concerned with the way that schools will be allowed to use any standardised 

assessment when reporting pupils‘ progress towards the Standards. While schools should be 
permitted to use a variety of high quality diagnostic and formative assessments we believe that 
this should be an optional addition to the mandatory use of asTTle (Assessment Tools for 
Teaching and Learning) because it is designed to assess pupils‘ progress against standards 
derived from the New Zealand Curriculum. 

 
6. Secondly, we believe that the Standards should have a broader purpose than just being used for 

measuring pupils‘ educational progress. The Standards allow the opportunity to produce better 
information for parents about their children‘s schooling as well as providing teachers and schools 
with better information to help with their professional development. This opportunity should be 
harnessed. 
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7. Thirdly, we believe that school boards‘ reporting requirements in the National Administration 
Guidelines should be clarified so that schools will provide enough appropriate information to the 
Ministry of Education. This will help to target resources at the schools which need them. 

 
8. Finally, we are concerned about the pace at which the Standards are being designed and 

implemented. Schools are expected to use Standards from 2010 even though a high proportion 
of schools are still not gathering and using assessment information to a high standard. This is 
also at a time when schools are already under pressure to implement the revised National 
Curriculum. For these reasons, we believe the Ministry of Education and the Education Review 
Office (ERO) should monitor and evaluate how well schools implement and use the Standards. 

 
9. The submission will discuss our position in response to our concerns about the design and 

implementation of the Standards. In relation to the specific feedback sought by the Ministry of 
Education during the public consultation, the discussion in our submission comments on:

1
 

 
a. the information we consider would best inform parents, family or whanau and the school 

community on pupils‘ progress against the standards; and 
 
b. what we consider are the best ways for schools to report achievement information against the 

Standards to the Ministry of Education. 
 
THE DESIGN OF NATIONAL STANDARDS 
 

10. The purpose of the Standards is to make explicit the expectations for pupils‘ achievement at 
specific points in their schooling. This helps teachers and parents to judge whether pupils are 
competent in their learning and are making the expected rate of progress.

2
 This means the 

Standards will provide more and better information about pupils‘ progress at the individual level, 
the school level and across the education system. 
 

11. We are encouraged in several ways by how the Standards‘ design contributes to the goal of 
providing better and clearer information about pupils‘ progress. However, we are concerned that 
more could be done to provide even better information to parents, teachers, schools, the Ministry 
of Education and the ERO. 
 

12. Firstly, we are pleased that the draft Standards have been designed with reference to the New 
Zealand Curriculum Levels as this makes meaningful and consistent reporting possible across 
every child‘s schooling. The eight New Zealand Curriculum Levels are helpful for tracking pupils‘ 
educational progress since they describe the processes and competencies which pupils should 
master at different stages of their education. By implication the Curriculum Levels establish clear 
expectations for pupils‘ educational progress.

3
 The draft Standards refine the expectations for 

progress between the beginning and the end of a school year. 
 

13. A shared understanding of expected progress is also necessary if the Standards are to be taught 
and assessed consistently throughout schools.

4
 As schools have already invested considerable 

resources into implementing the New Zealand Curriculum, it is wise to use it as the basis for this 
shared understanding. Using the Curriculum as the basis for the Standards will also make it 
possible for schools to use existing standardised assessments that are designed to assess pupils 
against the learning objectives of the Curriculum rather than having to develop new ones. 
 

14. We are also pleased that within this proposed structure there is a strong focus on growth in 
achievement, measuring the improvement pupils make towards reaching a Standard. This is 
better than merely measuring whether or not pupils achieve a Standard because it should not 
lead to pupils being simplistically labelled as successful or unsuccessful. What matters more is to 
measure how much a pupil‘s knowledge and skills grow between the beginning of the year and 
when they were assessed to see whether they are making the required amount of progress 
towards meeting the Standard. 

 
15. However, we suggest that the Standards could be broken down into multiple levels at each Year 

Level to help give pupils and teachers more incentives to make progress across the school year. 
This is important since it could help to show pupils who advance at different rates that they can 
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succeed at making progress. Using a single achievement level for each Year Level makes it 
more difficult to communicate different rates of progress.

5
 

 
16. We also suggest that reporting to parents should take into account that children‘s abilities are 

different when they enter school. At the moment, the draft Standards seem to assume all pupils 
start at the same level of ability or understanding. This means that progress towards the 
Standards is likely to be slower for certain pupils, even if they are still making progress. 
Reporting to parents should reflect these differences among pupils. 

 
17. In the case of Reading and Writing, it is also pleasing that the draft Standards follow the structure 

of the Literacy Learning Progressions which the Ministry of Education is currently developing. 
This is because the Progressions further describe the knowledge and skills that pupils are 
expected to have developed by certain points in their schooling if they are to engage with 
Curriculum texts and tasks and make the expected progress. They are another tool for helping 
teachers to identify what their pupils need to know or do and where they may be falling behind. 

