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Abstract: The involvement of university students in their own assessment leads to motivation towards
learning. The aim of this study is twofold. The first aim is to analyze the factors of evaluation
in Physical Education that generate motivation and involvement. To do this, we have discussed
five factors: (1) to generate awareness of what is being learned; (2) to delimit the deadlines in the
development of tasks; (3) to associate it with the development of competencies; (4) to apply it in
a variety of contexts and tasks; and (5) to allow reflection on the teaching and learning process.
The second aim, based on the previous one, tries to delimit strategies to implement a quality evaluation
in the university classrooms. Five strategies have been analyzed: (1) triadic assessment; (2) grade
distribution; (3) collaborative creation of instruments; (4) elaboration of formative questions; and (5)
use of apps. Finally, a series of reflections are proposed to put into practice the formative and shared
assessment as opposed to the traditional evaluation. This manuscript is a substantial contribution to
the existing literature, as it serves as a clear guide for university teachers to implement this type of
assessment in the classroom, generating student motivation and transferability of their learning.
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1. Introduction

One of the most recurrent concerns of university teachers is to make learning interesting to their
students without losing their potential. This fact has meant a constant rethinking in the teaching staff of
all its processes in order to establish that relationship between interest and learning. Thus, in recent years,
we have not only verified the evolution in the way of conceiving the methodological approaches [1–6]
but we have also witnessed the (re)emergence and transformation of methodologies, pedagogical
models or learning strategies [7–18] through which to obtain greater commitment of students in
accomplishing their own academic achievements [19,20]. The teachers have thus tried to find the
best methodological and pedagogical options for their students in order to achieve effective learning
towards which they feel motivated. On some occasions, the new proposals have been effective and
have led to good results in the students [21–24]; however, in other cases, the educational process has
been distorted [25]. In the quest to capture the attention of students and their involvement in the
teaching-learning process, it is very important not to focus on factors such as “fun” or “entertainment”
and leave learning aside [25].
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Teachers must be able to establish a coherent relationship between the cognitive components of
learning and the personal components of the students, and this relationship must arise from making the
students aware of their learning [26,27]. The student must be an active agent of the teaching-learning
process, reflexive, critical and autonomous, being capable of establishing connections between his
learning, his interests and his future development. The aim is to achieve a real and autonomous
participation of the students in their learning as a means to achieve the extrapolation of such learning
to other tasks, educational functions or their daily life.

In view of this current need of international importance, as shown by scientific literature, this article
presents a new contribution to the achievement of motivation in Physical Education through assessment
and self-regulation. Both aspects are inherent and fundamental in the development of a student and a
future teacher. Learning to work through them in an autonomous, reflexive and collaborative way
allows the student to develop self-driven learning, able to better connect with the values and social
realities of a sustainable development [28].

The article exposes a theoretical delimitation of the most influential factors in relation to scientific
literature. Further, as other predecessor researches of theoretical nature and great international depth
on the topics [29–31], the present article intends to be a great contribution for university teachers in the
achievement of motivation and involvement of their students.

1.1. Self-Regulation and Competent Learning in Physical Education

Self-regulation processes are fundamental to achieve the involvement of students in their learning.
For years, studies have shown that self-regulation of students in the tasks is an essential factor to
influence motivation [32,33] and improve academic results [34]. The teaching-learning processes
must be planned and adapted cyclically, so that their development is adapted to the individuality
of the students and to the achievement of personal goals [35–38]. In this sense, authors like Lee and
collaborators [39] highlight the importance of the focus that the teacher provides to the learning tasks,
to achieve the involvement of students and positively affect their motivation. In addition, it allows
students to be aware of what is asked of them, in what time and how they will be evaluated throughout
the process [33]. It is, therefore, essential to orient the tasks towards the deep construction of learning
and its mastery, instead of simply executing them.

