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This qualitative case study, grounded on self-reflection and self-regulation framework,
investigated the content and scope of feedback provided by cooperating teachers, faculty
supervisor, peers and students in a practicum school, and the influence of feedback on preservice teachers’ self-reflection and regulation skills. The participants were 28 senior preservice teachers who attended Practice Teaching course. Data were collected through written
feedback reports by the cooperating teachers, faculty supervisor, peers, and the students; these
data sets included reflection reports and the answers to open-ended questions by participants.
The results of the content analysis revealed that the feedback by cooperating teachers, peers,
and students centred on a similar category: the what aspect of pre-service teachers’
performance (i.e., behaviours, attitudes, actions). The faculty supervisor’s feedback was more
comprehensive, addressing the what, why and how aspects of their performance. Whereas the
first category of feedback provided a chance for the participants to reflect-on-action, the
supervisor’s feedback indirectly promoted reflection-in-action.
Cette étude qualitative de cas, axée sur un cadre d’autoréflexion et d’autorégulation, se penche
sur le contenu et la portée de la rétroaction fournie par des enseignants coopérants, des pairs,
des élèves et un superviseur de la faculté à l’école de stages, d’une part, et de l’influence de cette
rétroaction sur les capacités d’autoréflexion et d’autorégulation des stagiaires, d’autre part. Les
participants regroupaient 28 stagiaires seniors inscrits au cours de pratique de l’enseignement.
Les données ont été recueillies par la lecture de rapports écrits constituant la rétroaction par les
enseignants coopérants, le superviseur de la faculté, les pairs et les élèves. Les données
comprenaient également des rapports d’introspection et des réponses à des questions ouvertes
par les participants. Les résultats de l’analyse de contenu révèlent que la rétroaction de la part
des enseignants coopérants, des pairs et des élèves portait sur des aspects similaires.
L’évaluation des comportements, attitudes et actions des stagiaires répondait à la question du
quoi alors que la rétroaction de la part du superviseur de la faculté répondait de façon plus
globale au quoi, qui et comment du rendement des stagiaires. Le premier type de rétroaction
offrait aux stagiaires l’occasion de réfléchir sur leur sur leur pratique d’enseignement alors que
celle du superviseur leur donnait indirectement la possibilité de réfléchir pendant qu’ils
pratiquaient l’enseignement.
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As the fundamental period in which pre-service teachers can experience and participate in the
teaching and learning atmosphere vividly, practice teaching offers indispensable and invaluable
experiences for pre-service teachers. Through field experience, pre-service teachers can be
exposed to the exercises of veteran teachers (Akcan, 2010) and have the chance to turn the
theoretical knowledge they obtained in their undergraduate education into practical applications
(Eröz-Tuğa, 2013). In this sense, practicum provides a precious opportunity to get socialized in
the profession (Chien, 2014).
Before shouldering the total responsibility as a teacher, it is vital for pre-service teachers to
get the essence of, and rationale behind the professional practices. In this process, feedback
coming from members of the practice community becomes a crucial tool serving for the
transmission of the experiences of veteran professionals to novices and for the provision of a
different outlook for novices to evaluate their performances (Martinez, Taut & Schaaf, 2016).
During teaching practicum, pre-service teachers can receive feedback from different
stakeholders including their faculty supervisor (Akcan, 2010), cooperating teachers (Akcan &
Tatar, 2010; Ong’ondo & Borg, 2011), peers (Yiend, Weller, & Kinchin, 2014) and the students in
the practice school (Youssef, 2017). Feedback from these stakeholders presents different
outlooks to pre-service teachers, facilitating self-assessment and regulation (Nicol &
Macfarlane-Dick, 2006). Receiving feedback from their faculty supervisor affords pre-service
teachers a deeper insight into their performances from a more academic stance, whereas
feedback received from the cooperating teacher gives them a more practical perspective of their
performance. Feedback from peers is also contributory in nature as they go through a similar
process and make effort to reach similar goals. The evaluations of the students in the practice
school are also essential as they are the real agents exposed to the teaching system of the preservice teacher. Therefore, feedback including the evaluations of these four different
stakeholders naturally provide pre-service teachers with four different perspectives to evaluate
their performances and practices. In addition, the content of feedback coming from these
members can help pre-service teachers self-reflect on their performances (Kindall, Crowe &
Elsaas, 2017) and self-regulate their future plans (Ion, Cano-Garcia & Fernandez-Ferrer, 2017).
In other words, upon receiving feedback from different members of the teaching practice
process, pre-service teachers can more objectively evaluate their performances by reflecting on
their practices and, thus, regulate up-coming practices accordingly.
The concept of feedback has been a topic of continuous investigation with different foci.
However, the content of feedback and the effects of feedback received from different
stakeholders during practicum on pre-service teachers’ self-reflection and self-regulation
development is an area that needs further examination. Therefore, taking the central role of
feedback in practice teaching into account, this study aims to examine the content and the
effects of feedback provided by the members in practicum on pre-service teachers’ development
of self-reflection and self-regulation. Such a design is expected to contribute to a sounder
understanding of what is involved in the feedback and how it influences the pre-service teachers
to gain autonomy in their professional careers by improving self-reflection and self-regulation.
Literature Review
Practice teaching can be regarded as the arena where pre-service teachers test their personal,
social and professional skills as prospective practitioners. For this fundamental reason, it is
essential that they should not be left alone in this process in a sink or swim mentality as the lack
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of necessary guidance would result in an atmosphere of chaos (Tillema, Smith & Leshem, 2011).
Through feedback pre-service teachers avoid the experience of feeling lost (Pekkanlı, 2011).
Regarding the significance of feedback in identifying strengths and weaknesses, Glenn (2006)
maintains that “unless student teachers know where their areas for improvement lie, they are
likely to flounder with no direction” (p. 91). Buhargiar (2013) adds that feedback presents preservice teachers a constructive guide for improvement. Defined by Ramaprasad (1983, p. 4) as
“the information about the gap between the actual level and the reference level of a system
parameter which is used to alter the gap in some way”, feedback is considered among the main
components of teaching practice and a fundamental right of pre-service teachers to receive
(Brodie, Cowling & Nissen, 2009; Copland, 2010; Reiman & Johnson, 2003).
Holding such significance in the practicum process, the concept of feedback has been an
issue of examination in teacher education literature. White (2007) investigated 39 pre-service
teachers’ practicum experiences in terms of their conceptions and expectations of feedback and
their views regarding its contribution to their professional practice. The results of the
questionnaire revealed that verbal feedback was more effective and the content of feedback was
satisfactory in guiding their future practice. Tang and Chow (2007) examined the provision of
feedback in post-observation conferences from the learning-oriented assessment perspective.
The post-observation conferences and interviews with 21 pairs of supervisors and in-service
teachers showed that assessing the field experience through the learning-oriented perspective
enabled the in-service teachers to construct professional knowledge and promote self-regulated
