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Providing timely and constructive formative feedback in psychology undergraduate lectures can be a 
challenge for any educator. Large cohorts often increase the expectation for written feedback on 
submitted work even though this is not always the most practical or efficient way of supporting 
student learning. Drawing upon experience from an educator within psychology and across multiple 
modules, this paper offers a reflection on how Vevox has been used to deliver formative assessments 
and provide immediate formative feedback in both small and large lecture settings. The reflection 
highlights that Vevox can streamline the delivery of feedback, enhance opportunities for active 
participation, and allow students to receive instant clarification on their understanding of lecture 
content. While the paper acknowledges that Vevox may have disadvantages when overused or applied 
without clear pedagogical purpose, it also demonstrates that the tool can reduce the challenges 
associated with providing timely feedback to large cohorts. Overall, Vevox was experienced as an 
efficient and accessible tool that supported the provision of constructive formative feedback and 
helped create more responsive learning environments in psychology lectures. 
 
Keywords: educational psychology; formative assessment; formative feedback; student engagement; 
Vevox 
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Formative feedback is a critical aspect of learning in any educational institution (Morris et al., 2021) 
and it can be defined as providing information to a learner that is intended to modify their thinking or 
behaviour for the purposes of learning (Shute, 2008). This type of feedback is seen in the form of 
activities that do not formally contribute to the overall module or degree grade in the course that is 
being studied. Students are not given specific marks as part of a formative task, but instead they will 
receive feedback based upon different aspects of the task (Smith & Gorard, 2005).  Formative 
feedback can offer benefits to students outside of the classroom situation and research has suggested 
clear kinks between formative feedback and employability in terms of the psychological, education 
and social benefits (Gaynor, 2020; Jonsson, 2013).  
 
Early theoretical perspectives from Skinner suggest that reinforcement can act as a buffer as to how 
effective feedback is used (Skinner, 1967). Positive and negative reinforcement can act in a similar 
manner to instructional types of feedback where students will continue with the behaviour (such as 
learning) if this is rewarded. Bloom’s work suggests that students need regular feedback within the 
classroom environment, and this can be in the form of formative assessments where students can 
track their own progress and can look more informally at their own achievement (Guskey, 2018). 
Moving away from the view of reinforcement, constructivist approaches view feedback as an 
important way of students being able to construct knowledge using feedback (Lipnevich & Panadero, 
2021; Panadero et al., 2018). These approaches have focussed more upon the cognitive functions that 
underpin learning and why feedback is then useful in utilising such cognitive processes. More 
recently, the theoretical perspectives have moved away from looking specifically at the cognitive 
constructs and it is now directed towards students being actively involved in the development of their 
own feedback, such as in the development and use of peer feedback (Andrade, 2018; van Zundert et 
al., 2010). Lipnevich and Panadero (2021) have discussed how models have adapted over time, 
suggesting that earlier information processing approaches see feedback as just for information 
purposes. Later models from Nicol and Macfarlane-Dick (2006) have suggested that we need to 
ensure good feedback practices to enable a student to use the feedback and to be able to self-regulate 
their own learning. This perspective suggests that we need to consider a student’s current goals and 
standards to ensure that our feedback is reflective of that, to support the student in their own 
learning (Nicol, 2021).  
 
The literature suggests that formative feedback can be provided in numerous forms such as being in a 
written form in relation to submitting a draft of a piece of coursework, to the less formal verbal 
feedback when completing discussion activities in small workshops (Fluckiger et al., 2010; Shute, 
2008). While this type of formative feedback can be effective within higher education, for a cohort of 
300-400 students, this can take a considerable amount of time and effort form the educator, so this 
may not be the most effect use of time (Weston-Green & Wallace, 2016). Assessment activities can be 
developed using the Educational Assessment Tool framework (Evans, 2013) and this framework 
suggests that assessment and feedback must be inclusive. This means that an educator needs to be 
aware of the cohorts’ abilities and must be able to make the necessary changes to differing cohorts 
and individual students (Mohamed et al., 2023).  
 
