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Abstract

Several authors emphasize that assessment is a key tool for teachers to guide and verify
learning, improve their practice, and contribute to deeper student learning. Beyond its
technical function, assessment enables the creation of a meaningful pedagogical relation-
ship with the central actor of the educational process, “the student”. This study aimed to
understand how students value a system guided by the principles of formative assessment
and its impact on the self-perception of acquired competencies. The “Questionnaire on
the Experience of Good Practice” and the “Scale for the Self-Perception of Student Com-
petencies” were applied to a sample of 74 students (26.4 ± 4.5) from a public university
in Uruguay. The results show that the assessment system was positively rated in terms of
usefulness, innovation, and replicability, although limitations were observed in terms of
sustainability and fairness in grading. In addition, a significant decrease was observed in
the self-perception of technical competencies and an increase in those related to pedagogical
reflection and attention to diversity, suggesting a more critical and realistic view of their
own professional performance on the part of the students.

Keywords: formative assessment; initial teacher training; physical education; higher
education students

1. Introduction
1.1. The Initial Teacher Training and Assessment

Learning assessment holds a strategic position in current pedagogical practice, as it not
only serves a proper certifying function but, more importantly, fulfills a pedagogical role
in guiding and regulating the teaching–learning (T–L) process. It contributes to informed
decision-making, although the effectiveness of its action depends on task design, the quality
of feedback, and the opportunities it provides to redirect student activity [1]. The evidence
suggests that initial teacher education should aim to develop the knowledge, skills, and
attitudes in preservice teachers, ensuring that they are capable of designing, implementing,
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and interpreting valid, reliable, and ethically responsible assessment processes. To this
end, preservice teachers must acquire the competencies that will allow them, in their future
teaching practice, to use evidence to provide feedback and adjust the T–L processes [2].
Therefore, a shift in the focus of assessment processes, one that goes beyond the mere
certifying role and moves toward diversified processes (self-assessment, peer assessment,
and hetero-assessment), is essential, as it is also known to foster metacognitive processes
and promote self-regulation, provided that explicit criteria and opportunities for review
and improvement are offered [3].

Despite the evidence, there is still a gap between the discourse on assessment and
the actual practices in initial teacher training (ITT); feedback often arrives late or is of low
quality, and the instruments used frequently rely on short-answer tasks with poorly defined
criteria [1]. In this regard, competency-based training in the Latin American university
context has been consolidated as a framework that integrates knowledge, skills, and values,
aiming for their appropriation in situated contexts, with a focus on transferability. However,
for its true success, key attributes such as clear graduate profiles and authentic assessment
with explicit criteria are necessary [4], which tends to be difficult in actual practice due to
challenges such as inconsistency in competency mapping, weak articulation of evidence in
assessment instruments, and the tendency to maintain traditional summative practices [5].

Multiple studies that analyze the scope of competency-based curricula mention the
existence of multiple perspectives (technical, critical, outcome-oriented, humanistic, hybrid).
This highlights the need to clarify the purposes and epistemological assumptions behind
each curriculum design, especially considering the employability focus each curriculum
aims to address [6]. Therefore, when discussing competency-based designs in ITT, the
critical core lies in aligning observable performances with authentic assessments and
opportunities for improvement, which for a preservice teacher is an enabling condition to
translate this approach into daily future practice [7]. Therefore, the competency-based shift
faces the dual challenge of avoiding instrumentalization and standardization (assessment
practices centered on checklists), moving instead toward situated pedagogical autonomy
(with formative assessment that provides opportunities for improvement during the course,
not just at the end) [8].

1.2. The Uruguayan Higher Education System

Initial Physical Education training in Uruguay requires deeper consideration of assess-
ment as a formative process within higher education, shaping professional competence
and reflective practice [9,10].

