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Abstract 

 

Impact of Feedback on Adult Learner Motivation  

 

 

 

 

Krishna Malik, MEd 

The University of Texas at Austin, 2010 

 

Supervisor: Diane L. Schallert  

 

This report examines the effect of feedback in the workplace in an adult learning 

environment. Specifically, it examines the effect of negative feedback on motivation and 

performance at the workplace. It studies how feedback seeking behavior impacts the 

quality and type of feedback received by a learner in the workplace. It examines the 

effects of receiving negative interpersonal feedback on the self-esteem, affect, and goal 

pursuit of a learner. The study also looks at the implications of successfully managing 

feedback in the workplace.  
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Chapter 1:  Introduction  

The effects of feedback on learner motivation has long been studied by cognitive 

and behavioral psychologists in an attempt to make learning more effective for learners 

of all age groups. Ever since 1971 when Deci first demonstrated that positive-

performance feedback could reduce intrinsic motivation; and caused a stir in the then 

prevalent behavioral psychology perspectives on learning and motivation, this topic has 

come under scrutiny from numerous researchers. Deci’s work was influential not only in 

bringing about changes in schools but also in adult learning environments. Today, 

learning is a very important part of the business environment and organizations that 

encourage learning have many advantages in the global marketplace. In this report, I will 

look at the influence of feedback on motivation from the perspective of the adult learner 

in an organizational setting and report on what can be gleaned from the current research 

that has implications for feedback on adult learner motivation. I will also report on what 

research says about the importance of feedback to adult learners, how it affects learner 

motivation and goals, and changes in learner performance and behavior following 

feedback. I will report on how the motivational system interacts with the cognitive and 

goal systems and the processes that have been defined by cognitive psychologists to 

describe this interaction. The literature from which I drew was not only from the 

mainstream educational and cognitive psychology literature. Instead I concentrated on the 

relevant literature to form an understanding of adult learners especially in the workplace.   

FEEDBACK 

Feedback is usually defined as information provided to the learner in order to help 

them continue the behavior or modify the behavior. In a learning scenario this is often 

information that will help the learner to accomplish a set of learning objectives. Often in 
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a classroom the feedback process is a two-lane highway with feedback information 

flowing from the learner to the facilitator and back to the leaner from the facilitator. In 

this study we will focus on feedback that is received by the learner.  

For people to be effectively working towards their goals, they need feedback that tells 

them how they are performing in relation to their goals. If they do not know how they are 

doing, it is difficult for them to adjust the level or direction of their effort and strategies to 

match what the goal requires. For example, if the goal is to paint 30 cars in a day, 

workers have no way to tell if they are on target unless they know how many cars they 

have painted. When individuals find they are below target, they normally increase their 

effort (Matsui, Okada, & Inoshita, 1983) or try a new strategy. Feedback acts as a 

moderator to goal related performance and is more effective than simply having goals 

without knowing how one is performing relative to these goals (Bandura & Cervone, 

1983; Becker, 1978; Erez, 1977; Strang, Lawrence, & Fowler, 1978).  

TYPES  OF  FEEDBACK  

 Feedback that a learner receives for task performance can be categorized into 

several types. The most common type of feedback provided in performance-related 

learning environments is normative feedback. Normative feedback, by definition, 

involves social comparison. Normative feedback informs the learner how they are 

performing compared to the “average” performer. In the absence of a formal normative 

feedback, the learner performs self evaluations, which occur spontaneously, and 

sometimes subliminally without intention or awareness on the part of the learner (Stapel 

& Blanton, 2004). These social comparative evaluations provide the learner with the 
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necessary diagnostic and informational feedback he or she can use to perform a task 

successfully.  

In addition, feedback can also be classified as informative or diagnostic. 

Informative feedback is usually limited to the knowledge of correct response, such as 

knowing whether a multiple choice question is correct or incorrect, whereas descriptive 

feedback will provide information in greater detail. However, when the feedback is too 

descriptive, learning usually suffers as the important aspects related to performance 

improvement get lost in cognitive overload (Narciss & Huth, 2006). In the absence of any 

feedback, the learner usually tries to gather informative feedback from the environment. 

The absence of feedback has a negative effect on the performance of the individual. This 

effect is seen both in cognitive as well as in motor tasks. In a meta-analysis of the effects 

of feedback in computer-based instruction, Azevedo and Bernard (1995) concluded that 

effective feedback needs to simulate the cognitive processes necessary to gain a deeper 

understanding and to encourage learners to evaluate their own performance. Frame-by-

frame feedback was shown to lead to cognitive overload and should be avoided.  

IMPORTANCE  OF  FEEDBACK  IN  THE  WORK  ENVIRONMENT 

Most organizations today understand the importance of creating a learning 

environment and actively encourage their employees to acquire new knowledge and 

skills. These skills and knowledge may be acquired through both formal and informal 

learning sessions. In a formal training session in the work environment, there is often a 

mismatch between the curriculum being covered in the training and the learner’s 

expected level of knowledge. There may also be a mismatch between organizational and 

individual goals when the organization overestimates the knowledge of the employee. 
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When this happens, the learner may lag behind others and this negatively impacts the 

learning retention as well as subsequent performance of the learner. Most adult learners 

possess a high degree of awareness about their position with respect to the goal they want 

to achieve.  They generally know when they face a mismatch between their goals and 

what is being taught. They know if they are learning and moving towards their goal or 

not.  

One of the important avenues for learners to obtain information about their current 

performance with respect to their expected performance is to seek feedback on 

performance. Feedback on their learning and performance allows them to judge if they 

should continue or discontinue current behaviors and if these behaviors will lead to their 

desired goals. Learners receiving feedback are provided with information about their 

performance, which may tell them how well they have done at a task and how to do it 

better. When learners receive feedback they are better able to regulate their learning 

actions and are more efficient at learning. When they do not seek feedback, or feedback 

is not provided in an adequate and timely manner, there is a negative impact on the 

learner’s effectiveness as they are not able to perform as efficiently as someone who is 

seeking feedback on performance and is able to modify their approach to the learning or 

performance goal accordingly. In an organizational setting, it is also imperative that the 

learner seek feedback in a proactive manner. Waiting for feedback to be provided is 

costly and inefficient for the business and the learner. Thus facilitative feedback seeking 

behavior is often actively encouraged by the organization. In this report, I will discuss the 

importance of feedback in formal training sessions in an organizational environment. 
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These formal training sessions are usually facilitated by a trainer and are attended by 

more than one learner. I will discuss the types of feedback that can be provided to a 

learner in such settings and how the learner’s motivation, emotion and performance 

behavior may be affected. Briefly, I will also discuss how feedback can play a role in e-

learning, which is a training session that is not facilitated by a trainer.     

