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Abstract

This study investigates the effectiveness of formative assessment in senior high
school English writing teaching, with a focus on its impact on students’ writing
competence and their attitudinal acceptance. Adopting a quasi-experimental
design, the research selected two second-year classes from a provincial high
school in Z Province in China as participants. The experimental group under-
went a one-month formative assessment intervention in writing instruction,
while the control group maintained conventional teaching approaches. Data
were collected through pre-test and post-test continuation writing tasks and
questionnaires, with subsequent statistical analysis conducted using SPSS soft-
ware. Results revealed statistically significant improvements in the experi-
mental group’s writing performance compared to the control group in post-
test assessments. Moreover, students demonstrated positive perceptions to-
wards formative assessment activities, acknowledging their efficacy in enhanc-
ing writing proficiency. These findings suggest that formative assessment
serves as an effective pedagogical approach for developing English writing
competence among senior high school students, offering both theoretical im-
plications and practical value for the innovation of writing instruction meth-
odologies in EFL contexts.
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1. Introduction

In the context of globalization, English, as an international lingua franca, has
grown increasingly vital. English writing proficiency, a critical component of
comprehensive language competence, holds paramount importance for senior
high school students. It not only aids students in articulating their thoughts and
perspectives but also lays a solid linguistic foundation for their future academic
and professional endeavors. However, current English writing instruction in sen-
ior high schools faces numerous challenges, with students’ writing skills generally
requiring improvement [1]. Effectively enhancing senior high school students’
English writing proficiency has thus become an urgent issue for educators.

Formative assessment, an advanced pedagogical evaluation concept, has gar-
nered significant attention in recent years. Emphasizing continuous and dynamic
evaluation during the teaching process, it prioritizes students’ learning progress
over final outcomes [2]. The core of formative assessment lies in providing timely
and specific feedback, enabling students to understand their learning status, clar-
ify goals, adjust strategies, and thereby foster academic growth. In English writing
instruction, formative assessment holds theoretical and practical value by allow-
ing teachers to identify students’ specific challenges and offer targeted guidance,
facilitating iterative improvement.

However, existing research on formative assessment in senior high school Eng-
lish writing instruction remains limited, particularly regarding practical imple-
mentation methods, effectiveness evaluation, and its specific impact on writing
proficiency. This study aims to empirically investigate the effects of formative as-
sessment on English writing instruction, analyzing its influence on students’ writ-
ing proficiency and their acceptance of such assessment. The findings will enrich
theoretical research on formative assessment in writing pedagogy and provide
practical references for educators.

In summary, this study carries both theoretical and practical significance. It
elucidates the mechanisms and effects of formative assessment in senior high
school English writing instruction, offering innovative approaches to optimize

teaching practices and enhance students’ writing proficiency.

2. Literature Review

2.1. Formative Assessment

As an important educational evaluation method, formative assessment aims to
promote students’ learning and development through continuous monitoring and
feedback on their learning processes. The concept was first proposed by American
evaluation expert M. Scriven in 1967, and later introduced into educational as-
sessment practice by educational psychologist B. S. Bloom. Formative assessment
not only focuses on students’ learning outcomes but also emphasizes obtaining
feedback information in the teaching process to improve teaching strategies and
promote students’ learning [3] [4].

According to the definition by Black and William, formative assessment refers to
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all activities between teachers and students aimed at obtaining information and us-
ing it to improve teaching. This evaluation method emphasizes teachers’ observa-
tion and feedback on students’ performance in the teaching process, aiming to help
students identify learning difficulties and make corresponding adjustments [5].

The characteristics of formative assessment include its dynamics and adapta-
bility. Shepard pointed out that formative assessment is a dynamic process in
which teachers and students jointly promote learning through interaction [6].
Vygotsky emphasized the learning process from the perspective of social con-
structivism, arguing that learning is the result of mutual cooperation between
teachers and students [7].

Formative assessment is implemented through various methods, including
classroom observation, discussion, and assignment analysis [8]. These methods
not only provide immediate feedback but also help teachers adjust teaching strat-
egies in a timely manner to meet students’ individual needs [9]. In recent years,
the introduction of digital technology has provided new possibilities for formative
assessment.

In summary, as a multi-dimensional educational evaluation method, formative
assessment has significantly promoted the improvement of educational practice.
Its ability to provide immediate feedback, promote self-regulated learning, and
combine with digital technology has made it occupy an important position in
modern education. However, to maximize the potential benefits of formative as-
sessment, it remains crucial to address challenges in teacher training and imple-

mentation.

