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ABSTRACT 

 

Instructional feedback has been demonstrated to be a critical element in student 
learning and achievement. While important for learning, instructional feedback is challenging to 
provide and challenging to receive. Research suggests that instructional feedback is often 
underutilized, particularly in post-secondary education.  

Pre-service teachers are in a unique position of being both receivers and providers of 
instructional feedback concurrently. There is a lack of research examining the perspectives of 
this group as it relates to the receipt and application of instructional feedback as well as their 
intentions regarding the use of instructional feedback in their future practice. 

This case study explores the perspectives of elementary pre-service teachers in the 
advanced stages of their teacher education program. A three-part interview protocol included a 
constructed scenario, a guided recall, and direct questioning about beliefs and values. The 
protocol was used to identify the ways in which pre-service teachers experience instructional 
feedback, understand instructional feedback, intend to use instructional feedback in their own 
practice and pre-service teachers perceived level of preparedness to do so. 

The results demonstrated that this group of pre-service elementary teachers values 
instructional feedback as a tool for learning, are hungry to receive effective instructional 
feedback from experts in the field, and would like more practice and preparation to be able to 
provide effective instructional feedback to their K-8 students. While this case study is a 
spotlight on a specific group of pre-service teachers in one specific teacher education program, 
the findings suggest that pre-service teachers as a group may also be unique in their 
understandings and appreciation for instructional feedback. 
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CHAPTER ONE: INTRODUCTION 

 Parents pull children away from a busy street to protect them, teach and reinforce safe 

behavior. Spouses smile and are kind to each other or frown and argue as they negotiate the 

path of their relationship. Employers engage in performance reviews to guide the actions of 

employees and ensure that everyone is working toward the same end. With an eye to the 

future, teachers manage their classrooms, plan and teach lessons, and evaluate both teaching 

and learning – all to facilitate students’ development of the knowledge and skills required 

participate as contributing adults in a complex and ever changing society (Serdyukov, 2017; 

Michel, 2019). Each of these activities is an example of feedback, essentially, “information 

about how we are doing in our efforts to reach a goal” (Wiggins, 2012, p. 11). This case study 

focused on a key process in the arena of teaching and learning -- the information given to, and 

received by, students regarding their progress toward academic goals, referred to as academic 

or instructional feedback (IF). In alignment with Wiggins’ (2012) definition, IF is information 

about the gap between the actual level and desired level of a learning product (Sadler, 1989). 

IF is a fruitful area of inquiry because of the considerable potential impact this type of 

information can have on student learning.  Bellon et al.(1992) uncovered evidence that 

“Academic feedback is more strongly and consistently related to achievement than any other 

teacher behavior . . . consistent regardless of grade, socioeconomic status, race or school 

setting” (p. 277). This statement might imply that IF is a panacea for advancing student 

achievement. Indeed, Hattie (2003), in a large-scale synthesis of more than 500,000 studies 

about student achievement, estimated that teacher feedback had the largest average effect 
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size (d=1.13) of all teaching interventions. Effect size does not assess the significance of a 

difference between two outcomes, but rather gauges how large the statistical difference is. In 

this case, Hattie’s finding of an unusually large effect size suggests that feedback has an 

exceptionally strong positive relationship to achievement.  

While critics submit that Hattie’s meta-analysis methodology artificially inflates effect 

size and fails to critically evaluate the quality of the underlying studies (Snook et.al, 2009; 

Bergeron & Rivard, 2017; Slavin, 2018), subsequent analyses have consistently shown a 

moderate to strong positive relationship between feedback and student achievement. Other 

researchers also advocate that these meta-analyses have a role in education research to 

provide evidence and to offer a perspective for guiding inquiry (Bangert-Drowns, 1991; 

Myburgh, 2016). The dispute over how to best measure the impact of feedback in education 

points to the need for further research and to engaging different approaches to research for 

this question. As educators know, there is no universal remedy in the teaching and learning 

process. In most cases, teachers are profoundly aware that every teaching choice is more 

complex than it might appear to outside observers. The effectiveness and quality of feedback 

entails coordination of a complex array of objectives, settings, instructors, students, and 

interpretations, as well as institutional and individual processes. 

Background of the Study 

IF can be delivered via an assortment of approaches, or mechanisms. For instance, IF 

can be verbal or written, positive or negative, specific or general, implicit or explicit, limited to a 
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single outcome or more generally applicable. Additionally, IF can be delivered by a range of 

sources. Teachers, peers, and the students themselves can all be sources of IF. IF may also be 

summative or formative (Orsmond et.al, 2013; Reynolds, 2013; Wiggins, 2012). Summative 

feedback or assessment is usually an evaluation of a final product or performance and 

associated with a grade or score. Summative feedback can be used to guide students’ and 

instructors’ efforts in subsequent activities; however, the impact of summative feedback is less 

immediate than that of formative feedback.   

Formative feedback, in contrast, provides information about a learner’s work while it is 

in progress with a goal of helping the student develop his or her best possible output (Sadler, 

1989; Shute, 2007). This information about individual performance, delivered to the learner 

with the express intention of enhancing the learner’s way of thinking or doing has great 

potential to enhance student learning. In fact, a considerable body of research suggests that 

formative feedback, appropriately applied and used, is a critical element of education that 

contributes significantly to the advancement of student learning and achievement (e.g., Black & 

Wiliam, 1998; Shute, 2007; Wisniewski et al. 2020).  

Black and Wiliam (1998), analyzed several studies that offered “firm evidence that 

innovations designed to strengthen the frequent feedback that students receive about their 

learning yield substantial learning gains” (p. 7). The authors conclude that their research shows 

“conclusively that formative assessment does improve learning” and therefore teachers must 

be supported in “trying to establish new practices in formative assessment . . . (as) present 

levels of this aspect in teaching are low” (Black & Wiliam, 1998, p. 61).  
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Taras (2010) points out, however, feedback is not a “freestanding piece of information” 

but rather a process in which all parties must be engaged to realize the potential learning value 

(p. 550). Likewise, Sadler (1989) explains that receiving the information is not enough - 

“information about the gap [between current and expected performance] . . . is considered 

feedback only when it is used to alter the gap” and feedback that does not meet these criteria 

is nothing more than “dangling data” (p. 121). Black and Wiliam (1998) agree that:  

. . . the core of the activity of formative assessment lies in the sequence of two 
actions. The first is the perception by the learner of a gap between a desired goal 
and his or her present state (of knowledge, and/or understanding, and/or skill). 
The second is the action taken by the learner to close that gap in order to attain 
the desired goal (Ramaprasad, 1983; Sadler, 1989) . . . Whatever the procedures 
by which the assessment message is generated, in relation to action taken by the 
learner it would be a mistake to regard the student as the passive recipient of a 
call to action (p. 20-21). 
 

The interaction by the learner with feedback and a response that improves learning, improves 

an outcome, or alters behavior seems to be an important element of the feedback process to 

maximize learning.  

Learner Use of Instructional Feedback in Post-Secondary Education 

If the learner must engage with the feedback and take action to realize the benefits of 

formative feedback for learning, it is important to understand if, when, and how learners 

respond to feedback. For example, in the business world, Dixon, Rock and Ochsner (2010), 

shared results of their examination of current workplace feedback models. Their analysis 

indicated that feedback resulted in improved performance only 30% of the time, resulted in no 

change 30% of the time, and effectively resulted in decline 40% of the time. Existing research 
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suggests that these findings could be applicable in post-secondary education as well (Crisp, 

2007; Duncan, 2007; Ferguson, 2011; Higgins et al., 2002). 

There is an abundance of research in post-secondary education exploring 

undergraduate students’ perceptions of feedback and the perceived value of feedback (e.g., 

Carless, 2006; Orsmond et al., 2013). Additionally, a considerable amount of research examines 

when and how undergraduate students use or respond to feedback (Ferguson, 2011; Higgins et 

al., 2002). There is also existing research that probes the ways in which undergraduate students 

understand feedback and the expectations for application of feedback (Crisp, 2007; Wilson, 

2010). This research indicates that there is substantial room for improvement in the ways that 

students understand and value feedback, in understanding the circumstances which support 

student use of feedback, and in the development of tools and strategies that facilitate student 

understanding and application of feedback. Furthermore, while there is research examining the 

perceptions of both post-secondary instructors and learners regarding the value and efficacy of 

feedback, less is known about how students make decisions regarding the use of feedback and 

how they actually understand and use feedback (Evans, 2013; Jonsson, 2012). 

Use of Feedback by Pre-Service Teachers 

While existing research offers some insight into undergraduate students’ use of 

feedback in general, there is a lack of specific information about the ways in which pre-service 

teachers (PTs) understand the value of IF and decide to use IF. PTs are a unique group of 

individuals who find themselves on both ends of the feedback gap in their academic and 

professional lives. As undergraduate students in teacher education programs, preparing to 
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teach at the K-12 level, PTs receive feedback about their work and development. However, as 

future teachers, PTs also have the responsibility for providing effective feedback to K-12 

students during in-school experiences such as practicum and student teaching. Research 

indicates that formative feedback and the response to it is a critical component of learning; 

therefore, PTs must develop the skills to provide feedback in an effective way and must be able 

to guide their current and future students though the response process.  

Some studies have specifically examined PTs and feedback. In a few cases, PTs were 

selected because they were the group available to the researcher rather than because they 

were PTs (Carless, 2006; Ferguson, 2011). Other feedback studies intentionally focused on PTs 

as the target population. Areas of investigation include PT perceptions about the usefulness of 

feedback (Chrichton, 2015; Thomas & Sondergeld, 2015; Rodriguez et al., 2020), PT use of 

feedback (Arts et al., 2016), and PTs practicum experiences (Jons, 2019; Körkkö et al., 2016; 

Krammer et al., 2019).  

While some studies provide valuable information about PTs’ perceptions and teaching 

strategies, they did not address the ways in which PTs understand the value of feedback, either 

as recipients or as providers, nor do they examine how or why a PT might take on an active role 

as a feedback recipient (Carless, 2006; Chrichton, 2015; Ferguson, 2011; Thomas & Sondergeld, 

2015). Other more recent studies delve into the understandings and actions of PTs regarding 

use of and value of feedback. For example, Arts et al. (2016) found that written feedback was 

used regularly by the participants to make immediate corrections but was relied upon less to 

inform future performance. Some recent studies examine several feedback strategies in 
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practicum experiences that support PTs self-reflection and assessment including triadic 

conferences (Jons, 2018), student feedback (Krammer et al., 2018), and professional 

development and growth as an educator (Körkkö et al., 2016). Other studies have focused on 

the question of how PTs are prepared to be providers of effective feedback (Ropohl & 

Rönnebeck, 2019). While these studies provide better insight into the ways in which feedback 

supports PT development, there is still a gap in the research about what PTs understand about 

the complexities, goals, and purpose of feedback as well as their preparation to be providers of 

effective feedback.  

The process of giving, receiving, and applying IF can be a powerful tool for enhancing 

student learning. However, there are complex aspects to this process which can interfere with 

students’ ability to maximize this benefit. Research has found that areas of dissonance between 

students and instructors include differing perceptions of the value and usefulness of feedback 

(Carless, 2006; Orsmond et al., 2013), a lack of clarity about expectations, and a lack of 

understanding about what to do with IF (Arts et al., 2016; Crisp, 2007; Wilson, 2010).  

Additional challenges include the personal nature of giving and receiving feedback, clarity as to 

the purpose of feedback, and time required to engage in the process (Carless, 2006; Värlander, 

2008; Wilson, 2012). While the potential for feedback to enhance learning is powerful, 

questions remain as to how PTs can realize the full impact of IF, both for themselves and their 

future students. 
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Problem, Purpose, Research Questions 

Research suggests that undergraduate students as a whole are not maximizing the 

learning potential of feedback (Crisp, 2007; Duncan, 2007; Ferguson, 2011; Higgins et al., 2002). 

Furthermore, evidence to date suggests that PTs do not differ greatly from their undergraduate 

peers in their use of feedback to support their own learning (Arts et al., 2016). This is an area of 

serious concern because if PTs do not understand the role and power of feedback to support 

learning, and are not making beneficial use of feedback for their own growth, this lack of 

understanding may accompany them into their careers as professional educators, limiting their 

ability to provide the most effective learning environment to support the potential 

achievement of their future students (Arts et al., 2016).  

As Wisniewski et al. (2020) confirmed, feedback is still shown to be one of the top 

influencers of student achievement. In light of that fact, it is critically important that teachers 

understand how to provide effective IF. While much research has sought to understand how 

and when students use feedback, there is a lack of empirical research focused on the ways in 

which PTs understand or make use of IF in their own learning process and in interactions with 

their peers. Further there is a gap in the research about how and how well PTs are prepared to 

be providers of IF.  

To address this gap in the research, this case study was designed to better understand 

PTs’ perspectives about the purpose and value of IF, the approach and principles they use while 

deciding how and when they make use of IF as a learner, the reasons they make those 

decisions, and the self-perceived readiness of PTs to provide IF to their future students. The 
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guiding question for this research asks, how do elementary PTs understand the role of IF for 

their future practice? Thus, the following research questions were developed to guide the 

inquiry:   

How do elementary PTs enrolled in a traditional undergraduate preparation program …  

1. describe the purpose and value of instructional feedback?  

a. What beliefs or experiences contributed to these perspectives?  

2. use and apply instructional feedback that they receive? 

a. What beliefs or experiences contributed to these behaviors?  

3. make the decision to use (or not use) instructional feedback in their own learning 

process? 

a. What beliefs or experiences contributed to these decisions?  

4. plan to use feedback in their future professional practice? 

a. What beliefs or experiences contributed to these intentions?  

The knowledge generated by this study provides an in-depth understanding of the experiences 

of a group of PTs specifically related to the process of receiving and giving IF. It offers insight 

into practical and theoretical understanding of the function of IF for PTs’ learning process and 

the factors that have contributed to their perspectives. The results can help to inform practice 

by highlighting approaches which teacher educators may want to consider in efforts to support 

pre-service teachers’ use of IF to improve both their own learning and their professional 

practice. 
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Overview of the Study 

Research that is intended to provide an in-depth examination of the human experience 

calls for a qualitative approach. While a quantitative research design can help to answer 

questions about what is occurring for large populations, qualitative research allows the 

researcher to understand how and why things happen at a personal level and how individuals 

learn from their experiences and interactions (Creswell, 2014). Case study research is used to 

closely examine data within a specific context for the purpose of gaining in-depth holistic 

understanding of the phenomenon in question (Creswell, 2007). Yin (1984) describes the case 

study research as an “empirical inquiry that investigates a contemporary phenomenon within 

its real-life context” when the phenomenon and the context overlap using multiple sources of 

evidence (p. 23). Creswell (2007) advises that a case study is an appropriate approach when an 

identifiable case has clear boundaries and the researcher seeks to engage with participants in a 

real-world setting to address questions related to “how” and “why” of specific experiences. 

Therefore, within the context of this study, it was determined that the best way to understand 

the beliefs, actions, and decision-making processes of PTs would be to ask a group of PTs 

situated in a common experience in their teacher education program, to describe their 

perspectives, insights, and experiences with IF. The rich detail of their shared experiences 

extends the collective understanding and helps to inform practice. 
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Theoretical Framework 

This research study is guided by the lenses of constructivist learning theory and Situated 

Learning Theory. Constructivism is a philosophical viewpoint about how individuals come to 

understand or know information as well as a theory of learning. Viewed through the lens of 

constructivist learning theory, learning and the acquisition of knowledge is a complex process 

of discovery, creation, and self-organization by the learner (Fosnot & Perry, 1996). Research, 

conducted from a constructivist point of view acknowledges that researcher and participant 

travel through the discovery process together, organize thoughts and ideas, and generate new 

meanings as an outcome of the research process. As Patton (2015) notes, constructivist 

researchers seek to understand “the multiple realities constructed by different groups of 

people and the implications of those constructions for their lives and interactions with others” 

(p. 261).  

Situated Learning Theory falls within the realm of constructivism. Lave and Wenger 

(1991) outlined Situated Learning Theory to explain the way in which learning is positioned in a 

social context of participation and engagement. Situated Learning Theory offers a lens through 

which learning is seen taking place via membership in a community of new-comers and old-

timers, or legitimate peripheral participation. Legitimate peripheral participation refers to the 

interactions between the newcomers and the old-timers and the process by which the 

newcomers situate themselves, learn the rules of the community, and train in the practice 

(Lave & Wenger, 1991). The learning process then, is that evolution to active practice which 

brings the newcomer fully into participation in the community. Situated Learning Theory is a 
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meaningful lens through which to view teacher education and its participatory structure of 

active practice and apprenticeship. Methods classes, classroom experiences, practicum and 

student teaching are all examples of the social community of new-teachers and old-teachers 

working together to bring the new-comers fully into the practice and the community. 

Examining the ways in which PTs become providers of feedback, “of both absorbing and being 

absorbed in – the culture of practice” (Lave & Wenger, 1991, p. 95) through the lens of situated 

learning offers a perspective that may bring additional insight about how that practice and 

understanding evolves. 

Research Context 

Given the need to understand PTs perspectives about feedback, including the purpose 

and value of feedback, decisions about using IF as a learner, and intentions for the use of 

feedback in their future practice, the method of investigation for this case study was to 

interview a sampling of elementary (K-8) PTs enrolled in an advanced practicum course at a 

very-high research activity university in the Rocky Mountain region of the United States. 

Elementary PTs in their junior or senior year who had completed their first practicum course 

and were enrolled in the second practicum course in the program sequence were invited to 

participate in the study (N=60). The pool was selected because these students were in the later 

stages of their teacher education program and preparing for student teaching. This group 

therefore was actively in the circumstance of being both a receiver and a provider of feedback 

simultaneously and sufficiently bounded for purposes of case study research.  
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Twenty-two PTs responded to the invitation and sixteen participated in interviews 

lasting between 45 and 60 minutes. The length of each interview provided adequate time for 

the researcher and participant to spend time getting comfortable and then allowed plenty of 

time for participants to elaborate on their answers. The first four interviews were conducted 

face-to-face in person; however, as a result of the pandemic, the remainder of interviews were 

conducted remotely via WebEx.  

Data for this case study were collected using a three-part semi-structured interview. 

During the first part of the interview participants were asked to respond indirectly to questions 

about a constructed scenario in which an undergraduate PT received feedback. Constructed 

scenarios have been used in social science research for three primary purposes: to explore 

actions in context, to provide clarity of judgments, and to provide a less personal and therefore 

less threatening process of eliciting information about sensitive or potentially emotional topics 

(Barter & Renold, 1999). Värlander (2008) highlights the role that emotion plays in the way that 

students receive and process feedback. Adding constructed scenarios as an introduction to the 

interview topic, thus, can help to establish a safe interview environment and pave the way for 

the direct interview questions where participants can report about their own experiences and 

provide additional personal context.  

Participants during the second part of the interview were guided through a detailed 

recall of specific personal experiences with IF and asked to respond to direct questions those 

specific experiences. Questions were structured to help PTs recall the specifics of an 

assignment, feedback they perceived as helpful, and their personal responses to such feedback. 
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Participants were asked to describe the situation in detail and discuss the reasons that they 

found the feedback to be helpful. The same questions were also used to help students recall 

the details and their response to a second situation in which they received unhelpful feedback. 

PTs described the situation and discussed the reasons they considered the feedback to be 

unhelpful.  

Finally, in the third part of the interview, students were asked to respond to a series of 

questions concerning their personal beliefs about the purpose and value of feedback, their 

instructional experience with feedback, and their confidence in becoming providers of 

feedback. This approach allowed the process to be iterative, supported triangulation of the 

data while allowing the interview to proceed in a way that supported each participant’s story. 

The semi-structured questions kept the research goals in focus while allowing a flexibility that 

supported participants in offering their meaning to the topic of study (Galletta, 2013). 

Positionality 

Qualitative research by its nature involves the researcher in the process of inquiry. 

Therefore, the researcher must not only be aware of the subjective nature of qualitative 

research and understand that interpretations are based on the experience and background of 

the researcher, but also be intentional in sharing their position with the audience (Lichtman, 

2010; Soafer, 1999).  

