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ABSTRACT ARTICLE HISTORY

This study examines the experiences and reflections of first-year law students regarding Received 5 November 2024
research-based personalised feedback obtained from the HowULearn online survey Accepted 12 June 2025
designed to enhance their studying and learning processes. A total of 101 students KEYWORDS

provided open-ended responses about their experiences after completing the survey. Research-based personalised
The research-based feedback was delivered through online software and supplemented feedback; reflective practice;
with additional online material. The data were analysed through qualitative content study practices and learning
analysis. The findings indicated that research-based feedback on learning and studying processes; higher education
offered a structured and guided opportunity for reflection, increasing students’ aware-

ness of their learning processes and study practices. The students focused on organising

and time management skills, recognising the connection between these and their

overall well-being. Most students found the feedback beneficial, and many provided

concrete examples of how they planned to improve their study practices. The results

suggest that research-based feedback on learning processes is an effective tool for

enhancing students’ awareness of their studying and learning processes. Furthermore,

guided reflection is necessary to help students benefit fully from personalised feedback.

Introduction

Recent research on higher education has underscored the need for university students to develop
the ability to evaluate their own learning and engage in deep learning processes (Raisanen et al.,
2021; Tuononen et al., 2020). This challenge is particularly pronounced for first-year students
transitioning from upper secondary school to university studies as they often struggle to acquire
the study skills required for university-level work and adapt to new teaching and learning environ-
ments (Crisp et al.,, 2009; Haarala-Muhonen et al., 2011, 2017). These students would benefit from
feedback that highlights both strengths and areas for development in learning. Emerging evidence
indicates that students’ awareness of their learning and ability to assess and modify their learning
strategies could be supported by encouraging them to reflect on their learning processes, such as
their approaches to learning (Tuononen et al., 2022). Therefore, it is crucial to encourage students to
reflect on their study practices within their learning environments (Bentley-Williams, 2017; Biggs,
1987) and provide them with reflective practices and activities that support this reflection (Heymann
et al, 2022; Rogers, 2001). Offering students dedicated time and space for reflection, along with
concrete tools to monitor and approach their learning processes, is essential (Chan & Lee, 2021).
Online tools, such as online learning platforms (e.g. Adobe Connect and WhatsApp), have been used
to support reflective practice related to subject matter and skills acquisition (e.g. Burhan-Horasanli &
Ortactepe, 2016; Heymann et al., 2022; Keramati et al., 2024). However, evidence on how online
feedback tools support students’ reflection on their learning processes and study practices is still
limited. Therefore, this study focuses on examining the impact of feedback from the HowULearn
online tool, which focuses on students’ learning and studying and provides theoretically solid
feedback for students (Parpala & Hailikari, 2021). HowULearn is grounded in research on higher
education pedagogy and student learning. Consequently, both the survey content and the feedback
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provided are strongly supported by research and evidence (Parpala & Lindblom-Ylanne, 2012),
allowing them to focus on relevant and significant factors that support student learning in the
higher education context.

From feedback to reflection on learning processes

Feedback is widely recognised for its powerful impact on student learning, achievement, and the develop-
ment of lifelong learning skills (e.g. Hattie & Timperley, 2007; Shute, 2008; Wisniewski et al., 2020). It is
defined as information provided to the students concerning their skills or understanding of the task or their
performance in completing a task (Hattie & Timperley, 2007). The primary aim of feedback is to support the
development of student learning based on their performance (Sadler, 1989). Effective feedback should be
clear, meaningful, timely, and appropriate to the student’s prior knowledge (Hattie & Timperley, 2007).
Feedback can be delivered in various forms, including audio, video, or computer-assisted instructional
feedback (Wisniewski et al., 2020).

Feedback influences students’ conceptions of learning and motivation, and how they engage with their
studies (Brown et al., 2016; Hattie & Timperley, 2007; Tuononen et al., 2022). Feedback can increase students’
awareness of their learning processes i.e. their approaches to learning (Tuononen et al., 2022). Moreover,
using learning processes as a basis for student feedback and reflection offers an opportunity to use research-
based instruments to provide feedback for students. Learning processes, specifically students’ approaches to
learning, reflect on students’ learning aims and study practices, e.g. how they can relate ideas and search for
evidence or organise their time and effort management (Entwistle, 2009). Numerous studies have recognized
that these learning processes are related to academic achievement (e.g. Gijbels et al., 2005), also in the field
of Law (Haarala-Muhonen et al., 2017). Furthermore, they provide a solid foundation for implementing
concrete study practices that support effective learning as these processes are supported by a theoretical
framework and validated in various contexts (Parpala & Hailikari, 2021). Consequently, instruments focusing
on student learning processes, i.e. their approaches to learning, can reliably measure different study
practices and offer theoretically sound feedback on student study practices based on the inventory
responses. Moreover, the use of research-based instruments is important as they can be critically evaluated
and examined, for example in reliability and validity (Parpala & Hailikari, 2021).

The importance of feedback is influenced by students’ individual characteristics and experiences (Hattie &
Gan, 2011; Hattie et al,, 2016; Nicol & Macfarlane-Dick, 2006), affecting how students engage with the
feedback process (Hargreaves, 2013). Furthermore, feedback can evoke a range of emotions, from positive
to negative, and it can be accepted, modified, or rejected (Lipnevich et al., 2021; Pekrun, 2006). Reflecting on
emotions and experiences and considering one’s actions in the learning process requires metacognitive skills
(Hall et al., 2015) which refers to students’ ability to recognize their strengths and weaknesses, deepen their
knowledge of learning processes, and understand how, when, and why to use them (Tuononen et al., 2022).
Indeed, studies have found that effective self-regulators are committed to the feedback they receive and
possess the ability to process and reflect on it (Jonsson & Panadero, 2018).

