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Abstract
This study further explores the analyses of Physical 
Education Teacher Education students’ experiences about 
Formative and Shared Assessment (F&SA) in Physical 
Education (PE) during their primary and secondary 
education, in their perception about F&SA experienced in 
the subject of ‘Didactics of PE in Primary Education’; and 
in their expectations about its application in their future 
teaching practice. To this end, 42 reflection diaries were 
collected that participants wrote throughout the semester. 
A thematic analysis was carried out using the NVivo v.10 
software. The main results reveal that the majority did not 
experience F&SA in the PE subject during their compulsory 
education. However, after experiencing the method 
in the subject, students perceive F&SA very positively, 
especially valuing their potential to promote more gradual, 
continuous, meaningful, reflective and adapted learning. 
They also pointed out that, for both teachers and students, 
it implies an increase in the workload. Finally, a large part 
of the participants expressed their intention to apply F&SA 
in their future professional practice.

Key words: educational assessment, higher education, 
physical education, initial teacher training.
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Resumen
El estudio profundiza en el análisis de las experiencias de 
evaluación formativa y compartida (EFyC) en Educación fí-
sica (EF) que un grupo de estudiantes de Formación Inicial 
de Profesorado en EF tuvo durante su educación obliga-
toria, de su percepción del modelo de EFyC experimenta-
do en la asignatura de ‘Didáctica de la EF en la Educación 
Primaria’ y de las expectativas sobre su aplicación en su 
futura práctica docente. Para ello se recogieron 42 diarios 
de reflexión que las y los participantes fueron redactando 
a lo largo del semestre. Se realizó un análisis temático em-
pleando para ello el programa NVivo v.10. Los principales 
resultados revelan que mayoritariamente no han experi-
mentado modelos de EFyC en la asignatura de EF durante 
su educación obligatoria. Sin embargo, tras experimentar-
lo en la asignatura, el alumnado percibe este modelo de 
evaluación muy positivamente, valorando especialmente 
su capacidad para fomentar un aprendizaje más paulati-
no, continuo, significativo, reflexivo y adaptado. Asimismo, 
señalan que, tanto para estudiantes como para docentes, 
implica un incremento en la carga de trabajo. Finalmente, 
una gran parte del alumnado participante manifiesta su in-
tención de aplicar EFyC en su futura práctica profesional.
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rior, educación física, formación inicial del profesorado.
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which condition their development as university students, 
as well as their future teaching activities (Gómez & Guerra, 
2012; López-Pastor et al., 2016). That is why authors like 
Tillema (2000) comment on the importance of knowing 
about these experiences and bearing them in mind.

The design and development of F&SA models is 
focused on the students, placing them in the centre of 
the educational process, as proposed by the EHEA; thus, 
it is essential to know how they feel, experience and make 
sense of these proposals. Some recent studies show that 
the perceptions of teachers and students may not coincide 
on the topic of assessment (Gutiérrez-García et al., 2013; 
Romero-Martín et al., 2015). Thus, we consider it necessary 
to collect and analyse the students’ perspectives on F&SA 
during their PETE and know at first hand their opinions, 
perceptions and experiences.

The purpose of this study was to go deeper into the 
experiences, perceptions and expectations of the students 
of PETE regarding the F&SA systems they had participated 
in. We will focus specifically on the analysis of the following 
three key aspects:

• To discover their prior experiences of F&SA in PE 
during their compulsory education.

• To discover the advantages and limitations that they 
attribute to F&SA both for students and teachers.

• To discover their expectations of using F&SA systems 
in their future professional life as a teacher after 
having experienced them in PETE.

Method
Methodological approach
This investigation follows the epistemological bases of 

social phenomenology, in which we try to understand a 
phenomenon through the subjective experiences of the 
people that give it meaning.

Specifically, we identified a series of topics and structures 
that allow us to explore F&SA from the experiences, 
meanings and realities of the students that participate 
in it. A thematic analysis model was used, consisting in 
the identification and organisation of repeated patterns 
of meaning, from the analysis and comprehensive 
examination of a set of narratives, which permits 
understanding and interpreting the phenomenon under 
study (Braun & Clarke, 2006).

