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ABSTRACT: 
Introduction: Competency based education offers the promise of reducing the gap between education 
and employment and concerns in Higher Education have revolved around how to achieve deep and 
meaningful learning, a long life learning, so that learning transfer to real situations, complex and 
changing, would be possible. Conceptualizing assessment from competency based education approach 
requires assuming its multidimensional character and designing an assessment for learning and not 
only assessment of learning seeking to improve learning quality. Awareness of the assessment impact 
on learning requires raising evaluation as a shared process able to be simultaneously cause and effect 
of learning. In this context, the aim of this study is to determine learners and teachers perceptions 
about current practices of competence assessment and its impact on the quality of learning.  
Methodology: Interpretative descriptive study. Qualitative analysis of data collected through open 
questionnaires and discussion groups with Degree in Nursing learners and teachers.  
Results: Both teachers and learners believe that current assessment practices determine learning 
skills, but there are big differences in their perceptions. Teachers perceive negatively this impact and 
claim that for student’s evaluation is only overcoming subjects while students state that assessment 
influences them positively, guiding their learning and offering improvement opportunities.  
Conclusions: teachers perceive difficulties in overcoming evaluation`s traditional, while students 
perceive its most formative function and demand for it sufficient and quality feedback. 
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RESUMEN: 
Introducción: El enfoque de educación basada en competencias pretende reducir la brecha entre 
educación y empleo buscando lograr un aprendizaje profundo, significativo, para toda la vida, 
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transferible a situaciones reales, complejas y cambiantes. Conceptualizar la evaluación a partir de este 
enfoque implica asumir su carácter multidimensional diseñando una evaluación para el aprendizaje y 
no sólo del aprendizaje, en la búsqueda de formas de evaluación capaces de mejorar la calidad del 
mismo. La conciencia del impacto de la evaluación en el aprendizaje obliga a plantear la evaluación 
como un proceso compartido que sea simultáneamente causa y efecto de los aprendizajes. En este 
contexto, el objetivo de este estudio es conocer la percepción de discentes y docentes en relación a 
las prácticas actuales de evaluación de competencias y su impacto en la calidad del aprendizaje. 
Metodología: Estudio descriptivo interpretativo. Análisis cualitativo de los datos recogidos mediante 
cuestionarios abiertos y grupos de discusión de discentes y docentes del Grado en Enfermería. 
Resultados: Ambos grupos consideran que las prácticas actuales de evaluación de competencias 
condicionan el aprendizaje, sin embargo, existen grandes diferencias en sus percepciones. Los 
docentes perciben este impacto como negativo y afirman que para los estudiantes la evaluación 
consiste sólo en superar asignaturas. Los estudiantes manifiestan que la evaluación les influye 
positivamente al orientar su aprendizaje y ofrecerles oportunidades de mejora.  
Conclusiones: Los docentes perciben dificultades para superar la orientación tradicional de la 
evaluación, mientras los estudiantes perciben su función más formativa y demandan para ella un 
feedback suficiente y de calidad.  
:  
Palabras clave: Impacto; evaluación; educación basada en competencias; aprendizaje; docentes; 
discentes. 

 

INTRODUCTION 

Awareness of the impact of assessment on the quality of student learning has been 
growing, confirming what Elton and Laurillard(1) already stated back in 1979: “the 
quickest way to change student learning is to change the assessment system” (p. 
100). Regardless of the assessment modality, type or method used in any educational 
situation, its impact on the process and product of education is decisive(2). Assessment 
practices in the classroom can both boost and limit student learning(3) and competency 
assessment has been recognised as the most influential factor in what and how 
students choose to learn, and the quality of their learning outcomes depends on the 
kind of assessment used(4). 
 
