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Abstract:
feedback in mathematics lessons at Sagnerigu Municipality in the Northern Region of Ghana.

This study aimed to examine students' perceptions of the usefulness of formative

Quantitatively, this study employed a descriptive non-experimental survey design. The population
comprises all pupils of public Junior High Schools in the Sagnerigu Municipality. A purposive
sampling technique was used to select the Junior High School students for the study. The criterion
purposive sampling technique was used to select 518 final-year students for the 2022 Basic education
certificate examination from 14 schools in Sagnerigu Municipality. The chosen schools comprised
291 students from high-performing schools and 227 students from low-performing schools. The
primary tool for the study was the Student Feedback Perception Questionnaire (SFPQ),
administered to the student participants. The Descriptive statistical tool was used to analyse the
mean and standard deviation of the data. The study's examination of students' perceptions of
feedback revealed a moderate level of perceived usefulness. This emphasises the importance of
feedback as a tool for student growth and development. However, the findings also suggest the
need for further support and guidance to optimise the impact of feedback on student learning
outcomes. The findings also suggest that students value feedback that helps them improve their
skills and strategies in Mathematics and keeps them on track to succeed. It also highlights the
importance of providing different types of feedback to cater to the diverse learning needs of
students. Educators can create a conducive environment that promotes student engagement and
achievement by equipping teachers with effective feedback techniques, emphasising constructive
comments and avoiding grades.
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1. Introduction

Feedback is a critical component of effective teaching and learning, as it provides
students with information on their progress and areas for improvement [1]. This implies
that teachers use effective feedback to assist in revision purposes, assess learners'
understanding levels, and evaluate concepts taught in class to diagnose learners'
strengths and weaknesses, acting as a benchmark to prepare for the next lesson [2].
However, research has shown that students' perceptions of feedback can vary
significantly based on various factors, including their socioeconomic background and
school quality [3,4,5]. The article "Maturational differences in undergraduate medical
students’ perceptions about feedback" explores the differences in perception of feedback
among medical students of different age groups. The study was conducted on
undergraduate medical students in their clinical years and divided into two age groups:
younger students (under 25 years) and older students (25 years and above). The study
found that younger students were more likely to perceive feedback as critical, whereas
older students viewed feedback more positively and used it to improve their learning.
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Younger students tended to have a more fixed mindset. They saw feedback as a reflection
of their abilities, while older students had a growth mindset and viewed feedback as an
opportunity to develop [6].

One key factor that can impact students' perceptions of feedback is their engagement
and motivation [7]. Students who are more engaged and motivated are generally more
receptive to feedback and are more likely to use it to improve their performance. However,
students in low-performing schools may be less engaged and motivated because of social
and academic challenges [8]. Another factor that can impact students' perceptions of
feedback is the quality and consistency of teacher feedback [2, 9]. Research has shown that
teachers in low-performing schools may face various challenges that can make it difficult
to deliver effective feedback to their students [10]. For example, teachers in these schools
may have larger class sizes, fewer resources, and more diverse student populations, which
makes it challenging to provide targeted and meaningful feedback to individual students.
Students' perceptions of feedback can vary significantly based on various factors,
including their engagement and motivation, the quality of their school, and the
consistency and effectiveness of teacher feedback. As such, educators and policymakers
need to consider these factors when designing and implementing feedback practices in
schools.

Moreover, formative assessment significantly contributes to cultivating
metacognitive prowess, empowering students to engage in profound introspection
regarding their learning strategies and effectuating adaptive modifications necessary for
optimal educational advancement [11, 12]. Given the assessment's substantial impact on
instruction, any limitation imposed on the former inevitably entails a corresponding
limitation.