As a student and an educator, I have my own personal experiences with and beliefs 

about feedback. As a student and a perfectionist, I find it challenging to be open to feedback. As 

a K-8 teacher I found the work of feedback to be the most challenging part of teaching and 
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struggled to provide effective feedback for my students. As an instructor in teacher education 

classes, I sought ways to provide feedback that helped students to improve their processes and 

aid in their professional reflection. As I began to research the impact of feedback on learning, I 

became convinced that this was a critical element of education and I was compelled to examine 

how well-prepared PTs are to engage in effective feedback strategies with their future students. 

 In the case of this study, I am researcher, educator, and teacher educator, committed to 

the improvement of k-12 education through the development of PTs and teaching excellence. I 

had been an instructor in this teacher education program for several years. I believe that this 

program is a high-quality program that provides effective training for PTs, however, I was 

uncertain as to how PTs felt about IF either as recipients or as providers. Further, I was not 

actively engaged in the teacher education program at the time of the case study and as such 

had no previous contact with this group of PTs prior to inviting their participation in this case 

study.  

As I have engaged in research into the role of feedback in the learning process, I have 

actively endeavored to embrace the potential for deep learning, to be open to constructive 

feedback for my own scholarship, to seek external feedback and to engage in critical 

examination on my own. Through this study I have sought to discover strategies to enhance the 

role of and acceptance of feedback as a critical element of teaching and learning. 

Significance of the Study 

In addition to understanding how and when PTs take advantage of IF for their own 

benefit, it is important to understand the proficiency with which they are prepared to provide 
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IF to their students and facilitate its advantageous use. Such findings not only help to support 

PTs development as educators but can also help to ensure that future generations have all the 

tools and strategies to maximize their learning.  

While there is hope that these findings contribute to general understandings about the 

ways in which PTs understand, use and plan to provide feedback, the focus of this case study is 

the experiences of a set of practicum students in a single teacher education program. The 

participants are a fairly homogeneous group. Fifteen female PTs and one male PT, 15 white 

students and 1 Native American student, all in their junior or senior year, were interviewed. 

Five participants were of non-traditional age (i.e., 3 or more years older than their peers) with 

one of these seeking a second undergraduate degree. Most were undecided about the grade 

level they hoped to teach in the future, and all were open to seeing how the practicum and 

student teaching experiences would help to make that decision.  

The results of this study can provide specific insight to the participants and to their 

teacher education program experience. Findings offer teacher educators in the program the 

opportunity to hear from PTs about the strategies and practices which contribute to PTs feeling 

supported and well prepared. It is more challenging to take this case study and generalize it 

beyond this teacher education program, however, it is possible that the research strategies and 

the results can provide a framework for a broader study that adds to the research on feedback 

in teacher education. 
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Operational Definitions  

Learning: Learning is operationally defined as the process of taking in information, scrutinizing 

the information considering what we know and what we have experienced and, by means of 

that evaluation, transforming what we know and what we do as well resulting in relatively 

permanent change in behavior or understanding. 

Instructional Feedback: Instructional feedback is operationally defined as information about 

the gap between a learner’s actual level of performance and a defined optimal level of 

performance, which, when communicated to the learner, facilitates learning by closing the gap 

and improving performance. 

Elementary Pre-Service Teacher: Elementary pre-service teacher is operationally defined as an 

undergraduate student enrolled in a teacher education program with the goal of becoming a K-

8 teacher.  

Pre-Service Teacher: Pre-service teacher is operationally defined as an undergraduate student 

enrolled in a teacher education program studying to become a practicing teacher. The teacher 

education program includes both classroom based learning and supervised field experiences. 

Assumptions, Limitations, and Delimitations 

This research study was reliant on the voluntary participation of PTs in the case 

population. One assumption made is that voluntary participants are reflective of the target 

population. While it is likely that the volunteers are more engaged in or interested in the topic 

of IF, the consistency in answers across the pilot study PTs and the case study PTs suggests that 

this is a valid assumption. Another assumption is that case study participants would be truthful 
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in their responses. To encourage the level of trust required for a truthful exchange, PTs were 

reminded that their participation was voluntary, that their identity would remain anonymous, 

and that they would be contacted to validate the findings. Additionally, the structure of the 

three-part interview includes built in repetition of questions to highlight areas where 

inconsistencies might arise. 

The choice of a case study delimits the study by limiting the boundary of the target 

population to PTs enrolled in a specific course in one teacher education program. By defining 

the boundaries of the case study, it supported the researcher’s ability to maximize time and 

attention for purposes of in-depth data collection and analysis. Another delimitation is the 

contextual scope of the study. The data collected and consequent findings reflect a specific 

point in time with a specific group of participants in a singular context. 

Limitations of the study include the nature of interview-based research. Responses to 

some questions asked about past events during the guided recall portion of the interview 

protocol may not have been fully recalled in detail and some important details may have been 

confused or forgotten. The goal of the guided recall was to mitigate memory distortions. 

Misinterpretations of the questions is also a potential area of weakness in interview research. It 

is important to check-in with participants and allow them to clarify meaning during the process. 

Further, reliance on interview data alone limits the ability of the researcher to triangulate the 

data. The use of the three-part interview process, including the scenario, the guided recall and 

the direct questions provided the opportunity to triangulate responses because similar 

questions were addressed in the three different interview contexts. Finally, the richness of the 
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data is dependent upon building rapport with the participants. This was addressed by spending 

time discussing their personal situation, their hopes for their program and letting them know 

that their contribution was valuable and necessary for the research. 

Conclusion 

There is a plethora of evidence suggesting that the effective use of IF can advance the 

learning and achievement for students of all ages and backgrounds. PTs find themselves at 

critical crossroads of teaching and learning and therefore in a unique position to take 

advantage of the benefits of IF both for themselves and for their future students. If PTs 

embrace the potential utility of IF for their own learning and consequently realize the benefits, 

they may be more likely to engage in the feedback process consistently and effectively with 

their students in the future.  

The goal of this research was to learn from PTs about their experiences with, and 

perspectives about, IF. The findings from this analysis reveal some patterns in those 

experiences and perspectives that offer insight into the ways in which IF is given, received, and 

used by PTs. Responses from the participants highlight the most beneficial aspects of the 

teacher education program as it relates to providing meaningful feedback and offer some 

possibilities that could provide additional structure and support that can be used to maximize 

the benefits of IF and support PTs’ development as educators. Such findings not only expand 

our understanding both theoretically and practically about the use of feedback as a learning 

strategy in teacher education, but improved understanding can also lead to improved teacher 
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education and preparation and improve opportunities to maximize learning in the K-12 

classroom. 
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CHAPTER 2: LITERATURE REVIEW 

This chapter provides a review of key components of the literature that serve as the 

foundation for the present study.  First, the section entitled Learning and Instructional 

Feedback: Constructs and Definitions discusses the constructs and definitions of both learning 

and IF. Additionally, this section includes an exploration of the differences between IF and 

assessment.  This section provides the relevant theoretical and empirical data regarding what is 

known about the role, value and practical implementation of IF as it relates to learning and 

academic achievement.  

The second section entitled, The Learning Process and the Role of Instructional 

Feedback, reviews the existing body of research regarding the purpose and understanding of 

how IF impacts learning and identifies the circumstances that aid or hinder the use of feedback 

in the learning process. This discussion includes ideas about the roles and responsibilities of the 

learner and the instructor. It also provides a synopsis of the challenges and opportunities 

related to taking advantage of IF.  

The third section entitled, Undergraduate Learners’ Use of Instructional Feedback, 

discusses the use and perceptions of feedback by learners at the undergraduate level. The 

review includes general understandings about when, how, and why learners do or do not take 

advantage of IF and the dissonance between instructors and learners regarding useful or 

effective feedback. This section also examines current research as it relates to teacher 

education and the perspectives of pre-service teachers (PTs) about feedback. This section 

summarizes the literature that focuses on the understandings of, responses to, and application 
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of feedback by PTs in a variety of contexts as well as the limited research about the preparation 

of PTs to engage in the process of giving feedback to their future students.  

Finally, the section entitled, Research Methods, provides an overview of the methods 

that have been used in previous research to study: feedback; the impact of instructional 

research on learning; and experiences of undergraduate learners and PTs with IF. The section 

also describes the advantages of the chosen method of research for this case study. 

Learning and Instructional Feedback: Constructs and Definitions 

Constructs of Learning 

To understand the value of feedback in the learning process in general and for PTs more 

specifically, it is important to define what is meant by learning. Learning can be defined as 

cognitive processing which results in new skills, habits, attitudes, and/or understanding. 

According to Alexander, Schallert, and Reynolds (2009) learning is a natural part of the human 

experience. Learning happens both consciously and unconsciously, and the learning process is 

influenced by a variety of elements. Such elements include the learning environment, the 

psychological and physical development of the learner, and other individuals that are a part of 

the learning experience. The authors offer a definition of learning that is intended to be 

comprehensive and support a more cohesive narrative for research into teaching and learning.  

Saljo (2009), however, cautions against defining learning using this approach. He 

suggests that the authors, though well intentioned, disregard the possible depth of 

understanding presented by embracing epistemological and theoretical differences. 
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Additionally, Saljo suggests that the authors, by appearing to establish “pre-theoretical 

categories that every scholar has to take into account,” (p. 204) minimize the complexity of the 

learning process. In other words, a static, one size fits all definition devalues the diverse array of 

environmental and personal circumstances that play a role in the learning process.  

Theories of Learning 

Lave and Wenger (1991) provide such an environmental context in their treatise of 

Situated Learning Theory, emphasizing the effect on learning of joining a community of 

learners. They note that “legitimate peripheral participation” provides a way to understand the 

process by which newcomers become part of the community of practice, “a person’s intentions 

to learn are engaged and the meaning of learning is configured through the process of 

becoming a full participant in a sociocultural practice” (p. 29). Barron et al. (2015) also 

emphasize the benefit of welcoming multiple definitions of learning in research.  They submit 

that acceptance of diverse meaning coupled with definitional clarity in specific studies may be 

the most effective way to facilitate transdisciplinary research and the integration of disparate 

ideas about teaching and learning.   

 With these views in mind, it is important to recognize that many different theories of 

learning have been introduced, expanded, and developed over time and continue to be.  From 

the early Greeks’ vision of class based education in which scholars engaged in a quest for 

“essential truths” (Plato, Aristotle, Socrates), to the classical teaching, rote memorization and 

recitation of scripture led by the clergy of the Roman Catholic Church; from Locke’s tabula rasa 

– the child as a blank slate shaped wholly by personal experience – to Rousseau’s proposition 
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that education be shaped to the child, the debate over what is “learning,” how people learn, 

and the purpose of education has persisted. In modern times that debate has largely focused 

on behavioral vs. cognitive or constructive theories of learning and corresponding goals for 

education (Hammond et al., 2001).  

Behaviorism 

 Behaviorism explains learning as a linear system of behavioral responses to physical 

stimuli and views learners as passive recipients of content and skill development (Fosnot & 

Perry, 1996).  Watson (1913) suggested that behaviorism provided the empirical data that 

made psychology as a “behaviorist sees it . . . a purely objective experimental branch of natural 

science” (p. 158). Behaviorism, by Watson’s account, is concerned primarily with measurable 

and observable behavior. Thorndike’s (1913) Law of Effect furnished the connection between 

consequences of current behavior and future behavior.  Skinner (1904 – 1990), considered to 

be the “father of modern behaviorism,” viewed learning to be the production of desired 

behaviors - attained through repetitious instruction of discreet skills and reinforced with the 

application of positive or negative consequences.  In Behaviorism, learning is cultivated 

behavior and behaviorists strive to control most of the variables to support learner acquisition 

of knowledge and skills.  

Constructivism 

 Constructivism, alternatively, is a branch of cognitivism. Constructivism is described as 

an interpretive building process in which learning is a complex process of discovery, creation, 
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and self-organization by the learner (Fosnot & Perry, 1996).  Piaget (1970) was the first to 

address the idea that learners construct knowledge based on their experiences in a manner 

that is determined by their cognitive development.  Vygotsky (1978) expanded upon Piaget’s 

ideas and introduced the idea that learning occurs in a cultural and social context.  

Furthermore, Vygotsky introduced the theory that students learn best in the zone of proximal 

development (ZPD) or the “distance between the actual developmental level as determined by 

independent problem solving and the level of potential development as determined through 

problem solving under adult guidance or in collaboration with more capable peers” (p. 38).  The 

concept of ZPD brought about the use of scaffolding in education, where learners are given 

tasks they cannot easily do on their own and provided guidance to complete the task.  

Measurement and assessment are more integrated into the constructivist teaching and learning 

process and the teacher becomes a facilitator rather than a purveyor of all knowledge.  

Transitions in Theories of Learning 

 The difference between behaviorism and constructivism is well summarized by Hein 

(1991), “the great triumph of Western intellectual history from the enlightenment until the 

beginning of the 20th century rested on its ability to organize the knowledge of the world in a 

rational way independent of the learner” (p. 2).  Constructivist theory, on the other hand, 

requires making a 180 degree turn from “an all-encompassing machine which describes nature” 

to “all those wonderful, individual living beings – the learners – each of whom creates his or her 

own model to explain nature” (p. 2).  The thought evokes Plutarch’s Essay on Listening, “the 

correct analogy for the mind is not a vessel that needs filling, but wood that needs igniting” 
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(trans, 1992). For those whose philosophy of teaching and learning falls into the constructivist 

camp, a learner centric approach is key.   

Situated Learning Theory 

Situated Learning Theory and its emphasis on the role of legitimate peripheral 

participation is embedded within constructivism. Situated Learning Theory advances a scenario 

in which learning takes place in a community of practice, much like an apprenticeship, in which 

“new-comers” are brought fully into the practice through active participation (Lave & Wenger, 

1991). Thus, Situated Learning Theory extends the “teacher” beyond a formal classroom 

teacher. PTs experience teacher education through a strategic mix of classroom learning – 

encompassing theoretical and practical knowledge and skills – alongside in-class experiences or 

active participation in a community of practice. The teachers, or experts (old-timers), are not 

only classroom teachers, but also field supervisors, cooperating teachers, administrators and all 

of the educators involved in the collaboration with PTs that makes up teacher education. 

Korthagen (2009) emphasizes the fit between Situated Learning Theory and the 

participatory nature of in-class experiences, “student teacher learning does not simply result 

from teaching them valuable educational theories, and does not result from the serial learning 

of concepts on a scale of growing complexity . . . we should view student teacher learning as 

being part of the process of participation in social practice, especially the social practice in 

schools” (p. 99). Korthagen generalizes the lens of Situated Learning Theory as “I experience; 

therefore, I learn” (p. 99).  
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Korthagen goes further and suggests that the participatory nature of teacher education 

is a stronger influence on practice than the theoretical best practices presented in teacher 

education coursework. Therefore, it is important to examine teacher education in the light of 

the legitimate peripheral participation in the established community of practice. Situated 

Learning Theory provides a valuable framework to allow consideration of the full range of 

experiences in a TEP. Viewed through the lens of constructivist learning theory and Situated 

Learning Theory, the context and environment of the experiential learning process is preserved 

as a critical element of the analysis.  

Depth of Learning 

 Hattie (2003) submits that learners’ notions of learning fall into two predominant 

categories. The first is a surface level understanding which can be closely aligned with the lower 

levels of Bloom’s taxonomy; this level of understanding involves acquiring, storing, repeating 

and using knowledge; behaviorism supports this level of learning. The second category is a 

deeper level understanding of learning more closely aligned with the upper levels of Bloom’s 

taxonomy and involves construction of meaning and personal change as might happen for 

learners engaged in the analysis, evaluation, and creation of information and ideas.  

Constructivism requires both levels. Foundational acquisition of knowledge promotes the 

construction of deeper understanding and personal development.  An operational definition for 

learning, then, can be adapted from Bingham and Conner (2010).  Learning is the process of 

taking in information, scrutinizing the information considering what we know and what we 

have experienced and, by means of that evaluation, transforming what we know and what we 
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do.  Learning, however, is more than that process, learning is also a relatively permanent 

change in behavior and/or understanding based on the input, the process, and the reflection. 

Thus, learning encompasses both the process and the physical, psychological, emotional, or 

intellectual change in the learner.  

Assessment and Instructional Feedback 

 Assessment and feedback are critical actions in constructivist views of learning. As 

noted, the process of learning involves taking in information and responding to that 

information in some way that transforms what we know and do. Assessment and feedback are 

rudiments of that learning process which help to facilitate the scrutiny, evaluation, and 

transformation (Sadler, 1989; Bellon et al., 1991; Black & Wiliam, 1998; Wiggins, 2012). Much 

of the early literature about feedback can be found in assessment research (Bellon et al., 1991; 

Black & Wiliam, 1998).  Assessment is the term used to describe the ways in which student 

learning and educational effectiveness are measured or quantified (Angelo & Cross, 1993). 

Assessment may be summative or formative and each has a different purpose. Taras (2005) 

offers a definition of summative assessment as “a judgement that encapsulates all evidence up 

to a given point. This point is seen as a finality at the point of judgement” (p. 468). Summative 

assessment is often used to evaluate a process or strategy and highlight potential modifications 

for the future. Summative assessment also provides an overview of student learning for a 

specific period of time which is used to manage the movement of learners between educational 

levels. Summative assessment can be an indirect form of feedback for the student, but is not 

necessarily the same as IF, as it is frequently a measurement of the end result.  
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 Formative assessment, in contrast to summative assessment, is concerned with 

evaluating current state for the purpose of improving the final outcome (Sadler, 1989). 

Formative assessment, which may or may not include a grade, is delivered during the learning 

process to aid the learner in reaching the required standard. Harlen and James (1997) assert 

that formative assessment is essentially part of teaching and, while formative assessment might 

use summative criteria, it is necessarily student centric. Experts suggest that, “formative 

assessments are always made in relation to where pupils are in their learning in terms of 

specific content or skills . . . individual circumstances must be taken into account if the 

assessment is to help learning and encourage the learner” (p. 370). Because learning involves a 

personal transformation based on information and experience, the individual learner must be 

at the center of the process. Formative assessment then, has the strongest impact when 

individually directed to the specific learner and their learning process.  

  Formative assessment requires IF which “indicates the existence of a gap 

between the actual level of work being assessed and the required standard” (Taras, 2005, p. 

468). Sadler (1989) was actually one of the first educators to address feedback as a component 

of learning and describes feedback as a key element of formative assessment and the tool by 

which the learner can improve performance. Black and Wiliam (1998) agreed that IF and 

formative assessment in education strongly overlap.  They define formative assessment to be 

viewed as “encompassing all those activities undertaken by teachers and/or their students, 

which provide information to be used as feedback to modify the teaching and learning activities 
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in which they are engaged (p. 7-8). The information itself is of little value until communicated to 

the learner and used to alter activity to align more closely with expected outcomes.  

Carless & Baud (2018) proposed a framework to help develop IF literacy in an attempt 

to increase student understandings about IF as a tool for academic improvement and to 

motivate engagement with IF. Carless (2018) examined how well feedback loops work to 

increase student engagement with IF for both the short and longer term. Originally an 

engineering term, feedback referred to information about the gap between the actual output 

and the expected output of an electrical circuit or system which was then used to adjust the 

gap and guide the system to the desired outcome (Black & Wiliam, 1998). Thus, while 

assessment is the measurement of how things stand, feedback is the information used to make 

changes. 

IF, as described by Bellon et al. (1992) and Dean et al. (2012) is a three-step corrective 

process which includes: 1) a standard of performance, 2) information about progress, and 3) 

opportunities to correct mistakes or improve performance. An operational definition of IF for 

purposes of this study honors both the spirit of the original engineering definition and the 

understandings of existing educational research (Bellon et al., 1992; Black & Wiliam, 1998; 

Carless, 2018). Thus, IF is defined as information about the gap between a learner’s actual level 

of performance and a defined optimal level of performance, which, when communicated to the 

learner, facilitates learning by closing the gap and improving performance.  
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The Learning Process and Role of Instructional Feedback 

Role of Instructional Feedback in Learning 

 If learning, does in fact, constitute a change in the learner, how and when does such a 

change take place? Dewey (1914) suggests that learning happens in the experience of problem 

solving and proposed that, “In learning, the present powers of the pupil are the initial stage, the 

aim of the teacher represents the remote limit, between the two lies means – that is middle 

conditions: acts to be performed, difficulties to be overcome; appliances to be used” (p. 188). In 

these “middle conditions” live both scaffolding and feedback – guidance and support, the 

information about where the learner is in relation to the end goal and recommendations to 

move forward. These middle conditions, the ZPD (Vygotsky, 1978), encompass all that makes 

learning complex, messy and rewarding. 