2.2. Learning Portfolio

The term “portfolio” was originally used in the art world to refer to a selection of
works displayed by artists. In recent years, this concept has been widely applied as a
teaching and assessment tool in education at all levels and various disciplines [10]
[11]. Although there are various definitions of “portfolio” in educational practice in
the literature, the definition proposed by Cooper and Love is particularly compre-
hensive: a portfolio is a planned compilation that showcases knowledge, skills, val-
ues, and achievements, and includes reflections and interpretations of the displayed
works [12]. A learner’s portfolio may include representative works such as texts,
photos, or videos, as well as evaluations from teachers or mentors.

Early portfolios were presented in physical form, but with the development of
technology, electronic portfolios (ePortfolios) have gradually emerged. Electronic
portfolios are essentially similar to paper portfolios, with the main difference lying
in the storage method. Although there is no consensus on the definition of ePort-
folios in academia, they have significant advantages over paper portfolios. EPort-
folios can display a richer and more diverse range of materials, are accessible to
the public, are not limited by linear structures, and are more flexible in operation
[13]. In addition, ePortfolios allow learners to share their understanding of devel-

opment during the creative process, which helps clarify thinking processes and
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more accurately assess final works. Meanwhile, creators can frequently receive
feedback from peers and teachers, which itself may become valuable works.
Therefore, ePortfolios have become the norm in suitable environments.

In English, terms related to ePortfolios include efolio, digital portfolio, web-
based portfolio, and online portfolio, among others. Although these terms focus
on different storage media, the core purpose of a portfolio remains to showcase
representative works and achievements. Portfolios can be divided into “display-
type” and “assessment-type”: the former is mainly used to support job applica-
tions, while the latter is used for assessment, and students’ grades are based on the
submitted content. In contrast, the “learning-type” portfolio includes first drafts
and unpolished works, emphasizing reflection, formative assessment, and feed-
back in the learning process, aiming to promote and record learning and devel-
opment.

The theoretical basis of learning portfolios indicates their multiple benefits.
Creators can actively participate in selecting displayed works, emphasizing the re-
flection process, thereby transferring the responsibility for learning from teachers
to learners and enabling them to play a more active role in learning. According to
social constructivism and metacognitive learning theories, such participation can
promote deep learning and self-cognition improvement. Therefore, learning port-
folios are regarded as effective tools to support self-regulation and cognitive mon-
itoring, helping to cultivate the awareness of lifelong learning. In addition, learn-
ing portfolios are suitable for the cultivation and assessment of comprehensive,
cross-curricular knowledge, and transferable skills, rather than being limited to
professional knowledge in a single discipline. As higher education institutions face
the pressure of bridging the gap between what students learn and what employers
expect, the application of learning portfolios has gained increasing attention. Ac-
ademics and the media increasingly emphasize cultivating T-shaped talents, that
is, graduates who possess both professional knowledge and soft skills [14].

In terms of application, the use of learning portfolios in higher education can
be traced back to pre-service teacher education in the late 1980s and early 1990s.
Although early research emphasized their potential value as learning tools, most
studies mainly focused on learning assessment [15]. Since the late 1990s, research
focus has gradually shifted to learning itself, influenced by new research achieve-
ments in the field of metacognition and closely related to the promotion of
learner-centered pedagogy. At the same time, the number of research literatures
on learning portfolios has increased steadily, and their application scope and dis-
ciplines have expanded, reflecting the progress of e-learning portfolio technology.

Portfolios not only display final achievements but also record various stages of
the learning process, which helps teachers and students assess learning progress
and identify areas for improvement, thus achieving the goals of formative assess-
ment. By creating and maintaining portfolios, students can actively participate in
their own learning, select displayed works, and reflect. This self-regulated process
is consistent with the concept of formative assessment, encouraging students to

take responsibility for their learning and promoting their autonomous learning
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ability. In addition, portfolios provide diversified assessment methods, allowing
teachers to understand students’ performance in different tasks and projects by
reviewing their portfolios. This diversified assessment method facilitates the im-
plementation of formative assessment because it does not rely solely on a single
exam or test but comprehensively considers students’ overall learning perfor-
mance. Portfolios can also serve as a bridge of communication between teachers
and students: teachers can provide specific feedback by reviewing portfolios, and
students can express their learning feelings and reflections in portfolios. Such in-
teraction contributes to the effective implementation of formative assessment.

In conclusion, learning portfolios aim to support, assess, and record lifelong
learning through critical self-reflection, becoming valuable teaching tools in
higher education that expand learning experiences and help graduates master

“21st-century skills.”

3. Research Design
3.1. Research Questions

The purpose of this study is to analyze the impact of formative assessment on
senior high school students’ English writing ability, which can be specifically sum-
marized into two aspects: first, the attitude of 11th-grade students in ordinary
senior high schools toward the application of formative assessment in teachers’
writing instruction; second, the degree of influence of formative assessment on
the English writing performance of 11th-grade students in ordinary senior high

schools.

