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Professional Observation Report
Professional observation can contribute to professional learning when it moves beyond an evaluative function and enables practitioners to critically examine teaching, learning and pedagogical decision-making (O’Leary and Savage, 2020). Structured observation can similarly promote reflection, professional dialogue and development of teaching practice (Mouraz, Pinto and Torres, 2023). Its value therefore lies not simply in judging performance, but in interrogating the pedagogical reasoning underpinning practice and its implications for learning (O’Leary and Savage, 2020; Mouraz, Pinto and Torres, 2023).
This is relevant to my development as an emerging lecturer because observing experienced practitioners enabled me to evaluate pedagogical principles that could inform my practice rather than replicate individual teaching styles. Reflective practice requires practitioners to interrogate experience and translate learning into future action (Schön, 1983; Gregson et al., 2020). This aligns with PSF 2023 A5 and V3 and the Welsh Professional Standards’ emphasis on reflection and continuing professional learning (Advance HE, 2023; Welsh Government, 2023).
This report critically reflects on approximately six hours of observation of two experienced practitioners within higher education in the post-16 sector. Teacher A taught 11 Level 5 Inclusive Education students on mental health and wellbeing, whereas Teacher B taught 32 Level 6 BA (Hons) Early Years Education and Care students on Early Childhood Education for Sustainability. Differences in cohort size, academic level and subject context enabled comparison across contrasting learning environments. Pedagogical decisions should respond to learners, curriculum, context and intended outcomes rather than be applied uniformly (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). Professional courtesy and ethical practice were maintained: the purpose of observation was explained, consent obtained, and practitioners are referred to as Teacher A and Teacher B to preserve anonymity, reflecting professional expectations concerning integrity and respectful relationships (Advance HE, 2023; Welsh Government, 2023).
Driscoll’s (2007) What? So What? Now What? framework supported movement from observation towards interpretation and professional action. However, observation has methodological limitations because judgements derive from bounded episodes rather than learners’ complete educational experiences (O’Leary, 2020). I did not have access to learners’ prior attainment or subsequent assessment outcomes; consequently, participation could not independently establish that learning had occurred. Perceived and measured learning do not necessarily correspond (Deslauriers et al., 2019). Judgements about learning should therefore draw on formative assessment, questioning, learner explanation and application rather than visible participation alone (Gravells, 2021; Race and Brown, 2025).
This changed how I evaluated observed teaching. Rather than concentrating predominantly on presentation, resources and lecturer behaviour, I increasingly considered the pedagogical purpose of teaching decisions, the opportunities created for learners to think, discuss, apply and evaluate knowledge, and the evidence of developing understanding. This reflects a learner-focused approach in which teaching strategies are considered in relation to context and how effectively they support learning (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). My focus therefore shifted from whether I regarded a strategy as effective towards considering why it was used and what evidence supported that judgement.
Comparison between the practitioners reinforced this contextual understanding. Teacher A’s smaller Level 5 cohort enabled sustained whole-group interaction, whereas Teacher B incorporated pair and small-group dialogue within a substantially larger Level 6 cohort. Teacher B challenged my assumption that larger cohorts necessarily require greater lecturer-led delivery. I now recognise that pedagogical strategies should not be regarded as ‘best practice’ simply because they appear effective when observed; their suitability should be evaluated in relation to learners, intended outcomes, educational context and evidence of learning (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). This reflects PSF 2023’s emphasis on contextually appropriate practice and Welsh expectations for reflective professional development (Advance HE, 2023; Welsh Government, 2023).
Observation 1 particularly developed my understanding of inclusive and relational practice. Teacher A greeted learners by name and, before introducing material concerning trauma and adverse childhood experiences, explained that they could temporarily leave without disclosing personal circumstances. Learner-centred theory emphasises respectful relationships and learner agency (Rogers, 1969), while Self-Determination Theory identifies autonomy, competence and relatedness as important motivational conditions (Ryan and Deci, 2020). Evidence also associates need-supportive teaching with psychological-need satisfaction and autonomous motivation (Bureau et al., 2022). Teacher A’s approach can therefore be interpreted as potentially supporting dignity, autonomy and participation (Rogers, 1969; Ryan and Deci, 2020; Bureau et al., 2022), although observation cannot establish that all learners experienced it identically (O’Leary, 2020).
Teacher A also provided printed slides, Microsoft Teams resources, live online access and recordings. Initially, I interpreted this as evidence of inclusive practice. However, multiple formats do not automatically constitute inclusion because accessibility depends upon meaningful participation (Cumming and Rose, 2022). Universal Design for Learning encourages anticipatory consideration of learner variability and barriers, although its higher-education evidence base requires critical consideration (Cumming and Rose, 2022). This shifted my understanding from responding predominantly to disclosed need towards anticipating barriers during planning.
