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This study was conducted after identifying problems in the micro-
teaching activities of M.Ed. fourth-semester English specializing 
students studying at Central Department of Education, Tribhuvan 
University in 2078 and 2079. The majority of the students had 
weaknesses in lesson planning, presentation, material selection, 
teaching strategies, text development and evaluation. As the internal 
supervisor, I proposed using collaborative feedback to address these 
issues. The study aimed to assess the effectiveness of collaborative 
feedback in improving students' instructional skills and engagement. 
Using a Participatory Action Research (PAR) design and involving 
22 students in nine rounds of micro/peer teaching, data were 
collected through peer/teacher evaluations, classroom observations 
of each student, and Focus Group Discussions (FGDs). The data 
were analyzed thematically. The findings indicate that collaborative 
feedback helped students identify their areas of strengths and 
weaknesses in presentation skills, classroom interaction, and 
material construction and use leading to better lesson planning, 
teaching strategies and overall teaching skills. Collaborative 
feedback offered opportunities for learning from others, increased 
motivation and receptivity to feedback. 

Introduction
The development of effective teaching skills 
in English among prospective teachers is 
crucial, particularly in multilingual contexts 
where English is a foreign language. This is 
a key concern in the landscape of English 

pedagogy in Nepal. Effective teaching skills 
encompass good presentation, effective lesson 
planning, innovative teaching strategies, 
classroom management, time and resource 
management, and appropriate formative/
summative assessment practices (Shulman, 
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1987). The Faculty of Education at Tribhuvan 
University, established to train the teachers, 
plays a significant role in producing skilled 
teacher educators. To this end, Bachelor’s 
and Master’s students are introduced to 
innovations in English language teaching 
and engaged in a practice teaching program 
during the final phase of their curriculum. 
This program focuses on developing effective 
teaching skills, constructing assessment 
tools, and administering and analyzing these 
assessments.

This article has been developed from the 
insights of action research conducted with 
two cohorts of Master of English Education 
(M.Ed.) students in their fourth semester 
batch 2078 and 2079, during their practice 
teaching program. This program aims to 
equip students with practical teaching 
experience and enhance their professional 
skills through activities such as micro-
teaching, peer-teaching, real-teaching, lesson 
planning, material and test construction, 
peer observations, evaluations, and writing a 
comprehensive report. During micro-teaching 
and peer-teaching sessions, students are 
expected to perform the roles of both teacher 
and observer, providing opportunities for 
self-reflection and peer feedback. However, 
many students faced significant difficulties 
in preparing lesson plans, conducting micro-
teaching sessions, and effectively using 
teaching materials. I observed that nearly all 
students from each cohort I oriented struggled 
with problems in preparing effective lesson 
plans, conducting micro-teaching sessions, 
and developing as well as utilizing relevant 
and quality instructional materials. These 
challenges were further compounded by 
a tendency to avoid their assigned roles 
and responsibilities, which caused barriers 
in both individual success and the overall 
effectiveness of the Teaching Practice 
Program. These revealed the presence of a 

persistent issue waiting for resolution that 
motivated me to implement collaborative 
feedback as an instant strategy to address the 
problem. 

To address these issues, this study explores 
the effectiveness of collaborative feedback on 
students' pedagogical progress, self-efficacy, 
and reflective practice. Using participatory 
action research, I aimed to provide valuable 
insights into how collaborative feedback 
can foster meaningful learning experiences 
and enhance the teaching skills of the 
students. Participatory Action Research is a 
collaborative approach in itself that actively 
involves participants-researchers in the 
research process by focusing on collective 
efforts with researcher and participants 
to identify issues, develop strategies, and 
implement actions for improvement. It is a 
cyclical approach that involves continuous 
reflection, action, and evaluation, fostering 
empowerment and capacity-building among 
participants. Its main purpose is to create 
context specific solutions, generating new 
knowledge simultaneously.

