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RESEARCH	ON	FEEDBACK	(AS	RELATED	TO	INSTRUCTIONAL	COACHING):	
	
Session	2:	Leading	and	Coaching	the	Realization	of	High-Quality	Instruction	Every	Day	for	Every	Child	
Blueprint	districts	teach	their	way	to	success	for	every	student.	In	this	session,	leaders	will	distinguish	between	
feedback	and	coaching,	and	how	both	are	used	to	reach	the	vision	for	high	quality	instruction	for	every	student	
every	day.	There	will	be	a	focus	on	the	coaching	skills	leaders	need	(such	as	mindset,	rapport,	questioning,	etc.),	
and	how	to	use	them	to	get	maximum	growth	in	instructional	practice	at	scale.	Participants	will	explore	coaching	
skills	and	will	have	the	opportunity	to	practice	and	think	about	how	to	bring	these	skills	to	the	table	every	day	in	
the	context	of	their	own	building	and	district.	
Participants	will:		

1. Explore leadership competencies and characteristics needed to support effective feedback and 
coaching for high-quality instruction.  

2. Identify what it looks like for impactful coaching to be installed at scale.  
3. Gain an understanding of the coaching skills that leaders need to apply in order to support 

instructional improvement. 
	
	
	
Session	3:	Implementing	a	Model	of	Support	to	Reach	the	Realization	of	High-Quality	Instruction	Every	
Day	for	Every	Child	
	
In	this	session,	leaders	will	distinguish	between	coaching	and	feedback,	and	understand	how	both	are	crucial	to	a	
model	of	growth	and	support.	Participants	will	be	introduced	to	a	growth	model	that	can	be	implemented	to	
support	both	short	and	long-term	cycles	of	improvement.	Participants	will	explore	the	model	and	will	have	the	
opportunity	to	practice	and	think	about	how	it	might	be	used	in	the	context	of	their	own	building	and	district.		
	
Participants	will:		

1. Explore leadership competencies necessary to provide quality feedback for instructional 
improvement.  

2. Identify what it looks like to use coaching and feedback to get maximum growth in 
instructional practices at scale.  

3. Engage with a model that supports both short and long-term growth. 
	
Context:	
Considering	we	are	an	MDE	funded	organization	and	program,	we	likely	need	to	acknowledge	that	
“Feedback”	is	an	identified	element	of	the	MDE	“Top	10	in	10”	Plan,	and	a	topic	on	which	they	
specifically	developed	a	framework	and	definition.		This	was	based	on	a	partnership	with	Learning	
Forward,	a	professional	organization	focusing	on	teacher	professional	development.		I	have	
incorporated	some	of	this	information	directly	in	these	notes	and	have	attached	a	copy	of	the	
framework	resources	that	were	used	to	develop	that	framework.	
	
Research	on	feedback	in	education	that	would	be	relevant	to	our	work	generally	centers	around	two	
key	areas	where	feedback	is	relevant	–	classroom	instruction	and	teacher	professional	learning.		It	is	
also	similarly	addressed	in	research	on	educator	evaluation,	formative	assessment,	and	instructional	
coaching,	to	name	a	few	of	the	more	focused	areas.		For	the	purpose	of	this	summary,	I	will	address	all	
of	this,	but	will	generally	focus	on	feedback	for	learning,	whatever	the	dynamics	or	context	of	that	
learning	may	be.		Most	of	the	core	research	focuses	on	this,	with	other	research	then	examining	how	
this	plays	out	based	upon	a	variety	of	frameworks	that	people	have	developed	for	“feedback.”	
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Also,	there	is	relevant	research	regarding	the	learning	cycle	relative	to	teacher	understanding	of	
instructional	practices	which	is	relevant	to	both	of	the	sessions	mentioned	above.		I	have	included	that	
research	at	the	end	of	these	notes.	
	
	
What	is	“feedback”?	
Since	feedback	is	a	very	common	term	that	is	used	in	a	variety	of	ways	and	situations,	it	is	important	to	
define	what	we	mean	by	feedback	first.		To	ensure	a	
focus	on	our	educational	context,	we	are	going	to	
consider	the	phrase	“Feedback	for	learning”	when	we	
use	the	term	feedback,	so	as	to	avoid	more	general	
usage	of	the	term.		As	such,	feedback	is	“a	dynamic	
process	that	uses	dialogue	and	evidence	to	engage	a	
learner,	internally	or	with	a	learning	partner,	in	
constructing	knowledge	that	results	in	changes	in	
practice,	performance,	and	self.”i		This	concept	builds	
upon	specific	work	on	feedback	in	education	of	Dylan	
William,	as	well	as	meta-analyses	on	feedback	in	
education	(Kluger	and	DeNisi,	1996ii;	Hattie	and	
Timperley,	2007iii).		As	William	states,	“If	I	had	to	
reduce	all	of	the	research	on	feedback	into	one	simple	
overarching	idea,	at	least	for	academic	subjects	in	
school,	it	would	be	this:		feedback	should	cause	
thinking.”	(William,	2011)iv.		This	definition	is	general	
enough	that	it	allows	for	any	context,	including	
student	learning	in	classrooms	and	teacher	learning	
from	professional	development	or	coaching	supports.	
	
When	considering	feedback	in	any	learning	context,	it	is	important	to	recognize	that	the	provision	of	
feedback	is	really	just	an	early	step	in	a	full	process	that	involves	the	learner,	as	well	as	the	individual	
providing	the	feedback	(a	“learning	partner”	as	framed	by	Killion),	and	any	information	or	evidence	
that	is	provided	to	the	learner	in	the	feedback	that	will	help	shape	or	frame	their	response	to	the	
feedback.		This	process	is	outlined	in	the	diagram	at	right.	
	