EFFECT  OF  FEEDBACK   

The impact of feedback on learning and performance has long been studied by 

psychologists. The effect of feedback may depend upon the quality of feedback that is 

received by the learner, the learner goals and motivation in the context in which feedback 

is provided, and also the manner and by whom the feedback is provided. Feedback also 

has an effect on the cognitive, affective, and motivational processes of the learner’s 

psychology.  These processes in turn affect the learner’s performance on the job. This 

impact is especially important in an organizational environment since it directly impacts 

productivity and profitability of the organization.   

As early as 1956 Ammons concluded through his summary of empirical research that 

feedback generally had a positive impact on learning and motivation. However, this 

positive impact has not been found to be universal. Kluger and DiNisi (1996) found from 

their research that feedback can also lead to a decrease in performance. These conflicting 

findings were a result of mediating effects of feedback on performance (Vollmeyer & 

Rheinberg, 2005). When Vollmeyer and Rheinberg studied the effect of feedback on 

motivation they found that feedback acts as a mediating effect on motivation. They 
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assumed that initial motivation was influenced by four factors: Challenge, interest, 

probability of success, and anxiety. According to them, motivation helped learning by 

mediating variables such as strategy systematicity and motivational state during learning. 

Their studies showed that learners who had favorable initial motivation used more 

systematic strategies and had a more positive motivational state. They concluded that 

higher levels of each of these mediator levels led to better understanding of content being 

taught. Beacuse motivational state and strategy systematicity are mediators in learning, 

manipulating feedback affects these variables. According to Vollmeyer and Rheinberg, 

feedback led to higher motivation during learning and to a more effective and effortful 

strategy when compared to conditions when feedback was not provided. In fact the mere 

expectation of receiving feedback triggered deep processing of the learning material. This 

effect was explained by them as an effect of motivational processes rather than cognitive 

processes. Using a systematic strategy requires high cognitive engagement and deeper 

processing than does an unsystematic, but fast, trial-and-error strategy. This variation of 

cognitive engagement is a product of motivation which is influenced by feedback.  

Feedback also has an important effect on the emotional state of the learner, which in 

turn impacts the learner’s performance and self-esteem, especially negative feedback, 

which can have negative consequences for performance. Understanding the impact of 

feedback in the work environment becomes especially important in light of the fact that 

business contingencies sometimes necessitate giving feedback that is not positive. The 

effect of this type of feedback needs to be well understood as it may severely impact the 

morale of the employees in the organization. 
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Along with studying the impact of feedback on factors such as motivation, emotion, 

and learning, it is also important to understand how feedback-seeking behavior impacts 

the quality and type of feedback that is received. The goal orientation of a learner has a 

great influence not only on whether the learner will seek feedback but also on how that 

feedback will be received and implemented. Most organizations understand that this is 

important and has an effect on employee motivation. As a result, organizations usually 

try to encourage employees to explore several avenues of feedback that may be 

compatible with their goal orientation and result in a better feedback-motivation-goal fit.  

The literature on feedback and its effect is very extensive and there has been research 

on this topic for a long time. In this report, I will focus on the following topics: 

1. Impact of feedback on intrinsic and extrinsic motivation 

2. Impact of feedback on goal setting and performance  

3. Impact of negative feedback on performance  

4. Impact of  goal orientation on feedback seeking behavior 

5. Implications for feedback on learning in the work environment 

 

  



 8

Chapter 2:  Impact of Feedback on Intrinsic and Extrinsic Motivation 

Feedback has a well documented and researched effect on the performance, 

productivity, and self esteem of an individual. Feedback at the individual level has dual 

functions, that of directing behavior and that of acting as an incentive. Performance 

feedback allows the individual to meet higher order needs by verifying task 

accomplishment (Hackman & Oldham, 1975, 1976). According to Deci (1972, 1975), 

when individuals respond to feedback from the task itself they have been intrinsically 

motivated. In other words, the feedback from the task provides individuals with a frame 

of reference for judging their competence and they in turn are motivated to adjust their 

task behaviors to increase their competence at the task. When feedback is provided on a 

task it generally has the effect of increasing the motivation of the individual of 

accomplishing that task. Research in this area has determined that the nature and 

frequency of feedback that is provided on a task acts as a moderator on the motivational 

processes of the individual.  

Even though layman logic may dictate that increased feedback must lead to a 

corresponding increase in motivation, studies have shown that increasing the frequency 

and the explicitness of the feedback both lead to negative outcomes (Crino & White, 

1982). More may not always be better when it comes to the effect of feedback on 

performance and motivation of an individual (Ilgen, Fischer & Taylor, 1979).  

Another factor that determines the effect that feedback will have on performance 

is the proximity of the feedback source to the recipient (Greller & Herold, 1975). 

According to Greller and Herold, there are five sources of feedback in an organizational 

environment. These are: the supervisor, coworkers, performance appraisals, self 

appraisals, and the task itself. They have postulated that when performance suffers as a 
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result of frequent feedback from external sources such as supervisors or co-workers, it is 

preceded by a decline in motivation and reduction in effort expended to accomplish the 

task by the individual. More frequent feedback undermines the illusion of control that an 

individual has over their environment and reduces intrinsic motivation. Frequent 

feedback also has the effect of increasing the reliance of an individual on external 

reviewers for feedback and undermining self appraisal and self assurance at a task (Ilgen 

et al. 1979). This eventually reduces the individual’s ability to judge their performance 

and decreases intrinsic motivation.  

In order to better explain the effect of feedback on intrinsic and extrinsic 

motivation, I will first discuss the difference between these two types of motivation. 

Intrinsic and extrinsic motivation are usually differentiated based upon the origin of the 

motivational outcome and control over the outcome. Intrinsic outcomes are usually 

associated with the task itself and represent an opportunity to the individual to enjoy the 

task as a result of independent choice (Calder & Staw, 1975, Dyer & Parker, 1975). 

Intrinsically motivated tasks provide at least the illusion of greater control over this 

positive outcome to the individual.   By contrast, extrinsic outcomes are “derived from 

the environment surrounding the task and as such are associated with the context of the 

task or job” (Dyer & Parker, 1975, p. 456).  

There is controversy in motivational research literature on the motivational impact 

of various combinations of intrinsic and extrinsic incentives. There is however, a 

reasonable level of agreement among researchers that feedback as a form of extrinsic 

incentive positively affects intrinsic motivation. In general, feedback has been seen as an 

essential element of the task environment, particularly when viewing the satisfaction of 

such higher order needs as self-esteem and self-actualization (Maslow, 1970). Thus 

performance feedback has been perceived as performing a motivational function by 
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aiding or giving closure to the individual in the accomplishment of a task and thus 

satisfying his or her higher order needs (Deci, 1975; Hackman & Oldham, 1975, 1976). 

