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Abstract

Although large language models (LLMs) show
promise for generating educational feedback,
it remains unclear how feedback should be de-
signed (e.g., tone and coverage) to support an-
swer revision and learner evaluations across
learner profiles. We define six feedback de-
signs for multiple-choice biology questions, in-
cluding a baseline design and five variants with
additional feedback elements, and conduct an
empirical study with 321 high school students.
We evaluate feedback using immediate revi-
sion performance and six subjective evaluation
criteria, and analyze differences in subjective
evaluations across learner profiles based on per-
sonality traits. Our results show that presenting
task-relevant information clearly is associated
with better immediate revision performance
and is favorably evaluated across learner pro-
files, while we observe descriptive differences
in evaluation patterns, particularly for informa-
tional novelty and affective framing. These
findings support further investigation of person-
alized LLLM feedback design.

1 Introduction

Large language models (LLMs) have enabled the
large-scale generation of diverse forms of educa-
tional feedback and have accelerated the develop-
ment of automated learning support systems (Kas-
neci et al., 2023; Stamper et al., 2024; Chu et al.,
2025). Unlike conventional template-based ap-
proaches (Lai and Chang, 2019), LLMs can flex-
ibly generate feedback with different educational
designs, such as explanation level and tone. Feed-
back helps learners bridge the gap between their
understanding and correct answers (Hattie and Tim-
perley, 2007; Wisniewski et al., 2020), and must
be understandable and trustworthy enough to guide
learners toward productive answer revision.
Previous studies on human-designed feedback
also have shown that feedback effectiveness differs
across learner profiles such as prior knowledge and
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personality traits (Aleven et al., 2006; Bidjerano
and Dai, 2007; Poropat, 2009).Therefore, person-
alized feedback generation requires consideration
of learner profiles as well as feedback content. To
design effective LLM-generated feedback, we need
to identify which feedback designs positively in-
fluence learner behavior and perception through
empirical studies. Although LLMs can generate
adaptive feedback, the effectiveness of different
designs for learners remains underexplored.

Prior work has compared human-written and
LLM-generated feedback (Escalante et al., 2023;
Steiss et al., 2024; Asadi et al., 2025) or evalu-
ated generated feedback using LLM-based evalu-
ation (Qian et al., 2026; Chu et al., 2026). How-
ever, these studies do not systematically investigate
how feedback designs influence learners, and it
remains unclear whether LLM-based evaluations
align with learner perceptions and behaviors. Al-
though Borges et al. (2024) identify educational
elements that may influence the quality of LLM-
generated feedback, such as coverage and tone,
their effects on learner behavior and feedback per-
ception have not been systematically investigated.

To address the limited consideration of learner
profiles and the unclear effects of feedback ele-
ments in LLM-generated feedback, we investigate
the following three research questions through the
three-step workflow in Figure 1.

* RQI: Which feedback elements most effec-
tively improve revision performance?

* RQ2: Which feedback elements lead to more
favorable subjective evaluations?

* RQ3: How do subjective evaluations of feed-
back elements vary across learners with dif-
ferent Big Five personality traits?

First, we define six feedback elements related
to content, such as information coverage and tone,
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RQ3: How do subjective evaluations of feedback elements vary across
learners with different Big Five personality traits?
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Figure 1: Overview of this study. First, we define six feedback elements related to feedback content and generate
feedback using GPT-5. Next, based on data from 321 participants, we analyze immediate revision performance and
subjective evaluations across six criteria. Finally, we examine which feedback elements are more favorably received
across learners with different Big Five personality traits.

based on Borges et al. (2024) and generate feed-
back for multiple-choice biology questions us-
ing gpt-5-2025-08-07 (Singh et al., 2026). Next,
through an empirical experiment with 321 first-year
high school students, we evaluate feedback effects
on immediate revision performance and six sub-
jective evaluation criteria, such as trustworthiness
and ease of understanding (RQ1, RQ2). Finally, we
analyze subjective evaluations across learners with
different Big Five personality traits (RQ3).

We find that feedback presenting task-relevant
points clearly is associated with better immediate
revision. Subjective evaluation results further show
that learners tend to favor feedback that is practi-
cal, understandable, and easy to apply. We also
observe differences in subjective evaluation pat-
terns across learner profiles. Rather than indicating
fixed preferences for particular feedback elements,
these results suggest that learner characteristics
may be associated with how feedback is perceived.
These findings are broadly consistent with prior
work (Komarraju and Karau, 2005; Hattie and Tim-
perley, 2007; Komarraju et al., 2009; Wisniewski
et al., 2020) and provide empirical support for fur-
ther investigating learner-aware personalization of
LLM-generated feedback.

The contributions of this study are as follows:

* We define six controllable educational ele-
ments for LLM-generated feedback and em-
pirically examine their effects on revision per-
formance and subjective evaluations through
an experiment with 321 students.

* We provide empirical evidence that feed-
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back evaluation patterns differ across learner
profiles, motivating further investigation of
learner-aware LLM feedback design.

2 Related Work

2.1 Feedback

Feedback helps learners bridge the gap between
their current state and learning goals, and can take
various forms, ranging from simple correct/ incor-
rect indicators (e.g., checkmarks) to elaborated
explanations that provide written guidance (Hat-
tie and Timperley, 2007; Wisniewski et al., 2020).
These studies conceptualize feedback as a multi-
dimensional construct, where explanations differ
in whether they directly provide correct answers
or encourage learners to derive them, as well as in
content-related elements (e.g., level of elaboration
and explanatory detail) and delivery-related crite-
ria (e.g., timing and modality). In this study, we
focus on content-related elements that determine
the granularity and informational richness of feed-
back. We adopt an indirect feedback approach that
encourages learners to derive answers.

2.2 Feedback Generation

Prior to the emergence of LLMs, intelligent tu-
toring systems (ITSs) extensively investigated
feedback generation using rule-based and model-
based approaches, enabling adaptive and person-
alized instructional support based on learners’
responses and problem-solving states (VanLehn,
2011; Kochmar et al., 2020; Villegas-Ch et al.,
2025). Building on this foundation, recent studies



have begun integrating LLM-generated feedback
into classroom settings and examining its effects
on learning outcomes and motivation (Dai et al.,
2023; Kinder et al., 2025). However, most evalu-
ations of LLM-generated feedback rely either on
coarse-grained comparisons with human-written
feedback (Escalante et al., 2023; Steiss et al., 2024)
or automatic evaluation (Qian et al., 2026; Chu
et al., 2026), neither of which captures how specific
educational designs influence learners’ perception
and use of feedback. Although Borges et al. (2024)
identify several such elements, such as coverage
and tone, their effects on learner behavior and feed-
back perception remain empirically underexplored.
Moreover, while prior educational studies indicate
that feedback effectiveness varies across learner
profiles (Aleven et al., 2006; Bidjerano and Dai,
2007; Poropat, 2009), such individual differences
have received limited attention in LLM-generated
feedback research. We investigate how different
feedback elements influence learners’ immediate
revision performance and subjective evaluations,
and how these effects vary across learners with
different Big Five personality traits.

2.3 Big Five

Research on individual differences has long exam-
ined variability in learners’ behavior and cognition,
and the Big Five personality trait model (Openness,
Conscientiousness, Extraversion, Agreeableness,
and Neuroticism) is widely adopted as a framework
for describing such differences (McCrae and John,
1992). In educational research, these traits are used
to characterize learners and have been linked to mo-
tivation, academic achievement, and preferences
for instructional support and feedback (Aleven
et al., 2006; Bidjerano and Dai, 2007; Poropat,
2009; Takami et al., 2023). In Natural Language
Processing, there is a growing interest in incorporat-
ing the Big Five framework into LLMs to represent
user personas and control generated outputs. Re-
cent studies have incorporated the Big Five frame-
work into LLMs to represent user personas and
control generated outputs (Jiang et al., 2024; Liu
etal., 2024). These studies simulate diverse learner
profiles and examine personality-conditioned gen-
eration. However, how learner personality shapes
the perception and acceptance of generated feed-
back remains underexplored (Sharma et al., 2025).
Therefore, we analyze the relationship between
learners’ Big Five personality traits and their sub-
jective evaluations of LLM-generated feedback.
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3 Feedback
3.1 Feedback Elements

We define six feedback elements: a manually de-
signed Normal condition and five educational ele-
ments based on Borges et al. (2024).

Although their research identifies ten elements
for educational feedback design, we exclude Mode,
which represents multimodal feedback since our
study focuses on text-based feedback. Using the
remaining nine elements and their sub-elements,
we conducted a pilot study to generate and qualita-
tively evaluate feedback for a single question. This
allowed us to determine the final set of elements
based on their distinct educational characteristics,
with each adding a specific emphasis (e.g., instruc-
tional specificity or information coverage) to the
baseline Normal condition.

We use gpt-5-2025-08-07 (GPT-5) (Singh et al.,
2026) to generate all feedback in advance, and pro-
duce indirect feedback that encourages learners to
derive the correct answer without explicitly reveal-
ing it. See Appendix A for details.

Normal We use this design as the reference con-
dition for comparison across feedback elements.
This explicitly indicates whether the learner’s re-
sponse is correct or incorrect and provides a stan-
dard explanation aimed at bridging gaps in the
learner’s knowledge and reasoning.

Keywords This design focuses on information
granularity for learner understanding. Rather than
presenting keywords alone, the feedback highlights
particularly important terms within the explanation
using brackets.

Actionability This design investigates the im-
pact of instructional specificity on answer revision.
Since abstract guidance may make it difficult for
learners to judge how to improve their responses,
the feedback provides concrete revision steps and
checklists that indicate what should be reviewed.

Novelty This design explores introducing infor-
mation beyond the learned content. Regardless of
the answer’s correctness, the feedback provides
advanced perspectives.

Coverage This design examines how informa-
tional completeness influences learner understand-
ing. Rather than focusing on a single aspect, the
feedback describes all logical elements required to
reach the correct answer.
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Figure 2: Overview of the experimental procedure. Participants first provide informed consent and complete a
pre questionnaire. They then answer the task questions and evaluate feedback using a three-point scale across six
criteria, such as trustworthiness and ease of understanding. If they make mistakes in their responses, they repeat the
cycle of answering, reviewing the feedback, and evaluating it until they reach the correct answer. We randomly
assign a feedback element to each question and keep it fixed throughout the revision process.

Positivity This design investigates the influence
of affective factors on learning. In addition to point-
ing out errors, the feedback incorporates positive
expressions, such as praise for partially correct rea-
soning and encouraging comments.

3.2 Qualitative Analysis of Feedback

We generate a total of 222 feedback instances for
all 37 answer options. To characterize the edu-
cational elements of the generated feedback, we
qualitatively analyze all instances along five dimen-
sions: Specificity, Information Density, Cognitive
Scaffolding, Interaction Framing, and Educational
Reliability. The analysis suggests potential trade-
offs among affective support, informational detail,
and inference preservation.

Positivity is dominated by praise-oriented expres-
sions, with more than half of its instances lacking
concrete corrective guidance about what learners
should revise. In contrast, Novelty frequently pro-
vides detailed and knowledge-rich explanations,
yet nearly 40% (14 out of 37) of its instances con-
tain limited task-specific revision guidance because
explanations often extend beyond the scope of the
target question. Regarding Educational Reliability,
approximately 13% (29 out of 222) of all feedback
instances indirectly suggest the correct answer de-
spite not explicitly revealing it. Notably, about
60% of these cases (18 out of 29) involve Action-
ability or Coverage (9 cases each), where detailed
explanations often narrow the space of possible
answers. This tendency appears particularly often
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in correspondence-based questions. This suggests
that answer leakage may depend not only on feed-
back elements but also on question format.

