


Conventions
The term FE will be used for Further Education and FECW for Further Education College in Wales.
WG will be used for Welsh Government and will incorporate the Welsh Assembly Government.
SCL will be used for Student Centred Learning.

Word Count: 4373




Background And Context
In Wales, 12 Further Education Colleges (FECWs) support post-compulsory learners pursuing either academic or vocational routes (Colegau Cymru, 2024). Academic pathways, typically delivered in school sixth forms and tertiary colleges, focus on theoretical knowledge and critical thinking through subjects like English or Science (WG, 2024), leading to A Levels and preparing students for higher education. In contrast, vocational education emphasises practical, job-specific skills in fields such as construction, healthcare, arts, and engineering (Dauncey, 2024). Offered in colleges, training centres, and through apprenticeships, vocational routes lead to qualifications like BTECs (BTEC, 2024), NVQs, and diplomas (Colegau Cymru, 2024). 

Qualifications Wales (2024) notes that Level 2 vocational students in Wales, typically aged 16–19, pursue practical, career-focused study in FE colleges (Lusher, 2023). Many of these students have previously struggled in school due to the academic nature of the curriculum and may have faced challenges such as behavioural or attendance issues or health problems that impacted their learning (Universities Wales, 2019). Level 2 vocational courses offer a practical route that suits hands-on learners, providing work experience and a pathway to employment or Level 3 study (Nafilyan, 2017).

The recent Tertiary Education and Research (Wales) Act (WG, 2022) introduced a unified post-compulsory education framework, aiming to improve accessibility to skills-based education and enhance progression routes. Within this framework, Level 2 vocational qualifications occupy a central role in addressing skills shortages, particularly in priority sectors such as digital technologies, and in supporting young people to fulfil their potential in alignment with regional economic priorities (WG, 2020). Level 2 vocational qualifications are considered equivalent to General Certificate of Secondary Education outcomes, reflecting broader policy initiatives aimed at upskilling the workforce and meeting both individual learner needs and labour market demands (Huddleston & Unwin, 2024). As Hayward et al. (2002) observe, in Wales, this development was especially pertinent as the decline of traditional heavy industries such as coal and steel necessitated a transition towards service-based and technology-oriented sectors.

The rationale for this investigation lies in the pivotal role Level 2 vocational programmes play in supporting learners who may have experienced previous educational challenges (Lusher, 2023). As a bridge to higher-level study or employment, the quality and accessibility of provision at this stage can significantly influence learner engagement, retention, and progression (Reinders, et al., 2023). Cunningham et al. (2024) highlight that student-centred learning (SCL) approaches, which place learners’ needs, interests, and active participation at the heart of teaching, are particularly effective in vocational education, especially for those at Level 2. Embedding such approaches can enhance motivation, foster autonomy, and build confidence, which are critical factors for learners navigating this transitional stage (Pastini & Lilasari, 2023). The study will explore how teaching, curriculum, and assessment align with SCL approaches, identifying enablers and barriers to their implementation (Bhardwaj, et al., 2025). Gathering insights from students, lecturers, coordinators, and managers will capture the complexity of the FE environment, from pedagogy to learner support. Findings will inform evidence-based recommendations (Hall & Roussel, 2020) to make Level 2 provision in FECWs more responsive, inclusive, and able to meet diverse learner needs.


Aims And Objectives
This study aims to investigate how SCL approaches are applied in Level 2 vocational programmes at a FECW and their impact on learner engagement, progression, and experience, gathering views from students, lecturers, course coordinators, and managers to inform future practice. 

The study’s objectives are to:
· Review recent literature and policy on SCL (Thomas, 2024) and Level 2 vocational education in Wales to establish context and identify key trends, priorities, and evidence gaps (Campbell, et al., 2023);
· Explore Level 2 vocational students’ experiences (Walters, et al., 2022) in a FECW through focus group interviews, capturing views (Hennessey, et al., 2022) on SCL pedagogy, curriculum relevance, support, assessment, and barriers to progress (Arman & Satpathy, 2024).
· Undertake individual interviews (Kvale & Brinkmann, 2015) with Level 2 lecturers and course coordinators to examine professional perspectives on SCL approaches in curriculum design;
· Design questionnaires for college managers to understand their perceptions of learner needs (Bennett, 2017), the allocation of resources, pastoral support, and internal college factors that enable or constrain effective delivery;
· Undertake qualitative observations within a classroom setting of Level 2 learners and their lecturers (Cohen, et al., 2017);
· Analyse and synthesise the data generated through a process of thematic analysis (Braun & Clarke, 2021);
· Make evidence-based recommendations (Hall & Roussel, 2020) to improve Level 2 provision.