The higher education system in Uruguay presents particular structural features within
the region, characterized by a strong historical presence of public universities, the provision
of free education, and open access without selective admission processes [11]; in terms
of quality assurance, the Uruguayan university system has followed a trajectory marked
by discontinuous progress in the evaluation and accreditation of its institutions, with a
significant delay in the adoption of quality assurance mechanisms compared to other
MERCOSUR countries [12]. Undoubtedly, the absence of regulatory frameworks for quality
assurance affects governance and the way institutions manage the curriculum [13]. In the
specific case of the University of the Republic (UdelaR), characteristics such as free tuition
and tradition result in a very high student population, which has a significant impact
on course organization and the evaluations that are implemented [14]. In this context,
the ideals of individualized formative assessment and the possibility of timely feedback
are challenged, as group size limits the ability to provide detailed feedback and observe
performance in a personalized manner. The literature shows that as cohort sizes grow,
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universities tend to standardize instruments at the expense of reducing the qualitative
contribution of assessment judgment [15].

1.3. Initial Teacher Training in Physical Education (ITEPE) in Uruguay

Regarding ITEPE in Uruguay, reports can be found that mention the same historical
tensions observed in other contexts concerning curricular architecture (mainly traditional
approaches are observed) [16]. It is precisely here where assessment is positioned as a tool
that can contribute to promoting social justice approaches, and where peer assessment when
designed as formative feedback with the possibility of product review can also enhance
assessment judgment [17]. Likewise, recent studies show that effective peer feedback
designs have been proven to improve performance and self-regulation [18]. The same
occurs when a supervised assessment is incorporated to accompany and provide feedback
on practicum processes in real Physical Education teaching contexts [19]. In this sense, the
IITEPE in Uruguay is called to implement a competency-based curriculum with authentic,
situated, and individualized tasks, considering that students must be placed at the center
of the process. For this reason, the incorporation of shared criteria and situated tasks is
essential [20,21].

Therefore, the incorporation of assessment initiatives with a formative approach has
been widely recommended in contexts such as Spain [9]. Likewise, successful experiences
can be found following its implementation in Latin American countries such as Chile [22,23],
Colombia [24,25], Brazil [26], among others. Based on all the above, the objective of this
study was as follows:

To analyze the self-perception of the competencies acquired and the evaluation made
by students in initial teacher education in Physical Education (ITEPE) regarding a formative
assessment system implemented in a course of their training.

2. Materials and Methods
This study adheres to a quantitative approach with a descriptive scope. It is non-

experimental in nature, meaning that the variables were not manipulated; rather, they were
observed at a single point in time in order to report the perceptions of the students who
participated in the experience [27]. The sample consisted of 74 students with an average
age of (26.4 ± 4.5), who took part in the experience as part of the course “Team Sports
III” corresponding to the sixth semester of the core curriculum in the ITEPE at a public
Uruguayan university during the second academic semester of 2023.

The “Scale for Student Self-Perception of Competence” was applied before and after
the assessment experience. To respond to the items, the instrument used a four-point
Likert scale (where 1 = None; 2 = Little; 3 = Quite a Bit; and 4 = A Lot). The scale
had been previously validated [28]. For the analysis of data between the pre-test and
post-test, inferential statistics were used, specifically the Mann–Whitney U test, with a
significance level of p ≤ 0.05. Additionally, at the end of the semester, to understand
the students’ evaluation of the assessment system used, the “Questionnaire on the Good
Practice Assessment Experience” was administered. This instrument used a five-point
Likert scale to record responses (0 = None; 1 = Little; 2 = Somewhat; 3 = Quite a Bit; 4 = A
Lot), and it had also been validated [29]. The data collection protocol had been previously
approved by the Scientific Ethics Committee of the Universidad de Los Lagos, Chile (CEC-
Ulagos). Descriptive statistics were used to analyze the data, calculating the arithmetic
mean (M) and standard deviation (SD) for each variable in the “Questionnaire on the Good
Practice Assessment Experience”.

The experience was carried out within the course Team Sports III. The core contents of
the subject were directly linked to the formative assessment system implemented. Students
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were required to justify their decisions, provide peer feedback, and apply explicit criteria
to analyze. This alignment between content and assessment fostered reflective judgment
and promoted deeper, more meaningful learning.

An assessment system was designed in accordance with the principles of formative
assessment, based on the multiple experiences that highlight the positive effects of such
systems in T–L processes [30]. The designed assessment system aimed to be embedded
in the T–L process, seeking to strengthen and guide student learning while respecting the
7 procedural principles for implementing formative assessment systems [30]. Table 1 shows
the relationships between assessment activities throughout the semester. Considering that
the experience was implemented in Uruguay, the grading scale ranged from 0 to 12, with a
passing grade beginning at 5.

