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Part 1: Behaviour Management and Effective Learner Engagement in the Post-16 Sector
Behaviour management within the post-16 sector encompasses preventative and responsive approaches used to establish expectations and create conditions conducive to learning (Wallace, 2014; Lebor, 2017; Robinson, 2019). It extends beyond discipline and compliance to relational and pedagogical dimensions of the learning environment (Lebor, 2017; Robinson, 2019).
Learner engagement is similarly broader than attendance or observable participation, incorporating behavioural, cognitive and emotional involvement in learning (Kahu and Nelson, 2018; Li and Xue, 2023). Behaviour management and engagement are therefore interconnected but distinct: effective management can support engagement, while engaging teaching and positive educator-learner interactions may promote participation (Wallace, 2014; Kahu and Nelson, 2018). These considerations reflect professional expectations for effective, inclusive and context-sensitive teaching and support for learning within Welsh post-16 and higher education practice (Welsh Government, 2023; Advance HE, 2023). This essay critically evaluates behavioural, motivational, relational and supportive approaches and their effectiveness and applicability within the post-16 sector.
Behaviourism provides an established foundation for behaviour management. Skinner (1953) proposes that behaviour is shaped by environmental consequences, particularly reinforcement, while Jablonsky and DeVries (1972) similarly emphasise environmental contingencies and behavioural responses. Within the post-16 sector, reinforcement, clear expectations and consistency can contribute to behaviour-management practice (Wallace, 2014). However, approaches focused predominantly upon control and observable compliance have limitations (Lebor, 2017; Robinson, 2019). Contemporary research conceptualises engagement as multidimensional and influenced by individual, relational and environmental factors, indicating that behaviourism alone provides an incomplete explanation of post-16 learner engagement (Kahu and Nelson, 2018; Robinson, 2019; Li and Xue, 2023).
Preventative approaches broaden management beyond reacting to difficulties. Jones et al. (2007) emphasises organisation, proximity, routines, rules and incentives, while Wong and Wong (2009) emphasise preparation and classroom procedures. Brophy (2010) connects motivation with meaningful learning, self-regulation and expectations, whereas Glasser’s (1986) Control Theory foregrounds intrinsic needs and useful learning. Research within vocational education also associates interpersonal teacher behaviour with behavioural, emotional and cognitive engagement (van Uden, Ritzen and Pieters, 2014).
Preventative management can therefore encompass interacting organisational, pedagogical, relational and motivational influences (Wallace, 2014). Within post-16 practice, effective prevention consequently involves more than establishing rules: organisation and consistency need to operate alongside purposeful teaching and relationships supporting participation (Brophy, 2010; Wallace, 2014). This is consistent with professional expectations for effective, inclusive practice responsive to learners and context (Welsh Government, 2023; Advance HE, 2023).
Contemporary approaches similarly combine preventative, relational and responsive strategies. Dix’s (2017) Pivotal Practice emphasises calm consistency, positive recognition, routines, scripted intervention and restorative follow-up, while Curwin, Mendler and Mendler’s (2008) Discipline with Dignity emphasises prevention, intervention, dignity and responsibility. Positive educator-learner relationships are also associated with engagement (van Uden, Ritzen and Pieters, 2014; Li and Xue, 2023). These principles are relevant to the post-16 sector alongside Wallace’s (2014) FE research identifying interpersonal strategies used to motivate learners and manage non-compliant behaviour. Relationships and preventative strategies can therefore operate alongside clear expectations and proportionate intervention (Wallace, 2014; Robinson, 2019).
Motivational perspectives recognise that engagement is influenced by internal, relational and contextual factors rather than external behavioural management alone (Kahu and Nelson, 2018; Ryan and Deci, 2020; Li and Xue, 2023). Maslow (1943) considers human needs; Herzberg, Mausner and Snyderman (1959) distinguish ‘hygiene’ factors from motivators such as achievement and recognition; Vroom (1964) relates motivation to expectations concerning effort, performance and valued outcomes; and Locke (1968) emphasises specific, challenging goals. Together, these perspectives highlight needs, recognition, expectations and goals as potential influences on motivation and engagement (Kahu and Nelson, 2018; Li and Xue, 2023).
Self-Determination Theory additionally identifies autonomy, competence and relatedness as fundamental psychological needs associated with autonomous motivation (Ryan and Deci, 2020), while educational research associates engagement with self-efficacy, belonging and emotions (Kahu, Picton and Nelson, 2020). Motivation should therefore be understood through interacting influences rather than attributed to a single need or incentive (Ryan and Deci, 2020; Li and Xue, 2023).