In this line, it is important to understand that learning must be connected to the professional
competences of a teacher, and self-regulation must be the means to establish such learning in the
future teacher [40–42]. Under these ideas, in the last years, we have tried to build new educational
plans in Higher Education, with more or less efficiency [43]. The fact is that educational environments
are spaces where students’ needs for autonomy, relationship and competence can be supported or
frustrated [44]. Thus, the union of a self-regulated and competent work should allow students to
have autonomy and perform an open progressive learning, being able to link it with their professional
skills and seeking the transferability of learning [45,46]. The possibility that the student navigates
autonomously through the development of his learning, adapting it and connecting it to his needs,
will help him maintain interest [47], while reducing the possibilities of experiencing incompetence,
which would be counterproductive to his motivation [48]. Initial teacher training should support the
understanding and use of self-regulatory practices in the future teacher [49], offering ideas, specific
suggestions and encouraging them to think about how children’s learning can be improved through
self-regulatory practices [37,38,50].

In the specific case of the future Physical Education teacher, the work of self-regulation and
competence seems to be an even more important need [30,51]. For many years, the use of analytical
and execution tasks, such as the relentless repetition of the same technical gesture until it is mastered,
has been the main form of teaching in Physical Education in primary and secondary education [52].
This fact implies that future teachers have had a continuous experience with these traditional teaching
models, which will mean that they will reproduce them at the beginning of their career [53]. In the
face of the use of traditional models based on ability, future Physical Education teachers have been
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successful, generally autonomous, skilled and motivated, but it is necessary to understand that this
experience is not the same for all students [54,55]. The traditional models of teaching in Physical
Education imply an even greater gap in the skills and motivation of the students, where the less
skilled are exposed to continuous penalties for their low performance [56–58]. The fact of performing
generalized tasks, without the possibility of adaptation and development, often leads less skilled
students to a low motor perception or the difficulty of developing individual skills [59]. This situation
tends to generate a feeling of demotivation and failure towards motor practice in this student [60],
and, with it, less interest towards physical activity in their daily life [61,62]. For these reasons, it is
necessary to transform the beliefs of future Physical Education teachers, through experiencing reflective
processes of self-regulation in their training, and, in this way, get them to learn how to use all the
means, techniques or instruments at their disposal and then guide all their students to self-regulate
their learning effectively [63].

1.2. The Role of Assessment in Promoting the Motivation and Involvement of University Students

Assessment plays a very important role in involving and motivating students in their learning,
through self-regulation and competitive work [33]. Assessment is an integral part of teaching and
learning and, as such, can be a fundamental factor in hindering or improving such processes [64].
An assessment intended to enrich should be constructed as a means to support learning [65,66].
It is about understanding assessment as a continuous system and not just as an end: an authentic
assessment [67,68]. If the teaching-learning processes have a competence base and are destined to
staggered self-construction, assessment can be a means to help students guide themselves and advance
during their development; thanks to its role in assessing learning at a given time. To achieve this,
an assessment must be built that is capable of motivating students towards their learning and that,
in turn, motivates them to evaluate themselves. This could be reduced to the motto “evaluate to
motivate and motivate to evaluate”, something that is only possible if the students participate in the
assessment and this helps them to improve.

Formative and shared assessment should be the model to follow. The formative and shared
assessment processes seek to make the students aware and responsible for their achievements, relate
them to the competences to be developed and enable them to make autonomous and contextualized
progress in their learning [65,69–74]. This leads us to obtain results as positive as those indicated by
Leenknecht, Wijnia, Köhlen, Fryer, Rikers and Loyens [75], who have demonstrated that the practice
of a formative assessment with students generates in them a feeling of competence and autonomous
motivation, or other studies [76–78], which corroborated the importance of formative assessment for
increasing student involvement and responsibility. In this sense, we can find transferable practical
experiences of formative and shared assessment, capable of generating motivation and responsibility
in students through the development of their autonomy, such as the one presented by Pérez-Pueyo,
Hortigüela-Alcalá and Hernando-Garijo [79]. These authors carried out a practice based on the
participation of the students in their assessment and qualification process, reporting very good results.
With much defined evaluation criteria and instruments from the beginning, based on the possibility of
obtaining feedback from different approaches, the authors present an experience that strengthens the
involvement and motivation of students in the assessment of all their learning results and those of
their peers. The generation of responsibility and the constant knowledge of their situation allows the
authors to finish the process with the participation of the students in their qualification process. In this
way, there are continuous reflections and dialogues, applicable to any learning and a knowledge that
ends up being reflected in a fair distribution of grades among peers. However, in spite of these virtues
and experiences, other studies point out that there is still a lack of tradition in university centers to
apply these assessment models, which leads to a lack of training for newly qualified teachers [80–84].