Formative assessment has been an essential aspect of classroom instruction in many
educational settings [13, 14]. This implies that teacher assessments are mainly influenced
by external factors such as the nature and demand of the West Africa Examination Council
(WAEC) [15, 16]. Most of the literature on formative assessment in Ghana has focused on
secondary and tertiary educational settings [2, 13-17]. Consequently, there exists a
noteworthy gap within this domain that the present study endeavours to address by
investigating the formative feedback practices of mathematics teachers in junior high
schools within Sagnerigu Municipality. This research endeavours to bridge the existing
research gap by investigating the formative feedback methodologies employed by
mathematics teachers at the Junior High School level in Sagnerigu Municipality. This
study intends to explore students' perceptions regarding the usefulness of different types
and levels of feedback provided by their mathematics teachers. The purpose of this study
was to examine Students' Perceptions of the Usefulness of Formative Feedback in
Mathematics Lessons in Sagnerigu Municipality in the Northern Region of Ghana -the
study sought to answer the research question - What are students' perceptions of the
usefulness of the various types of feedback?

1.1. Students’ Perception of Feedback Usefulness in the Learning Process

Feedback is an integral part of the learning process and crucial for improving student
learning outcomes. The literature has explored feedback from various perspectives,
including teachers, institutional, and students’ perspectives. This review focuses on the
literature that explores students' perspectives on feedback. The review aimed to identify
common themes and patterns in the literature and highlight the factors influencing
students' perceptions of feedback.

One common theme that has emerged from the literature is that students value timely,
specific, and actionable feedback. Effective feedback should provide information on

improving performance and focusing on learning goals [1]. This implies that teachers will
have the best planning and preparation, instructional skills, classroom management,
communication skills, and assessment skills to foster effective classroom discussions and
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learning tasks in formative assessment [18, 19]. Students prefer feedback on their specific
learning goals and provide clear guidance for improving their work [19, 20]. Additionally,
students appreciate feedback by acknowledging their efforts and highlighting their
strengths [21].

Another common theme in the literature is that students value feedback that is given
in a supportive and non-judgmental manner. Research has shown that students are more
likely to engage in feedback when they perceive it as constructive and helpful [2, 21].
Feedback delivered in a critical or negative tone can demotivate and discourage students
from seeking feedback in the future [20]. This posits that teachers acquire the relevant
knowledge and requisite skills needed to effectively implement the formative assessment

practices in the educational curriculum [22]

The literature also highlights the importance of students' involvement in feedback
processes. Students appreciate opportunities to engage in feedback and reflect on their
learning [21]. Feedback is a dialogic process involving both the teacher and student [2, 23].
Students value the opportunity to discuss their work with their teacher and receive
feedback tailored to their needs. Factors influencing students' perceptions of feedback
include the context in which feedback is provided, the type of feedback, and the teacher's
feedback practices. For example, students are more likely to engage with feedback when
they perceive it as relevant to their learning goals and when it is timely [21]. Additionally,
students' perceptions of feedback can be influenced by their prior experiences with
feedback and cultural background [20].

Knowing how students understand and respond to feedback is important for
formative assessments to help them learn. This includes both the psychological states and
perceptions. Students will only learn better from feedback if they change the way they
think [24]. Most current research on feedback focuses on improving teachers' feedback
practices. Less is known about how students receive, absorb, and use feedback. This study
addresses this gap.

A study revealed that New Zealand's 9th and 10th grade students said their teachers
often gave them encouragement and positive feedback. Most students, though, wanted
honest and helpful feedback. They pointed out that feedback often told them what they
needed to improve but not how to make those changes. Students acknowledged
dismissing criticism, especially when a grade accompanied it since they perceived the
grade to be more transparent and honest than the accompanying comments. Nonetheless,
minority viewpoints were expressed in the focus groups, with some students opting for
high marks and positive comments regardless of the quality of their work. Even though
the students in the focus groups talked about what they wanted and needed from
feedback, there was no evidence that they used feedback information to set goals or
control themselves [25].

Some of the few studies that look at how students feel about the feedback given in
the classroom to help them learn show that much of this information is poorly received
and is rarely used when revising work. It can be challenging for students to use teacher
feedback to enhance their learning because it is sometimes imprecise and unreasonable
[26]. In contrast, the findings of "students' perceptions of classroom feedback on teacher
assessment practices in the central region of Ghana" revealed that students have a
reasonable opinion of feedback. According to their findings, the most common level at
which teachers provide feedback to students is the process level. This feedback serves as
a cue, guiding learners to a more efficient information search and use of task strategies
[27].

