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Use of Generative AI in Assessment 



(Lecturer to indicate Yes or No against each element)

	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 used any AI tools in the research and creation of this assignment. 
I confirm that I have not presented any AI generated materials as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used, which I may be asked to provide in evidence.
I confirm that I have not presented any AI generated text as my own work. 






















Professional Observation
Introduction
This reflection focuses on the professional observation of two qualified PCET teachers across six hours, as part of a teaching course at UWTSD. In order to gain the most relevant and valuable experience to my own professional development (mental health & psychology), the teachers I approached for observation are both qualified and experienced in these subject areas, with Teacher 1 being an AS/A Level psychology teacher at a Llanelli college and Teacher 2 being a PCET qualified mental health worker (hereafter: ‘MH’) at a MH centre in Ammanford, delivering weekly self-management sessions to those suffering with severe mental illness. This consideration illustrates a key aspect in a study conducted by Juznic and Pymm (2011, p. 248), in that gaining experience in a context ‘relevant’ to the specific needs of the student is an important factor. The difference between the settings (academic/community) was desired so a compare and contrast of the two could be drawn where appropriate. More importantly, it is hoped that this key variation will allow me to appreciate and distinguish between the styles and approaches needed when teaching in two very different contexts within the post-16 sector. For balance, the observation times were split equally between the two teachers i.e. three hours of observation each of Teacher 1 & 2 (see Appendix A and B for observation forms). A thematic approach is taken henceforth where two areas are identified from the teacher observations and subsequently discussed with consideration to how they relate to my own practice as a trainee teacher. John Driscoll’s (2006) reflective model has been adopted, with the three steps appearing in each subsection for structural continuity. 
1.) Style and choice of language to reflect the educational setting, learners and content
What?
Teacher 1 frequently delivered factual and theoretical information (usually whilst standing) that was accompanied with key terms commonly found on the Psychology AS/A Level specification (e.g.) ‘You can see that the marking scheme specifically outlines…’.; ‘The disadvantages of lab experiments include…’ The rate of the speech, whilst not overwhelming, comfortably allowed large volumes of material to be covered throughout the observations which was done through a professional, academic tone as one would typically expect to find at a college. 
Conversely, Teacher 2 was predominantly seated and used language which was simpler, more informal and inclusive to the learners (e.g.) ‘When we’re feeling low, the first thing we tend to do is spend more time alone…; ‘…if the biscuits and chocolates aren’t in our trolley in Tesco, then they won’t be in our cupboards either…’ The speech rate was also generally slower, especially when approaching potentially sensitive or more complex topics. 
So What?
The disparity in style and choice of spoken language between the two teachers was important to witness as it illustrated that a different approach to language is needed for different settings of students – despite the two groups of learners being part of the post-16 sector (Edam, et al, 2003, p. 30). The function of a college, which is an academic institution, is to effectively ‘prepare [students] for good jobs…and contributing citizenship.’ (Brown and Schwartz, 2014, p. 57), whereas self-management lessons at MH centres are designed to ‘empower individuals in their recovery by providing the skills and confidence they need to take active steps in recognising and managing their own health problems.’ (Lean et al, 2019, p. 260). This likely explains why the instructional tone of Teacher 1 also contained more action verbs (recorded numerous times were the following: ‘can someone tell me?’ and ‘why’? -  the latter also functioning as a follow-up question), than Teacher 2. Conducting self-management lessons at MH centres such as the one I observed carry the need make delicate considerations – such as how people who are severely mentally unwell process information (due to condition symptoms and/or the sedative effects of psychiatric drugs). A meta-analysis by Knowles et al (2010, p. 828) confirms this, stating that in such individuals, mental processing speeds are ‘substantially affected.’ Care was perfectly illustrated by Teacher 2 who showed awareness of her cohort by avoiding complicated vocabulary and long-winded sentences. The high engagement level of the learners throughout the observations indicated that the style and language used by the teacher was well received and effective. 
As a general consensus, I believe the use of less complicated language and slower speaking rate that I witnessed from Teacher 2 was necessary for that particular demographic of of learners, just as the formal and subject-specific language was appropriate by Teacher 1 at the college. It is particularly warming to see how the same professional standard: ‘Demonstrating a commitment to learners, their learning, safety and well-being.’ (EW, 2026) was met through two very different approaches to language.
Now What?
The style and use of spoken language between the two teachers is relevant in my case since I am interested in gaining teaching experience in both academic and MH settings – a feat that will require the development of good adaptation and awareness skills (Hansen, 2008). The predominant kind of learning involved at psychology AS/A Level operates in the cognitive domain, as it requires ‘comprehending information, organising ideas, analysing and synthesising data, applying knowledge, choosing among alternatives in problem-solving and evaluating ideas or actions.’ (Avis et al, 2019, p. 84). More challengingly, teaching in MH centres operates within both the cognitive and affective domain, since the factual, theoretical material of the cognitive aspect is usually supported with open reference to and discussion of ‘emotions, attitudes and values’ (Avis et al, 2019, p. 84). Actively taking note of this during the sessions and later drawing comparisons between the teachers through this writing has alerted me to additional aspects which I was not previously aware, showing that this reflective exercise has been a useful and productive one. As a vivid example, I recall feeling despondent when observing the confidence and ease of which Teacher 1 delivered her lesson in the very first observation. I quickly began to doubt my own ability and question whether I was equipped to match this brilliant standard - especially in the more formal academic setting of a college. As the observation progressed, however, the relief of seeing occasional imperfections and her use of humour, which was well received and reciprocated by the learners, led me to become more comfortable and optimistic of my own goals. The conducting of research required for this write-up only enhanced my optimism. This illustrates how good reflective practice can manifest during the event (such as my self-belief falling and returning during the same observation), and post-event (such as my view changing due to the time elapsed and the acquisition of more knowledge). Most notably, I am reminded of how competence is a four-stage process (Das and Biswas, 2019, p. 1955) that requires time, practice and important shifts in the perception and confidence of my own abilities. As such, with gentle but continuous exposure to teaching, I believe I can reach a great standard; adapt well between two diverging settings and, perhaps most importantly, embrace the notion that ‘mistakes happen’. In doing so, I am showing awareness of a key professional standard: to ‘critically reflect on [my] own values, knowledge and skills to improve learning and leadership.’ (EW, 2026)
