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Introduction

This reflective evaluation critically examines my development as a teaching practitioner within the Post Compulsory Education and Training (PCET) sector. It evaluates how educational theory, formal observation, learner feedback and reflection have shaped my planning, teaching, assessment and professional identity within a policing context.
Reflection is widely recognised as an essential component of professional learning. Schön (1983) argues that effective practitioners continually reflect both during and after professional practice, whilst Brookfield (2017) suggests that meaningful reflection requires educators to challenge their assumptions by considering multiple perspectives, including those of learners, colleagues and educational research. These frameworks have provided the foundation for my own professional development, enabling me to move beyond relying solely upon operational experience towards becoming a more reflective and evidence-informed practitioner.
My teaching role sits within a complex professional context. Police education must develop knowledge, skills and values while also preparing officers to make defensible decisions under pressure. This means my teaching cannot be judged only by whether learners understand content during a session, but by whether learning can influence professional judgement, investigative quality and the service provided to victims and communities. This has been a significant shift in my thinking because it has required me to consider education as a mechanism for organisational improvement rather than simply a means of transferring information.

Planning Learning within Police Education
My development as an educator has shifted my planning from teacher-centred delivery towards learner-centred facilitation. Early sessions relied heavily on operational experience and subject expertise, but I now recognise that effective teaching is measured by the extent to which learners can apply, analyse and evaluate knowledge within professional practice. Within Gwent Police, learners bring significant operational experience, which can enrich discussion but may also create resistance where new approaches challenge established practice. Planning therefore needs to create space for learners to question assumptions, test professional judgement and apply learning to realistic policing scenarios.
This shift has also required me to reconsider the relationship between credibility and pedagogy. My operational background helps establish trust with learners because examples are authentic and grounded in practice. However, credibility alone does not guarantee learning. If teaching relies too heavily on professional stories or instructor explanation, learners may remain passive and fail to develop the independent judgement required in practice. I have therefore become more deliberate in using my experience as a resource for learning rather than as the centre of the learning process.
Biggs and Tang's (2022) theory of constructive alignment has helped me connect outcomes, activities and assessment more deliberately. However, police education cannot become overly rigid because operational scenarios are unpredictable and learners may need to explore issues that emerge during discussion. I now begin with the intended outcome and design backwards, while retaining flexibility to respond to learner experience. For example, when teaching stalking investigations, the aim is not simply legal recall but the ability to analyse risk, identify investigative opportunities and justify proportionate decisions. Scenario-based learning therefore provides a stronger pedagogical fit than lecture-based delivery alone.
This has influenced how I design learning outcomes. I now try to express outcomes in terms of professional capability rather than content coverage. For example, a weaker outcome would be that learners can identify the stages of an investigative process; a stronger outcome is that learners can apply that process to a realistic scenario, explain their rationale and identify risk. This distinction matters because investigative practice depends on judgement, not simply procedural awareness.
Bloom's revised taxonomy (Anderson and Krathwohl, 2001) has also influenced my planning by encouraging movement beyond factual recall towards analysis, evaluation and decision-making. I am cautious, however, not to treat it as a fixed hierarchy because policing often requires officers to recall, analyse and evaluate information simultaneously. Its value lies in prompting me to design authentic activities where learners synthesise legislation, policy, evidence and operational experience to resolve complex investigative problems.
Cognitive Load Theory has challenged my assumption that comprehensive coverage equated to effective teaching. Sweller, Ayres and Kalyuga (2019) argue that learning is impeded when working memory is overloaded, which is relevant where legislation, policy and procedure can overwhelm learners. Nevertheless, reducing cognitive load must not oversimplify the uncertainty officers face in practice. Observation feedback therefore prompted me to reduce unnecessary content, sequence learning more carefully and revisit key concepts through applied activities while preserving realistic ambiguity.
My understanding of differentiation has also developed. Adult learners in similar roles often possess different levels of confidence, experience and investigative knowledge. Merriam and Baumgartner (2020) emphasise the importance of prior experience in adult learning, although I have learned that experience can create resistance as well as readiness to learn. I therefore differentiate through questioning, group composition, scenario complexity and peer learning, rather than simplifying content or producing entirely separate resources.
This approach has helped me avoid a deficit view of learners. Differences in experience are not weaknesses to be corrected, but resources that can be used to support collaborative learning. More experienced officers can test theory against practice, while less experienced officers often ask questions that expose assumptions held by the wider group. My role is therefore to facilitate a learning environment where different levels of experience become a shared resource rather than a barrier to progress.
Formal teaching observations have strongly influenced my planning. Feedback recognised my operational credibility and subject expertise but encouraged greater learner participation, structured discussion and more frequent formative assessment. I responded by reducing teacher talk, embedding collaborative learning and creating more opportunities for learners to reflect on investigative decision-making. This reflects Schön's (1983) concept of reflection-on-action, where practitioners critically evaluate experience to inform future practice.

