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INTRODUCTION
The Committee’s inquiry is on the evidence base for the recently introduced Scottish
National Standardised Assessments (SNSAs). These are assessments in literacy and
numeracy completed by school children in P1, P4, P7 and S3 which were introduced in
2017/18. The inquiry is focused on:
•

the evidence base for moving away from the Scottish Survey of Literacy and
Numeracy (SSLN) and introducing standardised assessments at P1, P4, P7, S3;

•

what information the Government’s assessments can provide that contribute to
improving the educational outcomes of children and young people; and

•

international comparisons to understand similar and differing approaches used
elsewhere.

The panel
On Wednesday 6 February 2019, the Committee will take evidence from from—
•

Lindsay Law, Convenor, Connect;

•

James McEnaney, lecturer and journalist;

•

Darren Northcott, NASUWT, National Official for Education; and

•

Susan Quinn, Educational Institute of Scotland (EIS).

Lindsay Law is a parent from Edinburgh and the Convenor of Connect. Connect is an
independent charity, funded through its membership. Its membership is largely a mixture
of Parent Councils, Parent Teacher Associations and other parent groups. Connect’s
purpose is to improve parents’ involvement in education.
James McEnaney is a lecturer, journalist and writer who currently lives near Glasgow. He
teaches English, Communication and Social Studies in a college in the city, having
previously taught at Arran High School.
NASUWT is a UK-wide teaching trade union. NASUWT states that it is the fastest growing
teacher union in Scotland. Darren Northcott has been the National Official responsible for
education policy at the NASUWT since 2004. He has been involved in negotiations with
governments and official bodies across the UK on the full range of assessment matters. He
was a member of the Department for Education’s 2018 working group on data and
assessment in schools. He was a member of the ruling Committee of the European Region
of Education International (EI), the global trade union organisation for teachers and
educators. He has represented the NASUWT and EI on assessment issues with the

Organisation for Economic Co-operation and Development, including on the OECD’s
flagship PISA study.
The Educational Institute of Scotland (EIS) is the largest teaching union in Scotland. Susan
Quinn is a former President of EIS and is the current Secretary of the Glasgow Local
Association.
Inquiry so far
This is the fourth evidence session on this inquiry. The Committee took evidence from:
ADES, academics and assessment producers on Wednesday 9 January 2019; the Royal
Society of Edinburgh and academics on Wednesday 23 January 2019; and a member of
the Scottish Government’s International Council of Education Advisers, Children in
Scotland and Upstart Scotland on Wednesday 30 January 2019.
The Committee has received written submissions which can be found on the Committee’s
website. The SPICe briefing prepared for the Committee’s meeting on 9 January covered a
number of themes and could be considered to be a brief summary of the submissions the
committee had received up to then; the paper also provided background information on the
Scottish Survey of Literacy and Numeracy (SSLN), the SNSA and the Achievement of
Curriculum for Excellence Levels (ACEL).
Purpose of paper
The purpose of this paper is to brief the Committee in advance of the evidence session on
6 February 2019. The paper is divided into four themes which are intended to reflect both
the themes that have arisen in evidence so far and the submissions from the witnesses
attending on 6 February. The witnesses’ submissions are included in Paper 2 of Members
briefing pack.
THEME 1: CLARITY OF PURPOSES AND USES
One theme of the evidence the Committee has taken so far has been the purpose of
standardised assessments and link between the purposes and the design and use of
assessments.
In its submission, the University of Glasgow stated—
“Traditionally, assessment systems serve three main purposes, to inform learning,
to sum up learning over time and to hold people to account. Assessment information
gathered about the past is only helpful if it informs future action that leads to
improvement.”
The NASUWT’s submission states that it does not “object in principle to the use of
standardised assessments, such as the SNSAs” which can “provide a common entitlement
for all learners and promote clear national expectations in relation to assessment and
learning.” The NASUWT sets out a number of broad principles to be considered when
reviewing assessments. These principles cover the assessment’s purpose, how they are
used and that assessments should be “assessment should be reliable, valid and
comparable”.
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The Scottish Government has identified two purposes for SNSAs: as formative 1 or
diagnostic2 assessments; and to contribute to teacher judgments on the progress of
children within the curriculum. Teacher judgements can be used at a number of levels to
inform practice or policy, i.e. individual, class, school, local authority or national levels. For
example, the Scottish Government’s submission to the Committee notes that the SNSAs
support teacher’s judgements in the context of the annual returns for ACEL. The 2018
ACEL publication was the first where teachers could use SNSAs to inform their returns of
pupil achievement. The Scottish National Standardised Assessments: national report for
academic year 2017-2018 was published in December 2018. The SNSA report provided a
“a summary of outcomes at a national level” on the SNSAs and suggested caution should
be taken in making comparative judgements about individuals or groups . The report
stated—
“This report is not intended to form the basis of an accountability measure against
which performance will be tracked over time. The main aim of SNSA is to provide a
diagnostic tool that can be used as part of a range of evidence to support teachers’
professional judgement of children’s and young people’s progress in learning. The
report is intended to support this aim through the dissemination of findings at a
national level.”
On 9 January, Juliette Mendelovits from the Australian Council for Educational Research
(“ACER”) which developed the SNSAs told the Committee that there are “two really
important purposes”. The first purpose is—
“to give teachers good information about where children are in their stage of
learning, which allows them to reflect on where those children are and to find out
something new about them to help them to take the next steps. It allows them to
reflect on whether children are showing challenges in their state of learning or are
going great guns, so that something could be done to help them to extend.”
The second purpose Ms Mendelovits identified was—
“to help the Scottish Government and the education community to improve the
overall capacity of children in literacy and numeracy and to close the attainment
gap. In order to have information about what the gap is and whether it is being
widened or narrowed, one needs national-level data as well as data at the individual
school level.” (OR, 9 January 2019, Col 15)
Keir Bloomer, from the Royal Society of Edinburgh told the Committee on 23 January that
the intended purpose of the SNSAs had changed from originally being primarily to
measure national performance to now being focused on supporting teaching and learning
at individual or classroom levels.3
In announcing the SNSAs during her speech on the programme for government in
September 2015, the First Minister—
“Parents need meaningful information about the progress of their children. Teachers
need to know which pupils are doing well and which ones need more support;
1

Formative assessments are assessments that are used to inform future teaching and learning.
Northern Ireland’s Council for the Curriculum, Examinations and Assessment states that diagnostic
assessments are strongly linked to formative assessments and “often takes place at the beginning of a
learning programme and can be used to identify pupils’ strengths and areas for improvement”.
3 Official Report, 23 January 2019, Col 6
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governments—local and national— need to have reliable data to inform policy; and
all of us need to know whether the twin aims of raising attainment overall and
closing the attainment gap are being met.” (Official Report 1 September 2015 Col
19)
The EIS’ submission stated that it persuaded the Scottish Government to change its
thinking in respect to SNSAs. Its submission stated—
“Our union has been influential in shifting the initial thinking of the Scottish
Government away from designing SNSAs as a summative assessment tool, with
tests to be undertaken during what resembled an exam-type diet, and results of
which would be published on a school by school basis; such a potentially damaging,
high-stakes model of assessment, designed to serve an explicit accountability
imperative, would have had the unintended consequence of worsening educational
inequality.
“In its stead, the current model is one which at least sought to be diagnostic in
nature and was intended to be one small contribution to the professional judgement
of teachers, predominantly based on a much wider, more sophisticated, formative
assessment context.”
A concern of some responding to the Committee during this inquiry is that the SNSAs will
become a measure of accountability for teachers and schools and in effect becoming
“high-stakes”. The Scottish Government’s submission states that SNSAs are “Not for
accountability purposes, no school or local authority level data is published.” It also notes
that in other jurisdictions, where standardised assessments are used to hold elements of
education to account, there is evidence that this can make the assessments “high-stakes”
and “lead to adverse behaviours such as teaching to the test, the narrowing of the school
curriculum and focusing time and resources on children and young people who are
“borderline””.
A response from Professor Claire Wyatt-Smith, an academic working in Australia, who
submitted her views through the International Educational Assessment Network argued
that the purposes of Australia’s National Assessment Program - Literacy and Numeracy
have over time become confused. Initially the purpose was early identification of pupils at
risk and informing interventions, but this has been overtaken by arguments for the use of
the assessments to measure accountability and transparency.
Sue Palmer from Upstart Scotland told the Committee on 30 January that SNSAs may
“ratchet up” parental anxiety over the assessments and that this can lead to pressure
which makes the pressure “high-stakes”.
Professor Paterson suggested that “school-level information is bound to find its way into
the public domain whether we want it to or not, because of freedom of information” and
that it would be best to prepare for that eventuality.4
During evidence on 9 January, Professor Ellis suggested that a system of checks and
balances should be in place ensure that SNSAs are low stakes, she said—
“We should ask HMIE and Education Scotland, when they inspect schools, to ask
parents about things such as teaching to the test and repetitive testing. That
monitoring has to be built in. We also need to consider how the inspectorate thinks
4
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about, uses and talks about data and look at the language that we use in that regard
… unions and local authorities [could] have robust whistleblowing processes for
teachers who feel that they are being pressurised to use data in inappropriate
ways.” (OR 9 January 2019, Col 26)
Professor Ellis stated that taking these practical steps to ensure that assessments are
used well could be a hard task. She said that Scotland “would probably be the only nation
that I have heard of that has such checks and balances in place”.5
Members may wish to explore with the panel—
•

Whether the panel considers the purposes of the SNSA reflect good practice
in assessment.

•

The importance of pupils, parents, teachers, and local authorities having a
common understanding of the purpose of the assessments.

•

Whether there is a risk of SNSAs becoming “high-stakes” and how this could
be avoided.

THEME 2: LINKS TO THE CURRICULUM
In 2011, the OECD undertook a review of large scale no-stakes standardised tests across
OECD countries, Student Standardised Testing: Current Practices in OECD Countries and
a Literature Review (“The 2011 OECD review”). The 2011 OECD Review states that there
is a consensus that aligning assessments to the curriculum can “maximise the test’s
reliability, validity and utility”. The review stated“If the goals and expectations of the assessment are not aligned with what happens
in the classroom or with teacher’s curriculum goals, the system will not effectively
measure student performance.”
The Scottish Government’s submission to the Committee stated—
“Alignment to the Scottish curriculum is also key for Scottish teachers and sets the
SNSA apart from other standardised assessments previously used by schools and
local authorities. All questions in the SNSA are quality assured by Education
Scotland and questions are trialled during the previous year to ensure they are
appropriate for children and young people.”
The University of Glasgow stated in its submission that assessment is “inextricably linked”
with the curriculum and pedagogy. An important aspect of validity of a standardised
assessment, which measures achievement within a curriculum, is how well it reflects that
curriculum. The University of Glasgow also stated that no assessment is perfect and can
be a “matter of the appropriate balance between validity of curriculum coverage and
reliability of the interpretations of the assessment evidence.”
A theme of the evidence the Committee has received is that SNSA data should only be
one part of the data used by practitioners and policy-makers in forming judgements about
individuals’ or groups’ progress within the curriculum. Juliette Mendelovits told the
Committee that SNSAs cover only literacy and numeracy parts of the curriculum and only a
5
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portion of those elements of CfE.6 Professor Lindsay Patterson told the Committee on 23
January, that while what is being tested by SNSAs is narrow, these areas are fundamental
to learning. Professor Merrell from Durham University noted that assessments will never
cover all aspects of the curriculum and that if this is more widely understood, it may
prevent narrowing of the curriculum. She said, “those aspects are important and we can
use them to monitor progress, but we should not think that they are the be-all and end-all”.7
The EIS’s submission stated—
“The coverage of SNSAs in terms of the knowledge and skills assessed is […] quite
limited, as is the assessment information elicited. In the case of the Literacy
assessment pertaining to Writing, for example, it provides only minimal diagnostic or
summative data (depending on how the assessments are used), on children’s grasp
of some technical aspects of writing – spelling, grammar and punctuation. (In this
regard, the assessments do not align well with how writing is or should be taught,
which calls into question the reliability and validity of the information that they
provide on children’s understanding of writing.)”
The EIS’ submission also stated that the tests at P1 are “misaligned with and contradictory
to, the play-based pedagogy and curriculum of Early Level CfE”. Professor Paterson’s
submission noted “the tests for P1 were closely based on the curriculum for P1, and so if
the tests are not thought to be valid for P1 then the same doubt must apply to the
curriculum”.
Sue Palmer from Upstart told the Committee on 30 January that the SNSAs are based on
the Benchmarks for P1 which were extrapolated from the Experiences and Outcomes.
She argued that this process of extrapolation had distorted the curriculum and had not
focused sufficiently on speaking and listening, which she considered the most important
literacy skills at that stage.
Sue Palmer also argued that a developmental assessment would be better suited to the
Early Stage of CfE. She cited Ontario’s Early Development Instrument (EDI) as a model.
EDI is a broad measure children’s ability to meet age-appropriate developmental
expectations.
The Committee may wish to explore with the panel:

6
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•

What challenges are there to ensuring that a standardised assessment
reflects the taught curriculum.

