
    

CHAPTER 4 

How Do Different Ways 

of Knowing Influence How 
We Receive Feedback? 

No one cares how much you know, until 

they know how much you care. 

—THEODORE ROOSEVELT 

After learning about ways of knowing, you might be wondering what they 
mean for your leadership in general, and for the ways you give and receive 
feedback in particular. We’ve found that these kinds of questions are quite 
common after one learns about constructive-developmental theory, no 
matter one’s current way of making meaning. In this chapter, we offer an 
even closer look at the practical applications of developmental theory for 
making feedback more actionable and effective, with a particular focus on 
the ways adults’ internal capacities will influence their experiences receiv- 
ing feedback. 

By way of example, you might fondly remember the supportive and 
just-right suggestions of a trusted principal, advisor, or mentor. You might 
conversely recall (with equal vividness) less pleasant conversations with a 
curmudgeonly boss, seemingly shortsighted supervisor, or even someone 
you love and admire. Yet a quick water cooler conversation in a profes- 

sional setting could reveal that a supervisor you consider curmudgeonly 

and curt (a construction) could seem to your colleague like a no-nonsense 

motivator with an effective tough-love approach (a qualitatively different 
construction). Similarly, a boss who seems wishy-washy and ineffective 

to your colleague could feel to you like a supportive and sensitive guide. 
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illuminate the promise of feedback for growth as a critical element of effec- 

tive holding environments. 

Instrumental Knowers as Feedback Receivers: 

“Tell Me What | Need to Do” 

As we began to consider in chapter 3, adults who make meaning with an 

instrumental way of knowing tend to see the world in concrete, dualistic 

terms: they believe that there are right and wrong answers to problems, 

and right and wrong ways to think and behave. Because instrumental 

knowers are run by fulfilling their needs, wants, and desires, they respond 

well to feedback that helps them understand exactly what they need to do 

to achieve these ends, and what kinds of obstacles might get in their way. 

In light of this, adults who make meaning in this way feel most supported 

by (a) tangible examples to guide practice and change (e.g., models, rubrics, 

step-by-step instructions); (b) the perception of a supervisor's consistency 

and fairness (i.e., the feeling that leaders do not offer conflicting direc- 

tives or ask different things of different people); and (c) external rewards 

for good performance (e.g., public recognition, high evaluation scores, in- 

creased pay, or other forms of promotion). As one teacher leader recently 

shared, “I want to feel like I’m walking away from feedback with my princi- 

pal with pragmatic strategies and a clear understanding of what’s expected 

of me. I like to know what’s expected of me. In fact, I really need that.” 

Of course, there are times when all of us need concrete information 

and clear expectations in our work and professional learning. For adults 

with any way of knowing, for instance, it is incredibly important to be- 

come familiar with organizational policies and routines, especially when 

beginning a new job or taking on a new role. (Plus, it’s always helpful to 

have a clear sense of what's most important to one’s boss or.supervisor, and 

rewards tend to feel good to most people, too.) For instrumental know- 

ers, though, the need for explicit, concrete feedback runs deeper than just 

“learning the ropes.” For these adults, concrete feedback accords with the 

fundamental ways they are making sense of their work and the world, and 

thus are not means to an end, but rather ends in and of themselves. 

Growing edge: Instrumental knowers 

While it can be incredibly powerful to offer concrete feedback to colleagues 

who are more instrumental in their meaning making—as this can serve as 

a “tuning in frequency” to help them best take in, learn from, and imple- 

ment your suggestions—teaching and leading today often require adults 

to look beyond “right” and “wrong” solutions, and to think abstractly and 
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Growing edge: Socializing knowers 

Because socializing knowers tend to subvert their own ideas and assess- 
ments to those of valued others and authorities in order to avoid conflict 
with them and/or maintain important relationships, it can be hard for 
them to really take in, respond to, or implement critical feedback if it is not 
offered with developmental intentionality and care. As Nelson, a middle 
school science teacher, recently told us: “Critiques from my principal leave 
me doubting my own abilities. I’m constantly apologizing for things I’m 
not even sure I did wrong, and it takes me a pretty long time to recover and 
get my confidence back after meeting with him. And it’s too bad, because 
instead of putting myself out there and trying new ideas, I’m holding back 
and playing it safe by focusing on what I already do well. I guess I just don’t 
want to look incompetent.” 