Participants
The study was carried out in a core subject of the second 

year of the Degree of Teaching in Primary Education at 
the University of Valencia “Didactics of Physical Education 
in Primary Education”, which represents six ECTS credits 
(2.4 are face to face). The subject was developed during 
14 weeks, with two weekly theoretical-practical sessions of 
two hours each.

Introduction
Since the implantation of the European Higher Education 

Area (EHEA), European universities are facing the challenge 
of carrying out profound institutional transformations. 
Despite the fact that in Spanish universities there is 
beginning to be evidence of progress both in the official 
discourse and in teaching practice, (Rué, 2009; Villa et al., 
2015), a long road still lies ahead (Alonso-Sáez & Arandia-
Loroño, 2017). This implies, among other aspects, the 
transition from traditional teaching in which the students 
are a passive element that receives knowledge that they 
must store, to a model focused on active competency-based 
learning for the students (Bretones, 2008; Dochy et al., 
2002; Hamodi, 2016a; Pérez-Pueyo et al., 2008; Souto et al., 
2020). For this paradigmatic change to occur in university 
teaching, it should be linked to the transformation of the 
conception of assessment, as this powerfully conditions 
the way in which students learn (Álvarez-Méndez, 2001; 
Brown & Glasner, 2003; Escudero, 2010; Margalef, 2014).

Within this framework, Formative and Shared 
Assessment (F&SA) stands out as the most important model 
for encouraging learning in higher education (Hamodi & 
Barba-Martín, 2021; Hortigüela-Alcalá et al., 2016; López-
Pastor, 2009; Martínez et al., 2017). We consider F&SA 
as any process of confirmation, evaluation and decision 
making aimed at optimising the educational activity that 
takes place, for which the flow of dialogue (teacher-student 
and student-student) and feedback in its multiple forms, 
gain special relevance (Hamodi et al., 2014).

The specialised literature has presented ample evidence 
on the effects generated in university students’ learning, by 
both assessment models of a formative nature included 
under the umbrella of alternative assessment (Black & 
William, 1998; Buscà et al., 2011; Knight, 2005; López-
Pastor, 2009), and participatory strategies in assessment 
(Dochy et al., 1999; Hargreaves, 2007; López-Pastor et al., 
2016; Lorente-Catalán et al., 2018). Specifically, during the 
last decade different investigations have been developed in 
the Spanish context that try to shed light on the incidence 
of F&SA in the learning of students of Physical Education 
Teacher Education (PETE). Among the main findings are: a) 
it helps students to learn more and better (Atienza et al., 
2016; López-Pastor, 2009); b) it contributes to developing 
professional competencies (Cañadas et al., 2018; Fraile-
Aranda et al., 2018); c) it encourages a high academic 
performance (Romero-Martín et al., 2014); d) it helps the 
students to take on responsibility in their learning process 
(Hortigüela-Alcalá & Pérez-Pueyo, 2016); and e) it facilitates 
the transfer of F&SA experiences between the university 
and the school (Barrientos et al., 2019; Hamodi et al., 2017; 
Molina & López-Pastor, 2019).

Moreover, in the PETE we find students who have 
experienced a series of assessment practices during their 
pre-university stages, which usually become interpretative 
filters and consolidated knowledge (Doolittle et al., 1993) 
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obtained was also guaranteed, as well as the anonymity of 
the participants.

Fieldwork and data collection instruments
A structured virtual diary of reflections about F&SA was 

used to access the experiences, meanings and realities of 
the participating students, employing the on-line forms 
developed by Google®. The questions tackled were 
distributed by chapters throughout the term that the 
subject lasted (Table 1). Each participant used a pseudonym 
to guarantee the confidentiality and anonymity of their 
interventions. 

Forty-two students participated in the study (29 women 
and 13 men) from one of the 11 subject groups. Their ages 
varied between 19 and 26, the mean age being 19.9 years 
(sd = 1.7).