In their study of the effects of externally mediated effect on intrinsic motivation in 

a work environment, Crino and White (1986) contested that if a task is intrinsically 

motivating and provides closure, feedback may diminish the individual’s intrinsic 

motivation.  Fisher (1978) suggests that task feedback recipients should experience 

feelings of competence and personal control in order to enhance intrinsic motivation. The 

direct implication of her research is that jobs should be designed not only to provide 

feelings of achievement, but also to limit external control by the feedback source. Thus, 

feedback serves a constructive purpose only up to a point. Increasing feedback frequency 

may cause individuals to focus attention away from the task itself and onto the feedback 

provided. This shift of focus may lead to reduced feelings of control and competence, 

thereby reducing intrinsic motivation and subsequent performance. In addition, the 

perception of the feedback, as well as the interpretation of feedback, is dependent on the 

content of the message, the message source, and the receiver of the message. Feedback is 

likely to be more effective if it is received from a supervisor or a respected co-worker. 

The effect of feedback is also likely to be different according to the personality strategies, 

motivational approach and job/performance levels of the recipient.  

When feedback is provided in an organizational environment, there are various 

factors that influence how the feedback will affect the motivation of the employee. I have 

discussed the research literature on some of these factors in this chapter, in the next few 

chapters; I will discuss these effects in greater detail. 

 
  



 11

Chapter 3:  Impact of Feedback on Goal Setting and Performance 

Locke’s Goal-setting theory was formulated largely on the premise that conscious 

goals require action. A goal may be understood as the object or aim of an action. An 

important area for research for organizational psychologists has been to predict, explain, 

and identify factors that affect performance on work-related tasks. In this chapter, I will 

look at the impact that feedback in the workplace has on goal setting and performance.  

Goal-Setting 

According to Locke, goal-setting is fundamental to the relationship between 

motivation and performance. Goal-setting describes the relationship between conscious 

performance goals and level of task performance. For the process of goal-setting to take 

place, there needs to be an actual performance of a task against the goal and not just the 

intent to act. For example, the desire to get a technical certification is not a goal unless 

the learner takes concrete action towards getting the certification, such as filling out the 

application form. 

Performance  

When goals are set in the work environment, they affect performance through 

four main mechanisms. They help to focus attention and effort toward goal-relevant 

activities and away from goal-irrelevant activities. This effect can be observed in both 

cognitive and behavioral performance. Goal directed tasks are influenced greatly by 

feedback. Locke and Bryan (1969) observed that people who were given feedback about 

multiple aspects of their performance on an automobile-driving task improved their 

performance on the dimensions for which they had goals but not on other dimensions. 

Secondly, goals have an energizing function. High goals lead to greater effort than low 

goals. Organizational psychology studies have shown that setting specific difficult goals 
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leads to significant increases in employee productivity (Locke & Latham, 1984). Thirdly, 

goals have an effect on persistence. When specific goals are set, employees tend to work 

longer in order to achieve the goals than when goals are not set or are not specific   

(LaPorte & Nath, 1976). Lastly, goals affect cognition by leading to recall of task specific 

preexisting knowledge by the employee. If no prior knowledge exists, the learner uses 

strategies that may been used in the past to learn new tasks.  

Goal Related Effort and Feedback   

Because feedback is critical for learning, it is important to know how feedback 

seeking and implementation affects goal related performance. A learner’s perception of 

success or failure shapes the involvement and the mental effort that he or she is willing to 

expend to seek feedback. It also greatly impacts goal setting behavior of the learner. A 

learner is likely to expend the mental effort towards goal setting and performance for 

goals that are intrinsically significant or linked to important extrinsic incentives in life 

(Hockey 1997; Locke & Latham 1990). The importance that a learner holds for the 

learning goals has a direct effect on the effort he or she will make to achieve those goals. 

It is representative of the learner’s commitment and motivation towards the task. 

Conversely, when a learner is not willing to expend the energy towards a goal, it may 

signify that the learner is willing to abandon these goals and is no longer motivated 

towards the task (Hockey, 1997; Locke & Latham, 1990). The amount of effort a learner 

is willing to invest in a task is often a function of perceived task difficulty, ability, and 

likelihood that successful performance on the task will achieve a desired goal. When the 

learner believes that all three factors are present he or she will invest effort into the task. 

This relationship between goal setting and effort investment has been described in a 

number of hierarchical, cybernetic models of behavior (Hockey, 1993, 1997; Locke & 
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Latham 1990; Carver & Scheier 2000). According to these models, if an individual 

expends efforts towards a higher level of achievement, it is often as a response to a 

challenge or an obstacle in the performance path that may be in the form of increased 

demand for cognitive and physical resources or due to stressors on the cognitive or 

physical system. In these cases, more effort is expended as a compensation for these 

adverse conditions while the learner tries to work towards goals (Hockey 1993, 1997), 

provided that the goal is still perceived to be attainable and worthwhile. In the model 

described by Hockey (1997), the investment of mental effort and its regulation when 

working towards a goal is a strategic response to goal attainment.  

Performance feedback is an important mediator in the dynamic process of goal 

setting and effort regulation. It provides an indication of learner ability, current 

performance, and the likelihood of success in attaining the goal. By providing this 

important information to the learner, feedback mediates the regulation of effort that the 

learner is willing to expend on a task and directly affects the process of goal setting. The 

motivational function of feedback is thought to energize task interest and encourage 

continued effort, persistence, and attention to goal accomplishment through evidence of 

performance progress. When studied together, goals and feedback have been found to be 

more effective in encouraging performance improvement in learners that either goals or 

feedback alone (Locke & Latham, 1990). In a study by Venables and Fairclough (2009), 

the results showed that when feedback was provided about increased success or 

progressive failure, it was believed to be an accurate reflection of performance by 

learners. As a result, the success group experienced positive affect in response to 

perception of successful achievement. However, when negative feedback was provided, 

the learners increased their effort in an attempt to compensate for the perceived failure 

task. Repeated negative feedback had a negative effect on mood and motivation but did 
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not lead to a total withdrawal of effort by the learners in the study even though 

participants seemed to be on the verge of total effort withdrawal. However, it is important 

to realize that in real-life, continuous negative feedback may eventually lead the learners 

to quit making any effort towards achieving the goal. This needs to be emphasized not 

only to trainers in classrooms but also to supervisors who are responsible for providing 

performance related feedback to subordinates.  