Challenges to post-16 engagement may involve individual, pedagogical, relational and environmental factors (Kahu and Nelson, 2018; Li and Xue, 2023). Individual influences include self-efficacy, emotions and motivation (Kahu, Picton and Nelson, 2020), while interpersonal teacher behaviour is associated with behavioural, emotional and cognitive engagement (van Uden, Ritzen and Pieters, 2014). Digitally mediated learning creates additional complexity in conceptualising engagement (Nkomo, Daniel and Butson, 2021).
Consequently, limited visible participation should not automatically be interpreted as deliberate disengagement, as observable behaviour may not represent the interacting factors influencing engagement (Kahu and Nelson, 2018; Li and Xue, 2023). A proportionate response therefore requires consideration of behavioural expectations, barriers to learning, motivation, relationships and circumstances requiring additional support (Robinson, 2019; Kahu and Nelson, 2018). This does not remove behavioural expectations but supports responses appropriate to learners and circumstances, reflecting professional commitments to inclusion, respect and responsiveness to learning context (Robinson, 2019; Welsh Government, 2023; Advance HE, 2023).
Adverse Childhood Experiences (ACEs), trauma and abuse may present additional challenges for some post-16 learners, although relationships with engagement are complex rather than deterministic (VanderKaay et al., 2025; Hartati et al., 2026; Kanter, Shteynberg and Hassija, 2026). Trauma-informed practice emphasises connection, empowerment, flexibility and predictability (VanderKaay et al., 2025). Hartati et al. (2026) identified an indirect relationship between ACEs and emotional engagement involving self-esteem and belonging, while Kanter, Shteynberg and Hassija (2026) identified relationships between ACEs, psychological distress, engagement and academic support. This evidence cautions against interpreting withdrawal or participation difficulties as evidence either of deliberate non-compliance or previous trauma (VanderKaay et al., 2025; Hartati et al., 2026).
Safeguarding responsibilities may arise where behaviour, engagement or disclosure indicates a potential welfare concern, requiring safeguarding procedures rather than solely a behaviour-management response (Welsh Government, 2022; Estyn, 2025). Practitioners should report concerns through established procedures rather than investigate them themselves (Welsh Government, 2022). Learner support may also involve wellbeing or pastoral provision; for example, UWTSD provides specialist wellbeing support and referral pathways (University of Wales Trinity Saint David, 2025). This reinforces the distinction between behaviour-management responses and circumstances requiring additional professional support (Robinson, 2019; Welsh Government, 2022).
Behaviour-management practice within the Welsh post-16 sector is situated within legislation concerning equality, ALN and tertiary education (Equality Act 2010; Additional Learning Needs and Education Tribunal (Wales) Act 2018; Tertiary Education and Research (Wales) Act 2022). The Equality Act 2010 includes disability discrimination and reasonable-adjustment duties, while the ALNET (Wales) Act 2018 and Additional Learning Needs Code for Wales establish responsibilities for identifying and meeting ALN, including within FE (Welsh Government, 2021).
Participation or behavioural difficulties may sometimes be associated with disability, ALN or environmental barriers (Equality Act 2010; Welsh Government, 2021; Robinson, 2019). The Tertiary Education and Research (Wales) Act 2022 provides the wider tertiary statutory framework, while Estyn (2025) and Welsh Government (2025) reinforce inclusive support and consistent approaches to learner behaviour. Expectations should therefore remain clear while being applied equitably with consideration of individual needs and barriers (Welsh Government, 2021; Estyn, 2025), consistent with professional expectations for inclusive and learner-centred Welsh post-16 practice (Welsh Government, 2023).
Relational communication is relevant because educator-learner interactions are associated with engagement (Wallace, 2014; van Uden, Ritzen and Pieters, 2014). Berne’s (1961) Transactional Analysis (TA) examines communication through Parent, Adult and Child ego states and may provide a reflective lens for considering Adult-to-Adult interaction (Stewart and Joines, 2012). Active listening emphasises attention to meaning and feelings (Rogers and Farson, 1987). Coaching and mentoring offer developmental approaches: Whitmore’s (2017) GROW model structures coaching around Goal, Reality, Options and Will, while Clutterbuck (2014) emphasises reflection, challenge, support and independence within mentoring. These approaches can complement behaviour management but should not replace appropriate behavioural, safeguarding or specialist responses (Clutterbuck, 2014; Whitmore, 2017; Robinson, 2019), consistent with professional expectations for inclusive and effective support for learning (Welsh Government, 2023; Advance HE, 2023).
Overall, no single model sufficiently accounts for behaviour management and learner engagement within the post-16 sector, where individual, relational and educational factors interact (Kahu and Nelson, 2018; Li and Xue, 2023). Behaviourist, preventative and relational approaches contribute reinforcement, consistency, organisation, relationships and proportionate intervention (Wallace, 2014; Robinson, 2019), while motivational, inclusive and trauma-informed perspectives reinforce the importance of learner context (Ryan and Deci, 2020; Welsh Government, 2021; VanderKaay et al., 2025). The potential effectiveness of any strategy is therefore context-dependent; reinforcement, routines, relational approaches or developmental support may each have value, but their suitability depends upon the behaviour, learner circumstances and purpose of intervention (Wallace, 2014; Robinson, 2019).