For these reasons, in this paper we will try to support the development of formative and shared
assessment in Physical Education in Higher Education to encourage student self-regulation. For this
purpose, we have set a double objective in this manuscript. First, to analyze the factors of assessment
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in Physical Education that generate motivation and involvement. For this purpose, five key factors of
assessment in Physical Education have been selected and their theoretical bases and relations with
self-regulation, competencies, transferability or reflection have been deepened as fundamental aspects
in the development of motivation and participation. The second objective is to delimit strategies to
implement a quality assessment in university classrooms, through the selection of five strategies that
combine the implementation of assessment in Physical Education based on theoretical developments
and key aspects previously analyzed. Finally, we present some reflections about the applicability of
assessment as a methodological tool to promote self-regulation against traditional models.

2. Methodological Justification for the Selection of Factors and Strategies

A theoretical study based on the scientific bibliography has been carried out on the themes
worked on. Theoretical or conceptual research based on traditional reviews, systematic reviews
or meta-analysis is fundamental to understanding the situation of a topic, its connections and its
limitations [85]. These studies represent an important step in the development of proposals in practice.
This has already been demonstrated by research of a theoretical and review nature, whose high impact
has allowed teachers to lay the foundations on which to begin to establish new practices [30,86].
Therefore, it is necessary that theoretical research, such as the one presented in this study, capable of
gathering the new proposals that have emerged in recent years and their connections with current
educational and social situations, be published and updated [87].

In the present work, a review of the main scientific studies in higher education on self-regulation
for example, [88,89] and formative and shared assessment for example, [90,91] has been carried out.
In this way, the authors extracted the main contributions of these studies, their connections and the
gaps, in order to establish the guide of our theoretical work. Aspects such as critical reflection, the active
participation of the students, the importance of assessment in the educational system, the applicability
of the contents in the assessment or the transferability of knowledge have been the aspects on which we
have based the concretion and development of the five factors and the five strategies presented below.

3. What Factors Should Assessment in Physical Education Consider in Order to Generate
Motivation and Involvement in the Student?

As we have been introducing, there are a series of essential aspects in the assessment to promote
the motivation and the involvement of the students. In this section, we analyze the main keys of the
assessment that the scientific literature has identified as positive to generate such feelings in the student.
Next, we present five fundamental factors, which extend the phases of predecessor studies [92]:

• Generate awareness of what is being learned: For many years, assessment has had an instrumental,
final and grading use. In the case of Physical Education, traditional assessment systems have been
used to measure physical aptitudes, subjective or non-educational criteria, such as clothing [93].
These assessment models make it very difficult to connect the different learnings of the students,
by giving importance to decontextualized aspects and the final result. If we want to motivate
and involve the students in their learning, it is necessary that the assessment is a support that
gives sense to the learning as it is acquired [94]. The way to achieve it has to be based on the fact
that the assessment promotes spaces and moments of individual and shared reflection during
the whole process [95]. In this way, the students become aware of their learning in each moment,
they are able to connect them with other previous ones and give them meaning for themselves in
a diversity of contexts.

• Delimiting deadlines in the development of tasks: One of the most important factors in assessment
to favor self-regulation is the student’s commitment [96]. The proposed tasks must have a set
deadline. The definition of deadlines should not be understood as a requirement of the teacher
towards the students, but as a measure of responsibility of the students with their learning.
In addition, if the tasks are in a group or are intended for group productions, such as choreography,
students must also understand the shared responsibility that is acquired with other colleagues.
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This fact does not mean that the teachers do not understand until the final moment, since they must
introduce and give a follow-up and support to the students towards self-regulated learning [97].
This is where assessment plays a vital role in achieving this. If self-regulation tasks are linked to
assessment from the beginning, students will be able to navigate through their learning while
receiving constant feedback from teachers, peers, or the proposed instruments [30,98]. Feedback
moments during the process can be set from the beginning, but it is important that students are
also able to obtain them at any time. This will allow students to move forward at their individual
pace and to stop and seek support at the most difficult times. Always without losing sight of the
responsibility acquired.