Importantly, when working with socializing adults, you can establish 
feedback encounters as safe contexts—holding environments—that convey 
important information while simultaneously supporting the development of 
adults’ emerging internal capacities. For example, offering constructive feed- 
back with developmental intentionality can help socializing knowers take 
in critical assessments.in ways that feel supportive and actionable, rather 
than threatening or deflating. You can also approach feedback conversa- 
tions with adults who make meaning in this way as invitations to explore 
and express their own ideas and opinions, even when they conflict with 
your own. In other words, by caringly and genuinely encouraging social- 
izing adults to share their thinking, assessments, and beliefs about prac- 
tice as part of feedback conversations, you can help them to gently stretch 
their capacities for communicating, collaborating, and contributing in new 
ways. One educational leader recently captured this powerful idea as fol- 
lows: “Feedback can sometimes be a tool for helping people to realize their 
untapped potential.” 

Self-Authoring Knowers as Feedback Receivers: 

“Let Me Demonstrate Competency” 

Unlike socializing knowers, self-authoring knowers have grown the capac- 
ity to more comfortably take a stand for their self-generated values, as- 
sessments, and ideas. They also assess other people’s expectations for and 
judgments of them in light of their own. So, when considering another 
person’s feedback—whether a colleague’s or a supervisor’s—self-authoring 
knowers will decide for themselves what they want to improve and what 
they’re doing well (even while understanding that some things may be 
mandated or non-negotiable).
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development with your feedback. Gently encouraging these adults to con- 
sider and then explore new ideas, alternative framings (e.g., “Have you 
considered...?”), and directions—in your private conversations, on teams 
with other colleagues, or even through new leadership roles that require 
the negotiation of differing perspectives and agendas—can help them more 
effectively seek and see common ground, and more openly embrace new 
possibilities for improving practice over time. 

Self-Transforming Knowers as Feedback Receivers: 
“We Can Figure This Out Together” 

For self-transforming knowers, receiving feedback is often understood and 
experienced as a cherished opportunity to co-construct interpretations, un- 
derstandings, and value propositions with colleagues and supervisors. Put 
another way, self-transforming knowers recognize the value of juxtaposing 
and learning from different perspectives, paradoxes, and ideas, as these ap- 
parent differences can illuminate new knowledge and open paths of pos- 
sibility. One veteran educator who makes meaning in this way recently 
reflected on the value of feedback as follows: “We require an ‘other’ both to 
point out the areas of growth we did not know about, and also to point out 
the areas that we did know about, but were too afraid to address.” Offering 
feedback to self-transforming knowers is really about inviting them into 
conversations, about learning with and from them in genuine, intimate, 
and promising ways. Creating spaces for the two of you to learn together— 
with and from each other—is vital as well. As another self-transforming 
educational leader said, “Feedback is an invitation to grow—to experiment, 
take risks, excel, and to stumble—and all of these are good things.” 

Growing edge: Self-transforming knowers 

Even though self-transforming knowers have developed the capacity to see 
and seek commonality in seemingly opposing viewpoints and perspectives, 
it can be incredibly hard and painful for adults who make meaning in this 
way to engage in feedback encounters that do not position them as active 
and collaborative participants. For example, Evette, a veteran teacher at a 
charter high school, was very disoriented and disappointed when her prin- 
cipal gave her an “emerging” rating on her interim teaching evaluation for 
instructional technology use, but would not debrief or discuss the mark 
with her at length. “Can you please help me understand this feedback?” she 
asked, genuinely curious about the rating. “Evette,” the principal replied, 
“you're sterling at just about everything—top notch. Everyone has some- 
thing they need to work on. Just let it go.” Because Evette was genuinely 
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interested in learning more about teaching with technology, she asked 