Effective behaviour management should consequently combine clear expectations, engaging pedagogy, positive relationships, appropriate support and proportionate responses rather than focus solely upon compliance (Wallace, 2014; Robinson, 2019). Effective practice therefore requires professional judgement, consistent with professional frameworks foregrounding effective, inclusive and context-sensitive teaching and support for learning (Welsh Government, 2023; Advance HE, 2023).
Part 2: Reflective Account
Critical reflection enables practitioners to examine experiences, question interpretations and use learning to inform future professional action (Schön, 1983; Brookfield, 2017). Driscoll’s (2007) What? So What? Now What? model structures reflection on two professional observations and an episode of my own teaching, focusing on behaviour management, learner engagement and implications for my developing practice. This is relevant within the post-16 sector, where behaviour management requires professional judgement and relational, preventative and responsive approaches appropriate to learners and context (Wallace, 2014; Robinson, 2019). Professional development is considered in relation to the Professional Standards for Further Education Teachers, Work-Based Learning Practitioners and Adult Learning Practitioners in Wales (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (Advance HE, 2023).
During the first observation, an unexpected technical difficulty provided an opportunity to observe positive behaviour management. When remote learners were initially unable to access the session, several learners left their seats to assist; the lecturer remained calm, acknowledged their efforts and, once technical support arrived, thanked and redirected them to their seats. This reflected calm redirection and positive recognition associated with relational and preventative behaviour management (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Dix, 2017). Their movement was not automatically treated as deliberate non-compliance, illustrating contextual interpretation and proportionate intervention without unnecessary confrontation (Curwin, Mendler and Mendler, 2008; Dix, 2017; Robinson, 2019). This challenged me to consider how my own interpretation of behaviour may influence the response I select (Brookfield, 2017; Robinson, 2019).
A further incident developed my understanding of behaviour management as including management of participation rather than solely responses to disruption. One quieter learner was repeatedly spoken over; the lecturer subsequently created an opportunity for her to contribute and positively acknowledged her response. This reflected inclusive, relational approaches emphasising dignity, positive relationships and appropriate expectations (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019). The lecturer’s movement around the environment also provided visible professional presence and interaction with different learners. Proximity and active presence are identified within preventative approaches as potentially supporting engagement while reducing the need for overt intervention (Jones et al., 2007; Wallace, 2014).
This broadened my understanding that positive behaviour management can include creating conditions for equitable participation while maintaining dignity across the group (Wallace, 2014; Robinson, 2019). This is also consistent with the emphasis on inclusive learning, respect for learners and equitable opportunities to participate within the Welsh Professional Standards and PSF 2023 (Welsh Government, 2023; Advance HE, 2023).
The second observation further developed my understanding of relational behaviour management and how interpersonal strategies may simultaneously support engagement and redirect behaviour (Wallace, 2014; van Uden, Ritzen and Pieters, 2014). The lecturer greeted learners individually, used their names and incorporated warmth and humour, which I interpreted as contributing to a positive relational environment. However, engagement could not be attributed to humour alone. Directed questioning was particularly significant when learners were talking or interrupting, as academic questions were sometimes directed towards them, redirecting attention without publicly identifying them as a behavioural problem. I interpreted this as non-confrontational redirection that maintained dignity while reinforcing expectations (Curwin, Mendler and Mendler, 2008; Robinson, 2019). This demonstrated how questioning can serve both pedagogical and behaviour-management functions, although its effectiveness remains context-dependent (Wallace, 2014; Robinson, 2019).
The second observation also demonstrated that relational strategies may support engagement without necessarily producing sustained re-engagement in every context, consistent with evidence that engagement is influenced by interacting individual, relational and educational factors (Kahu and Nelson, 2018; Robinson, 2019; Li and Xue, 2023). Two learners continued talking and laughing and appeared tired through frequent yawning, despite directed questioning and the lecturer checking their wellbeing. This prompted me to consider how contextual and environmental factors may influence engagement without assuming tiredness explained the behaviour (Kahu and Nelson, 2018; Li and Xue, 2023).
