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THE RESULTS ARE IN… 
Your value-added reports are now available on the day 
you upload students’ GCSE and A-Level results, helping 
you understand the performance of the young people 
you work with, start asking the right questions, and get 
ahead with planning for the school year.

We’ve also adapted your value-added reports to include 
the new 9-1 GCSE results for English, English Literature, 
and Mathematics.  We will be keeping a close eye on 
the impact of the changes to the GCSE and A-Level 
results and, if necessary, we will re-release value-added 
results for the three subjects on the 9-1 scale.

Tell us what you think 
We’d love to know what you think of these changes and 
to find out how they have helped you and your school. If 
you’d like to share your feedback with us, please email 
us at getinvolved@cem.dur.ac.uk 

GET YOUR GCSE AND A-LEVEL VALUE-ADDED REPORTS NOW

INTRODUCTION
Welcome to the first CEM Connect of the new school year!

Huge congratulations to the pupils and teachers receiving fantastic exam results recently. The GCSE 
results show that 2000 pupils scored 9’s across all three reformed subjects. Overall, girls did better than 
boys again, with the gap in achievement remaining steady compared to previous years. Whereas the 
A-Level results revealed boys had received a larger share of A and A* grades than girls for the first time.

The start of the new school year brings with it a chance to start as you mean to go on and implement 
good assessment practices. In this issue of CEM Connect Karen Fowler, Headteacher of Michael Faraday 
Primary School, shares how she has implemented good assessment in her school, and we share our 
response to the government’s recent review of primary assessment and accountability by outlining what 
makes a good assessment.

Understanding good assessment can often be overlooked in the race for better exam results, and English 
teacher, blogger, author and Director of Huntington Research School, Alex Quigley, considers five things he 
has learned about the importance of good assessment.  

This summer, for the first time, CEM’s value-added measures were made available to schools on 
results day. But measuring value-added is not always straightforward, and our article summarising the 
Critchlow-Rogers Effect explores the complexities of assuming student progress is the same as teacher 
effectiveness.

We hope you enjoy this edition of CEM Connect. If there is anything you would like to see in our next 
edition, or if you have any questions, please let us know at newsletter@cem.dur.ac.uk
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It goes some way to address the 
disruptions and distractions in primary 
education over recent years, but 
perhaps it could have gone further.

The review attracted over 4000 
responses and addressed the 
complex implications for assessment 
and accountability. It asked for views 
on the future of the statutory primary 
assessment system, including 
assessment in the early years, the 
starting point for measuring the 
progress that pupils make at primary 
school, and statutory end-of-key 
stage teacher assessment.

It’s a massive understatement to say 
that CEM knows about assessment. 

We know that while getting primary 
assessment right may not be easy, 
but there are a few fundamental 
things that really will help. And the 
government’s response to the review 
reflects some of the essentials 
that formed the basis of our 
recommendations.

Laying the foundations
For over thirty years, CEM have 
recommended to policymakers 
and education professionals alike 
that a baseline measure should be 
established at the beginning of the 
reception class.

Children make more progress in 
the first year of school than at any 
other stage. It’s important to be 
able to record this progress whilst 
balancing the need for all children to 
feel comfortably settled into school. 
Taking a baseline measure early on will 
ensure high quality provision is valued, 
and provides a way of measuring 
progress.

PRIMARY ASSESSMENT  
CONSULTATION RESPONSE

The caveat here is that if progress 
measures are used to judge school 
effectiveness, they must be supported 
by a range of other outcomes and 
measures and should include a 
process of continuous evaluation. 

What makes a good 
baseline assessment?
Any proposed baseline assessments 
should meet a comprehensive list 
of conditions, and these conditions 
should be established in consultation 
with a range of experts.

A baseline assessment should meet 
minimum requirements: the content 
should be linked to later outcomes; 
it must be manageable, child-
friendly and appropriate for the full 
developmental range; it should be 
robust and acceptable to the teaching 
profession.

Schools should be expected to have 
high-quality, detailed assessment 
in place, and assessments should 
capture development; inform teaching 
and learning and measure progress 
right through school. 

Therefore, we welcome the 
government’s decision to develop and 
reintroduce a baseline assessment by 
Autumn 2020.

The problems with the 
Early Years Foundation 
Stage Profile
Unfortunately, the response to 
the review does not fully address 
the issues around the Early Years 
Foundation Stage Profile (EYFSP). 
We believe that there should be a 
comprehensive review of the way the 
EYFSP functions. 

The profile, as it 
stands, has drifted 
from its original function 
when it was first introduced, 
and therefore the purpose of the 
assessment needs to be clarified, 
as it is only when there is clarity of 
purpose that an assessment can 
be effectively evaluated. 