Reference to this theoretical model of competence needs care, however, as whilst one may make well-considered preparations to use simplified language before delivering a lesson to a particular group of learners, it is very easy to revert to a ‘default’ language setting whilst actually teaching – be this due to feeling increasingly confident during a lesson that is going particularly well, as alluded to by Dewi and Jimmi (2018, p. 78), or simply the result of habit after many years of teaching (Hobbiss et al, 2021, p. 3). When speaking to a classful of learners, and to ensure equity for all, a greater command and awareness over language use is needed, since we are not able to tailor our language to fit the needs of all individuals at the same time, as would be the case in the context of, for example, a 1-2-1 tutorial (Reece and Walker, 2007, p. 134). In essence then, even when reaching the desirable stage of ‘conscious competence’ (stage 4), there is a tendency for us to become complacent in the skill, thus returning to the initial stage of ‘unconscious incompetence’ (stage 1), as elucidated by Bassot (2016, p. 7). In applying this idea to my own use of language, I have received mentor feedback in the past that has included the need to lower my use of ‘flowery’ (sophisticated) language. In the context of self-management sessions at MH centres, I may therefore benefit from omitting, or at least reducing, such tendencies for the sake of the comfortability and comprehension of my learners. Furthermore, it seems an equally important step to use an in-action reflective approach, such as that developed by Donald Schön (2017), during such lessons, where I am able to become both more vigilant of my vocabulary choices when my confidence is rising, and knowledgeable about the possible resurgence of old habits as my teaching experience grows. 
2.) Effective lesson planning: Introduction, Development and Conclusion 
What?
Both Teacher 1 and Teacher 2 showed good awareness of the three primary sections that comprise of a typical lesson in the post-16 sector (Introduction, Development and Conclusion (Thompson et al, 2024). 
Teacher 1 included a recap in the introduction phase of all three lessons, which was done by asking a question: ‘Who remembers what we covered/finished on last week?’ Several key areas of the development stage were also met, with good use of: Resources, Content and Teaching/Assessment Strategies. This was seen in how students were handed topic specific booklets to fill in as the session progressed (Resources); the aid of PowerPoint to include written and visual information that supported the theoretical content verbalised by the teacher (Content), and frequent use of Chalk and Talk, Q&A & Discussion as teaching/assessment strategies. The use of an online timer on the extended display was also used to simulate the pressure of an exam whilst students completed a 12-mark past paper question in one of the lessons. The conclusion of lessons consistently featured the Teacher outlining the topic and material that would be covered in the next session, on one occasion implementing an extension task in the form of homework, which involved instructing students to finish a written activity that had been started in class by the next lesson. 
Teacher 2 began her lessons by providing an overview of what was going to be covered in the lesson and in one observation, gave learners a choice between two topics. Much like Teacher 1, most features of the development stage were met confidently and resoundingly, although the sessions featured greater student input - since self-management sessions are built on the principle of being client-lead (Sterling, 2010, p. 133). All three sessions were also done without the planned aid of any digital technology (a learner helped the teacher once by going onto the NHS website via her phone to expand on information touched upon in the session). The conclusion phases of the lessons were generally strong, with the Teacher using both implicit and explicit questioning (the former likely to assess knowledge gained from the session, and the latter as a request for feedback), in addition to justifying why she felt that the topic covered was an important one and beneficial for everyone around the table (revisiting the learning aim/objective).
So What?
By using digital tools to effectively enhance student learning, Teacher 1 showed good awareness of a professional standard: to ‘plan and deliver effective learning, teaching and assessment.’ (EW, 2026). This is demonstrative of a useful affirmation often cited in teaching contexts: ‘pedagogy over technology’ - the idea that technology should function as a tool and not cloud the more important and traditional aspects of teaching (Tummons, 2020, p. 309). Although some may criticise the heavy use of paper-based resources by Teacher 2 as not ‘demonstrat[ing] a commitment to sustainability,’ (EW, 2026), the Teacher showed good compromise and management of the fact that many of the attendees were advanced in age, meaning that their digital literacy may be limited. Use of technology in which such generations may not be accustomed may have also been uncomfortable and hindered lesson productivity.
The fact that the IDC model’s application was evident in the observations of both teachers shows that it can be implemented effectively in two very different settings within the post-16 sector, evidencing versatility. Whilst both teachers exemplified consistent adherence to the three-step structure in a general sense, adopting appropriate and frequently cited best practice features within each (e.g.) last session Recap (Intro), Chalk & Talk, Q&A and Discussion (Development) and request for questions/feedback (Conclusion), the most pronounced features were different between the two. For instance, Teacher 1’s recaps were of excellent quality, as by asking the learners to take the lead, the strategy also functioned as an entry behaviour establisher, ice breaker and assessor of learner knowledge (Stavnezer and Lom, 2019, p. 1). In contrast, whilst the ‘previous session’ recapping feature was not present in the observations of Teacher 2, the features of the conclusion phase of these sessions were comparatively more emphasised. This was seen in how she asked learners how they felt the session went generally; if they had specific questions and crucially, allowed enough time for these questions to be asked without learners feeling too rushed (Richardson, 2005, p. 402). 
The different contexts in which the teachings took place may explain why the areas of emphasis varied. The recap strategy frequently observed at the college, for example, is understandable as this is an exercise of recall – a fundamental cognitive skill that these students will need when undertaking their summer exams (Duckworth, 2014, p. 113). In the MH centre rather, the primary aim is that nuggets of information discussed in the sessions, through clear and relatable examples, are taken by the learners and adopted in their management and recovery.


