
Camtree Digital Library

A Phenomenological Analysis of Indonesian
Primary School Teachers’ Experiences with

Post-Classroom Observation Feedback

Author Rawinda, Resiana

Title A Phenomenological Analysis of Indonesian Primary School
Teachers’ Experiences with Post-Classroom Observation
Feedback

Publication date 2024

Download date 2026-07-10 19:36:50

Link to Item https://hdl.handle.net/20.500.14069/767

https://hdl.handle.net/20.500.14069/767


 

 1 

Camtree: The Cambridge Teacher Research Exchange 
Published at h-ps://library.camtree.org under a CC-BY licence 

 

 

RESEARCH REPORT 

A Phenomenological Analysis of Indonesian Primary School 
Teachers’ Experiences with Post-Classroom Observation Feedback 
Resiana Rawinda  

STiR Education, East Java, Indonesia 

 

Keywords: post-classroom observa5on feedback, classroom observa5on, instruc5onal leadership 

Abstract 

Background and purpose: Post-observa5on feedback situated within classroom observa5on 
systems, offers teachers insights into their prac5ce and can be essen5al for their professional 
development. The exis5ng literature underscores the mul5faceted challenges confron5ng school 
principals in execu5ng effec5ve classroom observa5ons. For example, administra5ve du5es 
oCen overshadow their capacity to conduct regular observa5ons. In addi5on, cultural factors 
associated with the aversion to cri5cism, tend to dilute the efficacy of feedback, rendering it 
superficial or incongruent with actual classroom dynamics. Despite the regulatory shiC in 
Indonesia exemplified by Director General of Teachers and Educa5on Personnel Regula5on No. 
7607 of 2023, which underscored the pivotal role of classroom observa5on in improving 
teaching quality and adherence to the new Emancipated Curriculum (Kurikulum Merdeka) there 
remains a lack of explicit direc5ves governing post-observa5on feedback protocols.  

Aims: This study, which is the first of its kind in Indonesia, was conducted in Kediri Municipality 
and explored the form and delivery of post-classroom observa5on feedback given to primary 
school teachers.   

Design or methodology: Employing Interpreta5ve Phenomenological Analysis for its 
methodological framework, semi-structured interviews were conducted with six teachers who 
had recently undergone classroom observa5on.  

Findings: The results found evidence of a delicate balance which recognised posi5ve features of 
the lessons being observed while also iden5fying areas for development. However, due to the 
absence of post-observa5on feedback guidelines, the sessions resulted in a performa5ve form of 
assessment rather than fostering a reflec5ve dialogue between school principals and teachers, 
as advocated in the literature.  

Conclusions, originality, value and implica5ons: The research concludes by recommending two 
essen5al changes to current prac5ce. The development of standard of post-classroom 
observa5on feedback guidelines; and targeted training for school principals to equip them with 
instruc5on leadership techniques necessary for delivering construc5ve feedback and promo5ng 
a nurturing culture of personal improvement. 
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Introduction 

This report is based on a dissertation completed for the Master’s degree in Leadership in Education 
at Liverpool John Moores University, supervised by Shakhnoza Shamsuddinova. 

Context 

This study is situated within the Kediri Municipality, East Java Province, Indonesia. The municipality 
encompasses three sub-areas (kecamatan): Kecamatan Pesantren, Kecamatan Kota, and Kecamatan 
Mojoroto, where each contains approximately 45-50 primary schools led by individual school principals. 
In the Indonesian context, primary schools (Sekolah Dasar) accommodate students from 1st to 6th grade, 
aged between 7 and 12 years old. 

Motivation, focus and questions 
Mo$va$on  

Previous research in Indonesia suggests that the implementation of teacher performance 
evaluations has fallen short by failing to accurately describe teaching effectiveness (Supardi et al., 2021; 
Dania and Andriani, 2021). Significant hurdles arise from the overwhelming managerial responsibilities 
of principals, who typically serve as observers (Andriani, 2017; Dania and Andriani, 2021). To save time, 
principals may inflate ratings to circumvent potential conflicts with teachers and exhibit leniency 
(Supardi et al., 2021). Moreover, there appeared to be a lack of emphasis on providing constructive 
feedback in order to maintain harmonious relationships with teachers. This reported challenge aligns 
with previous studies which emphasise the need for principals to possess specific expertise when 
implementing evaluations or giving observation feedback (Kraft and Gilmour, 2016; Archer et al., 2016).  