Additionally, we would recommend 
that the developmental pathways 
for children be clearly explained.

As they stand now, the 
assessment categories ‘emerging, 
expecting, or exceeding’ are 
deeply flawed, arbitrary and 
have no empirical basis. The 
government have said they will 
retain the existing assessment 
scales but will review the 
possibility of introducing an 
additional band within the 
‘emerging’ scale and the 
descriptors underpinning 
these scales will be clarified.

In order to be confident that 
these categories provide 
really meaningful information 
they should be established 
using robust measurement-
based, criterion-related 
descriptors of knowledge 
and behaviours.

The wealth of early years’ 
research conducted by CEM 
over the last 30 years highlights 
what every reception and primary 
educator knows about teaching 
young children – that the first year 
of formal schooling is crucial and 
getting it right from the beginning 
matters.

The government’s response to the review of primary assessment and 
accountability, published last month, contained a mix of good and bad news. 
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CEM Select
Ensuring a fair school admissions 
process and making sure your 
school is right for each pupil can be 
a challenge.

The visits, the tours, the open days 
and the interviews can all help to 
get an idea of how well the pupils 
might thrive at your school. But it 
is notoriously difficult to be certain 
the entrance test gives you a true 
picture of pupil potential. 

Where is the value in an 
assessment that shows nothing 
more than the ability of a pupil to 
follow the shrewd instructions of his 
or her tutor? 

Case study: Sam’s choice
Sam’s parents had never seriously 
considered sending him to an 
independent school until they were 
encouraged to look into it by his 
primary school teachers. While they 
were keen that he got into the right 
school, they had concerns about 

him needing to be tutored in order 
to get through any entrance test he 
might sit. 

‘We wanted Sam to be able to 
get in on the strength of his own 
abilities’ they explained. ‘Once 
we had decided where to apply, 
we spoke to the school about the 
admissions process, and they 
explained that the entrance test 
was not a test of the curriculum 
content he had been taught. But it 
contains ability-based questions, 
which makes it as fair a test as it is 
possible to have. Everyone has the 
same chance in that sense.’

Ability-based content
Sam’s parents explained that ‘the 
school told us that the assessment 
wasn’t anything for Sam to worry 
about and he didn’t need to prepare 
for it in any particular way. They said 
doing all his homework and reading 
a wide range of books would be 
good enough preparation! That 
put him at ease. He did it when we 

went for the interview, and it only 
took about an hour. He said it was 
actually quite fun.’

‘Sam came back from the test and 
said he wasn’t asked about any 
of the stuff he had been taught 
at school, it was just puzzles with 
words and numbers and pictures 
in different sections. It wasn’t scary 
at all!’

Resistance to tuition
At CEM, we are well aware that 
the practice of intensive tuition for 
selection is an issue. At certain 
times of the year, the news is 
filled with stories of concerns 
that some candidates may be at 
a disadvantage, compared with 
candidates with the resources to 
pay for tuition.

Therefore, CEM’s selection 
assessments focus on content 
which evaluates the natural 
reasoning abilities of candidates, 
including verbal, numerical and 
non-verbal ability. 

A FAIR TEST 
FOR SELECTIVE 
SCHOOLS

• CEM SELECT CHALLENGE is computer-based and provides raw scores, sub-section scores and total 
scores. The assessment content is refreshed and updated each year.

• CEM SELECT EVALUATE provides schools with the same feedback that CEM Select Challenge offers 
as well as providing year-on-year comparability and national norms for comparison. The content 
remains the same each year. 

• MID-YEAR TRANSFER provides grammar schools with year-on-year comparability and optional 
standardised age norms specific to each school based on a suitable benchmarking group.

Find out more about CEM Select: 
Visit cem.org/entrance-assessments • Email entrance-assessments@cem.dur.ac.uk

CEMCONNECT

04



While we acknowledge that no 
assessment can be truly tutor-proof, 
we are absolutely confident that the 
content within our assessments has 
minimised the potential for tutors 
to prepare candidates with specific 
knowledge that might give them an 
unfair advantage.

Producing the right 
results
Sam’s new school explained ‘Our 
admissions process is pretty simple 
and designed to give assurance to 
families that it is fair, and they have 
made the right choice. It’s important 
that each pupil is a good fit for the 
school… most importantly, the 
assessments seem to produce the 

right results: a cohort both eager 
and able to take on the challenge 
of high academic expectations. We 
have noticed a real difference in 
attitude and approach with students 
selected using CEM assessments.’
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There’s plenty to cry ‘unfair’ about in teaching 
right now.