This directly influenced my subsequent practice: the following week I introduced a hydration station, small sweet treats and visual, sensory and tactile resources to provide varied opportunities for participation. This reflected my developing understanding that engaging pedagogy and preventative environmental adaptations can contribute to proactive behaviour management (Brophy, 2010; Wallace, 2014; Robinson, 2019). It also strengthened my awareness of the professional responsibility to design learning environments that recognise learner diversity and promote meaningful opportunities for engagement (Welsh Government, 2023; Advance HE, 2023).
Reflection on my own teaching highlighted the importance of distinguishing observable behaviour from assumptions about learner intent (Brookfield, 2017; Robinson, 2019). During an online session, several learners looked away from their screens, smiled and laughed while muted, initially leading me to consider whether off-task communication or mobile-phone use was occurring. However, I had no direct evidence of this. Engagement cannot reliably be determined from isolated observable behaviours and may be influenced by interacting factors (Kahu and Nelson, 2018; Li and Xue, 2023). Rather than confronting learners about an unverified assumption, I increased interaction and used directed questioning to redirect attention. This reflected non-confrontational redirection and preservation of learner dignity (Curwin, Mendler and Mendler, 2008; Robinson, 2019). This reinforced responding to observable behaviour and its impact rather than attributing unverified intentions (Brookfield, 2017; Robinson, 2019).
Further reflection led me to question whether my directed questioning represented wholly intentional proportionate intervention or was partly influenced by uncertainty about my authority within another lecturer’s established group. Questioning assumptions underlying professional decisions is central to critical reflective practice (Schön, 1983; Brookfield, 2017). My lesson reflection identified that I was conscious of being a guest lecturer and uncertain about intervening more explicitly, despite having planned clear expectations, positive noticing and proportionate intervention. This exposed a tension: maintaining dignity and relationships is important, but relational behaviour management should not become avoidance of appropriate intervention when behaviour affects learning (Curwin, Mendler and Mendler, 2008; Robinson, 2019).
Schön’s (1983) reflection-in-action and reflection-on-action helped me recognise that although I adapted during the session, subsequent reflection enabled me to examine my reasoning. My development need is therefore greater confidence and judgement in determining when subtle redirection is sufficient and when clearer reinforcement is appropriate (Wallace, 2014; Robinson, 2019). Developing this capacity for critical self-evaluation and informed professional judgement is consistent with the reflective and developmental expectations of both professional standards frameworks (Welsh Government, 2023; Advance HE, 2023).
Collectively, these experiences have informed a more graduated approach to my future practice. I intend to use preventative strategies, clear expectations, professional presence, positive recognition and relational approaches before calm redirection and, where necessary, clearer reinforcement of expectations (Jones et al., 2007; Curwin, Mendler and Mendler, 2008; Wallace, 2014; Dix, 2017; Robinson, 2019). I will respond primarily to observable behaviour and its impact on learning while remaining attentive to contextual influences on engagement (Kahu and Nelson, 2018; Brookfield, 2017; Li and Xue, 2023). When teaching within another professional’s established group, I will clarify behaviour-management responsibilities beforehand so uncertainty about my role does not inhibit proportionate intervention. This commitment to reflection, inclusive practice and continuing professional development aligns with both the Welsh Professional Standards (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (Advance HE, 2023). Specific targets are identified within my SMART professional-development action plan (Appendix C).
Overall, the observations and reflection on my own teaching have shifted my understanding of behaviour management towards preventative, relational and context-sensitive practice, consistent with literature emphasising relationships, prevention and proportionate intervention (Wallace, 2014; Robinson, 2019). Positive recognition, dignity, professional presence and inclusive participation reflected relational and preventative behaviour-management principles (Jones et al., 2007; Curwin, Mendler and Mendler, 2008; Dix, 2017). Reflection on my own practice additionally demonstrated the importance of questioning assumptions underlying professional decisions (Schön, 1983; Brookfield, 2017).
Effective practice requires professional judgement in selecting and adapting strategies to learners and context (Wallace, 2014; Robinson, 2019). Continued critical reflection and professional learning will therefore remain central to my developing behaviour-management and learner-engagement practice, consistent with the emphasis on reflective, inclusive and evidence-informed professional development within the Welsh Professional Standards (Welsh Government, 2023) and PSF 2023 (Advance HE, 2023).
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 Lesson Plan

