
		
			[image: 9781913622190.jpg]
		

	
		
			
				[image: Title: The Feedback Pendulum; 
Author: Michael Chiles; 
John Catt Educational logo]
			

		

	
		
			
Copyright

			First published 2021

			by John Catt Educational Ltd,
15 Riduna Park, Station Road,
Melton, Woodbridge IP12 1QT

			Tel: +44 (0) 1394 389850 
Fax: +44 (0) 1394 386893
Email: enquiries@johncatt.com
Website: www.johncatt.com

			© 2021 Michael Chiles

			Illustrations by Jason Ramasami

			All rights reserved.

			No part of this publication may be reproduced, stored in a retrieval system, transmitted in any form or by any means, electronic, mechanical, photocopying, recording, or otherwise, without the prior permission of the publishers.

			Opinions expressed in this publication are those of the contributors and are not necessarily those of the publishers or the editors. We cannot accept responsibility for any errors or omissions.

			Set and designed by John Catt Educational Limited

		

	
		
			
Praise for The Feedback Pendulum 

			‘Feedback is an essential topic for every teacher and school leader. It can impact positively or negatively on pupils’ learning and on teachers’ workloads. Too often though, schools are prone to damaging feedback fads. Perhaps the truth of these fads is that school teachers and leaders are uncertain about what feedback really means. Chiles’ book is a helpful, pragmatic antidote to those all-too-common feedback fads. It synthesises a range of interesting evidence, voices from leaders and teachers, alongside practical approaches, to build a rich picture of what makes for effective feedback. As such, it provides vital food for thought for teachers and leaders of all stripes.’ 

			Alex Quigley, teacher and blogger 

			‘In The Feedback Pendulum, Michael Chiles provides insights and examples for tackling the fact that feedback, as we all know, does not always have the desired impact. This thought-provoking, practical book helps us get there. It is time, colleagues, to tackle head on the ghastliness and laziness of generic feedback. It is time to get shot of quality assurance that relies on book scrutiny and the amount of marking in pupils’ books. It is time to have proper conversations about the power of feedback to improve the work of pupils and professionals: The Feedback Pendulum is a great starting point.’

			Mary Myatt, education adviser, author and speaker

			I loved reading this book. As Chris Moyse reminds us in his excellent foreword, the problem with feedback is that it doesn’t always have the desired impact and all too often lands badly. This book is the perfect antidote. In recognising the importance of feedback, raising all the right questions and challenging our commonly held assumptions, it offers practical and evidence-informed solutions for how we can offer really effective feedback to pupils, teachers and parents. I love the spotlight case studies he has included from those working on the front line that really bring his ideas to life. Michael Chiles calls this book his feedback manifesto. If he were standing for election on this platform, he would certainly get my vote. I highly recommend this book – it has everything schools need to really make feedback a positive difference for pupils, which in the end is all that matters.’

			Andy Buck, author and founder of Leadership Matters

			Michael lifts the lid on feedback in a way that is simply superb and has never been attempted or achieved within any educational book before. With a forensic study of the way in which we use feedback at every layer of our profession, Michael reveals exactly how much of our most meaningful work relies upon the mechanism of feedback before offering an astute set of principles which will ensure teachers place feedback at the heart of all that they do. This book is set to be a key text for teachers to really get to grips with the relationship we have with feedback in schools, and I’m really excited to see what happens next.

			 Kat Howard, author and founder of @LitdriveUK

		

	
		
			
Acknowledgements

			As always in anything that I do, I owe a big gratitude to my wife Sarah Thornton who has supported me throughout the writing of this and my previous book. It has become a running theme of me sitting for many hours with the laptop pondering over the research in the evening after a day at school.

			I am extremely grateful to David Didau, Harry Fletcher-Wood and David Goodwin who, over the last few months, have provided guidance in the early drafts and challenged me to think about the different strands of feedback that underpin the book. This has helped me to improve and clarify my thinking to articulate how to approach feedback to pupils, teachers and parents. Also, a big thank you to Kat Howard, Jennifer Webb, Mary Myatt, Mark and Zoe Enser for taking the time to review it.