This is particularly relevant within Wales, where the Additional Learning Needs and Education Tribunal (Wales) Act 2018 and Additional Learning Needs Code for Wales 2021 establish responsibilities concerning additional learning needs (Additional Learning Needs and Education Tribunal (Wales) Act 2018; Welsh Government, 2021). Statutory compliance should not, however, be equated with effective inclusive pedagogy because learning design must also consider meaningful participation (Cumming and Rose, 2022). I will therefore incorporate an inclusive-planning check to identify potential barriers and adaptations, aligning with PSF A1, A4, V1 and V2 and Welsh expectations concerning inclusive, learner-focused practice (Advance HE, 2023; Welsh Government, 2023).
Questioning emerged as another significant developmental area. Teacher A used follow-up prompts concerning influences on mental health and possible interventions, while Teacher B used open questions about sustainability, barriers and professional responsibilities. Effective questioning concerns the cognitive processes learners undertake rather than simply the number of questions asked (Anderson and Krathwohl, 2001; Race and Brown, 2025). Anderson and Krathwohl’s (2001) revised taxonomy distinguishes remembering and understanding from more demanding processes including application, analysis and evaluation. However, higher-order questions cannot guarantee higher-order thinking because cognitive demand also depends upon prior knowledge, task construction and opportunities to develop responses (Anderson and Krathwohl, 2001; Race and Brown, 2025).
This challenged my tendency to judge questioning according to whether learners responded. The more significant consideration is the quality of thinking demonstrated and whether learners can explain, apply and justify their reasoning. Purposeful questioning can create cognitive challenge while providing formative evidence of developing understanding (Gravells, 2021; Race and Brown, 2025).
Visible participation should similarly not be equated with learning (Deslauriers et al., 2019). Although active learning can outperform traditional lecturing, effects vary according to implementation and context (Kozanitis and Nenciovici, 2023). Vygotsky’s (1978) sociocultural theory provides a rationale for socially mediated dialogue; however, discussion itself cannot demonstrate conceptual development. Collaborative activity should therefore have an explicit intellectual purpose and be evaluated through evidence of developing understanding (Vygotsky, 1978; Deslauriers et al., 2019; Kozanitis and Nenciovici, 2023).
This analysis exposed limitations within my practice. I have sometimes judged questioning by whether learners respond while also feeling responsible for filling learning time with lecturer input. Purposeful dialogue and formative questioning can instead enable learners to develop ideas while providing evidence to inform teaching (Vygotsky, 1978; Gravells, 2021; Race and Brown, 2025). The contrast between Teacher A’s whole-group interaction and Teacher B’s pair and small-group dialogue demonstrated that collaboration need not take one form. I will therefore pre-plan higher-order questions and structured collaborative activities, evaluating both through learner explanation, application and formative responses (Anderson and Krathwohl, 2001; Gravells, 2021; Race and Brown, 2025). This aligns with PSF A2, A3, A5, K3 and V3 and Welsh expectations for evidence-informed improvement (Advance HE, 2023; Welsh Government, 2023).
Observation 2 extended my understanding of theory-to-practice and experiential learning. Teacher B circulated completed John Muir portfolios associated with an experiential assessment, enabling learners to examine authentic artefacts before undertaking an experience subsequently evaluated through literature, theory, policy and research. Experience should not automatically be equated with experiential learning: Dewey (1938) emphasises interpretation of experience, while Kolb (1984) connects experience with reflection, conceptualisation and subsequent action. The observed approach can therefore be interpreted as connecting authentic experience with conceptual and critical learning rather than treating participation as intrinsically educational (Dewey, 1938; Kolb, 1984; Avis, Fisher and Thompson, 2019).
This challenged my tendency to conceptualise theory-to-practice learning as teaching theory before providing an example. Teacher B integrated theoretical perspectives with sustainability questions, while Teacher A connected mental health with environmental, family, educational and social influences. Learners should connect conceptual knowledge with authentic professional problems rather than encounter theory solely as abstract knowledge (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). My priority is therefore to move learners from knowing theory towards thinking with theory through authentic cases requiring application, comparison and evaluation (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). This aligns with PSF A1, A2, K1, K2 and V3 (Advance HE, 2023).
The observations also developed my understanding of assessment, scaffolding and learner autonomy. Teacher A explicitly discussed the Level 5 assessment, including expectations concerning theory, policy, critical analysis and argument construction. Assessment should support learning rather than function solely as final judgement, while transparent expectations can clarify required standards and intellectual processes (Gravells, 2021; Race and Brown, 2025). This challenged my assumption that learners necessarily understand academic terminology simply because it appears within an assessment brief. Making intellectual expectations explicit can provide appropriate scaffolding while retaining learners’ responsibility for academic thinking (Gravells, 2021; Race and Brown, 2025).