A researcher interviewed fourteen seventh- through eleventh-grade students on their
perceptions of the usefulness of dialogue, cooperative learning, and teacher-to-student
feedback. The teacher was seen as an expert, explained tasks to the students, supported
them in comprehending the objectives, pointed out their faults, and provided direction.
Occasionally, feedback is used to assist students in comprehending and advancing their
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thinking. The teacher was in charge of the feedback from teacher to student (e.g. timing
and content). Still, the students liked working with others because they could talk about
the work and help each other when they got stuck [28]. Students perceive assessment for
learning (AfL) as incorporated in and facilitated by interactions with peers and teachers
[29]. Cowie discovered that 7th to 10th-grade students who focused on learning goals
perceived AfL as a shared duty between instructor and student. When attempting to
comprehend concepts, students preferred instructor feedback in the form of
recommendations because it allowed them to participate in the process actively. Students
with performance objectives regarded assessment as the primary duty of the instructor
and did not perceive any role for themselves in seeking assistance to expand their learning.
They preferred comments on performing the assignment and saw the instructor's efforts
to elicit information about their thoughts as ineffective since they took time away from
completing the task [29].

The atmosphere in the classroom could change how students understand and use
feedback. If there is a lack of trust and mutual respect in a classroom, students might be
less likely to answer questions that reveal what they think out of fear of getting hurt [29].
"The climate of the classroom is important, especially if students are to welcome and use
negative and corrective feedback at any level” [1]. According to Cowie's study, students
who interact with teachers and peers in the classroom experience these interactions as
having multiple and frequently competing cognitive/academic, affective, and social
relationship purposes and consequences that they experience as inextricably intertwined
[29]. Students prefer classrooms where peers assist and support one another, involvement
is encouraged, and teachers provide aid [30, 31]. Considered to be the best sources of
support are well-intentioned peers and reliable instructors. According to the students,
appraisal influences how they are perceived and treated as students and experts in the
classroom. In addition, appraisal influences how individuals regard themselves as
learners and experts and the ideas and activities they come to value [29].

Students regard feedback retention and confidentiality as critical factors in feedback
utilisation [32, 33]. Feedback can be daunting and its effectiveness (utility) generates a
unique perceptual dimension that varies among students. Students are more responsive
to corrective feedback from their teachers and more likely to report their benefits.
However, feedback should not be viewed merely as information; it is necessary to
consider its different effects on learning and learners when prescribing large amounts of
feedback. Learners interpret feedback based on their relatively stable and potent systems
of beliefs about subject areas, learning processes, relationships, and learning products.
Increasing the number of students who perceive feedback as valuable is essential, and
educators should endeavour to enhance its usefulness. When providing feedback, it is
essential to consider the diverse impacts on both the learning process and the individual
learners [32]. Rather than simply delivering a large quantity of feedback, it is essential to
acknowledge that learners often interpret feedback based on their personal beliefs and
perceptions about the subject matter, learning methods, interpersonal connections, and
educational outcomes [34, 35]. The importance of feedback in learning and teaching is well
established, but there is limited knowledge of how students understand and interpret
feedback. To better understand this, the current research also focuses on exploring Junior
High School students’” perception regarding the feedback they receive from their math
teachers.

Feedback helps students think about their role in an instruction context, and they can
use it as a "feedforward" in their learning [13, 36]. Good feedback from classroom-based
formative assessment helps students learn and do better on tasks. Students' progress
toward a goal can be evaluated through feedback on assignments and interactions with
students. It often helps pupils achieve learning objectives. It must be highlighted that
feedback from either the student or the teacher does not promote learning independently;
instead, learning is boosted only when students actively embrace and act upon it [36]. In
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essence, the entire purpose of feedback in Education is fulfilled when either the teacher or
the student concludes. Teachers may determine where students are struggling by
providing sufficient feedback and adjusting their teaching methods to help them catch up
[37, 38]. It is also emphasised that acting on feedback helps learners advance since it serves
as a feedforward mechanism in the form of a student's learning guide.

The literature suggests that students value timely, specific, and actionable feedback
that is given in a supportive and non-judgmental manner. Students appreciate
opportunities to engage with feedback and reflect on their learning, and they value
feedback tailored to their individual needs. The factors influencing students' perceptions
of feedback include the context in which feedback is given, the type of feedback, and the
teacher's feedback practices. The findings of this review highlight the importance of
considering students' perspectives when designing feedback practices and policies.