Culture also influences these dynamics in Indonesia. For instance, Indonesians generally avoid 
confrontations and tend to deliver feedback indirectly (Meyer, 2014). Therefore, feedback providers 
must deliver it delicately and tactfully, using positive framing, even when addressing negative aspects. 
This cultural context underscores the conflicting goals faced by principals (Flores and Derrington, 2017) 
whereby they acknowledge the importance of considering actual performance, but also prioritise 
fostering positive school relationships (Marraccini et al., 2020). This raised calls for specific attention to 
be given on how feedback can be delivered to teachers while catering to this specific cultural nuance.  

Focus  

The aforementioned challenge of providing meaningful post-classroom observation feedback is not 
unique to Indonesia. The recent Teaching and Learning International Survey (TALIS), which involved 
260,000 teachers across 48 countries, highlighted that 80 percent of teachers receive feedback through 
classroom observation, yet nearly three out of ten find it unhelpful (OECD, 2020). This highlights the 
need to closely examine the feedback mechanisms provided by school principals, aiming to enhance 
their quality, impact, and the way teachers perceive them. In my work with the non-governmental 
organisation (NGO), we partner with the Education Agency in the municipality to design instructional 
leadership capacity building training that equips school principals with the skills and knowledge 
necessary to foster professional learning communities (PLCs) and offer classroom-based support to 
teachers through classroom observations. Thus, understanding the current processes and identifying 
areas for improvement is essential for me in developing a meaningful training programme in the 
municipality. 
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Feedback models  

The nature of post-classroom observation feedback, which is the central focus of the study, is 
underscored by researchers who suggest those reflective discussions with peers have greater benefits 
than solitary reflection (Schön, 1988). Several attempts have been made to devise feedback 
frameworks:  

The Ha2e and Timperley’s feedback model  
Hattie and Timperley (2007) define feedback as “… information provided by an agent, such as a 

teacher, peer, book, parent, or personal experience, regarding aspects of one’s performance or 
understanding” (p.81). They suggest that effective feedback revolves around three guiding questions 
(see Figure 1) which are outlined below: 

 

 

 

 

 

 

Figure 1.  The model of effec5ve feedback (adapted from Hafe and Timperley, 2007) 

Although widely cited in education and incorporating the feedforward component, limited 
research exists on its practical application (Lipsch-Wijnen and Dirkx, 2022). While feedforward 
underscores direction and progress, post-observation recommendations may not be essential and could 
impede teacher reflection (Danielson, 2015). However, using evidence-based questions tied to specific 
events, such as "I noticed that …”; “How did you feel about how that went?" (Baeder, 2018, p.95) 
fosters reflection and offers nuanced guidance without imposing unnecessary recommendations.   

The sandwich feedback  
This approach (see Figure 2), popular among managers, aims to provide balanced feedback, 

incorporating both positive and constructive elements (Daniels, 2009). It is believed to enhance 
acceptance of corrective feedback and reduce discomfort for both parties (Henley and Reed, 2015; 
Schwarz, 2013).  

 

 

 

 

Figure 2. The sandwich feedback (adapted from Bergen, Bressler and Campbell, 2014) 
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While this approach may seem culturally resonant in Indonesia, where negative feedback is often 
conveyed diplomatically with positive framing (Meyer, 2014; Hofstede Insights, 2024) it lacks empirical 
backing for its effectiveness (Henley and Reed, 2015). Researchers also suggest that using the sandwich 
method might be counterproductive for performance. Primacy and recency effects often overshadow 
messages in the middle, making the first and last parts more memorable (Bergen, Bressler and 
Campbell, 2014). Furthermore, individuals may also become aware of the order of the sequence and 
anticipate corrective statements and disregard any positive feedback (Daniels, 2009).   