Because such answer leakage may affect the va-
lidity of revision performance analysis, we exclude
these instances from subsequent quantitative analy-
ses. As aresult, 88% of first-attempt responses and
83% of feedback—response instances remain for
analysis. See Appendix J for feedback examples,
Appendix F for details of the qualitative analysis
and representative examples, and Appendix G for
the rationale for excluding answer-leaking feed-
back and the corresponding sensitivity analysis.

4 Empirical Experiment

4.1 Participants

Nine high school basic biology classes participated
in this study. The participants were approximately
15-16 years old and enrolled in academically se-
lective high schools. We assigned this activity as
winter-break homework. Students were informed
that declining consent to data use would have no
academic consequences. Informed consent was ob-
tained from all participants, and parental consent
was also obtained prior to the commencement of
the experiment. We obtained data from 321 stu-
dents who provided consent for the use of their
learning logs. This study was approved by the
ethics committees of our university and research
institute. See Appendix B and C for details.



4.2 Dataset

We use the biology subset of the dataset released
by Takami et al. (2025), which is derived from
Japan’s National Center Test for University Admis-
sions. These questions are designed for university
entrance examinations and have an average correct
response rate of approximately 55-70% among
third-year high school students. The dataset con-
sists of multiple-choice questions, in which stu-
dents select one or more correct answers. We ex-
clude multiple-answer questions due to the large
number of possible answer combinations. Since
participants have not completed all biology units,
we select questions aligned with the basic biology
curriculum through a two-stage filtering process
involving LLLMs and expert review. This results
in seven questions selected from the original 101
questions. See Appendix D for filtering process.

4.3 Learning Data Collection

Figure 2 shows the overall experimental proce-
dure. First, we explain the purpose of the study
and the handling of collected data. After obtain-
ing informed consent, participants complete a pre-
questionnaire administered via Google Forms. The
questionnaire includes a Japanese Big Five person-
ality scale (Murakami and Murakami, 1997), along
with items assessing participants’ experience with
LLMs and background in basic biology. Next, par-
ticipants access a web-based system developed by
the authors using their assigned student IDs and
passwords. After logging in, participants view a
list of tasks and can select questions to answer. The
order in which the questions are presented is ran-
domized for each participant. They then submit
their responses and immediately receive feedback
corresponding to their selected option.

Subjective Evaluation Criteria After reviewing
the feedback, participants evaluate it on a three-
point scale across six criteria: the perceived relia-
bility of feedback (Trustworthiness), its usefulness
as a guide for answer revision (Review Guideline),
the quality of expression (Expression Quality), ease
of comprehension (Ease of Understanding), clarity
of questions’ key points (Key Points Clarity), and
the extent to which it provides new or additional
knowledge (New Knowledge).

We select six representative criteria based on
characteristics of effective educational feedback
consistently identified in prior educational re-
search (Black and Wiliam, 1998; Hattie and Tim-
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Figure 3: Accuracy of the first revised attempt. Normal,
Keywords, and Coverage are the most effective methods
for supporting answer revision, in this order.

perley, 2007; Shute, 2008; Lipnevich et al., 2016;
Carless and Boud, 2018; Wisniewski et al., 2020),
while also considering participant workload. The
criteria are designed to correspond to the educa-
tional feedback elements examined in our study,
enabling us to assess the effects of different feed-
back designs from multiple perspectives.

Participants iteratively revise their responses and
review and evaluate the feedback until they reach
the correct answer. Throughout this process, we
collect all responses, feedback histories, and evalua-
tion results as learning logs. Appendix E illustrates
the system interface and evaluation criteria.

5 Results

We collect 2,197 first attempts and 4,478 feedback—
response instances. As described in § 3.2, we
exclude responses associated with answer-leaking
feedback from the analysis. Using the remaining
data, we analyze the effects of feedback elements
on immediate revision performance and subjective
evaluations for the full participant sample. We
use immediate revision performance as a proxy
for short-term support rather than durable learning
gains. Finally, we examine how these effects vary
across learner profiles.

5.1 Answer Revision Results

To investigate RQ1: Which feedback elements most
effectively improve revision performance?, we ana-
lyze the effects of feedback elements on immediate
revision performance. The mean accuracy of learn-
ers’ initial responses is 49.6%, which indicates that
the tasks are of appropriate difficulty.
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Figure 4: Results of the subjective evaluations for each feedback element. Keywords, Normal, and Actionability

tend to receive higher ratings across many criteria.

Elements Guidance Trust

Knowledge

Key Points Understanding Expression

Intercept (Normal.) 1.40[0.92,2.13] 1.76 [1.13, 2.75]*

1.42[0.98, 2.05]

1.65[1.09, 2.511* 1.73 [1.16, 2.60]** 1.40[0.92, 2.12]

Keywords 1.18 [0.76, 1.82] 0.75[0.52,1.09] 0.76 [0.50, 1.14] 1.00 [0.66, 1.51] 0.77 [0.52, 1.15] 0.76 [0.51, 1.14]
Actionability 1.07 [0.67,1.71] 0.72[0.48,1.08] 0.86[0.57, 1.30] 0.97 [0.62, 1.51] 0.80 [0.53, 1.20] 0.83 [0.54, 1.28]
Novelty 0.62 [0.40, 0.95]* 0.55[0.34, 0.87]* 0.74[0.48, 1.13] 0.60 [0.40, 0.90]* 0.47 [0.30, 0.73]*** 0.46 [0.29, 0.74]**
Coverage 1.20[0.80, 1.79] 0.80[0.53,1.20] 0.84 [0.54, 1.30] 1.08 [0.74, 1.58] 0.96 [0.63, 1.46] 0.84[0.53, 1.33]
Positivity 0.86 [0.56, 1.31] 0.58 [0.41, 0.83]** 0.75[0.51, 1.10] 0.75[0.49, 1.13] 0.72[0.48, 1.09] 0.71 [0.47, 1.06]
Wald x2 14.967 12.380 3.249 16.426 18.598 14.231

Wald p 0.0105 0.0299 0.6617 0.0057 0.0023 0.0142

Table 1: Logistic GEE results for subjective evaluations across six criteria. Odds ratios (ORs) and 95% confidence
intervals are reported relative to the Normal condition. *p < .05, **p < .01, ***p < .001.

First Revise Accuracy with Feedback We aim
to identify feedback elements that lead learners to
correct answers. To this end, we focus on partic-
ipants whose first response is incorrect and com-
pute the accuracy of their revised responses after
receiving feedback. Figure 3 shows the accuracy
of the first revised attempt for each element. This
accuracy ranges from 46.9% to 64.2%. Normal
shows the highest first-revision accuracy, followed
by Keywords and Coverage. We first apply a chi-
square test to examine whether accuracy differs
across feedback elements. The results reveal a
significant association between the element and ac-
curacy (x%(5) = 12.611,p = .027). To account
for repeated observations from the same learner
across different questions, we further conduct a
Generalized Estimating Equations (GEE) analysis,
which models within-learner correlations and pro-
vides more reliable estimates. Using Normal as
the reference, the results indicate that Actionability,
Novelty, and Positivity are associated with signif-
icantly lower accuracy rates (p < .05). Coverage
shows a marginally significant negative associa-
tion (p = .061), whereas Keywords does not differ
significantly from Normal. See Appendix H.
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5.2 Opverall Feedback Evaluation Results

To investigate RQ2: Which feedback elements lead
to more favorable subjective evaluations?, we an-
alyze subjective evaluations. Figure 4 shows the
subjective evaluation results for each element. We
examine which feedback elements receive higher
ratings. Normal ranks first in three of the six cri-
teria and appears in the top three for all criteria.
Keywords and Actionability also rank within the
top three for all and four criteria, respectively.

To examine statistical significance, we apply lo-
gistic GEE, as ratings from the same learner across
different questions and feedback elements violate
the independence assumption of standard regres-
sion. Because the subjective evaluations use a three-
point scale with limited variance, we dichotomize
the ratings into Agree (3) and Not Agree (1-2)
before fitting the model. We first attempt an ordi-
nal GEE, but it fails to converge because of quasi-
complete separation caused by the strong skew to-
ward Agree responses. We report odds ratios (ORs),
obtained by exponentiating the logistic GEE coef-
ficients, together with 95% confidence intervals,
using Normal as the reference condition.

As shown in Table 1, the main directional pat-
terns observed in the original analysis are preserved.
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Figure 5: Profiles of three learner clusters based on Big
Five traits. Cluster 1 shows high Agreeableness and Ex-
traversion, along with low Openness and Conscientious-
ness. Cluster 2 is characterized by higher Neuroticism
and lower Extraversion than the other clusters. Cluster 3
exhibits high levels across all traits except Neuroticism.

In particular, Novelty shows significantly lower
odds of receiving an Agree rating than Normal
for five of the six criteria (OR = 0.46-0.62), while
Positivity shows significantly lower odds only for
Trustworthiness (OR = 0.58). See Appendix I.
Overall, Normal and Keywords show relatively
favorable performance across both revision accu-
racy and subjective evaluations. Coverage shows
relatively high revision accuracy, whereas Action-
ability tends to receive favorable subjective evalua-
tions. In contrast, Novelty receives less favorable
subjective evaluations across most criteria, while
the negative effect of Positivity is more limited.

5.3 Feedback Evaluation by Big Five Traits

To investigate RQ3: How do subjective evaluations
of feedback elements vary across learners with dif-
ferent Big Five personality traits?, we examine
how learners’ subjective feedback evaluations of
feedback elements vary by their Big Five traits.

5.3.1 Learner Personality Clustering

We examine how learners with different Big Five
personality traits evaluate feedback elements. Be-
cause analyzing each trait individually is complex,
we instead identify common patterns by group-
ing learners into representative personality profiles.
First, we compute the scale score for each trait from
a questionnaire (Murakami and Murakami, 1997).
We represent each learner as a five-dimensional
personality vector and apply k-means clustering
to group learners with similar profiles. The elbow
result indicates that three or four clusters are appro-
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priate. Based on interpretability and consistency
with previous studies (Asendorpf, 2002; Wall et al.,
2019; Takami et al., 2023), we adopt three clusters.
Figure 5 shows the three learner cluster profiles.
Cluster 1 shows relatively high extraversion and
agreeableness and lower levels of openness and
conscientiousness. Cluster 2 is characterized by
notably low extraversion and relatively high neu-
roticism. Cluster 3 shows high levels of openness,
conscientiousness, and agreeableness. Based on
these profiles, we label Cluster 1 as Social, Clus-
ter 2 as Reserved, and Cluster 3 as Adaptable.
See Appendix K for details.

5.3.2 Feedback Evaluation by Cluster

Figure 6 shows standardized subjective evaluation
scores for each feedback element and evaluation
criterion. Several elements exhibit relatively consis-
tent evaluation patterns across clusters. Keywords
generally receives favorable evaluations across all
clusters, whereas Positivity tends to receive rel-
atively low evaluations. These patterns suggest
that task-focused feedback may be broadly well
received, while praise-oriented feedback alone may
be less favorably perceived in the present setting.

We also find several cluster-specific tendencies.
Both Social and Reserved show relatively high
New Knowledge ratings for Novelty, whereas this
tendency is less pronounced in Adaptable. In
Social, Trustworthiness ratings are relatively sim-
ilar across feedback elements, and Normal, Key-
words, and Actionability receive relatively balanced
evaluations across criteria. In Reserved, Keywords
receives consistently high ratings, while Positiv-
ity and Novelty receive relatively low ratings for
Ease of Understanding and Key Points Clarity. In
Adaptable, relatively favorable evaluations are dis-
tributed across a broader range of elements, includ-
ing Normal, Keywords, Actionability, and Cover-
age. These results suggest that possible hetero-
geneity in how learners perceive different feedback
designs rather than establishing distinct element
preferences by personality profile.