3.2. Research Subject

This study takes students from two 11th-grade classes in a general senior high
school in Z province in China as the experimental subjects, including a control
class with 43 students and an experimental class with 45 students, both of which

are taught by the same teacher.

3.3. Research Method

This study adopts a quasi-experimental design, which has some characteristics of
experimental design but does not meet all the strict experimental design require-
ments. It is suitable for situations where random assignment or strict control of
all variables is impossible [16]. In this study, the research subjects are students
from two 11th-grade classes in a general senior high school, which are comparable
in teaching content, teaching progress, etc. Since the classes preexist and random
assignment is impossible, natural grouping is used: one class serves as the experi-
mental class to receive a one-month formative assessment English writing class-
room experiment, and the other class serves as the control class to maintain the
conventional writing teaching model. Although this non-random grouping can-
not completely eliminate potential initial differences between the two groups, it

can still reflect the effect of formative assessment to a certain extent.
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3.4. Research Tool

There are two main research tools: one is the writing test exercise, and the other
is the questionnaire survey on formative assessment activities.

(1) Writing Test

Before the entire experiment, teachers need to comprehensively grasp the writ-
ing levels of students in both classes, that is, judge whether the overall writing
levels of the two classes are suitable for carrying out comparative teaching exper-
iments through pre-testing; after the experiment, both classes simultaneously take
the same test to examine the effect of formative assessment in English writing
teaching. On the basis of ensuring the scientificity of the writing exercise ques-
tions, teachers use reading and continuation writing, one of the question types in
the college entrance examination English writing, for the writing test in combina-
tion with the students’ grade, and ensure that the questions in the pre-test and
post-test are not obviously repeated, but not too unconventional.

Due to the scarcity of examiner resources, only one English teacher can grade a
total of 176 writing tests before and after, leading to significant subjectivity in
grading. At the same time, the General Senior High School Curriculum Standards
-English states: “The general high school English curriculum should attach im-
portance to the reform of teaching models and learning methods under the back-
ground of modern information technology, make full use of information technol-
ogy to promote the deep integration of information technology and curriculum
teaching, and scientifically organize and carry out online and offline blended
teaching according to the characteristics of English learning in information-based
environments, enrich curriculum resources, and expand learning channels” [17].
Therefore, this study uses the iWrite English Writing Teaching and Evaluation
System 2.0 for automatic scoring. Developed by FLTRP in cooperation with the
China Foreign Language Education Research Center of Beijing Foreign Studies
University, this system uses big data technology to “assess students’ compositions
from four dimensions: language, content, text structure, and technical specifica-
tions, with good scoring reliability” [18]. It also provides functions for peer eval-
uation and comparison of different versions submitted by students multiple times,
providing strong support for this study.

For the collected students’ writing scores, this study uses the statistical software
IBM SPSS 27.0 for data analysis. This software supports data processing, analysis,
and visualization, and has been widely used in social sciences.

(2) Questionnaire Survey

When conducting research on the application of formative assessment in Eng-
lish writing teaching for 11th-grade students in ordinary senior high schools, a
questionnaire survey method is mainly adopted, that is, designing a questionnaire
targeted at the research purpose and analyzing students’ feedback on the imple-
mentation of formative assessment in teachers’ classroom instruction. Methods
such as mutual evaluation and self-evaluation are used, and the questionnaire is

divided into six options: strongly agree, agree, somewhat agree, somewhat disa-

DOI: 10.4236/0alib.1113679

6 Open Access Library Journal


https://doi.org/10.4236/oalib.1113679

Y. M. Sun

gree, disagree, and strongly disagree. The surveyed students should choose the
option closest to their actual writing situation based on their own conditions. Be-
fore the experiment, teachers explain the importance of the questionnaire to stu-

dents to ensure the authenticity and reliability of the questionnaire data.

3.5. Research Process

In this study, the research process fully reflects the design of intra-subject com-
parison, where each participant completes two rounds of writing tests. First, the
researcher selects two classes from the 11th grade of a general senior high school
as research subjects, with one class as the experimental class and the other as the
control class. Although this grouping method cannot completely eliminate indi-
vidual differences, the subsequent intra-subject comparison can control the influ-
ence of these differences on the experimental results to a certain extent.

Before the experiment, all students in the experimental class and the control class
participated in a pre-test, that is, completing a reading and a continuation writing
composition. The purpose of the pre-test is to obtain the baseline data of students’
English writing ability before the experiment, providing a benchmark for subse-
quent comparative analysis. At this time, each student serves as their own control.
After the pre-test, the iWTite scoring system is used to conduct machine scoring on
students’ compositions, and the score of each student is recorded in detail.

