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abStract

Providing constructive feedback to students is one of

the most influential strategy which helps students to

boost their self-efficacy, raise students’ motivation for

the task and improve self-regulation which ultimately

help students to achieve their learning outcomes. The

aim of the present study is to conduct a critical

literature review survey on constructive feedback,

propose a theoretical framework and build a conceptual

model on the basis of reviewed literature. In this regard

abstracts from journals and Dissertations were

explored and scrutinized thoroughly for critical

literature survey on “constructive feedback and its

effects” by using search terms such as constructive

feedback, academic achievement, feedback and self-

regulation on Google Scholar, ERIC, Elsevier, Springer,

Sage, Taylor & Francis. The search covered a total of

221 articles/ books from January 2000 to May 2020

including some older publications as well, by means of

snowballing. Out of these, 92 articles were filtered and

incorporated in this study. Behaviourism perspective,

goal orientation theory, Expectancy value theory, and

cognitive constructivist self-regulated theoretical

account supported the theoretical framework for the

present study and conceptual framework was proposed. 

Keywords: Constructive Feedback, Motivation; Self-Efficacy, Self-Regulation, Academic Achievement.

introduction

Students’ academic performance not only depends on the teachers’
teaching methodologies but also depends on the quality of assessment (Din
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& Saeed, 2018). The standard-based education system of any country
cannot be developed without alignment of assessment with educational
standards (Gulzar & Mahmood, 2019). Formative assessment is a process
to gather information from students which could improve their learning
(Cauley & McMillan, 2010; Ghazali, Abdullah, Zaini, & Hamzah, 2020).
Practice and students’ engagement are the two distinct features of
formative assessment (Dixson & Worrell, 2016) and providing descriptive
(constructive) feedback is a key component of formative assessment
(Black, Harrison, Lee, Marshall, & Wiliam, 2003; Clarke, 2003; Hattie,
2009; Reddy, 2019; Sadler 1989, 1998), as Hattie and Timperley calling
it “among the most critical influences on student learning” (2007, p. 101),
which motivate and keep learners busy in their work (Dixson & Worrell,
2016; Javed, 2017; William, & Black, 1996). Feedback increase learners’
persistence and satisfaction (Brookhart, 2017; Kluger & DeNisi, 1996),
and students embrace more approaches of fruitful learning (Reddy, 2019;
Vollmeyer & Rheinberg, 2005).

Researches over the preceding decades suggest that giving constructive
feedback to student is one of the most influential strategy which helps
them to boost their self-efficacy (Andrade, Wang, Du, & Akawi, 2009;
Panadero & Romero, 2014), to adoptive “students’ motivation for task
value” (Nicol & Macfarlane-Dick, 2006; Pajares, 2003; Zumbrunn, Marrs,
& Mewborn, 2016) and to improve self-regulation (Cleary & Zimmerman,
2004; Thompson, Wiedermann, Herman, & Reinke, 2020; Zumbrunn et
al., 2016) which ultimately help students to achieve their learning
outcomes (Hattie, 2009, 2012) results the better performance in exams
(Harks, Rakoczy, Hattie, Besser, & Klieme, 2014; Hattie & Timperley,
2007; Javed, 2017; Tahir, Khurshed, Ishfaq, & Gul, 2015; Maj-Stepien,
2016; Skipper & Leman, 2017; Din & Saeed, 2018). 

As a concern in the Pakistani context, great attention of formative
assessment practices is seen in education policies, which is incomplete
without feedback. For instance, the National Professional Standards for
Teachers in Pakistan (Government of Pakistan, 2009) sets standards for the
teachers in which one of the key components of its 5th standard of
Assessment is providing constructive feedback. By definition, “feedback
is information such as knowledge, skills or attitudes provided by teachers,
peers, books, parents, self or experiences of one’s performance” (Hattie &
Timperly, 2007), basically it is “a Consequence of performance”. In
Pakistan, quality of an education and students’ performance is not up to the
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mark and reported to be unsatisfactory (International Crisis Group, 2014;
Din & Saeed, 2018). The annual report and gazette of BSEK and DOEE
shows discouraging results of grade IX (Science group) and of grade VIII
especially from the last three years period of 2017 to 2019. Continued
lower achievements of grade IX science group from 74.16% (BS.EK, 2017)
to 62.63% (BS.EK, 2019) and of grade VIII from 28.28% to 24.5% (DOE,
2018) in general science subject at Karachi region, creates a great concern
for those teachers who teach at elementary or secondary level. Students do
not perform well in the final assessment and feel difficulties to solve annual
exams paper because no proper formative feedback practices had been
followed (Ahmed, Akhtar, & Aslam, 2020). 