Feedback is also crucial in fostering reflection among students (Crichton & Valdera Gil, 2015).
Reflection has been extensively explored by scholars such as Dewey (1933), Kolb (1984), and
Mezirow (1981). However, it is variously defined, and researchers also use variations of the concept
itself, such as reflective thinking, reflective process, reflective skills, and self-reflection (Kember et al.,
2008; Rogers, 2001). In this study, reflection is seen as a process of thinking, evaluating, and making
sense of previous experiences (Dewey, 1933; Grant et al., 2002; Lew & Schmidt, 2011; Ryan, 2011;
Schon, 1987). The essence of reflection lies in actively and consciously examining experiences, emo-
tions, and actions (Dewey, 1933). Building on Dewey’s (1933), Schon (1987) proposed two levels of
reflection: reflection-in-action, which occurs during practice, and reflection-on-action, which takes
place after practice. Reflection-on-action allows students to review their previous learning experiences
and evaluate them for ongoing development and effective learning. This process of evaluating past
actions and outcomes is crucial for continuous improvement and effective learning (Cowan, 2020). It
must also be acknowledged, that while experiences help students understand the significance of
learning (Boyd & Fales, 1983), reflection alone does not necessarily lead to learning or plan of action
(Loughran, 2002). Through reflection, individuals are encouraged to learn from their experiences and
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prepare for future action to improve their knowledge and skills (Heymann et al., 2022). However,
students’ capacity for reflection varies, and there is growing interest in enhancing students’ reflective
skills in higher education (Veine et al., 2019).

Reflective practices aim to enhance learners’ understanding, skills, and performance (Rogers, 2001).
Linking reflection with practice is essential (Schon, 1987), encompassing activities such as examining,
thinking, understanding, problem-solving, analyzing, and evaluating various aspects like practice, knowl-
edge and experiences (Collin et al., 2013)., Reflective practice, as a structured approach to reflection, involves
a series of these activities and stages (Chan & Lee, 2021; Guo, 2022; Heymann et al.,, 2022). An example is
Heymann et al. (2022) five-stage reflection practice, which facilitates active, experience-based learning. The
stages consist of becoming aware, analysing the current state, drafting and planning a solution, taking
action, and reflecting on the action. Reflective practices involve intentional and systematic methods to
engage students in reflection, providing feedback that supports students’ reflective process. In the context of
law reflective practices are crucial for law students as they help students to develop essential legal reasoning
and ethical considerations (Noakes & Cody, 2022). By critically evaluating their understanding of legal
concepts, students can improve their ability to construct well-reasoned arguments and solve legal problems
effectively (Steel, 2019; Wallace, 2018). However, engaging in reflection and reflective practices is not
automatic; students require assistance and support (Wedelin & Adawi, 2014), highlighting the importance
of self-requlation in learning. Hence, reflective activities such as writing exercises, group discussions, journal-
ing, role-playing, and creative expression are used to encourage individuals to critically examine their
experiences, explore diverse perspectives, identify strengths and weaknesses, and discern patterns or
insights that inform future actions or decisions (Guo, 2022; Heymann et al., 2022; Waters, 2016). The use of
online tools like logs and chat platforms to facilitate reflective activities has increased (Heymann et al., 2022).
Similarly, in higher education, guided reflection is used to encourage learners to derive meaning from their
experiences (Husu et al., 2008). Guided reflection is a structured process that offers individuals prompts,
questions, or frameworks to facilitate critical contemplation of their experiences, promoting learning,
personal development, and enhanced decision-making (Husu et al., 2008). The current study examines
student experiences of guided reflective practice using a research-based online survey and feedback. This
process is described in greater detail in Figure 2.

The current study

Every year, approximately 200 first-year law students enroll at a multidisciplinary university in Finland. Many
of these students lack prior experience in studying law, which poses challenges in adapting their study
activities to the legal context (Haarala-Muhonen et al,, 2011, 2017). This underscores the need to enhance
first-year students’ awareness of their study practices and support the development of their study skills. The
Faculty of Law has thus incorporated the HowULearn questionnaire into its curriculum since 2005. The
HowULearn online tool is a research-based instrument (Parpala & Hailikari, 2021) that provides valuable data
to faculties for quality improvement and offers personalised feedback to students (Parpala & Lindblom-
Ylanne, 2012; Parpala et al., 2010; Ruohoniemi et al., 2017). The research-based instrument was developed
using valid and robust research instruments, while the feedback was constructed based on research on
student learning. Questionnaire and feedback have been updated over the years and are now a mandatory
component for Bachelor's and Master’s level students in their first, third, and fifth years.
The HowULearn questionnaire in this study included three key measurements:

(1) Learning processes: Students’ aims and study practices. Representing dimensions of organised
studying, deep learning, and unreflective learning (Entwistle & McCune, 2004; Hailikari & Parpala,
2014; Lindblom-Ylanne et al., 2019; Parpala & Lindblom-Ylanne, 2012).

(2) Self-Efficacy: Assessing students’ confidence in their ability to succeed (Bandura, 1982; Parpala &
Lindblom-Ylanne, 2012).

(3) Risk of Study-Related Burnout: An indicator of students’ well-being (Salmela-Aro et al., 2009).

After completing the online questionnaire, students receive personalised feedback, which only they can
access (see example of the feedback on Figure 1). The system also offers cohort feedback for comparison.



4 A. HAARALA-MUHONEN ET AL.

Organised studying

3.8 31 Improvement suggestions

Figure 1. Example of student feedback.

Becoming aware Analyzing current Drafting and planning Taking action Reflecting on the
state a solution action
Personal Familiarizing with Descriptions
Answering HowULearn feedback for own feedback Written reflection of changes made
questionaire online students and and recording on feedback to studying and
(October) feedback session (November to (December) learning
(November) December) processess

Figure 2. The HowULearn reflective practice process, classified according to Heymann et al. (2022) stages of reflection
practice.

Since autumn 2017, administrators have been able to track how many students have accessed
their feedback files. The rate of first-year students accessing feedback has increased from 12% to
17% to 98%. However, how many students have utilised the feedback to improve their learning
remains unclear. To encourage students to reflect on the feedback received, the HowULearn four-
stage reflective practice was implemented. It follows a previously reported (Heymann et al., 2022)
five-stage reflective practice (see Figure 2).

Aims

The present study aims to investigate the experiences and reflections of first-year law students regarding the
research-based feedback they received from the HowULearn online questionnaire, which focuses on their
studying and learning practices and supportive online material provided through recording. This guided
reflection practice seeks to gather evidence on the potential utility of research-based feedback in enhancing
students’ learning processes.

More specifically, our research question and sub-questions are:

How does reflective practice, utilizing research-based online survey including feedback on learning,
encourage students’ reflection regarding their studying?

e How do students experience the feedback regarding their learning processes?