Review of the Literature 
Various scholars have highlighted feedback 
as a crucial component of teacher education 
as it provides opportunities for self-reflection, 
improvement, and professional growth 
(MacIntyre, Gregersen, & Mercer, 2016). 
Learners receive immediate feedback and 
clarification requests through interaction 
with peers and teacher which can enhance 
comprehension and promote deeper 
processing of language (Hedge, 2000). 

Collaborative feedback
Collaborative feedback is particularly an 
effective process of giving and receiving 
feedback from teachers and peers in 
collaborative environments which facilitates 
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a reciprocal exchange of perspectives by 
enriching the learning experience for all 
involved (Kluger & DeNisi, 1996). Research 
indicates that feedback significantly affects 
learning performance (Hattie & Timperley, 
2007), with collaborative feedback being 
more effective than individual feedback 
(Chen, Gully, & Eden, 2001).  Collaborative 
feedback focuses on learning and 
development rather than just evaluating 
students’ performance. It helps students to 
identify their strengths and weaknesses, and 
provides them with opportunities to learn 
from others (Black & Wiliam, 1998; Nguyen, 
2019; Barkley, Cross, & Major, 2014). 
Collaborative feedback can be peer feedback 
(Baumeister & Leary, 1995; Boud, Keogh, 
& Walker, 1985), self-assessment feedback 
(Sadler, 1989), group feedback (Gibbs 
& Simpson, 2004), 360-degree feedback 
(McKinsey & Company, 2010), appreciative 
feedback (Cooperrider & Srivastva, 1987), 
and developmental feedback (Stokes, 2004). 

In teacher education, collaborative feedback 
supports students’ learning and enhances 
their teaching skills in multiple ways. 
During micro-teaching and peer-teaching, 
it provides opportunities for positive and 
constructive feedback from peers and teacher, 
enabling them to detect their strengths and 
areas for improvement (Nguyen, 2019). 
It fosters active engagement in teaching 
and encourages self-reflection on personal 
strengths and weaknesses (Black, & Wiliam, 
1998). Collaborative feedback promotes a 
collaborative learning environment, a spirit 
of teamwork and the ability to work together. 
It helps develop bond, build trust and open 
up interaction resulting more productive 
and effective learning (Boud, Keogh, & 
Walker, 1985). Not only encouraging learner 
autonomy and critical thinking, collaborative 
feedback enhances their engagement with 
language, improves learners’ observation, 

analysis, application and creative skills 
(Yang, Badger, & Yu, 2006). It also enhances 
students’ motivation and skills in micro-/
peer-teaching, peer-observation, material 
construction, test construction, administration 
and analysis (Brookfield, 1987).  

Despite such identifiable benefits of 
collaborative feedback, existing literatures 
have primarily focused on the process and 
outcomes of feedback in general teacher 
education contexts (MacIntyre et al., 2016; 
Chen et al., 2001), with limited attention given 
to the specific psychological barriers that 
may hinder the receptivity and engagement 
of prospective teachers. This research gap 
underlines the need for study by exploring 
the interplay between collaborative feedback 
processes and these challenges within the 
framework of participatory action research 
while implementing the course “Teaching 
Practice (Eng. Ed. 542), under Tribhuvan 
University, Nepal.

Teaching practice (Eng. Ed. 542) (now 
it has been changed) was one of the core 
courses in the course cycle of Master’s 
in English Education. It is completely a 
practical course recommended for fourth 
semester aiming to provide students the 
hands-on experiences in teaching so that 
they can be competent professionals through 
live teaching experiences on campus and 
in cooperating institutions under the close 
supervision of faculty members of concerned 
campuses/college. They have to  undertake 
micro teaching, peer teaching, teaching at 
school/college/campus, peer observation, test 
construction, action research and  overall 
report writing in sequential stages. The main 
objectives of the given course were: 1.) 
to provide hands-on learning in preparing 
effective lesson plans with appropriate 
teaching techniques and materials in different 
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situations, construct, administer, analyze 
and interpret appropriate tests  to assess the 
effectiveness of their own teaching. 2.) to 
make them familiar with possible challenges 
in teaching as well as teaching practice 
programs and ways to address them, and 3.) 
to develop skills of report writing on teaching 
practice programs. 

