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Abstract

This research aimed to: (1) analyse how Formative
and Shared Assessment helps students’ acquisition of
competences according to their self-perception in Physical
Education in Pre-service Teacher Education; and (2) verify
how Formative and Shared Assessment systems help to
improve students’ academic performance. A longitudinal
study was carried out over five academic years with a
sample of 401 students in a Physical Education subject in
Early Childhood Pre-service Teacher Education. Three self-
perception scales of student competences, an anonymous
questionnaire on the assessment of the subject and
the final report cards of the subject were used for data
collection. Descriptive and inferential statistical analysis
was carried out. The results show that there were significant
differences in the self-perception of competences between
the beginning and the end of the subject, mainly in those
specific to physical education; both students’ and teachers'
satisfaction with the assessment was high and that the
chosen assessment method seems to have a strong
influence on students’ academic performance.

Key words: Feedback, Formative Assessment, Shared
Assessment, Physical Education, Pre-service Teacher
Education.

Resumen

Esta investigacién tiene como objetivos: (1) analizar cémo la
Evaluacion Formativa y Compartida ayuda a la adquisicion
de competencias de los estudiantes segln su autopercep-
cion en Educacion Fisica en la formacion inicial del profe-
sorado; y (2) comprobar cémo los sistemas de Evaluacién
Formativa y Compartida ayudan a mejorar el rendimiento
académico de los estudiantes. Se realizé un estudio longi-
tudinal durante cinco cursos académicos con una muestra
de 401 estudiantes de una asignatura de Educacién Fisica
en el Grado de Maestro en Educaciéon Infantil (formacién ini-
cial del profesorado). Para la recogida de datos se utilizaron
tres escalas de autopercepcion de las competencias de los
alumnos, un cuestionario anénimo sobre la evaluacion de
la asignatura y los boletines de notas finales de la misma.
Se realiz6 un analisis estadistico descriptivo e inferencial.
Los resultados muestran que hubo diferencias significativas
en la autopercepcion de las competencias entre el inicio y el
final de la asignatura, principalmente en las especificas de
educacion fisica; que tanto la satisfaccién de los estudiantes
como la de los profesores con la evaluacién fue alta y que
el método de evaluacion elegido parece tener una fuerte
influencia en el rendimiento académico de los estudiantes.

Palabras clave: Retroalimentacién, evaluacién

formativa, evaluacién compartida, educacién fisica,
Formacioén Inicial del Profesorado.
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Introduction

Before starting, it is necessary to clarify several concepts.
According to Garcia et al. (2021) Formative Assessment is:

The cyclical process by which students and their teachers
monitor, collect and process information in order to arrive
at results that allow judgements and decisions to be made
about learning. The information obtained can be used as
feedback for each student to activate internal processes
and self-regulate their learning (p. 46).

On the other hand, Fraile et al. (2021) consider that
Formative Assessment seeks to favour the learning of
students and teachers, through becoming aware of their
practice. Lopez-Pastor and Pérez-Pueyo (2017) define the
concept of Shared Assessment as the dialogical processes
that take place between the teacher and the student on
the assessment of learning and the teaching-learning
processes, normally based on previous processes of
students’ self-assessment or peer-assessment.

Formative and Shared Assessment (F&SA) do not
necessarily go together, i.e., they can be two different
assessment processes, sometimes connected and
sometimes not. F&SA systems seek to improve student
learning, teaching practice and the teaching-learning
process, taking into account student participation in the
assessment procedure (Boud & Falchikov, 2007; Lépez-
Pastor, 2008).

Pre-service Teacher Education (PTE) is the university
training stage for future teachers. Researching the
application of F&SA systems in PTE is important for
several reasons (Lopez et al., 2021): (a) the transferability
between living F&SA systems in PTE and their application
in future professional practice; (b) the advantages that the
application of F&SA systems often has on the learning and
academic performance of PTE students; and (c) assessment
is a core professional competence in PTE. We will review
this in more detail throughout this introduction.