 
18. Finally, we are pleased that the draft Standards are ―rich,‖ broad descriptive indicators of what 

pupils at each Level can be reasonably expected to achieve.
6
 We believe this is valuable 

because it means teaching and learning against the Standards will not become an exercise at 
ticking-off the Curriculum objectives. This would be to the detriment of more flexible teaching and 
learning which can respond to the needs of different pupils. 

 
REPORTING TO PARENTS 

 
19. Besides the Standards‘ design with reference to the Curriculum, we are pleased by how plain 

language has been used throughout the draft parent reports. In particular, we are pleased by 
how the draft parent reports communicate that they are a report against expected progress rates, 
not a report on whether or not a pupil has met a Standard. 
 

20. We are also pleased by the variety of the proposed reports that communicate pupils‘ progress to 
parents. We agree that schools should communicate a learning plan to parents, setting out the 
goals which pupils are expected to meet throughout the year, and when written and face-to-face 
reporting will occur. This will help parents to understand what their children are being taught and 
are expected to achieve over time. We also agree with the proposed format for communicating 
pupils‘ progress in Mathematics, Reading and Writing as it would clearly set out where pupils are 
making good progress or falling behind. 
 

21. We agree with how the parents‘ report includes the ―next steps‖ that teachers would take to help 
pupils in the areas where they are not meeting the Standards. This is vital, since it is not only 
identifying weaknesses in pupils‘ learning which matters for lifting achievement but also showing 
how those weaknesses can be remedied with good feedback.

7
 It is also pleasing that the next 

steps suggest some ways that parents can help too, since the more parents are involved in their 
children‘s education the better their educational achievement can be.

8
 

 
22. We are pleased with the design of the reading, writing and mathematics reports, preferring how 

the data is presented in both the ―sample 1‖ impressions included in the sample draft reports. 
These indicators show most clearly where pupils are in relation to the expected standard. 

 
23. However, we suggest that the graphic design of the reports could be made more accessible. For 

example, the colour coding of the graphs and progress indicators could be coded using the same 
colours as a traffic light. Green would indicate that a pupil is making or exceeding the expected 
progress towards the Standard; orange would indicate that a pupil is not quite making the 
expected progress rate; and red would indicate that a pupil is falling behind the expected 
progress rate. 
 

24. We also suggest that schools should have explanatory information available about how the 
National Standards have been set which they can supply to parents upon request. For example, 
schools should be able describe to parents how their child‘s attainment has been judged by their 
teacher‘s interpretation of how well they have met the Standard, and which assessments 
teachers used to make their judgement. This would help parents to understand whether their 
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child‘s progress towards the Standards is based on one or two of the assessments or their 
overall ―best fit‖ performance against a wide range of different assessments.

9
 

 
IMPLEMENTATION CONCERNS 
 

25. While we are generally pleased by about the Standards‘ design, we have several concerns about 
how schools will be required to assess pupils against the Standards and report the results to 
parents and the Ministry of Education. This is because we believe that the Standards should be 
used not only to assess pupils‘ performance, but to assess teachers‘ and schools‘ performance 
as well. 
 

26. To provide this sort of data we believe an indicator of the value-added by a teacher or a school 
should be developed and reported. Collecting and making available this kind of information would 
have three main benefits: providing reliable information for parents so that they can make 
informed decisions about their children‘s schooling; guiding teachers with their own professional 
development; and providing schools with good information about the difference which their 
teaching makes to pupils‘ achievement. This would allow schools to more effectively support their 
teachers in professional development. 
 
Permitting schools to choose assessments 
 

27. Our first major concern relates to how the Standards should be assessed by schools. The 
Education (Standards) Amendment Act 2008 does not require schools to use a particular 
assessment to assess pupils against the Standards. 

 
28. This is because the Government policy stated prior to the election was that schools would be 

required ―to use assessment programmes that compare the progress of their students with other 
students across the country. Schools will choose from a range of tests, but there won‘t be 
national exams.‖

10
 This means schools will be able to select an assessment from any of the 

nationally validated assessment tools which are already used to assess pupils against the 
Standards. While this provides for flexibility it means the assessments have to be benchmarked 
to the Standards for the proposal to work. 

 
29. Major assessments which have to be benchmarked to the Standards include the Progressive 

Achievement Tests (PAT), updated in 2008, which assess reading, listening and mathematics, 
the Supplementary Test of Achievement in Reading (STAR) as well as some work to prepare the 
asTTle (Assessment Tools for Teaching and Learning) for reading, writing and mathematics to 
use with the new Standards.

11
 Besides these, the National Education Monitoring Project (NEMP) 

regularly assesses a sample of pupils in Year 4 and 8 about how well they are meeting the 
expectations of the New Zealand Curriculum by rotating through the different learning areas, like 
Mathematics, Science or the Arts.

