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Use of Generative AI in Assessment 

	RESEARCH 
	For this assessment, you can use Generative AI to support you in research, including searching for bibliography, using tools to summarise, compare and interrogate materials. 
	Yes  ☒
 
No   ☐

	STRUCTURE 
	For this assessment, you can use Generative AI to support you in structuring your submission, including creating a draft argument structure, identifying parts and headings, etc. 
	Yes  ☒
 
No   ☐

	PROOFREADING 
	For this assessment, you can use Generative AI to check your own text/creation for grammatical and syntactical mistakes, including rephrasing of your own work within specific standards. 
	Yes  ☒
 
No   ☐

	WRITING 
	For this assessment, you can use Generative AI to create text for submission. 
	Yes  ☐
 
No   ☒

	CREATIVE 
	For this assessment, you can use Generative AI to create creative materials, such as images. 
	Yes  ☐
 
No   ☒

	PROGRAMING 
	For this assessment, you can use Generative AI to create and check code. 
	Yes  ☐
 
No   ☒

	NONE 
	For this assessment, you are not allowed to use any type of Generative AI support. This includes research support, structure support, writing/proofreading support and creative support. 
	Yes  ☒
 
No   ☐




AI Acknowledgement  
I confirm that I have not presented any AI generated materials as my own work in this portfolio.
However, I acknowledge the use of Grammarly (https://www.grammarly.com/) on 28 April 2026 to check my work using the prompt: 
1. Please check the following text for grammar and spelling.