Critical Reflection on My Teaching Practice Through Observation and Feedback
Formal teaching observations have been central to my development because they provided an objective perspective that self-reflection alone could not offer. Brookfield (2017) argues that practitioners who rely only on self-reflection risk reinforcing assumptions, whereas considering learner, colleague, personal and theoretical perspectives supports more balanced evaluation. Each observation challenged my assumptions, informed future planning and encouraged continuous improvement.
This was evident in my first formal observation, where feedback noted thorough preparation, purposeful pacing and alignment with learning outcomes. The observer also recognised that activities encouraged learners to apply the process rather than simply receive information. This reassured me that operational authenticity was valuable, but also reinforced the need to design activities requiring learners to think, discuss and justify decisions.
Across the observations, a clear progression emerged: my initial strengths were preparation, subject credibility and operational relevance, while my main development centred on creating more active, reflective and learner-led sessions. This shows that I used feedback not only to amend individual lessons, but to reshape my wider approach to teaching and learning.
The most important learning from observation was that effective teaching requires evidence of learner thinking, not simply evidence that I had delivered the planned material. This challenged my earlier confidence because a well-organised session could still fail to reveal whether all learners had understood or could apply the content. I now treat observation feedback as evidence for professional enquiry: it helps me identify patterns, test assumptions and make informed changes to future teaching.
Assessment, Feedback and Measuring Learning
My understanding of assessment has shifted from checking knowledge to evaluating professional competence. Within policing, success is not measured by written recall alone but by an officer's ability to apply knowledge, exercise judgement and make legally and ethically defensible decisions in complex operational environments. Assessment therefore needs to inform teaching, support learner development and evidence whether learning can transfer into practice.
Earlier assessment relied mainly on questioning and group discussion. Observation feedback highlighted that confident learners could dominate while quieter learners' understanding remained hidden. This prompted me to create structured opportunities for all learners to demonstrate understanding, reflecting Wiliam's (2018) view that formative assessment should generate evidence from all learners, not only the most vocal.
My teaching now uses scenario-based decision-making, think-pair-share, structured discussion, targeted questioning and practical investigative exercises. These approaches expose misconceptions and allow learners to justify decisions, balance competing priorities and apply professional judgement within uncertain circumstances. Assessment has therefore moved from testing factual recall towards evaluating reasoning and decision-making.
This has also changed my use of questioning. I previously used questions to check whether learners could recall information; I now use questions to reveal reasoning. Asking learners why they would prioritise one investigative action over another, or how they would justify a safeguarding decision, gives better evidence of understanding than asking them to repeat policy. This is particularly important in policing because poor reasoning can have consequences even where officers know the correct procedure.
This reflects Black and Wiliam's concept of Assessment for Learning, where assessment continuously informs teaching and learner progression. However, formative assessment only works if learners feel able to reveal uncertainty. In police culture, where competence is highly valued, officers may be reluctant to expose gaps in understanding. I therefore aim to create a psychologically safe environment where questioning is treated as part of professional development.
This has practical implications for my classroom practice. I increasingly use low-stakes activities, paired discussion and scenario debriefs before asking learners to contribute in front of the wider group. This reduces the risk of embarrassment and supports inclusion, but it also improves the quality of assessment because learners are more likely to test ideas, disclose uncertainty and refine their thinking before reaching a conclusion.
My view of feedback has also changed. Initially, I saw it as information given by the teacher after assessment. Carless and Boud (2018) argue that sustainable feedback develops learners' capacity to evaluate their own performance and apply feedback to future learning. I now encourage learners to evaluate investigative decisions collectively, justify alternative approaches and consider how feedback will influence future operational practice. Feedback therefore develops critical thinking and professional accountability rather than simply correcting mistakes.
I now evaluate teaching beyond learner satisfaction. Kirkpatrick's model helped me distinguish reaction, learning, behaviour and organisational outcomes, although its limitation is that workplace impact cannot always be attributed directly to a single training intervention. Supervision, workload, culture and operational demand also influence practice. I therefore consider learner confidence, supervisor feedback, workplace application and organisational priorities when judging educational effectiveness.
This has made me more cautious about claiming impact. A training session may contribute to better practice, but it sits within a wider system of supervision, policy, workload and culture. For this reason, I now see evaluation as cumulative rather than isolated. Evidence from learner feedback, observation, supervisor comments and workplace application must be considered together before judging whether teaching has made a meaningful difference.
Overall, assessment has become one of the main ways I influence learning. Its value lies in exposing misconceptions, informing teaching and testing whether learning can support operational judgement, investigative supervision and improved service to victims and communities.