Hattie (2009) synthesis systematic literature review of 12 earlier Meta-
analyses amalgamated 196 studies and 6972 effect size, and concluded that
“feedback had a powerful effect on learning outcomes”. John Hattie is the
biggest name in the literature available on the feedback, but from the best
finding, an irony situation seems that none of the literature available which
discuss the practices of any feedback model at any educational level in
Pakistan (Din & Saeed, 2018, p. 10). Despite this, the local literature
available, only to discuss the feedback effect, irrespective of any feedback
model, on students’ performance mostly in English Subject at the tertiary
level. Therefore, the researcher finds a need to implement an established
model of Hattie and Timperley (2007) as a framework for the present study
in a science subject at the secondary level as this model allows each pupil
who are dependent on their learning criteria to provide differenced and
detailed input. Therefore, this study aims:

1. To critically review the past published papers on constructive
feedback and its characteristics.

2. To critically review a literature available on effects of constructive
feedback on students’ academic achievement.

3. To propose a theoretical framework for the study on the basis of
reviewed literature.

Literature revieW

concepts of feedback

In 1983, Ramaprasad well- explained that feedback as information
which fills the gap amid the desired level of fulfillment and a cited point.
His definition also noted that the information could only be called
feedback if it was used to close the gap between the two points. The
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conditions necessary for providing feedback are an original reference level
(or objective), a required level of attainment, and a mechanism for
comparison (Ramaprasad, 1983). Ramaprasad went on to note that
feedback can be on just about anything and encourages strong working
relationships. Feedback in education is vast term that denotes to a response
about a pupil’s performance of task and is used as the hinges on academic
improvement (McLaughlin, 1992). More specifically teacher feedback is
a result, verbally or in written form, that comes either during the process
or after students complete a task. 

Parr and Timperley (2010) argued that feedback is a significant part of
classroom instruction. Sadler (1998) noted that feedback is such a
fundamentally distinctive aspect of responsible and responsive teaching
that to have teaching and learning without feedback would be tantamount
to learning without a teacher. Stronge’s (2002) research showed that
feedback reliably surfaces as a powerful device to support student learning. 

constructive feedback

The literature clearly indicates that constructive feedback has the
intriguing power to differentiate the level of a student’s achievement (Duffy,
2013; Harks et al., 2014; Parr & Timperley, 2010). Nicol and MacFarlane-
Dick (2006) argued that constructive feedback can be used to accelerate
students’ learning. Feedback lets students know how their performance is
tracking to pre-determined goals and allows for corrections (Nyiramana,
2017), therefore, allowing for greater opportunity for overall success.

Anderson and Black (1975) Learning for Mastery (LFM) offers another
persuasive argument for the delivery of constructive feedback.
Constructive feedback is essential for mastery (Black & Wiliam, 2009).
LFM underpins the belief that lower ability students can do if they are
given greater opportunity to learn and better quality teaching. Feedback
was identified as one of the key elements of the LFM strategy, and giving
effective feedback is a key element of quality teaching (Ames, 1992).
Feedback offers lower ability students chances to get access to better
quality teaching. While the research on LFM is inconclusive, much of the
research clearly identified that feedback plays a powerful role in mastery
success (Guskey, 2019). The next step is to decide what makes up
constructive feedback.

According to Hattie and Timperley (2007), Constructive feedback
should address three main questions:
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• Where am I going? – This question is answered through the
provision of a clear set of goals for students.

• How am I going? – The answer to this question comes about through
the delivery of effective and timely feedback.

