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Behaviour management remains a critical and ongoing challenge in post-compulsory education, particularly for post-16 ESOL learners in Wales (Emmer and Sabornie, 2015; Akhtar et al., 2024). Effective strategies not only reduce disruptions but also foster a supportive environment that enhances learner engagement and achievement. This essay examines key academic theories and legislative frameworks that underpin behaviour management and learner engagement, highlighting their implementation challenges and successes.
Behaviour management encompasses educators' strategies to encourage positive behaviour, minimise disruptions, and create a conducive learning atmosphere (Paramita, Sharma, and Anderson, 2020; Robinson, 2021). Beyond discipline enforcement, it supports learners in developing social and emotional skills, which are vital for diverse student populations, including ESOL learners. Setting clear and consistent behavioural expectations is fundamental (Peel and McLennan, 2020). Nevertheless, many educators report inadequate preparation for managing challenging behaviours, highlighting the need for ongoing professional development (Giallo and Little, 2003).
Leading theorists offer varied approaches: Fred Jones' "Positive Classroom Discipline" model emphasises structure, clear rules, and teacher authority through techniques such as body language and proximity control (Jones, 2007), while Harry Wong advocates for well-prepared classroom procedures to ensure consistency and reduce misbehaviour (Wong and Wong, 2009). In contrast, Glasser and Gibbs focus on intrinsic motivation and self-esteem, promoting student-centred, emotionally supportive strategies (Glasser, 1998; Gibbs, 2001). Inclusive education theorists, such as Florian and Black-Hawkins (2011), call for responsive teaching that addresses diverse learner needs to foster participation and reduce behavioural issues.
Learner engagement, defined by the time and effort students invest in learning (Bryson and Hand, 2007), is closely linked to behaviour management. Disruptions negatively affect academic progress and classroom routines (Seidman, 2005). However, engagement alone does not guarantee the quality of learning instruction, and meaningful content is crucial (Dahl and Smimou, 2011). Effective engagement strategies include clear learning goals (Cwikla, 2003), innovative curriculum design to prevent boredom (Plucker et al., 2023), recognition of participation (Seechaliao, 2017), and transparent communication (Asrar, Tariq and Rashid, 2018). For ESOL learners, culturally responsive pedagogy and technology integration further enhance engagement by acknowledging learners' identities and experiences (Wael et al., 2019; Mutlu and Kim, 2020; Mensah, 2021).
In summary, effective behaviour management and learner engagement require a blend of consistent, inclusive, and reflective teaching practices underpinned by legislative frameworks and ongoing professional development to support diverse post-compulsory learners effectively.
Legislative Framework in Wales
Behaviour management in post-16 education in Wales is underpinned by key legislative and policy frameworks promoting inclusive and rights-based educational practices. One cornerstone is the United Nations Convention on the Rights of the Child (UNCRC), adopted by the United Nations in 1989 and given legal force in Wales through the Rights of Children and Young Persons (Wales) Measure 2011, which came into effect in May 2012. This legislation requires Welsh Ministers to consider the UNCRC in all decisions, thereby influencing educational policies to ensure that learners are heard and have access to safe and supportive environments (Welsh Government, 2014).
The Equality Act 2010 promotes inclusivity by prohibiting discrimination based on protected characteristics, including race, disability, and religion. This act compels educational institutions to adopt inclusive practices and provide reasonable adjustments, particularly benefiting ESOL learners and others facing systemic disadvantage (Government, 2010).
Health and safety are governed by the Health and Safety at Work Act 1974, which obligates educational settings to maintain secure environments for all. This act is especially relevant in vocational and practical settings where behavioural incidents can pose safety risks (UK Government, 1974; Diberardinis et al., 2013).
Although aimed at pre-16 learners, the Curriculum for Wales 2022 influences post-16 education by promoting the holistic development of learners as capable, ethical citizens. Its values support inclusive and reflective teaching that indirectly informs behaviour management in FE contexts.
Specifically supporting ESOL learners, the Welsh Government's ESOL Policy and the Post-16 Education and Training Framework aim to integrate linguistic development with clear behavioural expectations. These policies acknowledge the complex needs of multilingual and multicultural learners (Welsh Government, 2019).