In PTE is important to experience and experiment with
assessment systems that are viable and replicable in
compulsory education classrooms, in order to facilitate
the transfer of knowledge between university and school
(Heritage, 2007; Ropohl & Rénnebeck, 2019). Molina and
Lopez-Pastor (2019) find that there is indeed a transfer
between the systems experienced in PTE and actual
classroom practice. Lorente-Catalan and Kirk (2016) and
Palacios and Lépez-Pastor (2013) also consider that F&SA
systems should be experienced in PTE if future teachers
are to transfer this knowledge to their classrooms, and
that F&SA systems are not the norm for universities to
follow (Wanner & Palmer, 2018). However, Slingerland and
Weeldenburg (2019) argue that there is a lack of transfer
between the university and the reality of the classroom.
This aspect has been defended for several decades;
for example, Fullan (1991) claims that teachers tend to
reproduce in their classrooms the methods they have
experienced as students during their training.
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Therefore, thereis a need for a close relationship between
PTE and F&SA systems. But why implement F&SA systems
in PTE? Various studies (Dorit and Nirit, 2020; Leenknecht
et al, 2021; Loépez-Pastor and Pérez-Pueyo, 2017)
corroborate the advantages of these systems for future
teachers: (1) they help in the acquisition of competences;
(2) they favour student autonomy; (3) there is a direct
relationship between theory and practice; (4) there is active
and meaningful learning thanks to constant feedback; and
(5) they favour a more individual monitoring of students.
In research by Gallardo et al. (2020) and Hortigliela-Alcala
et al. (2021) the authors defend the need to experiment
with F&SA systems in PTE for several reasons: (1) because
it is a specific competence that must be acquired during
training; (2) because students learn more and better; and
(3) because it increases students’ interest, motivation and
autonomy.

One of the reasons for F&SA systems is that they help
students to acquire competences. The International
Network of Formative & Shared Assessment in Education
uses three self-perception scales of competences
(transversal, teaching and specific to Physical Education
(PE) teachers) that have been validated by Salcines et al.
(2018) and used in several studies. For example, Amor
and Serrano (2019), Castejoén et al. (2018) and Gallardo et
al. (2020) claim that F&SA systems help in the acquisition
of professional competences. Other studies such as
those by Cafiadas et al. (2018) and Romero et al. (2016)
go further, and state that this help in the acquisition of
competences is due to the involvement of the student
in their assessment process (self-assessments, peer
assessments, etc.). Hortiglela-Alcald et al. (2016), after
analysing five PTE subjects that use F&SA systems, state
that there is more acquisition of teaching competences
in students who experience these systems compared
to those who receive a traditional assessment based on
constant marking.

Another reason is that F&SA systems seem to improve
students’ academic performance (Busca et al., 2010; Lépez-
Pastor et al., 2012, 2013; Mastagli et al., 2020). However,
assessing and grading are not synonymous. Grading does
imply having an assessment process prior to the awarding of
a numerical mark, whereas assessing does not necessarily
have to be linked to a grading process (Hortigliela-Alcala et
al., 2019). In this regard, McDonald et al. (2000) argue that
marking should be part of a formative assessment process,
not only a summative assessment process.

Castejon et al. (2011) and Fraile et al. (2013) claim that
F&SA systems influence academic performance due
to the continuous monitoring involved, as well as the
participation of students in the assessment process. In a
study carried out in PTE, Molina et al. (2020) demonstrate
a high success rate (97.3% pass rate) and good academic
performance among students who opt for F&SA when
taking the subject, compared to those who opt for other
more traditional learning and assessment methods. In the
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study by Romero-Martin et al. (2015), carried out with a
large and representative sample from all over Spain (3,030
students and 46 teachers from 32 different schools),
students consider the F&SA systems to be demanding, but
are very satisfied with them and, above all, with the grade
obtained at the end of the subject. Lopez-Pastor (2008)
presents an F&SA system in which the results highlight
the improvement in students’ academic performance due
to the continuous feedback processes, because there are
more corrections and more involvement on the part of
the students.

Different studies can be found on student and teacher
satisfaction with the F&SA systems; for example, in Romero
et al. (2015) we find that both teachers and students are
satisfied with the F&SA system carried out in the subjects.
In Gallardo (2018) following a study on the effects of
using F&SA processes in Chile, the results show that both
students and teachers are very satisfied with the F&SA
system carried out in the PTE subject. Similarly, the results
of Souto et al. (2020) show that 82.2% of the students
surveyed are satisfied or very satisfied with the F&SA
system carried out in a PTE subject. In a study by Atienza
et al. (2016) with 136 students analysing PTE student
perception after the implementation of an F&SA system,
the results show that students are very satisfied with the
assessment carried out, because they are more motivated,
they observe more fairness compared to other assessment
systems and because they learn more and better.