learning. Based on an exploratory study, Grainger (2015) reported that the feedback preferences
of pre-service teachers differed on a scale ranging from more traditional forms of feedback to
that promoting more autonomy through self-reflection.
Centering on the content of feedback offered by cooperating teachers, Kahan, Sinclair,
Saucier and Nguyen Caiozzi (2003) adopted a think-aloud technique to record feedback by six
cooperating teachers. The results showed that classroom management and instruction formed
the main feedback content. Rich and Hannafin (2008) examined the self-evaluations of preservice teachers regarding their practicum performances. The video analysis practice showed
that the evidence-based evaluation promoted self-guided inquiry and improved student
performance. Akcan (2010) focused on the feedback from 27 pre-service teachers and their
faculty supervisors. The video-evaluation sessions promoted reflection and critical evaluation.
Considering the approaches and content in providing feedback during practicum, Akcan and
Tatar (2010) worked in collaboration with 52 pre-service English teachers, 4 faculty supervisors
and 30 cooperating teachers. The field notes, post-lesson conferences and the written
evaluations indicated that in contrast to feedback from cooperating teachers which focused
more on the evaluation of specific cases, faculty supervisors encouraged performance evaluation
in a more critical manner.
Ong’ondo and Borg (2011) analyzed the supervision process from the perspectives of six
student-teachers, six faculty supervisors and five cooperating teachers. The semi-structured
interviews and document analysis showed that the disorganized supervision resulted in more
evaluative and directive feedback. In a case study, Eröz-Tuğa (2013) examined the effects of
regular feedback on 11 pre-service English teachers’ self-reflection. The results obtained through
video recordings pointed at an increase in the self-awareness and self-perceptions of the
participants as they became aware of their strengths and weaknesses. Evaluating the
effectiveness of feedback in internship, Rodriguez, McKinney, Powell, Walker and Garland
(2018) adopted a phenomenological approach to examine the perceptions and experiences of 6
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pre-service teachers. The results of the interviews and focus group data revealed that feedback
from different stakeholders stimulated effective self-assessment. Weber, Gold, Prilop and
Kleinknecht (2018) studied the changes in the professional vision of pre-service teachers
regarding classroom management before and after the teaching practicum through online and
video-based self-reflection and feedback sessions. The results indicated that the group receiving
a combination of peer and expert feedback better self-assessed their performances compared to
the other group receiving only peer feedback.
Literature on feedback also presents some studies focusing on the effects of feedback on selfreflection and self-regulation. Most of them examine the integration of feedback in higher
education but do not specifically focus on the process of teaching practicum. For example,
McGraw and Davis (2017) examined the effects of feedback provided by cooperating teachers on
pre-service teachers’ self-reflection during practicum. They reported that inquiry-oriented
feedback promoted self-assessment and self-reflection. Pereira, Flores, Simao and Barros (2016)
examined 605 undergraduate students’ perceptions of effective and relevant feedback. The
results of the open and close-ended questions showed that learner-centered feedback promoted
self-regulation. Tay (2015), through interviews with 13 students, reported that the participants
favored the presentation of feedback accompanied with examples instead of mere presentation
of feedback rubrics. The participants explained that these examples encouraged self-generated
feedback for later evaluation and self-regulation.
Taking self-assessment and feedback from different stakeholders into account, Panadero,
Jonsson and Botella (2017) conducted a meta-analysis of 19 studies and reported that feedback
promoted self-assessment and self-regulation. Fraile, Panadero and Pardo (2017) investigated
the effects of forming rubrics collaboratively with undergraduate students on their selfregulation. The researchers noted that the feedback available during the process of co-creating
rubrics encouraged the participants to self-assess their performances and self-regulate their
learning process. Ion et al. (2017) examined whether self-regulation is enhanced by written
feedback. The analyses of the instructor feedback and of the questionnaires administered to the
learners and instructors revealed that feedback enabled the students to better self-regulate their
learning process as they could better evaluate their progress.
The perusal of the literature leads to several important conclusions for consideration. First,
literature shows that feedback is an essential component in teaching practice because it serves
as a guide for pre-service teachers on their way to becoming professionals. The second
conclusion is that existing research on feedback lays comparatively less emphasis on its effects
on the development of self-reflection and self-regulation. The focus of the existing studies is
mostly on the content and scope of feedback as well as the pre-service teachers’ perceptions of
feedback. The third conclusion is that even though there are some studies examining the impact
of feedback on self-reflection and self-regulation in higher education, most of these studies were
carried out with undergraduates who had not yet taken part in the practicum process. In the
light of these evaluations, it can be concluded that further research is needed to reveal the
possible effects of feedback offered by the stakeholders during practicum on pre-service
teachers’ development of self-reflection and self-regulation. This qualitative case study is
intended to examine the content of feedback provided by faculty supervisor, cooperating
teacher, peers, and students in the practice school and its effects on the development of selfreflection and self-regulation of pre-service EFL teachers. The study is expected to contribute to
a deeper understanding of the significance of different types of feedback in stimulating the
professional development of teacher candidates through self-reflection and self-regulation.
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Theoretical Framework
This case study was grounded on self-reflection and self-regulation framework. Self-reflection is
basically defined as “intellectual and affective activities that individuals engage in to explore
their experience, which leads to new understanding and appreciations’’ (Boud, Keogh & Walker,
1995, p. 19). Lew and Schmidt (2011) maintain that self-reflection is the process of looking back
on past experiences and assessing them for future actions. Specifically focusing on the case of
teaching, Richards and Lockhart (1996) regard self-reflection as a way to promote teacher
autonomy, helping teachers analyze their beliefs, thoughts and the ideas influencing their
actions. Introduced as one of the main goals in teacher education especially in the beginning of
1980s along with Schön’s contribution (1983, 1987), self-reflection provides teachers with a
chance to evaluate their performance from a critical stance and develop more effective
approaches (Lee, 2007). Akcan (2010) posits that reflection increases teachers’ confidence and
helps them take sounder and more conscious decisions regarding their practices. In this sense,
the consideration of the case of pre-service teachers attending teaching practicum reveals that
self-reflection plays a major role in helping them evaluate their past experiences in directing
their future experiences more effectively. During teaching practicum, pre-service teachers need
to go back to their prior experiences to identify their strengths and weaknesses and regulate
their future teaching.
The pioneer of the concept, Schön (1983, 1987) suggests two types of self-reflection:
reflection-in-action and reflection-on-action. Reflection-in-action takes place during teaching;
reflection-on-action occurs before or after teaching. The theorist asserts that both types of
reflection stimulate teachers’ development as they offer them a chance to think over teaching
events from an analytical stance.
In the light of the contributions of reflection to professional development, it is suggested that