Comparison with Teacher B’s Level 6 cohort highlighted a tension between scaffolding and autonomy. Level 5 learners received comparatively explicit guidance, whereas Level 6 learners were expected to demonstrate greater independent interpretation and evaluation. Support should respond to learner need and development rather than assuming greater guidance is necessarily more effective (Gravells, 2021; Race and Brown, 2025). I therefore need to use formative evidence to determine when scaffolding is appropriate and when it can be progressively reduced to promote independent academic judgement (Gravells, 2021; Race and Brown, 2025). This aligns with PSF A3, A4, A5 and K3 and Welsh expectations for evidence-informed reflective practice (Advance HE, 2023; Welsh Government, 2023).
Both observations developed my understanding of digital innovation as a pedagogical rather than purely technological consideration. Teacher A combined Microsoft Teams, recordings and online resources with printed and face-to-face provision, while Teacher B incorporated multimedia and audiovisual resources. Technologies should be selected according to pedagogical purpose rather than novelty (Race and Brown, 2025; Thompson et al., 2024), aligning with PSF K4 (Advance HE, 2023). Technology cannot be assumed to improve learning because its value depends upon alignment with learners, intended outcomes and activities (Race and Brown, 2025; Thompson et al., 2024). Digital alternatives may similarly increase flexibility without independently demonstrating meaningful inclusion (Cumming and Rose, 2022).
I therefore need to consider what pedagogical purpose technology serves and what evidence demonstrates its contribution. Digital resources should be evaluated according to what they enable learners to access, understand, discuss or apply (Race and Brown, 2025; Thompson et al., 2024). My action plan will consequently include trialling and evaluating two purposeful digital approaches, aligning with PSF K3, K4 and V3 (Advance HE, 2023).
Collectively, the observations changed how I conceptualise my emerging professional identity. Previously, I focused strongly on lecturer performance through subject knowledge, explanation, resources and classroom management. Effective higher-education practice is broader, encompassing purposeful learning design, cognitive challenge, learner activity, inclusion, assessment, appropriate technology and continuing reflection (Gregson et al., 2020; Race and Brown, 2025; Thompson et al., 2024). I increasingly understand my role as designing, facilitating and evaluating learning rather than predominantly transmitting content. Planning therefore needs to consider what learners will think, discuss, apply and evaluate, potential barriers to participation and evidence of developing understanding (Race and Brown, 2025; Thompson et al., 2024). This reflects the interconnected Professional Values, Core Knowledge and Areas of Activity within PSF 2023 (Advance HE, 2023).
Professional development is cyclical, involving reflection, action and evaluation (Driscoll, 2007; Gregson et al., 2020). My identified priorities should therefore be implemented and evaluated rather than remaining statements of intention, consistent with the Welsh Professional Standards’ emphasis on professional learning and analysis of development needs (Welsh Government, 2023). The value of observation ultimately depends upon how learning from the experience informs subsequent practice (O’Leary and Savage, 2020; Mouraz, Pinto and Torres, 2023).
Overall, observation shifted my attention from what experienced lecturers do towards why pedagogical decisions are made, how context influences them and what evidence indicates developing understanding. Teacher A developed my thinking concerning relational practice, anticipatory inclusion, questioning, assessment scaffolding and digital access, whereas Teacher B challenged my assumptions about larger-group teaching and extended my understanding of cognitive challenge, collaboration, experiential learning and theory to practice application. Professional observation is most valuable when it supports enquiry, reflection and development rather than functioning solely as evaluation (O’Leary and Savage, 2020; Mouraz, Pinto and Torres, 2023).
Critically comparing both observations with scholarship demonstrated that ‘best practice’ cannot be reduced to a checklist because effectiveness depends upon pedagogical purpose, learner needs, context and evidence of learning (Avis, Fisher and Thompson, 2019; Race and Brown, 2025). Participation cannot independently demonstrate learning (Deslauriers et al., 2019); active learning depends upon design and context (Kozanitis and Nenciovici, 2023); inclusion requires meaningful participation (Cumming and Rose, 2022); and experiential learning requires reflection and conceptualisation (Dewey, 1938; Kolb, 1984). My professional learning therefore lies not in reproducing experienced lecturers’ methods but in developing the judgement to select, adapt and evaluate evidence-informed pedagogical principles within my context (Gregson et al., 2020; Race and Brown, 2025).
The professional-development action plan translates this learning into measurable targets because reflective professional learning requires identified development needs to inform action and evaluation (Driscoll, 2007; Gregson et al., 2020). Evaluating higher-order questioning, purposeful collaboration, anticipatory inclusion, theory to practice learning, responsive scaffolding and digital pedagogy through formative evidence, reflection and professional dialogue will support my continuing development (Gravells, 2021; Gregson et al., 2020; Race and Brown, 2025). This aligns with PSF A5, K3 and V3 and the Welsh Professional Standards’ emphasis on reflection and continuing professional learning (Advance HE, 2023; Welsh Government, 2023).
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	Target 
	Specific 
Steps
	Measurable  
What  
	Achievable  
How 
	Realistic 
Why 
	Time-bound 
When  
	Professional Standard 

