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Abstract: This study investigates the influence of positive feedback on students’ motivation and
engagement in the classroom. It explores teachers’ perspectives on how positive feedback affects
students’ learning involvement and motivation. The research focuses on various aspects of feedback
delivery, particularly emphasizing the nuances of positive feedback. The main objective is to de-
termine if there is a statistically significant correlation between the provision of positive feedback
during educational activities and students’ motivation levels. The study underscores the crucial
role of feedback in shaping student motivation and stresses the significance of positive feedback in
creating an inclusive and supportive learning environment. The research question revolves around
understanding how positive feedback influences students’ motivation and involvement in the class-
room. The study employs qualitative methods, including interviews and surveys, to gather teachers’
perceptions and experiences regarding positive feedback practices. The results reveal that teachers
perceive positive feedback as a powerful tool for enhancing students’ motivation and engagement
in learning activities. In conclusion, this research underscores the importance of incorporating
positive feedback strategies in educational settings to foster a supportive and motivating learning
environment for students.

Keywords: positive feedback; student motivation; learning involvement; teacher perceptions; student
self-esteem; classroom dynamics; teacher-student interaction; pedagogical strategies

Educ. Sci. 2024, 14, 257. https://doi.org/10.3390/educsci14030257 https://www.mdpi.com/journal/education

https://doi.org/10.3390/educsci14030257
https://doi.org/10.3390/educsci14030257
https://creativecommons.org/
https://creativecommons.org/licenses/by/4.0/
https://creativecommons.org/licenses/by/4.0/
https://www.mdpi.com/journal/education
https://www.mdpi.com
https://orcid.org/0000-0003-4405-6885
https://orcid.org/0000-0001-6754-3585
https://orcid.org/0000-0003-3781-0229
https://orcid.org/0000-0002-1211-1504
https://orcid.org/0000-0002-7835-9465
https://doi.org/10.3390/educsci14030257
https://www.mdpi.com/journal/education
https://www.mdpi.com/article/10.3390/educsci14030257?type=check_update&version=1


Educ. Sci. 2024, 14, 257 2 of 16

1. Introduction

In the field of education, the influence of feedback on students’ motivation and
engagement has emerged as a topic of significant importance and scrutiny [1–3]. Among
the diverse forms of feedback, positive feedback stands out as a potentially influential
factor in fostering a conducive learning environment [4–6].

While the concept of feedback extends across various domains such as management,
medicine, and sports, it has garnered substantial attention within educational settings.
Researchers in this field have dedicated considerable efforts over nearly a century to unravel
the strategic utilization of feedback, aiming to enhance its efficacy for students. Their
endeavors have aimed to guide students towards a developmental trajectory characterized
by a growth-oriented mindset, heightened motivation, and increased engagement [7–11].

Feedback represents a mechanism for regulating the learning process considered at
the micro level of education, which requires the receiver of the messages transmitted
by the sender to provide the sender with answers and information about the messages
received [12–15]. Learning happens continuously, based on the effects of our decisions
and actions. To achieve our goals, we constantly evaluate feedback received from those
who have a pertinent opinion, update our knowledge, and adjust our behavior. Positive
feedback holds a crucial role in education, akin to an accomplished conductor directing
a harmonious display of individual strengths. Beyond mere acknowledgment of accom-
plishments, positive feedback is a deliberate and tactical form of praise that accentuates the
specific abilities of each learner. This approach fosters a sense of accomplishment, builds
confidence, and cultivates a favorable self-perception.

One of the key attributes of positive feedback is its capacity to reinforce desirable
behaviors. By specifically acknowledging and applauding actions, initiatives, or contribu-
tions that align with desired learning outcomes, positive feedback functions as a stimulus
for constructive learning value formation [16,17]. Encouraged by recognition, learners are
motivated to build upon and replicate their successes.

The concept of a growth mindset, as proposed by [18], is a central argument for the
impact of positive feedback. When students receive positive feedback that emphasizes ef-
fort, perseverance, and improvement, they are more likely to adopt a growth mindset—the
belief that intelligence and skills can be developed through engagement and hard work.
Thus, positive feedback emerges as an effective tool in shaping students’ attitudes towards
specific difficulties and instilling faith in the potential for continuous development [19–22].
In the “symphony” of education, positive feedback can be perceived as a melody that lends
strength. It fortifies students’ confidence not only in their current achievements but also
in their entire learning journey. By recognizing and highlighting strengths, both big and
small, a positive feedback loop is established, in which learners feel empowered to tackle
new challenges with a firm conviction in their ability to succeed.