• Where to next? – This question is also answered through effective
and timely feedback – it lets students know what they have to do to
meet the end goal (ref: Figure 1).

Figure 1. A Feedback model to enhance learning

Hattie and Timperley (2007) identified four major levels of constructive
feedback (Figure 1) and stated that the level at which feedback is delivered
will have a direct impact on its effectiveness. The four levels of feedback
are: Feedback of the task (FT), Feedback of the process (FP), Feedback
of self-regulation (FR), and Feedback of self (FS). All of FT, FP, and FR
offer constructive support for students that in turn provides them with an
opportunity to increase the quality of work (McLaughlin, 1992). Using
this system of written, verbal, and peer feedback, or an amalgamation of
these, appears to be the best method of delivering feedback. 

Feedback which is constructive and meaningful, may result in
successful teaching and learning together with to the individual
contentment (Altmiller, 2016; Dorić, 2018; Ghazali et al., 2020; Ovando,
1994; Smith, Starratt, McCrink, & Whitford, 2019; Toit, 2012).
Constructive feedback is also defined as feedback that is timely, accurate,
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constructive, focused on the outcome, supportive, encouraging, and
positive (Toit, 2012). Constructive feedback should provide students with
a clearly defined end goal (Hattie & Timperley, 2007; Toit, 2012) and must
be manageable so it is not overwhelming (Altmiller, 2016; Shute, 2008).
It should also focus on what students do correctly as well as letting them
know how and what to improve. Parr and Timperley (2010) took this idea
further and suggested that to be constructive, feedback must be directed
at a deeper level of learning so it triggers cognitive processes. 

Providing constructive feedback to students on their performance is
crucial to strengthening their learning (Altmiller, 2016; Duffy, 2013; Omer
& Abdularhim, 2017), but it is a challenging task (Zehra et al., 2015).
Hamid and Mahmood (2010) in their analysis of constructive feedback
have drafted the subsequent definition “Where there are agreed standards
of behaviour and performance, and two-way communication about what
has gone right as well as what has gone wrong, there is feedback that we
define as constructive feedback” (p. 224). The characteristics of
constructive feedback shown here are that feedback will high spot and
reinforce good results, demarcate bad performance, remedial action plans
and two parties. (Altmiller, 2016; Hamid & Mahmood, 2010; Omer &
Abdularhim, 2017). 

effective features of constructive feedback

During the course of Hattie’s various publications and discourses, he
established many primary successful feedback elements, emphasizing the
significance of the situation, precisely that feedback would fix
understanding errors after information was first presented (Hattie &
Timperley, 2007). This point differentiates feedback from the first
knowledge presentation in the class, as a reaction to the learner’s success.

Table 1 provides a list of authors who built their study on Hattie’s
research (Hattie & Timperley, 2007).

Constructive feedback can be characterized by the following important
elements as a structured mechanism to promote positive teaching and
learning.

task-specific

Hattie (2013) defined the learning milieu, especially the specificity of the
tasks, “Feedback needs to include information directly relevant to the
assignment or learning process that fills [the] void to address this
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instructional purpose” (p. 82). In particular, Hatziapostolou and Paraskakis
(2010) found the constructive feedback is “directly related to assessment
criteria or related to learning outcomes” (p.112). Clark and Mayer (2011)
describes Task-specific input ensures that the novice gets important
information enabling attention to be centered on a “unique capability deficit,” 

Table 1: Features of Constructive Feedback

Feedback with details on how to improve the work is much more
effective than simply showing either the work is correct or not
(Nyiramana, 2017). Specific (or elaborated) feedback provides
information that does not focus on accuracy but gives students an
indication of what needs to be fixed or gone through (Shute, 2008).
Feedback becomes even more effective when it offers students a challenge,
but has a low-level of complexity (Hattie & Timperley, 2007).