Constant feedback plays a fundamental role in the
improvement of the afore mentioned aspects. Feedback
is the information that is provided for the improvement
of student learning and serves to carry out evaluation
processes. Herndndez et al. (2021) considers that there
are four types of feedback: (1) focused on the task; (2)
focused on the process; (3) focused on self-regulation;
and (4) focused on personal assessment. The same author
argues that feedback can be given orally, written on paper
or digitised, or by means of rubrics, and can be given
individually, in small groups or to the whole class. Boud
and Molloy (2013) advocate peer-to-peer feedback, which
arises from interactive relationships among students,
either as a planned class activity or spontaneously. But
not all types of feedback work in all contexts. There is the
need for a relationship between the exercise, the response
and the type of feedback provided for it to have a positive
effect (Hendry et al., 2009; Jang & Marshall, 2017; Jongho et
al., 2021; Ngongo & Tistaert, 1984). According to Ketonen
et al. (2022) feedback is a process in which both teachers
and students are responsible, so in PTE the role of students
in the feedback process must also be taken into account
(also supported by Nicol et al., 2014). Likewise, Crichton
and Valdera (2015) point out in their study that students
consider feedback from their teachers and peers to be
useful for improving their work and learning. Chan and
Luo (2021) organised ten training workshops at Hong Kong
University to improve teachers' competence in evaluation
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and feedback; the results show that few teachers know
how to distinguish constructive feedback, because teachers
have different perceptions of feedback practices and use
them for different purposes.

How can feedback influence F&SA processes? Lynch
et al. (2012) conducted research with 47 students on
the impact of feedback on self- and peer-assessment
processes. The results show that the combination of
self-assessment, peer assessment and feedback, seems
to improve the quality of learning and critical thinking
skills. Moreover, students prefer teacher feedback
to peer feedback. However, the study by Nicol (2019)
shows that student-to-student feedback has a greater
impact on student learning than teacher feedback. This
author claims that feedback among students develops
their ability to think for themselves and become more
autonomous and independent. This is true if the feedback
is understandable, timely and with a commitment on
the part of the students to improve. In a previous work,
Nicol et al. (2014) claim that the benefits for students’
learning come from receiving and producing comments
in the form of feedback, because a cognitive and reflective
process is produced, as well as an evaluative judgement.
However, Gerardus et al. (2016) state that in higher
education, students receive feedback in the form of
written comments on exercises or tasks to be completed,
but they believe that it is doubtful that these comments
have an effect on their learning.

The gap in the literature on how F&SA and feedback
systems influence the improvement of students’ self-
perception of competence in PE, as well as the use of
these systems to improve academic performance, raises
a number of questions for further research. In addition,
the satisfaction of both students and teachers with F&SA
systems is an under-researched topic. This is a really
important issue for future °teachers.

Therefore, the study poses two research questions:
(1) to what extent does an F&SA system that generates
continuous feedback processes improve students’ self-
perception of competences in PE in PTE; and (2) does the
use of F&SA systems and continuous feedback processes
influence students’ academic performance in PTE and
student and teacher satisfaction?

Method

Participants

Data analysed from five academic years of a sample
of 401 students from a PE subject in the Early Childhood
Education Degree of a Spanish public university (Table
1). The sample is composed of all students who took the
subject during those 5 years.

The courses selected are those in which the subject has
been taught by at least the same two teachers. Similarly,
the F&SA system has not changed over the years.
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Table 1. Study sample
Academic year Students
2017-2018 87
2018-2019 90
2019-2020 68
2020-2021 81
2021-2022 75
Total sample of students 401
Design compliance with the requirements, and each student chose

A quantitative longitudinal study of a PE subject in Early
Childhood Teacher Education course over five academic
years was carried out to check if there were significant
differences in the degree of acquisition of competences
from the beginning to the end of the course.