To examine whether overall subjective evalu-
ation patterns differ across clusters, we conduct
Kruskal-Wallis tests using cluster as the indepen-
dent factor for each evaluation criterion. The re-
sults show significant differences across clusters for
all six criteria (p < .05). We then perform Dunn’s
post hoc tests with Bonferroni correction to identify
specific pairwise differences. For Trustworthiness,
significant differences appear between Reserved
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Figure 6: Feedback evaluation results by cluster. Values are standardized for each learner and each evaluation
dimension. In Social, “Trustworthiness” scores are similar across all feedback elements. In Reserved, Keywords
receives high ratings, while in Adaptable, Keywords, Normal, and Actionability receive high ratings.

and both Social and Adaptable (both p < .01).
Significant pairwise differences between Reserved
and the other clusters are also observed for New
Knowledge and Expression Quality. For Review
Guidance, although the overall Kruskal-Wallis test
is significant, no pairwise differences remain sig-
nificant after Bonferroni correction.

Overall, subjective evaluation patterns differ
across learner clusters, suggesting heterogeneity in
how feedback is perceived. However, these patterns
should not be taken as evidence that personality
profiles systematically prefer feedback elements.

6 Analysis

We investigate how feedback elements affect both
immediate revision performance and subjective
evaluations, followed by an analysis of how these
effects vary across learner profiles.

6.1 Feedback Element Effects

Immediate Revision Performance Normal
leads to the highest performance, followed by
Keywords and Coverage. Normal clearly indicates
both what needs to be corrected and how to
revise, while Coverage provides comprehensive
information but spreads learners’ attention across
multiple points.

The higher performance of the Normal condi-
tion, particularly in the first revision attempt, may
be attributed to the directness and conciseness of
the feedback. By explicitly identifying learners’
errors and providing the information necessary for
correction, Normal may have been well suited to
immediate answer revision. In contrast, additional

52

feedback elements provide richer educational infor-
mation but also increase the amount of information
that learners need to process. Under the setting
examined in this study, in which learners revise
their answers immediately after receiving feedback,
such information may therefore have produced less
direct effects on revision performance.

Importantly, this result does not imply that feed-
back containing additional information is educa-
tionally less useful. Feedback that is effective for
immediate error correction may differ from feed-
back that supports deeper understanding or longer-
term knowledge retention. Thus, the relative ef-
fectiveness of different feedback designs may de-
pend on the learning objective and the timing of
evaluation, and this possibility should be further
investigated in future work.

Subjective Evaluation Performance Normal,
Keywords, and Actionability receive relatively high
subjective ratings. However, Actionability’s lower
revision accuracy suggests that learners may fa-
vor feedback that feels supportive and actionable
even when it does not immediately help them reach
the correct answer. This divergence suggests that
perceived usefulness and immediate revision suc-
cess capture different aspects of feedback effective-
ness. In contrast, Novelty receives less favorable
ratings across several criteria, while Positivity re-
ceives a significantly lower rating for Trustworthi-
ness. These patterns are consistent with evidence
that feedback effectiveness depends on its informa-
tional content and that praise-oriented feedback is
not necessarily beneficial (Hattie and Timperley,
2007; Wisniewski et al., 2020).



6.2 Personality-aware Feedback Evaluation

We observe differences in feedback evaluation
patterns across Big Five-based learner clusters.
Social learners (high extraversion/agreeableness)
tend to rate validity- and trust-related aspect rela-
tively highly, while Normal and Keywords receive
comparatively favorable evaluations. This pattern
may indicate that clear rationales and revision-
oriented guidance are valued within this cluster.
Reserved learners (low extraversion/ high neuroti-
cism) tend to rate Positivity and Novelty less favor-
ably, while Keywords and Normal receive relatively
high evaluations. This pattern may be related to
prior findings linking neuroticism to avoidance-
oriented academic motivation (Komarraju and Ka-
rau, 2005). Adaptable learners (high openness/-
conscientiousness/agreeableness) show relatively
favorable evaluations across a broader range of
feedback elements, including Actionability. This
tendency may be consistent with prior work link-
ing these traits to intrinsic academic motivation
and achievement (Komarraju et al., 2009). Overall,
feedback evaluations are not uniform across learner
clusters, although the observed element-specific
differences should be interpreted cautiously.

6.3 Implications for LLM Feedback

Learner Simulation and Feedback Design Re-
cent studies have explored using LLMs to simulate
human preferences and behaviors, including ed-
ucational settings (Liu et al., 2024; Sanyal et al.,
2025; Hu et al., 2026). Prior studies on automatic
feedback evaluation often rely on LLM-based eval-
uations (Qian et al., 2026; Chu et al., 2026). We
empirically investigate how learners perceive and
respond to different feedback elements and our find-
ings may support future research on whether LLMs
can simulate learner preferences and revision be-
haviors more realistically. Such simulations could
enable scalable evaluation of feedback strategies
before large-scale human experiments. This sug-
gests the potential of empirically grounded learner
simulation for personalized feedback design.

Responsible Use of LLM Feedback While
LLM-generated feedback may support personal-
ized learning, its broader use in educational set-
tings also requires careful consideration. Excessive
reliance on Al may reduce learners’ opportunities
for independent engagement, and the long-term
effects of such use remain unclear (Beale, 2025).
Controlled empirical studies are therefore impor-

tant for identifying when and how generative Al
can support learning without undermining learn-
ers’ own problem-solving processes. Future work
should therefore consider not only the content of
Al-generated feedback, but also when and how it
is integrated into the learning process.

The use of learner data also raises privacy
concerns, particularly when psychological or
personality-related information is collected from
minors. Drawing on privacy-by-design frameworks
for child-facing LLMs (Addae et al., 2026), future
work should consider safeguards such as data min-
imization, access control, purpose limitation, and
age-appropriate consent.

7 Conclusion

We define six feedback elements for high school bi-
ology multiple-choice questions and evaluate their
effects on immediate revision performance and sub-
jective evaluations through an empirical experiment
with 321 students. Our results show that feedback
presenting task-relevant information clearly is as-
sociated with better immediate revision. Learners
also tend to evaluate feedback more favorably when
it is practical, understandable, and easy to apply.
We further observe differences in subjective evalua-
tion patterns across learner profiles, particularly for
informational novelty and affective framing. These
findings suggest that learner characteristics may be
associated with differences in feedback evaluation,
motivating further investigation of learner-aware
personalization.

Limitations
Our study has several limitations.

Task and Question Generalizability We focus
exclusively on biology tasks with a limited number
of questions, and the generalizability of our find-
ings to other subject domains remains unclear. Al-
though the questions were reviewed by education
experts for their appropriateness, question-level
characteristics such as difficulty were not systemat-
ically controlled. In addition, the current feedback
design does not account for question-level accu-
racy or difficulty. Future work should explicitly
incorporate these characteristics during question
selection and feedback design, which may enable
more adaptive feedback tailored to K—12 learners.

Learner Characteristics Our analysis focuses
on personality traits and does not account for other



learner characteristics, such as prior knowledge,
academic ability, or learning history, which may
also influence feedback preferences and effective-
ness. Future work should incorporate these ad-
ditional factors to provide a more comprehensive
understanding of how learner characteristics shape
responses to different feedback designs.

Model Generalizability We use only GPT-5 to
generate feedback because it consistently produced
the highest-quality feedback in our pilot evaluation
compared to other LLMs. Nevertheless, it is un-
clear whether feedback generated by other LLMs
would yield similar effects.

Effectiveness Measures Our effectiveness
measures—correctness of revised answers and
subjective evaluations—may favor feedback that
more explicitly guides learners toward correct
answers, rather than reflecting deeper learning
gains. Feedback designs that are effective for
immediate answer revision may differ from
those that support long-term understanding and
knowledge retention. Future work should therefore
consider longer-term learning outcomes as a more
robust measure of feedback effectiveness.

Control of External Assistance External assis-
tance was not explicitly controlled during the ex-
periment. According to the supervising teacher,
students were informed that the activity was in-
tended to review previously learned biology con-
tent and that their performance would not affect
their grades, which likely reduced their incentive
to seek external help. In addition, the experiment
was conducted during the winter break making peer
discussion less likely. Nevertheless, we cannot rule
out the possibility that students used external re-
sources or received assistance from others. Future
studies should therefore explicitly control or record
external assistance, ideally under conditions that
more closely resemble an actual classroom setting.

Responsible Use of Generative AI Our study
does not fully address broader risks associated with
the use of generative Al in education. These in-
clude privacy concerns, particularly when collect-
ing psychological data from minors, and the risk
that excessive reliance on Al may reduce learn-
ers’ independent engagement. Future work should
therefore examine not only feedback content, but
also when and how generative Al should be used
in learning.
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Ethical Considerations

Our study involves empirical experiments with
first-year high school students. The activity was
assigned as mandatory winter-break homework;
however, consent to the use of collected data was
entirely voluntary and independent of the home-
work requirement. Students were explicitly in-
formed that declining consent to data use would
have no academic consequences. Informed consent
was obtained from all participants, and parental
consent was also obtained prior to the commence-
ment of the experiment. Data were collected us-
ing pseudonymous student IDs and anonymized
before analysis and used solely for research pur-
poses. This study was approved by the institutional
ethics review board of the authors’ institution. We
used GPT-5 (Singh et al., 2026) solely for feedback
generation, and no personally identifiable informa-
tion was included in any prompts submitted to the
model. See Appendix C.

Use of AI Assistants We used generative Al
tools to assist with code debugging and modifica-
tion, literature survey support, and English writing
revision. The Al tools were used only as supportive
assistants for improving readability and develop-
ment efficiency, and all experimental designs, anal-
yses, interpretations, and final manuscript contents
were verified and finalized by the authors.
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Pilot Study We generate feedback for the same
question using these candidates and qualitatively
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sub-elements generated highly overlapping feed-
back, making them unsuitable as independent ex-
perimental conditions. Specifically, we exclude the
Purpose, Criteria, and Answer Coverage elements,
as well as the simple and technical sub-elements
of Style, the factual and improvement sub-elements
of Valence, and the sentence and paragraph sub-
elements of Granularity, because they produce
feedback that overlap with other conditions.

Therefore, we select elements based on the dis-
tinguishability of the generated feedback rather
than predefined quantitative criteria. We further
reduce the number of conditions to five by con-
sidering participant workload and the educational
importance of the elements.

These five elements are not intended to cover
the entire design space of educational feedback.
Rather, they are selected to provide sufficiently dis-
tinct educational characteristics for exploring how
different feedback designs affect learners’ revision
performance and subjective evaluations.

B Participants

The participants in this study were first-year stu-
dents enrolled in a public high school in Japan.
Their ages ranged from 15 to 16 years. The school
is known for its strong record of students advanc-
ing to highly selective universities. The experiment
was conducted as part of a winter vacation assign-
ment for a basic biology course. Participants were
informed in advance that their participation would
not affect their academic evaluation and that they
would not be disadvantaged if they chose not to par-
ticipate. In addition, parental consent was obtained
prior to the commencement of the experiment. The
consent form used in the experiment is shown in
Table 11. The pre-questionnaire items are shown
in Tables 12, 13, and 14.