•

Whether SNSAs represent a reasonable trade-off between breadth of
coverage of the curriculum and reliability.

•

Whether there is an understanding of the limited scope of SNSAs.

•

Whether SNSAs’ curriculum coverage is appropriate and is focused on areas
that are fundamental to learning.

OR 9 January 2019 (Col 31)
OR 9 January 2019 (Col 34-35)
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THEME 3: AGGREGATED NATIONAL AND REGIONAL DATA
Keir Bloomer, from the RSE, set out why he considered national-level data as being
important. He told the Committee—
“At present, there is a kind of orthodoxy in Scottish education that nothing influences
the quality of provision other than the quality of teaching. That is not true. There are
lots of other factors, such as the curriculum and the nature of education policy, that
influence the way in which the system is performing and, therefore, the experience
of the individual. So, we require to have that kind of information.” (OR 23 January
2019, Col 16)
The 2011 OECD review stated that “it is widely agreed that standardised tests are limited
in the type of information they gather and that they do not provide a ‘full-picture’ view of
student performance, student abilities or classroom instruction”. The OECD goes on to
say—
“Employing multiple evaluation measures – including incorporating non-test
information into decision-making – reduces the risk of making incorrect decisions as
a result of the limitations of standardised test scores, improves the validity of the
system, and reduces the likelihood of excessive narrowing of curriculum.”
The Scottish Government identifies the Achievement of Curriculum for Excellence Levels
(ACEL) as replacing the Scottish Survey of Literacy and Numeracy (SSLN). ACEL was
first published in 2016 and is a performance measure based on teacher judgement. The
Scottish Government’s also submission states that the decision to discontinue the SSLN
drew upon the conclusion of the OECD’s 2015 review of Broad General Education,
Improving Schools in Scotland: An OECD Perspective that Scottish education should—
“Strike a more even balance between the formative focus of assessment and
developing a robust evidence base on learning outcomes and progression.”
On 30 January, Professor Hargreaves told the Committee that there had been a growing
international recognition of the potential negative impacts of high-stakes standardised
testing. He explained that the policy dilemma is to be mindful of the potential impacts of
large scale standardised assessments while: supporting teachers to have information at a
classroom level to support their teaching; and providing appropriate data for school
leaders, local authorities and policy makers.
Professor Hargreaves said that there is no perfect solution to this dilemma. He said that
the Scottish Government’s proposed solution to address these two requirements is that
SNSAs are to help to create consistency in teachers’ judgements, which are then used to
judge progress. Professor Hargreaves said that those judgements are to provide a “buffer”
between the assessments and practice in the classroom. Professor Hargreaves described
Scotland as being at “the leading edge” globally in attempting to resolve this dilemma.
The Cabinet Secretary identified a number of advantages of the ACEL over the SSLN in
the Scottish Government’s submission to this inquiry. These advantages include:
empowering teachers; representing the full curriculum level; broad-based evidence; and it
can be aggregated at school and local authority levels. In 2017, the Cabinet Secretary for
Education and Skills stated—
“The problem with the SSLN is that it does not enable us, when we see declining
performance, to identify from the survey where that is happening. However, the data
7

that we have requested to be put in place, which will be substantially reinforced by
standardised assessments, will give us the ability to do that and to support young
people to fulfil their potential as a result.” (OR 9 May 2017, Col 26)
ACEL is badged as experimental and the report on the statistics stated that “over a third
reported that they were generally confident in the robustness of their ACEL data”. The
2017/18 report cautions against comparing ACEL data across years and—
“Comparisons between authorities or between schools should not be made without
consideration of the context of the authority or school and the underlying approach
to assessment.” (p8)
James McEnaney’s submission set out a number of reservations about using ACEL as a
replacement for the SSLN. These are:
•

There is no properly agreed standard for what the 'achievement' of a level looks like;

•

There are concerns about the reliability of the data;

•

CfE levels were not intended to be used as an external measure of achievement;
and

•

Returns from teachers could be “influenced by political pressures”.

In evidence to the Committee on 23 January 2019, Professor Hayward, contextualised the
SNSAs within the National Improvement Framework. She noted that there are different
data users at different levels of the Education system. She also reiterated her view, set out
in the University of Glasgow’s submission, that assessments can serve three main
purposes, “to inform learning, to sum up learning over time and to hold people to account”,
however, she told the Committee that it should be recognised that “no one part of the
process will be able to address all of these purposes, and that’s why we have a National
Improvement Framework which draws evidence from a range of sources serving a range
of purposes”.8
Professor Hargreaves explained the strengths and weaknesses of a survey approach as
opposed to a cohort-based approach. He said that for countries which have relatively low
levels of inequality, sample surveys are sufficient and are a way to prevent teaching to the
test and narrowing of the curriculum. However, in more diverse countries, including
Scotland, a cohort-based approach captures more detail of different groups of individuals
and identifies which populations are in greatest need of support.
Jackie Brock, from Children in Scotland, who gave evidence to the Committee on 30
January 2019, also supported the SSLN, although she did not support the SNSA. Ms
Brock gave an example to the Committee of how the SSLN had provided information which
identified a systemic problem in children’s understanding of applied maths and fractions.
She said that led to a focus on supporting applied maths in primary school teaching and
was therefore relevant to learning and teaching.

8
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The panel of witnesses on 23 January 2019 agreed that a survey, similar to the SSLN,
which looked at broader measures than the SNSA and obtained greater contextual
information on the pupils could augment current data collections.9
Professor Sue Ellis, argued that assessments should have a practical use in the
classroom. She told the Committee on 9 January—
“If taxpayers’ money is being spent on assessment, the assessment has to be
useful and make an impact. I have worked in Scotland for 30 years. As the
committee knows, the results from the last few SSLNs have gone down. The only
people I heard talking about that were politicians and the odd academic. I did not
hear directors of education saying that they would look at their system because
obviously something that they were doing was not working and that they would
reassess their teaching; I did not hear class teachers or headteachers talking in that
way.” (OR 9 January 2019, Col 23)
In evidence on 9 January, Juliette Mendelovits from ACER explained that to cover the
range of times at which a child may sit an SNSA, ACER had produced two norming
studies, one in November and one in March, which provide national benchmarks for
individuals who took SNSAs the first and second halves of the academic year respectively.
The norming studies are based on representative samples of the cohort. Ms Mendelovits
suggested that the norming studies should be undertaken regularly to “track how the nation
is performing over time” and that the Scottish Government is considering this. 10
Jackie Brock questioned what actions policy makers might take in response to aggregated
data to support improvement. One answer was provided by Mhairi Shaw, Director of
Education at East Renfrewshire Council who told the Committee how she could use data
from both standardised assessments and teachers’ judgements—
“We can use and cut that information in lots of different ways to have conversations.
In essence, it is just about asking questions through the analysis of the data that it
generates. For example, it might show that, at a school level, particular
components, such as addition and subtraction, are not being taught particularly well.
If we looked at that as a local authority and found it to be an issue across the
authority, it would be incumbent on us to do something to bring about improvement,
including by helping teachers to improve the learning experiences of youngsters.
That is how the data is used formatively, and that summative information that we will
get will allow us to do that.” (OR 9 January 2018, Col 25)
The University of Glasgow’s submission to the Committee said that the Scottish Education
system is “replete with data but these data are not always well targeted, as dependable as
we might wish them to be or used to best effect.” Keir Bloomer from the RSE argued that
Scotland is “relatively data-poor”. Dr Bloomer highlighted the withdrawal from two
international education surveys11 as being a mistake and also stated that it is “unfortunate

9

Official Report, 23 January 2019, Col 26
OR 9 January 2019 (Cols 16-17)
11 The two surveys are: Trends in International Maths and Science Survey (TIMSS), in which Scotland last
participated in 2007; and Progress in International Reading Literacy Study (PIRLS) in which Scotland last
participated in 2006. These surveys are undertaken by Lynch School of Education at Boston College, USA,
on behalf of the International Association for the Evaluation of Educational Achievement.
https://timssandpirls.bc.edu/about.html
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that there has been no continuity in the information that has been made available in the
past.”12
The Committee may wish to explore with the panel:
•

Whether there is a need for national and local authority data on education
performance.

•

The panel’s views on whether teachers’ judgements, supported by the SNSA
can provide adequate data to measure progress at a national and local
authority level.

•

Whether parents and other stakeholders can or should use ACEL to hold local
authorities democratically accountable for the standard of education in their
area.

•

Whether the panel would welcome a survey-based assessment to augment
SNSA and ACEL. Whether it is important that there is continuous and
comparable data on education in Scotland.

•

Whether SNSA norming studies would be useful in understanding progress
over time.

•

The panels views on suggestions that the SSLN, or a similar survey, should
be reinstated.

THEME 4: CLASSROOM AND LEARNER DATA
The Scottish Government’s submission stated—
“The SNSA system generates a real-time report for the teacher each time a child
undertakes an assessment. The individual report provides the teacher with rich
diagnostic information on the child’s capacity in the assessment on that particular
day. Teachers are shown where the child sits on a common ‘long scale’, they are
given detailed information on where the child has performed well and where less
well and they are shown how the child’s assessment performance compares to the
national norm. Teachers value the provision of this detailed evidence alongside their
existing knowledge of the child and the indicators it provides on what would be
appropriate next steps in learning.”
“The system also provides class, school and local authority level reports all of which
are designed to be used for improvement purposes. The class and school level
reports are comprehensive and enable detailed analysis. This allow teachers and
school managers to identify patterns in learning across groups of children and
identify areas of strength or development needs.”
The EIS’s submission referred to a survey of its members following the first year of SNSAs
being used in schools. It said—
“The majority of comments in response to the question of its utility to learning and
teaching, were critical of the value of SNSA data. The reasons cited were largely the
12
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unreliability of the assessment data in the context of wider assessment – in many
cases the evidence provided was not in line with the wealth of information elicited by
more valid and reliable means.
“Many teachers commented that the SNSAs provided little to nothing in the way of
new information to inform their understanding of children’s progress and next steps
in learning. Some explicitly referenced them as a waste of valuable time for this
reason.”
Keir Bloomer from the RSE told the Committee on 23 January that in his view SNSAs have
a number of benefits, including the ability to track individual pupils over time and the
establishment of the long-scale (a scale of achievement that runs from P1 to S3).13
However, in terms of its value as a diagnostic assessment, an SNSA “does not yield a
wide range of valuable information”.14
Connect’s submission highlights the importance of assessments to support “quality
conversations between teachers, children and families.” The NPFS’s submission praised
the information the SNSA provides to teachers. However, in regard to the information
provided to parents, it stated—
“We are disappointed that somewhere in the education chain, this thorough
summary and the teacher’s wide knowledge of each child is diluted to report cards
that parents frequently tell us are almost meaningless.”
Examples of the outputs from SNSAs have been provided by the Scottish Government.
Paper 3.
Assessment literacy
The 2011 OECD noted that “without adequate training, teachers may not have the
assessment literacy and ability to appropriately interpret results and to identify areas where
curricular strategies may require adjustment”. The Scottish Government’s submission to
the Committee stated—
“An extensive training programme, provided by SCHOLAR from Heriot Watt
University, was rolled out across the country. The training courses have been
extended to cover everything from how to set up and run the assessments to how to
use the data for improvement, and how to support children with additional special
needs (ASN). These courses are available in multiple formats including on-line. The
evaluations have been very positive (95% rated satisfactory or better) and support
teacher development.”
The SNSA website states that there are three training courses available in the current
academic year. The courses take between 1 and 2 hours. The second available course,
An Introduction to Analysing SNSA Data, includes the “interpretation of data and the
pedagogical aspects of using the assessments in the context of teachers’ professional
judgement”. Julia Mendolovits told the Committee on 9 January—
“[A] key element in making assessments valid, useful and quality assured is to
ensure that there is a good mechanism for providing professional learning to
schools, teachers and local authorities so that they can interpret the results clearly,
13
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intelligently and effectively. The training programme that SCHOLAR at Heriot-Watt
University is running, which has been implemented alongside the assessments from
the beginning as part of our contract, is therefore a key element. It is unusual
internationally that there was the foresight to bring forward a professional
development and training programme from the inception of the national
assessments to ensure that they were used in the way that was intended.” (OR, 9
January 2019, Col 36)
Ms Mendolovits said that having a training programme at the start of the process was a
“really innovative move on the part of the Scottish Government”.15 Professor Ellis argued
that effective training for teachers is most effective when it is in the classroom setting and
relating to children they are teaching.16 This point was echoed by Professor Hargreaves
who also said that development for school and local authority leaders on how to use data
is important.
Following the evidence session on 23 January 2019, the Committee agreed to write to the
Cabinet Secretary for Education and Skills on how initial teacher education will develop
assessment literacy.
The Committee may wish to explore with the panel:
•

The extent to which SNSAs have provided added value in classrooms as a
formative assessment and led to improved teaching.

