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External feedback in education (teachers and peers) should build on the internal feedback students already generate 
themselves when they assess their own work (Butler, 1995)

Feedback

Information on the gap between observed and desired performance (Sadler, 1989)

Information provided by an agent regarding aspects of one’s performance or understanding e.g.:
− Teacher provides corrective information or encouragement
− Peer provides an alternative strategy
− Self assessment provides gap between current and desired performance
− Experience provides information what work or not 
− Book provides information to clarify ideas or the correctness of a response

1. Feedback about the self: personal evaluations about the learner, e.g. “You are a bright student”
2. Feedback about the task: how well tasks are understood or Performed “You need to include a physical 

examination.”
3. Feedback about the process: processes needed to understand or perform tasks, e.g. “You need to listen to 

the patient worries in the way described in the rubric to achieve the desired response of the patient 
4. Feedback about self-regulation: how to improve self-regulation, e.g “You already know the key features of 

the opening of an argument. Check to see whether you have incorporated them in your first paragraph

Four levels of feedback (Hattie, 2007) 
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The course structure and teacher regulation can be seen as a type of feedback. This external regulation can provide 
more or less ’constructive friction’ to the learning process. (Vermunt, 1999). 
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Boud & Molloy, 2012\2013:

Positioning learners as key drivers of their own learning, generating and requesting their own 
feedback, empowers students beyond the immediate task and does not create false expectations that 
courses cannot deliver.

With this in mind, it would be helpful to rethink feedback from:
1) a teacher's act to a student's act in which teachers are involved. (from unilateral to co-constructed; 

from monologue to dialogue).
2) the almost exclusive use of teachers to that of many others (from single source to multiple sources).
3) an act of students as individuals to one that necessarily involves peers (from individualistic to 

collectivist).
4) a collection of isolated actions to a planned sequence of development over time (from single items 

to curriculum).

Driver of feedback

Both students and teachers agree on the importance of feedback, but although teachers believe 
that they spend a lot of time giving feedback, they perceive that students take little notice of it. 
Students, on the other hand, generally feel that they receive too little feedback.



Feedback orientation (Smither, 2005)
More general and durable than receptivity, a ‘quasi-trait’ that remains fairly consistent in 
one individual across settings and with different supervisors.
Linderbaum & Levy, 2010; Mills 2023:
Feedback Orientation Scale, a 20-item instrument that measures feedback 
orientation with four factors:
1. Utility: belief that feedback is useful, ‘instrumental’ to development
2. Accountability: sense of obligation to act on feedback
3. Social awareness: perception of external pressure to respond 
4. Feedback self-efficacy: individuals’ confidence in managing received

feedback

Feedback receptivity
More situational raised by specific feedback interaction (e.g. identity match with 
feedback giver, learner’s expectation of positive vs. negative feedback in that situation)

Feedback orientation & receptivity
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 Reflection-in-action: during task performance. For instance with think aloud
(mind cognitive load)

 Reflection-on-action: after task is accomplished. For instance supported by
videorecording

 Reflection-for-action (Cowan, 2017): anticipate possible scenario‘s\challenges, 
thinking out strategies to cope with them, e.g. how to monitor, when informed
decision moments

 Composting reflection: reconsidering and building on previous reflective work

Reflection
 Reflection is the link between receiving and using feedback (Sargeant, 2009); 

reflecting on experience leads to transformation, integrating knowledge, skills and 
attitudes.

 Reflection is essential trait of professionalism and occurs during task performance
(Schön, 1983) or more separately on the object of reflection “I Reflect, Therefore I 
Am… a Good Professional” (Cattaneo, 2021)

Timing reflection
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Goal orientation theory (Dweck, 2000)

1) Learning orientation: competence malleable, internal focus on mastery
2) Performance orientation: competence fixed, external focus on social comparison

a. Approach: proving to outperform others and gaining favorable evaluations
b. Avoidance: avoiding negative judgements or appearing incompetent

An individual’s goal orientation superorganizes the affective, 
behavioral, and cognitive processes of motivation

Feedback-seeking typology (Gong, 2017): 

