Literature Review
Providing feedback to the individual helps them to discover where they have deceived or misled their audience by using incorrect words or tenses, not providing enough information, organising their thoughts illogically, or failing to develop their ideas (Keh, 1990). However, recent studies on feedback have moved away from characterising feedback as only information being sent, and instead have given it a more expansive definition that considers the recipient's agentic engagement as well as the processes used for reacting to the feedback (Fong & Schallert, 2023). Feedback helps students develop by pointing out the differences between their current performance level and their intended level. When a student does not receive some form of criticism within their feedback, they revise very little and mostly address minor issues like grammar and spelling, rather than significantly altering the material of the essay or structure (Faigley & Witte, 1981), which could show a potential link to a delay in personal achievement within their work.
The introduction of constructivist and cognitive theories significantly altered the way that feedback was generally viewed, with researchers shifting from the fixed belief that feedback was offered to students to change how they behave to the more complex belief that it included information that students needed to comprehend and build understanding (Lipnevich & Panadero, 2021). Studies on the most beneficial forms of feedback for students' learning was conducted during the later years of the 1970s and the early years of the 1980s. Towards the later time of the 1980s, there had emerged a pedagogical effort to transform feedback into possibilities for learning, even though behaviourism had a strong effect on the early publications (Sadler, 1998). A while after, a thematic review was published which changed the perspective on formal feedback and stated that feedback should be utilised in all educational environments to advise the lecturer and student on how to enhance their teaching and learning (Black & Wiliam, 1998). This approach has had a profound impact as advancements within an educational setting have been achieved through the introduction of learning theories like cognitive load (Sweller et al., 1998), self-regulated learning (Panadero et al., 2018), and the control-value theory of achievement emotions are combined with evaluation of classroom literature. Through combining these different techniques, it provides educators a framework for creating lessons that improve student learning and highlights variables that motivate people to learn in addition to the environments that encourage or discourage learning.
Lecturers can devote an excessive amount of time offering feedback comments on assignments that students turn in, but these comments may not always be understood or utilised by the students effectively, which restricts its significance for their future growth (Winstone et al., 2016). According to previous research, students appreciated receiving feedback comments but did not incorporate these suggestions to better their work (Brown & Glover, 2006). Only receiving a numerical score on their work had a clear negative correlation with students' essay test performance and a positive correlation with their feeling of unpleasant emotions. The indirect impact was positive, indicating that students' desire to do better may have been motivated by their experience with unpleasant emotions. To fully understand this relationship and the similar causation role emotions have in various feedback processes and performance, further research is required (Lipnevich et al., 2021).
For mistakes to be resolved, good performance to be encouraged, and development to advance, feedback is crucial to facilitating an individual’s development as an independent learner (Ferguson, 2011). Lecturers providing the feedback use a technique termed scaffolding which helps a student understand how to accomplish an assignment so that they the knowledge and confidence to accomplish it on their own at a late time. During this phase of overcoming any issues, an educator will temporarily aid the student by providing scaffolding as it is focused on the future and seeks to give students more autonomy. Students as well as lecturers must share responsibility for helping acquire these crucial abilities to progress their achievements. According to Vygotsky's theory, learning leads development, it could be inquired that learning will only occur when the scaffolding is necessary as the student will probably be functioning inside their zone of proximal development (Fani & Ghaemi, 2011), where there is a cognitive disparity between what a young individual can achieve independently and what they can accomplish together with a more knowledgeable professional such as their lecturer/teacher (Gibbons, 2002).
Students can learn more, and teachers can improve their teaching techniques if they concentrate on promoting the idea that feedback can benefit students in learning rather than telling them how intelligent they are through a grade (Black et al., 2004). These abilities, together with knowledge of cognitive styles and the ways in which other mitigating variables, like gender, affect assessment preferences and practises, may be taught to lecturers to help students engage with their feedback more (Evans & Waring, 2011). One approach that will assist in achieving this goal is using a personal learning styles pedagogy consisting of Experiential learning theory (Kolb, 1984) or VARK (Fleming, 1995). Many versions of the Learning Styles concept, maintain that better learning occurs when learners are taught using strategies that correspond to their "Learning Style" (Pashler et al., 2008). However, there is not a lot of supporting literature to back up this approach (Rohrer & Pashler, 2012), but according to a previous survey, 58% of UK instructors apply Learning Styles, and believe they are effective when teaching (Newton & Miah, 2017).