The major activities were organized into four 
overall stages. Accordingly, stage 1: Micro 
teaching for which 9 hours was allocated. In 
this stage, students had to firstly construct 
operational calendar, work plan and unit plan; 
secondly, do teaching for which they had to 
prepare 6 micro lesson plans (at least 3 lessons 
teaching). They also had to prepare teaching 
materials and practice micro-teaching and 
observe micro-lesson of their peer, analyze 
and give feedback in the presence of 
supervisor. Stage 2: Peer teaching for which 
18 hours was allocated. Teaching was the first 
activity in which students had to prepare at 
least 10 peer lesson plans with instructional 
teaching materials (at least 5 lessons teaching), 
observe 2 lessons of peers in the presence 
of supervisor, analyze and give feedback, 
practice both subjective and objective tests 
construction. In stage 3: Teaching at school/
campus for which 18 hours was allocated. In 
this stage, students had to teach at least 12 
lessons in related subjects in the cooperating 
institution, observe at least 2 lessons of peers 
in the presence of the supervisor, analyze the 
reflection from the observation of peers and 
provide feedback to the student teacher and 
identify good practices. Test construction was 
the other activity under which students had to 
construct one set test construction, administer, 
analyze and interpret the test results. Another 
principal activity was to carry out action 
research and prepare and execute its report. 
For stage 4: entitled ‘Overall Report Writing’ 
was allocated 3 hours in which students 

were expected to prepare an overall report of 
teaching practice in the given format. 

Theoretical framework. Peers and teacher 
involved collaborative feedback provided 
a framework for this study. The idea of 
using collaborative feedback was based 
on Kluger and DeNisi’s (1996) ‘Feedback 
Intervention Theory (FIT)’ in this study. 
FIT highlights the influences of feedback 
in learners’ performance by integrating 
various theoretical perspectives. Feedback 
interventions are actions that are taken by 
external agents (such as teacher or peers or 
both) to provide information regarding certain 
aspects of one's task performance (Kluger & 
DeNisi, 1996). According to the FIT theory, 
learners might react to performance gaps in a 
variety of ways: working harder to match the 
norm, working less hard, rejecting feedback, 
or giving up working. Their responses are 
determined by their commitment to fulfil the 
objectives, clarity of goal, and their optimism 
towards the success with further work. 

Kluger & DeNisi’s (1996) FIT identifies three 
main elements: the attention focus, feedback 
indicator, and feedback standard. Learners’ 
performance is assessed against the feedback 
standard paying attention to the discrepancy 
between expected and actual performances. 
The feedback might be positive or negative. 
The positive feedback denotes that the 
performance meets the standard, while the 
negative feedback reflects the performance 
falls short. When learners focus their attention, 
they can manage several aspects at once: 
understanding the task, being motivated and 
putting in effort, and handling their emotions 
and self-evaluating their performances. This 
theory states that when a learner receives 
feedback indicating that a goal had not been 
met, his/her attention might be on one of these 
three levels: task level, task motivation level, 



/ 63

and meta-task level. Task-level emphasizes on 
how well learners are doing and the strategies 
they are using. Task motivation level is about 
their effort and persistence in doing the work. 
Meta-task level affects their self-esteem and 
confidence. Kluger and DeNisi (1996) argue 
that learners typically process feedback at the 
task level, but that the feedback can influence 
the level at which the feedback is received 
and attended to. 