1) Focus: self or other
2) Nature:

a. positive: aspects that are good
b. negative: aspects that need improvement

Two dimensions:

Feedback-seeking
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Feedback-seeking: four types

Desirable level, expectation

Goal setting

Goal orientation

• Function
• Motivation

Below

Above

‚Learning‘

• Instrumental to develop
• Intrinsic: mastery

‚Performance‘

• Extrinsic: social comparison
• Looking good (ego, image)
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Appreciating Feedback (understand)

• Role in improving work:
a) acknowledgement  that 
expertise is not fixed, but can 
change
b) disposition to use feedback to 
continually improve work

• Active learner role (agency for
own change, not teacher-telling)

• Different forms and sources, 
appraisal of information

• Revisiting feedback

Making Judgments (capacity)

• Capable to make evaluative 
judgments about own and others
work (tacit knowledge, exemplars)

• Appraisal of info feedback sources
• Active in peer feedback processes

(sharing of judgements)
• Refine self-evalative capacities

over time (internal feedback)

Managing Affect (disposition)

• Maintain emotional equilibrium 
and avoid defensiveness

• Proactive in eliciting
suggestions

• Continuing dialogue (social
interaction)

• Strive for continuous 
improvement on the basis of 
internal and external feedback.

Feedback literacy

Taking Action (usage)

• Aware that action in reponse to feedback is
imperative (closing feedback loop)

• Draw inferences for continous improvement
(opportunities)

• Develop repertoire of strategies for acting
on feedback

The understandings, capacities and dispositions needed to make sense of information and use it to enhance 
work or learning strategies.

ACT: accountability

BELIEF: willingness CAN: ability FEEL: readiness
− Safe environment− Scaffolding

− Feedback seeking: 
monitoring and inquiry

− Opportunity for repetition
− Plan

− GoalsInstruments:

− Designing for uptake
− Relational sensitivities
− Managing practicalities

Teacher Feedback Literacy

− Appreciate feedback
− Refine evaluative 

judgements
− Take action in response to

feedback
− Work with emotions

productively

Student Feedback Literacy

(Carless, 2018, 2023)
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Student Feedback literacy measurement (Woitt, 2023)

Feedback attitudes

Feedback practices

1. I think that a feedback process is most effective if I take an active role in it.
2. I believe that I can contribute to the value of feedback processes.
3. I feel that I have a responsibility for using feedback to improve academically.
4. I believe that one of the main purposes of feedback is for me to improve in my studies.
5. I feel that feedback helps me refine my judgments on my own work.
6. I believe that feedback can come in various forms and from various sources.
7. I am interested in receiving feedback about my learning.
8. I am determined to make use of feedback for improving my studies.
9. When evaluating feedback, I keep in mind that there are different perspectives and opinions.

10. If needed, I seek out further information to better understand a feedback comment
11. When dealing with feedback, I try to keep my emotional balance.
12. I handle feedback on a factual level instead of taking it personally.
13. I really take my time to reflect on feedback I have received.
14. I assess my learning progress to determine where feedback might be helpful to me.
15. I take into account multiple sources of feedback because they are useful in different ways.
16. Based on what I learn from feedback, I consider doing things differently in the future.
17. I reconsider and refine my learning strategies based on feedback.
18. I strive to make the most of the feedback I have received.
19. If given the opportunity, I revise my work based on feedback.
20. I refer to my previous feedback experiences for judging my overall progress.
21. I take feedback into account for evaluating how well I am navigating a challenge.

21 items with 5-point Likert scale associated with two factors
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Student Feedback literacy measurement (Dawson, 2023)