The feedback that is not specific can have a deleterious impact on
schoolchildren because it leaves them floundering and wondering about
how to give the quality of their work (Butler, 1988; Kluger & De Nisi,
1996). A lack of specificity may cause students to view the feedback as
useless and result in them becoming frustrated. The flow-on effect of this
is that uncertainty can lead to lower levels of learning (Kluger & DeNisi,

features of

feedback

research features of

feedback

research

Self-
regulation

Butler & Winne ,1995; Careless et al.,
2011; Embo et al., 2014; Espasa &
Menses, 2010; Ferrel, 2012;
Furnborough & Truman, 2009; Hattie,
2013; Nicol, 2010; Orsmond & Merry,
2013; Tanner & Jones, 2007.

Praise Hattie & Timperley, 2007;
Burnett and Mandel’s,
2010.

FT/
relevant

Clark & Mayer, 2011;
Hatziapostolou & Paraskakis, 2010;
Hattie & Timperley, 2007; Nicol,
2010; Schlitz et al., 2009; Tanner &
Jones, 2007.

Non-
threatening
Environment
/ Supportive

feedback

Clark & Mayer, 2011;
Hattie & Timperley, 2007;
Nicol, 2010; Schlitz et al.,
2009; Tanner & Jones,
2007.

Timing Butler & Winne,1995; Erdman &
Chan, 2013; Ferrel, 2012; Hattie &
Timperley, 2007; Hatziapostolou &
Paraskakis, 2010; Hawk & Shah,
2008; Nicol, 2010; Tanner & Jones,
2007; Schlitz et al., 2009.

Self-
reliance

Butler & Winne , 1995;
Hattie & Temperley,
2007; Gomez et al., 2013;
Schlitz et al., 2009;
Timmers & Veldkamp,
2011.

Low task
complexity

Hattie & Timperley, 2007. Positive and
negative

Feedback

Furnborough & Truman,
2009; Nicol, 2010; Hattie
& Timperley, 2007.
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1996). Providing specific, clear feedback for procedural and conceptual
learning tasks is a general guideline for teachers (Shute, 2008).

Self-regulation

This whole section is dedicated to Self-regulation, as an important part
of this study’s structure. According to Hattie (2013), “students are engaged
by the expert teachers to make them learn and develop self-regulation in
them; enhanced self-efficacy; involvement in mastery learning; and self-
esteem as learners” (p. 11). Feedback can be exchangeable if it will focus
on skills, and self-regulatory processes” (Nicol, 2010, p. 512). 

feedback on task

Hattie and Timperley (2007) described “the difficulty of goals and tasks
has also affected feedback ... [having] the greatest effect when goals are
precise and demanding, but the complexity of tasks is low.” (p. 87). This
void in the literature indicates researchers’ inability to tackle the problem
of meeting and recognizing the feedback-effectiveness needs of the target
population of students. Assessing the difficulty of the tasks will require a
clear understanding of the skills, abilities, previous experience, and task
interpretation of the students.

feedback timings

Focused teacher comments can enable learning, but the time given to
students for revision makes the feedback more powerful (Duffy, 2013).
The timing of the delivery of feedback is also important. Shute, (2008)
and Din & Saeed, (2018) identified two considerations about the delivery
of feedback: whether the feedback is delivered as immediate or delayed
feedback. Immediate feedback is instant and delivered directly after the
student has responded to a specific task, whereas delayed feedback can be
minutes, hours, days, or even weeks after the completion of a task. Earlier
corrective information encourages efficient retention (Din & Saeed, 2018);
however, there are arguments for and against each method of delivering
feedback.

In Shute’s 2008 study it was argued that research showed there
appeared to be no stable main effect of timing and the delivery of
feedback. Effective feedback is designed to accelerate a student’s learning,
consequently, it cannot be delivered at the end of a unit, nor can it be
delivered instantly, but must be provided during the course of the teaching
and the learning process to maximize the student’s level of achievement
(Nicol & Macfarlane-Dick, 2006; Nyiramana, 2017). 
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Hattie (2014) proposed that stalled feedback slow down the initial rate
of learning, however, it expedited a transfer of skills after the feedback
had been processed. Receiving work from students at any stage of the
writing process, reading it, then writing feedback for students takes time,
but the feedback given is personalised and relevant to each student,
therefore making it more powerful (Din & Saeed, 2018).