12
 A range of smaller scale diagnostic assessments exist for 

teachers to use in reading and mathematics.
13

 
 

30. We agree that these assessments are all high quality assessments. They are helpful for teachers 
to use formatively with their pupils to provide good feedback on their progress.

14
 This is important 

because teachers make the biggest difference to pupils‘ achievement outcomes than any other 
factor apart from pupils‘ own background.

15
 Teachers should be able to use these tools as part of 

on-going classroom assessment and to assist their training. However, we are doubtful that all of 
these tests can be benchmarked to the Standards derived from the Curriculum. 

 
31. This is because even though they are standardised all of these assessments are designed with 

quite specific assessment purposes in mind. Further, not all of them have been designed to 
assess pupils‘ educational progress across time against the New Zealand Curriculum. 

 
32. For example, a widely-used assessment like the PAT Reading Comprehension assessment is 

designed ―to help classroom teachers determine achievement levels of their students in reading 
comprehension and reading vocabulary.‖

16
 Teachers convert the scores from the PAT Reading 

tests to locations on a specially designed PAT Reading Comprehension scale. Descriptors of the 
kinds of knowledge and skills pupils are developing as they progress along the scale, accompany 
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the assessment. This allows schools to monitor pupils‘ progress, but only from Year 4 to Year 10, 
leaving a gap at the beginning school years.

17
 

 
33. The STAR Reading test is another assessment designed with clear diagnostic purposes in mind. 

It is ―designed to help teachers make better judgments about the quality of several aspects of 
their pupils‘ close reading ability.‖

18
 It contains several sub-tests which principally look at how 

well pupils can recognise words, read for meaning by comprehending sentences, comprehend 
paragraphs and understand a range of vocabulary. It is most useful for teachers to ―identify those 
needing extra help; group children by ability and needs; diagnose areas of difficulty; and evaluate 
programmes.‖

19
 It is not strictly designed to assess pupils‘ ability against standards derived from 

the Curriculum. 
 

34. Moving to a system of Standards derived from the New Zealand Curriculum means schools 
should use an assessment which can produce valid and reliable reports of pupils‘ progress 
towards those Standards. We believe the most suitable assessment available which can do this 
is asTTle, and so every school should use it to assess their pupils‘ progress towards the 
Standards, with the other assessments permitted as optional for diagnostic and formative 
assessment. 

 
35. The asTTle assessment was designed to work with benchmarks derived from the New Zealand 

Curriculum. This means it provides the best natural platform for developing a national report of 
pupils‘ educational progress. This feature of asTTle gives it a major advantage over other New 
Zealand standardised tests which, as discussed, are limited to more straight-forward diagnostic 
functions in relation to a set of standards different to the New Zealand Curriculum. We describe 
why we believe asTTle should be adopted as a national report of pupils‘ educational progress 
next. 
 
Adopting asTTle as a national report of pupils’ educational progress 
 

36. We believe that all primary schools should be required to use asTTle so that a comprehensive, 
consistent national report of pupils‘ educational progress can be constructed. Designed as a 
formative assessment to help classroom teachers to see whether their pupils are making 
progress towards achieving the New Zealand Curriculum objectives, asTTle has the most 
potential out of any assessment currently available to be developed further as a national report of 
pupils‘ educational progress. 
 

37. We do not believe making asTTle mandatory rules out schools from using other additional 
diagnostic tests for formative purposes if they choose. In fact we encourage schools to use 
whatever quality assessments they think will help teachers to lift pupils‘ achievement.  
 
asTTle’s background and development 
 

38. asTTle was developed as a literacy reporting engine by Auckland University to help teachers 
track the achievement of individual pupils and groups of pupils in reading, writing and 
mathematics against the standards for each New Zealand Curriculum Level.  
 

39. Currently, asTTle tests pupils from Years 4 to 12, although it is used most widely in primary 
schools.

20
 Versions of asTTle are in over 80 percent of schools, meaning that it would be 

relatively easy to expand its mandatory use. The introduction of a new version from 2008, called 
e-asTTle, will also make it possible to test pupils against standards right from Year 1. 

 
Advantages of using asTTle as a national report 

 
40. We believe that asTTle should be developed further into a national report of pupils‘ progress 

because it can generate reports which accurately compare the achievement of different groups of 
pupils. This is because asTTle reports are constructed against a database of about 100,000 
pupils‘ test results from throughout New Zealand.

21
 This allows teachers to see how individual 

pupils and groups of pupils in their class are doing relative to other pupils or groups of pupils at 
the same Year Level nationally. 
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41. The information provided by asTTle can tell teachers and school leaders where they need to 
target their teaching to lift pupils‘ achievement. asTTle is therefore a powerful assessment 
because it can add value to classroom teaching by providing teachers with a number of different 
reports about pupils‘ progress at the individual, class, school and national levels. 

