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This brief is the first in a series that highlights key features of high-
guality instruction for English learners, and the role formative
assessment plays in their success. Formative assessment supports
teachers to enact these features by providing them with tools to
gauge and react to student learning in real-time. These practices also
support students to assess their own learning which enhances their
sense of agency. Overall, the series illustrates how instructional
methods and assessment practices work together to improve English
learner outcomes.

Introduction

Research, theory, and legal and legislative history all “Feelings of self-efficacy,

converge in showing that a quality education for English belonging, and purpose—are
learners requires attention to their position as language completely entwined with
learners, their promise as learners of academic content, and cognitive development...thus,
their inclusion as valued members of the larger academic creat[ing] an imperative to

deeply know each student—

community.? _ '
academically, emotionally,

In practice, this means that providing English learner socially, and culturally.”
students with a high-quality education requires developing
their English proficiency while simultaneously ensuring that (Shepard, 2021, p. 30)

they do not miss out or fall behind on learning the same
academic content and analytic practices as other students
while doing so.

To achieve this educational goal for English learners, teachers must design and facilitate
instruction positioned between their current and future abilities and support them to engage
meaningfully with rigorous content. This means centering the design of high-quality learning
opportunities and ensuring that all students are supported to participate in them. An umbrella
concept for this approach is “ambitious teaching and learning,” which is grounded in a
sociocultural theory?.

Ambitious teaching requires educators to deeply understand who their students are and how
their lived experiences and knowledge can contribute to learning, expression, and knowledge
development. For English learners, specifically, ambitious teaching means, among other things,
that educators must understand English learners as students with promise and value rather
than as students defined by needs, risks, and challenges3. This occurs within a sociocultural
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context in which educators understand that knowledge develops through social activity and
thereby design learning opportunities for students to co-construct and deepen knowledge
alongside peers as they negotiate, collaborate, and problem-solve.*

Seven features for ambitious teaching for English learners are:

1. Integrate learning of concepts, analytic practices, and language simultaneously.

2. Intentionally draw attention to how language works to make meaning in the academic
discipline through rich, authentic tasks.

3. Support students to work beyond the edge of their current knowledge and skills with
scaffolds that build on their strengths.

4. Support students to develop a sense of agency, confidence, and determination.

5. Provide students with structured opportunities for collaborative discussion in which
they develop ideas and make meaning with peers.

6. Promote asset-based teaching, learning, and assessment.

7. Nurture a learning culture in which all students (English learners and non-English
learners) participate together to support each other’s learning.

Formative assessment undergirds ambitious teaching and learning as a process through which
teachers can effectively elicit and respond to evidence of student learning as it unfolds.
Teachers engaged in formative assessment uncover the knowledge and skills students already
have, their preferred communication styles, and the existing
Student agency is the set of connections they may have to the content of instruction. This

skills, mindsets, and information, in turn, allows teachers to design highly
opportunities that enable challenging and supportive learning opportunities that build
learners to set purposeful off what students already know and can do and respond to
goals for themselves, to take evidence of emergent learning. See the Appendix for

action in their learning to formative assessment details.

move toward those goals, and

to reflect and adjust learning When students engage in the formative assessment process
behaviors as they monitor themselves, they are better able to develop agency>—the
their progress. ability to actively advance their knowledge and skills. By

monitoring their own learning and using that information in

subsequent learning tasks, students become better
positioned to succeed in the classroom—where success involves simultaneously developing key
disciplinary conceptual understandings, engaging in analytic practices, and developing the
language needed to understand and express them. To successfully engage in formative
assessment practices themselves, students need a clear understanding of learning goals and
success criteria, collaboration with peers, explicit instruction in new routines, and opportunities
for practice.
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Implementing formative assessment practices often involves a tremendous shift for teachers
and students. It requires a learning culture that supports risk-taking, honesty, and community
support. Students and teachers alike need to feel that they can try out new practices, share
what they do not yet understand, and continue to be considered capable individuals who are
able to learn and improve. English learners have not always been granted this type of leeway —
and, therefore, stand to benefit most from a classroom environment with this orientation.

