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addresses and makes recommendations on issues such as the alignment between value-added
and other aspects of the state’s testing and accountability system, the accuracy of value-added
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value-added assessment of teacher preparation based on a massive multivariate longitudinal
database. The pilot data are discussed in relation to the literature pertaining to value-added
assessments in K-12 education. Selected research needs and practical concerns related to the use
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the reform program was expanded in its later years, however, schools were added that were
more resistant to change and support resources became strained. Schools that joined the reform
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certain Memphis schools. Using TVAAS scores, the study compares the percent of
expected gains attained by reform schools versus non-reform schools. After three years,
reform schools generally gained relative to matched non-reform schools. Stronger results
were shown in the first group of schools to adopt reform models.
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Assessment System (TVAAS) with answers to frequently asked questions.
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Sanders, W.L. & Horn, S.P. (1994). The Tennessee Value-Added Assessment System
(TVAAS): Mixed-model methodology in educational assessment. Journal of
Personnel Evaluation in Education, 8(3), 299-311.
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a statistical mixed model approach. The authors defend the practice of using each student as his
or her own control rather than trying to explicitly account for all other variables that affect
student achievement, noting that it is impossible to account for everything that might have an
effect on a student’s achievement in a given year.

Sanders, W. L., & Horn, S. P. (1995). Educational assessment reassessed: The
usefulness of standardized and alternative measures of student achievement as
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Sanders, W.L., Saxton, A., & Horn, S.P (1997). The Tennessee Value-Added
Assessment System: a quantitative, outcomes-based approach to educational
assessment. In J. Millman (Ed.), Grading teachers, grading schools: is student
achievement a valid evaluation measure? (137-162). Thousand Oaks, CA:
Corwin Press.
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allows the inclusion of all the information for each student regardless of the degree of missing
information. It uses each student as his or her own control, because it would be a “hopeless
impossibility” to include all data for each child so that all confounding influences could be
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standards. In Lissitz, R. W. (Ed.). Longitudinal and value added models of
student performance. Maple Grove, MN: Journal of Applied Measurement
Press.
Sanders, W.L., Wright, P., Ross, S. & Wang, W. (2000). Value-added achievement
results for three cohorts of Roots and Wings schools in Memphis: 1995-1999
Outcomes. www.successforall.com
This is an extension of a prior study of Roots & Wings schools in Memphis. Twenty-two
Roots & Wings schools were examined, with four, three and two years of implementation
history. Among the cohort with the longest history of implementation, achievement gains
measured by the TVAAS (using the percent of national norm gain across all grades)
significantly exceeded comparison non-reform schools. The results were positive, but less
pronounced for cohorts with fewer years of reform experience.

Schacter, J., Schiff, T. Thum, Y.M., Fagnano, C., Bendotti, M., Solmon, L., Firetag, K.
and Milken, L. (n.d.). The impact of the Teacher Advancement Program on
student achievement, teacher attitudes, and job satisfaction. Milken Family
Foundation. Retrieved from www.mff.org/pubs/impact of tap.pdf
This study compared gains in student achievement of schools implementing a reform model
developed by the Milken Foundation to similar schools not implementing the reform model.
Student level scores for Stanford 9 Total Reading, Language and Mathematics were used in a
value-added model that measured the percent of the gap to a specified target achievement level
that was in fact achieved. All reform schools made improvement and gained significantly more
than control schools. Those schools that implemented the reforms the most zealously gained the
most.

Stecher, B., & Naftel, S. (2006). Implementing standards-based accountability (ISBA):
study design, state context, and accountability policies. Rand Education. Paper
presented at the symposium “Implementing No Child Left Behind: New
Evidence from Three States” at the annual meeting of the American
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http://www.rand.org/pubs/working_papers/2006/RAND_WR380.pdf.
Sterbin, A. (2001). Rozelle Elementary School: A longitudinal analysis 1995-2000.
University of Memphis. Retrieved from www.mrsh.org/ipr.html
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other factors, to assess the success of Modern Red School House comprehensive school reform
model as implemented in the school. Comparing longitudinal value-added scores from the
subject school with those of similar schools, all Memphis schools, and all Tennessee schools, he
found that value-added scores rose, especially in the early years of reform implementation, far
more than in all comparison groups, and remained higher throughout the study than comparable
schools and all Memphis schools.