PGCert Portfolio
Jingjing Ruan (2515677)
General statement on how I view teaching and learning
My view on teaching and learning has been shaped by my teaching experience and my own research interest in learning sciences. In the HE context where I work now, I believe that teaching is a cognitively demanding profession that requires strategic synthesis of research evidence and reflective practice. Through wider research and critical reflection, I aim to develop my effectiveness in designing and planning learning activities (A1) and teaching and supporting learning (A2) to meet the evolving needs of my students.
As a PGCE tutor, I hold that a teacher’s Core Knowledge of how learners learn (K1) is the most critical prerequisite for effective instructional design. I fulfill my professional responsibility to respect diverse learner groups and neurodiversity (V1) by managing the mental effort required for tasks to prevent cognitive overload. I regard designing learning activities (A1) as a cognitively demanding decision-making process where the curriculum is transformed and adapted. In my early career, I often relied on lesson plans as a script or safety net to manage the complexity of the classroom. However, as I develop expertise, I am learning to view planning as visualization, allowing me to anticipate student responses and remain flexible enough to accommodate their needs in the moment. Before planning any session, I always consider my students’ prior knowledge and then analyse the intrinsic cognitive load, which is the inherent difficulty of the materials they might face. Based on their experiences, I select the most authentic resources to engage their interest and employ relevant worked examples to break the content into manageable chunks. This scaffolding is vital to making complex tasks accessible, though I aim to gradually remove these supports so that all students eventually succeed at the required level in their own ZPDs independently. My goal is to facilitate the construction of powerful schemas in the students' long-term memory. By structuring and sequencing learning tasks (A1) to build upon learners’ prior knowledge, I could help students transition from fragmented facts to more integrated and coherent understanding.
In my commitment to achieving Descriptor 1 (Associate Fellowship), I recognise that respecting individual learners and diverse groups (V1) requires an evidence-informed approach (V3) to material design and lesson delivery. I prioritise the minimisation of extraneous cognitive load, which refers to mental effort spent on processing poorly designed slides, ambiguous instructions, or distracting environments that do not directly contribute to learning. By ensuring that my slides, instructions, questioning and feedback (A2, A3) are concise and clear, I manage the classroom to maximise the opportunity to learn and productivity (A2). This involves providing simple, explicit instructions so that students’ limited mental resources are focused entirely on the intrinsic load i.e. the inherent difficulty of the subject matter itself. One of the effective techniques I enjoy using is dual coding, which involves strategically combining verbal explanations with visual representations, e.g. on-slide images/diagrams. This approach is a core part of my Core Knowledge of how learners learn (K1) and allows me to present new material in manageable steps. Research suggests that when verbal and visual information are aligned, it reduces the risk of working memory becoming overwhelmed, particularly for learners who lack prior knowledge in the domain (Sweller, 2011).
Apart from the PGCE tutor role, I am also a lecturer and personal tutor in the full-time EdD programme where our students are usually an international educational workforce researching practice-based problems. To support them effectively, I explore various teaching and pastoral strategies to promote equity of opportunity (V2) for students with different linguistic and cultural backgrounds. This often requires culturally relevant teaching where I remain respectful and responsive to their diverse values and identities. In this process, a commitment to critical evaluation (K3) and self-awareness in professional development (A5) is vital. I must guard against the Pygmalion Effect, where my unconscious bias and expectations could inadvertently limit student progress. Overcoming these requires adopting the disposition of a sceptical researcher of my own practice, using observation and evidence to evaluate pedagogical efficacy. This involves moving beyond guessing toward evidence-based inclusive interventions that justify my pedagogical decisions.
To conclude, great teaching must be defined by its impact. I strongly believe that a great teacher is one whose students think harder and learn more, and professional learning happens when we think hard about our practice and take full ownership of it. As teaching is an Inquiring Profession that demands a lifelong commitment to A5 (Continuing Professional Development) and Core Knowledge K5 (Quality Assurance), I am committed to collaborating with others (V5) to review my teaching to enhance practice and ensure collective accountability. PSF 2023 has been and will continue act as my ultimate benchmark, guiding my development toward a future of strategic, evidence-informed excellence where I continue to foster high-quality learning environments that are fundamentally inclusive and impactful.
Reflection on Microteach and peer feedback
The topic of my Microteach was ‘What makes a good literature review’, which is one of the major challenges the full-time EdD students face in the module I lead. I have observed that in the transition to doctoral level study in the UK, international EdD students in particular, find it difficult to shift from descriptive summary to critical synthesis. Many of them arrive from educational cultures where the Laundry List approach was typical where they summarise each source in isolation. Therefore, my session focused on explaining key features of good reviews through concrete examples tailored to the cognitive and linguistic needs of international students.
What went well? I communicated the Learning Objective at the start of session and revisited this towards the end, to ensure that students are aware of the aim to develop their critical understanding of key qualities of a good literature review. To facilitate this, I designed a Think-Pair-Share activity to ask students to evaluate weak and strong samples of literature reviews. By contrasting weak examples (laundry lists) with strong ones (critical synthesis), students would be able to identify how academic voice should be constructed. I believe utilising contrasting samples created a low-stakes environment where students can practice evaluative skills without the pressure of their own research (A2, K2). I also used visual metaphors on slides, e.g. synthesis puzzle (assembling individual pieces to build a big picture), to provide accessible mental models for those processing complex concepts in a second language (K4). The think-pair-share activity was designed to reduce their anxiety and allow time for linguistic rehearsal before whole-class feedback (V1, A4).
What could be even better? One of the key peer feedback items I received was around how to engage international students effectively. I realised that strategic adherence to Inclusive Practice (V1) and Equity of Opportunity (V2) requires me to constantly reflect on the impact of my delivery. I need to research more to develop knowledge regarding how international EdD students transition from descriptive summary to critical synthesis (K2, K3). To achieve more effective and inclusive design and ensure equity of opportunity (A1, A2), I have joined a research project with other EdD lecturers to explore the barriers and enablers of international EdD students perceive. I plan to use student voice to enhance my practice, alongside continuous reflection and professional development (A5), to further develop more effective teaching and questioning techniques to engage and support students with diverse backgrounds and needs.
Reflective report of a teaching intervention cycle
This report will present my experience and reflections on the Cycle 1 teaching intervention I tried out in the full-time EdD course. In this cycle, I mainly focused on reviewing evidence for the following categories to satisfy D1, including Areas of Activity (A2: teaching/supporting learning and A4: supporting and guiding learners), Core Knowledge (K1: application of knowledge regarding how learners learn, K2: teaching approaches, and K3: critical evaluation); Professional Values (V1: respecting individual learners and V3: using scholarship or research to inform practice).
Context and Rationale
Currently, I serve as the module lead for the full-time EdD 7019 Critical Literature Review module, while also acting as a personal tutor and supervisor for international doctoral students. My motivation for this teaching intervention stems from my 2024 experience teaching a cohort of eight international students. During this time, I identified a significant descriptive trap in student assignments, where their work resembled a laundry list style of summaries rather than a critical synthesis of research. This gap between description and criticality necessitated a comprehensive redesign of this module to support a growing cohort of 14 international students in the following year.
Situated at Level 7, this module is a crucial bridge transitioning students from professional practitioners to academic researchers. The primary pedagogical objective is to cultivate the higher-level analytical and critical skills essential for constructing sophisticated doctoral arguments. However, a strategic initial reflection revealed that my previous consistency-driven approach (i.e. utilising materials designed for the local Welsh educational workforce in the part-time pathway) was actually insufficient for the rigours of full-time international doctoral scholarship. The existing materials did not account for the 30-hour full-time timetable, nor the specific scaffolding required for students lacking experience in critical writing in English.
From a quality assurance perspective (K5), this curriculum review is essential to ensure our instructional design effectively bridges the gap between international candidates' professional backgrounds and academic scholarship. My objective is to move beyond a one-size-fits-all approach by respecting the diverse academic cultures and linguistic backgrounds of my learners (V1). This requires applying core knowledge of how learners learn (K1) to address the cognitive and linguistic challenges faced by EAL students.
By adopting evidence-informed lit review approaches (V3) like Winchester and Salji (2016) and the Megginson and Whitaker (2009) cycle of self-assessment, planning, implementation, and review, I aim to foster a critically evaluative learning environment. This intervention is not merely a linguistic adjustment but a cognitive shift, moving students from being consumers of knowledge mindset to critics of knowledge, who are capable of identifying research gaps and justifying their own intellectual contributions. I hope that this process aligns with the PSF 2023 by enhancing practice through continuous professional development and strategic design (A1, A5).
The Cycle 1 phases
To enhance the provision of this module to better support my students, I followed the Megginson and Whitaker (2009) CPD Cycle, which involves a systematic process of self-assessment, planning, implementation, and review. This iterative approach allowed me to move beyond traditional knowledge transmission style of lecturing to a more evidence-informed practice (V3) tailored to the specific needs of international doctoral candidates.
1. Self-assessment
As the full-time pathway was newly opened, I mainly used the slides and materials designed by Dr Susan Jones who leads the equivalent module for the part-time pathway, for the purpose of consistency. After carefully assessing my module aims, materials and delivery, I discovered an uncomfortable truth: the instructional design was insufficient for the rigours of doctoral-level scholarship international students are expected to achieve. As effective pedagogical development requires an honest baseline, I assessed the three genuine challenges my students and I faced. Firstly, the volume of part-time slides and materials are not sufficient for the full-time pathway because they only have 2 days of delivery whereas we have 30 hours timetabled in one semester. Secondly, the design and way of working in the part-time pathway were suitable for Welsh local educational workforce, but too challenging for international students. Thirdly, more scaffolding and guidance were needed to aid the international students to pass the two module assessments, since most of them lacked experience presenting and writing critically in English. More than half of them remained in a comfort zone of the descriptive trap, i.e. the laundry list style of summary, towards the end. Their final submissions were not synthesising research, but mostly a fragmented summary of one source after another without establishing any relationships between them. There was some superficial thematic organisation and gap identification, but the links between the studies they included and their own projects were missing. The previous teaching materials and my consistency-driven approach had failed to mitigate the tendency for irrelevant rambling international students showed. By using the module’s assessment data and developing knowledge of how my students learn, I was able to critically evaluate my previous practice and seek evidence-informed approaches to rectify the current weaknesses (K1, V3).
To summarise, the following gaps were identified between assessing the previous teaching materials and considering the needs of the international cohort. The two-day delivery model lacked the depth required for the 30-hour full-time semester requirement. Materials designed for local practitioners did not address the specific academic and cultural transitions of international doctoral candidates. A lack of structured guidance hindered students with limited experience in critical writing and formal presentations in an English-language academic context. Previous approaches failed to provide the tools necessary to move students from a consumer of knowledge mindset to a critically evaluative stance. This self-assessment process was rooted in my knowledge of how my learners learn (K1) and my use of critical evaluation as the primary driver for redesigning the module (K3). I am committed to seeking evidence-informed approaches to address these gaps and develop professionally (V3).
2. Planning and prioritising suitable changes
To address the identified gaps, the redesign of the 7019 module was predicated on the strategic necessity of aligning every learning activity with Level 7 outcomes and the diverse needs of the international student body. The curriculum review focused on moving away from a one-size-fits-all approach, ensuring the instructional architecture supported the specific linguistic and academic backgrounds of the cohort (A1).
A major element of this redesign was the integration of Wallace and Wray’s (2021) framework for critical reading and writing. This scholarship was highlighted to provide a logical sequence designed to reduce cognitive load and transform the daunting task of identifying research gaps into manageable scholarly actions. To mitigate student drift, I designed three primary structural changes: expanded interactive slides with exemplar excerpts, a three-part assessment breakdown for frequent feedback, and integrated afternoon personal tutor sessions for bespoke support (A3). To address the student drift common in EAL doctoral students, I designed an ‘break it down’ Analysis Grid and a ‘build it up’ Synthesis Grid to help students visualise the agreements and disagreements among authors. By explicitly scaffolding the transition from summary to thematic argument, I plan to create a supportive environment that respect the academic potential of diverse learners (A2, V1, V2). I developed some metaphors and concrete examples to allow international students to understand the shift from individual sources to a bigger picture those individual puzzle pieces can create. It was hoped that this way can illustrate that a lit review is the assembly of a coherent critical narrative, not a collection of isolated facts. More scaffolded tasks were created to build their understanding and capacity gradually. For example, after session 1, they were asked to draft A 100 words defining the purpose and nature of a critical review. After following sessions, they need to 200 words to summarise one journal article, and then 300 words to compare and contrast two sources etc.
Based on my knowledge of how international students learn, I designed some think-pair-share activities specifically to allow time for them to think and prepare before sharing with pairs and the whole group (K1, K2). These tasks were designed for students to compare exemplar lit reviews where I hope they can see weak and strong features obviously. During the pair discussion and group sharing, they were expected to notice differences and highlight specific limitations and strengths. All the activities and worksheets were designed to ensure the students’ critical lens and academic voice could emerge through the active critique of existing literature and evaluation of exemplar writings. In terms of assessments, one mini coursework to justify their research interest was added before the international students were expected to present in English. The second assignment of lit review presentations were changed to a shorter video presentation to allow students to rehearse and record voice overs at home due to their availability and at their own pace. The third assignment of lit review essays remained the same, so the final standards and expectations were still consistent with the part-time pathway.
To summarise, the redesign and planning of these activities (A1) were intended to facilitate inclusive practice (A2) by proactively addressing the barriers faced by EAL learners. This approach hopefully could respect the academic potential of diverse learners (V1) and promotes equity of opportunity (V2) by providing break it down and build it up strategies and demos. By scaffolding the transition from summary to thematic argument, the redesign seeked to ensure that the academic voice of each student can emerge, regardless of their prior academic culture. 
3. Implementing the Cycle 1 interventions
The do or implementation phase of this cycle served as a rigorous test for the planned changes, during which I delivered significantly updated approaches to teach and support learning (A2). Applying core knowledge of teaching approaches appropriate for the subject and Level 7 study (K2), I introduced a three-component assessment structure designed to provide gradual scaffolding: a 750-word plan, a 9-minute video presentation and a final written essay. To facilitate a transition from a descriptive laundry list to critical synthesis, I implemented evidence-based visual tools, including an Analysis Grid to categorise source information and a Synthesis Grid to help students visualise thematic conversations between authors (A4, V3).
Throughout this cycle, I applied core knowledge of teaching approaches appropriate for the subject and level (K2) to support international students to navigate the complexities of lit review writing process. To facilitate inclusive teaching and supporting learning (A2), I implemented the three-component assessment structure that was designed to serve as a scaffolding strategy: a. Assessment 1: a 750-word Plan and Justify task (early-warning system); b. Assessment 2: a 9-minute video presentation (10-12 slides); 3. Assessment 3: a 5250-word comprehensive critical lit review essay. An import element of this assessment strategy was the implementation of Assessment 2 which served as a bridge between assessments 1 and 3. Aligning with K4 (appropriate use of digital technologies), the strict time limit of 9 minutes and the requirement for a justified rationale for research questions effectively mitigated student drift and rambling. Students were forced to discard irrelevant content in favour of concise, synthesised arguments. Applying knowledge of how learners learn (K1), I utilized structured templates and suggested structure for assessments 2 and 3 to offload the cognitive burden of formatting, allowing students to focus exclusively on critical content. 
To aid international students to approach their lit review progression, I followed evidence-based approaches (V3) and demonstrated the use of analysis grid and synthesis grid templates before writing up the critical review paragraphs. I introduced the Analysis Grid to move away from a traditional lecture on how to review and instead provided a template where students had to categorise source information by methodology, findings, and limitations etc. I observed that students initially struggled to identify limitations in seminal works, often viewing published authors as authorities. I intervened by using a Common Ground activity to build their confidence in critiquing sources and questioning authority, which fostered their self-critical reader identity (K2). The core of my intervention was the Synthesis Grid or thematic matrix. I demonstrated how to group authors under similar claims or themes. This allowed students to visualise the agreements and disagreements within existing literature. By providing these structural scaffolds, I was able to support and guide learners (A4) through the most difficult parts of the literature review process. 
Fostering independent self-directed learners at the doctoral level requires intensive support and guidance (A4), particularly as students navigate complex concepts like synthesis and criticality in English academic writing. To further support international students’ writing, I provided typical linguistic sentence patterns and linking words, as well as real examples of literature reviews and contextualised these typical structures. To support diverse learners and respect individual research contexts (V1, A4), I also used bookable 1-1 tutorials to support them in terms of English academic writing, technical skills like using PowerPoint/Canva/Turnitin to record and upload video presentations, as well as wellbeing related matters. These sessions were strategic interventions to help international students use focused time and space to upskill, refine their research, ensuring that their critical reviews were on the right track.
To summarise, the implementation phase served as a vital testbed for evidence-based pedagogical theories in the high-stakes EdD environment. Throughout this cycle, I applied my knowledge of teaching approaches appropriate for Level 7 (K2) to help students navigate the complexities of the literature review process. The execution of the three-component assessment structure was central to this phase and provided measure for the impact of Cycle 1 interventions on students’ learning. The use of structured templates and digital video presentations demonstrated appropriate use of technology to enhance learning (K4) and innovative application of Level 7 teaching approaches (K2). By creating an inclusive environment (A2) that supports non-native English speakers through linguistic scaffolds, I ensured that conceptual depth was not masked by a lack of linguistic fluency. 
4. Review the impact of Cycle 1 interventions
I am deeply committed to evaluating and measuring the impact of interventions for quality enhancement (K5). As a results, students developed a better understanding of what is a critical literature review and moved away from the laundry list toward more critical synthesis. The rationale for this cycle of interventions was anchored in scholarship and evidence-informed approaches (V3). To mitigate the high cognitive load and anxiety associated with scoping the field in a second/foreign language, I followed Wallace and Wray’s (2021) framework for critical reading and writing. Thus, I provided students with a predictable, logical sequence that transformed the daunting task of identifying research gaps into a manageable series of scholarly actions. This evidence-based scaffolding ensured that students are not merely reading literature but are strategically identifying the research gaps as the catalyst for their own intellectual contribution.
When reviewing the effect and impact of the changes implemented during this academic year, I realised that the transition required of international doctoral students was not only linguistic, but actually cognitive. Many international students entered the EdD programme with a consumer of knowledge mindset, often feeling a lack of perceived permission to critique Western seminal texts or established English-language research papers. This stems from diverse prior academic cultures like China, where questioning authority may not have been the norm.
On one hand, the interventions grounded in scholarship and evidence-informed approaches (V3) have worked effectively to transform these students into critics of knowledge, rather than consumers. By implementing strategic task scaffolding, such as the Analysis and Synthesis Grids, I provided useful tools that allowed students to move beyond descriptive rambling and see the conversation between authors for the first time. This approach, combined with personalised 1-1 tutorials, successfully bridged the gap between descriptive mapping and critical synthesis. The impact was measurable, with a roughly 30% reduction in descriptive summary in final submissions and a marked increase in the use of sophisticated synthesis markers, compared with the start of module.
Despite these successes, multiple challenges remained within this teaching cycle, which I am eager to address in the following cycle. Firstly, engagement Barriers. During think-pair-share tasks that were designed to allow more preparation time (K1), some students remained very quiet and did not actively participate as expected. I found it necessary to adapt my delivery in the moment, providing additional examples and probing questions to encourage them to volunteer or share their thinking. Secondly, technological over-reliance. With the emergence of AI, I observed an over-reliance on translation tools when students were engaging with complex English literature. Some students even kept the translation tools on to translate my instruction and peer discussion too. While digital tools can support learning (K4), this often bypassed the deep critical evaluation required at Level 7. To address these issues systematically, I have had discussion with other EdD tutors and later taken part in a collaborative research project (V5) to investigate the specific barriers and enablers experienced by Chinese international students. By using in-depth 1-1 interviews to collect deep insights into their unique learning journeys, I aim to move beyond a one-size-fits-all approach and further respect the needs of diverse learners (V1). This commitment to critical evaluation (K3) and continuing professional development (A5) will inform the next cycle of my practice, ensuring that future interventions are even more tailored to the evolving needs of the international doctoral community.
As a practitioner specialising in academic literacy for non-native doctoral candidates, I recognise that the module’s primary challenge still lies in shifting students from a descriptive summary mindset toward higher-level critical analysis and argument construction. From a module lead perspective, redesigning a Level 7 module for an international EdD cohort demands a commitment to respecting individual learners and diverse groups (V1). By acknowledging the varied linguistic backgrounds and prior academic cultures of this cohort, I moved beyond a one-size-fits-all approach. To maintain this momentum and fulfill A5 (enhance practice through CPD), my future target is to attend more professional learning opportunities and continue refining my practice through Cycle 2 steps. On reflection, in Cycle 1, I have not integrated AI technologies. I intend to reconstruct our guidance on evaluating AI-informed literature reviews to ensure that emerging technologies are used to enhance, rather than bypass, the critical evaluation skills essential for doctoral success. This commitment would ensure that my practice remains at the forefront of pedagogical innovation and technological development, meeting the evolving needs of the EdD community.
To summarise, despite intended impact, challenges remain, such as inconsistent participation in class activities and an over-reliance on AI translation tools. In response, I have participated in a collaborative research project (V5) with EdD colleagues to investigate the specific barriers and enablers experienced by our students. Ongoing investigation into Chinese international students’ experience would produce empirical evidence to inform my future practice (V3). By identifying remaining challenges, I maintain critical evaluation as a continuous baseline for effectiveness (K3).
Conclusion
To conclude, the impact of my interventions was measurable and transformative. Student participation and assessments indicated a clear transformation that they ceased being passive consumers of literature and emerged as critics capable of identifying research gaps and justifying their own research questions and reflecting upon their academic positionality. Following my implementation of the ‘build it up’ synthesis grid, there was a marked shift in student output. They remarked that the grid was the first time they saw the conversation between authors rather than just reading words on a page. In final submissions, I saw a 30% reduction in descriptive rambling and a significant increase in the use of sophisticated synthesis markers (compared to assessment 1 at the start of this module). 
Towards the end of Cycle 1, I felt more strongly that the Cycle 1 teaching interventions in the full-time EdD 7019 module demonstrated a thoughtful and effective approach to support international doctoral students. By providing linguistic phrase banks and visual grids, I ensured the module was inclusive for EAL students who might have the conceptual depth but lack the English academic fluency to express it. I provided individual 30-minute tutorials to guide them through their specific research gaps (A2, A4). My decision to use scaffolded templates was based on K1 (the need to reduce cognitive load for EAL learners). I started to carry out empirical research as a part of critical evaluation for effective practice (K3). My teaching was informed by V3, as I utilised Bloom’s Taxonomy and the works of authors like Wallace and Wray (2021) to justify my pedagogical choices. In the spirit of continuous quality enhancement (K5), I plan to work on the remaining challenges including low answering rate and over-reliance on translation apps. To start a more effective Cycle 2, I will further enhance my collaboration with EdD colleagues and practice advisors (V5) to achieve an iterative refinement of my module. The commitment to Cycle 2 will focus on the iterative refinement of more scaffolds and strategic integration of emerging digital technologies (K4), ensuring that technology enhances the critical evaluation skills essential for doctoral success.

