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The lessons 

the student is currently functioning, and to clearly distinguish between feedback at the 

first three and the fourth (self) levels. 

Frequency of feedback 

"VISIBLE LEARNING ~ CHECKLIST FOR DURING THELESSON: FEEDBACK 

36, Teaches roe hack apoio the pinta which students are nthe ning, 
"and seek evidence that this feedback is approptelyecehed, 

hs = styl lies 
=== =e! ——— _ ae 

The aim is to provide feedback that is ‘just in time’, ‘just for me’, ‘just for where J am in 

my learning process’, and ‘just what I need to help me move forward’. There is a need to 

be aware that such feedback can come from many sources (and that such feedback can be 

wrong!). It may be misleading merely to increase the amount of feedback, or to concentrate 

on the giving as opposed to the receiving of feedback. 

There has been much evidence about the frequency of feedback and most of it is not 

that informative — because there are more important factors than merely increasing the 

amount of feedback, or whether it is immediate or delayed. For example, Carless (2006) 

has shown that most feedback given by teachers is to the whole class and most of this is 

not received by any student — because no single student believes that it pertains to him 

or her! Further, feedback can come from many sources: as will be shown below, most 

feedback comes from peers, and sometimes this exceeds the amount of feedback received 

from teachers and other sources (such as books or the Internet). Most critically, wherever 

the feedback comes from, it is often poorly received and hardly used in revision of work. 

Teachers consider their feedback to be far more valuable than do the students, because 

so often the latter find the former's feedback confusing, non-reasoned, and not under- 

standable. Worse, students often think that they have understood the teacher's feedback when 

they have not, and even when they do understand, claim to have difficulties in applying it 

to their learning (Goldstein, 2006; Nuthall, 2007). Higgins, Hartley, and Skelton (2001: 270) 

argued that ‘many students are simply unable to understand feedback comments and interpret 

them correctly’. Much depends on their understanding of the feedback discourse, on whether 

the provider is perceived as powerful, fair, and trustworthy, and on the emotions (rejection, 

acceptance) associated with the context and level of investment. 

There have been surprisingly few studies that have investigated the actual amount and 

nature of feedback given and received in classrooms. Teachers see feedback more in terms 

of how much they give than the more important consideration of how much feedback is 

received by students. Carless (2006) found that 70 per cent of teachers claimed that they 

provided detailed feedback that helped students to improve their next assignments — but 

only 45 per cent of students agreed with their teachers’ claims. Further, Nuthall (2005) 

found that most feedback that students obtained in any day in classrooms was from other 

students — and that most of this feedback was incorrect. 

In our work, I ask a neutral person to sit at the back of classrooms and type a transcript 

of everything that is said and done in a 40-60 minute lesson. This person also chooses   
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two students c i i eee "ote ere he or she is typing, and notes all that they say and do. Of 
the seipt it peed on ° a into these students’ ‘heads’, but at the end of the lesson 
hichlishe cw san ¢ teacher and a person experienced in decoding les 

ach instance in which one of these students received feed vomeven 
and about whatever). ~ 

The analyses of the transcripts so often shows that the 
instances of feedback received 

back (from whomever, 

typical lesson includes ve * the ry few 
or checks witha penne ind that much of this is when the student looks across 
on ‘ $0 many Classrooms are dominated by teacher talk giving inst 

what to do, conducting the i : > many 
. question-and-answer recitation i 1 ni 

students do not engage, but are happy to sit and w inate that no | -. , atch the action. This is not implvyi 
earning is happening, but the power of feedback is rarely operationalized dacine g these soli 1 into i nes sous Feedback comes into its own when students ‘do not know’,‘do not know 

own earings orden simegics to tackle the work’, ‘do not know how to monitor their 

In one fecent analysis of 18. Ieee » ehool ment he nso ; c asses in a school noted for its major success in achieve- 
rninaves ‘The majority ot me’ given for one of the two observed students every 25 
wan be seen abonly oF Eee ac fie to all students was task-related, and this pattern 
question is how tema ihen : studies that have used this breakdown (Table 7.1). The 

that the levels of feedback velit ochen hewn mes ns veh © eee 
5 udents are in the progression from novice 

to competent. In these Var1lou: classes across the three studies the feedback would be 
s ( > ) 

at the novi i 
When we showed our distributions ( te Do the teachers ieee 
this was approneiste the a tne cadet scripts) to the teachers and asked if 

. efinite ‘no’: their students were i much more involved 
in processing and self-regulating. T g. These data the i 
of how feedback was provided in these schools. moves as basaling 0 change the satan 