C Ethical Approval and Data Protection

Our study was conducted with approval from our
institution’s ethics review board. We also obtained
approval from the principal of the participating
school, informed consent from the participants’
guardians, and assent from the participants them-
selves. The study was conducted under the super-
vision of the students’ classroom teachers. The
consent form explicitly stated that participants’ per-
sonal information would be kept confidential and
that the collected data would be anonymized and
used for research purposes. These procedures were
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implemented to ensure appropriate ethical over-
sight and data protection throughout the study.

D Question Selection

Although the dataset covers the full biology subject,
the participants are first-year high school students
who have not yet completed all biology units. We
focus on multiple-choice questions for two reasons.
First, multiple-choice questions are widely used in
Japanese school education and therefore provide a
realistic setting for an empirical classroom study.
Second, because each question has a clearly defined
correct answer, they allow us to evaluate the effects
of feedback while minimizing ambiguity in judging
response correctness.

Because the study was conducted in an authen-
tic educational setting, we also needed to limit the
number of questions to reduce participant burden.
The number of questions was determined in consul-
tation with the teacher at the participating school.

We then extract questions corresponding to the
basic biology curriculum that the participants had
already studied through a two-stage filtering pro-
cess involving LLMs and domain experts. First,
we use GPT-5 (Singh et al., 2026) to identify ques-
tions related to the basic biology curriculum from
the full set of biology questions. Specifically, we
include key topics from the national curriculum
guidelines ! for basic biology in the prompt and
instruct the model to extract questions that corre-
spond to these topics. As a result, 33 questions are
selected from the original set of 101 questions.

Next, two domain experts in biology education
conduct further filtering. They review the questions
to ensure that they are appropriate as homework
and aligned with the participants’ completed cur-
riculum. Based on their expert review and agree-
ment, we finally select seven questions.

E Feedback System

Figure 7 illustrates the system’s user interface.
Prior to the experiment, we generated feedback
for all possible answer choices using GPT-5 (Singh
et al., 2026). The experimental workflow is as fol-
lows: First, participants enter their student ID and
set a password. Next, they select a task from the
problem list, which is presented in a randomized
order for each participant. Upon submitting an

"The national curriculum guidelines: https://www.mext.
go. jp/component/a_menu/education/micro_detail/__
icsFiles/afieldfile/2010/01/29/1282000_6.pdf
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(1) the onset of chromosome condensation and

(2) the completion of cytokinesis.

Select the most appropriate combination.

mEEERLT<REW  ( Select the most appropriate combination. )

onr ® AB
@3 @ AE
o7 @ 8D
%3 @) BE
07 @ CcD
©71 @ CE

@x33  ( Submit Your Answer )

( Back to List of Tasks )

Select
Answer

This element represents Positivity (not shown to students).
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X Incorrect

It is good that you correctly identified point A as the time when
chromosome condensation begins!!

However, regarding the completion of cytokinesis, the correct timing is
point E.

Although DNA replication occurs before chromosome condensation,
cytokinesis occurs when the cell divides into two daughter cells.

By observing how the cell volume changes, you can determine the
timing of cell division!

Let’s take another look at the graph showing changes in cell size.

Fro—tizncsw ( Please complete the following questionnaire. )

2074~/ 7 ORBRERLPT D o1 ( The explanation was easy to understand. )
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Figure 7: User interface of the system used in this study. Participants read the question prompt, select an answer
option, and submit their response. The system then provides feedback, which participants evaluate using a three-point

scale across six criteria. This example shows Positivity.

answer, participants receive feedback tailored to
their specific response; notably, the type of feed-
back element assigned is also randomized. Finally,
participants evaluate the feedback using a 3-point
scale based on the six criteria detailed as follows.
This feedback-loop cycle—encompassing the ini-
tial response, feedback reception, and subjective
evaluation—continues until the participant reaches
the correct answer.

Subjective Evaluation Criteria We use a subjec-
tive evaluation of the feedback based on six criteria,
using a 3-point Likert scale (3: Agree, 2: Neither
agree nor disagree, 1: Disagree). The evaluation
criteria and their respective scales are presented
below:

* Guidance for Review: This feedback helped
me understand what I should review.

¢ Trustworthiness: I felt that the content of this
feedback was trustworthy.

* New Knowledge: This feedback provided me
with new knowledge or perspectives.
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* Key Points Clarity: This feedback clarified
the key points needed to understand this task.

* Ease of Understanding: The explanation was
easy to understand.

» Expression Quality: I think the way this feed-
back was presented was good.

F Result of Qualitative Analysis

We conduct a qualitative analysis to verify whether
the generated feedback aligns with our educational
intentions.

F.1 Evaluation Criteria

The authors qualitatively analyze all feedback in-
stances based on the following five dimensions.

* Specificity: This dimension evaluates how
concretely the feedback identifies what learn-
ers should revise. Feedback is categorized as
either:

— High: The feedback clearly specifies in-
correct concepts, reasoning steps, or re-
vision targets.



— Low: The feedback provides only gen-
eral comments or abstract encourage-
ment without concrete revision guidance.

* Information Density: This dimension eval-
uates how efficiently the feedback conveys
task-relevant information.

— High: The feedback conveys task-
relevant information concisely and effi-
ciently.

— Medium: The feedback provides an ap-
propriate amount of explanation without
substantial redundancy or missing infor-
mation.

— Low: The feedback is either overly ver-
bose or lacks sufficient task-relevant in-
formation.

* Cognitive Scaffolding: This dimension eval-
uates how the feedback supports learner rea-
soning processes. Because a single feedback
instance may contain multiple forms of scaf-
folding, we conduct multi-label annotation
using the following categories:

— Error Identification: The feedback ex-
plicitly points out incorrect reasoning or
answers.

Conceptual Explanation: The feedback
explains background concepts relevant
to the problem.

Stepwise Reasoning: The feedback de-
composes causal relations or reasoning
processes related to the problem.

Knowledge Elaboration: The feedback
provides additional knowledge extend-
ing beyond the immediate scope of the
problem.

¢ Interaction Framing: This dimension eval-
uates how the feedback positions the learner
socially and pedagogically. Each feedback in-
stance is categorized into one of the following

types:

— Evaluative: The feedback mainly fo-
cuses on correctness judgments.

— Encouraging: The feedback mainly em-
phasizes praise or emotional support.

— Expository: The feedback primarily
adopts an explanatory and instructional
style.

59

Elements Error Conceptual  Stepwise  Knowledge

Identification Explanation Reasoning Elaboration

28 0 29 7
31 0 31 9
32 0 32 7
30 17 36
30 30 11
2 30 7

153 169 77

Normal
Keywords
Actionability
Novelty
Coverage
Positivity

S W

w | O

Total

Table 2: Results of Cognitive Scaffolding analysis
across feedback elements.

Elements Preserved Reduced Hallucination
Normal 22 7 0
Keywords 31 2 0
Actionability 24 9 0
Novelty 30 0 0
Coverage 24 9 0
Positivity 29 2 0
Total 160 29 0

Table 3: Results of Pedagogical Reliability analysis
across feedback elements.

* Educational Reliability: This dimension
evaluates whether the feedback preserves pro-
ductive learner inference without excessively
narrowing the answer space.

— Preserved: The feedback maintains
learner reasoning and avoids revealing
the correct answer.

— Reduced: The feedback indirectly re-
veals the answer or substantially reduces
the required inference process.

— Hallucination: This criterion evaluates
whether the feedback contains factually
incorrect explanations or scientifically in-
accurate statements.

F.2 Results

For Specificity, 9.0% (20/222) of the feedback in-
stances are classified as Low. All of these cases be-
long to Positivity. These feedback instances tend to
prioritize praise and encouragement while provid-
ing limited concrete guidance about what learners
should revise. For Information Density, 12.2%
(27/222) of the feedback instances are classified as
Low. Among them, 13 instances belong to Positiv-
ity and 14 to Novelty. Similar to the Specificity re-
sults, Positivity often lacks sufficient task-relevant
revision guidance because praise-oriented expres-
sions dominate the feedback. In contrast, Novelty
frequently contains rich explanatory content, but



Elements Unfiltered n/ Acc (%) Filtered n/ Acc (%) A Acc Unfiltered 5 (vs. Normal)  Filtered 3 (vs. Normal)
Normal 198 /65.7 148/ 64.2 —1.5pt ref ref

Keywords 204 /53.0 153/58.2 +5.3pt —0.530* —0.254 (n.s.)
Actionability 202/49.0 143 /46.9 —2.1pt —0.688** —0.710**
Novelty 213/52.1 213/52.1 +0 —0.564* —0.499*
Coverage 171/53.2 136/52.9 —0.3pt —-0.519* —0.466 (marginal, p=.061)
Positivity 208 /46.6 185/48.6 +2.0pt —0.783*** —0.638**

Table 4: Sensitivity analysis of revision performance using unfiltered and filtered data. Normal shows the highest
revision accuracy in both datasets, while the overall pattern of results remains similar after excluding answer-leaking
feedback. n denotes the number of corresponding responses, and Acc. denotes revision accuracy. p < .05, p < .01,

p < .001.
Criterion Keywords Actionability Novelty Coverage Positivity
Guidance for Review .027 /.040 .013/.025 —.058/ —.064 —.027/—-.034 —.127"/—.135""
Trustworthiness .035/.050 .025/.058 —.013/—-.013 .007/.020 —.093* / —.082*
New Knowledge —.015/—-.013 —.061/—.012 .053/.067 —.042/-.022 —.123"*/—.115""
Key Points Clarity —.008/—.007 —.009/.010 —.108"* / —.125"  —.047/—.056 —.163"**/—.169"""
Ease of Understanding  .005/—.004 —.058/—.041 —.148"**/—.162"*" —.050/—.042 —.119"*/—.125""
Expression Quality .008 /.007 .001/.029 —.095" / —.110""  —.029/—.019 —.148"**/—.158""**

Table 5: Sensitivity analysis of subjective evaluations using unfiltered and filtered data. Normal is the reference
condition. Each cell reports the regression coefficient for the unfiltered / filtered analysis, respectively. *p < .05,

**p < .01, ***p < .001.

95% C1
Predictor 153 SE z P Lower Upper
Intercept (Normal) 0.584 0.181 3.227 < .001 0.229 0.938
Keywords —0.254 0.242 —1.048 .295 —0.729 0.221
Actionability —0.710 0.243 —2.921 .003 —1.186 —0.233
Novelty —0.499 0.221 —2.259 .024 —0.932 —0.066
Coverage —0.466 0.248 —1.875 .061 —0.953 0.021
Positivity —0.638 0.226 —2.825 < .005 —1.080 —0.195

Table 6: Generalized Estimating Equation (GEE) Re-
sults for First Revised Accuracy. N = 978. Reference
category: Normal. GEE with robust covariance estima-
tor; independence working correlation structure. Chi-
square test: x2(5) = 12.611, p = .027.

the explanations often extend beyond the scope of
the target problem, resulting in insufficient guid-
ance for immediate answer revision.

Table 2 presents the results for Cognitive Scaf-
folding. Error Identification appears in 68.9%
(153/222) of all feedback instances. Although
most feedback types include explicit identifica-
tion of learner errors, Positivity contains substan-
tially fewer such cases. Conceptual Explanation
appears only three times, all of which belong to
Novelty. Stepwise Reasoning appears in 76.1%
(169/222) of the feedback instances and is observed
across all feedback types. Knowledge Elabora-
tion appears in 34.7% (77/222) of the feedback
instances, with nearly half of these cases belonging
to Novelty. This result indicates that Novelty fre-
quently introduces additional background knowl-

edge beyond the immediate problem scope.

For Interaction Framing, Evaluative and En-
couraging styles appear in 4 and 37 instances, re-
spectively. These correspond primarily to Normal
and Positivity. In contrast, Expository framing ap-
pears in 81.5% (181/222) of all feedback instances
and is distributed relatively evenly across all feed-
back types except Positivity.

