
 

Practioner Enquiry 
Zoe Ramage  
Group 1B  
 
 
What happens when pupils are provided with real time formative feedback?  
 
Rationale 
Evidence suggests that academic attainment can be improved through supporting pupils in 
developing a growth mindset: the belief that intelligence is not a fixed characteristic and can 
be increased through effort (Good et al., 2003). Blackwell and colleague (2007) suggest that 
holding this belief enables pupils to work harder and achieve better results, key to raising 
attainment and achieving equity (Scottish Government, 2018).  
 
One of the most important aspects relating to the development of a growth mindset is 
Feedback. It is suggested that when feedback is effective, it helps learners see where they 
currently are in relation to success criteria and entices learners to act upon it - this seems to 
contribute to their understanding that talents and abilities can be developed through effort and 
persistence (Dweck, 2000).  
 
As feedback is designed to enhance student learning, it is insufficient to only provide it at the 
end of a topic or lesson to highlight where they have gone wrong. To be effective, feedback 
needs to be a two way dialogue which helps motivate students. Students need ongoing, timely 
feedback within lessons, along with support on how best to use it. Students also need the 
opportunity to give feedback on what they have learned so that teachers can evaluate the 
success of learning and adapt teaching when necessary. Feedback should therefore be a 
continuous process of conversation and reflection, within lessons (not between).  
 
Providing short burst of formative feedback using AiFL strategies as a basis (for example, 
problem solving tasks, think-pair-shares and show me boards) may help to develop a 
continuous conversation between students and teachers that supports students to become 
reflective learners 
 
Aims 
To investigate if regular, ongoing feedback has an impact on pupils’ understanding of 
content.  
To investigate if regular, ongoing feedback has an impact on pupils’ desire for feedback. 
 
 
Methodology 
The enquiry was conducted with a senior National 5 Psychology class who were moving onto 
the final topic within a unit. It was completed over 5 double periods across the three weeks of 



the topic. The class were informed that (while feedback was already regularly given) there 
would be at least two bursts of formative feedback during each of these lessons and they 
would also monitor their own understanding throughout, instead of just at the end. In keeping 
with Building the Curriculum 5, during these lessons there were at least two feedback 
interactions using AiFL strategies which were designed to support learning by relating to 
shared success criteria and involving the learner in making clear next steps. These included 
the uses of show me boards, oral feedback about written work, quizlet and think-pair-shares, 
all of which provided opportunities for timely, clear, actionable feedback to be given.  
 
The class were given a questionnaire (Appendix A) before the enquiry period to gather data 
on content understanding, confidence in lesson involvement and asking for feedback, and 
opinion on ongoing feedback. This questionnaire was then completed again at the end of the 
enquiry so that responses could be compared.  
The class recorded their own understanding of each element of the topic (based on the clear 
success criteria provided) at the start, middle (before a formative feedback break) and end of 
each element. This was done to help judge if they had prior knowledge from other parts of the 
course and also to see their understanding and adjust future lessons accordingly.  
The class were observed and notes were taken on two key aspects. Firstly, the quality of their 
verbal responses. Secondly, their requests for feedback.  
Lastly, pupils work was marked as normal and this provided a fourth source of data.  
 
Findings 
Pupils did generally take on board written feedback and make adjustments, and future work 
during the enquiry period seemed to take into account the previous feedback (for example, a 
piece of work in Appendix C – pupil is asked to use ‘because’ to address the explain 
command word, which was then used the following week). 
 
It is possible that pupils will act on feedback (as above) when it is given between lessons too. 
However, questionnaire data suggests pupils did find it more useful to receive it on an 
ongoing basis. The questionnaire (Appendix A) was analysed by finding the mean for the 
class on each answer (Appendix B).  
 
Figure 1 - Results of Questionnaire before and after enquiry  

Answer all questions on a scale of 1-5, with 1 being the lowest and 
5 being the highest.  

Before 
enquiry  

After 
enquiry  

Q1 - How well do you feel you understand Individual Behaviour 
within National 5 Psychology?  

3.9 4.3 

Q2 - How confident do you feel volunteering to answer questions or 
asking for feedback within class?  

3.1 4.1 



Q3 - Do you think introducing periods of ongoing feedback within 
lessons would help you achieve the success criteria? (before).  
How useful were the periods of ongoing feedback within lessons in 
supporting you in achieving the success criteria? (after)  

4.5 4.8 

 
The results demonstrates that there was an overall increase in their ratings of understanding 
(0.4), and a more significant increase in their rating of how comfortable they felt answering 
and requesting feedback in front of the class (1). Furthermore, young people felt that ongoing 
feedback would be helpful in advance, and did rate it as helpful afterwards (the highest 
overall rating).  
 
Ongoing checkpoints of understanding (measured against success criteria) demonstrated that 
pupils generally showed a significant increase between the ‘midpoint’ (always taken before 
the feedback period) and ‘end’ (Appendix D). These jotter checkpoints also allowed for more 
formative assessment and feedback to be given if the majority of pupils in the class were not 
at at least a 4.  
 
