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				Abstract

				Assessment is one of the most important and controversial elements of University training. Despite the extensive bibliography that supports the use of formative assessment processes in Higher Education, in practice, there is still a great predominance in the use of traditional assessment systems that seek to stablish a grade at the end of the training period. The aim of this article is to carry out a review of the concepts of assessment and show the characteristics that formative assessment processes in Higher Education must have, in order to make a series of recommendations and proposals that can serve as reference elements for the change in the assessment processes. It is necessary to advance in the use of these procedures in a systematic and planned way to achieve a more formative environment in a system that keeps a single numeric grade as the culmination of the process.

				Keywords: formative assessment; higher education; initial training; instruments: feedback

				Evaluación formativa en el contexto universitario: oportunidades y propuestas de actuación 

				Resumen

				La evaluación es uno de los elementos más importantes y a la vez más controvertidos de la formación universitaria. A pesar de la amplia bibliografía que apoya el empleo de los procesos de evaluación formativa en Educación Superior, en la práctica todavía hoy no se da un uso generalizado de esta, predominando los sistemas tradicionales de evaluación que buscan únicamente establecer una calificación al final del periodo formativo. El principal objetivo de este artículo es realizar una revisión sobre las concepciones de la evaluación y mostrar las características que deben tener los procesos de evaluación formativa en Educación Superior, para posteriormente realizar una serie de recomendaciones y propuestas que puedan servir como referencia para el cambio en los procesos de evaluación. Es necesario avanzar hacia la utilización de estos procedimientos de forma sistemática y planificada para conseguir un entorno lo más formativo posible y que únicamente tenga en cuenta la nota como la culminación de este proceso. 

				Palabras claves: evaluación formativa; educación superior: formación inicial; instrumentos; feedback
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				Avaliação formativa no contexto universitário: 

				oportunidades e propostas de desempenho

				Resumo 

				A avaliação é um dos elementos mais importantes e ao mesmo tempo mais controversos do ensino universitário. Apesar da extensa bibliografia que apóia o uso de processos formativos de avaliação no ensino superior, na prática, ainda não há um uso generalizado disso, com sistemas tradicionais de avaliação que buscam certificar a aprendizagem dos alunos através uma nota no final do período de treinamento, geralmente através do uso do exame. Por esse motivo, o principal objetivo deste artigo é realizar uma revisão dos conceitos de avaliação e mostrar as características que os processos de avaliação formativa devem ter, para posteriormente fazer uma série de recomendações e propostas que possam servir como elementos de referência. pela mudança nos processos de avaliação. É preciso caminhar para a utilização desses procedimentos de forma sistemática e planejada para se atingir o ambiente mais educativo possível e que só leve em conta a série como culminância desse processo.

				Palavras-chave: avaliação formativa; ensino superior: treinamento inicial; instrumentos; feedback. 
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				Introduction

				Assessment is one of the most important and, at the same time, most controversial elements of university education. Although for years there have been numerous assessment proposals aimed at the search for deeper and more lasting learning on the part of students (López-Pastor & Sicilia-Camacho, 2017), there is still great reluctance to this change. Traditional forms of assessment are still broadly used, perpetuating its use as a mere instrument for grading students at the end of a formative period (Cañadas, Santos-Pastor, & Castejón, 2018a; Panadero, Fraile, Fernández-Ruíz, Castilla-Estévez, & Ruíz, 2019). Many traditional conceptions and beliefs about assessment remain rooted among teachers, such as who should assess, which instrument is the only one that is really valid to ensure learning, or the perception of these procedures as a punishment or punitive element for students. All this prevents a generalized switch toward alternative forms of assessment. This has meant that, in the context brought about by COVID-19, numerous doubts and difficulties have arisen on how to ensure a 

			

		

		
			
				fair, sustainable, and quality assessment process for the development of competencies within the university programs. The general concern that has been expressed in order to find a solution to the challenge of asserting who, how, or with what resources an exam is completed in an online teaching context (Prince, Fulton, & Garsombke, 2009) has made visible the large number of programs and professors that still use exams as the main and almost only resource to assess student learning at the end of the formative period. In higher education, most of the formative actions have been aimed at providing professors with online tools to be able to prepare tests of these characteristics (McDowell, 2020; Nic Dhonncha & Murphy, 2020; Rodríguez & Luzardo, 2020). This is indicative of the great weight that final exams continue to have in the assessment process. Although they are very useful instruments to ensure the acquisition of certain competencies or learning, one final exam cannot be the pivot around which an entire four-month formative period revolves.