•

The extent to which SNSAs will support a shared understanding of
achievement and how this might support improved teaching and learning.

•

The role of parents in interpreting SNSAs and teachers’ assessment of their
child’s progress and how they can use this to support learning.

•

Whether the training for teachers has been well-received and if there is a need
for greater personal development for teachers in how to use assessment for
learning. Whether there has been sufficient uptake of this training and any
barriers to teachers accessing the training.

•

Whether there has a policy focus to ensure school leaders and local authority
staff are equipped to interpret SNSA data and use it to support improvements
in pedagogy and the curriculum.

THEME 5: PRACTICAL IMPLEMENTATION OF SNSAS
The Scottish National Standardised Assessments: national report for academic year 20172018 stated—
“On average, in the 2017 to 2018 academic year, children and young people
completed each of the assessments within 30 to 40 minutes (less than 30 minutes
for Primary 1 children).” (p7)
Online guidance for teachers states—

15
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“The assessments should not require a change to the way you teach and there
should be no additional workload for you or for the children. However, you will need
to think about how best to manage the assessments in your particular context and
plan accordingly.”
The EIS undertook a survey of its members on the operation of the first year of SNSAs.
The survey found that additional workload was a concern for its members and that the
SNSAs impinged on other activities. The EIS stated—
“Adequate staffing, smaller classes and ICT resources are key to the smoother
deliver of SNSAs. Teachers in schools which had up-to-date hardware that is fully
compatible with the assessments (namely iPads) identified fewer problems with
practical delivery.”
The EIS concluded that first year of SNSAs had been “expensive in terms of human
resource and time”.
On behalf of Connect, George Gilchrist, a former headteacher and fellow of SCEL,
gathered opinions of teachers and support staff on the SNSAs through social media in the
summer of 2018. A theme in the responses to Mr Gilchrist was that teachers saw SNSAs
as “just another add-on to workload, contributing little to understanding learners and where
they are in their learning, they are viewed by many as another unnecessary chore driven
by political agendas, not what is best for young learners.” Another “common concern” was
that “the decision on when the tests should take place had been taken by the local
authority and then imposed on teachers and schools”. 17
A submission from a teacher to the Committee saw SNSAs as part of what they
considered to be “constant changes” within the system. The teacher felt disheartened by
this and asked that policy makers “refrain from further changes, promote and allow the
professionals to carry out the work you have employed them to do”.18
A submission from an additional support for learning teacher stated that they had to
suspend their normal work to support SNSAs in a primary school over a prescribed twoweek period. The teacher felt that taking their time away from their normal duties was
unfair on those pupils who required her support.19 Another Support for Learning teacher,
Alison Taylor, also submitted evidence to the Committee stating that she organised and
managed SNSAs across the two schools she supports. Again, her authority had instructed
SNSAs to be carried out at a prescribed time.
Professor Paterson told the Committee that asking specialist ASN teachers to administer
SNSAs “is a serious failure in so many respects”. He added—
“The teacher cannot, as it were, subcontract their judgment. They have to hone their
judgment on the test that they, as a teacher, administer.” (OR 23 January 2019, Col
34)
SNSAs can be taken at any time of year. Mhairi Shaw, from ADES and the Director of
Education at East Renfrewshire Council stated that SNSAs in her local authority are taken
“later in the school year once the teachers think that the children are ready to take the
assessments against the national benchmarks”. East Renfrewshire has a six-week
17

Gilchrist (2018) Report for Connect (formerly SPTC) Scottish National Standardised Assessments (SNSA)
Anonymous Teacher 2
19 Anonymous Teacher 3
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window for SNSAs around May and Ms Shaw stated that this “helps with the norming
exercises” (i.e. determining the levels of performance in a cohort – this can be used to
measure an individual’s SNSA performance in relation to their peers). (OR 9 January 2018,
Col 21)
The timing of the assessments also may impact on how the data from SNSAs can be used
as a formative assessment. Keir Bloomer related his experience of visiting a school that
had in 2017/18 carried out SNSAs in May and decided “to have any opportunity to make
use of the feedback”, P7s took the SNSAs in November in the current academic year.20
On 30 January, Professor Hargreaves suggested that it is important that the teaching
profession creates a collaborative culture to support shared judgements about learning and
assessment for learning within schools. Jackie Brock argued that Scottish education has
an existing culture of assessment for learning and practices collegial moderation. Ms
Brock expressed concern that SNSAs would supersede this approach.
Professor Hargreaves also told the Committee that the profession collectively should have
a role in informing the continuing development of SNSAs to ensure that it is and remains
relevant to the curriculum. In terms of the initial development of SNSAs, Juliette
Mendelovits from ACER said that teachers were involved with the design somewhat,
although not a great deal. However, Mhairi Shaw, from ADES stated that she was content
that teachers’ views had influenced the development of the SNSAs, through evidence
gathering at local authority level and that ACER has been receptive to feedback from the
profession.21
The Committee may wish to explore with the panel:

20
21

•

Whether teachers, schools and parents have learnt lessons from the first year
of SNSAs and if the administration of SNSAs in the current academic year has
become easier.

•

How the timing of assessments impacts on how SNSAs can inform teaching
and learning and the degree of autonomy teachers have in deciding when
pupils take SNSAs.

•

Whether it is important for teaching and learning that the class teacher is
involved in administering the assessments.

•

Whether there has been any feedback from teachers or parents that the
SNSAs have affected the structure of the school year or led to an increased
focus on the areas of the curriculum covered by the SNSAs.

•

Whether there has been any feedback from teachers or parents that SNSA
data has been used to support improvement or as a rationale to provide
additional support at a school, class or individual level.

•

What mechanisms there are for teachers to support the future development of
SNSAs.

OR 23 January 2019, Col 17
OR 9 January 2019, Col 32
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Ned Sharratt
SPICe Research
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Note: Committee briefing papers are provided by SPICe for the use of Scottish
Parliament committees and clerking staff. They provide focused information or respond
to specific questions or areas of interest to committees and are not intended to offer
comprehensive coverage of a subject area.
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Submissions have been received from the witnesses attending the evidence session.
These were previously circulated to the Committee in the submissions pack for the
meeting on Wednesday 9 January and are reproduced below for ease of reference:
•
•
•
•

Annexe A – EIS
Annexe B – James McEnaney
Annexe C – NASUWT
Annexe D – Connect

The SPICe themes paper (paper 1) refers to teacher feedback on SNSAs collated by
EIS and feedback collated for Connect, these are linked below1.
•
•

EIS- Teacher feedback
Connect- Feedback from Teachers and Parents

1

Please note the EIS document is 200 pages long so should be used as reference as opposed to
printed.
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EIS Submission to the Education and Skills Committee Inquiry into SNSAs
The Educational Institute of Scotland (EIS), Scotland’s largest teacher trade union,
representing 80% of Scotland’s teachers and lecturers, welcomes the opportunity to
provide evidence to this inquiry by the Committee on the evidence base for the
recently introduced Scottish National Standardised Assessments (SNSAs).
The EIS has been involved in the debate and discussion around national
standardised assessments since the First Minister in September 2015 made the
announcement on their introduction.
The EIS is of the firm view that all assessment, both by its design and method of
delivery, including the way in which feedback is given to children and young people,
should support learning. Our union has been influential in shifting the initial thinking
of the Scottish Government away from designing SNSAs as a summative
assessment tool, with tests to be undertaken during what resembled an exam-type
diet, and results of which would be published on a school by school basis; such a
potentially damaging, high-stakes model of assessment, designed to serve an
explicit accountability imperative, would have had the unintended consequence of
worsening educational inequality.
In its stead, the current model is one which at least sought to be diagnostic in nature
and was intended to be one small contribution to the professional judgement of
teachers, predominantly based on a much wider, more sophisticated, formative
assessment context.
Our initial evaluation of the extent to which this has proven to be the case in the first
year of SNSA implementation, however, is negative. The use of the assessments
has largely breached the guidelines established and moved them in practice towards
the high stakes testing approach which had been rejected. (The EIS continues to
monitor and evaluate the use and effectiveness of SNSAs.)
This response will focus on two areas of the inquiry, mainly: the evidence base for
moving away from the Scottish Survey of Literacy and Numeracy; and what
information the government’s assessments can provide that contribute to improving
the educational outcomes of children and young people.
The evidence base for moving away from the SSLN
In the view of the EIS, the evidence base for moving away from the SSLN has never
been made clear by the Scottish Government; nor indeed has the evidence base for
the re-introduction of national assessments in the interests of closing the povertyrelated attainment gap.
The EIS considered the SSLN to be a useful sampling tool, serving to inform aspects
of education policy, until it fell foul of the Scottish Government’s rash reaction to the
criticism of political opponents who sought to capitalise on what was a relatively
modest – albeit concerning- dip in the SSLN Literacy results in 2015. These results
were produced by the Survey at a point when the impact of austerity and its resultant
poverty were weighing heavily on at least 20% of the pupils who took part, yet the
political focus was less on that fact than on constructing a false narrative of failure
about Scottish education. The EIS view remains that educational inequality must be
2
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tackled at its root and by investing in education. Collective political commitment in
these areas leads to better outcomes for children and young people; politicking and
spin around the messages of attainment data, do not.
In terms of the SSLN as a sampling tool, the EIS favours the proportionate gathering
of data to provide appropriate system-wide information to inform policy making,
whilst protecting the crucial role of assessment in supporting learning, and avoiding
the league table approach which featured within the previous regime of national
testing, and which was removed for good reason with the introduction of CfE.
Finland concurs:
‘At the national level sample-based student assessments … that have no
stakes for students, teachers, or schools are the main means to inform
policy-makers and the public on how Finland’s school system is
performing. Teachers and principals in Finland have a strong sense of
professional responsibility to teach their children well but also to judge
how well children have learned what they are supposed to learn according
to curriculum designed by teachers.’ (Washington Post, 25 March 2014)