Formative feedback has been shown to have many positives in relation to student performance, with 
literature coming to the consensus that it can enhance student performance (Biggs, 2003; Gibbs & 
Simpson, 2004; Lunt & Curran, 2010; Nicol et al., 2014). Buczynski (2009) suggests that formative 
feedback in any education setting has several uses such as allowing a student to reflect upon the 
content being taught and providing a motivational environment for the student to be in. Lunt and 
Curran (2010) made use of audio feedback, suggesting that students agreed to finding the feedback 
useful and wanting more audio feedback in the future.  
 
Often, within psychology, cohorts can be between 50 and 600 students (Sander, 2005) and it can be 
difficult to provide formative feedback in a timely and constructive manner. Biber et al. (2011) has 
suggested that written formative feedback is the most appropriate type of feedback to use, however, 
more recent research Wisniewski et al. (2020) and the research from Lunt and Curran (2010) does not 
support this, suggesting that other modes of feedback can be just as useful. It can be questioned as to 
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how educators can provide timely and constructive feedback to students when there are such large 
cohorts within psychology.  
 
The increasing student numbers means that the ability and opportunity to provide detailed formative 
feedback can decrease and educators need to locate other ways of doing so. Jenkins and Maidment 
(2024) provided a reflection on how Vevox was used to increase engagement in large cohorts, making 
reference to the fact that that most previous research had used cohorts of 56-80 students 
(Greenwood, 2023; Khoudri & Khoudri, 2023; McDermott, 2022). Jenkins and Maidment (2024) 
implemented Vevox with cohorts of over 300 students, demonstrating the effective use of Vevox to 
facilitate engagement. Greenwood (2023) suggested that Vevox was an important tool as this was 
fully anonymous and students felt more comfortable using the tool. It was also suggested that Vevox 
made students feel like they had a deeper understanding of the content being taught, and this was 
consistent across the literature (Greenwood, 2023; Jenkins & Maidment, 2024; Khoudri & Khoudri, 
2023; McDermott, 2022).   
 
As Vevox is a universal tool that is used both inside and outside of education (Vevox.com), questions 
remain about the utilisation of Vevox in higher education and whether this could be used to provide 
large cohorts with the opportunity of formative assessment, and ultimately formative feedback. The 
systematic review from Morris et al. (2021) has provided an insight into ways in which formative 
assessment and feedback utilised, therefore the current paper aims to extend this by incorporating 
the use of Vevox and to see if the previous feedback literature can be supported (Buczynski, 2009; 
Lunt & Curran (2010).  
 
Therefore, the aim of the current paper is to offer a reflection from an academic who has utilised 
Vevox within several undergraduate psychology modules to provide instant and formative feedback 
to large cohorts of students. Gibbs (1988) reflective cycle will be used to provide a reflection on how 
Vevox has been implemented within psychology foundation and undergraduate lectures as a tool that 
can be used for formative assessment and feedback.  
 

REFLECTION 
 
Stage 1: Description 
 
Vevox (www.Vevox.com) is an internet-based technology support system that can be used by anyone 
with an account. The aim of using Vevox is to provide participants (such as students) with a range of 
activities where live results can be seen. Depending upon the type of Vevox account used, up to 5000 
participants can take part at any one time. While Vevox has been widely used in education, it has also 
been used within employment instances.  
 
I began using Vevox in 2018 when I took on the module leadership role of a foundation’s psychology 
module. In this cohort, there were 60 students, and some students had studied psychology 
previously, whereas others had not. Since then, I have used Vevox in my undergraduate psychology 
lectures which typically hold 320 students, with most recent numbers being up to 400 students. My 
use of Vevox has varied. I have used Vevox with first-year psychology students, during a psychology 
of the early year’s module where the assessments were online class tests and an end of semester 
exam. I have also used Vevox with second-year psychology students in a coursework-based module 
of applied cognitive research. Most recently, I have started using Vevox within psychology 
dissertation lectures whereby the final assessment is very individual in nature and not supported 
directly by module leaders.  
 