Teacher Knowledge and Support

Implementing the features of high-quality English learner instruction in tandem with the
formative assessment practices described in this series is complex work for teachers. This is
compounded by the fact that most new or continuing teachers have little access or
requirements to engage in coursework or professional learning around formative assessment,
language development, or culturally and linguistically sustaining teaching practices. Taken
together, these trends mean many teachers have not yet had the chance to develop their skills
and strengths in implementing high-quality instructional practices for English learner students
or formatively assessing them. Many teachers may need support to do this.

To do this work well, teachers require the following types of knowledge.

e content and language knowledge,
e pedagogical content knowledge (how students learn in a domain),
o knowledge of students and their community, and

o knowledge of formative assessment (both the teacher and student roles).

Supports

For teachers to develop the knowledge outlined above requires substantial support. Though
individuals can forge ahead on their own, most teachers benefit from a team effort and
leadership support to build their knowledge and skills, improve their practice, and sustain the
work, much like students benefit from work in community. The following list includes various
types of support teachers benefit from when enacting formative assessment for English
learners in the context of ambitious teaching.

o Professional development in formative assessment, asset-based instruction, and
language development, including systemic pre-service, induction, and in-service
learning opportunities.

o Opportunities to learn alongside peers (e.g., colleagues, coaches, English learner
specialists, leaders) to analyze examples of high-quality instructional practice (written,
video, etc.), observe peers, reflect on one’s own developing formative assessment
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practice, and give and receive feedback, e.g., through observations, lesson review, and
video study groups.

o Collaborative planning time with peers (e.g., grade level or content area teams,
EL/ESL/ELD teachers, and special education teachers) to collectively engage in lesson
planning, analyzing student work, building student capacity to monitor and advance
learning, planning next steps based on evidence, and developing high-quality
instructional materials that are culturally relevant.

o Flexibility with other program mandates, e.g., flexibility with pacing guides and
requirements to implement lessons exactly as presented, expectations for teachers to
grade all student work products (versus grading at the end of a learning unit), and other
progress monitoring requirements.

As teachers work to gain knowledge and skills and participate in the learning experiences
described above, they also benefit from regularly reflecting on their own professional practice
and can use key elements of formative assessment to do so. They do this by setting their own
learning goals, determining what success will look like for themselves, attending to evidence as
it unfolds during teaching, reflecting on that evidence, and then adjusting their practice
accordingly.

When teachers engage in self-reflection, they ask themselves questions such as, How did the
lesson go? How did student learning advance? What worked well, and what needs to be
adjusted in my instruction?

Accountability in the context of formative assessment can be considered a personal and
collective commitment to one’s ongoing learning and to supporting the learning of others.
During this process, it is often helpful for teachers to work collaboratively with one another as
they try out new formative assessment practices, such as giving descriptive feedback. When
teachers reflect with peers in their learning community, they ask others questions such as, “I
was trying to do X. Can you give me feedback based on this classroom video, lesson planning
document, student work, or your direct observation?”

Below are more details of this reflection cycle for teachers.

Getting Started

1. Ask, “What am | interested in working on or understanding?” Choose a formative
assessment practice.

2. Learn about the formative assessment practice through professional reading, viewing
videos of expert implementation, or observing a peer.
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3. Set aninstructional learning goal for oneself, e.g., | understand how to give actionable
feedback to students.

4. Develop success criteria, e.g., Students indicate through their words and actions that
my feedback supports them to take next steps in their learning.

5. Share the learning goal and success criteria with students to get their feedback (this
models this process for them and becomes a source of evidence of impact)

6. Try out the formative assessment practice.

7. Look at evidence collectively and individually to determine how it went. Questions to
review evidence can include:

e Did students reach the learning goals? If not, why not?
e Did I get the evidence | needed? If not, why not?

o Did it lead to the outcomes | expected? If not, why not?