	 Develop purposeful higher-order questioning
	Pre-plan four questions requiring application, analysis, justification or evaluation
	 Lesson plans and reflections will evidence questions and the quality of learner responses.
	 Embed questions into existing planning and use responses formatively.
	Develops my questioning towards greater cognitive challenge and formative purpose.
	Next three taught sessions.
	 PSF: A1, A2, A3, A5; K1–K3; V3. Welsh Standards: evidence-informed pedagogy, assessment and reflection.

	 Develop purposeful collaborative learning
	Design three pair/small-group activities requiring comparison, analysis or justification.
	Resources and reflections will evidence learner reasoning and developing understanding.
	 Use structured activities followed by purposeful whole-group synthesis.
	 Reduces reliance on lecturer input while giving collaboration explicit intellectual purpose.
	 Three activities within six weeks.
	 PSF: A1–A3, A5; K1–K3; V1–V3. Welsh Standards: effective pedagogy, collaboration and reflective practice.

	Strengthen anticipatory inclusive practice
	Add an inclusive-planning check addressing learner variability, ALN, accessibility and participation.
	 Planning checks and reflections will evaluate identified barriers and effectiveness of adaptations.
	 Incorporate the check into existing lesson planning.
	 Responds directly to learning from Teacher A and supports proactive rather than reactive inclusion.
	 All taught sessions for six weeks.
	 PSF: A1, A2, A4, A5; K2; V1–V3. Welsh Standards: inclusion, equality, dignity and learner wellbeing.

	Strengthen theory to practice learning and responsive scaffolding
	Design two authentic cases requiring application and evaluation of theory, reviewing when scaffolding can be reduced.
	Formative responses and reflections will evidence theory application and independent judgement.
	Adapt existing theoretical content and use formative evidence to determine appropriate support.
	Responds directly to comparison between Level 5 and Level 6 practice.
	Two activities within six weeks.
	PSF: A1–A5; K1–K3; V2–V3. Welsh Standards: pedagogy, assessment, learner development and reflection.

	Develop purposeful digital pedagogy
	Implement two digital/multimedia approaches with an explicit learning or accessibility purpose.
	Plans, formative evidence and reflections will evaluate what technology enabled learners to access, understand or apply.
	Use available technologies including Teams, audiovisual and interactive resources.
	Develops digital practice observed in both sessions while prioritising pedagogical purpose over novelty.
	Two approaches within six weeks.
	PSF: A1, A2, A4, A5; K3, K4; V1–V3. Welsh Standards: digital practice and evidence-informed professional learning.
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Appendices 
Teacher Observation Form 
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	Teacher

	Cindy Hunt (Teacher A)

	Date

	06/01/2026

	Group

	Inclusive Education – Centre of Childhood and Youth Studies - Level 5 (11 students)

	Topic/Context

	Mental Health and Wellbeing Level 5 – UWTSD Swansea Bay Campus


	Notes on the lesson:

	Planning and organisation observed
The session was supported by prepared lecturer notes, PowerPoint slides, printed copies for student annotation, planned video material and digital resources. I observed clear connections between the learning aims, subject content, activities and Level 5 assessment requirements. Students annotated printed materials while the lecturer moved between explanation, questioning, discussion and audiovisual material.
This prompted me to reconsider planning from the learner perspective. Rather than concentrating predominantly on content coverage, I need to consider what learners will be required to think about, discuss, apply and evaluate. Planning should therefore intentionally create opportunities for learning rather than simply organise lecturer activity.
Lecturer–student interaction and sensitive content
The lecturer welcomed students individually by name and used warmth and appropriate humour throughout interactions. Students responded to questions, contributed examples and participated in discussion. I cannot determine from observation alone that the lecturer’s relational approach caused participation; however, it prompted me to consider how respectful professional relationships may contribute to conditions in which learners feel able to participate. I recognised connections with Rogers’ learner-centred perspective and the importance of an approachable professional presence while maintaining appropriate boundaries and academic expectations.
Before introducing material concerning children’s mental health, trauma and adverse childhood experiences (ACEs), the lecturer acknowledged that aspects could be sensitive. Students were advised that they could temporarily leave if content became personally distressing without being required to disclose personal circumstances.
This highlighted the professional responsibility associated with teaching content that may intersect with learners’ experiences. For my practice, the important learning was that inclusion should be considered anticipatorily during planning rather than only after a barrier becomes visible. Inclusive practice does not necessarily require removing challenging content; it involves considering how academically and emotionally challenging material can be approached while recognising learner diversity and wellbeing.
Contextualising learning and connecting theory with practice
Mental health and wellbeing were explored through definitions, research, statistics and contemporary examples connected with poverty, housing, family circumstances, education, social media, trauma, COVID-19 and refugee experiences. Students identified additional influences and contributed perspectives to discussion.
I observed learners being encouraged to consider mental health within interconnected individual, family, educational and societal contexts. This highlighted the importance of enabling learners to use theoretical perspectives to interpret complex professional situations rather than encountering theory solely as information to reproduce. In my own teaching, I therefore need to use authentic examples, scenarios and professional problems through which learners can apply and critically examine theoretical knowledge.
Questioning and collaborative learning
Questioning occurred throughout the session, including whole-group questions and follow-up prompts arising from student contributions. Questions progressed from identifying factors affecting children’s mental health towards considering their effects and possible interventions. Students also discussed selected issues with peers before returning ideas to the wider group.
The observation developed my understanding of questioning beyond checking recall. Bloom’s revised taxonomy provided a useful lens for considering progression towards application, analysis and evaluation. I recognised a need to plan open, probing and follow-up questions more deliberately so that learners have opportunities to explain, apply, analyse, evaluate and justify their thinking.
Peer dialogue also prompted consideration of Vygotsky’s emphasis on socially mediated learning. However, I cannot conclude from visible discussion alone that learning occurred. Participation demonstrates learner activity and opportunities for learning but does not independently evidence learning gain. Consequently, collaborative activities in my own practice need an explicit intellectual purpose and should be evaluated through what learners subsequently explain, apply or demonstrate.
Assessment, scaffolding and learner autonomy
The lecturer explicitly discussed the 4,000-word Level 5 assessment, including theory and policy, critical analysis, paragraph transitions, argument construction and drawing conclusions from research. Additional guidance was available through Microsoft Teams.
This challenged my assumption that HE students necessarily understand academic terminology simply because it appears within an assessment brief. Making expectations explicit may provide appropriate scaffolding, but more guidance is not automatically better support. I need to judge when scaffolding is required and when it should be progressively reduced so that learners increasingly exercise independent academic judgement.
Digital technology and accessibility
The session incorporated an interactive whiteboard, camera, monitors and Microsoft Teams. Students unable to attend physically could join live online, the session was recorded, and slides and assessment guidance were available digitally.
I observed technology being integrated without becoming the focus of the session. Digital provision increased opportunities to access and revisit material, although access to a recording cannot be assumed to reproduce the social and dialogic dimensions of live participation. This broadened my understanding of digital competence from operating technology towards digital pedagogy: evaluating what technology enables learners to access, revisit, communicate or participate in.