Types of feedback 

Disconfirmation can be more powerful than confirmation 
Con imation 1s r 

Pp: Pp P . 

a S elated to feedback that col vfir ms a studer 1S reconceptions of hy otheses , 
Discon, imation 1s related to feedback that corrects an erroneous idea or assumption, or 

TABLE 7. i 7.1 Percentage of feedback given at the various feedback levels in three 

  

  

studies 

HATTIE & VAN D EN BERGH, 
MASTERS (2011) ROSE, & BEIJAARD aN 

(2010) 

Level 18 HS class es 32 teachers in middle school 235 

Task 59% 51% ™ 
Process 25% 42% 5% 
Regulation 2% 2% “ie 
Self 14% 5% 1% 4% 
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which provides infor mation that goes against current expectations (see Nickerson, 1 998). 

. . . dback 

Students (and teachers) often seek confirmation evidence by, for example, seeking feedbac 

1 i at is contra 
firms their current beliefs or understandings, and disregard feedback th: ry 

tether 
d that disconfirms, then there can be greater 

to their prior beliefs. When feedback is provide 

change — provided that it is accepted. 

i t be confuse These notions should no ve ae 

disconfirmation can be positive and confirmation negative. Feedback p 

when it addresses faulty interpretations and not a total lack of understanding in which 

latter case re-teaching 18 often most effective). In this latter circumstance, feedba k may 

even be threatening to the student: 

d with negative and positive feedback, because 

owerful 

4: seth 

If the material studied is unfamiliar or abstruse, providing feedback should have little 

i i new information 
effect on criterion performance, since there is no way to relate the 

to what is already known. 
akuthavy, 1977: 220) 

i h 
Disconfirmation feedback can improve retrieval performance (at the task mw " “n 

i hen they receive feeabac 
i dback on incorrect answers, but not w 

ee McDermott & Roediger, 2007). In similar research, Peeck, en 

den Bosch, and Kreupeling (1985) found that feedback improved performance from 
en , 

1 1 ifference 
56 per cent correct on initially incorrect answers, but made little diff 

/ 
cent with feedback). 

correct answers (Kang, 

per cent to 

for correct answers (88 per cent with no feedback and 89 per 

Errors need to be welcomed 

E eedback 1s most effective when student: do not V 0 y tery _ and thus 

$ 
S ha € pre ficienc or mas 

it thriv es when there 1s error OT incomplete knowing and understandit 1g. (Often, there 18 

as mastered 
little information value in providing task-level feedback.when the student h: 

pp y not be see € Tr ts signs 

i 1 iti 
b seen as mbar assments, 

the content Ex rors invite O ortunities. T he should oO 
‘ 

; 
because they indicate a tension 

of failure, or something to be avoided. They are exciting, rea eso 

between what we now know and what we could know; they are signs of opp 
etwe 

learn and they are to be embraced. William James (1897: 19), my favourite psychologist 
ear 

(after whom one of my dogs is named!), put errors into perspective: 

In a world where we are so certain 
not such awfully solemn things. 

Oo ee lightness of heart seems healthier 
to incur them in spite of all our caution, a certain 

than this excessive nervousness on their behalf. 

oom climate in which there is minimum peer 

i i is low 
reactivity to not knowing or acknowledgement of errors, and in wh eT roo 

i 1 i ili Alton-Lee & Nuthall, . 
sk involved in responding publicly and failing ( 

Hae students aly when they are fairly sure that they can respond correctly 

d the answer to the question being 

noted the paucity of research on 

avoidant, error training that 

This means that there needs to be a classr 

Too often, students respond o 

— which often indicates that they have already learne 

asked. Heimbeck, Frese, Sonnentag, and Keith (2003) 

errors, and they recommended that rather than being error-   
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increases the exposure to errors in a safe environment can lead to higher performance. 
Such an environment requires high levels of self-regulation or safety (for example, explicit 
instruction that emphasizes the positive function of errors) for errors to be valuable, and 
it is necessary to deal primarily with errors as potentially avoidable deviations from goals. 
Michael Jordan claimed in a Nike advert that he: 

missed more than nine thousand shots in my career. I’ve lost almost three hundred 
games. Twenty-six times I’ve been trusted to take the game-winning shot and missed. 
I’ve failed over and over and over again in my life. And that is why I succeed. 

