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Effective feedback plays a great role in the teaching-learning process and learners’

performance. This becomes possible when teachers have positive perception
regarding feedback and practice it very well. Therefore, the purpose of the study
was to assess primary schools teachers’ perception and practice of feedback. To
achieve this purpose, concurrent parallel mixed methods design was used and 61
teachers were participated in the study. Questionnaire, semi-structured interview
and document review were used to collect quantitative and qualitative data.
Quantitative and qualitative data analysis techniques were used. The result showed
that the majority of teacher’s perception and practice of feedback to improve
students learning was good (they provide immediate feedback). But, there are gaps
in using feedback as learning purpose rather than for judgment. Thus, even if
teachers have good perception and practice, the use of feedback for learning
purpose is overlooked. Therefore, training teachers regarding the use and provision
of effective feedback is the main task of the schools and education office experts at
the regional and national level.
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INTRODUCTION

Feedback is one of the fundamental tasks of teachers to advance the students' learning. It
is clear that when feedback to students is given properly, use of feedback information
can help to close the gap between students’ current and desired performance (Hattie &
Timperley 2007). Feedback on learner performance has been identified as an essential
feature of successful instruction for teachers of all subjects and grade levels (Gan, Nang
& Mu, 2018) and it is central to the development of effective learning (Sadler, 2010).
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Research evidences indicated that feedback can have a very powerful effect on the
teaching-learning activity (Hattie & Timperley, 2007) and it is an essential part of
formative assessment both to assess learners current achievement and to indicate next
steps in their learning (Black, Harrison, Lee, Marshall and Wiliam, 2003, Irons, 2008).

The feedback that the teachers are providing should be effective to bring improvement
in students’ learning (Irons, 2008; Sadler, 2010). Effective feedback initiates thinking,
helps learners to know how to do to improve their learning, allows learners to see the
quality of their work against that of the teacher or peer and empower learners to become
self-regulated learners (Fautley and Savage, 2008; Moss and Brookhart, 2009; Sadler,
2010). If feedback is effective, it should be understandable by students, ‘close the gap’
on their understanding, be of appropriate quality, timely, and provide an opportunity for
dialogue (Irons, 2008: 44, 45).

The feedback delivery to be effective, from the beginning the teacher has to have
positive perception and the skill. But, there are misconceptions about feedback from the
side of teachers and these are related to their perception. In relation to this, Moss and
Brokhart (2009) indicated that some teachers view returning graded work and detailed
correction as effective feedback. In addition to this, teachers perceived that writing
feedback is too time-consuming and they believed that students do not give emphasis for
feedback comments because they are only interested in the result (Spiller, 2014).

Usually, teachers’ feedback consists of right and wrong answers and comments such as
“Good job.”, “keep it up.”, “it is a good trial.”, “you need to study hard.” to register
their approval or disapproval of student performance (Shepard, 2000). But such
evaluative or judgmental feedbacks have limited value to improve students learning and
have negative effects on students’ desire to learn (Spiller, 2014). Moreover, when
teacher feedback focused on “praise, rewards, and punishment” it has a low impact on
students learning achievement (Hattie & Timperley, 2007). By contrast, feedback has
the potential to have a meaningful effect on students learning, when the information in
the feedback is about a task and how to do it more effectively (Black and Wiliam,
2001).