24 items with 6-point Likert scale associated with five factors
Seek feedback information (SF)
1. I reflect on the quality of my own work and use my reflection as a source of information to improve my work. 
2. I seek out examples of good work to improve my work. 
3. When other people provide me with input about my work I listen or read thoughtfully.
4. When I am working on a task, I consider comments I have received on similar tasks.
5. I ask for comments about specific aspects of my work.
Make sense of information (MS)
6. I carefully consider comments about my work before deciding if I will use them or not.
7. When receiving conflicting information about my work from different sources, I make a judgement about what I will use. 
8. When deciding what to do with comments, I consider the credibility of their sources.
9. I consider how comments relate to criteria or standards. 
Use feedback information (UF)
10. I check whether my work is better after I have acted on comments.
11. I use comments on my work to refine my understanding of what good quality work looks like.
12. When receiving comments I plan how I will use them to improve my future work, not just the immediate task.
13. I keep comments on previous work to use again in the future. 
14. When I receive comments from others, I use them to improve what I'm working on at the time.
Provide feedback information (PF)
15. When commenting on the work of others, I provide constructive criticism. 
16. I comment on other people's work when I am invited to. 
17. When commenting on other people's work I refer to standards or criteria. 
18. I offer to provide feedback to my peers.
19. I try to be very clear when providing feedback comments to others. 
Manage affect (MA)
20. I am open to reasonable criticism about my work. 
21. I deal well with any negative emotional responses I have to feedback information. 
22. When a feedback message is valuable but upsetting or annoying, I still find a way to make use of it. 
23. Critical comments motivate me to improve my work. 
24. I make use of critical comments even if they are difficult to receive.
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Self-regulatory learning theory (Pintrich, 2000)
An active, constructive process whereby learners set goals for their learning and then attempt to monitor, regulate, and 
control their cognition, motivation, and behavior, guided and constrained by their goals and the contextual features in the 
environment.

Self-regulation

(Spooner, 2022)
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Feedback principles that support self-regulation (Nicol, 2006)

Feedback & self-regulation

1. Clarify what good performance is (goals, expected standards with exemplars, rubrics, discussion, own 
criteria)-Feed-Up

2. Facilitate self-assessment (reflection, evaluate each other’s work, request the kinds of feedback they 
would like, portfolio)

3. Deliver high quality feedback information (timely, unambiguous, specific, transferable, regular, relation
to a limited number of prioritized criteria, corrective advice)-Feed-Back

4. Encourage dialogue (stimulate a response, collate feedback for peer or teacher managed discussion)
5. Encourage positive motivation and self-esteem (many low-stakes assessment tasks, with feedback 

geared to providing information about progress)
6. Provide opportunities to close the gap (between current and desired performance, two-stage 

assignments where feedback on stage one helps improve stage two, model strategies, action points)-
Feed-Forward

7. Use feedback to improve teaching (information to teachers to shape teaching)
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Self-regulated learning is an important element of learning from simulations (McAlpin, 
2023; Vermunt, 2023).



Awareness of Human tendencies

Human tendencies:

1. Fast thinking: fast, automatic and intuitive thinking based on patterns and heuristics. It is efficient because it 
works quickly and with little effort. 
2. Slow thinking: slow, deliberate and analytical thinking. It requires conscious effort and attention to detail.
We tend to make decisions using 'System 1 fast thinking'.

a) Our cognition: Dual process theory
The cognitive processes that underlie our decisions can be divided into two distinct types (Kahneman, 2015): 

a) Our emotions (McConnell, 2012):
Psychlological immune system: protection for negative emotions (Gilbert, 2000),
Stages of grief: anger-denial- bargaining- depression- acceptance
Cognitive tendencies that adapt feedback:
- Hot cognitions: emotion, arousal. self-serving bias, positive performance is attributed to internal, ability factors, 
performance failures, to external, situational factors. 
- Cold cognitions: analytic confirmation bias: test hypotheses in one-sided way
Confidence- allow to hear threatening feedback <> can lessen credibility of external feedback, influenced by experience-
double edged sword: frequency independ of quality

It is important to be aware of some human tendencies that can influence goal setting, 
seeking and responding to feedback and reflecting on one's own performance (learner) 
and observation and coaching (teacher)
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Taxonomy of recipience processes: SAGE

Process of making judgments about oneself, one’s 
traits, or one’s behavior. Assessing own malleable 
strengths and weaknesses and reducing reliance on 
the educator

Self-appraisal

Assessment literacy
Processes of understanding the grading process and 
of applying this understanding to make academic 
judgments of one’s work and performance.

Goal-setting and self-regulation

Engagement and motivation

Process of explicitly articulating desired outcomes;
Process of monitoring and evaluating one’s own 
progress and strategic approaches to learning.