This process of reflection includes anticipatory, interactive, and retrospective elements. It
becomes a virtuous cycle of improvement that is teacher-centered and directed. From the start,
teachers have the end in mind.

Conclusion

There is no universal English learner student profile and no one-size-fits-all approach. Teachers
work to respond to the different strengths, needs, and identities of all English learners,
including those with special needs. By responding to their three primary areas of academic
growth, that is, their conceptual, analytic, and linguistic development, as well as their ability to
monitor these learning progressions themselves through formative assessment practices,
English learners can accelerate their learning and develop intellectual independence.

To do this, English learners benefit from first-hand experience formulating, trying out, and
reflecting on ideas independently and with others.®” Sociocultural views of learning also
acknowledge that learning, assessment, and the exercise of agency cannot be separated from
how the classroom learning environment is framed and resourced. The goal is that it contains
“knowledgeable people, material and conceptual tools, norms and routines, and evolving
information about learning”® (p. 254). It should also promote a learning culture based on
acceptance, promotion of trust and academic risk-taking, accountability for one’s own and
other’s learning, and appreciation of each person’s unique gifts and perspectives. These
classroom attributes are foundational to English learner success.

Teachers also need support in developing these types of classroom practices and environments.
This takes substantial leadership support, collaboration opportunities with peers, time for self-
reflection, ongoing training and coaching, and the removal of barriers (e.g., pacing or
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curriculum requirements) that prohibit the flexibility that formative assessment practices
require. This is a tall order, but one that is well worth the time and effort.

Related Briefs in This Series

Formative Assessment Support for Integrated and Meaningful Language Learning

Students Work Beyond the Edge of Their Current Abilities With Formative Assessment

Students Take Ownership Over Their Learning With Formative Assessment

Students Participate in Collaborative Discussions
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Appendix: A Primer in Formative
Assessment

Formative assessment is a planned ongoing process of inquiry that teachers and students
participate in together to understand the current status of learning, what is emerging in their
understanding, and how to move it forward.® It is not a set of stand-alone tools, strategies, or
tests that teachers use. Instead, it is a sensemaking process based on disciplined noticing and
responding to material artifacts and other expressions of learning that occur while learning is
underway, namely what students say, do, make, or write.'® Teacher feedback, a key practice of
the formative assessment process, has been shown by multiple studies to effectively move
student learning forward.'* Cowie and Bell (1999) defined formative assessment as "the
process used by teachers and students to recognize and respond to student learning and to
enhance that learning, during the learning".?? In 2018, the Formative Assessment State
Collaborative of the Council of Chief State School Officers (CCSSO) provided an expanded
definition to say that “Formative assessment is a planned, ongoing process used by all students
and teachers during learning and teaching to elicit and use evidence of student learning to
improve student understanding of intended disciplinary learning outcomes and support
students to become self-directed learners.

Effective use of the formative assessment process requires students and teachers to integrate
and embed the following practices in a collaborative and respectful classroom environment:

clarifying learning goals and success criteria within a broader progression of learning,

eliciting and analyzing evidence of student thinking,

engaging in self-assessment and peer feedback,

providing actionable feedback, and

using evidence and feedback to move learning forward by adjusting learning strategies,
goals, or next instructional steps.”13

Formative assessment is powerful in two ways. It helps teachers effectively target instructional
next steps and provide feedback that expands student learning.'* It also shifts the student role
towards greater agency and ownership.'®> Through formative assessment, students gain




Accelerate Success for English Learners ch ETWO R K > :E:m" 15 o
1Zona evada

With Formative Assessment Comprehensive Center Network California Utah

knowledge and skills to better understand how to advance their learning to reach the next
level. In many classrooms, this involves a dramatic shift for both teachers and students.!®

When students use this process themselves—analyzing evidence, engaging their metacognition,
and giving and getting feedback from peers—they are well poised to guide their own learning
through these self-regulatory processes.’