 

42. These reporting features would be helpful for teachers, school leaders and school boards to have 
a good idea about the learning needs in their schools. The Ministry of Education would also 
benefit from information which asTTle reports could supply about which groups of pupils in 
particular schools or areas would be achieving progress towards the Standards. If expanded to 
be a national report, asTTle would add much more information about what is happening with 
pupil achievement nationally, helping to improve both the transparency and performance of the 
school sector. 

 

43. Another advantage of using asTTle is that it can be used by teachers when they like since it is 
designed to fit into regular class assessment time. Teachers can also choose the questions 
which pupils sit. Since every question is referenced to the national norms contained in the asTTle 
database it means that teachers can trust the questions they designate will test the same 
Curriculum objectives every time. 

 

44. Using asTTle this way would also trust teachers with assessing their pupils at the time and with 
the questions which suit their progress best, while still allowing parents, educators and others to 
see how the school system is performing.

22
 This reflects a sound principle of assessment 

design—that assessment against Standards should utilise, support and enhance teachers‘ 
professional expertise.

23
 It should not lead to ―teaching to the test‖ and an over-emphasis on 

comparing schools according to their ranking in league tables, based on their performance in 
numeracy and literacy tests.

24
 

 
45. With the development of e-asTTle and the right IT investment, schools should find it easy to 

administer asTTle tests and to produce and communicate results to parents and the Ministry of 
Education through schools‘ computer networks and the internet. 

 

46. We also believe that asTTle could be used to expand assessment against Standards beyond 
Year 8, where the Standards currently stop. Since asTTle can assess pupils right up to Year 12, 
it could be used to bridge the gap between Year 8 and Year 11, when most pupils begin the 
NCEA and are required to meet the literacy and numeracy requirements of Level 1. 

 

47. We think this is important so that assessment against the Standards continues between primary 
and secondary school and so that increasingly primary and secondary school teachers develop a 
shared understanding of the progress rate required by National Standards. Research also shows 
that we should be focusing more efforts on pupils in the middle years of school where literacy 
achievement tends to plateau.

25
 For example, a 2009 Ministry of Education literature review of 

middle schools, ―Teaching and Learning in Middle Schooling,‖ found that:
26

 
 
The early secondary years mark the point where some students who were already underachieving in 
literacy (and numeracy) in the primary years fall further behind their peers. Because so much of 
schooling is literacy based (including mathematics), those students inadequately equipped with 
literacy skills can stall and even decline in the early to mid-secondary years. 
 

And:
27

 
 
Like literacy, numeracy can also be problematic in the early secondary years where, again, some 
students plateau or even decline in achievement. Once more, the quality of teaching and teachers‘ 
professional learning have been found to be vital factors in facilitating student achievement in 
numeracy. 

 

48. This suggests to us it is vital that assessment and reporting against the Standards happen 
through to the end of primary school and into secondary school to help reduce the chances of 
underachieving children falling behind. 

 
49. Finally, we believe that asTTle should be adopted as a national report of pupils‘ educational 

progress because it will supply better information to parents and the school community. It would 
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provide data about pupils‘ achievement clearly referenced to the objectives of the Curriculum. 
asTTle results would also be easy to communicate to parents because of the way asTTle reports 
are constructed with numerical indicators and dashboard-like indicators. 

 

Schools’ use of assessment information 
 

50. While introducing Standards will give schools the opportunity to collect more and better data 
about pupils‘ educational progress, we are concerned that a number of schools will not be 
prepared well for assessing pupils against the Standards. 
 

51. Our concerns stem from data collected and analysed by the ERO, published in 2007. ERO stated 
in its report, ―The Collection and Use of Assessment Information: Good Practice in Primary 
Schools,‖ that:

28
 

 
... schools‘ effectiveness in the collection and use of assessment varied considerably, with about half 
the schools demonstrating effective practice across the whole curriculum. Without worthwhile 
information teachers cannot be certain their students have learned what they set out to teach, or that 
the teaching is relevant to the students‘ learning needs and interests. 

 
52. Further, the ERO stated the following in an earlier report from 2007, ―The Collection and Use of 

Assessment Information in Schools‖:
29

 
 

a. While ―over 80 percent of primary schools had developed effective assessment processes 
and tools for literacy and numeracy,‖ only ―58 percent of schools had developed and 
implemented an effective, integrated school-wide approach to assessment processes and 
information.‖ 

 
b. Further, in 57 percent of schools ―the achievement information ... demonstrated students‘ 

achievement and progress, while the interaction of assessment with teaching and learning 
was effective in 54 percent of schools.‖ 

 
c. 43 percent of schools were establishing and using school-wide information to improve student 

achievement, while in 42 percent of schools, students used information about their 
achievement for further learning. 

 
d. Finally, only 51 percent of schools were effective in reporting information about students‘ 

achievements to the community. 
 