The Additional Learning Needs and Education Tribunal (Wales) Act 2018 provides further protection for learners with Additional Learning Needs (ALN), including ESOL learners with unmet support needs. The act ensures that appropriate, individualised support is in place and prevents exclusion due to behavioural challenges linked to additional needs (Welsh Government, 2018). As a result, FE institutions have restructured Individual Development Plan (IDP) procedures to incorporate behavioural support as part of wider learner plans (Marsh and Jeans, 2024).
Together, these frameworks require practitioners to adopt legally compliant, inclusive, and learner-centred behaviour management strategies. They reflect a paradigm shift toward socially just and human rights-based education, where behaviour is managed through equity and support rather than punishment (Welsh Government, 2018).
Application to Post-16 ESOL Learners
Post-16 ESOL learners in Wales often come from diverse backgrounds, frequently marked by trauma, displacement, or disrupted education. Consequently, behaviour management must be trauma-informed and culturally sensitive (Lebor, 2017; White, 2021; McFadden, 2023).
These learners may become disengaged due to language barriers or unfamiliarity with local norms. Setting clear expectations using accessible language, visual cues, and bilingual materials helps mitigate misunderstandings. Establishing collaborative classroom norms that include student voices further encourages positive behaviour (Campbell, 2019).
Culturally responsive pedagogies also support positive behaviour by validating learners' identities and cultural experiences. For example, recognising different cultural interpretations of behaviour, such as collectivist versus individualist norms, can help teachers frame expectations more inclusively (Wubbels, 2015). Peer support models offer additional guidance for ESOL learners navigating behavioural expectations (Che, 2013).
Legal protections such as the Equality Act 2010 and the UNCRC require institutions to adopt fair and differentiated behaviour strategies that consider learners' backgrounds, rights, and individual contexts (Equality Act, 2010; United Nations, 1989). Embedding reflective practices and feedback loops into teaching enables educators to adapt to learners' evolving needs and learning styles.
Challenges and Considerations
Despite robust legislative guidance, practical challenges persist in applying effective behaviour management across post-16 education. One of the primary concerns is a gap in professional training. Many educators feel underprepared to manage behaviour effectively, particularly in diverse classrooms. Addressing this gap requires ongoing professional development that focuses on trauma-informed and culturally responsive strategies (Paramita, Sharma, and Anderson, 2020).
Institutional constraints further complicate implementation. Time pressures, large class sizes, and limited resources restrict teachers' ability to address behavioural issues proactively. Strategies such as co-teaching, employing additional support staff, and adapting timetables can help alleviate these constraints (Simonsen et al., 2008; Murawski and Bernhardt, 2015).
ESOL learners face unique challenges adapting to unfamiliar behavioural expectations, often shaped by past trauma or differing cultural norms. Establishing clear, bilingual behaviour guidelines and peer mentoring schemes can enhance understanding and engagement (Agbaso and Roberts, 2023; Campbell, 2024).
Furthermore, policy inconsistencies across institutions contribute to fragmented behaviour management practices. Without standardised implementation, learners may encounter widely varying approaches depending on the institution. Developing clear frameworks and fostering collaboration between further education (FE) providers is essential to promote consistency and the sharing of best practices (Deakin and Kupchik, 2016).
Ultimately, a systemic and holistic approach is required. This approach involves investment in staff training, inclusive curriculum design, and strong pastoral care. A coordinated strategy that engages educators, support services, and external agencies is essential to promote positive behaviour and create inclusive environments for all learners.
Conclusion
Behaviour management plays a crucial role in fostering inclusive and supportive learning environments, particularly in post-16 ESOL contexts. In Wales, educators benefit from a robust legal and policy framework, including the Curriculum for Wales and the ALNET Act 2018, which promote rights-based and equitable educational practices (Welsh Government, 2020). The integration of academic theory, such as those advocated by Petty (2014), Rogers (2015), and Cowley (2018), with legislative mandates, provides a strong foundation for inclusive strategies.
However, the diverse and sometimes vulnerable backgrounds of ESOL learners necessitate an ongoing institutional commitment to professional development and inclusive practice. Training in trauma-informed and culturally responsive approaches is crucial, as is support from whole-institution frameworks that encompass pastoral care and inter-agency collaboration (The Bell Foundation, 2021; OFSTED, 2019).
Ultimately, behaviour management should empower all learners—linguistically, academically, and socially—while reflecting the values of equity, respect, and cultural responsiveness (Department for Education, 2017; UNESCO, 2021).