Formative Assessment Elements

Formative assessment is a feedback loop (Figure 1) that supports cycles of information
gathering, interpretation, and action by teachers and students to move learning forward.® The
heart of this process is the intersection of the intended curriculum with daily evidence of
learning.'® The feedback loop includes several interrelated stages, correlated with the formative
assessment definition above, that teachers and students engage in.

Figure 1. Formative Assessment Feedback Loop for Teachers and Students?°

Develop
Success

Determine Criteria

Learning *
Coals

Elicit
Evidence
of Learning

Respond to Interpret
Evidence Evidence

Setting learning goals and success criteria. The first step in this process is the teacher (and, at
times, students) determining lesson-learning goals and success criteria. Learning goals are of a
grain size that students can achieve in a single lesson or a short series of lessons. They are
informed by longer-term goals, e.g., content and language standards. The lesson goals
articulate what students are expected to learn during a lesson (e.g., 1-5 class periods),

—-10-
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specifically, what they should know and be able to do by the end. This differs from goals that
define activity procedures that students are expected to carry out (e.g., participate in an expert
group jigsaw).2! When defining learning goals, teachers draw on their understanding of the
language demands associated with the target disciplinary content and analytic skills students
are expected to learn. Articulating these language expectations as additional learning goals is
helpful for all students, particularly English learners.

Success criteria outline how students will demonstrate that they have met the learning goal and
should indicate an observable action, e.g., students explain, write, solve, etc.?? They are used as
a framework to make sense of evidence, guiding teachers and students to direct their attention
during lessons. They can be thought of as “look-fors” or “listen-fors.” Considering the success
criteria, “I can use linking words like “because” and “then” to explain how the parts of a plant
work together to keep it healthy,” teachers and students would attend to students’ use of
linking words in their explanations of how the plant parts work together. While this may seem
obvious, it is often challenging for teachers to maintain this focus and not diverge to attend to
other learning goals, language, or management issues.?3 For example, research shows that
teachers’ attention easily gets diverted to attend to English learners’ grammar, vocabulary, and
pronunciation even when they are not associated with the day’s learning goal.?* The success
criteria support teachers and students to instead stay focused on the target learning when
interpreting and responding to evidence of learning.

Planning learning experiences that embed evidence-gathering opportunities. The next step in
the formative assessment process is to plan lessons that provide opportunities for students to
engage in learning experiences that support them in reaching the learning goals and success
criteria. These learning experiences also provide opportunities for students to make their
learning visible and audible so that they themselves, their peers, and their teachers can attend
to the evidence of their learning. These learning experiences need to be sufficiently rigorous,
supporting deep learning to elicit meaningful evidence for teachers and students. For English
learners, in particular, these experiences should include opportunities to engage in carefully
designed and supported communicative activities requiring language, enabling them to
participate in ways that are beyond their current ability to do so independently.

Attending to and making sense of evidence of learning. During lessons, teachers and students
intentionally attend to student dialogue and other demonstrations of learning through the lens
of the success criteria.?> Teachers and students interpret this evidence to guide decisions about
next steps.?® Students do this through engaging in meaningful self-assessment and peer
feedback. Teachers plan evidence-gathering opportunities to make this possible. Teachers’
interpretations of evidence are also informed by an understanding of how learning typically
progresses in a discipline, including how expectations are defined and built through language
and content-area standards from one level to the next.?’

—-11 -
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It is important to note that the noticing skills used to ascertain where students are in their
learning can be learned and that responding to noticed evidence can require practice. Research
shows that just because teachers are able to identify a stage in student learning, they are not
necessarily able to identify the next instructional steps.?®

Responding to evidence to advance learning. To complete the formative assessment feedback
loop, teachers and students take action based on evidence. For example, they ask, “Are
students (or am 1) on track to meet the learning goals? Does the evidence indicate that changes
are needed to ensure students are (or | am) on target?” Responding to evidence can include
providing feedback, revising learning tactics, adjusting instructional plans, designing
appropriate scaffolds, setting new learning goals, or staying the course as warranted. Key to this
practice is students having the opportunity to respond to the feedback they receive.?’