	Topic: Children and Young People, Mental Health and Wellbeing - E-safety, Social Media and Online Risk (Online lecture)
	Class: Inclusive Education 
Centre of Childhood and Youth Studies (Level 5)


	Date: 20/01/26

	Length of lesson: 60 minutes
	Number of students: 11

	Resources required:
· Online learning platform; PowerPoint lecture slides; chat and raise-hand functions; short safeguarding/e-safety case study; exit-ticket questions; Hwb/e-safety resources where appropriate.

	Aim of lesson:
· To develop learners’ understanding of the potential impact of social media, online activity and e-safety risks on children and young people’s mental health and wellbeing, while developing their ability to identify appropriate professional and safeguarding responses.
· A secondary pedagogical aim is to create a safe, inclusive and purposeful online learning environment through proactive behaviour-management and learner engagement strategies including clear expectations, positive noticing, structured participation, active digital lecturer presence and proportionate intervention.


	Learning Outcomes – The Learners Should Be Able To:
By the end of the 60 minute session, learners should be able to:
1. Identify at least two potential online/e-safety risks affecting children and young people. 
2. Explain how online experiences such as cyberbullying, grooming or inappropriate social-media use may affect mental health and wellbeing. 
3. Analyse a short case study to identify warning signs of potential online harm. 
4. Suggest an appropriate professional or safeguarding response to an identified concern. 
5. Contribute appropriately to an online professional discussion while respecting alternative perspectives, confidentiality and professional boundaries.


	Previous student knowledge required for the session:	
Learners have previously explored children and young people’s mental health and wellbeing, including factors that may affect wellbeing such as autism, ADHD, bullying and Adverse Childhood Experiences (ACEs).
Learners have also considered theoretical perspectives, and policy approaches relevant to understanding children and young people’s wellbeing. This session builds upon that knowledge by considering the relationship between digital environments, online behaviour, safeguarding and mental health.
As several learners have work-based experience in schools, they may also bring significant experiential knowledge to the discussion. This will be acknowledged while encouraging learners to distinguish personal experience and opinion from evidence-informed professional judgement.

	Anticipated difficulties (if applicable):
· Online disengagement: Engagement can be more difficult to identify within an online environment, particularly where cameras are not used. I will therefore avoid interpreting camera use as a direct indicator of engagement and instead use purposeful questioning, chat responses, reactions and an individual exit ticket.
· Dominant contributions: Some confident learners may dominate verbal discussion or speak over quieter learners. I will use structured turn-taking and the raise-hand facility and explicitly invite alternative perspectives.
· Quieter/introverted learners: A quieter learner may find spontaneous verbal participation challenging. Chat responses, individual thinking time and written responses will provide meaningful alternative opportunities to contribute without placing unnecessary pressure on the learner.
· Neurodiversity: Some learners have ADHD and may benefit from a clearly structured, appropriately paced session, concise instructions, visual material and regular changes between activities. Behaviour will not automatically be interpreted as deliberate disengagement.
· Strong beliefs and bias: Learners’ school-based experiences may generate strongly held views and anecdotal discussion. Contributions will be valued but redirected where necessary towards the learning outcomes, evidence and professional responsibilities.
· Sensitive subject matter: Discussion of grooming, cyberbullying and online exploitation may cause discomfort. Learners will be informed that personal disclosure is neither expected nor required.
· Confidentiality and safeguarding: Learners drawing upon professional experiences must not identify individual children, families, colleagues or schools. Any disclosure indicating potential harm will not be investigated publicly during the session and will instead be managed through the appropriate safeguarding procedures.