By providing specific and meaningful positive feedback, teachers can reinforce tar-
geted behaviors and skills in students, thereby promoting their motivation and self-esteem.
Positive feedback not only influences motivation, but also impacts students’ self-concept
and self-esteem [23–25]. Self-concept is a multifaceted construct that develops through
an association of experiences, interactions with others, and attributions of one’s own be-
havior. It is a dynamic construct that can change over time and plays a crucial role in
human behavior, and is central to theories of social and motivational learning. The devel-
opment of the self-concept is influenced by relevant people in a person’s entourage, such
as parents, siblings, teachers and peers, who are frames of reference for establishing one’s
self-evaluation.

The essence of the concept of self is rooted in the psychological dimension, which
refers to the complex interplay of thoughts, beliefs, and emotions that shape an individ-
ual’s self-image. It is here that perceptions of a person’s abilities, values, and personal
characteristics are formed through cognitive processes such as self-reflection and intro-
spection. The internal dialogue that emerges from these processes is influenced by both
conscious and subconscious elements and is the foundation on which the self-concept
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develops. The psychological dimension acts as a mirror, reflecting the dynamic interplay
between aspirations, self-perceived limitations and the ongoing narrative that individu-
als construct in their minds. When students receive positive feedback, it contributes to
shaping their self-perception in a positive way. They develop a positive self-image as
capable students, which increases their self-esteem. Studies have shown that feedback that
includes messages about efficacy and self-esteem can have a significant impact on student
learning outcomes [26–28]. Students who receive positive feedback are more likely to use
appropriate strategies to improve their learning. In addition, positive feedback may also
improve students’ self-efficacy beliefs. Self-efficacy beliefs refer to an individual’s belief in
his or her own ability to succeed in specific tasks or situations.

Feedback is of major importance in the development of the instructional process, from
a formative point of view, within and outside of instructional activities, which can be
understood by stating that feedback creates relevant data about the learner, on the basis of
which re-evaluations, assumptions, and goals are constructed, with the aim of improvement,
in the context of performing instructional functions. Once the relevance of feedback is
recognized, the subsequent challenge is to determine where to deliver or apply it, and
subsequently to incorporate it into the everyday teaching and learning experience [29,30].
Over the decades, initiatives have been undertaken to define a variety of methods by which
feedback can be delivered, and in the situational model developed by [31], among the
attributes associated with the instructor are “positive feedback functions” and “negative
feedback functions” [31].

In the first category, a teacher may exhibit the following behaviors [32]:

• Displaying stereotypical approval;
• Validation through repetition of the student’s response;
• Expressions of effort results;
• Acceptance in a personal manner.

For the second approach, contradictory trends may be observed, including [33]:

• Displaying stereotypical disapproval;
• Criticism through repetition in an ironic or threatening manner;
• Reactions that show disregard;
• Delayed feedback.

To provide positive feedback, a competent teacher incorporates the following elements
into the act of teaching:

• Extensive knowledge of the subject matter to be taught;
• A set of skills, attitudes, and dispositions towards the learning process;
• The capacity to design, create, and select methods that encourage active student

participation in teaching activities.

Teachers can provide positive feedback through structured discussions with clearly
defined objectives. These discussions, which are systematically organized with specific
goals in mind, focus on recommendations and opinions. The teacher can interact with
students based on the particulars of the tasks and their individual circumstances. It is
crucial that these discussions are organized in a systematic manner to ensure that both the
teacher and the students can make the most of their experience [34].

Dialogue that centers on positive feedback encourages autonomy and independence in
students, and protects them from the anxiety of failure by understanding that the purpose of
communication is to regulate the conditions necessary for good functioning. When students
continue to receive feedback during an activity, they can gradually gain experience, make
necessary adjustments, and improve their results. It is important to note that the most
effective feedback includes an explanation of what is correct and what is not correct in the
student’s answers. Students may be asked to continue working on a task and to persevere
until they reach their set goals, which can improve their performance [35–37].

Feedback is valued by many teachers because it encourages students to acquire knowl-
edge and increase their performance in learning activities; however, feedback techniques are
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complicated and sometimes fail to provide a meaningful outcome relative to the resources
and time invested [38,39].