Table 3 presents the results for Educational Reli-
ability. 72.1% (160/222) of the feedback instances
are classified as Preserved, with Keywords show-
ing the largest number of such cases. In contrast,
13.1% (29/222) are classified as Reduced, where
the feedback indirectly narrows the answer space or
reveals the correct answer through detailed expla-
nations. These cases appear particularly frequently
in Coverage and Actionability. No instances of
factual hallucination are observed. Appendix F.3
provides examples of leaked feedback instances.

F.3 Example of Leaked Feedback

Table 9 presents a specific instance where the feed-
back indirectly suggests the correct answer. The
target question requires learners to match specific
causes with their effects. Although the feedback
does not explicitly state that the correct answer is
(7), it provides an explanation of the underlying
combinations that makes (7) the only logical con-
clusion. This type of indirect feedback effectively
narrows down the options, resulting in unintended
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95% CI

Predictor B8 SE z p  Lower Upper
Criterion 1: Guidance for Review

Intercept (Normal) 2.499 0.037 66.72 0.000 2.425 2.572
Keywords 0.040 0.041 0.961 0.336 —0.041 0.120
Actionability 0.025 0.045 0.553 0.580 —0.063 0.112
Novelty —0.064 0.041 —1.559 0.119 —0.145 0.017
Coverage —0.034 0.039 —0.881 0.378 —0.110 0.042
Positivity —0.135 0.045 —3.037 0.002 —0.223 —0.048
Criterion 2: Trustworthiness

Intercept (Normal) 2.521 0.035 71.55 0.000 2.452 2.590
Keywords 0.050 0.032 1.559 0.119 —0.013 0.113
Actionability 0.058 0.034 1.715 0.086 —0.008 0.123
Novelty —0.013 0.032 —0.385 0.700 —0.076 0.051
Coverage 0.0120 0.032 0.624 0.533 —0.043 0.082
Positivity —0.082 0.037 —2.228 0.026 —0.154 —0.010

Criterion 3: New Knowledge

Intercept (Normal) 2.431 0.038 64.59 0.000 2.358 2.505
Keywords —0.013 0.040 —0.319 0.749 -0.092 0.066
Actionability —0.012 0.042 —0.293 0.769 —0.095 0.070
Novelty 0.067 0.044 1.514 0.130 —0.020 0.153
Coverage —0.022 0.042 —0.532 0.594 —0.104 0.059
Positivity —0.115 0.043 —2.658 0.008 —0.200 —0.030
Criterion 4: Key Points Clarity

Intercept (Normal) 2.571 0.036 71.34 0.000 2.500 2.641
Keywords —0.001 0.040 —0.017 0.986 —0.078 0.077
Actionability 0.010 0.038 0.264 0.792 —0.065 0.085
Novelty —0.125 0.040 —3.118 0.002 —0.203 -0.046
Coverage —0.056 0.037 —1.500 0.134 —0.130 0.017
Positivity —0.169 0.044 —3.873 0.000 —0.254 —0.083

Criterion 5: Ease of Understanding

Intercept (Normal) 2.544 0.036 70.86 0.000 2.473 2.614
Keywords —0.004 0.039 —0.104 0.917 —0.081 0.073
Actionability —0.041 0.043 —0.943 0.346 —0.125 0.044
Novelty —0.162 0.042 —3.872 0.000 —0.244 —0.080
Coverage —0.042 0.041 —1.041 0.298 —0.122 0.037
Positivity —0.125 0.045 —2.790 0.005 —0.212 -0.037
Criterion 6: Expression Quality

Intercept (Normal) 2.466 0.037 65.95 0.000 2.392 2.539
Keywords 0.007 0.038 0.173 0.863 —0.068 0.081
Actionability 0.029 0.038 0.769 0.442 —0.045 0.103
Novelty —0.110 0.040 —2.731 0.006 —0.189 -0.031
Coverage —0.019 0.038 —0.503 0.615 —0.094 0.055
Positivity —0.158 0.046 —3.470 0.001 —0.247 —0.069

Table 7: Detailed GEE results for each criterion. Posi-
tivity receives significantly lower ratings compared to
Normal across all criteria. Additionally, Novelty shows
significant negative effects in three criteria: “Key Points
Clarity”, “Ease of Understanding”, and “Expression
Quality”.

answer leakage.

G Sensitivity Analysis for Answer
Leakage

The objective of this study is to examine how the
pedagogical elements of feedback affect learners’
revision performance and subjective evaluations.
Answer-leaking feedback, however, may reveal the
correct answer through mechanisms unrelated to
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the pedagogical effect of the feedback element it-
self. Including such instances would therefore con-
flate the effect we aim to measure, namely the effect
of feedback design, with an unintended effect of
direct answer disclosure. For this reason, excluding
answer-leaking feedback is necessary to preserve
the validity of the construct being evaluated rather
than an arbitrary removal of data.

To assess the impact of this exclusion, we run the
same GEE analyses on the unfiltered data and com-
pare the results with those from the filtered data.
For RQ1, as shown in Table 4, Baseline/Normal
consistently shows the highest revision accuracy
in both datasets, and the overall pattern of results
remains similar. The differences for Actionabil-
ity, Novelty, and Positivity remain significant in
both analyses, whereas those for Keywords and
Coverage are no longer statistically significant af-
ter exclusion. Thus, although the significance of
some pairwise comparisons changes, the main con-
clusion regarding the relative advantage of Base-
line/Normal in immediate revision performance
remains unchanged. For RQ2, as shown in Table 5,
the statistical significance of each effect remains
unchanged across all the filtered and unfiltered anal-
yses for all six criteria, with coefficient differences
of at most 0.05 points on the three-point scale.

Overall, the exclusion is methodologically mo-
tivated and does not substantively alter our main
conclusions. Although selection bias from this
exclusion is theoretically possible, the sensitivity
analysis suggests that its practical impact on the
reported results is limited.

H Statistical Analysis of First Revision
Accuracy

To examine the impact of each feedback element
on learners’ revised accuracy, we perform a Chi-
square test and a Generalized Estimating Equa-
tion (GEE) analysis. Table 6 presents these re-
sults. The chi-square test for overall model fit
(x*(5) = 12.611, p = .027) indicates that revision
accuracy differs across feedback elements.

The GEE results show that all feedback elements
have negative coefficients relative to Normal, al-
though not all differences are statistically signifi-
cant. In particular, Actionability (8 = —0.710,p =
.003), Positivity (3 = —0.638,p = .005), and
Novelty (8 = —0.499,p = .024) are associated
with significantly lower revision accuracy. Cover-
age shows a marginal negative association (§ =



Criterion Predictor

Main OR [95% CI]

Sensitivity OR [95% CI]

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

Review Guidance

1.40 [0.92, 2.13]
1.18 [0.76, 1.82]
1.07 [0.67, 1.71]
0.62 [0.40, 0.95]*
1.20 [0.80, 1.79]
0.86 [0.56, 1.31]

2.10 [1.26, 3.49]**
1.02 [0.65, 1.59]
1.00 [0.61, 1.63]

0.59 [0.39, 0.88]*
1.21 [0.82, 1.78]
0.83 [0.56, 1.24]

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

Trustworthiness

1.76 [1.13, 2.75]*
0.75 [0.52, 1.09]
0.72 [0.49, 1.08]
0.55 [0.34, 0.87]*
0.80 [0.54, 1.21]
0.58 [0.41, 0.83]**

2.11[1.25,3.56]**
0.70 [0.48, 1.03]
0.70 [0.46, 1.06]
0.54 [0.35, 0.83]**
0.80 [0.54, 1.20]

0.57 [0.41, 0.81]**

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

New Knowledge

1.42[0.98, 2.05]
0.76 [0.50, 1.14]
0.86 [0.57, 1.30]
0.74[0.48, 1.13]
0.84 [0.54, 1.31]
0.75[0.51, 1.10]

1.95 [1.21, 3.14]**
0.74[0.48, 1.15]
0.82 [0.54, 1.25]
0.76 [0.51, 1.14]
0.86 [0.55, 1.33]
0.74[0.51, 1.08]

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

Key Points Clarity

1.65[1.09, 2.51]*
1.00 [0.66, 1.51]
0.97 [0.62, 1.51]
0.60 [0.40, 0.901*
1.08 [0.74, 1.58]
0.75[0.49, 1.13]

2.32 [1.34, 3.99]**
0.98 [0.62, 1.53]
0.89 [0.56, 1.42]
0.63 [0.42, 0.94]*
1.09 [0.75, 1.58]
0.74[0.49, 1.11]

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

Ease of Understanding

1.73 [1.16, 2.60]**
0.77 [0.52, 1.15]
0.80 [0.53, 1.21]

0.47 [0.30, 0.73]***
0.96 [0.63, 1.46]
0.72 [0.48, 1.09]

2.48[1.49, 4.14]***
0.70 [0.47, 1.05]
0.76 [0.49, 1.17]

0.48 [0.32,0.71]***
0.99 [0.66, 1.49]
0.71 [0.48, 1.05]

Intercept (Normal)
Keywords
Actionability
Novelty

Coverage
Positivity

Expression Quality

1.40[0.92, 2.12]
0.76 [0.51, 1.14]
0.83 [0.54, 1.28]
0.46 [0.29, 0.74]**
0.84 [0.53, 1.33]
0.71 [0.47, 1.06]

1.77[1.01, 3.10]*
0.72 [0.48, 1.07]
0.81[0.51, 1.27]
0.47 [0.30, 0.74]**
0.87 [0.55, 1.37]
0.69 [0.47, 1.03]

Table 8: Sensitivity analysis controlling for question-level variation. Odds ratios (ORs) and 95% confidence intervals
are reported for the main logistic GEE model and the sensitivity model including question ID as a fixed effect.
Normal is the reference condition. *p < .05, **p < .01, ***p < .001.

—0.466,p = .061), whereas Keywords does not
significantly differ from Normal (8 = —0.254,p =
.295). Notably, Positivity, which also receives rel-
atively low subjective evaluations, shows a strong
negative association with revision accuracy. This
may suggest that praise-oriented expressions some-
times distract learners from task-relevant corrective
guidance. In addition, hint-oriented feedback de-
signs such as Actionability may require learners
to perform additional inferential processing before
revising their answers. Although such feedback is
perceived as useful and supportive, the additional
cognitive effort required to interpret and apply the
guidance may reduce immediate revision accuracy.

I Statistical Analysis of Subjective
Evaluation

I.1 Correlation Analysis

First, to examine the coherence of the evaluation
metric, we aggregate participants’ evaluations of
each feedback element across all six criteria and
conduct a correlation analysis among the criteria.
Spearman’s rank correlation analysis reveals mod-
erate to strong positive correlations among all cri-
teria (p = 0.58-0.76). This result suggests that
learners’ subjective evaluations across criteria tend
to be correlated.
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L.2 Generalized Estimating Equations (GEE)

In the original analysis, we treated the three-point
subjective scores as continuous outcomes and ap-
plied Gaussian GEE. However, because the three-
point scale had limited variance and showed a
strong skew toward “Agree” responses, we revised
the analysis strategy. We first attempted an ordi-
nal GEE that preserved the three-point structure,
but the model failed to converge because of quasi-
complete separation. We therefore dichotomized
the ratings into Agree (3) and Not Agree (1-2) and
adopted logistic GEE as the primary analysis.

For completeness, Table 7 reports the results of
the Gaussian GEE analysis. The overall directional
patterns are broadly consistent with the logistic
GEE results, although some significance patterns
differ, particularly for Positivity.