However, finding the right learning style every student is very time consuming and may not always be achievable. If the wrong learning style is implemented this could have a negative effect for the student as if may create complications during the processing of feedback. Numerous obstacles that prevent students from using feedback may arise throughout the feedback processing phase. Four distinct obstacles from previous research reported receiving insufficient guidance on decoding the feedback (awareness), the inability to identify suitable methods for implementing feedback (cognisance), challenges with feeling encouraged to act based on feedback (agency) and students' reluctance to invest the effort necessary to understand the significance of feedback (volition) (Winstone, Nash, Rowntree, et al., 2016). As a key factor in determining effort and perseverance, self-efficacy beliefs are considered a fundamental motivational construct in social cognitive theory as the amount of improvement comments in the feedback determined its effect on students' self-efficacy views (Duijnhouwer et al., 2010). This is consistent with the notion that, to increase students’ motivation, feedback should be both positive and negative, which supports the idea that students who have limited academic writing experience have sensitive self-efficacy beliefs in reaction to criticism within feedback from teachers about the standard of their writing (Pajares & Valiante, 2006).
Past studies have also shown that lecturers use technical academic language that makes it challenging to understand and apply, causing further obstacles causing the student  interact with feedback differently (Sutton, 2012). It is true that the type of feedback offered can affect how it is utilised, but the student who receives the feedback also plays a significant role. This students’ views regarding feedback in general and the way they comprehend and apply the feedback they get, influences whether they use it. The relationship between students' self-reported feedback behaviour and their mindsets about their own abilities, defined as "fixed" (unchangeable) or "growing" (malleable) was examined in a recent online survey. According to their findings, students who had a fixed mindset, those who thought it would be impossible to change or get better at something, were more likely to admit that they acted defensively when given criticism (Forsythe & Johnson, 2016; Niemann et al., 2014). This helps demonstrate how individual differences need to be thought about when a lecturer is providing feedback as it may inhibit or aid the student’s engagement with future feedback. This also signifies the importance of the individual students' cognitive presumptions, feelings, and awareness of effort, all of which may not always be evident, must be taken into consideration by the individual giving the assessment to make sure students are satisfied with the feedback and actively participate in it (O’Donovan et al., 2019). Lecturers must also consider the contradiction between the student's internal assessment and the external evaluation, receiving criticism within their feedback may trigger a psychological reaction in them that could compromise its usefulness (Schartel, 2012). This could have future implications for the student and their education as their confidence may decrease and see a gradual decline in progress.
There are several ways that feedback information may be presented to learners: it can be directive, emphasising future improvement opportunities, or evaluative, assessing the learner's previous performance. It was shown that, despite very minor phrasing variations, evaluative feedback was continuously easily remembered better than directive feedback, indicating that having a future-focused mindset is beneficial to memory (Nash et al., 2018).
Feedback is particularly beneficial, according to educators who focus on development, when it is future-oriented, highlighting our upcoming possibilities for development as opposed to our existing weaknesses (Hirsch, 2017). Individuals are inclined to take into consideration feedback that helps them achieve their aim because they look for feedback that uplifts their spirits along with a favourable perception of oneself. From previous research it was found that feedback about areas of development is usually more appealing to students than criticism regarding their previous performance (Winstone, Nash, Rowntree, et al., 2016b). According to research in that literature, when individuals anticipate needing to use the given instructions in the future, they create more readily available memory representations of them (Goschke & Kühl, 1993).
According to a recent study, students used written feedback remarks considerably less frequently if the score was made readily accessible separately. This suggests that contrary to what people claim to prefer (directive), individuals perceive feedback as a judgmental, past-focused (evaluative) process due to an individual's retrieval process while recalling feedback being influenced by preconceived ideas about the feedback's overall objective.
