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Touchpoints of today’s roundtable talk

❏ The path from formative evaluation to formative assessment across Australia, New 

Zealand, the UK and U.S.

❏ The seldom told story of authentic assessment and pre NCLB reforms in the U.S. 

❏ Traditional perspectives on studying FA practice: Examining characteristics, processes 

and facets

❏ New perspectives on the study of formative assessors: A focus on progress, growth and 

developmental trajectories of subjects

❏ Possible future directions for FA research



The shift from formative evaluation to formative assessment 
over decades: 

Sadler (1989)

Black & Wiliam (1998)

Cowie & Bell (1999, 2002)

Stiggins (2002)

Shepard (2000, 2005, 2008)

Scriven (1966, 1973)

Stake (1967)

Bloom et al (1971)

Recentering role of evaluators outside schools to assessors’ roles within classrooms



The alternative assessment movement and school reform 
in the US: Parallel literatures in 1980 and 1990s 

authentic 
assessment

portfolio assessment

student centered 
assessment

alternative 
assessment



Duckor & Perlstein (2014) note

CPESS educators developed their 
approach to assessment to better articulate 
their approach to teaching and learning. 
They thus had a strong sense not only 
of what they were assessing but also of 
how and why they were assessing it. 
“CPESS,” recalls English teacher Lori 
C., “was based on formative 
assessment. . . . What we were doing was 
figuring out where the kids were at, what 
did they need to know, how were you going 
to get them and bridge the gap between 
where you wanted to get them with the 
project and where they were in their 
learning and understanding.”

CPESS students had many 
opportunities to revise the projects 
that constituted the bulk of their work 
before they received a final 
evaluation. Most feedback was 
geared toward improving that work 
and developing the skills and habits 
whose weaknesses it made 
manifest. The commitment to 
formative rather than summative 
assessment (Bloom, Hastings, & 
Madaus, 1971; Scriven, 1973; 
Shepard, 2000) was reflected in the 
school’s version of “report cards” and 
how they were used.



Formative assessment

Authentic 
assessment

Student 
centered 

assessment

Portfolio 
assessment



The unsteady journey from formative assessment 
to understanding the work of formative assessors

Formative assessors as persons

Dynamic Subjects

Actions, strategies, moves

Processes, cycles, exchanges, 
interventions

Formative assessment as a thing

Static Objects

Events

Definitions, static depictions,  
frameworks



Representations of formative assessment (NOT the 
formative assessors themselves) in the extant literature

Traditionally researchers have 
focused on:

Definitions 

Characteristics

Pictorial representations

Facets 

Enacted Practices (Episodes)

Only a few have focused on: 

Differences between novices and 
experts formative assessors

Mapping teacher and student 
assessors learning FA on a 
continuum of varying levels of 
sophistication 

Modeling the assessors (student and 
teachers’) growth in FA practices 
over time



Traditional perspectives on formative assessment:
The characteristics, processes and facets approach 

Characteristics Processes Facets/Aspects

Focus on definitions, 
properties, qualities

Focus on interactions, 
exchanges, turns of 
talk, etc.

Focus on part of any
“configurations”
“modalities” / 
“channels”
“directionalities”

Normative Normative and quasi-
empirical

Normative and quasi-
empirical



Characteristics
perspective

Stiggins (2010)

● Understanding and articulating in advance of teaching the 
achievement targets that their students are to hit;

● Informing their students about those learning goals, in terms that 
students understand, from the very beginning of the teaching and 
learning process;

● Becoming assessment literate and thus able to transform their 
expectations into assessment exercises and scoring procedures that 
accurately reflect student achievement;

● Using classroom assessments to build students’ confidence in 
themselves as learners and help them take responsibility for their 
own learning, so as to lay a foundation for lifelong learning;

● Translating classroom assessment results into frequent descriptive 
feedback (versus judgmental feedback) for students, providing them 
with specific insights as to how to improve;

● Continuously adjusting instruction based on the results of classroom 
assessments;

● Engaging students in regular self-assessment, with standards held 
constant so that students can watch themselves grow over time and 
thus feel in charge of their own success; and

● Actively involving students in communicating with their teacher and 
their families about their achievement status and improvement.



Processes
perspective

Cowie & Bell 
(1999) 



Facets 
perspective 

Wylie & Lyon (2017)



New perspectives on formative assessors’ professional 
growth-over-time and developmental trajectories 

Teachers as 
formative 
assessors

means

Students as 
formative 
assessors

means

Machines as 
formative 
assessors

means

Developmentally sensitive 
continua

Progress levels & 
pathways

Empirically calibrated
observations



Wylie et. al. (2017) use language of “dimensions” without 
explicit measurement focus

• Learning goals
• Criteria for success
• Tasks and activities that elicit evidence 
of student learning
• Questioning strategies that elicit 
evidence of student learning
• Extending thinking during discourse
• Descriptive feedback
• Peer feedback
• Self-assessment
• Collaborative culture of learning
• Use of evidence to inform instruction

Using rubrics for each “dimension” 

4 Levels of observation per 
“dimension”

Descriptors for each Level



Towards a “FA Measures” Approach: 
Defining Constructs that Count

Measuring is a combination of art and science—the art gives us the momentum, 
and the science keeps us on track. Wright and Masters (1982, p. 3) have identified 
four basic requirements for measuring: 

1. The reduction of experience to a one dimensional abstraction, 
2. more or less comparisons among persons and items, 
3. the idea of linear magnitude inherent in positioning objects along a line, and 
4. a unit determined by a process which can be repeated without modification 
over the range of the variable. 