Feedback research and implementation are supported by a variety of theoretical ap-
proaches. In order to reduce gaps between actual and intended levels of performance,
students need to process the feedback they receive, analyze it, and take corrective action.
This is the focus of cognitive techniques [40,41]. Research [41] captures social and cul-
tural perspectives towards feedback. This ambivalent process, manifested as action and
interaction between teacher and student, highlights the importance of cooperation and rele-
vance conveyed through action within the social environments and cultural circumstances
embedded in the principles of different disciplines. According to socio-constructivist
studies on feedback, individual and shared perceptions are constructed through the inter-
action and conversation of participants, collective experiences or meaning theory and the
co-construction of the self [42].

Feedback is essentially a discourse between educators and learners, characterized by
its responsive and adaptive nature. Rather than a one-dimensional knowledge transfer, it is
a fluid and sustained conversation that accommodates the evolving requirements of the
student. This interactive quality necessitates a mutual exchange, whereby students are not
merely receptors, but actively engaged in the feedback loop. Effective positive feedback
(Figure 1) is contingent upon unambiguous communication, congruence with learning
goals, and nurturing a growth-oriented mentality [43].
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Education researchers and practitioners recognize the pivotal role teachers play in
shaping the educational experience for students. This study aimed to explore the nuanced
dimensions of feedback, with a particular emphasis on the positive variant, and its impli-
cations for the motivation and involvement of primary students. By examining teachers’
perceptions regarding the effects of positive feedback on student learning, we endeav-
ored to unravel the process of feedback delivery and its potential to influence students’
academic journey.

2. Materials and Methods

Through this investigation, we aimed to provide valuable insights for educators,
researchers, and policymakers seeking to enhance the quality of the learning experience.
By unraveling the impact of positive feedback, this study endeavors to contribute to the
ongoing dialogue on educational strategies that not only foster motivation but also cultivate
an environment conducive to active student involvement and the nurturing of self-esteem.

As previously stated, feedback is a mechanism for regulating the learning process. It
can refer to the action by which educators (teachers) obtain information about the effects of
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their pedagogical approaches and to the action by which learners obtain information about
the effects of their learning efforts. Positive feedback is a type of feedback accompanied by
reinforcement of the positive aspects of the learners’ work, in order to develop a constructive
relationship between teacher and learner that will enable the setting of desirable objectives
to be achieved [11,12].

Teachers consistently support and assess student learning. Feedback provided by
teachers has been associated with enhanced student responses, increased engagement, and
heightened participation.

The research strategy and design were developed to investigate the following re-
search questions:

1. Is there a statistically significant correlation between positive feedback in educational
activities and students’ motivation?

2. To what extent do teachers utilize positive feedback, and does the frequency of its
application hold any significance in relation to student engagement and motivation
according to teachers’ perceptions?

The objective of the present study was to investigate the role of teachers’ perception
of positive feedback regarding their overall engagement of the students with feedback.
Another objective of this paper was to investigate if the students are more motivated in the
learning process when positive feedback is provided.

An educational undesired behavior can be improved if the way of giving feedback is
well-known, if the consequences of applying this regulation mechanism are understood and
if a constructive and meaningful communication is expected. In this manner, we intended
to determine what are the attitudes and beliefs of teachers with regard to professional
competencies, training, and professional development that enable effective teaching and
learning. Also, we intended to investigate teachers’ practices with regard to giving feedback
and positive feedback, and how often teachers provide positive feedback and the way
teachers perceive students’ attitudes towards feedback.

The strategy for conducting the research consisted of one stage, based around the
abovementioned research questions. During this phase, we conducted a quantitative
analysis to investigate the teachers’ perceptions regarding the using of positive feedback
during the educational learning process. As a research method, we opted for a questionnaire
survey distributed online among pre-university teachers.

In our methodology, we utilized a suite of AI-assisted tools to enhance the quality and
precision of our manuscript. DeepL and English Assister were employed for translation and
grammatical correction, ensuring accurate translations and eliminating grammatical errors,
alongside ChatGPT that was instrumental in stylistic correction and ensuring sentence
coherence. Grammarly was utilized to identify and rectify incorrect usage of English, en-
hancing coherence and clarity. Additionally, dedicated software analyzed word frequency
and generated visual word maps, facilitating the presentation of semantic connections.

2.1. Participants

There was a total of N = 455 teachers who took part in the research. The recruitment
process utilized for this study involved a convenience sampling approach, specifically
targeting pre-university teachers. Convenience sampling is a non-probability sampling
method that selects participants based on their accessibility and willingness to participate.
In this case, teachers were conveniently chosen due to their accessibility for the study.

The recruitment primarily took place online, where potential participants were invited
to take part in the research through an online questionnaire. Convenience sampling was
chosen for its practicality and efficiency, allowing for a quick and accessible means of
gathering responses from teachers who were available and willing to contribute to the
study [44]. Participation was voluntary and consensual.