53. We believe the ERO‘s comments warrant concern about how ready some schools will be to use 
assessment tools for collecting data and monitoring pupils‘ progress. This concern is even more 
pressing given the short timeframe for developing the Standards in 2009, implementing them in 
schools in 2010 and generating the first reports to parents and the Ministry of Education in 2011. 
 

54. We believe extra resources should be targeted at the schools which the ERO has identified as 
having gaps or deficiencies in how they use assessment information. This resourcing could come 
out of the extra $36 million promised in the 2009 Budget to ―support improvements in numeracy 
and literacy standards.‖

30
 We believe that this money might be spent best on professional 

development programmes that could help train school leaders and teachers at how to use 
assessment tools to improve pupils‘ learning and to integrate them into classroom teaching. 
 

55. We also think that money promised in the Budget to make schools broadband internet ready and 
to ―modernise existing schools‖

31
 should be spent on ensuring that e-asTTle can be used in all 

schools. For example, the money should be spent on making sure that schools have the right 
computer and internet hardware so that e-asTTle could be easily administered and the results 
collected and reported with a minimum of paperwork. 

 
56. If not planned already, we believe more emphasis should be placed on initiatives like these so 

that schools are better prepared to meet the increased assessment and reporting requirements. 
A majority of schools are already doing well at this while a number of others are not. It will be 
important to support these schools if Standards are to contribute not only to better monitoring of 
every pupils‘ educational progress but also for helping teachers and schools to understand their 
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performance better. This would assist them to continually improve the standard of education they 
provide. 
 
TEACHER AND SCHOOL PERFORMANCE 
 

57. We think that it is important for the Standards to contribute not only to better educational 
outcomes for children, but also improving information available about teacher and school 
performance. Currently there is little way for parents to tell the difference between schools except 
by reputation, school decile or, in the case of secondary schools, raw exam results. These 
measures do not relate to teachers‘ performance at educating pupils, or if they do they are not 
indicators which can be used to fairly compare the difference which schools make to pupils‘ 
achievement. 
 

58. We believe that these sorts of indicators could be constructed, using data provided by asTTle 
tests. This is important for providing parents, families and the school community with better 
information about their children‘s educational progress compared to other schools and for helping 
parents to choose the best school for their children. 
 
Value-added indicators for teachers and schools 
 

59. Once the Standards have been introduced, we urge the Government and the Ministry of 
Education to develop and implement a form of value-added assessment using asTTle. The term 
value-added comes from economics, and refers to measures of teacher and school effectiveness 
based on more sophisticated statistical analyses than comparing raw test scores. In practice, 
value-added measures can be used ―to estimate the unique contributions‖ of a school or teacher 
on pupils‘ educational progress ―over the course of a year rather than the cumulative effects of 
education or student background factors.‖

32
 

 
60. Many researchers and commentators are convinced that value-added indicators can provide 

reasonably accurate and fair information for comparing the performance of different schools.
33

 
Value-added measures have been developed in the United Kingdom and Australia, among other 
places, and are now an accepted part of the education systems there.

34
 They help parents, 

communities and government to more fairly scrutinise schools‘ performance, by controlling for 
the factors like pupils‘ family background and material circumstances, which affect the difference 
in test score results among schools.

35
  

 
61. We believe the Government should take an interest in developing value-added measures 

because they can be used to separate out the effects of teachers and schools on pupils‘ 
educational performance from the effects of non-educational factors like family background. 
Isolating the effects of educational and non-educational factors is critical for accurately evaluating 
the difference which schools and teachers make to pupils‘ learning, and thereby allowing schools 
to target professional development where it is needed. 

 
Value-added indicators for teachers 

 
62. We believe that it is important to measure the value added by teachers to pupils‘ learning 

because they make a big difference to pupils‘ achievement outcomes.
36

 American educational 
researcher William L. Sanders has commented on the difference good teachers make: ―If anyone 
is serious about improving the academic achievement levels for all students, then this 
improvement will be obtained only by reducing the likelihood that students will be assigned to 
relatively ineffective teachers.‖

37
 

 
63. Value-added measures can also contribute to a demonstrable improvement in teacher quality. 

Again, Sanders comments:
38

 
 
We have observed that once a measurement process is in place that offers feedback on the outcomes 
of instruction at the classroom level, many teachers begin to develop their own strategies for improving 
areas in which they are deficient. However, this process can be accelerated when the leadership within 
districts and schools provides the opportunity for individuals to learn to use and interpret the results of 
value-added assessment in positive diagnostic ways. 
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64. Sanders‘ comments indicate how the better data provided by value-added measures can help to 
point out what makes a difference to pupils‘ learning. If value-added measures can help more 
children to have access to better teachers then this could help to raise more pupils‘ achievement. 

 
65. In 2004, Maxim Institute also carried out polling of 1,000 parents of school children which 

showed that 89% of parents who responded agreed that, ―assuming it was possible, they would 
like more information on the quality of the teachers who would be teaching their child.‖

39
 

 
66. The difference teachers make could also be communicated by schools to families and the school 

community. Among other things, we believe that providing this information might help parents to 
decide which school is the best one for their child. 