Approval was obtained from the ethics committee CEICA
(Research Ethics Committee of the Community of Aragon).
C.P.-C.I.PI21/377.

This paper presents and analyses an example of good
practice of F&SA and feedback in PE in PTE. There was
constant feedback from the teaching staff to the students,
both in the correction of documents of the learning
activities assigned and during the face-to-face sessions of
the subject. The organisation of the course was as follows:
on the first day of class, the assessment and grading
criteria were explained to the students, together with the
assessment instruments that would be used throughout
the course. Teachers provided three learning and
assessment pathways, the choice of which was voluntary,
and on the first day teachers explained the conditions and
commitments of each pathway. The choice of each pathway
depended on the students’ responsibility, commitment and

which pathway he/she preferred to follow:

Continuous pathway: this pathway is based on a
continuous, formative and shared assessment system, in
which work and feedback are constant. The requirements
are: continuous class attendance (only 15% of the lessons
can be missed, and all of them must be duly justified), and
the obligation to complete all the course work in due time
and form.

Mixed pathway: this pathway follows the same evaluation
system as the previous one, but the requirements and
commitments of the students vary. Students may miss up
to 50% of the face-to-face classes and are not obliged to
hand in all the assignments, as they are voluntary. They
are only obliged to complete the learning activity called
Tutored Learning Project.

Final pathway: this route is offered because the university
requires students to take a final exam even if they have
not attended classes in person or have missed more than
50% of them. This route is based on a final and summative
assessment, in which students have to take three final
exams: one of a theoretical nature, another practical one
and a defence of a Tutored Learning Project.

Figure 1. Percentage of students opting for each learning and assessment pathway

Final pathway; 7.9%

Mixed
pathway;
22.2%
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Figure 1 shows the percentage of students opting for
each assessment method over the five years analysed.
As can be seen, the majority of students opted for the
continuous route (70%).

Figure 2 shows the weight of each activity in the final
grade for each of the learning and assessment pathways,
in percentages.

Figure 2. Weight of each activity in the final grade in percentages for each of the learning
and assessment pathways

*30% Tutored Learning Project
+20% Reviews and group work on the curriculum

Continuous pathway

*10% Concept maps

*20% Practical session sheets
*20% Written exam

*30% Tutored Learning Project

Mixed pathway

*20% Voluntary work

*50% Written exam

*30% Tutored Learning Project

Final pathway

*50% Theoretical exam

*20% Practical exam

When students submit a learning activity to teachers,
they have one week to correct it. Likewise, when teachers
return the corrected activity with the necessary written
feedback, students have one week to correct the document
on the basis of the information received from the teachers.
Feedback is also given during the development of all
classes orally even when written documents are handed in,
if it is considered necessary to have small meetings with
the students to reinforce the written feedback.

Furthermore, on the first day of class, the teaching staff
provides a timetable with the organisation of the whole
course: theory classes, practical classes and seminars
and dates for the delivery of all the learning activities.
The learning activities of the subject and the assessment
techniques and instruments used in each of them are listed
in the following Table 2.

The experience has a high degree of transferability to
other PTE contexts, with the logical contextual adaptation
in each case.

Instruments

The data collection was carried out through three self-
perception scales of competences: (1) transversal; (2)
teaching; and (3) specific to PE teaching. These scales have
been validated by Salcines et al. (2018), with a reliability of
0.992. A four-level scale is used: (1) Not at all; (2) Not very

much; (3) Quite a lot; and (4) Very much. This instrument is
filled in at the beginning and at the end of the course. The
competencies to be assessed on each scale are as follows:

+ Block I: transversal competencies.
+ Block II: teaching competencies.
+ Block IlI: specific PE teaching competencies.

An anonymous questionnaire on the evaluation of good
practice is also used, which collects data on student and
teacher satisfaction, and is completed by students at the
end of the course. This questionnaire has been validated
by Castejon et al. (2015) with a validity RMSEA= 0.078 and a
reliability index of 0.84. The questionnaire has a Likert-type
scale: (1) Not at all; (2) Not very much; (3) Somewhat; (4)
Quite a lot; and (5) Very much.

The official subject report cards were used to collect data
on academic performance. The grading scale was:

N.A.: no-show students.

D: failing students (between 0 and 49 points).