Reflective Practice, Professional Identity and Educational Leadership
Before entering education, my professional development centred on operational competence, legislative knowledge and investigative experience. This programme has challenged my assumption that expertise automatically translates into effective teaching. I now recognise teaching as a distinct professional discipline requiring evidence-informed planning, critical reflection and responsiveness to learner need.
Reflective practice has become an ongoing professional discipline rather than a task completed after observation. Gibbs' Reflective Cycle offered a useful structure, but its staged format can feel retrospective and less responsive to live teaching. Schön's reflection-in-action better reflects the need to adapt explanations, questions and activities during sessions in response to learner understanding.
Brookfield's model has been particularly useful because it reminds me that reflection should not rely only on how I felt a session went. Learners may appear engaged without achieving deep understanding, and a teacher may feel confident while still dominating discussion. By drawing on observation feedback, learner responses and theory, I can challenge my own assumptions more effectively and avoid treating confidence as evidence of competence.
This was evident after my stalking observation, where feedback encouraged greater learner reflection. In response, subsequent lessons included structured debriefs, peer discussion and reflective questioning. Later feedback recognised that these changes enabled officers to apply learning rather than simply listen to information, demonstrating how reflection directly improved my teaching practice.
The Professional Standards for Further Education Teachers and Work-Based Learning Practitioners in Wales (2017) emphasise professional learning, evaluation of practice and contribution to the learning of others. This aligns directly with my development because I now evaluate my own teaching more systematically, use feedback to improve practice and support colleagues through mentoring and curriculum design. As the Detective Sergeant responsible for Crime Training, my role extends beyond delivery to supporting organisational learning across Gwent Police.
The standards also provide a useful framework for linking individual development to wider professional responsibility. They require practitioners to maintain subject and pedagogical knowledge, promote inclusive learning and evaluate the impact of their practice. In my context, this means developing learning that is accessible to officers with different levels of experience while still maintaining professional challenge. It also means using feedback and evidence to improve not only my own teaching, but the quality of learning available across the organisation.
This has reframed educational leadership for me. My role is not simply to deliver training but to influence investigative practice through curriculum design, mentoring and evidence-informed learning. This requires me to shape learning culture, support colleagues and promote reflective professional practice.
This leadership role is significant because many challenges in investigative practice are not solved by policy alone. Officers and supervisors need opportunities to interpret guidance, discuss judgement, practise decision-making and learn from feedback. I therefore increasingly view teaching as part of professional culture change. My responsibility is to design learning that helps staff think more critically about risk, victim care, investigative quality and supervisory accountability.
Technology and digital learning remain areas for further development. I have begun using interactive presentation tools, digital case studies and online resources, and during this degree I have also used generative artificial intelligence to support lesson planning and scenario design. However, I recognise that technology should enhance, rather than replace, professional judgement. My future development will therefore focus on using blended and digital learning in ways that promote critical thinking, authentic decision-making and learner accountability.
The use of artificial intelligence has also prompted ethical reflection. While it can support planning, scenario generation and resource development, it must be used transparently and critically. Police education deals with sensitive professional practice, so any digital tool must be checked for accuracy, bias, confidentiality and appropriateness. This reinforces my wider view that technology should support pedagogical judgement rather than determine it.
Looking forward, my future development will focus on designing educational interventions that address organisational priorities, particularly investigative supervision, decision-making and investigative quality. The accompanying action plan translates this reflection into measurable professional development targets.

Synthesis of Professional Learning and Future Development
Reflecting on my development, this programme has changed how I understand education, professional learning and organisational improvement. My policing experience provides credibility, but theory, structured reflection and scholarly enquiry have helped me transform that expertise into purposeful, evidence-informed teaching.
The strongest evidence of my development is the way my practice now integrates theory, feedback and professional judgement. I no longer see these as separate elements. Theory helps me justify and critique my decisions; feedback tests whether those decisions are effective; and professional judgement enables me to adapt learning to the realities of policing. This integration is central to my development as a reflective practitioner.
Overall, the portfolio has enabled me to critically evaluate my development within the PCET sector and reflect on the transformation of my professional identity. I began this qualification as an experienced detective who delivered training; I now increasingly see myself as an educator whose practice is informed by scholarship, reflection and organisational need. The most significant development has been recognising that effective police education is not simply the transmission of operational knowledge, but the deliberate creation of learning conditions that improve professional judgement, reflective practice and organisational capability.
This development remains ongoing. My action plan therefore needs to focus not only on improving discrete teaching techniques, but on strengthening my ability to evaluate impact, lead learning and design education that supports organisational priorities. In this sense, the portfolio has not been an end point, but a structured opportunity to identify how I can continue to develop as an educator and leader within police training.
The accompanying action plan translates these reflections into objectives aligned with the Professional Standards for Further Education Teachers and Work-Based Learning Practitioners in Wales (2017) and the strategic priorities of Gwent Police. Through continued development, I aim to strengthen investigative supervision, support colleagues and contribute to improved outcomes for victims and communities.
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