The group’s teacher was also the main researcher for 
the study, so that special care was taken to underline the 
voluntary nature of their participating, making it clear 
that participation in the study would not affect the mark 
achieved in the subject. The study was approved by the 
Ethics Research Committee of the Autonomous Region 
of Aragón (C.P.-C.I.PI21/377). The ethical use of the data 

Chapter Week Contents

1 2 Concept of F&SA.
Experiences of F&SA during compulsory education.

2 5 Expectations of the process of F&SA in the subject ‘Didactics in Physical Education in 
Primary Education’.

3 8 Advantages and limitations of F&SA.

4 11 Predisposition towards implementing F&SA models during their periods of university 
practicums and during their professional activity.

5 14 Fulfilment of expectations on the process of F&SA followed during the subject and final 
assessment.

Data analysis and categories
The information collected in the diaries was processed 

following the phases of thematic analysis defined by Braun 
& Clarke (2006):

• Familiarisation with the data. Consisting in the 
repeated and careful reading of the students’ diaries, 
and the noting down of general ideas.

• Generation of initial codes. The initial coding followed 
a deductive logic as it was determined by the research 
questions.

• Search for topics. The initial codes were organised in 
topics or categories that would represent their own 
levels of meaning.

Table 1. Content of the structured diary

• Review of topics. A review was made of the 
organisation of the information to evaluate the 
possibility of recoding the information or establishing 
new categories.

• Definition and denomination of topics. The topics 
definitively identified and included in the article were 
hierarchised in categories and subcategories (Table 2).

• Production of the final report.

The process had a cyclical nature, so that the previously 
mentioned phases did not occur in linear succession but 
were superimposed. NVivo® v10 software was used for the 
qualitative analysis.

Category Subcategory

1-Previous experiences of F&SA

2-Evaluation of the process 2.1-Advantages attributed to F&SA 
2.2-Limitations attributed to F&SA

3-Expectations of the future teacher 3.1-During their professional teaching activity 
3.2-During the university practicums

Table 2. Structure of the analysis categories
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Design and development of a practical session
This session had to be contextualised within the 

teaching unit described above. When carrying it out, the 
class group was divided into three roles: a) the teacher 
(composed of the group that was developing the session); 
b) the students (who pretended they were the primary 
education students the session was aimed at); and c) the 
observation group (students who analysed how the session 
was developed). Once the session had ended there was a 
pooling of opinions (as a shared assessment) in which all 
the parties commented on the most outstanding aspects of 
the teaching-learning process, focusing on good practice, 
aspects to be improved and proposals for improvement. 
This entire process was carried out twice during the course, 
the rehearsals towards the middle of the term, and the final 
presentations at the end. Through the feedback received in 
the rehearsals each group had the opportunity to improve 
the final result. An observation sheet was used to facilitate 
the assessment task.

Individual reflections
Every student had to present a portfolio in which they 

reflected on their learning. To guide its content, at the 
beginning of the course the main professional competencies 
needed for teaching in primary school were reviewed and 
agreed upon. In the portfolio they had to substantiate the 
knowledge acquired during the course, providing some 
evidence taken from the different learning activities. They 
also had to indicate what aspects of competencies had to be 
improved and proposals for achieving this. Assessment was the 
responsibility of the teacher of the subject using a points scale.

Table 3 presents a summary of the activities, techniques 
and assessment instruments.

Description of the F&SA proposal
The main purpose of the subject is to understand the 

didactic and pedagogical bases of Physical Education and to 
develop the main necessary professional competencies for 
their teaching activities in primary education. To this end, 
three learning and assessment activities were considered:

Design of the teaching unit
This is group work throughout the whole term. Time 

limits were established for handing in each part of the 
work. For this, each group generated a blog where they 
uploaded the contents of their teaching unit (analysis 
of the school context, educational objectives, curricular 
competencies, didactic contents, etc.) Each content 
received feedback through comments on the different 
entries in the blogs, both from the teacher and from 
another groups of students (as peer-assessment). To unify 
the assessment process, from the first week of the course 
a specially designed evaluation scale was made available. 
On the basis of the feedback received, each group was able 
to redevelop the different sections of their teaching unit. 
The fact of using a blog to assess the work responded to a 
three-fold need on the part of the teacher: a) to make the 
participation of the students in the assessment possible; b) 
to make this process more visible and transparent; and c) 
to streamline the assessment process. At the end of term, 
each group presented the complete project including two 
annexes: a) a self-assessment report on the work using 
the aforementioned evaluation scale; and b) a consensual 
report of intragroup assessment which reflected the 
dedication and contribution to the work of each of the 
participant. In this way, as proposed by Hamodi (2016b), 
they could readjust the final mark for the work.