* Which specific areas of the feedback do students pay attention to?

* What strengths and areas for improvement did students identify in the feedback?
¢ What development actions are students planning based on the feedback received?
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Method
Data collection

In autumn 2021, the HowULearn questionnaire was electronically sent to 199 first-year law students, who
were given three weeks to respond. Thereafter, students received personalised online feedback and cohort-
wide statistics on three key measures presented before. The feedback included guidance on improving study
practices and supporting well-being (Parpala & Lindblom-Ylanne, 2012). A high response rate of 98.5% (196
students) was achieved, with 91.8% (180 students) reviewing the feedback. To facilitate interpreting the
results, the first author provided all students with a tailored, research-based recording that highlighted best
practices for studying law (Haarala-Muhonen et al., 2011), focused on HowULearn feedback, time manage-
ment (including procrastination, personal reading speed, time planning and monitoring), and stress manage-
ment (covering sources and symptoms of stress and strategies for regulating stress) (e.g. Contrada & Baum
2010; Skead et al., 2020). The recording also included independent exercises, such as measuring student
reading speed and tracking their time usage throughout the week. This recording was made available in the
Moodle course area. Subsequently, students were asked to write an reflective assignment based on
structured questions designed to prompt contemplation of the feedback. The questions included: ‘What
thoughts did the feedback evoke about studying? What has gone well in studying? How could you improve your
own studying? What could be a concrete study-developing thing or tip that you could bring to your own studies?’.
A total of 153 students submitted the assignment by the beginning of the spring term.

The current study includes 101 first-year law students who (i) answered the questionnaire, (ii) were
verified to have reviewed their feedback via HowULearn software, (iii) completed a written reflection
based on the feedback, and (iv) provided permission for their data to be used in research. Thus, 50.8% of
the cohort was included in the study. Ethical review and approval were not required for this study on human
participants in accordance with local legislation and institutional requirements (Finnish National Board on
Research Integrity, 2019: https://tenk.fi/en/ethical-review).

Analyses

Students’ reflections on their feedback were analysed using qualitative content analysis. This approach
followed the structure and phases establish in previous research on qualitative content analysis integrating
insights from the following sources: Braun and Clarke (2006, 2019), Elo and Kyngds (2008),Hsieh and Shannon
(2005). All personal information was removed before the analysis phase and replaced with codes. The
answers were transferred to Atlasti.ti Windows (Version 23.4.0.29360) for the analysis.

The analyses proceeded as follows: (1) Familiarization with the data: Immersion by two authors in the
entire written reflection material; (2) Generating initial codes: Identifying the initial codes of material,
including discussing the initial codes until full agreement between all authors was reached. The unit of
analysis was the experiences and themes of the research-based feedback, and the identification of strengths
and areas for improvement; (3) Generating codes: Independent coding of data by two authors. The coding
was generated mainly inductively, based on issues in studying raised by students in their reflection. However,
the theoretical background of the HowULearn questionnaire and the structure of feedback may have
influenced the generation of codes, making this phase partly abductive; (4) Searching for themes: Testing
the establishment of initial five main categories by two authors; (5) Reviewing themes: Discussion on main
and subcategories until full agreement was reached among all three authors; (6) Defining and naming
themes: Refinement, labeling, and cross-checking of final categories in relation to the coded extracts and
entire dataset through in-depth discussions with all authors. The Finnish citations were translated into
English. Each analysis unit was coded only once for each respondent, even if it was mentioned repeatedly.

Results

First, the correspondence between students’ responses to the research-based feedback was checked. Most
students’ (92/101) responses were clearly related to the feedback received. Most of the students (65/92)
provided detailed reflections with concrete descriptions and examples related to their own studying and
learning. However, some students (28/92) responded superficially, merely repeating the feedback without
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Table 1. The experiences and themes of the research-based feedback, and the identification of strengths and areas
for improvement classified into categories and sub-categories, and the number of responses (f) for each sub-category
is provided.

Main category Sub-category f
Experience of research-based feedback Experience of individual feedback
Useful 64
Not useful 5
Not possible to indicate from response 32
Experience of year cohort information
Positive comparison 16
Neutral comparison 26
Negative comparison 2
Not possible to indicate from response 57
Themes of research-based feedback Approaches to learning
Organised studying 85
Deep learning 38
Surface, unreflective learning 24
Self-efficacy 23
Study burnout 25
Motivation 45
Procrastination 20
Identification of own strengths Learning skills 1
Organised studying 8
Self-regulation 2
Motivation 4
Determination 1
Identification of improvements Time management 14
Planning and scheduling studies 67
Procrastination 4
Reading speed 6
Familiarisation with legal cases 2
Group work and discussion with other students 10
Learning strategies 54
Wellbeing 10
Other 22
Themes not directly included in the research-based feedback Self-criticism 1
Self-compassion 25

personal reflection. Sixty percent (61/101) of the students explicitly mentioned the supportive recording.
Only 9% (9/101) of the students did not use the feedback in reflection, instead, focusing on personal life
situations.

A total of 101 students provided 713 descriptions of research-based feedback, which were
organised into five main categories. The first four categories focused on aspects related to the
students’ experiences, themes of the research-based feedback, and the identification of strengths
and areas for improvement. The fifth category included themes that were not directly related to
feedback. The categories and subcategories, along with the frequency of comments, are presented
in Table 1.