1.2. A Model of Feedback by Hattie and Timperley (2007)

The feedback emphasises three key questions to guide effective feedback practices
[1]. The first question, "Where am I going?" focused on clarifying the learning intentions
and success criteria of students. This question helps students to understand what they are
expected to learn and how they will be assessed. The second question is "How am I
going?" which focuses on providing feedback that helps students understand their current
progress concerning learning goals. This question allows students to identify areas where
they are doing well and areas where they need to improve. The third question, "Where to
next?" focuses on providing specific guidance and suggestions for enhancing students'
learning. This question helps students identify concrete steps to move forward and
progress towards their learning goals. Hattie and Timperley's model emphasises the
importance of providing timely and specific feedback focused on learning goals and
supporting student self-regulation and improvement.

Puwrpose
To reduce discrepancies between current understanding/performance
and desired goal
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The model contains three distinct feedback questions from the learner's standpoint.
These questions are as follows: Where am I going? (Feeding up) How am I doing?
(Feeding back); and what comes next? (Feeding forward) The learner is expected to
respond to these questions in order for the feedback to be helpful [1]. Additionally, the
model is based on the concept of visible learning [39]. Visible learning involves providing
students with an explanation of the learning purpose, objectives, and success criteria to
be considered as active participants in the learning process. Hattie and Timperley’s model
uses feedback questions such as "Where am I going?" so that students' learning intentions
and success criteria can be explicitly defined. These feedback questions provide the
foundation for pupils to develop self-regulation habits in their educational pursuits.
Visible learning occurs when teachers use students’ work samples and responses to gauge
their progress toward the learning target and their instructional efficacy. This feedback
helped teachers improve their instructional practices [39].

Studies have revealed that the most effective feedback is delivered from the student
to the instructor [40, 41]. This kind of feedback provides concrete evidence for teachers to
evaluate their influence on students' learning and encourages them to modify their
instruction and feedback methods. The feedback model offers various levels of feedback
that can be tailored to meet the specific needs of each student [1]. Four levels of feedback
are available for each question: task, process, self-regulation, and self-level. Feedback at
the task level focuses on learning outcomes, particular task needs, and specific
requirements of the task. Feedback at the process level focuses on the procedures, skills,
methods, and reasoning students need to execute the task. Self-regulatory level feedback
requires the learner to use deep learning concepts, such as relational thinking and self-
monitoring, to evaluate and change their work according to the standards they ask for.
Because there is evidence that it hinders learning [40], self-level feedback, often linked
with praise, was excluded from this study.

This feedback model provides a comprehensive framework for delivering effective
feedback to learners. The model emphasises the importance of setting clear learning goals
and expectations, providing specific and actionable feedback, and helping learners to take
responsibility for their learning. Using this model, teachers can provide meaningful and
relevant feedback to learners, leading to improved learning outcomes [1]. Incorporating
Hattie and Timperley's Formative Feedback Model into the study establishes a crucial link
between the model's framework and the investigation of formative assessment practices
among mathematics teachers in the Sagnerigu Municipality. This model places significant
emphasis on the provision of effective feedback to students, highlighting three
fundamental questions that should guide feedback practices: "Where am I going?", "How
am I going?" and "Where to next?" [1]. By considering this model, this study aims to delve
into students' perceptions of the usefulness of different types of feedback. It seeks to
understand how students perceive the feedback provided by their mathematics teachers,
and how it influences their overall learning experience and academic growth. By
exploring this aspect of the study, researchers can contribute to understanding the impact
of feedback on students' motivation, engagement, and achievement in mathematics.