Failure or learning from errors is critical also in the staffroom. A school needs to have a 
culture of no blame, a willingness to investigate what is not working (or what is not 
working with which students). Care and analysis is needed to correctly attribute failure 
to the right reasons; clearly, the one reason that is within our powers to fix is our own 
teaching and mindsets. It may well be that outside factors (the home, resources, etc.) can 
be major factors, but the mindset that teachers can positively change student outcomes is 
a powerful prerequisite to making such changes — and reducing the effects of these other 
factors (even though it may be well be that these factors are powerful). There are so many 
teachers who become most aware of what is not working and put in place strategies to 
redress this situation; these teachers have much more success than those who accept the 
external constraints. The mental toughness and resilience that underlies that ‘you’ can make 
a difference in the face of adversity is a common factor underlying success in sports, 
business, and in schools. Confidence that we can change is a powerful precursor to change. 
Similarly, we can fall prey to overconfidence — success can lead to us believing that we are 
better than we actually are — hence the need for working parties to study and explain 
success, the need to find ways in which we can get better than we are, how we may need 
to consider alternatives to make these greater differences, and the need not to- become 
complacent when successful. We need to see how the future can undermine a winning 
formula. Celebrate success, but examine it. Scrums, working groups, walk-throughs, and 
checking the impact on all students can be part of evaluating (and esteeming) success, seeing 
where we can improve, investigating which students are not sharing the success, asking 
about the five things that are working well and the five that are not working so well, and 
ensuring that we do not become overconfident and miss opportunities. With failure, we 
often ask ‘why?’; similarly, with success, we must ask ‘why?’. Evaluation of processes, 
products, people, and programs needs to be an inherent part of all schools. 

Feedback from assessment to teachers 

There have been many recent moves toward assessment for, rather than an emphasis on 
assessment of, learning. An alternative is to consider ‘assessment as feedback’, and I have 
argued that this is very powerful when such assessment feedback is oriented towards the 
teacher and about which students are moving towards the success criteria, what they 
have/have not taught well, and the strengths and gaps of their teaching, and when it 
provides information about the three feedback questions (Hattie, 2009). As teachers derive 
feedback information from assessments that they set their students, there can then be 
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important adjustments to how they teach, how they consider what success looks like, how 

they recognize students’ strengths and gaps, and how they regard their own effects on 

students. The essence of such formative interpretations is providing teachers with feedback 

from assessments about how they need to modify their teaching, and providing students 

with feedback so that they can learn how to self-regulate and be motivated to engage in 

further learning. This is more effective than when assessment is aimed at the students, who 

typically can estimate their performance before completing the assessments and thus often 

receive minimal feedback from assessments. Teachers too often see assessment feedback as 

making statements about students and not about their teaching, and hence the benefits of 

feedback from such testing are often diluted. 

In New Zealand, there has been much uptake by teachers and schools about formative 

interpretations. Most schools are aware of the distinction between formative and summative 

interpretations. One of the concerns that arose is to not see ‘everything’ in school as 

formative interpretations: there is a place for summative interpretations; some tests have 

little to no formative interpretations; and it was not necessary to justify some negative 

practices by calling them ‘formative’. A group was asked to move beyond formative 

interpretations and the recommendation was to promote ‘student assessment capabilities’ 

(Absolum, Flockton, Hattie, Hipkins, & Reid, 2009). The fundamental premise is that all 

students should be educated in ways that develop their capability to assess their own 

learning. So often, the most important assessment decisions tend to be made by adults on 

behalf of students. Instead, the claim is that the primary function of assessment is to support 

learning by generating feedback that students can act upon in terms of where they are 

going, how they are going there, and where they might go next. Such assessment involves 

active student-teacher collaboration, and teachers who also demonstrate that they use 

assessment in their formative interpretations. The claim is that when students participate 

in the assessment of their own learning, they learn to recognize and understand main ideas, 

and to apply new learning in different ways and situations. Students who have developed 

their assessment capabilities are more able and motivated ,to access, interpret, and use 

information from quality assessments in ways that affirm or further their learning. This is 

formative interpretation in action. 