Rather than the emergence of any evidence of an inherent flaw in the SSLN as a
sampling tool, what was clearly visible was the instinct of some to seize upon data
about children’s and young people’s learning, for ill-purpose, which apparently
propelled the Scottish Government towards seeking a different set of measures of
system progress towards closing the poverty-related attainment gap. No clear
evidence base for SNSAs has ever been forthcoming.
Indeed, the EIS and others were truly baffled as to the suddenness and the intensity
with which the Scottish Government appeared welded to the principle of national
standardised assessment. Since 2015, no one in Scotland has come forward laden
with evidence of the virtue of such a model and identifying themselves as the lead
proponent; no academic journal or conclusive system research has been cited as the
rationale for the development of SNSAs as a tool for realising greater educational
equity.
On the contrary, there is a strong evidence base to suggest that large-scale
standardised testing/assessment is an inhibitor of equity, and of student wellbeing
which is inextricably linked to young people’s ability to make good progress in their
learning. Now much documented- Finland, an international champion of educational
equity and excellence, almost entirely rejects standardised assessment. Andy
Hargreaves- one of the Scottish Government’s own International Council of
Education Advisors - warns of the growing evidence of ‘ill-being’ caused by
‘standardised testing and out-moded approaches to learning and teaching’ (based on
observation of standardised assessment practice in Ontario and South Korea, in
particular). Much international evidence points to the inherent bias within
standardised assessments in favour of more affluent learners; there is the potential,
then, for the (mis-)handling of results to exacerbate existing educational inequalities
related to socio-economic background.
Information SNSAs can provide that contribute to improving the educational
outcomes of children and young people
The EIS is of the firm view that assessment must be for the benefit of learners in the
classroom. All assessment, by content and delivery style, must align fully with what
3
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is taught to ensure its validity, and should align with the values underpinning CfE, of
which commitment to social justice and equity is one.
The question of assessment validity is highly pertinent to the continuing debate
around P1 SNSAs. The EIS is clear that SNSAs are misaligned with and
contradictory to, the play-based pedagogy and curriculum of Early Level CfE. For
this reason, we have called for them to be scrapped – not to be replaced with a
different brand of standardised assessment according to the particular preference of
a local authority, and not as a result of political game-playing by local councillors, but
to enable the consolidation of assessment practice that is appropriate for a genuinely
play-based P1 curriculum.
At all ages and stages, the EIS is clear that all assessment data gathered must be of
use to teachers, and, crucially, to learners themselves. They need to understand the
criteria for ‘success’, and assessment feedback must be accessible to them if the
assessment is to have any value in supporting their future progress. Any assessment
which does not possess these features will not provide information that is useful to
learning and teaching in the classroom; is wasteful of valuable time for good quality
learning and teaching; and worse still, can actively damage children’s confidence,
muddle theirs and their teacher’s understanding of their learning, and slow or even
reverse their progress as a result.
Currently schools and teachers use a wide range of assessment methods, involving
human interaction, evaluation and observation, which gather rich data on children’s
individual progress – their strengths, development needs and next steps. Coined
‘small data’ by another of the International Council of Educational Advisers, Pasi
Sahlberg, this is the information that is most useful to teachers, learners and parents
as they work in partnership to progress individuals’ learning. Such data may not be
easily understood by those driving narrow accountability agendas either at local or
national level, but this is the information on which successful learning and greater
equity of outcome fundamentally depends.
Questions remain for the EIS about the assessment validity of SNSAs in terms of
their content, mode of delivery, including in digital format, and ability to provide
feedback that is meaningful to learners; our scepticism about the national drive for
‘big data’ to which SNSA results can contribute, holds firm.
Prior to and coinciding with the launch of SNSAs, speaking at various conferences
and meetings of stakeholders, Scottish Government officials made clear the
relatively marginal importance of SNSAs as an assessment tool. The assessments
were said to cover at a maximum around one tenth of the skills and knowledge
expected at each CfE level in two areas of the curriculum only-Literacy and
Numeracy.
The coverage of SNSAs in terms of the knowledge and skills assessed is, by the
government’s own admission, quite limited, as is the assessment information elicited.
In the case of the Literacy assessment pertaining to Writing, for example, it provides
only minimal diagnostic or summative data (depending on how the assessments are
used), on children’s grasp of some technical aspects of writing – spelling, grammar
and punctuation. (In this regard, the assessments do not align well with how writing
is or should be taught, which calls into question the reliability and validity of the
information that they provide on children’s understanding of writing.) Any data
produced by SNSA completion requires the much richer, broader collection of
4
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assessment evidence gathered by teachers through talking with, listening to, and
observing children as they engage in learning activities; and through evaluating both
the process and products of children’s learning across a whole curricular area.
A further issue lies in what appears to be a lack of shared clarity around the purpose
of the assessments. When first announced by the government, it was clear that the
intention was that they would be a summative measure of children’s attainment,
applied across the country during the same window of time each year. The influence
of the EIS and others persuaded the government of the value of some forms of
standardised assessment for diagnostic purposes, and of the fact that if assessment
is to genuinely support the learning of individual children, then whole cohorts and
classes of young people should not be undertaking the assessments at the same
time. SNSAs were then designed to enable their use at any point in the year, the
government advising that the timing be determined by schools and teachers in
consultation with the local authority.
What happened in the first year of implementation, though, was that children in 25
local authorities- the vast majority- sat the assessments at the same time, teachers
having had little to no decision-making influence on the timing. The marginalisation
of teacher professional judgement in determining the timing of what should be
diagnostic assessments to support learning and teaching for individual and groups of
children, compromises the usefulness of any information elicited.
The recent publication of teacher judgement of CfE levels obtained by pupils at P1,
P4, P7 and S3 during session 2017-18 highlights an increase in the numbers of
children reaching the appropriate level within the timeframe desired. Though 201718 was the school session in which SNSAs were introduced, the recent successes
cannot be credited to national standardised assessment since most schools carried
them out, as largely directed by local authorities, in the final weeks of the session, for
summative purposes, when it was too late for teachers to use the information
diagnostically to benefit children’s learning and progress towards the appropriate CfE
levels. Those successes were the result of teachers’ efforts to ensure the provision
of quality learning and teaching, leading to strong outcomes for our children and
young people, amidst huge challenges stemming from continuing workload increase,
pay erosion and teacher shortage.
A recent EIS snapshot survey of members who had been involved in Year 1 delivery
of SNSAs specifically asked for comment on the extent to which data provided in
SNSA learner reports had been useful in providing reliable information on children’s
progress, in identifying next steps in learning, and informing professional judgement
on the achievement of CfE levels.
This question elicited 40 pages of comments - 33 pages contained negative
comments; pages of positive or more neutral feedback totalled 7.
The majority of comments in response to the question of its utility to learning and
teaching, were critical of the value of SNSA data. The reasons cited were largely the
unreliability of the assessment data in the context of wider assessment – in many
cases the evidence provided was not in line with the wealth of information elicited by
more valid and reliable means.
Many teachers commented that the SNSAs provided little to nothing in the way of
new information to inform their understanding of children’s progress and next steps
in learning. Some explicitly referenced them as a waste of valuable time for this
reason.
5
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Other issues experienced were in relation to the amount of information provided per
pupil per assessment – far in excess of that which teachers have time to absorb in
the granular detail provided. Many teachers complained that they were unable to
make sense of the results, not having had access to or sight of the assessments
themselves, or not having had adequate training to enable their understanding of the
language within the associated ‘learner report’.
Of the very few positive comments about the helpfulness of SNSA data in providing
useful information about children’s progress, one expressed appreciation of the
ability to compare the progress of children in the school with national standards. A
few respondents said that they found the data useful in identifying gaps in children’s
learning and determining next steps.
Some of the positive comments stated the value of the SNSAs in relation to teacher
professional judgement of pupil progress. It was clear from several of such
comments, though, that some teachers are viewing the SNSA results as a means of
‘testing’ or ‘checking’ their own professional judgement. Clearly there remains
misunderstanding of the intention that the results of SNSAs should ‘inform’, not
‘confirm’, teacher professional judgement of children’s progress. Misuse of the
results in this regard will simply serve to undermine the place of teacher professional
judgement – a cornerstone principle of CfE- to the detriment of teaching and
learning. The EIS welcomes the recent endeavour of ADES and Scottish
Government to ensure clarity in terms of the relationship of SNSAs to teacher
professional judgement.
To conclude, the EIS remains clear that efforts at national and local level should be
channelled more thoroughly towards enhancing the confidence of teachers in their
professional judgement by freeing up time – as in many high-performing education
systems internationally- for meaningful collaboration and professional dialogue
among teachers, which is focused on learning, teaching and assessment. This
together with increased investment in additional support for learning provision and
reductions in class sizes to allow more time for teachers to talk on an individual basis
to children and young people about their learning within a formative assessment
context, would go a significantly greater way towards improving educational
outcomes for Scotland’s children and young people than SNSAs will.
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Standardised Assessments
SUBMISSION FROM James McEnaney
I am a current FE lecturer and former secondary school teacher. I am also a journalist
specialising in Scottish education and, over the last three years, have investigated
issued such as standardised testing, Teach First and the use of Pupil Equity Funding
in schools. I am happy to appear in person in front of the committee.
In 2015 I produced a paper for RISE which dealt directly with the introduction of
national standardised testing in Scotland. It covers much of what the committee
seems to be investigating. Although I am no longer a member of this group, and
some aspects of the policy have changed since publication, I am happy to make the
paper itself available to committee members. It can be accessed here:
https://drive.google.com/open?id=0B-1sOPFiJ7lVdjMwWkp6ZGs1SUE
__________________________________________________________________
The evidence base for moving away from the Scottish Survey of Literacy and
Numeracy (SSLN) and introducing standardised assessments at P1, P4, P7, S3
I believe that it is useful to break this issue down into 2 component parts:
• The evidence for the introduction of standardised testing
• The shift from the SSLN to SNSA
Evidence for the introduction of standardised testing
• When Nicola Sturgeon first announced that standardised testing would be
reintroduced I submitted an FOI request to the Scottish Government. I asked
them to release the 'details of the advice provided to the Scottish Government
which resulted in the announcement of national standardised tests'. Given that
the reintroduction of such tests represented a huge shift in Scottish education
policy, it seemed reasonable to me to assume that the government would have
done its homework on the issue and gathered at least some formal advice.
•

In response to my request the Scottish Government eventually conceded that the
written advice for this policy amounted to 4 emails. They also referenced two
OECD papers (neither of which were focused on or arguing for a system of
standardised testing) and a series of unminuted meetings.

•

The government's responses to my FOI can be accessed here
https://drive.google.com/open?id=0B1sOPFiJ7lVcWV5a0lia1JMN3loZVBRWHVpcU5EQjRZeUlN (the initial
response) and here https://drive.google.com/open?id=0B1sOPFiJ7lVMU1OR3lLOThvUE12c0RtUk82MUpWRDFRTU1F (review
response).

•

This story was reported by CommonSpace on 17/11/16
(https://www.commonspace.scot/articles/2925/exclusive-the-four-emails-thatled-to-scotgov-s-controversial-standardised-testing-plan). Particular attention
7
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should be paid to the government's admission that "the formal consultation
period on the framework itself did not begin until after the first minister's
announcement" that the tests were to be introduced. This, I would contend,
strongly suggests that the decision to introduce the tests was made at a political
level, with the educational details to be worked out later.
•

As the government refused to release the content of the emails I was forced to
appeal to the Scottish Information Commissioner. Eventually the SIC ruled in my
favour and the contents of the emails were made available to me. I subsequently
published the material. Thanks to the SIC judgement I also found out that the
emails (3 of them from Sue Ellis and 1 from Louise Hayward) were "unsolicited".
They are, however, clearly in response to at least one meeting.

•

The emails can be read here: https://drive.google.com/open?id=0B1sOPFiJ7lVNnRSNXVWbmFQa1pybHJiZDJ6STYxWGxET0JN

•

The SIC judgement can be read here: https://drive.google.com/open?id=0B1sOPFiJ7lVZFhUQ0VvdHMtaXVURFZ2Z1J2OVJhT3FVbDF3

•

Point 22 of the SIC judgement is particularly relevant in this context. While
attempting to withhold information from me, the government argued that the tests,
as part of the National Improvement Framework, would allow government
ministers "to know more, on a consistent and systematic basis, about the
performance of the education system." The Ministers also "stated that the
NIF would provide the evidence to make substantial progress in eliminating
the attainment gap within a decade." These arguments were made as part of
a legal process and should, I would argue, form at least part of the basis for
reviewing the government's policy and, ultimately, its relative success in
achieving its goals.

The shift from SSLN to SNSA
• Put simply, the data from SNSA is incapable of replacing that which was
produced by the SSLN.
•

The reason for this is actually relatively simple: the two assessment systems were
designed to do completely different jobs. While SNSA is designed to offer
student-level information to teachers (which, at least according to government,
informs planning, teaching and reporting of progress), the SSLN was designed
to generate objective, national level data about overall attainment. It is not only
unhelpful, but actually quite damaging, to conflate these two distinct purposes.