Becoming aware of one’s own studying at the Faculty of law

The results showed that feedback helped students become more aware of their learning skills, with many
stating that it was their first time reflecting on these. Some students also shared their experiences and
feelings about the feedback: 64% found it positive and useful, 5% found it useless, and 31% did not indicate
their experience. Additionally, many students spontaneously compared their responses to those of their
peers. Of these, 16% found the comparison useful, 2% found it negative, and 26% were neutral. The
following extract illustrates how feedback made a student more aware of his/her study skills and the feelings
it evoked:

| found answering the HowULearn survey a very meaningful experience, where | stopped to examine my own
study habits and thoughts about studying. It was interesting to get feedback on the survey and compare other
students’ responses with my own. | liked that the survey separated the questions into different categories and the
feedback was graphically formatted clearly. The recording was interesting, and the speakers clearly explained
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issues such as time management and stress, which | had not thought of before. One slide that stuck out to me from
the recording was the one on the Best Practice Model [of studying law]. (Student 87)

Analysing the current stage of studying with the themes of the online feedback and supportive
recording

The online feedback and supportive recording prompted students to focus on the themes of the HowULearn
questionnaire in their reflections. The subcategories of the second main category in Table 1 illustrate the
themes addressed. Most students (85%) reflected on their approaches to learning, particularly organised
studying. They acknowledged the importance of planning and time management, providing practical
examples. Some students also connected organised studying to well-being and stress management. The
following excerpts showcase the varying reflections on organised studying:

The first thing that comes to mind is the systematic nature of learning. I've never been very good at planning and
scheduling my studies in advance but have rather forged ahead in controlled chaos. (Student 34)

My grade [score] for planned study was slightly higher than the course average, which is good, as planning is likely
to reduce stress and lead to better results on average. (Student 99)

Clearly fewer students (38%) focused on deep learning. About half of these simply noted, ‘Based on
HowULearn feedback, | emphasise understanding’. However, 12% reflected more concretely, stressing the
importance of seeing the big picture, logical structuring, and making connections in their learning.

| scored well in the study section, which emphasises reflection and understanding, and | see this as my strength.
I am naturally curious and often find myself combining things in different ways and creating whole ideas. I've also
found from my work that | really value the bigger picture - | even find it hard to understand the details if | don't
understand the big picture. (Student 41)

Motivation, briefly discussed in the recording, prompted many students to reflect on its importance for their
studies. Although compassion and self-critique were not explicitly mentioned in the feedback, they emerged
spontaneously in students’ reflections. Students valued comparing their responses to peers, finding relief in
knowing that they were not alone in facing challenges like unorganised studying and fragmented knowl-
edge. This realisation helped them be compassionate to themselves and focus on improving their learning
skills. A few students expressed concern for peers’ coping. Overall, students paid little attention to self-
efficacy and unreflective learning processes in their reflections.

Students’ strength and development areas of learning and studying

Students tended to focus more on their areas for development rather than their strengths, despite being
asked to reflect on both. Most (67%) identified specific issues, often including detailed improvement plans.
The most common challenges were time management and organising studies, prompting students to
allocate more time for independent reading, schedule reading time in their calendars, and set daily reading
goals. For example:

| could improve my studies by putting more effort into planning, for example, in the way mentioned in the
feedback, by scheduling my studies to fit in with the daily rhythm. It would also be good to plan a realistic study
schedule before the course starts. | could also familiarise myself with the course content and objectives before or
at the beginning of the course to get an overview of what is important to study in the course. (Student 60)

As there were some weeks between HowULearn’s feedback and the return of the reflection (see Figure 2),
a few students reported that they had already taken action to improve their own studying and learning
processes:

Now that the spring [semester] has started, | have taken a different attitude and improved my practices. I've made
a preliminary reading plan, in which I've written out the entire course material. The aim is to chop the whole thing up
into suitable chunks, progressing at a steady pace while doing some monitoring. This has already been useful!
(Student 76)
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Discussion

Our study analysed how guided reflective practice helped students reflect on their learning processes and
become more aware of their study practices. We investigated their experiences with the personalised
feedback they received and sought evidence on the usefulness of research-based feedback in enhancing
their learning processes. Recognising that students’ ability to reflect can vary (Veine et al., 2019), we
implemented a step-by-step guided reflection practice with specific questions (Husu et al., 2008), which
aligned well with the model by Heymann et al. (2022). The relevance and usefulness of guided reflective
practice was clearly highlighted in our findings.

Students were encouraged to use the feedback to reflect on their own study skills and their current state
in law studies by asking ‘What thoughts did the HowULearn feedback evoke about studying?’. The results show
that the feedback triggered students to become aware of their own learning processes. This supports the
findings of Tuononen et al. (2022), suggesting that feedback can increase students’ awareness of their
learning processes, i.e. their approaches to learning. The feedback got several students to think, perhaps for
the first time, about their own study skills and about the functionality of their learning processes in a law
school environment. Further, most students experienced the feedback they received positively. This is
significant because feedback has been shown to elicit various emotions in students, which can affect their
engagement and intention to improve their learning (Hargreaves, 2013; Lipnevich et al., 2021; Pekrun, 2006).
It can be inferred that the students were satisfied with the personalised online feedback and found it fair.
Previous studies have also emphasised the importance of self-level feedback for the recipient (Hattie & Gan,
2011; Hattie et al., 2016; Nicol & Macfarlane-Dick, 2006), which generates positive emotions, motivating the
learner and boosting confidence and self-efficacy (Mandouit & Hattie, 2023). In addition, the findings
highlight the importance of utilizing a theoretically robust survey, which offers numerous benefits, such as
clearly delineated items and dimensions that emerge from them. Most importantly, the feedback provided is
evidence-based, thereby offering relevant and specific guidance for students (Parpala & Hailikari, 2021). In
our study, the students also mentioned the benefits of the supportive recording. While it did not include self-
level feedback, it aimed to further concretise the feedback to the student within the context of law and
present research-based best practices for law students (Haarala-Muhonen et al., 2011). This linking of
personalised feedback with the specific teaching and learning environment likely contributed to the
students’ positive experience and was valuable to the guided reflection practice. This aligns with previous
research indicating that effective feedback is related to the students’ teaching and learning environment and
should offer information and support, particularly from the faculty’s perspective (Hattie & Timperley, 2007).

Moreover, our research showed that students put effort into analysing the current state of their own study
practices. Our results imply that engaging in the reflection-on-action process enables students to review
their previous learning experiences and evaluate them for ongoing development and effective learning
(Boyd & Fales, 1983; Cowan, 2020; Schon, 1987). The results showed students focusing particularly on the
organised studying of approaches to learning. The importance of organised studying and planning in the
study of law has been identified in previous studies (Haarala-Muhonen et al., 2017; Parpala et al., 2010),
presumably because of the knowledge-intensive nature of the discipline. Law students must allocate time for
a lot of independent reading of legal literature. Students also identified a connection between organised
studying and well-being, highlighting the importance of good planning, particularly in reducing stress.
Awareness of this connection and taking the planned actions would help students cope with their studies. In
previous studies, students’ learning processes have also been found to be related to wellbeing (Asikainen
et al.,, 2020, 2022) and there is some evidence that students’ wellbeing could be supported by self-reflection
on their learning (Wang et al., 2017). In addition, participants raised issues outside the feedback, such as self-
compassion and self-criticism, which indicates the students’ involvement in the reflection process.