again for a chance to dialogue with her principal in order to learn more 

about her principal's ideas. When he told her that he “didn’t have time to 

dive in right now,” and that she should “just talk to some colleagues” about 

their strategies for incorporating technology in the classroom, Evette left 

the meeting feeling disappointed. As she shared, “I understand that I still 

have many things to learn, and that there will always be new things I could 

do to grow myself and my teaching. Still, it would have been so much more 

effective—so much more meaningful and respectful—if my principal tried 

to understand the thinking and intention behind my practice, and shared 

at least something about his own understanding of the issue.” For Evette, 

the problem wasn’t just that she didn’t have a chance to defend her current 

use of instructional technology (although part of her was willing and pre- 

pared to do so), or that the principal wasn’t forthcoming with helpful tips 

to guide next steps; what was really hard for her, she explained, was that 

she felt “in the dark about the thinking behind the rating”—that she didn’t 

even have a Clear sense of the principal’s perspective on instructional tech- 

nology and its purposes in the furst place. As she continued, “I feel badly 

that 1 didn’t have a chance to learn from my principal's reasoning, or a 

chance to expand my own. I'd really like to come together around this.” 

While the principal’s “drop and go” feedback style, as Evette referred to 

it, may have felt just as uncomfortable to adults with other ways of know- 

ing for these and other reasons, this example helps illustrate the impor- 

tance of being of good company with and for self-transforming knowers 

during important moments of collaboration and feedback. Given the im- 

plicit contradictions, paradoxes, and tensions of education today—and 

also the urgent pace of learning and leading in schools—adults who make 

meaning with a more self-transforming way of knowing may need extra 

support and acknowledgment when leaders need to make unilateral deci- 

sions or act without consultation. Helping self-transforming adults more 

clearly recognize and understand the rationale behind these actions, and 

remaining open to involving them in other ways moving forward, can sup- 

port these knowers as they strive to take even greater perspectives on them- 

selves, others, and the intricacies of working together. 

Ways of Knowing and Receiving Feedback 

As we have now explored in some depth, adults who make meaning in dif- 

ferent ways will have different needs and preferences as feedback receivers, 

and this has important implications for the kinds of feedback we give to 

others with caring attention. To summarize, in table 4.1 we highlight key 
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practice). In the chapters that follow, we 

receiving, and differenti- 
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EXHIBIT 4.1 

APPLICATION EXERCISE - 

Advancing Your Practice: Four Teachers eee 

Meaning of Their Supervisor's Feedbac 

'§ REFLECTIONS 
ee 

Wea gives great feedback. Her comments make me feel like 9 

d job, and they give me confidence. Even when she pis ets ae oe 

aeuerne little critiques on my practice and leadership role, | kno as 

as a because she really cares about me—not just as a teacher, bu i : 

acid That makes a huge difference to me—that she cares about cS : 

pi Pa : e want to do more for her, and really, she gives me the oes 3 

ee is be an even better teacher. | want to bea aves aaa aes 

sad inci r. She has a lot of great iaea 

aie a i Se cae canes to share her expertise and eee 

ae cae when she has an idea for me, she pulls me aside privately 

wt ; , 
i i somethin 

talk about whatever it is that she’s thinking about. It might be about 9 

y 
but awhater er it’s about she al 

i ing or school event 

ga " ie Ra feet constructive, and also ne = ee ee 

i il *t embarrass me; that me t ne. 