Learning activity Means Technique Instrument

1-Group design of a teaching 
unit Written work

Peer assessment: documentary 
analysis Evaluation scale

Group self-assessment: 
documentary analysis  

Evaluation scale

Intergroup assessment 
report

Shared assessment: 
documentary analysis Evaluation scale

2-Design and development of a 
practical session

Written work

Group self-assessment: 
documentary analysis  Evaluation scale

Shared assessment: 
documentary analysis Evaluation scale

Practical 
demonstration

Peer assessment: observation Observation sheet

Hetero-assessment: direct 
observation Observation sheet

3-Individual reflections on 
the degree of acquisition of 
professional competencies

Portfolio Hetero-assessment: 
documentary analysis Evaluation scale

Table 3. Means, techniques and assessment instruments
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is going to be assessed and graded and how, (Gutiérrez-
García et al., 2013; López-Pastor, 2009) in order to comply 
with the principle of transparency in this process (Álvarez-
Méndez, 2001). Similarly, coinciding with our findings, 
Hamodi & López-Pastor (2012) argue that university 
students question the habitual practice of traditional 
assessment once they have experienced F&SA models. 
All this evidence indicates that, although the university 
students with little experience of F&SA methods may 
show a certain reticence at the beginning, once they have 
experienced this model and understand its ins and outs, 
they value it very positively.

Evaluation of the process
When evaluating the F&SA process experienced 

throughout the course, the students mentioned two 
factors: advantages and limitations of the assessment both 
for the students and the teachers.

Advantages attributed to F&SA
Several beneficial aspects for the students were 

highlighted, some of which were closely related to the 
characteristics of the assessment process followed in the 
subject. The first (mentioned by 28 students) is that F&SA 
as it is normally developed continuously, allows gradual 
and permanent learning, which avoids the excessive effort 
of the final assessment. A logical consequence of rationally 
distributing their dedication to learning the subject over 
the entire term (in terms of time and effort) and not 
concentrating it in a single one-off occasion, is the decrease 
in pressure perceived by the students:

…one of the aspects which made me feel better is that 
the different activities that are carried out throughout the 
course are taken into account, so that we are not “risking” 
everything in a final exam like in other subjects […] it is 
better for us because we progress [in our learning] little 
by little and we don’t have so much pressure or feel so 
nervous (Woman student _2).

 [With F&SA] you don’t risk the whole subject in one single 
exam, but you have to work little by little and constantly. 
If you have a bad day, you have the opportunity to 
make a greater effort on other days. It has to be said 
that as one doesn’t feel so pressured, things go more 
smoothly and naturally, more spontaneously and that 
is something that doesn’t happen with an exam […] not 
being pressured or stressed […] means that we relax and 
learn more and better (Woman student _21).

Another aspect highlighted by more than half the 
students is that F&SA permits a really useful flow of 
feedback, focused on showing their successes, identifying 
their errors, guiding them to be able to correct them and 
thus improve the learning process. This, which could be 
considered an advantage in itself, is further enhanced by 
making the student responsible for his or her own learning. 
This was reflected by several people in their diaries:

Results and discussion
The main results of the study are presented below, 

organised using the categories established during the 
analysis process.

Previous experience of F&SA
One of our focuses of interest was to know the 

experiences of F&SA in PE during compulsory education. 
Analysing the students’ diaries, it was observed that 20 
students considered that they had not had any type of 
previous experience, 17 identified some sporadic and 
insubstantial experience and only five declared that they 
had had some meaningful experience. One of the most 
noteworthy consequences of this lack of experience is the 
feeling of scepticism or uncertainty that a first contact with 
F&SA models can generate. Some of the students included 
in their diaries the misgivings and confusion that they 
experienced at the beginning of the course:

…at the beginning of the course I really did not know 
if this type of assessment would work, as I had never 
experienced it (Woman student _29). 