However, the study conducted by Black, Harrison, Lee, Marshall & Wiliam (2003) on
formative assessment showed the following results on the practice of formative
feedback. According to them, teachers rarely give students time in class to read
comments that are written on work and probably few, often the comments are not
specific, and constructive or does not show next steps in learning, teachers feedback
strongly emphasis on comparing students with each other; which demoralizes the less
successful learners, teachers mostly give marks, praises... such as excellent, fair, good
work etc. that have no value for students learning, and teacher feedback to students often
serves managerial and social purposes rather than helping them learn more effectively.
Despite recognizing that timely and helpful feedback to students is an important aspect
of learning, however, it is not an area that has been widely addressed in the academic
research (Weaver, 2006). All of these cases are not an exception in Ethiopia,
particularly in the selected area. These were verified through personal experiences and
observations. Moreover, as to the knowledge of the researchers, particularly, in the
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study area and topic, no complete research has been done to assess teachers’ perception
and practice of feedback to improve students’ learning at primary schools. Even at the
international level, there is less published research about how primary school teachers’
perceive and practice feedback incorporating different subjects (Mathematics, Physics,
Biology, etc...) at a time. The majority of feedback studies are related to language
learning (EFL) particularly writing at higher institutions and in some secondary schools
(Lee, 2009; Montgomery & Baker, 2007). The present study serves to fill this gap by
examining the perception and practice of teachers' feedback to improve students'
learning in primary schools at Debre Markos, Ethiopia. Thus, the following research
questions were raised:

e What perception do teachers have regarding the power of feedback on

students’ learning?
e How do teachers’ provide feedback to their students to improve their learning?
e To what extent teachers’ perceptions influence their actual feedback practice?

Hence, the major aim of the study was to assess primary schools teachers’ perception
and practice of feedback. Thus, findings of this study can contribute new knowledge or
dimension to the existing theory and strengthen theories and principles related to
constructive feedback. In addition, the expected result may deepen our understanding of
the perception and practice of teacher’s feedback and inform policymakers, educational
experts, teachers, students and other concerned bodies.

REVIEW OF LITERATURE
Teaching-Learning, Assessment, and Feedback

The idea of improving students’ learning through assessment is not new. It was strongly
acknowledged by cognitive constructivist and social constructivist theory of learning
(Black and Wiliam, 1998; Assessment Reform Group (ARG) (2002). According to
constructivists’ views of learning, teaching-learning processes should focus on deep
understanding, provide opportunities for in-depth and conceptual development, and
enhance student abilities to recognize and use meaningful patterns of information. These
new perspectives of learning have directed a rethinking of the nature of assessment in
the teaching-learning process. For them, assessment should be integrated with the
teaching and learning process to improve students’ learning.

Yet the traditional view of learning (behaviorists), accepts that students are passive
recipients of information and learning is determined by the environment (ARG, 2002;
Harlen, 2006). They viewed assessment as unseen timed tests and exams and students’
progress was interpreted by correct and incorrect answers. Therefore, for behavioral
learning theorists, assessment and learning are evolved separately from one another.

Whereas, cognitive constructivists believe that learning requires the active engagement
of learners and determined by what goes on in learners’ minds. If the learners are active,
they can construct their own knowledge. The role of teachers and students became
changed and formative assessment emerges as an integral part of pedagogic practice.
For constructivist, it is necessary to provoke students’ mental models through dialogue,
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questioning, open-ended assignments, thinking and concept-mapping to scaffold them to
apply concepts and strategies in novel situations (ARG, 2002; Harlen, 2006; Black and
Wiliam, 1998).

The sociocultural perspective also focuses on the nature of social interactions and how
these interactions influence learning (Bennett and Gitomer, 2009). This perspective
grows out of the work of Vygotsky and suggests that teacher needs to create the
environment to stimulate learners to think and act in authentic tasks beyond their current
level of competence. Tasks need to be collaborative and students must be involved in
the generation of problems and solutions (Eleanore, 2012). Due to this fact, paradigm
shift comes into the assessment practice (Black and Wiliam, 1998; ARG, 2002). The
shift is from using traditional assessment method to using authentic assessment methods
to build a student’s learning profile, to assess higher level skills, to increase student
responsibility in the assessment process.

This new mode of assessment (assessment for learning) comprises four basic strategies
to improve students' learning. These strategies are: 1) sharing of learning objectives and
assessment criteria for students; 2) involving students in peer and self- assessment; 3)
providing effective written and oral feedback that helps students to recognize next steps
in learning; and 4) creating questioning and dialogue community in the classroom
(Black and Wiliam, 1998; ARG, 2002; Harlen, 2006). Thus, the provision of effective
or constructive feedback is one of the main elements to improve students' learning
through assessment.