Subsequently, while ensuring that the teaching objectives and content of the ex-
perimental class and the control class are the same and without increasing the num-
ber of teaching hours, efforts are gradually made to cultivate and improve students’
reading and continuation writing ability. The study lasts for one month; that is, the
experimental class carries out a one-month formative assessment of the English
writing classroom experiment. During this stage, teachers actively adopt formative
assessment methods in the experimental class to provide students with continuous
feedback and guidance to help them improve their English writing ability. In addi-
tion to regular writing exercises, periodic learning tests, and various quizzes, a com-
bination of teaching evaluations is adopted, including student peer evaluation, self-

evaluation, learning portfolio records, teacher records, etc., as shown in Figure 1.

‘ formative assessment |

student learning portfolio ‘ ‘ teacher record portfolio ‘ ‘ learning effect evaluation |
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Figure 1. Specific composition of formative assessment in this study.
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The student learning portfolio includes multiple parts, such as text display
(contents of each composition), personal development (involving improvements
in knowledge and skills, as well as changes in emotional attitudes, etc.), and after-
class reflection. The portfolio is kept by students, and teachers can access it at any
time; students can also ask teachers to view it and seek guidance whenever neces-
sary. The teacher’s record portfolio mainly summarizes classroom observations,
teacher interviews, and student homework correction situations. This prompts
teachers to pay attention to the development trends of each student, promptly
understand their needs, carry out specific analysis, and provide guidance in learn-
ing methods, strategies, etc. The evaluation of learning effects needs to be con-
ducted from three dimensions: student self-assessment, peer-assessment, and
teacher assessment. Student self-assessment focuses on evaluating their own
learning interest, attitude, learning strategies, participation degree, cooperative
ability, and writing development level; peer assessment can be carried out accord-
ing to standards such as the gains from each pair-work composition modification;
teacher evaluation can be conducted by observing students’ performance of Eng-
lish proficiency and comprehensive quality in the writing process, enthusiasm for
polishing and modifying compositions, and approaches to addressing challenges
and solving problems. The control class continues to receive traditional English
writing teaching, only conducting summative evaluations such as regular writing
exercises, periodic learning tests, and various quizzes.

After the formative assessment English writing classroom experiment ends, all
students in the experimental class and the control class participate in a post-test
again, that is, completing a reading and continuation writing composition of the
same type as the pre-test. The purpose of the post-test is to detect students’ English
writing ability level after the experiment and the improvement effect of formative
assessment on their writing ability. After the post-test, the iWrite scoring system is
also used to score students’ compositions, and the score of each student is recorded.

Finally, the researcher analyzes the collected data. By comparing the changes in
writing scores of students in the experimental class and the control class between
the pre-test and post-test, the researcher can assess the impact of formative assess-
ment on senior high school students’ English writing ability. Since each student has
experienced both the pre-test and post-test, individual differences can be more ac-
curately controlled, making the experimental results more convincing. At the same
time, considering that the practice effect may have a certain impact on students’
post-test scores [19], teachers do not announce the specific four-dimensional scores,
comments, and improvement suggestions from iWrite to students after the pre-test,

ensuring a more accurate assessment of the effect of formative assessment.

4. Research Results and Discussion
4.1. The Experimental Study

The pre-test and post-test each yielded 88 valid writing test responses. In the ques-

tionnaire survey conducted in the experimental class, 45 valid questionnaires were
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obtained. The data from the writing test scores and questionnaire results were
processed using SPSS 27.0 statistical analysis software. If the data showed a normal
distribution, an independent samples t-test was used to compare the significance
of differences in English writing scores between the experimental class and the
control class before the experiment. After the experiment, a paired samples t-test
was used to compare the significance of differences in pre-test and post-test scores
within the experimental class and the control class, and an independent samples
t-test was used to compare the significance of differences in post-test scores be-
tween the experimental class and the control class. If the data did not show a nor-
mal distribution, non-parametric test methods were employed. The questionnaire
results were analyzed using frequency statistics with Excel tables.

First, the pre-test and post-test scores of the two classes were imported into
SPSS for normality testing. Since the sample sizes of Class 10 (control class) and
Class 11 (experimental class) were both n < 5000, and the probability P of the W
value was > 0.05, it can be considered that the pre-test and post-test scores were
both normally distributed (see Table 1).

Table 1. Normality test of scores.

Normality Test

Shapiro-Wilk
Statistic ~ df  Significance Statistic df  Significance

Kolmogorov-Smirnova
Class 10 or 11

Pre-test 10 0.145 43 0.024 0.971 43 333
Level 11 0.104 45 0.200* 0.963 45 .163
Post-test 10 0.104 43 0.200* 0.979 43 .596
Level 11 0.114 45 0.175 0.965 45 .190

*. This is the lower bound of the true significance. a. Lilliefors significance correction

Thus, an independent samples t-test was conducted to compare the pre-test
writing scores of the experimental class and the control class, as shown in Table
2. Assuming equal variances, the significance was 0.162, greater than 0.05, indi-
cating homogeneous variances; the sig. value was 0.063, greater than 0.05, sug-
gesting no significant difference in pre-test scores between the two classes. This
indicates that the students in the experimental class and the control class had com-
parable English writing levels, allowing for the implementation of comparative

analysis in the next step of the English teaching experiment.