I.3 Sensitivity Analysis Controlling for
Question-Level Variation

To examine whether question-level variation af-
fects the estimated effects of feedback elements,
we conduct a sensitivity analysis by adding ques-
tion ID as a fixed effect to the logistic GEE model.
We use question ID as a fixed effect rather than a
crossed random effect because the study includes
only seven questions, which is insufficient for sta-
ble estimation of item-level variance components.

We compare the main model, score
feedback_type, with the sensitivity model, score
feedback_type + C(question_id). As
shown in Table 8, the estimated effects of the feed-
back elements remain highly similar across the two
models, with only small changes in odds ratios (ap-
proximately 0.01-0.05 for most comparisons). In
particular, the main patterns for Novelty, Positivity,
and the other feedback elements remain unchanged,
indicating that our conclusions regarding relative
differences between feedback designs are robust to
adjustment for question-level variation.

The intercept for Normal changes more notice-
ably after adjustment and becomes significant for
additional criteria. This likely reflects differences
in baseline evaluation levels across questions, but
does not alter the relative comparisons among feed-
back elements.

~

~

J Example of Feedback

Table 10 presents concrete examples of the feed-
back generated by each method. The examples
shown were generated when a learner selected (2)
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Elbow for Different Cluster Numbers

1200 4

1100 1

1000 1

Distortion

900 +

800 1

700 1

600 1

2 3 4 5 6 7 8 9
Number of Clusters (k)

10

’

Figure §: The result of elbow method. a distinct “elbow’
or inflection point is observed around £ = 3 and k = 4,
after which the rate of decrease becomes gradual.

in response to the correct answer, (1. In Normal,
the system provides a concise explanation after
stating whether the answer is correct or incorrect.
Keywords highlights essential terms by enclosing
them in brackets (e.g., [] ). Actionability includes
specific, actionable instructions, such as “first orga-
nize your reasoning into three steps” or “examine
all four elements as a checklist:” Novelty incorpo-
rates university-level content related to the problem,
while Coverage provides a comprehensive expla-
nation touching upon all perspectives necessary
for answering the question. Finally, Positivity em-
ploys an encouraging tone, such as “Focusing on
the involvement of the pancreas in the regulation
of hypoglycemia is an excellent perspective!” All
feedback are generated in Japanese.

K Result of Elbow for Clustering

To determine the optimal number of clusters for
grouping learners’ personality traits, we employ
the elbow method. Figure 8 presents the results of
this analysis. As shown in the figure, a distinct “el-
bow” or inflection point is observed around k = 3
and k = 4, after which the rate of decrease be-
comes gradual. Based on these results, we consider
both three and four as potential cluster counts. Ul-
timately, we adopt £ = 3 to maintain consistency
with the three personality types widely reported in
previous literature (Asendorpf, 2002; Wall et al.,
2019; Takami et al., 2023).

L Prompt

Figures 9, 10, and 11 present the prompts used
for feedback generation. Figure 9 provides an
overview of the generation process, while Figure 10
and 11 outline the specific details of each feedback



element.

M Computational Experiments

We select GPT-5 (Singh et al., 2026) to generate
feedback because some biology questions contain
images, which require multimodal understanding,
and GPT-5 provides strong overall performance.
We use a temperature of 0.1 for feedback gener-
ation and do not perform hyperparameter tuning.
Generating feedback for all 222 instances required
approximately two hours.

64



You are an experienced high-school biology teacher with 10 years of experience preparing students for
university entrance exams.

Produce concise, diagnostic feedback in Japanese for a student's answer

to a multiple-choice biology (4#1EHE) question.

## Context: All Pedagogical Elements
Below is the complete list of pedagogical elements. Each entry uses the format:
- name: <element name>

status: APPLY | DO_NOT_APPLY

instruction: <detailed instruction text>

{all_elements_text}

## Task: Selected Elements

You must ONLY apply elements whose status is APPLY in the block above. Ignore any entry marked
DO_NOT_APPLY.

The subset to focus on for this item is marked as APPLY in the block. ({selected_elements})

## Output requirements (strict)
- Language: Japanese.
- Style: Supportive yet academically rigorous.
- Structure: produce **3-5 sentences** total written as continuous prose (no section headers, no labels).
1. Assessment
— 1 sentence: acknowledge correct understanding **or** identify the core misconception
(shaped by the selected element).
2. Reasoning Guide — 2-3 sentences: explain or guide thinking using the element's approach.
3. Action Step — 1 sentence: a concrete next-step aligned with the element.
- Do NOT reveal the correct answer directly or write
"IEf#(E~" / "RIEfZ” (Correct/ Incorrect) in a way that discloses the key fact.
- Length: 3-5 sentences total.
- Tone: supportive, challenging, factual.
- If images are provided, explicitly incorporate them into the reasoning.
- Do NOT include greetings, apologies, or meta-commentary.
- Remain factually accurate and avoid misleading claims.

## Output self-check

After composing the three-part prose, internally ensure (and then output) that:
- Total sentences between 3 and 5.

- No section headers or labels present.

- The correct answer is not directly stated.

If any check fails, correct the output before returning.

## Input (fill these fields)

Question: {question}

Choices: {choices}

Correct answer (for reference; do not reveal): {correct_answer}
Student choice: {student_answer}

### Generate feedback now:
(Produce only the final 3-5 sentence Japanese prose that meets the constraints.)

Figure 9: This prompt is overview of the generation process.
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PEDAGOGICAL_ELEMENT = {
"baseline": "neutral, factual feedback (concise)",
“applicability_of instructions”:
“How the student should approach the problem;
focus on stepwise instructions or metacognitive strategies.",
"keyword": "concept labeling with minimal, optional elaboration",
"information_novelty":
"brief advanced insights or pointers to further reading (no fabricated citations)",
"target_coverage": "What knowledge elements should be included;
focus on completeness and missing parts.",

neon

"positive": "supportive, confidence-building tone (professional, not excessive)"

H

DETAILED_INSTRUCTIONS = {
"baseline": """
Generate neutral, factual feedback:
- State what is correct or missing objectively in 1 sentence.
- Explain the standard textbook-level reasoning in 1 short sentence.
- Avoid motivational language and deep strategic guidance.
- Tone: matter-of-fact, concise.

- Recommended length when used alone: total 3-4 sentences (Assessment+Reasoning+Action).

"o

"applicability_of_instructions":
Provide guidance on how the student should approach the problem, combining two levels:

1. Concrete instructions:

- Suggest clear, step-by-step actions the student can perform.

- Example verbs: "FIE L T Za W, "SHEL TSIV, "pfEL T fEE 0.
(Example verbs: “List,” “Calculate,” “Classify.”)

- Focus on *how* to process the information, not on *what* knowledge to include.

2. Metacognitive instructions:

- Encourage the student to reflect on their own thinking.

- Suggest breaking the task into sub-tasks, solving each, and checking completeness.
- Example: "&£ I EBRFBOBHZHER L. RICREZERZERVWHEL T L0

(First, examine the rationale for each option, and then identify any deficiencies.)

Recommended output:

- Combine concrete and metacognitive guidance naturally.

- 1-2 sentences for actionable steps, 1 sentence for reflective prompt.
- Do NOT list all knowledge elements (that is target coverage's role).

e
)

"keyword": """

Emphasize labeled terminology, allow minimal clarification:

- Provide 1-3 bracketed keywords: [%7l] , [H&X] . (“stomata’, “transpiration”)

- Optionally add one very short explanatory phrase (<1 sentence) to disambiguate a keyword.
- Avoid multi-sentence explanations in this element—keep it label-focused.

- Recommended output when used: keywords + 0-1 short clarifying sentence.

unn}

Figure 10: This prompt outlines the specifications for each feedback element, consisting of PEDAGOGICAL _ELEMENT
and DETAILED_INSTRUCTIONS. It presents the DETAILED_INSTRUCTIONS for Normal, Actionability, and Keywords.
The remaining elements are detailed in Figure 11.
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n. o

"information_novelty":
Provide curiosity-sparking pointers that connect to university-level biology, without fabricating sources:
- Introduce 1-2 related advanced concepts or research areas as keywords for further exploration

@ TFOTIRUY, TEELL "YU FIURE )

(e.g., “aquaporin,” “membrane potential,” “signal transduction”)
- For each keyword, briefly explain (1-2 sentences) what it is and why it's relevant to the current topic
- Explicitly show how this connects to university-level biology

(B: TKEOMBPEYFETIE. ZOHEAELDFELSEVET )

((e.g., “In university-level cell biology, this mechanism is studied in greater detail.”))

(For each keyword, briefly explain (1-2 sentences) what it is and why it is relevant to the current topic.)
- Frame as exploration suggestions:

I~ZDWTHANTHZD EEEVWTLELE D) T~EWSF—T—RTHRET 2 EEBBIREDET

(“It may be informative to look into ~,” “Searching for the keyword ~ will deepen your understanding.”)
- Do NOT cite specific papers, books, or fabricate publication details
- Keep it concise (2-3 sentences total) to maintain focus on the main explanation

Example format:
FZORBIEEL T, TOO) EVWSF—T—RZFARTHEL &£,
INIF[BELRHATT. KEOAAZTIE, ZOHEANED LS IC[&DEBELRRA]IC
BEDehEFUFET, |
(This topic is related to the keyword ‘OO),” which may be worth exploring.
It refers to [brief explanation]. In university-level AA,
you will learn how this mechanism connects to [more advanced concepts].”)

nn
5

"o

"target_coverage":
Focus on what knowledge or concepts should be included in the answer:

- Identify all critical components the student should mention or consider.

- Provide a concise checklist or summary of these points.

- Highlight missing elements or partially correct coverage.

- Do NOT give step-by-step instructions; focus purely on content coverage.

- Recommended output: 2-5 items, short phrases, optionally indicate 'present' or 'missing'.

nn
>

n,onnn

"positive":
Highlight what the student did well, focusing on correct reasoning or accurate identification:

- Acknowledge specific strengths in their answer (1-2 concrete points).

- Use a highly positive, warm, and enthusiastic tone that celebrates their effort and understanding.
- Include encouraging expressions to make the student feel accomplished:

e.g, " EBESLWI |" "CZETTECRETT I,
RYCHEBNEATWE TR TN L T O DR IFTEETT |

(e.g., “Excellent!”, “This is very impressive!”, “Your understanding is clearly improving!”,
“Great work!”, “This part is perfectly understood.”)
- Optionally suggest a small, non-critical next step to reinforce confidence in a cheerful way.
- Keep sentences short, uplifting, and affirming;
do NOT introduce new knowledge or elaborate on missing content.
- Recommended output: 1-2 sentences praising success, with optional cheerful reinforcement.
- Examples of tone:
"BIESLWI TEHSFEEGEWTIR!, "K<TETWLWEIR
BROEAEENARYICTWVW! |, "TTETTERBRAT, BETY ! 1”7
(e.g., “Excellent work—this is very close to perfect.”, “Well done. Your progress is truly impressive.”,
“It is impressive to see how far you have come.”)

e

}

Figure 11: This prompt continues the specifications for each feedback element from Figure 10, specifically
presenting the DETAILED_INSTRUCTIONS for Novelty, Coverage, and Positivity.
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Item Content

Task Answer the following questions regarding ecosystem functions and human health. Humans live surrounded

by various organisms, some of which can be harmful to our health. For example, diseases such as typhoid
and dysentery are caused by (Ki: Bacteria), while others like measles and smallpox are caused by (Ku:
Viruses). Some organisms enter the human body through food, leading to food poisoning. In addition, there
are illnesses such as athlete’ s foot caused by (Ke: Fungi).
The processes shown in Figure 1 are essential for maintaining a balanced nutrient cycle within an ecosystem.
However, human intervention often disrupts these functions, leading to various environmental issues. From
the options below, select the most appropriate combination of Disruption Causes (u—ka) and the
resulting Environmental Problems (b—g).