 Multiple studies have concluded that IF is one of the most powerful influences on 

learning and student achievement (Bellen et al, 1991; Black & Wiliam, 1998; Hattie & Timperly, 

2007; Wisniewski et al, 2020). Bellon et al.(1992) state that “academic feedback is more 

strongly and consistently related to achievement than any other teaching behavior . . . this 

relationship is consistent regardless of grade, socioeconomic status, race or school setting” (p. 

277-278). In a meta-analysis of more than 500,000 studies, Hattie and Timperly (2007) isolated 

teacher feedback as having the largest impact on student achievement with an average and 

unusually large effect size of 1.13 (p. 4) suggesting that feedback has an exceptionally strong 

positive impact on achievement.  
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Critiques of Hattie’s Meta-Analysis 

 Critics submit that Hattie’s meta-analysis methodology artificially inflates effect size 

and fails to critically evaluate the quality of the underlying studies (Bergeron & Rivard, 2017; 

Slavin, 2018; Snook et al., 2009). While Snook et al. (2009) applaud Hattie for making a 

significant contribution to the research related to successful teaching and agree that his 

analysis adds an important consideration to teacher education, they also express concern about 

broad policy applications of a statistical analysis that discounts the complexity of education. 

Coming from a scientific perspective Bergeron and Rivard (2017) offer the idea that Hattie 

should have consulted with a statistician pointing out that effect sizes are a relative 

measurement, and therefore cannot be directly compared rendering the statistical outcomes 

questionable at best. Slavin (2018) is even more direct in his critique, declaring that Hattie is 

“profoundly wrong’ and stressing that his meta-meta-analysis magnifies the biases of the 

underlying meta-analyses by failing to vet the underlying studies. Hattie, to his credit, has 

responded to and acknowledged this criticism regarding the statistical analysis. In a 2016 

interview with Ollie Lovell, Hattie discussed the critiques and offered some additional insight,  

People have criticized the method, it’s been around now since 1976, there’s lots 
of critics, most of us are very sensitive to those criticisms, and attend to them. I’m 
continually doing that, in fact, I spent a week with a colleague from Switzerland a 
few weeks ago re-coding everything to take into account some of those things. 
But the message, the story hasn’t changed. The details might, but the story hasn’t 
changed.  
 

Hattie, working with a number of different researchers, reexamined his meta-analysis of 

educational feedback research following more stringent statistical guidelines and filtering with 

more definitive moderators. The effect sizes estimated for feedback related to achievement 
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ranged from d=1.13 (2003) to d=0.79 (Hattie & Timperly, 2007) to d=0.70 (Hattie, 2009) and 

most recently, to 0.48 (Wisniewski et al., 2020). While the effect size has narrowed with more 

pristine analysis, IF as a catalyst for learning has shown to be a powerful teaching strategy 

which promotes achievement. The research has consistently shown that IF is integral to 

learning and that the gains in achievement related to IF can be considerable. 

Power of Instructional Feedback 

Bellon et al. (1992) indicate that students who receive corrective feedback are more 

likely to spend extra time working on their assignments, develop greater confidence, and 

become more interested in the subject. Carless (2006) identified several educational and 

administrative objectives served by IF: “advice for improvement of the current assignment 

(corrective feedback); advice for the improvement of future assignments; explaining or 

justifying a grade; an act by which the tutor demonstrates characteristics such as expertise, 

diligence, or authority; or the fulfillment of a ritual which is part of academic life (p. 220). Each 

of these objectives for IF results in different impacts on learning. Carless & Boud (2018) 

underscored the centrality of the student role in each objective area and the importance of 

developing student feedback literacy. 

Dean et al. (2012) characterize IF as an ongoing process of communication between 

teachers and students that help students to comprehend more fully what they are to learn. The 

authors refer to the same three step process described previously.  First, clear objectives 

highlight the reason for learning. Second, specific IF related to the objectives guides 

improvement and increases understanding.  Finally, students correct their learning and improve 
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their performance. The investigators also highlight the role that the instructional environment 

can play relative to IF. They communicate the value of a mistake tolerant environment in which 

students feel safe in taking risks and therefore are more likely to persist. Hattie and Yates 

(2014) also underline the point that feedback “thrives on errors, but . . . students too often see 

errors as indicators of their failure” (p. 54).  Establishing a safe space for errors supports the 

academic gains associated with the IF process.   

Hattie and Yates (2014) also emphasize the vital connection between clearly identified 

objectives and IF, “the presence of feedback moderates the impact of goal difficulty on 

personal striving. People work hard on difficult goals once they can perceive the availability of 

salient and supportive feedback” (p. 48).  Douglas et al. (2016) examined the perspectives of 

first and second undergraduates related to the usefulness of IF. The study found that students 

valued IF that helped clarify how they were doing in relation to identified objectives, but lacked 

an understanding of how to engage in the IF process. These findings suggest that IF is one tool 

for scaffolding that guides learners through the zone of proximal development.  Additionally, IF 

has the potential to increase learners’ self-efficacy, motivation, and capacity for self-

assessment as well as boost interest and engagement in learning (Bellon et al., 1992; Hattie & 

Timperley, 2012; Carless et al., 2020). 

Challenges to Use of Instructional Feedback to Support Learning 

 The complexity inherent in giving and receiving IF leads to some challenges in attaining 

its potential in the learning process.  Carless (2006) suggests that time constraints, 

miscommunication, and emotional barriers can interfere with the feedback process.  Higgins et 
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al. (2002) and Wilson (2012) suggest that many times students may not understand the 

feedback, the criteria they strive to meet, or what to do with the feedback.   

 Furthermore, because students invest themselves and their time in the work they do, 

receiving feedback can feel judgmental and learners can react emotionally in a way that 

prevents them from accepting the feedback (Carless, 2006; Värlander, 2008; Wilson, 2012).  

Moreover, preoccupation with the grade can interfere with students’ attention to feedback 

(Wolstencroft & de Main, 2020).  For example, a participant in one study stated, “I have to 

admit in the past, I just looked at the grade . . . I only looked at the comments if it was below 

what I expected . . . I went back to some of my other assignments and realized it had been 

mentioned before, I just hadn’t read it” (Woolstencroft & de Main, 2020, p. 6). Finally, learners 

must trust the feedback as being accurate and fair in order to accept and act upon it (Carless, 

2006; Värlander, 2008; Gaynor, 2020). Many things can interfere with the learner’s confidence 

in the feedback including inconsistencies in the feedback, attitudes about the provider of 

feedback, a focus on personal characteristics rather than the activity, or an environment that 

prohibits mistakes (Carless, 2006; Hattie & Timperley, 2007; Wiggins, 2012; Henderson et al., 

2019) 

Characteristics of Effective Instructional Feedback  

 Substantial research has been conducted to identify the characteristics of effective 

feedback which can address the challenges identified above including alignment with goals 

(e.g.,Hattie & Timperley, 2007; Wiggins, 2012), timeliness of IF (Nicol & MacFarlane Dick, 2006; 

Poulos & Mahony, 2008; Wiggins, 2012), and managing emotions (Hattie & Timperley, 2007; 
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O’Donovan et al., 2019).  Hattie and Timperly (2007) specified three questions that must be 

answered for feedback to be of value. First: what are the goals or criteria for success? While the 

learner must be able to answer this question to move forward, it is incumbent upon the 

instructor to provide clearly stated goals and make sure that the learner understands those 

goals. Second: where am I in relation to those goals? Wiggins (2012) states, “effective feedback 

requires that a person has a goal, takes action to achieve the goal, and receives goal-related 

information about his or her actions” (p. 13).  As learners progress in their understanding of 

how to learn, they become more adept at self-assessment, however, instructors are the 

facilitators of this process and therefore provide the information, coaching and scaffolding by 

pointing out the gap (Vygotsky 1978; Hattie & Timperley, 2007; Wiggins, 2012).  

 The third question which must be answered is: what actions must I take to get closer to 

those goals? Wiggins (2012) offers some keys to help to answer this question.  For example, the 

feedback must be actionable – the learner can take some specific action to improve 

performance based on the information received.  The participants of O’Donovan et al. (2019) 

study identified specific and tangible comments as being the most helpful in identifying what 

action they needed to take.  This study also found that students’ assessment literacy and 

expectations played a role, “what a student considers good assessment and feedback is shaped 

by the assumptions they hold as to the nature and certainty of knowledge, their prior learning 

experiences as well as the timing of their consideration (p. 325). Wiggins (2012) also 

recommends that feedback should be user friendly, that is, in language that is clearly 

understood by the learner and in a manageable volume.  It is easy to be overwhelmed by too 
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much information and too many options. The dilemma of how much IF is too much can be 

challenging to answer and in many cases is dependent up on the receiver. Existing research 

does not offer a definitive answer and leaves open an important area of inquiry.  

 Many researchers also agree that IF must be timely, meaning formative IF should be in a 

timeframe that provides the learner an opportunity to use the feedback while it is still fresh in 

their minds and in advance of a final product (Nicol & MacFarlane-Dick, 2006; Poulos & 

Mahony, 2008; Wiggins, 2012).  Finally, keeping the focus of the feedback on the task, 

processes, or regulatory activity of the learner helps to mitigate the emotional response to the 

feedback (Carless, 2006; Hattie & Timperley, 2007; O’Donovan et al., 2019). In fact, an ultimate 

goal of regulatory feedback is to help the learner develop a more objective viewpoint about his 

or her work and thus develop the skills needed for valid self-assessment and life-long learning 

(Sadler, 1989; Hattie & Timperley, 2007; Carless, 2019).  

Maximizing Instructional Feedback 

 Of critical importance in maximizing use of IF is the engagement by the learner in the 

feedback and revision process (Sadler, 1989; Black & Wiliam, 1998; Hattie & Timperley, 2007).  

IF is a two-way street.  We recall that Dewey (1914) holds the learner primarily responsible for 

his or her learning, “when . . . all has been done which a second party can do to instigate 

learning, the rest lies with the one directly concerned” (p.   236). However, Dewey does not let 

the instructor off the hook, advocating for the role of active participation in a shared 

experience.   As it relates to the learners in their care, teachers have the initial responsibility to 

provide actionable information, related to specified criteria, in a timely manner.  The learners 
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then must decide how and when to adjust their effort, work, strategy, or direction based on the 

feedback provided.   

 In an academic setting, a teacher has a responsibility to guide learners in the use of IF, 

but the ultimate onus for engaging with IF and for learning lies with the learner. Step three in 

the process outlined by Bellon et al. (1992) – opportunities to correct mistakes or improve 

performance - is the stage in which learners must make use of IF to realize the value of it. If 

learners are unprepared or unable to take advantage of the tools available, they are 

substantially less likely to succeed (Sadler, 1989; Taras, 2005). Carless and Boud (2018) 

described student feedback literacy as the “understandings, capacities, and dispositions needed 

to make sense of information and use it to enhance work or learning strategies” (p. 1315). And, 

Han and Xu (2019) discussed the traits and dispositions that prepare students for engaging with 

IF. In each case the authors emphasize the importance of students’ capacities and willingness to 

use IF to correct current work, improve future performance and build their self-regulated 

learning skills. 

Learner Use of Instructional Feedback 

Black and Wiliam (1998) define four elements that make up a feedback system: data 

about the actual level of some measurable attribute (current level of performance), data about 

the reference level of that attribute (optimal performance or success criteria), a mechanism for 

comparing the two levels and generating information about the gap (information from 

instructor to learner), and a mechanism by which the information can be used to alter the gap 
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(actions to take by the learner).  According to Hattie and Timperley (2007), the main purpose of 

IF is to reduce the discrepancy between current and optimal levels of performance or product; 

citing Sadler, 1989, they emphasize that “it is closing the gap between where students are and 

where they are aiming to be that leads to the power of feedback” (p.  90). IF is the information 

that the supports the learner as they work through the ZPD and transition to full participation in 

the community of practice outlined in Situated Learning Theory.  

As stated previously, Dewey (1914) places immense responsibility for learning on the 

shoulders of the learner.  It therefore follows that considerable onus for realizing the value of IF 

then falls on the learner.  Taras (2010) iterates that IF is “not a freestanding piece of 

information, but that it forms part of a learning context where all the protagonists need to be 

engaged in the process” (p. 550).  In fact, Sadler (1989) emphasizes that feedback is “feedback 

only when it is used to alter the gap” . . . otherwise it is simply “dangling data” (p. 121).  Black 

and Wiliam (1998) additionally underscore the requirement that the learner must take action to 

close the gap rather than act as a “passive recipient of a call to action” (p. 21).  The authors go 

on to articulate, “Assessment is to be seen as a moment of learning, and students have to be 

active in their own assessment and to picture their own learning in the light of an 

understanding of what it means to get better (p. 30).  It is evident the learner plays a vital role 

to ensure that IF closes the gap between “where I am” and “where I am going”.  As the research 

indicates, three questions must be answered if IF is to support learning: Where am I going? 

How am I doing? Where to next? (Hattie & Timperley, 2007).  These are questions that must 

ultimately be answered by the learner. Douglas et al. (2016) highlight the challenges for 
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undergraduate student in answering these questions and suggest students need guidance to 

understand how to make use of IF for their learning both in the short and long term. 

Perceptions, Understanding and Use of Feedback by Undergraduate Learners 

In a review of the research in higher education about undergraduate student 

perceptions of IF, use of IF, and understanding of IF three themes rise to the surface: 

undergraduate learners do not take advantage of feedback; there is a disparity between 

instructors and students regarding the value of feedback; and students may not understand 

how to apply the feedback. While undergraduate students have a desire for feedback, there is 

disengagement with the feedback process for a variety of reasons such as unmet expectations, 

problems with interpretation, and the perception that feedback is simply justification for 

summative assessment (Price et al., 2011).  

Failure to use Instructional Feedback 

Undergraduate learners often do not take advantage of the IF they receive (e.g., Crisp, 

2007; Higgins et al., 2002; Duncan, 2007; Ferguson, 2007).  For example, Duncan’s (2007) study 

rose out of frustration of tutors who felt that the IF they provided was not being used; one 

concern of the researchers was a low rate of response from students who had previously 

indicated a desire for additional help. However, students that participated offered a variety of 

reasons that the IF was not useful. For example, if the grade was good enough there was no 

motivation to read the feedback. Francis et al. (2019) likewise encountered focus on the grade, 

“If someone gets A first, they wouldn’t really look at the feedback . . . they’ve already achieved 
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it, and they wouldn’t want to improve further” (p. 478). This attention to the mark was also 

highlighted when a group of students were required to listen to audio feedback before 

receiving their grade (Wolstencroft & de Main, 2020). The students themselves saw the 

influence of knowing their grade before reviewing feedback. “I have to admit in the past, I just 

looked at the grade . . . I only looked at the comments if it was below what I expected” (p. 6). In 

one case a student believed that feedback about a particular area had not previously been 

provided, however, “I went back to some of my other assignments and realized it had been 

mentioned before, I just hadn’t read it” (p. 6).  

Crisp (2007) examined original drafts and final written assignments; the outcomes of the 

analysis ranged from improvement, to no change, to a decline in the work presented. In fact, 

two-thirds of all students had similar marks on both essays. Follow up interviews with students 

elicited from students a belief that they did pay close attention to the feedback they received, 

however they reported spending 15 minutes or less reading the feedback and the work product 

overall did not show improvement between first and second drafts. Weaver (2006) also found 

that while participants recognized the potential value of feedback to learning, they perceived 

much feedback to be too vague, not relevant to the criteria and negatively focused. 

Interestingly, Francis et al. (2019) found that while students wanted positive feedback and were 

concerned that too much negative feedback could be demotivating, they also saw more value 

in negative feedback which does more to facilitate improvement (p. 476). Results and 

conclusions of these studies confirm that there is an open question as to how and how often 
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feedback is used by undergraduate students to improve their work, and there is limited 

information about how they make the decision to engage.  

Disconnect About the Value of Instructional Feedback 

A second theme calls attention to a disparity between what instructors perceive to be 

valuable and actionable feedback and what undergraduate learners perceive to be valuable and 

actionable feedback (e.g., Carless, 2006; Crisp, 2007; Orsmond et al. 2013). Carless (2006) 

discovered in his investigation of the perceptions of feedback that tutors and students had 

quite different views on the nature and value of feedback. Frequently tutors believed that they 

were providing more detailed, timely and useful feedback than students believed they were 

receiving. In another study examining perceptions of both students and instructors, Mulliner 

and Tucker (2017) encountered broadly different viewpoints regarding the efficacy of and 

preferences for various types of feedback. Ghilay and Ghilay (2015) describe these 

discrepancies as the “feedback gap” and suggest that there are myriad reasons for the 

disconnect (p. 2). In a longitudinal case study of four students over four years, Carless (2019) 

found similar dissonance. The data suggested that “teachers and students need to interact 

more around feedback issues so that mutual understandings are developed, and dissonances 

reduced” (p.436).  

Making Sense of Instructional Feedback 

One potential reason may lie in the third theme from the research, which is whether 

undergraduates understand how to use formative feedback to enhance their learning (e.g., 
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Crisp, 2007; Higgins et al., 2002; Wilson, 2012). Crisp (2007) specifically questions “whether 

students actually see the point of being provided with feedback, let al.one actually understand 

how to use formative feedback to evaluate their progress and plan for future learning” (p. 578). 

Francis et al. (2019) conducted focus groups with undergraduate geography students to explore 

their perceptions of the feedback and assessment process at a University in the UK. Among the 

primary themes was this lack of understanding of assessment practices and the purpose of 

feedback – students felt confused about how to use the feedback, but also felt a lack of agency 

in seeking out clarification. Another element behind a hesitancy of students to reach out for 

clarification is their attitude about making mistakes (Leighton et al., 2018). This survey study of 

207 first- and second-year undergraduates emphasized the importance students’ attitudes 

toward mistakes - those who viewed mistakes as a personal failure were also less likely to 

engage in a feedback conversation.  

Higgins et al. (2002) assert that providers of feedback cannot assume that the language 

they use is inherently meaningful to students, “tutors base their feedback on implicit values and 

vocabulary that often mean nothing to the student” (p. 62). Wilson (2012) also suggests that 

instructors do not know how feedback is understood by the learner or how the learner makes 

the feedback meaningful,  

students face a number of challenges in being able to interpret this feedback; the 
students’ potential blindness created by their belief in what they intended to 
write, the students understanding of the communication from the teacher and 
their understanding of what the teacher intended by the feedback, and if they 
understand all this, their ability to action the feedback (p. 18).  
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Consequently, it is clear that while there is substantial research examining the perceptions of 

both instructors and learners regarding feedback, there is much more to understand about how 

learners make decisions regarding the use of feedback or how learners actually use feedback 

(Higgins et al., 2002). 

Use of Instructional Feedback by Pre-Service Teachers 

Of particular interest for purposes of this study is the subset of undergraduate students 

who are preparing to become professional educators.  Pre-service teachers (PTs) are in the 

unique role of being students who not only receive IF, but also are in preparation to become 

providers of IF. While professional curiosity about the role of IF in teacher education has been 

more prevalent in recent years, there is still limited research focused on PTs’ understanding and 

use of IF and there is a gap in the literature regarding the preparation of PTs to become 

effective providers of IF.  

Studies about PTs have focused on IF in an assortment of ways. For example, Chrichton 

and Gil (2015) examined reflective essays submitted for a teacher education program. In the 

essays PTs identified which sources of IF they judged helpful in evaluating lessons. The study 

summarized, from the PTs’ perspectives, which sources of feedback were most helpful and the 

ways in which the various sources of feedback were complementary. Key findings of this study 

were twofold. First, students acknowledged that the feedback they received was significant to 

the development of reflection about their practice. However, students also considered 

reflection something abstract to be done outside of the classroom on their own instead of a day 

to day proactive process associated with improved practice. 
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Another study examined through interview and focus group data how PTs viewed the 

usefulness of observation feedback. Rodriguez et al. (2020) found that PTs appreciate timely 

feedback, a combination of positive and critical feedback, and both oral and written feedback. 