This impact of assessment on learning, known as “backwash effect”(5,6,7), points out 
how student learning depends to a large extent on what they think will be assessed(8). 
When students see assessment tasks as low cognitive level requirements — such as 
memory recall — they tend to reduce their learning to specific facts, like disconnected 
pieces of information, and to reproduce them when they are being assessed, which 
leads to surface learning. Conversely, when students perceive that the assessment 
task requires demonstrating a personal interpretation of the underlying principles, they 
are more prone to study while actually understanding what they are studying, which is 
an approach to deep learning. Consequently, regarding learning, the “backwash effect” 
can be both negative and positive given that the assessment experience influences 
how students approach learning. This approach is not a stable or final feature. It is 
instead dynamic and constantly readjusting depending on the context and tasks the 
student faces(9). 
 
Students’ perception of assessment requirements has a significant impact on their 
learning and, since this impact can be negative or positive, it is necessary to adopt 
assessment practices which have a positive impact on such learning(10). Quality 
learning requires learners to take an active role, to be able to adopt a strategic and 
tactical behaviour towards their academic tasks(11), a behaviour which is based on 
reflecting on their own learning and competency development, and not focused on 
passing assessment tasks. The goal is to prepare the students to learn 
independently(12) through shared-assessment processes capable of creating 
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autonomous learning behaviours and of assessing the transfer of knowledge to the 
real world, where students need to think critically(13). 
 
The purpose of this study is to know how students and teachers perceive the impact 
that current assessment practices have on learning. 
 

Framework 
 

In the educational context, any assessment must be based on a philosophical and 
epistemological framework, that is, on the explanation on how the learning process is 
perceived. Traditionally, there has been a tendency to think that assessment was only 
the teaching staff’s responsibility. However, based on the new educational paradigm, 
while learners need the teacher’s assessment, their involvement in the assessment 
process is also necessary(14). The teacher must guide and advise the student, but it is 
the student who must self-regulate his learning based on their mistakes. 
 
Depending on their main learning style, students prefer different types of 
assessment(15) and, likewise, the assessment method they are presented with is one 
of the most influential factors when choosing their learning style(8,16). That is why 
teachers must be aware of the type of student learning strategies triggered by certain 
types of training and assessment. 
 
Teachers bear a heavy responsibility for enhancing certain cognitive skills in deciding 
how, what, where and when to assess skills and in using data to improve learning(17). 
Students perceive assessment as a powerful motivator able to guide their learning(18), 
which means that the assessment experience may have an impact on their approach 
to it. This approach to learning itself is not a stable and final feature. It is instead 
dynamic and constantly readjusting depending on the context and tasks the student 
faces(9). Thus, assessment may persuade students to focus on cognitive skills during 
the learning process(19) in such a manner that, through metacognitive processes 
boosted by assessment itself, students come closer to deep learning approaches, in 
line with the holistic vision of competency and, as a consequence, of what is expected 
of them as future professionals. The role of assessment in this context is to foster 
higher-order thinking(20). 
 
There are many authors who agree that there is a need for an assessment that is also 
part of the curriculum and that helps improve all kinds of learning(21). However, it is 
clear that there is currently a divergence between assessment concepts on a 
theoretical level and real practice in the classroom. This divergence is due to the fact 
that there seem to be significant challenges in the implementation of such an 
assessment model. These challenges are attributed to different factors such as the 
mentality change elicited by them, pressure from the social model (capitalist and 
competitive) or the need for other structural and organizational changes in the 
education system. 
 
If — as Wiggins(22) claimed —, that what is valued gets assessed, in the framework of 
the European Higher Education Area (EHEA), student assessment must reflect the 
inherent tendency of teachers to know what and how students learn and how they 
transfer and use the knowledge they have acquired in real-world problem solving(23). In 
the context of competency-based learning, it is necessary that teachers use 
assessment methods which are capable of fostering the development of reflection and 
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critical thinking skills and of creating spaces where students can simultaneously 
acquire and demonstrate the development of higher-order cognitive skills.   
 