At the beginning of term. I chose this option a little 
“blindly” because, since I have been a student, I have 
never had the option to choose between continuous and 
formative assessment (Woman student_21).

Moreover, 10 students insinuated, if not a critical position, 
at least a final lament about the traditional assessment 
models experienced in their school years:

It is a pity to say so, but unfortunately, I have had no type 
of formative assessment during compulsory education. 
[…] the majority of my teachers relied on an exam to 
assess our knowledge of the subject at the end of a topic 
or term (Man student_40).

Unfortunately, throughout my compulsory education 
I did not experience this type of assessment. […] until 
I arrived at University I had not experienced feedback 
regarding the information or knowledge taught on any 
subject (Man student_26).

It is not surprising that the students experience 
uncertainty or show some misgivings when faced with an 
activity which is new for them. As Martínez et al. (2012) 
point out, students need a period of adaptation to feel 
comfortable with a new learning approach, Thus, in the 
study by Hortigüela-Alcalá, Pérez-Pueyo & Abella (2015) 
a greater degree of initial uncertainty is seen among the 
students who participate in the F&SA models compared 
to those who participate in traditional assessment 
processes Similarly, Hortigüela-Alcalá, Pérez-Pueyo & 
López-Pastor (2015), after analysing 50 university case 
studies, conclude that having previous experience of 
at least two years of F&SA provides the students with 
greater assurance, which reinforces their involvement in 
the process. All of which demonstrates the need to devote 
some initial sessions during the course to clarifying what 
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situation that a teacher lives in their day-to-day job. An 
experience that I consider to be fundamental to have in 
these years of education for my integral development 
as a teacher (Man student _4).

…one of the advantages that this assessment system 
has is that it provokes a lot of reflection. Every time we 
finish a practical class we reflect on the activities. I think 
that it is very interesting and that it helps us students 
to understand the reason why we do these activities […] 
the teacher guides us so we acquire the learning, for 
example, asking us questions to see what we know and 
guiding us towards the answer, and we have tutorials 
to clarify the doubts we have about the subject and the 
work we have to do (Woman student_2).

All these advantages combine in one fundamental 
aspect for the whole educational process: at the end of 
the term there was evidence of a qualitative improvement 
in learning. The majority of the students (32 participants) 
reflected in their diaries that once the subject had finished, 
they felt great satisfaction when they confirmed that 
F&SA facilitated deeper learning in comparison with their 
experience with traditional models of assessment:

…I have learned more with this system of assessment 
than with others, as we have done more activities 
[learning-assessment], […] we have reflected on the 
learning. In contrast in other subjects […] we learned 
it by heart, we wrote it in the exam and a little while 
afterwards we forgot it (Woman student_2).

…with this assessment system I have learned more and 
better than with other systems. If you focus the way to 
assess your students with a single exam, they will only 
learn and memorise what will be in the exam; but, if in 
contrast, you assess encouraging divergent thinking and 
discovery in a continuous manner with the support of 
the teacher throughout the subject, this educates the 
student more and makes us learn more, as in this case 
(Man student_13).

Furthermore, practically all the students (39 cases) 
identified a series of advantages of F&SA for the teachers. 
The main one (indicated by 22 students) lay in their 
potential to improve the teaching process starting from 
closer monitoring of the students and their learning. As 
we can interpret from their diaries, this is related to the 
improvement in three aspects of the teaching: a) better 
guidance of the students in their learning; b) fairer 
assessment and grading; and, c) better adaptation of the 
teaching to the students’ needs:

Through this assessment you can see how the child 
progressively acquires knowledge and in continually 
learning. We can also see the progress [of the students] 
in more detail and we can know what has to be improved 
and what doesn’t. The teacher keeps a closer eye on 
them, making them aware of their mistakes and that 
they can continually improve (Woman student_30).