teachers should be guided to self-reflect on their teaching practices (Lew & Schmidt, 2011). In
this sense, the practicum experience can be considered an apposite period when pre-service
teachers can be guided to learn how to self-reflect on their practices. This opportunity is thought
to help pre-service teachers base their professional identities on sounder grounds.
The second framework behind this study was the concept of self-regulation. Zimmerman
(1994, 2000) maintains that self-regulation involves the ability to develop knowledge, behaviors
and actions to increase learning. Self-regulation can be explained as a self-directive process
providing people with the chance to transform their mental capabilities into performance
(Zimmerman, 2008). Others view self-regulation as the act of controlling and directing any
process (Boekaerts & Corno, 2005) and a process of change (Forgas, Baumeister, & Tice, 2009).
Having metacognitive, behavioral and motivational dimensions, self-regulation covers the
capability to organize the process and progress by designating appropriate strategies.
The evaluation of teaching practicum shows that pre-service teachers can adapt themselves
to the process and the teaching environment and organize their teaching practices and behaviors
accordingly. Promoted by self-reflection, self-regulation can be observed in cases where preservice teachers control and direct their actions and attitudes in the light of their experiences
and self-monitor their actions.
Since pre-service teachers are expected to gain initial experiences during teaching
practicum, it is essential that they learn how to reflect on and regulate their teaching practices.
Setting out from the self-reflection theory proposed by Schön (1987) and self-regulated learning
theory proposed by Zimmerman (1994), this case study examined the content and effects of
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feedback in promoting pre-service teachers’ self-reflection and self-regulation during teaching
practicum.
Methodology
This study adopted qualitative case study design to gain an in-depth understanding of the
experiences of the participants in the real practicum setting. Yin (2014) and Bogdan and Biklen
(2007) suggest that case study design enables researchers to conduct research in a setting
reflecting the authentic and real experiences of the participants.
The study examined the practicum experiences of 28 pre-service teachers receiving feedback
from different stakeholders. The main purpose was to investigate the feedback content the
participants received and how this content influenced their development of self-reflection and
self-regulation. The questions below guided this study:
1. What is the content of feedback from the cooperative teachers and how does it affect the
development of self-reflection and self-regulation of pre-service English teachers?
2. What is the content of feedback from the faculty supervisor and how does it affect the
development of self-reflection and self-regulation of pre-service English teachers?
3. What is the content of feedback from the peers and how does it affect the development of
self-reflection and self-regulation of pre-service English teachers?
4. What is the content of feedback from the students in the practice school and how does it
affect the development of self-reflection and self-regulation of pre-service English teachers?
Participants and Setting
The participants of this study were 28 English as a Foreign Language (EFL) pre-service teachers
taking Teaching Practice course in the final term of their undergraduate education in 2017-2018
academic year. Ten of them (7 female, 3 male) were studying at English Language Teaching
(ELT) Department and eighteen (11 female, 7 male) at English Language and Literature (ELL)
Department at the same state university in Turkey. Participants from the ELT department took
Teaching Practice as a compulsory course in the curriculum. The ELL group voluntarily took
this course to get pedagogical formation certificate to become teachers. These participants were
selected based on convenience sampling as the researcher was the faculty supervisor of these
pre-service teachers.
The ELT students were divided into two groups of five and the ELL group into three groups
of six. These five groups went to different secondary schools for their practicum for a 14-week
period. All groups were assigned a cooperating teacher in the practice school. The researcher
acted as the assigned faculty supervisor for three groups (two ELT groups and one ELL group)
and as the assistant faculty supervisor for the other two ELL groups. (In regard to these two
roles, the researcher will be referred as faculty supervisor hereafter when feedback cases are
mentioned.)
Data Collection Tools
The data were collected through feedback notes provided by the cooperating teachers, the
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faculty supervisor, the peers and from the students in the classroom as well as the reflection
reports of the participants narrating their practicum experiences and answers to open-ended
questions. Feedback provided by the four members formed the first source of the data. The
feedback-providers were told to determine the feedback content. The cooperating teachers,
faculty supervisor and peers were to provide written feedback on performance observations.
Each participant was also asked to keep records of the comments offered by the students. In this
way, four types of feedback were documented. The reason for collecting feedback in written form
was to keep healthy records of the data for later evaluations.
The second source of data was reflection reports. Each participant was provided with a guide
prepared by the researcher in the light of the literature and controlled by two field experts. The
guide involved items related to the subject-matter knowledge, teaching qualities, time, stress
and classroom management of the performer. The participants were asked to follow this guide
for reflection on their own and the peers’ practice.
The third data source was the answers to open ended questions provided by the pre-service
teachers considering the effects of feedback in their practicum experiences. The questions were
about the contributions of the feedback from different agents to their development of selfreflection and self-regulation:
1. How did you benefit from feedback provided by your cooperating teacher in evaluating,
regulating and developing your teaching performance?
2. How did you benefit from feedback provided by your faculty supervisor in evaluating,
regulating and developing your teaching performance?
3. How did you benefit from feedback provided by your peers in evaluating, regulating and
developing your teaching performance?
4. How did you benefit from feedback provided by the students in the classroom in evaluating,
regulating and developing your teaching performance?
5. What are the contributions of feedback in general to your self-reflection and self-regulation?
The reflection guide and the open-ended questions were prepared in English and the
participants, cooperating teachers and the faculty supervisor kept the reports in English.
However, some flexibility was also offered when the participants thought they could narrate
their experiences better in their native language, Turkish. The sections in Turkish were
translated into English by the researcher and a native speaker proofread the translations.
The rationale behind collecting data from three main sources was to ensure data
trustworthiness by examining the issue from different angles. These sources were thought to
reflect the effects of different feedback types from a broader perspective.
Data Collection Process and Analysis
Before the main data collection process, the researcher obtained the ethical permission from the
related departments. At the beginning of the second term, the researcher organized two
meetings with the participants, one for the ELT and the other for the ELL group. Of the 34 preservice teachers, 28 volunteered to participate in the study. Consent forms informing them of
their rights and responsibilities were signed by, and obtained from 28 pre-service teachers and
five cooperating teachers to reveal their voluntary participation.
The student participants were instructed to keep written reflection reports considering their
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Table 1
The Quantity of Feedback Received by Pre-service Teacher Participants
The number of feedback notes
for one ELT pre-service teacher

