Classroom management is one of the crucial components of an effective learning environment. It involves a wide variety of skills to keep students focused, ready to learn, orderly and passionate for academic success. When executed effectively, classroom management strategies can minimize behaviours that can disrupt the learning process ensuring a positive environment for both learners and facilitators. (The Glossary of Education Reform, 2014). However, managing a classroom effectively extends beyond maintaining order- it requires building relationships, promoting engagement and ensuring every learner feels valued and included. In this essay the writer will critically analyse and discuss whether current classroom strategies are inclusive for all learners whilst exploring relevant theoretical approaches and policies within the Welsh education system. It will be argued that while classroom management strategies increasingly reflect inclusive and humanistic values, significant barriers continue to challenge their effectiveness. 
	Traditional views of Classroom Management revolved around compliance often involving lectures, following direct instructions, testing, listening and observations. In modern classrooms this method of teaching can easily become stressful and boring, especially as groups of learners are becoming more diverse, traditional methods are deemed far less effective and can become uninteresting for many learners. (Spahiu and Spahiu, 2013). Traditional methods stem greatly from behaviourist theorists such as Skinner, who during the 1930’s proposed the theory of operant conditioning, “Which states that behaviour change and learning occur as the outcomes or effects of punishment and reinforcement” (Main, 2023). Swinson (2023) notes that the abolishment of physical punishment in July 1986 did not deter teachers’ reliance on punishment and therefore resulted in an increase of detentions, exclusions and verbal reprimands. However, in modern classrooms many ‘punishments’ and ‘reinforcements’ simply do not work to motivate certain learners who may have numerous barriers and challenges to learning that need to be addressed before effective teaching can take place.
	There are several key elements of classroom management, these include: Behaviour management, Organisation, Relationships, Engagement and Responsiveness. Additionally, to add to the challenges of developing effective class management techniques, “Teachers need to be aware of the classroom composition and needs of the students, such as cultural background, ability, grade level and so on”. (Griffin, ND.) It should also be noted that needs may include a learning disability, physical disability, English as a first language (EAL), Trauma/Neglect and the exposure to Adverse Childhood Experiences (ACES). 
	In 2015, The Welsh Government issued guidance to ‘Person-Centred Practice’ in education, which provides guidance and tools which helps focus on what is important to the individual, allowing facilitators to understand what matters to them, and discover the best ways to support them. One of the resources include a ‘one page profile’, This is filled out by the individual and contains key information including character, gifts/talents, how to support them and what’s important to them. These one-page profiles can often be a valuable tool, as with ever changing staff and supply teachers, it makes everyone accessible to the information to provide effective support to each learner. Pupil-Centred approaches in education incorporates values of the humanist approach such as Carl Rogers. According to Gray and Woods (2022) Rogers emphasises positive psychology and solution-focused approaches, to identify individual strengths, rather than deficiencies, while encouraging co-constructed and realistic solutions.
Humanistic approaches such as Roger’s place emphasis on learners as individuals, believing that an educational environment should be built on trust, empathy and respect. Rogers proposed that effective learning occurs when learners feel valued and understood, describing this as ‘unconditional positive regard’. This perspective aligns closely with Maslow’s Hierarchy of Needs (1943), which proposes that in order for pupils to learn, basic needs such as safety, belonging and self-esteem need to be met before they can achieve their full potential. (Main, 2025). When used together, unconditional positive regard aims to meet the basic emotional and physiological needs of Maslow’s Hierarchy, leaving learners in the best possible mindset to engage and be ready for learning.
Within Classroom management, both Rogers and Maslow’s theories highlight the value of creating emotionally secure and nurturing environments where students feel respected and understood. The Welsh Government (2021) embedded a whole school-approach to Mental Wellbeing, this change to the curriculum holds humanistic approaches at the core and aims to support emotional and mental well-being by creating a positive cultural learning environment, with strong relationships from staff and peers. However, applying such polices requires time, training and consistent support from all school members. Cornelius-White (2007) argues that in large or under resourced classrooms, meeting every pupil’s needs can be challenging, limiting the practical application of these inclusive and empowering approaches. Although both theories provide an excellent basis for inclusive practice by treating each learner as an individual, Successful execution depends on each school’s commitment and ethos that should value wellbeing as much as academic achievement. 