In my lectures, I have used Vevox in a different way to provide students with formative assessment 
activities and to provide instant formative feedback. Multiple choice questions (see Figure 1) are one 
of the most used assessment activity, where results are seen live by the students. In these lectures, I 
post a content related question, and I ask students to select the correct answer. After displaying the 
correct answer, this then provides me with the opportunity to explain to the students why the other 
answers may have been incorrect.   
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Figure 1 
An example of using a Vevox Multiple-Choice Question in a Psychology of the Early Years exam-based module.  

 

 
 
Vevox does offer a word-cloud activity (see Figure 2) that allows students to discuss a question before 
posting a response, and this is one type of activity I use when asking students to critically discuss a 
topic.  
 
 
Figure 2 
An example of using a Vevox Word Cloud Question in an Applied Cognitive Research coursework-based module.  

 

 
If I am looking for longer responses from a cohort, I will use the Vevox question and answer (Q&A) 
function (see Figure 3) as this allows me to post a question and students can respond in a many or as 
few words as needed.  
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Figure 3 
An example of using a Vevox Q&A session in a Cognitive Research coursework and exam-based module. 

 

 
 

In previous years, I have attempted to use numerous formative assessment and feedback activities 
such as online class quizzes, direct questions to students in a lecture, traditional hands-up activities 
alongside student-led discussions (Carrero et al., 2007; Jenkins, 2014). While the literature suggests 
these to be effective, I have often found these to be less effective as students are often concerned 
about being identified with their responses. Vevox, on the other hand, is fully anonymous and there 
are no names or personal details associated with the responses.  
 
Stage 2: Feeling 
 
When I first started using Vevox in 2018, I was unsure about the appropriate time to add in a lecture 
activity and focussed solely on the fact that students can lose focus after 10 minutes (Bunce et al., 
2010). Wilson and Korn (2007) have questioned whether students’ attention in lectures can span 
more than 10 minutes, so I wanted to add in enough Vevox activities to ensure that attention did not 
move away from the lecture. I took the view of students being active learners as this was a key theme 
within the pedagogical literature (Andrade, 2018; Nicol and Mcfarlane-Dick (2006; van Zundert et al., 
2010) so I wanted to ensure that all Vevox activities made the students actively involved. I was 
apprehensive about using a new tool, but I did find that the support form Vevox was informative and 
helpful. Vevox has a Vevox community (Vevox, 2024) that allows users to post questions when needed 
and receive support. I wanted to provide students with the opportunity to be engaged in their learning 
(Leach & Zepke, 2011) as this was evidenced a positive in the literature, but I also wanted the 
opportunity to provide students with written feedback as this has been shown to be most effective 
(Biber et al., 2011) and this is something that Vevox can do. 
 
During the lectures, students took part in the formative assessment activities even though there was 
no grade attached to these activities. This was consistent with the formative feedback literature which 
explained that students to take part if they feel that the feedback is useful and the activity is 
interesting (Buczynski, 2009; Nicol, 2021).  
 
Working in higher education, I was aware that students can be reluctant to take part in activities if 
there is no final grade attached (Liu & Littlewood., 1997; Wijaya, 2015), however, at first, this was not 
the case with my use of Vevox, so I was motivated to continue using it. It has been shown that if a 
lecturer is motivated and expresses such positive behaviours then this reflects upon the student’s 
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motivation (Noori et al., 2020) so I ensured that I was demonstrated my motivation when using a new 
tool.  
 