EFFECT  OF  FEEDBACK  ON  MOTOR  LEARNING  

The effects of feedback on performance and motivation are not only confined to 

cognitive tasks but also influence motor learning. The knowledge of results and 

performance that is provided through feedback is considered one of the most important 

variables for motor learning (Salmoni, Schmidt, & Walter, 1984; Schmidt, 1991; 

Swinnen, 1996; Wulf & Shea, 2004). Feedback is assumed to have both informational 

and motivational functions (e.g., Schmidt & Lee, 2005; Schmidt & Wrisberg, 2008). The 

informational function is regarded as providing learners with knowledge about the nature 

of the task to be learned, and guidance for changes needed for the execution of movement 

needed to complete the motor task.  

Motor skills and movement tasks provide unique opportunities to examine the 

impact of social-comparative feedback. Though performance requiring voluntary 

movement is controlled by cognitive as well as neuromuscular processes, the quality and 

quantity of motor behavior within goal-directed movement activity (as seen in a factory 

production line) is observable and inherently available for social evaluation and influence 

(e.g., Triplett, 1898). Further, explicit social comparison can provide individuals with 

normative information, such as the “average” scores of learners on a particular motor 

task. This can be an important basis for evaluation of personal performance in motor 
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tasks. This is most commonly seen in sports or in factory production lines where 

productivity measures are based upon average time taken for a task. If such normative 

comparisons are favorable for an individual, and they are judged as a good performer, 

they experience increased self-efficacy, positive self-concept and are more interested in 

the task (Hutchinson, Sherman, Martinovic, & Tenenbaum, 2008; Jourden, Bandura, & 

Banfield, 1991; Kavussanu & Roberts, 1996). On the other hand, when the comparison is 

negative, individuals experience lower self-efficacy, negative self-concept, and reduced 

motivation to practice a skill.  

Hutchinson and colleagues (2008) found that positive normative feedback 

increased self-efficacy, lowered perceived exertion, and increased sustained effort for a 

grip-strength task. When negative feedback was provided or in control conditions when 

feedback was not provided, self efficacy was lower and individuals perceived their 

exertion and effort to be low. This has also been found to be true about cognitive tasks as 

well as motor tasks.  

EFFECT OF FEEDBACK ON COGNITIVE LEARNING 

Research on the impact of positive affect on cognitive processes has documented 

cognitive flexibility, creativity, and control effects (e.g., Ashby, Isen, & Turken, 1999; 

Dreisbach & Goschke, 2004) as a result of positive feedback. In a study by Lewthwaite 

and Wulf (2010), the researchers found that when participants in the study were given 

false feedback that their performance was better than average, they displayed more 

effective learning as compared to participants who were told that their performance was 

worse than average. The effects of the normative feedback on performance are fast acting 

and almost immediate. Throughout the practice phase, the group that was given false 

positive feedback demonstrated more effective balance (i.e., smaller deviations of the 
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balance platform from the horizontal) than the groups who were not provided feedback or 

were provided negative feedback. Thus, merely receiving feedback of being “good” or 

“poor” at the task influenced performance. It was also found that the performance 

advantages of the better group were still seen when feedback was withdrawn: The better 

group continued to outperform both the worse and the control groups on the delayed 

retention test, suggesting that normative feedback indeed led to different degrees of skill 

learning. Surprisingly, even participants who received negative feedback showed 

improvement in their movement control as compared to participants in the control group 

who were not provided any feedback. This suggests that although receiving negative 

normative feedback is not greatly motivating, it still to some degree energizes effort, 

attention as the individual tries to cope with the feedback and improve performance.  

Normative performance success and failure may have an influence on the  

cognitive perception of one’s personal ability and goals (Ilies & Judge, 2005; Williams, 

Donovan, & Dodge, 2000). It may also have a positive or negative effect about the self 

(e.g., Bandura, 1990, 1997; Bandura & Jourden, 1991) or the goal related task in which 

the learner is engaged (Conroy, Elliott, & Coatsworth, 2007; Deci & Ryan, 1985). Self-

efficacy expectations can be affected by normative feedback (Hutchinson et al., 2008; 

Johnson et al., 1996) and in turn affect the goals set by individuals, the effort they are 

willing to expend towards their goals, and attention to task performance, as well as self-

satisfaction or self-dissatisfaction with performance (Bandura, 1990, 1997; Bandura & 

Jourden, 1991; Hutchinson et al., 2008). Positive affect and negative affect also have 

been linked to goal revisions. A positive normative feedback tends to lead individuals to 

revise goals upwards and a negative normative feedback tends to revise goals downwards 

(Aarts, Custers, & Holland, 2007; Chartrand & Bargh, 2002; Ilies & Judge, 2005; Stapel 

& Blanton, 2004). Research involving neurobiological evidence links positive affect to 
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the dopamine processing that supports sequence learning (Siessmeier et al., 2006). On the 

other hand, negative affect may heighten the need for reallocation of attentional resources 

in order to regulate efforts on the task and reduce self efficacy (Carver & Scheier, 1978; 

Schmader, Johns, & Forbes, 2008).  

Negative normative feedback leads to concerns about performance in the 

individual and prompts the learner to improve performance (e.g., Baumeister, 1984). 

Usually, knowing that one was performing above the norm tended to reduce anxiety in 

the learner and allowed automatic processes to govern the learner’s behavior. In contrast, 

when learners were told their performance was below average, they directed more focus 

in an attempt to improve their performance and constrained themselves; making their 

performance in motor tasks worse. In cognitive tasks, this constraint is felt in the form of 

a performance anxiety and (Schmader et al., 2008) results in a degraded learning 

performance in the worse condition when compared to the condition in which positive 

normative feedback is provided. Lewthwaite and Wulf have shown that  the process of 

learning, including motor learning, calls for the effective juggling of self- and task-related 

thoughts and emotions to maintain energy, effort, motor control, and optimal attention.  

Once an individual has learned effective self-regulation he or she can generalize this 

knowledge across performance domains, but there still may be important differences in 

self-regulatory strategies (e.g., Orlick, 2008; Correˆa, de Souza, & Santos, 2006) that 

result in differences in force, accuracy, duration, and cognitive effort expended on tasks. 