				Therefore, everything that has happened during these times should serve as a lesson for us to rethink the assessment systems we have been 
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				using. This change should not be a temporary response to the needs of online teaching but should be seen as a need for long-term change, becoming a lasting practice in higher education. In this context, teaching and assessment at the university have an opportunity to reinvent themselves.

				The main objective of this article is to review the conceptions of assessment and to show the characteristics that formative assessment processes in higher education should have, and, subsequently, make a series of recommendations and proposals that can serve as reference to change the assessment processes in higher education.

				Conceptions of Assessment in Higher Education. From Grading to Formative Assessment

				Traditionally, assessment was oriented to accountability, to the certification of academic results (Knight, 2006). Its main objective was to assess to what degree the expected objectives by the end of a teaching period had been achieved (Álvarez, 2011) by giving a grade as an act that ratifies what has been learned (Black, Harrison, Lee, Marshall, & Wiliam, 2002). This conception was characterized by the search for objectivity in order to measure as reliably as possible the students’ production at the end of the teaching and learning process (Álvarez, 2003). In this type of evaluation, assessment is equated with grading, limiting assessment to the performance of one exam, where the teacher is the only one responsible for evaluating and the students, the only object of assessment (Calderón & Escalera, 2008). The consequence of this type of assessment is that learning is often left aside, centering the focus on studying for the exam.

				However, as a result of the structural and functional changes that have been taking place at the university in the last 10 years, there is a demand for a different type of assessment (Benito & Cruz, 2005). There is a demand to assess learning (Sambell, McDowell, & Montgomery, 2013), to assess with the main purpose of improving the teaching and learning processes that take place in the classroom, regulating learning so that, by the 

			

		

		
			
				end of the process, the proposed objectives are achieved to the greatest extent possible (Dolin, Black, Harlen, & Tiberghien, 2017; Hortigüela, Palacios-Picos, & López-Pastor, 2019). This is a type of assessment that should be integrated into the teaching practice, where both teachers and students should be the object of assessment and learning improvement should be sought, instead of using assessment as a mere qualifying object (López-Pastor, 2009).

				In spite of this, the assessment tradition and the experienced practices carry a lot of weight, and generally lead to equating assessment with grading (López-Pastor, 2017). Many of the assessment processes are carried out in such a way that all productions must be associated with a grade, but not always with feedback or the subsequent use of this information to improve learning. Assessment and grading have different purposes and, therefore, cannot be used as if they were the same thing. Hamodi (2016) outlines the differences between these two processes:

				Assessment: Gathering of information for its subsequent analysis and judgment for decision making that is carried out throughout the teaching and learning process. The assessment must respond to a continuous learning (formative), that allows to see the students’ progress (regulatory) and to improve the teaching and learning process (pedagogical) through the exchange of information between teachers and students (communicative).

				Grading: To transform judgment into a grade, generally by the end of the process. The grade, mainly, has a certifying and control function.

				Therefore, although grading is socially necessary, due to the demands of certifying that the student has acquired a certain level of learning, it should not be the pivot around which the whole process revolves. Prior to grading, there must have been a continuous and formative assessment process that has allowed students to improve their learning with respect to their initial level and to achieve the objectives to the greatest extent possible.