However, even though the language of the two types of feedback is quite similar, results from a study revealed a pattern termed the evaluative recall bias due to participants remembering evaluative feedback better than directive feedback (Nash et al., 2018b). This serves to highlight how even seemingly insignificant phrasing variations might have a significant impact on recall probability and could therefore help to explain why some students find it hard to recall back this feedback. Researchers referred to this second bias as an evaluative retrieval style, and it is significant due to consistent patterns of misremembering that provide insight into the sorts of interpretations people get from data (Chan & McDermott, 2006). If this is one approach, then in real-life scenarios, this bias may cause students to believe that the criticism they got within their feedback was hostile rather than helpful, which could demotivate them (Winstone & Nash, 2023).
However, it appears that even though the evaluative recall bias is a memory phenomenon that can be replicated, there is insufficient evidence of the cognitive mechanism behind this particular bias in any of the published data (Nash et al., 2021). Another aspect that contributes to this memory bias is that participants were naturally inclined to replicate the feedback remarks in an evaluative manner from memory, even if the comments had been directive at first. The evaluative memory bias was even evident in situations where the directive feedback remarks were given in a harsher manner, while the evaluative comments were given in a more pleasant manner, implying that the bias does not result from students preferring encoding information that appears negative or criticising. In contrast to the evaluative recall bias, there have been studies conducted that reveal when eye tracking is used to evaluate visual attention, directive feedback does not receive more visual attention than evaluative feedback (Gregory et al., 2019). These results imply that during encoding, both types of feedback are handled equally. Because of this, they make us question if memory encoding variables can explain the evaluative recall bias and encourage us to concentrate on the retrieval aspects.
When it comes to methods for helping students use feedback effectively, it seems that this is a blind spot within research, which is shown through previous studies that found approximately sixty percent of students did not get instructions on how to respond to feedback (Burke, 2009). This can be shown through research regarding how students utilise feedback rarely appear in the vast amount of literature that discusses the significance of feedback and offers recommendations for educators on feedback and learning styles. Although a little over forty percent of students said they were provided with advice on how to utilise feedback, a closer look into their answers revealed that many of them misinterpreted "real feedback" for "support on how to use" (Burke, 2009). The discrepancy between teachers' expectations that students understand how to use feedback and the actual situation of students not knowing the proper techniques for doing so must be addressed to obtain a more efficient way in the use of feedback in the future. As feedback is crucial in the development of learning, it is essential to start establishing effective techniques that work best for both the educator and student, which may help to provide a more positive behavioural and emotional approach on receiving feedback, furthering their advancements in their education.
One might assume that researchers in cognitive psychology would have gathered an extensive amount of data from studies exploring how effectively and in what conditions individuals recall the feedback they are provided, recognising the current development of memory research in the educational setting and the significance of feedback for skill improvement. There is a lack of this information and data. 
Another gap within this educational field of research is the question of whether researchers should be measuring the students learning or performance. Majority of research seems to only focus on the students’ performance with results collected originating from a short experimental task. To get a better understanding as to what type of feedback exceeds the student’s education, more longitudinal studies need to be conducted to see if there are any substantial results in their achievements. This interlinks with a study that revealed part of the brain along the cingulate sulcus exhibits an alteration in activation as an outcome of learning. Specifically, at the beginning of the learning process, extrinsic feedback activates this region, and later, responds to intrinsic feedback. The initial source of error information that is accessible activates this area, which seems to be involved with mistake recognition and repair (Mars et al., 2005). However, it is imperative that researchers begin assessing effects on learning rather than merely performance on the current task when examining the influence of feedback on student receptivity.
While opinions on the potential uses of feedback appear to agree, there is significant variation about the content of feedback. The significance of presentation has gotten less attention, however since presentation affects students' usage and receptivity to feedback, future researchers need to pay greater attention into the effect feedback presentation as well as the feedback’s source has on the student.  
This is an experimental study that aims explore differences in past and future-orientated feedback and if this then has an influence on an individual’s memory for that feedback -i.e., is future oriented feedback remembered more than past oriented feedback because it is seen as serving a useful purpose to improve on future work (Dawson et al., 2018) or is past oriented feedback remembered more as it is seen as more critical of what has already been submitted, which may resonate within memory (Gregory et al., 2019).
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