Vygotsky’s Social Constructivist Theory emphasises that learning is inherently social and occurs through interaction, communication and co-construction of learning. (Mcleod, 2025). Vygotsky’s theory proposed the concept of the Zone of Proximal Development (ZPD), which refers to the gap between what a learner can do alone and what they can do with support from a more knowledgeable person. This support from a knowledgeable person can also be referred to as scaffolding, this support enables learners to progress through their ZPD until they can independently perform the task/skill. (Mcleod, 2025). Linking to classroom management, Vgotsky’s theories encourages teachers to provide differentiated support so that all learners- regardless of ability, background or additional needs- can access learning opportunities. Lindner and Schwab (2020) notes that differentiation is designed to motivate students to achieve individual tasks and goals by aligning tasks with individual ability and interest, making it be seen as a significant feature of inclusive education. However, it is important to note that creating and planning differentiated support can be timely and not always prepared consistently due to staffing and resources. Delisle (2015) agrees that differentiation appears valuable in theory, in practice seems to be failing. Delise notes that differentiated instructions complicate teacher’s workloads, overburdening them by requiring them to produce and assemble multiple materials within limited time and resources. 
Positive Behaviour Support (PBS) is another class management framework which aligns closely with constructivist principles. PBS moves away from traditional discipline towards restorative, proactive and educational responses to behaviour. According to The Department for Education (2022) PBS mainly focuses on the underlying reasons for behaviour, teaching positive social skills, and reinforcing desired behaviours through consistent support. Legg and Thomson (2017) define PBS as a “multi-element framework” that seeks to understand the meaning behind challenging behaviour and providing appropriate interventions. Denne, et al (2023) emphasises effective implementation is dependent on a whole school approach, which focuses on creating a positive social culture where all staff and pupils participate. In order to achieve this, schools must be consistent, effectively trained and have access to relevant resources. When successfully embedded, PBS promotes inclusion through collaboration, respect and shared responsibility for learning- reflecting the collaborative nature of Vygotsky’s theory.
Restorative Practice (RP) is another widely adopted classroom management strategy that reflects the principles of humanistic and social constructivist theories. RP focuses on repairing harm and rebuilding trust rather than enforcing punishment and is deeply rooted in Rogers’ (1951) emphasis on empathy, respect and positive relationships. Wales Restorative Approaches Partnership (n.d) defines RP as the prevention of harm and building, maintaining and repairing relationships. It encourages open communication between pupils and teachers, allowing learners to reflect on their actions and understand the impact they have on others. This approach intends to create emotionally safe and supportive environments in which pupils feel valued and learned, aligning with Maslow’s’ (1943) hierarchy of needs- particularly the psychological needs of belonging, self-esteem, and self-actualisation. In addition, RP closely connects with Vygotsky’s (1978) constructivist theory by emphasising dialogue, collaboration and shared responsibility within the school environment. Through guidance, reflection and structured conversations, pupils co-construct solutions to behavioural issues developing ownership and mutual understanding. Public Health Wales (2022) concluded that overall RP can lead to positive changes across a wide range of emotional and mental well-being outcomes; however, evidence suggests inconsistency in implementations may limit these benefits. This highlights the need for whole-school commitment, ongoing professional development and consistency if RP is to effectively promote inclusion and emotional well-being.
	Despite the inclusive intentions of classroom management tools such as Restorative Practice (RP) and Positive Behaviour Support (PBS), the realities of modern classroom contexts often present numerous barriers to their successful implementation. Factors such as limited resources, time management, inconsistent training and diverse needs can undermine the consistency and inclusivity that such approaches aim to promote. Cooper (2011) agrees that effective classroom and behaviour management relies on educators having the time, resources and flexibility to understand each learner’s circumstances, which remains difficult to maintain in under resourced schools. Inconsistent staff or limited access to adequately trained teaching assistants can further disrupt the ability for scaffolding or other classroom management strategies to take place. These systematic and organisational constraints demonstrate that even the most inclusive classroom management frameworks require complete engagement and collaboration from all members of the school community. As Ainscow (2020) emphasises, the success of inclusive practice depends on leadership commitment, coherent school structures, and continuous staff development to ensure the most effective embedment of inclusive practices.
	A further barrier to effective inclusive classroom management lies in the availability, quality and consistency of teacher training. Collier-Meek et al (2019) states that the limited behavioural support training available to teachers is concerning, particularly as evidence suggests that teachers’ psychological wellbeing has a direct impact on successful implementation of inclusive frameworks. High levels of stress and burnout are common negative factors that can reduce efficiency and consistency in applying these strategies. While Avramidis and Norwich (2020) found many educators express positive attitudes towards inclusive strategies, research indicates that confidence in implementing them in practice remains low.