				As a response to this necessary change, 
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				various proposals have emerged that share the principles necessary for change in assessment processes. Specifically, we will focus on formative assessment, a proposal that research has shown to have a positive impact on competence development, favoring greater student learning (Barba-Martín, Bores-García, González-Calvo, & Hortigüela, 2020; Cañadas, Santos-Pastor, & Castigüjón, 2020; Gallardo-Fuentes, López-Pastor, & Carter-Thuillier, 2018; Hortigüela, Fernández-Río, Castejón, & Pérez-Pueyo, 2017; Romero, Castejón, López-Pastor, & Fraile-Aranda, 2017).

				Formative Assessment in Higher Education

				Formative assessment can be defined as the way in which, based on pre-established and planned criteria, information is gathered during the formative process on student learning and professor teaching with the aim of improving the teaching and learning process (Cañadas, 2018; López-Pastor & Sicilia, 2017). The main characteristics of formative assessment processes, which can be seen in Figure 1, are summarized in this definition. The following is a description of the most relevant characteristics that formative assessment systems must comply with for their effective implementation, and which are 

			

		

		
			
				supported by various research studies (Cañadas, 2018; Wiliam & Leahy, 2015) (see Figure 1).

				Systematic and planned: In order for assessment to have positive effects on student learning, it must be planned in advance, deciding what goals are to be achieved in the plan or program, how it will be assessed, when and how the information will be collected, what will be done with that information or who will be in charge of doing it. In addition, it must be integrated into the teaching and learning process (López-Pastor, 2017).

				Clarifies learning objectives and assessment criteria with students: One of the aspects that delimits the capacity for greater learning is prior understanding of what students are expected to learn by the end of a formative period (Benito & Cruz, 2005). To this end, it is important to share with the students both the learning objectives and the assessment criteria (Villardón, 2006). The learning objective in a formative assessment system is what directs both the feedback and the feedforward that can be given (Frey & Fisher, 2011). A further step into these processes would be to establish the 

			

		

		
			
				Figure 1. Characteristics of the Assessment Systems (Cañadas, 2018).
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				Promotes activities that evidence student learning
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				assessment criteria with the students at the beginning of the teaching and learning process (Moss & Brookhart, 2019). In this way, students are involved in the development of these criteria, making them more aware of what they should be able to do by the end of the learning period, and helping them self-regulate their learning (Moss & Brookhart, 2019).

				It should be carried out throughout different moments of the teaching and learning process: As it was explained at the beginning, traditionally, assessment has been associated with the performance of a test at the end of the formative period in order to assess to what degree competencies and/or learning has been acquired. However, formative assessment processes, in order to really have the desired impact on learning, must be carried out at different moments of the process and with different purposes (Heritage, 2010). Among these, we find three moments: initial, procedural (or continuous), and final. Generally, each of these moments has a different purpose. The following is a brief analysis of the purposes assessment has at each of these moments: (a) Initial assessment: it occurs at the beginning of the formative process, generally with a diagnostic function, that is, with the purpose of determining the student’s starting point in order to use this information to adapt the program to the students’ level (Grau & Gómez, 2010); (b) Processual or continuous: it takes place throughout the entire teaching and learning process, and its main function is formative in nature (Good, 2011). That is, it seeks to improve the teaching and learning process (Lukas & Santiago, 2004); and (c) the final assessment, which tends to have a summative character, that is, it seeks to verify the degree of learning acquisition (Good, 2011). In some cases, continuous assessment can have a summative character when it is used to certify the degree of learning throughout 

			

		

		
			
				the process, generally through mid-term tests or grading. In the same way, the final assessment could have a formative character if the information obtained is used to adjust the upcoming learning of a formative period.

				Promotes activities that evidence student learning: Assessment is traditionally understood as a formal process with structured activities that is usually established in the curricula, seeking to assess a number of competencies that should have been acquired at a given time and that, should students fail to do so, does not allow them onto the next level (Popham, 2013). However, within a formative assessment process, it should not only have this purpose. Assessment activities can be proposed that are at an intermediate point where the assessment is planned by the teachers in order to determine what the student already knows and still needs to learn. Finally, there should also be spaces for informal assessment, where unstructured encounters take place between the agents involved in the teaching and learning process and where feedback is provided to allow for further progress (Ruíz-Primo, 2011). All this implies that not all the assessment activities must have a grade associated with them, so that assessment is detached from this traditional perspective to truly aim for the improvement of the teaching and learning process (López-Pastor, 2017).