Table 1. Learning activities during the assessment experience.

Nº Assessment Activity
Carried Out Type of Feedback Provided Instrument/Assessment

Technique Used Impact on the Final Grade

1

Students develop a written
assignment in which they
relate previously studied
theoretical concepts.
Specifically, they are asked
to connect scenes or
characters from one of three
selected films with texts
previously covered in the
workshop-style class

During the workshop-style
classes, progress is
discussed, criteria are
clarified, and at the end,
personalized written
feedback is provided on the
test

Analytic rating scale with
explicit criteria for
theoretical coherence and
argumentation

40%

2

Group work focused on
designing a contextualized
pedagogical proposal,
which is publicly presented
to peers

Intermediate tutoring
sessions and collective oral
feedback are conducted
prior to the final
presentation

Professional performance
rubric 30%

3

Group work in which
students investigate an
alternative sport and design
a 20 min teaching sequence

During the planning design,
teacher guidance is
provided, highlighting
strengths and possible
improvements

Rubric with criteria for
creativity, justification, and
didactic coherence

30%

4

Reflective dialog process
with the teacher to analyze
achieved learning,
difficulties, and personal
projections.

Final self-assessment aimed
at promoting evaluative
awareness and
self-regulation of learning

Self-assessment guide with
achievement criteria and
personal reflection

0%

3. Results
Table 2 shows the level of agreement with a series of statements regarding the assess-

ment system.

Table 2. Means and SD. Factor “Advantages of the Assessment System”.

Questions M sd.

Has the use of this experience been negotiated in the course at the beginning of the semester? 2.18 0.82
Do you think this experience has helped you acquire professional competencies? 2.92 0.92
Does the proposed assessment support the acquisition of professional competencies? 2.68 0.87
Do you consider what you learned from this experience to be useful? 3.32 0.81

The results of Table 2 reveal the perceptions related to the advantages attributed to
the assessment system implemented in the course by the students. In general, the results
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show a positive evaluation, ranging from “somewhat” to “a lot”, although with significant
differences among the various items. The highest level of agreement is observed in the
statement “Do you consider what you learned from this experience useful?”, which suggests
that the evaluation system was able to generate meaning and a sense of applicability. On the
other hand, the lowest evaluation corresponds to the initial negotiation of the experience
within the course framework, related to the statement “Was the use of this experience
negotiated in the course at the beginning of the semester?”, which reflects the limited
participation of students in defining the assessment processes.

Table 3 presents the level of agreement regarding the usefulness of the evaluative
experience.

Table 3. Usefulness of the assessment experience.

Questions M sd.

What is the most useful thing you have learned? That it is an experience that is. . .
Innovative, because it involves developing new or creative solutions 2.85 0.71
Effective, because it demonstrates a positive and tangible impact of improvement 2.86 0.74
Sustainable, because it is maintained over time and can produce lasting effects 2.75 0.93
Replicable, because it can be used as a model to be developed in other contexts 3.08 0.73

Table 3 presents a series of statements related to the learning outcomes attributed
to the experience, considering four attributes: innovation, effectiveness, sustainability,
and replicability. In general terms, the results show moderately positive evaluations,
with means ranging from 2.75 to 3.08, which allows us to affirm that the experience is
recognized as valuable, although there are differences in how each item is rated. Table 4
displays students’ perceptions regarding the support received and their satisfaction with
the assessment system.

Table 4. Support received and satisfaction with the assessment system.

Questions M sd.

How do you rate the support received from the teacher? 2.13 1.10
How do you rate the support received from your peers? 2.71 1.06
Indicate your overall satisfaction with the experience 2.70 0.93
Indicate your overall satisfaction with the evaluation of the experience 2.18 1.19
What is the level of difficulty of the experience? 2.17 0.75

The data in Table 4 reveal students’ perceptions regarding the support received during
the experience and their level of satisfaction with the assessment system implemented. In
general terms, a medium rating is observed, with the highest value corresponding to the
statement “support received from peers”, which may be linked to collaboration dynamics,
teamwork, or peer assessment instances. Meanwhile, “support provided by the teacher”
also received a medium rating, but it was the item with the lowest perceived value. Table 5
presents the results for items related to the advantages and possible disadvantages of the
assessment system.