Being enthusiastic about and open to receiving 
performance information: a) being committed to 
change and devellop, b) paying attention to the 
feedback and being prepared to consider it.

(Winstone, 2017)
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Self-determination theory (Ryan, 2017): 
Individuals are motivated to grow and change by fulfilling three innate psychological 
needs:
1. Need for autonomy (feeling self-endorsed and self-governed)
2. Need for relatedness (feeling loved and connected), and
3. Need for competence (feeling effective and capable).

Motivation
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Simulation

16
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The most important elements for effective, 
transferable learning from simulation-based training 
are: having explicit performance goals, receiving 
immediate, accurate feedback and repeatedly 
performing the assigned task (Issenberg, 2005)

In simulation-based learning traditions, feedback 
is often referred to as debriefing, which takes 
place after the simulated action.

There are many different models for debriefing, 
which vary in their structure, the timing of the 
feedback and the way in which they lead to a 
conversation (Sawyer, 2016)

Simulation-based learning

Sytematic review Endacott, 2019

Endacott, 2019: a systematic review of frameworks 
used for debriefing team-based simulations
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Generation Z nursing students (born between 1995 and 2010) prefer in skillslab training feedback that
is immediate, constructive and guided by the instructor. Overall, constructive feedback is perceived as 
the most important attribute (Licas, 2024). 

Preferences for feedback



Feedback and guidance
The Royal College of Physicians and Surgeons of Canada’s coaching mode

TRAINER COACH

(Richardson, 2024)
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(Winters, 2024)

Comparing roles in guidance

(King, 2024)

Orientation

Relationship

Expertise

Performance

Formal, time-bound

Process focused

Development

Less formal and time-bound

Knowledge\Experience

Coach Mentor

A mentor is a more experienced faculty member who provides a more 
junior clinician with career counseling and psychosocial support.

Mentor

(Côté, 2009)

The consistent application of integrated professional, interpersonal, and 
intrapersonal knowledge to improve athletes’ competence, confidence, 
connection, and character in specific coaching contexts.

Coaching effectiveness
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1. ignoring external feedback
2. rejecting external feedback,
3. viewing feedback as irrelevant
4. refusing to see a connection between internal and external feedback
5. reinterpreting the external feedback to align it with internal judgment
6. acting on feedback in a superficial manner.

External feedback (from teachers and peers) may conflict with the learner's internally 
generated feedback. Several maladaptive responses to such a conflict can limit the 
ability to learn:

Maladaptive responses to feedback (Bowen, 2017)
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Simulation and feedback

Four phases:
1. Preparation: needs institution\profession, essence of competence, exemplar of

superior performance, critical incidents, blueprint for training with 4C/ID
2. Briefing: brought competences, standards, expectations, including personal learning

goals, shared understanding of the scenario, what and why (meaningful) & 
acceptance fiction contract, building psychological safety

3. Repetitive practice opportunities: with observation, direct instruction, scaffolding. 
Peripheral and more central roles, repetition with variability

4. Debriefing: reflection on experience makes a case a learning opportunity, informed
self-assessment, safe environment (see PEARLS-tool for teachers) 

Promoting expertise through simulation (PETS) model (Jossberger, 2022)
Knowledge restructuring through case processing and guidance to go beyond
automatization (experience-bases knowledge restructering)
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Promoting Excellence and Reflective Learning in Simulation 
(PEARLS) (Cheng, 2016; Bajaj, 2018) Framework (Eppich, 2015)
Debriefing is a facilitated reflection in experiential learning to help
indentify and close gaps in knowledge and skills
Essential elements:
1. Active participation
2. Developmental intent
3. Discussion
4. Input multiple resources

The framework is a workflow of 4 phases, in which the analysis phase 
helps the teacher to choose and combine appropriate strategies for 
discussion in a given context:
− Learner self-assessment
− Focused facilitation: advocacy-inquiry, alternatives with

pro and cons, guided team self-correction
− Directive feedback and/or teaching

Emotions

Common ground

Choice of facilitation technique

Lessons learned

More flexible and blended approach PEARLS framework with
debriefing scripts

Many debriefing scripts: EXPRESS, AHA, SHARE, DISCERN
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Interprofessional feedback