Table 2. Independent samples T-test results of pre-test scores between experimental class and control class.

Independent Samples Test

Levene’s Test for )
t-test for Equality of Means

Equality of Variances
Sig. Mean Std. Error
F Sig. t df
& (2-tailed) difference Difference
Assume equal
. 1.990 0.162 1.881 86 0.063 2.182 1.160
Pre-test variances
Level Do not assume
. 1.875 83.161 0.064 2.182 1.163
equal variances
DOI: 10.4236/0alib.1113679 9 Open Access Library Journal
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After implementing the comparative analysis of English teaching experiments
to test whether the English writing abilities of students in the experimental class
and the control class had improved, a post-test was conducted for both classes,
and a paired samples t-test was used to examine and analyze the differences in
scores between the pre-test and post-test of the two classes. Before this, correlation
coefficient and significance checks were performed, revealing coefficients of 0.702
and 0.906, respectively, which were relatively high, and the significance levels were
low (below 0.05), indicating that the two groups of data were suitable for a paired

samples t-test (see Tables 3 and 4).

Table 3. Paired Samples correlation data of pre-test and post-test scores in the experimental

class.
Paired Samples Correlations
N Correlation Sig.
Pair 1 Pre-test Level & Post-test Level 45 0.702 0.000

Table 4. Paired samples correlation data of pre-test and post-test scores in the control

class.
Paired Samples Correlations
N Correlation Sig.
Pair 1  Pre-test Level & Post-test Level 43 0.906 0.000

The final results of the test showed that the P values of the paired samples t-test
for the experimental class and the control class were 0.001 and 0.000 (approximate
values), respectively. The pre-test and post-test writing scores of both classes met
the requirement of P < 0.05, indicating a significant difference. This suggests that
both the experimental class and the control class significantly improved their Eng-
lish writing scores after a period of study compared to before the experiment. The

specific research data are detailed in Tables 5-8.

Table 5. Pre-test and post-test scores of the experimental class.

Paired Samples Statistics

Mean N Std. Deviation  Std. Error Mean
Pre-test Level 75.09 45 5.053 0.753
Pair 1 Post-test
77.36 45 4.386 0.654
Level

Table 6. Paired samples test data of pre-test and post-test scores in the experimental class.

Paired Samples Test
Paired Differences

std Std. E 95% Confidence Interval of ‘ Sig. (2-
Mean o - mrror the Difference tailed)
Deviation Mean
Lower Upper
. Pre-test Level -
Pair 1 —2.267 4.303 0.641 —3.560 -0.974 -3.533 44 0.001

Post-test Level
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Table 7. Pre-test and post-test scores of the control class.

Paired Samples Statistics

Std.
Mean N o Std. Error Mean
Deviation
Pre-test Level 7291 43 5.814 0.887
Pair 1 Post-test
74.40 43 5.178 0.790
Level
Table 8. Paired samples test data of pre-test and post-test scores in the control class.
Paired Samples Test
Paired Differences
95% Confidence Interval of Sig.
Std. Std. E t df
Mean L. rrot the Difference (2-tailed)
Deviation = Mean
Lower Upper
. Pre-test Level - Post-
Pair 1 —1.488 2.463 0.376 —2.246 -0.730 -3.963 42 0.000

test Level

By conducting an independent samples t-test to compare the post-test writing
scores of students in the experimental class and the control class, the purpose of
testing the experimental results was achieved. Assuming equal variances, the sig-
nificance was 0.405, greater than 0.05, indicating homogeneous variances; the sig.
value was 0.005, less than 0.05, suggesting a significant difference, that is, a signif-
icant difference in post-test scores between the two classes. This indicates that the
writing level of students in the control class, which only used traditional summa-
tive evaluation methods, was lower than that of the experimental class, which
combined formative evaluation with summative evaluation. Therefore, it can be
concluded that formative evaluation is conducive to improving students’ writing

ability. The specific research data are detailed in Table 9.

Table 9. Comparison of the independent samples t-test results of post-test scores between the experimental class and

control class.