Six steps of effecAve feedback 
While the preceding two models do not specifically consider post-classroom observation use, 

Bambrick-Santoyo's (2012) six-step feedback protocol, developed through the observation and training 
of over 20,000 school leaders worldwide, explicitly addresses this aspect. The organisation of the 
model, which breaks down post-observation feedback into distinct steps (see Figure 3) seems to align 
with the theoretical framework of conversation analysis. This framework, established as a primary 
research approach in social sciences over the past three decades (Drew and Heritage, 2006), posits that 
interaction is not a "structureless medium" (Schegloff, 1989, p. 140). 

1. Praise Call out observed evidence of things done well. 

2. Probe 
For an area of improvement, ask why it’s important or how 
the teacher tried to address it in the lesson. 

3. Identify problems and 
action steps 

Examine what happened in the lesson that’s relevant to the 
focus area; agree on a technique that the teacher can try in 
the next week.  

4. Practice 
Role-play or simulate how to apply the technique in the 
classroom.  

5. Plan ahead  
Design or revise an upcoming lesson to implement the 
technique.  

6. Set time for  
follow-up 

Agree on when the teacher will complete the ac5on step 
and when the evaluator will check in to provide addi5onal 
support. 

Figure 3. Six steps of effec5ve feedback (Bambrick-Santoyo, 2012) 

While sharing similarities with the sandwich feedback method and Hattie and Timperley’s models, 
this protocol fills gaps in both. Step 1 begins with praise and is similar to the sandwich feedback's 
approach to overcome psychological barriers. Instead of immediate criticism, Step 2 prompts the 
observer to inquire about the teacher's approach to the addressed issues. Steps 3 and 4 extend the 
procedures outlined in Hattie and Timperley’s model and the sandwich feedback models by using the 
post-observation conference to identify immediate areas for improvement and practice for dealing with 
them. Steps 5 to 6 incorporate features similar to Hattie and Timperley’s “feed-forward” but are guided 
by the focus area agreed upon by the observer and teacher, based on the collected evidence.  
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This model, tailored for post-classroom observation, stands out from general feedback models. It 
involves collaborative planning for implementing classroom changes, often integrating simulation or 
role play. While it seems ideal, its effectiveness relies on active teacher participation and self-analysis 
abilities (Archer et al., 2016). The observer must also possess cognitive coaching skills to prompt self-
reflection. However, this often proves to be a challenge, as evidenced in a study on principal-led post-
observation conferences during which principals dominated the talk and asked low-level questions such 
as “Do you agree?” or “Did you finish the lesson?” (Sartain, Stoelinga and Brown, 2011, p.24). Observers 
also need a robust repertoire of teaching techniques to contribute effectively and offer actionable 
recommendations. Furthermore, it helps to bring a post-observation conference on a positive point 
(Archer, et al., 2016; Fare, 2021). 

Protocols and professional training for feedback provision appear crucial for principals in 
Indonesia. Previous research indicates that principals are often preoccupied with managerial tasks and 
often lack time for instructional leadership duties such as classroom observation (Andriani, 2017). 
Moreover, observations are frequently conducted solely for administrative compliance, with little 
emphasis on post-observation feedback (Dania and Andriani, 2021; Supadi et al., 2021). The needs 
analysis for the instructional leadership training, conducted by the NGO and the Kediri Municipality 
Education Agency in March 2023 confirmed a lack of guidance on effective feedback approaches, 
leading to feedback that is often superficial or lacking in actionable improvements. As the literature 
suggests, research from the largest-ever study of classroom observations, the Measures of Effective 
Teaching (MET) project (Bill and Melinda Gates Foundation, 2013) revealed that substantial 
improvements in academic progress hinge on personalised feedback and the support given to each 
teacher, enabling them to adapt practice conducive to enhanced student learning. As such, this 
research will guide me in developing a training programme for principals in the municipality that 
focuses on delivering impactful post-classroom observation feedback.  