				Gives feedback (and feedforward): One of the key elements of formative assessment processes is the information provided to students about how they are doing (feedback) and what they should do to improve (feedforward). Feedback is defined as the information provided on how successful the realization of something is being or has been (Cañadas, 2018). In order to determine how successful they are being, it is necessary to determine what the student was expected to do at that particular moment (Black & Wiliam, 
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				2009). Once the student is aware of where they are at, they need information on how to close the gap between where they are at that moment and what they are expected to do. This information is what is known as feedforward (Walker, 2013). In addition, this information should serve to develop self-regulation processes in the student, that is, little by little, independently, the student determines where they are at with respect to those learning objectives and can implement resources to close that gap (Stiggins & Chappuis, 2005). 

				On the other hand, several studies (Gibbs & Simpson, 2004; Boud & Molloy, 2013; Nicol & Macfarlane-Dick, 2004, 2006) have compiled what the characteristics of effective feedback should be. One of the most outstanding is that of Gibbs and Simpson (2004). For these authors, effective feedback must: (i) be sufficient, both in terms of times and quality; (ii) focused on students’ achievement and learning, and not on the students; (iii) received by students when they can still use this information for future learning or to receive support; (iv) appropriate for the purpose of the assessment and the objectives or competencies proposed; (v) appropriate for the students’ understanding of what they should be doing (vi) useful, it is received and used to improve learning; and (vii) the student activates the feedback process by changing the way they approach future tasks.

				Involves students in their learning and that of their peers: Encouraging student participation in the assessment process helps reinforce the formative nature of the assessment and share the responsibility of the assessment process with them (Adachi, Tai, & Dawson, 2018; Ibarra, Rodríguez, & Gómez, 2012; Rodríguez, Ibarra, & García, 2013). Student participation can take place through self-assessment and co-assessment or peer assessment processes. The former refers to the process by which a student judges their own work (Andrade, 

			

		

		
			
				2019); while co-assessment or peer assessment refers to the process by which one person judges the work of another by providing feedback on their performance (López-Pastor, 2017). In the case of peer assessment, students can assume the role of evaluator or evaluatee (Li, 2017). When acting as an evaluator, their function will be to identify, based on criteria (internal or external), the quality of the work by another peer and give feedback on their performance (Li, Liu, & Steckelberg, 2010). Peer assessment can also be individual or in groups, and the latter in turn can be inter-group, referring to the assessment of one group to another, and intragroup, the process in which participants evaluate each other within their group (Hamodi, 2016). The involvement of students in the assessment process will have a dual function. On the one hand, as a means to develop the processes of autoregulation of learning, that is, the control a person has over their actions, thoughts, or emotions to achieve learning (Panadero, Jonsson, & Botella, 2017; Zimmerman, 2000); and, on the other hand, as a democratic practice that involves students in their own learning through processes of respect and shared responsibility (López-Pastor, 2009). In the assessment processes in which students participate, we find shared assessment, another assessment modality. Shared assessment is defined as the processes of dialogue between teachers and students on assessment (López-Pastor et al., 2007). Finally, the processes of student participation in the assessment can be culminated by their participation in the grading process. In this case, as in the assessment processes, student participation in grading can be through self-grading (assigning a grade to oneself), peer grading (assigning a grade to a classmate), and dialogued grading (a process in which the grade is determined in a dialog between teachers and students) (López-Pastor, 2012).
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				Uses a variety of assessment techniques and instruments: When we discuss assessing student learning, we are talking about assessing it in all its areas of action (Cañadas, Santos-Pastor, & Castejón, 2018b). Generally, in the current context of higher education, we speak of assessing the competencies acquired in a subject or formative period, which implies assessing learning objectives that address the cognitive, procedural, social, and emotional aspects of individuals (Frost, de Pont, & Brailsford, 2012; García & Morillas, 2011). To this end, an increasing variety of assessment techniques and instruments have been developed in formative contexts that allow to collect information on student learning (Tillema & Smith, 2009). An assessment technique is understood as the strategies used to collect information (Rodríguez & Ibarra, 2011). While assessment instruments are defined as standardized procedures that provide objective information on a person’s performance (Muñiz & Fonseca-Pedrero, 2008). Both the assessment techniques and instruments should be selected according to different aspects: learning objectives, students enrolled in the subject, consistency with the methodology used, etc. (Castejón, Capllonch, González-Fernández, & López-Pastor, 2009). There are numerous existing assessment techniques and instruments that have proven to be very useful for assessing student learning. A list of these can be found in Table 1.