	What I have learned:

	The principal learning from Observation 1 was a shift from concentrating predominantly on what the lecturer was doing towards considering what learners were being enabled to do. I observed opportunities to listen, question, discuss, annotate, connect ideas, apply theory and consider academic expectations. This changed how I understand planning: my starting point should not simply be What will I teach, but What thinking and learning will my design enable?
The observation also strengthened my understanding of anticipatory inclusion. The lecturer’s acknowledgement of sensitive content, individual recognition of learners and alternative routes for accessing learning demonstrated different ways in which potential barriers can be considered before they become visible. However, these practices cannot independently demonstrate inclusion or learning; their effectiveness needs to be considered through evidence of meaningful participation and learner development.
Questioning and collaboration became significant development priorities. I need to move beyond judging questions by whether learners respond and instead consider the cognitive quality of those responses. Similarly, group activity should be designed according to its intellectual purpose rather than because visible participation appears engaging.
Finally, the assessment guidance highlighted the relationship between support and autonomy. My responsibility is to make expectations sufficiently transparent while progressively enabling learners to undertake increasingly independent academic thinking. Collectively, these insights have shifted my emerging professional focus towards purposeful planning, anticipatory inclusion, cognitive challenge and evidence of learning.

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

	Aligned to the Professional Standards for Further Education Teachers, Work-Based Learning Practitioners and Adult Learning Practitioners in Wales (2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education (PSF 2023).
1. Develop purposeful questioning and cognitive challenge.
I will develop my ability to plan open, probing and follow-up questions that provide opportunities for learners to move beyond recall towards explanation, application, analysis, evaluation and justification. Bloom’s revised taxonomy will be used as a planning prompt, while learner responses will inform subsequent reflection upon the cognitive demand created.
Alignment: PSF: A1, A2, A5, K1, K2 and V3. Welsh Professional Standards relating to pedagogical knowledge, effective planning and delivery, evidence-informed practice and critical reflection.
2. Strengthen anticipatory inclusive practice and responsiveness to learner diversity and ALN.
I will consider potential barriers to access, participation and engagement during planning rather than waiting for difficulties to become visible. This will include consideration of ALN, accessibility of resources, sensitive subject content and alternative routes for participation while maintaining appropriate academic challenge.
Alignment: PSF: A1, A4, V1 and V2. Welsh Professional Standards relating to commitment to learners, diversity, dignity, inclusion and effective learning.
3. Develop facilitation of purposeful collaborative learning.
I will incorporate structured opportunities for collaborative dialogue with explicit learning purposes and develop my confidence in allowing appropriate thinking time and learner-led discussion. I will evaluate collaborative activities according to what learners are being asked to consider or accomplish rather than assuming participation itself demonstrates learning.
Alignment: PSF: A1, A2, K1, K2 and V1. Welsh Professional Standards relating to effective learning, collaborative relationships and shared responsibility for learning.
4. Strengthen theory-to-practice learning design.
I will incorporate authentic professional examples, scenarios and problems through which learners are required to apply, question and critically evaluate theoretical perspectives rather than solely reproduce theoretical knowledge.
Alignment: PSF: A1, A2, K1, K2 and V3. Welsh Professional Standards relating to professional knowledge, evidence and research, and effective planning and delivery.
5. Develop assessment scaffolding that supports increasing learner autonomy.
I will make assessment terminology and expectations explicit while critically reviewing the level of guidance I provide. Formative questioning and learner responses will be used to identify where additional scaffolding is required and when support can appropriately be reduced to encourage independent academic judgement.
Alignment: PSF: A3, A4, K3 and V2. Welsh Professional Standards relating to assessment, learner development and enabling learners to share responsibility for their learning.
6. Develop purposeful digital pedagogy.
I will continue developing my competence with digital teaching tools while evaluating their use according to whether they create meaningful opportunities for accessibility, participation, communication or consolidation of learning rather than using technology for its own sake.
Alignment: PSF: A1, A2, K4 and V2. Welsh Professional Standards relating to contemporary professional knowledge and effective learning and teaching.
7. Embed evidence-informed reflection within my emerging professional practice.
I will use professional observation, learner responses, peer feedback, academic literature and relevant professional standards to reflect critically upon my pedagogical decisions. My reflection will increasingly focus upon available evidence concerning opportunities for student learning, limitations in that evidence and the changes I should make to my practice consequently.
Alignment: PSF: A5, K3 and V3. Welsh Professional Standards relating to evidence and research, critical reflection and continuing professional learning.