    

    

Rapid formative assessment 

The notion of rapid formative assessment is very powerful as a form of feedback. Yeh (2011) 

compared the cost-effectiveness of 22 approaches to learning and found rapid formative 

assessment to be the most cost-effective — compared to comprehensive school reform, cross- 

age tutoring, computer-assisted instruction, a longer school day, increases in teacher 

education, teacher experience, or teacher salaries, summer school, more rigorous maths 

   

  

cyc. € tormative assessments p: » OF What he terms tapi ormative assessment   
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L _ c ass value-added teacher assessment, class size reduction, a 10 per cent increase i . 
, 

" 
pup expen iture, full-day kindergarten, Head Start (preschool), high-standard vit exams, National Board for Professional Teaching Standar n higher 

| 
ds (NBPTS ificati i 

oan i ) certification, high ne er censure test scores, high-quality preschool, an additional school year, voucher Srams, or charter schools. It emerged out of the work of the Black and Wiliam (1998), 
Inside the black b xX , and starts m h Te Hse that assessme rning is ba ed on 

o a. d tarts fro. the Pp €. 5. nt_for lea g b S 

students are actively involved in their own learning processes; 

effective feedback is provided to students; 2 

teachi ivi i i 
ing activities are adapted Ina response to assessment results; > 

students are able to perform self-assessments; and 

the Ir ifluence of assessment o 1 students motivation and self esteem 1s recognized 

From this, Black and Wiliam (2009) derived five major strategies: 

1. clarifyin i i i i 
g and sharing learning intentions and criteria for SUCCESS; > 

heer. effe Ive 1 SLOO: Cussions nd ks th. t eli It evide ce 

2. engl ny g g ct Clas: sae) dis USSIONS a. otl 1er lear ning tas a Cc nN of student understanding; 

3. providing feedback that moves learners forward; 
. activati i i ating students as instructional resources for one another: and > 

5. activating students as the owners of their own learning 

Dy an W iliam and colleagues have demor sty ated the value of formative assessment — that 
1S, that assessment that can lead to feedback dur ng tl 1e€ pt ‘ocess of lear ning W iliam, 201 . 
This means much more than tests, and includes many forms of evidence 

I ractice in a Cla oon i forma ive O he exten nce abou uden ach eve- 

. F 1 SS. 1S tr tot t t that evide t st tC i 
ment is é€ icited in er p y 

P 
» Int reted, and used b teacher S, learners, or their eers, to make > 

decisions about the next steps IN instruction that are likely to be better or bette + t founded, than the decisions they would have taken in the absenc 
week 

e of the evidence that 

(Black & Wiliam, 2009: 9) 

The key is isi y the focus on decisions that teachers and students make during the les 
most of all the aim is to inform teacher or student ‘sions, ‘Should I relearn . . . Practice again Te ha ay Re Secon 

oe M eee ary . 
ove tor ward To what and so on In our + 

own work, we have devised reports that help teachers and 

concepts they have mastered or not mastered, and where thei 
students need additional input or time, which students are 
and so on (Hattie and team, 2009). But a wa what Wiliam is most concerned with is feedback during the lesson — 

learners to appreciate which 
r strengths and gaps are, which 
reaching the success criteria, 

that is, short- 

” (assessments 
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cecum omnia ttt
 OE 
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conducted be 

described how they supported a grou 

moment’ formative a! 

student achievement were substantial 

learning of around 70 per cent. 

  eat = 

k). For example, Black et al. (2003) 

hers to develop their use of ‘in-the- 

ey found that the gains in 

f the rate of student 

tween two and five times per wee 

p of 24 teac 

ssessment in mathematics and science. Thi 

— equivalent to an increase O 

e ‘strategies’ and the ‘techniques’ 

of formative assessment. Strategies relate to identifying where the learners are-in their 

d what steps need to be taken to get there. This closely 

learning, where they are going, an 

aligns to our three feedback questions: ‘Where am I going?’; ‘How am I going there?’; 

“Where to next?” 

Leahy and Wiliam’s (2009: 15) work in schools shows that: 

Wiliam makes the important distinction between th 

tated into the minute-to-minute and day- 

by-day classroom activitie 
antial increases in student achievement — 

of the order of a 70 to 80 percent increase in the speed of learning — are possible, even 

th externally-mandated standardized tests. 

ssessinent practices are integ 
when formative a 

s of teachers, subst 

when outcomes are measured wi 

Their overall messages about putting their ideas into practice also mirror much in this book. 

nts must be made transparent to 
g any learning achieveme 

e aims of their work and of what gw The criteria for evaluatin 

have a clear overview of thi 
students to enable them to 

it means to complete it successfully. 

and skills of collaboration in peer assessment, both 

m Students should be taught the habits 
can help to develop the 

because these are of intrinsic value and because peer assessment 

objectivity required for effective self-assessment. 