To identify strengths and areas for development, students were guided by questions on ‘What has
gone well in studying? and ‘How could you improve your own studying?’ In our study, the students
expressed a discrepancy between their study skills and the teaching and learning environment of
Law. This is not surprising, as novices often struggle to interpret and meet the course requirements
expected by their teachers (Haarala-Muhonen et al., 2011; Pitrich & Boekaerts, 2000). Students
identified planning and scheduling as the key area for improvement. Thus, the study shows that
online survey and feedback on learning encourages the evaluation of one’s own studying, ability to
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identify strengths and weaknesses in studying, and knowledge of strategies as well as understanding
how, when, and why to use such strategies. Therefore, the process of reflection and feedback
increased the students’ metacognitive awareness which includes the forementioned elements
(Harrison & Vallin, 2018; Schraw & Dennison, 1994).

Research-based online feedback included suggestions to draft and plan a solution to improve
study practices. In addition, students were activated to set goals and plan activities with the
question ‘What could be a concrete study-developing thing or tip that you could bring to your own
studies?’. Numerous students identified the development of study planning skills as a general goal.
Additionally, some students outlined specific activities they intended to employ, such as determining
their reading speed to create a personalised reading plan. Some students also reported that they
had already tested new activities in their studies. This clearly shows that this kind of process, online
survey on learning processes and feedback based on them, can support the reflection-on-action
(Schén, 1987) and plan of actions which is not self-evident in reflection (Loughran, 2002). However,
take action phase (Heymann et al., 2022), was not included in this reflection practice, and thus, there
is no clear evidence how the plans were implemented in practice. As the importance of experi-
mentation in evaluating established goals has been stressed by both Dewey (1933) and Schon
(1987), we recommend that a take action step be incorporated into the guided reflective practice.
By doing so, students can better translate their reflective insights into practical actions that enhance
their academic performance and personal development.

Limitations

We acknowledge the limitations of this study. Firstly, the mandatory nature of the reflection practice
could have introduced selection bias, as only just over half of the respondents consented to share their
data, likely skewing our sample towards more motivated students. Secondly, the research-based ques-
tionnaire and the feedback guided the students’ reflection, although they also raised other perspectives
on their own initiative. Further, we do not know how many people watched the supportive recording
and whether it affected the results. Thirdly, our analysis was based solely on the students’ written
reflections; thus, we could not ascertain the underlying reasons for their choices. Gaining insights into
how students think about the feedback could significantly enhance our understanding of the learning
processes. Neither do we know what activities the students had carried out since their reflection, other
than those few who reported already having started new activities. To address these issues, further
research is essential.

Conclusions

Overall, our study found that the HowULearn reflective practice process was effective in helping students to
become aware of their learning processes and find their development areas of learning processes. The findings
underscore the importance of using research-based instrument as a reflection tool as it enables the feedback
provided for the students to be evidence-based, profound and specific for each dimension measured. This
supports the conclusion that the ideas derived from research-based feedback have a solid foundation for
implementation in study practices. The reflective practice provided a structured framework for reflection, and
the activities inspired students to engage with research-based feedback, maximising the benefits of their
personal feedback. For future improvement, we recommend integrating an action step that allows students to
evaluate their planned actions and assess their impact on academic progress. Additionally, it would be
beneficial to engage students in reflective practices by using guided reflection tools at relevant points
throughout their studies. Peer discussions about feedback could also help students identify effective study
practices and improve time management. As the students were also concerned about their peers and their
well-being, such peer discussions could provide opportunities for peer support on well-being issues. Organised
studying could be supported by paying more attention to the sequencing of the content to be studied and the
allocation of time for independent study. Finally, a longitudinal study that follows the same cohort of law
students from entry to graduation could offer valuable insights into how learning processes evolve over time,
providing a more comprehensive view of the development of their studying and learning processes.



10 A. HAARALA-MUHONEN ET AL.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributors

Anne Haarala-Muhonen is a senior lecturer in university pedagogy at the University of Helsinki, Finland. Her research
focuses on student learning and teaching at the university, for example, pedagogical practices, quality enhancement in
the context of higher education, approaches to learning and student wellbeing.

Mirja Ruohoniemi is professor in veterinary diagnostic imaging at the Faculty of Veterinary Medicine, University of
Helsinki, Finland. Her research interests include quality management of higher education.

Anna Parpala is an adjunct professor (title of Docent) and university lecturer at the University of Helsinki,
Finland. Her research focuses on learning, teaching, and quality enhancement especially in higher education
context.

ORCID

Anne Haarala-Muhonen () http://orcid.org/0000-0002-6287-7890
Mirja Ruohoniemi (1) http://orcid.org/0000-0002-1625-545X
Anna Parpala (%) http://orcid.org/0000-0001-5822-6983

References

Asikainen, H., Nieminen, J. H., Has3, J., & Katajavuori, N. (2022). University students’ interest and burnout profiles and their
relation to approaches to learning and achievement. Learning and Individual Differences, 93, 102105. https://doi.org/10.
1016/j.lindif.2021.102105

Asikainen, H., Salmela-Aro, K., Parpala, A., & Katajavuori, N. (2020). Learning profiles and their relation to study-related
burnout and academic achievement among university students. Learning and Individual Differences, 78, 101781-.
https://doi.org/10.1016/j.lindif.2019.101781

Bandura, A. (1982). Self-efficacy mechanism in human agency. American Psychologist, 37(2), 122. https://doi.org/10.1037/
0003-066X.37.2.122

Bentley-Williams, R. (2017). Engaging university casual tutors in collaborative reflection for improving student learning
outcomes. Reflective Practice, 18(4), 540-553. https://doi.org/10.1080/14623943.2017.1323732

Biggs, J. (1987). Students’ approaches to learning and studying. Brown Prior Anderson Pty Ltd.