C: students with a pass mark (between 50 and 69 points).
B: students with a B grade (between 70 and 89 points).
A: students with an A grade (between 90 and 100 points).

A+: students with an honours grade (the two or three best).
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Table 2. Learning activities of the subject, feedback process and F&SA system, assessment techniques
and instruments for each of them and weight in percentage in the final grade

Assessment % of the
Learning activity Feedback and F&SA process techniques and final grade
instrument g
Constant tutorials are held for the correction
of the documents. Feedback is given both in
. S written form (with comments on the document)
Tutored Learning Project: ) ; .
. Rk . and orally during the tutorial. The process is
this is a theoretical-practical ) - ) .
e ha continuous and is repeated until the work is of
work on a specific topic in ; -Self-assessment o
good quality. 30%

which students must develop -Rubric
a theoretical framework and

design a practical session.

Once the work has been handed in, the teacher
returns it corrected within a week. Written
feedback is given and work is done on the self-
assessment form that the students have handed
in with their work.

Students hand in their work, and the teacher
returns it corrected within a week. Written
comments are made on the document and
feedback is given on the self-assessment form
that accompanies the work. In the face-to-face
classes, work is done on the content of the work
submitted: aspects to be highlighted, doubts,
common mistakes, etc. in order to provide
quality feedback as a group.

Reviews and group work

on the curriculum: reviews
present analysis of readings
on a specific topic. The work
on the curriculum consists of
an analysis of the weight of
physical education in early
childhood education.

-Self-assessment
-Descriptive scale  20%

This is individual work which the teacher returns
corrected within one week. Comments are
provided and work is done on the students’ self-
assessment scale.

Concept maps: these are
outlines of each topic in the
theory dossier.

-Self-assessment

0,
-Descriptive scale 10%

It is a weekly activity that gets constant oral and
written feedback. The teachers have a week
. . ; to correct the document and provide written
Practical session sheets: this
. 3 3 ; lateral comments and work on the group self-
is a didactic and teaching ; )
3 A . evaluation that the students have handed in -Self-assessment
skills analysis of each practical ) o S 20%
3 3 X with the document. In addition, in the face-to- -Descriptive scale
session carried out in the ) : .
subject face classes, common mistakes or good didactic
: reflections that the students have had in their
work are discussed, thus establishing a peer-
assessment process.

Peer-assessment is carried out when they finish
the test. The teacher provides the students with
a template for marking the test.

In addition, the teacher corrects all the exams

-Peer-assessment

Written exam: this is a written using a template

test of the contents worked on ; ) provided. 20%
after this process and fixes the grade for each
throughout the course. o o -Teacher
of them. A voluntary individual revision can be
assessment.

carried out in order to work on the mistakes
made.

Source: own elaboration.

Data analysis

Formative and Shared Assessment and Feedback: an exampleof good practice in Physical Education in Pre-service Teacher Education

Firstly, using data collected on the self-perception of
competence scales, a descriptive statistical analysis (arithmetic
mean (X) and standard deviation (o)) and an inferential
statistical analysis (Student's t-test) were carried out to check
whether there were significant differences between the data

collected at the beginning and at the end of the course. The

significance value was p < .05. The data were analysed with
the statistical programme SPSS v.20.0 and are presented in
the form of rating scales; thus, the first block of competences
with 14 items has a maximum of 56 points, the second block
of 17 items has a maximum of 68 points, and the third block
with 14 items has a maximum of 56 points.
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Secondly, student and teacher satisfaction was analysed
with a descriptive statistical analysis, using the mean (X)
and standard deviation ().

Finally, with academic performance, a joint analysis of
the five academic years was carried out on the differences
in performance according to the three established learning
and assessment pathways. In order to be able to make
comparisons among years, we worked with the distribution
of subjects by grades in percentages.
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Results

This section analyses the results obtained. Firstly, the
tables containing the data from the three student self-
perception scales of competences were developed and
analysed. Secondly, student and teacher satisfaction with
the assessment system carried out was analysed. Finally,
the joint results of the academic performance of the five
academic years were analysed.

Table 3 presents the data on the three scales of students’
self-perception of competences.