= Students should be encouraged to bear in mind the aims ‘of their work and to assess 

their own progress to meet these aims as they proceed. They will then be able to guide 

Jack et al., 2003: 52-3). 

their own work and so become independent learners B 

Use of prompts as a precursor to receiving feedback 

There are many forms of prompts: organizational prompts ( 

best structure the learning contents in a meaningful way 

elaboration prompts (for example, “What examples can you 

confirm, or conflict with the learning content?’;Can you create link 

of the lesson and your knowledge from other everyday examples?’); 

e,‘What main points have I understood we 

progress prompts (for exampl 

points have I yet to understand?’). 

Teachers and students who use prompt 

major effect of such prompts is to raise 

strategies during learning. Nuckles, Hubner, and Ri 

only allowed students to identify 

students to invest more effort to plan and r 

improve their comprehension. It is also wo 

prompts depending on where the students are in the learning process 

s can invoke feedback from many source 

the amount of organiza 

comprehension deficits more imme 

rthwhile to consider the appropriate u 

(see Table 7.2). 

for example, “How can you   ?; Which are the main points?”); 

think of that illustrate, 

s between the contents 

and monitoring 

112; “What main 

5s. The 

tion and elaboration 

enkl (2009) showed that prompts not 

diately, but also invited 

ealize remedial cognitive strategies in order to 

se of   
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TABLE 7.2 Examples of prompts 
  

LEVEL OF PROMPT EXAMPLES 
  

Task i Does his/her answer meet the success criteria? 

his/her answer correct/incorrect? 

ow can he/she elaborate on the answer? 

What did he/she do well? 

Where did he/she go wrong? 

What is the correct answer? 

What other information is needed to meet the criteria? 

Pr ocess What is wrong and why? 

What strategies did he/she use? 

Wet is the explanation for the correct answer? 

weet omer questions can he/she ask about the task? 

wh e relationships with other parts of the task? 

at other information is provided in the handout? 

What is his/her understanding of the concepts/ 
related to the task? prsimnowiecge 

Self-re i gulation How can he/she monitor his/her ‘own work? 

now can he/she carry out self-checking? 
ie ean neisne evaluate the information provided? 

What aid you do e ect on his/her own learning? 

What happened when you .. .? 

How can you account for. . .? 

wont Jusication can be given for... .? 
at further yardi 

How does this compareto.? 
What does all of this information have:in common? 

What learning goals have you achieved? om 

How have your ideas changed? 
What can you now teach? 

Can you now teach another student. how to.. .? 

The key wit : 
but alco nm pith al Promps is not only to get the prompt relative to the phase of learnin 

student to take on non © remove the prompt — that is, when to.fade out, or allow the 

on buildings, the arti . responsibilty. related notion is ‘scaffolding’ — and like scaffolds 

folding. The pur pose of now wen it is needed and when it is time to remove the scaf- 

questioning, instructin Seatvorenng '8 £0 P rovide support, knowledge, strategies, modellin 

that the student nome * FESCFUCTUTINE, and other forms of feedback, with the intention 

Volinen and Beicha $s to ‘own’ the knowledge, understanding, and concepts. Van de Pi 

, eishuizen (2010) described five intentions for scaffolding: © Pol 

m keeping the st udent on target and maintaini 
. . 

maintain: 
9 . 

intention; 
ing the student’s pursuit of the learning 

m the provisi i provision of explanatory and belief structures that organize and justify; 
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et able to perform and thereby 
i hat the student is not y 

m taking over parts of the task t ean ae ae hectadent 

simplifying the task (and reducing the cognitive load) s 

i uirements of the 
m getting students interested in a task and helping them adhere to the req 

task; and 
ocd 

: 
ent motivate 

facilitating student performance via feedback, as well as keeping the stud: 
m fac 

via the prevention of minimization of frustration. 

Attributes of students and feedback 

The culture of the student 
2000 

The culture of the student may influence the feedback effects. Luque ine ae oe 

f und that students from collectivist cultures (for example, Confucian- ee ee 

Pacific nations) preferred indirect and implicit feedback, ro Eee nt a Usa) 

individualist/Socratic cultures (for example, 
1f-level feedback. Students from in ; Ce 

jemed more direct feedback, particularly related to effort, were mor ey ‘ i" e . 

eng individual, focused, self-relatea feedback. 
i feedback, and preferred more indiv »focy 

say teal tha while both individualistic and collectivist students sought feedback to 
ree 

i ~ ism ‘for the 
ty, collectivist students were more likely to welcome self-criticis 

reduce uncertain 
Pee individ 

ood of the collective’ and more likely to seek developmental ieee ve cghente were 

eal tic students decreased such feedback to protect their egos. Indivi 7 his ‘achieve 7 . u . likely to engage in self-helping strategies, because they aim to gain ans “_ ne 

aecomes (Brutus & Greguras, 2008). Hyland and Hyland (2006) see . at - neachen 

. : irecti lly welcome feedback, ex: 
in which teachers are highly directive genera . 