This small-scale doctoral research will be achievable given the researcher’s accessibility to the proposed participants in order to investigate both students’ lived experiences (Glenn, et al., 2023) and colleagues’ professional knowledge (Baumfield, et al., 2008), allowing him to advocate for the use of a SCL approach with Level 2 vocational students within his own FE institution and beyond. 

Literature Review

The Welsh Government (WG, 2023) highlights persistent challenges related to learner engagement and motivation among Level 2 vocational students. These students often enter FE with varied educational experiences, and traditional, didactic teaching approaches, such as lecture-based instruction and rigidly timetabled lessons, may fail to meet their learning needs (Wales Centre for Public Policy, 2024). In contrast, SCL has the potential to align course content with learners’ personal goals and interests, thereby increasing motivation and active participation (Smothers, et al., 2021). Moreover, SCL fosters learner autonomy and promotes greater involvement in the educational process (Ho, 2023), which is particularly beneficial at Level 2, where the practical application of knowledge and skills is essential (Pearson, 2025).

Level 2 vocational programmes in Wales are structured to provide students with practical competencies and sector-specific knowledge relevant to employment or further education (WG, 2024). Such programmes integrate classroom-based instruction with experiential learning opportunities which is recognised by both employers and further educational institutions (Creasy, 2017). These qualifications aim to prepare students for immediate entry into the labour market and to foster long-term employability and engagement with lifelong learning (Pearson, 2024).

For many learners entering Level 2 vocational education in FE, often following less favourable experiences in earlier educational settings (Qualifications Wales, 2024), creating an encouraging and responsive environment for learning is essential. Students may not have access to A Levels or Level 3 BTECs for a variety of reasons and frequently present with low self-confidence, disengagement, frustration and poor mental well-being (Darling-Hammond & Cook-Harvey, 2018). As such, it is crucial to implement pedagogical strategies that are responsive to these learners’ needs, restore their motivation, and provide targeted academic and emotional support (Wixcey, et al., 2025). A nurturing educational environment can serve to build resilience and improve learning outcomes, thereby facilitating students’ successful reintegration into education (Packer, et al., 2022).

Level 2 learners within school (Edwards, 2025) and FE settings in Wales face a range of complex educational barriers and non-educational obstacles that may hamper their academic progress and overall success (Huddleston & Unwin, 2024). These challenges encompass social and economic disadvantage, prior learning deficits, mental health difficulties, combined with variable levels of engagement and motivation (Wixcey, et al., 2025). A significant proportion of learners at these levels come from economically disadvantaged backgrounds, a factor shown to substantially influence their educational attainment and ability to participate fully in learning (Farquharson, et al., 2024). Burchardt, et al. (2018) argue that educational inequalities tend to intensify throughout secondary education, compounding disadvantage at the FE level, and Aristeidou, et al. (2024) identify that young individuals from lower-income households in FE frequently report a perceived lack of opportunities. Financial constraints, including the cost of accommodation and sustenance, learning resources and equipment, and transportation often present substantial obstacles for these learners (Naz, 2023), while Tahir (2023) contends that inadequate financial support may compel students to undertake multiple jobs in addition to their studies, resulting in heightened stress levels and an increased risk of academic burnout. Furthermore, economic hardship can significantly raise the likelihood of withdrawal from FE programmes according to Wales Centre for Public Policy (2024).

Academically, many students at Level 2 enter FE institutions with pronounced learning gaps, particularly in core areas such as literacy and numeracy (Huxley & Davies, 2024). These deficits often stem from prior negative educational experiences and contribute to diminished self-esteem and a pervasive sense of inadequacy (Andersen & Andersen, 2015). As a result, learners may struggle to acquire the foundational skills necessary for success in their vocational courses (Higton, et al., 2017), with unmet academic expectations leading to demotivation and disengagement (Collings, et al., 2022). Mental health challenges further compound these issues. A substantial number of Level 2 students report experiencing anxiety and depression, often linked to previous negative academic experiences and challenging personal situations (Pollard, et al., 2021). The perceived inaccessibility of additional learning needs (Packer, et al., 2022) and mental health support (Pollard, et al., 2021) within FE institutions, coupled with enduring social stigma (Burchardt, et al., 2018), act as a barrier to help-seeking behaviours and may contribute to early withdrawal from education (Wixcey, et al., 2023).