It is important to remember that it is not only normative feedback that influences learning 

but there are other social and cognitive factors that have a very influential impact on 

learning and performance.  
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TIMING  OF  FEEDBACK  

Earlier in the report, I mentioned how the timing of feedback was another 

important factor that affects performance. If the feedback on performance is delayed, the 

impact of that feedback is lessened to a considerable extent. This is true of both motor 

and cognitive tasks. Research investigating the effects of self-controlled feedback, where 

the learner controls when they can receive feedback (Wulf, 2007b) has shown that giving 

learners the opportunity to decide when they want to receive feedback enhances learning 

(Chiviacowsky & Wulf, 2002; Janelle, Barba, Frehlich, Tennant, & Cauraugh, 1997; 

Janelle, Kim, & Singer, 1995). Post-experimental interviews conducted by researchers 

showed that learners preferred to receive feedback after they thought they had completed 

the task successfully and preferred to receive feedback more frequently. However, when 

they thought they had not performed well, they avoided receiving the feedback and were 

also less frequent in asking for feedback. Learners in control groups where they did not 

receive feedback also preferred to receive feedback when they felt their performance on 

the task was good (Chiviacowsky & Wulf, 2002, 2005; Chiviacowsky, Wulf, Laroque de 

Medeiros, & Kaefer, 2008). Chiviacowsky and Wulf (2007) found that when feedback 

was provided after a good performance the learning was more effective. Other research 

findings have also highlighted the motivational influence of feedback on performance 

and learning.  

As the focus on the strategic advantages that learning has in organizations grows 

and more organizations make an attempt to enhance learning in the work environment, it 

will be important to understand how feedback impacts workplace learning and how it can 

best be utilized. Workplace learning is primarily focused on a specific learning outcome 

that leads to an increase in productivity. The impact of feedback on learning makes it 

important that it is managed well so learners can gain from the experience. Even in non-
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learning related organizational interactions such as when providing performance reviews, 

the importance of feedback on motivation and the resulting impact on productivity needs 

to be considered.   
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Chapter 4:  Impact of Negative feedback on Performance 

In the previous chapters, I discussed how feedback affects performance. In this 

chapter, I will review research on how feedback affects the emotional state of the learner 

which in turn may influence the learner’s cognitive abilities and performance. We have 

all at one time or another provided negative feedback for our family or colleagues, 

sometimes intentionally and other times unintentionally without realizing the 

consequences of the feedback. Negative feedback is usually feedback that diminishes the 

individual’s perception about themselves or their performance. It is highly subjective and 

depends on the perception of the individual receiving the feedback whether the 

information provided is perceived as negative feedback or not. When negative feedback 

is given in an organizational environment, its impact may be more threatening to an 

individual’s self worth than when the same feedback is given by their best friend, as more 

may be at stake. As humans we all have a strong desire to be liked by our peers and to 

form close relationship with them. This need is a strong motivator for behavior and 

impacts our cognitive and behavioral abilities. When an individual receives negative 

feedback, self-worth is challenged. To counter this challenge, the motivational system of 

the individual employs various countermeasures that help the learner to minimize the 

cognitive impact of the feedback and maintain cognitive and motivational focus.  

 

ILLUSION  OF  CONTROL  AS  A  MEDIATOR  OF  NEGATIVE  FEEDBACK 

One way that learners develop to counter or even negate the effect of negative 

feedback from their environment, task, or reviewer is to have a strong illusion of control. 

Illusion of control is defined as the overestimation of control over environmental 

outcomes (Thompson et. al. 1998; Thompson 2004). Research has determined that 
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illusion of control can buffer the individual against the emotional consequences of 

negative feedback. To do this successfully, learners generally overestimate the amount of 

control that they have in a performance situation. Taylor and Brown (1988) concluded 

from their research that illusions of control (IOC) is a pervasive phenomenon, and helps 

individuals to cope with negative events while still maintaining high levels of motivation 

in the face of failure. Research has also shown that the effect that an illusion of control 

will have on the motivational state of the learner is dependent upon the level of 

explicitness that is provided in the feedback (Langen, 20007). However researchers 

disagree on whether the illusion of control is beneficial or harmful. Research by Colvin 

and Block (1994) suggested that positive illusions can be detrimental in the long run. In 

his research, Langen (2007) suggested that it is the effect of the explicitness of feedback 

given in response to a failure that tends to make illusion of control either harmful or 

beneficial in nature. According to him, when there is a negative response to a failure 

provided to the individual, a high illusion of control allows the person to have fewer 

negative emotions and higher persistence in the performance task.  Research evidence 

suggests that a high perception of control is related to higher aspirations, more effort 

invested in a task, and a higher expectation of success in a task. All these lead to greater 

success in difficult performance tasks (Brown and Marshall 2001; Burger 1985).  

An illusion of high control also buffers an individual from the negative 

consequences of failure (Bandura 1989) and increases motivational processes. As 

Bandura (1989, p. 1177) pointed out, “optimistic self-appraisals of capability that are not 

unduly disparate from what is possible can be advantageous, whereas veridical judgments 

can be self-limiting.” Optimistic self-appraisals allow an individual to persist at difficult 

tasks and have fewer negative emotions in the face of failure. Studies (Langens 2007) 

that have researched the effect of task failure on mood have found that the negative effect 
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of failure is reduced when the individual has a high level of IOC. This study also found 

that among participants who experienced a large number of negative life events, those 

with high IOC became less discouraged and reported fewer depressive symptoms than 

individuals who had low IOC.    

Research also suggests that IOC plays an important role in motivational 

processes. Gollwitzer and Kinney (1989) found that individuals with a high illusion of 

control tended to make more active attempts to reach a goal as compared to individuals 

with low illusions of success who were more deliberative in nature and focused on the 

pros and cons of the situation. Gollwitzer (2003) assumed that the increase of IOC in an 

implemental mindset is adaptive because it bolsters the motivation to strive for difficult 

long-term goals and helps to prevent a premature disengagement from goal pursuit. 

Taylor and Brown (1988) have also asserted that positive illusions have an adaptive 

function and are associated with higher motivation, greater persistence, and more 

effective performance in situations where failure may cause individuals to withdraw 

efforts from goal oriented tasks. Individuals with high illusions of control tend to 

reinterpret negative feedback in a way that does not endanger their future expectancy of 

success. A person may discount the feedback provided or may acknowledge sections of 

the negative feedback but still maintain an overall sense of positive capability and 

control. This suggests that there is a relationship between the illusion of control in a 

person and the explicitness of feedback that is provided.  

If the negative feedback is explicit, the these benefits of high IOC are greatly 

reduced than when the negative feedback is ambiguous and can be reinterpreted in a way 

that leaves expectancies for future success intact. If, however, negative feedback is 

unambiguous and clearly indicates failure with no room for interpretation, then IOC may 

have a weaker impact on subsequent mood and goal striving. Failure feedback can either 
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be provided by a task (e.g., when the individual is not able to complete the task in an 

allotted time) or by a credible reviewer. When the feedback is provided through a task, 

there is a much greater chance of it being open to interpretation. The learner may be able 

to explain away the negative feedback without damage to motivation and negative impact 

to emotions. However, when feedback is provided by a credible social agent (e.g., an 

experimenter, a teacher, an expert, and so on), it is often less open to reinterpretation and 

causes a much wider depression of emotions in the recipient. For example, failure to meet 

a project deadline can be ignored by employees if they believe they did as much as they 

should have although in reality they did a poor job, until explicit feedback by a supervisor 

forces the individual to acknowledge shortcomings in their work. Researchers have found 

that generally, there is consensus that perceptions of quality of performance are largely 

determined by social comparisons and by explicit social feedback from credible sources 

(Buckingham & Alicke, 2002; Festinger, 1954; Swann, 1983). In this respect, explicit 

feedback is less open to reinterpretation than task-inherent feedback. There is some 

evidence that positive illusions cease to buffer against the emotional consequences of 

failure when an individual receives explicit feedback on their performance.  