Reports of three teaching observations
1. My observation of Aled’s PGCE session on classroom management
As a PGCE tutor, I was very fortunate to observe many experienced colleagues deliver their lectures and learn from the very best. I had the honour to observe Aled’s PGCE Welsh and MFL sessions and have regarded him as my mentor and practice advisor here. One of the sessions Aled delivered on Managing the Classroom Environment was very inspiring and helpful for my own professional development. I made detailed notes of Aled’s delivery and noticed his clear instruction and friendly interactions with our PGCE student teachers. At the start of session, Aled positioned classroom management as a proactive pedagogical choice rather than a reactive discipline measure, strategically scaffolding the transition from classroom survival to deliberate creation of a positive learning ecosystem.
Before the session, Aled has set up the lecture room as an appropriate environment for groups of PGCE students to think, pair and share (A2). He used Susan Springer’s research on the seven seconds or less window to illustrate how teachers’ professional identity can be established very quickly in front of school pupils. He invited three PGCE colleagues to role play 3 types of teachers and asked students to share their first impressions of them. He then highlighted four primary categories of non-verbal communication, each with examples and implications for student teacher development. Firstly, body language as non-verbal cues can dictate the classroom energy. Trainee teachers were able to recognise that eye contact and open gestures can de-escalate conflict before verbal intervention is necessary. Secondly, clothes which signal the transition from student to professional and establish authority within the school’s regulatory framework. Thirdly, posture which can reveal a teacher’s perceived confidence and readiness. Last but not least, tone of voice. To respect and aid the understanding of individual learners (V1), Aled used a gearbox metaphor to explain voice modulation including a Reverse gear, emphasising a teacher’s ability to back up or de-escalate when a tone has become too aggressive or ineffective.
Aled understands how PGCE student teachers learn (K1) and integrated evidence-informed psychology to develop their knowledge. For example, he introduced Steve Peters’ Chimp Paradox as a model for emotional regulation. I have learnt that behaviour management should shift from a series of reactive punishments into a proactive strategy of emotional regulation, ensuring the teacher's Human remains in control of the student’s Chimp. This is further synthesised with Dan Siegel’s Yes Brain dynamics, categorising behaviours into the Red Zone (irrational/fight-flight), the Green Zone (optimal regulation), and the Blue Zone (shutdown), as well as Smith and Conti’s The Language Teacher Toolkit tips. The use of seating plans is presented as a proactive management tool to minimise social friction and maximise engagement. By moving from ordered environments to troubleshooting, this session empowered trainees to use resources as a shield against disruption.
This observation has deepened my knowledge and understanding of how behavioural theories and research evidence can be explained in a fun and engaging way to the next generation of educators. Aled’s session successfully bridged the gap between psychological theories and the practical constraints of the school environment. I have learnt how to ensure that our trainees are equipped with the evidence-informed class management tools to foster high-quality, inclusive learning environments for children in Wales.