In the teaching-learning process, assessment and feedback cannot be separated.
Feedback is an important part of classroom assessment that integrates teaching, learning,
and assessment (Lee, 2017). It is a key component of the formative assessment process
(Brookhart, 2008) and it is the most common feature of successful teaching and learning
activity (Hattie & Timperley, 2007). Feedback is a teacher’s response to student work
with the intention of broadening learning and it can be written or oral, or it can be a
demonstration (Moss & Brookhart, 2009) and the provision of these three forms
depends on the nature and contents of the subject. Teachers can give feedback about
many different things (Moss & Brookhart, 2009), but this study focuses on teacher
feedback to students on their academic work who are assessed by different assessment
methods (oral questions, group, and individual activities in the classroom, homework,
tests, projects, etc...). Therefore, in formative assessment, feedback has to be
descriptive and diagnostic in order to help students understand their strengths and
weaknesses and to inform and improve students learning (Lee, 2017). Feedback is not
limited to formative assessment; there is also feedback for summative assessments (e.g.,
final exams).

Effective Feedback

“Use of feedback to integrate teaching, learning, and assessment” is one of the guiding
principles for effective feedback (Lee, 2017). Feedback plays a significant role in
enabling students' to improve their performance on future assessment tasks and has been
identified as a key strategy in learning and teaching (Poulos & Mahony, 2008). Lee
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(2008) noted that good quality, comprehensive and timely feedback is a key factor in
improving students learning. Lee listed important criteria’s for effective feedback.

As to Moss and Brookhart (2009), effective feedback enhances students’ cognitive
processing, increases students’ autonomy, fosters resiliency and persistence, and
provides students with specific strategies for next steps in their learning. Lee (2017)
also added that feedback should be specific, accurate, timely, and targeted. These are the
common criteria’s or characteristics of effective feedback which are listed in some
research output but there are more. Therefore, providing effective feedback in different
forms (written, oral or demonstration) is a key aspect of assessment to enable students to
learn from the assessment tasks they are given.

The Power of Feedback to Improve Student Learning

Feedback has a power to bring substantial effect on students learning and achievement
and its power is repeatedly pointed out in works of literature about teaching and learning
(Hattie & Timperley, 2007). As to Lee (2008), feedback can be very powerful if it is
done well. The power of formative feedback addresses both cognitive and motivational
factors. Lee (2008) verified this in the following way:

Good feedback gives students the information they need so they can understand
where they are in their learning and what to do next—the cognitive factor. Once
they feel they understand what to do and why most students develop a feeling
that they have control over their own learning—the motivational factor (p: 2)

In the teaching-learning process, imparting students with various means and checking
their understanding of the lesson using assessment is the main activity of the teacher.
But, this is not the end task of the teacher and the students; there is feedback. Hattie &
Timperley, (2007) noted that teachers should be aware of and aim to provide feedback
relative to three important feedback questions: “where am I going?” (What are the
goals?), “how am I going?” (What progress is being made towards the goals?), and
“where to next?” (What activities need to be undertaken to make better progress?).
When teachers and students answer these three questions properly, the feedback will be
powerful and improve the students learning.

Teachers’ Perception and Practice of Feedback

There is limited evidence about the relationship between teacher’s perception and their
practice of feedback incorporating different subjects (Mathematics, Biology, Chemistry,
etc...) at a time in primary schools but more studies are found in language learning (Lee,
2008, 2009; Montgomery & Baker, 2007). Having positive perception to provide
effective feedback to the learners is vital and will have a positive contribution to the
students learning. But, there may be a factor such as teachers’ lack of competence and
negative belief (Gul, Tharani, Lakhani, Rizvi & Ali, 2016) not to provide feedback (i.e.,
the practice) very well. For example, Lee (2008) indicated that teachers’ feedback
practices are influenced by teachers’ beliefs and values. Another study by Montgomery
and Baker (2007) showed that differences both in the actual feedback and in teachers’
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own conceptions about it were observed in teacher and student perceptions of teacher
feedback and they argue that all students are not given the same amount of feedback.

