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Abstract
Positive and constructive feedback is a high leverage practice that can be learned and practiced through scaffold-
ed and structured experiences. Teaching preservice candidates to provide effective feedback is an efficient way 
to increase P-12 students’ learning and behavioral outcomes. Teacher educators can craft experiences for their 
preservice teachers that offer rich coursework experiences, practice-based opportunities, and aligned clinical 
placement. Using the scaffolded approach provided in this article, teacher educators can ensure these experi-
ences are robust and aligned with evidence-based pedagogy. 
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Several preservice teachers discuss their most recent 
lessons that they taught earlier in the week in their ad-
vanced clinical field placements. This is their final se-
mester before student teaching, and they are refining 
their teacher behaviors. Toby comments, “I feel like I 
say, ‘Good job’ too much—I know it is good to praise 
their effort, but sometimes I even say, ‘Good job trying’ 
when they give the wrong answer because I can’t think 
of what else to say!”  

“Me, too! I notice if I compliment someone on their 
behavior, like thanking Josiah for raising his hand and 
waiting to be called on, the other students will automat-
ically put their hands up, too. I am not able to really 
give targeted instructive or corrective feedback on the 
spot,” shares Mariah. 

The Council for Exceptional Children (CEC) and 
the Collaboration for Effective Educator Development, 
Accountability, and Reform (CEEDAR) center have 
developed a set of 22 high leverage practices (HLPs) 
that can be effectively taught, practiced, and learned by 
preservice teachers and will result in increased learn-
ing outcomes for the P-12 learners they are teaching 
(McLeskey et al., 2017). The HLP: Provide positive 
and constructive feedback to guide students’ learning 
and behavior (McLeskey et al., 2017) was deemed so 
impactful, it was listed under both the instruction prac-
tices domain (HLP 8) and social, emotional, behavioral 
practices domain (HLP 22). While the ultimate goal is 
mastery of the practice, it is understood that becoming 
an expert is an ongoing process. Therefore, we would be 
remiss if we did not put into perspective what the inten-

tion of education preparation programs (EPPs) should 
be. Using Dreyfus’s (2004) framework on the stages of 
expertise as a guide, the intention should be to move 
the preservice teacher from novice (e.g., can identify 
the practice) to advanced beginner (e.g., gains experi-
ence in the practice) in their use of this powerful HLP. 
Brownell et al. (2019) describe the shift from novice to 
advanced beginners as moving from inert knowledge 
to being able to “apply their knowledge of rules and 
strategies more flexibly” (p. 339). The challenge, then, 
is to establish a program that allows preservice teachers 
to practice these skills in a systematic manner by estab-
lishing a clear foundational knowledge of feedback and 
then providing scaffolded opportunities to embed this 
HLP into their lesson planning and instruction.  
Establish Foundational Knowledge of HLPs 8 & 
22: Provide Positive and Constructive Feedback 
to Guide Students’ Learning and Behavior

Positive and constructive feedback is identified as 
one of the most effective teacher practices and can result 
in increased positive learning and behavior outcomes 
for P-12 learners (e.g., Hattie & Timperley, 2007; Hat-
tie, 2009; McLeskey et al., 2017; Waack, 2018). It is 
also an efficient practice, which with proper planning 
can take very little time to implement during instruc-
tion. As an integral part of the stimulus-response-con-
sequent learning trial (Skinner et al., 1996), feedback 
is the consequent and can provide behavior-specific 
praise, confirmation of a correct response (i.e., instruc-
tive feedback) or correction for an incorrect response 

Journal of Special Education Preparation
1(1), 16-24
© Ackerman and Horn
Licensed with CC-BY-NC-ND 4.0 License
DOI: 10.33043/JOSEP.1.1.16-24
openjournals.bsu.edu/JOSEP

http://openjournals.bsu.edu/JOSEP


17Ackerman and Horn

(e.g., corrective feedback). It can be given in written 
or verbal form. Because feedback is dependent on the 
learner response, its proper use is reliant on several fac-
tors. McLeskey et al. (2017) identified six components 
of effective feedback: timely, contingent, genuine, 
meaningful, age appropriate, and rates commensurate 
with task and phase of learning. As preservice teachers 
are learning to identify effective feedback statements in 
their practice, they can use the checklist in Table 1 to 
verify if their feedback statements meet these criteria. 
Each type of feedback is further defined below.
 