Learner engagement at Level 2 is often inconsistent, particularly when students perceive a disconnect between the curriculum and their personal aspirations or lived experiences (Bashir, et al., 2020a). The transition from the highly structured environment of secondary school to the more autonomous setting of FE can be disorientating, frequently resulting in feelings of isolation and disengagement (Hodgson & Spours, 2020). Hodgson & Spours (2020) further observe that many Level 2 learners lack access to clear and coherent progression routes, either to higher qualifications or employment. Research indicates that this absence of structured guidance contributes to uncertainty and decreased motivation (Higton, et al., 2017).

These multi-dimensional challenges, spanning socio-economic hardship, educational disengagement, and mental health, necessitate a tailored, holistic response (Skilling, et al., 2020). This response should include the development of comprehensive support services, the creation of clearer pathways to higher education and employment, and a more engaging and responsive curriculum (Robinson, 2019). Flexible learning strategies, such as blended synchronous learning, may also be helpful in meeting the diverse needs of these learners (Tummons, 2014). Such measures are critical in fostering inclusive educational environments that facilitate student retention and achievement.

Within this context, SCL has gained recognition as a pedagogical approach particularly well-suited to the needs of Level 2 vocational learners (Pastini & Lilasari, 2023). Whiting & Luhtala (2021) suggest that it constitutes both a philosophical orientation and a methodological framework that foregrounds the learner's active role in constructing knowledge, setting learning trajectories, and reflecting on their educational journey. While often framed in opposition to traditional didactic models, SCL is not merely a set of pedagogical techniques; rather, it is underpinned by deep epistemological, psychological, and socio-cultural commitments that reconceptualise the roles of teacher, learner, and curriculum (Hoidn & ‎Klemenčič, 2022).

The conceptual origins of SCL are widely attributed to constructivist and humanist learning theories, with Piaget (1950) positing that cognitive development occurs through active interaction with the environment, wherein learners internalise knowledge through stages of increasing complexity. Vygotsky (1978) expanded this view with his socio-cultural theory, particularly the Zone of Proximal Development, which emphasised the importance of dialogic interaction and scaffolding within the learning process. From a humanist standpoint, Rogers (1969) advocated for a learner-centred education that prioritised emotional safety, intrinsic motivation, and self-directed learning, arguing that meaningful learning only occurs when students perceive it as personally relevant (Cronin-Golomb & Bauer, 2023).

Additional definitions of SCL typically coalesce around several interrelated principles: learner autonomy, active engagement, authentic assessment, co-construction of knowledge, and the centrality of learner voice (Attard, et al., 2010). Weimer (2013) suggests that these principles are operationalised through pedagogical strategies such as inquiry-based learning, project-based learning, flipped classrooms, and dialogic teaching. As Morris et al. (2023) note, SCL approaches aim not simply to transmit content but to develop the learner’s capacity for metacognition, critical thinking, and adaptive expertise.

The emphasis on personalisation and differentiation within SCL also reflects its responsiveness to diversity in learner needs, experiences, and aspirations (Andersen & Andersen, 2015). In this respect, it resonates with other inclusive pedagogical frameworks such as universal design for learning (Gordon, et al., 2024) which advocate for flexible curricula that accommodate variation in learning styles and access needs (Florian & Black-Hawkins, 2011). Within this context, SCL is increasingly framed as a social justice approach, addressing long-standing educational inequities and disengagement among marginalised groups (Morris, et al., 2023).

Empirical research supports the efficacy of SCL in promoting engagement, retention, and deeper learning. Cornelius-White’s (2007) meta-analysis established robust correlations between student-centred teacher behaviours (e.g., empathy, encouragement of learner voice) and positive learning outcomes. More recent studies continue this trajectory. McLean et al. (2019) found that co-designing curricula with students enhanced their intrinsic motivation and epistemic agency, while Mngomezulu, et al. (2024) reported improved satisfaction and performance in post-16 learners exposed to SCL environments with embedded formative feedback.