In addition, mismatches between teachers’ beliefs and their written feedback practices
are examined and presented in Lee (2009) study. Lee examined that teachers seem to
prefer selective marking, but end up marking errors comprehensively; their practices
included correcting and locating errors for students and responding mainly to
weaknesses. Therefore, some studies found out that, generally there is no good fit
between how teachers conceptualize feedback and how they actually deliver it (Gul,
Tharani, Lakhani, Rizvi & Ali, 2016) and teachers’ practices were not in agreement with
their beliefs (Li & De Luca, 2014). But the assumption is that, if someone has positive
perception and belief, he/she practices very well. So, the current study will add some
input regarding the relationship between the two (teachers perception and practice of
feedback) at primary schools.

METHOD
Research Design

The main purpose of the study was to assess teachers’ perception and practice of
feedback to improve students’ learning in primary schools. To address the research
questions, mixed method research design was used. From different mixed method
designs, convergent parallel design (Creswell, 2012) was used to clearly understand the
problem under investigation.

Population, Research Context, and Participants

The populations of the study were teachers from Debre Markos town government and
private second cycle primary schools (grade 5 to 8). Two government schools (Biruhi
Tesfa and Dibiza) and two private schools (Lingerh and Selam Academy) were
randomly selected. Since the number of teachers in the four schools (Biruhi Tesfa, 14;
Dibiza, 27; Lingerh, 9 and Selam Academy, 11) was manageable, all of them (61) in
the selected schools were included in the study.

Four teachers (2 males and 2 females), one from each school were selected for interview
using convenience sampling technique. All of them were diploma holders having a
teaching experience of eight years and above. Those teachers who participated in the
interview were also included in the observation.

Instruments

A questionnaire, semi-structured interview and document review were used to collect
data. These multiple data sources allow for triangulation of data to reduce bias and at the
same time to develop a deeper understanding of the issues under study (De Vos,
Strydom, Fouche and Delport, 2011; Creswell, 2012). The instruments are developed by
the researchers.

Questionnaire: A closed-ended questionnaire was used to gather data about teachers’
perception and practice of feedback. The questionnaire contains 13 items about
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teachers’ perception of feedback and 14 items about the practice of feedback. The
perception items have five options (5-point Likert scale) ranging from 1 (strongly
disagree) to 5 (strongly agree) and the practice items have also five options ranging from
1 (never) to 5 (frequently).

Semi-structured interview: It was done with selected participant teachers to get detail
information about the actual practice. It allows the researchers to explore various issues
in-depth with respondents. The interview primarily focuses on how teachers provide
feedback to their students; they perceive the power of feedback in improving students
learning and what factors influence to provide feedback properly.

Document review: It was conducted to see the content and form of feedback teachers
gave in students’ exercise book and assessment tasks to assess whether it is judgmental
or constructive.

Data Analysis

To analyze quantitative data, descriptive statistics (frequency, percentage and mean)
were employed to give a general description of teachers’ perception and practice of
feedback. Moreover, a correlation was used to see the relationship between teacher’s
perception and practice of feedback. For the purpose of comparing frequencies, it was
decided to collapse the original 5-point Likert scale into three categories (agree, neutral
and disagree) for perception items and (never, sometimes and often) for practice items
to enhance clarity at the descriptive analysis level, specifically for the percentage and
mean. According to Babbie (2010) collapsing Likert responses is acceptable when one
wants to more clearly see a pattern in the findings and so this is done for the descriptive
part, but for the purposes of inferential statistics, the full five-point scale was used. The
a (alpha) value for test of significance was set at 0.05 level.