Table 1. Effective Feedback Checklist 

Component Description
Timely Feedback is given im-

mediately following the 
target behavior. 

Contingent Feedback is given only 
when the target behavior 
is emitted.

Genuine Feedback is delivered in 
a sincere manner, and in 
private when appropri-
ate. 

Meaningful Feedback is direction re-
lated to the learning goal 
or objective of lesson. 

Age appropriate Feedback is delivered 
in a manner that aligns 
with the learner’s age 
and context (e.g., high 
five for an elementary 
aged student). 

Rate commensurate  
with task and phase of 
learning

Feedback is given fre-
quently during acquisi-
tion learning and faded 
as the student moves 
through the phases of 
learning.

Behavior-Specific Praise
Behavior-specific praise is identified as a potential-

ly evidence-based practice based on the Council for 
Exceptional Children guidelines (Royer et al., 2019). 
At its core, behavior specific praise increases desired 
learner behaviors. It differs from general praise (e.g., 
“good job!”) in that it provides specific feedback to the 

class or individual learner on a correct academic or so-
cial behavior. General praise rarely results in the same 
increase in desired behavior (Hattie & Timperly, 2007). 

As noticed by preservice teacher Toby in the open-
ing vignette, providing general praise is an easy trap to 
fall in. The novice preservice teacher Mariah noticed 
an increase in a desired behavior (i.e., hand raising) 
when she offered behavior-specific praise to a target 
student.

 Preservice teachers can be taught to identify and 
implement behavior-specific praise in their instruction 
by using the following formula: student + behavior + 
positive statement = behavior-specific praise (e.g., “Jo-
siah, thank you for raising your hand and waiting, that 
helps our class run so much more smoothly!”; see Fig-
ure 1 for the components of behavior-specific praise). 

Because behavior-specific praise can be so easily 
inserted into instruction, it is efficient and does not in-
terrupt the teaching routine (Royer et al., 2019). Be-
havior-specific praise decreases the teacher’s time in 
correcting academic errors and undesired behaviors, 
and increases the academic learning time, learner confi-
dence, and positive teacher-learner relationships (Roy-
er et al., 2019). Preservice teachers should target ap-
proximately six behavior-specific praise statements per 
15-min of instruction (Myers et al., 2011). 

Figure 1. Three Components of Effective Behavior-
Specific Praise  

Instructive Feedback
Instructive feedback is a positive statement given 

when the learner provides a correct response that both 
confirms the response and provides additional informa-

Behavior-specific 
praise



tion to the learner. Providing instructive feedback in-
creases the efficiency of instruction because within one 
learning trial, learners are reinforced for their correct 
response and exposed to information that will be useful 
in the future or makes connections to previously learned 
content. It is a versatile strategy that can be used across 
grade levels, content areas, and with all ability levels 
(Albarran, & Sandbank, 2018). 

To provide instructive feedback in an effective man-
ner, the preservice teacher should confirm the correct 
response, and then emphasize previously learned con-
cepts or add new or non-target information (see Figure 
2 for the components of instructive feedback). Wertz 
et al. (1996) suggested asking two questions to narrow 
potential instructive feedback: a) is there important in-
formation that is not being taught directly? and b) is 
there upcoming information? 

 
Figure 2. Components of Instructive Feedback 

Three Types of Instructive Feedback. 
Werts et al. (1996) provided three types of instruc-

tive feedback: expansion, parallel, and novel. Expan-
sion feedback expands upon the students’ response 
by providing additional information related to the re-
sponse. 

Jenna, a preservice teacher, provides the following 
example of expansion feedback, “Jeremiah answered 
‘c’ says /k/, so I responded, ‘That’s right, ‘c’ says /k/ 
and soon we will learn that ‘c’ can also make the /s/ 
sound!”

 Jenna used her knowledge of upcoming lessons to 
provide expansion instructive feedback to Jeremiah, 
preparing him for future learning. Parallel instructive 

feedback provides a different form of the stimulus or 
prompt that would require the same response. 