Regarding the statements related to the advantages of the assessment system pre-
sented in Table 5, it can be seen that three statements stand out for receiving high ratings.
These are linked to the perception that the assessment experience enables active learning,
collaborative work, and theory–practice interrelation. The statement with the lowest rating
was “more individualized follow-up is provided”, which shows that, despite the pedagogi-
cal benefits of the system, students do not perceive significant improvements in terms of
equity or personalized attention.
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Table 5. Means and SD. “Advantages and Possible Drawbacks of the Assessment System”.

Questions M sd. Questions M sd.

(a) Indicate whether you agree with the
following statements regarding the advantages
of the assessment system in the course:

(b) Indicate whether you agree with the
following statements regarding possible
drawbacks of the course’s assessment system:

It offers alternatives to all students 2.43 0.96 It requires mandatory and active attendance 2.84 0.78
There is a prior, negotiated, and agreed-upon
assessment contract 2.06 1.18 It involves a work dynamic that is not well

known, lack of habit 1.67 1.08

It is process-centered, emphasizing the
importance of daily work 2.09 0.99 It requires continuity 2.70 0.95

Students engage in active learning 2.71 0.88 It needs to be understood in advance 2.13 1.01
Teamwork is approached collaboratively 2.85 0.76 It demands greater effort 2.28 0.97
Students are more motivated; the learning
process is more motivating 2.47 1.03 There is difficulty in working in groups 1.38 1.18

Grading is fairer 1.67 1.06 A lot of work can accumulate at the end 2.14 1.21
Academic guidance improves (monitoring and
support for students) 1.81 1.03 There is a disproportion between workload

and credits 2.10 1.08

It enables functional and meaningful learning 2.74 0.83 The grading process is more complex and
sometimes unclear 2.39 1.08

You learn much more 2.48 0.79 It generates insecurity and uncertainty, doubts
about what needs to be done 1.84 1.27

The quality of required work improves 2.07 0.95 It is unfair compared to other assessment
processes 1.84 1.20

There is interconnection between theory and
practice 2.89 0.95 Feedback has been unclear 2.43 1.28

It assesses all possible aspects (knowing,
knowing how to do, knowing how to be) 2.51 0.91 The assessment of work is subjective 2.56 1.09

There is feedback and the possibility to correct
errors in documents and activities 1.84 1.07 It requires participation in one’s own

evaluation (self-assessment) 2.32 1.01

There is more individualized follow-up 1.42 1.07
It requires more responsibility 2.47 0.81

Regarding the statements linked to the possible disadvantages of the assessment
system, the highest ratings from students correspond to the mandatory active attendance
and the demand for continuity implied by the assessment system. The lowest-rated items
were statements such as “there is difficulty working in groups” and “the work dynamic is
unfamiliar, lacks habit”.

In summary, Table 5 shows how students value the assessment system for its ability
to promote collaborative and meaningful learning, although they express concerns about
equity, the clarity of grading, and the associated workload. Table 6 presents the results of
the pre-test vs. post-test related to students’ self-perception of the acquisition of transversal,
general teaching, and specific Physical Education teaching competencies.

Table 6. Self-perception of transversal, general, and specific competencies in Physical Education.

Items “Transversal Competencies” M
Pre-t sd. M Post-t sd. U Sig.

Analyze and summarize 3.0 0.6 2.6 0.7 821 0.00 *
Organize and plan 3.1 0.7 2.7 0.7 719 0.00 *
Communicate orally and in writing in your native
language 3.2 0.7 2.8 0.8 745.5 0.00 *

Communicating through gestures and body
language 2.9 0.7 2.6 0.7 543 0.01 *

Knowing a foreign language 2.4 0.8 1.4 0.7 1614 0.00 *
Using information and communication technologies
in the field of study 2.9 0.7 2.1 0.8 1324.5 0.00 *
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Table 6. Cont.

Items “Transversal Competencies” M
Pre-t sd. M Post-t sd. U Sig.