Reflective account:

Introduction:
This reflective account explores how learner engagement and behaviour management were approached across two observed sessions and one teaching episode. Using Gibbs' Reflective Cycle (1988), I critically analyse effective strategies and areas for development. Each session offered insight into pedagogical practices aligned with the Wales FE Professional Standards (2023), focusing on inclusivity, active learning, and differentiated instruction. Additionally, this account examines how reflections inform future planning, professional development, and personal growth.

Observation 1: 
College Sir Gâr – Travel and Tourism Students
Date: 06/05/2025
Topic: Sustainability in Hospitality and Tourism
Group: Level 3 Travel and Tourism (8 learners)

Description:
The observed session involved Level 3 Travel and Tourism students exploring sustainability through case studies, group discussions, and scenario-based learning. Learners worked collaboratively to identify examples of unsustainable practices and propose alternatives relevant to the hospitality industry.
Feelings:
I felt inspired by the contextualisation of abstract sustainability concepts into vocationally relevant discussions. Learners made insightful links to their own cultures and travel experiences. However, I also felt concerned during moments of visible disengagement. Some learners appeared unclear about their role within group tasks, which resulted in uneven participation and reduced focus.
Evaluation:
The teacher's use of visual aids and real-life case studies supported comprehension and motivation, particularly for vocational learners who benefit from tangible content (Mayer, 2009). Learner engagement was high when discussions were clearly structured, but declined when group dynamics were unbalanced. Those with stronger verbal skills dominated, while quieter learners became passive, a concern for inclusive practice (Tomlinson, 2014). Despite this, the teacher maintained a positive atmosphere and demonstrated enthusiasm, which had a motivating effect on most learners.

Analysis:
The drop in engagement can be linked to the lack of defined roles and outcomes during group tasks. Research shows that cooperative learning is most effective when group roles (e.g., timekeeper, scribe, spokesperson) are clearly allocated, ensuring individual accountability and balanced participation (Johnson and Johnson, 2009). Without these, learners with lower confidence may withdraw, particularly in peer-led tasks. Furthermore, learning intentions were not always made explicit, limiting students' ability to self-direct or monitor their progress. Structuring tasks using Bloom's Taxonomy could help clarify cognitive expectations (Anderson and Krathwohl, 2001) and support differentiation.
Additionally, while discussion was encouraged, there was limited evidence of formative assessment during the session. Regular use of questioning or hinge-point assessments could have helped the teacher gauge understanding and intervene earlier when engagement started to dip (Wiliam, 2011). Scaffolding strategies such as sentence starters or guided prompts supported quieter students and fostered a more inclusive environment.
Conclusion:
Although the session was vocationally rich and included valuable peer interaction, improvements in structuring group work and providing formative checks would enhance learner engagement and equity. Explicit task goals and scaffolded participation are particularly important in mixed-ability groups.

Observation 2: 
ESOL Intermediate (Jobs and Careers)
Date: 12/05/2025
Location: Llanelli Library
Group: ESOL Intermediate (12 learners)