Out of the total sample of 455 participating teachers, 43.7% (199 respondents) were
primary school teachers, while 56.3% were secondary and high school teachers.

Demographic information is revealed in Table 1.



Educ. Sci. 2024, 14, 257 6 of 16

Table 1. Demographic data collected.

Categories Data Collected

Gender 94.7% female, 5.3% male

Age range Between 19–65 (42.8% are between 40–49 years old)

Level of studies
Pedagogical college–2.0%, Bachelor’s degree–45.3%,
Master’s degree–53.8%, Doctorate degree–5.7%,
Post-doc. Degree–0.9%

The city where they graduated

Romania: Alba Iulia, Bacău, Bras, ov, Bucures, ti, Brăila,
Cluj-Napoca, Constant,a, Craiova, Galat, i, Ias, i, Pites, ti,
Ploies, ti, Oradea, Târgu-Jiu, Timis, oaraRepublic of
Moldova: Chis, inău

Experience
1–5 years–8.8%, 6–10 years–14.5%, 11–15 years–14.9%,
16–20 years–13.4%, 21–25 years–16.5%,
26–30 years–17.8%, more than 30–14.1%

Area Urban–65.1%, rural–34.9%

2.2. Instruments

In this study, we employed a self-developed online questionnaire to gather data
pertinent to our research objectives. The questionnaire was developed by our team of
researchers to ensure alignment with the specific parameters and goals of our investigation.
Each item in the questionnaire was designed to capture key variables and insights essential
to our study’s focus. The development of the questionnaire followed rigorous guidelines to
uphold validity and reliability in data collection. Throughout the analysis, reference will be
made to the questionnaire items, providing transparency regarding the instruments used
in this research.

The questionnaire was structured in two sections: demographic items and items
related to the feedback topic. For the first section of the questionnaire, we designed and
analyzed 11 nominal variables to build a comprehensive picture of the statistical data
received from respondents as we revealed in Table 2, detailed below. The second section of
the questionnaire consisted of closed-ended questions designed to measure two variables:
utilization of positive feedback (the independent ordinal variable) and motivation of the
students to actively participate (the dependent ordinal variable)—indicating whether or
not the students were more engaged.

Table 2. Reliability of items.

Scale N of Items Cronbach’s Alpha

Likert Scale 34 0.869

The answers to the questions were given using the five-step Likert scale (1—strongly
disagree, 5—strongly agree). Google forms were used to collect the applicants’ responses
to the questionnaire, which were submitted online.

To measure the internal consistency of the questionnaire we utilized the statistic
Cronbach’s Alpha, which calculated the pairwise correlations between items in our survey.
The value for Cronbach’s Alpha, α, is 0.869. We obtained a value falling in the range
0.8 ≤ α < 0.9, thus fulfilling the criteria of reliability as good (Table 2).

The statistical processing of the research data was conducted using IBM SPSS Statistics
for Windows, Version 26.0 software (Armonk, NY, USA: IBM Corp.).

3. Results

The following table shows the weights of the responses regarding the fact that most
of the teachers at the institution had a common view on aspects of the teaching–learning
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process according to the gender of the respondents. In order to test the relationship between
respondents’ gender and the responses regarding the fact that most of the teachers at the
institution had a common view on aspects related to the teaching–learning process, we used
the Chi-square test, for the calculation of which we started from the following hypotheses:

Hypothesis H0. There is no statistically significant association between the two variables.

Hypothesis H1. There is a statistically significant association between the two variables.

Since p = 0.858, hypothesis H0 is accepted. Bivariate Chi-square (χ2) test indicated no
significant association between the two variables (χ2 = 1.323; df = 4, p = 0.858).

We observed that, regardless of gender, teachers’ responses were similar (Table 3).

Table 3. Gender crosstab results for item “Most of the teachers at the institution have a common view
on issues related to the teaching–learning process”.