Your classes are getting bigger; there was no 
money for decent CPD again this year; and you 
were given bottom set Year 11 for the fourth year 
running.

And now the value-added results are in. Negative value-added 
for those Year 11s again? It’s bad enough that they have not 
met expected progress, but how can they have actually gone 
backwards? All that extra work you’ve done. All the lunchtimes 
you’ve missed for those catch up sessions. You are exhausted and 
now, it seems, you are a terrible teacher.

IS STUDENT PROGRESS 
THE SAME AS TEACHER 
EFFECTIVENESS?

CEMCONNECT
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Or are you?
It’s now 15 years since CEM first 
published findings on the dangers of 
comparing teachers’ performance 
using value-added data for subjects 
set by ability.

And this phenomenon is still as 
important, still as relevant, and quite 
possibly still as misunderstood 
today as it was back then. This is a 
dangerous thing in a world where:

1. Value-added progress measures 
are still very much in favour

2. Misinterpretation of the figures 
can impact on the judgements 
made about individual teacher 
effectiveness.

Research conducted by CEM in 
conjunction with schools using the 
Yellis assessment found that value-
added scores attributed to any 
particular teacher’s performance were 
dependent upon which set they were 
given to teach.

These findings are known as the 
‘Critchlow-Rogers Effect’. John 
Critchlow and Steve Rogers were, at 
the time, Headteacher and Deputy 
Headteacher at different schools in 
Yorkshire. Over a number of years 
they had independently spotted 
simple but intriguing patterns in their 
school’s average GCSE value-added 
results.

Their key question was ‘Why do 
students in top sets consistently 
achieve higher value-added scores 
than students in lower sets?’

Let’s suppose
Suppose your school uses an on-
entry baseline assessment, (eg MidYIS 
or Yellis) to get a picture of students’ 
general ability.

Now, suppose that your school 
calculates its value-added measures 

based on student progress from the 
baseline assessment of general ability 
to an examination in a specific subject, 
let’s say French GCSE.

And suppose that French is taught 
in sets based on student ability in 
French.

In the higher sets there may be:

• Some students who are there 
because of their general ability.

• Some students who have 
demonstrated their ability in French, 
despite their lower general ability 
scores.

CEM’s research found that, on 
average, the higher sets will achieve 
higher value-added results since the 
students will tend to outperform their 
potential as suggested by their general 
ability baseline scores.

Whereas, in the lower sets there 
may be some students who are 
there because of their lower ability in 
French, even though they may have 
high general ability scores.

Our research found that those 
students will, therefore, tend to 
achieve lower value-added results 
than others in that subject, and on 
average, these lower sets will have 
lower average value-added results.

What does all this mean?
So, essentially, if you have repeatedly 
been given higher ability sets, 
regardless of your performance in 
delivering the curriculum, the chances 
are that your value-added scores will 
be better than your colleagues who 
are repeatedly given lower ability sets.

This will be apparent in any subject 
that has been set by ability or 
competence in that subject.

And this is the case regardless of the 
age of the students, the exam being 
sat, or the baseline assessment that is 

being used as a basis for calculating 
value-added results.

Three things to counteract 
the Critchlow-Rogers 
effect
Value-added measures, in themselves, 
are perfectly valid, as long as 
interpreted with the usual caution, 
and they can help schools to ask 
important questions.

There are three possible approaches 
that schools can use to remove 
the Critchlow-Rogers Effect in 
order to make more accurate class 
comparisons:

1. Set classes by the assessment 
scores that serve as a baseline 
for the value-added calculations, 
(e.g. according to the baseline 
measure of general ability gained 
from CEM’s MidYIS or Yellis 
assessment)

2. Have the students in mixed-ability 
classes.

3. Do not compare average value-
added measures for ability-based 
sets with those classes that are 
not set by ability.

While it seems to make sense to 
judge the effectiveness of teaching 
from its impact on assessed learning, 
we know that, in theory, a number 
of factors will influence students’ 
achievements.

We know that value-added is not 
always the same as effectiveness and 
it is those who work in the schools 
who can best interpret it.

Perhaps the valuable thing is not so 
much the result as the questions it 
helps you to ask.

For further reading about value-added, read the CEM Blog: www.cem.org/blog

‘Five things you need to know about value-added’ 

CEMCONNECT

07



Having been a teacher for nearly 
fifteen years, it may surprise you 
to hear that I hold a persistent 
fear that I have been grossly 
undertrained on a crucial aspect 
of learning in the classroom: 
assessment.