We cannot forget either that formative assessment has 
an enormous advantage for improving learning, as at all 
times there is feedback. And this is very positive to see the 
mistakes made and be able to remedy them […] it makes 
the students more responsible and conscious of their 
learning, as it is necessary to do more constant work and 
this increases commitment (Woman student _24).

Formative assessment, as it is continuous, allows us to 
identify the problems that we may have at the beginning 
of the academic year and correct them during the entire 
learning process […] It makes us be more responsible, 
as starting from the indications of the teacher and our 
classmates, we have to reach the desired objective, […] 
this type of evaluation motivates us and, thus, increases 
learning (Woman student_41).

…as our entries [in the blog] are continually corrected, we 
realise our mistakes and successes (Woman student _30).

Another advantage that the students highlighted 
(mentioned by 28 students) was that F&SA promotes 
reflective and meaningful learning:

This assessment system has many advantages, but the 
main one is that there really is a meaningful learning 
process. That is, we know what we are doing while we are 
learning. So, the teaching unit makes sense because we 
will have to design them in the near future. The portfolio 
has shown me while I was doing it that it is a great tool 
for reflecting on what has been learned, to what degree 
you have learned it and it also makes you reflect on what 
you are lacking (Woman student _27).

[F&SA] allows us to obtain a lot of feedback in the 
comments [in the blog] which serve to identify problems 
in the first version. It allows the students to reflect […] 
and they improve (Woman student_12).

The students underlined two fundamental aspects 
that made it possible for the learning to be reflective and 
meaningful: on the one hand, 27 students pointed out 
that designing learning activities similar to real teaching 
practice meant that the students implemented determined 
professional competencies; moreover, 22 students 
coincided in indicating as a facilitator of reflective and 
meaningful learning the exchange of student-student 
and student-teacher feedback and points of view as the 
different activities were developed:

[In] an exam you can demonstrate a lot of knowledge 
about a subject, but in the end, most of this memorised 
information will be forgotten. In contrast, the designing 
of a session and afterwards its full development, allows 
you to observe the task from another perspective. 
I think that it has been very interesting that we have 
all had time to present ourselves to the class as 
teachers […] as, in the near future, we all hope to work 
in this profession […] I think that the two occasions 
on which I faced the class, both in the rehearsal and 
the final session, served to make me realise the real 
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Limitations attributed F&SA
The students attributed few limitations to F&SA. The 

most generalised one referred to the enormous effort 
that it meant for the students (reflected in 30 diaries) and 
teachers (reflected in 19 diaries):

When talking now about any disadvantage that I can 
see, the truth is that it means a lot more work, both for 
the teacher who has to be alert to give the feedback, 
and for the students who have to work continuously on 
this subject to take advantage of the feedback from the 
teacher and be able to improve (Woman student_14). 

[as a student] the only disadvantage that I experience 
with this assessment method is that the work load is 
excessive […] Another difficulty [as a future teacher] 
is that with this assessment you have to correct more 
activities and more work which means an additional 
effort both in and out of school (Woman student_2).

In the light of these collected data, this perception of 
extra effort is the consequence of comparing the traditional 
assessment models (in which both students and teachers 
concentrate their effort into a few weeks) and F&SA (which 
demands a continuous and gradual flow of teacher-student 
and student-student feedback throughout the course). The 
proof is that a large part of the participating students, that 
point to the continuous nature of F&SA as an advantage, 
also identify the greater work load as a limitation. 

As advantages we can bear in mind that the student 
learns more with the continuous help and corrections 
of the teacher, although it is true that correcting the 
same mistake three or four times can be a bit boring, 
like sometimes happens in the teaching unit (Woman 
student_34).

The assessment system that we have followed during 
this term, focused on the day to day and continuous 
learning […] has made us learn little by little, acquiring 
competencies as the course progressed […] as a 
disadvantage I can see that the amount of work was 
excessive and at times boring (Man student_5).

In spite of the generalised sensation of an excessive 
effort, approximately half the students admitted that the 
high demand was a “necessary evil” that benefitted their 
learning:

…with this system it is all advantages except that we have 
to work more […] but I consider that working more, in 
this case, is beneficial as if one of the tasks is badly done 
or worse than you expected, you can correct it and do it 
better (Woman student_20).