Independent Samples Test

Levene’s Test for .
t-test for Equality of Means

Equality of Variances
Mean Std. Error
F Sig. t df Sig. (2-tailed
'8 ig- (2-tailed) Difference  Difference
Assume equal
0.700 0.405 2.898 86 0.005 2.960 1.021

Post-test variances

Level Do not assume
. 2.887 82.368 0.005 2.960 1.025
equal variances

4.2. Questionnaire Survey

Corresponding data results were obtained through the questionnaire survey. In
the experimental class, approximately 66% - 80% of students were willing to par-

ticipate in formative assessment activities organized by the teacher, such as “es-

» «

tablishing their own learning growth portfolios,” “writing learning reflections,”
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“conversing with teachers about writing process gains,” and the sequence of “stu-
dent self-evaluation,” followed by “peer evaluation” and “teacher evaluation” after
writing. Additionally, 72% - 84% of students believed that such activities were
conducive to improving writing ability, among whom about 18% (8 students) had
strong confidence in improving their own writing ability. The above data indicate
that, overall, 11th-grade students in this general senior high school showed sup-
port and affirmation toward the teacher’s adoption of formative assessment in
writing instruction. They not only liked this new teaching model but also actively
participated in it, strongly recognizing the teaching method of using formative
assessment to enhance writing ability.

Analyzing the reasons behind this result, on the one hand, for students in the
experimental class, teachers paid constant attention to their learning changes dur-
ing teaching explanations and assessment processes, provided appropriate en-
couragement, and offered timely guidance and affirmation, thereby stimulating
students’ interest and enthusiasm in participation, fully mobilizing their learning
initiative, and enhancing their confidence to overcome difficulties.

The reason why students were willing to participate may, on the one hand, be
due to the strong interactivity and participation of formative assessment activities,
which enabled students to play a dominant role in the learning process, no longer
as passive recipients of knowledge but as active participants in all aspects of learn-
ing, thereby enhancing their learning interest and motivation. For example, in the
“peer evaluation” link, students could exchange writing ideas and share writing
experiences, and this interaction among peers could stimulate their learning en-
thusiasm, allowing them to gain more inspiration and harvests in the process of
mutual learning. On the other hand, formative assessment activities focus on pro-
cess evaluation, paying attention to students’ performance and progress in the
learning process rather than just the final result, which enables students to pay
more attention to accumulation and effort in the learning process, thus more ac-
tively participating in learning activities to continuously improve themselves. For
instance, the “learning growth portfolio” was a learning method that most stu-
dents had not known or used before. With their own exclusive portfolio, students
might be more willing to record their growth experiences, fully satisfying their
motivational needs, and thus be willing to invest more time in learning.

Among the students participating in formative assessment activities, 8 students
had strong confidence in improving their writing ability. This indicates that form-
ative assessment activities can not only help students improve their writing ability
but also enhance their confidence in their own abilities. The enhancement of con-
fidence may stem from several aspects: First, formative assessment activities pro-
vide students with opportunities to demonstrate their writing abilities. Through
continuous practice and improvement, students can see their progress and growth
in writing, thereby enhancing their confidence in their own abilities. Second, pos-
itive feedback from teachers and peers is also an important factor in enhancing

students’ confidence. During the formative assessment process, recognition and
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encouragement from teachers and peers can make students feel that their efforts
have been affirmed, thus more confidently engaging in learning. Due to the exist-
ence of the “teacher record bag”, teachers paid more attention to students’ learn-
ing processes than before, making students feel more cared for and recognized.
Finally, formative assessment activities focus on process evaluation, paying atten-
tion to students’ progress and efforts. This evaluation method allows students to
pay more attention to their own growth and progress, enhancing their confidence
in their own abilities.

In summary, the questionnaire survey results show that formative assessment
activities have obvious advantages in English writing teaching. They can stimulate
students’ learning interest and enthusiasm, make students more actively partici-
pate in learning, and improve learning autonomy and interactivity. Moreover,
formative assessment activities can provide students with timely and specific feed-
back information, helping them promptly understand their learning situation and
make targeted improvements. In addition, they can cultivate students’ self-moni-
toring and self-regulation abilities, enabling students to better manage their own
learning processes, thereby continuously improving writing ability in long-term
learning. However, it is undeniable that some issues need attention when imple-
menting formative assessment activities. For example, about 4% (2 students) of
students expressed complete disapproval of such teaching activities, indicating
that some students may not fully understand or accept formative assessment ac-

tivities, and teachers need to provide more guidance and explanations.

4.3. Practical Implications

(1) Implications for Teachers and Teaching Activities

First, formative assessment should be integrated with summative assessment in
teaching. The experimental data intuitively reveal the significant advantages of
formative assessment in improving students’ writing ability. Compared with tra-
ditional summative assessment methods, formative assessment can more effec-
tively promote students’ progress. Therefore, teachers should organically combine
formative assessment with summative assessment in writing teaching activities.
Summative assessment can be used to summarize students’ learning achieve-
ments, while formative assessment runs through the entire writing teaching pro-
cess, focusing on students’ daily learning performance and progress. For example,
in a semester of writing teaching, teachers can arrange multiple formative assess-
ment activities, such as regular composition feedback, immediate classroom com-
ments, and self/peer evaluations during the learning process, while conducting a
summative writing test at the end of the semester. Through the combination of
the two, students’ learning situations can be comprehensively and accurately eval-
uated.