Table 3. Self-perceived competence scale

Block Ill: specific physical

L B tranS\{ersaI Block II: teaching competencies education teaching
competences competencies .
competencies
Pre-test or Pre-test Post-test Pre-test Post-test Pre-test Post-test
Post-test
. T-S TS TS
Flazilznlz X o X o X o X o X o X o
Year
2017-2018 ;440 382 4598 432 .042% 4846 6.2 5036 692 .130 3805 692 43.09 6.0 .000%
AN 4356 3.98 42,73 571 374 46.24 7.03 4695 7.38 .604 34.02 6.59 4223 6.11 .000*
2019-2020 42,54 444 4986 9.43 .000* 4498 9.34 50.63 14.97 .055 34.16 9.21 55.27 9.55 .000*
AL 42.84 4.19 46.59 4.52 .000* 47.35 7.34 51.20 6.83 .002* 36.18 7.31 45.18 5.18 .000*
2021-2022 43.39 499 4335 540 .969 4562 8.19 49.27 7.48 .021* 36.56 7.41 44.04 5.99 .000*

Maximum value Block I: 56 points; Block II: 68 points; Block Ill: 56 points.
X: arithmetic average
o: standard deviation
T-S: Student's t-test

The results in Table 3 show that self-perception
of competence was, in general, medium and high.
Furthermore, students tended to feel more competent
overall at the end of the subject on all the scales analysed
and, in many cases, the differences were significant.

Statistically significant differences between means were

PE teaching competencies). It is in this last block that the
differences among averages are the greatest.

Table 4 compiles the data for the five years on student
satisfaction with the good practice experience and the
F&SA system implemented. A five-level Likert-type scale
was used (1- not at all, 2- a little, 3- somewhat, 4- quite a

always found to be higher at the end of the subjectinthree ot and 5- a lot).

years in Block | (transversal competencies), two in Block II:
(teaching competencies) and all 5 years in Block IlI: (specific

Table 4. Results of student satisfaction

Academic year 2017-2018 2018-2019 2019-2020 2020-2021 2021-2022

Item X o X o X o X o X o

Indicates overall satisfaction with the

o 407 559 359 879 285 .988 405 753 390 .718
experience.

Indicates overall satisfaction with the

. . 3.84 730 349 980 3.00
evaluation of the experience.

1117 402 832 375 704

Formative and Shared Assessment and Feedback: an exampleof good practice in Physical Education in Pre-service Teacher Education
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As can be seen in Table 4, students were quite satisfied a non-classroom setting due to the confinement provoked
with the experience and the evaluation carried out. All the by the COVID-19 pandemic.
averages were high, between 3.49 and 4.07 out of 5, except
in the 2019-2020 academic year when satisfaction was
lower (2.85 and 3.00), because the subject was taught in

Table 5 presents the data on teacher satisfaction with
the F&SA system implemented in the course. The same
Likert-type scale was used as for student satisfaction.

Table 5. Results of teacher satisfaction

q 2017- 2018- 2019- 2020- 2021-
Academic year 2018 2019 2020 2021 2022 TOTAL
Item X X X X X X o
Teacher’s satisfaction with the 5 4 4 4 4 420 447
assessment system used.
As the data in Table 5 show, the teaching staff were quite With regard to academic performance, Tables 6, 7, 8, 9,
satisfied with the assessment system used in the subject, 10 and 11 show the academic performance of students in

giving very high values in all the years and obtaining an each year.
overall average of 4.20 out of 5.

Table 6. Academic performance 2017-2018 (in percentages)

D C B A A+

Track N-A. (0-49) (50-69) (70-89) (90-100)  (3besty  rotals/track
Continuous - - - 57.9 4.7 2.3 64.9
Mixed - 7.9 8.7 8.5 - : 25.1
Final 7.7 2.3 - - - - 10
Totals 7.7 102 8.7 66.4 4.7 23 100

Table 7. Academic performance 2018-2019 (in percentages)