In his lesson plan reflection, Juan highlights an ex-
ample of parallel feedback, “I told Jessy she was cor-
rect, the letter was ‘B’ then I showed her the lowercase 
letter and told her it was also ‘b’.” 

Juan was able to give additional information that 
was not yet part of Jessy’s repertoire thereby setting the 
stage for upcoming lessons. Novel instructive feedback 
presents information that is unrelated to the targeted 
skill. 

Preservice teacher Kait  identifies novel feedback 
in her lesson reflection, “After Josh successfully shared 
his rocket science fair project, I added that NASA’s 
ARTEMIS mission hoped to put people on the moon 
again.” 
Corrective Feedback

As was evident in the opening vignette, preser-
vice teachers can struggle to respond to learners who 
do not provide correct responses. Corrective feedback 
is a statement that corrects an incorrect response and 
gives the learner specific information so they can cor-
rect their mistake. It is powerful because it provides a 
scaffold that will lead them to emit the correct response 
so that reinforcement can be given (see Figure 3 for 
the components of corrective feedback). This is quite 
different from a reprimand (e.g., “no, that isn’t right”) 
which does not give the learner the information needed 
to correct the error or allow them to access the contin-
gent reinforcement. 

Preservice teacher Beth-Ann gives this example of 
corrective feedback related to a social behavior, “Sheve-
sa was texting on her phone during the guest speaker. I 
quietly walked up to her and told her she needed to put her 
phone away, get out her notebook, and make eye contact 
with the speaker. As soon as she complied, I thanked her.”  
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Figure 3. Components of Corrective Feedback 

 

Provide Opportunities for Preservice Teachers 
to Embed Intentional Feedback 

Brownell et al. (2019) provide a continuum of effec-
tive practice-based opportunities in teacher education 
which acknowledge that the majority of the learning 
preservice teachers do in a college classroom is apart 
from where they will ultimately apply their learning. 
Even though this is the case, embedding intentional 
practice-based opportunities into the coursework can 
lead to increased preservice teacher and P-12 learner 
outcomes. There are prominent features that should be 
facilitated with fidelity if preservice teachers are going 
to progress from novice to advanced beginners into 
their first year of teaching with efficiency: modeling, 
feedback through coaching, and self-analysis of perfor-
mance (Brownell et al., 2019). By carefully selecting 
the practices that best provide opportunities for preser-
vice teachers to practice newly learned teaching skills, 
and refining coursework and clinical field placements 
to embed these practices, teacher educators can scaffold 
their preservice teachers from college students to first 
year teachers.  
Analyze Expert Models Using Video 

Armed with foundational knowledge of effective 
feedback and operational definitions of the types of 
positive and constructive feedback (i.e., behavior-spe-
cific praise, instructive feedback, corrective feedback), 
preservice teachers can glean additional experience by 
analyzing teachers implementing feedback via video 
cases. Analyzing teacher practice through video case 
analysis can improve preservice teachers’ ability to 

identify and understand instructional practice (Thomas 
& Rieth, 2011). By viewing videos of teacher practice 
with their preservice teachers, teacher educators can 
guide the discussion regarding decisions teachers make 
during instruction and provide a scaffold for preservice 
teachers to identify the key components of practice. 
Using Figures 1, 2, and 3 and the checklist in Table 1, 
preservice teachers can watch these models and iden-
tify the components of significant learning trials and 
analyze the teacher feedback and subsequent student 
learning outcomes. Teacher educators can further con-
nect the video models to their preservice teacher prac-
tices by having the preservice teachers use a common 
rubric to analyze the models (e.g., Explicit Instruction 
Rubric provides excellent opportunity for analysis, see 
Moylan et al., 2017). Embedding the video models into 
class instruction allows opportunities for the teacher 
educator to pause the video, guide discussion on the 
practice, and model reflection. Various video model re-
sources are available to teacher educators including the 
ATLAS cases provided by the National Board for Pro-
fessional Teaching Standards which can be accessed for 
a fee (https://atlas.nbpts.org/) and the free High Lever-
age Practice video series (https://highleveragepractic-
es.org/). By providing preservice teachers with mod-
els, teacher educators are establishing a foundation on 
which the preservice teachers can build their skill set.  
Embed feedback Statements into Lesson 
Planning