 The Welsh Government (2016) provided guidance stating that to promote inclusion schools should identify both common and additional needs of all children, use varied communication methods, and differentiate instruction according to individual learning style and emotional wellbeing. However, achieving this level of expertise requires specialised training, collaborative planning and reflective practice-conditions which are often limited due to workload and time restraints. Recent research underlines that professional learning programmes must go beyond technical skill: they must cultivate the cognitive, emotional and relational capabilities of teachers to embed inclusive classroom management effectively. (Nissim and Shamma, 2025). Without continuous professional development and institutional support, inclusive classroom management frameworks risk being applied superficially, undermining their intended impact. Recent Diagnostics in Wales from OECD (2021) further highlight that teacher professional learning must be systematic, collaborative and deeply embedded within school culture in order to positively influence inclusive classroom practice.
Behavioural, emotional and social factors also have a profound influence on classroom management. Many learners experience emotional or psychological challenges that affects their ability to engage and adhere to classroom expectations. An Adverse Childhood Experience (ACES) refers to exposure to stressful childhood experiences that directly harm or affect the environment in which they live. (Public Health Wales, 2015). Bellis et al (2019) argues that exposure to ACES such as abuse, neglect, poverty or family instability can significantly impact a child’s capacity for self-regulation and emotional wellbeing. These experiences can result in heightened emotional responses, difficulties concentrating, mistrust of adults and acting out, or behaviours that may appear disruptive or withdrawn. It is therefore essential that educators interpret such behaviour with empathy, recognising a challenging child is often a distressed child. The Children’s Commissioner for Wales (n.d) emphasises that behaviour is frequently a response to an unmet need and when children lack a trusted adult at home may communicate through behaviour in school. When educators respond to such behaviour with punishment or disregard, the learner’s sense of safety and belonging may be compromised.
This perspective aligns closely with Maslow’s (1943) Hierarchy of needs, which emphasises that a child’s basic physiological and emotional needs-such as love, safety and belonging must be met before cognitive development and learning can occur. Learners who do not feel safe, valued or connected are unlikely to reach the higher levels necessary for academic success. In this context, challenging behaviour may be a signal that a learners foundational needs remain unmet. Therefore, effective classroom management must prioritise creating an environment that fosters security, connection and emotional stability before academic expectations can be realised. Rogers (1951) concept of unconditional positive regard also reinforce this notion, suggesting that educators must foster empathy and acceptance to enable learners to fulfil and build confidence, resilience and trust within the school environment.
Trauma-informed approaches have gained prominence in schools as a means to addressing behavioural, emotional and social barriers to learning. The national education union (2024) define trauma-informed practice as a framework that focuses on understanding the impact of trauma, supporting affected children and creating safe, inclusive environments in educational settings. Trauma-informed approaches prioritise emotional safety, predictability and supportive relationships, helping learners develop coping mechanisms and resilience. Estyn (2020) highlights that resilience enables children to better manage adversity whilst promoting improved self-esteem, confidence and the ability to form positive relationships. However, as with many inclusive initiatives, the successful implementation of trauma-informed practice relies heavily on sufficient time, leadership commitment and adequate training opportunities. Public Health Wales (2022) further emphasises the need for consistent staff development and a whole-school approach grounded in empathy and care. Where these are lacking, staff may struggle to apply consistent relevant approaches, especially in high pressure and under resourced settings, which can limit the effectiveness of such approaches.
The Welsh Government (2021) recognises the importance of emotional and mental wellbeing within the Curriculum for Wales, embedding a whole-school approach to mental health that values relationships, empathy and respect. The Curriculum promotes inclusion by addressing behavioural issues through dialogue and understanding rather than punishment. Yet, despite policy progress, the realities of teacher workload, limited support and inconsistent training hinder the effectiveness of these principals in practice. Ainscow (2005) argues that inclusion requires more than individual teacher support but “structural changes in content, teaching methods, approaches, structures and strategies” as fundamental components to learning. 