The study recognises the significance of feedback in formative assessment practices
and acknowledges Hattie and Timperley's model as a guiding framework for
investigating this aspect. By integrating this model into the study, researchers gained
insights into students' perspectives on the feedback they received from their mathematics
teachers. The model's three guiding questions provide a lens through which researchers
can examine how feedback is designed and delivered in a classroom. This helps
researchers explore whether students perceive the feedback as clear and informative
regarding their learning progress (i.e., "Where am I going?"), whether they can assess their
current level of understanding and performance (i.e.,, "How am I going?"), and whether
they receive guidance on improving and moving forward in their learning (i.e., "Where to
next?").
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Incorporating Hattie and Timperley's Formative Feedback Model contributes to the
understanding of the role of feedback in students' learning outcomes. By exploring
students' perceptions of the usefulness of feedback, this study sheds light on how
feedback affects their motivation, engagement, and achievement in mathematics. It
provides valuable insights into the effectiveness of different types of feedback. It provides
recommendations for mathematics teachers in the Sagnerigu Municipality to enhance
their feedback practices to optimise student learning and growth. By considering Hattie
and Timperley's Formative Feedback Model, this study investigated students' perceptions
of feedback in the context of formative assessment practices among mathematics teachers.
It explores the impact of feedback on students' motivation, engagement, and achievement,
ultimately contributing to the understanding of how feedback can be effectively utilised
to enhance students' learning outcomes in mathematics.

2. Materials and methods

Quantitatively, this study employed a descriptive non-experimental survey design.
This design was chosen to gather valuable data regarding students' perceptions of the
effectiveness of feedback provided by their mathematics teachers. The population
comprises all students of public Junior High Schools in the Sagnerigu Municipality. A
purposive sampling was used to select Junior High School students for the study. Census
sampling was used to select the schools' mathematics teachers. The criterion purposive
sampling technique was used to select 14 schools in Sagnerigu Municipality. The chosen
schools comprise 518 final-year students, with 291 from high-performing schools and 227
from low-performing schools. The primary tool for the study was the Student Feedback
Perception Questionnaire (SFPQ), administered to the student participants. The data were
analyzed using descriptive statistical methods to calculate the mean and standard
deviation.

3. Results

This section presents the results of the research question - What are students'
perceptions of the usefulness of the various types of feedback? This research question
aimed to secure enough data to provide a reasonably large sample of Junior High School
students' perception of the usefulness of feedback received from their mathematics
teachers. The data collected to answer this research question involved the administration
of the student feedback perception questionnaire to a sample of 518 Junior High School
pupils across 14 purposively selected schools in the Sagnerigu Municipality. The Student
Perception Feedback Questionnaire categorised items into three sections: feeding up,
feeding back and feeding forward. The three feedback types correspond to the following
questions: "Where am I going? Where am I headed? What is my next move?" [1].

Students were expected to indicate if the feedback is "1 = not helpful", "2 = slightly
helpful”, "3 = somewhat helpful”, "4 = moderately helpful”, "5 = mostly helpful”, "6 =
constructive" and "7 = extremely helpful". The findings of the questionnaire are presented
below. From Table 1, all the feedback responses on feeding up show that it is moderately
helpful to students, with a mean range of 3.62 to 4.37 and a standard deviation of 1.43 to
1.78. Regarding feedback, item 12, showing students’ progress in Mathematics, has the
lowest mean score of 3.65. item 22, showing how helpful comments from the teacher help
keep students on track to succeed in Mathematics, has the highest mean score of 4.45. All
the remaining items on feeding back have a mean range between 3.65 and 4.45, indicating
that feeding up is moderately helpful to the student in their mathematics achievement
learning process.

As indicated in Table 1, feeding forward responses had a mean range of 3.73 to 4.58.
Item 30: "How helpful is it when you are asked what your next improvement step would
be on the marking guide?" All the items on feeding forward were perceived to be
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moderately helpful to students except item 28, which has the highest mean score of 4.58,
mainly indicating “helpful feedback” in helping students attain their learning outcomes.
Table 1. Students' perception of feedback responses

S/N Items N M SD

Feeding up

1 How helpful is the feedback that tells you about what you are learning? i.e. a What We Are Learning 518 3.67 1.67
Today (WALT) statement.