Assessment then becomes a shared process(24), aimed at improving teaching-learning 
processes to enable students to further their learning and teachers to improve their 
teaching practice, which responds to the conceptualization of formative 
assessment(14). Seen in this light, assessment belongs to all and benefits all(25). The 
implementation of this assessment approach has an impact on the teacher-learner 
interaction and creates a more constructivist and interactive approach to the teaching-
learning process. 
 

MATERIAL AND METHOD 
 
The interpretive-descriptive study falls within a qualitative approach, in the search for 
an internal and holistic perspective of the subject matter based on the assumption that 
reality is dynamic. It aims to produce descriptive data through people’s spoken and 
written words(26). The epistemology supporting this qualitative orientation in 
approaching assessment processes is based on the idea that the goal of assessment 
itself is not to discover universal knowledge but to capture the singularities of particular 
situations and their characteristics. Thus, the sense given to knowledge becomes the 
theoretical model guiding the assessment process. This is where the sense and 
meaning of assessment and education, as the underlying layer, lie. 
 

Participants 
 

The research process is conducted using an intentional, non-probability sample. The 
participants are first- to fourth-year undergraduate students as well as tenured and 
collaborating professors of the Nursing Degree programme at the Red Cross Nursing 
School Madrid, affiliated with the Autonomous University of Madrid (UAM). It is based 
on a convenience sampling or volunteer sample, as required by the Research Ethics 
Committee of the UAM for conducting research, since there is a direct relationship 
between the main researcher and the population under study (teacher-learners). 
Acknowledging that this type of sampling may not provide the richest sources of 
information and assuming that qualitative research design is emergent and evolves 
throughout the process, the research moves on — for the discussion groups — to a 
theoretical or deliberate sampling strategy based on the information needs identified 
after analysing the first results. 
 
The number of participants in the open-ended questionnaires was 44 — 30 students 
and 14 teachers — and the number of participants in discussion groups was 15 — 7 
students and 8 teachers. The sample size was determined by the information needs — 
the guiding criterion for this aspect being data saturation. 
 

Instruments 
 

The first instrument used in this research is the open-ended questionnaire. As a highly 
structured interview, it can be considered the technique of choice when the researcher 
has some knowledge about the phenomenon but not enough to give an answer to the 
questions raised(28). The questions have been designed based on the review of the 
literature on the phenomenon under study. They are posed in a clear and neutral 
manner and they are aimed at understanding the experience, behaviour, opinion, 
values feelings and knowledge of the informants about competency-based learning 
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and assessment processes in the EUE_CREM_UAM. (Red Cross Nursing School 
Madrid_Autonomous University of Madrid). Open-ended questions have been used, 
which can be answered by the informants based on the knowledge that they have 
immediately at hand. These are theory-guided questions, with the purpose of making 
the implicit knowledge of the interviewee more explicit(29). Thus, the open-ended 
questionnaire takes the form of semi-formalised discourse, which aims for the direct, 
spontaneous and non-mediated expression of the ideas belonging to the participants 
in the research. The questionnaire questions aimed at exploring the influence of 
assessment on learning are provided below (Table I). 

 
Table I: Questions in teachers’ and learners’ questionnaires aimed at exploring the impact of 
assessment on learning.  
 

CATEGORY 
LEARNERS 

QUESTIONNAIRE 

TEACHERS  

QUESTIONNAIRE 

IMPACT OF ASSESSMENT 

ON LEARNING 

How do you think assessment 

processes influence your 

learning? 

Based on assessment milestones, 

do you think students have the 

tools to design new individual 

learning paths? 

How about competency 

assessment? 

Based on assessment milestones, 

do you think students have the 

tools to design new individual 

learning paths? Do you think this is 

a usual process for students? 

How do you think the school 

assesses competencies? 

Do you think students reshape their 

strategies and rethink their learning 

goals depending on the outcomes 

(assessments) they get? How do 

you think they do this?  