	Professional Standards (where are these being met within the session)
As this Level 5 session was delivered within a higher-education context, the lesson also aligns with the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (PSF 2023) (Advance HE, 2023). The PSF integrates Professional Values, Core Knowledge and Areas of Activity in supporting effective and inclusive HE practice. 
Planning and designing learning - A1: The session was structured around clearly defined learning outcomes, retrieval of prior knowledge, concise lecturer input, case-study analysis, professional discussion and individual reflection. Activities were sequenced to move learners from identifying online risks towards analysing evidence and justifying professional responses.
Teaching and supporting learning - A2: Learning was facilitated through explanation, targeted questioning, case-study analysis, structured discussion and differentiated opportunities for participation. Verbal contribution, chat, reactions and individual thinking time enabled learners to participate through different modes while maintaining purposeful engagement.
Assessment and feedback - A3: Formative assessment was embedded throughout the session through retrieval practice, questioning, case-study responses, professional discussion and an individual exit ticket. Learner responses were used to identify understanding and misconceptions and to provide immediate developmental feedback.
Supporting and guiding learners - A4: A safe and inclusive learning environment was supported through clear expectations, respectful communication, positive noticing, structured participation and sensitivity to potentially difficult safeguarding content. Learners were reminded that personal disclosure was not required and that safeguarding concerns would be addressed through appropriate professional procedures. Enhancing practice through continuing professional development - A5: Post-session reflection was used to evaluate participation, inclusivity and behaviour-management decisions. Reflection identified a specific professional-development need concerning confidence in selecting and implementing proportionate interventions when teaching within another lecturer's established group.
The lesson also evidences relevant Core Knowledge (K1–K5) through understanding how learners learn and participate, selecting teaching and assessment approaches appropriate to the subject and Level 5 context, critically evaluating the effectiveness of practice, and using digital technologies to facilitate online learning. Relevant Professional Values (V1 -V5) are reflected through respect for individual learners and diverse groups, equitable opportunities to participate, evidence-informed professional judgement, sensitivity to the wider educational context, and collaboration with colleagues in supporting effective learning (Advance HE, 2023). PSF 2023 specifically positions Professional Values as underpinning Core Knowledge and Areas of Activity rather than treating these dimensions as isolated requirements
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	Establishing a calm, safe and purposeful online learning environment
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Safeguarding and professional responsibilities





Checking individual learning
	Welcome learners as they enter. Display the session title, learning outcomes and expectations immediately. Establish concise expectations regarding microphones, chat, raise-hand function, respectful discussion and confidentiality. Explain that the topic includes potentially sensitive safeguarding issues and that personal disclosure is not required.
Display: “What does e-safety mean, and what risks might children and young people encounter online?” Learners submit one idea through chat. Use positive noticing to acknowledge appropriate contributions, e.g. “Several of you have identified cyberbullying an important connection to our previous learning.” Use responses diagnostically to establish prior knowledge.
Concise lecturer input using visual slides covering key risks such as cyberbullying, grooming, sexting/inappropriate content, social media and online gaming. Break lecturer input with short targeted questions. Maintain active digital presence by monitoring chat/reactions and acknowledging contributions.
Present a short hypothetical scenario involving a young person displaying possible indicators of online harm. Give learners individual thinking time before asking them to identify in chat: two warning signs and one appropriate professional response. This creates participation from the whole group before open discussion begins.
Ask: “What should the practitioner do next, and why?” Facilitate discussion using raise-hand and structured turn-taking. Invite quieter learners to contribute through chat rather than requiring verbal responses. Challenge assumptions through questions such as: “What evidence supports that interpretation?” and “Could there be an alternative explanation?”
Ask: “What can education professionals do to reduce online harm and support children and young people?” Connect responses to e-safety, safeguarding, professional responsibility and appropriate reporting/referral procedures. Reinforce the distinction between supporting a learner and attempting to investigate a safeguarding concern personally.
Learners complete a chat-based exit ticket: 1 online risk + 1 warning sign + 1 appropriate professional response. Review selected responses and correct misconceptions. Return explicitly to the learning outcomes and summarise the relationship between online safety, mental health, professional responsibility and safeguarding.
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	Assessment Strategies: when and how are they included within the lesson?
Assessment is formative and continuous throughout the 60-minute session.
The starter assesses learners’ retrieval of prior knowledge and enables misconceptions to be identified immediately. Targeted questioning during lecturer input checks comprehension and maintains active participation.
The case study provides assessment of higher-order learning by requiring learners to move beyond identifying risks towards analysing warning signs and selecting an appropriate professional response.
Whole-group discussion assesses learners’ ability to justify professional decisions, consider alternative perspectives and distinguish evidence-informed reasoning from personal opinion.
The exit ticket provides individual evidence of whether learners can identify a risk, recognise a warning sign and propose an appropriate professional response, directly assessing the stated learning outcomes.