Preservice teachers need to plan ahead to embed 
intentional feedback during instruction because initial-
ly this skill does not come naturally. One strategy pre-
service teachers can use is to include a table in their 
lesson plan procedures (see Figure 4 for an example 
of feedback embedded into procedures). Within this ta-
ble, preservice teachers list each planned opportunity 
to respond and possible behavior specific praise, in-
structive feedback, and corrective feedback statements 
to be used as the consequent. When creating this table, 
preservice teachers should closely review the content 
standards to familiarize themselves with previously 
learned standards, the standard being taught, and up-
coming standards that could be used to shape the feed-
back statements. Feedback should be tailored to the 
needs of the learner and the goal/ objective of the les-
son, meaning the preservice teacher must have a deep 
understanding of the students’ present levels of under-
standing and learning goals. Additionally, they should 

https://atlas.nbpts.org/
https://highleveragepractices.org/
https://highleveragepractices.org/


anticipate misunderstandings of the content and align 
their feedback statements accordingly. 

As the preservice teachers move from novice to ad-
vanced beginner, they may find it is more effective to 
write potential feedback statements on sticky notes to 
place in teaching manuals as a prompt. By reviewing 
the six components of effective feedback from McLes-
key et al. (2017) preservice teachers ensure their feed-
back will have the most impact (see Table 1 for the six 
components). 
Practice Feedback Through Role Play and 
Coaching 

Literature supports the use of role play (i.e., re-
hearsal, microteaching) to practice teacher behaviors in 
a controlled environment with coaching to shape the 
expected behaviors (Brock & Carter, 2017; Grossman, 
2005; Kraft et al., 2018). Practice opportunities should 
be repetitive in nature and allow learners repeated op-
portunities to acquire and implement professional skills. 
Often when engaged in role play, preservice teachers 
will request “one more try.” It is in those moments of 
repetitive interactions that positive growth is frequent-
ly evidenced. Teaching involves the preservice teacher 
implementing complex skill sets in complex environ-
ments. Therefore, scaffolded practice opportunities en-
sure preservice teachers have the ability to implement 
instruction initially in small, controlled chunks, prior 
to implementing these complex skills in P-12 environ-

ments that frequently hold many unexpected circum-
stances. 

Practice opportunities can be conducted in peer to 
peer arrangements or through mixed virtual reality sim-
ulations. In both arrangements, preservice teachers pre-
pare a short lesson with detailed procedures (see Figure 4 
for an example of feedback embedded into procedures). 
Then, they teach these lessons to either a small group 
of peers that act as P-12 learners (i.e., peer to peer) or 
via mixed reality simulations where avatars serve as the 
learners (e.g., Hudson et al., 2019; Peterson-Ahmad, 
2018). During these practice opportunities, preservice 
teachers have the ability to make corrections to their 
practice guided by immediate coaching from the teach-
er educator. Preservice teachers can use a designated 
rubric which is aligned to the expected components of 
feedback to evaluate each other’s feedback statements. 
These practice opportunities also provide ample time to 
identify additional behavior-specific praise, instructive 
feedback, and corrective feedback statements that can 
be embedded into instruction. The preservice teachers’ 
behavior is shaped in a low stress, low stakes environ-
ment where the consequence of making a mistake does 
not impact the learning of a P-12 student. 

Toby explained, “teaching the lesson to the avatars 
first allowed me to stay on track with my lesson plan 
and adjust when the fire alarm went off unexpectedly 
when I was in the classroom with the little kiddos. I 
was confident knowing I could quickly get them back 
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Figure 4. Excerpt of Lesson Plan Procedures with Potential Feedback Statements
Teacher:  Pick a number between 0-5 and say, “Kylen, I would like you to place the touch point stickers on 
the (insert number) just like I showed you. Remember, the stickers represent each touch point.”  (Repeat 
this until all numbers have touch points).
Correct Response Provide behavior-specific praise: “Excellent work, you remembered the touch points 

for the (insert number) and put the stickers in the right place! Now we can count 
them!” 