The number of feedback notes
for one ELL pre-service teacher

Cooperating teacher

5 for each

5 for each

Faculty supervisor

3 for each

Feedback provider

(2 on the video performances)
(1 on the in-class performance)

3 for each

(2 on the video performances)
(1 on the in-class performance)
Peers

5 for each

5 for each

Students in the practice classroom

3 for each

3 for each

16 feedback notes

16 feedback notes

Total

performances and those of their peers following the guide after each teaching event. The
researcher also asked the cooperating teachers to give written feedback to the students on their
practices. They wrote five feedback notes for each participant.
The faculty supervisor also gave three written feedback notes (two on video-recordings and
one on in-class observation) and conducted mini sessions after each observation, providing a
chance for each pre-service teacher to reflect on their performances. At the end of the term, each
participant submitted a file that included the records of the feedback from their cooperating
teachers, the faculty supervisor, peers and the students in the practicum school; their reflection
reports about their performances and those of their peers, and the answers to the open-ended
questions were also submitted for analysis. Table 1 shows the quantity of the feedback the
participants received from different members.
Qualitative content analysis of the data was carried out in two steps. In the first step, the
feedback notes from the four members of the practicum community were analyzed and common
codes were identified; the researcher analyzed the reflection notes and open-ended questions in
the same way. In the second step, the researcher compared the data available from the three
sources. This compare-contrast process was followed to ensure trustworthiness in the analysis
process.
In order to strengthen trustworthiness in analysis, the researcher also consulted a field
expert to analyze the data set. The internal rate of return analysis revealed that 84,5% of the
analysis resulted in exact coding, 11,5% in similar coding and 4% in different coding.
Results
The results of the content analysis centred on two main areas: the content of feedback and the
effects of feedback on the development of self-reflection and self-regulation. The data are
presented under two sub-sections accompanied by example excerpts from the participants. The
excerpts taken from the reflection reports are cited as RR; those from the open-ended questions
are cited as OQ. Participants from the ELT Department are referred as ELT P and those from the

265

A. Takkaç Tulgar

ELL Department as ELL P. The detailed results of the study interspersed with participant
remarks are presented below.
The Content and Scope of Feedback
The feedback by the cooperating teachers generally focused on an overall evaluation of the
participants’ teaching performances and mostly included classroom management issues and
attitudes towards students. Three of the cooperating teachers offered positive feedback on
teaching instances but did not cover the rationale and practical suggestions. One cooperating
teacher pointed at some problematic cases of classroom management and suggested alternative
ways. The fifth cooperating teacher provided evaluative feedback not in a constructive but in a
critical manner focusing on classroom management. The overall consideration of cooperating
teachers’ feedback can be said to emphasize the what aspect of evaluation more than the why
and how aspects. Figure 1 illustrates the common aspects in the effects of feedback on the preservice teachers’ self-reflection and self-regulation.
The type of feedback combining the what, why, and how else aspects of the performances
was offered by the faculty supervisor, who offered feedback combining comments about lesson
plan, field knowledge, classroom management, teaching skills, stress management and attitudes
towards students. The faculty supervisor also provided explanations why certain attitudes and
practices were suitable or inappropriate. In addition, she made some suggestions on alternative
ways of teaching, which formed the how else component.
The feedback coming from the peers was mainly about the overall teaching performance and
stress management. Peers’ attention was on how much stress was experienced by the performer
and how this was reflected in the performance. Peers also paid attention to classroom
management issues.
When providing feedback, the students in the practicum classroom focused on the attitudes
of the performer more than any other aspect. They reflected the need to establish a warm and
friendly atmosphere in the classroom.