I don’t think I am unique. Teachers 
are a spectacularly undertrained 
profession on the whole, given 
the vast complexity of learning. 
We do our initial teacher training 
under immense pressures and 
tensions, and then, after little 
under a year, we are chucked our 
teaching qualification and launched 
permanently into the deep end of 
the classroom.

Understanding assessment is 
too often a singular item on the 
agenda for a training day here or 
there. Usually, it is in the guise 
of analysing some high stakes 
assessment or other. As we seek 
out cryptic answers from examiners 
and exam boards, hunting down 
marginal improvements in exam 
performance, we miss the important 
stuff. We miss out high quality 
diagnostic assessment in the chase 
for pressurised exam results, or we 
pay it mere lip service.

What we need, as a profession, 
is a much better understanding of 
assessment and its integral role in 
all learning. We need to immerse 

 I’VE LEARNED ABOUT THE 
IMPORTANCE OF  

GOOD ASSESSMENT

THINGS

ourselves in the complexities of 
assessment if we are to read the 
runes of learning more successfully. 
In my recent travails into reading 
evidence and seeking out training 
on assessment, I have learned the 
following five things.

There is a lot more I need to learn 
about assessment and testing, and 
as a profession, if we are to better 
manage the workload of teachers, 
as well as respond to the good, the 
bad and the ugly of national tests, 
we need to learn much more about 
the intricacies of good assessment.

Alex Quigley  shares his views on assessment.
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1
We need to separate out the value of tests from the damaging effects 
of accountability. Right now, like most years, high stakes testing is under scrutiny. The 
validity, and sheer existence, of KS2 SATs is being challenged. Unfortunately, our experience of 
bad testing has clouded our sense that good testing can prove useful for learning and prove a 
reliable measure of learning. We must separate the withering effects of high-stakes accountability 
and recognise that testing is the most reliable way we have of measuring the complexities of 
learning. Indeed, good tests are an integral part of learning and can contribute to increasing our 
students’ learning.

2
We need to utilise the ‘Testing Effect’. The beneficial effects of taking tests are 
one of the most well researched findings in all of education. The problem is that if you mention 
the word ‘test’ it too often provokes revulsion and fear! Cognitive scientists have helpfully 
rebranded testing as ‘retrieval practice’ and we probably should too. A good diagnostic test 
could include a quiz, self-testing using flashcards, or getting a student to put away their notes 
and try to reconstruct what they have learned in a graphic organiser. Rather than reading and 
re-reading their notes, our students benefit from tests in this fashion. It helps strengthen their 
memory of what they have learned.

3
Practising mock examinations over and over is no guarantee of success. 
Although the ‘testing effect’ is a real and established phenomenon, we shouldn’t mistake our hulking 
great summative mock exams as the ideal test to leverage that desired effect. Given how complex 
(and long) ‘mock exams’ prove, it can be hard to perform and remember from such an experience. 
Mock exams may enhance our students’ ‘exam craft’, but they may not learn much more in the 
time-pressured act. Instead, we should encourage more concise, memorable tests that lower the 
stakes but increase the likelihood of learning. Although cumulative quizzing – a ‘test’ remember – 
may not churn out data for whole-school data trawls, it may better consolidate the knowledge and 
understanding our students’ need.

4
Teacher assessment is biased. Now, it is rather uncomfortable to contemplate the fact 
that our decisions and assessments aren’t wholly reliable, but it is the truth. Large-scale evidence, 
such as the meta-analysis from John M Malouff (‘Bias in Grading: A Meta-analysis of Experimental 
Research Findings’), has shown that we are habitually biased around characteristics like prior 
performance, race, SEND labels and even physical attractiveness! Now, teachers of course offer 
fantastic, personalised feedback that can be invaluable, but we should also recognise the value of 
standardised testing in – well, setting a consistent standard. It can save on workload too

5
Why assessments need to have validity and reliability. We all want to 
use the best assessments available to us in the classroom. The problem is that we have too little 
expert knowledge in the characteristics of good assessment. Validity and reliability are crucial 
concepts. To put it simply, a test is valid if it measures what it is supposed to measure. So, a 
mathematics test may have ‘wordy’ questions to the degree that it becomes a test of literacy as 
much as the actual mathematical concepts. An assessment is reliable if you take a test multiple 
times with similar results (longer tests with more items are usually better in this regard).

Alex Quigley is Director of Huntington Research School.
He is the author of ‘The Confident Teacher’  @huntingEnglish
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Michael Faraday Primary School 
in Walworth, London, is a vibrant 
and caring school at the heart of a 
diverse community, and has been 
successfully led by the dedicated 
Headteacher, Karen Fowler, for 
almost two decades.