2 How helpful are exemplars in showing you what success looks like in mathematics? 518 394 1.70

3 How helpful are marking guides in showing you what success looks like in mathematics? 518 4.02 1.70

4  How helpful is the feedback that tells you what your teacher is looking for in your work? 518 3.83 1.78

5  How helpful is the feedback that explains the key ideas you have to write about? 518 4.37 149

6  How helpful is feedback about the questions you could ask to find out more about your topic 518 4.22 1.50

7 How helpful is the feedback that highlights the skills you will need to complete the task, e.g. 518 4.06 143
notetaking

8  How helpful is the feedback that highlights the strategies you will need to complete the task, e.g. 518 4.09 1.53
using a planning guide

9  How helpful is it when asked what you think you are learning? 518 3.92 1.6l

10  How helpful is it when you are asked about the focus of your writing? 518 3.62 176

11  How helpful is it when you are asked about your writing goals? 518 3.70 1.59
Feeding back

12 How helpful is feedback on pre-assessments in showing you the progress you are making in 518 3.65 1.78
Mathematics?

13 How helpful is feedback on drafts in showing you your progress in Mathematics? 518 3.77 175

14  How helpful is feedback on work in class that tells you if your writing matches what your teacher is 518 390 1.63
looking for?

15  How helpful is feedback about your ideas during class discussions? 518 4.12 1.50

16 How helpful is feedback during class discussions about your thinking of concepts? 518 3.87 1.40

17 How helpful is feedback during class discussions about your skills in mathematics? 518 4.17 1.46

18  How helpful is feedback during class discussions about your strategies in working on mathematical 518 4.11 147
problems?

19 How helpful is it when asked if you think you are on track to succeed? 518 4.40 1.24

20  How helpful is it when asked how your workings match the marking guide? 518 3.68 1.41

21  How helpful is it when you are asked if you are on track to achieving your goal? 518 4.05 1.53

22 How helpful are comments from the teacher in keeping you on track to succeed in mathematics? 518 445 147
Feeding forward

23 How helpful is a draft/rough copy that tells you how you can improve in Mathematics? 518 4.08 1.54

24 How helpful is it when you receive feedback that tells you what you need to focus on to improve in 518 4.04 1.69
Mathematics?

25  How helpful is receiving feedback that tells you how to improve your ideas in Mathematics? 518 3.92 1.63

26  How helpful is it when you receive feedback that tells you how to improve your thinking in 518 4.06 1.67
Mathematics?

27  How helpful is receiving feedback that tells you how to improve your mathematics skills? 518 4.13 1.54

28  How helpful is receiving feedback that tells you how to improve your mathematics strategies? 518 4.58 1.29

29  How helpful is it when you are asked what to do to improve? 518 4.42 1.28

30  How helpful is it when you are asked what your next improvement step would be on the marking 518 3.73 1.75
guide?

31  How helpful is it when asked how you could achieve your goal? 518 3.82 175

Table 1 presents the students' perception of feedback responses for various items. A
total of 518 students were surveyed, and each item's mean and standard deviation (SD)
are presented. Under the category of feeding up, the items included feedback that tells
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students what they are learning (WALT statement), exemplars showing success, marking
guides, feedback on what the teacher is looking for in the student's work, feedback
explaining the key ideas, feedback on questions to find out more about the topic, feedback
on skills needed to complete the task, feedback on strategies to complete the task, and
feedback asking about what the student thinks they are learning, the focus of their writing,
and their goals for their writing. Under the category of feeding back, the items included
feedback on pre-assessments, feedback on drafts, feedback on work in class that tells
students if their writing matches what the teacher is looking for, feedback during class
discussions about their ideas, thinking of concepts, skills in mathematics, and strategies
in working on mathematical problems, and feedback asking if the student thinks they are
on track to succeed, how their workings match the marking guide, and if they are on track
to achieving their goal. Finally, under the category of feeding forward, the items included
feedback on a draft/rough copy, feedback on what to focus on to improve, feedback on
improving ideas, thinking, mathematics skills, and mathematics strategies, and feedback
asking what to do to improve, what the next improvement step would be on the marking
guide, and how to achieve their goal.

The mean scores for each item ranged from 3.62 to 4.58, with most items receiving
scores above 4.0, indicating that students found the feedback helpful. The standard
deviations ranged from 1.24 to 1.78, indicating some variability in student perceptions of
the helpfulness of the feedback.