	Informal reflection (to be completed after the session)

As a trainee lecturer new to the group, I experienced some initial uncertainty following a last-minute change to the learner mentoring groups, which resulted in me being corrected in front of the class. During the early stages of the online lesson, I observed several learners simultaneously looking away from their screens, smiling and laughing while muted. Although I perceived this as possible off-task communication, I could not confirm that learners were using phones or determine the reason for their behaviour. I was uncertain about my authority to intervene within the experienced lecturer’s established group and therefore used direct questioning to redirect attention towards the learning.
On reflection, the experience highlighted the importance of establishing clear expectations, maintaining professional presence and responding to observable behaviour rather than assumed intentions. In future, I would use a neutral whole-group intervention to refocus attention and clarify my behaviour-management role with the supervising lecturer before teaching. This supports the Welsh Government (2023) Professional Standards through reflective practice, professional judgement and the development of effective learner relationships.
SMART target: Before my next online teaching session, I will agree my behaviour-management responsibilities with the supervising lecturer and prepare at least three neutral scripted interventions for managing low-level disengagement confidently and proportionately.
Top of Form
Bottom of Form





[bookmark: _Toc48127143]




	[image: ]Teacher

	Cindy Hunt (Observation 1)

	Date

	06/01/2026

	Group

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

	Topic/Context

	Mental Health and Wellbeing Level 5 - UWTSD Swansea Bay Campus


	Notes on the lesson:

	The lesson began with an unexpected technical difficulty when the classroom camera would not connect, preventing learners participating remotely through Microsoft Teams from joining the live lecture. The lecturer contacted an ICT technician for support. During approximately the first ten minutes, several learners left their seats and attempted to assist by pressing buttons and suggesting possible solutions. The lecturer remained calm throughout. Once the technician resolved the issue, the lecturer thanked the learners for their efforts and calmly encouraged them to return to their seats so that the lecture could begin.
The lesson began with a recap of the previous week’s content while the register was circulated. Learners responded to questions relating to previous learning before the lecturer progressed to the planned content. This sequence provided an observable transition from the earlier technical interruption back into the academic activity. The session subsequently addressed potentially sensitive content, including self-harm, suicide, bullying, abuse and Adverse Childhood Experiences (ACEs). I did not observe an explicit sensitivity statement at the beginning of the lecture.
Throughout the session, the lecturer communicated with learners in a warm, respectful and consistent manner. Learners were addressed by name, contributions were acknowledged positively and humour was used frequently within interactions, while discussion of sensitive academic content remained professional. These relational interactions were particularly evident when responding to spontaneous contributions and low-level interruptions. For example, when one learner interjected, the lecturer responded humorously, “I have feelings, mind,” which resulted in laughter from the group before the discussion continued. I did not observe the interaction escalating into confrontation or the learner being publicly reprimanded.
One learner called out frequently during the session rather than consistently waiting to be invited to contribute. The lecturer responded to these contributions in a calm and warm manner. Where comments were relevant, she acknowledged them and incorporated them into the discussion; where attention needed to return to the lesson, she redirected the interaction towards the academic content. I did not observe public reprimand, negative labelling or confrontation in response to the calling out. The learner continued to participate throughout the session.
Learner participation was evident throughout the session, although patterns of participation varied across the group. The lecturer provided frequent opportunities for questioning, responses and wider discussion and acknowledged contributions positively. Most learners contributed verbally and generally spoke in turn. On several occasions, however, one quieter learner began to contribute but was spoken over by more confident members of the group. Later in the discussion, the lecturer addressed the learner directly by name and invited her perspective. The learner smiled, responded quietly and made a relevant contribution, which the lecturer acknowledged positively before continuing the discussion.
The lecturer used questioning throughout the session to involve learners in the academic content and invite contributions from across the group. Questions were used during the recap of previous learning, lecturer-led discussion and exploration of the session content, creating repeated opportunities for learners to respond and reconnect with the learning. Learner responses were acknowledged verbally and used to continue the discussion rather than being treated solely as isolated answers.
The lecturer also moved frequently around the classroom, sat in different areas of the room and used a presentation clicker rather than remaining positioned at the front. This enabled interaction with learners across different areas of the classroom and maintained a visible professional presence throughout the session. Movement and positioning enabled the lecturer to remain connected with different parts of the group while questioning learners, acknowledging contributions and redirecting attention.
Across the session, observable approaches relevant to behaviour management and learner engagement therefore included calm redirection following interruption, positive acknowledgement of learner contributions, humour within established interactions, questioning, movement and proximity, management of transitions and deliberate opportunities for quieter learners to participate. Different patterns of learner participation were observable, including spontaneous calling out, learners speaking over another learner and quieter participation, alongside the lecturer’s responses to these behaviours.
Later in the session, learners participating remotely through Microsoft Teams experienced further connectivity difficulties and temporarily lost access to the live session. This resulted in an interruption to their participation in the learning activities. The lecture presentation and additional supporting resources were also made available through Microsoft Teams and the Moodle learning platform, enabling learners to revisit the lecture content and access supporting materials following the session.