			I also owe a big thank you to my colleagues and the Great Schools Trust who create a collaborative and supportive culture that has meant my own use of feedback as a teacher is effective and supports a work-life balance.

			While the research and sharing of my own ideas I hope will be helpful for teachers as they consider feedback in their own roles, the opportunity to hear and see through the lens of other teacher’s classrooms is for me invaluable. I am grateful to the fellow teachers, many of whom I have not had the privilege of meeting sharing their own experience of feedback in the spotlights that help to bring the book to life. Therefore, a big thank you to Sam Gibbs, Neil Almond, Emily Weston, Blake Harvard, Amy Searle, Jade Pearce and Jay Davenport. 

			I would like to thank Dr Joanne Riordan, the people involved in the Mulberry Bush Project and Action Jackson for their specialist spotlights and, of course, John Hattie for taking the time to share his thoughts on the feedback pendulum.

			Finally, I am grateful to my editor Meena and my publishers John Catt for supporting me in producing and sharing this book with you. I hope that it provides a supporting guide to enable teachers to reflect on the role of feedback in education.

		

	
		
			
Foreword by Chris Moyse

			‘I did then what I knew how to do. Now that I know better, I do better.’ – Maya Angelou

			Our lives are awash with feedback. In the broadest sense it includes any information you receive about yourself, how we learn about ourselves from our experiences and from other people. We have all been rated and graded, criticised and praised. As children we received frequent feedback from our teachers, our parents and maybe our siblings too. Not always positive feedback either. As adults we are constantly receiving feedback from friends, partners, family members and parents. Even strangers provide us with feedback; I receive feedback on my driving almost daily! However, if we are genuinely serious about getting better then we definitely need it. Feedback, therefore, is more than just useful – it’s essential. It’s hard to get motivated and difficult to stay motivated when you are unsure if you’re on the right track. So giving clear, specific and frequent feedback is one of the most important responsibilities of any teacher, leader or manager.

			It would seem that feedback is one of the few things in education that most people agree is important and worthwhile. The consensus from extensive research into its effect is that giving feedback has great benefits. The Education Endowment Foundation describe it as having ‘high impact for very low cost, based on moderate evidence’. But giving feedback may not be as straightforward as we think. While there’s certainly a great deal of research evidence on the effectiveness of feedback with some studies tending to show high effects on learning, there have been various studies which show a lower impact.1

			So feedback does seem to have a very wide range of effects. Therefore, it is important to understand the potential benefits and the possible limitations of feedback as a classroom approach. This essential and thoroughly researched book provides exactly that required insight into the evidence surrounding its use in our classrooms and how we might utilise feedback with much greater effect. It is definitely worth thinking harder about exactly what we mean by feedback and this extensive guide provides us all with a golden opportunity to do just that.

			As teachers, we are also receivers of feedback as well as givers. Feedback awaits us on a lesson by lesson basis, usually from the students we teach but also from peers and managers. It does not matter if we like it or not, we are always on the receiving end of feedback, whether it be good or bad, constructive and useful or ill-informed and unhelpful. It is feedback to teachers that interests me the most as my daily role focuses on helping teachers become even better and, of course, feedback is crucial to that process. 

			The problem with feedback is that it doesn’t always have the desired impact and all too often lands badly. As teachers, despite giving frequent feedback to our students, we generally don’t like providing our peers with feedback especially if it requires a difficult or challenging discussion and, on the whole, we aren’t always keen to receive it ourselves either. When we give feedback to our colleagues we often notice that they aren’t very good at receiving it. But when we receive feedback from someone else, we often notice that they aren’t very good at giving it!