Baer OMe ir reat 1 didn’t do ore aes ae " ae 

i 
+ . 

s 

teaching, | feel so badly. | don't like to disappoint Ke my eee ‘ai me 

ing like this, she also lets me know that she can i m ly a fee 

a fi | better She makes me feel like am an important pat o ae 

eta ti ibuting-—even € ('m still learning about a lot of things. ee : 2 oe 

oes a | feel like | matter to her. If she oe . a i Nee 

i Id just leave this s' 

ae " eee He es ee before, and the mean feedback | ie Fi 

=z a te, bosses never helped me do better at all. They pretty muc i 

as 2 nee nervous and | felt like | actually did worse, even bared 1 ee a me 

es : iB do better. My principal now, though, she works really a a pl 

ae eciated, and to have a sense of our school as a rea’ SE me 

amenece ‘re all making a difference. She likes us. It’s hard being a teac a 

ae es us know that that’s okay. | feel like she really ee evi 

on she doesn’t say that out loud. | just feel it—do you ey ee a pela 

In terms of something that | find unhelpful, I’m not es Na i ate 

hool, she'll say, “Andy, what do you think you should do? As Pra eae 

sou th about this or that?” Or she'll ask me what | thought of ac e fs 

ea A that I’m struggling with in my teaching. It’s really oe helpfu +. ne 

an ae ae this after I’ve asked her a question about something that | do 

’m not sure how I’m supposed to learn new “th. | 
tand and ask for her help with. 

eee 

aed practices if she doesn’t tell me what she thinks | should be 9 

ee eee 
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on. | ask her questions when I’m not sure about what's best. Plus, when my col- 
leagues give me feedback on my instruction, they usually just say what | do well. 

TAYLOR’S REFLECTIONS 
My principal is most supportive in her feedback when she speaks with me openly, 
honestly, and without artifice. | feel that she really understands that what moti- 
vates me the most is the fluidity and mutuality of our conversations about teaching 
and our school, and the chance to explore new possibilities for improvement to- 
gether. After observations, | always bring ideas about what | can or should be 
doing differently in my classroom, but it’s incredibly helpful to consider my prac- 
tice from her perspective. | obviously can’t do that alone. In this way, | truly wel- 
come my principal's feedback—whether it’s positive or critical, formal or informal. 
We've actually come a long way together, and | really value our relationship and 
the unique lens she brings to my teaching and to our school. Her experience is 
both similar to and different than mine—and | consider her a valued and insightful 
thought partner. 

Related to this, something | really admire is her commitment to empowering 
everyone in our school—teachers and students—to shape the vision of the school. 
We work together collaboratively; we are community. We develop our own goals, 
and try on different roles in grade level and vertical teams, professional learning 
experiences, and even school governance. | really like that I'm able to experiment 
with colleagues while encouraging and enacting a learning process | believe in. 

In terms of something | would offer to my principal as a suggestion that could 
help everyone—and | have told her this directly, so I’m not talking behind her 
back—l find it frustrating when she presents certain initiatives as “non-negotia- 
bles.” As | said, I’ve actually told her this, so | don’t feel like i'm speaking out of 
turn. | understand that we live and work in a very high-pressure context as educa- 
tors today, and that—as the principal—she is especially accountable to outside 
stakeholders. But still, | feel that a closed approach to school improvement limits 
our school and our students’ potential. | think that if we kind of joined together in 
exploring more thoughtfully—and critically—what we are doi ng and what alterna- 
tives might also foster change, we could further develop our school’s potential and 
programs even more! | understand, though, that moving away from what we're 
told to do by the DOE isn’t always easy, comfortable, or possible—especially today. 
Still, | think we could get there. 

GERRY‘S REFLECTIONS 

My principal is very helpful to me in her feedback—she’s very clear. She always tells 
me exactly what | need to do, which takes a lot of guesswork out of things, you 
know? That helps me a fot. In our school there are rules and policies so none of us 
can say that we don’t understand what to do. | like that. It helps me understand 
what | need to do and how | need to do it. She also helps me after observations 
because—when she gives me feedback—she tells me what | did right and what | 
did wrong. She always recognizes my hard work and offers clear directions about 
what | need to do next. When | get something wrong-—like not asking students 

continues 
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enough higher-order questions—she gives me charts from books, based on re- 

search, to help me learn what to say, and that really helps. | know what to do to 

get it right. That's very helpful. Plus, when she gives me feedback, she explains the 

steps and then she directs me to more resources and tools | can use. Sometimes 

she even tells me to go to someone on my team who, say, is better at classroom 

management than | am. Plus, every policy is written out for us in our faculty hand- 

book. That's really good. 