	Another key challenge lies in the growing cultural and linguistic diversity of classrooms. In addition to varied learning needs in the classroom, Children from minority ethnic backgrounds or those with English as an Additional Language (EAL) may experience challenges related to behaviour, communication and engagement. Estyn (2022) argues that schools with no capacity for identification or interventions for EAL needs, learners are more likely to develop low self-esteem, lack of confidence and impact their academic progress. Faizah and Mahfuzah (2023) suggests that teachers who are sensitive to cultural differences create environments that value diversity, respect differences and teaches understanding of other cultures. Similarly, Gay (2018) describes culturally responsive pedagogy as an approach that integrates learners’ different cultural experiences, values and communication styles into everyday teaching practice. 
The Welsh Government (2022) recognises that ethnic diversity across Wales varies widely but emphasises the importance of providing all learners with opportunities to engage with local Welsh history, identity and culture, alongside the study of Black, Asian and Minority Ethnic history. Such approaches enable learners to recognise and appreciate both their own cultural identity and that of others, aligning with one of the four purposes of The New Curriculum for Wales 2022: to support learners to become ethical, informed citizens of Wales and the world. (Welsh Government, 2020).
The principles of inclusion within Welsh education policy strongly align with the theoretical frameworks of Rogers, Maslow and Vygotsky, all of which emphasise the importance of meeting learner’s emotional, social and cognitive needs. The Curriculum for Wales (2022) promotes a holistic approach to education, aiming to develop learners who are “ambitious, capable, ethical informed and confident individuals” (Welsh Government, 2020). This vision closely aligns with Rogers (1951) humanistic belief that education should nurture the whole person and that positive, trusting relationships are the core of effective learning. Similarly, Maslow’s (1943) hierarchy of needs which prioritises safety, belonging and self-esteem as essential foundations of learning underpins the Welsh Government whole-school approach to wellbeing (2021). Collectively, these frameworks clearly demonstrate theoretical and policy importance that emotional security and inclusive relationships are fundamental to effective classroom management. 
	However, while policy intentions are grounded in sound theoretical principles, their implementation into practice remains uneven. Conn and Davis (2022) found that although Wales has made significant progress in outlining inclusive policy developments, their remains a persistent gap between policy and practice, with limited evidence of widespread impact in schools. The Welsh Governments (2021) Whole School Approach to mental health requires all schools to create safe and nurturing environments, Yet Estyn (2023) found that research suggests that success varies due to funding, staff capacity and leadership commitment. This embodies Ainscow’s (2020) argument that inclusion cannot be achieved solely through classroom strategies but requires a systemic change involving collaboration and sustained professional learning. It also requires a change in the way educators view their role in the classroom, Florian and Black-Hawkins (2011) further assert that inclusive practices require teachers to work adaptively and enable flexibility and collective problem-solving.  
Constructivist approaches, such as Vygotsky’s (1978) theory of learning through social interaction, also underpin key elements of the curriculum for Wales, particularly its emphasis on communication, collaboration and experimental learning. Classroom management frameworks such as Positive Behaviour Support (PBS) and Restorative Practice (RP) reflect these ideas by encouraging communication, shared responsibility and co-construction of solutions to behavioural issues. When implemented effectively, such approaches support learners to develop empathy, self-regulation and resilience skills that are essential for inclusive classrooms. Yet, as highlighted by Denne et al (2023) and Public Health Wales (2022), the success of these frameworks depends heavily on consistency, staff training and whole-school participation, conditions often undermined by time constraints, teacher workload and limited resources.
Moreover, the Welsh education system continues to face challenges in balancing inclusive practice with the realities of accountability pressures and curriculum demands. The Welsh Government (2025) acknowledge the significant pressures schools face in meeting the planning and collaboration requirements necessary for the successful realisation of the Curriculum for Wales. While policy frameworks promote relational and person-centred approaches, teachers often report feeling underprepared to implement such strategies effectively and instead prioritise measurable outcomes over holistic learner developments. This can lead to a disconnect between inclusive intent and classroom reality, reinforcing Ainscow’s (2005) claim that genuine inclusion demands both structural changes and a fundamental shift in educators’ beliefs and attitudes. To achieve this, schools must embed inclusion not as an additional initiative, but as a school ethos shaping of aspects of teaching, learning and behaviour management.
Ultimately, the alignment between humanistic and constructivist theory embedded in Welsh education policy demonstrates a clear and ambitious vision for inclusion. However, realising this vision in consistent classroom practice depends on continuous professional development, dedicated time for reflective practice and leadership that actively prioritises wellbeing and inclusivity. Without these systemic supports, even the most well-intentioned policies risk becoming aspirational rather than becoming embedded in the everyday practice of teaching and learning.