Most of the Teachers at the Institution Have a Common View on Issues Related to
the Teaching–Learning Process Total

Total
Disagreement Disagreement Neutral Agree Totally Agree

Biological gender
Male

Frequency 0 1 8 10 5 24
% 0.0% 4.2% 33.3% 41.7% 20.8% 100.0%

Female
Frequency 12 26 112 181 100 431
% 2.8% 6.0% 26.0% 42.0% 23.2% 100.0%

Total
Frequency 12 27 120 191 105 455
% 2.6% 5.9% 26.4% 42.0% 23.1% 100.0%

Chi-squared test

Value df p
Pearson Chi-Square 1.323 4 0.858
Cramer’s V 0.054 0.858
Number of validated answers 455

While the percentage of individuals aged 45 and above who expressed agreement or
strong agreement that the majority of teachers at the institution shared a unified perspective
on teaching–learning matters surpassed the corresponding percentage among those under
45 who agreed, the outcomes of the correlation analysis revealed no statistically significant
differences (χ2 = 26.879; df = 32; p = 0.723) in the perceptions of whether most teachers at
the institution shared a common view on aspects of the teaching–learning process based on
the age of the questionnaire respondents (Table 4).

Regardless of the level of education at which they taught, the teachers participating
in the study had similar opinions, not significantly different, regarding the fact that most
of the teachers at the institution had a common view on issues related to the teaching–
learning process.

We observed that as teaching seniority increased, the share of those who agreed and
strongly agreed that most teachers at the institution had a shared view on issues related to
the teaching–learning process also increased.

However, the result of the statistical analysis (χ2 = 23.980; df = 24; p = 0.463) shows us
that the opinions on the fact that most of the teachers at the institution had a common view
on aspects related to the teaching–learning process did not differ statistically significantly
according to seniority.

Regardless of biological gender, respondents were equally likely to agree with the
statement “In the teaching–learning process I consistently give feedback to my students”,
and this was not statistically significantly different. The result of the association analysis
shows that the opinions on the statement “In the teaching–learning process I consistently
give feedback to my students” did not differ significantly (χ2 = 46.407; df = 32; p = 0.058)
according to the age of the questionnaire respondents.
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Table 4. Age crosstab results for item “Most of the teachers at the institution have a common view on
issues related to the teaching–learning process”.

Most of the Teachers at the Institution Have a Common View on Issues Related to
the Teaching–Learning Process Total

Total
Disagreement Disagreement Neutral Agree Totally Agree

Age

19–24 years Frequency 0 0 4 9 3 16
% 0.0% 0.0% 25.0% 56.3% 18.8% 100.0%

25–29 years Frequency 2 2 11 10 4 29
% 6.9% 6.9% 37.9% 34.5% 13.8% 100.0%

30–34 years Frequency 0 3 12 17 9 41
% 0.0% 7.3% 29.3% 41.5% 22.0% 100.0%

35–39 years Frequency 2 3 18 22 9 54
% 3.7% 5.6% 33.3% 40.7% 16.7% 100.0%

40–44 years Frequency 2 3 27 37 14 83
% 2.4% 3.6% 32.5% 44.6% 16.9% 100.0%

45–49 years Frequency 3 8 25 44 32 112
% 2.7% 7.1% 22.3% 39.3% 28.6% 100.0%

50–54 years Frequency 2 4 14 26 18 64
% 3.1% 6.3% 21.9% 40.6% 28.1% 100.0%

55–59 years Frequency 1 3 6 25 13 48
% 2.1% 6.3% 12.5% 52.1% 27.1% 100.0%

60–65 years Frequency 0 1 3 1 3 8
% 0.0% 12.5% 37.5% 12.5% 37.5% 100.0%

Total
Frequency 12 27 120 191 105 455
% 2.6% 5.9% 26.4% 42.0% 23.1% 100.0%

Chi-squared test

Value df p

Pearson Chi-Square 26.879 32 0.723
Cramer’s V 0.122 0.723
Number of validated answers 455

We see that as teaching seniority increased, the proportion of those who strongly
agreed that they consistently provide feedback to their students in the teaching–learning
process also increase.

However, the result of the statistical analysis (χ2 = 28.460; df = 24; p = 0.241) shows us
that the opinions on whether they consistently provide feedback to their students in the
teaching–learning process did not differ statistically significantly according to seniority.

The overwhelming majority of teachers surveyed (94.7%) agreed and strongly agreed
with the statement “I consider feedback to be a tool that can motivate and increase engage-
ment in my activities”. Only 4.2% had a neutral opinion and only 1.1% disagreed with the
statement.

A percentage of 84.7% of the survey participants agreed and strongly agreed that they
provide feedback to students even in situations not related to their teaching activities “I
give feedback to students even in situations not related to my teaching activities”. An
additional 11.6% had a neutral opinion and 3.7% disagreed with this statement.

The results of the Chi-square test confirm the presence of a significant association
between the gender of the respondent teacher and the opinion on the statement “I give
feedback to students even in situations not related to my teaching activities” (χ2 = 13.569;
df = 4; p = 0.009).