However, the operationalisation of SCL is highly context-dependent and frequently contested. Ecclestone (2017) warns against a pedagogy considered to be ‘vulnerable’ in which excessive accommodation of learner preference may dilute academic rigour and reinforce deficit narratives about capability. Brinkmann (2020) similarly cautions that SCL can become reductive when reduced to a consumerist model of education, where student choice is prioritised over intellectual challenge or disciplinary coherence. Cirocki et al. (2019) identify that a critical tension lies in the assumption of learner readiness for learning autonomy. Parry & Metzger (2023) indicate that, while some learners thrive in self-directed environments, others, particularly those with limited prior academic success, require more structured scaffolding to engage productively. Moreover, Bayram-Jacobs & Hayırseve (2016) suggest that independence is not a starting point but a pedagogical goal that must be carefully supported through relational, dialogic, and iterative processes. Attard et al. (2010) note that SCL demands significant shifts in educator identity and practice as teachers/lecturers are repositioned from authoritative transmitters of knowledge to facilitators, coaches, or co-learner. These changing roles, as explored by Bashir et al. (2020a), require both epistemological reorientation and practical support. Professional learning and buy-in from college based managers are therefore essential for meaningful implementation (Watkins, 2020) and, without such systemic support, SCL risks becoming a rhetorical gesture rather than a transformative pedagogy (Bashir, et al., 2020b).

Technology, specifically its use in the post-pandemic era, has further complicated and expanded the SCL landscape (Ratten, 2023), as digital platforms offer unprecedented opportunities for personalised, asynchronous, and multimodal learning. Pozo et al. (2024) raise questions of digital equity and pedagogical coherence and report that, while many students value the flexibility offered by blended learning, disparities in access to devices, internet connectivity, and digital literacy remain significant barrier, particularly in further and vocational education contexts (United Nations, 2023).

This author recognises several notable gaps in the literature concerning SCL in vocational education within the FE sector in Wales suggesting the need for further research, particularly as the Welsh Government continues to reform post-16 education through the Tertiary Education and Research (Wales) Act 2022 (WG, 2022), (WG, 2023), (WG, 2024) and the creation of MEDR (2025) which is now responsible for regulating and funding tertiary education in Wales. Most research on SCL in vocational contexts comes from England, Scotland, or broader UK/European studies (Ping, et al., 2024). Notwithstanding Caffrey (2023) and Estyn, there is a lack of Wales-specific, empirical studies investigating how SCL is implemented in FE colleges across Wales, particularly at Level 2. Despite the Welsh Government policy emphasis on learner voice for over 15 years (Welsh Assembly Government, 2010), few academic studies in Wales have systematically gathered student perspectives, especially those of Level 2 learners, on the effectiveness of SCL in vocational programmes. Wixcey, et al. (2023) suggest that the data collected is anecdotal or survey-based, not qualitative, in-depth, or longitudinal. There seems to be limited literature documenting the practical challenges faced by FE colleges in implementing SCL approaches in Wales, particularly in resource-limited or rural institutions (Ravenhall & Woodhouse, 2023). Areas such as timetabling, funding or staffing structures which affect SCL delivery in Wales are under-researched, as acknowledged by Estyn’s Annual Report (Estyn, 2024).
Furthermore, there seems to be a lack of research on student-centred pedagogical strategies for diverse learners. Colegau Cymru (2024) note that FE in Wales serves a diverse population, including learners previously not in employment, education, or training; ESOL (English for Speakers of Other Languages) students, including first language Welsh speakers, and those with additional learning needs. Jones (2023) notes a lack of literature exploring how SCL can be differentiated to support inclusivity within vocational education. Reviewing the skills system in Wales, the Learning and Work Institute (2024) records that there is limited data on how SCL influences student outcomes (e.g., retention, progression, confidence, employability) in vocational courses in Wales. 

With the establishment of Medr (2025), Wales has entered a new phase of coordinated oversight across the post-16 education sector, including further education and vocational training. Medr’s strategic remit includes aligning funding with national priorities and improving tertiary education quality across institutions. However, while this structural reform is significant, there is currently no published empirical research evaluating how SCL approaches affect key learner outcomes such as retention, progression, confidence, or employability within FECWs under Medr's governance (Learning and Work Institute, 2024). This represents a notable evidence gap at a time when pedagogical transformation is central to national education policy in Wales. 