Research ques$on  

Given the enactment of Director General of Teachers and Education Personnel Regulation No. 
7607 of 2023, which acknowledges classroom observation as an integral part of teacher evaluation, this 
research marks the first attempt in Indonesia to investigate the role of post-classroom observation 
feedback in enhancing teaching practice, guided by the following research question: “What are the 
experiences of primary school teachers regarding post-classroom observation feedback in relation to the 
development and adoption of improved teaching practice?”  

Inquiry plan and activities 

The sampling strategy and data collection process were based on the phenomenological approach 
with the aim of exploring the participants’ lived experiences during the phenomenon under study 
(Creswell, 2011). For this research, the sample group consisted of primary school teachers from all 
three sub-areas in the Kediri Municipality. Acknowledging that recalling past experiences inherently 
involves reflection and the use of memories which may fade over time (van Manen, 1997; Taleb, 2010) 
only teachers who had undergone classroom observation within the past three months were invited to 
participate. Interviews were conducted with six individuals (see Table 1) to ensure equal representation 
from each of the three sub-areas. Sample homogeneity (Smith, Flowers and Larkin, 2022; Alase, 2017) 
was achieved on three levels: all participants were primary school teachers, they work within the same 
municipality, and all have undergone classroom observation as part of their formative evaluation by 
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their school principals. Therefore, the sample can be described as a purposeful sample (Creswell and 
Creswell, 2018) which were selected carefully.  

Table 1. Par5cipants in the study 

Par,cipant Pseudonym Years of teaching 
experience  

Sub-area 

1 Rosa 18 Pesantren 
2 Adam 15 Pesantren 
3 Tina 5 Kota 
4 Nova 5 Kota 
5 Dion  5 Mojoroto 
6 Mila  10 Mojoroto 

 

This study used Interpretative Phenomenological Analysis, and adheres closely to the procedures 
set forth by Smith, Flowers and Larkin (2022) to ensure methodological rigour and credibility. Adopting 
an idiographic approach, the analysis scrutinises each participant’s case before examining shared 
themes across the cases. This method enabled the generation of insights into the patterns of meaning 
ascribed by participants, reflecting on a collective experience, focused on the post-classroom 
observation feedback recently experienced. An outline of these steps is presented in the following 
table: 

Table 2. Procedure for Interpreta5ve Phenomenological Analysis (IPA) 

Step 
Number 

Process Descrip,on 

1 Immersion in the data Transcribing the interview into Word documents, ensuring 
accuracy, and gaining approval from parKcipants. 

2 IdenKficaKon of experiences  Exploring the language used by parKcipants and 
interpreKng their meaning beyond explicit statements. 

3 IdenKficaKon of emerging 
themes  

Examining both micro-level data and broader 
interpretaKons. 

4 Clustering themes  Themes are clustered together with consideraKon given to 
broader contexts such as cultural influences. ConflicKng 
themes are idenKfied and explored for their 
interconnectedness.   

5 Checking the recurrence of 
overarching and individual 
themes  

IncorporaKng both individual and collecKve voices into 
the analysis. 

Ethical considerations and relationships 
To comply with ethical considerations, an information sheet in Indonesian was sent to all 

participants explaining the nature of the research, guaranteeing their confidentiality, seeking their 
cooperation and requesting consent to record their contributions. The interviews were conducted in-
person at a time that was mutually agreed by both the interviewer and interviewees. To ensure 
confidentiality, the data collected was semi-anonymous. Interviewees' names were not recorded; 
instead, the six participants were assigned pseudonyms at random. However, details such as their years 
of teaching experience and sub-areas were captured.  
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During the interviews, which were conducted in Indonesian, a recording device was activated 
before commencement and deactivated upon conclusion. Participants were made aware that the 
discussion would be recorded and were informed when recording began and ended. A transcription of 
each interview was given to each participant to ensure its accuracy.  The agreed transcriptions were 
then translated from Indonesian to English using the double translation method.  

Consent forms and digital resources containing confidential information were stored under key in a 
secure place accessible only to the researcher. Audio recordings were uploaded to a protected 
computer drive, and any copies retained on the recording device were deleted. 