Women provided significantly more feedback to students in non-teaching situations
than men.

In order to test the association between the level of education at which they teach
and the study participants’ responses to the statement “I give feedback to students even
in situations that are not related to my teaching activities” we used the Chi-square test.
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Since p = 0.022, there was a significant association between the level of education and
the responses of study participants to the statement “I give feedback to students even in
situations not related to my teaching activities” (χ2 = 11.484; df = 4; p = 0.022).

A total of 87.9% of primary teachers agreed and strongly agreed with the statement “I
give feedback to students even in situations that are not related to my teaching activities”,
10.1% had a neutral opinion, and 2% disagreed with this statement.

Of those teaching at other levels, 82.1% agreed and strongly agreed with the statement
“I give feedback to students even in situations that are not related to my teaching activities”.
A total of 12.9% had a neutral opinion and 5.1% disagreed with this statement.

We thus found that teachers teaching at primary level provide feedback to students in
non-teaching situations to a greater extent than teachers teaching at other levels. Cramer’s
V coefficient (Cramer’s V = 0.159) indicates a low intensity relationship between the two
variables (Table 5).

Table 5. Teaching level crosstab results for item “I give feedback to students even in situations not
related to my teaching activities”.

I Give Feedback to Students Even in Situations Not Related to My Teaching
Activities Total

Total
Disagreement Disagreement Neutral Agree Totally Agree

Teaching at
primary level

Yes
Frequency 1 3 20 44 131 199
% 0.5% 1.5% 10.1% 22.1% 65.8% 100.0%

No
Frequency 4 9 33 80 130 256
% 1.6% 3.5% 12.9% 31.3% 50.8% 100.0%

Total
Frequency 5 12 53 124 261 455
% 1.1% 2.6% 11.6% 27.3% 57.4% 100.0%

Chi-squared test

Value df p
Pearson Chi-Square 11.484 4 0.022
Cramer’s V 0.159 0.022
Number of validated answers 455

Approximately 73.4% of the respondents strongly concurred with the assertion “I have
noticed that when I construct feedback in a positive way, my students are more receptive”.
Additionally, 18.9% expressed agreement, 6.4% held a neutral standpoint, and 1.4% dis-
agreed with the statement. The association analysis revealed no statistically significant
differences (χ2 = 47.946; df = 32; p = 0.055) in opinions concerning the impact of positive
feedback construction on student responsiveness based on the age of the questionnaire
respondents.

Regarding the statement “Positive feedback increases student engagement”, 69% of
the respondents strongly agreed, while 22% expressed agreement. Meanwhile, 7.5% held a
neutral stance, and only 1.5% disagreed. The Chi-square test results indicated a significant
association between the age of the responding teachers and their opinions on the impact of
positive feedback on student engagement (χ2 = 47.041; df = 32; p = 0.042).

Furthermore, among teachers under 40, there was a higher percentage expressing
disagreement or neutrality toward the statement “Positive feedback increases student
engagement” compared to their counterparts over the age of 40 (Table 6).

Regardless of the level of education at which they teach, the teachers participating in
the study had similar opinions, not significantly different, regarding the statement “Positive
feedback increases student engagement”(Table 7).

The statistical analysis results (χ2 = 33.346; df = 24; p = 0.063) indicate that there were
no statistically significant differences in opinions regarding whether positive feedback
increases student engagement based on seniority.
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Table 6. Age crosstab results for item “Positive feedback increases student engagement”.

Positive Feedback Increases Student Engagement Total

Total
Disagreement Disagreement Neutral Agree Totally Agree

Age

19–24 years Frequency 0 0 1 3 12 16
% 0.0% 0.0% 6.3% 18.8% 75.0% 100.0%

25–29 years Frequency 1 0 2 3 23 29
% 3.4% 0.0% 6.9% 10.3% 79.3% 100.0%

30–34 years Frequency 1 0 5 7 28 41
% 2.4% 0.0% 12.2% 17.1% 68.3% 100.0%

35–39 years Frequency 0 0 9 14 31 54
% 0.0% 0.0% 16.7% 25.9% 57.4% 100.0%

40–44 years Frequency 0 0 3 19 61 83
% 0.0% 0.0% 3.6% 22.9% 73.5% 100.0%

45–49 years Frequency 0 1 4 28 79 112
% 0.0% 0.9% 3.6% 25.0% 70.5% 100.0%

50–54 years Frequency 0 1 5 15 43 64
% 0.0% 1.6% 7.8% 23.4% 67.2% 100.0%

55–59 years Frequency 0 2 4 8 34 48
% 0.0% 4.2% 8.3% 16.7% 70.8% 100.0%

60–65 years Frequency 0 1 1 3 3 8
% 0.0% 12.5% 12.5% 37.5% 37.5% 100.0%

Total
Frequency 2 5 34 100 314 455
% 0.4% 1.1% 7.5% 22.0% 69.0% 100.0%

Chi-square test

Value df p

Pearson Chi-Square 47.041 32 0.042

Cramer’s V 0.161 0.042

Number of validated answers 455

Table 7. Teaching level crosstab results for item “Positive feedback increases student engagement”.