Boyd, E. M., & Fales, A. W. (1983). Reflective learning: Key to learning from experience. Journal of Humanistic Psychology, 23
(2), 99-117. https://doi.org/10.1177/0022167883232011

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 3(2), 77-101.
https://doi.org/10.1191/1478088706qp0630a

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative Research in Sport, Exercise and Health, 11
(4), 589-597. https://doi.org/10.1080/2159676X.2019.1628806

Brown, G., Peterson, E., & Yao, E. (2016). Student conceptions of feedback: Impact on self-regulation, self-efficacy, and
academic achievement. British Journal of Educational Psychology, 86(4), 606—629. https://doi.org/10.1111/bjep.12126

Burhan-Horasanli, E., & Ortactepe, D. (2016). Reflective practice-oriented online discussions: A study on EFL teachers’
reflection-on, in and for-action. Teaching and Teacher Education, 59, 372-382. https://doi.org/10.1016/j.tate.2016.07.002

Chan, C., & Lee, K. (2021). Reflection literacy: A multilevel perspective on the challenges of using reflections in higher
education through a comprehensive literature review. Educational Research Review, 32, 100376. https://doi.org/10.
1016/j.edurev.2020.100376

Collin, S., Karsenti, T., & Komis, V. (2013). Reflective practice in initial teacher training: Critiques and perspectives. Reflective
Practice, 14(1), 104-117. https://doi.org/10.1080/14623943.2012.732935

Contrada, R, & Baum, A. (2011). The handbook of stress science: Biology, psychology, and health. Springer Publishing
Company.

Cowan, J. (2020). Students’ evidenced claims for development of abilities arising from linked reflection-on-action and
reflection-for-action. Reflective Practice, 21(2), 159-170. https://doi.org/10.1080/14623943.2020.1716709

Crichton, H., & Valdera Gil, F. (2015). Student teachers’ perceptions of feedback as an aid to reflection for developing
effective practice in the classroom. European Journal of Teacher Education, 38(4), 512-524. https://doi.org/10.1080/
02619768.2015.1056911

Crisp, G., Palmer, E., Turnbull, D., Nettelbeck, T., Ward, L., LeCouteur, A, Sarris, A., Strelan, P., & Schneider, L. (2009).
First year student expectations: Results from a university-wide student survey. Journal of University Teaching and
Learning Practice, 6(1), 12-26. https://doi.org/10.53761/1.6.1.3


https://doi.org/10.1016/j.lindif.2021.102105
https://doi.org/10.1016/j.lindif.2021.102105
https://doi.org/10.1016/j.lindif.2019.101781
https://doi.org/10.1016/j.lindif.2019.101781
https://doi.org/10.1037/0003-066X.37.2.122
https://doi.org/10.1037/0003-066X.37.2.122
https://doi.org/10.1080/14623943.2017.1323732
https://doi.org/10.1177/0022167883232011
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/2159676X.2019.1628806
https://doi.org/10.1111/bjep.12126
https://doi.org/10.1016/j.tate.2016.07.002
https://doi.org/10.1016/j.edurev.2020.100376
https://doi.org/10.1016/j.edurev.2020.100376
https://doi.org/10.1080/14623943.2012.732935
https://doi.org/10.1080/14623943.2020.1716709
https://doi.org/10.1080/02619768.2015.1056911
https://doi.org/10.1080/02619768.2015.1056911
https://doi.org/10.53761/1.6.1.3

REFLECTIVE PRACTICE (&) 11

Dewey, J. (1933). How we think: A restatement of the relation of reflective thinking to the educative process. DC. Heath.

Elo, S., & Kyngas, H. (2008). The qualitative content analysis process. Journal of Advanced Nursing, 62(1), 107-115. https://
doi.org/10.1111/j.1365-2648.2007.04569.x

Entwistle, N. (2009). Teaching for understanding at university. Deep approaches and distinctive ways of thinking. Palgrave
Macmillan.

Entwistle, N., & McCune, V. (2004). The conceptual bases of study strategy inventories. Educational Psychology Review, 16
(4), 325-345. https://doi.org/10.1007/s10648-004-0003-0

Gijbels, D., Van de Watering, G., Dochy, F., & Van den Bossche, P. (2005). The relationship between students’ approaches
to learning and the assessment of learning outcomes. European Journal of Psychology of Education, 20(4), 327. https://
doi.org/10.1007/BF03173560

Grant, A. M., Franklin, J., & Langford, P. (2002). The self-reflection and insight scale: A new measure of private
self-consciousness. Social Behavior and Personality: An International Journal, 30(8), 821-835. https://doi.org/10.2224/
sbp.2002.30.8.821

Guo, L. (2022). How should reflection be supported in higher education? - A meta-analysis of reflection interventions.
Reflective Practice, 23(1), 118-146. https://doi.org/10.1080/14623943.2021.1995856

Haarala-Muhonen, A., Ruohoniemi, M., & Lindblom-Ylénne, S. (2011). Factors affecting the study pace of first-year law
students: In search of study counselling tools. Studies in Higher Education (Dorchester-on-Thames), 36(8), 911-922.
https://doi.org/10.1080/03075079.2010.488722

Haarala-Muhonen, A., Ruohoniemi, M., Parpala, A., Komulainen, E., & Lindblom-Yldnne, S. (2017). How do the different
study profiles of first-year students predict their study success, study progress and the completion of degrees? Higher
Education, 74(6), 949-962. https://doi.org/10.1007/s10734-016-0087-8

Hailikari, T. K., & Parpala, A. (2014). What impedes or enhances my studying? The interrelation between approaches to
learning, factors influencing study progress and earned credits. Teaching in Higher Education, 19(7), 812-824. https://
doi.org/10.1080/13562517.2014.934348

Hargreaves, E. (2013). Inquiring into children’s experiences of teacher feedback: Reconceptualising assessment for
learning. Oxford Review of Education, 39(2), 229-246. https://doi.org/10.1080/03054985.2013.787922

Harrison, G., & Vallin, L. (2018). Evaluating the metacognitive awareness inventory using empirical factor-structure
evidence. Metacognition and Learning, 13(1), 15-38. https://doi.org/10.1007/511409-017-9176-z

Hattie, J., & Gan, M. (2011). Instruction based on feedback. In R. Mayer & P. Alexander (Eds.), Handbook of research on
learning and instruction (pp. 249-271). Routledge.

Hattie, J., Gan, M., & Brooks, C. (2016). Instruction based on feedback. In R. Mayer & P. Alexander (Eds.), Handbook of
research on learning and instruction (pp. 306-340). Routledge.