For example, a study participant shared, “I definitely like the feedback. Getting feedback is – 

you get nervous, but it’s always a good thing to hear what you are doing well and what you are 

doing that can be improved upon” (p. 152). While this study sought perspectives from PTs’ 

personal experiences, questions remain as to how or why the PTs engaged with the IF. These 

themes align with studies about the efficacy of feedback, but the studies do not examine how 

or under what conditions the feedback was used nor how the recipient made decisions about 

applying feedback.  

Arts et al. (2016) asked PTs about their use of written feedback.  More than half of the 

respondents indicated that they processed the feedback entry by entry, a suggestion that the 

feedback was handled as task specific feedback. Other responses indicated that the PTs 

evaluated the feedback and applied the feedback that seemed most relevant to them.  In either 

case, students did use the comments to make alterations to the current assignment. However, 

evidence did not suggest that the feedback was considered by the PTs to be feedback for the 

future, “students mention that feedback is useful when it helps to improve the product. This 

seems to imply that any learning effect is overlooked by the students and (similarly to their 

non-education counterparts) that the main interest is in passing the test” (p. 168).  

Carless (2006), on the other hand, discovered that some of the PTs in his study did 

revisit previous assignments.  This was the case when there was a similarity between a current 
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and previous assignment. Other students used past feedback to duplicate the things they did 

well or to monitor their own improvement over time. In later studies Carless (2018, 2019) 

found that undergraduate students developed stronger feedback literacy as they progressed 

through their academic career. And, while these studies provide more insight into how PTs 

might use feedback, the author does not examine the depth of students’ reasoning or attempt 

to understand their choices. This is an important gap to address because teacher educators are 

tasked with preparing PTs for the classroom and for facilitating the learning of the future 

generation. PTs must be able to utilize every tool available to promote their future students’ 

learning and achievement. As Arts et al. (2016) point out,  

given the notion that feedback can be a powerful tool for students’ learning in 
higher education (Hattie & Timperley 2007) and also in middle schools (Cleary & 
Zimmerman, 2004), it is of tremendous importance that teacher trainers at the 
least provide a good exemplar (Buhagiar 2013; Struyven et al. 2010). . . . [or else] 
how will PTs learn how to formulate good feedback to their pupils?  
 

Research surrounding PT preparation for providing feedback is also scarce.  

Pre-service Teachers as Providers of Instructional Feedback 

Two key studies have confronted the question of how PTs engage in the process of 

providing feedback to students. Approaching the topic from the instructor perspective, Thomas 

and Sondergeld (2015) analyzed an instructional model designed to actively teach PTs to give 

feedback to students through explicit instruction, scaffolding, and authentic practice. Their 

review of the model program and their interactions with PT participants demonstrated the 

value in providing real-world experience. They discovered that the experience allowed PTs to 

“learn” how to provide high quality feedback (p. 104). This study can provide a valuable model 
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for coaching PTs in the role of feedback provider, but additional investigation can add further 

support for these ideas as well as alternatives.  

In a more recent study Ropohl and Ronnebeck (2019) assessed the quality of PT 

feedback for student artifacts. They found that PTs require more support in development of 

feedback skills, “In summary, the results illustrate that judging student work and providing 

potentially effective feedback to support learning are challenging practices for pre-service 

teachers indicating a need to support the development of these practices in teacher education 

programmes” (p. 2171). The gap in the literature related to PT preparation for providing 

feedback leaves a gap in teacher educators’ understanding of how to best prepare PTs to take 

on all of the responsibilities of teaching and facilitating learning. 

Research Methods Used to Study Instructional Feedback 

Meta-Analytic Methods 

While there is an abundance of research establishing the benefits of feedback in 

learning, there is less that helps to understand when and how those benefits are realized by 

undergraduate learners and particularly by PTs. A variety of methods have been employed in 

the quest for understanding about feedback and its impact on learning. Several quantitative 

meta-analyses support the conclusion that feedback is a powerful teaching and learning tool. 

Bellon et al. (1992), Bangert-Drowns et al. (1998), Black and Wiliam (1998), Hattie and 

Timperley (2007) and Wisniewski et al. (2020) collectively analyzed hundreds of studies to 

pinpoint the effect of IF. These studies concluded that feedback is quite powerful as an 
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instructional tool. Dean et al. (2012) analyzed several studies about different types of feedback 

to identify and recommend best practices for effective classroom research. Jonsson (2012) and 

Evans (2013) also reviewed existing research to help identify the reasons that undergraduate 

students do not appear to make use of IF. Li and De Luca (2014) reviewed 37 studies on 

feedback assessment in an undergraduate environment – the goal was to identify areas 

warranting additional study. Areas noted as having limited research were the actual practice of 

feedback and understandings of feedback as it relates to specific disciplines and programs. 

Correlational Methods 

Research examining the use of IF by undergraduate students and by PTs has been 

conducted using a variety of research methods. Crisp (2007) employed correlation analysis to 

compare the number of corrective marks on draft and final versions of student essays to 

ascertain the impact of the feedback. There was no change in the number of marks for 2/3 of 

the essay sets while the number of marks increased for 1/6 of the essay sets. While the study 

suggests that students are not responding to feedback, the findings do not adequately explain 

how the students tried to use the feedback or whether the issues on the final draft were the 

same or different. 

Surveys. Questionnaires, and Interviews 

Weaver (2006) used a questionnaire with both a Likert Scale and open-ended response 

questions. Additionally, the researcher engaged participants in group discussions to examine 

how confident students were in their understanding of the feedback and in their ability to apply 
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it to improve their work. More than half the participants received no guidance as to how to 

understand and use the feedback they received. Weaver (2006) identified four primary themes: 

students believed that feedback was not helpful because it was vague, lacked guidance, was 

irrelevant to the criteria, or was too negatively focused. This study supports the conclusions 

drawn by Crisp – that there is a gap in understanding between the provider and the recipient of 

feedback that hampers effective use of feedback – but offers little in the way of explanation for 

this phenomenon.  

Rodriguez et al. (2020) employed interviews and focus groups to gather data related to 

PT perspectives of the usefulness of IF. The study supports previous findings about effective IF, 

yet the research did solicit PT perspectives about the ways in which the IF was used or the 

reasons behind the decision to use IF. This phenomenological study was one very few to engage 

more personally with PTs to solicit information about their perspectives and experiences with 

IF. 

Mixed Methods 

Arts et al. (2016) compared draft and final versions of papers to quantify use of 

feedback. In a case study the authors employed a mixed-methods strategy that included the 

document comparison, analysis of feedback comments, and an open-ended questionnaire to 

understand more fully how and when students made use of feedback. They found that most 

student participants regarded the feedback as task or assignment specific. The data did not 

provide for an evaluation of how well students understood the use of feedback at the process 

or regulatory levels defined by Hattie and Timperley (2007). 
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Carless (2006) and Weaver (2006) likewise made use of a mixed methods strategies to 

examine student perceptions about feedback. Carless (2006) asked participants to answer a 

series of survey questions using a Likert scale, respond to open-ended survey questions and 

participate in semi-structured interviews. Carless employed a research assistant fluent in 

Chinese to conduct some of the interviews in hopes that a peer might get more “frank” 

answers. The findings suggested that students wanted feedback but perhaps lacked 

understanding about the feedback and how to use it (Carless, 2006). The study did not 

specifically address what student understandings were or how students made the decision to 

use feedback or not.  

Conclusion 

While there is a fair amount of research examining the perceptions and use of feedback 

both by undergraduate students and PTs, there is a lack of research focused on the ways in 

which PTs understand and utilize IF, how they make the decisions to use IF, and how they are 

prepared to be givers of feedback in the future. The most significant gap in the literature has to 

do with PT preparation in the area of IF. It seems that there is opportunity to better understand 

how and how well PTs are prepared for this important role. 
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CHAPTER 3: METHODS AND PROCEDURES 

This chapter provides a summary of the research context, approach to data collection 

and data analysis for the case study. The section entitled Research Context offers an overview 

of the purpose and design of the study, provides a description of the research setting, and 

describes the characteristics of both the location and the participant pool. The section includes 

a demographic overview of the participant pool along with information about the relationship 

between the researcher and the study participants.  

The section entitled Data Sources and Procedures for Data Collection describes the 

interview method and interview protocol, provide a summary of the development of the 

protocol, and offer the rationale for choosing the particular data collection method.  

The Data Analysis section outlines the process used to prepare the data for analysis and 

provides a detailed description of the steps of the process from interview transcription to 

sorting and coding, member checking and cross checks by one or more research colleagues. 

Finally, the section, Validity and Reliability addresses the rigor and trustworthiness of the 

research methods employed in the study.  

Research Context 

The purpose of this case study was to engage in a professional conversation with PTs in 

the later stages of a Teacher Education Program (TEP) as they pursue their final preparations 

for student teaching. The investigation focused on understanding PTs’ thoughts and ideas about 

the purpose and value of IF, the approach and principles they use to decide how and when they 
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make use of IF as a learner, and their level of preparedness to become providers of feedback 

for their future students.  

In alignment with that purpose, a qualitative strategy was employed to ask PTs directly 

to describe their personal beliefs, values, and experiences related to feedback. Three-part semi-

structured interviews allowed the researcher to examine in-depth personal experiences from 

the viewpoint of the participants, analyze those understandings individually and collectively, 

extract common themes and thus, construct a more general understanding of case study 

participants attitudes about IF and their intentions about the use of IF in their future practice 

(Creswell, 2014). 

Setting 

The setting for this study is a medium-sized land-grant university located in the 

northwest Rocky Mountain region.  The university is one of 131 universities nationwide to be 

classified as having very high research activity by the Carnegie Foundation for the Advancement 

of Teaching and is one of only two universities whose enrollment research profile is “very high 

undergraduate”. This public university located in a primarily residential setting has a high 

undergraduate enrollment.  Enrollment in the fall of 2019 was 16,766 of which 14,817 were 

undergraduate students; 82% of undergraduates attended full time.  Demographic breakdown 

of this undergraduate group reveals a population that is 53% male and 46% female.  Self-

reported ethnic background is predominantly white (84%) with the next largest ethnic group 

being Hispanic or Latino students (5%) and those reporting to be of mixed race (5%).  The 

average age for undergraduate students for the last several years has been 21.  59% of 
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undergraduate students enrolled in the fall of 2019 were in state residents.  The non-resident 

student body (41%) represented all 50 US states, 2 US territories, and 69 foreign countries. 

Approximately 69% of all undergraduate students received financial aid including scholarships, 

grants, work-study, and student loans, with Pell recipients comprising 19% of the 

undergraduate student body in 2019 (Office of Planning and Analysis, 2019). 

The Department of Education, housed within the College of Education, Health and 

Human Development offers undergraduate degrees in teacher preparation for both elementary 

and secondary education.  Graduate degrees are offered in educational leadership, adult and 

higher education and curriculum and instruction.  In 2017-2018 the Department of Education 

conferred 116 bachelor’s degrees, 80 of which were in the area of elementary education and 

teaching (University Communications, 2017; University Communications, 2018). In the fall of 

the 2019 academic year, 1754 undergraduate students (71% female) were enrolled in the 

College of Education, Health and Human Development (EHHD) including 295 freshmen. TEP 

enrollment in the fall of 2019 included 312 elementary education K-8 majors, 109 secondary 

education majors, 58 early childhood education majors and 19 technology education majors. 

Approximately one-third of teacher education students (106) were freshman. Average class size 

in the department of education classes in 2019 was 18 (Office of Planning and Analysis, 2019).  

Participants 

The participant pool for this study included elementary PTs enrolled in advanced 

practicum coursework. The selection of this group is appropriate because of their current 

progress in the TEP.  These students are in the later stages of their coursework, participating in 
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their second practicum experience and preparing for student teaching. PTs at this stage of their 

TEP are the group that is simultaneously receiving and providing IF on a regular basis; therefore, 

they were the ideal target population for this case study.  

Invitations to participate were extended to 80 PTs enrolled in practicum II courses over 

three semesters, none of whom had a prior relationship with the researcher. Twenty-two PTs 

responded to the invitation and 16 interviews were scheduled and conducted. The 

demographic profile of the case study participants is summarized in Table 1. 

Table 1. Demographic Profile of Case Study Participants 

Traditional Age Undergraduates 
Non-Traditional Age Undergraduates 

First Degree Post-Baccalaureate 

11 4 1 

  
Male Female 

1 15 

  
White Native American 

15 1 

  
Elementary Education Major Spanish Teaching Major Agricultural Education Major 

14 1 1 

  
Concentration/Specialization 

None 4 Art 1 

Math 4 Early Childhood 1 

Science 2 Hispanic Study 1 

Special Education 2 Reading 1 

All participants were within one semester of student teaching. One participant changed majors 

following the interview and is no longer an education major. While initial interviews were 
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conducted face to face in person, interviews conducted during and after the spring of 2020 

were moved to virtual face to face meetings via WebEx. All 16 participants received a $10 

Amazon gift card at the conclusion of the interview in appreciation for their time during a busy 

semester in their program. 

When several experts were asked, “how many qualitative interviews is enough?” the 

most common response was that it depends on several variables including time and resources, 

the availability of the population pool, and the point at which the responses no longer offer 

additional new information (saturation). The determining circumstances are unique for each 

individual study (Baker & Edwards, 2012). In this case the 16 interviews offered a volume of 

thick, rich personal stories and were sufficient to reach the point of saturation in the response 

analysis. 

Data Sources and Procedures for Data Collection 

Three-part semi-structured interviews were used to collect the case study data. The 

interview protocol consisted of three parts. First, participants were presented with a 

constructed scenario depicting a hypothetical student, Remy, in a social studies methods class 

receiving IF on a lesson plan. PTs were asked to predict how Remy would respond to the IF and 

explain the reasons for their response. The second section of questions focused on the past 

personal experiences, both positive and negative, with IF. Finally, participants were asked to 

respond to a series of questions designed to gather information about their personal beliefs 
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regarding the purpose and value of feedback for their own learning and for their future 

practice. The interview protocol can be found in Appendix A. 

Interview Protocol Part 1: Constructed Scenario 

The use of a constructed scenario allowed participants to begin the interview by 

responding to a hypothetical situation involving PTs receiving IF in the context of a teacher 

education course. According to Graue and Walsh (1998), an interview using a constructed 

scenario has been recommended because it is less threatening, takes focus away from giving 

the “right” answer, and allows participants to answer for a subject similar to, but other than, 

themselves. The opportunity to answer on behalf of the hypothetical subject mitigates the 

sense that one may be sharing deeply personal information (Barter & Renold, 1999).  

This interview approach is similar to a method known as the situational interview which 

has been used as an approach in hiring situations (Maurer, 1997).  Research has demonstrated 

that this approach is a highly valid predictor of job candidate abilities and is also resistant to 

race, gender, and age bias (Maurer, 1997).  Research has suggested as well that situational 

interviews alleviate the tendency of some candidates to try to control and manipulate the 

interview to come across in a rehearsed manner (Maurer, 1997). Furthermore, previous 

research has found that this strategy can determine effective teaching behavior in the hiring 

process (Schumacher et al., 2015).  

Skilling and Stylianides (2019) examined the role of constructed scenarios in educational 

research as an avenue to explore participants’ views about value-laden constructs such as 

beliefs and understandings. They note that changes in constructed scenario methods have 
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occurred as a result of changing perspectives about the legitimacy of qualitative research 

methods in the social sciences (Skilling & Stylianides, 2019). They highlighted some key 

elements of constructed scenario development that include: the portrayal of characters and 

events that are representative of those experienced by participants: a balance of hypothetical 

and realistic situations: and succinct portrayals of selected information that leave room for the 

participant to interpret and respond to the scenario. 

Another benefit of constructed scenario use is that indirect questions related to the 

scenario allow participants to share their experiences and understandings without fear of 

judgment (Nederhof, 1985). A challenge in conducting research with human subjects is the 

potential for social desirability bias or the tendency of responders to answer questions in a 

manner that will be viewed favorably by others – for instance, over reporting “desirable” 

behavior or under reporting “undesirable” behavior (Nederhof, 1985). One method of 

moderating social desirability bias in an interview process is to use “proxy subjects” where a 

close confidant answers questions about the target of the interview (Nederhof, 1985). A 

constructed scenario is similar in effect to a proxy subject as the interviewee is answering 

questions not directly related to themselves or their own actions. Torres (2009) suggests that 

using constructed scenarios does help to avoid what he terms impression-management biases, 

“since the informants are asked to relate to a vignette character and need not necessarily feel 

pressured to respond in accordance with that they assume researchers regard as the socially 

desirable answer (p. 102).”  
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Interview Protocol Part 2: Guided Recall 

The second part of the interview protocol involved use of guided recall of specific 

feedback experiences by the participants. Guided memory or cognitive interviews have been 

used frequently in police investigations and much of the literature is in that context (e.g., Fisher 

& Geiselman, 1992). A central principle of the cognitive interview is the understanding that 

recall can be increased by recreating the event’s context at the time of the interview (Fisher & 

Geiselman, 1992). Ways to approach that goal are to ask the interviewee to place themselves 

back in the situation or to ask very precise, detailed questions about the event and its context 

(Fisher & Geiselman, 1992).  

During this phase of the interview, PTs were asked to remember specific examples of 

receiving feedback – first feedback that was helpful and then feedback that was not helpful. 

The remembrance was guided by a series of specific detailed questions constructed to facilitate 

PTs recall including the context of the situation such as the environment, the class, the 

instructor, the specific wording and delivery of the feedback, the PTs state of mind and 

workload. PTs were asked to describe the experience as vividly as possible to recreate the 

experience along with its associated feelings and decisions.  

Interview Protocol Part 3: Personal Values and Beliefs 

The final phase of the interview protocol involved asking the participants direct 

questions about their beliefs and understandings of IF. They were asked to define IF, describe 

its value in their own learning process, highlight the types of feedback that is most meaningful 
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for them, and to consider their level of preparedness to deliver effective feedback to their 

future students.  

Purpose of the Interview Protocol Design 

The three-part interview protocol was designed to collect authentic and honest data 

from participants. Each step of the protocol built up on the personal ease established in prior 

sections as participants moved from observer to witness to active participant espousing their 

personal convictions. The gradual increase in the level of personal involvement also allowed for 

fully introspective answers to the final set of questions. This progression can be seen below in 

Figure 1. 

FIGURE 1. Interview Protocol Progression

 

Constructed Scenario

Hypothetical Scenario -
Observer

•Non-threatening

•Non-judgmental

•Avoid social desirability bias

•Set the stage for guided recall

Guided Recall

Guided recollection -
Witness

•With comfort level established

•Aid detailed recall of specific 
personal examples

•Recreate experience

•Recreate associated feelings 
and decisions

Personal Beliefs & Values

Direct Questions -
Active Participant

•Follow hypothetical & guided 
recall which open conversation 
to more personal examination

•Solicit participants peronal 
beliefs/values about IF
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Pilot Study 

The interview protocol was developed with the aid of PTs who were enrolled in a social 

studies methods course in the TEP. These PTs voluntarily participated in a pilot study to 

examine the effective nature of IF on their critical thinking processes. The findings of the pilot 

study helped to inform the development of the interview protocol for this case study. 

The first step of the pilot study was to survey participants about specific feedback they 

had received in a teacher education methods class. A combination of a Likert scale survey and 

open-ended follow up questions were used to capture participants’ perspectives about the 

feedback they had received. The survey instrument can be found in Appendix B. Twenty-four 

participants were provided with lesson plan feedback artifacts to assess and completed the 

survey. 

Elements of feedback considered by pilot study participants to be helpful are 

summarized in Table 2 and elements of feedback considered by pilot study participants to be 

less helpful are summarized in Table 3.  