 

EFFECT  OF  SOCIAL  FEEDBACK  ON  EMOTIONS 

The desire to belong and to form close relationships is considered to be a 

fundamental human need and motivator of behavior (Baumeister & Leary, 1995; Deci & 

Ryan, 2000). Accordingly, when individuals receive negative feedback from others they 

experience hurt feelings (Leary, Springer, Negel, Ansell, & Evans, 1998b), anxiety 

(Leary, Koch, & Hechenbleikner, 2001), and loss of self-esteem (Leary, Tambor, Terdal, 

& Downs, 1995).   
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 When individuals receive negative interpersonal feedback, their self-esteem, 

affect, and goal pursuit may depend on how contingent their self-worth is on others’ 

approval. The more individuals base their self-worth on others’ approval, the more likely 

they are to experience negative consequences such as drops in state self-esteem. On the 

other hand, people who are less contingent on others’ approval do not experience the 

same degree of emotional distress following negative feedback. The more a person bases 

self-worth in a domain, the more he or she may be vulnerable to experiencing negative 

effects of self-threat in that domain. When this person receives negative feedback in that 

domain from a social source they are likely to suffer loss of motivation and self esteem 

and depression in mood. Park and Croker (2008) studied the effect of negative feedback 

on self worth to show that the more participants based self-worth on others’ approval and 

received negative feedback in this domain, the lower their state self-esteem, with 

corresponding effects on mood. Their study also showed that basing self-worth on others’ 

approval and receiving negative interpersonal feedback differentially affected goal 

pursuit for individuals with high self esteem versus those with low self esteem.  

When positive feedback is provided to an individual, its effects on performance 

are dependent upon whether the positive feedback is in terms of comparative feedback or 

mastery praise. A study by Corpus, Ogle, and Love-Geiger (2006) showed that when 

feedback is provided as mastery praise, it increased intrinsic motivation for a task, 

whereas when positive feedback was provided as social comparison, it had an effect of 

decreasing intrinsic motivation and had a detrimental effect on performance.  

Implications  

These results have implications that are more far reaching than simply academic 

interests. Feedback is an important part of any task, especially in an organization where 
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feedback is provided not only during learning activities in the workplace classroom but 

also for job related tasks. Because employee motivation is affected not only in how 

feedback is provided but also by whom it is provided and the level of detail in the 

feedback, it is important to use feedback judiciously and without adverse consequences 

where possible. When negative feedback occurs in an organizational setting which is a 

social setting the effects of the feedback are stronger. They may have a negative impact 

on employee motivation and production. Along with providing negative feedback in a 

moderated manner care also needs to be taken on how positive feedback is provided. 

Positive feedback should be related to task mastery and not simply be a comparative or 

normative feedback.  

In addition to the type of feedback provided and how it is provided, another 

important aspect of feedback is the effect it has on illusion of control. When providing 

feedback in a learning environment, it is important that the feedback provided is not 

damaging to the person’s illusion of self control as this can have a negative impact on the 

learner. One of the ways this can be implemented in practice is by providing the learner 

the choice of when to seek feedback. This gives the learner control over the feedback and 

reduces its negative impact, if any. In every learning interaction, it is important to 

remember that feedback is an essential factor in learning and must be provided albeit in a 

manner and form that will benefit the learner and improve performance on the task.  
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Chapter 5:  Impact of Goal Orientation on Feedback Seeking Behavior 

In previous chapters, I have discussed how feedback affects motivation, task 

performance, and the emotional state of an individual. In this chapter, I will discuss how 

individual goal orientation affects the feedback seeking behavior of an individual. Goal 

orientation is an important aspect of an individual's motivation. An individual's goal 

orientation describes the methods individuals choose to pursue desired goals. Goal 

orientation theory was put forth by Dweck (1986) when she noticed that school children 

seemed to display two distinct patterns of behavior when seeking to accomplish goals. 

Although some children sought tasks that were challenging from which they could learn, 

other children sought out tasks that were easier, allowing them either to demonstrate their 

abilities or avoid appearing incompetent.  

In the subsequent years since Dweck's papers, goal orientation has become an 

important motivational construct, not only in the educational literature but in the 

industrial/organizational psychology literature as well. One of the most common 

conceptualizations of goal orientation is the three factor model. That is, individuals can 

be described in terms of three goal orientations: 

1. mastery,  

2. performance-approach, and  

3. performance-avoid.  
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Individuals with a mastery goal orientation seek challenging tasks and value learning. 

Highly performance-approach oriented individuals seek tasks that allow them to 

demonstrate the skills they already possess, and highly performance-avoidant individuals 

tend to avoid tasks where they may fail and thus appear incompetent. Goal orientation 

also has a well documented and well researched effect on feedback seeking, which in turn 

impacts motivation and performance of the individual.  

TYPES  OF   FEEDBACK  SEEKING  BEHAVIOR 

It has been argued that whether a learner seeks feedback or not depends upon several 

factors, the most important among them are the learner’s goal orientation (VandeWalle 

and Cummings 1997, VandeWalle, Ganesan, Challagalla & Brown 2000) and the value 

the learner puts on feedback. The perceived costs and value of the feedback combined 

with the learner’s individual disposition influence whether the learner will seek feedback. 

Effect of feedback on motivation depends not only on the frequency that feedback is 

sought but also on the type of feedback sought, the source, method, timing, and whether 

the feedback sought is positive or negative in nature (VanderWalle, 2003). It is important 

to understand these factors if we are to understand the motivation behind feedback-

seeking.  

The most common form of feedback seeking seen in learning situations is normative 

feedback. Normative feedback is given when direct comparison is made to others (e.g. 

grades). This type of feedback lets the learner know where he or she stands in comparison 

to peers in the learning environment. When this type of feedback is not provided by the 
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instructor, learners often form social comparisons to evaluate themselves against others. 