When	considering	this	in	the	broader	picture	of	a	learning	model,	there	are	a	variety	of	models	that	
can	be	employed.		For	illustration	purposes,	Vygotsky’s	Zone	of	Proximal	Development,	or	ZPD,	
(Vygotsky,	1978)v	is	a	useful	model	in	that	it	applies	to	both	adult	learning	as	is	addressed	in	various	
components	of	the	Blueprint	(i.e.	Learning	Focused	Partnerships,	Teacher	Collaborative	Routines,	etc.)	
as	well	as	standard	models	for	student	learning.		Within	this,	the	role	of	feedback	is	typically	to	provide	
information	to	the	learner	that	is	situated	within	the	ZPD.	
	
Feedback	in	action:	
Feedback	is	not	necessarily	a	good	thing,	in	that	there	is	a	lot	of	feedback	that	is	received	by	
individuals	that	is	either	not	helpful	in	that	it	does	not	support	learning	or	does	not	result	in	a	change	
in	practice	or	performance.		In	simpler	terms,	feedback	can	be	helpful	or	hurtful,	or	just	not	useful	at	
all.		Some	of	this	has	to	do	with	the	learner	and	how	they	receive	the	feedback,	how	the	feedback	is	
communicated	to	that	learner,	and	whether	the	feedback	itself	is	informative	in	nature.		For	instance,	
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even	when	feedback	was	identified	as	a	specific	support	or	intervention	around	a	specific	learning	
goal,	in	over	one	third	of	the	cases,	the	feedback	reduced	performance	(Kluger	and	DeNisi).		In	this	
sense,	if	we	only	think	of	feedback	in	really	broad	terms,	without	categorizing	the	type	of	feedback	and	
the	ability	of	the	individual	receiving	that	feedback	to	learn	from	it	and	apply	that	information	to	their	
performance,	feedback	can	often	work	in	unintended	ways.		If	we	think	about	the	variety	of	ways	that	
feedback	can	be	provided,	this	is	easy	to	understand.			
	
Consider	the	following	example:	a	teacher	is	explaining	the	water	cycle	to	his	students	while	a	
principal	walked	in	and	sat	in	a	back	seat	and	began	observing	the	class.		One	student,	Alycia,	raises	
her	hand,	and	when	called	upon,	asks	the	teacher	to	restate	something	that	she	could	not	hear.		
Another	student,	Chris,	is	distracted	by	the	principal,	and	seems	more	focused	on	what	the	principal	is	
doing	than	what	the	teacher	is	saying.		A	third	student,	Tanysha,	is	called	upon	at	one	point	after	the	
teacher	explains	precipitation	and	is	asked	to	think	of	different	examples	of	precipitation.		She	says,	
“There’s	rain	and	snow…	also	freezing	rain,	and	hail.”		Another	student,	Kathy,	raises	her	hand	and	
asks,	“What	about	steam,	like	on	a	hot	day?”		The	teacher	responds,	“Class	–	what	do	we	think	about	
that?”	and	another	student,	Kwame,	interrupted,	saying,	“That’s	not	right,	Kathy.		Didn’t	you	listen	
earlier	when	she	talked	about	evaporation?!?”		The	teacher	quickly	responded,	“Don’t	be	rude,	Kwame!		
Did	I	call	on	you?		We	need	to	wait	to	be	called	on!”		The	principal,	who	had	her	laptop	computer	in	
front	of	her	suddenly	began	typing,	and	quickly	looked	away	from	the	teacher	and	Kwame.	
	
Throughout	this	discussion,	the	teacher	is	receiving	a	variety	of	forms	of	feedback,	both	verbal	and	
non-verbal.		Some,	like	Alycia,	give	feedback	that	directly	affects	the	teacher’s	performance	(especially	
as	it	relates	to	Alycia).		Some	pose	information	that	helps	the	teacher	think	about	the	outcomes	he	is	
trying	to	achieve	with	the	students.		Some	of	the	feedback	is	solely	information,	focused	on	the	topic	or	
task	at	hand,	while	some	of	the	feedback	comes	with	the	judgement	of	the	individual	providing	the	
feedback,	which	can	affect	emotions	or	motivations	of	those	receiving	the	feedback.		Some	of	these,	like	
the	abrupt	feedback	from	Kwame,	his	teachers’	comments	to	him,	and	the	actions	of	the	principal	
following	that	exchange,	are	not	likely	to	further	or	improve	the	outcomes,	but	actually	to	impede	
them.			
	
These	examples	within	this	scenario	point	to	what	research	has	found	about	feedback	in	an	
educational	context.		As	noted	in	Kluger	and	DeNisi’s	work,	over	1/3	of	the	research	studies	they	
examined	around	feedback	interventions	resulted	in	negative	outcomes.		Carol	Dweck,	in	her	research	
on	mindset,	also	found	that	feedback	focused	on	the	skills	or	knowledge	of	individuals,	even	if	positive,	
can	have	negative	effects	on	performance	relative	to	feedback	focused	on	effort	specific	to	a	task	
(Dweck,	2000)vi.		Similarly,	Hattie’s	extensive	review	of	the	role	of	feedback	notes	that,	“Feedback	is	
among	the	most	common	features	of	successful	teaching	and	learning.		But	there	is	an	enigma:	while	
feedback	is	among	the	most	powerful	moderators	of	learning,	its	effects	are	among	the	most	variable.”	
(Hattie,	2012)vii.		Such	findings	require	us	to	examine	the	variables	that	impact	this,	including	type	of	
feedback,	context	of	feedback,	and	context	for	the	learner	receiving	the	feedback.	
	