Table 2. Helpful Forms of Feedback 

Themes Types of Feedback Participant Comments 

Made me think 
more critically 
about student 
learning  
*29 instances 

 Asked for clarification 
 Gave an example 

 “it made me think more in depth about what 
I want my students to learn” 

 “it helped me to consider the overall rigor of 
my lesson and asked what I 
wanted/expected from students” 

Offered an 
example or a 
suggestion 
*29 instances 

 Asked for clarification 
and Gave an example 

 Gave an example 

 “I changed my lesson plan to incorporate this 
idea – I think it enriches the lesson and 
engages students more” 

 “This was immediately helpful to me – it 
provided the words that I could not think of 
when writing my lesson.” 
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Made me consider 
something new 
* 22 instances 

 Asked leading questions 
 Asked for clarification 

 “made me consider other lessons in our 
group unit plan which was helpful and made 
me accountable for the overall unit as well as 
my own lesson” 

Gave me 
ownership 
(agency) of my 
work 
* 10 instances 

 Asked leading questions 
 Asked for clarification 
 Offered multiple 

examples 

 “multiple questions allowed me to think 
about what I want from this lesson and still 
own the lesson as my own” 

Table 3. Not Helpful Forms of Feedback 

Themes  Evidence 

This Feedback 
was not clear 
* 15 instances  Comment Only 

 “vague – I wasn’t sure what it meant” 
 “it was hard to decide how to address and 

what changes to make” 

Did not offer an 
example or a 
suggestion 
* 13 instances 

 Comment Only 
 Leading Question Only 

 “I would have liked a bit more guidance on 
ways to do this as it is a hard concept” 

 “I wasn’t sure what to do – some resources or 
suggestions would have been helpful” 

These results led to the inclusion of questions about the specificity of feedback, the tone of the 

feedback, agreement/disagreement with the feedback, and feelings about the usefulness of the 

feedback within the interview protocol. The information about the types of feedback which 

were identified as most and least helpful was then used to develop questions for inclusion in 

the interview protocol. 

The pilot study also provided the context for creation of the constructed scenario. All 

PTs engage in multiple methods courses which frequently include the creation of lesson and 

unit plans, and thus, this provides a very familiar situation for framing in a hypothetical setting. 

Previous research (Skilling & Stylianides, 2019) identified key elements of effective constructed 

scenarios: the portrayal of characters and events that are representative of those experienced 
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by participants; a balance of hypothetical and realistic situations, and succinct portrayals of 

selected information that leave room for the participant to interpret and respond to the 

scenario. 

A group of 7 PTs volunteered for a follow-up interview and were asked to assess a draft 

of interview protocol. Participants first engaged in the interview process, then were provided a 

copy of the research questions and were asked to evaluate the strengths and weaknesses of the 

constructed scenario, the impact of the interview strategies on the authenticity of the 

responses, and the overall effectiveness of the data collection methods to answer the research 

questions.  

When participants were asked which strategy was more likely to solicit honest and 

authentic answers, they indicated that the constructed scenario and the guided recall strategies 

in combination were most likely to do so. Participants indicated that the scenario felt familiar 

and non-personal at the same time. One PT mentioned that “the scenario takes me right back 

into my methods classes working on lesson plans” and another stated that “the scenario is very 

easy to relate to and talk about because it is not me. It gets me thinking about what might 

happen and I can draw on my own experience to answer for Sam.”  Participants agreed that 

“the scenario feels authentic and I would, I think students would, draw on their own 

experiences to answer for Sam.”  Additionally, PT responses support the argument that the 

scenario is less threatening than diving right into personal experiences.  For example, one PT 

stated “The scenario is most comfortable to begin because it is hypothetical and gets me 
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thinking more in depth so that I am ready for more personal questions. It lets me put my guard 

down.”  

The guided recall component of the protocol struck the participants as effective because 

it allowed them to draw on their own personal experiences.  For example, one participant 

stated, “I think that the guided recall would give the best authentic answers regarding 

feedback. Being able to apply the question to their own life will make it more personal and you 

will be able to better understand how it is impacting their own learning and education.” 

Additionally, participants indicated that the guided recall would solicit the deepest levels of 

thinking about the questions. One PT suggested, “Guided recall definitely prompts deeper 

levels of thinking about the questions. If a student is able to recall a vivid experience and 

convey what happened in that experience to you, then they can give you exact details of how 

they responded to things and what was said.”  Another PT offered the thought that “the 

scenario and the guided memory both prompt me to think more deeply - one because I have to 

think about what anyone might do in a situation, the other because I would be remembering 

exactly what I did in that situation.” 

Five of the round two pilot study participants advised that the combination of the 

scenario and a guided recall of personal experiences would bring the most thoughtful and 

authentic answers.  For example, one PT said, “I like the idea of using the scenario and the 

guided recall to move through the thinking process and get deep authentic answers. The 

scenario is engaging, so I think people may not be as defensive when they begin talking about 

themselves.” Another participant, liked the idea of using all three components:   
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Personally, I kind of think a mix of all three strategies would be the most effective. 
I really like the scenario because it not only gives them a chance to think critically 
on a new situation but the chosen scenario that you are using is applicable to them 
which makes it more real life. The interview questions I also like because they are 
easy to understand questions and the fact that they have to take a moment and 
reflect (similar to an actual interview with a principal). Lastly, guided recall was a 
nice touch because it has the students look back on their practicums, methods, 
and other classes that involve students. This allows students to gauge back on 
their past experiences to better know what they do in the future. 
 

One PT suggested incorporating interview questions about personal understandings into the 

guided recall strategy, thus, combining all three strategies and allowing for a wide range of 

authentic and personal responses. It became clear that a combination of a constructed scenario 

followed by guiding the participants’ recall of a personal experience, and finally asking for more 

personal views of feedback in general could be an advantageous strategy to gather the type of 

information needed to answer the research questions. 

Final Interview Protocol 

Based on the findings from the pilot study, the interview protocol includes all three 

elements evaluated by the pilot study participants. The interviews began with the constructed 

scenario to set a safe and thoughtful environment. This was followed by the guided recall in 

which participants are asked to recall personal experiences receiving IF, one in which the IF was 

helpful and one in which the IF was not helpful. Participants were prompted to describe the 

experiences in as much detail as they remembered. Explicit questions guided participants to 

recall details of the experience and to describe the ways in which they responded at the time. 

Finally, the last part of the interview asked participants to reflect on their understandings and 

beliefs about IF more generally and discuss their intentions regarding IF in their future practice. 
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Participants in the pilot study helped to formulate an interview protocol that brought about 

highly fruitful conversations during the case study interviews. 

Sixteen interviews, each lasting between 45 and 70 minutes, were conducted and 

recorded with the participants’ permission. Saldana (2016) recommends that coding begin 

during the process of data collection – this might take the shape of field notes during the 

interview process or documenting thoughts immediately following the interview – a process of 

“jotting down” memories and initial observations. Field notes documenting key phrases, 

impressions, and questions were logged on the interview guide as well. The recorded 

interviews were then transcribed verbatim.   

Data Analysis 

Saldana describes data coding as a heuristic – “an exploratory problem-solving 

technique without specific formulas or algorithms to follow” (p. 13). It is a cyclical act that bears 

fruit most often in the second, third, fourth round of coding as ideas are filtered, highlighted, 

and categorized. The purpose of coding data is to place ideas in order in a systematic way, to 

classify or to categorize the data in order to make meaning, find patterns, and illuminate 

explanations (Saldana, 2016).  

Selecting coding methods depends a great deal on the data collection methods, the 

research questions, the researcher, and the theoretical lens. The nature of the research 

questions should influence the coding approach (Saldana, 2016). This case study seeks to 

understand perspectives and values of PTs through face-to-face semi-structured interviews. In 
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Vivo coding or literal coding refers to the use of words or phrases from the actual language 

found in the qualitative data record – the terms used by the participants themselves. This 

strategy is a good way to capture the meanings in individual experiences and to honor the voice 

of the participants. For these reasons it is widely applicable to practitioner research, especially 

as a way to understand personal experiences and perspectives (Saldana, 2016). This strategy is 

also a good fit for Situated Learning Theory which emphasizes learning in a community of 

practitioners and submits that community of practice is heavily impactful to individual learning 

(Lave & Wenger, 1991). Descriptive coding was used where the participants’ exact words were 

insufficient to capture the full idea. The choice of descriptive coding supported both the focus 

on the research questions and the coding of interview data in light of Situated Learning Theory. 

For example, did the answer support the perspective of novice learning from expert or the 

immersion in the community of practice? In combination with descriptive coding, In Vivo coding 

allowed the voice of the PTs to remain in the forefront of the analysis. 

Data Preparation 

In preparation for transcript review and initial coding, all field notes were read to recall 

the general sense of the interviews. The research questions were printed out, re-read, and used 

to maintain focus on the research goals during coding. In qualitative research, research 

questions may be refined during the process of data collection and analysis as they are typically 

open-ended, evolving and nondirectional (Creswell, 2014). Keeping the research questions in 

mind during the coding process promotes that flexibility as well and allows the central 

questions, in this case, PTs understandings about the purpose and value of IF, to focus the 
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analysis. 

First Cycle Coding 

To begin, all 16 transcripts were formatted so that the double-spaced transcript left a 

wide right margin for notes and transcripts were printed out for the first cycle of coding.  Then 

the first five transcripts were carefully read and words or phrases that rose to the surface were 

highlighted. Notations were added in the right-hand column to add clarity and emphasis. This 

initial review resulted in 59 individual words and phrases that rose to the surface. These initial 

codes were listed in an Excel spreadsheet and sorted to associate similar words and phrases. A 

condensed list of 33 preliminary codes was then used to review the next five transcripts.  Three 

supplementary unique codes surfaced through this second round of transcript review. The 

resulting list of 36 preliminary codes was used to review remaining transcripts. No further 

codes were identified. 

The list of preliminary codes was then shared with a colleague along with 7 transcripts - 

During the colleague’s review of the transcripts, they used each of 36 preliminary codes and 

were able to assign each of the codes confidently. While they did not discover additional codes 

to be added to the evaluation, a recommendation was made that one code should be split into 

two distinctly important ideas. The initial list was modified to encompass 37 preliminary codes. 

Second Cycle Coding  

The goal for the second and subsequent cycles of coding is to reorganize and reanalyze the 

codes identified in the first cycle with the purpose of identifying the categories or themes that 
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become the components of the research findings (Saldana, 2016). Using the research questions, 

the elements of Situated Learning Theory, field notes, preliminary codes, and quotes from 

participants as the guide, the initial codes were organized into clusters of common ideas or 

themes. Themes included direct association to the research questions, connections to 

legitimate peripheral participation, expertise of current practitioners, descriptions of effective 

feedback, the balance between feedback and agency, and perspectives about preparation. A 

summary of the resulting codes organized by theme can be found in Table 4.  Table 4 was 

shared with the same colleague that reviewed the initial coding to vet the analysis and themes 

were shared with study participants to ensure their voices were represented accurately. 

Table 4. Data Codes and Themes  
Feedback is 
about 
Improving 
Learning 

Feedback is 
important to 
my learning 

I Always 
Consider 
Feedback 

I Want to 
Know you 
Care About 
Me 

I Want to 
Provide Great 
Feedback 

I’d Like More 
Practice 
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 Purpose of 
Feedback is 
to Improve 
Learning/Gro
w 
Academically 
and 
Professionall
y 

 Feedback is 
Personal – 
Not a 
Comparison 
to Others 

 Desire for 
Feedback 

 Appreciation 
for Feedback 

 Feedback 
has helped 
me learn and 
grow 

 TEP helped 
me realize 
the value 
and 
importance 
of Feedback 

 Mutual 
Obligation 

 Lack of great 
feedback 
experiences 

Instructor 
Characteristics 
 I respect 

your 
experience 

 Instructors 
are modeling 
feedback 
strategies – 
both good 
and bad 

 Do as I say – 
Not as I do 

Feedback 
Characteristics 
 I always alter 

my work if I 
can 

 Tell me what 
I did well – 
specifically – 
then tell me 
how I can 
improve 

 “Good Job” 
is not helpful 

 Be specific 
 Use Positive 

Constructive 
Words 

 Be honest 
 Give me 

Agency 
Environment 
Characteristics 
 Safe 

environment 
to make 
mistakes 

 Be non-
judgmental 

 Open 
communicati
on 

  Mutual 
Respect 

 Mutual 
Effort 

 Effective 
feedback is a 
sign of 
respect/valu
e 

 I work hard 
– “good job” 
undervalues 
that effort  

 Good 
feedback 
built a 
relationship 

 I want to 
provide 
actionable 
feedback 

 I’d use this 
strategy if I 
had time 

 I want to 
provide 
feedback 
that is 
personal, 
meaningful, 
impactful, 
actionable 

 I want to be 
encouraging 
and 
constructive 

 Giving 
feedback is 
harder than 
receiving 
feedback 

 I’d like more 
practice 

 Instructors 
are modeling 
feedback 
strategies – 
both good 
and bad 

 My peers 
and I lack 
experience 

 No explicit 
instruction – 
no 
expectation 
for what 
peer 
feedback 
looks like. 

 I’ve learned 
about giving 
feedback 
through 
experiences 
– both what 
to do and 
what not to 
do 

 I’ve learned 
about giving 
feedback 
and the 
sandwich 
methods in 
TEP 
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Validity and Reliability - Trustworthiness 

Creswell (2014) suggests that traits of sound quantitative research include internal and 

external validity and reliability.  In qualitative research, trustworthiness has been used as an 

alternative basis for judging the soundness of qualitative research and is comprised of four 

criteria.  Credibility can be compared to internal validity and ensures that the findings 

accurately reflect the perspective of the participants.  Transferability, which can be compared 

to external validity, addresses the ability to transfer or generalize results and or methods to 

other contexts or settings.  Dependability, which can be compared to reliability, is the degree to 

which the study could be replicated or repeated with the same or very similar results.  

Confirmability, which also can be compared to reliability or objectivity, is the degree to which 

the results or interpretations of date are corroborated by others (Shento, 2004).   

Creswell (2014) offers several steps that can be taken to ensure validity (credibility and 

transferability). According to Creswell (2014) triangulation is a process in which the researcher 

seeks convergence from multiple and different sources of information to form the themes or 

categories in a study. While this case study employed a singular method of data collection, 

responses to the three-parts of the interview process provide an indication that the collection 

method resulted in authentic and honest responses. In this case the participants were offered 

multiple opportunities to respond to similar questions about receiving and applying IF over the 

three parts of the interview. Those responses were consistent for each participant 

demonstrating alignment between the hypothetical indirect questions, the memory driven 

direct questions, and the value-based questions in part three of the interview protocol. 
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Member checking seeks validation from the participants rather than the researcher 

(Creswell, 2014). Member checking involves taking the data analysis and interpretations back to 

the participants so that they can confirm that the overall account is realistic and accurate 

(Creswell, 2014). In this instance, the case study sought to identify and report upon the PTs’ 

experiences; member-checking was particularly important to ensure that those experiences 

were reflected accurately. Member checking was used as a tool to ensure that the voice of the 

participants was the dominant voice. After themes were identified through the data analysis, 

case study participants were contacted. The themes were shared, and participants asked if the 

themes accurately reflected their thoughts about IF. Five PTs responded to the request for 

member checking. Three of the PTs offered additional clarification and the final theme was 

refined as a result. All five PTs then agreed that the change was appropriate and that the six 

themes were accurately reflective of their experiences and perspectives. 

In terms of transferability, the goal of qualitative research, particularly a case study, is 

rarely generalizability, however, there are times when qualitative researchers can investigate 

new cases and generalize past findings to the new cases.  Transferability depends heavily on the 

use of vivid, detailed descriptions of both process and analysis (Creswell, 2014).  Such rigorously 

documented processes and procedures have been included here. Two scenarios arise as 

possible extensions for this study.  It may be possible to repeat this case study in a different TEP 

and evaluate the transferability of the results, or alternatively the results could be used to 

develop a survey and test the transferability with a broader quantitative study. 
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Creswell also offers several strategies for ensuring reliability (dependability and 

confirmability) as well. These include verifying transcription, checking in regularly to verify that 

coding definitions remain consistent, and having different researchers cross-check coding. The 

process of reviewing and coding a portion of the transcripts, evaluating the coding, and using 

the modified list of codes to continue the review and coding process helped to ensure 

consistent coding. Further, having a colleague use the code definitions to examine and code the 

several transcripts helped to validate and confirm the use of the codes as well as confirm 

saturation of new information. It is essential that qualitative research, because of the inherently 

subjective nature, be conducted with strict rigor and appropriate checks and balances to 

uphold high academic standards for research. Every attempt to include rigorous checks and 

balances has been taken to uphold high standards for this case study. 
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CHAPTER 4: RESULTS 

The purpose of this case study was better understand PTs’ perspectives about the 

purpose and value of IF, the approach and principles they use while deciding how and when 

they make use of IF as a learner, the reasons they make those decisions, and the self-perceived 

readiness of PTs to provide feedback to their future students.. A purposefully selected group of 

elementary PTs enrolled in a second practicum experience and looking forward to student 

teaching within the next two semesters were invited to participate in a semi-structured 

interview. The goal of the case study was to understand how these PTs view the role of IF for 

their own personal learning and for the learning of their future students. In a three-part semi-

structured interview the PTs were asked to share their thoughts about the purpose and value of 

IF, describe the ways in which they decide to apply IF and forecast their plans and level of 

confidence for using IF in their own practice. This chapter presents the results and findings of 

the data collection and analysis outlined in Chapter Three.  

The study was guided by the following research questions:  

How do elementary PTs enrolled in a traditional undergraduate preparation program …  

1. describe the purpose and value of instructional feedback?  

a. What factors or experiences contributed to these perspectives?  

2. use and apply instructional feedback that they receive? 

a. What factors or experiences contributed to these behaviors?  

3. make the decision to use (or not use) instructional feedback in their own learning 

process? 
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a. What factors or experiences contributed to these decisions?  

4. plan to use feedback in their future professional practice? 

a. What factors or experiences contributed to these intentions?  

b. What is their level of preparedness to implement their plans? 

The results and findings are presented for each research question in order. 

Elementary PTs’ Description of the Purpose and Value of Instructional Feedback 

 Existing research suggests that undergraduate students’ understandings of the purpose 

and value of feedback are connected (Crisp, 2007; Francis et al., 2019). Findings suggest that 

the reason some undergraduates may not value IF, could be because they do not really 

understand the purpose of feedback and do not know what to do with it (Crisp, 2007; Francis et 

al., 2019). The expectation, therefore, was that answers for this research question would find 

intertwined perspectives about the purpose and value of IF. However, the analysis in this case 

study provided an unexpected finding. The analysis of the interview data showed that the PT 

perspectives about the purpose and value of feedback were distinct and separate from each 

other. PT perspectives about the purpose of IF were more general and outward facing as they 

considered the purpose of feedback for a generic student. PT perspectives about the value of 

IF, on the other hand, were quite personal and inward facing, as PTs offered descriptions that 

were more relevant to themselves and their future students. While every participant was able 

to describe the purpose of feedback in valid and accurate ways, perspectives about the value 
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and importance of feedback were not necessarily aligned nor co-dependent. As a result, two 

unique themes emerged in answer to this question.  

Instructional Feedback is about Learning 

The first theme, Instructional Feedback is about Learning, captures PT understandings 

about the purpose of IF and highlights PTs’ beliefs that the purpose of IF is to improve the 

recipient’s learning. Key areas of learning identified as targets for improvement include 

immediately relevant knowledge and skills, understandings about how to do better in the 

future, and development of self-reflection. When asked to define and state the purpose of IF 

during the third part of the interview protocol, participants answered the question with 

minimal difficulty. It is possible that the preceding and lengthy conversation about IF had 

primed them to provide an answer to such a question. It is equally possible that they had been 

thinking about the role of and purpose of IF as they prepared for student teaching. In either 

case, the overwhelming response was that feedback was about learning and growing, about 

improving one’s academic performance and in most cases about sparking self-reflection.  

For purposes of this case study, the operational definition of IF is information about the 

gap between a learner’s actual level of performance and a defined optimal level of 

performance, which, when communicated to the learner, facilitates learning by closing the gap 

and improving performance. PTs offered several definitions that came quite close, fell 

demonstrably within the scope of that definition, and focused on student outcomes. For 

example, one participant stated, “I would define instructional feedback as any communication 



76 
 

with students with the goal of helping them improve on a specific skill or strategy or 

assignment” PT 10. 