This type of feedback is especially prevalent when there is no objective standard is 

available for evaluation in a particular setting. The second most common form of 

feedback sought by learners is diagnostic feedback. This type of feedback provides 

learners with information that is either corrective or informative, and helps the learner 

recognize whether he or she is on the correct learning path or not. Diagnostic feedback is 

specific to the task in which the learner is engaged and acts as a metacognitive tool for 

the learner informing them of the strategies needed to apply to succeed at the task.  

Feedback can also be self-enhancing and help the learner to bolster self confidence in 

the task; in these cases the learner is seeking feedback as an affirmation of success in the 

task. Larson (1984) suggested that when employees feel that they are not performing 

well, they often seek feedback to minimize the negative aspects and emphasize positive 

aspect of their performance. In this case, feedback helps the individual to present a 

positive aspect on his performance. In some circumstances, however, individuals can 

choose not to seek feedback. This may be because they do not feel the feedback will be 

valuable or they feel that the person providing the feedback is not creditable or because 

they feel that the cost of seeking feedback is too high.  

Usually, learners will seek feedback if they feel there is value in it. The perceived 

value of feedback is higher when the learner feels that the feedback will help improve 

their performance or resolve uncertainties that may be affecting their competence on a 

task, in other words, when learners expect the feedback to have some value with respect 
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to improving their performance. When the expected value of the feedback is perceived to 

be high, a learner will seek feedback on performance and use it to improve performance. 

Most often the feedback that is sought in a high expectancy scenario is diagnostic 

feedback, which is then used by the learner to improve performance. Individuals who put 

a high expectancy value on feedback are more likely to seek feedback on their 

performance.  

In addition to the value of feedback being high, it is also important that the person 

providing the feedback be valued or held in high esteem by the learner or by peers. The 

value of the expected feedback will not be high if the feedback is not provided by a 

reliable and valued source. If the source of the feedback is unknown, the learner will look 

for credentials that will help decide whether the feedback coming from the source is of 

value or not.  These may be business, social or educational credentials of the person 

providing feedback or some other normative parameters on which the feedback provider 

is measured. 

A learner may also seek feedback to reduce uncertainties in a performance scenario. 

When diagnostic feedback is not possible, a learner may seek normative feedback in 

order to reduce uncertainties about performance as compared to other learners who are 

attempting the same task. A normative comparison to others provides the learner 

information on where he or she stands in terms of successful completion of the task with 

respect to others performing the same task. It also tells a learner how much effort is 
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needed to expend to be as successful or more successful to others attempting the same 

task.  

BENEFITS  AND  COSTS  OF  FEEDBACK  SEEKING  

Seeking feedback undeniably provides some benefits to learners in terms of providing 

accountability of their performance and helping them formulate strategies that may 

improve performance to complete a given task successfully. However, there may also be 

some costs associated with seeking feedback that may discourage learners to seek 

feedback in a learning situation. If a learner feels that seeking feedback may potentially 

reveal negative information about them, they will be less likely to seek feedback. Seeking 

feedback in this situation may cost the learner self-assurance and reflect negatively on his 

or her performance. In this case, the learner will either not seek feedback at all or seek 

feedback only in a situation where they are confident that the feedback will be positive 

and will not reflect negative on their self-esteem.  

Another type of cost associated with seeking feedback is self-preservation cost. This 

is the cost associated with the risk of exposing one’s weakness to others. Studies have 

found that often people who have worked in an organization longer will seek less 

feedback than new employees (Ashford 1986). This might be due to the perceived cost of 

appearing weak and unknowledgeable to newer employees, individuals with high self-

preservation cost fear that feedback seeking will appear as a sign of lack of confidence 

and incompetence. When such learners do seek feedback, they will usually seek it from 

venues where they are confident that the feedback will be positive and help to raise their 
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self esteem and value to other colleagues.  The value and cost of feedback provides an 

important parameter of measurement upon which the learner decides whether to seek 

feedback or not in an environment.  

However, another important factor that comes into play in influencing whether a 

learner seeks feedback is goal orientation. Goal orientation is a motivational construct 

that affects how an individual approaches and interprets tasks (Dweck, 1986; Farr, 

Hofman & Ringenbach, 1993). Goal orientation is associated with beliefs in the 

controllability of personal attributes, such as intellectual ability (Dweck & Leggett, 

1988), how individuals view effort expenditure (Ames, 1992), and how individuals 

respond to task difficulties or task failures.  

Recent research has also shown that goal orientation to be a three dimensional 

construct (A.J. Elliot, 1999). These three dimensions are ones desire to develop 

competence (mastery orientation), demonstrate competence (performance orientation) 

and the desire to avoid incompetence (avoid orientation). According to research by 

VanderWalle and Cummings (1997), learners who have a high mastery orientation are 

more likely to seek feedback as they perceive a higher value and lower cost for the 

feedback. On the other hand, learners low in mastery orientation will place a high cost on 

feedback seeking and will not be likely to seek feedback. Learners who have a high 

mastery goal orientation will attempt to develop their competence by using the feedback 

that they receive. Individuals with a high mastery orientation are more likely to perceive 

the benefits of seeking feedback because they want to clarify uncertainties to increase 
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their competence; seeking feedback allows them to do this especially if the feedback 

sought is diagnostic in nature. Feedback also allows them to engage in self-regulation and 

metacognitive strategies and allows them to be more effective and successful at the task 

(AM Schmidt & Ford, 2003). Therefore, individuals with a high mastery goal orientation 

will perceive appraisal value of feedback seeking as an accurate opinion of their level of 

competence at a task and use the information to facilitate their competence at the task. 

Because people with a mastery goal orientation also perceive competence as an attribute 

that depends upon effort expended on the task and prior experience with the task, they are 

unlikely to view negative feedback as a judgment about their ability at the task but are 

more likely to perceive it as an aid to their developmental efforts (VandeWllle, Brown, 

Cron, Slocum, 1991). As such, individuals with a high mastery orientation should be less 

concerned about the ego and self-preservation costs associated with receiving negative 

feedback. Thus, mastery orientation will be positively related to perceived value of 

feedback seeking and negatively related to perceived ego cost of feedback seeking (Park, 

Schmidt, Scheu & Deshon 2007).                   