Types	of	Feedback:	
There	are	a	variety	of	frameworks	that	address	feedback	that	have	been	developed	over	the	years	by	
researchers,	psychologists,	and	educators.		For	the	context	of	this	presentation,	Killion’s	typology	of	
feedback	is	particularly	effective,	in	that	it	is	framed	in	an	educational	context,	applies	to	student	and	
teacher	learning	from	feedback,	and	is	based	on	a	number	of	other	research	studies	focusing	on	some	
of	these	types,	including	a	continuum	used	for	addressing	mentoring	from	Lipton	and	Wellman	
(2001)viii.		Killion	develops	these	into	a	continuum	from	low	to	high	cognitive	demand,	which	also	
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happen	to	coincide	with	where	the	greater	responsibility	in	the	process	sits	–	with	the	provider	of	
feedback	on	one	end	to	the	receiver	of	feedback	on	the	other.	

	
	
On	the	left	of	this	spectrum	is	desistance,	which	is	both	the	simplest	in	format,	but	also,	most	limiting	
in	terms	of	ability	to	“learn”	from	it.		It	is	yelling	“Stop!”	when	a	toddler	reaches	for	a	hot	stove,	or	a	
similar	type	of	command.		It	has	a	desired	action	(such	as	not	touching	the	hot	stove),	is	brief,	and	
provides	no	evidence	or	explanation.		And,	in	such	an	instance,	it	can	be	effective	in	reaching	its	
desired	outcome.			Similar	to	this	is	correction,	which	simply	provides	a	suggested	change	in	action,	
but	with	no	evidence	or	explanation	as	to	why,	such	as	“Say	that	again.”	While	these	may	not	seem	a	
consideration	for	any	educational	context,	they	can	actually	be	a	dominant	form	of	written	feedback	to	
students	in	the	form	of	a	red	“x”	or	check	on	a	paper.		Such	feedback,	considered	“directive	feedback”	
suggests	correction,	but	would	not,	in	such	a	case	address	why,	or	what	needs	to	be	done	on	the	part	of	
the	learner.		The	responsibility	for	changing	practice	is	taken	by	the	individual	providing	the	feedback.	
	
The	next	categories	of	feedback	on	this	typology	transition	to	higher	cognitive	demand	and	greater	
responsibility	for	the	learner.		Approval	/	disapproval	is	the	first	of	these,	and	can	take	many	forms	
in	schools,	including	simplistic	statements	(i.e.	“Good	job!”	or	“That’s	not	how	we	behave	in	our	
class!”).		Attribution,	the	next	type	of	feedback,	provides	more	information	than	approval	or	
disapproval	in	that	it	assigns	some	label	or	consideration	to	the	learner,	but	rather	than	providing	
evidence	or	explanation	for	the	comment,	it	simply	jumps	to	the	label	(Kegan	and	Lahey,	2001)ix.		“You	
are	a	great	teacher!”	or	“This	was	not	an	example	of	high-quality	instruction,”	are	some	examples	of	
attribution	that	could	be	given	to	a	teacher.		Finally,	in	this	group,	Evaluation	is	a	means	of	feedback	
that	is	dependent	on	the	relationship	between	the	learner	and	individual	providing	feedback,	with	a	
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focus	on	judging	practice	(but	not	necessarily	improving	practice).		It	is	also	the	first	such	category	
that	involves	the	inclusion	of	external	criteria,	such	as	a	scale	or	rubric.		It	is	still	of	low	cognitive	
demand	though,	as	it	simply	references	the	criteria	with	the	judgement	statement,	such	as	“Based	
upon	your	performance,	this	class	had	‘high-quality’	instruction,”	or	letter	grades	on	a	class	
assignment	(with	no	backing	information	as	to	why	such	a	grade	might	be	assigned).		With	the	absence	
of	evidence,	there	is	no	rationale	provided	in	evaluation…	it	is	simply	a	(subjective)	judgement	with	
reference	to	some	external	grading	scale	(that	could	be	assumed	to	be	objective	in	nature.”	
	
The	next	level	of	feedback,	Assessment,	introduces	evidence	provided	to	support	the	statements	being	
made	to	the	learner	in	the	feedback	process.		Such	evidence	is	provided	along	with	an	evaluative	
statement	from	the	feedback	provider	which	may	reference	some	external	scale	or	rubric.		This	is	the	
intent	of	the	HQI	tools	in	the	Blueprint,	as	an	example,	where	the	categories	of	observation	are	the	
rubric,	and	evidence	is	documented	in	the	form	of	statements	about	what	was	said	or	done	in	the	
classroom	that	met	that	particular	level	of	evaluation.		Hattie	(2007)	refers	to	the	“gap	to	close”	for	this	
type	of	assessment,	in	that	the	feedback	statement	and	evidence	show	the	learner	where	they	are	on	
the	scale	(relative	to	the	ideal),	and	it	is	up	to	the	learner	to	then	determine	what	is	required	to	close	
that	gap.		The	learner	has	information	that	can	be	used	to	address	future	actions	to	ensure	that	they	
come	closer	to	meeting	the	ideal,	based	upon	the	scale	or	rubric	used.		Such	feedback	is	non-
judgmental,	and	is	focused	on	the	task	or	activity,	rather	than	characteristics	of	the	learner	as	a	person.	
	