D C B A A+
Track NA- (049)  (50-69) (70-89) (90-100) (3 best) Totals/ track
Continuous - - 6.8 46.2 3.5 4.2 60.7
Mixed = 5.8 15.2 5.5 - 1.4 27.9
Final 7.2 4.2 - - - - 11.4
Totals 7.2 10 22 51.7 3.5 5.6 100
Table 8. Academic performance 2019-2020 (in percentages)
D C B A A+
Track N.A. (0-49) (50-69) (70-89) (90-100) 3 best) Totals/ track
Continuous - - 2.3 81.1 1.1 2.3 86.8
Mixed - 6.5 3.3 - - - 9.8
Final 34 - - - - - 34
Totals 34 6.5 5.6 81.1 1.1 2.3 100
Table 9. Academic performance 2020-2021 (in percentages)
D C B A A+
Track N.A. (0-49) (50-69) (70-89) (90-100) (3 best) Totals/ track
Continuous - - - 65.3 7.4 4.9 77.6
Mixed 1.1 = 3.4 7.4 = = 11.9
Final 7.9 2.6 - - - - 10.5
Totals 9 2.6 3.4 72.7 7.4 4.9 100
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Table 10. Academic performance 2021-2022 (in percentages)

Track N.A. (0_39) (50(-:69) (70I-389) (90-1200) 3 I-b\;st) Totals/ track
Continuous - 2.9 1.4 49.3 1.4 4.1 59.1
Mixed - 4.1 20.2 12.3 - - 36.6
Final - 4.3 - - - - 4.3
Totals - 11.3 21.6 61.6 1.4 4.1 100

Table 11. Academic performance in the five years (in percentages)

Track N.A. (0319) (50(-:69) (70?89) (90-12 00) @3 f)\;st) Totals/ track
Continuous - 0.6 2.2 59.9 3.6 3.6 69.9
Mixed 0.2 48 10.2 6.7 - 0.3 222
Final 52 2.7 - - - - 7.9
Totals 5.4 8.1 124 66.6 36 3.9 100

The tables show an overall good performance, with high
percentages of passes (C or better, 86.5%). Within these,
the grade with the highest percentages was always B, but
on the other hand, oscillations were observed between
years in the A, A+ and C grades.

In terms of performance according to the assessment
pathways chosen, strong differences were observed
among them, with a clear accumulation of the best grades
in the continuous pathway, diverse and generally average
grades in the mixed pathway and poor grades in the final
pathway (all in NA or D).

Discussion

The first research question refers to the influence of
F&SA systems and their continuous feedback processes
on the improvement of students’ self-perception of
competences in PTE. The results are positive and seem
to indicate that, in general, students felt that they had
improved their professional competences to a greater
or lesser extent during the course. Similar results can
be found in Cafiadas (2018), who in his study finds that
students feel more competent thanks to their participation
in the assessment process. These results are the same as
those found by Amor and Serrano (2019) and Gallardo et al.
(2020), who claim that the use of F&SA systems helps in the
acquisition of professional competences. The data show
that, in general, the averages on the scales are higher at the
end of the subject; and statistically significant differences
can be seen, especially in Block Il (specific PE teaching
competences). Therefore, students felt more competent in
Block Il on specific PE teaching competencies at the end
of the subject, a very coherent result, given that this is a
specific PE subject. Similar results are reflected in the study
by Castejon et al. (2018) and Gallardo et al. (2018), where
students feel more competent in all scales at the end of
the course, but especially in the specific PE competencies.

Boud and Molloy (2013) and Van-Dinther et al. (2014)
claim that the opportunity to receive and give feedback to
peers during the course of the subject contributes to the
learning of competences because students are involved in
their own assessment process. Along the same lines, the
new Spanish education law, Organic Law 3/2020, of 29
December, which amends Organic Law 2/2006, of 3 May,
on Education (LOMLOE), provides for the involvement of
students in their assessment process, and this involvement
can take the form of shared assessment in which students
exchange information by way of feedback.

But Wanner and Palmer (2018) argue that for feedback
to be an effective tool there must be continuous and timely
teacher involvement. In other words, continuous and
quality feedback seems to positively influence learning,
autonomy, motivation and competence acquisition
(Crichton & Valdera, 2015; Leenknecht et al., 2020; Wilkie &
Liefeith, 2020), but it is the responsibility of both teachers
and students (Ketonen et al., 2022 and Nicol et al., 2014);
although according to Nicol's (2019) findings, peer feedback
seems to have a greater impact. Improving teacher
competence in assessment and the quality of teacher
feedback requires initial training in which F&SA systems
are piloted, as well as ongoing training to improve the
competences of teachers who are already professionally
engaged in teaching (Chan & Luo, 2021; Ropohl &
Ronnebeck, 2019; Schneider & Bodensohn, 2017). In this
sense, LOMLOE (2020) defends the need to evaluate one's
own teaching practice, a particularly important aspect in
the teaching-learning process.