The above discussed features justify that FIT 
can address the problem of lack of confidence 
and role-distance in micro and peer teaching 
activities. The task-level feedback can provide 
clear guidance to the students to select and 
use appropriate strategies to improve their 
confidence in teaching (Kluger & DeNisi, 
1996). It reduces role-distance by making the 
performance and standards of the teaching role 
more explicit. Similarly, task motivation level 
feedback encourages effort and determination 
by reinforcing learners’ hard work and 
dedication. It boosts their motivation and 
reduces feelings of role-distance by showing 
their efforts are valued. Finally, meta-task 
level feedback enriches self-worth and self-
efficacy by offering positive feedback on the 
learners’ overall performance and abilities. 
This helps build confidence and reduces 
role-distance by making students feel more 
competent and connected to their roles. 

Keeping these facts in mind, a framework 
was developed in order to assess how well 
collaborative feedback could improve the 
teaching abilities of Master’s the participant 
students. The framework covered classroom 
management, materials constructions, 
instructional strategies, student engagement 
tactics, and assessment procedures.

Research Method:  The intervention design 
This study employs a Participatory Action 
Research to address identified problems and 
effect change within targeted communities 
(Best & Kahn, 2006; Kapoor & Jordan, 
2009). PAR engages learners in real-
world experiences through collaborative 
participation, experimentation, and 
subsequent reflection (Henderson, 2017; 
Kemmis & McTaggart, 2000) between 
researchers and participants, involving 
participants in all phases of the study, from 
planning to implementation. Through 
this approach, participants explore shared 
interests, engage in reflective inquiry, and 
take practical action to address their own 
issues as co-researchers rather than mere 
subjects of study (Kapoor & Jordan, 2009; 
Kemmis, McTaggart, & Nixon, 2014). 

This study was conducted in the Department 
of English Education at Tribhuvan University, 
Nepal to address issues related to poor 
presentation skills and inadequate teaching 
competencies among M.Ed. fourth-semester 
students. The collaborative and reflective 
nature of PAR aligns with the study's 
objectives. The research was conducted 
over two cycles, involving two cohorts of 
22 students from the academic years 2078 
and 2079, with 12 students from the 2078 
cohort and 10 from the 2079 cohort. This 
sample size was formed from groups those 
were assigned by the Department for micro-
teaching purposes in the academic years 2078 
and 2079. The first cycle of the intervention 
was applied to the 2078 cohort, while the 
second cycle was implemented to the 2079 
cohort.

This study was immediately planned after the 
first round of micro-teaching was completed 
by 2078 cohort. On the outset of first round 
micro-teaching those students were provided 
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with various samples of lesson plans, asked 
to select the most appropriate format. 
working in group they selected the Engage-
Study-Activate (ESA) model. Then, we 
collaboratively fixed the schedule for micro-
teaching: daily two-hour sessions and three 
rounds of micro-teaching and six rounds of 
peer-teaching.  

As plan, the first round of micro-teaching 
activity was initiated and each of the trainee 
teachers practiced micro-teaching, revealing 
multiple deficiencies in developing lesson 
plan, materials construction and use, testing 
and evaluation, presentation and teaching 
skills and showing tendencies of role 
distance. They often tried to escape from their 
work pretending in various ways: frequently 
showing lack of engagement and commitment 
to their tasks, exhibiting what Goffman 
(1959) referred to as 'role distance’. All these 
stimulated me to use collaborative feedback 
as intervention among multiple possible 
solutions. After discussing together, we (I 
and students) decided to apply collaborative 
feedback as an intervention from the second 
round of micro-teaching to 2078 cohort and 
similar intervention was applied 2079 cohort. 

On the outset, students were oriented towards 
their roles: both as a student of their fellow-
teacher and a co-researcher or observer. As 
a student they had to take part in classroom 
activities and as a co-researcher they had to 
observe peers’ teaching, quality of materials 
and their use, fill up evaluation form and 
provide positive as well as constructive 
feedback both in oral and written modes. The 
intervention was extended during on-campus 
activities in academic year and each student 
received collaborative feedback during 8 
rounds of micro-teaching and peer-teaching 
(i.e., 2 round micro teaching and 6 round 
peer-teaching) activities as per the provision 

of curriculum.  The lesson plans, teaching 
strategies, teaching materials and their uses 
were assessed during teaching and positive 
and constructive feedback were provided 
immediately after the class taken both in 
written as well as oral forms. Instead of filling 
up the evaluation form, the detail correction, 
remarks regarding strengths and weaknesses 
were detected on each lesson plan. 