Just	as	assessment	took	evaluation	a	step	further	through	the	introduction	of	evidence,	the	next	type	of	
feedback,	Analysis,	takes	assessment	a	step	further.		In	analysis,	the	feedback	provider	not	only	
presents	evidence	to	support	a	non-judgmental	statement	about	the	work	or	effort	of	the	learner,	but	
there	is	also	an	effort	to	break	down	elements	of	the	evidence	or	data	that	was	gathered	to	support	the	
statement.		For	instance,	an	example	of	analysis	might	include	the	following	comments	from	a	teacher	
provides	in	written	feedback	to	a	student	presentation:	
“Your	argument	during	the	debate	on	gun	control	restrictions	met	all	of	the	criteria	for	a	‘B’	presentation.		
In	particular,	you	addressed	a	variety	of	arguments	that	are	typically	made,	including	the	legal	argument	
citing		the	2nd	amendment	clause	about	‘a	well-regulated	militia,’	the	emotional	statements	of	the	
Parkland	high	school	students,	and	the	number	of	multiple	shootings	in	schools	and	public	spaces	that	
have	taken	place	over	the	last	five	years.		The	information	provided	addressed	a	variety	of	audience	
considerations	and	included	proper	citations	and	slide	images	of	the	individuals	and	graphs	of	data.		
However,	in	order	for	your	argument	to	receive	full	credit	for	an	‘A,’	you	would	need	to	have	addressed	a	
specific	proposal	that	has	been	made	about	how	to	regulate	guns,	and	the	only	analysis	you	included	was	
for	the	general	concept	of	gun	control,	and	not	for	a	specific	candidate’s	proposal	or	platform.”	
	
Note	that,	in	analysis,	the	feedback	looks	at	components	of	the	evidence	(in	this	case,	observations	and	
possibly	artifacts	from	the	student’s	presentation)	and	addresses	how	these	lead	to	the	criteria	that	
were	provided	for	the	assignment.		It	suggests	possible	changes	in	future	actions	that	the	learner	could	
employ	to	improve	the	overall	effort,	task,	or	product	that	is	being	evaluated.		It	need	not,	as	is	shown	
in	this	example,	simply	be	a	statement	from	the	feedback	provider	to	the	learner;	it	could	also	take	
place	through	dialogue,	where	the	analysis	of	components	of	the	process	happens	through	a	set	of	
questions	and	answers	between	the	individuals.		In	this	way,	it	is	important	to	see	that	ongoing	
dialogue	between	the	learner	and	feedback	provider	provides	opportunities	to	elevate	the	type	of	
feedback	from	low	cognitive-demand	to	higher-demand	information,	which	is	likely	to	lead	to	greater	
change	in	practice.	(Hattie	and	Timperly).		Across	the	continuum,	analysis	is	the	first	type	of	feedback	
that	specifically	engages	the	learner	in	application	of	the	learning	to	future	situations.	
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The	final	types	of	feedback	on	this	continuum	are	Construction	and	Deconstruction.		Building	upon	
analysis,	construction	seeks	to	apply	the	feedback	to	new	situations	or	contexts.		Construction	is	based	
in	situated	cognitive	theory,	suggesting	that	learning	is	constructed	and	embedded	within	a	particular	
activity,	context,	and	culture	(Brown	et	al,	1989)x.		If	engaged	in	repeatedly	(such	as	through	a	routine	
form	of	feedback	and	collaboration	of	the	Learning-Focused	Partnerships	and	Teacher	Collaborative	
Routines	of	the	Blueprint),	construction	is	an	ongoing	practice	of	developing	expertise	by	pushing	the	
bounds	of	the	concept	or	practice	being	learned	(Alexander,	2003)xi.		Based	upon	this,	construction	is	
essentially	analysis,	but	with	additional	feedback	given	to	pose	a	new	scenario	within	a	similar	culture	
or	context,	encouraging	discussion	between	the	learner	and	feedback	provider	to	explore	how	the	
learning	from	the	analysis	feedback	would	be	applied	in	this	new	situation.		For	the	learner,	this	new	
knowledge	is	constructed	along	with	the	information	gathered	from	the	analysis	feedback.		This	
concept	is	at	the	core	of	constructivist	learning,	and	suggests	that	a	review	of	multiple	situations,	
contexts,	and	cultures	provide	a	more	comprehensive	understanding	of	the	topic	being	addressed.		
Deconstruction	extends	this	even	further,	so	that	the	new	context,	culture,	or	scenario	is	analyzed	
even	before	an	example	of	this	is	played	out	or	enacted	by	the	learner	(Killion,	2015).		Deconstruction	
is	a	variation	of	the	additional	discussion	between	learner	and	feedback	provider	similar	to	
construction,	but	in	a	way	that	looks	at	how	specific	elements	of	the	newly	posed	scenario	might	be	
addressed	individually,	rather	than	a	holistic	approach	of	looking	at	a	new	scenario	that	is	done	
through	construction.	
	
Context	of	Feedback:	
While	a	focus	on	the	type	of	feedback	provided	would	seem	a	primary	focus	for	improving	the	practice	
or	understanding	that	feedback	is	meant	to	support,	quality	feedback	is	not	simply	supported	through	
the	type	of	feedback	provided.		Rather,	there	are	a	number	of	contextual	factors	that	can	influence	
feedback.		If	we	think	of	feedback	as	a	learning	process,	and	situate	feedback	in	a	learning	model,	we	
can	look	at	how	each	of	the	following	contextual	considerations	affect	the	ability	of	the	learner	to	
develop	better	practice	or	deeper	understanding	of	a	concept	through	feedback.	
	