•

It is important to understand the history of the SNSA policy to fully understand
the current situation. Initially, government policy was for the full test data to be
published, a point made clear by Nicola Sturgeon following the speech in which
the new policy was announced. All students would also take the tests at the same
time. Both of these aspects of the new policy were abandoned relatively quickly
(for good, educationally-driven reasons and following pressure from, most
notably, the EIS) and the government's defence of SNSA has, consequently,
shifted over time.
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•

The government's defence of SNSA now hinges on the assertion that they are
necessary in order to inform teachers' judgements about their students - they are
no longer framed as a tool for providing measurement data (despite the original
claims to the SIC). The real 'data shift' has in fact been from the SSLN to the
Achievement of Curriculum for Excellence Levels (ACEL), with the SNSA
theoretically contributing to the latter. There are, however, numerous problems
with relying on ACEL in order to measure the Scottish education system as a
whole.

•

The government's own publications go some way to explaining why the ACEL
data is nothing like as robust as the SSLN data that it is supposed to have
replaced, but the key points are:
1. There is still, even now, no properly agreed standard for what the
'achievement' of a level looks like
2. Councils themselves have expressed concerns about the reliability of the
data submitted to the government
(https://www2.gov.scot/Resource/0054/00543891.pdf)
3. To fully understand points 1 and 2, it is crucial to remember that CfE levels
were never, ever intended to be used as an external measure of
achievement and attempts to retrofit them for this purpose are doomed to
failure
4. ACEL data, unlike the SSLN, is inevitably influenced by political pressures.
In simple terms, with politicians exerting pressure on the school’s system to
show that the 'attainment gap' is closing, it becomes more and more likely
that teachers' judgements will be affected. It is worth noting at this stage that
some teachers have already privately reported coming under pressure to
declare a pupil as having 'achieved a level' when they do not necessarily
believe this to be the case. In reality, this is hardly surprising when the First
Minister has previously said that the new system will mean that her
government will "be able to take action if any particular school or if any
particular area is not performing in the way we think necessary.”
(https://www.thenational.scot/politics/14892973.sturgeon-pledges-detaileddata-on-schools-and-pupils-as-davidson-accuses-snp-of-backtracking)
•

So we have moved from having robust, objective, well-designed, national-level
data for Scottish education to depending upon a deeply flawed alternative which
cannot hope to replicate the quality of the system it replaced.

•

(NB: This should not be taken to mean that teachers’ judgement about their
own pupils cannot be trusted – this would be a simplistic interpretation of the
situation. The issue is not with teachers’ professional abilities, but rather with
the application of unreasonable expectations of what different data sources can
offer us.)

Conclusion
•
There was no genuine educational case for ditching the SSLN - it was a political
decision to bolster the government’s case for reintroducing standardised testing
in Scotland.
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•

The information that has theoretically replaced the SSLN - the Achievement of
Curriculum for Excellence Levels - is extremely problematic (at best) and lacks
the robust objectivity of the SSLN.

•

There was no need to cancel the SSLN, even allowing for the introduction of
standardised testing of all pupils and the reporting of ACEL for all schools. The
two approaches, as shown above, perform separate functions - but significant
problems have been caused by the conflation of the two systems.

•

There may well have been a case for expanding the SSLN (it could, for example,
have been adjusted to give both national and local authority level data) and
indeed this idea was put to the Scottish Government in a 2012 report from the
University of Glasgow entitled 'Assessment at Transition" (a report which the
Scottish Government funded).
As a consequence of the Scottish Government's decisions we have been left in
a position where we have less, and less useful, data about Scottish education at
precisely the time when the First Minister claims that she wishes to be judged on
her record for improving education.

•

Additional thoughts / information
•

A particularly frustrating part of this debate, and one which has caused significant
problems, is the repeated assertion – most notably from the First Minister – that
the ‘sample-based’ methodology of the SSLN is part of the reason that it should
be replaced. The implication was that the data was either not sufficiently
reliable/useful, or at least that having data on every single child would make
national data more useful/reliable.

•

The SSLN operated on a sample basis for good reason - sample-based
approaches avoid a situation where the tests influence the teaching that takes
place in schools (ie teaching to the test). As a consequence, there is a good
argument for this approach actually being a more reliable method of than
attempting to gather data on every single child.

•

It is also worth noting that the government gathers numerous sample-based data
sets without issue. In response to an FOI request asking for a list of these
surveys, I was directed to this page on the government's own website:
https://www2.gov.scot/Topics/Statistics/About/Surveys .

•

It is worth asking why the sample-based approach of the SSLN was viewed as a
problem by the FM when her government makes extensive use of sample-based
methods. One may also wish to ask why was the SSLN data reliable enough to
justify a massive practical and philosophical change in Scottish education, but
not reliable enough to measure the relative success of those changes?

•

I have previously written about this issue for TESS Scotland and a copy of the
piece can be read here: https://jmcemedia.wordpress.com/2018/05/02/the-sslncan-still-create-material-gain-for-teachers-tess/
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Finally, please note that nothing in this submission should be taken as support
for the assertion that SNSA are a necessary feature of schooling or that teachers
require such a system to support their work. This matter is still very much
disputed, but I am - as ever – inclined to listen to teachers, not politicians, when
coming to a conclusion about the value of a learning and teaching ‘tool’.
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ANNEXE C

NASUWT
1. The NASUWT welcomes the opportunity to provide information to the Education
and Skills Committee on the evidence base for the recently introduced Scottish
National Standardised Assessments (SNSAs) and notes that the inquiry is
specifically focusing on:
•

the evidence base for moving away from the Scottish Survey of Literacy and
Numeracy (SSLN) and introducing standardised assessments at P1, P4, P7,
s3;

•

international comparisons to understand similar and differing approaches used
elsewhere; and

•

what information the Government’s assessments can provide that contribute to
improving the educational outcomes of children and young people.

2. The NASUWT is the fastest growing teachers’ union in Scotland, representing
teachers and school leaders in all sectors of education.
GENERAL COMMENTS
3. The NASUWT does not object in principle to the use of standardised assessments,
such as the SNSAs: a nationally managed and regulated system of assessment
can provide a common entitlement for all learners and promote clear national
expectations in relation to assessment and learning.
4. The NASUWT believes that the following broad principles should be considered in
any review of assessment:
a. assessment should support pupil engagement and empower them to take
responsibility for their own learning;
b. assessment should support a broad and balanced curriculum and should
not drive or limit the curriculum offer;
c. assessment should be reliable, valid and comparable;
d. assessment should be fair and equitable and should recognise the impact
of social and cultural assumptions;
e. assessment practice should respect and promote the notion of teachers’
professional autonomy and judgement;
f. collaboration and cooperation should be at the heart of assessment
practice;
12
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g. assessment practice should be efficient and effective, placing minimal
workload burdens on teachers and avoiding unnecessary bureaucracy;
h. assessment practice should be reviewed regularly for its impact and
effectiveness on pupil outcomes.
5. Assessment should be used by teachers to enable them to form valid and reliable
judgements of pupils’ progress for the development of the curriculum. In that way,
assessment is key to effective approaches to teaching and learning. The forms that
assessment take, the uses to which assessment data is put, and the context within
which assessment is undertaken are therefore critical aspects of educational policy
and practice at national, local and school level.
SPECIFIC COMMENTS
VALIDITY
6. Firstly, it is important that the Education and Skills Committee considers the
question of validity: the process of determining whether the right factors are being
assessed in the right way to deliver accurate and useful assessment results.
Validity cannot be measured or determined by the outcome of a single study but
should be based on evidence from a wide variety of sources and analyses of
empirical evidence (e.g. reliability studies, response process studies) and some
more logical studies (e.g. validation studies, aggregation model analyses). Dr Paul
Newton states that, [October 2017]:
‘validation argument is not clerical exercise, involving little more than boxticking. It is a professional exercise, involving insight, judgement and
understanding’. (1)
7. As Dr Newton sets out, validity can be a central value but other criteria such as
acceptability, credibility, cost, and burdens on teachers and candidates are also
important.

Further, Dr Newton notes that validity and values are intimately

entwined and that sufficient validity is an ethical judgement that requires a full
range of views to be taken into account as people/groups may have different value
bases. This last point is significant because it highlights the political nature of
assessment and that interpretations of ‘validity’ are influenced by ideological
starting points.

(1) Paul E. Newton, An Approach to understanding validation arguments (Ofqual, October 2017), P.6.
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8. One method of assessing validity, as outlined by Dr Newton, is to consider the
following four criterion: purpose, measurement, validity, and assessment
procedure. The Education and Skills Committee may also wish to note that:
‘The validity chapters from each of the six editions the North American
Standards for Educational and Psychological Testing (AERA, et al, 2014) have
strongly influenced international thinking on sources of evidence and analysis
for validation research. The current edition identifies five major sources:
1. test content;
2. response processes;
3. internal structure;
4. relations to other variables; and
5. consequences of testing.
For each source, the basic research question concerns the degree to which the
evidence or analysis that is collated is consistent with the overarching
measurement claim (that it is possible to measure the target proficiency
accurately using assessment results).’ (2)
9. Validity should be considered as one criterion within a multiplicity of concerns,
which can be grouped under the heading ‘acceptability’: resource availability, legal
compliance, educational alignment, policy alignment, moral reputability, and public
credibility.

10. Prior to consideration of the evidence base for the (SNSAs), the Education
Committee must first agree the appropriate criterion against which educational
assessments are being reviewed.
(2) Paul E. Newton, P.34.

SCOTTISH SURVEY OF LITERACY AND NUMERACY (SSLN)
11. The SSLN was an annual sample survey which monitored national performance in
literacy and numeracy in alternate years, for school pupils at P1, P4, P7 and S2,
and as such must be distinguished from the current SNSAs which apply across all
schools in Scotland. While findings from the SSLN were useful to inform resources
14

Agenda item 1

ES/S5/19/5/2

for practitioners to facilitate improvements in learning, teaching and assessment at
classroom level, they did not provide individual practitioners with an assessment
tool to consider their own class, school or local authority context. Due to the
fundamentally different nature of these two assessments, it is difficult to compare
and contrast their outcomes.
12. Given the impossibility of comparing results between the SSLN and the SNSAs, it
will be a few years before we are able to identify trends or comment on educational
impact and indeed it will be challenging to compare any progress with the preSNSA data. Equally, any improvement could simply result from schools and
teachers becoming more familiar with the SNSAs and getting better at rehearsing
pupils for them.
13. Considering the merit and impact of the SNSA should be one facet in an
overarching research and evaluation framework for Scotland’s Curriculum for
Excellence, as was highlighted by the report of the initial findings of the
International Council of Education Advisers in July 2017:
‘Identify a systematic, sequenced and selective plan for literacy and numeracy,
including a research based approach to improving learning and development,
that ensures they can both achieve targeted academic goals while being
responsive to the unique needs of each learner’.