Findings 

Findings related to the percep$on of effec$ve post-classroom observa$on feedback 
within the Indonesian context  

The prevailing theme derived from the collected data revolved around participants asserting that 
the primary purpose of feedback lies in its evaluative capacity and the identification of areas for 
improvement. Close examination of the responses revealed that teachers felt that the feedback in the 
Indonesian context is more effectively received when it is specific, meaning that clear examples of 
expected practice or behaviours were provided, and delivered with empathy. This observation aligns 
with existing literature, such as Meyer (2014) which suggests that in Indonesia, direct and candid 
communication is not typically favoured. Moreover, considering the strong Javanese cultural influence 
in the Kediri Municipality, where maintaining relationship harmony holds paramount importance, 
individuals are averse to being the bearers of unfavourable or critical feedback (Hofstede Insights, 
2024). 

Noteworthy in this discourse are the comments from Adam, Tina, and Nova, who consistently 
framed their perspectives of the purpose of feedback using the term "shortcomings." It is intriguing to 
note that these individuals were unaccustomed to the rigours of frequent classroom observation, 
having been subjected to it only sporadically throughout their tenures. This inclination toward 
identifying perceived "shortcomings" aligns with the concept of "performativity" as posited by Ball 
(2003), Perryman (2006) and O’Leary (2012) where teachers associate classroom observation with a 
judgement of competence. Interestingly, the sentiments reiterated by Rosa and Mila, who have 
undergone more routinised annual classroom observations, adopt a more affirmative tone, 
characterising feedback as a conduit for "improvement" or "development". This echoes the suggestion 
put forth by Baeder (2018) who proposes that to cultivate a more positive experience for teachers 
undergoing observation, it should be preceded by informal visits. Increased exposure to observation 
seems to shift perceptions to view classroom observation not as an exercise in uncovering their flaws 
but as a constructive avenue for professional growth. 

In exploring the delivery of post-classroom observation feedback, the interviews with the 
participants shed light on the intricate dynamics of language and tone. Rosa, Nova, Tina, and Mila, 
through their insights, underscore the profound emotional impact such feedback mechanisms can have. 
They highlighted the importance of adopting a less authoritative and confrontational approach, 
especially when offering criticisms rather than commendations (Meyer, 2014; Hofstede Insights, 2024). 

Rosa: “I am a sensiFve person, Ma'am. So, I don't prefer to be told directly.” 

Nova: “The [post-classroom observaFon feedback] delivery can be more relaxed.” 
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Tina: “If for example, the teacher already knows that the class environment was not conducive 
that day and then receives feedback, the teacher's mood might not be good, and it might be hard 
to accept”  

Mila: “I've always received feedback with polite and courteous language” 

Findings related post-classroom observa$on feedback that support the development and 
adop$on of improved teaching prac$ce 

The prevailing themes regarding participants' perceptions of post-classroom observation feedback 
related to improved teaching practice underscore the importance of a balanced approach in content 
and delivery. The feedback given was seen as supportive of their teaching practice when it 
acknowledged both strengths and weaknesses. However, the depth and specificity of the feedback are 
closely tied with the structured nature of the feedback process. Furthermore, the participants' 
experiences indicated there was a notable imbalance in the feedback dynamic, characterised by 
primarily one-sided input from the observers. It lacked the inclusion of personal reflections and insights 
from those being observed. Moreover, the observer provided feedback without eliciting experiences or 
perspectives from the participants. This resulted in a lack of dialogue and mutual exchange during the 
feedback session. 