In the interprofessional context, feedback must be seen as a process, a 
dialogue in which feedback information givers and information users share 
responsibility. The Westerveld framework positions learners as active agents 
in their socio-cultural context, co-constructing meaning in such dialogues. 
(Tielemans, 2023)

The framework is structured around seven criteria: 
1) Open and respectful
2) Relevant
3) Timely
4) Dialogical
5) Responsive
6) Sense making
7) and Actionable. 
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Interprofessional feedback
Among health professionals the feedback from one’s own group, the in-group, is typically rated as 
being more positive than if it comes from the other, out-group (van Schaik, 2016). 

Contextual factors in interprofessional
health care that can strongly influence
the feedback process are credibility 
and hierarchy (Tielemans, 2023)



WP6 D1 Report state of the art in Feedback  

1 
 

Literature Feedback 
Bajaj, K., Meguerdichian, M., Thoma, B., Huang, S., Eppich, W., & Cheng, A. (2018). The PEARLS 

Healthcare Debriefing Tool. Academic Medicine, 93(2), 336. 
doi:10.1097/acm.0000000000002035 

Barry Issenberg, S., McGaghie, W. C., Petrusa, E. R., Lee Gordon, D., & Scalese, R. J. (2005). Features 
and uses of high-fidelity medical simulations that lead to effective learning: a BEME 
systematic review. Medical Teacher, 27(1), 10-28. doi:10.1080/01421590500046924 

Boud, D., & Molloy, E. (Eds.). (2012). Feedback in Higher and Professional Education: Understanding 
it and doing it well (1st ed.). Routledge. https://doi.org/10.4324/9780203074336 

Bowen, L., Marshall, M. P., & Murdoch-Eaton, D. M. F. M. D. (2017). Medical Student Perceptions of 
Feedback and Feedback Behaviors Within the Context of the "Educational Alliance". 
Academic Medicine, 92(9), 1303-1312.  

Butler, D. L., & Winne, P. H. (1995). Feedback and Self-Regulated Learning: A Theoretical Synthesis. 
Review of Educational Research, 65(3), 245-281. doi:10.3102/00346543065003245 

Carless, D., & Boud, D. (2018). The development of student feedback literacy: enabling uptake of 
feedback. Assessment & Evaluation in Higher Education, 43(8), 1315-1325. 
doi:10.1080/02602938.2018.1463354 

Carless, D., & Winstone, N. (2023). Teacher feedback literacy and its interplay with student feedback 
literacy. Teaching in Higher Education, 28(1), 150-163. doi:10.1080/13562517.2020.1782372 

Cattaneo, A. A. P., & Motta, E. (2021). “I Reflect, Therefore I Am… a Good Professional”. On the 
Relationship between Reflection-on-Action, Reflection-in-Action and Professional 
Performance in Vocational Education. Vocations and Learning, 14(2), 185-204. 
doi:10.1007/s12186-020-09259-9 

Côté, J., & Gilbert, W. (2009). An Integrative Definition of Coaching Effectiveness and Expertise. 
International Journal of Sports Science & Coaching, 4(3), 307-323. 
doi:10.1260/174795409789623892 

Cowan, N. B., Chayes, V., Bouffard, É., Meynig, M., & Haggard, H. M. (2017). Odd harmonics in 
exoplanet photometry: weather or artefact? Monthly Notices of the Royal Astronomical 
Society, 467(1), 747-757. doi:10.1093/mnras/stx133 

Dawson, P., Yan, Z., Lipnevich, A., Tai, J. N., Boud, D., & Mahoney, P. (2023). Measuring what learners 
do in feedback: the feedback literacy behaviour scale. Assessment & Evaluation in Higher 
Education. doi:10.1080/02602938.2023.2240983 

Dweck, C. S. (1991). SELF-THEORIES AND GOALS - THEIR ROLE IN MOTIVATION, PERSONALITY, AND 
DEVELOPMENT. Nebraska Symposium on Motivation, 38, 199-235. 