Quality feedback focuses on the work or the thinking, not the traits of the person receiving
feedback. For example, feedback focused on the work might sound like, “Your argument may
have missed a step.”; "I didn’t understand how you reached that conclusion.”3°

Feedback that promotes learning at the edge of one’s competencies or understanding should
also be clear about perceived areas for growth without providing a complete solution for
improvement. Instead, feedback can include clues or suggestions. This preserves the agency of
the person receiving feedback without doing all the work for them.3! Student-requested
feedback from teachers and peers also invites follow-up conversations.

When teachers and students focus on student sensemaking when formulating feedback, they
can more easily respond with an open mind. Displaying curiosity toward work, language, and
thinking instead of only looking for right or wrong answers makes a positive difference for
students

—-12 -



Endnotes

1 These ideas are based on seven large-scale reviews of research on English learner education listed below. The reviews all
summarize and synthesize studies from across several decades, such that there is considerable overlap from one synthesis to
another in terms of which studies are used to support various conclusions. Notably, however, each synthesis has a particular
unique focus and purpose; no two are attempting to summarize the research-base for the same purpose.

Baker, S. K., Lesaux, N. K., Jayanthi, M., Proctor, C. P., Morris, J., Gersten, R., Haymond, K., Kieffer, M. J., Linan-Thompson, S., &
Newman-Gonchar, R. (2014). Teaching academic content and literacy to English learners in elementary and middle school (IES
Practice Guide NCEE-2014-4012; p. 115). National Center for Education Evaluation and Regional Assistance (NCEE), Institute of
Education Sciences, U.S. Department of Education. https://ies.ed.gov/ncee/wwc/PracticeGuide/19

Faulkner-Bond, M., Waring, S., Forte, E., Crenshaw, R. L., Tindle, K., & Belknap, B. (2012). Language instruction educational
programs (LIEPs): A review of the foundational literature. Office of Planning, Evaluation and Policy Development, U.S.
Department of Education. https://eric.ed.gov/?id=ED531981

Gersten, R., Baker, S. K., Shanahan, T., Linan-Thompson, S., Collins, P., & Scarcella, R. (2007). Effective literacy and English
language instruction for English learners in the elementary grades: A practice guide. National Center for Education Evaluation
and Regional Assistance, Institute of Education Sciences, U.S. Department of Education.
https://ies.ed.gov/ncee/wwc/PracticeGuide/6

National Academies of Sciences, Engineering, and Medicine. 2017. Promoting the educational success of children and youth
learning English: Promising futures. The National Academies Press. https://doi.org/10.17226/24677

National Academies of Sciences, Engineering, and Medicine. (2018). English learners in STEM subjects: Transforming
classrooms, schools, and lives. https://doi.org/10.17226/25182

Stanford University. (2013). Key principles for ELL instruction, understanding language.
https://ul.stanford.edu/sites/default/files/resource/2021-
03/Key%20Principles%20for%20ELL%20Instruction%20with%20references 0.pdf

Saunders, W., Goldenberg, C., & Marcelletti, D. (2013). English language development: Guidelines for instruction. American
Educator, 37(2), 13.

2Shepard, L. A. (2021). Ambitious Teaching and Equitable Assessment. American Educator, Fall 2021, pages 28-48.

3 Garver, R., & Hopkins, M. (2020). Segregation and integration in the education of English learners: Leadership and policy
dilemmas. Leadership and Policy in Schools, 19(1), 1-5. https://doi.org/10.1

080/15700763.2019.1711133
4 Vygotsky, L. (1978). Mind in Society. Cambridge, MA: Harvard University Press.

5 Gerzon, N. (2020) Building Blocks to Support Learner Agency: Key vocabulary to support noticing how students learn to learn

6 Moss, P. A. (2008). Sociocultural Implications for Assessment I: Classroom Assessment. In P. A. Moss, D. C. Pullin, J. P. Gee, E.
H. Haertel, & L. J. Young (Eds.), Assessment, Equity, and Opportunity to Learn (pp. 222—-258). chapter, Cambridge: Cambridge
University Press.