Incorrect Response Provide corrective feedback: “Let’s check this touch point. Remember, for (insert num-
ber) we need to place a touch point (point to location) here. Put your sticker here.” 
Student responds correctly, “Yes, the touch points are now correct! Nicely done.” 

Teacher: “Now that you have placed the touch points on the numbers, let’s count them. Watch me count 
first, then you will count.” (Teacher models). “Your turn. Kylen, count the (insert number).”
Correct Response Provide instructive feedback (novel). “Nice job counting the touch points on (insert 

number). Let me show you how the number (insert number) is written in word form!” 
(Write word on marker board). 

Incorrect Response “Remember, we begin at 1 and count on as we touch each touch point. Start here 
(point to location) and count, 1… (insert number).” Student responds correctly, “Great 
job touching each touch point and counting.” 
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to task.” 
Intentional implementation of cohesive practice 

opportunities assist candidates in progressing from the 
acquisition to fluency phase when learning how to im-
plement HLPs across content areas and support cate-
gories. The use of repeated opportunities that are scaf-
folded and cohesive will only make the implementation 
of learned professional practices and skills that much 
more generalizable when they are strategically aligned 
to approximate the authenticity found in the P-12 class-
room. 
Generalize Feedback to Clinical Field Placements 

In order for EPPs to be truly successful they must 
ensure that the skills acquired during college course-
work and practiced through role playing are general-
ized into the P-12 environment. The train and hope phi-
losophy must be abandoned if they desire to produce 
preservice teachers that are adequately prepared for the 
realities of the classroom environment (Markelz et al., 
2017). Therefore, it is imperative that teacher educators 
are intentional in programming for the generalization of 
skills across content areas, grade levels, and disability 
categories. Unfortunately, this is not new information as 
Baer et al. (1968) indicated more than 50 years ago that 
generalization strategies must be actively programmed 
throughout EPPs instead of passively expecting them to 
occur. Although there is no debate concerning the need 
for generalization of skills to occur, how to make this a 
reality continues to be a lofty, yet attainable, endeavor.

Aligned clinical field experiences are one of the 
most promising practices to promote the generalization 
of preservice teacher skills from college coursework 
into authentic settings with P-12 learners. These expe-
riences allow preservice teachers the opportunity to de-
velop, implement, and respond to student needs in real 
time after having acquired and practiced the necessary 
skills to educate students with diverse learning needs 
through traditional coursework opportunities. Aligned 
clinical field experiences require a collaborative, com-
municative environment where teacher educators inten-
tionally select cooperative partners who model the use 
of HLPs on a consistent basis and uphold candidates to 
previously established expectations. 

Ongoing collaboration with invested personnel is 
a critical component to preservice teachers’ success in 
clinical field experiences. The National Council for Ac-
creditation of Teacher Education’s Blue Ribbon Panel 
on Clinical Preparation and Partnerships for Improved 

Student Learning (NCATE, 2010) urged EPP’s to de-
velop programs that are clinically based and connect-
ed to academic coursework. Facilitating a high touch 
philosophy where each member of the team (e.g., co-
operating teacher, teacher educator, university supervi-
sor, preservice teacher) is valued for their contribution 
is an integral part of the process. It is imperative that 
the teacher educator communicate which professional 
strategies are being covered to the university supervisor 
and P-12 partner.

 In one favorable instance, the university supervi-
sor is sharing the significant improvement evidenced in 
Jenna’s ability to provide instructive feedback to her 
learners via anecdotal records captured during direct 
observation. Her course instructor replies “This is so 
encouraging! We covered that topic again last week in 
our microteaching segment. It is good to hear the trans-
fer of skills is occurring.” 

Dropping a few lines to your collaborative and su-
pervising partners does not need to be time or labor in-
tensive, it does however, need to be timely and inten-
tional in nature. 
Reinforce Feedback Through Self-Analysis and 
Reflection

Throughout the entire sequence of developing foun-
dational knowledge, analyzing video models, practic-
ing through role play, and generalizing to clinical field 
placements, preservice teachers should engage in deep 
reflection of practice. It is the serious and consistent 
consideration of one’s actions and the impact on others 
that creates positive change. “Reflectivity is a corner-
stone for effective instructional decision making and 
advocacy,” (Etscheidt et al., 2012, p. 21). Therefore, 
EPPs should deliberately incorporate these practices 
into all facets of coursework and aligned clinical field 
experiences.