Although the whole class were observed, notes were made after each lesson about 3 specific 
pupils who generally did not ask for feedback or volunteer answers. While one pupil 
remained consistent throughout the enquiry, the other two were more likely to ask for their 
work to be looked at, ask for help and (in 3 lessons in a row) volunteer answers when not 
being specifically asked.  
 
 
Conclusions 
 
The results of this enquiry suggest that ongoing feedback during lessons (as opposed to 
between) results in an increased understanding of course content, an increased confidence in 
asking for feedback when it would be helpful and increased participation in lessons. This 
enquiry suggests that ongoing feedback positively impacts teaching and learning and 
contributes to the development of a growth mindset (since pupils became more involved and 
felt more confident answering questions). Pupils used opportunities to act on feedback within 
class in a timely manner, and this seemed to impact their future work.  
 
Implications for Future Practice  
 
Due to the success of ongoing feedback (built into lessons), I will continue to ensure there are 
planned opportunities for pupils to both give and receive feedback about their learning. In 
particular, I now view ongoing feedback as an essential element to promoting growth 
mindset, along with other strategies such as welcoming mistakes and using supportive 
language. During this enquiry, I provided feedback in a range of ways (e.g. whole class in 
response to show me board questions, oral feedback on a one to one basis, feedback during 



‘Quizlet’ questions, written feedback while pupils were working through exam style 
questions). Evidence shows teachers often view feedback as more effective than students 
(Carless, 2006), and pupils clear appreciation of how they are using feedback has raised 
questions for me about the effectiveness of these different types of feedback (e.g. written, 
verbal, whole class). In the future, I will seek to involve pupils in evaluating the usefulness of 
each of these.  
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Appendix	A:	Questionnaire	

Questionnaire	before	enquiry	period		

Question	1:	How	well	do	you	understand	what	is	being	taught	in	Psychology?		

Rate	your	answer	1	to	5	on	the	scale.	1	means	you	rarely	understand	what	is	being	taught,	5	
means	you	always	understand	what	is	being	taught.	

L	1						2					3					4				5	J	

Question	2:	How	comfortable	do	you	feel	answering	questions	in	front	of	the	class?	

L1					2					3					4					5	J	

Question	3:	Do	you	think	it	would	help	your	understanding	if	I	tested	your	understanding	during	a	
lesson	and	gave	you	ways	to	improve	right	away?	

L	1				2				3				4					5	L	

	

	

Questionnaire	after	enquiry	period		

Question	1:	How	well	do	you	understand	what	is	being	taught	in	Psychology?		

Rate	your	answer	1	to	5	on	the	scale.		

L	1						2					3					4				5	J	

Question	2:	How	comfortable	do	you	feel	answering	questions	in	front	of	the	class?	

L1					2					3					4					5	J	

Question	3:	Did	having	actual	checkpoints	during	lessons	with	immediate	feedback	help	your	
understanding?		

L	1				2				3				4					5	L	

Question	4:	What	ways	do	you	prefer	to	receive	feedback?	(e.g.	verbal,	as	a	whole	class,	written,	one	
to	one)		

	

	

	

	



	

Appendix	B:	Raw	data	from	questionnaire		

	

	

	

	

	

	

	

	

	

	

	

	

	

	

	

	

	



	

Appendix	C:	Sample	of	pupils	work	

This	is	a	sample	of	work	from	one	pupil	who	received	feedback	during	written	work.	I	highlighted	to	
her	that	in	tackling	the	‘Explain’	command	word	for	strengths	and	weaknesses,	the	use	of	the	word	
because	would	help	make	it	more	explicit	that	she	was	explaining,	and	also	force	her	to	consider	if	
she	was.	I	marked	a	line	where	she	had	got	to	before	the	verbal	feedback,	and	also	starred	for	her	
and	example	of	where	the	word	because	might	fit.	Below,	she	immediately	acted	upon	this	by	
adding	in	expansions	which	would	have	taken	the	answer	from	a	borderline	3/4	to	a	4/4.		

	

This	is	the	following	week,	tackling	a	similar	Explain	style	question.	It	is	clear	she	makes	use	and	acts	
upon	the	previous	feedback	again,	explicitly	explaining	why	the	points	she	identifies	are	strengths	or	
limitations.		

	



	

Appendix	D:	A	selection	of	pupils	jotters	showing	their	understanding	of	topics	(the	checkpoints)	at	
the	start	of	lessons,	before	the	bursts	of	formative	feedback,	and	after	the	feedback	opportunities	
(pupils	tended	to	increase	most	between	the	‘mid’	and	‘end’	point,	suggesting	the	bursts	of	
formative	feedback	had	the	biggest	impact	on	their	understanding,	or	at	least	their	confidence	in	
their	understanding).		

	

	



	