Description:
The observed ESOL session for intermediate learners took place at Llanelli Library and focused on employment-related language and communication skills. The session included vocabulary-building exercises, pronunciation drills, and mock interviews. Learners matched job titles to duties, explored local job adverts, and role-played peer-to-peer interviews using authentic application templates and sentence scaffolds. These materials helped simulate real-world contexts and exposed learners to functional English relevant to their lives and career goals.
Feelings:
I felt the session was highly engaging and relevant to learners’ everyday needs. There was a sense of purpose and motivation among the group, especially during interactive tasks such as mock interviews. I was impressed by the authenticity of the resources and the clear link to communicative goals. However, I also noticed a few learners appeared hesitant or anxious, particularly those with limited vocabulary or lower oral confidence. This reminded me of the importance of low-stakes preparation, scaffolding, and differentiated grouping in reducing learner anxiety and fostering inclusive participation.
Evaluation:
The session was well-structured and built upon core principles of Communicative Language Teaching (CLT), where language is viewed as a tool for meaningful communication (Richards, 2006). The integration of all four skills—speaking, listening, reading, and writing—helped learners contextualise new vocabulary and apply it in relevant settings (Mellow, 2001). The use of authentic materials, such as local job ads and real application forms, provided learners with vocational context and improved motivation (Gilmore, 2007). Sentence starters, visual aids, and pronunciation modelling were particularly helpful for learners with lower proficiency (Gibbons, 2015). Despite these strengths, I noted that some learners were underprepared for the speaking activity. Anxiety and a lack of planning time appeared to affect fluency and engagement during the role-play segment.
Analysis:
Authentic materials enhanced learner engagement by situating language in real-world employment contexts, supporting Gilmore’s (2007) view that such resources increase motivation and expose learners to realistic language. Pre-teaching vocabulary and using sentence stems provided essential scaffolding for ESOL learners (Nation and Newton, 2009; Gibbons, 2015). Role-play reflected sociocultural theory, emphasising learning through interaction (Vygotsky, 1978), while peer modelling fostered a supportive environment. However, limited planning time reduced fluency and raised anxiety, echoing Thornbury’s (2005) argument for structured pre-task preparation. Improved grouping strategies could enhance differentiation and ensure equitable participation (Tomlinson, 2014).
Conclusion:
The session demonstrated the value of authentic, functional language tasks in enhancing learner engagement and practical communication skills. The teacher’s use of real-life resources and clear encouragement helped foster a positive, inclusive environment. However, to maximise learner confidence and performance, future sessions could include more structured planning time, strategic groupings, and additional scaffolding tools.

Own Teaching Practice: 
ESOL Intermediate Grammar Focus (Conditionals)
Date: 22/05/2025
Location: Unity in Diversity, Swansea
Group: ESOL Intermediate (7 learners)

Description:
The 60-minute session aimed to develop learners’ understanding and use of zero, first, and second conditionals through structured input, controlled practice (gap-fill and matching tasks), and freer speaking activities. Learners used illustrated prompts to generate conditional sentences in pairs, with a focus on real-life application and communicative output.

Feelings
I felt confident in the overall planning and scaffolding, particularly through the use of visuals and colour coding to support comprehension. Learners responded well to creative prompts and risk-taking in speaking. However, I noticed persistent confusion around the use of modal verbs, especially “will” in second conditionals. This made me reflect on whether the grammar explanations were sufficiently clear and whether all learners had fully grasped the differences between real and unreal conditionals before moving to application.

Evaluation
The lesson maintained high engagement through interactive materials, peer collaboration, and humour, which aligned with communicative and inclusive principles (Richards, 2006; Lightbown and Spada, 2013). The visual and interactive design of the resources helped learners distinguish between the conditional types (Mayer,2002). However, despite strong learner motivation, formative checks were inconsistent. Some learners demonstrated accurate production, while others clearly misunderstood the time frames and tenses. This created a disparity in performance that was not fully addressed during the session.

Analysis
The lesson highlighted both strengths and limitations in my behaviour and engagement management. While motivation remained high, confusion persisted due to insufficient diagnostic assessment (Wiliam, 2011). A key issue was the over-reliance on generalised questioning (“Do you understand?”) rather than targeted concept checks. Learners benefited most from moments where humour was used (“If I were an animal, Millionaire...”), which not only supported memory through emotion and novelty (Sylwester, 1995) but also encouraged risk-taking in a psychologically safe environment (Deci and Ryan, 2013).
A missed opportunity was the lack of explicit modelling of each conditional structure using a clear, stepped approach. Gibbons (2002) advocates scaffolded modelling and repetition, especially when teaching complex grammar to EAL learners. In addition, a more differentiated approach could have supported those who were struggling. Tomlinson (2014) notes that effective differentiation recognises varying readiness and provides learners with tailored entry points into complex content.