Timeliness	–	There	are	three	aspects	to	the	timing	of	feedback	that	will	influence	how	effective	the	
feedback	is	in	changing	understanding	or	practice.		First,	the	length	of	time	between	when	the	
observed	activity	or	effort	takes	place	and	when	the	feedback	is	provided	is	critical,	in	that	the	learner	
is	less	likely	to	recall	information	when	there	is	a	greater	gap	in	time	between	the	event	and	when	the	
feedback	on	the	event	is	provided	(Butler,	1988)xii.		The	ability	to	recall	information	from	the	event	is	
critical	to	learning,	so	waiting	a	while	for	feedback	means	that	specific	details	will	likely	not	be	useful,	
and	sometimes,	even	the	recall	of	emotions	or	feelings	from	the	event	can	be	forgotten	or	skewed	by	
more	recent	information.		As	such,	there	is	generally	a	strong	inverse	correlation	between	the	length	of	
time	from	event	to	hearing	feedback,	and	the	level	of	learning	or	change	in	practice	that	takes	place.	
	
A	second	aspect	of	timeliness	is	the	length	of	time	between	the	feedback	being	provided,	and	when	
follow	up	actions	can	take	place	to	adjust	or	correct	a	practice	that	needed	improvement	(Lipnevich	
and	Smith,	2009)xiii.		For	instance,	if	feedback	to	a	teacher	about	instructional	practice	is	addressing	a	
general	strategy	that	is	being	used	in	the	classroom,	the	teacher	might	be	able	to	reflect	on	the	
feedback	and	put	new	practices	into	place	very	quickly	–	within	a	day	or	two.		However,	if	the	feedback	
is	about	the	content	of	a	lesson	which	will	not	be	repeated	until	a	similar	time	the	following	school	
year,	there	is	less	likelihood	that	the	feedback	will	be	employed,	given	the	long	span	of	time	until	the	
next	iteration	of	that	lesson	can	take	place.	
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Finally,	frequency	of	feedback,	or	more	specifically,	how	much	time	passes	between	feedback	
opportunities,	is	a	critical	factor	of	feedback.		When	feedback	is	rarely	given,	especially	for	a	regularly	
occurring	opportunity	(such	as	classroom	observation	feedback	in	HQI	observations),	or	is	only	
associated	with	performance	evaluations,	those	receiving	the	feedback	are	more	likely	to	consider	the	
feedback	to	be	evaluative	or	judgmental	in	nature,	and	be	wary	of	the	information	being	given.		
Feedback	is	usually	deemed	most	trustworthy	by	the	learner	when	it	is	given	regularly	and	when	the	
feedback	is	planned	for	or	anticipated	by	the	learner.	
	
Learning	Goals/Needs	for	the	Learner	–	One	of	the	more	obvious	findings	in	research	about	
feedback	is	that	it	is	best	when	addressing	specific	learning	goals	of	the	learner.		More	specifically,	
feedback	is	more	likely	to	be	received	and	processed	by	the	learner	if	it	is	aligned	with	what	the	
learner	is	already	trying	to	focus	on.		For	this	reason,	it	can	often	be	helpful	if	the	teacher,	coach,	or	
other	feedback	provider	is	aware	of	the	learning	goals	that	the	learner	has	identified,	so	that	feedback	
can	be	framed	within	these	goals.		In	situations	like	HQI	observations,	such	feedback	could	focus	on	
particular	instructional	practices	that	are	identified	by	the	teacher	prior	to	observation,	so	that	the	
feedback	provider	(principal,	instructional	coach,	etc.)	is	not	only	aware	of	specific	considerations	for	
observation,	but	also	so	that	the	feedback	can	reference	such	goals,	or	address	specific	evidence	or	
observations	around	these	goals.		Conversely,	if	feedback	is	given	that	is	either	contrary	to	goals,	or	is	
given	for	areas	of	learning	that	are	not	the	real	focus	of	the	task	or	activity	(i.e.	when	students	are	
asked	to	generate	some	creative	ideas	for	writing,	but	are	only	given	feedback	on	grammar	or	spelling,	
or	when	a	teacher	asks	a	coach	to	observe	a	particular	instructional	practice,	and	the	feedback	focuses	
on	the	relevance	of	the	content	of	the	lesson),	the	feedback	can	have	minimal	or	even	a	negative	effect	
on	learning.	
	
Similar	to	this,	in	order	to	optimize	the	potential	learning	or	change	in	practice	for	a	learner,	it	is	
helpful	if	the	feedback	provider	can	address	the	learning	needs	or	developmental	understanding	of	the	
concept	for	the	learner.		In	addition	to	aligning	feedback	with	the	learning	goals,	as	mentioned	above,	it	
is	important	to	recognize	the	learning	progression	for	a	particular	concept,	task,	or	practice	and	where	
the	learner	sits	in	relation	to	that	learning	progression.		As	such,	the	feedback	provider	should	attempt	
to	adjust	feedback	to	both	the	prior	knowledge	and	understanding	of	the	learner,	and	to	the	next	most	
appropriate	learnings	for	the	learner.		For	instance,	a	coach	working	with	a	typical	8th	grade	basketball	
player	should	likely	be	providing	feedback	around	appropriate	skills	at	that	level,	such	as	shooting	and	
passing	techniques,	rather	than	very	simplistic	information	about	dribbling	the	ball,	or	very	complex	
offensive	schemes	that	are	generally	only	employed	at	the	professional	level.		Again,	to	ensure	better	
alignment	to	the	learning	progression	and	learning	needs	of	the	learner,	it	is	best	for	the	feedback	
provider	to	have	some	prior	sense	of	the	depth	of	knowledge	of	the	learner,	or	of	specific	learning	
strategies	or	needs	of	the	learner	(such	as	whether	the	learner	is	stronger	in	domains	such	as	visual,	
auditory,	or	experiential	learning).	
	