The interview and document review data were analyzed qualitatively using words to
triangulate the quantitative data. Before the analysis, the interview data was translated
from Amharic into English and transcribed by the researchers.

Reliability and Validity

The questionnaire was validated and piloted prior to the data collection taking 10
teachers from a school (which is not part of the main study site) to test the reliability of
the items and checked using Cronbach alpha. The reliability of the questionnaire sub-
scales were 0.72 and 0.79 for perception and practice items respectively which is
acceptable based on Goerge Mallery (2003) standard. To increase the validity of the
questionnaires and interview items, peers and selected experts in the area were involved
to review the questions.

FINDINGS

To answer the research questions raised, both quantitative and qualitative data were
used. The results of the data which were collected using questionnaire, interview and
document review were presented based on the following teams: teachers’ perception of
the power of feedback and their perceived practices.
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Teachers' Perception of the Power of Feedback

Thirteen items were used to determine teachers’ perception of the power of feedback to
improve students' learning. The analyses were made using frequency, percentage and
mean as shown in Tablel below.

Table 1
Teachers’ perceptions on the power of feedback to improve students’ learning
Responses z
No  ltems Disagree Neutral Agree 2
f % f % f % >
1  Teacher feedback is effective in promoting 1 1.6 0 0 60 983 46
students’ learning
2 In my practice, | use different assessment tools 0 0 3 49 58 95 4.5
to continually provide feedback for students’
progress

3 Providing comments is more useful to improve 5 8.2 3 49 51 836 43
learning than marks and correct answers

4 Our feedback practice rarely provides useful 51 836 3 4.9 7 115 40
suggestion for future improvement 8

5 Error analysis in general is effective feedbackto 2 3.3 4 6.4 55 902 43
improve students’ learning

6 In my feedback practice, personal improvement 6 9.8 14 23 40 656 338
is more valued than competition among students

7 Feedback to students serves a social and 33 542 7 115 21 354 32
managerial functions as opposed to learning 8
function

8 My students are able to incorporate the feedback 3 4.9 3 4.9 52 852 42
to revise their work in order to meet success

criteria

9 | view student mistakes as opportunities for their 10 164 7 115 44 722 37
learning

10 My students view their mistakes as 26 426 16 262 19 311 3.0
opportunities for learning

11 | believe that peer feedback is important for 6 9.8 6 9.8 47 77 4.0

students’ learning

12 Marks provide sufficient feedback to students 16 263 11 18 34 557 34
about their progress in relation to the learning
targets

13  Positive feedback helps low-achieving students 7 115 4 6.6 50 819 4.0
to gain confidence in their ability to learn

Except for one respondent, 98.4% (mean = 4.6) of teachers positively and highly
perceived the value of teachers’ feedback to improve students' learning. Due to this fact,
most teachers (95%, mean = 4.5) use different assessment tools to continually provide
feedback for their students’. Students' also have the ability to incorporate the feedback
to revise their work in order to meet success criteria (perceived by 85.2% of their
teachers). Moreover, 77% of them believe in the importance of peer feedback for
students’ learning. As indicated in the table, teachers' feedback practice focuses on
personal improvement than competition among students (65.6%) because 72.2% of them
view students' mistakes as an opportunity for their learning.
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Even if, 90.2% and 83.6% (Mean = 4.3) of teachers agreed on the value of feedback in
the form of error analysis and comment to improve students' learning than marks and
correct answers respectively, 55.7% of them indicated that marks provide sufficient
feedback to students about their progress in relation to the learning targets.

Most teachers (81.9%) agreed on the power of positive feedback to build the confidence
and self-esteem of low-achieving students in their ability to learn. However, 35.4% of
them believe in the value of feedback for social and managerial functions as opposed to
learning function.