PTs defined IF as information about where a student is and how that student can 

improve or grow. They also put emphasis on IF that is student-focused and personal. According 

to one PT, “instructional feedback needs to be feedback that takes a subject area, looks at 

where the student is at, and then figures out a way to help the student grow in that specific 

area” (PT 15).  Another put it this way, “the purpose [of IF] is to help students understand how 

they performed and what they can do to grow from their set performance on whatever they 

did – their assignment, project, whatever it may be. The feedback is for you personally – it has 

nothing to do with anybody else” (PT 2). They viewed IF as being about the recipient rather 

than a comparison to others.  

While there was an emphasis on student-focused and personal IF, the PTs also 

underscored the responsibility of the learner to engage with and use the IF they receive to 

make improvements. There was a clearly spoken expectation that the student is reflecting on 

the information and taking action, “it’s a way to reflect and improve on any academic work, 

whether a paper or a teaching performance. I think it’s about seeing what you did, what you did 

well, and where you can improve” (PT 4). Another PT suggested,  

In the teaching world specifically, it’s to improve the student and maybe help them 
see things that they didn’t see before or that they have glossed over. They go back 
and look at it and reflect on it and make it better. They are improving. They are 
having those reflections (PT 9). 
 
In addition to the responses discussed, PTs defined the purpose of IF from the 

perspective of novices or new-comers who are learning, “you know, we’re going to mess up, 
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like that’s kind of the whole process of learning is that you get feedback, you mess up, you get 

feedback and then you continue growing” (PT 7) Later when asked to define IF,  this participant 

offered the suggestion that it “is a teacher’s reaction to students’ work to lead you to success – 

that would be the ideal way of feedback.” Analysis of data linked to this research question was 

both consistent and encouraging. PTs in this case study generally understand the purpose of IF 

and clearly link it to the learning process. Further, they also charge the learner with a 

responsibility to engage with IF to gain the benefit.  

Instructional Feedback is Important to My Learning 

 A second theme, Instructional Feedback is important to my learning, offers further 

insight into PT beliefs about the value of IF. When asked directly about the value and 

importance of IF for their learning during part three of the interview protocol, PTs responded 

that IF has been extremely impactful. They described the ways in which IF has shaped their 

learning experience, and also discussed the transformation in their understandings about IF as 

they engaged in college coursework and specifically, participated in their TEP. For instance, one 

participant stated, 

I would say it definitely helped me grow more in college. I was thinking about this 
the other day, in both academics and life. I think junior and senior year, where I 
am taking more education classes and classes geared towards my major, has been 
the two years of major growth for me because of the professor’s feedback, 
whether orally, written, support, anything, the classes that I’m taking, the 
students that I’m surrounded by, or my classmates versus high school and middle 
school (PT 2).  
 

Another PT expressed the idea that her TEP was influential in her perspective that IF is 

important, “Extremely helpful, and I feel like once you get into the field of education, you’ll 
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begin to realize how important feedback is because you’re not only receiving it, but you’re also 

expected to give it as well.” The PT went on to provide a specific example of how this 

transformation happened for her,  

The first time I’d really actually considered how important feedback is, and it 
clicked with me, was through my assessment and curriculum class. [The instructor] 
just expressed to us we’re going into a field where we’re expected to give 
feedback that is actionable, and a student can use it to better themselves. That 
was my first time really having it ingrained in my mind how important feedback 
really is (PT 3).  
 

For this group of PTs, the TEP in which they are enrolled has been a catalyst for understanding 

the purpose and value of IF, not only for PTs personal learning, but also for their future teaching 

practice.  As one participant explained,  

For me, it’s very important. Again, I know that I’m not perfect, especially at 
teaching. I am one that’s always wanting to learn and get better. I’m always 
looking for new ways to teach a lesson or new ideas out in the teaching world and 
all that kind of stuff. I like to think I’m a very progressive teacher. For me it’s really 
important because I want to know what is working, what is not, so I can change it, 
so I can make it better, so my students are getting the best experience they can 
get (PT 9). 
 

PTs considered IF as a roadmap for improving their work as well as a tool for enriching self-

reflection. One PT described IF as playing a “very significant role, I think. If you don’t receive 

any feedback, you’re gonna keep making the same mistakes. I think the feedback that I’ve been 

given has definitely helped me self-reflect and then become aware of things that I can work on” 

(PT 4). Case study participants clearly value IF and most credited the TEP for helping them to 

recognize the value and importance of IF, both for their own learning and their future practice.  

 Participants in this case study understand both the purpose and the value of IF for 

learning. They describe their experiences in college and in their TEP to have played a role in that 
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understanding. And, contrary to expectations, PTs’ descriptions of the purpose of IF were not 

closely related to their ideas about the value of IF – the two questions were answered in 

distinct ways. 

Elementary PTs Application of Instructional Feedback 

Previous research suggests that the general population of undergraduate students, 

which includes PTs, is not inclined to apply IF to improve specific assignments or as a tool for 

future learning for a variety of reasons (Wilson, 2012; Francis et al., 2019). However, because of 

PTs uniquely situated position as future educators it is important to understand more 

specifically how they make use of IF and why. The data revealed that these two issues are 

dynamically connected and the themes emerging from the data reveal that they are best 

examined in concert with each other. Participants’ responses to the constructed scenario and 

guided recall sections of the interview protocol were used to understand PT perspectives about 

how and why they apply or disregard IF. Two themes encapsulate the primary considerations 

made by PTs related to the application of IF. The first theme, I always consider instructional 

feedback, discloses that this group of PTs have a keen desire to receive and apply IF and also 

outlines the aides and hurdles that affect the decision to use or not use IF once it is received. A 

second theme, I want to know you care about me, draws attention to the two-way link between 

the student-teacher relationship and IF.  
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I always consider instructional feedback 

The first theme regarding PTs’ approach to applying IF, I always consider instructional 

feedback, demonstrates that case study participants have an ardent desire to receive IF, believe 

it is in their best interest to take advantage of IF, and encounter both aides and hurdles that 

influence the decision to use or not use IF. One PT expressed it in these words, “I always 

consider feedback because I always have room to improve” (PT 13). Whether responding to the 

constructed scenario or to the guided recall of personal experiences, PTs confirmed that they 

are eager to receive effective IF because they know it will help them to be better teachers.  

Previous research suggested that the use of a constructed scenario and indirect 

questioning would allow participants to share experiences without fear of judgment resulting in 

more genuine responses (Nederhof, 1985; Torres, 2009). In the current study, most PTs 

responded to the constructed scenario by discussing Remy in the third person. However, when 

asked why they believed that Remy would act in a certain way, they indicated they used their 

own experiences and attitudes to predict Remy’s actions. In one example, a PT replied this way 

to questions about the constructed scenario, “I would assume that Remy will read the feedback 

and think through the different – what the feedback was like – questions, ideas, suggestions. 

Then I would think that he would go back and revise his lesson based on that feedback” (PT 6). 

When asked why they thought this would be Remy’s response they replied, “Cause that’s what I 

would do.” Another PT described their process of receiving IF as they answered for the 

constructed character Remy, “I definitely read through it all . . . I changed all the things that I 

saw were brought up in the feedback and then even looked at some other parts based upon 
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that feedback and edited it” (PT 5). Each participant indicated a desire to receive good feedback 

that they could use. 

Respect for Experience. These PTs provided several reasons why they wanted and would 

consider applying IF to their work products. The most frequent (13 out of 16 responses) and 

most compelling reason that PTs provided for being open to feedback was out of respect for 

and recognition of the instructor’s experience. This particular theme highlighted the value of 

examining this study through the lens of Situated Learning Theory. As novices in the field, in the 

community of practice, these PTs are looking to the experts to bring them more fully into the 

fold. This was first made clear when they were talking about Remy during the constructed 

scenario portion of the interview protocol, “My first thought is that I would hope that he would 

take the professor’s comments and just rearrange and change whatever was needed . . . you 

need to take the advice of professors and teachers, more knowledgeable teachers that will help 

you” (PT 12). It was also conveyed during the guided recall when they talked about their 

personal experiences with IF. As one PT put it, “I tend to really look at feedback and try to 

improve based on that, because typically that feedback is coming from professors who have 

been in the field for a really long time or have quite a few degrees, but are just very 

knowledgeable in their area . . . I don’t have nearly the work experience, or knowledge, or 

degrees to question their feedback” (PT 15). This respect for experience was an especially 

strong motivator and appeared to come from a genuine desire to be better educators. One PT 

was able to provide a convincing summary of this idea while discussing their beliefs in the third 

part of the interview protocol,  
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Now as an educator, I feel like I’m taking feedback more because I want to be a 
better educator and I’m going to do better for my students. So, I think feedback is 
probably one of the most important pieces of my college career, just being able to 
learn from seasoned teachers and take that into my own future career as an 
educator. I think feedback is like one of the most important pieces, because you’re 
literally learning from people who are in the field (PT 14). 
 

A desire to learn from other’s experiences and to serve their future students well seems to be a 

compelling reason for PTs to consider all IF. While a couple of PTs mentioned grades as a factor 

in the decision, “I would say if the lesson, based on the feedback, if the lesson is like a grade 

that Remy wants, they won’t do anything with the feedback” (PT 7, constructed scenario), the 

preponderance of responses suggested that the opportunity to learn from an experienced “old-

timer” and to become a better educator were the motivation for being open to IF.   

Practicum Experience. PTs also offered insight into the types of IF that had been the most 

effective and helpful to them. In the TEP, IF delivered during practicum experience was found 

to be highly effective. When asked during the guided recall to remember a positive experience 

with IF, 11 out of 16 participants described a practicum experience. Furthermore, they 

overwhelmingly described this experience to be highly effective and helpful. PTs described an 

appreciation for positive IF; they want to know what they did well. However, they also indicated 

that highlighting areas for improvement was most critical. In describing a specific IF experience 

during the guided recall section of the interview protocol one PT responded,  

I loved all of his feedback ‘cause he’s a very good listener. He offered multiple 
ways to improve. He was also good at acknowledging what went well. He always 
started and ended the conversation in good feedback like, “This went really, really 
great. I noticed that you did this and this. As a result, this was really done well,” 
and that was awesome! (PT 4). 
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In fact, the sandwich method – the practice of sandwiching comments about areas needing 

improvement with comments about what was done well - was mentioned by multiple PTs as an 

effective IF strategy that helped them be open to constructive criticism. “She just tended to 

give pretty good feedback, saying what I was doing well, starting off with that, what areas she’d 

seen improvement in, and then she would jump into what areas to fix, so it was like a 

progression of building me up to prepare me to receive more information” (PT 15, guided 

recall).  

Be Specific. It is important to note that while PTs are appreciative of positive feedback 

and a positive presentation, they are not interested in simply hearing “good job”. This type of 

vague IF was most frequently reported when asked about a negative or ineffective feedback 

experience. This PT described her expectation, “when I’m getting feedback on a draft, I want 

something to fix because it’s a draft and now it’s not perfect. And so, look, I want like, positive 

feedback. It’s nice. And someone says nice job, but it’s also kind of like, okay, but how can I 

make it better (PT 7, constructed scenario)?” Other PTs pointed out that it is not helpful when 

the only comment is “good job” and it is not credible when they know there is room for 

improvement,  

She gave us feedback, and I just found it really unhelpful ’cause it was very vague. 
It was only positive, which sounds bad to be like, “It wasn’t helpful,” but it was 
vague and positive. I was like, “I don’t know what to do with this.” No, I did not 
’cause I know—we videotaped ourselves. Then I read her feedback. I was like, 
“Wait, maybe I’m being too hard on myself.” I rewatched the lesson ’cause it was 
videotaped. I was like, “Nope, I definitely did things, not wrong, but I’m a new 
teacher. I’m still learning. There’s things that coulda gone better” (PT 9, guided 
recall). 
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Moreover, PTs described this type of feedback as demotivating, “I kind of lose my motivation at 

that point to improve upon the whole project when I'm just told everything is good because 

then I'm like, oh well, if I put if I put minimal effort into this draft and I'm told, oh, it's fine then 

I'm gonna put less effort into finishing the whole assignments” (PT 10, guided recall). PTs do 

want to know what went well, specifically so that they can recreate it. More importantly, they 

crave specific information about the ways in which they can improve. 

Safe to Make Mistakes. Case study participants indicated a preference for specific, 

actionable IF that they could address, but they also prefer to have that IF delivered in a safe 

environment that accepts mistakes as a step in the learning process. One PT described it this 

way when discussing her beliefs about IF, “You can be vulnerable enough to grow where you 

both, both the student and the instructor developed that growth mindset where it’s okay to be 

not perfect” (PT 10). This group of PTs believe their TEP to be a safe environment that supports 

their learning. One PT made this observation during the guided recall,  

I used to be a nervous person, and I didn’t like getting up in front of crowds and 
stuff. I feel like that has definitely gotten better throughout my experience at 
MSU, just based off of the professors I’ve had and their willingness to let us make 
mistakes. Then in return, provide us with feedback, and we can grow from those 
experiences (PT3). 
 

This safe environment also contributes to most feeling comfortable reaching out to the 

instructor for help and clarification,  

I think it would be appropriate to go and talk to your professor or instructor about 
it. Because then you can get more of an explanation as to why they gave that 
specific feedback. And that goes along with the safe environment where it feels 
safe enough to go and approach the professor and ask. Hey, why did you give me 
this feedback? I don't quite understand it (PT 10, constructed scenario).  
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These PTs are looking for an honest and respectful exchange of information that helps them to 

become better teachers. Data from this case study reveals that the relationship between PTs 

and instructors plays a significant role in that process. 

I want to know that you care about me 

 The second theme regarding PTs’ approach to applying IF, I want to know that you care 

about me, sheds additional light on the reasons that PTs decide to apply IF. PTs pointed to the 

student-teacher relationship as a point of influence for their decision making. PTs attitudes 

about the power of the student-teacher relationship underscore the personal and situated 

nature of teacher education; teacher educators, the old-timers, provide IF, and PTs, the 

newcomers, are welcomed into the community of practice. The findings suggest that IF is a 

building block of the relationship for this group. The PTs described a synergetic bond between 

IF and their relationship with instructors. First, PTs were more receptive to IF when they 

believed the instructor cared about them personally. As an example, one PT shared the 

following observation when discussing the constructed scenario character Remy, “The teacher 

relationship and how they present themselves to the students is important, and that can show 

in how the students receive their feedback.” In other words, the relationship itself can be a 

motivator to apply IF.  

Another PT described the value of that relationship this way, “if you have a mutual 

respect with that person and respect them as an educator, a future educator, a classmate, or 

whoever they are in your life, I think respects is the most important key to be able to really take 

that feedback and use it, have a positive relationship” (PT 7, constructed scenario). The 
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response from another PT advanced this idea further, “Respect can be a really big thing with 

this. I think that is a big actor, you know, you want to know that your teacher cares about, you 

and your education, you know, your journey” (PT 8, guided recall). They also pointed out the 

converse, “if you don’t have a great relationship with somebody, or you feel like you’ve been 

mistreated, I think you can immediately brush it off and not care, I’ve felt that way before – I try 

really hard not to do that [dismiss IF]” (PT 8, guided recall). Another PT reinforced how 

motivating it is to receive effective IF,  

And also, just the fact that he put so much work into me as a student, I feel like, I 
don't want to let him down. Right? Like, you kind of have that mutual respect for 
each other. There was that piece of it and in, coupled with the fact that the things 
I was doing in that class, I felt was really beneficial and meaningful for me, you 
know, made that a priority for me (PT 14, guided recall).  
 

This finding suggests that undergraduate students, including PTs, are not that different from 

elementary and middle school students; if they know that their teacher cares, they will move 

mountains. 

Instructional Feedback is a Measurement of Caring. Findings also suggested that PTs look for 

clues that an instructor cares about then and is invested in their progress. The dissemination 

and substance of IF are both particularly influential signs. Several PTs pointed out that they 

consider feedback delivery and content an indicator of care and concern. For instance, one 

participant shared an example of how a field supervisor made the PT feel valued and important,  

Like the document he gave me, the revised document with his comments just, it, 
it laid everything out and it was so, so helpful and I could really tell through the 
feedback even that he wanted to see the students succeed and improve. And, like, 
it's almost like, he expects us students to put in a lot of effort, but he puts in ten 
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times more effort. It was always very much like; you're doing great keep 
improving. It was like, it was very motivational (PT 10, guided recall). 
 
The PTs equated the time that instructors spent compiling IF with a personal 

investment. In describing the reason that a particular feedback experience stood out, one PT 

offered, “Yep. You could tell she definitely spent some time on it, which was nice to see that 

she cared enough to give us really specific feedback on a lesson plan that we weren't gonna 

give at the time. I felt prioritized with the feedback that I got” (PT 6, guided recall). Another 

focused on the personal nature of the IF to come to the same conclusion, “She really did a great 

job scaffolding the entire semester. We would check in, and she really gave us—it wasn’t the 

same feedback for every student, which I appreciated to show that she took the time to read 

our stuff” (PT 11, guided recall).  

It is also important to note that from the PTs’ perspectives, the reverse is also 

influential. A perceived lack of effort regarding IF is judged to be a lack of care and concern for 

the individual students and for the program. One PT describes her appreciation for helpful IF in 

contrast to previous less helpful experiences, “I just, I really appreciated that she actually took 

the time to see my work and to read what I did. Because, you know, you work really hard on 

these assignments and then if no one reads, I've had assignments that I feel like my teachers 

didn’t read them. Because you worked hours and hours on it, and all your teacher says is good 

work” (PT 7, guided recall). Another PT made the specific connection between feedback and 

caring, “Lack of specific feedback feels like the instructor just doesn’t care. If I am going to put 

in the time, I want you to put in the time” (PT 13, guided recall). There is an expectation of 

reciprocal effort even as PTs acknowledge the volume of students and the time investment on 
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the part of the instructor, “Two weeks to receive feedback feels like a bit long, but I know there 

are so many students and lesson plans are long, it takes time to do that for everyone, but in 

two weeks I’ve moved on, it’s a bit long” (PT 13, constructed scenario). 

TEP is a Supportive Community. Overall case study participants highly value and respect 

their experience in this TEP, “I am biased, but I really have enjoyed the education program. I 

think the professors do an excellent job of providing feedback and making it personable so you 

can create that community” (PT 3, guided recall). They also appreciate the dedication of the 

professors and instructors in the TEP who are invested in their success and serving as their 

guides into the profession. As an example, this PT felt very supported, “The fact that she spoke 

up and all the field supervisors spoke up in our actual practicum class and just all came across 

as – what students want to see is a professor with enthusiasm and wanting a desire to help you 

get into this field. They’re the ones that are leading us into this field. It just showed. Yeah, it just 

showed” (PT 12, guided recall).  

One instructor in particular has set the bar very high for IF in the TEP. He has been 

described as caring and compassionate, amazing, a favorite professor, and an advocate for PT 

success. One PT summed it up,  

Actionable feedback, very personal, what I did well, where I need to improve and 
how. Crazy fast like, I don’t know. I don’t know how he did it. Um, yeah, really fast, 
like within a couple of days. Which I know must have taken an incredible amount 
of work on his part. A lot of what I want to be as a teacher are the things he 
modeled, which I appreciate, you know, and it works for any level. Maybe we need 
to get him to teach that class of how you do this” (PT 14, guided recall). 
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Among a group of instructors that have earned the respect and admiration of the PTs 

interviewed for this case study, this professor’s practice was recognized as a gold standard. 

Summary of Pre-Service Teacher Application of Instructional Feedback 

 The value that PTs assign to IF and its role in their learning is very much in line with the 

findings related to these research questions about the application and use of IF. Participants in 

this case study were eager to receive and apply effective IF that they received. They were able 

to describe the characteristics and circumstances that promoted or suppressed their use of IF; 

these descriptions about effective feedback were very much aligned with existing research in 

that area. However, the driving forces behind PTs’ enthusiasm for IF were a desire to grow and 

an openness to follow the guidance imparted by experienced practitioners who exhibited a 

genuine and caring commitment to the PTs growth and development.  