ace ond comment on their errors, and feel resentful when they do-not. oO 

Asking students about feedback - 

A search of the literature found no reasonable meas “ins Seed whan hey ‘oust 

a 

a ee ee Me eel bat i ‘ha little predictive value, and they 

a ned searchin farther. The instrument that I developed started by reviewing their 

work, and re veachers to interview five fellow teachers and five students, ‘ane 

veo ‘pom classes, and talking with teachers and students about te a ead 0 is 

instrument started with over 160 open and closed questions, but t i eee ent 

alysis and attention to the value of the interpretations trom me 

ines ‘Reedback sounds like ..’, asked students what feedback soun e or 

looked she th them, There were three scales: feedback as positive, negative, or providing 

constructive criticism. The second part related to Types of feedback 3 including feedback 

as corrective and conf rung feedbac k as improveme. it, at d equenc y o feedback from 

3 P > q ( 
Ss 

eac 
t co /€ e oO € e k — the ar tament being 

t hers and peers) The third par concern d S ULCEes of fe edbac h ( 

| at the ost € fective feedba Oo iter 1a of the lesson the learning 
ck 1S related more t the cr 

compared to prior achievement) and 

i i iteri an individual ( intentions and success criteria) th sae ee, & 

preferably not to social (for example, comparative; cf. Harks, Rokoczy, 

Besser, 2011).   

ey 
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There are marked differences in these scales across teachers and schools: teachers see 
feedback more in terms of comments, criticism, and correctiv es; students prefer to see 
feedback as forward-looking, helping to address ‘Where to next?’, and related to the success 
criteria of the lesson. Regardless of their perceptions of achievement level, students sce 
the value and nature of feedback similarly. The items with the highest relationship to 
achievement are: ‘Feedback clarifies my doubts about the task’; ‘Feedback indicates the 
quality of my work’; ‘Feedback helps me to elaborate on my ideas’; ‘Feedback sounds like 
constructive criticism’; ‘Feedback sounds like very specific comments’; ‘I understand the 
feedback I get from this teacher’; and ‘Feedback provides worked examples that help me 
to think deeper’. The major message seems to be that students — regardless of achievement 
level — prefer teachers to provide more feedback that is forward-looking, related to the 
success of the lesson, and ‘just in time’ and Just for me’, ‘about my work’ (and not ‘about 
me’). Higgins et al. (2001) found that students perceive feedback negatively if it does not 
provide enough information to be helpful, if it is too impersonal, if it is too general, and 
if it is not formative — that is, looking forward. It is not ‘sufficient simply to tell a student 
where they have gone wrong — misconceptions need to be explained and improvements 
for future work suggested’ (p. 62; italics in original) 

The power of peers 

Nuthall (2007) conducted extensive in-class observations and noted that 80 per cent of 
verbal feedback comes from peers — and most of this feedback information is incorrect! 
Teachers who do not acknowledge the importance of peer feedback (and whether it is 
enhancing or not) can be most handicapped in their effects on students. Interventions that 
aim at fostering correct peer feedback are needed, particularly because many teachers seem 
reluctant to so involve peers as agents of feedback. There is a high correlation {about 0.70) 
between students’ concerns about the fairness and usefulness of peer assessment ( 
Brand-Gruwel, & van Merrienboer, 2002) 
teacher marks 

Sluijsmans, 
, and high correlations between student and 

on assignments. Receiving feedback from peers can lead to a positive effect 
relating to reputation as a good learner, success, and reduction of uncertainty, but it can 
also lead to a negative effect in terms of reputation as a poor learner, shame, dependence, 
and devaluation of worth. If there are positive relations between peers in the classroom, 
the feedback (particularly critical feedback) is more likely to be considered constructive 
and less hurtful (see Falchikov & Goldfinch, 2000; Harelli & Hess, 2008). 