We (I and peers) offered organized input 
during feedback sessions, highlighting 
differences between the accepted standards 
and current practices. Feedback, both 
constructive and positive, was used to 
address areas that required development and 
to promote successful practices. In order to 
motivate effort and persistence in improving 
teaching methods, feedback treatments were 
created to center attention on particular 
teaching tasks and strategies, such as leading 
class discussions or utilizing active learning 
techniques. Understanding the emotional 
significance of the feedback, it was given 
in a way that was encouraging in order to 
prevent unfavorable self-related reactions, 
such lowered self-esteem or elevated anxiety. 
Students were urged to embrace a growth 
attitude and see critical responses as a chance 
for ongoing professional development. 
Through the use of FIT in this setting, a 
systematic and encouraging feedback process 
was designed to help the participant students 
become more proficient teachers, fostering 
their professional development and classroom 
efficacy.

Analysis 
Document analysis (such as written feedback 
provided on observations forms and written 
feedbacks given on the lesson plan register of 
each trainee teacher), classroom observation, 
and focus group discussion were conducted 
during both cycles of the intervention. 
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Feedback was provided by teachers and peers 
in both written and oral formats. Written 
feedback was collected using observation 
forms, including peer-observation forms 
completed by students and presentation 
evaluation forms completed by the teacher. 
Additionally, teachers reviewed lesson plans 
and instructional materials, assessing them 
for quality, relevance, and effective use, 
and provided constructive written feedback. 
These written evaluations were systematically 
documented, and the progress of students' 
presentations was assessed and thematized. 

Classroom observations were conducted as 
complete participant observations, with all 
students serving as participants, presenters, 
and co-researchers. I also actively participated 
in classroom activities, while simultaneously 
supervising students’ engagement, 
motivation, and role distance as they 
assumed various roles. The presenters were 
individually provided feedback throughout 
these activities, which were repeated over 
eight rounds of student teaching. Each 
student received feedback in all rounds of 
both intervention cycles. 

Focus Group Discussions (FGDs) were also 
conducted at the end of each intervention 
cycle, with each session lasting approximately 
two hours. The discussions focused on the 
lived experiences of both the students and 
the teacher (myself) during the intervention, 
incorporating reflections from the beginning 
and end of the process. Although the students 
were specializing in English, they were 
given the option to express in English or 
Nepali. Most students responded in English, 
occasionally code-switching to Nepali when 
they encountered language barriers. The 
discussions were recorded and transcribed, 
preserving the original content. 

The responded peer observation forms and 
teacher evaluation forms about the teaching 
of each student were systematically arranged 
in chronological order and analyzed their 
progress in teaching skills based on peers’ 
and teacher’s evaluation, written and oral 
feedbacks from peers and teachers and 
students’ reflection during FGD. The thematic 
analysis was done trying to provide thick 
description to portray the activities to the 
audiences and to explain the progress seen 
on the students after getting collaborative 
feedback. 

Findings 
The study findings were emerged from 
observation, FGD and analysis of reports/
plans. These findings highlight the 
effectiveness of collaborative feedback 
in reducing role-distance among practice 
teaching students and enhancing their 
teaching skills in dynamic ways. The 
themes emerged from the analysis included: 
increasing motivation, promotion of learner 
autonomy and critical thinking, enhancement 
of presentation skills, an improvement in 
evaluation skills. 