			Of course, we can train our teachers and leaders to give feedback far more effectively and far more often. That’s relatively easy to do. But improving the skills of the giver won’t achieve much if the receiver of the feedback is unable to absorb what is being said or is even unwilling to take the feedback. So becoming a better receiver is key. In a professional conversation it is the receiver who controls whether feedback is taken on, made sense of or brings about change. Therefore, we need to stop seeing feedback as something that is just given and focus much more on our ability to take it and use it. If the receiver is unwilling to receive the feedback, then it is highly unlikely that even the most skilful delivery will make a difference. So we will need to understand the barriers we have to it and have strategies to recognise, manage and overcome our resistance. Getting better at receiving feedback starts with understanding and managing the feelings we have when we get it.

			Receiving feedback is hard. We want to grow, learn and flourish but we also have a longing to be accepted for who we are. As a result, even a relatively small suggestion can leave us feeling angry, dismissive, anxious or, at worst, threatened by the whole process. However, the good news is that receiving feedback well is a skill and with some careful thought, practise and application, we can get better at it. Being good at receiving feedback allows us to get better at our job. We, of course, need to understand how to give feedback better and one of the best ways to improve our ability to do so is to understand the agony of receiving it. Then we can embrace it and see it as an opportunity to further grow and develop. 

			This comprehensive and thoroughly researched guide to feedback will provide you with an opportunity to reflect on just how effectively you provide feedback to students and colleagues, providing you with a plethora of ideas and strategies to do so with even greater effect. But, remember, focus on the receiving just as much as the giving as learning is a shared responsibility but in the end it comes down to you.

			Chris Moyse, Head of Staff Development at Bridgwater and Taunton College Trust and Managing Director of TLC Education Services Limited

			

			
				
					1 Kluger, A. N. and DeNisi, A. (1996) ‘The effects of feedback interventions on performance: A historical review, a meta-analysis, and a preliminary feedback intervention theory’, Psychological Bulletin 119 (2) pp. 254-284.

				

			

		

	
		
			
Introduction

			[image: ]

			‘I think it’s very important to have a feedback loop, where you’re constantly thinking about what you’ve done and how you could do it better.’ – Elon Musk

			During the early 20th century, the concept of feedback can be seen in writing when referring to electrical science: ‘The secondary 20 of the transformer is connected by a feedback circuit 21 to the primary 16 of the transformer 15.’1

			The most commonly recognised meaning of feedback – that relating to the social aspect of guiding people – was first used in the field of psychology during the 1940s. Shortly after World War II, the concept of feedback was being primarily used as a tool when discussing a person’s performance with a task. It is this early definition that we now associate with when considering the social concept of feedback today. When I first started researching the role of feedback, I didn’t fully appreciate the complexities the role feedback has in education and the degrees of variations in how effective it can be. The one thing that researchers do agree with is it can play a fundamental role in supporting learning at all levels. 

			In the series of chapters that follow, I will outline and delve into the research around the use of feedback as well as sharing what I believe, based on this research and my own experiences, are the key principles to effective feedback in education. The book explores the three core strands of feedback for pupils, teachers and parents. In Chapter 1, I explore the concept of feedback and how it has evolved in education, in particular how in the context of pupils it has become meshed with the process of marking. 

			The proceeding chapters then explore feedback across the three core strands of feedback to pupils, teachers and parents. In Chapter 2, the focus is on how we can support pupils to feedforward through the feedback we provide. This chapter unpacks the research around the role of feedback in supporting pupils to feedforward and how teachers can create a culture where the values of feedback are instilled in every pupil. In Chapter 3, the focus shifts to the role of feedback to teachers and why I believe there needs to be a shift in the CPD culture that exists in schools. In this chapter I explore the importance of feedback to support teacher education by giving teachers the time to develop through practising based on the feedback they receive. 