Mark Gan (2011) noted the problems about peer feedback being so prevalent, but often 
so wrong. He set about asking how we can improve the feedback given by peers. By the 
end of his series of studies, he placed much reliance on the power of prompts by teachers 
to help peers to provide effective feedback. As noted above, these prompts included guiding 
questions, sentence openers, or question stems that provide cues, hints, suggestions, and 
reminders to help students to complete a task. Prompts (for example, ‘An example of this 
-.-,‘Another reason that is good . . ’, or ‘Provide an explanation for .. ”) serve two key 
functions in students’ learning: scaffolding and activation, Prompts act as scaffolding tools 
to help learners by supporting and informing their learning processes. Prompts can be 
designed to target procedural, cognitive, and meta-cognitive skills of the learner: they can 
provide new or corrective information, invoke alternative strategies already known by the 
student, and provide directions for trying new learning strategies. In this sense, prompts 
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can be conceived as ‘strategy activators’ (Berthold, Niickles, & Renkl, 2007: 566) or aids 

for cognitive engagement. Part of the art is to help students to engage in ‘self-talk’ and 

thus to begin to develop series of prompts that they or their peers can use when they “do 

not know what to do next’ (Burnett, 2003). 

As they move from task to processing to regulation, students can use prompts to monitor 

and reflect on their own learning approaches, such as problem-solving strategies, enquiry 

processes, and self-explanations. Examples of reason justification prompts include: “What 

is your plan for solving the problem?’; ‘How did you decide that you have enough data 

to make conclusions?’ Such prompts help students to organize, plan, and monitor their 

actions by making their thinking explicit, to identify specific areas that they did not 

understand and what they needed to know, and to use domain-specific knowledge to 

reason about the approach that they adopted to solve the problem. Davis and Linn (2000) 

used the term ‘directed prompts’ to describe prompts intended to elicit planning and 

monitoring (for example, ‘When we critique evidence, we need to. . 2;‘In thinking about 

how these ideas all fit together, we're confused about . . ?;“What we are thinking about 

now is. . 2) or to check for understanding (‘Pieces of evidence we didn’t understand very 

well included . . ?). Such generic prompts provide more ‘feedom’ for students to reflect 

on their learning, whereas directed prompts may misguide some students with a ‘false sense 

of comprehension’. Students’ level of autonomy was found to interact with their use of 

generic prompts for reflection, with middle-level autonomy students gaining most from 

the reflection prompts, as they ‘were allowed to direct that reflection themselves’ (Davis, 

2003: 135). 

Gan (2011) used the three-level model of feedback (Figure 7.2) to devise methods to 

coach students to identify what knowledge was required for each level and how to generate 

feedback that was targeted at that level of understanding. In his control classes, he found 

that the unprompted or untrained students seemed to adopt a ‘terminal’ feedback 

approach, whereby the solution or right answer was provided and praise was used to 

reinforce the notion of a correct response. This terminal peer feedback approach assumes 

that students are capable of drawing inferences or making judgements based on the 

corrective information, and then decide on the corrective action to move from their 

current state of understanding to meet the success criteria. While it may seem probable 

for higher-ability students to come up with their own revision strategy, this is most unlikely 

for lower-ability students. Conversely, the progressive peer feedback approach provides 

students with a mental picture that breaks down the feedback into concrete steps, allowing 

students to focus on a specific area on which to work. This organization of learning and 

feedback may be seen to be reducing the demand on a student’s cognitive resources, 

enabling him or her to draw connections, identify the learning gaps, and take corrective 

action. This seems a difficult task, so Gan devised a graphic organizer with hierarchical 

feedback levels. 

He used science classes in Singapore and New Zealand to evaluate the effectiveness of 

this model. It required planning by the teachers to conceive of the task, processes, and 

desired self-monitoring by students in the content domain. As importantly, the task had 

to be sufficiently challenging to prompt the need for peers to give each other feedback. 

This had the added bonus of helping teachers to articulate their actual learning intentions 

and success criteria, and this was made easier when teachers then critiqued each other’s 

plans and rubrics prior to teaching. The results of his studies indicated that coaching 
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targets for learning — because these can then enhance and increase the value of feedback 

towards these goals and targets. The notion of ‘personal bests’, and challenge, commit- 

ment, progress feedback, and student assessment capabilities (Absolum et al., 2009) are 

central to the effects of feedback, as are understandings about the various feedback strate- 

gies and different types and functions of feedback. Inviting students to have a sense of 

“with-it-ness’ with respect to feedback should be a major outcome of lessons. 

It may also be important to consider the nature and dosage of feedback. It is likely that 

it is more effective when provided in incremental steps (and this applies to students, 

teachers, and administrators). So often, feedback is dished out in a long screed, encom- 

passing so many different ideas and prompts, and thus allowing the receiver to be selective 

or to miss the priorities, and possibly leading him or her to become more confused. 

Feedback needs to be focused, specific, and clear. 