The interviews shed light on a stark reality that participants' recent observations, conducted within 
the past three months, represent their initial exposure to structured observation protocols. However, 
this revelation was unsurprising considering the recent guidance aimed at establishing a systematic 
approach to teacher performance management through classroom observation, was only recently 
introduced in December 2023.  However, even though some participants recall collaboratively 
formulating action plans with their observing principals, any tangible impacts on teacher practice 
related to student performance remain uncertain at this point. Furthermore, participants exhibit a 
willingness to receive feedback from observers, as evidenced by Adam's affirmation, "Well, I'm fine with 
it, it's okay, everything is taken positively," and Nova's remark, "When receiving feedback, I agreed with 
many things that the principal mentioned." Although participants stated they were open to feedback, 
the extent to which it stimulates substantial pedagogical transformation necessitates further study. One 
potential cultural factor influencing their amenable disposition may be a reluctance to engage in 
confrontation (Meyer, 2014; Hofstede Insights, 2024). As noted in the literature, such reticence can 
arise during post-observation conferences when principals often neglect critical thinking inquiries, 
opting for low-level questions like "Do you finish the lesson?" rather than prompting discussions such as 
"How did you fulfil the goals you set for this lesson?" (Sartain, Stoelinga and Brown, 2011). Upon closer 
examination, it becomes evident that an exploration into the significance of probing techniques, which 
encourage teachers to reflect on their lessons before examining feedback from observers, as advocated 
by Bambrick-Santoyo's effective feedback protocol model (2012) seems glaringly absent in the 
participants' post-classroom observation feedback encounters. These findings are crucial for me in 
devising a session in the training programme in the municipality, as there should be an emphasis on 
raising awareness among school principal observers about fostering dialogue with teachers to 
encourage reflection on their classroom practices. 

When juxtaposing the experiences of individuals new to classroom observation with those who 
have undergone it multiple times, it becomes evident that they hold distinct perspectives. Rosa and 
Mila for example, exemplify a proactive approach during post-observation feedback sessions. Rosa, in 
particular, demonstrates a proactiveness for initiating dialogues with feedback providers. She 
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articulates "... sometimes there are aspects of the feedback with which I disagree, but I can provide 
reasons…" indicating both her assertiveness and her recognition of the importance of prioritising 
teachers' reflective processes. Her emphasis on initiating dialogue aligns with the cognitive coaching 
skills underscored by Sartain, Stoelinga and Brown (2011) which are deemed indispensable for 
facilitating reflective practice. However, research by McNamara (1990) as cited in Hatton and Smith 
(1995) emphasise that fostering reflection necessitates ample time and opportunities for development 
to achieve essential meta-teaching and metacognitive skills. This insight pinpoints the needs for 
including cognitive coaching skills as part of the training programme I was developing on post-
classroom observation feedback so that school principals in the municipality is able to facilitate this 
level of reflective practice. 

In all interviews, participants report receiving balanced feedback from school principals, which 
included commendable aspects of their teaching and areas requiring improvement. For example, Adam 
simplifies the process: "Well, then if something is lacking, feedback is given; if something is good, praise 
is given as appreciation." Dion echoes this sentiment, acknowledging that the principal conveys 
appreciation for overall good teaching practice but also explains the problems with specific 
developmental areas. Mila, reflecting on her experience, sheds light on the transformative nature of 
positive feedback, deeming it “enlightening,” while Rosa sees it as a boost to her confidence. Mila's 
perspective adds depth to this discourse, likening feedback to a reflective mirror that illuminates 
previously unseen facets of teaching practice: “It's like looking at ourselves in a mirror; if there's no one 
observing the teaching, we won't know where we're going wrong or where we're doing well.” 

The recent interviews shed light on teachers' and principals' compliance with the structured 
observation protocols mandated by Regulation no. 7607 from the Directorate General of Teachers and 
Education Personnel. However, the observed disparity in participants' experiences with classroom 
observation prompts a critical examination of its overall efficacy. Those who found the process novel 
appeared more receptive to feedback, possibly due to their lack of expectations. Conversely, individuals 
who had experienced frequent observation engaged in more nuanced dialogues, and occasionally 
challenged the feedback provided. In the interviews, it appears that the principals in the participants' 
schools provide balanced feedback, however the lack of a standardised guideline for post-observation 
feedback might explain the varying levels of comprehension among school principals regarding the 
significance of gathering views from the teachers before offering their feedback. This exposes a 
fundamental gap in the system and an inadequacy in post-observation feedback protocol. Without clear 
directives on how feedback should be given, the process risks becoming perfunctory rather than 
transformative (Archer et al., 2016; Baeder, 2018; Bambrick-Santoyo, 2012).  In my opinion, the 
absence of structured guidelines not only undermines the potential for meaningful dialogue but also 
perpetuates a culture of top-down assessment, and stifles opportunities for genuine reflection and 
improvement.  