Positive Feedback Increases Student Engagement

TotalTotal
Disagreement Disagreement Neutral Agree Totally Agree

Primary school teacher
Yes

Frequency 0 2 15 35 147 199
% 0.0% 1.0% 7.5% 17.6% 73.9% 100.0%

No
Frequency 2 3 19 65 167 256
% 0.8% 1.2% 7.4% 25.4% 65.2% 100.0%

Total
Frequency 2 5 34 100 314 455
% 0.4% 1.1% 7.5% 22.0% 69.0% 100.0%

Chi-square test

Value df p

Pearson Chi-Square 5.896 4 0.207

Cramer’s V 0.114 0.207

Number of validated answers 455

Regarding the frequency of providing positive feedback, a variety of responses were
recorded. A notable portion of respondents, comprising 23.4%, indicated that they provide
positive feedback as often as necessary. Conversely, only 1.5% reported providing positive
feedback every hour, while 7.5% stated that they offer it on a daily basis. The majority
of respondents, accounting for 53%, mentioned providing positive feedback once a week.
Meanwhile, 13.6% reported providing positive feedback somewhat less frequently, with
6.8% indicating a bi-monthly frequency and another 6.8% mentioning a monthly interval.
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To assess the association between the level of education taught and participants’
responses to the statement “We are interested in your opinion on providing constant
positive feedback”, the Chi-square test was employed. Given the significance level of
p < 0.001, a substantial association was identified between the level of education taught
and participants’ opinions on constant positive feedback (χ2 = 30.266; df = 6; p < 0.001).

Upon closer examination, a higher proportion of primary school teachers tended to
provide frequent positive feedback compared to educators at other levels of education. In
contrast, teachers at different levels reported a higher percentage of providing positive
feedback only on a bi-monthly or monthly basis. The calculated Cramer’s V coefficient
(Cramer’s V = 0.258) indicates a low-intensity relationship between these two variables.

For item number 13, we were interested in capturing the frequency that teachers
apply when providing feedback. Their responses were then analyzed and coded using the
online software https://monkeylearn.com/, accessed on 4 December 2023. We mapped the
words that were most frequently mentioned by respondents (Figure 2 below presented). A
percentage of 53.0% was registered by choosing the option “once a week”. Other words that
were registered are “once a month or monthly, once a week, daily, whenever it is needed,
constant, when the situation calls for it, during every activity, depending on, several times
a week”, indicating strong correlations among respondents’ questionnaire replies, the
frequency of providing feedback to students, and active students engagement.
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4. Discussion

The results of this study align with and contribute to the existing body of literature
on teachers’ perceptions and practices within the teaching–learning process. Additionally,
insights from recently published papers reinforce and extend the implications of our
findings [45–47].

Our study’s observation of consistent responses across genders echoes findings from
the work of [48,49], where a unified perspective among male and female educators was
noted. The absence of gender-based disparities in perceiving a common view on teaching–
learning aspects aligns with the broader discourse in the literature, emphasizing the collab-
orative nature of effective teaching practices [49].

Contrary to our expectation that age might influence perceptions, our results align
with recent studies such as [50], which found no substantial age-related differences in
teachers’ views on collaborative teaching approaches. The growing consensus suggests that
the commitment to shared perspectives transcends age, reflecting a collective commitment
to effective pedagogy [51].

https://monkeylearn.com/
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The overwhelming agreement on the motivational role of feedback resonates with
the extensive literature emphasizing its positive impact on student engagement [52]. Our
findings are in harmony with the work of [52–54], reinforcing the notion that teach-
ers universally recognize feedback as a potent tool for enhancing student motivation
and engagement.

The lack of significant differences in opinions based on teaching seniority aligns with
recent research by [52], indicating that while there might be an observable trend towards
increased agreement with experience, it does not necessarily translate into statistical sig-
nificance. The identified association between primary school teachers and more frequent
positive feedback echoes [53,54], suggesting that specific teaching contexts may shape
feedback practices.