2. Reflecting on Aled’s observation of my PGCE sessions
Aled, as my practice advisor, has observed my PGCE sessions since I joined IEH three years ago. He has provided valuable support and helpful comments for my Principles of Planning session this year within the PGCE Leading module (see Appendix 1). He was aware of my goal to make my provision more accessible and relevant to PGCE students, by using their prior knowledge and experience to make meaningful links between PGCE modules and sessions, as well as highlighting research evidence to inform their practice. 
To achieve this, I worked with colleagues to select key readings and authentic resources to frame planning not as an administrative job but as a purpose-driven cognitive activity (V5). To make more meaningful links between sessions, I attended many other sessions led by my PGCE colleagues, such as Managing the Classroom by Aled, Principles of Pedagogy by Dave and Ishmeal, Curriculum for Wales by Julia, Assessment for Learning by Jess, and Learning theories by Tom. This approach allowed me to design learning activities (A1) that built upon students’ prior knowledge, ensuring the session applied core knowledge of teaching approaches (K2) appropriate for the level of PGCE study. After my session, Aled immediately feedback that he witnessed various meaningful links made throughout the session. I reflected that observing all the other sessions has been so useful when planning my own session that I was able to use my knowledge of students to anticipate their behaviours and answers (K1).
Also, the students have seen me in all their previous sessions, therefore I built a rapport with them quickly. Based on my observation and chat with students during previous sessions, I recognised that planning is a primary source of stress for these novices, and it would be helpful to ask ‘What worries you about planning?’ as a starter in my session, respecting individual learner baselines and diverse emotional starting points (V1). By using the whiteboard to capture these anxieties as anchors for subsequent discussion, I was able to highlight the complexity of planning and creating a responsive environment tailored to their needs (A2, A4). Ales shared with me after the session that my use of the whiteboard is thoughtful, appropriate and responsive. I ensured that the learning environment remained structured and that the distribution of handouts, markers and templates was efficient.
Central to the session’s critical evaluation (K3) was the research of Mutton et al. (2011) in a group planning headlines task, which served as a vital formative assessment of students’ understand of planning (A3). I discussed with Aled that by treating assessment as an ongoing dialogue, I was able to provide immediate, tailored feedback to promote students understand that expert planning is an internalised knowledge-based process. To develop their knowledge of different types of planning, this session moved beyond isolated lesson plans to explore typical curriculum maps and unit plans, aligning with the learning objective.
Reflecting on Aled’s observation is a vital catalyst for my ongoing professional development in ITE (A5). I will continue work with Aled to enhance my practice, by improving my Welsh language integration to respect the diverse linguistic needs of the cohort (V1), employing timers and audible alarms to manage the instructional pace and ensure all session objectives are met within the timeframe (K4), and utilising more digital platforms to improve whole-class critique and collaborative potential (K4). In my future provision, I aim to ensure that my pedagogical approach remains both rigorously evidence-informed and responsively professional.

3. Reflecting on Yiying’s observation of my EdD sessions
Yiying, as a more experienced peer, has supported other PGCert candidates to develop professionally. She has observed my EdD sessions and provided valuable comments for me regarding teaching ‘what is a good literature review’ to international students (see Appendix B Form 2). Yijing joined UWTSD about 5 years earlier than me and has shared her experience with me since I joined IEH. Her observation of my teaching and our frequent professional chats have been extremely helpful to me and have contributed to my practice development significantly. 
For most of my full-time EdD students, they often join us with a dual identity of being both an experienced professional in their country and a new emerging researcher. Yiying’s observations and feedback were helpful because of her unique expertise in working with international professionals. Therefore, I appreciate the opportunities to collaborate with her very much and will act on her feedback to further enhance my practice (V5). Currently, we are working together to design a pedagogical bridge between the MA and EdD programmes to better support our students' academic learning and transition. Her observation of my 7019 module sessions has provided critical insights, and I look forward to seeing some of her MA session in the future. Her feedback encouraged me to deepen the integration of digital technologies by designing activities where students must critically compare human-authored synthesis grids with AI-generated summaries to evaluate reliability and bias. Also, she has prompted me to formalise peer feedback loops by creating a structured checklist to empower students to take greater charge of their own writing process during the literature review drafting stages. 
According to Yiying, I did well in in using scholarship and research as a basis for effective practice and utilising a range of interactive activities to engage students (V3), e.g. integrating seminal works into my pedagogical design (Wallace and Wray, 2021); using ice-breakers to build rapport and learning buddies to create a community of inquiry etc. Our professional chats have been enjoyable and transformative. Based on the action points she identified, I could better respect individual learners in particular international students, and ensure that my teaching remains responsive to the evolving HE landscape. Therefore, I will continue to research around innovative uses of AI tools and suitable technologies in my sessions. This includes researching innovative techniques where AI acts as a questioning partner to help researchers process complex documents and designing activities where students critically evaluate AI-generated literature reviews against human-authored thematic synthesis. Also, I need to refine the analysis and synthesis grids with user-friendly checklists for international EdD students to evaluate their literature review paragraphs. I aim to continue apply evidence-informed scaffolding approaches (V3) and ensure that higher-order skills can be developed and assessed effectively in this module. I will continue using key frameworks such as Bloom’s Taxonomy to scaffold the cognitive transition from basic comprehension to the higher-order skills of analysis, synthesis, and evaluation. In our future staff meetings, I will also discuss with other EdD colleagues what tips they can provide to help international students move beyond the laundry list descriptive summary toward a coherent picture of the state of knowledge.