				A cross-sectional element in all these characteristics, and one that has emerged in most of them, is the regulation and self-regulation of learning. Formative assessment processes are essential to develop students’ learning to learn ability, and for this it is necessary to develop the ability to self-regulate learning. Self-regulation is a process through which students mentally represent the objective to be achieved and ensure that the established objectives are reached (Efklides, 2011). This process consists of several cyclical phases: planning how to implement it, monitoring 

			

		

		
			
				whether its implementation is adequate, evaluating its performance, and analyzing the cause of its result (Panadero, Alonso-Tapia, & Huertas, 2012). The systematicity of the process, the sharing of assessment objectives and criteria (or developing them with the students), the implementation of activities that allow partial assessment of student performance, the introduction of changes in the teaching and learning process if necessary, and, very importantly, the involvement of students in the assessment process and the generation of opportunities to receive (externally or internally) feedback on their performance and information on what needs to be done to improve will contribute to the self-regulation of learning.

				Quality Criteria for formative Assessment Systems

				There are a number of criteria that must be met by any formative assessment system that is to be implemented and that ensure its quality, taking into account the context in which it is to be applied. These criteria are (López-Pastor, 2006, 2008, 2009, 2017):

				Adequacy: The proposed assessment system must be in accordance with the competencies or objectives of the subject and in concordance with the methodology to be employed.

				Formative: That the assessment serves to improve and learn more.

				Ethics: Refers to, on the one hand, assuring the confidentiality of the information collected through the assessment tests; and, on the other hand, and very importantly, to not use grading as an element of power and control that allows for the sanctioning of students.

				Relevant: Choose, among all the possible elements to be evaluated, the most relevant for the process that provide concrete and sufficient information to determine if the proposed competencies have been acquired.

				Integrated: This refers to the need for 
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				assessment to be an intrinsic part of the teaching and learning process, and not an external and decontextualized element of the activities. In addition, it must involve the students, and the assessment processes must integrate the different competencies and contents worked on.

				Truthfulness: To have objective criteria for the assessment of student learning, and sufficient evidence that allows for a 

			

		

		
			
				broad collection of information on student learning, so this is not limited to the information collected in a single test.

				Feasible: That it can be carried out, that it is balanced, and that it does not entail an unbearable workload for either teachers or students. The aspects proposed for assessment should take into account the time available for both teachers and students, the number of students, etc.

			

		

		
			
				Table 1.

				Assessment Methods, Techniques, and Instruments According to Hamodi (2014, p.24)

				
					INSTRUMENTS

				

				
					Written

				

				
					Folder or dossier

				

				
					Case studies

				

				
					Electronic portfolio

				

				
					Control (exam)

				

				
					Essay

				

				
					Poster

				

				
					Academic / field notebook

				

				
					Virtual Forum

				

				
					Project

				

				
					Questionnaire

				

				
					Memoir

				

				
					Objective test

				

				
					Reflective / class/journal

				

				
					Monograph

				

				
					Recension

				

				
					Report

				

				
					Diagnostic test

				

				
					Written work

				

				
					Oral

				

				
					Communication

				

				
					Presentation

				

				
					Lecture

				

				
					Oral questionnaire

				

				
					Group discussion

				

				
					Class question

				

				
					Group discussion / Debate

				

				
					Oral Presentation

				

				
					Roundtable

				

				
					Practical

				

				
					Supervised test

				

				
					Demonstration, performance, or representation

				

				
					Role-Playing

				

				
					TECHNIQUES

				

				
					Without

					student

					participation

				

				
					Documentary and production analysis (review of personal and group work)

				

				
					Observation, direct observation of the student, observation of the group, systematic observation, audio or video recording analysis

				

				
					With student participation

				

				
					Self-assessment (through self-reflection and/or documentary analysis)

				

				
					Peer assessment (through documentary analysis and/or observation)

				

				
					Shared assessment (by means of an individual or group interview between teachers and students).