Now What?
The IDC lesson planning process discussed above, much like the three-step reflective model adopted for this report, is highly relevant to me as a learner as it exemplifies how I tend to process and handle information, as shown in the Honey and Mumford (1982) Learning Style questionnaire at the start of this PCET course. This mindset is highlighted as frequently preferring activities that are ‘backed up by ideas…that form a model, system or theory (Rosewell, 2005, p. 3). Effectively knowing which of and how the major parts of teaching fit into each stage (e.g.) establishing entry behaviour in the Intro and assessment strategies in the Development, complements the methodical approach to my work that I tend to lean towards. Having made my appreciation of their sound structure clear to both teachers in private following these observations, I am thrilled to have secured teaching placement hours in both settings, therefore evidencing my willingness to ‘build positive and collaborative partnerships’ (EW, 2026). Consequently, I am eager to try and replicate the good practice of these teachers in moving forward, whilst also remaining aware of other aspects of teaching that the IDC process does not cover, such as post-event reflection and assignment marking.  
Conclusion
This reflection has discussed what I have learnt from the observations of two teachers in the post-16 sector. It is hoped that the most fundamental attributes of teaching, or at least the ones that I deem most important to my own professional development, have been covered under the two sub-headings. It is worth noting that other important aspects of teaching, such as behaviour management and considerations for learners with ALN were also noticeable within the observations, of which will be given more attention as we approach these modules later in the course. As part of the observations undertaken for Teacher Toolkit 1 however, the divergence in settings has allowed this report to go beyond the scope of attributing any contrasts observed as being solely down to individual differences of the teachers. Rather, it recognises and appreciates that teaching in academic and MH settings warrant different considerations and approaches. The most prominent feature of this learning experience has been how both teachers exemplified effective lesson planning and more specifically, an adherence to the three-step process (IDC) that it is underpinned by. In doing so, I have been able to recognise the importance of adaptability - the need to modify my teaching style and language between two settings, which is a consideration that boils down to ensuring learners, be they academics or sufferers of mental health, extract as much as they can from the lesson and prosper thereafter. 
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Appendices
Appendix A – Teacher Observation Form (Teacher 1)
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Teacher