Teacher Observation Form 
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	Teacher

	Paul Darby (Teacher B)

	Date

	15/06/26

	Group

	32 students - BA Hons Early Years Education and Care, Level 6, 

	Topic/Context

	Sustainability in the Early Years - UWTSD Swansea Bay Campus


	Notes on the lesson: 

	
Planning, organisation and academic expectations observed
The session introduced students to Early Childhood Education for Sustainability and the associated assessment. The intended learning required students to critically consider sustainability through philosophical, socio-cultural, historical, legislative and policy perspectives and to reflect upon children’s rights, the role of adults and wider socio-cultural and political systems. The assessment incorporated an experiential element associated with the John Muir Award, followed by critical reflection and evaluation informed by theory, policy and research.
I observed clear connections between subject content, theoretical perspectives, experiential activity and assessment expectations. At Level 6, students were provided with opportunities to move beyond identifying or describing sustainability towards analysing different perspectives and considering their implications for early-years professional practice.
This developed my understanding of the relationship between academic level and learning design. Building on Observation 1, where I identified the importance of cognitive challenge, this observation prompted me to consider more specifically whether the intellectual demand of learning activities is appropriate to learners’ academic level. In my own Level 6 teaching, I need to provide genuine opportunities for analysis, critical reflection, justification and evaluation rather than relying predominantly upon transmission and recall.