The school’s focus is to make sure 
each child reaches their potential. 
They use CEM’s reception baseline 
assessment, BASE, and the Year 1 
to 6 InCAS assessment to identify 
individual needs, tailor provision 
and make sure the children stay on 
track.

MICHAEL 
FARADAY 
PRIMARY 
SCHOOL

USING INCAS AT 

 ‘My duty as a Head’ Karen Fowler 
explained ‘is to make sure each 
child reaches his or her potential, 
and that is a non-negotiable. My 
commitment to the parents is no 
matter what the starting point we 
are going to give them the very best 
we can.’

‘We first used InCAS because 
there have been so many changes 
in terms of the curriculum and 
assessment lately, and teachers 
were feeling very vulnerable and 
very insecure about what they were 
doing. I made it my mission to find 

something that was going to be the 
most effective tool to provide them 
with the broadest data set.’

‘I wanted something that would 
be totally objective, that wouldn’t 
be tortuous for the children, and 
I wanted something that had a 
proven track record and wasn’t 
from a company that are focussed 
on making money. So InCAS was 
something that ticked all those 
boxes.’

CEMCONNECT
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Using the data
‘InCAS is about identifying what 
children can and can’t do so you 
can then fill the gaps. And when 
we first did it, the teachers were 
so excited! They thought the level 
of detail in the feedback was 
amazing. The teachers only see it 
as a positive, a way of nurturing and 
developing all of the children.’

 ‘The InCAS assessment means 
that my teachers have a set of data 
which is transformational. It has 
given them all so much information 
on every individual child, so you can 
tailor the curriculum to ensure that 
every single one of them is getting 
the best possible educational 
experience.’

Developing the whole 
child
‘Teachers use the assessment as 
a tool to plan the curriculum for 
individual children, and it gives very 
specific information about where 
the gaps are. For example, in maths 
it really drills down into specific 
elements of general maths and 
mental arithmetic, and that’s really 
useful. We can then compensate 
and say ‘okay, that child is 
struggling with multiplication’ for 
example, and the teacher knows 
where to pitch particular work for 
individual children.’

Karen and her staff’s focus is 
always on the individual; identifying 
individual needs, providing tailored 
opportunities and experiences for 
each child and making sure each of 
them reaches their potential.

It’s really helpful for supporting teachers’ judgments 
about children’s levels because it makes the teachers 
think about the individual child…

 ‘For me it’s about our commitment 
to developing the whole child. We 
don’t just focus on the SATS. I 
want our children to be literate, to 
be thinking, to be aware of art and 
music, and to see how all these 
things can enrich your life.’

Valuable assessment
 ‘We use the InCAS data in our 
termly pupil progress meetings, 
alongside our own tracking data, as 
well as the Key Stage tests, to track 
how the children are progressing, 
and it’s really useful to see any 
patterns or trends.’

‘But the thing I really value most 
about the InCAS assessment is 
that it is a system that I know I can 
trust. It’s well-established, it’s from 
Durham University, it’s based on the 

best research, and it’s not about 
profit.’

‘It’s really helpful for supporting 
teachers’ judgments about 
children’s levels because it makes 
the teachers think about the 
individual child, and makes them 
revisit what they had thought, and 
whether their expectations were 
realistic, high enough or too high. 
That’s really all you want: that the 
teachers think about the children 
they are teaching and what they 
can do to best meet their needs.’

For more information about InCAS 
go to cem.org/incas
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or download your copy now at
www.cem.org/case-studies

LOOK OUT
FOR THE NEW CASE STUDIES

www.cem.org

EVIDENCING

SUCCESS

ST. PAUL’S SCHOOL, SÃO PAULO, BRAZIL

ENABLING EACH 

CHILD TO EXCEL 

AGE 3-4

AGE 4-5

AGE 5-11

AGE 11-14

AGE 13-14

AGE 14-16

AGE 16-18

InCAS

CASE STUDY
COTHERSTONE 

PRIMARY SCHOOL, 
BARNARD CASTLE, 
COUNTY DURHAM

AGE 3-4

AGE 4-5

AGE 5-11

AGE 11-14

AGE 13-14

AGE 14-16

AGE 16-18

BASE

www.cem.org

EVIDENCING
SUCCESS
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Visit the

BLOG
cem.org/blog

 FOLLOW US ON TWITTER
Latest Tweets @CEMatDurham

Need help interpreting your 
CEM baseline data? 

Want to use your value-added 
data for school improvement? 

Our approved training provider

Evidence Based Education
can help you out. 

Get in touch: 
cem-training@evidencebased.education

Make the 
most of your 

CEM data