As I have now used Vevox in multiple modules, across cohorts and across class sizes, I feel more 
confident in using the tool and judging when to add in Vevox formative assessment activities. I do feel 
as though it is as successful as other tools in the literature such as Mentimeter or Kahoot (Gokbulut, 
2020). I am now less apprehensive when choosing to use Vevox as this does have pedagogical support 
behind the use of tool (Jenkins & Maidment, 2024; Khoudri & Khoudri, 2023; Lyttle, 2023; 
McDermott, 2022).  
 
Stage 3: Evaluation 
 
As I am now reaching my 8th year of using Vevox within my lectures to provide formative 
assessments and instant formative feedback, I have been able to identify aspects that have worked 
well with Vevox and aspects that have not worked well. Vevox has been shown to increase 
engagement as it encourages active participation (Golden, 2023; McDermott, 2022), however, it also 
does come with improvements such as the lecturer needing to give more time for answers (Golden, 
2023). When I lecture, I try to give the students enough response time and I will often incorporate this 
with discussion activities to allow students to have more time to respond (Bligh & Cameron, 2000; 
Zhao & Potter, 2016).   
 
Certain formative assessment activities work more positively than others within different situations 
so there is no “one size fits all” approach into how and where to use Vevox and this was evidenced 
from the literature (Gibbs & Simpson, 2004; Lunt & Curran, 2010). With large cohorts, I use multiple 
choice questions or word cloud activities to allow all responses to be displayed (similar to Greenwood, 
2023). However, some activities such as the pin-on activities (where participants place a pin on an 
image) have most effectively been used in smaller classes. Jenkins and Maidment (2024) provides 
guidance on the activities that are most appropriate for different class sizes, and this is consistent 
with the cohorts I have also used.  
 
While teaching the larger cohort modules, I have found that students complete the first few Vevox 
formative assessment activities with no issues, but after providing a few activities to students, 
participation rates decrease and attention decreases (Wilson & Korn, 2007), and this is something 
that I have tried to address when giving students activities that can provide formative feedback. 
Distractions in lectures can be seen to impact learning (Zureick et al., 2018) therefore this will be the 
same when providing activities for formative feedback.  
 
I use Vevox to provide formative feedback activities for four main reasons: (1) Vevox makes giving 
feedback more interesting; (2) Students can see live results and can be provided with instant 
formative feedback; (3) Staff can access results in the Vevox dashboard at a later date to reflect upon 
whether any further support is needed for the cohort; and (4) Vevox makes giving feedback less 
formal by providing less exam-style questions.  
 
Stage 4: Analysis 
 
While feedback during the lectures was a vital part of learning as it helps students to modify their own 
learning (Morris et al., 2021; Shute, 2008), I noticed that during some longer lectures, engagement 
within the Vevox activities would begin to decrease and this was consistent with previous research 
(Bunce et al., 2010). After researching the area of participant and engagement, I realised that it is 
completely normal for engagement rates to decrease (Offer et al., 2019) and this is something I have 
been able to try and avoid during my lectures. When students attend in-person, I now highlight the 
importance of the lecture in relation to the summative assessment at the end of the module and I 
often finds that this does help (Smith  & Marbach-Ad, 2010). Students can then see how the lecture 
content and activities will support the development of the final summative assessment. It has been 
suggested that lectures being held in-person or online may only help if exams are online and 
computer based (Fireman et al., 2023). Providing students with positive reinforcement (Skinner, 
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1967) does support a student’s learning experiences, however each student may have different needs 
when learning therefore a range of feedback modes can be useful such as the written version on Vevox 
alongside my verbal feedback discussing responses (Wisniewski et al., 2020) 
 
From this reflection, I have been able to discuss with colleagues and give workshop talks on the most 
effective times and situations to provide students with Vevox activities and to provide the instant 
formative feedback. Morris et al. (2021) have suggested that students should be made aware of when 
formative assessments will take place, the type of feedback that will be given and understand why the 
tasks are important, therefore this is something I now do.  
 