In addition to the information obtained using questionnaire, interview was conducted
with selected teachers and yielded the following result. One of the interviewees from
government primary schools indicated as follow how she perceives classroom feedback:

Classroom feedback is the information that the students provide to their
teacher to improve the instructional process and receive from their peers to
improve their learning. Our involvement in the feedback process is limited.
The majority of the feedback is done by the students themselves. The measure
that we took after looking the students work for better improvement is
feedback.

Another interviewee from private primary school noted that,

Feedback is the information that we obtain from students whether they
understand a certain issue properly or not which is given to them using
exercise, oral questions, interview, and written things.

In general, from the interviewees, one can understood that there are gaps regarding the
conception of classroom feedback because both of the interviewees isolate their role in
the feedback process and gave the task to the students themselves even if the students
have their own role.

Teachers' Practice of Feedback to Improve Students' Learning

In teachers' practice of feedback sub-scale, fourteen items were included. In the sub-
scale, both negative and positive items were included to clearly understand whether
teachers' feedback practice is constructive or judgmental. Thus, frequency, percentage
and mean were computed to interpret the results for general understanding.

Table 2
Teachers’ practice of feedback to improve students’ learning
Responses
No Items Disagree Neutral Agree %
f % f % f % >
1 I plan lessons that include feedback as a 4 6.5 9 148 48 787 4.1
fundamental component of the session
2 My lesson plan includes information on feedback 6 9.8 10 164 44 721 4

opportunities

3 My lesson plan includes time to provide 3 4.9 6 9.8 52 853 4.2
feedback to learners
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4 My lesson plan includes opportunities for 5 8.2 2 33 54 885 4.2
learners to reflect on feedback provided

5 I provide adequate time and structure for 2 33 20 329 39 639 4
reflection on different tasks

6 | provide feedback for any assessment task 3 4.9 16 262 39 639 38

within two days.

7 | encourage my students to talk and share ideas 3 4.9 3 4.9 55 902 42
on the assessment task

8 | give students immediate feedback when they 4 6.6 2 3.3 55 902 44
need directions to proceed

9 I use the assessment criteria to provide learner 2 3.3 6 9.8 53 86.8 4.2
feedback on any assessment task
10 | create opportunities during lesson to review 0 0 2 3.3 59 96.7 45

learners’ work and provide feedback accordingly
11 | provide learners with opportunities to reflecton 1 1.6 16 262 33 705 4
their own progress

12 | create opportunities for learners to act on 0 0 9 148 51 836 4.1
feedback provided
13 I provide descriptive feedback to my students 32 524 15 246 14 229 24

without marks
14 | provide written feedback comments along with 17 279 13 213 31 508 33
marks for any task

Almost all teachers (98.4% and 96.7%) use words such as "excellent", "very good"
etc... as a form of feedback to encourage students and provide marks along with correct
answers respectively. The document review also verified this (Figure 1 below). The
sample students' exercise book showed that most teachers scored, put marks and general
judgmental comments such as 'good', 'very good' etc...and correct answers if they
missed it on their homework and classwork exercises.

Figure 1
Students commented exercise book
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However, such types of feedbacks are judgmental which have less value to identify gaps
in students' understanding and as a result to improve learning. In addition, 52.4% and
27.9% of teachers described as they hardly provide descriptive feedback without marks
and written feedback or comments along with marks for their students work
respectively. From the students exercise book it is also observed that teachers give right
(\) and “X” mark for the student’s response and finally, after putting the total score,
they indicated a general evaluation or judgment (Figure 1 above).

On the other hand, 96.7% of teachers create opportunities during the lesson to review
learners’ work and provide feedback accordingly, 70.5% of them provide learners with
opportunities to reflect on their own progress and 83.6% of them create opportunities
for learners to act on feedback provided on a regular basis. Similarly, 90.2 % of teachers
give students immediate feedback when they need directions to proceed and encourage
them to talk and share ideas in any assessment tasks.