 
67. We believe that the value-added by a teacher could be measured with asTTle results. Since 

asTTle measures pupils‘ progress from one point in time to another, it can also be used to 
determine the value a teacher adds to pupils‘ learning between one point in time and another, in 
terms of a gain score. Further, asTTle might be used to illustrate the impact of a teacher by 
comparing groups, like Maori and Pasifika pupils, against national norms and thus assess how 
much difference a teacher is making to such a group.

40
 

 
68. Besides the benefits for parents and schools of reporting value-added indicators, we believe that 

the value-added data produced by asTTle could help teachers to see how much difference they 
are making to their pupils‘ learning. The data might also indicate where teachers should make 
changes to their teaching, or areas where they might benefit from more professional 
development in the teaching profession recognises and rewards good work. 

 
69. Further, introducing a value-added indicator could help teachers in the long run by establishing a 

fair, objective measure of the difference which teachers make in the classroom. Schools might be 
able to use this information to reward high quality teachers better. Linking remuneration to 
performance could also help to retain and attract more high quality teachers because it would 
show that teaching rewards according to quality.

41
 

 
70. Introducing value-added indicators of teacher performance would therefore be positive for 

teachers‘ training and development and the professional culture of teaching on the whole 
because they would bring better clarity to the difference teachers make and allow them to be 
rewarded for the good work they do with children‘s learning. 

 
Value-added indicators for schools 

 
71. We also believe that asTTle data should be used to calculate the difference a school makes to its 

pupils‘ educational progress. At the moment, asTTle reports provide a sound indicator of growth 
in pupils‘ achievement over time. asTTle can also be used to compare groups of pupils at 
particular schools to, for example, national norms or similar schools. However, we think that 
more information needs to be associated with individual pupils‘ asTTle results and, by extension, 
groups of pupils so that the difference a school makes to pupils‘ learning could be determined. In 
short, we would like to see the development of a contextual value-added indicator for schools. 

 
72. Constructing a value-added indicator for schools would require schools and the Ministry of 

Education to collect information about pupils‘ background circumstances and link this information 
to pupils‘ National Student Numbers which follow them throughout their schooling. Prior 
attainment at asTTle assessments would also need to be linked to pupils‘ records as they move 
through the school system. This information would need to be stored in a central database. 

 
73. We believe school value-added indicators could help parents and educators to make fairer 

comparisons between different schools. For example, it is not fair to compare schools which 
have large concentrations of pupils from disadvantaged backgrounds with others that do not. The 
ones with fewer disadvantaged pupils are likely to have more high achieving pupils.

42
 As with 

measuring pupils‘ individual educational progress, what matters is measuring the difference 
which a school contributes to its pupils‘ progress as these gains may be substantial, even if they 
are not reflected in test scores or in high proportions of pupils meeting a standard. 
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74. This information would also show which schools are performing well or not. For example, the 
New York City school system is using data about pupil achievement and progress rates to show 
which schools are making a difference at lifting pupil achievement. The City introduced a school 
ratings programme about two years ago in which every school is given a report card by the 
Department of Education. It contains information about schools, including attendance, safety, 
graduation rates, test scores and improvement made on prior performance. Schools are 
compared with all City schools and schools with similar demographic characteristics.
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75. Schools are awarded a letter grade ranging from A for top performance, to D or F for low 

performance. The letter grade is determined by a product of three separate weighted scores, 
including the school environment (15%), pupil performance at tests (25%) and pupil progress 
(60%).
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 Schools which are graded A may receive a financial reward in return for helping less 

successful schools to improve their performance. Schools which are graded D or F face 
improvement measures or at worst closure if they do not improve. 

 
76. An early study of the programme indicated that schools which received a D or an F rating at the 

beginning of the first year significantly increased pupil achievement in mathematics by the end of 
the year. Schools which received an F grade increased pupil achievement in English.
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 Another 

indicated that while improvements in school performance were moderate there was no evidence 
of negative effects. This study also found that schools which received a D or an F rating made 
larger improvements in mathematics than higher-rated schools in the following year. However, 
this was not the case in English.
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77. While the New York City school report cards are relatively new, we believe they show some early 

promising results for improving pupil achievement at under-performing schools. These schools, it 
appears, have more incentive to lift their performance when indicators are published and they 
face sanctions for underperformance. Some caution is needed because these effects could be 
the product of teaching to a new test, which might fade with time.

47
 However, the weight placed 

on measuring progress in the New York City ratings might mitigate this effect. 
 

78. In principle, we believe a similar system could and should be used in New Zealand using 
contextualised data provided by asTTle reports. As in New York City, it might also be triangulated 
with other data about school quality so that comparing schools is not based solely on 
assessment data but takes into account qualitative aspects of school performance too. 