Conclusion
Although learners were engaged and willing to participate, gaps in scaffolding and formative assessment limited their ability to apply grammar accurately. Future sessions should include clearer modelling, regular concept checking, differentiated tasks, and metacognitive prompts, such as exit tickets. Digital tools (e.g., Quizlet) can extend practice and support independent learning.
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Teacher Observation Form 
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	Teacher

	Enrique Q Diaz

	Date
	
12/05/25

	Group
	ESOL Intermediate


	Topic/Context
	Jobs and Careers


	Notes on the lesson:

	
T embedded authentic vocabulary and tasks relevant to employment.
T uses scaffolding strategy to scaffold tasks by first introducing vocabulary and expressions, followed by guided practice and then freer tasks like discussions and interviews.
Activities in the lesson were differentiated by outcome and support; learners were allowed to use bilingual dictionaries and sentence starters.
T offer learners sentence frames and visual prompts to support mixed-ability engagement.
T maintained positive control with clear instructions and ensured every learner had a chance to speak.
T allocates students to work in groups work was well-managed, with strategic grouping to promote peer support.
I learned how important it is to set clear time limits and circulate to support learners during pair/group work.
The tutor used questioning (both closed and open) effectively to check understanding.
Peer feedback was used in interview role-plays, which gave students an opportunity to reflect on language use and soft skills.









	

	What I have learned:

	

Observing this session deepened my understanding of active learning strategies in ESOL. 
I saw how job-related vocabulary can be made accessible through visuals, games, and scenario-based tasks. 
I became more aware of how to support spoken fluency and employability skills at the same time, which is important in adult ESOL provision. 
The tutor’s use of affirmative, respectful feedback and consistent learner encouragement stood out as a best practice.







	

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

	
To improve my own practice, I aim to develop more effective scaffolding techniques for speaking tasks by incorporating sentence starters, visuals, and guided activities that build learner confidence. I also plan to increase learner autonomy by encouraging structured peer feedback during speaking exercises. To better meet diverse learner needs, I will enhance my differentiation strategies through tiered tasks and thoughtful groupings. Additionally, I want to make more effective use of formative assessment by incorporating open-ended questioning and tracking learner progress informally. Finally, I aim to strengthen my classroom presence by giving clearer instructions and using visual cues to support understanding. These targets align with the Welsh Professional Standards, particularly in the areas of high expectations, learner involvement, adaptive teaching, and effective communication.
	












Teacher Observation Form 
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	Teacher: Daniel Williams
	

	Date: 06/05/2025
	


	Group: Level 1
	


	Topic/Context
	Travel and Tourism


	Notes on the lesson:

	
The observed lesson focused on introducing learners to the concept of sustainability in the context of the hospitality and tourism industry. The tutor began with a warm-up discussion on climate change and environmental issues to activate prior knowledge and build topical vocabulary. Key terms such as eco-friendly, carbon footprint, renewable energy, and green tourism were introduced using visual aids and simplified definitions. This was followed by a group reading activity based on a short article about a sustainable hotel, with vocabulary matching and comprehension questions embedded.
Learners then worked in pairs to discuss how hospitality businesses could become more sustainable and shared their ideas with the class. The lesson concluded with a mini-project task: planning a sustainable hotel or tour package, which learners were to complete in groups for a follow-up session. Throughout the lesson, the tutor encouraged participation, gave clear instructions, and circulated to support learners, offering vocabulary prompts and praise.










	

	What I have learned:

	
Observing this session deepened my understanding of how to deliver language instruction within a vocational framework, particularly by combining ESOL teaching with practical, employment-related tasks. I learned how important it is to make lessons relevant to students’ futures, and how authentic materials and role-plays can improve both language acquisition and confidence. The session also demonstrated the importance of inclusive practices and checking understanding regularly through informal assessment. 
I gained a clearer understanding of how to integrate global themes such as sustainability into vocational ESOL lessons. The tutor modelled how to scaffold abstract topics through visuals, targeted vocabulary, and structured tasks. I also saw the value of connecting language learning with critical thinking and cultural exchange, which gave learners a voice and real purpose for communication. It reinforced how project-based tasks can support multiple skills in a single session while promoting teamwork and learner autonomy.








	

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

	
To improve my own practice following the observation of a Hospitality and Tourism lesson at Coleg Sir Gâr, I aim to incorporate more industry-relevant scenarios, such as customer service simulations and job-specific dialogues, to enhance learner engagement. I plan to use a wider range of authentic materials, including menus and brochures, to help learners build practical vocational vocabulary. I also intend to scaffold tasks more effectively for mixed-ability groups by using visuals, glossaries, and sentence starters. Additionally, I will create more opportunities for structured peer learning and feedback, while improving how I check understanding through targeted questioning and quick assessment tools. These targets align with the Welsh Professional Standards, particularly in designing engaging learning, adapting teaching approaches, and using assessment to inform practice.
	