Increased motivation. As Brookfield (1987) 
and Hattie and Timperley (2007) highlight, 
the collaborative feedback contributes to 
increased self-efficacy and motivation that 
enhances students’ skills in micro-teaching, 
peer-teaching. It also enhances the skill of 
peer-observation, material construction, test 
construction/ administration and analysis. The 
iterative process of written and oral feedback, 
peer observation and teacher observation 
directly contribute to increasing students’ 
motivation. By engaging in multiple rounds 
of micro-teaching and peer-teaching and 
receiving feedback, students were motivated 
and dedicated in teaching and performing 
given tasks. The classroom observation and 
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document analysis revealed that students 
frequently tried to perform various activities 
to improve their task. 

In their Feedback Intervention Theory, Kluger 
and DeNisi’s (1996) underscore the influences 
of feedback in individual learner’s task 
performance and argue that feedbacks enforce 
an individual to respond the performance 
gaps either by working harder to match the 
standard, or working, rejecting feedback, or 
giving up working. Aligning this theory, I 
found each student worked harder to match 
the standard. For example, they repeatedly 
tried to preparing micro/peer teaching lesson 
plan, material construction and their effective 
use, test construction and administration, and 
analysis. Among many, the following story of 
Sabita reveals this fact: 

We jointly decided to prepare lesson plan 
following Engage-Study-Activate (ESA) 
model with materials construction, selection 
and their appropriate use, however Sabita 
prepared her lesson plan following PPP model 
but with vague objectives. Her materials were 
also not much relevant and practicable to 
use as some flash cards were not in standard 
size, the writing on the cards were not visible 
from the back side of the classroom. After the 
written and oral feedback from the supervisor 
and peers, she attempted to follow the format 
(ESA) with effective teaching learning 
strategies, construct materials in a standard 
format and font. 

Similarly, during FGD Binaya shared his 
experiences regarding how immediate 
collaborative feedback increased his 
motivation toward doing quality tasks during 
micro/peer-teaching program. The following 
excerpt shows this fact: 

Before we decided to implement collaborative 
feedback, my focus was mainly on just getting 
the work done without taking it seriously. When 
preparing lesson plans for micro/peer teaching, 
I treated it as a formality and tried to finish as 
quickly as possible. However, after receiving 
feedback from my supervisor and peers, I feel 
more motivated and optimistic about improving. 
Now, I am genuinely committed to doing better 
and learning more. I even spend more time on 
these activities at home. 

It shows that the intervention of collaborative 
feedback encourages learners to work harder 
to match the standard. Consistent with 
Brookfield (1987), the structured feedback 
process significantly enhanced students’ 
motivation, as they were able to see their 
progress over time. The opportunity to 
receive and act on feedback over multiple 
rounds encouraged persistence and effort, 
leading to sustained improvement in teaching 
performance. It also reveals that students’ 
motivation was increased to perform the task 
with determination and attachment.  

Promotion of autonomy and critical 
thinking. Consistent with Kapoor & Jordan’s 
(2009) and Kemmis, McTaggart, & Nixon’s 
(2014) emphasis on the dynamic nature of the 
intervention which allow students to function 
as autonomous learners. By engaging in 
multiple rounds of feedback from both teacher 
and peers and reflection, students developed 
the ability to independently address their 
teaching challenges. The collaborative 
feedback process empowered them to take 
responsibility of their learning and develop 
their teaching skills in a supportive and 
constructive environment. Their active 
participation as co-researchers developed 



/ 67

autonomy and critical thinking aligning with 
the findings of Yang, Badger, & Yu (2006). It 
also provided opportunity to them to actively 
engage in the feedback process that promoted 
engagement in independent thinking and 
decision-making. This progress was not only 
found while analyzing the documents such 
as peer/teacher evaluation forms, lesson 
planning and materials, close observation of 
micro and peer teaching but also from their 
responses during the FGDs. The following 
excerpt of a respondent is evidence for this: 

Before this, I had only the experience 
of feedback by the teacher and by more 
talented friend individually. It is my first 
experience to take part as both the recipient 
as well as provider of feedback iteratively. 
It has definitely developed my confidence 
in doing my task independently. While 
selecting teaching item, setting up teaching 
objectives and constructing and selecting 
teaching materials, making plan to use 
them in the classroom, I think how it can be 

more effective, that can increase students’ 
engagement and their thinking capacity. The 
feedback we exchange in group develops our 
confidence and self-reflection which increases 
my decision-making power. 