7Hodson, D. (2009). Teaching and Learning about Science: Language, Theories, Methods, History, Traditions and Values.

8 Moss, P. A. (2008). Sociocultural Implications for Assessment I: Classroom Assessment. In P. A. Moss, D. C. Pullin, J. P. Gee, E.
H. Haertel, & L. J. Young (Eds.), Assessment, Equity, and Opportunity to Learn (pp. 222—-258). chapter, Cambridge: Cambridge
University Press.


https://ies.ed.gov/ncee/wwc/PracticeGuide/19
https://eric.ed.gov/?id=ED531981
https://ies.ed.gov/ncee/wwc/PracticeGuide/6
https://doi.org/10.17226/24677
https://doi.org/10.17226/25182
https://ul.stanford.edu/sites/default/files/resource/2021-03/Key%20Principles%20for%20ELL%20Instruction%20with%20references_0.pdf
https://ul.stanford.edu/sites/default/files/resource/2021-03/Key%20Principles%20for%20ELL%20Instruction%20with%20references_0.pdf
https://doi.org/10.1080/15700763.2019.1711133
https://doi.org/10.1080/15700763.2019.1711133
https://doi.org/10.1080/15700763.2019.1711133
https://doi.org/10.1080/15700763.2019.1711133

9 Black, P., Harrison, C., Lee, C., & Wiliam, D. (2003). Assessment for learning: Putting it into practice. Open University Press;
Gordon, E. W. (2020). Toward assessment in the service of learning. Educational Measurement: Issues and Practice, 39 (3),
72-78. https://doi.org/10.1111/emip.12370; Heritage, M. (2013). Formative assessment in practice: A process of inquiry and
action. Harvard University Press; Klenowski, V. (2009) Assessment for learning revisited: an Asia-Pacific perspective.
Assessment in Education: Principles, Policy & Practice, 16(3), 263-268; Swaffield, S., (2011). Getting to the heart of authentic
assessment for learning. Assessment in Education: Principles, Policy & Practice, 18(4), 433-449,
https://doi.org/10.1080/0969594X.2011.582838

10 Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2003). Assessment for learning: Putting it into practice. Open
University Press; Erickson, F. (2007). Some thoughts on “proximal” formative assessment of student learning. In G. D.
Fenstermacher (Ed.), Yearbook of the National Society for the Study of Education (pp. 186-216). Blackwell Publishing; Sadler,
R. D. (1989). Formative assessment and the design of instructional systems. Instructional Science, 18, 119-144; Shepard, L. A.
(2000). The role of assessment in a learning culture. Educational Researcher, 29(7), 4—-14.

11 For example, see Hattie, C. (2009). Visible learning: A synthesis of 800 meta-analyses relating to achievement. Oxford:
Routledge.; Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2004). Working inside the black box: Assessment for
learning in the classroom. Phi delta kappan, 86(1), 8-21.

12 Cowie, B., & Bell, B. (1999). A model of formative assessment in science education. Assessment in Education, 6, 101-116.
https://doi.org/10.1080/09695949993026

13 Formative Assessment for Students and Teachers (FAST) State Collaborative on Assessment and Student Standards (SCASS).
(2018). Revising the definition of formative assessment. Washington, DC: Council of Chief State School Officers. Retrieved
from https://ccsso.org/resource-library/revising-definition-formative-assessment

14 Heritage, M., Walqui, A., & Linquanti, R. (2015). English language learners and the new standards: Developing language,
content knowledge, and analytical practices in the classroom. Harvard Education Press; Heritage, M., & Heritage, J. (2013).
Teacher questioning: The epicenter of instruction and assessment. Applied Measurement in Education, 26(3), 176-190.
https://doi.org/10.1080/08957347.2013.793190

15 Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research, 77(1), 81-112; Nicol, D., &
Macfarlane-Dick, D. (2006) Formative assessment and self-regulated learning: a model and seven principles of good feedback
practice. Studies in Higher Education, 31(2), 199-218. https://doi.org/10.1080/03075070600572090; Heritage, M., &
Harrison, C. (2019). The power of assessment for learning: Twenty years of research and practice in UK and US classrooms.
Corwin; Sadler, R. D. (1989). Formative assessment and the design of instructional systems. Instructional Science, 18, 119—
144,

16 Bailey, A., & Heritage, M. (2018). Self-regulation in learning: The role of language and formative assessment. Harvard
Education Press.