	Carley Turner

	Date
	
15/01/2026 (3x 1-hour sessions)


	Group
	
AS & A Level Psychology classes at Graig College, Llanelli


	Topic/Context
	
Lesson 1: Controversies in Psychology; Lesson 2: Description and Evaluation; Lesson 3: Positive Approach


	Notes on the lesson: 

	Lesson 1 (A Level group E):
- Solid, confident start – spoke clearly and established authority quickly 
- Distributed resources (booklets) to all students at the beginning, ensuring all became actively engaged in the learning process
- Effective use of open-questioning for students to drive previous lesson recap	
- Outlined what was going to be covered in the lesson – showing acknowledgement of the importance of students knowing what the learning aims and objectives are 
- Began to utilise the PowerPoint presentation to go through the main content – built on the points from the slides very well. Included some images on the slides, likely as visual aids
- Inspiring use of key terms that appear in the psych specification – easily expanded on student points by picking out the relevant terms 
- Use of Q&A as the main assessment strategy throughout the lesson (most of the time posing questions to the whole class and waiting for someone to respond but also gently targeted participants with low contribution levels for answers – ‘What about one of you three? What do you think?)
 -  Used the classroom space fairly well throughout the lesson but maybe could have walked around a little more – seemed more comfortable at the front of the class near the desk/computer
- Showed ability to manage behavior when the level of noise increased: used ‘sshhhh’ predominantly and with clear success 
- Extension task set (to finish activity that was started in the booklet)
- Good time management skills as the lesson concluded within 5 minutes of the bell

Lesson 2 (AS Level group B)