Figure 1. The Common Codes in the Participant Comments
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The Effects of Feedback on the Development of Self-reflection and Self-regulation
This sub-section presents how feedback from different members of the practicum process
affected the pre-service teachers’ development of self-reflection and self-regulation. The effects
of feedback from these four members are presented under four headings below. The
presentations include direct participant comments that were made as part of their responses to
the open-ended questions.
The effects of feedback from the cooperating teachers on the development of
self-reflection and self-regulation. As stated in the previous sub-section, feedback coming
from the cooperating teachers generally focused on the what side instead of the why and how
else sides of the performances. In the answers to open-ended questions, the participants mostly
stated that feedback on classroom management increased their awareness of the importance of
managing the classroom for effective teaching. With the help of the cooperating teachers’
comments, the pre-service teachers started to pay more attention to the management
component in the actual classroom environment. One participant referred to the benefits of
feedback from her cooperating teacher as follows:
Before being on the stage in a real classroom, I wasn’t much aware of importance of management in
teaching. Especially during my first and second teaching performances, I experienced some
management problems, negatively affecting my motivation and performance. After the class, my
cooperating teacher gave me feedback pointing at the problems in my performance and some hints to
adopt. Now, I feel more confident in classroom management. (ELT P8-RR)

The same participant also explained how the feedback from the cooperating teacher contributed
to her self-reflection and self-regulation: “I think receiving feedback from my cooperating
teacher raised my attention to the points to which I hadn’t paid attention before. I believe her
feedback helped me reflect on my practices more consciously and organize my teaching better.”
(ELT P8-OQ)
Having similar experiences, another participant noted that he considered himself lucky to
work with a cooperating teacher. He stated that he benefited from the cooperating teacher’s field
experiences in regulating his performances:
Observing what and how our cooperating teacher taught, how she approached the students and how
she managed the classroom and talking about our performances with her was a great chance for my
development. Through her constructive feedback, I can now better self-evaluate my performance and
regulate future teaching performances. (ELL P13-OQ)

The feedback focusing on the attitudes of the pre-service teachers towards the students in
the practicum schools was another point contributing to self-reflection and regulation. One
participant noted that in the first few weeks, she had some trouble in establishing friendly
interaction with the students in the classroom. After reflecting on the performance with her
cooperating teacher, she was pleased to identify the problem and tried to have better
relationships with the students:
In the first three weeks, I couldn’t establish a good relationship with the students in the classroom.
And, in my first performance, I had trouble because almost none of the students wanted to participate
in my lesson. It was a discouraging experience for me. After the performance, my cooperating teacher
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helped me to find out the possible problem: we concluded that I did not have enough eye contact with
the students. I am really glad that she helped me reflect on my performance and fix the problem. (ELL
P6-RR)

The feedback from the cooperating teachers focused more on what happened during the preservice teachers’ performances, emphasizing effective classroom management. The pre-service
teachers, in the light of the feedback from the cooperating teachers reported to evaluate and selfreflect on their performances. Realizing their strengths and weaknesses, the participants tended
to shape their plans and activities to promote effectiveness and act according to the needs of the
students, which helped them self-regulate their teaching behaviors and actions.
It can be inferred that the cooperating teachers with professional experience helped preservice teachers evaluate their practices based on experiences. The feedback coming from the
cooperating teachers enabled the participants to understand possible drawbacks in their
performances and helped them reflect on their practices for betterment. In addition, shared
experiences of the cooperating teachers enabled the pre-service teachers to regulate their upcoming performances. All in all, the feedback from the cooperating teachers offered a chance for
the pre-service teachers to evaluate their performances and regulate their future practices in a
more practical and effective manner.
However, as the feedback from the cooperating teacher mostly centered on the what part of
the performances, the content of cooperating teacher feedback may be inadequate to cover the
multi-dimensional nature of teaching practice. This comparatively limited content of feedback
was compensated by feedback provided by the faculty supervisor.
The effects of feedback from the faculty supervisor on the development of selfreflection and self-regulation. Feedback by the faculty supervisor was more of an inclusive
nature covering different dimensions in language teaching, ranging from the pre-teaching phase
that includes preparing the lesson plan to the while-teaching phase that involves managing
classroom, time and stress, adopting effective teaching techniques, and having positive attitudes
towards students. The supervisor feedback also covered the post-teaching phase by reflecting on
the performance.
Regarding the pre-teaching phase, one of the participants commented that the feedback
from the faculty supervisor helped her understand how to design an efficient plan as she was not
offered knowledge about lesson planning in her department (She was from the ELL
department). She stated that the lesson plan guide helped her reflect on her plan and feel selfconfident:
Before our first teaching performance, our faculty supervisor reminded us of the necessary
components in a full lesson plan and showed us an example. After the session, I reflected on my plan
and identified the drawbacks. I conducted an effective first teaching performance with the new plan
through her guidance and this increased my self-confidence and motivation. (ELL P17-OQ)