Reflective evaluations of three CPD events attended
CPD 1: Mark’s assessment literature review session
I had the great opportunity to attend Mark’s CPD session where he shared the literature review of his EdD research on assessment. This is very helpful to my reflection on the assessment approaches in my own teaching and the refinement of the full-time EdD module I am leading.
This CPD session has probed me to think deeply about different types of curriculum and corresponding assessment approaches. I have learnt more about the clear distinction between Tyler’s product curriculum and Stenhouse’s process curriculum. A fundamental tension exists between product curriculums and process curriculums. I question myself whether my module purely focused on observable outcomes as a means to an end, or could prioritise the process and progression of learning. The answer is that a process curriculum model would be more beneficial to my learners in the EdD programme, as it fosters doctoral students’ analytical thinking by requiring iterative learning evaluations, and cultivates their self-efficacy to judge the quality of their own evolving scholarship. For my EdD students, while they require a final assignment or a thesis, the development of their researcher identity and competence might rival the written products. I advocate for adopting the process philosophy through the spiral curriculum, where learning is an ongoing cycle of revisiting and deepening critical insights. This will prepare them to be more independent and metacognitive of their progression in the next phase when they work with their supervisors. 
To apply K1 (how learners learn) and K2 (appropriate approaches), I prioritise an assessment model where students bring their prior knowledge and their cultural background to the table. Most of my students were from China who are accustomed to the product-dominated curriculum and summative assessment methods. Since I have observed how they struggle with the process-oriented expectations in Wales, I felt a strong need to develop their feedback literacy. Formative assessment would therefore be my preferred way of assessment, as the feedback forward approach would promote equity (V2) and respect the diverse backgrounds of my international student cohort (V1). 
Based on what I learnt in this CPD, I continue to critically evaluate (K3) the current assessments of my module. I need to create more opportunities for my students to understand formative feedback (A3) including what we provide verbally during sessions and the written comments on their coursework and assignments. To develop international students’ feedback literacy, I plan to use transparent dialogues with actionable targets that could scaffold them move forward till independence. Students could be invited to use the module rubric to mark sample syntheses and literature reviews, fostering a consensus on performance before they submit their own work. Moving beyond the summative assignments, I plan to share learning objectives and success criteria with students to aid their self and peer assessment. I will also use more effective questioning techniques like cold calling, think-pair-share, and mini plenaries to check their understanding. 
To conclude, moving toward a process curriculum supports K1 (how learners learn) and K2 (approaches to teaching). For EdD students who bring unique professional experience to our programme, the process model ensures their prior learning is not ignored but integrated. Transitioning from summative assessments to feedback forward is critical for reducing student dissatisfaction in high-stakes modules. I plan to share the Quinlan and Pitt (2021) literature review of 112 articles with the full-time EdD students as a tangible model of how to navigate complex academic synthesis. In the future, I aim to attend more similar CPD events to become a critically evaluative, reflective and evidence-informed practitioner (A5, V3).

2. CPD 2: Wallace and Wray workshop event
To enhance practice through continuing professional development (Megginson and Whitaker, 2009), I have selected several professional workshops to learn from the best. One of the events I benefited most was a workshop by the authors of the key reading Critical reading and writing for postgraduates (Wallace and Wray, 2021) in the full-time EdD module I am leading. 
The primary pedagogical challenge I am facing was facilitating the transition from international professional practitioners to independent authoritative scholars in the UK. For the international EdD students I work with, they face a profound shift in professional identity: moving from applying their local and following national policy as a practitioner to critiquing the evidence for policy as a scholar. Hence, the Wallace and Wray workshop was helpful, as it acknowledged the social science reality where experts fundamentally disagree on what is worth studying and why. By providing a structured navigation of this disagreement, they provided methods to guide students to move beyond descriptive texts to critical monographs where knowledge is contested. This session transforms the literature review from an act of consumption into a warranted argument, bridging the gap between being drowned by literature and taking strategic charge of it.
This workshop viewed academic discourse as a two-way process where students are both critical readers and self-critical writers. This contributed to the development of my knowledge of how learners learn (K1). I realised that there is an urgent need to address the intimidation many of the international EdD students feel, helping them move from passive consumers of English papers to authoritative contributors. In their book and this workshop, Wallace and Wray provided a framework for navigating contradictory claims by identifying how authors frame studies. This framework and the tools they demonstrated are very useful for my approaches to teaching (A2). This practical framework and relevant templates could allow students to take charge of disagreements in the field rather than merely reporting the literature sequentially. As I was an internal student myself in England 14 years ago, I feel that using a structured method can help international students better to find their critical voice (K1). I hope by internalising these strategies, learners can learn how to challenge the expert-dominated field step by step, developing their voice from systematic evaluation of other claims.
The book and this workshop reinforced my V3 (use of scholarship) by grounding my pedagogy in evidence-informed approaches. For international EdD students who usually encounter some hidden assumptions in their workplaces, this scholarship is transformative and enlightening. It allows them to deconstruct the values underpinning policy and research, ensuring their own practice is informed by a deep understanding of why and how authors claim what they do. This workshop session also highlights V1 (respecting individual learners) by providing strategies for them to take charge of the literature. 
In short, attending this session contributed to my A5 (enhance practice through CPD) and I will be able to modify my design and plan more suitable learning activities for internal students (A3). I plan to share similar workshops and more practical templates with them. I expect them to gradually develop confidence in selecting most relevant sources to critique opposing views, instead of writing up an exhaustive laundry list style of review and getting drowned in citations.

3. CPD 3: ITE Professional Learning Day event
The third CPD event I wanted to highlight is about how to enhance teacher education and how to prevent the Lethal Mutations in education. In the ITE professional learning day I attended this March, my PGCE colleagues worked together to discuss our signature pedagogy and the role of a teacher educator. 
Elaine kindly shared some key readings with the PGCE team including EWC and Estyn annual report (2024–2025) and the EEF website on Lethal Mutations. The Estyn report raised that the provision for developing pupils’ literacy, numeracy, and digital skills is fundamentally inconsistent in Wales. As teacher educators, we face a strategic imperative to bridge the gap between national inspection findings and the lived experience of classrooms. To combat this inconsistency, we worked in groups to brainstorm improvement plans and steps. On the role of teacher educator, I have shared with peers that our role is not to transmit knowledge or procedures for lesson delivery but to coach student teachers to develop deep and critical understanding of pedagogy. The phenomenon of Lethal Mutations and relevant reading contributed to my knowledge of how learners learn (K1) and critical evaluation for effective practice (K3). I was not aware of the mutation issues when sound evidence-based principles could be misapplied to the point of being counter-productive. It seems that they are even worse than the educational myths like VAK learning styles that were critiqued strongly. 
Reflecting upon the provision within our partnership, we noticed a common failing in student planning: overreliance on published schemes of work and a shallow approach to completing lesson plans (e.g. using tokenistic/superficial tasks). Many students lack thorough enough understanding of how to identify clear and specific learning objectives, which directly impairs their ability to choose effective teaching approaches. As a tutor, I use central slides for consistency purpose, but on reflection I should aim to avoid the overreliance on these ready resources. I need to develop thorough understanding of how my students learn to design and plan effective learning activities (K1, A1). Our team have collectively concluded that we must challenge students to view lesson planning as a space for purposeful thinking. To prevent student learning from being left to chance in partnerships where school-based provision varies, my sessions must provide the scaffolding necessary for them to interrogate school plans rather than simply adopting them. By using various approaches to teaching, I plan to transform my tutees from plan-completers to reflexive practitioners to meet individual student needs (K2, V1). 
In my role as a teacher educator, I need to model that skills develop and deepen over time through intentional sequencing in curriculum design and lesson planning. I would argue that proper sequencing can manage cognitive load and ensure that all learners have the scaffolding required to access the wider curriculum (V1). After this CPD event, I realised that we need to move beyond the superficiality of getting through content to ensure our PGCE and BA primary education students become evaluative professionals. This shift is essential if we are to prepare them for the complexities of the new Curriculum for Wales, moving them from passive observers to active creative practitioners. To conclude, I will continue using more CPD opportunities to develop my understanding of evidence-informed practice (K1, V3).
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PG Cert tHE -TEACHING LOG
	Candidate: Jingjing Ruan
	Campus: Swansea and Carmarthen

	Date
	Session Details 
	No of Hours
	Practice Advisor’s Signature
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	03.09.2025
	PGCE Personal tutor session on the PERMA wellbeing model
	2
	








111 hours of teaching, evidenced in CelCat system.