Working as a team 3.3 0.7 3.2 0.7 78.5 0.63
Develop interpersonal skills (empathy, assertiveness,
respect, and listening) 3.3 0.6 2.9 0.9 690 0.00 *

Develop personal skills (self-esteem, motivation, and
self-confidence) 2.9 0.8 2.6 0.9 530 0.02 *

Reason critically and reflectively 3.1 0.7 2.9 0.9 276.5 0.19
Developing an ethical commitment 3.1 0.6 2.9 0.8 396.5 0.06
Developing independent learning 2.8 0.7 2.6 0.8 425.5 0.06
Adapting to new situations 3.1 0.8 3.0 0.7 170.5 0.38
Develop creativity 2.9 0.7 2.8 0.7 35 0.75

Items “General Teaching Competencies” M
pre-t sd. M post-t sd. U Sig.

Understanding the organizational characteristics of
educational institutions 2.5 0.7 2.4 0.8 238.5 0.25

Develop proposals for change in the educational
landscape 2.4 0.7 2.7 0.8 −717 0.00 *

Designing learning situations 2.9 0.6 2.9 0.7 −170 0.54
Encourage learning situations 2.8 0.6 2.7 0.7 40.5 0.74
Manage learning progression 2.6 0.6 2.7 0.8 −184 0.54
Designing strategies for addressing diversity 2.4 0.7 2.9 0.9 −887 0.00 *
Implementing strategies for addressing diversity 2.5 0.7 2.9 0.9 −755 0.00 *
Involving students in their learning 2.9 0.6 2.7 0.8 317 0.13
Involving students in school life 2.6 0.7 2.3 0.9 462 0.04 *
Participate in the management of the center 2.4 0.8 2.2 0.9 308 0.16
Informing families about their child’s progress 2.7 0.9 1.7 0.8 1535.5 0.00 *
Involving families in their child’s learning 2.5 0.8 1.7 0.8 1330 0.00 *
Involving families in the life of the center 2.4 0.8 1.7 0.8 1187.5 0.00 *
Facing the ethical duties and dilemmas of the
profession 2.7 0.7 2.4 0.9 625 0.01 *

Attend to one’s own professional development as a
teacher (self-assessment, reading, courses,
workshops, conferences, networking)

2.8 0.7 2.5 0.8 551 0.01 *

Developing educational innovation processes in the
classroom 2.6 0.7 2.6 0.9 −217.5 0.45

Implementing research processes in the classroom 2.5 0.7 2.3 0.8 291.5 0.17

Items “Specific Competencies for Physical
Education Teachers” M pre-t sd. M post-t sd. U Sig.

Design, implement, and analyze teaching
interventions in the area of Physical Education 2.8 0.6 2.7 0.8 162 0.38

Design, develop, and evaluate teaching–learning
processes related to physical activity and sports,
paying attention to Specific Educational Support
Needs

2.6 0.6 2.6 0.7 −22.5 0.95

Learn about and promote the different motor skills
that form part of traditional culture 2.7 0.6 2.7 0.8 −206.5 0.47

Understand and apply the biological, physiological,
evolutionary maturation, and psychomotor
development fundamentals

2.6 0.6 2.3 0.8 468.5 0.03 *

Design, modify, and/or adapt motor situations to the
educational context, aimed at developing and
improving motor skills

2.7 0.6 2.6 0.7 66 0.65

Understanding the elements and fundamentals of
body language and nonverbal communication and
their educational and cultural value

2.5 0.6 2.4 0.7 176 0.37

Knowing how to use games as a teaching resource
and as teaching content 3.0 0.7 2.6 0.8 678 0.00 *

Learn the basics of introducing sports in schools and
design specific tasks to use them in teaching 2.9 0.6 2.5 0.7 722 0.00 *
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Table 6. Cont.

Items “Transversal Competencies” M
Pre-t sd. M Post-t sd. U Sig.

Identify the health risks associated with engaging in
inappropriate physical activities 2.8 0.7 2.2 0.8 1084 0.00 *

Design a plan for healthy lifestyle habits (hygiene
and nutrition) and regular physical activity 2.8 0.7 2.0 0.9 1245 0.00 *

Knowing how to apply the fundamentals
(techniques) of physical activities in the natural
environment

2.9 0.7 2.2 0.8 1060.5 0.00 *

Knowing how to use different assessment tools in
the area of Physical Education 2.6 0.6 2.2 0.8 749 0.00 *

Be able to reflect on the teaching/learning process
and the different methodologies used in Physical
Education classes

2.8 0.6 2.6 0.8 206.5 0.29

Analyze and communicate, in a critical and informed
manner, the value of physical activity and sport and
their potential to contribute to people’s development
and well-being

2.9 0.6 2.7 0.8 170.5 0.38

U = the Mann–Whitney U test; * p ≤ 0.05.