17 Heritage M., Faulkner-Bond, M., & Walqui, A. (2021). A new direction for assessing English learners in the secondary grades.
WestEd.

18 Jones, B., Nelson, J., & Gerzon, N. (2020). Students use the formative assessment feedback loop. Center for Standards,
Assessment, & Accountability at WestEd; Bailey, A., & Heritage, M. (2018). Self-regulation in learning: The role of language
and formative assessment. Harvard Education Press; Black, P., & Wiliam, D. (2009). Developing the theory of formative
assessment. Educational Assessment, Evaluation and Accountability, 21(1), 5-31; Torrance, H., & Pryor, J., (1998).
Investigating formative assessment: Teaching, learning and assessment in the classroom. McGraw Hill Education.

19 Cowie, B., Harrison, C., & Willis, J. (2018). Supporting teacher responsiveness in assessment for learning through disciplined
noticing. The Curriculum Journal, 29, 1-15.

20 Developed by Margaret Heritage and Barbara Jones (2009).

21 Hattie, J. (2009). Visible learning: A synthesis of over 800 meta-analyses relating to achievement. Routledge
22 Hattie, J. (2009). Visible learning: A synthesis of over 800 meta-analyses relating to achievement. Routledge
23 Attention challenges - personal communication - UCLA Lab School DLLP pilot teachers

24 Wolf, M. K., Crosson, A. C., & Resnick, L. B. (2011). Classroom talk for rigorous reading comprehension instruction. Reading
Psychology, 26(1), 27-53. https://doi.org/10.1080/02702710490897518

25 Sadler, D. R. (1989). Formative assessment and the design of instructional systems. Instructional Science, 18, 119-144.
26 Mathematics Teacher Noticing: Seeing Through Teachers’ Eyes. Eds Gamoran Sherin, M., Jacobs, V. R., Philipp, R. A

27 Heritage, M., & Wylie, E. C. (2020). Formative assessment in the disciplines: Framing a continuum of professional learning.
Harvard Education Press.


https://doi.org/10.1111/emip.12370
https://doi.org/10.1080/0969594X.2011.582838
https://doi.org/10.1080/09695949993026
https://doi.org/10.1080/08957347.2013.793190
https://doi.org/10.1080/03075070600572090
https://doi.org/10.1080/02702710490897518

28 Heritage, M. (2009). Formative assessment: Making it happen in the classroom. Thousand Oaks, CA: Corwin Press.

29 Black, P., & Wiliam, D. (1998). Inside the black box: Raising standards through classroom assessment. Phi Delta Kappan, 80(2),
139-148.

30 Wiliam, D. (2012). Feedback: Part of a system. Educational Leadership, 70(1), 30-34; Hattie, J., & Timperley, H. (2007). The
power of feedback. Review of Educational Research, 77(1), 81-112. https://doi.org/10.3102/003465430298487

31 Heritage, M. (2011). Formative assessment: An enabler of learning. WestEd. https://csaa.wested.org/resource/formative-
assessment-an-enabler-of-learning/



https://doi.org/10.3102/003465430298487
https://csaa.wested.org/resource/formative-assessment-an-enabler-of-learning/
https://csaa.wested.org/resource/formative-assessment-an-enabler-of-learning/

	Accelerate Success for English Learners With Formative Assessment
	Introduction
	Teacher Knowledge and Support
	Supports
	Getting Started

	Conclusion
	Related Briefs in This Series
	Appendix: A Primer in Formative Assessment
	Formative Assessment Elements

	Endnotes