And it’s not just that. If | have a question or need help with something, she usu- 

ally has a clear answer, too. She’s very objective in terms of her feedback, and | feel 

like she holds all of the teachers to a fair and equal standard. I’ve worked in some 

places where different people seem to play by different rules, and that honestly 

drives me crazy. It makes me feel like people play “tayorites” in ways that under- 

mine what we're all trying to do. It was a big relief for me when | started here that 

my principal wasn't like that. She’s quite fair, and very straightforward. 

The one thing that I’m confused about in terms of her feedback is that she 

sometimes asks me to consider different options for my teaching. Like, do | think 

this or that would be more effective? It’s a little frustrating for me when she asks 

questions like that after observations, because it sort of leaves me in limbo about 

what to do next. | already know what I’m thinking, so why can’t she just tell me 

what she needs me to do to get it right? I’m completely committed to my students 

and my work—i want my job to be in education for many years. | just wish that she 

would focus on what | need to do for my annual evaluation. That's what would re- 

ally help me. 

NOEL’S REFLECTIONS 

My principal gives very effective feedback because she encourages me, and every- 

one at school, to think for ourselves. We learn a lot from each other—and I truly feel 

that is essential. i've had other principals who didn’t do this; they just wanted me to 

follow their rules and do whatever they want. | understand that needs to happen 

sometimes when you're rolling out a new policy or gathering data on a new initia- 

tive. But not in all situations—especially with all the mandates from our district right 

now. | also really appreciate that my principal makes room for us to discuss my 

teaching thoughtfully after observations. She asks me what | personally think about 

the lessons she observes, and invites me to share my thinking before offering hers. 

And during evaluations and goal setting meetings, I can pick my own goals—things 

| really care about and want to get better at. And | tell her. | mean, | feel | can be 

honest with her. That means a lot to me. I know what | do well, and what (still need 

to work on. | also know what she's really good at, and what she might be able to 

improve. Despite our frequent back-and-forth, I’d say our relationship is one of mu- 

tual respect—and | think she would too. She trusts me as 4 competent professional 

and respects my decisions about her feedback—even when | don’t always do what 

she suggests. And | really do appreciate her feedback, even if she might not always 

know that. | think that, mostly, she knows that. On another note, my principal 

doesn’t need or want me to check in with her about every instructional choice | 

make in my classroom or with my team. That is very helpful, too. 
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The pa 7 " 
= ie oe he . ates for meis et she doesn’t always take my advice or feed- 
entiation ° Ly, with best intentions. Like the time when a bunch of 
sere ca e-level team meeting were upset about the changes she 
Ridits aeeck ad ly eeuae policy. Some of the teachers—including me— 
aa fea a and just didn’t understand her reasoning. | told her about 
atin dies he ee aa she coud help. At my school, in my team, and in my life, | 
ee Soh : ecause she s the principal, and just because she’s in an official 
eure , ’'m not going to stop that. I’m not going to take somethin: 

j ecause she says so. | guess that’s something that | find unhelpful a 

do more for her, and it gi , it gives me the coura i atte cennen ge to try new things to be an even 

In ma i kon Monet. ways, Taylor's reflections evince a similarly relational orienta 
ony non er, an s meaning making suggests a more self-transformin 
pone na eedback and collaboration. It is, for instance, “the atuicity 

utuality” of Taylor’s conversatio i : ns with the principal th 
supportive (i.e., not just her a ty comme pproval). In addition, Tayl en , Taylor clearly commu- 
iilsin ” ene to learning and growing from others’ perspectives (e 
netspect redibly helpful to consider my practice from her [the Srincipalst 
P P “ T obviously can’t do that alone”). Like many self-transformi 
nowers, Taylor also finds it challengi vt enging to accept “non- i ince valve, cea p on-negotiables” at 

yearns for greater opportunity to “joi to “join together” 
plore the deeper complexities of such mandates see ane 