In relation to the above quantitative information, an interviewee (teacher) from private
primary school noted that:
I give chance for my students to work again the questions that they have
missed in assignments after providing feedback for their mistakes and I
checked it again whether the students have corrected it or not.
Another interviewee (teacher) on the same issue from government primary school
indicated that:
I couldn’t give chance for my students to rework the task they have given after
comments because the number of students is very large and the students have
no willingness to do the task again.

A large number of teachers also indicated that, their daily lesson plan regularly includes
feedback as a main component and opportunities for learners to reflect on feedback and
time to provide feedback to learners. However, results from document review showed
that even if the teachers in their lesson plan include the fundamental components, how to
provide feedback is not treated very well. But teachers put different evaluation
mechanisms to check the attainment of the objectives what they have formulated in their
lesson plan.

Table 3

One sample t-test
Participants ~ Variable  Expected Mean  Observed mean  Std. t-value  Sig
Teacher PPFL 39 50.56 4.87 81.02 .000*
(N=61) PP 51 68.2 7.05 75.51 .000*

Note: PPFL= Perception on the power of feedback on learning;

PP = Perceived practice
The computed one-sample t-test revealed that there is a significant difference between
the excepted and observed mean of teachers' perception and practice of feedback. Thus,
from the result, we can conclude that teachers have a positive perception on the power
of their feedback to improve students' learning. Moreover, teachers provide immediate
and useful feedback for their students regularly to improve their learning.
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However, the qualitative result (data obtained from document review) indicated that,
most of the feedback given for students are in the form of marks and correct answers,

and include words such as "excellent”, "good" etc. which have little value to show
learning gaps and strategies for future learning.

There is a difference between quantitative and qualitative data. This happens because of
awareness problem. Most interviewed teachers did not identify the difference between
constructive feedback and judgmental feedback. Most teachers in the selected school
considered returning back of exam sheets and assignments with total marks and correct
answers as an effective way of feedback. However, such type of feedback is not
effective to improve students' learning. Constructive feedback shows gaps in
understanding and suggests ways to fill that gap in future by themselves.

Table 4
Pearson Product-Moment Correlation between teachers' perception and practice of
feedback

Teachers' Perception Sig
Teachers' practice Correlation (r) 0.242 0.061
N 61

P >0.05

As indicated in Table 4, teachers’ perception on the power of feedback has no
significant relationship with their practice of feedback in the classroom. This happens
because teachers lack appropriate knowledge and awareness about the nature, content,
and purpose of feedback in the teaching-learning process.

DISCUSSION

Feedback is a vital component of formative assessment or assessment for learning to
empower students to become self-regulated learners. It is by obtaining and using
feedback that students are able to know both what they have done well compared to the
learning objectives and how to continue to improve their learning in future. Thus, in this
section, the results of this study were discussed in relation to different theories and past
research shreds of evidence in the area.

Teachers’ Practice of Feedback in the Classroom

Results from this study indicated that almost all teachers in second cycle primary
schools provide immediate feedback to their students. However, when we see the
contents and the forms of feedback from students’ exercises book, it is far from what
current assessment theorist emphasis on. Teachers in the selected schools mostly use
feedback to give marks and correct answers on assessment tasks and to praise students.
Such high usage of feedback to praise students is consistent with the work of Orsmond
and Merry (2011). However, such forms of feedbacks are judgmental which have less
value to identify gaps in students' understanding and as a result to improve learning.
Research evidence showed that feedback in the form of marks and judgmental words
undermine the self-esteem, confidence, and motivation of low achieving students rather
than improve their learning (Black and Wiliam, 1998; Brookhart, 2008; Hattie &
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Timperley, 2007). For them, feedback to improve learning should give students
information about their performance in relation to specific and clear goals and helps
them to identify the causes of the gap between the desired and the actual level they are
and act to fill that gap. The work of Lee (2008) indicated that if teachers are aiming to
improve students’ learning, it is important to separate comments from grades or marks.
When a student is given a mark it focuses on their performance compared to other
individuals rather than on their learning and can demotivate. Moreover, feedback which
focuses on grades and marks seems to affect students’ belief about the role of feedback
in their learning (Price, Handley, Millar & O'Donovan, 2010).