These findings guided the design of a training programme I developed for school principals in 
Kediri Municipality, specifically aimed at improving their ability to provide effective post-classroom 
observation feedback. The protocol I proposed and implemented in the municipality is detailed in the 
next section: Changes to practice. In addition to this training programme, I recommended to the 
Education Agency of Kediri Municipality that teachers participate in dedicated sessions within their 
professional learning communities (PLCs). These recommendations were accepted, and the sessions 
were subsequently led by school principals. They focused on developing a comprehensive 
understanding of the entire classroom observation process, from pre-observation discussions to post-
observation feedback. Given that this practice is relatively new for many teachers in Indonesia, these 
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sessions proved essential for providing clarity. While principals were encouraged to foster an inviting 
atmosphere that promotes open reflection and collaborative agreement on action steps, teachers were 
also encouraged to have the autonomy to implement these steps effectively, seek additional support 
from principals or peers as needed, and remain committed to their professional development. 

Changes to practice 

As previously mentioned, in my role with the NGO, where I develop instructional leadership 
training, I focus on equipping school principals with the skills to build professional learning communities 
(PLCs) and offer effective classroom-based support through observations. As a result of my 
observations and findings, I implemented several measures to improve the feedback and support 
provided to teachers by their principals. When designing materials for post-observation feedback, I 
concentrated on two key aspects: the content and the manner in which feedback is delivered. 
Regarding content, I emphasised that feedback should be balanced, addressing both strengths and 
weaknesses supported by evidence. For example, rather than vague statements like “The teacher’s 
explanation is clear,” feedback should include specific examples such as the teacher’s exact statements 
and students' reactions. In terms of feedback delivery, I introduced a communication framework for the 
classroom observation feedback form, which outlines a four-step process: 

1. Reflection – Principals ask teachers to reflect on their overall impressions of the class and 

identify areas for improvement. 

2. Feedback – Principals respond to the teachers' reflections, confirming observations that 

align with their own and addressing any additional areas not previously covered, backed by 

specific evidence.  

3. Specific Action Plan – Principals and teachers agree on a focus area and outline specific 

steps for improvement. 

4. Follow-Up Schedule – A plan is established for future meetings to review the 

implementation of the action plan and discuss any additional support needed. 

 

It was developed with the hope that the protocol would facilitate more constructive and 
supportive dialogues with teachers. A positive indication of its success is reflected in a survey of 102 
teachers and principals conducted after a series of training sessions, which revealed that 76 
respondents felt their collaboration had improved due to the more open and reflective discussions 
taking place in their schools.  

Implications for practice 

This study represents a pioneering investigation into post-observation feedback practice among 
school principals following the enactment of the Regulation No. 7607 in December 2023. The findings 
underscore the urgent need to refine current approaches to post-classroom observation feedback while 
also highlighting key areas for observer training. Specifically, the research revealed critical gaps in the 
current process such as reflective prompts to stimulate teachers' reflection. Moreover, the study finds 
that the effectiveness of feedback extends beyond its delivery, it also hinges on its actionable quality. 
This suggests the need for observers and teachers to mutually agree on lines of action and to follow-up 



 

 11 

at agreed stages.  This will help to truly assess improvements, ensure meaningful progress and raise the 
quality of teaching and learning. 

In light of the literature review on effective feedback protocols combined with the participants' 
experiences, I have developed an outline of the skills for the training program (see Table 3 below) that 
any Education Agency in districts or municipalities across Indonesia can consider to help school 
principals provide more effective post-classroom observation feedback to teachers.  

Table 3. The components of ini5al skill training for observers in the Indonesian context 

Skill: Pre-observa,on Skill: Observa,on Skill: Post-observa,on feedback 
Exploring the mechanisms of 
Teacher Performance 
Management under 
Regula5on no. 7607. 
 
Establishing a collec5ve 
understanding of the 
significance of classroom 
observa5on. 
 