Preservice teachers can reflect on expert teach-
ers’ use of feedback while viewing video models and 
observing in their clinical field placements. Once the 
preservice teachers have a clear understanding of the 
components of feedback and types of positive and 
constructive feedback (i.e., behavior-specific praise, 
instructive, corrective) they should be directed to re-
flect on the impact feedback statements have on the 
P-12 learners’ outcomes. Lessons taught during both 
role play and generalization in clinical field placements 
lend themselves to rich reflection opportunities. Video 
assessment tools, such as GoReact, can be used to share 



video clips of the preservice teacher where both the 
teacher educator and the preservice teacher can review 
and provide in-depth feedback on a given instruction-
al segment. From this feedback, the preservice teacher 
can reflect on their practice. 

After viewing her lesson, Mariah is able to identify 
a location where she could have provided feedback to 
her student, Carly. “I noticed I missed an opportunity 
to provide instructive feedback when Carly correctly 
responded to the math problem. Had I linked her under-
standing to the upcoming topic, adding fractions, she 
would have had additional foundational knowledge. I 
made a note in my lesson plan so I wouldn’t forget this 
potential opportunity when I teach the same lesson to 
Juan next week!” 

Free tools for recording and reflecting on practice 
such as a cell phone video shared via cloud storage, like 
Google Drive, can be more cumbersome but effective 
in recording and sharing videos. Example questions to 
direct deep, reflective practice on feedback are included 
in Table 2. 
Concluding Thoughts

Through the use of multiple and varied opportuni-
ties such as modeling, practice, and reflection, desired 
teacher behaviors can be mastered by preservice teach-
ers and generalized into the P-12 environment. The re-
sult of these intentional and ever evolving strategies are 

preservice teachers who have the power to be highly 
effective educators. The power lies not in the number 
of preservice teachers produced, but in the individuals 
adequately prepared to assess, design, and implement 
instructional sequences that positively impact the so-
cial, emotional, and academic well-being of diverse 
populations. 

The goal of EPP’s remains the same: We desire to 
produce exceptional educators. Yet the means by which 
this goal is obtained must shift hurriedly to meet the 
often-daunting realities of the P-12 classroom. By mod-
eling best practice during coursework, providing mul-
tiple scaffolded opportunities for preservice teachers 
to demonstrate their skills in college classrooms and 
through aligned clinical field experiences, and teaching 
preservice teachers to be reflective of their actions, we 
are responding to the notion that what we have always 
done has not always worked. The implications of these 
intentional scaffolded opportunities are to ensure that 
EPP’s are emphasizing the positive outcomes associ-
ated with feedback and ensuring that preservice teach-
ers are able to successfully transfer these skills into the 
P-12 environment. Through consistent communication 
and collaboration with colleagues, university supervi-
sors, and public-school partners, we can be united in 
producing exceptional educators who will use feedback 
to positively impact the learners they teach for years to 
come.
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Table 2. Reflection Questions

Component Question

Behavior-specific praise Did you provide behavior-specific praise during your lesson? If yes, give an ex-
ample and the learner response. If no, give one example that would have been 
appropriate in the lesson and the potential learner response. 

Instructive feedback Did you use instructive feedback? If so, list it here. Was it parallel feedback, 
novel, or extension? How did it relate to content standards? What was the 
learner response? If you did not, provide an example of a potential instructive 
feedback statement that could be used. What do you anticipate the learner 
response to be?

Corrective feedback Did you provide corrective feedback? Did your corrective feedback include 
scaffolding appropriate for the learner? Did it result in the correct response 
from the learner and an opportunity to provide reinforcement? Provide one 
corrective feedback statement you used or could have used in the lesson. If 
you did not use corrective feedback, what is your next step? 

Components of effective 
feedback

High leverage practices 8 & 22 explain that feedback can enhance learning. 
How were you able to positively impact learning by using intentional feed-
back? How can you ensure your feedback meets all the components of effec-
tive feedback? 
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