The results from Table 6 reveal significant variations in the self-perception of competen-
cies following the assessment experience. Regarding transversal competencies, a significant
decrease is observed in most items, particularly in analyzing and synthesizing, organizing
and planning, use of information technologies, and communication in a foreign language.
Interpersonal and personal skills also show a decline, whereas teamwork and creativity
remain stable, with no significant differences. In terms of general teaching competencies,
improvements are noted in developing change proposals and in strategies for addressing di-
versity, suggesting increased pedagogical awareness related to inclusion. However, scores
decrease for competencies related to communication with families and participation in
school life. Other items, such as designing learning situations and educational innovation,
show no significant changes.

Finally, for specific physical education competencies, there are notable decreases in
using play as a didactic resource, school sports initiation, healthy living, and outdoor activ-
ities, along with a slight reduction in biological and physiological foundations. Overall,
the results reflect a more critical and realistic self-perception by students regarding their
competencies, with lower ratings in technical and instrumental dimensions, but improve-
ments in pedagogical aspects and attention to diversity, consistent with the principles of
formative assessment.

4. Discussion
The results obtained show that the evaluations from the students who participated

in the assessment process reveal a positive stance regarding the advantages of the assess-
ment system, indicating that it contributed to the acquisition of competencies and had a
positive impact on their learning. This aligns with the international literature on formative
assessment in ITEPE [31,32]. However, students perceived fewer opportunities for negoti-
ation, which remains a persistent tension in the literature [33]. Studies have shown that
the effectiveness of formative assessment depends not only on the instruments used but
also on student participation in defining the assessment criteria [17,19]. Additionally, the
incorporation of peer assessment and feedback promotes autonomy and critical thinking
in future teachers [34,35]. Therefore, incorporating shared assessment negotiation spaces
remains a pending task. This is especially relevant considering that when assessment
practices are perceived as minimally negotiated or more technical than dialogical, there is a
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risk that students may develop a reductionist conception of assessment, focused more on
grading than on learning improvement [1].

The findings related to the usefulness of the assessment system, based on students’
perceptions, reveal that they believe that the assessment experience holds potential for
transfer and applicability in other contexts. Studies highlight that good assessment prac-
tices are especially valuable when they are replicable [36]. Similarly, the perceptions of
effectiveness and innovation align with research emphasizing that assessment systems
integrating authentic tasks and formative feedback are recognized by students as learn-
ing experiences with tangible and creative impacts [37,38]. However, the lowest rating
was given to sustainability, which may hinder the consolidation of the learning outcomes
generated by the experience. In this regard, the literature warns that the sustainability of
assessment learning heavily depends on institutional assessment coherence. Therefore, if
innovative and effective practices remain isolated to one-off activities, their impact may
fade over time [39,40].

In relation to students’ expectations and the role played by the teaching staff in the
assessment experience, a low rating was observed regarding the support received from
the teacher, something that, due to the specific characteristics of the Uruguayan university
context, has also been noted in other studies [10,41]. However, during the learning activities,
the experience was planned in advance with a strong presence of group work, explicitly
including peer feedback situations. This is reflected in a higher perception of peer support,
suggesting that the collaborative dimension gained greater prominence in the construction
of learning.

Recent studies confirm that quality teacher feedback is a key predictor of satisfaction
and self-regulation in higher education [42]. However, when such feedback cannot be
provided (e.g., due to teacher overload), it tends to be compensated by horizontal collabo-
ration strategies among students [43]. In the field of ITEPE, peer assessment has become an
effective tool for fostering autonomy and evaluative judgment, as long as coherence and
validity in the criteria are ensured [17,44].