 
 

After analysing the data obtained from the open-ended questionnaires, 2 discussion 
groups are created in order to produce data which would not be accessible without 
group interaction, getting the kind of information that is produced in collective 
mediation(30). Since there are two sample groups, the intention has been to create the 
discussion groups combining the minimal homogeneity and heterogeneity criteria in 
order to enable the discourse of both groups. In this case, homogeneity — with 
separate groups for teachers and learners — aims to maintain the symmetric relation 
between the components of the group. Heterogeneity aims to ensure the necessary 
differences in the discourse process(31). The heterogeneity criteria established for the 
selection of participants are: students in different years, of different age and gender, 
different paths into university/school and teachers having different years of 
professional experience, of different age and gender, different academic background, 
different relationship with the school and different teaching role. 
 

Procedure 
 
The choice for this research is a hybrid, deductive-inductive categorisation process. In 
other words, based on a predefined category map, data-gathering instruments are 
designed accessing the field with the support of a theory, which guides and underpins 
the research process. Based on these categories, changes are made over time to 
enable adaptation to the dataset to which they are being applied. Some inductive data 
are obtained throughout the coding and categorisation process of the meanings 
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stemming from the students’ and teachers’ accounts. These data are interlinked with 
deductive data in a double hermeneutic process: from theory to practice and from 
practice to theory. Once the category system has been designed and set, the text 
codes that can be associated with such categories are identified. The information is 
organised into large content blocks that facilitate its interpretation and conclusion 
drawing(32). From this point, the units of meaning or subcategories are identified and 
the deep process of understanding and interpreting the phenomenon under study 
begins. 
 
The word processor Atlas-ti 6.0 was selected to support content analysis. This 
software has allowed for a systematic analysis process by building a hypertext 
structure around the set of documents. This hypertext structure is organised according 
to concepts and codes, keys and notes, which facilitates the selection of text 
fragments that are linked by units of meaning or subcategories. This has allowed for a 
semantically-structured reading(33). 
 
The final array of families, categories, and units of meaning obtained from the 
qualitative analysis of the data related to the family “assessment” is shown in the table 
below (Table II). 

 
Table II: Final array of categories and units of meaning of the family “Assessment” 

 

FAMILY CATEGORIES MEANING UNITS 

ASSESSMENT 

Roles of assessment 

Assessment of teaching 

Assessment as qualification 

Assessment as judgment and negative element 

Assessment as certification of learning and/or 

competencies 

Assessment as a driver for learning: feedback 

Assessment as generator of learning 

Types of assessment 

Assessment methods 

Self-assessment 

Shared assessment 

Continuous assessment and final assessment 

Group assessment 

Competency assessment 

Competency assessment 

Knowledge assessment 

Performance assessment: clinical practice 

Impact of assessment on 

learning 

Assessment shapes learning 

Learning strategies depending on the assessment 

method 

Size of the assessment groups 

 

 
RESULTS 

 
Following are the results obtained for the family or qualitative domain “assessment” 
and, within it, for the category “impact of assessment on learning”. 
 

Open-ended questionnaires 
 

This category aims to assess the influence of assessment processes on students 
learning based on their experience, that is, to know how they experience assessment 
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processes and how they perceive its influence on what they learn and how they learn 
it. Simultaneously, the category gathers the views of teachers on the tools available for 
students to self-regulate their learning, to own it, based on the assessment processes. 
The aim is to explore how teachers perceive students carry out this process and what 
is, in their opinion, the impact of assessment on learning. 
 
The results show clear differences in how teachers and learners perceive the influence 
of assessment on learning. Students are unanimous in their perception that 
assessment has a positive influence on learning. While there are many nuances to 
how they interpret this influence, in general, they claim that this positive influence is 
due to the fact that assessment allows them to learn from their mistakes and to know 
what they need to improve. For them, assessment is the moment when they can 
become aware of what they know and, sometimes, even of how they have learnt it. 
 