As a result, this proposed study will investigate SCL approaches for Level 2 vocational students in a FECW, with a view to providing evidenced based recommendations to this institution’s staff, management and other interested stakeholders.
[bookmark: _Toc185610167]

Methodology
The research will adopt a qualitative case study design (Cohen, et al., 2017), focusing on a single FECW. The choice of a case study is grounded in its suitability for exploring complex educational environments in depth, allowing for rich, contextualised insights (Annamalah, 2024). Yin (2017) emphasises that case studies are particularly useful for answering “how” and “why” questions, using more than one source of evidence, to provide an in-depth, holistic understanding of the case. Stake (1995) describes case studies as qualitative inquiries focused on deep understanding rather than generalisation, emphasising context, participant perspectives, and researcher interpretation. Furthermore (Creswell & Poth (2016), note that a case study is bounded by parameters, specifically defined, in terms of time and place, where the researcher focuses on understanding the particularity and complexity of a single case within its real-life context. While acknowledging the varied definitions of case study offered by different authors, this proposed study will draw on the definition of Merriam (1988, p. 16) as “an intensive, holistic description and analysis of a single entity, phenomenon, or social unit”.

As this study explores SCL implementation in Level 2 vocational education, a case study will allow in-depth examination of pedagogy, college structures, and learner support within their real-world setting (Yin, 2017). This will be investigated through focus groups and individual semi-structured interview (Cohen, et al., 2017) within an interpretivist paradigm (Creswell & Poth, 2016) to explore participants' perspectives through interactive dialogue between researcher and participant. As Denzin & Lincoln (2017) consider, this paradigm recognises the subjective nature of human experience, making it particularly suitable for investigating complex, context-dependent phenomena. It aligns with relativist ontologies as discussed by Fink (2024), which acknowledge the existence of multiple socially constructed realities and emphasise the importance of immersing in participants’ lived experiences to achieve understanding. This research aims to inform reflections and generate recommendations for fostering a SCL environment (Mertler, 2021), while addressing the complexities inherent in educational settings where diverse teaching and learning preferences and motivations coexist (Bell, et al., 2024). 

The FECW selected is the researcher’s own workplace (Blaxter, et al., 2010), offering both access and familiarity with operational structures (Mercer, 2007) and participants (Baumfield, et al., 2008), which will be drawn from three stakeholder groups:
Students: 
Six Level 2 vocational learners will be selected using purposive sampling, ensuring diversity in age, gender, programme area, and prior educational experiences. This approach aims to capture a broad range of perspectives on the implementation of SCL (Patton, et al., 2017). To enhance representativeness (Galloway, 2016), selection will also consider varying levels of academic achievement and learner engagement, including individuals with diverse backgrounds will support a more comprehensive and authentic understanding of SCL in vocational contexts (Tummons & Duckworth, 2012).
Lecturers: 	
Three lecturing colleagues will be purposefully selected based on their direct involvement in Level 2 programmes (Aburn, et al., 2021). Selection criteria will ensure relevant, in-depth, and credible data, with participants representing diverse artistic backgrounds, subject specialisms, and teaching experiences (Wesner, 2024). Their reflective practice and expertise will provide authentic insights into wellbeing, digital access, and pedagogy, supporting rigorous, ethical research. 
Management: 
Including two departmental managers will provide administrative perspectives on college practices. Care must be taken to avoid conflicts of interest, as managers may present the college or their role positively (Roulston, 2021), potentially withholding information on sensitive topics or student and staff opinions. They may also feel uneasy about questions reflecting poorly on their department, especially from subordinates (Mercer, 2007). To address this, transparency, confidentiality, and voluntary participation will be emphasised. Combining these perspectives with those of learners and practitioners (Bell, et al., 2024) allows triangulation, offering a holistic view of enablers and barriers to effective SCL.
Data Collection
Student data will be collected through focus groups (Krueger & Casey, 2014), to encourage openness, peer interaction, and rich dialogue on shared experiences of SCL. Lecturers will take part in individual semi-structured interviews (Kvale, 2007), to explore pedagogical philosophies, institutional priorities, and challenges, with flexibility for emergent themes. One lesson per lecturer will be observed by the researcher focusing on learner autonomy, differentiated instruction, and formative feedback. Post-observation interviews with a lecturer and student from each lesson will capture reflective perspectives (Patton, et al., 2017). Managers will complete written qualitative questionnaires (Bryman, 2016) informed by earlier themes, allowing candid, thoughtful responses while minimising discomfort and enhancing data reliability and quality.
Data Analysis
Interview data will be transcribed verbatim and, alongside questionnaire and observation data, analysed thematically, following Braun and Clarke (2006)’s six-phase process. An inductive approach will allow themes to be constructed by the researcher without predefined categories (Braun & Clarke, 2021), ensuring that findings are grounded in participants’ lived experiences. Given the researcher’s insider role, reflexivity will be maintained via a reflective journal, documenting potential biases, and using triangulation across participants and methods to enhance credibility (Denzin, 2012). Member checking and NVivo software will support data accuracy, systematic coding, and transparent theme development.