Introduc5on to observa5on 
tools, focusing on key areas of 
observa5on.  
 
Guidelines for conduc5ng pre-
observa5on conferences 
including agreement on the 
specific areas of focus for 
observa5on. 

Facilita5ng classroom 
observa5on and u5lising 
observa5on tools* 
 
Recording and 
documen5ng evidence* 
 
*IncorporaFng model 
examples, videos or sample 
notes to enhance 
understanding. 
 
Structured exercises in 
observa5on techniques 
and evidence collec5on. 
 
Preparing post-classroom 
observa5on feedback 
sessions. 
 

Cogni5ve Coaching Skills: 
Using strong prompts that foster 
deep reflec5on on instruc5onal 
prac5ce, such as “How does 
student engagement relate to 
classroom management in your 
teaching?” and “What specific 
steps can you take to improve 
each?” is more effec5ve compared 
to weak prompts that limit teacher 
responses and encourage minimal 
discussion, such as “Do you 
agree?” and “Did you finish the 
lesson?” (Sartain, Stoelinga, & 
Brown, 2011, p. 24). 
 
Structured exercises in conduc5ng 
post-observa5on feedback 
protocol including: 
- Giving praise 
- Encouraging teacher 

reflection 
- Identify strengths and areas 

for improvement 
- How to agree upon focused 

areas of observation 
- How to agree the focus of pre 

and post observation 
conferences 

- Providing clear evidence 
- Formulating an action plan 

with clear timelines 
- Agreeing the content and 

timing for a follow-up 
discussion  
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Ra5onale:  
Training in these prerequisites 
lay the groundwork for school 
principals before undertaking 
classroom observa5ons.  

Ra5onale: 
The aim is to acquaint 
observers with the 
observa5on process, 
offering guided exercises 
through model example 
and opportuni5es for 
prac5ce and improvement.  

Ra5onale:  
This approach closely aligns with 
the feedback protocol outlined by 
Bambrick-Santoyo (2012). 
To enhance the reflec5ve process, 
observers will develop suppor5ve 
prompts that guide and deepen 
teachers’ reflec5on. 
Observers develop materials to use 
during pre and post observa5ons.  

  

As this research primarily focused on post-classroom observation feedback; therefore, the table 
outlines a protocol to guide observers and teachers which will help foster a transparent understanding 
of expectations of both. I further suggest that educational stakeholders, particularly the Education 
Agency officials, consider implementing training sessions to enhance the observational skills of school 
principals and improve the effectiveness of feedback provided to teachers.  Monitoring of the value of 
the training and its effect on teaching practice related to the new curriculum, should be part of the 
process. 

With regard to the research methods, some limitations need to be acknowledged. First, the nature 
of the IPA methodology used in the study, is characterised by a relatively small sample size and this may 
limit the generalisability of the research findings. Second, the study does not verify whether the 
feedback provided will translate into tangible improvements in teaching practice beyond enhancing 
participants' understanding and application of the new curriculum. This limitation arises from some 
participants' lack of prior experience of being observed and are currently implementing actions based 
on their recent observation feedback.  

Next steps 

I would hope to engage in future research on post-classroom observation feedback and consider 
widening its scope and use to test the current findings and monitoring their success in improving 
teaching practice. One avenue could involve examining the perspectives of school principals to 
understand their processes and the strategies they employ in providing post-classroom observation 
feedback. It could also be useful to explore the protocols use for pre-observation and the effectiveness 
of the whole classroom observation process. In addition, in these future studies, triangulating feedback 
data with other metrics such as student learning outcomes, could provide more robust evidence of 
improved teaching practice. These approaches would enhance the depth and breadth of understanding 
regarding the effectiveness of post-classroom observation feedback mechanisms in Indonesia. 
Additionally, as the NGO I work with has expanded into additional districts and municipalities across 
Indonesia, I intend to conduct a needs analysis for the school principal training programme, focusing on 
delivering post-observation feedback. I will review the skills listed in Table 3 to assess their relevance 
and ensure they are tailored to the local context before presenting a comprehensive training plan to 
the respective Education Agencies.  
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