			In Chapter 4, the final strand for enhancing feedback in education through creating partnerships with parents to triangulate the feedback loop. The role parents play in supporting children to succeed demonstrates a positive correlation to pupil outcomes. In this chapter, I share several strategies that teachers and schools could explore to create positive partnerships with home. Finally, John Hattie, a world-renowned researcher who has produced extensive research evidence on feedback in education, as well as providing practical examples of how this can be applied in schools, shares his closing thoughts to this book. I am extremely grateful to him for taking the time to share his expertise in this field. 

			This is my manifesto for enhancing feedback in education. 

			

			
				
					1 Merriam-Webster (no date) ‘Word History: Get Looped In on ‘Feedback’’, Merriam-Webster [Online]. Retrieved from: www.bit.ly/38ycoSC

				

			

		

	
		
			
1: Less marking, more feedback: Does the process of feedback need to change?
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			‘The simplest prescription for improving education must be dollops of feedback.’ – John Hattie

			
Chapter checklist

			✓ We receive and provide feedback verbally and written on a daily basis

			✓ The way in which we process the feedback depends on how it is interpreted by the receiver

			✓ The purpose of feedback is to develop, enlighten, coach and help people move forward

			✓ Feedback should be phrased to help close the gap between what someone knows and what they should know

			✓ Feedback has the potential to double the impact on learning

			✓ In education, the role of feedback has been entangled in the pressure to provide numerical marks on classwork and collate evidence on teaching group performance

			✓ Providing feedback is the first step, it needs to be acted upon to create the springboard for improvement

			
1.1 Setting the scene – feedback is everywhere…

			It would probably be fair to assume that, as you have sat down to read this first chapter, you have been on the receiving end or the provider of feedback at some point during the day. If you were on the receiving end, take a minute to consider how you interpreted the feedback you were given. If you were the provider, did you get the expected response? Many variables would have affected how this feedback was received, how it was understood and, ultimately, whether it was acted upon. 

			[image: ]

			Whether feedback is positive or negative, right or wrong, accepted or rejected, formal or informal, we are immersed in it daily. Every academic year pupils will receive feedback verbally and in written form based on evidence interpreted by teachers from hundreds of assignments, assessments, practice exams, questioning and classroom activities. Alongside pupil feedback, teachers are also receiving verbal and written feedback through peer observations, book scrutiny/reviews, learning walks, as well as through engagement in CPD activities. Feedback is everywhere and plays a pivotal role in learning about ourselves as well as shaping how others perceive themselves. 

			The act of giving feedback is second nature to teachers and possibly something we take for granted. Whether that is directing our pupils on how to improve their work, correcting them on their behaviour, highlighting where their response may be wrong, or giving them praise for meeting the success criteria based on the learning intentions that have been set. It’s difficult to imagine how teaching would be possible without giving feedback. Alongside the feedback teachers give to pupils, there is also the feedback interactions that take place with colleagues and contact made with parents to report on pupil progress through written reports or verbally through parental consultation evenings.

			Feedback in schools is far and wide:

			‘Tom, remember you should be walking on the left-hand side of the corridor.’

			‘Sarah, when pupils enter the classroom have a retrieval activity ready for them to engage with.’

			‘Lucy has made significant improvements in her application to her studies in maths but there is room for improvement.’

			‘Ryan, explain what causes the end of the spit to curve over time.’

			‘How could you improve that letter to appeal to a wider audience?’

			‘When pupils entered the room, the opening task didn’t have the desired effect on settling them. Why do you think that was?’

			
1.2 What do we mean by ‘feedback’ and what is its purpose?

			It could be argued that it is impossible not to give feedback. It is a primary channel for us to communicate. Take a moment to think of a time when someone has done something that has caught your attention. You share your disapproval through a raised eyebrow, triggered when someone cuts across you in the street, or a quick thumbs up to acknowledge you are happy with someone, a smile, a nod of the head – all of these actions provides a form of feedback. Every time we speak or share a non-verbal cue with someone, the person is receiving feedback. Whether it is positive or negative, accepted or rejected, verbal or non-verbal, the act of giving feedback is all around us. It is a primary form in which we communicate and something that we do routinely, both consciously and unconsciously. 