Elementary PTs Future Plans to Use Instructional Feedback 

 The final research question was designed to explore how elementary PTs intend to use 

IF in their future professional practice. Findings provided some validation for TEP current 

practice and also point to important room for improvement. Two themes emerged which 

confirmed that PTs are dedicated to excellence in the field of teaching and simultaneously 

aware of their limitations. The first theme, I want to provide great instructional feedback, 

encompasses both the desire to serve their future students well and their recognition of what 

providing effective IF involves. The second theme, I’d like more practice, reveals an 
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understanding that IF is hard to do and an uneasiness that they are less prepared than they 

would like. 

I want to provide great instructional feedback 

 The first theme which provides insight regarding how elementary PTs intend to use IF in 

their future professional practice is I want to give great instructional feedback. The theme 

presents the aspirations of these PTs to offer IF that is effective and helpful. They want to 

encourage students and give them the information they need to improve in a way that is 

compassionate and respectful. They want to provide IF that matches the best practices 

modeled for them by instructors in the TEP.  

During the final part of the interview protocol, the PTs indicated a desire to provide IF 

that is clear, specific, and actionable so that students know exactly what to do to improve. One 

PT described his thoughts about providing IF as being a part of his identity as a teacher, “So, I 

think that’s really important to be able to give constructive feedback, like guiding questions, 

constructive feedback and just give it in a positive way. I think that it’s kind of like the method 

of teaching I hope to do” (PT 7). Another PT focused on the goal of making IF specific and 

engaging the student in the process,  

I think giving specific examples and being like, “This sentence, it’s pretty vague. 
How do you think we could add more details?”  or like, “I noticed—” or you could 
point out specific lines like, “These two lines are pretty much saying the same 
thing. Is there a way we can make this more concise?” Pointing to specific 
examples, and then asking the student what think they could do better. I think it 
should be more of, “What do you think we could do to improve?” (PT4) 
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While these PTs agreed that constructive feedback is truly important for learning, they also 

projected a mindfulness about providing IF in a way that encouraged and lifted students along 

their academic journey.  

A critical component contributing to elementary PTs intentions for the use IF in their 

future professional practice was informed by recalled memories about negative feedback 

experiences. These memories were exceptionally detailed, descriptive, and powerfully 

emotional. One of the challenges in providing feedback is that negative experiences with 

feedback can have a lasting emotional impact (Värlander, 2008; Wilson, 2012). One PT vividly 

described such an experience that impacts them still today, 

I remember getting a D minus, I think, a D minus on my literature exam, which was 
a mixture of multiple-choice and fill-in-the-blank. I remember the color of the 
paper too. It was purple. It doesn’t matter. I went up to my teacher because I’m 
one of those students who’d be like, ‘Why? What happened? How can I do 
better?’ They said to me, or she said to me, ‘Yeah, why did you get a D minus? 
What happened? What was it?’ Like, ‘You obviously can’t do this.’ There was no 
positive. I cannot think of any positive things she said. She was a good person. I 
loved her. That memory just stuck with me all through middle school and high 
school. It’s still with me. That’s one of the reasons why I still have a hard time 
reading. I still have that fear [of failure], but it’s not as much as I did in high school. 
I now know other strategies from learning my educational strategies on how to 
read and how to teach children how to read and what helps me read (PT 2, guided 
recall). 
  

That experience serves as a motivator for this PT to do a better job of providing IF. Her 

response to part three of the interview protocol demonstrated this connection for her, “A lot of 

the students that I work with, I can see myself in them and be like, I know this is tough, I get it. 

This is the exact same problem I had and so this is how we’re going to help you to fix that” (PT 

2). While the others did not describe specific negative experiences as graphically, several had 
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lingering discomfort related to negative feedback experiences, and were wary of causing harm. 

This hesitation is apparent in their responses to the part three questions. For example, “I would 

say that is such an important piece, that students recognize that feedback is not about knocking 

them down, but truly about building them up” (PT 12) and “I’d really like to put that language 

in. They’re like, I can’t do this. I’m like, yet, you can’t do it yet, but let’s work on it, let’s see 

what we can do to help you get there” (PT 14).   

This group of PTs feels profoundly responsible for averting harmful outcomes from IF. 

One strategy frequently mentioned as they described their future practice during section three 

of the interview protocol was the sandwich method of providing IF. Most PTs intend to lead 

with what was done well, “I would definitely give feedback in the same way where I’m pointing 

out strengths and areas to improve rather than just focusing on this is what you need to 

improve because sometimes that can come across as harsh. I would definitely focus on what 

you are doing good, but also maybe these are some potential areas to focus on” (PT 16). 

Another emphasized the importance of creating a beneficial student-teacher relationship that 

makes IF welcome, “I think listening, building a relationship where you feel comfortable to have 

a conversation, trying to also acknowledge things that go well” (PT 4). These PTs want students 

to feel empowered to make mistakes and learn from them just as they trust they have been 

empowered by their instructors, field supervisors and cooperating teachers. 

When PTs consider the ways in which they want to deliver IF, the most influential 

models they mentioned were their instructors in the TEP. Instructors are modeling feedback 

strategies for their students, intentionally or not. There is a recognition by the PTs that it puts 
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the professors under a microscope, “it puts a lot of pressure on education professors because 

they are having people critique their teaching. You’re thinking about it because you are going 

into the same profession. So, I think, I’ve had some teachers that I absolutely love and other 

teachers, I’m like, oh my gosh, I will not teach like this ever!” (PT 7). Another suggests that this 

modeling is intentional and potentially unique to education, “I think we’re in a unique situation 

as education students because professors are trying to model a lot of what we should do. I 

don’t, I’m not sure if that’s something other majors experience as much, is the modeling of 

specific, timely, and like directed and informative feedback” (PT 10). It is important to be aware 

that PTs are watching, scrutinizing, and learning from instructors as they develop their own 

strategies and best practices for the profession. 

I’d like more practice 

 The second theme which sheds light on how elementary PTs intend to use IF in their 

future professional practice is I’d like more practice.  This theme summarizes the respect that 

PTs have for the enormity of the onus that is teaching and learning. They want to provide 

powerful, effective IF but are a bit uncertain about their ability to do so and feel that they could 

be more prepared. PTs discussed wanting opportunities to practice IF, offered thoughts about 

how and where they learned to give IF, and made suggestions about potential areas for 

improvement. These PTs credit the TEP with fostering their affinity and appreciation for IF. 

While this drives their desire to receive and to give great IF, it also illuminates potential areas 

for improvement that would strengthen both their skills and their confidence. One PT summed 

up their feelings of trepidation, “It’s scary yeah. Because, although I might know what effective 
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feedback is and what goes into that, I haven’t had any practice in doing that. To have to have 

those children be the guinea pigs of that is not – doesn’t feel great” (PT 5). The consensus from 

this group of PTs is that providing feedback is a difficult task, it takes time, and more explicit 

instruction and more practice would be valuable.  

 The PTs struggled to identify specific instances of being taught how to provide IF, “I feel 

like we started, and then it never really continued. We got into a bit, then just because of 

timing or whatever, we got distracted by other things, other important things. We just started 

the process of learning how to give feedback to students . . . I wish there would have been 

more time to learn those things” (PT 9). IF is definitely discussed throughout the teacher 

education program – everyone took away an understanding that actionable feedback and 

sandwich method were best practices in giving IF.  However, most PTs expressed a desire for 

more – more focus, more practice and more explicit instruction.  

 Several of the study participants pointed out a lack of explicit instruction about how to 

deliver feedback, “I don’t think I’ve been deliberately taught how to deliver feedback” (PT 1). 

And they would like be deliberately taught, “Yeah, I would like to, but it’s something that we 

don’t talk about at all. It’s one of the most challenging things in teaching, yet we skim over it. 

It’s like, well, you’ll figure it out as you go” (PT 5). While many concede that peer feedback is 

used frequently to practice giving IF, they are not confident they know what that should look 

like. One PT specifically addressed that point,  

For the amount of peer feedback required, I don't think we have any instruction 
of how to give beneficial feedback right? Which seems a little like, it doesn't make 
a lot of sense. If you're going to require that much feedback be given, teach 
something on how to give feedback. And I feel like I, you know, as a special 
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education student, I kind of have had some more practice in that just because we 
really work on language. Whereas that's not a requirement in elementary 
education. So, I definitely think some intentional training in that would be 
beneficial for education students (PT 14). 
 

PTs want to give great feedback, both to their peers and to their future students, but feel a 

deficit in their training and are bothered that they may not have the skills to be successful in 

delivering effective IF. 

 This perceived gap in their training was underscored even more when PTs were asked to 

identify how and where they learned to provide feedback. The majority credited the TEP with 

raising their awareness related to IF, but also indicated that they have gained much of their 

knowledge about IF from their experiences receiving IF. They evaluate the IF they receive, how 

it was delivered, and how it impacted them; they then use those experiences to guide their 

plans for delivering IF. One PT shared this, “I’ve received lots of feedback. I’ve already told you 

what I found beneficial from the feedback or maybe not so beneficial. Doing that self-reflection 

of how I like to receive feedback and then translating to how I give feedback. I’d say I’m pretty 

comfortable giving feedback” (PT 4).  

 Because all the PTs had some level of uncertainty or anxiety about giving IF to 

elementary students, nearly every participant advocated for more practice giving feedback in a 

strategic and intentional way. Some have some specific ideas about how that should work and 

what they need. One particular area of perceived need is greater opportunity to practice 

delivering authentic IF, “I think having us practice giving feedback more and maybe not to start 

by giving it to peers, but to start by looking at something and writing example feedback, then 

getting feedback from instructors on that feedback, like ‘how could you rephrase that’ or ‘that’s 
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not specific enough’” (PT 5). Greater scaffolding might include guided practice with 

hypothetical students, guided practice with real students and finally, solo experiences with real 

students in practicum and student teaching. Whether it is more instruction, more diverse 

opportunities to practice, or a chance to think about IF, PTs feel the need to engage more in the 

practice of delivering feedback so that they will feel prepared when they step into their 

classroom. 

Summary of Results 

The results and findings of this case study are promising. The PT participants have 

demonstrated that they are committed to teaching excellence. They understand the role that IF 

plays in learning. They describe IF as information provided to advance learning and 

development. They value IF for their personal growth and development, especially as future 

educators. And, because they value IF, they acknowledge the responsibility the learner bears in 

the process and strive to take advantage, even when it is a challenging task.  

PTs also recognize the value of IF as future educators. They have made determinations 

about what is effective and helpful through their experiences receiving IF and will use those 

experiences to make decisions about their future practice. Furthermore, they have offered 

some feedback for the TEP to consider. These PTs believe that more explicit instruction about 

how to provide effective IF and opportunities to practice in more authentic ways will support 

their professional development and instill a greater level of confidence that they are ready to 

move on from new-comer to full participant in the community of teachers.  
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CHAPTER 5: DISCUSSION 

Teacher educators are responsible for preparing the next generation of elementary 

teachers with the knowledge and skills to be effective and support the learning for current and 

future K-8 students. Research has shown that IF is an essential component of teaching and 

learning (Arts et al., 2016; Wisniewski et al., 2020). To best prepare PTs to take on their role as 

educators, it is important to understand more about their experiences with and mindsets about 

IF.  The purpose of this case study was to better understand PTs’ perspectives about the 

purpose and value of IF, the approach and principles they use while deciding how and when 

they make use of IF as a learner, the reasons they make those decisions, and their perceived 

readiness to provide feedback to their future students.  

This case study, anchored in the real-life experience of the PT participants, resulted in a 

rich, holistic account of the PTs experiences with IF. The richness of the data expands the 

experience of both researcher and audience, plays a role in advancing knowledge about the 

PTs’ experiences and helps to inform the theory and practice of teacher education (Merriam, 

1998). The results of the case study provide a rich glimpse into the perspectives and 

experiences of the PT participants. The results reveal alignment with existing literature about IF, 

especially in the area regarding characteristics of effective feedback and the impact of feedback 

on student learning. Additionally, the findings contribute several new insights to the literature 

in regard to the theoretical framework, the methodology used to gather data, the ways in 

which PTs understand the purpose and value and shared responsibility of IF, the impact of 

instructor expertise, and the role of IF in the student-teacher relationship. 
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The experiences shared by these participants reflect the situated nature of teacher 

education. Participants developed their skillsets through active engagement, or legitimate 

peripheral participation, in teaching practice under the auspices of experts in the field. This 

group of PTs affirmed this expertise to be foundational to their development. PTs ascribed 

substantial influence to the guidance and IF provided by these experts,  

Now as an educator, I feel that I'm taking feedback more because I want to be a 
better educator and I'm going to do better for my students. So, I think feedback is 
probably 1 of the most important pieces of my college career, just being able to 
learn from seasoned teachers and take that into my own future career as an 
educator. I think feedback is like one of the most important pieces, because you're 
literally learning from people who are in that field (PT 14).  
 

Situated Learning Theory proved to be a valuable lens through which to understand the 

perspectives and experiences of this group of PTs as it relates to teacher education.  

The experiences of this group of PTs are unique from other undergraduate students and 

offers the possibility that teacher education is unique as well. Most importantly, there is a great 

deal to celebrate about this group of PTs experiences in the TEP and their development as 

future teachers. There are also some recommendations for improvement that may strengthen 

PTs growth and development and increase their confidence as they progress through their in-

class experiences.  
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Summary and Interpretation of Findings 

Distinction between Purpose and Value of Instructional Feedback 

 Previous research alludes to the idea that undergraduate students lack full 

understanding of the purpose of IF and therefore may not value IF as a tool for learning (Crisp, 

2007; Francis et al., 2019). The expectation based on that research was that PTs viewpoints of 

the purpose and value of IF were intertwined and that the responses would be similarly 

interlaced. Data showed that one hundred percent of these PTs were able to define IF and 

understood the purpose relative to learning. Data also showed that PTs generally described 

effective IF as having value. However, the responses to each were distinct and separate. While 

defining IF was more a clinical exercise, responses about the value of IF were highly personal 

and thoughtful. This group of PTs also indicated that they valued IF more as they advanced 

through their education. Further, PTs credited their TEP with cultivating their beliefs about the 

value of IF for learning, indicating that PTs may be uniquely attuned to the value of IF by virtue 

of their vocation. 

This sense of appreciating IF more as they progressed in their education also aligns with 

findings in a longitudinal study by Carless (2019). Carless found that undergraduate students 

developed a more sophisticated orientation toward IF at later stages of their university career. 

While some undergraduates did determine IF to be of greater value others found it to be less 

important.  
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Implications for practice suggest that teacher educators who are intentional about 

discussing IF with PTs can and do influence the level of respect and appreciation PTs have for IF. 

It is possible that intentional advocacy for IF can lead to better understandings about IF by PTs 

as well as more effective use of IF by PTs both for personal learning and as they begin to 

provide IF to K-8 students. As noted by Carless (2019) increased understanding is not a 

guarantee of increased appreciation – thus one must conclude that conversations in this TEP 

have shaped both the understanding and the appreciation. 

Further implications for research include the potential for inquiry surrounding 

undergraduate understandings of the purpose and value of feedback as distinct and separate 

questions. Such a perspective may shed additional light on the reasons that undergraduate 

students often do not engage with IF as a tool for learning. These findings also demonstrate the 

need for more targeted research about PTs in the area of IF due to their uniquely situated 

position. 

Shared responsibility for IF 

 A second surprising discovery in the data was consistent message offered by PTs that 

there was a shared responsibility to IF to improve student learning. Despite the emphasis on 

shared responsibility in the literature promoting IF as a tool for learning (Black & Wiliam, 1998; 

Sadler, 1989; Taras, 2010) much of the research examining undergraduate use of IF focuses on 

the obligation of the instructor to manage IF (Crisp, 2007; Ferguson, 2007; Francis et al., 2019). 

PT participants in this case study time and again referred to the student’s responsibility to be 

open to IF, to reflect on the IF, and to evaluate the information about how they might improve. 
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Moreover, PTs also repeatedly offered the expectation that the students must do something 

with the IF to improve their learning and enhance their growth and development.  

 This finding extends teacher educators’ understandings about PTs use of IF. PT 

acknowledgement of shared responsibility raises the potential for more sophisticated student-

teacher conversations about IF that include the opportunity to clarify questions, share 

expectations, and drive critical thinking and reflection about individual development.  

PT acknowledgement of shared responsibility for IF contributes to the research into 

undergraduate and PT experiences with IF.  Nash and Winstone (2017) point out the lack of 

research addressing shared responsibility in IF,  

Effective learning requires students to take a substantial share of the 
responsibility for their academic development, complementing the 
responsibilities taken by their educators. Yet this notion of responsibility sharing 
receives minimal discussion in the context of assessment feedback, where 
responsibility for enhancing learning is often framed as lying principally with 
educators.  
 

The postulation of shared responsibility by these PTs also opens a potential area of inquiry to 

determine how PTs came to that understanding, whether this phenomenon is unique to a 

single TEP or unique to teacher education, and whether there are effective strategies that have 

been used to promote student acceptance of shared responsibility for IF. 

Respect for Experience as a Driver of Instructional Feedback Use 

 An exciting finding that rose from the data analysis was the tremendous impact of PTs 

respect for the instructor on their decision to apply IF. Respect for the experience of their 

instructors, field supervisors, and cooperating teachers ranked as the primary motive to 
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consider all IF. PTs want to be effective and caring teachers; they value the experience of 

teacher educators that will help them to achieve their goals.   

 The expertise of the instructor as a driver for engagement with IF has not risen to 

prominence in assessment research. Prior research has raised trustworthiness of IF and 

attitudes about the provider of IF as potential barriers to undergraduate application of IF 

(Carless, 2019; Wiggins, 2012; Wilson, 2012). This idea of expertise spurring action is new.  

 Viewed through the lens of Situated Learning Theory and legitimate peripheral 

participation it should not be surprising the PTs value expertise in their development process. 

Korthagen (2009) discusses the role of the expert teacher educator in the participatory nature 

of teacher education, where the experts facilitate entry to the field for novice teachers. Via 

legitimate peripheral participation, newcomers employ a variety of methods to move from the 

periphery into the community, including in part, observation, supervision, and assistance from 

the experts (Lave & Wenger, 1991). In this case PTs were motivated to receive and implement 

IF, even when they did not agree, because of the respect they have for the experts in the field.  

 Implications for practice suggest that these PTs are potentially more open to IF than 

might be expected. The use of examples from practice and explanations of why certain 

strategies work in specific situations provide additional weight to the IF that PTs consider. PTs 

have so much to learn that they want to take full advantage of what their instructors already 

know. If instructors provide IF in ways that highlight their experience, the data suggests that 

PTs will take it as beneficial. 
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 Implications for research point again to seeking greater understanding of the PT 

experiences and perspectives. A similar study in a TEP at another institution may expose 

whether the perspective is unique for this TEP or is common in teacher education. Investigation 

may also find the strategies that seem to promote this behavior. 

Instructional Feedback as Evidence of Teacher Care 

 A final consideration highlighted by the PTs for why they chose to act on IF was the 

sense that the instructor cared about the PT and their successful development and membership 

into the teaching community. There is research that examines the affective nature of the 

student-teacher relationship and its impact on achievement, however there is limited research 

about teachers’ care in higher education; of the research that exists focus has primarily been on 

care-giving (Mariskind, 2014). In this case study PTs described teachers’ care as a motivator for 

engaging with and applying IF. Several PTs mentioned that the instructor had invested so much 

in them that they did not want to let the instructor down. They were motivated to apply IF 

because they were motivated to improve and meet the expectations of the instructor.  

Reciprocally, PTs deem the nature of IF to be indicative of teachers’ care. PTs are aware 

of the time and effort required to provide effective and personalized IF. Therefore, they value 

that time and effort and understand it as a personal investment in them. The unfortunate 

counterpart is that they also view a lack of specific, detailed, actionable, and personal IF as a 

lack of care.  

An implication for practice is to acknowledge the situation. If teacher educators are 

aware that they are being judged on the content and character of IF, there is opportunity to 
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negotiate or be more transparent about the expectations for specific assignments.  Mutual 

understandings of these expectations would allow both instructors and students to balance the 

workload accordingly. Providing transparency and clear expectations can be another way to 

demonstrate both care and respect.  