“Assessment processes help us become aware of what we really know… 
Thanks to assessment processes we can improve what we are not good at and thus 
further our learning.” (CE17) CE= Student questionnaire 

  
“I think they have an impact when it comes to being aware and realistic about 

what we know and how we have learnt it”. (CE29) 
 

Conversely, opinions among teachers differ depending on whether students have the 
necessary resources to self-regulate their learning. There is more agreement on the 
fact that, even when they have the resources to self-regulate their learning, this is not 
a usual process in students, either because they are not used to it or because their 
main interest is to pass subjects instead of really learning. 
 
 “The tools to design new individual learning paths are available to them; the 
point is whether they use them. Oftentimes, the final goal is to gradually pass exams 
and subjects without really realising that all that requires appropriate, long-lasting 
learning.” (CD1) CD = Teachers questionnaire   
 
There is also a gap between teachers’ and learners’ perceptions regarding this 
qualifying approach to assessment and its impact on learning. Teachers think that 
students want to pass subjects without realising that this approach is detrimental to 
their learning. Thus, when their outcomes are not good, they change their strategy 
towards the assessment task, but not their learning strategy. Conversely, students 
demonstrate being fully aware of this and they claim this should not happen. 
 
 “I think when a student gets a negative outcome during an assessment, what 
they generally do is spending some more time preparing for the subject being 
assessed, but they do not consider changing or modifying the structure of their 
learning systems”. (CD1) 
 
 “I do think they reshape strategies, but only study strategies... The goal remains 
the same: to pass.” (CD13) 
 
 “I think learning assessment is necessary, not so much for obtaining a 
numerical score, but as feedback on where each of us stands in terms of internalising 
and assimilating the theoretical basis as practical.” (CE21) 
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 “In my opinion, assessment processes should have no influence, because in 
this trade we must study things in order to know them, not to pass exams...” (CE16) 
 
To avoid the negative impact of assessment, students demand certain characteristics 
from it, the key being a participatory and reflective assessment. Feedback is a key 
element and students think the feedback they receive in the context of practical 
training is the feedback that really guides their learning: 
 

“[...] as long as it involves participation and reflection on our part, I think it has a 
positive impact because they help broaden the learning field by being aware of and 
analysing both what is right and what we have failed at.” (CE24) 

 
 “... the fact that nurses are constantly correcting what we do wrong at the 
hospital, or what we don’t do completely right, makes us realise what our weaknesses 
are in dealing with the patient and in the techniques we use. (...) This is why I think 
that competency assessment makes us the most aware of our achievement and 
challenges during the practice sessions.” (CE29) 
 
The data seem to show a gap or contradiction between teachers’ and learners’ 
perceptions. Thus, according to the teachers’ perception, students are not aware that 
they can self-regulate their learning based on the assessment processes, regardless 
of whether or not they have the necessary tools for that; or, if they are aware, this is 
not of interest to them, since they are more interested in passing subjects than in 
learning itself. Conversely, according to the students’ perception, the data confirm the 
awareness of the impact of assessment on learning, and how it is broadly seen as a 
positive one due to the feedback that assessment provides on what has been learnt. 
 

Discussion groups 
 
Teachers think that assessment influences learning, but there are no references to the 
fact that the assessment method used influences learning strategies. Their primary 
concern is the size of the assessment groups they have to work with. 

 
Graph 1. Frequency distribution: units of meaning in the category “impact of assessment on 
learning” discussed among teachers  
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Among students, however, there is broad recognition that the method that will be used 
for their assessment totally determines the way they approach their learning. 

 
Graph 2. Frequency distribution: units of meaning in the category “impact of assessment on 
learning” discussed among students 

 
 

 
Assessment shapes learning 

 

In the teachers’ discussion group, when the question arises as to whether what is 
assessed and how it is assessed determines what students learn, the answer is 
unequivocally yes. The students say it clearly too — they study differently depending 
on the assessment method they are presented with: 
 

“[…] I think the way we study is indeed determined not so much by the teacher 
but by how they assess. I don’t think a multiple-choice test is the same. You don’t 
prepare for it as you would for a constructed-response test, or an oral presentation, I 
don’t think you prepare in the same way.” (E4) E= Student  