[bookmark: _Toc48127146]Lesson Plan Template
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Lesson Plan

	Topic: (Conditionals (Zero, First, and Second Conditionals)
	Class: ESOL Intermediate


	Date: 23/05/2025

	Length of lesson: 60 Minutes
	Number of students:
7

	Resources required:

Whiteboard/Markers, Handouts/Worksheets, PowerPoint slides (optional), Printed activity sheets



	Aim of Lesson
To introduce and practice the use of zero, first, and second conditionals so that students can understand their structures, differentiate their uses (facts, real possibilities, unreal situations), and correctly apply them in speaking and writing.




	Learning Outcomes – Learners Should Be Able To:

- Students will understand the usage of zero, first, and second conditionals.
- Students will create their own conditional sentences.
- Students will practice speaking, writing, and listening using conditionals





	Previous student knowledge required for the session:	

· Know Present Simple
· Know "will" Future
· Know Past Simple
· Be able to form basic English sentences
· Understand cause and effect





	Anticipated difficulties (if applicable):

· Confusing First and Second Conditionals → Use clear examples and timelines. 
· Wrong verb tenses → Highlight and drill correct forms. 
· Using "was" instead of "were" → Drill "If I were..." examples. 
· Forgetting commas after "if" → Model correct writing. 
· Struggling with imaginary ideas → Use fun, simple examples. 
· Overusing "will" → Correct gently and show differences clearly



	Professional Standards (where are these being met within the session)

During the session, several FE Professional Standards are met (EWC,2023). PL1 is addressed by reflecting on learner understanding and adapting explanations as needed. PL3 is demonstrated through encouraging peer collaboration in pair and group activities. P1 is met by planning structured tasks that cater to learner needs and progressively build knowledge of conditionals. P2 is applied by using theoretical models of learning through scaffolded grammar input, practice, and assessment strategies. IP2 is covered by incorporating a range of methods, including timelines, visuals, discussions, and games. A1 is addressed by regularly assessing learners' understanding through controlled and freer practice. Finally, LWI1 is met by creating an inclusive, positive environment with supportive examples and collaborative tasks that promote learner confidence and engagement.



















Lesson Detail:

	
Stage 
	
Focus
	
Strategy 
	
Time 


	Lead-in	 	




Development 
	Presentation



	




	









Controlled Practice







	
Focused Practice			




Freer Practice	










Feedback and Correction			



Plenary/conclusion





	Activate prior knowledge of cause/effect and basic tenses. 


Introduce Zero, First, and Second Conditionals (form + meaning). 






Practice forming conditionals accurately.






Distinguish real vs. unreal situations. 





Use conditionals in speaking for fluency 









Correct errors and reinforce correct usage. 



Review and assess understanding
	T asks quick cause-effect questions (e.g., "What happens if you heat ice?"). Elicit responses from Ss.	Whiteboard, markers, images

	
T explains structures using timelines and colour-coded examples. T highlights differences with examples. Ss take notes.



	Slides/PowerPoint, whiteboard, board pens 



Ss complete a gap-fill exercise (choose correct verb forms). Check answers in pairs, then as a class with T.
Worksheet 1 (gap-fill handout) 





Ss match sentences to real or imaginary scenarios in small groups. Group feedback led by T.	Worksheet 2 (matching task). 



Ss discuss questions like "If you won a million pounds..." in pairs/groups. 
T monitors and notes errors.	Prompts on board or printed discussion cards








T writes examples of good sentences and common errors on board. Peer correction and teacher guidance. Whiteboard, markers.


Ss complete two sentences: one First and one Second Conditional ("Exit ticket" style).	Small slips of paper or post-it notes 

T uses Kahoot to reinforce understanding and correct common errors




	5 min








10 min






10 min








10 min






10 min













15 min







5 min















	Assessment Strategies: when and how are they included within the lesson?
· Lead-in: Informal questioning to assess prior knowledge of cause and effect. 
· Presentation: Formative assessment through questions to check understanding of grammar structures. 
· Controlled Practice: Gap-fill exercises to assess correct use of conditionals. 
· Focused Practice: Group activity where Ss match conditionals to scenarios, with T monitoring for accuracy. 
· Freer Practice: Real-life discussions to assess fluency and accuracy, with T providing corrections. 
· Feedback and Correction: Error correction based on observations during freer practice. 
· Wrap-up: "Exit ticket" activity to check individual understanding of conditionals.