Stewart, B. (2006). Value-Added Modeling: The Challenge of Measuring Educational
Outcomes: Carnegie Corporation of New York.
The report summarizes the history of value-added models (VAM) for measuring student
academic progress over time and the discovery of VAM findings from Sanders to researchers
like Robert Mendro. The author discusses the ways in which VAM is being used, and the
criticism about the accuracy of VAM measurement.

9

Stronge, J. & Tucker, P. (2000). Teacher Evaluation and Student Achievement.
Annapolis Junction, MD: NEA Professional Library.
Thum, Y.M. (2003). No Child Left Behind: Methodological challenges &
recommendations for measuring adequate yearly progress. CSE Tech Report
590, National Center for Research on Evaluation, Standards, and Student
Testing (CRESST), University of California, Los Angeles.
A statistical accountability measure that focuses on value-added performance can be used to
measure Annual Yearly Progress (AYP) under NCLB. AYP can be conceived as a comparison
of a unit’s growth rate to the rate expected if the unit is to reach proficiency by the NCLB
deadline. While there are various types of measures called value-added, only a model based on
student level gain gives us a true map of change. (Estimating gains scores are preferable to
regressing post-test scores on pre-test scores.) Even when the unit of accountability is the school,
the unit of analysis should be the student. Reports should show, and accountability regimes
should take account of, the precision of the productivity estimate.

Thum, Y.M. (2002). Measuring student and school progress with the California API.
National Center for Research on Evaluation, Standards, and Student Testing
(CRESST), University of California, Los Angeles.
The California Public Schools Accountability Act required the state board of education to
establish a numerical index (API) for measuring school performance and the performance of
groups of students within schools. The author concludes that the API misrepresents student and
school performance and presents an alternative based on a Baysian meta-analysis of results from
multilevel models of student test scores. This new approach retains the main features of the API
and is feasible given the current API database. The approach is illustrated using data from the
Long Beach Unified School District.

Thum, Y.M. & Bryk, A.S. (1997). Value-added productivity indicators. In J. Millman
(Ed.), Grading teachers, grading schools: is student achievement a valid
evaluation measure? (137-162). Thousand Oaks, CA: Corwin Press.
Dallas is a leader in school accountability, especially notable for the degree of political support
and educator buy in for the system. While the system rules work reasonably well at controlling
for student mobility and preventing manipulation, and the adjustment for fairness variables is
appropriate, there are significant questions about the validity of the model and it should be used
with caution.

Vaughan, A. (2002). Standards, accountability, and the determination of school
success. The Education Forum, 66(3), 206-13.
A review of the history of the modern standards movement from 1989 to the present includes
examples of state successes in raising student achievement and narrowing the achievement gap.
Policy makers now realize that evaluations based on average test scores simply result in
rewarding prosperous schools. Value-added evaluation models such as those in place in North
Carolina, Tennessee, Prince Georges County, Maryland, Colonial School District in
Pennsylvania, and Dallas, Texas may be the best hope for transforming schools.

Viadero, D. (2006). U.S. Pilot of AYP ‘Growth’ Models Advances; Education Week.
To make adequate progress, or AYP, schools and districts currently must meet annual targets for
the percent of students who score at least at the proficient level on state tests, both for the student
population as a whole and for subgroups of students who are poor, speak limited English, have
disabilities, or come from racial or ethnic minorities. Federal officials are sending proposals
from eight states on to the next round of screening for a new pilot program allowing states to
consider students' academic growth in measuring whether schools and districts meet
performance targets under the No Child Left Behind Act.
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Webster, W.J. (1998). A comprehensive system for the evaluation of schools. Paper
presented at the annual meeting of the American Educational Research
Association, San Diego, CA., April 13-17, 1998.
The author describes the three-tier accountability system in place in the Dallas public schools.
School effectiveness indices are one component of the system. The inclusion of these indices
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from factors out of the school’s control.

Webster, W.J. & Mendro, R.L. (1995). Evaluation for improved school level decisionmaking and productivity. Studies in Education Evaluation, 21, 361-399.
Dallas’ three-tier accountability system couples accountability at the school and district levels
with school accountability indices. School and district improvement plans support the first two
components of the accountability system. The school improvement indices used by Dallas
schools separates school effects from non-school effects in a more precise way than measures
used by the Texas Education Agency. The only fair method for holding schools accountable for
improvement is to adjust measures of outcomes for factors that impact those outcomes but are
out of school control. This can be done through multiple regression and through hierarchical
linear modeling. The indices predict student levels of accomplishment and set the desired level
of improvement based on these predictions. School-level consequences are imposed based on
achievement or non-achievement of predicted levels of student improvement.
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