The focus on the field-specific knowledge and teaching techniques was also a source
stimulating self-reflection and self-regulation. The faculty supervisor provided feedback on the
problematic cases helping the participants reflect on their practices and figure out the problems.
She then explained why the adopted technique/s caused misunderstanding and offered some
alternative ways. A participant narrated one of his teaching experiences, exemplifying this
aspect in supervisor feedback:
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In my second teaching performance, the subject was Present Perfect Tense. As we don’t have this
tense in Turkish, I tried to teach it by first explaining the rules and then giving some examples. But, I
saw that most of the students didn’t understand the tense. After the performance, I and my supervisor
negotiated about why students failed to understand the subject. Then I realized that the way I
explained the tense was beyond the knowledge of the students. (ELT P5-RR)

The above participant referred to the same case in his answers to the open-ended questions.
After helping him find out the problem, the supervisor went over the problem and suggested
that the participant teach Present Perfect Tense starting from Simple Past Tense as the students
already knew the latter. The participant stated that this experience contributed to his future
teaching events and developed his reflective skills: “The way my supervisor showed me the
problem and her constructive suggestions contributed to my reflective skills. Now, before any
teaching event, I can think of better and more effective ways of teaching the subject.” (ELT P5OQ)
The time and classroom management aspects were also mentioned to develop self-reflection
and self-regulation. As the participants were all new to the profession, they experienced
challenges in the real classroom. It is through the feedback from their faculty supervisor that the
participants could reconsider their performances to manage time and the class. A participant
referred to the effect of feedback on her reflection and regulation:
During my first teaching experience, there were some back-sitters keeping on talking despite my
warning. After the session, my supervisor told me the possible reasons for their behavior and advised
me to have group work activities to engage all the students. This suggestion contributed to the way I
reflect on my practices. I can now design more engaging-activities. (ELL P9-OQ)

Another participant experiencing some problems with time management also appreciated
supervisor feedback. She reported that she could not finish the course content in due time. She
noted that the supervisor advised her to pay attention to timing in her plan and do some
rehearsal before the real performances. Taking advantage of these suggestions, the participant
expressed her experience as follows:
I had trouble finishing my class on time. After my second performance, my supervisor told me to
prepare my plan keeping timing in mind. She also advised me to have pre-teaching practices as a way
to overcome time management problems. With the help of her feedback, I now try to have better
timing in my performances. (ELT P3-RR)

Stress management was another significant component in supervisor feedback. Since the
participants were going through the initial phases of their professional lives, they naturally
experienced tension and stress before, during and after teaching sessions. Touching upon this
problematic aspect, supervisor feedback enabled the participants to reflect on their experiences
and identify the sources of stress as expressed by a participant:
In my first two performances, I really got stressed and this almost ruined my performance. After the
second session, I told my supervisor I was afraid of making mistakes in front of my teachers, peers
and students. She suggested me to correct my mistakes in a natural way and keep my class going. In
my next performance, I kept it in mind. Now, when I make a mistake, I immediately think of a way to
correct it without getting stressed. (ELL P4-OQ)
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Attitudes towards the students in the practice school were also among the content of the
faculty supervisor’s feedback. As the students were at the secondary level, they had some agerelated characteristics. Some of the participants had difficulties in maintaining good
relationships with them and it sometimes negatively affected their teaching as was mentioned by
a participant under one of the above sub-headings (excerpt from ELL P6-RR). Another
participant having such a negative experience reported benefitting from supervisor feedback on
the same issue:
There was a group of students in one of the classes with whom I couldn’t establish healthy
communication in the first month. They didn’t concentrate on my lesson. I asked my supervisor what
to do. She told me it is important for this age group to feel they are cared about and advised me to
have some mini chats with them during breaks. I followed this suggestion and changed the way I
approached them. After talking to them in a few breaks, this group started to participate in my class.
(ELL P10-RR)

Compared to the content of feedback by the cooperating teachers, the feedback from the
faculty supervisor was more comprehensive in that it covered not just the while-teaching stage
but also the pre- and post-stages of the teaching event. The faculty supervisor provided the preservice teachers with comments referring to both the practical and the theoretical aspects of the
practice.
Considering the multi-dimensional nature of teaching composed of and affected by the pre,
while and post stages, one can infer that the rich content of supervisor feedback enabled the
participants to consider their performances from not only a practical but also a theoretical
perspective. This combination naturally enabled them to broaden their perspectives and reflect
on their practices from different angles. The participants developed a new outlook on how to
assess their performances by identifying the strong and weak areas, improving their selfreflection.
The participants also noted that they developed self-regulation in the light of the supervisor
feedback. They regulated their teaching events better by designing more student-centered plans
and shaping their approach to students. Therefore, supervisor feedback grounded in a
combination of theory and practice can be said to help the pre-service teachers self-reflect on
previous teaching events and self-regulate the future ones.
The effects of feedback from the peers on the development of self-reflection and
self-regulation. The content of feedback from the peers mostly centered on stress
management. As the participants shared similar emotions during their performances, they
included stress-related issues in their feedback. One of the participants stated that his peer’s
feedback focused on the negative effects of his stress reflected in his behaviors:
After one of my performances, my friend told me that she observed signs of stress in my performance
as I had hesitations in answering students’ questions and having quaver in my voice. Thinking over
my performance, I thought she was right. (ELL P15-RR)