Criteria	/	Rubrics	for	the	Practice	–	Ideally,	the	feedback	process	uses	some	referent	information	as	
a	guide	to	structure	the	learning	that	is	being	provided.		These	may	take	a	variety	of	forms,	including	
academic	standards,	rubrics	for	a	specific	task,	criteria	lists,	innovation	maps,	or	other	tools.		Such	
resources	are	generally	created	or	developed	prior	to	any	feedback	process	and	are	often	based	upon	
the	work	of	others	that	have	expertise	in	the	areas	in	which	the	feedback	is	being	given.		These	criteria	
or	rubrics	are	generally	in	the	form	of	some	sort	of	developmental	or	implementation	progression,	so	
that	the	efforts	of	the	learner	can	be	mapped	onto	the	criteria	based	upon	a	pre-determined	set	of	
observed	characteristics.		For	instance,	feedback	to	students	for	a	given	task	might	refer	to	a	rubric	
specific	to	that	task,	such	as	a	rubric	for	a	presentation	or	test.		If	such	criteria	are	not	present,	
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feedback	may	seem	judgmental	or	biased	to	the	learner.		The	use	of	external	criteria	allows	the	
feedback	to	be	more	objective	and	tends	to	have	greater	credibility	to	the	learner.	
	
Feedback	Evidence	–	As	the	typology	of	feedback	suggests,	the	feedback	approaches	that	have	likely	
greater	impacts	on	learning	or	changed	practice	rely	on	evidence	that	would	support	the	feedback	
statements	or	determinations.		This	evidence	is	comprised	of	data	that	is	relevant	to	the	feedback.		It	
may	include	observations,	quantified	data	(such	as	frequency	counts	or	survey	responses),	qualitative	
data	(such	as	statements,	artifacts,	or	written	comments),	or	artifacts	of	practice	(such	as	documents	
or	video).		This	data	needs	to	be	considered	relevant	to	whatever	statements	or	conjectures	are	being	
provided	as	feedback	to	the	learner	in	order	to	be	considered	“evidence”	(NRC,	2001)xiv.	
	
As	with	any	form	of	data	that	might	be	used	as	evidence	around	which	to	make	conclusions	or	
feedback	statements,	more	data,	and	more	types	of	data	is	generally	of	greater	value	in	that	it	becomes	
more	credible	if	different	forms	of	data	seem	to	point	to	the	same	conclusion.		This	notion	of	
“triangulating”	data	is	considered	useful	in	any	improvement	effort,	as	it	allows	for	inherently	biased	
data,	such	as	observations	or	perception	data,	to	be	supported	(or	refuted)	by	other	sources	of	data,	
such	as	quantified	data,	artifact	analysis,	and	other	examinations	of	data	with	different	source	
information.		This	works	not	just	for	feedback	to	individuals,	but	also	feedback	for	organizations,	such	
as	when	schools	engage	in	“data-based	decision-making.”		These	sources	of	data	are	critical	to	
understand	when	using	for	feedback,	as	there	is	often	a	tendency	to	view	changes	in	data	to	some	
change	in	practice	or	understanding.		While	such	changes	may	exist,	these	can	be	correlational	rather	
than	causal	(meaning	the	change	might	happen	when	another	thing	happens,	but	the	change	is	not	
necessarily	dependent	on	that	thing	happening).			
	
A	final	pair	of	considerations	for	feedback	evidence	are	the	reliability	and	validity	of	the	information.		
Reliability	is	a	degree	to	which	data	would	be	consistent	and	stable	in	different	settings	or	contexts.		
Reliability	is	usually	increased	when	there	are	standard	protocols	for	gathering	data,	and	criteria	for	
categorizing	the	data	or	applying	it	to	feedback.		For	instance,	reliability	in	observations	of	teacher	
practice	can	be	increased	when	there	are	standard	approaches	to	the	observation,	such	as	the	amount	
of	time	observed,	training	around	what	to	observe,	and	documentation	of	observations.		In	instances	
where	there	is	only	one	source	of	data,	like	such	an	observation,	such	reliability	considerations	are	
crucial	to	establish	credibility	of	evidence	for	the	learner.		Validity	is	also	critical;	validity	is	the	
accuracy	of	measurement	of	data,	and	the	relationship	of	that	data	to	the	underlying	concept	with	
which	one	is	associating	the	data.		Again,	greater	validity	ensures	greater	credibility	of	evidence.	
	
Nature	of	the	Interaction	–	Feedback	is	provided	in	a	variety	of	circumstances,	a	range	of	media	or	
interactions,	and	for	a	number	of	different	purposes.		All	of	these	can	have	a	significant	impact	on	the	
ability	of	the	learner	to	utilize	the	feedback	in	a	manner	that	leads	to	learning	or	changes	in	practice.		
The	interaction	between	the	learner	and	feedback	provider	involves	a	number	of	factors,	which	have	
been	explored	by	researchers,	psychologists,	educators,	and	organizational	theorists	in	different	
contexts.		Rather	than	examining	each	of	these,	it	is	perhaps	easiest	to	consider	the	broader	context	for	
learning	based	on	the	feedback	for	factors	external	and	internal	to	the	learner.		External	factors	may	
include	the	time	associated	with	the	event	or	effort	that	one	is	providing	feedback	on,	the	learning	
environment,	policies	governing	the	feedback	(such	as	whether	there	is	a	“requirement”	for	such	a	
process,	and	how	it	is	enacted),	and	how	the	feedback	takes	place	within	the	social	or	organizational	
environment	for	the	learner	and	provider.		Similarly,	there	are	aspects	of	the	feedback	interaction	that	
are	intertwined	with	the	learning	process	for	the	individual	receiving	feedback,	which	are	addressed	
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below.		Both	sets	of	factors	need	to	be	considered	holistically	by	the	feedback	provider	to	make	the	
feedback	as	actionable	as	possible	to	support	learning	and	improved	practices.	
	