	10.09.2025
	PGCE 6051 Leading module Central session on Principles of Planning
	1
	

	15-19.09.2025
	PGCE 6050 Who module Learning theories sessions
	4
	

	07.10.2025
	EdD Personal tutor session 1
	2
	

	14.10.2025
	EdD Personal tutor session 2
	2
	

	27.10.2025
	EdD Personal tutor session 3
	2
	

	03.11.2025
	EdD Personal tutor session 4
	2
	

	10.11.2025
	EdD Personal tutor session 5
	2
	

	17.11.2025
	EdD Personal tutor session 6
	2
	

	24.11.2025
	EdD Personal tutor session 7
	2
	

	14.10.2025
	EdD Personal tutor session 8
	2
	

	06.01.2026
	EdD 7019 session 1
	3
	

	06.01.2026
	EdD Personal tutor session 9
	2
	

	13.01.2026
	EdD 7019 session 2
	3
	

	13.01.2026
	EdD Personal tutor session 10
	2
	

	20.01.2026
	EdD 7019 session 3
	3
	

	27.01.2026
	EdD 7019 session 4
	3
	

	27.01.2026
	EdD Personal tutor session 11
	2
	

	29.01.2026
	PGCE 7006 Research module day 1
	6
	

	30.01.2026
	PGCE 7006 Research module day 2
	6
	

	03.02.2026
	EdD 7019 session 5
	3
	

	03.02.2026
	EdD Personal tutor session 12
	2
	

	06.02.2026
	PGCE 7006 Research module day 3
	6
	

	10.02.2026
	EdD 7019 session 6
	3
	

	10.02.2026
	EdD Personal tutor session 13
	2
	

	10.02.2026
	EdD 7019 session 6
	3
	

	17.02.2026
	EdD 7019 session 7
	3
	

	24.02.2026
	EdD 7019 session 8
	3
	

	24.02.2026
	EdD Personal tutor session 14
	2
	

	26.02.2026
	PGCE 5014 Research module day 1
	4
	

	27.02.2026
	PGCE 5014 Research module day 2
	6
	

	03.03.2026
	PGCE 5014 Research module day 3
	6
	

	06.03.2026
	PGCE 7006 Research module day 4
	6
	

	09.03.2026
	PGCE 5014 Research module day 4
	6
	

	10.03.2026
	EdD 7019 session 9
	3
	

	10.03.2026
	EdD Personal tutor session 15
	2
	

	17.03.2026
	EdD 7019 session 10
	3
	

	17.03.2026
	EdD Personal tutor session 16
	2
	

	28.04.2026
	EdD Personal tutor session 17
	2
	

	2025-2026 academic year
	Doctoral supervision sessions for 9 students; MA supervision for 1 student
	20*9; 10
	190 hours of supervision, evidenced in Doctoral College PG4 records.

	Hours =
	Hours Carried Over=
	Total Hours =
	301
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	Details of the Observation 
	

	Observee

	Jingjing Ruan

	Practice Advisor / Expert peer observer

	Aled P Williams

	Date of the Observation 

	10.09.2026

	Campus / Location 

	Swansea

	Date, Time, Duration

	10.09.2026, 9am, 1 hour

	Subject Speciality 

	PGCE 6051 Leading module Central session on Principles of Planning

	Type of activity 

	Lecture

	This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.



	Teaching/Support preparation [A1: Design and plan learning activities/programmes]
i.e. Preparation, selection and organisation of content. Choice of teaching/learning methods.

	Comments 
This session was one of the PGCE Leading module central lectures, with a focus on the principles of planning. To prepare for this session, Jingjing attended all the previous central lectures led by other colleagues, including Managing the classroom, Curriculum for Wales, Principles of pedagogy. She made detailed notes of each session, identified meaningful links between prior sessions and her delivery, and anticipated PGCE student teachers’ possible misconceptions and responses.
In terms of content selection, Jingjing worked closely with the wider PGCE team, in particular Rachel, Ian, and Laurie, to reflect on last year’s slides and materials to plan for this year’s session. They met online via Teams to review the slides, key readings, Estyn feedback, and this year’s planning expectations from our APLP partner schools. In her organisation of content, Jingjing was able to design a group discussion activity to probe PGCE student teachers to critically frame curriculum design and planning as a complex, purpose-driven cognitive activity rather than a simple administrative task. To facilitate the group activity, Jingjing prepared sufficient A3 papers and markers for about 8 groups (n=65 PGCE student teachers).
In short, her choice of teaching and learning methods were informed by the principles of co-planning and collaborative practice, which applies PSF 2023 A1, as well as Core Knowledge K2 (approaches to teaching) and Professional Value V5 (collaborating to enhance practice), to bridge the gap between theoretical planning and interactive classroom delivery. 

	Teaching [A2: Teach and/or support learning through appropriate approaches and environments]
i.e. Beginning class, introduction, continuity with other sessions, students’ prior knowledge. Clarity of presentation. Pace. Attitude to the subject matter. Use of appropriate reinforcement. Ending the session – summary, future work etc. Technique and Aids: General apparatus – board, data projector, use of handouts. Was effective communication achieved? Was there good student–teacher rapport? Were the aims/outcomes achieved? Appropriateness of teaching/learning methods.

	Comments
Building on careful preparation, Jingjing was able to collaborate with Rachel and Ian to deliver a structured and responsive session that bridged theoretical scholarship with practical professional requirements. This session began by directly engaging students’ prior knowledge and emotional readiness through the prompt ‘What worries you about planning?’, which quickly established student–teacher rapport by validating the complexity of planning. Jingjing used the whiteboard to note down keywords of student answers as possible discussion points later.
Continuity and relevance were achieved by grounding the session in Estyn feedback, which identified mid- and long-term planning as specific areas for development in our ITE provision. The clarity of presentation was enhanced through visual aids and a variety of digital technologies (K4), including creative newsletter hooks, links to Moodle/Teams resources, and timers on slides to manage pacing during interactive tasks. The appropriateness of teaching methods was evidenced by the group reading and discussion activity, which required learners to actively engage with the scholarship of Mutton, Hagger and Burn (2011) to synthesise and critique key headlines, reinforcing the concept of planning as visualisation rather than a rigid script.
Effective interaction and communication were maintained throughout as the session moves from exploring anxieties to providing concrete templates and examples for short-, mid-, and long-term planning, ensuring the aims/outcomes of developing comprehensive planning knowledge achieved. This session effectively supported learners through appropriate approaches and environments (A2) as PGCE student teachers transition into their teaching placements.

	Effective Learning Environments [A4: support and guide learners /V1 Respect individual learners/diverse groups of learners]
i.e General class atmosphere, level of participation, attention, and interest. Student attitude and ability to carry out classwork. Were learning problems identified and overcome? Awareness of individual needs. Attitude to students.