Second, design diversified evaluation activities. The questionnaire survey re-
sults show that students have a positive attitude toward participating in formative

assessment activities and believe these activities help improve writing ability.
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Teachers should design rich and diverse evaluation activities based on students’
actual conditions and needs to stimulate their learning interest and initiative. For
example, “student self-evaluation” activities can be carried out, guiding students
to reflect on and evaluate their compositions from aspects such as content, struc-
ture, and language after completion; “peer evaluation” activities can be organized,
allowing students to mutually evaluate compositions and exchange writing expe-
riences in groups; “teacher evaluation” activities can be conducted, where teachers
not only give scores but also provide specific modification suggestions and en-
couraging comments when grading compositions to help students clarify their ef-
forts’ direction. Furthermore, students can be encouraged to establish “learning
growth portfolios” to record their writing works, learning reflections, and pro-
gress, enabling students to gain a sense of achievement and motivation through
organization and review.

Third, cultivate students’ self-monitoring and self-regulation abilities. Forma-
tive assessment emphasizes students’ dominant position, requiring them to have
self-monitoring and self-regulation abilities [20]. Teachers should focus on culti-
vating students’ these abilities in teaching activities, enabling them to learn to in-
dependently manage the learning process. This can be achieved by setting clear
learning goals and tasks, guiding students to continuously reflect on their learning
methods and strategies, assess learning effects, and adjust learning plans in a
timely manner. For example, in writing learning, teachers can guide students to
develop personalized writing improvement plans, regularly check the implemen-
tation of the plans, and discuss learning difficulties and gains with students to help
them adjust learning strategies and improve learning efficiency.

Fourth, create a cooperative and communicative learning environment. Form-
ative assessment activities often require cooperation and communication among
students. Teachers should create an open, inclusive, and cooperative learning en-
vironment, encouraging students to actively communicate with peers and teach-
ers during the learning process. For example, in “peer evaluation” activities, teach-
ers can arrange students to work in groups, create a relaxed and friendly atmos-
phere, enable students to dare to express their opinions, carefully listen to others’
suggestions, and inspire each other for common progress in communication.
Meanwhile, teachers should also actively participate in students’ communication,
provide appropriate guidance and assistance, and ensure the effective implemen-
tation of communication activities.

Fifth, strengthen teachers’ professional development and training. To better
implement formative assessment, teachers need to possess corresponding profes-
sional knowledge and skills. Schools and educational administrative departments
should strengthen teachers’ professional development and training to help them
improve evaluation capabilities and master diversified evaluation methods and
techniques. Special training, seminars, and other activities can be organized, in-
viting experts to explain the concepts, strategies, and cases of formative assess-

ment, and sharing successful teaching experiences; teachers can also be encour-
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aged to communicate and cooperate with each other, jointly discuss problems and
solutions in teaching, promote teachers’ professional growth, and enhance teach-
ing standards.

(2) Implications for Students

First, actively participate in formative assessment activities. Students should
recognize the importance of formative assessment activities in improving writing
ability and actively engage in various evaluation activities. In “student self-evalu-
ation” activities, students should earnestly reflect on their compositions, identify
problems, and make modifications; in “peer evaluation” activities, they should
modestly listen to peers’ opinions and suggestions, learn others’ strengths, and
make up for their own deficiencies; in “learning reflection” activities, students
should deeply think about their learning processes, summarize experiences and
lessons, and clarify future directions for efforts.

Second, cultivate self-monitoring and self-regulation abilities. Students should
learn to self-monitor and self-regulate, actively manage their own learning pro-
cesses. During the learning process, students should regularly reflect on their
learning methods and strategies, assess their learning effects, and adjust learning
plans and goals in a timely manner [21]. For example, in writing learning, students
can formulate corresponding learning plans based on their writing levels and
goals, such as practicing writing daily, reading model essays, and accumulating
writing materials, and continuously reflect on and adjust these plans during the
learning process to improve writing ability.

Third, take the initiative to communicate with teachers and peers. Students
should proactively communicate with teachers and peers, sharing learning expe-
riences and confusions. In communication with teachers, students can consult
writing skills, obtain feedback, and clarify their own shortcomings; in communi-
cation with peers, students can learn from each other and jointly improve writing
levels. For example, in “peer evaluation” activities, students can discuss writing
ideas with peers, share writing skills, mutually point out the strengths and weak-

nesses in compositions, and make progress together.