It requires quite a lot of dedication, both for the time and 
the energy invested. Although this may appear negative, 
it is a positive aspect as we have to make an effort for 
what we want and we are aware that goals should be 
achieved through effort and perseverance […] moreover, 
it is very useful for increasing self-esteem as it is easier 

I think that it is much fairer to assess the student from 
day to day, getting to know them. As a [future] teacher, 
I think that [F&SA] makes it possible to give a much 
fairer assessment that reflects the performance of each 
student much more, certainly more than just one single 
exam (Man student_5).

The first advantage that we find is obviously the 
adaptation of the teaching. We are continually seeing 
how the students work, how they improve with the 
passing of time, where they have difficulties, etc. Each 
student is different from the rest and we [the teachers] 
can better adapt ourselves to them, as we know first-
hand how this or that child works, what problems they 
have and look for solutions (Man student_18).

Similar results can be found in other studies that also 
indicate that university students value F&SA positively. 
For example, Vallés et al. (2011) point out that among the 
advantages that university students attribute to F&SA the 
fact that it permits continual feedback stands out, as well as 
a rational and proportional distribution of effort throughout 
the whole course (Hortigüela-Alcalá, Pérez-Pueyo & López-
Pastor, 2015). Another of the advantages indicated by the 
university students is that F&SA favours reflective and 
meaningful learning (Atienza, et al., 2016; Fraile-Aranda & 
Cornejo, 2012). Some studies underline that for this to be 
so the feedback should be immediate, understandable and 
oriented towards detecting errors and improving (Asún et 
al., 2020; Sadler, 1989), as happened in our case.

Our students coincide with Vallejo & Molina (2014) when 
emphasising the contexts in which authentic assessment 
is applied as apt for encouraging contextualised and 
meaningful learning, which according to Sonlleva et al. 
(2021) contributes to the acquisition of strategies and 
attitudes typical of reflective teachers. There are other 
studies that highlight the fundamental role played by the 
exchange of feedback so that the learning is eminently 
reflective, and how this support should be evident not just in 
the teacher (Lin & Lai, 2013) but also in the classmates (Emery 
et al., 2003; Schaeffer et al., 2003); this last aspect is essential 
for confirming that the students have developed the capacity 
to self-regulate which is so necessary for initial and permanent 
training (Boud, 2000; Lorente-Catalán & Kirk, 2016).

With regard to the advantages found for the teachers, 
our results coincide with other studies that highlight the 
potential of F&SA to know the students better, which 
makes it possible to plan the teaching process in a more 
personalised way, better adapting it to the needs and 
characteristics of the class and guiding them more in their 
learning (Álvarez-Méndez, 2001; Martínez & Ureña, 2008; 
Vallés et al., 2011; Zaragoza et al., 2008). As occurred in 
our study, the work by Hortigüela-Alcalá, Pérez-Pueyo 
& Abella (2015) and de Souto et al. (2020) indicate that 
university students perceive that F&SA gives the teachers 
the possibility of making fairer judgements during the 
assessment process.
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to the point of understanding the reason for this activity, 
as well as its benefits compared to other assessment 
systems […] I think that I will use it [when I am a teacher] 
as we can really see if the student is learning during the 
course (Man student_4). 

The specialised literature also shows evidence of a 
positive transfer between the F&SA experiences had 
during initial training and professional practice as teachers 
(Barrientos et al., 2019; Hamodi et al., 2017; Molina & 
López-Pastor, 2019; López-Pastor et al., 2016). This is due, 
among other factors, to the confidence that they acquire 
after having actively participated in the assessment process 
(Lorente-Catalán & Kirk, 2016).

Use of F&SA in university practicums
In contrast, we found 10 participants who were not sure 

that they could use F&SA models during their practicums 
(that they would carry out the following year). Among the 
arguments presented we find two fundamental beliefs: 
a) they imagine that their mentors in the schools will not 
implement F&SA methods; and b) they accept that as students 
in a practicum they can intervene in the design of learning 
activities, but not in the assessment and grading processes:

I don’t think [I can apply S&FA] because the assessment 
system is programmed by the teacher I am assigned. […] 
Finding a teacher [who applies] a formative assessment 
system […] is the only way and I don’t think that will 
happen (Woman student_27).