Implications for research include investigation into a more broadly targeted population 

to identify whether similar beliefs and behaviors exist beyond this case study. Additional inquiry 

with this group of PTs may also shed light on how PTs came to this conclusion. Finally, teachers’ 

care in higher education has been highlighted as an area for further research (Mariskind, 2014). 

It would be interesting to understand how teachers’ care in teacher education compares to 

teachers’ care in higher education more generally. Additionally, further examination of the 

connection between effective IF and teachers’ care may provide valuable insight. 

PTs Look to Modeling by Instructors 

 PTs submit that they want and intend to provide encouraging, actionable, and personal 

IF for their future students. More specifically, they intend to provide the type of IF they have 

found to be helpful to them in their TEP experiences. As one PT noted, in education, perhaps 

uniquely, instructors are under scrutiny at all times by novices eager for examples that will 

boost their development and provide them with the strategies and best practices that will 

inform their future teaching.   

 PTs expectation that teacher educators are modeling expected behavior aligns with the 

concept of legitimate peripheral participation, a foundational element of Situated Learning 

Theory (Lave & Wenger, 1991). Peripherality offers newcomers the opportunity to see how the 
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community works, to gain access through growing involvement, and takes the shape of 

engagement in different ways (Wenger, 1998). Observation of IF through participation as a 

student and modeling IF in practice are legitimate ways to engage with and move into the full 

community of teachers. 

 Implications for practice require that teacher educators be intentional about the 

strategies and methods they model for PTs. There could be a more premeditated conversation 

in the classroom about what the instructor is doing and why they are doing so. Perhaps 

instructors can discuss their strategies for providing IF as well as strategies for balancing the 

time required to do so against the volume of work. Perhaps teacher educators and pre-service 

teachers can struggle with that dilemma together. Teacher educators have the opportunity to 

represent the authentic nature of teaching and learning for PTs as they progress in the 

community of teachers. One PT noted that this level of scrutiny may be unique to education 

because instructors are experts in the field of practice to which PTs aspire. Thus, methods and 

strategies, including those impacting IF, modeled by teacher educators influence the learning 

and the future practice of PTs. 

 An area for future valuable inquiry would be to examine the level of awareness teacher 

educators have for the close examination they face by PTs. Findings from this inquiry could help 

to shed additional light on how often their teaching and IF choices are intentional as a result of 

that awareness. Furthermore, for those who are making intentional choices, what does that 

look like in a teacher education classroom and which strategies are more effective for PTs? 
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PTs Want More Instruction and Practice for Instructional Feedback 

An important finding in response to questions about PTs intentions for IF in their future 

practice is that they need more support to feel well prepared and confident. Participants 

demonstrated a desire for more explicit instruction regarding how to deliver IF and more 

authentic practice delivering IF. Participants were interviewed at the beginning of the semester 

during which they enrolled in their second practicum experience. At that stage there was a 

genuine lack of confidence in taking on the provider of IF role. During the process of member 

checking, which occurred later in the semester, it was discovered that PT confidence had 

increased as a result of the second practicum experience. However, participants who replied to 

the member checking inquiry agreed that a desire for more practice still aligned with their 

experiences and perspectives.  

Implications for practice require a more intentional and consistent approach to teaching 

IF beyond a stand-alone course in assessment. PTs are most interested in deliberate instruction 

regarding delivery of effective K-8 IF and more opportunities to practice giving IF to K-8 

students, both for hypothetical cases and real-world cases. The findings from this study 

demonstrate that training for PTs on how to provide IF needs to be scaffolded and integrated 

across the spectrum of education coursework. PTs believe that IF is a critical element in their 

teaching arsenal and want to feel confident when they step into the classroom that they can 

take advantage for the sake of their students. 

An area for additional inquiry would be an examination of teacher education more 

broadly to understand the strategies and best practices used in TEPs for teaching elementary 
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PTs regarding how to provide IF, not only for peers, but also at a K-8 level. Such an inquiry 

would highlight areas that are working well and can therefore serve as a model, but also 

highlight areas in need of further inquiry and development.  

Evaluation of Interview Protocol 

An important finding from this case study was that the use of a constructed scenario to 

introduce a three-part semi-structured interview afforded the opportunity to gather similar 

data multiple times about each participant’s experiences with IF to confirm that responses 

were authentic. Answers tended to be consistent across all three sections of the interview for 

the individual participants.   

The use of the constructed scenario proved to be an effective way to initiate the 

conversation about IF in a safe and non-judgmental way (Nederhof, 1985; Torres, 2009). PTs 

engaged in conversation about a hypothetical character and responses moved from external 

observation to personal experience and values. While answering questions about Remy as a 

third person, PTs reflected that they were using personal experience and observation of their 

peers to answer on Remy’s behalf.  

The guided recall also proved effective at eliciting specific detail about the PTs 

experiences with IF. As the PTs’ recall was stimulated by specific questions about the details of 

the experience the PTs provided more explicit detail about the situation and the way they felt. 

A good example is this back-and-forth.  
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“Can you think of a time when you received instructional feedback on an assignment that 

you found to be particularly helpful?”  

“I can’t think of the specific feedback or assignment, but I know it has happened to me.”  

“That’s okay, take your time.”  

“Probably on a lesson plan. This scenario reminded me a lot of science methods because 

we did this. We did a unit and then we got feedback and we changed it. It was a whole process.”  

“All right, did you feel that process was helpful to you?” 

“Yes, very helpful.” 

“Okay, shall we use that situation since you have it in your head?” 

“Okay, yeah.” 

“You said it was a science methods class. Was it a class you enjoyed?” 

“Yes.” 

“Do you remember the instructor?” 

“Oh, I just had it last semester, oh my goodness, what was her name . . . I can picture her.”  

“Okay, you remember, but just not the name? In general, as an instructor what was she 

like?” 

“Very enthusiastic, flexible to a point because we’re all busy in life, so she was flexible in 

the sense of if you needed help or whatever or something happened, she was willing to help and 

make things better. She was also strict, like ‘I do have expectations. You are expected to meet 

them. You’re all adults. You’re going to be teachers one day. You need follow these.’ Strict but 

flexible at the same time. I really enjoyed her ‘cause of her excitement and passion and 
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enthusiasm. She’s very experienced, and so I loved that she would touch on her experiences as a 

teacher and bring those in.” 

The detailed recollections of the experiences of this PT and the others resulted in 

comprehensive and thoughtful answers to the questions and rich descriptions about their 

experiences and perspectives.  

Responses to questions about PT beliefs and intentions in the third part of the interview 

were also congruent with the perspectives offered in the first two parts of the interview. PTs 

belief and value statements were consistent with the descriptions and experiences they had 

provided about using IF in specific instances. The interview protocol was a helpful method of 

data collection for the purposes of this case study. 

The use of a constructed scenario in education research is relatively uncommon (Skilling 

& Stylianides, 2019). Constructed scenarios have been used most frequently when the area of 

investigation is highly sensitive and potentially threatening to the participants (Graue & Walsh, 

1998). Constructed scenarios have been used more frequently in business and hiring situations 

to gather more authentic answers from a candidate (Maurer, 1997).  

Common challenges with interview research include the need to build rapport, memory 

distortions, misinterpretation and a lack of candor when discussing sensitive issues. The use of 

a constructed scenario in this case study is a new approach and has potential implications for 

research to engage participants more authentically by easing participants into an honest, in-

depth conversation. As noted by one of the Pilot study participants, “The scenario is most 

comfortable to begin because it is hypothetical and gets me thinking more in depth so that I am 
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ready for more personal questions. It lets me put my guard down.” Checking in with the case 

study participants to ask how the interview experience was from their perspective and ask how 

the structure of the interview influenced their comfort, their openness to the questions, and 

their responses would be a good way to evaluate further the effectiveness of the method of 

data collection. 

Recommendations/Direction for Future Research 

 As noted, the findings offer opportunities for future research, some in particular stand 

out. First, findings suggest that there is much more to learn about the ways in which PTs 

understand and use IF. Results of this case study offer the possibility that PTs view the role of IF 

in learning differently from undergraduate students in other disciplines. It would be worthwhile 

to pursue additional lines of inquiry in this area. It would be beneficial to investigate the 

transferability of the findings identified through this case study. 

 Another area of potential investigation is in the PTs recognition of shared responsibility 

for IF to improve learning. Since there is limited research about shared responsibility it would 

be interesting to examine whether this is unique to teacher education or exists as an unspoken 

realization in the general undergraduate population. It would also be interesting to understand 

how instructors view the responsibility for IF and if they convey that to their students. 

 It would also be worthwhile to examine student understandings about IF separately 

from their ability to describe the purpose of IF. The current body of research may have made 

some assumptions about a connection between understanding the purpose and valuing IF 
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enough to apply it. If that assumption proves to be faulty, it may lead inquiry in other directions 

to understand undergraduate experiences with IF. 

 Another potential area of further research might be to examine the ways in which 

teacher educators effectively model sustainable approaches to IF. Do teacher educators use 

explicit and intentional strategies in this area of practice? If so, how can those strategies be 

shared and used commonly across a TEP? 

 Finally, additional research to corroborate the finding that the interview protocol was an 

effective way to approach this case study. It would be valuable to test the efficacy of the 

strategy and determine its usefulness in the future. 

Conclusions 

This case study sought to understand the specific experiences of a group of PTs in the 

advanced stages of their TEP from their own words. PTs provided a rich vision of their 

experiences, values, and beliefs related to IF – both for their own learning and also for the 

students they will encounter in their future practice. Viewing this research through the lens of 

Situated Learning Theory was very helpful. It put a context around the teacher education 

experience that is unique in its method of preparing future educators. Using Situated Learning 

Theory as a lens kept the perspective on the participatory nature of teacher education and 

therefore on the participatory nature of the learning experiences. PTs appreciate what they are 

learning in the classroom, but they view their development in terms of their hands-on 

experiences – practicing lesson plans, observing instructors teach, teaching in real world 
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classrooms, receiving IF. Each of these experiences contribute to their understanding of what it 

means to be a teacher, how to be a teacher, and how teaching impacts students.  

The PT participants in this case study offer a positive and hopeful message about their 

experience in a TEP. They are learning to be compassionate committed professionals who care 

deeply about students they don’t yet know. They are eager to take in every bit of information 

provided to improve their understandings and to prepare their practice. They are willing to 

engage in the conversation and be a part of the process. And in taking part they offered candid 

feedback about the ways in which their engagement in this TEP is successfully supporting their 

development as educators. They also offered some thoughts about areas for improvement in 

supporting their development as providers of IF. They indicate that improvements in that area 

would enhance their confidence and feelings of readiness to provide an excellent educational 

experience to their future students. Having intentional conversations about IF with PTs makes a 

difference in their understandings, their intentions, and their success. 

Life as a teacher educator can be challenging, exhausting, and exceptionally gratifying. 

Students present rewarding moments in so many ways. One PT offered this final message 

which demonstrates their thoughtful commitment to educational excellence:  

If I am being honest with you, I have been asked to take part in a number of 
research studies. Your study was different, I walked away feeling so inspired and 
has also caused me to continue to reflect so that I can improve going forward for 
my own students. I would like to say THANK YOU. I am sure our conversation was 
beneficial to your study; it was also incredibly beneficial for my own growth. Thank 
you once again, I really enjoyed our conversation. Good luck with the rest of your 
research. With gratitude. 
 

I am grateful to this student for her outreach and her inspiration. 
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 I’ve played many different roles in my life – from big sister to aunt to mother, 

from  helpdesk analyst to customer service manager to supervisor, from teaching middle 

school to teaching college students to fellow student – helping others to learn and grow 

has been what I do. I like to think that I’ve been a teacher my whole life. 

From the time I took my first graduate course in the department of education 

several years ago, I have been focused on learning and developing my professional skill 

as a teacher – and I have been so inspired to be able to teach teachers – to make the 

kind of difference that goes beyond one class and one classroom. And through my 

doctoral work, I have been inspired to add to the existing body of knowledge and have 

the opportunity to a difference beyond any classroom. 

As a student and as a teacher I have my own experiences with, my own beliefs about 

teaching and learning and specifically about IF. 

 I have always believed that IF was important for learning 

 I know, from personal experience, that it is hard to be open to any type of 

critique including constructive IF 

 I also know that poorly or thoughtlessly delivered IF not only dispenses a blow to 

the self-esteem but also undermines learning  

 I know that it is hard to find the time to do something with great IF  

 And I know that it is hard to find time to provide great IF 
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One of the most challenging and most humbling things for me as a teacher has been to 

provide quality constructive IF in a timely manner that supports both the growth and 

the fragile confidence of the learner. 

As I started down the path of research focusing on IF and its value as a tool for 

learning, I discovered the evidence that supported my beliefs and knowledge – IF is a 

critical element of learning. I also found evidence that IF often comes up short for both 

givers and receivers. Through this process I have endeavored to be open to constructive 

IF, to be a better provider of constructive feedback in all my roles. I am a better student, 

a better teacher, a better supervisor, a better mother – and a better scholar – my role as 

a life-long learner continues and now I have better tools. 

What has helped motivate me to finish is the question of how well-prepared PTs 

believe they are to take on the role of provider of IF, and is there a way that we can 

help? They are motivated and willing and want our help. And there are things we can do 

to help.  
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Remy is an upper-level undergraduate student in a teacher education program. This semester 

Remy is taking a series of methods and practicum courses in preparation for student teaching. 

Two weeks ago Remy turned in a draft of a lesson plan which will contribute to a final unit plan 

project in a methods course. The final project in this class is due in three weeks. Remy has 

detailed instructions about the expectations regarding what is to be included in individual 

lessons as well as criteria for grading the individual lessons and the overall unit plan. 

Today in class Remy received written feedback on the draft lesson plan along with a grade for 

the lesson plan in its current state. 

------------------------------------------------------------------------------------------------------------  

Scenario Questions: 

1. How do you predict Remy will respond to the feedback about this lesson? 

Follow up questions to coax more specific detail: 

a. Will Remy use the feedback? 

b. How will Remy use the feedback? 

c. Why will Remy use/not use the feedback? 

 

2. Why is that your prediction? 

 

3. What things might impact Remy’s response to the feedback? 
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Follow up with following types of things that could impact feedback if not provided by 

response: 

a. Environment? 

b. Specific Feedback? 

c. Tone? 

d. Timing? 

e. Workload? 

f. Agreement or disagreement with the feedback? 

g. Remy’s feelings about usefulness of the feedback? 

h. Remy’s feelings about the provider of the feedback? 
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Now that we’ve thought about Remy’s scenario and more generally about responses to 

feedback, I’d like to ask about your personal experiences. Can you think of a time when you 

received instructional feedback on an assignment or project that was particularly helpful to 

you? Describe the event with as much detail as you can remember. 

Questions like the following will help guide the participant to fill in as many details as possible 

about the experience: 

1. What class were you taking at the time? Was it a class you liked? 

2. Do you remember the professor/instructor? What was he/she like? 

3. How did you receive the feedback? Were others present or were you alone? 

4. What exactly did the feedback say? Describe it in as much detail as you can remember. 

Questions like these below will follow based on the description of the event to elicit more 

information about the participant’s feelings and understanding about the specific situation they 

describe: 

1. Tell me more about the specific feedback: 

a. Was it written or oral? 

b. Was it one-on-one or in a group setting? 

c. Did it contain specific directions or commands? 

d. Did it ask questions designed to get you thinking about ways to improve the end 

product? 

e. Was it narrow or wide-ranging? 

2. Why do you think it was helpful to you? 
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a. Did it make you think more broadly or more specifically about what your end 

product? 

b. Did you agree that your end product could be improved? 

c. Was it relevant to your goals for the project? 

d. Was there some aspect that was meaningful to you or that you connected with? 

3. How did you use the feedback to help you with your assignment/project? 

4. How did you use the feedback to help you with future assignments/projects? 

5. What circumstances allowed you to use the feedback to your advantage? 

a. Environment? 

b. Specific Feedback? 

c. Tone? 

d. Timing? 

e. Workload? 

f. Agreement or disagreement with the feedback? 

g. Your feelings about usefulness of the feedback? 

h. Your feelings about the provider of the feedback? 

6. How would you have provided the same type of feedback if you were the instructor? 

Why? 
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Can you think of a time when you received instructional feedback on an assignment or 

project that was not helpful to you? Describe the event with as much detail as you can 

remember. 

Questions like the following will help guide the participant to fill in as many details as possible 

about the experience: 

1. What class were you taking at the time? Was it a class you liked? 

2. Do you remember the professor/instructor? What was he/she like? 

3. How did you receive the feedback? Were others present or were you alone? 

4. What exactly did the feedback say? Describe it in as much detail as you can remember. 

Questions like these below will follow based on the description of the event to elicit more 

information about the participant’s feelings and understanding about the specific situation they 

describe: 

1. Tell me more about the specific feedback: 

a. Was it written or oral? 

b. Was it one-on-one or in a group setting? 

c. Did it contain specific directions or commands? 

d. Did it ask questions designed to get you thinking about ways to improve the end 

product? 

e. Was it narrow or wide-ranging? 

2. Why do you think it was not helpful to you? 

a. Was it too vague? Did it need more specificity? 
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b. Was it too directive and specific? 

c. Did you disagree with the assessment of your work? 

d. Was it relevant to your goals for the project? 

e. Was there some aspect that was negative to you or that was off-putting? 

3. How did you respond to the feedback you received? 

a. Did you use it at all? 

b. Did you consider using the feedback? 

c. Did you discuss it with the instructor? 

d. Did you discuss it with any peers? 

e. Did you ignore it? 

4. What circumstances inhibited your ability to use the feedback to your advantage? 

a. Environment? 

b. Specific Feedback? 

c. Tone? 

d. Timing? 

e. Workload? 

f. Agreement or disagreement with the feedback? 

g. Your feelings about usefulness of the feedback? 

h. Your feelings about the provider of the feedback? 

5. How would you have provided the same type of feedback if you were the instructor? 

Why? 
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Finally, the following will help to elicit an understanding of how the participant generally 

feels about feedback: 

Given your personal experience with feedback as a student: 

1. How do you define instructional feedback? 

2. How important is instructional feedback to your own learning process?  

a. Why do you believe that to be the case? 

3. What makes instructional feedback helpful/effective? 

a. What about the feedback itself makes it more or less helpful/effective? 

b. What about the academic situation makes the feedback more or less 

helpful/effective? 

c. What about your personal circumstances makes the feedback more or less 

helpful/effective? 

4. How comfortable are you providing feedback to your peers? 

a. Why do you say that? 

5. What role do you see feedback playing in your future teaching? 

6. Do you consider your ability to provide helpful/effective feedback important to your 

role as a teacher? 

a. Why do you say that? 

7. How well prepared are you to provide helpful/effective instructional feedback to your 

future students? 

a. Why do you say that? 
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b. How did you learn how to give helpful/effective feedback? 
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Lesson Plan Feedback Assessment Survey      March 2017 

Thank you for your help in assessing my feedback – I want to make sure that I am providing 
useful guidance that helps pre-service teachers to improve their practice.  I am also interested 
in a larger evaluation of feedback in teacher education. I would like to ask your permission to 
include your responses in a pilot study and perhaps a larger dissertation study in the future. 
 

Please provide your name and email address for follow-up purposes: 

 

Name:  ______________________________________________________ 

 

Email: _______________________________________________________ 

Please circle YES if you are willing/able to participate in a short (15-30 minute) follow-up 
interview? 
 
For each of the two attached lesson plans please identify two specific pieces of feedback to 
evaluate – label them A, B, C, and D – and answer the questions using the following on the 
following scale: 
 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 
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Feedback (A, B, C, D): 

1. This piece of feedback motivated me to make changes to my lesson plan. 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 

 

2. This piece of feedback helped me think critically about students’ learning outcomes. 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 

  

3. This piece of feedback helped me think critically about assessing learning. 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 

  

4. This piece of feedback helped me increase the level of complexity/rigor in my lesson. 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 
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5. This piece of feedback allowed me to own my lesson planning process. 

1 2 3 4 5 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly  

Agree 

 

6. What was most helpful about this piece of feedback? Why? 

 

 

 

   

7. What was least helpful about this piece of feedback? Why? 