These provide us useful ground rules for the science of measuring, but 
unfortunately, the art of measuring often hands us something that doesn’t quite 
conform to these fundamental rules. (Briggs & Wilson, 2003, p.88)



Defining Dimensions or “Progress Variable” in an FA Framework

Hypothesizing continua of formative assessment 
practices:

– Preparing the groundwork (Priming)
– Using an effective range of questions (Posing)
– Giving students adequate time to think and respond 

(Pausing)
– Asking follow-up questions that deepen student 

understanding (Probing)
– Sampling on a variety of responses (Bouncing)
– Representing variation in student thinking (Tagging)
– Seeing patterns and taking “Next Steps” (Binning)



FA	
Construct/
Progress	
Maps

FA
Items/Task	
Design

FA	
Outcome	
Space/

Scoring	Guide	

IRT
Measurement
Model	to	fit	FA	
teacher	data

Reliability

Validity
Adapted from Duckor, Draney & Wilson (2012)



Construct Modeling and Mapping Moves

Priming Posing Pausing Probing



Hypothesizing Dimensions of FA Moves: 
TLP Pathways toward becoming a formative assessor 

Posing

Pausing

Tagging

Probing

Bouncing 

Binning



Probing Construct Map

Posing-eliciting student responses
Pausing-giving students time to 
think/prepare responses (can be non-silent)
Probing-asking follow-up questions that 
invite elaboration on initial responses

TLPs:	
Progress	
Maps

5 levels:

• Differentiated
• Strategic
• Multistructural
• Unistructural
• Prestructural

Based on 
case study 
research 
and 
qualitative 
data



Items/Task	
Design

• 3-5 minute video clips of teacher 
w/students in whole class, small 
group, or one-on-one configuration 

• video clips chosen by teacher 
candidates from Cycle 2 “informal 
assessment task”

• clips intended to highlight student 
engagement in higher-order 
thinking and self-assessment; 
teachers aimed to give feedback 
on the fly

• clips were concurrently 
submitted to CalTPA



Outcome
Space	Design

3 Scoring Guides aligned 
to CMs

Posing
1, 1+, 2-, 2, 2+, 3, 4, 5

Pausing
1, 1+, 2-, 2, 2+, 3, 4, 5

Probing*
1, 1+, 2-, 2, 2+, 3-, 3 4, 5



Linking construct theory with scoring designs

Probing Construct Map



Rasch Model: Wright MapMeasurement
Models	with
Wright	Maps



Evidence for 
formative 

and 
summative 

“FA 
measures” 

matter



Role of 2014 Testing Standards 
in evidence-based claims to support uses



Linking summative and formative aims: 
The Promise of Progress Variables Perspectives

• Yields classroom level “real time” insights and 
more generalizable data on performance as 
growth over time 

• Generate user friendly information tied to core 
aspects of content and curricular domains

• Provide basis for self- and peer assessment that in 
conjunction with teacher/instructor leads to more 
formative feedback on “progress”



Research questions for the future FA study:
Grain size and problems of practice matter for making a 
difference

What can educational researchers and experts tell us about expected 
outcomes i.e., levels of progress, for teachers who are developing their 
expertise with questioning techniques and strategies, making sense of 
data from an exit ticket, putting concept maps on the dry erase board to 
document variation in student thinking, using a gallery walk for a peer-
based feedback protocol, or differentiating feedback through self-
assessment comments added to a shared document, and so forth?



Research questions for the future FA study:
Progressions in practice matters for making a difference

What do we know about how, and in what ways, teachers learn and 
enact and reflect upon discreet FA practices, strategies, and tactics 
along various proposed dimensions? 

Are there facets of FA practice that resist the notion of qualitative 
differences and progressions? 

If so, which ones? Why?



Research questions for the future FA study:
ZPD in becoming a formative assessor matters for making 
a difference

What are teachers’ (and their students and now machines!) zones of 
proximal development with respect to complex FA practices? 

To use a mountaineering metaphor, are there “fixed lines” and 
“bottlenecks” and “slippage” that “naturally” accompany the individual’s 
movement toward FA expertise?

How, if at all, can one become a formative assessor in different subject 
disciplines or across them as part of learning to learn in the 21st c.?



Thank you
Contact us:

Brent.Duckor@sjsu.edu
Carrie.Holmberg@sjsu.edu
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