				

				
					METHODS

				

				
					Teacher’s journal

				

				
					Rating scale

				

				
					Self-assessmentsheets

				

				
					Test scale

				

				
					Observationsheets

				

				
					Checklist

				

				
					Peer assessment sheets

				

				
					Semantic differential scale

				

				
					Verbalor numerical scale

				

				
					Decisionmatrices

				

				
					Expert report

				

				
					Descriptive scale or rubric

				

				
					Tracking sheets

				

				
					Self-assessment

					report
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				Proposals for the Implementation of Formative Assessment Processes in Higher Education.

				Changes in the assessment processes in higher education should be introduced in a gradual manner. A sudden introduction of all the possible actions can only result in difficulties for teachers to implement them, overload of work due to inability to adapt to the workload these assessment systems entail, and difficulties for students to adapt to them due to lack of knowledge. The lack of training in these types of processes often leads to confusion about what it means to implement formative assessment processes, equating them with the simple fact of introducing mid-term tests or the submission of written work to grade students (Cañadas, 2018). Therefore, it is important to know concrete proposals for change that will gradually allow to transform the assessment systems at the university:

				Analyze the competencies of the programs by assessing their typology: The first step in order to change the way we evaluate is to analyze the competencies associated with our programs and subjects. In this way, we will be able to clearly determine what students should have developed by the end of a training process and, therefore, what set of assessment actions could be used to assess the degree of acquisition of such learning.

				Programming teaching-learning assess-ment activities: Another change is to put forward assessment activities integrated into the teaching and learning process that are not necessarily associated with grading processes, so that information can be collected to assess where students are at, what aspects need to be changed or improved, and to receive feedback (self or external) on their performance (López-Pastor, 2017). To this end, in an online learning context, synchronous assessment activities (questionnaires through apps, quiz games, debates, etc.) should be used to assess and discuss with 

			

		

		
			
				students where they are with respect to the learning objectives. In a context of face-to-face teaching, face-to-face and contextualized tasks should be carried out with students to analyze what they have learned with respect to what was expected at a given time and to give them feedback for improvement (Cano, 2008). The type of tasks need not vary from one context to another.

				Balanced tasks in terms of work time for students and teachers: One of the greatest challenges when starting to use formative assessment processes is the difficulty in balancing work time (Vallés, Ureña, & Ruíz, 2011). In most cases, there is a tendency to think that implementing formative assessment processes is the same as leaving students lots of homework, which on the one hand makes it difficult for students to perform correctly due to work overload, and on the other hand prevents teachers from giving their students adequate feedback that allows them to improve their learning.

				Therefore, there must be a proper planning of the activities that are formal in type and that will serve to record the students’ performance accompanied by feedback processes, and those that are more informal in type that will serve to assess in a general way in the group-class how learning is taking place and provide feedback to the students during the process, trying to improve their learning overall, and not only their performance on a specific task.

				Encourage the use of self-assessment and peer assessment activities: It is important, first of all, to understand the students’ experience in these processes in order to make decisions about the degree of autonomy we give them in the process. That is, if we give them more or less help (rubrics, specific indicators, etc.) to carry out their assessment. For this, when the students have not had previous work, we will start with processes where the assessment criteria are explained to 
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				the students, and they are accompanied in their work, helping them identify the elements to be evaluated. Instruments such as assessment rubrics can be used, since they break down the assessment criteria into very specific, identifiable, and obvious aspects. As the subject gains experience in these practices, aids will be removed, and processes will be enabled where they are the ones developing the assessment criteria for specific tasks or activities to assess the performance of their peers. In addition, it should evolve from processes where students report on what was missing in a specific task to be correct to processes where they indicate what could have been done to improve it. Therefore, students cannot be launched out into these processes if there is no previous teaching process on how to perform them (Panadero & Alonso-Tapia, 2011).