Other participants of FGDs agreed with her 
and added their experiences completely 
aligning with this response.  

Enhanced presentation skills. Students 
developed the skills necessary for effective 
presentation, including voice projection, 
classroom movement, and student 
involvement. The classroom observation 
and participation during multiple rounds 
of micro/peer teaching showed students’ 
gradual progress in presentation skills. 
As Kluger and Denisi (1996) highlights 
the importance of feedback in improving 
performance, the students improved their 
ability to engage students, select appropriate 
teaching strategies, and implement them 
effectively. More notably, their presentation 

skill also improved including voice projection and classroom movement. They produced very 
good lesson plans and effectively implemented them in the classroom. The following snapshots 
are the evidences:  

Micro-lesson plan: 
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Peer lesson plan: 
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Real teaching lesson plan with internal supervisor’s comments:

Lining up with Barkley, Cross, and Major 
(2014), they received autonomy-supportive 
environments, where they could control over 
their learning that led to greater engagement 
and learning outcomes. Their enhanced 
skills to prepare and implement good lesson 
planning and appropriate material use 
suggests that the intervention of collaborative 
feedback developed their learning, facilitated 
their teaching effectiveness. It also provided 
opportunity to refine their lesson plans, 
ensuring that they match the standard and 
learning objectives. Regarding this issue, 
all the students during FGDs, had common 

voice that they also realized their progress in 
presentation skill. 

Improvement in evaluation skills. Along 
with the presentation skills, the intervention 
improved student’s evaluation skills, 
enabling them to assess their own teaching 
performance and that of their peers 
critically. The iterative feedback developed 
a culture of self-reflection, empowered 
the students to identify their strengths and 
areas for improvement and make informed 
adjustments. Consistent with the finding of 
Chen, Gully, and Eden (2001), this study 
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confirms that feedback has a stronger impact 
on learning outcomes when it is provided 
collaboratively rather than individually. The 
development of evaluation skills among 
students suggests that collaborative feedback 
sessions were effective in fostering reflective 
practice and self-regulation. In this regard, all 
the participants had a common experience as 
revealed in the given excerpt: 

As a student of faculty of education, we 
have got opportunities to study measurement 
and evaluation as a separate subject. We 
often construct questions, evaluate students’ 
performance but the collaborative feedback 
is the best to enhance self-reflection, and 
sense of criticality in every aspect of teaching 
learning that enhances evaluation skill. By 
listening how other friends evaluate our 
performance and how they evaluate other 
peers, we can acquire a sense of analyzing 
same thing from different perspectives. 

This shows that collaborative feedback not 
only improves presentation skill of students, 
but also promote their self-assessment skills 
in multiple ways. 

Discussion
The findings of this study highlight the 
effectiveness of collaborative feedback in 
enhancing the teaching skills of practice 
teaching students. Drawing on Kluger and 
DeNisi’s (1996) ‘Feedback Intervention 
Theory’, it becomes evident that feedback 
plays a pivotal role in influencing students' 
motivation and performance. The students in 
this study demonstrated a significant change 
in their engagement with teaching tasks, 
moving from a mere completion of tasks to a 
dedicated effort to excel. This transformation 
aligns with Kluger and DeNisi's argument that 
feedback stimulates individuals to address 
performance gaps, either by striving to meet 

the expected standards or by reassessing their 
techniques.

The exchange of feedback, as observed 
in this study, not only increased students' 
(trainee teachers’) motivation but also arouse 
a sense of ownership over their learning. 
The reflections shared by participants, 
such as Sabita and Binaya, highlight how 
collaborative feedback can lead to a profound 
change in their attitudes and behaviors. 
These students moved beyond a superficial 
engagement with teaching tasks to a more 
meaningful and intentional practice. This 
shift is vital, as it suggests that motivation is 
not merely a product of external validation 
but is deeply connected to the process of self-
improvement facilitated by feedback.