			This was illustrated in a study conducted on pre-schoolers in 2002 where researchers explored the view that teaching is a natural cognition that, while complex, is something that we learn at an early age. The study tested the relations of children between the ages of 3-5 years. As children begin to talk they will often ask their parents to name an object. During these early stages of their childhood they are initiating a form of teaching and, in turn, receiving feedback from their parent as their understanding of the world around them is explored. In the study, children were observed teaching a board game to a peer. The game is summarised: ‘The goal of the game is to collect a complete set of four cubes, each of different colour. The game involves taking turns and following a set of rules regarding the moves that are allowed in each turn.’ (Strauss, Ziv and Stein, 2002)

			Through explaining the rules and demonstration, the children were taught how to play the game. Following this, the children were asked whether they would be happy to teach a peer who was not familiar with the game. The study showed that right from an early age, children exhibit the ability to teach their peers and give feedback through demonstrations and verbal explanations. 

			In the context of schools, the primary purpose of feedback has evolved into an act which attempts to address the understanding gap based on how someone has performed relative to the anticipated goals. When it is provided to pupils, feedback is a channel of communication that uncovers what pupils have been successful in and whether they are on track to meet the learning intentions. It is the mechanism through which teachers can sharpen the lens for pupils to know where they have been successful in their work based on the learning intentions.

			So, how can we define feedback in an education context? In exploring the extensive research conducted, here are a few definitions from the literature: ‘Feedback is an objective description of a student’s performance intended to guide future performance. Unlike evaluation, which judges performance, feedback is the process of helping our students assess their performance, identify areas where they are right on target, and provide them with tips on what they can do in the future to improve in areas that need correcting.’ (Miser, no date)

			In another research paper, feedback is defined as: ‘A process whereby learners obtain information about their work in order to appreciate the similarities and differences between the appropriate standards for any given work, and the qualities of the work itself, in order to generate improved work.’ (Boud and Molloy, 2013) 

			‘Information provided by an agent (e.g. teacher, peer, book, parent, self, experience) regarding aspects of one’s performance or understanding.’ (Hattie and Timperley, 2007)

			‘Feedback is to communicate an individual status in relation to a standard behavior or professional practice.’ (Veloski et al, 2006)

			‘Feedback is information with which a learner can confirm, add to, overwrite, tune or restructure information in memory, whether that information is domain knowledge, meta-cognitive knowledge, beliefs about self and tasks, or cognitive tactics and strategies.’ (Butler and Winne, 1995)

			‘Effective feedback may be defined as feedback in which information about previous performance is used to promote positive and desirable development.’ (Archer, 2010)

			In 2003, Mutch defined the purpose of feedback as a key mechanism in ‘the development and enhancement of learning’, and Orrell (2006) suggests that the role of feedback in education is the ‘cornerstone of all learning’. Shute (2007) wrote that ‘formative feedback represents information communicated to the learner that is intended to modify the learner’s thinking or behavior for the purpose of improving learning’.

			While these definitions have their differences there is a common thread that runs through which is the focus on improvement in reaching the desired goals set to enable learning based on prior performance. Feedback is an essential part of learning. To gain a broader understanding of how teachers interpret the concept of feedback in education, I asked what the word feedback meant to teachers. As expected, there were differences in opinion but there were several words that were mentioned more frequently than others as illustrated. 

			  [image: An image of words of varying sizes. From largest to smallest they are: Identifying Gaps, Guidance, Development, Correcting, Support, Judgement, Coaching, Help, Understanding, Improvement, Change, Performance, Goals, Desirable Changes, Information and Differences.]