The same participant also noted that his friend suggested he should think as if he had been
alone in the class. The participant reflected on this suggestion and adopted it. He observed that
although the strategy did not totally eliminate his stress, it helped him control the teaching
stress.
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Being observed by their faculty supervisor and cooperating teacher naturally put pressure on
the participants. Sharing this negative experience with one of her peers, a participant received
constructive feedback helping her manage her stress: “When talking about the stress caused by
being observed, one of my peers told me that she previously had the same feeling but now she
can control it. Her experience convinced me that I could also control my stress.” (ELT P7-OQ)
The content of peer feedback was mostly on the common experiences of the participants.
The practicum experience naturally creates tension and stress for the pre-service teachers. Since
the content of peer feedback focused on stress and stress-management, the participants
naturally reflected on their stress-related experiences. Realizing that their performances were
affected by stress, the participants tried to benefit from peer suggestions and regulated their
attitudes accordingly. Therefore, peer feedback with a focus on the common experiences among
pre-service teachers can be considered as an avenue for the participants to reflect on their
experiences and adjust their future actions, improving their self-reflection and self-regulation.
The effects of feedback from students on the development of self-reflection and
self-regulation. The students in the practicum school provided feedback generally in an
informal way: through their dialogues with the pre-service teachers during the breaks. They
placed emphasis on the need for good relations between teachers and students. Receiving
feedback with such content, a participant noted that the establishment of friendly relationships
between teachers and students was indispensable to attract student interest to lessons:
During a break, one of the students in the class approached me and told me that she really liked my
approach to students. Our professors had told us about this but hearing it from a student really
increased my awareness. (ELL P2, OQ)

Another participant narrated a case in which one of the students complained about not being
given the right to speak enough in the class. The participant stated that he did not realize it; yet,
after receiving complaint from the student, he reflected on his specific practice:
During my second performance, one of the students told me that he was not given much right to
speak or answer the questions. At first, I thought it was not true but after calmly reflecting on my
practice, I realized that he was right. Now, I try to give equal chance for each student to participate in
the lesson. (ELT P2-OQ)

The overall results revealed that the pre-service teachers in this study received feedback
from four sources. Each source centered on a different aspect of the teaching performances. The
cooperating teachers focused more on the practical features of the practices, drawing on their
agency and classroom experience; the faculty supervisor involved a more academic stance
covering the theoretical aspects; feedback from the peers reflected a content commonly
experienced by the pre-service teachers during practicum; the students in the practice school
placed more emphasis on friendly interaction. The participants naturally self-reflected on their
performances taking each feedback perspective into consideration. They also reported
development in their self-regulation as they identified their strengths and weaknesses and
organized their future teaching events. They benefitted from the feedback to regulate their
teaching behaviors and practices. In sum, the four types of feedback enabled the participants to
develop self-reflection on previous experiences and self-regulation on future practices.
The observed changes in the participants’ behaviors and actions resulting from
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feedback. Receiving feedback from four different agents actively participating in the practicum
process, the participants reported and were observed to gradually regulate their behaviors and
actions. For example, as a common concern among the participants (ex., ELT P8, ELL P13, ELL
P9), classroom management was a striking area in which the participants showed observable
progress as they regulated their classroom conduct. Organizing group work activities, having
good interaction with students and treating them equally were all signs of self-regulation. The
participants experiencing challenges in classroom management also regulated their teaching by
preparing more detailed lesson plans to better manage time and stress (ex., ELL P15, ELL P17,
ELT P3). Considering their attitudes towards the students in the practice school, those
participants (ex., ELT P2, ELL P10) who experienced difficulty establishing good
communication with the students tried to adapt their attitudes to the needs of the learner
profile. In addition, some participants (ex., ELT P5) regulated their instruction to adjust to the
learner profile.
These examples and narrations pointed to the contributions of feedback received. The
feedback from different members increased the participants’ awareness regarding certain
aspects in their attitudes, behaviors and performances and promoted their self-reflection. In
addition, as the participants tried to adopt the suggested strategies, they were observed to
regulate their behaviors. However, the long term and permanent effects of the feedback on their
self-reflection and self-regulation could not be observed in detail because of the time limitation
in the practicum experience.
Discussion
Teaching practice is an empowering arena for pre-service teachers to observe the profession in
its real context and experience the controlled sense of being teachers. Thus, they should not be
left alone to experience the profession or teaching practice through a trial and error process.
Consequently, feedback should be an essential component in the practicum process to equip
pre-service teachers with initial experiences and support their development. Investigating the
effects of four types of feedback offered by the members of the teaching practice process, this
study revealed that feedback enabled the participants to keep on track, and also assisted them
develop their self-reflection and self-regulation. In the light of these results, several aspects can
be discussed.
The first aspect is about the content of feedback given by the four parties. The feedback from
the cooperating teachers mostly centered on the issues of classroom management and attitudes
towards the students, two major essential aspects for effective education (Arıkan, Taşer & SaraçSüzer, 2008; Darling-Hammond, 2000; Marzano, Marzano & Pickering, 2003; Thompson,
Ransdell & Rousseau, 2005). In addition, the cooperating teacher feedback was on the situationspecific cases, as also reported in the results of the research by Akcan and Tatar (2010). The
reason behind this conclusion can be related to the experiences of the cooperating teachers in
real classroom contexts. Since the cooperating teachers had between 8 and 15 years of
professional experience, they were aware of the importance of managing classrooms for effective
teaching. As regards the effects of cooperating teacher feedback, it was observed that the
participants benefitted from their feedback in two key ways: first in evaluating their practices
and then in shaping future teaching events. Considering the comments of the cooperating
teachers, the participants went through a process of evaluating their classroom conduct and
then organized their behaviors and actions accordingly. With the help of the feedback from the
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cooperating teacher, the participants experienced improvement in reflecting on their previous
practices and regulating future ones.
The second aspect is related with the effects of feedback from the faculty supervisor. The
faculty supervisor evaluated the performances from a critical stance covering pre, while and post
stages of the teaching performances. This result reflecting the nature of supervisor feedback in
promoting self-reflective skills is in line with the reports of Akcan (2010) and Yiend, Weller and
Kinchin (2014), who noted that the supervisor comments encouraged the participants to selfreflect on their practices. As teacher educators shouldering the responsibility of training
prospective teachers who are expected to self-reflect, faculty supervisors shape their feedback in
a way that offers multi-dimensional evaluation. The rich content of feedback seems to have
provided the participants in this study with an example of how they should reflect on their
practices as required in the profession.
The faculty supervisor encouraged the participants to critically reflect on their performances
by asking them about the possible reasons for the challenges they faced or the rationale behind
their actions. This component stimulated the participants’ self-reflection as an outsider, as also
indicated by Akcan (2010). Crichton and Gil (2015) and Denton (2018) also referred to the role
of mentor feedback in developing a reflecting and critical stance for the development of selfregulation.
The faculty supervisor also focused on the how else component, offering alternative
strategies to adopt in similar cases. Participant remarks revealed that these alternative
suggestions helped them widen their perspectives and take more practical action, promoting
their self-regulation for future actions. As also suggested by Donovan, Güss and Naslund (2015)
and Kartchava, Gatbonton, Ammar and Tromovich (2018), they went through a process of
dynamic decision making stimulated by self-reflection. Considering the transition between selfreflection and self-regulation, Kostons, van Gog and Paas (2012) maintain that “for selfregulated learning to be effective, students need to be able to accurately assess their own
performance on a learning task and use this assessment for the selection of a new learning task”
(p. 121).
The third aspect relates to feedback from the peers and the students in the practice school.
Whereas the peers centered on classroom and stress management in their feedback, the
students emphasized the attitudinal and relational aspects of the performances. Both feedback
types enabled the participants to gain a new outlook for further reflection on their
performances. Therefore, there must be strong connections between the novel perspectives and
the motive for regulating future actions. With the comments of their peers and the students, the
participants re-shaped their attitudes, activities and actions as also expressed by the participants
in Yiend et al.’s (2014) and Youssef’s (2017) studies.
In the light of Schön’s (1983, 1987) differentiation between reflection-in-action and
reflection-on-action, the evaluation of the feedback from four members of the practicum process
reveals that all feedback types mainly served for the purposes of reflection-on-action. In the
reflection-on-action sessions, the participants mostly received comments on their practices and
attitudes from the cooperating teachers, peers and the students—forming the what side; and
comments on the practices, encouragement for thinking over the performance and suggestions
of alternative ways of practicing from the faculty supervisor—forming the what, why and how
else aspects. Therefore, it can be concluded that whereas the feedback covering the what aspects
primarily promoted reflection-on-action, the why and how else components indirectly
stimulated reflection-in-action.
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In sum, the results revealed that the feedback from the different members presented new
viewpoints for the participants in making decisions, acting and evaluating their actions. One can
infer from the participant comments that they re-shaped their behavioral, metacognitive and
social outlook through the feedback. Based on these results, it can be maintained that feedback
in practice teaching encouraged the participants in this study to reconcile their theoretical and
practical knowledge in line with the demands of the real classroom environment and become
more autonomous as prospective practitioners by helping them develop their self-reflection and
regulation skills. This autonomy-developing effect of feedback was also referred to in previous
research (Agudo, 2016; Akcan & Tatar, 2010). Chaffin and Manfredo (2010) mantain that
autonomy can manifest itself through self-reflection. In the light of these results, several
implications can be drawn and pedagogical suggestions made to increase the effectiveness of
feedback:
 Feedback plays an essential role in practice teaching which is a critical bridge between being
a student and becoming a teacher. Therefore, pre-service teachers need guidance in this
process which can be mostly provided through feedback.