Factors	of	the	Learner:	
In	addition	to	understanding	the	influence	of	external	contextual	and	relational	considerations	of	the	
feedback	and	feedback	provider	to	the	learner,	it	is	critical	to	recognize	feedback	as	a	component	of	a	
learning	process,	and	as	such,	that	there	are	specific	factors	of	the	learner	that	are	critical	to	
determining	whether	feedback	will	be	influential	in	learning.		The	following	such	factors	are	important	
to	understand	when	providing	feedback	to	the	learner	to	ensure	that	the	feedback	maximizes	the	
learning	or	change	in	practice	taking	place	by	the	learner.	
	
Learner	Mindset	–	The	mental	mindset	of	the	learner	plays	a	substantial	role	in	how	the	learner	will	
receive	the	feedback	and	process	it	(Dweck,	2006).		As	mentioned	earlier,	feedback	has	more	variation	
in	effect	size	than	any	other	component	of	educational	influence	based	upon	the	meta-analyses	of	John	
Hattie,	and	learner	mindset	is	a	significant	reason	for	this	variation.		Learners	with	a	growth	mindset	
-	the	notion	that	the	learner	believes	that	basic	qualities	or	understandings	can	be	developed	through	
effort	and	design	-	are	more	likely	to	receive	feedback	in	a	manner	that	leads	to	analysis,	processing,	
and	new	understandings	or	practices	based	upon	the	feedback.		Meanwhile,	learners	with	a	fixed	
mindset	–	the	belief	that	learning	capacities	or	skills	are	largely	dependent	upon	internal	cognitive	
functions	(i.e.	“they	are	born	with	it”)	–	are	more	likely	to	take	feedback	as	criticism	or	judgment,	and	
are	not	only	less	likely	to	incorporate	the	feedback	into	new	understandings,	but	are	also	more	likely	
to	lose	motivation	to	pursue	efforts	further.		In	these	instances,	feedback	can	actually	shut	down	the	
learning	process.	
	
While	this	may	seem,	in	itself,	a	problem	that	the	feedback	provider	cannot	directly	influence,	there	is	
significant	research	on	mindset	that	shows	that	the	type	of	feedback,	the	context	for	feedback,	and	
even	the	language	of	feedback	can	influence	how	the	feedback	is	processed,	and	can	even	help	change	
the	mindset	of	those	who	generally	sit	on	the	“fixed	mindset”	side	of	this	continuum.		For	instance,	
focusing	on	the	effort	of	the	learner,	instead	of	the	skills	or	expertise	of	the	learner,	is	known	to	
encourage	behaviors	that	are	more	representative	of	a	growth	mindset.	(Dweck,	2000).	
	
Readiness	for	Feedback	–	This	involves	the	learner’s	ability	to	process	feedback	information	to	
develop	new	learnings.		Readiness	is	a	complex	construct	involving	the	learners’	physical,	emotional,	
and	cognitive	state	to	prepare	to	learn	new	information,	or	as	more	practically	defined,	it	is	about	
“your	willingness	to	show	what	you	don’t	have	it	all	figured	out,	and	to	bring	your	whole	self	–	flaws,	
uncertainties,	and	all”	into	the	learning	process	(Stone	and	Heen,	2014)xv.	
	
Emotional	readiness	is	based	upon	the	learner’s	core	feelings	about	what	the	feedback	will	say	about	
the	as	an	individual,	and	largely	influence	both	the	motivation	to	apply	the	feedback	to	new	learning,	
and	the	feelings	of	self-value	based	upon	what	the	feedback	may	say.		This	is	part	of	why	it	is	important	
to	situate	feedback	around	the	specific	effort	or	task	(i.e.	“this	was	a	strong	effort	because…”),	as	
opposed	to	qualities	of	the	learner	(i.e.	“you	are	really	good	at	this”).		In	particular,	feedback	that	may	
seem	judgmental,	or	is	a	lower-level	feedback	can	cause	learners	to	become	defensive,	and	to	respond	
with	a	“fight	or	flight”	type	response,	which	generally	shuts	down	the	brain	for	learning	functions	and	
simply	triggers	the	limbic	system	for	defensive	responses.		In	particular,	if	the	feedback	is	perceived	to	
negatively	affect	the	learner’s	status,	certainty	(ability	to	have	confidence	in	the	future	about	the	given	
practice	or	concept),	autonomy	(sense	of	being	in	control	of	or	influence	in	the	situation),	relatedness	
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(ability	to	connect	with	and	feel	safe	with	others),	or	fairness	(perception	of	integrity	or	honesty	
among	people),	such	a	defensive	trigger	will	ensue	(Rock,	2008)xvi.	
	
Physical	readiness	is	based	upon	the	general	physical	health	and	energy	of	the	learner,	and	the	ability	
to	focus	on	feedback	being	provided	and	on	processing	such	feedback	internally.		While	emotional	or	
cognitive	ability	seem	critical,	physical	considerations,	such	as	the	amount	of	rest	the	learner	gets,	
nutrition,	exercise,	and	other	such	physical	factors	can	influence	the	brain’s	ability	to	process	
information	provided.		As	such,	it	is	critical	for	the	feedback	provider	to	try	to	make	sure	to	give	
feedback	when	the	learner	is	well-rested,	not	hungry,	and	in	good	general	physical	well-being.		If	not,	
these	factors	tend	to	influence	the	ability	of	a	learner	to	properly	“hear”	the	feedback,	or	to	process	it	
accordingly.	
	