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research, 77(1), 81-112. https://doi.org/10.
3102/003465430298487

Heymann, P., Bastiaens, E., Jansen, A., van Rosmalen, P., & Beausaert, S. (2022). A conceptual model of students’ reflective
practice for the development of employability competences, supported by an online learning platform. Education &
Training, 64(3), 380-397. https://doi.org/10.1108/ET-05-2021-0161

Hsieh, H.-F., & Shannon, S. E. (2005). Three approaches to qualitative content analysis. Qualitative Health Research, 15(9),
1277-1288. https://doi.org/10.1177/1049732305276687

Husu, J., Toom, A., & Patrikainen, S. (2008). Guided reflection as a means to demonstrate and develop student teachers’
reflective competencies. Reflective Practice, 9(1), 37-51. https://doi.org/10.1080/14623940701816642

Jonsson, A., & Panadero, E. (2018). Facilitating students’ active engagement with feedback. In A. A. Lipnevich & J. K. Smith
(Eds.), The Cambridge handbook of instructional feedback. Cambridge University Press. 531-553. https://doi.org/10.
1017/9781316832134

Kember, D., McKay, J., Sinclair, K., & Wong, F. K. Y. (2008). A four-category scheme for coding and assessing the level of
reflection in written work. Assessment and Evaluation in Higher Education, 33(4), 369-379. https://doi.org/10.1080/
02602930701293355

Keramati, A., Keramati, M. R., & Arefian, M. H. (2024). Students’ reflection on the effect of collaborative learning on the
learning environment and academic achievement in online reflective platforms. Reflective Practice, 25(2), 117-131.
https://doi.org/10.1080/14623943.2024.2305868

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and development. Prentice-Hall.
Lew, D. N. M., & Schmidt, H. G. (2011). Writing to learn: Can reflection journals be used to promote self-reflection and
learning? Higher Education Research & Development, 30(4), 519-532. https://doi.org/10.1080/07294360.2010.512627
Lindblom-Yldnne, S., Parpala, A., & Postareff, L. (2019). What constitutes the surface approach to learning in the light of
new empirical evidence? Studies in Higher Education, 44(12), 2183-2195.

Lipnevich, A. A., Murano, D., Krannich, M., & Goetz, T. (2021). Should | grade or should | comment: Links among feedback,
emotions, and performance. Learning and Individual Differences, 89, 102020-. https://doi.org/10.1016/j.lindif.2021.102020

Loughran, J. J. (2002). Effective reflective practice: In search of meaning in learning about teaching. Journal of Teacher
Education, 53(1), 33-43. https://doi.org/10.1177/0022487102053001004

Mandouit, L., & Hattie, J. (2023). Revisiting “the power of feedback” from the perspective of the learner. Learning and
Instruction, 84, 101718-. https://doi.org/10.1016/j.learninstruc.2022.101718


https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1007/s10648-004-0003-0
https://doi.org/10.1007/BF03173560
https://doi.org/10.1007/BF03173560
https://doi.org/10.2224/sbp.2002.30.8.821
https://doi.org/10.2224/sbp.2002.30.8.821
https://doi.org/10.1080/14623943.2021.1995856
https://doi.org/10.1080/03075079.2010.488722
https://doi.org/10.1080/03075079.2010.488722
https://doi.org/10.1007/s10734-016-0087-8
https://doi.org/10.1080/13562517.2014.934348
https://doi.org/10.1080/13562517.2014.934348
https://doi.org/10.1080/03054985.2013.787922
https://doi.org/10.1007/s11409-017-9176-z
https://doi.org/10.3102/003465430298487
https://doi.org/10.3102/003465430298487
https://doi.org/10.1108/ET-05-2021-0161
https://doi.org/10.1177/1049732305276687
https://doi.org/10.1080/14623940701816642
https://doi.org/10.1017/9781316832134
https://doi.org/10.1017/9781316832134
https://doi.org/10.1080/02602930701293355
https://doi.org/10.1080/02602930701293355
https://doi.org/10.1080/14623943.2024.2305868
https://doi.org/10.1080/14623943.2024.2305868
https://doi.org/10.1080/07294360.2010.512627
https://doi.org/10.1016/j.lindif.2021.102020
https://doi.org/10.1177/0022487102053001004
https://doi.org/10.1016/j.learninstruc.2022.101718

12 (&) A HAARALA-MUHONEN ET AL.

Mezirow, J. (1981). A critical theory of adult learning and education. Adult Education, 32(1), 3-24. https://doi.org/10.1177/
074171368103200101

Nicol, D. J., & Macfarlane-Dick, D. (2006). Formative assessment and self-regulated learning: A model and seven principles
of good feedback practice. Studies in Higher Education, 31(2), 199-218. https://doi.org/10.1080/03075070600572090

Noakes, S., & Cody, A. (2022). Building a (self) reflective muscle in diverse first-year law students. Legal Education Review,
32(1). https://doi.org/10.53300/001c.36738

Parpala, A., & Hailikari, T. (2021). How can student experience Be used to raise the academic standards of teaching? In
M. Shah, J. T. E. Richardson, A. Pabel, & B. Oliver (Eds.), Assessing and enhancing Student experience in higher education.
Palgrave Macmillan, 191-209. https://doi.org/10.1007/978-3-030-80889-1_8

Parpala, A, & Lindblom-Yldnne, S. (2012). Using a research instrument for developing quality at the university. Quality in
Higher Education, 18(3), 313-328. https://doi.org/10.1080/13538322.2012.733493

Parpala, A., Lindblom-Yldnne, S., Komulainen, E., Litmanen, T., & Hirsto, L. (2010). Students’ approaches to learning and
their experiences of the teaching-learning environment in different disciplines. British Journal of Educational
Psychology, 80(2), 269-282. https://doi.org/10.1348/000709909X476946

Pekrun, R. (2006). The control-value theory of achievement emotions: Assumptions, corollaries, and implications for educa-
tional research and practice. Educational Psychology Review, 18(4), 315-341. https://doi.org/10.1007/510648-006-9029-9

Pitrich, P., & Boekaerts, M. (2000). The role of goal orientation in self-regualted learning. In P. Pintrich & M. Zeitner (Eds.),
Handbook of self-regulation (pp. 451-502). Academic Press.