Int i i stramenn third vignette, Gerry’s reflections are more indicative of an in 
voltees tal y of ene For instance, Gerry’s preferences for “rules and 

,” “tight” and “wrong” answers, evid ence-based su i e , ggestions, and 
sme ne for “fairness” reflect a concrete, dualistic orientation to he 

r a ~, z 
° wef) ne “ Unlike Taylor, then, Gerry prefers when the principal “just 

sae at she needs me to do to get it right.” Like other instrumental 
when ~ a finds exploring different options and alternatives (each of 

ay be “right” in one form or an isorienti ike betie "in imbo.” other) disorienting, and a little bit 

Final " i md, i Noel’s reflections suggest a strong appreciation of autonom 
ware e ae perspective on teaching, authority, and feedback 

s nore oe ote Noel demonstrates an internal capacity for self-reflection 

reness (e.g., “I know what I do w , ell, and what I still 

on”). In addition, Noel . Wes to dnect oak , expressly appreciates o iti i oe ‘ pportunities to direct goal- 
Noe 8 conversations and share internal assessments with others_—even 

in authority (e.g., “Just because she’s the principal, and just because t
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, i t”). Yet 

she’s in an official leadership position, I’m not going to stop that”) 

ments, ideas, or points of view, ar id may need support to take a larger per- 

. t 

8 
. 

fer it to her with best intentions.” 

L 
IS RESISTANCE ALWAYS RESISTANCE? A pevetormen 

REFRAMING ON A COMMON CHALLEN 

it is vital to understand the kinds of Oe 

opmental supports and stretching that adults will need to best ner ‘ < 

in and act upon your feedback. It is equally ae . eee eat 

i i fines of a safe holding en 
feedback is not offered in the con 

1 

ee in ways that meet people where they are developmentally, it can fa 

i lop- 

quite flat. This is another reason why a working knowledge of the develop 
wot d 

mental aspects of feedback for growth is so needed and Pe men 

because of the frequent (if unintentional) developmen al Caan imes 

that can occur in almost any group, team, OF relationship, i eee fact 

seem to feedback givers that colleagues are being a fj Seen be 

they may have misheard, misunderstood, or not ne Seen ae eatback 

ing shared in the first place. In these cases, the gap be 

ive i i language barrier 

i eceive it can feel almost like a 

ne pecan a 
ky radio signal. As one New York 

s happens it is much like 

As all of these examples show, 

or, to return to an earlier analogy, a static 

City principal recently characterized it, when thi aoe nect. 

a “misfire in the messaging”—albeit one we can actively wor a es 

Put another way, in our roles as feedback givers, we may som 

ided. 
wonder why people are not acting on the really good feedback we provide 

help, as another leader put it, make perceived p so things oF enter 

personal.”” Accordingly, when we encourage people se sieoneicet 

re 
i i t of our feedback, we must ca 

tain new perspectives as par ca an 

the developmental fit between their strengths and capacities and w 

i and 
are asking them to do. We must also be intentional about the supports 

‘skills 
challenges we offer to colleagues as they work to demonstrate new's 

i ired is 

and abilities, as simply telling individuals what is needed or a seek 

not always enough. Is the person ready, for instance, to ote vines . 

i ing that “reflect” can mean differen 
on goals for practice (knowing t 

‘t, 

different people)? Will he need carefully tailored supports to impleme 
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new initiative or take on a leadership role, or is this something that would 
already feel comfortable and rewarding? Does she agree with your assess- 
ments and suggestions? Understanding the developmental landscape—for 
both ourselves and others—can help us better build the human capacity 
that will enable us to meet and exceed the mounting demands of teaching 
and leading today. 