There was also the issue of how much time it took for teachers to provide
high quality feedback. Some teachers stated providing feedback to students
was labor-intensive (Sadler, 2010); and time was a barrier to giving good
feedback (Carless, 2006). Marie (2016) indicated the time constraints
associated with providing high-quality feedback cost students, as teachers who
were working to provide feedback on student assignments were, therefore,
unavailable to attend to other educational practices. Yet, for students to be able
to use the high-quality feedback provided by the teacher, students needed to
be adequately equipped to understand the feedback by possessing a certain
level of expertise often only associated with the teacher (Sadler, 2010). The
divide between teacher intent and student perception also need to be addressed,
“Clearly, the gap between the teacher’s feedback and the student’s appreciation
of its practical import has to be reduced or closed” (Sadler, 2010, p. 541).

Positive and negative feedback

Hattie and Timperley (2007) discussed feedback that, “the influence of
feedback tends to be affected by the direction of feedback about output on
a task. In particular, feedback is more useful when it offers knowledge
about correct answers rather than incorrect ones” (p. 85). Hattie and
Timperley (2007) found negative feedback, particularly when consolidated
to task-specific input (TS), had the biggest impact in self-direction (FS).
FT has reaped both critical and constructive feedback.

Positive feedback would boost proactive feedback users to use
“feedback as a learning method by evaluating it and seeking it into the
learning process and to enhance the confidence of learners and building a
virtuous circle that helps students to achieve learning goals.”
(Furnborough & Truman, 2009, p. 412). 

feedback as Praise

Hattie and Timperley (2007) found in his study, “students like praises, not
for ability and behavior but specifically for effort and achievement. Most of
them favored private praise, as some students viewed it as a punishment if the
admiration took place before a peer group that devalued education” (p. 98).
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Remarkably, “older students perceived praise after success or neutral
feedback after failure as an indication that the teacher perceived their
ability to be low” (Hattie and Timperley, 2007, p. 97).

Feedback, in the form of praise, was also investigated in Burnett and
Mandel’s (2010) study of feedback in grades 1 through 7, researchers
observed several classrooms and found teachers used general praise feedback
71% to 93% of the time and less than 10% on effort and ability (p. 149). The
data indicated that 89% of the feedback was positive and 11% of the feedback
was negative (p.149). “Key finding of this research was that the primary form
of input used by teachers, 77 percent of the time or on average 35 times per
hour, was general, non-targeted praise” (p.151). Praise, while often intended
to motivate students or to mitigate critical teacher comments rarely provided
useful information the student could use to reach the learning goal of the
lesson; instead, the praise often diluted the useful feedback message, and in
some cases, praise produced levels of learned helplessness in the student
psyche (Hattie, 2012). Feedback about the self, typically in the form of
praise, was personal and was rarely effective in enhancing learning. Different
types of praise could often set students along a trajectory of beliefs about
their own ability to learn, as well as their level of intelligence. 

effects of constructive feedback on Students’ Learning: a

theoretical background

The role of feedback in learning has been investigated with massive
widely held of studies focused on measuring the effects of feedback. This
seems rational given that early, behavioral models viewed feedback as a
uni-directional transfer of knowledge from the adept to the beginner to
allow learning to progress or extinct (Brooks et al., 2019). Take for granted,
Thorndike’s (1933) law of effect, Which are the behavioral consequences
(Schunk, 2012), was crucial in the establishing understanding that feedback
was a stimulus or message that could lead to learners modifying their initial
response. Similarly, Skinner (1963), using optimistic and adverse feedback
messages as a motivation to change actions to produce desired results, built
on this idea. This use of feedback via punishment or reward as an extrinsic
motivator has negative effects on learning (Brooks et al., 2019). According
to Thurlings, Vermeulen, Bastiaens, & Stijnen (2013), “Behaviourism
focuses on students’ observable behaviour, which can be influenced by
stimuli like praise and punishment. In small steps, teachers guide students
through the curriculum. Behavioral feedback systems are simple and linear:
feedback is given, and an outcome occurs as a result” (p. 4, Fig 2). 
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Figure 2. Behaviourism Perspective