Ethical Considerations
All the research within the proposed study will adhere to the UWTSD Research Ethics & Integrity Code of Practice and Data Management Policy and follow the guidelines of BERA (2024). In addition, permission will be sought from the FE institution’s senior leadership to conduct the study on site with students and staff.

Reflecting on the work of Ward & Delamont (2020), given this researcher’s multiple roles within the study environment - lecturer to some student participants, colleague to staff participants, and subordinate to the manager participant - ethical complexity is heightened (Kvale & Brinkmann, 2015). This insider status offers both advantages, such as rapport and contextual understanding, and risks, such as potential coercion, power imbalance, and compromised confidentiality (Bell, et al., 2024). In order to manage these role-related power dynamics (Cohen, et al., 2017), a series of mitigating procedures will be employed. 

Kazembe et al. (2024) emphasise that informed consent serves as the foundation of research ethics, especially in studies involving vulnerable participants. Participant information sheets will be distributed to all participants (Ward & Delamont, 2020) and, in the case of student participants aged 16 or 17 years of age, parental consent as well as student assent will be required before any data is gathered (Brown & Wild, 2022). The participant information sheet will be written in plain English (Ward & Delamont, 2020) to avoid confusion or misunderstanding and will include information on the process of withdrawing consent. 

Understanding that students may also feel pressured to provide favourable accounts is essential. To mitigate this, following Dunwoodie, et al. (2023), the researcher will schedule interviews outside teaching hours, in non-threatening locations, and reiterate that honest, critical perspectives are valued (Bos, 2020). It will be emphasised that their participation, or otherwise, will not lead to any favouritism or discrimination in subsequent teaching sessions or assessments. Additionally, acknowledging that colleagues may withhold criticisms due to professional relationships, as discussed by Powney & Watts (2018) is possible, and that managers my be reluctant to share personal views on professional matters (Dunwoodie, et al., 2023). In each case, great care will be taken to avoid leading questions and to ensure that professional boundaries are respected (Kvale & Brinkmann, 2015).

While the study is low risk in terms of physical harm, psychological discomfort may arise if participants reflect on negative experiences or college-based shortcomings (Bell, et al., 2024). To address this, interviews will be conducted with sensitivity, and participants will be reminded they can decline to answer any question (Cohen, et al., 2017) and, if distress occurs, appropriate support services within the institution will be signposted (Galloway, 2016). Data collected will be retained securely for the duration of the research, after which it will be permanently deleted (BERA, 2024). Audio recordings will be destroyed once transcribed and checked for accuracy (Bos, 2020) and themed (Terry & Hayfield, 2021).

Given the sensitive nature of the study, maintaining participants’ anonymity will be a crucial element of the research (Bell, et al., 2024), with Baumfield, et al. (2008) suggesting that additional care is needed because participants are within this researcher’s professional community. Due to the small sample size or contextual details, making people inadvertently or indirectly identifiable must be avoided by using pseudonyms, removing identifiable and contextual information and aggregating findings (Denzin & Lincoln, 2017).



Reflection
Following the presentation element of the assignment (Appendix 1), possible alternative methodologies to elicit the most valuable evidence were suggested and discussed. Reflecting on feedback obtained on the methodological approach for the thesis, this researcher is now actively considering the potential benefits of using participatory action research (McNiff, 2017), rather than a traditional case study (Merriam, 1988). Action research, being a cyclical process of planning, acting, observing, and reflecting, may well offer a practical and flexible framework that aligns well with the applied nature of Level 2 vocational education (Reason & Bradbury, 2001). Implementing two cycles within the action research would allow iterative exploration, enabling adjustments based on emerging findings and providing deeper insights into the impact of SCL approaches (Cohen, et al., 2017).
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