Raisanen, M., Postareff, L., & Lindblom-Yldnne, S. (2021). Students’ experiences of study-related exhaustion, regulation of
learning, peer learning and peer support during university studies. European Journal of Psychology of Education, 36(4),
1135-1157. https://doi.org/10.1007/510212-020-00512-2

Rogers, R. R. (2001). Reflection in higher Education: A concept analysis. Innovative Higher Education, 26(1), 37-57. https://
doi.org/10.1023/A:1010986404527

Ruohoniemi, M., Forni, M., Mikkonen, J., & Parpala, A. (2017). Enhancing quality with a research-based student feedback
instrument: A comparison of veterinary students’ learning experiences in two culturally different European univer-
sities. Quality in Higher Education, 23(3), 249-263. https://doi.org/10.1080/13538322.2017.1407401

Ryan, M. (2011). Improving reflective writing in higher education: A social semiotic perspective. Teaching in Higher
Education, 16(1), 99-111. https://doi.org/10.1080/13562517.2010.507311

Sadler, D. (1989). Formative assessment and the design of instructional systems. Instructional Science, 18(2), 119-144.
https://doi.org/10.1007/BF00117714

Salmela-Aro, K., Kiuru, N., Leskinen, E., & Nurmi, J. E. (2009). School burnout inventory (SBI): Reliability and validity.
European Journal of Psychological Assessment, 25(1), 48. https://doi.org/10.1027/1015-5759.25.1.48

Schon, D. A. (1987). Educating the reflective practitioner: Toward a new design for teaching and learning in the professions.
Jossey-Bass.

Schraw, G., & Dennison, R. S. (1994). Assessing metacognitive awareness. Contemporary Educational Psychology, 19(4),
460-475. https://doi.org/10.1006/ceps.1994.1033

Shute, V. J. (2008). Focus on formative feedback. Review of Educational Research, 78(1), 153-189. https://doi.org/10.3102/
0034654307313795

Skead, N. K., Rogers, S. L., & Johnson, W. R. (2020). The role of place, people and perception in law student well-being.
International Journal of Law and Psychiatry, 73, 101631-101631. https://doi.org/10.1016/j.ijlp.2020.101631

Steel, A. (2019). Succeed, question, repeat: Threshold concepts and variation theory in understanding how law students
build competency. The Law Teacher, 53(3), 231-244. https://doi.org/10.1080/03069400.2018.1551765

Tuononen, T., Hyytinen, H., Rdisanen, M., Hailikari, T., & Parpala, A. (2022). Metacognitive awareness in relation to university
students’ learning profiles. Metacognition and Learning, 18(1), 37-54. https://doi.org/10.1007/s11409-022-09314-x

Tuononen, T., Parpala, A., & Lindblom-Yldnne, S. (2020). Complex interrelations between academic competences and
students’ approaches to learning - mixed-methods study. Journal of Further and Higher Education, 44(8), 1080-1097.
https://doi.org/10.1080/0309877X.2019.1648776

Veine, S., Anderson, M. K., Andersen, N. H., Espenes, T. C,, Seyland, T. B., Wallin, P., & Reams, J. (2019). Reflection as a core
student learning activity in higher education - insights from nearly two decades of academic development. The
International Journal for Academic Development, 25(2), 147-161. https://doi.org/10.1080/1360144X.2019.1659797

Wallace, C. J. (2018). The pedagogy of legal reasoning: Democracy, discourse and community. The Law Teacher, 52(3),
260-271. https://doi.org/10.1080/03069400.2017.1395656

Wang, H. H., Chen, H. T,, Lin, H. S.,, & Hong, Z. R. (2017). The effects of college students’ positive thinking, learning
motivation and self-regulation through a self-reflection intervention in Taiwan. Higher Education Research &
Development, 36(1), 201-216. https://doi.org/10.1080/07294360.2016.1176999

Waters, B. (2016). “A part to play”: The value of role-play simulation in undergraduate legal education. The Law Teacher, 50
(2), 172-194. https://doi.org/10.1080/03069400.2016.1162404

Wedelin, D., & Adawi, T. (2014). Teaching mathematical modelling and problem solving - A cognitive apprenticeship
approach to mathematics and engineering Education. International Journal of Engineering Pedagogy (ijep), 4(5), 49-55.
https://doi.org/10.3991/ijep.v4i5.3555

Wisniewski, B., Zierer, K., & Hattie, J. (2020). The power of feedback revisited: A meta-analysis of educational feedback
research. Frontiers in Psychology, 10, 487662. https://doi.org/10.3389/fpsyg.2019.03087


https://doi.org/10.1177/074171368103200101
https://doi.org/10.1177/074171368103200101
https://doi.org/10.1080/03075070600572090
https://doi.org/10.53300/001c.36738
https://doi.org/10.1007/978-3-030-80889-1_8
https://doi.org/10.1080/13538322.2012.733493
https://doi.org/10.1348/000709909X476946
https://doi.org/10.1007/s10648-006-9029-9
https://doi.org/10.1007/s10212-020-00512-2
https://doi.org/10.1023/A:1010986404527
https://doi.org/10.1023/A:1010986404527
https://doi.org/10.1080/13538322.2017.1407401
https://doi.org/10.1080/13562517.2010.507311
https://doi.org/10.1007/BF00117714
https://doi.org/10.1007/BF00117714
https://doi.org/10.1027/1015-5759.25.1.48
https://doi.org/10.1006/ceps.1994.1033
https://doi.org/10.3102/0034654307313795
https://doi.org/10.3102/0034654307313795
https://doi.org/10.1016/j.ijlp.2020.101631
https://doi.org/10.1080/03069400.2018.1551765
https://doi.org/10.1007/s11409-022-09314-x
https://doi.org/10.1080/0309877X.2019.1648776
https://doi.org/10.1080/0309877X.2019.1648776
https://doi.org/10.1080/1360144X.2019.1659797
https://doi.org/10.1080/03069400.2017.1395656
https://doi.org/10.1080/07294360.2016.1176999
https://doi.org/10.1080/03069400.2016.1162404
https://doi.org/10.3991/ijep.v4i5.3555
https://doi.org/10.3991/ijep.v4i5.3555
https://doi.org/10.3389/fpsyg.2019.03087