UK COMPARISONS
14. Schools are often driven to test and assess pupils irrespective of the educational
merits of doing so. In England, where tests are still used for the purposes of highstakes accountability, this approach to school accountability has a distorting effect
on curriculum delivery in schools and has generated substantial pressures to teach
to the test.
15. While concerns, particularly those related to the use of assessment in the context
of high-stakes accountability regimes, have tended to focus on the situation in
England, the NASUWT’s experience has highlighted the fact that assessment
policy and practice remains an issue of concern in other education systems in the
UK. In Wales, where statutory assessment remains in place, the use of teacher
15
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assessment instead of tests has led to significant increases in teacher workload.
In Northern Ireland, the use of assessments, whether externally marked or
conducted by teachers, for the purposes of post-primary selection remains an issue
of concern and significant debate in terms of its impact on teachers in the primary
sector.
EDUCATIONAL OUTCOMES
16. It is important that the inherent limitations of tests as a form of assessment are
recognised. All assessments, tests included, are subject to limitations in terms of
their validity and reliability. In short, a test cannot tell you everything about what a
learner knows and can do in a subject area. Problems arise when too much weight
is placed on test outcomes to reach judgements about the performance of the
system as a whole, or that of local authorities and schools. The SNSA results can
only ever form a small part of the evidential framework determining how the
educational outcomes of children and young people have been affected.
17. Education is about much more than what an assessment can test, so the Scottish
Government must be vocal in ensuring schools do not adopt strategies simply to
improve test scores. Scotland’s focus should remain on agreed education priorities
and on ensuring that policy is consistent with and contributes to the aims, purposes
and values that underpin the education system. Policy should be based on a wide
and rich range of evidence, including evidence from teachers and school leaders
about effective practice and the issues that impact on learning and teaching.
MOVING FORWARD
18. Schools need to be clear on what is expected of them as well as the SNSAs’
relationship with accountability. It is also critical that approaches to assessment
should minimise the workload and bureaucratic burdens of teachers and
headteachers and should be organised in schools to enable teachers and
headteachers to focus on their core responsibilities for teaching and leading
teaching and learning. (Please see paragraph 4 above for greater detail).
19. There must be a clear narrative around the evidence base and the principles that
inform that evidence base: what is the purpose of the assessment and is it
impacting on the curriculum in practice, by narrowing the curricular content and
driving school and classroom priorities? (Please see paragraphs 6-10 above).
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20. Finally, and fundamentally, the Scottish Government needs to listen and respond
to the views of practitioners who have been undertaking the assessments to date.
As such, the Independent Review of P1 Assessments is warmly welcomed to
ensure the experiences of the teaching profession are heeded and teachers’
professional judgement remains paramount.
Chris Keates
General Secretary
For further information on the Union’s response, contact: Jane Peckham, National
Official (Scotland)
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ANNEXE D

Submission on SNSAs by Connect
December 2018
Connect background
Connect is a long-standing independent parents’ group and a registered charity
which provides support to parents and carers all over Scotland. We provide
membership services to individual Parent Councils and PTAs, as well as offering
advice and information to individual parents who have concerns about any aspect of
the education of their child, or the wider education system. We support education
professionals in developing their skills and understanding around effective
partnership working with families and the wider community.
Connect position
Connect has consistently opposed the introduction of standardised assessments for
P1 – S3 in our schools.
We are not opposed to assessment in schools: it is a normal and necessary part of
the teacher’s range of techniques which should inform decisions about teaching and
learning, additional support and lead to quality conversations between teachers,
children and families.
Our objection to SNSAs is based on the following key issues:
1. The decision to introduce standardised assessments into the Scottish system is
directly linked to the local authorities’ refusal to share data from their
assessments with national Government: Government wants this data to gauge
the health of the education system. In Scotland, SNSA data is subsumed into
Teacher Judgement scores, which means that Government remains without the
data it wanted at the outset.
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2. There is widespread concern about basing assessment of the health of the
system around what is often misleading and spurious information provided by
standardised test data, instead of looking at the more complex factors that are
constantly at play, eg poverty, adverse childhood experiences and parental
education. (See www.reclaimingschools.org for perspectives on this and
associated issues).
3. A standardised test, or assessment, is one that is administered and scored in a
consistent manner. They are designed so that questions, conditions for
administration, scoring and interpretations are consistent. However, the scheme
as it has been introduced into Scotland is not standardised in any way. Indeed,
Government has declared that tests should be administered when the teacher
feels the time is right, though we know that in many local authority areas the
approach has been ‘standardised’ so that all the cohort are tested in a specific
time window. The assessment also adapts to the aptitude of the learner, which
on one hand means the child is not left to struggle against a task beyond their
ability, however it also means the assessment cannot be described as
standardised.
4. The Scottish scheme has nothing to do with providing individual teachers and
families with high quality data to inform decision making. Assessment should
inform quality conversations between teachers, children and families, however
parents tell us they often do not know about the tests, nor are they given any
feedback on the outcomes. Yet the message from Government is that this is the
purpose of the SNSAs. Some parents believe the SNSAs to be diagnostic (eg for
identifying a learning difficulty) but this is not the case either.
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5. The scheme tests some elements of literacy and numeracy: they do not tell the
whole story of the child, nor can they. Indeed, the P1 tests are administered in a
stage where learning through play is the declared focus of our education system:
to introduce tests at this stage is to act completely counter to the purpose of this
approach and will inevitably lead to schools focussing on the tests as an end in
themselves, moving away from the principles of Curriculum for Excellence. In
short, the tests do not reflect the taught curriculum.
6. Narrowing of the curriculum and a focus on teaching to the test is something that
is of widespread concern, particularly in a system where curriculum choices for
young people are already being narrowed because of budget cuts and staff
shortages. Curriculum for Excellence sets out the objectives of our children’s
education: a young person’s educational experience should help the
development of the whole individual.
7. Many of the Scottish Government’s own panel of educational advisors have
pointed out the dangers of a narrow focus on standardised assessment data, as
a measure of system performance. The evidence across the globe is that when
they are used to measure or assess teachers, schools or systems, their impact is
highly negative to the system, but most importantly to learners.
8. China and Singapore along with Finland are all high performing education
systems and have smaller equity gaps than Scotland, yet these countries have
committed to test-free, play-based, early years education and childcare. This is a
radical change in approach for China and Singapore - becoming more like
Scotland’s system at a time when we are reversing our direction.
Eileen Prior
Executive Director, 21 December 2018
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Education and Skills Committee
Scottish National Standardised Assessments
Outputs of Assessments
6 February 2019
STANDARDISED ASSESSMENT OUTPUTS
To support the Education and Skills Committee’s inquiry into Scottish National
Standardised Assessments (SNSAs), SPICe asked the Scottish Government to provide a
range of outputs that teachers and others would get from the SNSAs.
Local authorities had previously used other standardised assessments within their areas.
It has been reported that CEM provided assessments for over 20 of the 32 local authorities
in Scotland.1 As a comparison SPICe asked CEM to provide details of the outputs from
their standardised assessments.
This paper has two Annexes:
•

Annexe A: Examples of Outputs of Standardised Assessments from the Centre for
Evaluation and Monitoring (CEM), Durham University

•

Annexe B: Examples of Outputs of SNSA for Local Authorities and Classroom
Teacher

The Clerks have also asked the Scottish Government for any examples of the kind of
information provided to parents from the SNSA and this information is to follow.
Ned Sharratt
SPICe Research
25 January 2019
Note: Committee briefing papers are provided by SPICe for the use of Scottish
Parliament committees and clerking staff. They provide focused information or respond
to specific questions or areas of interest to committees and are not intended to offer
comprehensive coverage of a subject area.
The Scottish Parliament, Edinburgh, EH99 1SP www.parliament.scot

1

Education and Skills Committee, Official Report, 9 January 2018
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ANNEXE A
PAPER FROM THE CENTRE FOR EVALUATION AND MONITORING
Examples of Outputs of CEM Standardised Assessments in Scotland
The Centre for Evaluation and Monitoring (CEM) provides Scottish educators with
assessments that are designed to complement teachers’ evaluations of what children know
and can do and the progress they make throughout their school career.
For over 30 years and across over 70 countries CEM has been providing the highest
quality, objective and statistically robust assessments. With a view to supporting teacher
led practice, research evidence tells us that independent assessment is fundamental for
objectivity. CEM assessments are grounded in research, developed alongside
practitioners, and used extensively in the UK and around the world to help teachers
improve the educational outcomes of their students.
CEM assessment systems inform and validate teacher judgement by analysing student
responses and generating comprehensive learner profiles. This enables teachers and
principals to better understand students’ strengths and weaknesses and, tailor teaching
and learning to maximise student potential and set realistic and aspirational targets, while
carefully monitoring student progress to identify when and in what areas early intervention
may be needed.
The suite of CEM assessments uses adaptive algorithms ensuring they are enjoyable and
accessible for learners at any developmental stage and are more time efficient than linear
assessments.
Until recently, CEM provided assessments to over 1500 schools in 23 Scottish Local
Authorities. Over 1000 schools continued to make use of CEM services last academic
year. Our success in Scotland can be attributed to the close working relationships we
developed with schools and authorities to ensure that our systems were aligned with
educational priorities and delivered high quality information in a low stakes environment.
Many schools are choosing to continue using CEM assessments to fill gaps left in the
National Assessment arrangements.
Example outputs from CEM systems are provided in this document with accompanying
brief explanations of the scoring and potential insights.
While the generated reports shown in this document are designed primarily for use by
schools, some institutions choose to share them with parents as part of routine
conversations.
We have worked closely with authority staff in Scotland to ensure that our reporting is
responsive to their unique questions and challenges. We produced a bespoke reporting
solution for one authority which allowed them to explore their data in more detail and look
for patterns and trends that are not apparent at school level using the SIMD.
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CEM ASSESSMENT REPORTS
AfE P1 Assessment and Data
The CEM P1 assessment is an on-entry and follow-up assessment lasting between 15 and
20 minutes. The assessment is taken one-on-one with the children with the teacher or
classroom assistant in charge of answering the questions correct or incorrect.
The children are listening and pointing at where they think the answers are, or repeating
words if asked to, or reading a sentence etc.
Literacy, numeracy and phonological awareness are assessment.
Historically P1 has been the most used CEM assessment in Scotland.
Reports
From the P1 on-entry and follow-up assessments the following feedback is provided:
•

Standardised Feedback – pdf reports for all your pupils and cohorts.

•

PIPS Raw Scores Report – a pdf file detailing the responses a child gave when
they took the P1 assessment.

•

Interactive Reports – Reports allowing further interrogation of your data.

Further information on each report is detailed below:
Standardised Feedback
This report from the on-entry assessment shows the raw and standardised scores for
reading, maths and phonics. We have a mean of 50 and a standard deviation of 10 giving
us the following range of scores:
Scores greater than 70 – well above average
Scores between 60 and 70 - slightly above average
Scores between 40 and 60 – average
Scores between 30 and 40 – slightly below average
Scores less than 30

– well below average

Scores are standardised against other pupils in Scotland who have taken the same P1
assessment.
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On-entry: Class results table

Pupil Names

This table shows the raw scores alongside the standardised scores for reading, maths and
phonics together with the Total Pips P1 score.
On-entry: Bar charts:
The bar charts are shown in stacked order for a schools pupils. They display the Maths,
Reading and Phonics scores for pupils. At a glance schools will be able identify any
sections where a child has struggled.

Pupil
Names

Maths----Reading----Phonics
On-entry: class Boxplots:
The boxplots show the performance of your cohort/classes. Each circle represents an
individual child and their standardised score. The line in the middle of the box represents
the middle scoring pupil in your group. The box will hold half of your children with the
whiskers usually extending to the highest and lowest scores in the group. Sometimes you
will see an x indicating a pupil with either an extremely high or low score compared to
others.
If a school have uploaded class details, the boxplots will show a profile for the class,
indicating the number of pupils who have fallen into each score range.
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Follow-up: Class results table:
The results table shown here displays the group scores from both the on-entry and followup assessment. The table also displays the value-added for a pupil.
Value added is calculated using the start total standardised score compared against the
end reading and maths result. A + or a ++ will show the progress that has been made is
better than other pupils of a similar starting score. If we have Average in the value added
column then the follow-up score is expected as compared to others. A – or a - - indicates
the progress made is less than others of a similar starting ability.

Pupil
Names
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Follow-up: Value-Added Scatter Plot:
The value-added information is also shown in the scatter plots.

In the example shown above, scores falling close to the middle line will indicate pupils
whose follow-up scores show they have made average progress. Scores that fall
significantly above or below the average line will indicate pupils who have made better or
worse progress when compared to others of a similar on-entry ability.
Pips Raw Scores Report
The Raw score report is a way of tracking how an individual pupil scored in the
assessment areas. A 1 indicates a correct answer and a 0 an incorrect answer.
In the example shown below we can see that all questions were answered correctly in the
Kitchen and Country pictures of the assessment.

6

Interactive Reports
The latest development in the P1 feedback are the Interactive reports. They provide
interactive versions of the static feedback reports that are provided by Pips P1.
On-Entry Start of Year Standardised Scores
This report details your pupils P1 on-entry scores. The cells are colour coded using the
following scheme:

Hover over a cell to display further options for the chosen pupil.

The interactive reports also allow the Mean to be changed to 100, with a standard
deviation of 15. The above example displays results with a mean of 100.
BASE P1 Age Assessment
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In the current 2018-19 academic year we have an Authority in Scotland who have opted to
take part in the BASE reception age assessment. BASE shares many of the characteristics
of the Pips P1 assessment, with improved question content and reports. This authority
were users of Pips P1 last academic year.
BASE delivers new and innovative reporting which has received broad acclaim for its
simple but powerful presentation. This was developed from the latest academic research
and in collaboration with teachers.
BASE Pupil Report
Once assessments are completed, teachers will have access to an individual pupil level
report that informs their planning. An example of our existing diagnostic report is given
below. This report has been warmly received by the teaching community for its simplicity
and for the valuable information that it gives to teachers.