			Feedback focuses on providing information on current performance based on how well the person has met the intentions of the original task. This is only one aspect of the learning process. Throughout our day-to-day lives we receive feedback on our performance, but for improvement we need to know how to do better. We need constructive advice on how we can move forward to achieving the aim. This is where providing constructive comments that enable people to feedforward is crucial to creating the right conditions for effective and efficient feedback that facilitates learning. For example, I can tell a pupil they didn’t explain the full sequence for the formation of a wave-cut platform through the use of physical processes that act on the landscape but unless I provide the constructive advice on how to do better, they will repeat the same mistake when they come to try and explain the formation of another landform.

			Hattie and Timperley’s research paper ‘The Power of Feedback’ set out the parameters for an effective model of feedback, illustrated by this diagram. 

			  [image: Hattie and Timperley's Model of Feedback. 
There are four levels.
Top level.
Purpose: To reduce discrepancies between current <?AID 0003?>understandings/performance and a desired goal.
Second level. 
1. Teachers can reduce discrepancy by providing appropriate challenging<?AID 0003?> and specific goals, or by assisting students to reach them <?AID 0003?>through effective strategies. 
2. Students can reduce discrepancy by increased effort and employment<?AID 0003?> of more effective strategies or by abandoning, blurring or lowering <?AID 0003?>the goals.
Third level. Effective feedback answers three questions. 
1. Feed ‘up’ Where am I going? <?AID 0003?>(The goals). 
2. Feed ‘back’ How am I going?. 
3. Feed ‘forward’ Where am I going?<?AID 0003?> (The goals).
Fourth level. Each feedback question works at four levels.
1. Task level. How well tasks <?AID 0003?>are understood/performed.
2. Process level. The main process needed to understand/perform tasks.
3. Self-regulation level. Self-monitoring, directing, and regulating of actions.
4. Self level. Personal evaluations and affect (usually positive) about the learner.]

			
1.3 The research on feedback over time

			There has been extensive academic research on the power of feedback from Lysakowski and Walberg in 1982 and Hattie in 2009. In reading several of these research papers on feedback, there is one thing they have in common, which is the potential positive relationship that feedback can have on performance. In Hattie’s meta-analysis of over 1200 studies, the role of feedback in supporting improvement leads to academic achievement. Hattie’s findings indicated that feedback has the potential to double the impact on learning, with an average effect size of 0.81. The evidence taken from a range of studies reinforces how the use of feedback can be a fundamental cog in driving one of the wheels of our education but equally one of the most variable in its effectiveness for teachers, pupils and parents. 

			The following graph illustrates some of these research studies that illustrate the effect size that general feedback has on performance. Whilst there are variations in the effect size across the seven research studies, they were all positive. 

			 [image: Bar Chart. Title: General impact of feedback on performance.
Left axis: effect size, scale 0 to 1 in 10% increments.
Medium effect size, 0.5, large effect size, 0.8.
Columns.
1. Lysakowski<?AID 0003?> and Walberg,<?AID 0003?> 1982, effect size 0.92.
2. Haller, Child and Walberg,<?AID 0003?> 1988, effect size 0.66.
3. Tenebaum and Goldring,<?AID 0003?> 1989, effect size 0.71.
4. Kluger and<?AID 0003?> DeNisi,<?AID 0003?> 1996, effect size 0.41.
5. Walberg, 1999. effect size 0.94.
6. Marzano, Pickering and <?AID 0003?>Pollack, <?AID 0003?>2001, effect size 0.74.
7. Hattie, 2009, effect size 0.81]

			When mapped against other study strategies, feedback has the power to positively contribute towards boosting learning.

			 [image: A horizontal bar has study strategies ranked from left to right in order of increasing effectiveness. They are not evenly spaced and there is no scale shown. 
From left to right, with approximate position along the bar with left being 0% and right 100%. Student control over learning 5%. Problem based learning 15%. Teaching test taking 35%. Inquiry learning 45%. Concept mapping and worked examples 65%. Mastery learning 65%. Note taking and direct instruction 75%. Teaching problem solving 75% Metacognition 80%. Spaced Practice 85%. Reciprocal teaching 90%, Feedback 95%.]