A number of mediators of feedback and achievement have been identified, including 

the distinction between focusing on giving or receiving feedback, how the culture of the 

student can mediate the feedback effects, the importance of disconfirmation as well as 

confirmation, and the necessity for the climate of the learning to encourage ‘errors’ and 

entice students to acknowledge misunderstanding — and particularly the power of peers 

in this process. When assessments (tests, questions, and so on) are considered as a form of 

gaining feedback such that teachers modify, enhance, or change their strategies, there are 

greater gains than when assessment is seen as more about informing students of their 

current status. This is all the essence of formative assessment. 

Note that there is no discussion in this chapter on feedback relating to marking or 

grading. This is because the messages are about ‘feedback in motion’, primarily assisting 

all to move forward based on correctives and information that reduces the gap between 

where students are and where they need to be. Too often, comments on essays or other 

work are too late, too ineffectual, and ignored. As Kohn (2006: 41) noted: ‘Never mark 

students while they are still learning’ Students see the mark, so often, as the ‘end’ of the 

learning. The major reason relating to the nature and structure of these pieces of work 

that are graded is that they are the outputs of lessons and learning is more likely to occur 

during rather than after the learning is finished (or ‘handed in’). Students soon realize the 

poverty of the feedback from such work other than a summative grading of the work: 

they look to the grade, and then to their friend’s grades. The comments can provide 

justification for the grade, but there is little evidence that the comments lead to changes 

in student learning behaviours, or greater effort, or more deliberate practice — mainly 

because students see the ‘work’ as finished. 

It should be clear that there are many complexities when aiming to maximize the 

feedback received by students. Students differ in the receptivity and willingness to 

understand feedback relative to their cultural backgrounds, their reaction to confirmation 

and disconfirmation, their experience of handling error, the way in which tests and 

assessments have proven useful for moving forward, how successfully they have taught to 

maximize the usefulness of feedback, and the role of peer feedback. 

There is an exciting future for research on feedback. That feedback is critical to raising 

achievement is becoming well understood, but that it is so absent in classrooms (at least 

in terms of being received by students) should remain an important conundrum. It could 

be powerful to move research beyond descriptions of types of feedback towards discovering 
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Exercises 

1. As per Exercise 5 in Chapter 6, have a colleague observe your class through the eyes of 

the students. For example, have this colleague sit in the room, take a script of everything 

that you say and do, and, most critically, choose two students and note all that they do, 

react to, and talk about (as far as your colleague can hear). At the end, print out the 

script and together identify each occasion on which the teacher provided feedback, and 

each occasion when the two students received and acted upon any feedback. 

2. Interview five teachers and five students about what “Feedback looks like and sounds 

like’, and give an example of useful and not so useful instances of feedback. Share these 

with other teachers who have completed this task. Are there commonalities in terms 

of corrective or formative feedback? 

3. Take a video of one of your classes. Review the lesson and consider where there were 

opportunities for the students to gain more effective feedback about their progress in 

the lesson. Practise these opportunities with colleagues and then aim to find occasions 

in your next classes on which to enact them. 

4. After the next administration of a test in your class, detail what you have learned from 

interpreting the results, what you would do differently, and what you would re-teach. In 

light of these details, ask whether the assessment served its purpose in providing feedback 

to you as a teacher. If not, change the assessment to maximize these opportunities. 

5. Practise giving each student rapid formative assessment and practise inviting the students 

to seek feedback about their progress on at least three occasions each during the lesson. 

Evaluate the value of this intervention. 

6. Discuss the following things, which I would argue are true. 

a. Norm-reference tests are optimized when the students get, on average, 50 per cent 

of the items correct; criterion-referenced tests are optimized when each student gets 

50 per cent of the items correct. 

A teacher is responsible primarily for ensuring that every student makes at least one 

year’s progress for one year’s input than for bringing students up to expected 

proficiency levels. 

c. Feedback is more powerful when it is sought by the teacher about his or her teaching 

than by the student about his or her learning. 

. Formative interpretations cannot be accomplished without including some form of 

assessment. 

e. ‘Errors’ relate as much to gifted as to struggling students and should be seen as 

opportunities. 

The major reason for administering tests in classrooms is for teachers to find out 

what they taught well or not, who they taught well or not, and where they should 

focus next. Ifa test does not lead to a teacher evaluating these claims, it was probably 

a waste of everybody’s time and effort. 

g. The teacher’s role in testing is to help students to exceed their expected grade on 

the test. 

. Ifa teacher prints out the test results, it is probably too late to change instruction! 
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