As for the second research question, on how F&SA
systems and continuous feedback influence academic
performance and student and teacher satisfaction, the
results show that students were quite satisfied, both with
the experience and with the F&SA system carried out in
the subject, which coincides with what was found in the
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studies by Atienza et al. (2016) and Souto et al. (2020) on
satisfaction with F&SA. Moreover, teacher satisfaction was
also high, which, together with the good results, helped to
maintain the same F&SA system throughout the five years.
Gallardo (2018) also finds high teacher satisfaction after
implementing an F&SA system in PTE in Chile. Romero et
al. (2015) find similar results of high satisfaction among
both teachers and students.

The results of academic performance were very positive,
with a high percentage of passes, and a predominance of B
grades. It was also observed that the continuous pathway,
which is the one that most clearly applies the F&SA systems
andregular and systematic feedback, had a strong influence
on obtaining better academic performance. Similar results
can be found in Arribas (2012), Busca et al. (2010), Castején
(2011), Hope and Polwart (2012), Johansson et al. (2022),
Lopez-Pastor (2008), Molina et al. (2020), Romero et al.
(2015) and Ropohl and Rénnebeck (2019). In this respect,
Mastagli et al. (2020) also find that students who opt
for F&SA systems obtain better academic results than
those who opt for summative assessment (final route).
Feedback is constant during the course of the subject, both
continuous and blended, but according to Guest (2013),
feedback is considered the weakest point of assessment,
so it is important for students to be able to evaluate both
their own work and the work of others through continuous
feedback processes in order to achieve greater learning
and academic performance (Nicol, 2010). Furthermore,
for students to learn and experience these concepts, it is
essential that they are part of their assessment process
(Boud and Falchikov, 2007), such as in self-assessments or
peer assessments. In a study by Yan et al. (2023) they claim
that student participation in their assessment process
through self-assessment and feedback through comments,
improves students’ academic results.

This aspect of student participation in marking is
contemplated in LOMLOE (2020), as it defends student
participation in the assessment process and can take the
form of self-grading or dialogue grading, among others.

Moreover, the majority of students opt for continuous
assessment, as seen in other similar studies (Castejon et
al., 2011; Fraile et al. 2013; Lépez-Pastor et al., 2012, 2013).
Therefore, students choose the pathway characterised by
continuous and constant feedback as a key element for
formative and shared assessment (Hattie & Timperley, 2007).

Practical applications of this work can lead to the use of
assessment instruments in a shared way with the students,
as well as assessment processes with a leap to grading
(self-grading, dialogue grading, grade sharing...), which
implies a greater transparency of the F&SA system used in
the classroom.

From what has been seen in the discussion, it seems that
this type of good practice experiences of F&SA in PTE can
have a high degree of transferability to other PTE contexts,
with the logical contextual adaptation to each university.

k: an exampleof good practice in Physical Education in Pre-service Teacher Education

Conclusions

In conclusion, the data show that regular feedback and
FS&A systems help to improve students’ self-perception of
competence throughout the course, and that the largest
statistically significant differences are found mainly in
Block Il (specific PE teaching competencies). Furthermore,
the data seem to indicate that the development of F&SA
systems in PTE can be considered a good practice; the
results show a high level of student and teacher satisfaction
with the assessment system used, as well as a high academic
performance in the continuous assessment pathway, which
provides continuous and shared feedback to students.

The main contribution of this paper is to show that the
use of F&SA systems in PTE, with systematic, continuous and
shared feedback systems with the student, seem to help to
obtain good results in the self-perception of professional
competences, satisfaction and academic performance. In
this regard, this study may be interesting for PTE teachers
who want to implement F&SA systems in their classrooms.

The main limitation of the study is that it is a single case,
in a single PTE centre. In this respect, it would be convenient
to extend the study to a wider group of subjects and PTE
centres, in order to be able to contrast the results obtained.
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