- Started well and was clear about learning objectives (the main one being that there would be an exam question practice under test-like conditions later-on in the session)
- Teacher used the Powerpoint Presentation in a similar way to the lesson with the previous second year students, reading and building from the information on the slides
- Willing to engage in open-discussion between an enthusiastic young learner and herself relating to the former’s career goals (uni, job). Showed good professional practice after the discussion had gone on for quite some time whilst smiling: ‘we’re definitely deviating now!’ 
- Meaningful use of technology for the 12-mark exam question practice by setting a digital timer on the extended display for 11 minutes (so all learners could see the timer ticking down, creating low-moderate anxiety - good exam environment simulator). Showed excellent consideration for one or more learners who either had ALN or English as a second language by stating: ‘Once the timer ends, please stop writing unless you know you’re permitted additional time.’ – Did not pick out these individuals by name in front of the whole class. Used peer-assessment as a strategy after the writing time had finished (learners swapped papers and marked the work of their peers). 
- Teacher appeared generally more relaxed and smiley in this lesson than the previous, which may be down do the smaller class size or being closer to end of day 
- Good conclusion to the lesson, outlined what would be covered in the next lesson

Lesson 3 (AS Level group C)

- Good start to the lesson, showed consistency by using the recap feature and brainstorming ideas
- Innovative way of reminding students what they should know at the current stage of the course by asking a question, then combating silence by saying: ‘We’ve covered this a fair bit.’ Also tested recall through prompting: ‘If you remember right back to the start in September when we did…’ – Overall, good testing of recall across all three sessions
- Clearly confident with PowerPoint, adopting the same style across all the lessons (reading and building from the points)
- Q&A once again used as the main assessment strategy but to great effect. Made use of the marker on the whiteboard towards the end of the lesson (illustrating traditional real chalk and talk!). 
- Good conclusion, main content covered well within time and thanked learners prior to leaving

	What I have learned:

	- Benefits of knowing and using key terminologies specific to subject area – created an impressive aura around the teacher without her appearing boastful. Also great way of expanding on the points by the students and showing how they can stretch their learning even further
- I can be more relaxed with preciseness towards time as the teacher never once finished ‘on the dot’ but still close enough as not to appear unprofessional
- Whilst it is undoubtedly advantages to have knowledge of many different teaching/assessment strategies (range), the observations here showed how using the same one frequently but very effectively (Q&A) is also fine (depth)

	Targets to improve my own practice (mapped to professional standards):

	- To refer to and try and implement the IDC process in my practice since this structure and the features within each stage(e.g.) establishing entry behaviour, teaching/assessment strategies, revisiting the learning objectives etc ensure that the vast majority of teaching aspects are covered. I will try and implement this when starting my placements in March – ‘Demonstrate commitment to learners, their learning, safety and well-being’
- Find a balance between being professional and informal (sometimes being too professional makes people uncomfortable). It was useful to see the teacher in the second lesson relaxed and have short ‘off-topic’ conversations with learners which showed good rapport. – ‘Build positive and collaborative relationship’s; ‘Demonstrate leadership, integrity, courtesy and respect towards others’ & ‘Critically reflect on own values, knowledge and skills to improve learning and leadership’
- Ensure I always keep in mind the wider purpose of the lesson/course I’m delivering (it can be easy to become lost in the logistics of a task within itself and forget why it’s being taught). If a student asked me something like: ‘Why are we covering this?’, I want to be able to respond by specifying the purpose (e.g.) ‘It can be used to strengthen your learning and complement the main part of the theory.’ - Maintain and update knowledge of policies and strategies relevant to my sector’

























	
Appendix B – Teacher Observation Form (Teacher 2)
Teacher Observation Form 
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	Teacher

	Barbara Cook

	Date
	13/01/2026; 20/01/2026 (2x 90 minutes sessions)

	Group
	Mental Health Self-Management (hereafter: SM) lessons at Adferiad Recovery, Ammanford 

	Topic/Context
	13/01/2026: Positive and negative thoughts; 20/01/2026: Food addictions