In conclusion, effective classroom management is a central pillar of a positive and inclusive learning environment. This essay has critically analysed how current classroom management strategies support or challenge inclusivity within modern Welsh education. The evolution from traditional, behaviourist approaches to more humanist and constructivist frameworks demonstrates a clear pedagogical and policy shift towards recognising the learner as a whole person, whose social, emotional and cognitive needs must be understood and met in order to enable academic success. 
Traditional compliance-based approaches grounded in Skinner’s theory of operant conditioning emphasised control, discipline and reinforcement (Main, 2023). However, as learner diversity and educational policy have evolved, such behaviourist models have been critiqued for their limited inclusivity. (Spahiu and Spahiu, 2013). 
Modern education requires approaches that address the unique and diverse needs of learners, acknowledging that traditional systems of reward and punishment often fail to engage those with additional learning needs or social and emotional barriers (Swinson, 2023). In contrast, humanistic and constructivist theories of Rogers, Maslow and Vygotsky offer a more inclusive and holistic foundation for classroom management, focusing on empathy, self-actualisation and collaboration. These theories underpin key Welsh educational policies and shape the foundation of the Curriculum for Wales (2022) which promotes a holistic, learner-centred approach.
However, while these theoretical principles are well embedded within Welsh educational policy, their translation into everyday classroom practice remains complex. Approaches such as Positive Behaviour Support (PBS) and Restorative Practice (RP) align strongly with humanistic and constructivist values, focusing on empathy, self-reflection and relationships. Denne et al (2023) emphasise that these frameworks require extensive training, consistency and whole-school participation to be effective. Public Health Wales (2022) state that when the frameworks are implemented effectively, they actively promote empathy, reflection and shared responsibility for behaviour, leading to improved wellbeing and stronger relationships. Nonetheless, As Ainscow (2020) argues inconsistent implementation of these frameworks limits their inclusivity and overall impact across schools.  
In addition to structural limitations, the emotional and social context of learners significantly influence classroom management. Exposure to Adverse Childhood Experiences (ACEs) such as neglect, abuse or instability can severely affect a child’s capacity to self-regulate and engage in learning. (Bellis, et al., 2019). Trauma-informed approaches provide means of addressing these barriers, by prioritising on predictability and emotional safety, and supportive relationships. (National Education Union, 2024). Such practices support Maslow’s (1943) emphasis on safety and belonging as a need that must be met before learning can take place. Yet, as Public Health Wales (2022) cautions, without adequate staff training, time and systemic support, even trauma informed approaches risk becoming inconsistent. 
The Inclusivity of classroom management is also shaped by the skills, experience and wellbeing of teachers themselves. Research from Avramidis and Norwich (2020) indicates that although many teachers express support and positive attitudes for inclusive education, they lack confidence, resources and support from leadership to apply them in practice. Similarly, Collier-Meek et al (2019) identify teacher workload and burnout as significant barriers to consistency of apply frameworks. It is emphasised by both The OECD (2021) and Nissim and Shamma (2025) that effective inclusion requires expertise but also emotional intelligence, collaborative reflection and institutional commitment. This indicates that inclusion cannot be achieved solely through classroom interventions but must be embedded in a whole school culture that promotes teacher development and progress.
Ultimately, while Welsh education policy reflects an ambitious and progressive vision for inclusion within classroom management, significant barriers persist in practice. The gap between theoretical ideals and policies from classroom realities highlights the need for systemic investment in professional learning, collaborative leadership and structural reform. As Ainscow (2005), and Florian and Black-Hawkins (2011) emphasise, true inclusion requires cultural and structural transformation across the whole school system- just not the addition of new initiatives. Achieving this will demand sustained funding, time and a re-evaluation of how wellbeing and inclusion are prioritised alongside academic progress.
In summary, truly inclusive classroom management is not a fixed set of strategies but an ongoing, reflective process requiring empathy, adaptability and collaboration. Welsh Schools have embedded significant humanistic and constructivist principles of Rogers, Maslow and Vygotsky within policies, yet the challenge now lies in consistent and meaningful implementation. While classroom management strategies may not always appear fully inclusive due to diversity of learners needs, grounding practice in coherent evidence-based policies can move Welsh schools closer to achieving a genuinely inclusive education system- one in which every learner is valued, supported and empowered to succeed.
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