				In both online and face-to-face teaching contexts, the tools at our disposal should be used to encourage student participation in the assessment processes.

				Openness to new assessment instruments and their use at different moments of the process: One of the main elements of change must be the scheduling to use several assessment instruments throughout the process that allow for the assessment of competence acquisition to its fullest extent (Cano, 2008). There are numerous instruments that allow for the collection of evidence throughout the course. Currently, the incorporation of mobile applications in this process as facilitators of information gathering and student involvement in the process stands out.

				Developing the assessment criteria and instruments together with the students: In this process of granting autonomy to students, encouraging their participation, and developing self-regulation processes, students should be encouraged to develop together with teachers the assessment criteria for a specific task or for the 

			

		

		
			
				subject, and along with this, to participate in the development of the assessment instruments used for this purpose (Fraile, 2018). This can be done at the beginning of the course through an assembly with the students or, if the students do not have experience in this type of processes, it can be done gradually with the different activities carried out throughout the subject.

				Use time at the beginning of the class to review what has been worked on previously and its relation to the learning objectives: Dedicate a brief period of time at the beginning of the class to review what has been worked on in previous sessions (Monereo, 1990). For this purpose, procedures can be used that allow a joint participation of the whole class-group and that give an idea of what has been taken in up to that moment. In addition, this will allow students to make connections between what they have learned and what they are going to learn, leading to a more solid and lasting learning over time.

				 Conclusion

				Research has shown the great usefulness of the formative assessment processes in higher education. The implementation of some or all of the elements presented in this work have been highlighted as relevant for the development of competencies and learning in the students in this context. Therefore, it is necessary to advance toward the use of these procedures in a systematic and planned manner in order to achieve the most formative environment possible. The aim is to decentralize the grading processes by focusing on improving learning to its fullest extent, only considering grades as the culmination of this process.
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Abstract

Assessment 1s one of the most important and controverstal elements of University training. Despite the extensive
bibliography that supports the use of formative assessment processes in Higher Education, in practice, there is still a great
predominance in the use of traditional assessment systems that seek to stablish a grade at the end of the training period.
The aim of this article Is to carry out a review of the concepts of assessment and show the characteristics that formative
assessment processes in Higher Education must have, in order to make a series of recommendations and proposals that
can serve as reference elements for the change in the assessment processes. It is necessary to advance in the use of these
procedures in a systematic and planned way to achieve a more formative environment in a system that keeps a single
numeric grade as the culmination of the process.

Keywords: formative assessment; higher education; initial training; instruments: feedback

Evaluacion formativa en el contexto universitario:
oportunidades y propuestas de actuacion

Resumen

La evaluacién es uno de los elementos més importantes y a la vez mas controvertidos de la formaci6n universitaria. A pesar
de la amplia bibliografia que apoya el empleo de los procesos de evaluacién formativa en Educacién Superior, en la practica
todavia hoy no se da un uso generalizado de esta, predominando los sistemas tradicionales de evaluacién que buscan
Unicamente establecer una calificacién al final del periodo formativo. El principal objetivo de este articulo es realizar una
revisién sobre las concepclones de la evaluacién y mostrar las caracteristicas que deben tener los procesos de evaluacién
formativa en Educacién Superior, para posteriormente realizar una serie de recomendaciones y propuestas que puedan
servir como referencia para el camblio en los procesos de evaluacién. Es necesario avanzar hacla la utilizacién de estos
procedimientos de forma sistemtica y planificada para conseguir un entorno lo més formativo posible y que tinicamente
tenga en cuenta la nota como la culminacién de este proceso.

Palabras claves: evaluaci6n formativa; educacién superior: formacién inicial; instrumentos; feedback
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