(Disruption Causes)

[u] Discharge of hazardous substances such as heavy metals and DDT.

[e] Excessive use of chemical fertilizers.

[o] Factory emissions and automobile exhaust gases.

[ka] Reduction in groundwater infiltration due to pavement and the conversion of farmland into residential
areas.

(Resulting Problems)

[b] Acid rain causes a loss of biodiversity in flora and fauna.

[c] Substances accumulate through the food chain (biomagnification), causing harm to the human body.

[d] Ozone holes form, leading to global warming. (Note: Scientifically, ozone depletion and global warming
are distinct, but this reflects the original text.)

[e] Increased productivity in rivers and lakes leads to eutrophication.

[£] Spring water dries up, resulting in a loss of biodiversity.

[g] Forest reduction leads to the progression of desertification.

Choices @ bedf, @ befg, @ bgcd, @ bgde, @ cbfe, @ cdeg, (7) cebf (8) cedg

Coverage
(Choice: You attempt to match each cause with its corresponding result, but you must verify which specific problem
) each factor (u—ka) triggers. Specifically, focus on these direct correlations: heavy metals and DDT lead to
biomagnification [c], chemical fertilizers cause eutrophication [e], factory and automobile emissions result
in acid rain [b], and reduced groundwater infiltration leads to the depletion of spring water [f]. While Option
@ includes desertification and ozone holes, these do not directly link to the causes (u—ka) specified in the
problem. Please re-examine the correspondences (u — ¢, e — e, 0 — b, ka — f) and select the correct
combination.
Baseline
(Choice: You are experiencing some confusion in correctly linking several causes and their results. Please system-
) atically organize the causal relationships based on their environmental mechanisms: heavy metals and

DDT trigger biomagnification (u — c), excessive chemical fertilizer use leads to eutrophication (e — e),
factory and automobile emissions cause acid rain (0 — b), and reduced groundwater infiltration results in the
depletion of spring water (ka — f). Verify exactly how each disruption factor affects specific parts of the
ecosystem, and carefully re-evaluate the sequence of problem combinations corresponding to the order of
causes (u, e, 0, ka).

Table 9: Examples of leaked feedback. These examples illustrate feedback generated when a learner selects (2)
(Coverage) or (5) (Baseline) instead of the correct answer, (7). The problem requires matching specific causes with
their corresponding issues. Although the feedback does not explicitly state that (7) is the correct answer, it indirectly
reveals the solution. By considering the causal combinations presented in the feedback, the learner inevitably
identifies (7) as the only logical choice. The task and feedback shown here are translated from the original Japanese.
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Item Content

Task Glucose is an essential energy source for the cells that constitute the human body, and it is continuously supplied to all
cells via the bloodstream. ... Therefore, to ensure stable cellular activity, the human body is equipped with a regulatory
mechanism that maintains blood glucose levels (the concentration of glucose in the blood) within a constant range.
Diabetes mellitus is a disease in which this regulation of blood glucose fails, resulting in the excretion of glucose in
the urine. To diagnose diabetes and determine appropriate treatment strategies, there is a test in which 75 g of glucose
is administered in a fasting state, and blood glucose levels and blood insulin concentrations are measured before and
after ingestion. This test is known as the oral glucose tolerance test (OGTT). With regard to the mechanism described in
brackets, select the most appropriate regulatory pathway that operates during hypoglycemia from among options @ to @
ZNaA—A (TRIFE &, b0 REMET ML > TEERTIVF—ETH D, MEIZE > TTRTOMEICE T
%. .. TIT, HEULMIBESZBGES 570, MAbofkicid (MEE (Mgrh o2y 2 — ZEEE) & @O MmO HA] A4
DoTWD. FEEIEIE, ZOMBEHE S £ < WA RY, REIZZVA—ZABPEI NI THS. FIREOBE & v sl 2 kD 5 72
&, EFEIHZTSgD ZIV 3 — R & MRA, ZOHi%THIHEPMEH O > 2 ) VRER L 2N MEN DD, ThEEAMRBKRE V. (] 2
BILT, (RIUBERC 27 5 < IO KGR & L Tikb i 2 0%, ROM~DD > b s —DHA,

Choices (1) Diencephalon — Pituitary — Adrenal gland — Glucocorticoids (1) Flli— 4 T Ttk — I — EaLF a1 K
@ Diencephalon — Parasympathetic NS — Pancreas — Adrenaline (2) il — &l i — BiE— 7 KL+ v
@ Spinal cord — Sympathetic NS — Adrenal gland — Glucagon (3) #fili— zZ it — BB — ZVh T
@ Spinal cord — Parasympathetic NS — Pancreas — Insulin (4) #iti— RIZ0HiHg— H— > 2 ¥

Normal There is an error in the combination of the parasympathetic nervous system and the hormone secreted by the pancreas
in the regulatory pathway during hypoglycemia. During hypoglycemia, it is necessary to increase blood glucose levels;
therefore, the sympathetic nervous system becomes dominant, and hyperglycemic hormones are secreted from the pancreas
and adrenal glands. ... Review the secretion sites of each hormone (pancreatic a-cells and S-cells, adrenal medulla and
adrenal cortex) and organize whether each hormone acts to increase or decrease blood glucose levels.

S MBI D FA TR I IZ DN T, RIS & gD 5 B X 1B RIVE Y OMAG ORI 2B b £ 9. RIEERHC I MPEEZ2 FH S50
ENH B0, RBMRRPEAICAR D, MIEPHE D S I ERALVEYRPRINET. . AL E Y OSBIAL (BIHD oMl - SR,
RIEHEET - AR RED &, TnEhH bz LA SENETI 202 UEL T 230,

Keywords During hypoglycemia, it is necessary to increase blood glucose levels; therefore, it should be reaffirmed that the
sympathetic nervous system, rather than the parasympathetic nervous system, is activated. ... Furthermore, under the
emergency condition of hypoglycemia, “the diencephalon (specifically the hypothalamus)” serves as the central
regulator, integratively controlling both the endocrine and autonomic nervous systems. As a result, “glucocorticoids are
secreted from the adrenal” cortex and adrenaline from the adrenal medulla. ... (MR XM 2 £ 5 B8 D 5720,
IS RN TR S R RATEMAL S N MABMAL XU £ 5. . 7z, K WS RAHETE (B BETEH)] »iddsio
TN IR EAMRROM G2 HARICHTL, (BIBRE,SOEEINFIA K] PAIFEHE2»SDOT RV FY VBB BEIhET. .

Actionability When considering the regulatory pathway during hypoglycemia, first organize your reasoning into three steps: (1)
which organ detects the decrease in blood glucose levels, (2) which nervous system is involved, and (3) which
hormone is secreted and from which organ. ... For each option, examine all four elements as a checklist: the starting
point of the pathway (diencephalon or spinal cord), the type of nervous system involved, the hormone-secreting organ, and
the final hormone, and determine whether they are all appropriate for the hypoglycemic response.
BIERORGRELEZ2BIE, =9 (CORBFMBETL2RBAT 20 [COMBRIEEST 20 [EOFLEVAEDREN SHBE
oD EVWIIDORTY FIKHIFTERBL T LIV, L FBRNCOWT, RBOMAES (Fls» &), MikRomEE KLEvy
WHE, BRIV E Y D4R T N TOMEIMPHES & LTIELWAE S PEF 2y 7Y A PO L IITHIEL T ZE W,

Novelty ... In relation to this topic, it may be informative to examine the keyword “HPA axis in the stress response.” The HPA axis
(hypothalamus—pituitary—adrenal cortex axis) is an important pathway that increases blood glucose levels by secreting
glucocorticoids under stress conditions such as hypoglycemia. In university-level endocrinology, one studies in greater
detail how this axis integrates various stress responses and regulates gene expression via glucocorticoid receptors....
- ZORFITBE LT, TA PV ASEICE T ZHPAR] L \W5 F—7 — FEHNTHS LHAWTU & 5. HPARIGAR T H#6- T Hepk-I 1 5
filyi, RILBE R E DA NV ARHIPFE IV F a1 R UILEEEE2 EIF 2 EEARKTYT. KZEORFRBETE, ZOMHPEDL S ICHHK
BRAMLRBEEREL, VA2V F I FRRGEEZN L CRGEFRREAD T 202 L UFHLCR2UVEY. .

Coverage In considering the regulatory pathways during hypoglycemia, it is necessary to systematically organize the combinations
of the nervous systems involved and the hormones released. ... When evaluating the options, verify the validity of each
pathway from the following three perspectives: (1) the distinction between the adrenal medulla and adrenal cortex,
(2) the difference in function between the sympathetic and parasympathetic nervous systems, and (3) whether each
hormone (glucocorticoids, adrenaline, glucagon, and insulin) acts to increase or decrease blood glucose levels.

M MURERG DFFTHRIIC DWW T, 5T 2HRRA L RLEY OMAG DY BT 2 R ENH 0 £9. . BREARNT 28I, (DRIBsE
CRIBREORY, QXBHEEAZBHROEADEY, QBFLEY BEEILFIAE, PRLFYY, FLATY, AVRYY)
miEEE ERSE2OTRIEZD, O=DDBERDOERBOZLMEERAL T LS.

Positivity Focusing on the involvement of the pancreas in the regulation of hypoglycemia is an excellent perspective! The
pancreas plays a crucial role as a central organ in blood glucose regulation, and recognizing its importance is highly
commendable! ... By systematically matching each hormone with its effect on blood glucose levels (whether increasing
or decreasing) and identifying the associated neural and endocrine pathways. ...

AR U R 0D A 1 12 AR A3 BE 59 % AU A5 U 7z D USRS & L WALIR T3 || IR OB AR 0 i 2 3 & U CIRRIC R AR M 2 72 L T
VWBEDT, TORIKIT I LFASIZFIVZ eTyal . ARIMHEE WS RBERHAED LD & 5 SR L AVE Y THILYT 20, RIZ
A M VRAREDORE AL TATLZI W, .

Table 10: Examples of feedback generated by each element. These tasks in this study are sourced from Japanese
university entrance examinations. All tasks and feedback are originally presented in Japanese. The examples shown
illustrate the feedback generated when a learner selects (2) instead of the correct answer, ().
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English

Japanese

Title: Evaluating the Effects of Generative Al-Based Per-
sonalized Feedback on Learning Motivation in High-School
Biology

Research Objective: This study investigates how person-
alized feedback generated by generative Al for high-school
biology questions influences learners’ motivation and un-
derstanding. The findings will contribute to research and
development of generative Al technologies.

Generative Al produces feedback using multiple methods,
and participants evaluate the quality of the feedback. By
analyzing these evaluations, we identify which feedback
characteristics are more effective for learning motivation and
understanding.

Procedure: Participants complete the following activities as
part of their winter vacation assignment: (1) submit answers
through the system, (2) review and evaluate Al-generated
feedback, (3) answer pre/post questionnaires, (4) complete
confirmation tests, and (5) allow collection of learning logs
such as study time and progress.

Data Usage and Consent: Collected data such as answers,
questionnaires, and learning logs are gathered as part of edu-
cational activities. Whether these data are used for research
purposes depends on participant consent.

If participants agree, anonymized data may be used for aca-
demic purposes such as research publications and confer-
ence presentations. If participants do not agree, they can still
complete the assignment and receive Al-generated feedback
without disadvantage.

Confidentiality: All collected data are securely managed
and analyzed after anonymization. No personally identifiable
information will be disclosed in publications.