	Notes on the lesson:

	Lesson 1:
- Set the scene well by placing material/resources needed to conduct the session on the table in an organized way and exchanged pleasantries with the service users
- Showed punctuality by stating to those already seated that we would wait until 11:00 before starting (as some regular service users that attend SM were not yet present)
- Clearly outlined the topic that would be covered and justified the choice of topic (the residual stressors of the Christmas/New Year period & trying to set achievable goals for the new year ahead
- Began the session positively by asking questions that worked within the affective domain of learning: ‘How are people feeling about setting themselves fresh goals?’
- Used the paper based material to deliver factual info although showed a great deal knowledge at hand. If reading from the resources, she would expand on these points. No use of digital technology but at zero cost to the lesson quality
- Encouraged engagement from all participants by asking a simple question and going around the table, an individual at the time: ‘On a scale of 1-10, how optimistic are people feeling about the goal you have in mind?’ – inclusive and a great way to get quieter/shyer service users speaking, if only briefly
- Allowed learners to express their opinions/answers, taking care not to rush individuals that spoke slower than others, with less confidence and/or with more utterances 
- Reached the conclusion stage of the lesson by asking learners if they found the session beneficial and if they had any questions
- Showed excellent ability to convey a ‘friendly professional’ aura

Lesson 2:
- Started the session by offering service users the choice between two topics: Food addiction or sleep management, with most people expressing preference to cover food addictions (this showed her adaptability as she was prepared to deliver either topic at the choice of her learners, also demonstrating the importance of SM sessions having client involvement)
- Frequently herself used and welcomed useful, every day and no-nonsense examples from learners to enhance relatability to all, such as doing a weekly shop on a full stomach in order to reduce the temptation of placing sugary foods into the trolley  
- Broke down the more complicated parts of the topic well to learners, making it digestible and easy-to understand
- As much of the session touched upon the characteristics of addiction more generally, the Teacher showed delicacy and a careful approach to her words
- Checked-in with the learners at one point during the lesson by asking how people were feeling the session was going, which is particularly important in MH settings 
- Showed awareness of the fact that some participants were more vocal and willing to express than others by inviting others to share their opinions – particularly those who appeared like they wanted to engage but couldn’t quite do so because of the heavy input of others
- Finished in much the same way as the lesson the week before (asking learners if they had any questions and what she planned on covering next week)

	What I have learned:

	- The need to be particularly cautious with certain topics/information due to the sensitive nature of some MH clients. Topics/info that we may take for granted in discussions in other settings may be triggering here. Must slow my speaking and think of what I’m about to say first.
-  The need to have enough knowledge in multiple area if giving learners the choice between two or more topics
- Be prepared for more interruptions in MH settings since there is no formal requirement for clients to enter at 11:00 (on the dot) - some join the SM sessions sporadically which can be disrupting for the teacher

	Targets to improve my own practice (mapped to professional standards):

	- Try and develop a more relaxed, ‘friendly professional’ aura in these settings as this balance appeared successful in the observations – this includes simplifying my vocabulary and condensing my sentences to create rapport – ‘Demonstrate commitment to learners, their learning, safety and well-being’; ‘Demonstrate leadership, integrity, courtesy and respect towards others’ & ‘Build positive and collaborative relationships’
- Ensure that I approach potentially sensitive topics with care – ‘Critically reflect on own values, knowledge and skills to improve learning and leadership’; ‘Value and promote diversity, equality of opportunity and inclusion’ & ‘Demonstrate leadership, integrity, courtesy and respect towards others’
- Successful SM sessions usually include sizeable input from the clients so I must try and adopt a less ‘lecture style’ one-way-traffic delivery, instead welcome responses from the learners and be prepared to be silent and use listening skills when needed – ‘Demonstrate commitment to learners, their learning, safety and well-being’; ‘Demonstrate leadership, integrity, courtesy and respect towards others’; ‘Maintain and update knowledge of policies and strategies relevant to my sector’
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