5. Conclusions

This study has deeply explored the application effect of formative assessment in
senior high school English writing teaching, and through empirical research, re-
vealed its positive impact on students’ English writing ability. The study adopted
a quasi-experimental design, selecting two 11th-grade classes from a general sen-
ior high school in Shaoxing as research subjects: one class served as the experi-
mental class to receive a one-month formative assessment English writing class-
room experiment, and the other class served as the control class to maintain the
conventional writing teaching model. Data were collected through two reading
and continuation writing tests (pre-test and post-test) and questionnaire surveys,
and statistical analysis was conducted using SPSS software, leading to a series of

conclusions with important theoretical and practical values.
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The study found that formative assessment significantly improved students’
English writing scores. The writing scores of the experimental class increased from
75.09 to 77.36, while those of the control class only rose from 72.91 to 74.40. This
indicates that formative assessment can effectively promote the development of
students’ English writing ability, helping them continuously improve in the writ-
ing process. Additionally, students held a positive attitude toward formative as-
sessment: approximately 66% - 80% of students were willing to participate in
formative assessment activities, 72% - 84% believed these activities were condu-
cive to improving writing ability, and about 18% of students had strong confi-
dence in enhancing their own writing ability. This reflects that students recognize
the role of formative assessment in improving writing ability and are willing to
engage in it.

The effectiveness of formative assessment primarily benefits from its unique
teaching advantages. First, it promotes students’ active learning. Formative assess-
ment emphasizes process evaluation, focusing on students’ performance and pro-
gress in the learning process rather than just the final result. This evaluation
method can stimulate students’ learning interest and enthusiasm, making them
more actively participate in learning. For example, in the “peer evaluation” link,
students can exchange writing ideas and share writing experiences, and this peer
interaction can spark their learning enthusiasm, allowing them to gain more in-
spiration through mutual learning. Students are no longer passive knowledge re-
cipients but active participants in all aspects of learning, improving learning au-
tonomy and interactivity. Second, formative assessment provides students with
timely and specific feedback information, helping them understand their learning
situation, clarify learning goals, and adjust learning strategies. In writing learning,
teachers can promptly point out the strengths and weaknesses in students’ com-
positions through formative assessment and provide specific modification sugges-
tions, so that students can make targeted improvements based on this feedback.
This timely feedback mechanism helps students continuously adjust and perfect
their writing skills in practice, thereby promoting the improvement of writing
ability. Furthermore, formative assessment cultivates students’ self-monitoring
and self-regulation abilities. It emphasizes students’ dominant position, requiring
them to have self-monitoring and self-regulation skills. During the formative as-
sessment process, students need to reflect on and monitor their own learning pro-
cesses, assess learning effects, and adjust learning plans and strategies in a timely
manner. For example, in writing learning, students can develop corresponding
learning plans according to their writing levels and goals, such as practicing writ-
ing daily, reading model essays, and accumulating writing materials, and contin-
uously reflect on and adjust these plans during the learning process to improve
writing ability. This self-monitoring and self-regulation process helps students
better manage their learning processes, improving learning efficiency and quality.

In terms of teaching implications, teachers should organically combine forma-

tive assessment with summative assessment, using summative assessment to sum-
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marize students’ learning achievements while letting formative assessment run
through the entire writing teaching process to focus on students’ daily learning
performance and progress. Through their integration, students’ learning situa-
tions can be comprehensively and accurately evaluated to promote the all-round
development of their writing ability. Teachers should also design diverse evalua-

» «

tion activities, such as “student self-evaluation,” “peer evaluation,” and “teacher
evaluation,” to stimulate students’ learning interest and initiative. Meanwhile,
teachers should focus on cultivating students’ self-monitoring and self-regulation
abilities, enabling them to learn to manage the learning process independently,
and create an open, inclusive, and cooperative learning environment to encourage
students to actively communicate with peers and teachers. In addition, to better
implement formative assessment, teachers need to possess corresponding profes-
sional knowledge and skills, so schools and educational administrative depart-
ments should strengthen teachers’ professional development and training. For
students, they should recognize the importance of formative assessment activities
in improving writing ability and actively participate in various evaluation activi-
ties. In “student self-evaluation” activities, students should earnestly reflect on
their compositions, identify problems, and make modifications; in “peer evalua-
tion” activities, they should modestly listen to peers’ opinions and suggestions,
learn others’ strengths, and make up for their own deficiencies. Students should
also learn to self-monitor and self-regulate, actively manage their learning pro-
cesses, regularly reflect on learning methods and strategies, assess learning effects,
and adjust learning plans and goals in a timely manner. At the same time, students
should take the initiative to communicate with teachers and peers, sharing learn-
ing experiences and confusions, consulting writing skills and obtaining feedback
from teachers to clarify their own shortcomings, and learning from each other
with peers to jointly improve writing levels.

In conclusion, this study provides new ideas and methods for senior high school
English writing teaching, proving the effectiveness of formative assessment in en-
hancing students’ English writing ability. By reasonably applying formative as-
sessment, teachers can better promote the development of students’ writing abil-

ity, and students can achieve greater progress in writing learning.
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