	Comments
This session created a safe, inclusive class atmosphere where PGCE student teachers felt safe to think and share. Jingjing and colleagues respected individual and diverse learners’ anxieties and needs by asking them ‘What worries you about planning?” (V1).
There was good level of discussion and participation through varied interactive tasks, and student attitude and ability to carry out classwork were excellent. During the group reading task, Jingjing was able to support and guide learners (A4) by using a timer and circulating different tables to manage pace and collect possible answers to adapt later discussion. 
Jingjing showed good awareness of individual needs and professional attitudes to students. Learning problems and misconceptions were identified and overcome by responsive comments and feedback to each group after sharing. Drawing on the scholarship of Mutton, Hagger and Burn (2011) on how novice teachers actually develop their planning skills, she encouraged our PGCE students to move away from viewing lesson plan as a rigid script or safety net and instead adopt planning as ‘visualisation’, where they anticipate learner responses and allow for flexibility.

	Assessment [A3: Assess and give feedback for learning] 
i.e Formative/summative assessment examples, Question and answer technique. Other evaluation procedures, class management, instructions to students.

	Comments
In terms of A3 (Assess and give feedback for learning), Jingjing showed some formative assessment techniques, by treating assessment as an ongoing dialogue rather than summative Q&A. After each group shared their ‘planning headlines’, Jingjing provided immediate, tailored feedback to address students’ specific anxieties and misconceptions. 
For example, one group shared that they think experienced teachers may seem ‘lazy’ as they don’t write detailed lesson plans any more. Jingjing was able to adopt research findings around experienced teachers’ repertoire, their knowledge-based and flexible planning when providing feedback. Jingjing made links to other PGCE modules and sessions to highlight opportunities for PGCE student teachers to develop their own PCK repertoire gradually. 
Class management during interactive teaching and assessment tasks was supported by the use of timer and countdown to maintain pacing. The group task facilitated peer assessment as students were asked to share, critique each other’s planning headlines, as well as self assessment as they reflected on their understanding of short/medium/long term planning and addressed some of their own planning worries towards the end of the session.

	Core Knowledge
· K1 How learners learn, generally and within specific subjects 
· K2 approaches to teaching and or/supporting learning appropriate for subjects and levels of study.
· K3 Critical evaluation as a basis for effective practice.
· K4 Appropriate use of digital technologies / resources.
· K5 requirements for quality assurance, enhancement and implications for practice 

	Comments 
The session demonstrated K1 (how learners learn) by acknowledging that beginning teachers learn most effectively when planning is treated as a developmental process of visualisation rather than a rigid script, recognising the cognitive load involved in moving from university theory to the unpredictability of the classroom in placement schools.
Jingjing’s approaches to teaching (K2) were collaboration and evidence informed, and tailored to the level of PGCE study. With appropriate scaffolding and assessment, she was able to probe students think deeper about the transition from individual lesson plans to coherent longer-term curriculum mapping. The session reinforced critical evaluation (K3) as a basis for effective practice by requiring student-teachers to critique each other’s planning headlines and engage with the scholarly claims of Mutton, Hagger and Burn (2011). Students were encouraged to challenge the ‘fallacious’ assumptions about mastering planning entirely within a university setting. 
The appropriate use of digital technologies and resources (K4) was integrated through the use of links to Teams and Moodle for resource distribution, and directing learners to Hwb for planning tools and templates. Finally, the session, together with other Central lectures was planned with, observed by and reflected collectively with PGCE colleges, which was grounded in quality assurance and enhancement (K5).

	Professional values
· V1 Respect for individual learners /diverse groups of learners
· V2 Promote engagement and learning and equity of opportunity for all to reach their potential.
· V3 Use scholarship, research or professional learning, or other evidence informed approaches as the basis of effective practise.
· V4 respond to the wider context in which higher education operates, recognising implications for practice.
· V5 Collaborate with others to enhance practice.

	Comments 
This session and its associated resources demonstrated the Professional Values (V1–V5) by grounding teacher development in a supportive, research-informed, and collaborative environment. Jingjing showcased V1 and V2 by actively respecting the emotional and cognitive baseline of our PGCE student teachers, caring about their professional anxieties and need for a safe space for engagement. The session was deeply rooted in scholarship-informed practice (V3), as it directly utilised the research of Mutton, Hagger and Burn (2011) and relevant Welsh Government curriculum design and planning documentations to challenge the expectation that planning is a straightforward skill mastered at university, instead framing it as an ongoing process of visualisation and reflexive learning process. Jingjing responded to the wider context (V4) of initial teacher education in Wales by aligning the session content with Estyn’s feedback regarding underdeveloped planning skills and integrating the Welsh Government’s Ask, Design, Teach, Reflect process model. Finally, the session celebrated collaboration (V5) through interactive group tasks and by explicitly requiring student-teachers to engage in co-planning with more experienced colleagues in placement schools, a key finding strategy identified in research as vital for gaining access to the developed repertoire of expert practitioners.

	Examples of good practice:
· Evidence-informed teaching: By using the Mutton, Hagger and Burn (2011) and relevant Welsh Government documentations to manage student expectations (V3), validating their anxieties and shifting the focus from getting it right to learning through doing (K1).
· Contextual responsiveness: Aligning the session with Estyn’s 2023 feedback regarding underdeveloped mid- and long-term planning skills demonstrated Area of Activity A1 and Core Knowledge K5, selecting content based on national quality assurance requirements.
· Effective use of authentic resources: Distributing relevant templates and resources via Microsoft Teams and Moodle, e.g. long-term curriculum roadmap examples from our partner schools, are practical applications of Core Knowledge K4 that improve the learning environment (A2).
Action points:
· Integrate more use of Welsh: As the Welsh medium group joined this session, Jingjing could continue learning and using more Welsh to create a more inclusive environment for all.
· Improve time management: The group discussion activity exceeded 30 mins as planned. Jingjing could use a timer and alarm to manage her own instruction pace in the future. 
· Use technology more effectively: Each group used one A3 paper to draw and share their planning headlines this time. It could be even better if their posters/mind maps could be projected on screen for the whole class to see more clearly.  

	For Observee
Write a short statement to address Area of activity [A5]. Describe how this observation will enhance your practice.
In terms of A5 (enhance practice through own continuing professional development), I plan to reflect on my teaching practice on a regular basis and take active actions based on peer comments. 
Peer observation and follow up dialogue made me feel that feedback was never isolated but was always part of modular refinement and professional growth. By working closely with Aled and the wider PGCE team, I developed my understand of the co-planning process and will continue to use research-based evidence to enhance my future planning and teaching as an iterative process.
Aled’s observation comments especially guided my reflection and contributed positively to my continuing professional development. Since I joined UWTSD for the first day, I had the honour to observe Aled’s PGCE Welsh and MFL sessions and regarded him as my mentor here. I am extremely grateful for Aled’s generous encouragement and share of resources throughout my time here. I was also fortunate to see Aled and many other experienced colleagues deliver their PGCE Leading the Learning module Central lectures and learn from the best. I have learnt that to maintain high-quality learning environments and ensure learner success, I should maintain constant reflection and ensure that every instructional choice is a deliberate act of scholarship-informed quality assurance. 
Moving forward, I plan to develop my knowledge and understanding of teacher education in Wales, learn more Welsh, and improve my ability to anticipate learner misconceptions and respond to their emotional readiness and learner needs. I aim to move beyond simple greetings to include more Welsh instructions and keywords on slides and during sessions. There was a tension between responsive feedback and time management/pacing in my session. My action plan is to utilise more digital alarms to cap group shares and my feedback. This is essential to ensure that the discussion on mid- and long-term planning is not rushed. To enhance the visibility of student work in a big cohort, I will transition from physical A3 paper posters to digital collaborative tools such as Padlet or uploading poster pics to Teams. I hope using these technologies will allow for the real-time headline critique of planning to be visible to the entire room, fostering a more inclusive learning environment.
In conclusion, I appreciate peer observation and support very much. I affirm my commitment to ongoing professional growth. The value of past and future observations by Aled and other practice advisers has been and will be paramount in measuring my development and growth. 

	
Observer .  [image: ]                                                Date   16/4/26
Observee ...... [image: ]                                                 Date  16.04.2026

PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
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	Details of the Observation 
	

	Observee

	Jingjing Ruan

	Practice Advisor / Expert peer observer

	Yiying Jiao

	Date of the Observation 

	17.03.2026

	Campus / Location 

	Swansea

	Date, Time, Duration

	17.03.2026, 09:00, 3 hours

	Subject Speciality 

	Full-time EdD 7019 module on writing a critical literature review

	Type of activity 

	Lecture

	[bookmark: _Hlk100153154]This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.