Individuals who have a desire to demonstrate competence at a task or have ‘Prove 

orientation’ tend to set goals for demonstrating competence at a task and work towards 

the goal. Such individuals also have strong focus towards impression management and 

are concerned with competing with and performing better than others. These learners will 

tend to seek normative feedback which provides them information about their 

performance as compared to others that they are competing against and are very outcome 

focused (A.J. Eliot and Church 1997); Horvath et al 2001). Since learners with prove 
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orientation tend to be extremely competitive in nature, they generally view feedback as 

beneficial for improving their performance and achieving their goals of demonstrating 

competence. They are also more likely to seek validation of where they are performing in 

comparison to others. As a result, learners with a high prove orientation should have a 

high appraisal value perception of seeking feedback because they view seeking feedback 

as a way to get an evaluation about their performance. They are also more likely to view 

feedback as an evaluation of their self or ego (Kanfer, 1990: VanderWalle & Cummings, 

1997). For these learners negative feedback causes a conflict with their goal of 

demonstrating higher ability as compared to others and may be potentially costly. As a 

result they may feel threatened and are less likely to seek feedback in a situation where 

they feel that the feedback may not be complimentary. According to Park et al (Park, 

Schmidt, Scheu and Deshon 2007) learners with a high prove orientation will have a high 

ego cost of feedback seeking.  

Learners with a performance orientation may also want to avoid display of 

incompetence. These learners hold an entity perspective about their performance and will 

are likely to believe that ability is a fixed attribute and cannot be changed through effort 

or experience (A.J. Eliot 1999; A.J. Eliot & Church 1997). These learners are less likely 

to view feedback as developmental and will associate it with a high risk to their ego. 

They may avoid feedback due to their fear of a negative feedback and fear of failure. This 

fear of failure combined with a tendency to avoid failure and thus demonstration of 

incompetence will make it more likely for individuals to withdraw from a task sooner 

rather than risk the exposure to failure or feedback that may expose a need for 
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improvement. Learners with a high avoidance orientation also tend to have a lower self-

efficacy since they do not believe that ability is malleable. They also tend to avoid 

demonstrating low ability to others, and a threat of negative feedback is viewed as more 

costly by these learners than learners with other orientation. Seeking feedback creates an 

evaluation situation for these learners with the risk to their self-esteem if the feedback is 

negative. Furthermore, actively seeking feedback is likely to be viewed as an expenditure 

of effort and applying effort is viewed as an indicator of low ability. Thus, a high avoid 

orientation is positively related to self-presentation and cost perceptions (Park, Schmidt, 

Scheu & Deshon 2007).  

Goal orientation plays an important role not only in the frequency but also the 

type of feedback that learners seek in an organizational environment. Learners with a 

strong mastery orientation will seek feedback that is useful for improving their personal 

attributes and performance. They employ monitoring and inquiry strategies for seeking 

feedback that can help them with their mastery goals. They may also observe others and 

collect information from their behavior about the appropriate strategies to employ to 

succeed in their goals. They may also directly seek feedback about their performance 

from their peers or supervisors. In an organizational environment, several opportunities 

are provided to facilitate the seeking of both inquiry and monitoring feedback by 

individuals. Most commonly these are formalized in the form of performance reviews or 

mentoring relationships.  During training programs it is important that the learner is made 

aware of the nature and impact of their goal orientations. The trainer can then focus 

specific interventions that can help change learner attitudes towards self and competence 

development so that employees may learn that seeking feedback even in unfavorable 

conditions provides great insight into self-betterment as it can point out avenues where 

they can improve their performance. Most importantly it is necessary organization can 
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provide a safe and bias free environment where the employees can seek feedback even 

when the feedback is likely to be negative.  
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Chapter 6:  Implications for Feedback on Learning in the Work 
Environment 

So far I have discussed the impact of feedback on cognitive, motor and 

motivational processes in the workplace. As I have discussed earlier, feedback is a well 

used tool in the workplace. It is employed both in external as well as internal parameters. 

External feedback is received from coworkers, supervisors, appraisals, customer reactions 

and social interactions. It allows the individual greater flexibility to compartmentalize 

feedback and influences motivational processes differently as compared to internal 

feedback. Internal feedback is generated by the task or the individual learner’s self-

assessment while on the task.  

In addition to these avenues, feedback is also received in a learning environment 

in organizations from the instructor. In this report, I have focused on how feedback 

affects the learning related motivational aspects in the workplace. Learning at the 

workplace may be a formal instructor led classroom, e-learning or informal learning 

through peer-networks or mentoring.  

In an instructor led classroom, the instructor is primarily responsible for providing 

feedback to the learner in a manner that will increase cognitive processing and learning. 

Feedback in training classrooms is also received from other students or from the learning 

tasks themselves. It is imperative that the instructor recognizes the nature of the feedback 

that they are providing and its effect on learner’s motivation and performance. When 

there is a discrepancy in the actual performance of the learner as compared to the desired 

performance, the feedback will tend to be negative. This negative feedback may have a 

detrimental effect on learner motivation if it is not carefully managed. When positive 

feedback is provided to the learner through either a normative or a social comparative 

feedback, it tends to increase self-efficacy and enhance performance and learning goals. 
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This in no way means that negative performance feedback cannot be provided, just that 

the consequences and implications of providing negative feedback have to be understood 

and managed appropriately by the instructor.  

More often as organizations move towards e-learning, the role of the instructor is 

being taken over by the computer.  Typically in an e-learning course, instructional design 

is the primary means of providing feedback and managing the learners motivational 

processes.  This has most commonly been accomplished using the ARCS (Attention, 

Relevance, Confidence and Satisfaction) model of instructional design. However, this 

model does not provide a personalized approach to manage learner motivation and does 

not help with preventing issues such as learner disinterest and increased dropout rates for 

computer based learning when compared to classroom learning.  

Using the understanding gained from the effect of feedback on learner motivation, 

I can recommend that to attempt at a tailored feedback interaction with the learners, e-

learning courses need to provide a choice in when learners can obtain feedback. E-

learning courses also need to provide feedback in a sufficiently detailed manner that is 

helpful to the learner in gaining a deeper understanding of the content without the 

feedback being too frequent or explicit. This is a difficult task to accomplish in light of 

the fact that there is little scope for impromptu customization in a canned e-learning 

course. However, intelligent design of the course can mediate the risk of decreasing 

learner motivation to a great extent. Like any other training program an e-learning course 

needs to encourage learner self-belief. Self-beliefs about the successful accomplishment 

of a task are key to successful learning. 

Another implication that needs to be remembered is the frequency of feedback. 

Frequency of feedback in a learning intervention in the workplace needs to be carefully 

managed so that it does not hinder learner motivation.  In e-learning courses, the design 
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of the course should incorporate feedback frequently enough so that is helpful to the 

learner in retaining key objectives while still providing the learner with enough control 

over the learning activities.  

It is important to remember that most learning in the workplace does not take 

place in the formal classroom but rather in peer networks and informal social interactions 

at the workplace. Since these are not formal avenues of providing feedback it is difficult 

for any human resource organization to control the feedback provided in informal 

learning environments. However, an organization culture of openness and mutual respect 

goes a long way in providing a secure environment in which performance related 

feedback can be freely shared and received.  
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