• Partnering with competent student learning: Learning must go beyond the walls of the classroom and
assessment must help achieve it. Through assessment, teachers should try to guide the processes
of self-regulation of students towards learning that can be extrapolated outside the classroom.
The learning acquired by the students should be directed towards the acquisition of skills that
allow a correct development of this knowledge in other situations and contexts [99]. To this
end, planning and methodologies must provide students with open and attractive experiences,
which, through assessment, they can understand in all its breadth and learn to focus on a specific
context. The idea is that the assessment is open enough to allow students to learn to settle the
learning and, in turn, prepare them to face the future in different contexts [100]. For these reasons,
it is fundamental that the tasks, the achievement goals, the assessment instruments and the
feedback moments are dialogued from the beginning and go in the same line.

• Applicable in a variety of contexts and tasks: Feedback is one of the most influential assessment
factors in learning [101]. However, students tend to have problems understanding the feedback
they receive, in terms of its usefulness, consistency, specificity or clarity [102]. Therefore, the first
step should be to get students to understand the feedback they receive, for their use in further
learning [31], and, to do so, it is essential that they are based on a dialogical process [103]. Feedback
moments should be directed towards deep understanding of learning objectives, achievement
goals and how to achieve them, thus allowing students to become reflective and self-regulated
learners [104]. The excessive focus of the feedback on the work to be developed gives importance
to the task and not to the learning, which transforms a formative assessment process into a
continuous qualification process.

• Reflection on the teaching and learning process: Moments of reflection should be part of the formative
assessment processes [105]. Not all reflection is valid for the improvement of learning and
self-regulation. Reflection should lead the student to continuously reconsider the formative
processes he or she is carrying out [106]. If we want to achieve that the students advance
autonomously in learning and in an effective way, it is necessary that they learn to evaluate the
decisions that they are making and how these are affecting them [104]. In this way, they will be
aware of their learning process and will be able to regulate it. In addition, they will be able to
know what would change if they were to face a similar process again or where they should go
in the future to further strengthen their learning. In this line, the reflection will help to work
another fundamental aspect of the future teachers, as is the construction of their professional
identity. Various studies indicate that this begins to be built during the pre-service stage and plays
a fundamental role in the first years of teaching [107]. Being able to start creating a pedagogical
base with knowledge, as well as understanding how to advance and connect learning, will be of
great help to a Physical Education teacher.

4. Some Strategies to Implement a Quality Assessment in the Classrooms

Based on the scientific evidence presented above, five strategies for application to the classroom
are presented below. Before starting, it is necessary to understand that the strategies, techniques,
means and instruments with which to carry out a formative and shared assessment are very varied,
and adaptable to the concrete situations of each teacher. For this reason, this section does not intend to



Sustainability 2020, 12, 8842 6 of 14

be a manual for teachers to follow strictly, but it tries to delimit and show five strategies that have
given good results in the application of formative and shared assessment systems. These strategies are:

• Triadic assessment: This process consists in the comparison of the assessment through the joint use
of self-assessment (assessment of oneself), peer assessment or co-assessment (assessment among
the students themselves) and hetero assessment (teacher-student assessment) [108]. The use of
these three types of assessment together allows the student to obtain a triple feedback on the
same task from different points of view, which allows him to generate a greater settlement of the
learning [46]. The teachers, together with the students, have the option of building instruments
that address the same or different aspects from each of the types of assessment. In this way, a more
detailed feedback of the process can be obtained and, with it, the possibility of achieving better
learning. In this sense, it is important that the students always know the instruments before
starting the task; since in this way they will be able to use them autonomously at the moment they
need them.