A research conducted on assessment for learning by Black & Wiliam, (1998) indicated
that feedback is more effective when it (i) focuses on specific tasks and suggests how
students can improve their performance; (ii) the suggestions for improvement should act
as ‘scaffolding’ and helps students to think; (iii) suggests only what is necessary for
students to answer by themselves; and (iv) focuses on process than on product.

Teachers’ Perception Regarding the Power of Feedback in Students’ Learning

The quantitative result in this study indicated that most teachers in the selected school
highly perceived the power of their feedback to improve students' learning and to build
students’ self-esteem and confidence. On the other hand, the qualitative data revealed
that teachers mostly focus on providing marks and correct answers and praising
students. Similarly, a reasonable number of teachers believe in the value of feedback for
social and managerial functions as opposed to learning function. This result is
supported by the work of Moss and Brookhart (2009) which indicates teachers’ two
common misconceptions about feedback. The misconceptions are viewing effective
feedback as returning of graded or marked works and detailed correction of one’s work.
With this kind of feedback, however, many students are more interested in how many
questions they “got right” than in understanding the reasons behind their performance
and try to find next steps in their learning. Thus, effective feedback describes types of
strengths and deficiencies in work and suggests strategies the student might use to take
next step. Moreover, Havnes, Smith, Dysthe, and Ludvigsen, (2012) stated that feedback
information is effective only when it is used to fill the gap between the current
understanding and the learning objectives.

Regarding the influence of teachers’ perception on the practice of their feedback, the
results of this study showed that there is no significant relationship between them. It
contrasts with a study conducted by Weaver, (2006). He stated that the way in which
feedbacks are expressed in oral or written form, and the nature of the information, is
ultimately shaped by tutors’ values, beliefs, and understandings. As the finding of this
study indicates teachers mostly practice feedback in the form of marks or right and
wrong answers. On the other hand, they highly perceive the power of feedback to
improve students’ learning. This mismatch occurs due to lack of appropriate awareness,
knowledge, and skill about the purpose, nature, and content or forms of feedback in the
selected schools. Which is maintained by the work of Moss and Brookhart as stated
above.
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CONCLUSION

Even if the perception of teachers regarding the power of feedback is positive, their
practice is almost judgmental which have no value for learning purpose. The majority of
teachers provide immediate and useful feedback to their students regularly to improve
their learning. However, in the real practice, the feedbacks given are in the form of

marks and correct answers and include words such as "excellent", “very good”, "good"
etc... which have little value to show learning gaps and strategies for future learning.

Most teachers luck awareness to clearly identify the difference between
constructive/effective feedback and judgmental feedback. Due to this, their feedback
focuses on judgmental. Teachers in the selected school considered returning back of
exam sheets and assignments with total marks and correct answers as an effective way of
feedback. However, such type of feedback is not effective to improve students' learning.
Effective feedback shows gaps in understanding and suggests ways to fill that gap in
future by themselves.

If teachers have good perception regarding the power and value of feedback in
improving students learning then they practice it very well. But, a significant
relationship was not observed between teachers’ perception on the power of feedback
with their actual practice. This happens because teachers lack appropriate knowledge
and awareness about the nature, content, and purpose of feedback in the teaching-
learning process. Therefore, to improve the students learning, the teacher’s feedback
should go beyond judgmental.

RECOMMENDATION

The results of this study indicated, as teachers hold misconception about the nature and
content of effective feedback and implement as they perceive, thus, intensive trainings
should be given for teachers about the nature of feedback to improve students’ learning.
In addition, continuous follow up and supervision should be also made to identify the
gaps of actual practice of feedback in the teaching-learning process.
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