Endacott, R., Gale, T., O'Connor, A., & Dix, S. (2019). Frameworks and quality measures used for 
debriefing in team-based simulation: a systematic review. BMJ Simul Technol Enhanc Learn, 
5(2), 61-72. doi:10.1136/bmjstel-2017-000297 

Eppich, W. J., Hunt, E. A., Duval-Arnould, J. M., Siddall, V. J., & Cheng, A. (2015). Structuring Feedback 
and Debriefing to Achieve Mastery Learning Goals. Academic Medicine, 90(11), 1501-1508. 
doi:10.1097/acm.0000000000000934 

Ericsson, K. A. (2015). Acquisition and Maintenance of Medical Expertise: A Perspective From the 
Expert-Performance Approach With Deliberate Practice. Academic Medicine, 90(11), 1471-
1486. doi:10.1097/acm.0000000000000939 

Gilbert, D. T., Brown, R. P., Pinel, E. C., & Wilson, T. D. (2000). The illusion of external agency. Journal 
of Personality and Social Psychology, 79(5), 690-700. doi:10.1037/0022-3514.79.5.690 

Gong, Y. P., Wang, M., Huang, J. C., & Cheung, S. Y. (2017). Toward a Goal Orientation-Based 
Feedback-Seeking Typology: Implications for Employee Performance Outcomes. Journal of 
Management, 43(4), 1234-1260. doi:10.1177/0149206314551797 

Hattie, J., & Timperley, H. (2007). The Power of Feedback. Review of Educational Research, 77(1), 81-
112. doi:10.3102/003465430298487 



WP6 D1 Report state of the art in Feedback  

2 
 

Jossberger, H., Breckwoldt, J., & Gruber, H. (2022). Promoting Expertise Through Simulation (PETS): A 
conceptual framework. Learning and Instruction, 82. doi:10.1016/j.learninstruc.2022.101686 

Kahneman, D. (2015). THINKING, FAST AND SLOW. Fortune, 172(1), 20-20.  
King, S. M., Anas, S., Hijazo, R. C., Jordaan, J., Potter, J. D. F., & Low-Beer, N. (2024). Twelve tips for 

designing and implementing an academic coaching program. Medical Teacher(Jan), 1-7. 
doi:10.1080/0142159x.2024.2308058 

Licas, P. Z. T., & Torres, G. C. S. (2024). Feedback preferences of generation Z nursing students: A 
conjoint analysis. Teaching and Learning in Nursing, 19(2), e449-e454. 
doi:https://doi.org/10.1016/j.teln.2024.01.012 

Linderbaum, B. A., & Levy, P. E. (2010). The Development and Validation of the Feedback Orientation 
Scale (FOS). Journal of Management, 36(6), 1372-1405. doi:10.1177/0149206310373145 

Lovell, B. (2018). What do we know about coaching in medical education? A literature review. 
Medical Education, 52(4), 376-390. doi:https://doi.org/10.1111/medu.13482 

McAlpin, E., Levine, M., & Plass, J. L. (2023). Comparing two whole task patient simulations for two 
different dental education topics. Learning and Instruction, 83, 101690. 
doi:https://doi.org/10.1016/j.learninstruc.2022.101690. 

McConnell, M. M., & Eva, K. W. (2012). The Role of Emotion in the Learning and Transfer of Clinical 
Skills and Knowledge. Academic Medicine, 87(10), 1316-1322. 
doi:10.1097/ACM.0b013e3182675af2 

Mills, L. M., O'Sullivan, P. S., ten Cate, O., & Boscardin, C. (2023). Investigating feedback orientation 
in medical learners. Medical Teacher, 45(5), 492-498. doi:10.1080/0142159x.2022.2138741 

Mills, L. M., O’Sullivan, P. S., ten Cate, O., & Boscardin, C. (2023). Investigating feedback orientation 
in medical learners. Medical Teacher, 45(5), 492-498. doi:10.1080/0142159X.2022.2138741 

Nicol, D. J., & Macfarlane‐Dick, D. (2006). Formative assessment and self‐regulated learning: a model 
and seven principles of good feedback practice. Studies in Higher Education, 31(2), 199-218. 
doi:10.1080/03075070600572090 

Ramani, S., & Krackov, S. K. (2012). Twelve tips for giving feedback effectively in the clinical 
environment. Medical Teacher, 34(10), 787-791. doi:10.3109/0142159x.2012.684916 

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in motivation, 
development, and wellness: Guilford publications. 