 
79. Another possible way value-added data could be reported is to produce reports comparing 

schools which have pupils who share similar demographic characteristics. This could reveal, for 
example, whether some schools are more successful than others at working with different kinds 
of pupils. We think this could be helpful for identifying the schools which are doing what works to 
raise achievement for particular groups of pupils. We also think that this could provide the 
opportunity for other schools to learn about strategies which could help pupils who are in similar 
circumstances.
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80. Such reports would also give the Ministry of Education and the ERO another way of knowing 

which schools are making a difference and should be modelled, or which ones might need 
assistance. This would help to make sure more schools are educating their pupils well. It would 
also introduce more transparency about the difference which schools make to their pupils‘ 
achievement in different subject areas. We believe that parents should have access to this 
information as they might find it helpful when deciding which school to send their child to. 

 
81. It will also be possible for schools‘ performance data to be obtained under the Official Information 

Act, so it is highly likely that the data collected by schools and reported to the Ministry of 
Education could be made public. We believe this is a good reason to develop and have available 
good, contextual value-added data about school performance so that when demands are made 
by media or other interested parties for information about the difference which schools make to 
pupils‘ educational progress, accurate and fair indicators are available. 
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Limitations of value-added indicators 
 

82. While value-added measures can help ―to determine the effects of inputs into education,‖ like 
teachers and schools, over time ―by controlling for the prior achievement level of students,‖

49
 they 

are not perfect indicators. Value-added measures can be ―susceptible to a number of sources of 
bias, depending on decisions about how the modeling is executed and on the quality of the data 
on which models are based‖ (for example, choice of statistical modelling, missing variables, 
confounding factors and more).
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83. This means if teachers‘ or schools‘ are going to be assessed against their pupils‘ performance, 

based even partially on the results of value-added measures, the uncertainties around these 
measurements must be clearly understood and broader strategies developed for measuring the 
impact of teachers and schools on pupils‘ performance (like community involvement and peer 
review).
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Conclusion: value-added indicators 

 
84. Both these proposals for constructing and communicating value-added indicators for teachers 

and schools would require, at a minimum, the mandatory use of asTTle throughout primary 
schools from the time children enter school. It would also require the Ministry of Education to 
collect comprehensive information about pupils‘ background so that data could be aggregated to 
the school level. This is essential if Standards are to contribute towards not only better 
assessment data but also better monitoring of teacher and school quality. However, more 
monitoring also creates some issues for schools‘ reporting requirements. 
 
REPORTING REQUIREMENTS 
 

85. The collection of assessment data against National Standards by schools creates both 
opportunities and problems for the fair reporting and use of that data. We believe that schools 
and the Ministry of Education should be transparent with the data collected, and that this calls for 
several kinds of reports for the purposes of monitoring pupil achievement and system 
performance. 
 
Schools’ reporting requirements 
 

86. Schools will be required to report data which is produced from monitoring pupils‘ progress 
towards Standards to the Ministry of Education. The information will be used by the Ministry to 
help target resources to the schools which need them. We believe that the National 
Administration Guidelines (NAG) should be clarified to describe the information which the 
Ministry of Education requires schools to report to pupils, parents and the school community, as 
well as the Ministry itself. 

 
87. At the moment, legislation provides schools with some flexibility about how they report to their 

community.
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 Reporting to the Ministry of Education should not compromise this. We believe it 
will be important that the flexibility schools have to report to their Boards and local communities is 
not overridden by national reporting requirements. Reporting of schools‘ progress towards 
meeting National Standards to the Ministry of Education should complement existing reporting 
requirements. 

 
Report types 

 
88. We believe that the best format for reporting to parents, local communities and the Ministry is to 

have reports at three different levels, the individual pupil level, the school level and the 
national level. We also believe that if possible the data reported should allow fair comparisons to 
be made between schools. In this context, we reiterate our earlier recommendation to develop 
sound statistical measures of the unique value added by teachers and schools to pupils‘ learning. 
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Individual pupil level reports 
 

a. Reporting at the individual pupil level would be carried out according to the Ministry‘s 
proposals to report to parents the progress pupils make towards the Standards; where 
deficiencies might be occurring and what steps will be taken next to attend to an individual 
pupil‘s learning. 