Opening the session and establishing participation
The lecturer welcomed students into the session and used an icebreaker alongside humour during the opening stages. Humour continued naturally throughout lecturer–student interactions. Students subsequently participated in questioning, pair work and wider discussion.
I cannot determine from observation alone that the icebreaker or humour caused subsequent participation. However, students were invited to become active contributors from the beginning rather than experiencing an opening dominated entirely by lecturer presentation.
This prompted me to reconsider the pedagogical purpose of the opening stages of a session. An icebreaker should not simply function as an enjoyable preliminary activity; where appropriate to the group and learning context, it can provide an early opportunity for interaction and communicate expectations concerning participation. Within my own practice, I therefore need to consider how the opening of a session establishes my professional presence and prepares learners for the intellectual activity that follows.
Questioning and critical engagement
Question and answer approaches were used throughout the session. Students encountered open questions concerning sustainability, including what individuals and early-years settings could contribute, potential barriers to sustainable practice and how realistic particular forms of change might be. These questions did not necessarily have one predetermined correct response.
Students contributed different perspectives, creating opportunities to consider complexity rather than simply reproduce definitions of sustainability. This developed the questioning priority identified in Observation 1. Bloom’s revised taxonomy provides a useful lens for considering progression towards analysis and evaluation; however, this observation particularly highlighted the importance of matching cognitive demand to academic level.
For my emerging practice, I therefore need to plan questions that enable Level 6 learners to examine assumptions, compare perspectives, justify positions and critically evaluate possible responses rather than predominantly recall information.
Collaborative learning within a larger cohort
Pair work and group discussion were incorporated within the cohort of approximately 32 students, creating smaller spaces in which learners could exchange ideas before contributing to wider discussion. I observed students communicating with one another rather than all interaction being mediated through the lecturer.
This was particularly significant because I had associated larger groups with an increased need for lecture led delivery. The observation challenged this assumption. Although visible participation cannot independently demonstrate learning, smaller collaborative structures created additional opportunities for students to articulate and encounter ideas.
This developed my learning from Observation 1. Vygotsky’s emphasis on socially mediated learning provides one theoretical lens through which collaborative dialogue can be considered. However, my professional learning is not simply that I should use more group work. Collaborative activity needs an explicit intellectual purpose so that learners are required to compare, question, analyse or evaluate something meaningful. I also need to develop confidence in allowing appropriate thinking time and transferring greater intellectual responsibility to learners rather than feeling responsible for filling learning time with lecturer input.
Purposeful variation in teaching and learning
The session incorporated lecturer explanation, PowerPoint, an interactive whiteboard, questioning, pair and group discussion, audiovisual material and physical resources. Students therefore encountered the subject through a range of teaching and learning approaches.
The observation reinforced the importance of purposeful pedagogical variation rather than variety for its own sake. In my own planning, I need to move beyond asking whether I have included sufficient variety and instead consider what each approach enables learners to think about, discuss, examine, experience or apply.
Authentic resources and experiential learning
Completed John Muir scrapbooks and portfolios were circulated around the classroom. Students could physically examine examples connected with the experiential component of their assessment rather than relying exclusively upon a verbal explanation.
The portfolios created a tangible connection between assessment expectations and an experience students would subsequently undertake. Importantly, the assessment required students not merely to complete the experience but subsequently to critically reflect upon and evaluate it through literature, theory, policy and research.
This helped me distinguish experience from experiential learning. Dewey’s emphasis on experience, reflection and enquiry provides a useful theoretical lens because participation in an experience does not itself demonstrate academic learning. Learners also require opportunities to interpret, question and critically reflect upon that experience.
For my own practice, authentic artefacts, examples and professional experiences could help bridge abstract academic expectations and professional application. However, they should function as resources for interpretation rather than models that learners simply reproduce.
Connecting theoretical perspectives with professional practice
The session introduced theoretical perspectives associated with Froebel, Montessori, Reggio Emilia, Vygotsky, Bronfenbrenner and posthumanism and invited students to consider their relationship with Early Childhood Education for Sustainability. Connections were made between socio-cultural perspectives, ecological influences, child-led approaches, children’s relationships with environments and wider understandings of sustainability.
I observed students being provided with opportunities to consider theory in relation to contemporary professional questions rather than encountering theoretical perspectives solely as historical or conceptual information.
This extended my theory to practice learning from Observation 1. I increasingly recognise a distinction between learners knowing a theory and thinking with a theory. Within my Level 6 teaching, I need to create opportunities for students to compare theoretical positions, consider their assumptions, apply them to professional contexts and critically examine their usefulness and limitations.
Sustainability as a context for critical and interdisciplinary learning
Sustainability was presented beyond an exclusively environmental interpretation. The lecture materials incorporated philosophical, socio-cultural, political and professional perspectives and positioned sustainability pedagogy as interdisciplinary, holistic, critical, creative, active, problem-solving and reflective.
I found it significant that the subject matter required engagement with complexity and potentially competing perspectives. Professional questions do not always have straightforward or universally agreed solutions.
This strengthened my understanding of criticality. Developing critical thinking involves more than asking learners to critique an idea; learners require opportunities to encounter different perspectives, examine evidence, question assumptions and develop reasoned positions. My role is therefore not always to provide a definitive answer but to facilitate meaningful engagement with complexity.
Digital and multimedia pedagogy
The interactive whiteboard, PowerPoint presentation, videos and audiovisual clips were incorporated alongside lecturer explanation, questioning and discussion.
Building on Observation 1, I recognised again that the presence of digital technology cannot itself be interpreted as evidence of learning or innovation. Its pedagogical value depends upon why a resource has been selected and what learners are expected to do with it.
I therefore need to evaluate digital and multimedia resources according to their pedagogical function: for example, whether they enable learners to encounter an authentic example, examine another perspective, access information or stimulate analysis and discussion. This develops my understanding of purposeful digital pedagogy rather than technology use for novelty or variety.
Teaching presence and management of attention
At one point during lecturer input, some students were talking. The lecturer used the microphone to project his voice towards students further back in the room and humorously adopted the manner of an airline steward. Attention was redirected and the session continued without an overtly confrontational exchange.
Rather than judging the specific technique, I was interested in the underlying professional decision: an expectation concerning attention was communicated while the established interpersonal tone was maintained.
This prompted reflection upon my own teaching presence and professional identity. I should not imitate another lecturer’s humour or personality because professional presence needs to be authentic. However, I can learn from the principle of responding proportionately and confidently when attention decreases while maintaining dignity and respectful professional relationships.
Pacing and structuring an extended HE session
A planned comfort break occurred part-way through the lecture. Across the wider session, transitions also occurred between lecturer explanation, questioning, discussion, pair/group activity, multimedia and examination of physical resources.
This developed my understanding of pacing as an aspect of pedagogical planning rather than merely timetabling. During an extended HE session, the quantity of content that can theoretically be delivered is not the only consideration. Learners are required to sustain attention, process information, participate and engage with cognitively demanding material over time.
In my developing practice, I therefore need to consider the relationship between content, cognitive demand, pace, transitions, participation and opportunities to refocus. This encourages me to plan longer sessions around the learning journey students will experience rather than predominantly around the amount of material I intend to cover.