Our study shares limitations with similar research in relying on self-reported data and
being context specific. Insights from highly cited works, such as [55], underscore the need
for future studies to adopt diverse methodologies and explore cross-cultural variations in
teachers’ perceptions and practices.

The shared perspectives identified in this study and supported by recent literature
emphasize the importance of targeted professional development programs. Integrating
feedback practices and fostering a collaborative teaching environment should be prioritized
in teacher training initiatives [56].

Our study’s findings, in conjunction with seminal works like [56], contribute to a
comprehensive understanding of the broader educational landscape. Shared perspectives
among teachers have implications for curriculum development, institutional policies, and
the ongoing evolution of teaching methodologies.

In conclusion, this study, in conjunction with recent influential works, enhances our
understanding of teachers’ shared perspectives and practices. The identified patterns
underscore the need for a nuanced approach to professional development and highlight
the integral role of feedback in shaping effective teaching–learning environments. Future
research endeavors should build upon these foundations, exploring dynamic aspects of
collaborative teaching practices across diverse educational settings.

5. Conclusions

This study accentuates the pivotal role of providing students with pertinent positive
feedback as a powerful mechanism for enhancing motivation and engagement in educa-
tional endeavors. The exploration of diverse feedback procedures and their effectiveness is
critical for the successful implementation of feedback strategies. Accurate comprehension
of the impact of various feedback approaches can be achieved by meticulously documenting
students’ responses and behaviors.

Upon conducting a quantitative analysis of teacher responses, a unanimous agreement
emerged regarding the beneficial influence of positive feedback on student motivation
and engagement. Nevertheless, caution is advised in attributing a significant impact on
students’ academic awareness solely to positive feedback. This prompts further research in-
quiries, particularly delving into the nuanced role of positive feedback in shaping students’
educational trajectories [57,58].

Continuous learning, guided by teachers’ knowledge, understanding, and positive
feedback, stands as a fundamental pillar for student development. The perpetual review
of feedback, aligning with both current goals and past experiences, informs decisions and
actions. Positive feedback, widely acknowledged by teachers, enhances students’ learning
abilities and classroom performance.

Observations from this study suggest that positive feedback acts as a catalyst, am-
plifying productivity, motivation, and fostering a positive emotional environment. Its
impact extends beyond individuals, influencing the cohesion and optimal functioning of
both individuals and teams. Properly harnessed, positive feedback acts as a motivational
coach, nurturing engagement among team members. However, the timing and manner
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of feedback delivery are crucial, as missteps can disrupt the delicate balance, affecting
motivation and self-esteem.

Teachers, cognizant of the profound impact of their actions, wield a pivotal role in
selecting feedback methods that facilitate accurate self-analysis and foster social analysis
within teams. Creating moments of reflection before passing judgments on students’ work is
imperative, ensuring that constructive and beneficial feedback aligns with the overarching
goal of fostering motivation, engagement, and continuous improvement.

While this study sheds light on the positive effects of feedback, it is essential to
acknowledge its limitations.

The reliance on quantitative analysis may overlook nuanced qualitative aspects. While
our study utilized a quantitative methodology to address the research objectives, it is impor-
tant to acknowledge the potential limitations inherent in this approach. The exclusive focus
on quantitative data collection may have restricted the depth of insights obtained, omit-
ting nuanced perspectives that qualitative methods could have provided. Future research
endeavors could benefit from incorporating qualitative techniques to offer a more compre-
hensive understanding of the phenomena under investigation. Thus, future research could
delve deeper into the qualitative dimensions of feedback, exploring students’ subjective
experiences and perceptions. Additionally, the study’s generalizability is confined to the
context in which it was conducted, and variations across different educational settings
warrant consideration. Future investigations could employ diverse samples and settings to
enhance the external validity of the findings. Furthermore, exploring the long-term effects
of positive feedback on students’ academic trajectories would contribute valuable insights
into sustained motivation and engagement.

Also, the study did not capture the perspective of students regarding feedback. Future
research endeavors should consider incorporating student feedback to provide a more
comprehensive understanding of the feedback dynamic. Additionally, the study did not
include a comparative analysis across different cultural contexts. While the findings shed
light on perceptions within the studied population, further research is needed to determine
the generalizability of these findings across diverse cultural settings. Lastly, convenience
sampling was utilized in this study, which may limit the representativeness of the findings.
While convenience sampling allowed for focused insights into the particular group studied,
caution should be exercised when generalizing the results to broader populations.
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