	Teaching/Support preparation [A1: Design and plan learning activities/programmes
i.e. Preparation, selection and organisation of content.  Choice of teaching/learning methods.

	Comments 
Your design of the full-time EdD 7019 module sessions showed thoughtful preparation and evidence-informed planning approach to A1. You planned the learning activities by aligning the EdD curriculum structure with high-level cognitive development. The preparation and organisation of content follow a tiered hierarchy specifically tailored for EdD international students, systematically moving through the 3 core skills of Analysis, Synthesis and Evaluation. By introducing the Analysis Grid to break down individual sources/papers and the Synthesis Grid to build up thematic arguments with worked examples, you provided content that provides a clear, manageable framework for navigating the complexities of doctoral-level literature review. Before the session, you did well printing handouts and worksheets ready for students.


	Teaching [A2: Teach and/or support learning through appropriate approaches and environments.]
i.e. Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to the subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc. Technique and Aids:  General apparatus – board, data projector, use of handouts. Was effective communication achieved?  Was there good student–teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods. 

	Comments
Your delivery demonstrated A2 by creating a structured and responsive learning environment. You ensured continuity and respect students’ prior knowledge by explicitly building upon the research foundations laid in two Term 1 EdD modules. The clarity of presentation is good for international students, utilising visual aids, e.g. diagram of Bloom’s Taxonomy and relevant flowcharts to show complex transition from description to evaluation. Student and teacher rapport is established through ice-breaking activities, good job. The appropriateness of teaching methods is evident in the collaborative pair work to identify weak vs. strong features in sample lit review excerpts. You achieved the aim well, i.e. to develop students’ understanding of a good lit review at doctoral level.

	Effective Learning Environments [A4:  support and guide learners /V1 Respect individual learners/diverse groups of learners]
i.e General class atmosphere, level of participation, attention, and interest.  Student attitude and ability to carry out classwork. Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

	Comments
You created an effective learning environment by moving away from the traditional isolation of doctoral study through collaborative engagement. The general class atmosphere is professional with mutual respect, established early through Common Ground activities and maintained through pair and group work. Your attitude to students is very positive. In terms of support and guidance of learners (A4), you arranged bookable individual tutorials after the session to provide dedicated space for students to raise and resolve specific issues in their research progression. Your awareness of individual needs is evident as you respect for diverse research backgrounds and needs (V1), particularly international doctoral candidates from China, Iran and Iraq. By providing examples of linking words and phrase banks, you ensured that EAL students are well-supported.

	Assessment [A3: Assess and give feedback for learning] 
i.e Formative/summative assessment examples, Question and answer technique.  Other evaluation procedures, class management, instructions to students.

	Comments
You used various assessment for learning strategies to check student understanding and probe their thinking. Your pair and group work were effective transitioning students from descriptive summaries of authors to critical synthesis and evaluation. As the module lead, you made clear links between the formative session activities to the summative module assessments, which are structured into 3 progressive components thoughtfully: planning and justification, video presentation, and written essay. During group tasks, you used effective questioning to probe students think about key features of a good lit review and provided instant feedback. You gauged student understanding of the analysis and synthesis grids tools before the 3 high-stakes submissions. Your class management and instructions are clear, with on slide reminder notes to ensure international students understand requirements for Level 7 critical evaluation. 

	Core Knowledge  
· K1 How learners learn, generally and within specific subjects 
· K2 approaches to teaching and or/supporting learning appropriate for subjects and levels of study.
· K3 Critical evaluation as a basis for effective practice.
· K4 Appropriate use of digital technologies / resources.
· K5 requirements for quality assurance, enhancement and implications for practice 


	Comments
Your session showed K1 (how learners learn) by utilising Bloom’s Taxonomy to scaffold the cognitive transition from basic comprehension to the higher-order skills of Analysis, Synthesis, and Evaluation. This reduced the cognitive load of Level 7 lit review writing for international EdD students. Your approaches to teaching (K2) are diverse, blending direct instruction with more student-centred collaborative pair work to identify weak vs strong lit review features. Critical evaluation (K3) is established as the basis for effective practice through your selection of sample lit reviews and constructive feedback to student answers. You have used digital technologies (K4) strategically, directing students to use AI-grounded keyword searches ethically, electronic databases like EBSCO etc. You ensured that your module and sessions are grounded in quality assurance (K5) by working closely with Dr Susan Jones the module lead for the part-time EdD pathway. Consistency of teaching and accurate marking were sustained through staff meets and moderation so that academic integrity and Level 7 assessment standards are ingrained in the learning process.

	Professional values
· V1 Respect for individual learners /diverse groups of learners
· V2 Promote engagement and learning and equity of opportunity for all to reach their potential.
· V3 Use scholarship, research or professional learning, or other evidence informed approaches as the basis of effective practise.
· V4 respond to the wider context in which higher education operates, recognising implications for practice.
· V5 Collaborate with others to enhance practice.

	Comments 
Your teaching is very professional, and you’re clearly committed to inclusive pedagogy. You respect diverse groups of learners [V1] and promote engagement and equal opportunities [V2] throughout session. To support international students, you prepared specialised linguistic scaffolds, such as typical linking words and phrase banks for a lit review. You explained to the class that academic writing is not anyone’s mother tongue and ensure that international EdD candidates are not penalised for their EAL status. Your module aims and sessions are fundamentally informed by scholarship [V3], utilising frameworks like Bloom’s Taxonomy to scaffold cognitive progression and Wallace and Wray (2021) to explain what a critical reader and writer should do in this module. You responded to the wider higher education context [V4] by integrating contemporary research challenges, such as the use of AI-grounded searches and celebrating students’ relevant professional experience in wider HE. She fostered a professional community of practice by working to other EdD colleagues to enhance provision and requiring students to collaborate with others [V5] through pair and group work.

	Examples of good practice:
1. Inclusive support for EAL students. Your provision of specialised phrase banks and sentence structures (e.g. words for agreement, difference, and logical flow) was helpful. You ensured that international EdD candidates have the equity of opportunity to reach their potential as authoritative academic writers.
2. Providing worked examples and responsive feedback. You designed pair and group activities to compare and contrast weak and strong lit review excerpts. These tasks allowed for collaborative learning and personalised dialogue. When international students were reluctant to answer questions, you were able to use appropriate examples to facilitate discussion. 
Action points:
1. Deepen the integration of digital technologies. While you signposted AI-grounded keyword searches and Canva for students, you could design a specific activity where students evaluate AI-generated lit review. For example, having students compare a human-authored synthesis grid with one generated by AI would provide opportunities for critical evaluation.
2. Create a checklist for self and peer assessment. You asked students to summarise key features of a good/strong lit review based on comparing real examples. Moving forward, you could introduce a Checklist based on the Weak vs. Strong features slides, to encourage students to use during later session and even their own writing up stage.

	For Observee
Write a short statement to address Area of activity [A5]. Describe how this observation will enhance your practice.
Yijing’s observation of my teaching and our frequent professional conversations have been extremely helpful to me and will contribute to my practice enhancement in many ways. She joined our university about 5 years earlier than me and has shared valuable experience with me since I joined IEH. 
As a MA Education module lead, she brings a deep understanding of the diverse needs of international students and is currently collaborating with me to design a pedagogical bridge between the MA and EdD levels to better support our students' academic learning and transition. Her observation of my 7019 module sessions has provided critical insights. Her feedback encouraged me to deepen the integration of digital technologies by designing activities where students must critically compare human-authored synthesis grids with AI-generated summaries to evaluate reliability and bias. This is a great idea in the AI era, and I plan to discuss with other EdD colleagues in terms of course review and assessment changes. Furthermore, she has prompted me to formalise peer feedback loops by creating a structured checklist to empower students to take greater charge of their own writing process during the literature review drafting stages. 
In short, by peer observation and implementing the suggested action points, I could better respect individual learners in particular international students, and ensure that my teaching remains both scholarship-informed and responsive to the evolving HE landscape.


	
Observer ..... [image: ]..............                                                     Date 22.04.2026

Observee ..... [image: ]                                                    Date 22.04.2026
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
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