Table 2. Summary of Students' Feedback Responses

Feedback Types N Mean Std. Deviation
Feeding up 518 3.95 1.17
Feeding back 518 3.98 1.18
Feeding forward 518 412 1.22

Source: Field data (2022)

The study examined junior school students' perceptions of different types of feedback
in mathematics. The data in Table 2 show the mean and standard deviation of the
students' responses to three types of feedback: feeding up, feeding back, and feeding
forward. The results show that students perceive all three types of feedback as helpful,
with the highest mean score of 4.12 for feeding forward, followed by 3.98 for feeding back
and 3.95 for feeding up.

In terms of specific feedback items, the data in Table 1 shows that feedback that
highlights the skills and strategies needed to complete a task, feedback that tells students
how to improve their mathematics strategies and feedback that helps keep students on
track to succeed in Mathematics received the highest mean scores. On the other hand,
feedback on the focus of writing and feedback on pre-assessments received the lowest
mean scores. The standard deviations of the responses for all three types of feedback were
relatively high, indicating a wide range of responses among the students. This suggests
that while most students found the feedback helpful, some may not have found it as useful
or relevant to their learning.

4. Discussion on Students' Perceptions of Feedback Usefulness

Feedback is a critical component of effective teaching and learning, as it provides
students with information about their performance and helps them identify areas for
improvement. The findings of this study suggest that feedback is moderately helpful for
students, indicating that it has significant benefits for student learning and achievement.
One of the primary benefits of feedback is that it helps students understand how well they
are performing and what they need to do to improve. Specific, timely, and actionable
feedback helps students identify their strengths and weaknesses and develop an
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improvement plan [24]. This is particularly important for students struggling with a
particular subject or skill, as feedback can provide guidance and support they need to
succeed.

The findings of this study also suggest that feedback is helpful across various
feedback subscales: feeding up, feeding forward, and feeding back. Feeding up feedback
helps students understand learning goals and expectations, while feeding forward
feedback helps students identify the next steps and opportunities for improvement.
Feedback helps students review and reflect on their performance, providing a sense of
closure and encouraging further learning. The findings of this study on students'
perception of feedback are in tandem with those of the previous study, which showed that
students have a good perception of feedback [27]. However, the current study indicates
the magnitude at which students perceive the usefulness or goodness of feedback, which
was not inherent in the study [27]. The findings indicate that students have, at best,
moderate opinions regarding the quality and value of feedback. In receiving feedback on
their performance, students should be encouraged to reflect on their learning and identify
areas for improvement. This helps them to become more self-aware of their strengths and
weaknesses and better equipped to take ownership of their learning.

The classroom atmosphere may affect how well students comprehend and apply
feedback. Students may be less likely to respond to questions that reveal their opinions if
classmates lack trust and respect out of fear of being hurt [29]. This may explain why
students do not have a high rating for the usefulness of feedback. This study provides an
eye-opener for mathematics teachers to understand that feedback can only be effective in
enhancing student learning outcomes when it is geared towards altering students'
mindsets towards utilising feedback as a tool for learning. The findings of this study
provide insight to mathematics teachers on how students’ perception of feedback could
adversely affect their learning and performance. It can be challenging for students to use
teacher feedback to enhance their learning since it is sometimes imprecise and
unreasonable [26]. Teachers must provide specific and reasonable feedback to ensure
students have a positive mindset about the usefulness of the various feedback types.
When students perceive feedback nicely, they act on it, which helps them learn and do
better. Feedback acknowledging students' efforts and highlighting their successes can
boost their confidence and encourage them to continue working hard [42]. Similarly,
feedback that identifies areas for improvement and provides specific suggestions can
inspire students to take action and work towards their goals [2, 43].

5. Conclusion and Recommendation

The study's examination of students' feedback perceptions revealed a moderate level

of perceived usefulness. This emphasises the importance of feedback as a tool for student
growth and development. However, the findings also suggest the need for further support
and guidance to optimise the impact of feedback on student learning outcomes. The
findings also suggest that students value feedback that helps them improve their
mathematical skills and strategies and keeps them on track to succeed. It also highlights
the importance of providing different types of feedback to cater to the diverse learning
needs of students. Educators can create a conducive environment that promotes student
engagement and achievement by equipping teachers with effective feedback techniques,
emphasising constructive comments and avoiding grades.
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