	Informal reflection (to be completed after the session)

Today's lesson on conditionals was overall productive and engaging. I was pleased with how learners responded to the scaffolding and visual aids, especially during the grammar input and gap-fill activities. Most students participated actively, and some even created their own creative sentences, which showed confidence and understanding.
However, I noticed that some learners still struggled to distinguish between the first and second conditional forms. This highlighted the need for more targeted practice and additional modelling or real-life contextualisation. I also observed that a few quieter students needed more encouragement during pair work.
In future sessions, I plan to integrate more speaking prompts early on and conduct mini checks after each conditional type to consolidate learning. I will also continue to use visual tools and differentiated tasks to support students with varying levels of understanding.


























SMART Action Plan: Behaviour Management and Learner Engagement
Introduction 
Based on my previous observations and experiences working with post-compulsory ESOL learners in Wales, this SMART Action Plan focuses on enhancing behaviour management strategies and increasing learner engagement within the classroom. Recognising the diverse needs and challenges faced by ESOL learners, including those affected by trauma and cultural adjustment, this plan aims to implement targeted, realistic, and timely actions that promote a positive learning environment. By applying the SMART criteria —making objectives Specific, Measurable, Achievable, Relevant, and Time-Bound— I intend to build on best practices, address observed gaps, and support inclusive education. This structured approach will enable me to monitor progress, reflect on outcomes, and adapt strategies to effectively improve learner participation and behaviour.
Target 1
Specific: Improve learner engagement by developing structured group work strategies, such as assigning roles within activities.
Measurable: Successful implementation in at least 3 consecutive observed lessons, as noted in observer feedback and learner participation records.
Achievable: Attend a CPD session on cooperative learning strategies and trial new formats in upcoming ESOL and vocational sessions.
Relevant: Aligns with Wales FE Professional Standards (2023) regarding inclusion and active learning.
Time-bound: Implement within the next 6 weeks and review outcomes with mentor and peer observation.
Target 2
Specific: Enhance formative assessment techniques through the use of targeted questioning and quick progress checks.
Measurable: Use of concept checking questions (CCQs), hinge questions, and exit tickets in 4 out of 5 planned sessions.
Achievable: Incorporate new assessment strategies into lesson planning templates and receive feedback during peer observations.
Relevant: Improves engagement and ensures all learners are supported at the correct cognitive level.
Time-bound: Embed within all lesson plans over the next 4 weeks and evaluate via learner feedback forms.
Target 3
Specific: Develop confidence in scaffolding grammar explanations using clear, stepped modelling.
Measurable: Create visual aids for at least 3 complex grammar points and use them in sessions with follow-up learner comprehension checks.
Achievable: Collaborate with experienced ESOL tutors and review relevant CPD resources (e.g., Gibbons, 2002).
Relevant: Addresses recent observation feedback on gaps in learner understanding of grammar structures.
Time-bound: Complete by the end of the academic term and review effectiveness via reflection logs.

[bookmark: _Hlk199527194]Future Professional Development Targets (Behaviour Management and Learner Engagement)

	Target Area
	Focus
	Goal

	Structured Group Work
	Unbalanced participation in group activities
	Define roles (e.g., scribe, timekeeper) to ensure active engagement from all learners

	Consistent Formative Assessment
	Missed checks for understanding and progress
	Use CCQs, exit tickets, and real-time tools (e.g., mini whiteboards, polls)

	Grammar Modelling
	Confusion around conditionals and modal verbs
	Implement scaffolded, stepped modelling techniques to clarify grammar explanations

	Metacognitive Strategies
	Limited opportunities for learner reflection
	Introduce learning journals, reflection prompts, and peer/self-assessment tools

	Differentiation for Inclusive Practice
	Passive learners in mixed-ability groups
	Use tiered tasks, visual scaffolds, and strategic grouping to include all learners

	Anxiety in Speaking Activities
	Hesitation during role-play due to lack of preparation
	Provide structured planning time, speaking templates, and warm-up activities

	Digital Tools for Engagement and Practice
	Need for reinforcement and variety beyond classroom
	Use tools like Quizlet and Wordwall to support independent learning and recall
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