 
 “What she has said about the multiple-choice test, I think it’s true…, I have sat 
written exams and all, and I prepare differently for a multiple-choice test for instance.” 
[…] “I don’t know how to put it but, in multiple-choice tests, my knowledge is more 
superficial, not as deep as if I had to write it. I have a more… yes, a more superficial 
understanding, I don’t know.” (E3) 

 
Learning strategies depending on the assessment method 

 
Teachers naturally accept that when students know how teachers assess, they put 
much less effort into assessment. They would be somehow adopting strategies to 
pass, depending on the assessment method, and not strategies to learn: 
 

“[…] if the student is smart and knows how our school’s assessment system 
works, if they were smart, they wouldn’t even study for some teachers.” (PT4) PT= 
Tenured professor 

 
Students say this happens because the requirements for the different ways in which 
they are assessed are not the same: 
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 “I think that, with regard to that, you don’t need to understand the reason for 
something in a multiple-choice test. But in order to elaborate on a topic while making 
sense, you do have to understand it, either while you were studying it or when 
somebody was explaining it to you. So it is true that, in my opinion, you don’t need to 
prepare so much for a multiple-choice test, or at least I don’t prepare as much as I 
would for an essay test. And then, on the other hand, ongoing evaluation assignments, 
which may trigger new doubts and make you do research on other topics.” (E2) 
 
Furthermore, when students know the teacher and how him/her behaves in the 
classroom, they are able to guess (thus confirming the teachers’ suspicion) what will 
be required from them during an assessment and how this will be required (no matter 
the type of assessment): 
 
 “Even if they don’t tell you, but what they emphasise the most while teaching 
and stuff, you kind of guess what you need to study more or less.” [...] “And when you 
have had the same teacher for the second subject, you kind of already know him/her a 
little bit, and you somewhat know how the teacher is.” (E2) 

 
Size of the assessment groups 

 
This unit of meaning is due to the high number of students and consequently the large 
size of the groups, which sometimes leads to group assessment on the grounds of 
resources, resulting in a negative impact on learning. 
 
 “We work with huge groups of students. If I have five students, I will give you 
the best five nurses in the world; if I have a hundred, I will give you a hundred half-
nurses, and that’s the main issue.” (PT4) 
 
Students think that the large size of the groups has a negative impact on assessment 
because it hinders or prevents feedback — an element they deem essential for 
assessment to have a positive impact on learning. They explain that the lack of 
feedback in continuous assessment processes is due to the high number of students 
per teacher. This challenge does not exist in the clinical context, where the ratio is 
nearly always 1:1, while in summative evaluation processes, they link it to the limited 
possibilities offered by multiple-choice tests: 
 
  “I do agree that it is true that oftentimes the volume of students makes individual 
feedback difficult. But, for instance, when groups are created in continuous 
assessment..., even if sometimes it is not enough..., I would welcome having 
feedback.” (E5) 
 
 “I think it’s not easy for a teacher to give every student in the classroom the 
feedback that you can get from a practice session when you supposedly have a nurse 
for yourself.” (E7)  

 
DISCUSSION 

 
Within the educational context, assessment can be seen as a critical incident, a source 
of tension for learners and teachers, both because of its influence on what is learnt 
and how it is learnt and because of its selective and accrediting role(34). It is also seen 
as one of the main challenges in competency-based education, given the complexity 
itself of the concept and the high demands of this training approach(35).  
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In general, both the concern of the students and teachers in this study and the usual 
lines of research run through two essential aspects of assessment — on the one hand, 
its ability to certify or prove the competency, and on the other hand, its impact on 
learning. 
 
The former has to do with the traditional roles of assessment — where the 
predominant role of assessment is accrediting learning — based on an approach to 
assessment focused on qualification, especially among students, in a very quantitative 
way, which is one of the main concerns among teachers. 
 
The latter is related to the impact of assessment on learning. The students who 
participated in the research openly claim how they change their approach to study 
depending on the type of assessment used. The assessment design then has the 
capacity to limit what and how students learn, limiting the knowledge, capacities, and 
attitudes at stake to those that will be required during assessment tasks(10). 
 