This example shows the start and end of year abilities shown by this pupil. The dotted red
line indicates the typical performance expected of a child at both assessment points.
A more detailed section breakdown is also available as shown in this example:
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This example shows the breakdown for Literacy. A similar report detailing the Numeracy
breakdown is also available. These reports provide insight into pupils’ strengths and
weaknesses, supporting professional judgement and informing discussions on how to help
pupils make good progress. We provide research based guidance to help support teachers
in choosing next steps for pupils.
BASE Class Reports
Data is aggregated to provide reports for classes. Example class reports are shown below:

An alternative class report provides diagnostic information at both a pupil and class level.
The report breaks down each sub-strand in literacy to show the level of development for
each child in the class at the start of year and at the end of the year. An example is shown
below:
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BASE Standardised Scores
The standardised feedback is provided with a mean of 100 and a standard deviation of 15.
The example report below shows the start and end of year scores for a group of pupils:

AfE Incas P2 to P7
Incas is a modular set of assessments, consisting of:
•

Reading (including word recognition, word decoding, comprehension)

•

General Maths (including counting, arithmetic, algebra, measures shape and space
and data handling)

•

Developed Ability (including picture vocabulary and non-verbal ability)

•

Mental Arithmetic

•

Spelling

•

Attitudes
10

The modules are adaptive and the children are in control of the testing process, listening
through headphones and answering the questions. Examples are given before the start of
each module to ensure the children know exactly what is required.
Reports
•

Standard Feedback – pdf reports showing the age equivalences for all your pupils
and cohorts.

•

Custom Feedback – produce Excel reports for individual pupils and cohorts.
Reports available include Ability profile charts

•

Age Comparison Charts – Excel spread sheets that detail how a cohort has
scored.

•

Age Standardised Scores – Excel spread sheets detailing the standardised scores
for the chosen cohort.

•

Pupil Progress Charts – Excel spread sheets produced for each pupil showing
progress between Incas assessments.

Data to use in the classroom
Age Equivalence feedback table
The table shown below gives the age equivalences of a pupil in the Incas Reading
assessment module. Their age at the time of testing is shown together with the age range
of questions they were capable of answering in the individual Incas assessment modules.

The assessment items within Incas have been trialled on thousands of children. A question
is assigned a suitable age equivalence where a pupil of an assigned age has a 50/50
chance of answering correctly. So a pupil with a chronological age of 10 years may be
answering questions we would expect an older pupil to be more likely to answer correctly.
The example below shows an ability profile scores chart for an individual pupil in the Maths
Incas assessment module:

11

Maths Modules explained:
Number 1: includes counting, informal arithmetic, partitioning and place value, fractions or
decimals.
Number 2: includes sorting, patterns, formal arithmetic, problem solving and algebra.
Measures, Shape and Space: 2D, 3D Shapes
Data Handling: charts, tables and lists of data
Ability Profiles (Scores Charts)
Scores charts show the ability profile for a pupil in all modules of the Incas assessment.
The example below shows the scores chart for a pupil in the Reading Incas module:

Scores Charts explained
The scores charts give you a visual picture of a pupils Incas module results.
The blue squares show the age equivalent scores and the lines above and below are the
confidence intervals.
The confidence intervals (vertical blue lines) give an indication of the variance of a result a
child might score on a different day. The length of the confidence intervals are determined
by the consistency of the pupil’s answers’. Large confidence intervals could indicate that a
pupil has been guessing at answers to questions, a pupil who has consistently answered
questions will have smaller confidence intervals.
The green line is the pupil’s actual age at the time of the assessment. If the confidence
interval overlaps the green line, the age equivalent score is not significantly different to the
pupil’s chronological age. However if there is a gap between either the upper or lower
confidence limit and the green age line then that result can be considered to be significant.
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A red line on the chart displays the minimum or maximum age equivalence achievable for
that assessment. For Maths the minimum age equivalence is 3 years 0 months and for
Reading it is 4 years 0 months. For all Incas modules the maximum age equivalence is 16
years 0 months.
Developed Ability Modules Scores Chart

Developed Ability explained:
Developed Ability (Picture Vocabulary and Non-Verbal Ability) enables teachers to see if
pupils’ reading is in line with their other scores. Developed Ability is described for the
purpose of CEM assessments as the ability of children to learn. It is something that they
have developed over their lifetime and they will continue to develop. It is measured by
using a combination of their language acquisition and non-verbal ability.
The Developed Ability score is not a fixed quantity. It is a measure of the pupil’s capacity to
think quickly, solve novel problems and understand and learn rapidly. It will change year on
year as the pupil develops these skills. The Developed Ability score is influenced by culture
in recognition of this, the vocabulary items that are used in the assessment are, as far as is
possible, not curriculum dependent. This is to gain a measure of vocabulary acquired
outside of the school environment.
Data to look at the whole school picture
Age Comparison Charts
These charts are available for your Reading, Maths and Developed Ability units and
modules. They show how a class or year group are performing using box and whisker
plots.
In the example below we can see the individual cohorts in a school are presented in
different colours. Filters can be applied to display an individual cohort only on the chart.
The dots represent individual pupils. Names can be displayed if required.
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In the above chart 50% of the pupils in each cohort will be in or alongside the box, the line
within the box indicates the middle scoring pupil. The whiskers will incorporate the
remaining 50% of pupils (25% above and below the box). The gradient of the green line
represents the age. In this example we can see that the majority of the pupils in the
youngest cohort have achieved greater age equivalence results than their chronological
ages at the time of testing.
Pupil Progress Charts (comparing progress made between Incas assessments)
These charts are available for pupils who have taken more than one Incas assessment.
They will show progress in Reading, Maths, Mental Arithmetic and Developed Ability. Incas
is designed to be taken once an academic year only.
This example shows the progress made between 3 Incas reading modules taken over 3
years.
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Age Standardised Scores
These tables are available for each year group and show standardised scores for the
Reading, General Maths, Mental Arithmetic and Developed Ability Assessments.
Incas standardised feedback has a mean of 100 and a standard deviation of 15.
•

Scores greater than 130 are well above average

•

Scores between 115 and 130 are slightly above average

•

Scores between 85 and 115 are average

•

Scores between 70 and 85 are slightly below average

•

Scores less than 70 are well below average

S1/S2 Baseline Feedback
The baseline assessments, available in S1 and S2, contain the following sections:
•

Vocabulary

•

Mathematics

•

Skills (including proof reading and perceptual speed and accuracy)

•

Non-verbal (including cross sections, block counting and pictures)
15

They are taken once a year, usually as early as possible at the start of the academic year,
or they can also be taken at the end of P7, prior to the start of S1, as they open on the 1 st
of June.
The following feedback reports are provided:
•

Standardised scores

•

Individual Pupil Records

•

Cohort profiles

•

Predictions to National 4/5 qualifications

•

Chances graphs

•

Value added when final exams have been taken

Standardised feedback
The feedback has a mean score of 100 and a standard deviation of 15.
•

Scores greater than 130 are well above average

•

Scores between 115 and 130 are slightly above average

•

Scores between 85 and 115 are average

•

Scores between 70 and 85 are slightly below average

•

Scores less than 70 are well below average

Standardised scores are shown for each component part of the assessment, the skills
score is also broken down to show the component scores for proof reading and PSA.
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Individual Pupil Records

The IPR gives us a visual picture of a pupil’s result. This allows us to see the significance
of a result by looking at the confidence measure that is included. This lets us see how
consistent a pupil was when they were taking the assessment. We can also see the
Percentile a result has fallen into and also the Stanine.
Cohort reports
These allow us to look at the profile of a cohort to show the distribution of Bands A to D
that the cohorts results have fallen into. A chart can be produced for all the component
parts of the assessment.
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The Historical band profile chart builds up each year a school takes part in the S1 or S2
assessments. They provide a valuable picture of the trends in a school’s intake profile.

Predictions and Chances Graphs
Using the baseline score for a pupil we are able to predict future exam performance. These
are based on the actual results of pupils of a similar ability. A pupil will be predicted their
most likely end result using based on the most popular end results achieved by a pupil of a
similar ability. The ability measure used is the Overall S1/2 score which is derived from the
results from the vocabulary and the maths sections of the baseline assessment.
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Chances Graphs
The chances graphs show the percentage likelihood of a pupil achieving different grades
other than the most popular one for their particular ability as derived from their baseline
result.

Value Added Reports
Once a cohort of pupils has taken final examinations we are able to provide value added
feedback to schools. These reports compare predicted against achieved exam results.
Value added is reported at both individual pupil level and also subject level.
This example shows an Average Standardised Residual chart.

This Average Standardised Residual chart shows the value added results for each subject
in a school. The grey areas are the confidence limits. The wider the grey area the fewer
19

the pupils taking that subject. If the bars change colour then we have a significant value
added result for that subject.
The example below shows and individual subject scatter chart.

This chart displays the results for a subject. Individual pupils are represented by the dots.
The x axis shows the range of baseline scores these pupils achieved. The further along the
x axis the better baseline score was achieved, therefore the higher the predicted grade will
have been. The position of the dots tells us whether pupils achieved their predicted grade,
or did better or worse.
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Authority Level Reporting
We have produced bespoke reports for authorities to support them in monitoring progress
against specific objectives and to gather information on performance across the region.
Some examples are included here:
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ANNEXE B
EXAMPLES OF OUTPUTS OF SNSA
Local Authority
Local authorities can access a range of SNSA data.
Further to the reports highlighted below, local authorities can receive the SNSA outputs from any of their schools, at any time on the
SNSA platform. They own the pupils’ data and can receive the entire dataset generated by the SNSA for each child and school in their
local authority area. This is provided to them as a spreadsheet three times a year.
None of the reports can be used to rank schools or create performance tables.
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1. LA Presentation Record
A presentation report showing when the assessments have been used.
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2. LA Results Overview
An overview report showing the overall results in any school as a summary, along ide the other schools. It is intended to give a quick
guide on pupils’ results on the SNSA scale.
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3. LA Results Overview – Detail (pop up)
A pupil characteristics report that allows them to analyse the results according to specific pupil characteristics derived from Seemis, for
example Gender, SIMD etc (see next page). This is an active report to give them choice on what they would like to analyse.
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4. LA Results Overview – Detail (pop up with drop down filter options)
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Classroom Teacher
Below are example outputs for classroom teachers, at a class and individual-pupil level.
The names are fictional.
S3 Numeracy Group Aggregate Report – Initial View
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S3 Numeracy Group Aggregate Report (filtered to show performance of males)
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S3 Numeracy Group Diagnostic Report – Summary Mode
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S3 Numeracy Group Diagnostic Report – Table Mode
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Primary 7 Reading Group Aggregate Report – Initial View
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Primary 7 Reading Group Aggregate Report (filtered to show performance of girls)
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Primary 7 Reading Group Diagnostic Report – Summary Mode

35

Primary 7 Reading Group Diagnostic Report – Table Mode
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Reading
INDIVIDUAL REPORT
NAME
SCHOOL

Brianna Ratcliffe

DATE

SCHOLAR-Prince School (3)

ASSESSMENT

01/08/18
Primary 7 Reading 2018-19

ASSESSMENT SUMMARY
Overall, Brianna has shown band 11 and above capacity on the P7 Scottish National Standardised Assessment for Reading.
In the context of overall band 11 and above capacity, Brianna has demonstrated strength in Finding and using information. In the context of overall
band 11 and above capacity, Brianna has performed as appropriate in Understanding, analysing and evaluating.
The next page of this report gives more detail about Brianna’s performance on individual questions.

OVERALL CAPACITY DEMONSTRATED
Band 11
and above
682 and
above

Band 10
634 - 681

Band 9
586 - 633

Band 8
538 - 585

Band 7
490 - 537

Band 6 and
below
Up to 489

Brianna

Learners in this band are typically able to read closely to interpret unfamiliar content and metaphors
in nuanced narrative texts. They are able to link complex ideas across paragraphs to form
understandings and interpret conclusions. They can locate multiple pieces of information in dense
descriptions and complex sentences when there is strongly competing information.