Cognitive	readiness	is	perhaps	the	most	complex	of	these	factors	of	readiness,	in	that	it	is	really	
dependent	upon	two	differing	qualities	about	the	ability	of	the	learner	to	cognitively	process	the	
feedback	and	translate	it	to	new	understandings	and/or	change	in	practice.		First,	the	learner	needs	to	
recognize	gaps	in	knowledge	or	practice,	and	the	ability	to	improve.		A	learner	who	is	overly	confident	
and	does	not	feel	that	improvement	is	possible	is	generally	not	ready	to	process	such	feedback	into	
learning.		Ego	is	a	factor	in	such	gaps,	and	is	often	related	not	just	to	the	learner,	but	also	the	dynamic	
of	the	learner	and	feedback	provider.		So,	if	the	learner	feels	that	they	are	more	knowledgeable	or	have	
“better”	practices	than	the	individual	providing	feedback,	they	are	not	likely	to	view	such	feedback	as	
credible,	no	matter	what	it	might	say.		Second,	the	learner	needs	to	be	able	to	critically	analyze,	
evaluate,	and	reflect	on	their	own	practice.		Metacognition	is	a	critical	element	of	this	factor,	as	the	
learner	needs	to	be	able	to	not	just	think	about	the	concept	or	practice	itself,	but	also	how	they	are	a	
learner	go	about	developing	their	own	understandings	about	the	concept	(Bing-You	and	Trowbridge,	
2009xvii;	Carless,	2013xviii).	
	
Culture	for	Learning	–	The	recognition	that	learning	is	often	not	done	in	isolation,	but	rather,	takes	
place	within	social	environments	(such	as	schools)	introduces	another	factor	that	greatly	influences	
the	ability	of	the	learner	to	process	feedback.		The	learning	culture	of	such	an	environment	can	greatly	
affect	the	motivation	of	the	learner	to	take	in	feedback.		Positive	learning	cultures,	where	individuals	
are	encouraged	to	learn	from	experience,	including	perceived	failures,	and	where	the	majority	of	the	
individuals	within	the	group	are	supportive	of	one	another	and	their	learning	efforts	will	benefit	the	
learner	(Bambrick-Santoyo,	2012)xix.		However,	if	the	environment	is	overly	competitive,	or	if	
individuals	are	criticized	for	practices	that	are	not	meeting	their	full	potential,	this	culture	will	likely	
not	be	conducive	to	learning,	and	feedback	will	be	perceived	as	a	judgmental	process	that	lowers	
motivation	to	learn	or	participate	in	the	feedback	process.	
	
Relationship	of	the	Learner	and	Feedback	Provider	–	The	dynamic	of	the	learner	and	feedback	
provider	is	a	very	critical	element	that	directly	influences	the	ability	for	a	learner	to	receive	feedback	
information	and	process	it	accordingly.		There	are	so	many	considerations	around	this,	including	the	
nature	of	their	relationship,	whether	the	feedback	comes	from	someone	with	expertise	or	
responsibility	to	provide	feedback,	whether	the	relationship	is	around	the	work	or	practices	of	an	
organization,	etc.		In	our	context	within	the	Blueprint,	there	is	typically	a	peer-peer	relationship	(i.e.	
among	teachers	in	teacher	collaborative	routines),	an	educator	–	supervisor	relationship	(i.e.	principal	
–	teacher	or	central	office	–	building	leader	relationship),	or	educator	–	student	relationship,	among	
others.	
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Given	all	of	the	other	considerations	identified	here,	it	should	make	sense	that	feedback	given	from	a	
known	individual	who	has	a	strong	(and	positive)	relationship	to	the	learner	is	going	to	result	in	more	
beneficial	learning	experience	from	the	feedback	provided	(Reina	and	Reina,	2006)xx.		If	we	think	of	
many	contexts	for	providing	feedback	as	part	of	an	ongoing	process	between	the	feedback	provider	
and	learner	(especially	in	a	school	environment,	where	learning	is	the	central	focus	of	the	
organization),	feedback	is	effectively	provided	between	these	individuals.		The	learner	is	provided	
feedback	to	support	new	learning	or	skills,	and	these	are	then	put	into	practice	in	some	new	learning	
context.		In	this	case,	the	original	feedback	provider	is	now	able	to	engage	with	the	learner	to	examine	
what	aspects	of	learning	have	actually	taken	place,	what	skills	have	been	developed,	and	how	these	are	
applied	in	a	new	context.		The	dialogue	between	the	learner	and	feedback	provider	is	effectively	
providing	feedback	to	the	original	feedback	provider	about	the	learning	that	has	taken	place.		This	
allows	the	original	feedback	provider	to	better	understand	how	to	support	the	learner,	and	the	process	
begins	anew	(Heifetz	et	al,	2009)xxi.	
	
If	the	feedback	provider	is	constantly	in	a	mode	of	seeking	information	about	the	learner	to	better	
understand	what	is	being	learned,	and	how	that	is	taking	place,	the	feedback	provider	is	going	to	be	
able	to	refine	the	feedback	provided	in	future	iterations.		Information	about	mindset,	motivation,	
readiness	to	learn,	ability	to	apply	new	learning,	and	ability	to	understand	new	contexts	becomes	
evidence	to	the	original	feedback	provider,	and	as	such,	informs	that	individual	in	how	best	to	proceed	
in	providing	new	feedback,	and	so	on.		As	such,	it	is	beneficial	for	the	feedback	provider	and	learner	to	
develop	a	learning	plan,	and	address	not	only	the	content	of	the	learning	to	take	place,	but	also	the	
learning	environment	and	context	for	supporting	such	learning.	
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