• Grade distribution: When group work is carried out, it is necessary that all students acquire
individual responsibility for the task [109]. Thus, assessment processes can help guide and
corroborate this responsibility in each student and try to act in a fair and proportional way to the
work done [110]. As in individual work, group tasks require continuous assessment processes.
Intergroup co-assessment is necessary at least twice during the development of the task, since peer
assessment and self-assessment have a significant impact on the co-regulation of a group [111].
This allows each student to be aware of what they are contributing and learning, which will lead
to a certain grade at the end. This grade may be different among the members of the group, since it
must reflect fairly and proportionally the contribution of each member during the process [112].
One strategy for this is the distribution of grades among group members, where they must justify
their qualification through the contribution they have made to the task, based on the different
inter-group co-assessment processes carried out during its development [113].

• Collaborative creation of instruments: The active participation of students in the teaching-learning
process is an important factor in improving it [114,115]. It is therefore essential that the promotion
of this participation is real and occurs in all aspects associated with their learning, such as
assessment. Before starting, the aspects to be evaluated in each task should be delimited jointly
between teacher and students, and the instruments to carry out a formative assessment of
learning can be agreed between teachers and students, reaching agreements that meet the learning
objectives of both [116]. In addition, an agreement should be reached from the beginning on the
weight of each work or parts of the work in the final grade. In this way, assessment becomes a
truly shared and more democratic process, in which the student is involved and acquires a shared
responsibility in its creation and use.

• Elaboration of formative questions: The word “exam” seems to be a backward step for the university
teachers of Physical Education who want to implement formative assessment processes. However,
the exams can become part of it, if they do not break the linearity of the formative processes [117].
The idea of the exams in this type of assessment is that the students are able to understand what
they have learned, select what is important and learn to develop it. To achieve this, the use
of final assessment tests must be a process shared between teachers and students, from their
creation to their correction. The selection of questions or motor tasks is done by the students and
are reviewed together. Teachers must ensure that students are able to generate quality motor
questions or practices, through reflection and evaluated aspects throughout the teaching-learning
process. In this way, a final test will be transformed into a formative process of reflection and
synthesis of the learning achieved [118]. In addition, as we have been defending, assessment
processes based on self-regulation and student involvement go far beyond final tests; therefore,
exams cannot have all the weight of the final grade in a formative assessment system, but only a
small part of it [119].
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• Use of apps: The use of web applications to make or use as assessment instruments was common in
recent years [120]; however, the current situation of pandemic caused by COVID-19, and, with it,
the impossibility of sharing material in Physical Education, make it even more relevant at this
time. The use of web applications must have a pedagogical logic. It is not a question of using
applications to facilitate the mechanization of the instruments, but it must be clear how a good
instrument is made and what the user wants it for. Before using web applications or any other
instrument, it is necessary to know what you want to evaluate, how and who is going to use it [98].
Teachers can find on the Internet specific tools to evaluate, such as “rubistar” to create rubrics,
“corubric” to create rubrics in a collaborative way or “evalcomix,” a tool able to be integrated
in already designed learning management systems. These tools are useful to help teachers in
the construction and integration of instruments in the teaching-learning processes. In addition,
you can find other tools and web applications on the Internet whose use associated with the
assessment can be very useful, such as “plickers”, “kahoot” or “socrative”, which are tools for
making tests and questions to students through the mobile and check all together the results in
the moment. These applications can facilitate and reduce the time of making assessments in the
middle of the learning process by means of which they make the students aware of where they
are, as well as having a global vision of the learning of the class.

5. Reflections on the Application of Formative Assessment as a Methodological Tool Compared to
Traditional Models

One of the main reflections that we can extract from the analysis is that the assessment is essential
to promote self-regulation of students and their involvement, provided that it is proposed as a training
tool and shared. The first step to implement it is that teachers reflect on the contribution that assessment
has in its methodology and have clear what, why and how they want to evaluate, thus being able to
break with all the negative aspects of traditional models and unidirectional [84]. In this section we try
to help teachers through the reflective analysis of some results of traditional assessments and how to
break them with the application of formative and shared assessment as a methodological tool.