Sargeant, J. M., Mann, K. V., van der Vleuten, C. P., & Metsemakers, J. F. (2009). Reflection: a link 
between receiving and using assessment feedback. Advances in Health Sciences Education, 
14(3), 399-410. doi:10.1007/s10459-008-9124-4 

Sawyer, T., Eppich, W., Brett-Fleegler, M., Grant, V., & Cheng, A. (2016). More Than One Way to 
Debrief: A Critical Review of Healthcare Simulation Debriefing Methods. Simulation in 
Healthcare, 11(3), 209-217. doi:10.1097/sih.0000000000000148 

Schön, D. A. (1983). The reflective practitioner: how professionals think in action. New York: Basic 
Books. 

Smither, J. W., London, M., & Reilly, R. R. (2005). Does performance improve following multisource 
feedback? A theoretical model, meta-analysis, and review of empirical findings. Personnel 
Psychology, 58(1), 33-66. doi:10.1111/j.1744-6570.2005.514_1.x 

Spooner, M., Duane, C., Uygur, J., Smyth, E., Marron, B., Murphy, P. J., & Pawlikowska, T. (2022). Self 
-regulatory learning theory as a lens on how undergraduate and postgraduate learners 
respond to feedback: A BEME scoping review: BEME Guide No. 66. Medical Teacher, 44(1), 3-
18. doi:10.1080/0142159x.2021.1970732 

Tielemans, C., de Kleijn, R., van der Schaaf, M., van den Broek, S., & Westerveld, T. (2023). The 
Westerveld framework for interprofessional feedback dialogues in health professions 
education. Assessment & Evaluation in Higher Education, 48(2), 241-257. 
doi:10.1080/02602938.2021.1967285 

van Schaik, S. M., O'Sullivan, P. S., Eva, K. W., Irby, D. M., & Regehr, G. (2016). Does source matter? 
Nurses' and Physicians' perceptions of interprofessional feedback. Medical Education, 50(2), 
181-188. doi:https://doi.org/10.1111/medu.12850 



WP6 D1 Report state of the art in Feedback  

3 
 

Vermunt, J. D. (2023). Understanding, measuring and improving simulation-based learning in higher 
education: Student and teacher learning perspectives. Learning and Instruction, 86, 101773. 
doi:https://doi.org/10.1016/j.learninstruc.2023.1017 

Winstone, N. E., Nash, R. A., Parker, M., & Rowntree, J. (2017). Supporting Learners' Agentic 
Engagement With Feedback: A Systematic Review and a Taxonomy of Recipience Processes. 
Educational Psychologist, 52(1), 17-37. doi:10.1080/00461520.2016.1207538 

Winters, R. C., Chan, T. M., & Barth, B. E. (2024). Five hats of effective leaders: teacher, mentor, 
coach, supervisor and sponsor. Bmj Leader, 8(1), 9-14. doi:10.1136/leader-2022-000733 

Woitt, S., Weidlich, J., Jivet, I., Göksün, D. O., Drachsler, H., & Kalz, M. (2023). Students' feedback 
literacy in higher education: an initial scale validation study. Teaching in Higher Education. 
doi:10.1080/13562517.2023.2263838 


	FeedbackReport241210
	State of the art in ‚Feedback‘
	Foliennummer 2
	Foliennummer 3
	Foliennummer 4
	Foliennummer 5
	Foliennummer 6
	Feedback-seeking: four types
	Foliennummer 8
	Foliennummer 9
	Foliennummer 10
	Foliennummer 11
	Foliennummer 12
	Foliennummer 13
	Foliennummer 14
	Foliennummer 15
	Simulation
	Foliennummer 17
	Foliennummer 18
	Foliennummer 19
	Foliennummer 20
	Foliennummer 21
	Foliennummer 22
	Foliennummer 23
	Foliennummer 24
	Foliennummer 25

	Review_LiteratureFeedback_Plain241209
	Literature Feedback