Following behaviourism perspective, it is clear that motivation is an important
element that influences students learning in general and evaluation in particular,
either positively or negatively. One of the most distinguished up-to-date theories
of psychological motivation is what Ames (1992) calls “goal orientation theory”.
This theory argues that two separate forms of learning objectives exist: mastery
and success. The former are targeted at making schoolchildren “developing new
skills, trying to understand their task, enhancing their ability level, or gaining a
sense of mastery-based on self-referenced expectations” (p. 262). On the other
hand, success targets guide schoolchildren to receive either higher grades or public
credit for what they accomplished. Ames determines that mastery objectives are
more important than performance because they stimulate schoolchildren
“creativity and make them more motivated” (Zahroh, Mujiyanto, & Saleh, 2020).

Interest and understanding of school interest are two factors used to assess
the motivation of the students (Eccles & Wigfield, 2002). Following the
expectation-value theory of Eccles, impetus differs with the significance given
to the goal we want to meet and with our expectations of achievement. In
addition, Wolters and Rosenthal (2000) claimed when schoolchildren are
persuaded that they have an essential, informative learning strategy, those who
are more inclined to make a conscious effort to complete the task and continue
for longer. Learners must take into account schoolwork as beneficial for the
accomplishment of career ambitions; alternatively their motivation to involve
in a self-regulated learning the procedure will most likely diminish. 

Atkinson (1957) said that the perception-value principle of
encouragement for accomplishment developed. The main premise of this
and other expectation-value theories is that behavior hinges on the
expectation of achieving a unique result (e.g., target, legitimize) as a result
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of conducting specified behaviors and how much one values resulting from
them. People judge the likelihood of achieving different results. They’re
not inspired to pursue the impossible, because they’re not chasing outcomes
that are viewed as unattainable. Even the expectation of a positive outcome
does not produce action unless the outcome is valued. An attractive result,
coupled with the conviction it is achievable, motivates people to act.

The cognitive constructivist self-regulation theoretical account viewed
this as containing three sub-processes: self-observation, self-judgment, and
self-reaction. School children participates in learning programs with
specific objectives such as gaining information and skills and finalizing
assignments. Pertaining to goal targets in mind, they observe, judge, and
respond to their perceived progress towards their target. This traditional
perspective was strengthened to highlight the unpredictable nature of self-
regulation and included activities that involve pre- and post-task
collaboration. This cyclical process reflects the social cognitive focus on
reciprocal interactions among individual, behavioral, and regulatory / social
factors. The preconceived step supersedes sample report and relates to
procedures that pave the way for action, such as setting goals, determining
a strategy, and evaluating learning self-efficacy. The performance
management step includes processes that occur during learning and affect
attention and practice, such as techniques being applied and progress
monitoring. During the self-reflection a phase that takes place during
breaks and after completion of the task, the learners respond to their efforts
by setting new goals, adjusting their strategies, and assigning results.

Figure 3. Research Framework
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Present-day Constructivist approach and self-regulatory feedback
approaches consider the learner an efficient informant in getting,
describing, and implementing feedback (Thurlings et al., 2013). Thus, a
conceptual framework of constructive feedback (Figure 3) guides the
theoretical framework for this study. In the perspective of this study, we
can relate the theory-oriented goals to the types of evaluation: achievement
goals for summative and mastery goals for formative purposes. The
explanation for this is that mastery goals (focusing on understanding the
content) are the key distinguishing characteristic of formative assessments
while success goals (focusing only on demonstrating skill and having good
grades) are closely related to summative purposes. This, in effect, will
give us an impression that formative evaluation is superior to summative,
because it allows students become more interested in the learning process.
However, if formative evaluation and formative feedback are considered
successful tools in the learning of students, it is necessary to understand
that formative evaluation does not depend solely on learning tasks and the
subsequent feedback but “on the broader context about the motivation and
the self-perceptions of students” (Black,1999: 125) And the theory of
expectation-value emphasizes the critical part of academic assignment-
value convictions in designing pupil learners’ interest (Pintrich, 2003). In
their interpretation of the “modern theory of expectation-value”, Eccles
and Wigfield (2002) stressed the “central function of task-value for the
students’ expectations of success, choices related to achievement, and
results”. Theoretically, Wolters and Rosenthal (2000) Say that individuals
who are assured that learning activities are likely to be meaningful,
remarkable and usable spend more effort and persist longer to complete
an activity. In addition, even when students lack self-efficacy, if they value
the learning activity, their contributions are likely to begin and carry on
(Zimmerman, 2002). According to Thurlings et al. (2013), “Meta
cognitivism stresses that learners learn to learn. In this theory of learning,
self-regulated learning fits in. In their (self-regulated) learning processes,
such as preparation and tracking, teachers direct students, and the learners
are responsible for their own learning. This means that at a starting point,
the feedback process begins with learners. Teachers then provide input
and the students flow on to another level. A loop brings learners back to
another starting point as the method is continuous” (p.4). He further
explained that, “The focus of social constructivism is on how learners are
actively involved in building their knowledge. The starting point for
learning is prior knowledge. Learning happens by evaluating different
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instances and by de-contextualizing the heuristics. This process is guided
by teachers. In the learning processes, peers are involved and students
collaborate. This indicates that at a starting point, the feedback process
starts with learners. Multiple peers and educators provide input. Then,
since the learning is continuing, students transfer to another stage, which
becomes a new starting stage.” (p. 4). 