Regarding the advantages and possible drawbacks of the assessment system, a paradox
emerges, one that is common in the literature on learning assessment in higher education.
While the pedagogical richness of collaborative, competency-based approaches is acknowl-
edged, perceptions of unfairness and subjectivity in grading persist [45–47]. In ITEPE,
international research has shown that combining situated learning experiences with shared
assessment fosters motivation and ownership of the learning process [48]. However, their
success depends on the transparency of the criteria and consistent teacher support [49].
This is reflected in the present experience, as its design focused on the incorporation of col-
laborative processes rather than a teacher-centered approach. The high score on mandatory
attendance and continuity confirms that formative assessment systems demand greater
commitment and effort from students, which may be perceived as a burden [50], How-
ever, numerous studies suggest that this perceived workload is compensated by deeper
learning and is, in fact, recognized as part of the self-directed hours built into the course
structure [51].

The results show a significant decrease in the self-perception of some competencies
following the assessment experience, suggesting that students developed a more critical
and realistic view of their own professional performance. This phenomenon has been
described by authors who argue that formative and shared assessment promotes processes
of self-regulation and reflection, which can lead to initial perceptions of lower mastery by
increasing awareness of the complexity of teaching competencies [33,52]. This reinterpre-
tation of one’s own capabilities constitutes a positive indicator of professional maturity
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and the internalization of formative principles, something even promoted by ministerial
regulations such as Chile’s “Decree 67◦”.

The increase in the value placed on competencies related to attention to diversity
reinforces the importance of inclusive education. Therefore, authors emphasize that it is
through reflective teaching that equity and pedagogical adaptation can be integrated as
central pillars of teaching performance [53,54]. Likewise, the observed decrease in the
self-perception of competencies related to technical dimensions aligns with the arguments
of Backman and Barker (2020) [55]. who point out that university-level Physical Education
tends to overvalue motor skills over pedagogical ones, which partly explains this critical
stance. The results reaffirm that participation in authentic assessment processes helps to
consolidate meaningful learning by promoting the integration of reflection, practice, and
ethical commitment [56,57].

5. Conclusions
In conclusion, this study shows that the implemented assessment system was posi-

tively valued by students in aspects such as usefulness, innovation, and its potential for
replication in other contexts. These evaluations reinforce the idea that assessment prac-
tices aligned with T–L processes and offering possibilities of transfer beyond the specific
course represent a relevant path to improve the quality of formative processes. The impor-
tance students placed on peer collaboration is also highlighted; this finding suggests that,
when adequately promoted, horizontal dynamics become a central source of support and
knowledge construction, contributing to the consolidation of learning.

Nevertheless, the results also highlight certain limitations of the implemented assess-
ment system, which are related to a perceived low level of student participation in the
negotiation of criteria. This reveals that, despite progress toward formative approaches, a
gap still exists in the incorporation of students in evaluative decision-making processes. In
relation to competence acquisition, the results indicate that students developed a more criti-
cal and realistic self-perception of their professional abilities, showing progress in reflective,
pedagogical, and inclusive dimensions, while reassessing technical aspects. This suggests
that formative assessment experiences promote a deeper understanding and self-awareness
of teaching competencies in ITEPE contexts.

In summary, the study reveals the benefits of moving toward collaborative, innovative,
and replicable practices, but it also highlights limitations related to the need for greater
student participation in the definition of criteria, as well as the need to complement peer
assessment and feedback processes with more interaction from the teaching staff. As
guidelines for future assessment experiences, (a) at the practical level, it is necessary
to strengthen the participatory component of assessment by creating opportunities for
negotiating criteria, ensuring transparency and clarity in grading procedures through
consensual rubrics and continuous feedback processes; (b) at the theoretical level, this
study confirms that assessment in ITEPE cannot be reduced to a technical dimension, but
must instead be understood as a pedagogical space where conceptions of justice, equity,
and educational democracy are at stake.

It is important to clarify that, at the time of the experience, participants did not have
prior or ongoing engagement in authentic teaching practice, nor previous experience with
formative assessment systems of this nature. Therefore, the findings of this study should be
interpreted in terms of students’ self-perceived development of professional competencies,
as assessed through a validated questionnaire, rather than as evidence of demonstrated
teaching performance in real school contexts. This limitation is acknowledged, as self-
perceptions may reflect theoretical understanding and familiarity with coursework rather
than fully consolidated professional competence. Nevertheless, analyzing self-perception
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constitutes a relevant first step in understanding how future teachers interpret and value
formative assessment processes within their initial training.
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