			
 1.4 The challenges of feedback – the unstable ship

			 [image: ]

			It could be argued that the variability in the effectiveness of feedback can be attributed to the degree to which the word has been interpreted, as indicated by the question I asked. There is an entrenched belief that marking, planning and the use of data are effective proxies for making judgements on teacher performance. These proxies have been allocated high stakes within schools to measure and quantify if a teacher is performing effectively. If a teacher is following a marking policy, then they must be an effective teacher. Of course, to say that a teacher’s effectiveness is pre-determined by their ability to follow a marking policy is nonsense. Meeting the requirements of the marking policy does not necessarily equate to contributing towards having an effective influence on pupil learning. The desire to control and measure teaching through these proxies leads to resentment and teachers playing lip service to the process. Over time, this has created lethal mutations of a great emphasis on written marking. This was emphasised by David Didau (2016) in one of his blogs reflecting on the government workload review report. The main issue for David was the use of the word ‘marking’ and not ‘feedback’: ‘I am particularly concerned by the report’s opening sentence: “Effective marking is an essential part of the education process.” I lobbied hard for this to be changed to “effective feedback is an essential part of the education process and marking is just one possible way for teachers to provide feedback to students”.’

			In David’s blog the key message was the potentially harmful connotations associated with the emphasis on the use of the word marking as an ‘essential’ part of education. Rightly so, David points out that less marking can lead to greater and potentially more effective feedback, highlighting that many successful countries do not apply an emphasis on the use of marking to support learning. Reflecting on my own practice, I remember not writing a single comment on one of my pupils books in Year 11 for the whole academic year. I used other channels to provide the appropriate feedback she needed. Needless to say, she achieved an A*. 

			From this discussion, the continued reliance on the use of marking as a proxy for teacher performance leads to questionable impacts on learning. The more teachers come to resent the process of marking, the greater the variability in its effectiveness, reducing it further when it already has a low overall effect size. A move from marking policies to feedback policies, where marking is not the main driver for providing feedback would be a more effective approach to supporting pupils learning and teacher wellbeing. 

			[image: ]

			The research demonstrates that there is a difference between giving feedback and it being acted on. Teachers provide pupils with feedback all the time, but it is the acting on the feedback that contributes to pupils’ learning. Sharing feedback with pupils but with no follow-up is like baking a cake and leaving the baking powder out of it but expecting it to still rise nicely. The power of feedback is determined by the power of the follow-up. As teachers, we give pupils feedback, in written form and verbally throughout the day, but to what extent do pupils effectively act on the feedback? This was emphasised by Shute’s report on the role of formative feedback, ‘good feedback can significantly improve learning processes and outcomes, if delivered correctly’. The key phrase here in Shute’s research report is ‘if delivered correctly’ because on the flip-side if delivered ineffectively it can significantly degrade learning. As we have already discussed, the excessive dependence on the use of marking to give feedback can have negative effects on learning.

			Building on the research of Ames (1992) and Hattie and Timperely (2007), they concluded that:

			
					what feedback describes is the key to its impact.

					feedback that directs attention to the intended learning has a positive impact on achievement.

					feedback is most effective when it points out strengths in the work and gives guidance for improvement. (Chappuis, 2012)

			

			In many schools up and down the country, feedback and marking have been used interchangeably with the latter taking the stage in an emerging high-stakes accountability process to demonstrate pupil progress. In a report by the University of Waikato on the use of feedback to promote student learning, it was highlighted that pupils and teachers had concerns about the feedback process. These concerns, along with those of parents which I have added, are illustrated on the following pages.

			 [image: ]
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			Pupil concerns

			
					The feedback is not clear, and they do not understand.

					The feedback does not show them how to improve their work.

					The purpose of the feedback is unclear.

					There is too much feedback.

					There is too little feedback.
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