When I was initially using Vevox in 2018–2019, I did not explain to students why it was being used 
and I just assumed that students saw the activities as being able to provide formative feedback. 
Students do need to know when and how they are receiving feedback (Gaynor, 2020; Jonsson, 2013) 
and how each part of the task may link to the end assessment. At the beginning of each module, I 
explain to students why Vevox is being used, and I always ensure that I use the terms formative 
assessment and formative feedback. Ensuring that students know the when, why and how of the 
formative feedback is being given has been a key part of developing my own teaching style (Morris et 
al., 2021).  
 
Stage 5: Conclusions 
 
Overall, I do feel as though using Vevox for formative assessment and formative feedback has been 
(and is continuing to be) a positive addition to my lectures and this was supported by the previous 
paper (Jenkins & Maidment, 2024). These views are also consistent with previous literature on 
interactive tools (Biggs, 2003; Gibbs & Simpson, 2004; Lunt & Curran, 2010; Nicol et al., 2014). While 
Vevox does have lots of positives, we have to be mindful not to cause fatigue within students who 
regularly attend lectures, and to do this, a range of Vevox activities can be used at different times 
(Bunce et al., 2010; Wilson &  Korn, 2007). I have used other activities previously, such as hand-up 
and discussion activities, and Mentimeter (Vallely & Gibson., 2018). These have not been as successful 
as Vevox (see Jenkins and Maidment, 2024 for further information). The next stage of my research 
will look at gathering student perceptions of the use of Vevox for a formative assessment and 
feedback method and details of this can be seen in the action plan.  
 
Stage 6: Action Plan 
 
The main action plan that I now have is to collect data from students on the formative feedback given 
in lectures and whether they do use this feedback or find it useful. This will support the author in 
adapting the use of Vevox if it is needed for formative assessment and feedback. Research has 
suggested that attendance does increase if lectures are engaging (Cofaigh & Rodgers, 2025; Edwards 
& Clinton, 2019; Rissanen, 2018) but I would like to see if this is the case for lectures that use Vevox 
for formative assessments and feedback.  
 
The plan is to use large psychology cohorts from UK higher education institutions. During August 
2025–October 2025, ethical approval will be sought, and I will seek collaborators from other higher 
education institutions. 
 
From October 2025 the investigation will develop both online questionnaires and focus group 
interview schedules to enable both qualitative and quantitative data to be collected. First, the online 
questionnaire will be sent out through higher education institutions, and this will ask students for 
their perceptions of Vevox and if they find it useful. Focus groups will then be conducted to expand 
upon the quantitative data and to gain an in-depth insight upon whether students find the use of 
Vevox a positive aspect of their university education, in relation to receiving feedback in lectures, and 
also in relation to whether being given formative assessments through Vevox is useful. By April 2026, 
the data will be analysis using statistical analyses and thematic analysis before dissemination will 
begin.  
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The investigation will aim to look more in-depth at whether students find the formative assessment 
and feedback activities useful, in particular in relation to specific module types. For example, whether 
an exam-based module is perceived as differently to a coursework-based module, and this can be 
done by making a note of the module types that each student is referring to. 
 
Previous research (Istijanto & Nathalie, 2024) has suggested that aspects such as social interaction 
and learning effectiveness can positively influence engagement in lectures, therefore the 
investigation aims to see if a similar pattern of results can occur with the use of Vevox in lectures. 
Similarly, recent research from Rizwan et al. (2025) has suggested that academic performance may 
encourage students to engage, therefore it would be interesting to see if formative assessment tools 
can have a similar impact on a less formal assessment approach.  
 
The investigation will specifically look at the perceptions of Vevox. Vevox has been shown to be an 
effective educational tool (Jenkins & Maidment, 2024; Lyttle, 2023; Khoudri & Khoudri, 2023; 
McDermott, 2022) however this research has limited discussion on why students actively engage in 
the tool. Conducting focus groups with undergraduate psychology students would give a greater 
understanding of why the tool is widely accepted by the student population, similar to other 
applications such as Kahoot or Mentimeter (Gokbulut, 2020). 
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