As there are many active stakeholders in the practicum, they can work in harmony to
determine the content of feedback collaboratively.



Since feedback is a guide for reflection on previous performances and for regulation for
future performances, it should cover the what and why aspects of performances for
reflection and the how and how else aspects for regulation.



To provide constructive and effective feedback, feedback providers can refer to the cases in
which they had similar experiences and suggest proper solutions to be applied in real
contexts.

Limitations and Suggestions for Future Research
The main limitation in this study is the number of the cooperating teachers and the faculty
supervisor. Consequently, future research can be carried out with more cooperating teachers
and faculty supervisors providing feedback to pre-service teachers. The second limitation may
be related to the generalizability of the results based on the nature of qualitative research. Since
there were a limited number of participants, the results cannot be generalized to a larger
population. Therefore, to reach more generalizable results, future research can also integrate
quantitative data.
Conclusion
Investigating the effects of four types of feedback on pre-service teachers’ development of selfreflection and self-regulation, this case study accentuated the contributions of feedback in
encouraging the participants to learn how to reflect on their performances and how to regulate
their future teaching events. A positive connection was reported between the content of
feedback provided by four participating members of the practicum experience and the
participants’ development of self-reflection and self-regulation. The comprehensive feedback
based on evaluations from the cooperating teachers, peers and the students pointed at similar
aspects; the multi-dimensional feedback offered by the faculty supervisor emphasized the
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peculiar technical and practical aspects of teaching. This feedback collectively contributed to the
pre-service teachers’ understanding of how to evaluate their performances from a critical stance
and how to regulate their future teaching events.
Since practicum is a process in which the pre-service teachers can observe and experience
the profession in its authentic setting, they should be guided through feedback with a rich
content covering all aspects of teaching. For this purpose, faculty supervisors and cooperating
teachers should take the full responsibility to provide feedback to the practice students. In
addition, they should inform practice students and students in the practicum schools about the
significance of feedback and encourage them to contribute to the professional development of
teacher candidates.
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