The study further reveals that the collaborative 
feedback process empowered students to 
become autonomous learners and critical 
thinkers. Engaging in feedback chain not only 
allowed students to address their teaching 
challenges but also encouraged them to take 
responsibility for their learning. This finding 
resonates with the work of Kapoor and Jordan 
(2009) and Kemmis, McTaggart, and Nixon 
(2014), who emphasize the importance of 
learner autonomy in educational settings. 
The ability to engage critically with feedback 
and to make informed decisions about 
teaching practices reflects a deeper level of 
engagement and suggests that the students 
were developing essential skills for their 
future roles as teachers.

Likewise, the enhancement of presentation 
skills observed in this study lines up with 
Kluger and DeNisi’s (1996) emphasis 
on the role of feedback in performance 
enhancement. The gradual improvement 
in voice projection, classroom movement, 
and student engagement underlines the 
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importance of feedback in refining teaching 
techniques. The autonomy-supportive 
environment, as discussed by Barkley, Cross, 
and Major (2014), played a crucial role in 
this process, enabling students to take control 
of their learning and to implement feedback 
effectively. This not only improved their 
presentation skills but also contributed to 
their overall teaching effectiveness.

The development of evaluation skills among 
the students further underscores the impact 
of collaborative feedback. The ability to 
critically assess their own performance and that 
of their peers fostered a culture of self-reflection 
and continuous progression. This finding 
supports the work of Chen, Gully, and Eden 
(2001), who argue that collaborative feedback 
has a stronger impact on learning outcomes 
compared to individual feedback. Multiple 
perspectives received through the feedback 
process enhanced the students’ evaluation skills, 
enabling them to approach self-assessment with 
greater criticality and depth.

These findings clearly reflect that 
collaborative feedback is a powerful tool 
in teacher education. The reduction in role-
distance and the enhancement of teaching 
skills observed in this study suggest that 
feedback, when delivered in a structured and 
supportive manner, can lead to significant 
improvements in teaching performance. This 
aligns with the broader literature on feedback 
and educational practices, reinforcing 
the importance of incorporating regular, 
reiterative feedback into teacher training 
programs.

As a researcher as well as a practitioner, 
I find that these results not only validate 
the principles of Kluger and DeNisi’s 
(1996) ‘Feedback Intervention Theory’ 
but also offer practical insights into how 

feedback can be effectively integrated into 
teaching practice program as well as in 
other normal classes. The positive outcomes 
observed in this study point to the need for 
a more widespread adoption of collaborative 
feedback mechanisms in broader educational 
settings. By doing so, we can better support 
the professional development of prospective 
teachers, ensuring that they are equipped with 
the skills and confidence needed to excel in 
their teaching roles.

Conclusion
This study contributes to deeper understanding 
of the role of feedback in teacher education and 
underscores the significance of collaborative, 
iterative feedback processes in promoting 
teaching skills. As a researcher and teaching 
professional, one key realization from this 
PAR was that trainee teachers often struggle 
with transferring theoretical knowledge into 
practical teaching and classroom presentation. 
One of the major challenges I observed during 
teaching practice was the lack of confidence 
and coherence in students’ presentations and 
appropriate use of materials. The teaching 
of linked to a superficial understanding of 
content. This issue was mitigated by providing 
focused, practicable feedback through 
systematic collaborative feedback sessions, 
which encouraged trainee teachers to reflect 
more deeply on their performance. These 
sessions not only enhanced their instructional 
skills but also developed their sustained 
engagement with the learning process. One 
of the implications of these findings might 
be that systematic feedback sessions should 
be an integral part of teacher training, as 
they not only develop teaching skills of 
trainee teachers but also promote their deeper 
engagement with the learning process. Future 
research might explore the long-term impact 
of such interventions and experiment how 
they can be adapted to different educational 
settings to maximize their effectiveness.
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