Recent literature like the Australian project “Assessment 2020”, put forward 
propositions for assessment reform based on the assumption that assessment is a 
central feature of teaching and the curriculum and that it powerfully influences how 
students learn from their experience of higher education and what they gain from it. 
Therefore, it is reasonable and necessary to focus the debate and the efforts on 
improving assessment practices, since they have such a significant impact on the 
quality of learning(36). In the United Kingdom, the Higher Education Academy 
reinforces — through the project “Transforming Assessment”(37) — the idea that 
assessment of student learning is a fundamental function of higher education and has 
a vital impact on student behaviour, teacher time, university reputation, and most of all, 
students’ future lives.  
 
It is on the basis of the awareness of this impact that the students and teachers who 
participated in our study demand in their discourse an assessment capable of 
supporting a reflection-based learning process. This demand is particularly obvious 
among students who demand teachers to retrieve the formative value of assessment. 
Contrary to teacher perception, students have claimed — in other research works — to 
feel dissatisfied with the use of assessment strategies that favour rote learning(38). 
 
Beetham(39) proposes that when the value of assessment is focused on accurate 
reproduction, learners are given opportunities to practise the required concept or skill 
until they can reproduce it exactly as taught. When the value of assessment resides in 
internalisation, learners are given opportunities to integrate a concept or strategy with 
their pre-existing capabilities and thoughts, thus giving them the opportunity to reflect 
on what it means to them and to make sense of it in different ways. These statements 
coincide with what the teachers in our study say — they explain how, oftentimes, 
students develop strategies to succeed at assessment rather than learning strategies. 
This is confirmed by the students, who claim this happens especially when 
assessment requirements are not too demanding and can be met by memory recall 
and by adapting to the teacher’s style and demands. 
 
There are two factors of assessment practices that the students and teachers who 
have participated in this research identify and point out as having a high impact on 
learning: the size of assessment groups and the quantity and quality of the feedback 
received during the assessment process. Furthermore, these two aspects are 
interlinked — students repeatedly claim that the size of the groups has a negative 
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impact on the quantity and quality of the feedback received during assessment 
activities, which results in a negative impact on learning. 
Based on teacher feedback, students determine the reason and goal for their learning, 
where they stand regarding the criteria established as indicators of quality work, they 
bring up questions and find ways to achieve the proposed goals. The point is to 
empower learners through reflection. Any other approach — focused on students as 
individuals who may or may not achieve the outcomes, as a means to obtain high 
grades and not as an opportunity to learn — will be focused on qualification, not on 
learning. 
 
Formative assessment — demanded by students — is rich in feedback, it is formative 
and informative and its main focus is on offering the necessary guidance to enable 
improvement in student work(40). Useful and constructive feedback empowers students 
and provides them with the tools to become autonomous learners(41). Feedback is 
essential to increase meaningful learning and see positive effects on the development 
of students’ professional competencies(42). 

 
CONCLUSIONS 

 
While teachers perceive challenges in overcoming the traditional approach to 
assessment, really focused on its qualifying function, students perceive its more 
educational function and demand sufficient and quality feedback from it. Both learners 
and teachers see the quantity and quality of such feedback and the size of the groups 
as assessment elements having a high impact on the quality of learning. 
 
The impact of assessment practices on learning is closely related to focus given to 
assessment and the underlying learning model. Focusing and reducing assessment to 
mere qualification, by both teachers and learners, has a negative impact on learning. 
In order to reverse this impact and achieve a positive impact of assessment on 
learning, in line with the EHEA requirements, assessment must be a shared process 
capable of giving the student the opportunity to become aware of what they learn and 
how they learn it. It must be based on participation and reflection, filled with (sufficient 
and quality) feedback and designed to demand the implementation of complex, higher-
order cognitive processes, and not the reproduction of knowledge and behaviours. 
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