Learners in this band are typically able to make inferences about the narrator's viewpoint and a
character's changeable or complex feelings in a narrative text. They can locate details embedded in
complex sentences when there is competing information. They can interpret arguments of some
complexity, and recognise the main points and justifications for ideas in persuasive texts.

Learners in this band are typically able to read a wide range of texts with a good understanding
where the meaning is relatively straightforward. When reading narrative texts, they can interpret
clues to make inferences about characters' feelings, attitudes and motivations. These learners are
able to identify the implied opinion of a writer of a persuasive text.

Learners in this band are typically able to locate key pieces of information, and link ideas within and
across paragraphs of text. They can summarise the writer's view in persuasive texts and can
interpret the main ideas from and the purposes of procedural and persuasive texts. These learners
can interpret a diagram to locate directly stated details.

Learners in this band are typically able to read a range of familiar texts, understanding the main
ideas. They can locate directly stated information in narrative, information, persuasive and
instructional texts. When reading narrative texts they can make straightforward inferences about
characters' motivations. They are able to track pronoun references and make links across texts when
the connections are clear.

Learners in this band are typically able to locate directly stated details in a range of straightforward
texts. They can use obvious contextual clues to interpret the meaning of less familiar words and
phrases. They are able to interpret simple information that is in a prominent position within the text.

Reading
INDIVIDUAL REPORT
NAME
SCHOOL

Brianna Ratcliffe
SCHOLAR-Prince School (3)

DATE
ASSESSMENT

01/08/18
Primary 7 Reading 2018-19

TOOLS FOR READING
Descriptor

Difficulty

Result

Use context to interpret the meaning of a word in a narrative text

Band 10

 Correct

Use context to interpret the meaning of a word in a narrative text

Band 8

 Correct

Descriptor

Difficulty

Result

Locate information in a dense information text

Band 11 and above

 Correct

Locate directly stated information in a dense information text

Band 10

 Correct

Locate a directly stated detail in an information text

Band 10

 Correct

Locate directly stated information in a dense information text

Band 9

 Correct

Identify an opinion of the writer in a persuasive text

Band 9

 Correct

Locate a directly stated detail at the end of a narrative

Band 9

 Correct

Locate information at the end of a dense information text

Band 9

 Correct

Categorise a type of information in an information text

Band 9

 Correct

Interpret the main character's complex thoughts in a narrative

Band 9

 Correct

Locate embedded information in the middle of an information text

Band 9

 Correct

Sort information to locate a directly stated detail in an information text

Band 8

 Correct

Descriptor

Difficulty

Result

Interpret metaphor in a narrative text

Band 11 and above

 Correct

Interpret an outcome in a narrative text

Band 11 and above

 Incorrect

Infer a reason for a detail's inclusion in an information text

Band 11 and above

 Correct

Identify the main idea of the last paragraph of a persuasive text

Band 10

 Correct

Interpret the second paragraph of a narrative text

Band 10

 Incorrect

Interpret a character's attitude in a narrative text

Band 10

 Incorrect

Identify a justification for an opinion in a persuasive text

Band 10

 Correct

Interpret metaphor in a narrative text

Band 10

 Correct

FINDING AND USING INFORMATION

UNDERSTANDING, ANALYSING AND EVALUATING

Descriptor

Difficulty

Result

Interpret a character's motivation in a narrative text

Band 10

 Correct

Recognise the impact of persuasive language in a narrative text

Band 10

 Not Attempted

Understand a key idea in a narrative text

Band 9

 Correct

Interpret a character's tone in a narrative text

Band 9

 Correct

Interpret a decision made by the main character in a narrative

Band 9

 Correct

Synthesise information about a character when there is competing information in a
narrative

Band 9

 Correct

Locate a directly stated detail in an image supporting an information text

Band 9

 Correct

Locate a directly stated detail in an information text

Band 8

 Correct

Interpret information in persuasive text with strongly competing information

Band 8

 Correct

Locate a directly stated detail in an image supporting an information text

Band 8

 Correct

Interpret a character's opinion in a narrative

Band 7

 Incorrect

Please note: Learners answered different sets of questions.

Reading
INDIVIDUAL REPORT
NAME
SCHOOL

Brianna Ratcliffe

DATE

SCHOLAR-Prince School (3)

ASSESSMENT

01/08/18
Primary 7 Reading 2018-19

COMPARATIVE INFORMATION
Band 11
and above
682 and
above

Band 10
634 - 681

Band 9
586 - 633

Band 8
538 - 585

Band 7
490 - 537

Band 6 and
below
Up to 489

Brianna's class

Brianna's school

National norm:
First half of year

National norm:
Second half of year

The chart compares Brianna's overall achievement with that of other P7 learners.
The darker shaded section of each chart represents the middle 50% of learners in the respective group.
The lighter shaded portions represent the range of capacity of the whole group, except for the top and bottom 5%.
Comparative information for Brianna's school is based on 64 completed assessments as of 29/08/18.
Comparative information for Brianna's class is based on 27 completed assessments as of 29/08/18.
The national norms are based on SNSA data collected in 2017-18 from nationally representative samples of Scottish learners. The coloured bar
shows the national norm for the half year in which Brianna completed the assessment.

Numeracy
INDIVIDUAL REPORT
NAME
SCHOOL

Freddie Gray

DATE

SCHOLAR-Prince School (3)

ASSESSMENT

30/07/18
Secondary 3 Numeracy
2018-19

ASSESSMENT SUMMARY
Overall, Freddie has shown band 12 and above capacity on the S3 Scottish National Standardised Assessment for Numeracy.
In the context of overall band 12 and above capacity, Freddie has demonstrated strength in Information handling, Fractions, decimal fractions and
percentages and in Measurement, time and money. Freddie needs to concentrate on developing skills in Number.
The next page of this report gives more detail about Freddie’s performance on individual questions.

OVERALL CAPACITY DEMONSTRATED
Band 12
and above
730 and
above

Band 11
682 - 729

Band 10
634 - 681

Band 9
586 - 633

Band 8
538 - 585

Band 7 and
below
Up to 537

Freddie

Learners in this band are typically able to apply the correct operations to complete calculations
involving 3-digit numbers, fractions and ratios. They are typically able to solve speed distance time
problems involving conversion of units of time and length. Learners can also interpret two-way tables
and Venn diagrams to find the probabilities of events and complementary events.

Learners in this band can typically interpret problems and apply the correct operations to complete
calculations. They can interpret rates and proportions to solve problems and can find areas and
perimeters of shapes using limited given information. Learners can interpret two way tables,
segmented column graphs and line graphs and calculate probabilities of complementary events and
express these as decimal fractions.

Learners in this band are typically able to perform calculations involving negative numbers and the
subtraction and multiplication of decimal fractions. They can solve word problems involving
proportion. Learners are able to solve problems involving duration, conversion of units of time and
the unitary method. They can interpret pie charts and two-column graphs to find unknown values.

Learners in this band can typically round whole numbers and decimal fractions to given accuracy
levels and compare and order fractions with different denominators. They can calculate volumes of
cuboids and compare masses to 3-decimal places. They can typically match pie charts and tables
showing the same information, and can calculate the expected value given the percentage probability
of an event.

Learners in this band are typically able to identify an appropriate number sentence to represent a
problem. They can calculate durations across hours, minutes and seconds, and calculate the
probability of an event, expressing it as a decimal fraction. They can also identify the most
appropriate sample selection for a given survey question.

Learners in this band are typically able to solve single-step word problems involving any of the four
operations. They can convert between 24- and 12- hour time. They can also use interpret a
pictograph that uses symbols and part symbols to represent multiple units. They can interpret
statements describing probabilities and match these to probabilities expressed as percentages.

Numeracy
INDIVIDUAL REPORT
NAME
SCHOOL

Freddie Gray
SCHOLAR-Prince School (3)

DATE
ASSESSMENT

30/07/18
Secondary 3 Numeracy
2018-19

NUMBER
Descriptor

Difficulty

Result

Reason with operations on rational numbers to work out the calculation that gives the
greatest answer

Band 12 and above

 Correct

Find the missing values in a subtraction of 3-digit numbers

Band 12 and above

 Correct

Calculate the total given the ratios of component quantities in a collection

Band 12 and above

 Correct

Solve a word problem requiring division where the context requires the answer to be
rounded up

Band 11

 Correct

Identify the solution to a word problem involving two unknowns

Band 11

 Correct

Solve a word problem involving division in the context of fuel efficiency

Band 11

 Incorrect

Recognise an estimation method for the multiplication of given 2-digit numbers

Band 11

 Incorrect

Apply a rate of electricity use over time to identify an approximate usage total

Band 11

 Incorrect

Calculate a decimal multiplication

Band 10

 Incorrect

Divide a 3-digit number by a single-digit number and express the result as a mixed
number

Band 10

 Incorrect

Use the simple pattern of visible dots to find the number of dots obscured on a 10×10
grid

Band 10

 Incorrect

Descriptor

Difficulty

Result

Find the missing fraction in an ordered sequence of fractions and decimal fractions

Band 12 and above

 Correct

Work out the fraction of a square made by repeated folding of the square

Band 12 and above

 Correct

Solve an unfamiliar problem involving fractions in context

Band 11

 Correct

Recognise that showing 1/3 coloured requires segments equal in area

Band 11

 Correct

Convert and compare fractions, decimals and percentages

Band 11

 Correct

Calculate the number of items after an increase given as a fraction

Band 10

 Correct

Choose the percentage that is equivalent to 16/25

Band 10

 Correct

Descriptor

Difficulty

Result

Carry out calculations involving fractions, time rates and estimation to solve a problem

Band 12 and above

 Correct

FRACTIONS, DECIMAL FRACTIONS AND PERCENTAGES

MEASUREMENT, TIME AND MONEY

Descriptor

Difficulty

Result

Calculate the area of a triangle that is a fraction of a given rectangle

Band 12 and above

 Correct

Calculate distance travelled given speed and time taken where conversion of time units
is required

Band 12 and above

 Correct

Use a ruler to measure a width to the nearest millimetre from a non-zero starting point

Band 11

 Correct

Calculate the perimeter of a new shape when shapes are joined

Band 11

 Correct

Calculate the money saved by buying different sized packs

Band 11

 Correct

Find the difference (in minutes) between two 12-hour times

Band 11

 Correct

Read the scale on a measuring jug with one labelled scale marker

Band 11

 Correct

Recognise that fewer of a heavier object are needed to reach a given total mass

Band 10

 Correct

Solve a word problem involving converting units of time

Band 10

 Correct

Descriptor

Difficulty

Result

Convert to percentages information from a complex table showing subtotals and totals

Band 12 and above

 Correct

Find the probability of an event from data in a two-way table

Band 12 and above

 Correct

Interpret data in a two-way table to calculate a probability expressed as a 2-digit decimal Band 12 and above
fraction

 Correct

Interpret a two-way table

Band 11

 Correct

Calculate the conditional probability in a simple context involving two-way tables

Band 11

 Correct

Read information from a segmented column graph

Band 11

 Correct

Calculate the number of attempts needed to ensure a given chance of success

Band 10

 Correct

Read a column graph with a scale increasing by 5s and add values to solve a problem

Band 9

 Incorrect

INFORMATION HANDLING

Please note: Learners answered different sets of questions.

Numeracy
INDIVIDUAL REPORT
NAME
SCHOOL

Freddie Gray

DATE

SCHOLAR-Prince School (3)

ASSESSMENT

30/07/18
Secondary 3 Numeracy
2018-19

COMPARATIVE INFORMATION
Band 12
and above
730 and
above

Band 11
682 - 729

Band 10
634 - 681

Band 9
586 - 633

Band 8
538 - 585

Band 7 and
below
Up to 537

Freddie's class

Freddie's school

National norm:
First half of year

National norm:
Second half of year

The chart compares Freddie's overall achievement with that of other S3 learners.
The darker shaded section of each chart represents the middle 50% of learners in the respective group.
The lighter shaded portions represent the range of capacity of the whole group, except for the top and bottom 5%.
Comparative information for Freddie's school is based on 120 completed assessments as of 29/08/18.
Comparative information for Freddie's class is based on 24 completed assessments as of 29/08/18.
The national norms are based on SNSA data collected in 2017-18 from nationally representative samples of Scottish learners. The coloured bar
shows the national norm for the half year in which Freddie completed the assessment.