metHodoLoGY

A systematic content analysis technique was used to retrieve articles.
Schimmel (1983) mention the criteria for systemic content analysis that
is; (1) selection of appropriate computerized database (2) identification of
appropriate keywords (3) review of abstracts and (4) comprehensive
review of selected articles. Current article adapts the same process. First,
well-known publishers like Emerald, Elsevier, Springer, Taylor & Francis,
and Sage publications have been searched with related keywords (e.g.,
constructive feedback, academic achievement, feedback and self-
regulation; feedback and self-efficacy; feedback and motivation). Second,
all ISI journals names with feedback and its effects were also examined.
The search covered 221 articles/ books from January 2000 up to May 2020
including some older publications as well, by means of snowballing. Out
of these, 92 articles were filtered and incorporated in this study. The
criterion of selection was “Search for papers published in peer-reviewed
scientific journals in English, Search for papers published in the last 15
years, selected articles contain at least one keyword in their title or
abstract, excluding papers related to very narrow aspects or contexts,
reading all remaining abstracts and reading all remaining articles in their
entirety”. After the selection of most relevant articles, a detail and
comprehensive bibliographic analysis have been done.

concLuSion

Receiving constructive feedback is linked to improved levels of
achievement, motivation, and self-efficacy. It requires students to be active
learners in their education, and can help lower ability students achieve
more (Bandura, 2001; Butler & Winne, 1995; Kluger & DeNisi, 1996;
Schunk, 2012; Vollmeyer &Rheinberg, 2005; Zimmerman & Bandura,
1994). Constructive feedback can also assist in the development of the
skills required for students to become self-regulating. However, for
students to be able to make the most of any tools designed to improve their
learning experience, they must be willing and engaged participants in their
own learning.
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Motivation and Self-regulation are related and Feedback is an
important stimulus for self-regulation. Self-regulations are affected by
motivational factors such as goals setting, expectations of outcomes, and
self-efficacy, are important motivational variables that affect self-
regulation. Taking part in effective self-regulated learning will in effect
inspire learners to fix new targets and continue to learn. Certain motivating
factors involved in self-regulation include beliefs, goals and assist in the
search for i.e. constructive feedback from the teacher. These variables
collectively will aid to decide that getting behavior is set off and
maintained as pupils make adoptions about the relaxed, place, timing, and
outcomes of their learning. 

The current study has developed a theoretical framework for the
successful implementation of constructive feedback model. After a
detailed literature review, it has been revealed that there is very limited
theory-based empirical research available. Second, although literature is
available in language subject (English) but there is no study available
which emphasis about the effects of feedback in science subject. Third,
literature covered only one aspect at a time but this study covered all
dimensions. This study has developed a theoretical framework on
literature base data. Now there is a need to further empirically verifying
this framework. This study will imply all level of constructive feedback,
and its effects will be observed on students.
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