Educators’ Reflections on Reframing Resistance 

While there are inarguably many reasons for and forms of resistance, educa- 
tors nevertheless often wonder and worry about adults who do not seem to 
be keeping pace with their feedback. In our work with educational leaders 
of all kinds, for instance, many voice concerns about “dealing with difficult 
people,” “understanding why people act the way they do,” or managing 
adults who are “skeptical and critical.” As we have discussed, however, un- 

derstanding the developmental roots of some kinds of resistance can be 
empowering and liberating—for both feedback givers and receivers. It can, 
for instance, help us to offer feedback with more empathy, compassion, 
and insight into others’ sense making. As many educators have similarly 
expressed after learning more about constructive-developmental theory 
and related practices, developmental mindfulness can help us lead and of- 
fer feedback more effectively when things,(and-people).are-not changing as 
fast as we might otherwise.like. 

For example, after learning about ways of knowing in a professional 
workshop, Brendan, a leader at an urban middle school, described an im- 

portant “a-ha” moment. “Now I understand why some of my teachers can’t 
understand my feedback,” he shared excitedly. As part of his school’s ef- 
forts to improve test scores and find its way out of struggling status, Bren- 
dan had been encouraging his teachers to use more high-level questions 
as indicated in Bloom’s taxonomy. Some, however, still weren't doing it. 
Realizing through his learning in the workshop, though, that some of his 
teachers were likely making meaning with an instrumental way of know- 
ing, he decided to offer these colleagues more concrete examples and 
models of practice to scaffold the transition and help them improve their 
instructional practice. 

Another leader from this same school offered a parallel insight about 
providing feedback to teachers with a socializing way of knowing. While 
this leader identified as self-authoring in her own way of knowing and 
tended to offer colleagues what she described as “direct and crisp written 
feedback,” learning about ways of knowing helped her to understand that 
many socializing teachers likely couldn’t hear her fully when she offered
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feedback only in this way. It wasn't necessarily that these adults were resist- 

ing her feedback, as she initially thought, but that perhaps they felt over- 

whelmed or threatened by it. More specifically, referencing the “glow” and 

“grow” comments she outlined in the written feedback forms (i.e., positive 

and critical remarks for improved practice), this leader wisely concluded 

that shifting the order of her comments to focus first on the positive, as well 

as finding more sincere “glows” to share up front, could help her socializ- 

ing colleagues better learn from and take in the feedback she was offering. 

CHAPTER SUMMARY AND CONCLUSION 

As these examples and this chapter make clear, understanding constructive- 

developmental theory has important implications for the kinds of feedback 

colleagues can best hear, understand, take in, and act upon. As we have also 

begun to explore, adult developmental theory can help us better recognize 

and deepen the ways in which we ourselves orient to feedback, both as 

givers and receivers. In chapter 5, we will further consider how these ideas 

offer insight into why we and others offer feedback in the ways that we do, 

. in terms of the gifts we bring as well as the challenges we face—and how we 

can continue to grow ourselves and our feedback. 

  

  

REFLECTIVE QUESTIONS 
—_—   Please take a moment to consider the following questions, which can be 

used for independent reflection and group conversation. You may find it 

useful to reflect in writing privately first, and then to engage in discussion 

with a colleague or team. These questions are intended to help you and your 

colleagues consider the ideas discussed in this chapter and how they might 

deepen your understanding about ways of knowing and receiving feedback. 

+ After reading this chapter, what are two ways you will use what you 

have learned to enhance your practice of giving feedback so that oth- 

ers can best hear it or take it in? 

+ At this point, what would you name as your most important im- 

provement goal—something you feel you need to get better at—to 

make your professional feedback more accessible to and actionable 

for others?   
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+ What insi hat insights do you have about your own way of knowing or g TOW- 
ing edge espec ially as they relate oO rec elving feedbac k? What would 

+ W th your Ow th opportunities for 1vin, and recelvin, feedback in 
‘ ‘ 

, 3) 1g p yo wo owa. d g ‘ 
mind what small steps m ht he ul rk t tT these oals? How 

 