	What I have learned:

	Observation 2 developed my understanding of facilitating learning within a larger Level 6 HE cohort. Importantly, it extended rather than simply repeated learning from Observation 1.
One of my previous assumptions was that increasing group size would necessarily require greater reliance upon lecturer led teaching. Observing questioning, pair work and group discussion challenged this assumption. Smaller collaborative structures can create opportunities for learners to articulate and encounter ideas within larger cohorts, although observable participation should not automatically be equated with learning.
The observation also strengthened my understanding of the relationship between academic level and pedagogical decision-making. Observation 1 had identified higher-order questioning as a development priority; Observation 2 extended this by demonstrating the need to consider whether cognitive demand is appropriate to Level 6. My questions and activities therefore need to provide opportunities for learners to analyse, compare, justify, critically reflect and evaluate.
The John Muir portfolios were particularly significant. They demonstrated how authentic resources can make assessment expectations tangible while connecting academic knowledge with professional experience. I now distinguish more clearly between experience and experiential learning: educational value is strengthened when learners are required to interpret, question and critically evaluate experience rather than merely participate in it.
This also developed my understanding of theory to practice learning. Rather than teaching theoretical perspectives predominantly as knowledge to remember, I want learners increasingly to think with theory by applying, comparing, questioning and evaluating theoretical perspectives in relation to authentic professional issues.
Teaching presence and pacing were more distinctive areas of learning from this observation. The lecturer’s response to reduced attention demonstrated one way of communicating expectations without overt confrontation. My learning is not to reproduce another practitioner’s personality, but to develop an authentic approach that communicates expectations clearly and proportionately. Similarly, I now recognise that planning an extended session requires consideration of learners’ cognitive experience across time, including when they listen, discuss, analyse, apply and refocus.
Finally, sustainability prompted reflection upon the wider responsibilities of education. The session positioned sustainability as interdisciplinary and connected with social, cultural, environmental and professional questions. This encouraged me to consider how my practice can enable learners to engage critically with wider professional and societal responsibilities rather than treating sustainability as an isolated curriculum topic.
Overall, this observation shifted my attention from asking “How can I manage teaching a larger group?” towards asking “How can I design intellectually challenging opportunities for dialogue, experience, application and critical reflection within a larger group?” This represents the principal professional learning I will carry forward from Observation 2.

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

	Aligned to the Professional Standards for Further Education Teachers, Work-Based Learning Practitioners and Adult Learning Practitioners in Wales (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (Advance HE, 2023; PSF 2023)
1. Develop higher-order questioning appropriate to learners’ academic level.
I will plan open, probing and follow-up questions that enable learners to analyse, compare, justify and critically evaluate ideas. At Level 6, I will consider whether the cognitive demand of questions and activities provides sufficient opportunity for independent critical thinking.
Alignment: PSF: A1, A2, A5, K1, K2 and V3. Welsh Professional Standards relating to pedagogical knowledge, effective planning and delivery, evidence-informed practice and critical reflection.
2. Develop purposeful collaborative learning within larger cohorts.
I will develop my confidence in structuring pair and small-group activities with explicit intellectual purposes. Learners will be required to articulate, compare, question or evaluate ideas before wider synthesis, and I will evaluate what collaboration enables learners to demonstrate rather than assuming visible participation evidences learning.
Alignment: PSF: A1, A2, A5, K1, K2, V1 and V2. Welsh Professional Standards relating to effective learning, collaborative relationships and shared responsibility for learning.
3. Strengthen experiential and theory-to-practice learning.
I will use authentic professional cases, artefacts or experiences that require learners to apply, compare and critically evaluate theoretical perspectives. Reflection and interpretation will be incorporated so that experience functions as a basis for academic learning rather than an end in itself.
Alignment: PSF: A1, A2, K1, K2 and V3. Welsh Professional Standards relating to professional and pedagogical knowledge, evidence and research, and effective learning.
4. Develop Level 6 criticality and learner autonomy.
I will design activities that enable learners to examine complex questions, competing perspectives and evidence before developing and justifying reasoned positions. I will critically review the balance between appropriate structure and increasing learner responsibility for academic thinking.
Alignment: PSF: A1, A2, A4, K1, K2 and V2. Welsh Professional Standards relating to effective learning, learner development and enabling learners to share responsibility for learning.
5. Develop authentic teaching presence and purposeful pacing.
I will develop confidence in communicating expectations positively and proportionately while maintaining dignity and respectful professional relationships. When planning extended sessions, I will also consider cognitive demand, transitions, participation and opportunities to refocus rather than concentrating predominantly on content coverage.
Alignment: PSF: A1, A2, A4, K1, K2, V1 and V2. Welsh Professional Standards relating to effective planning, learner engagement, wellbeing, dignity and respectful professional relationships.
6. Develop purposeful digital and multimedia pedagogy.
I will evaluate digital and multimedia resources according to what they enable learners to encounter, examine, discuss, understand or apply rather than incorporating technology solely for novelty or variety.
Alignment: PSF: A1, A2 and K4. Welsh Professional Standards relating to effective learning and teaching and appropriate use of digital approaches.
7. Strengthen sustainability and evidence-informed professional practice.
I will develop my understanding of sustainability as a wider educational and professional responsibility and identify appropriate opportunities for learners to critically consider environmental, social and professional issues. I will use observation, learner responses, feedback, literature and professional standards to evaluate these and other pedagogical decisions rather than reproducing observed strategies uncritically.
Alignment: PSF: A1, A2, A5, K3, V3 and V4. Welsh Professional Standards relating to sustainability, evidence and research, critical reflection and continuing professional learning.
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