• The assessment should no longer be an obscure and unfamiliar part of the student body [121].
It cannot feel like a piece of the learning process destined to sentence it, classifying it according
to final tests, as has happened for years in Physical Education with the use of physical aptitude
tests [93]. Assessment should be integrated into the entire teaching-learning process and should
be clear, open and flexible. The idea is that the assessment should help to provide adequate
scaffolding [122]. If the student understands and shares from the beginning what is expected of
him, he will be able to use the assessment as a tool for growth.

• The assessment cannot be understood as the yes or no, apt or not apt, which is obtained at the end
of the course or of an assignment, because that is not evaluating. The reduction of the assessment
to the simple grade makes it lose its formative potential and gives a wrong vision to the students,
making them understand the final grade as the important part of the process. It is necessary to raise
an assessment that accompanies the student from the beginning during the tasks and to which he
can resort to know his level of learning, not his grade. It is fundamental that the grades do not
appear until the end and that they are considered as the logical jump from the assessment [123].
Numerical grades should never be the center of the learning process, nor the purpose.

• Assessment should not be equated with judging. Assessment cannot be about the teacher, as the
highest authority, giving his or her final verdict on a student’s learning. This process is not going
to mean an improvement in the student, but a judgment of which many times the reasons are not
even known. Formative assessment should be based on reflection and dialogue [103]. It must
be a process of constant feedback, based on pre-established criteria and understandable by the
student. The reflective processes, individual and shared, must be constant and planned so that
the students are able to discover how to continue advancing in their learning [106].
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• Assessment cannot be a means for teachers to show their authority. Assessment as a tool to punish
or threaten the student for misbehavior or development should not be conceivable. Formative,
shared assessment should activate students as instructional resources for others and as masters of
their own learning [124]. Students must participate in order to enhance their learning and that of
their peers. In this process, the teachers are one more member that evaluates and can be evaluated,
in order to achieve the desired learning. Ethics and democracy are fundamental aspects in this
type of assessment [125].

• Assessment cannot be an isolated part of the teaching-learning process. The planning of learning
must not be based only on the organization of tasks and the use of methodologies. When teachers
plan the learning, they want to achieve in their students and how to do it, they must take
into account assessment. In fact, assessment should be the initial part of the learning design
process. Nothing can be designed that is intended to work if the process of assessment and
student involvement in the process is not considered simultaneously. The adequate choice
of assessment and qualification activities and the most appropriate instruments in relation to
the procedures/techniques for obtaining information are keys to adequate learning. Therefore,
the assessment must be directly associated with the teaching methodology and the proposed tasks.

• The assessment should not be decontextualized from social aspects. Assessment systems should
not focus on a specific concept or knowledge, such as the simple execution of a jump, a sprint or
a throw. The use of a formative assessment must be structured so that the students are able to
reflect on the learning and not only on the tasks performed. The aim is to build a deep learning
in the students, as a fundamental factor for the development of sustainability in education and
society [126]. In this way, it will be easier for the student to generate transversal skills applicable
outside the classroom: in the field of sports, values, healthy habits or socialization [127]. Without
these processes of awareness and reflection through assessment, learning may have difficulties in
leaving the school.

6. Conclusions

Through this work, we have tried to analyze and reflect on the use of formative and shared
assessment in Physical Education to achieve the promotion of self-regulation and involvement of
university students. Although formative and shared assessment systems are being implemented in
more and more university classrooms, there is still a great deal of work to be done to achieve this
throughout the university system. For this reason, in our study we have analyzed five factors that
support the use of formative and shared assessment in Physical Education to generate motivation,
autonomy and involvement in university students, and five implementation strategies with which to
carry it out. We consider that this is a need for teachers to understand in more detail the benefit of
these assessment systems in the learning of their students and how to develop them. In this sense,
the fact of closing the manuscript with a section dedicated to the reflection of the applicability of these
assessment training systems and their break with traditional assessment systems, can be a turning
point for teachers who do not yet apply them and help them to achieve it. It is undeniable that if
we want to get the students involved in the classes, acquire an autonomous learning and be able to
implement it outside the classroom, thus achieving a more effective motor and social development,
it is necessary to establish a formative and shared assessment in the classroom.
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