Responding to if I will assess my students like this in my 
“school practicum”, the answer is NO. The justification is 
short and specific: obviously as I will only be a student 
in a practicum, I am not able to assess in a different way 
from that used by the main teacher (Woman student_9).

With respect to the cases that hesitated over whether 
they would apply F&SA in their practicum, we can interpret, 
on the one hand, that the lack of previous experience 
during their compulsory education stage could be one of 
the factors which make the PETE students fail to perceive 
the schools where they carry out their practicum as places 
where alternative assessment models would be welcomed. 
On the other hand, they continue to confuse assessment 
with grading, and think that the latter is the exclusive 
task of the teacher mentor. They seem to forget that to 
carry out F&SA will always be an everyday possibility for 
a teacher, including in their practicum. In fact, there are 
studies on the difficulties that teachers in initial training 
have to implement F&SA systems during their practicum 
(Lorente-Catalán et al., 2018).

Conclusions
The aim of our study was to delve further into the 

experiences, perceptions and expectations of a group 
of PETE students regarding F&SA systems. We began 
by discovering that a large part of the students had 

to improve gradually. That is, we can appreciate our 
continual progress and enjoy it (Woman student_9).

In this same line of thought, Hortigüela-Alcalá & Pérez-
Pueyo (2016), López-Pastor (2011) and Julián et al. (2010) find 
that university students perceive a considerable increase 
in the work load when they take subjects that apply F&SA 
as they demand more continuity, effort and commitment 
than traditional models. In general, the students attribute 
the extra effort to supposed disproportion between the 
hours invested and those determined in the study plans 
(Hortigüela-Alcalá, Pérez-Pueyo & Abella, 2015), a belief 
that has been widely denied in other empirical studies 
(Julián et al., 2010; López-Pastor et al., 2013). In any case, 
in spite of the fact that the satisfaction of the students may 
decrease slightly as their perception of an excessive effort 
increases, (Atienza et al., 2016), in general terms F&SA is 
well accepted at the end of the whole process (Fraile-
Aranda & Cornejo, 2012; Romero-Martín et al., 2014). 
Similarly, there is the belief that the F&SA models mean a 
disproportionate work load for the teachers (López-Pastor, 
2011). However, several studies show that the work load 
of the teachers who apply F&SA models fits the guidelines 
of the EHEA (Julián et al., 2010; López-Pastor, 2011; López-
Pastor et al., 2013; Romero-Martín et al., 2014).

Expectations of the future teacher

Use of F&SA in their future teaching activities
The immense majority of the participants showed 

themselves to be determined to use F&SA once they 
became teachers. A possible interpretation is that the fact of 
participating in an F&SA process as students of PETE allows 
them to better understand this assessment model, as well 
as become aware of its advantages, which represents a 
motivation for applying these models in the future:

…I consider that I will use formative assessment in my 
future teaching activities as I consider that it is the one 
that best adapts to achieve the complete learning of the 
student […] at the beginning of the course my conception 
of formative assessment was positive, but I didn’t have 
much idea about what it consisted of and much less how 
it could be put into practice. During this term I have been 
able to experience and understand this system and its 
application better (Man student_33).

Yes [I will put F&SA into practice] because I believe in its 
benefits. I can see that it is a fairer way [of assessing] and 
is centred on the students. I think that in this way it is 
easier to focus on the process, on the training and not on 
the result like the mark (Woman student_35).

Through the difference experiences that I have had with 
the model of formative assessment, my conception of 
this teaching activity has changed considerably. All the 
initial doubts and unknowns due to lack of knowledge 
of this system, and not having participated in it on any 
previous occasion, disappeared little by little until I got 
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their professional future regarding the use of this type of 
assessment. 

Based on these results, new lines of research arise, like 
discovering the factors which operate as facilitators or 
inhibitors when applying F&SA during the first years of 
teaching, as well as the role that PETE plays in this process.
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