 
School level reports 

 
b. A school level report should be developed by individual schools from the aggregate data 

produced by the assessments teachers will use. It might be used to report to a school‘s 
Board, the local school community and the Ministry if any particular classes or groups of 
pupils are falling behind expected rates of progress. 

 
c. We also believe that a school level report could be developed by the Ministry of Education, 

taking a similar form to the one described earlier in New York City. It could include several 
indicators of school quality, including the value added by teachers at the school; the overall 
contextual value added by the school; school environment; the proportion of pupils meeting 
the Standards at each Year Level; and the average rates of progress made by pupils at the 
school at each Year Level. This information might be accessible through an internet portal, 
like the edCentre website or the NCEA school statistics website.
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d. The value of developing a school level report that includes various performance indicators 

was supported in the United Kingdom‘s ―Report of the Expert Group on Assessment,‖ 
released in February 2009. The Expert Group‘s purpose was to investigate the ways 
assessment could be optimised to report on pupils‘ learning progress and to hold schools 
accountable for their performance. 
 

e. It stated that:
54

 
 

Although externally marked tests should continue to play an essential role in the primary school 
accountability system, they should not be the only accountability measure. DCSF (the Department 
of Children, Schools and Families) should therefore develop the School Report Card urgently, so 
that it recognises the broader range of outcomes to which schools contribute, as well as giving 
due credit to schools for focusing on the progress of all their children, not only for those children 
who achieve the threshold level of performance. DCSF should then actively promote the School 
Report Card as an alternative to Achievement and Attainment Tables as the focus of public 
accountability for schools. 

 
f. Producing a comprehensive school level report might avoid some of the problems of league 

tables. League tables, often constructed by the media, can mean schools are ranked and 
compared on the basis of their exam scores, rather than explaining why there are differences 
between schools‘ performance. 
 

g. We do not believe that league tables should be produced from assessment data unless they 
include information which can help parents to fairly compare schools. This means we do not 
believe A to F ratings should be applied, since this might over-simplify or mislead people 
about how well a school is performing across a variety of different indicators. 
 
National reports 
 

h. A national report might be published by the Ministry of Education to show national pupil 
achievement at each Year Level, and in time examine the average growth made by pupils in 
various cohort years as they move through the school system. It might also indicate the areas 
of the country or the groups of pupils who need help to lift their rate of progress towards 
Standards. 

 
i. We consider these latter elements essential for a national report of pupils‘ progress to be 

comprehensive and useful for identifying the 15 to 20 percent of pupils who are 
underachieving at literacy and numeracy.
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Conclusion: reporting requirements 
 

89. In summary, we believe it is important for schools and the Ministry to work at producing school 
level reports and a national report so that access to information about school performance is free 
and transparent. Information about school quality should not be kept secret to protect under-
performing schools, which is the case now. Parents should have access to as much fair and 
reliable information as possible to choose the right school for their child. 
 

 PACE OF IMPLEMENTATION AND EVALUATION 
 

90. One final concern we wish to discuss is the pace of the Standards‘ development and 
implementation. The timeframe for developing the draft Standards has been compact, with a 
short period of time between when the legislation was passed in December 2008 and when the 
Standards are expected to be ready for use in schools at the beginning of the 2010 school year. 
 

91. This has given the education sector and parents precious little time to consider the Standards 
and to amend them if necessary before they are introduced. We are also worried that the 
timeframe allows little if any time to trial assessment and reporting against the Standards so that 
any problems can be identified before they are used throughout the school system. 
 

92. However, we recognise this was the consequence of a political decision and could not be 
avoided by the Ministry of Education. As the Standards are grounded in the substantial work 
carried out in developing the New Zealand Curriculum and the Literacy Learning Progression we 
believe this offsets to a degree the risk created by the hurried development of the Standards. 
 

93. Because of the short timeframe allowed for developing and implementing the Standards we 
believe that the Ministry of Education and the ERO should evaluate the Standards after one year. 
This way, we hope that any shortcomings or problems with how the Standards are working can 
be identified before they become too great. We recall how the NCEA was introduced into schools 
too quickly,

56
 and wish to make sure that the National Standards do not succumb to a similar 

problem. 
 

 CONCLUSION 
 

94. We believe that introducing National Standards offers a valuable opportunity to provide better 
information about the progress which our children are making at literacy and numeracy. In 
particular, we believe that Standards will help us to find out which children in our education 
system need the most help and may assist teachers to lift their own professional standard. This 
may be a valuable strategy for lifting the performance of the tail end of underachievers currently 
present in the school system. 
 

95. We also welcome the Standards because we believe they can help improve the transparency 
and performance of the school system. However, this can only be achieved if changes are made 
to the way the Standards are assessed and reported. In particular, we urge the mandatory use of 
the asTTle assessment throughout schools from the time children enter school in order to 
provide a consistent national report of pupils‘ progress from Year 1. 

 

96. We also strongly recommend that other measures are adopted in the near future that would 
improve the performance of teachers and schools for the quality of the education they provide. 
We would like to see schools report to parents and the Ministry of Education about the difference 
which they make to their pupils‘ achievement. This would require constructing contextual value-
added measures of pupils‘ performance, drawing on asTTle data, but would help parents to 
make fairer comparisons between schools. 

 

97. We believe adopting such measures is vital if the Standards are to be an effective tool for 
monitoring and improving the achievement of every school pupil and for improving the quality of 
schooling in New Zealand. 

 
98. Please do not hesitate to contact us with any questions relating to this submission. 
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