Voluntary Participation: Participation in this study is com-
pletely voluntary, and participants may withdraw at any time
without penalty.

4 ML EFERIZE T B EBANT X BEH] 7 1«
— RNy 7 OZEEZARA _Eh R OMEE

MEOBER : ZOMEIR. EREEHRIz, £t
WO U THERAIDMEZEN 7 + — KN 2
(AAVF) D YOLDBEHEERFED L FHEMND
Mz EB M2 2FEEL, BonMRE2ILLE
ﬁM?mh%%@E&k ZNTBHZ e EZHKMELT
WE
B O FETERAID 7« — KAy 2 &2EK L. *
OB EREDBEZ LICFEMLTESVWET, %
DFMFEREZ DT BT, EOEZEDT7 ¢ — R
/*‘\7;755‘4: D FEBERACCEARIZ BN R &2 B S DT
LT,
EHEFIE : XARADHEED L LT, UFOTFIE
THEBZIToTWEEEET, () FEOMEE2 Y
AT L ETHRE Q) ERAIDMER LT 4 — RNy o
(TAVN) OHER - 30l 3) Hai7 v or— b - Hg
TV — b ADEE 4) HERT A N OE (5) FH 0
7 (B b M AKERE, 8, FREER R YY) DIUE
F—SOMYFEWERBICDOWT : ZOEETHES
NLHTF—X GREME., 7or—bh, FHEashY)
i, ABEFEHO—-Br ULTEINET, Fhoh
INEXNET—XEZMEANTHHAT 2L S I
DWVWTIE, BXADHRBIZEOWTHREINE T,
HET 5] 28RUEGE: NELEZT—XE2H
5 FRFEKR - HSCRER L OEMERICHEEL £
I, TREFELLIN HEAVPREINS Z 2T
HHERA,
MEELURW] Z2ERRUZEE  IEMBIZITWE
ﬁﬁﬁ\@%fﬁbmt;é74—bh/7%Hi
D, HEEITSZENTEET,
BEBRREE - IR LT — XISMEICE I, F%
BEEARTIBICEMEAAPREINDEZ 2 EH D

i't‘:’.'/u
<7, ?¢T¢ET5% % TWE@A%WT4
F—Udb £HA,

Table 11: Consent Form Used in the Empirical Experiment.
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English

Japanese

Title: Evaluating the Effects of Generative Al-Based Per-
sonalized Feedback on Learning Motivation in High-School
Biology: Pre-questionnaire

Research Title: Evaluating the Effects of Generative Al-
Based Personalized Feedback on Learning Motivation in
High-School Biology

This is a pre-questionnaire for evaluating the effects of per-
sonalized feedback generated by generative Al on learning
motivation. Please select the option that best matches your
thoughts. The questionnaire takes approximately 15 minutes
and consists of 70 yes/no questions.

A4 KNIV EYEBIZIB T 3 ERALZ X B 7 «
— RNy 7 QPR ENRE ENROMIE FHEiT v
—h

YA ML EYEEIZB T 5 AEKANC X BT
T4 — RNy 7 OFEEBME LRI R OMGE

ik, ERAUZ X AR T 1 — RNy 2 DOFEEE
Ma LR OME DD DHER T v — N T, B
ToOBEMOF» S5, BT WVEREZBERLTLZ
AN

FREMEP LZ150 T3, UATFTOBEMIZHL
T, NMEW] 4201 Twnwz ] THELTLEZX WD,
Biix7ofd»d 0 £9,

I often act without carefully considering problems.
I tend to be somewhat lazy.

Compared with others, I am talkative.

I tend to be quiet and inconspicuous.

I am considerate of others.

I cannot completely trust even close friends.

I can think ahead about the future.

I tend to worry about trivial things.

I do not get tired easily.

I tend to make decisions impulsively.

I have a lively personality.

I work energetically on tasks and studies.
I worry about things unnecessarily.

I am not good at speaking in front of people.

I try to be kind to everyone.

I am not very anxious.

I believe I am not particularly nervous.

I tend to become emotionally upset easily.

I actively socialize with others.

I do not care much about how others see me.

I tend to do things thoroughly.

I often become confused when facing difficult problems.

I tend to be shy.
Compared with others, I worry a lot.

I try to cooperate with group decisions.
I tend to overcomplicate things.
I tend to get bored easily.

I quickly want to give up when things do not go well.

Something is always bothering me.
I know words from many different fields.

RE 2 R BT MET L W T, ETIIB T 2% 0»
EbHL o0k e, RIERSGFTT,

MDA EHARD L EFETT,

Ebonknwd e, HBRTHNZRBWETY,
B0 2h55TT,
BIUWHHTH, RYIBEHT A LIETE EHEA.

kO Z 2 RETZEeNTEEHTT,
EITHWVWWI L%, KJURDEAYRH 0 £,
FENPTLWEHY FHA,

BRI FEERDZD, fTHILTLEVET,
Ebohbnwd b, IZERhRMKTT,

LR MERIZ IR IAIZE D A E T,

B THOBREDL W LETORELTLES DT
W9,

AR CETDIRET T,
HIZTHLHYNZT B LS 0DITTVET.
HEOOEMETIEZH D XA,

fd A& FERRIZ, HRETIIZVWEELTVWET,
Ehomi ik, [EFLAEHEL T,
FRBIIZ AN EH S H T,
RIZATIZ2KIZT5H5TED D THA,

EHEonk WD e, FERIZXSH5TT,

U WRBEIZ R0 5 &, BENEILT 52 0%\,

Ebohend E, Bl AARETT,

i N HRB L, DNINKALZD, Boubd 5
7203 BHTT,

AATETRDIZZ 2 1E. TEAETIHALEI &R
WET,

MELZ2H L EINDBTT,
EbEonend e, fllES5IFVWAETT,

MENS T nhkne, FCIBIFHLAELSRD
Ec

WO BANRELND TT,
WAWARDEOEEZM>TVWET,

Table 12: Big Five personality trait questionnaire items used in this study (Murakami and Murakami, 1997). The
questionnaire consists of 70 items.
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English

Japanese

I tend to be cautious of others’ kindness.

I am not good at analyzing problems.
I have given up on things because I thought I lacked ability.

I think I could greatly contribute to society if given the
opportunity.

I tend to have a quiet personality.

I often quit things halfway.

I do not strongly assert my opinions.

I make friends easily.

I certainly lack confidence.

I am better than others at finding common patterns among
problems.

I think I could become a good leader if given the opportunity.

I am an important person.

Most acquaintances like me.

I am always worried about something.

I do not want to cooperate if it disadvantages me.

I am knowledgeable about many things.
I rarely think of unconventional methods.

I tend to be warm-hearted.

Even sincere work does not benefit people much.
I am full of confidence.

I think logically.

I become flustered easily.

Compared with others, I act actively.

I can remain calm even in upsetting situations.

I work toward clear goals with appropriate methods.

I brood over things.
People say I am energetic.
I am very poor at speaking in front of classmates.

I tend to think more sophisticatedly than others.
I tend to be taciturn.
Compared with others, I can grasp the essence of things.

I worry even about trivial matters.
I believe people’ s words often hide ulterior motives.

I tend to lose perseverance easily.
I try to think from others’

perspectives.

I often become nervous and irritated.
I usually make detailed plans before trips.

I help others even if it is troublesome.
Talking to strangers is exhausting for me.
I like taking care of children and elderly people.

A SHEIzENB L, @ALTLYED Y TS5 TEW
L»R5TY,

MEZ DT 5 DREFR S TT,
BTN z2 T35 h080WeE-T, HEodT
LE-ZeamEdrd b £9,

e 2hiE, RicHEofRIz&r>Z e BN TE
DI BWET,
EbohEnd Ek, B L WEKTT,

A IZE D A TH, FRPIHTRDOTLES Z &
ML,

HEVALDERZERELEWVWETT,
DOANERU XD, TIZKENRTESLHTT,
FTHEPIZEEIZRITTVET,

WA WA ZRERHEMN S B U AEE 2 RO
TOIE. FErPDOALVEETYT,
Waxz5EzohniE Bolw) —X—iznnbd
EEWET,

FIXEEAY T,
FEAEDHIADSHIPNTWET,
WOLRDBND BRI H-T, BELEZEHA,
AARTHRDZZETH, HOIANIZRBEEIX
WL DD ERA,
VOALWELZH>TWEHTT,
WOhEESERDHE, BhRPEVWDOEEEA,

Ehohnwi e, AERHDOVWETT,
HWEICAEFEEZLTH, HEOHITIERD A,
BEIZHLHINTVWET,

EZ N T TYEE2EZ ST,

TCIT, FTFETULET,

EPDANELERD EIERIZITEIT A /5T,
KEDODADPEIET B LS50 EETH, BbEVTH
MTBZeNTEET,

Z-o& D U-HERZFE-> T, #Y&X» D FTHDY
MAE T,

&L &FBZRAAZET,

FTEPEVWEEbNET,

ZRTIE I ADANLEZLDORITEHETONDEL EF
TUL7z (TY),

FEPDONE VGBI NEEZFE2TEHTT,
EhLohknwd e, EOTY,
IEDRDANLLERE &, YIHEOKRED R 2 HTT.

CETFLULAZLETRIZE>TLEVET,
ANDEHEIZIZELHLZDT, TOEXEELRVAMN
BuweEwxd,
Ebohenwd b, ZHBET, BEAYRVWETT,

§0%A®ﬁ%umof%ié$5u®ﬁwfmi
BIRLTAS91 5322 EL<HD T,

fRf77 Tk, Do UOMPEHHEEZITR I L
MEAN,

ANWF DD, o WVWRI THERD £7,
WRTHDAN L TR TLDIXERFNDEE DT,
TP EANDOMEEE2 T 2D ETT,

Table 13: Remaining items from Table 12 of the Big Five personality trait questionnaire used in this study (Murakami

and Murakami, 1997).
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English

Japanese

The following questions ask about your prior understanding,
learning experience, and learning motivation regarding biol-
ogy and Al-assisted learning. Please select the option that
best matches yourself.

IS MO Y HE DB DAL 5 7258
IZEL T, BXADOHENMOMME - LR - 28
BAIZOWTHBHEELEYT, BREIZITART, il
HEIIHREDTIZELZLDERATLIEIN,

I am good at basic biology.
1: Very poor  5: Very good

EYEBBIIER BRI TH S
L& THEET 5 2 THERE

How frequently do you use generative Al (e.g., ChatGPT,
Gemini, Copilot) in daily life?

Never

Occasionally (less than once a month)
Sometimes (a few times a month)
Frequently (a few times a week)

Very frequently (almost every day)

Hrptld, HEEGEO R THERAL (i : ChatGPT.
Gemini, Copilot’Zs &) % ¥ DOREEOMEE TH AL T
WEFH

E{FAL TV
LEYERAT S (17 AlZ1EERR)
HLEEFMATS (FiTEkE)
KL<HAT S GHIZEE)
IHEIHBEICRAT S (ZIFmH)

I have used generative Al for studying before.
Yes
No

INFETIZERAIZF > TR L-Z 0355
R L2 & D
MR L 7= 2 & AN

How much do you trust information or answers generated by
AT?

1: Do not trust atall ~ 5: Trust very much

ERRAIDE S ZBWMPEZ 2 DL S WEHLTWY
% H
I &< fEETER\W 5 L THEHETES

I think Al-generated feedback is useful.
1: Not useful atall ~ 5: Very useful

AT LB 74— RNy I RIZNEDERDS
It &< BRI VWERES 5 e THEZRITIDER
>

Table 14: Additional Pre-questionnaire Items Used in the Empirical Experiment.
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