	What I have learned:

	Using Driscoll’s (2007) So What? stage enabled me to move beyond description and consider the significance of the approaches observed for behaviour management and learner engagement. The observation broadened my understanding of positive behaviour management as potentially subtle, preventative and relational rather than predominantly disciplinary. Many of the approaches observed involved maintaining relationships, participation and the conditions for learning before behaviour required more explicit intervention. This reflects relational and preventative perspectives that emphasise dignity, consistency and proportionate responses rather than reliance on punitive control (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Dix, 2017; Robinson, 2019).
The initial technology disruption particularly reinforced the importance of interpreting behaviour within context. Several learners left their seats during the technical difficulty, but their observable actions were directed towards attempting to resolve the problem. The lecturer acknowledged their efforts before calmly redirecting them once technical support became available and subsequently used retrieval of previous learning to transition the group back towards the planned academic activity. This prompted me to recognise that the same observable behaviour may require different responses depending upon its context and impact on learning. Professional judgement is therefore important in avoiding premature assumptions about learner intent and selecting an intervention proportionate to the behaviour presented (Wallace, 2014; Robinson, 2019).
The lecturer’s use of humour also developed my understanding of relational behaviour management. Humour enabled an interjection to be acknowledged without an observable escalation or public reprimand, while the academic discussion continued. However, I would not assume that humour is inherently effective or transferable to every teaching context. The lecturer had extensive experience and an established relationship with the group; consequently, the appropriateness of humour may depend upon knowledge of learners, existing relationships and professional judgement. This reinforced my understanding that relational strategies should be adapted to context rather than replicated uncritically (Wallace, 2014; Robinson, 2019).
The learner who frequently called out provided a further opportunity to consider the relationship between inclusion, consistency and proportionate intervention. The lecturer acknowledged relevant contributions warmly and redirected attention towards the learning when necessary, without publicly labelling or reprimanding the learner. Reflecting on this challenged me to consider whether fairness in behaviour management necessarily requires identical responses to every learner. Inclusive practice may instead require consistency in underlying expectations alongside sufficient professional flexibility to respond to individual learners, context and the effect of behaviour on the learning of others. This is consistent with relational approaches that seek to maintain learner dignity while preserving clear expectations and purposeful learning (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
A particularly significant learning point concerned the quieter learner who was repeatedly spoken over by more confident members of the group. Rather than publicly reprimanding those learners, the lecturer subsequently created space for the quieter learner by directly inviting her perspective and positively acknowledging her contribution. Reflecting on this broadened my understanding of positive behaviour management: effective practice may involve actively creating conditions in which quieter learners can participate while maintaining the dignity of the wider group. Behaviour management is therefore not limited to reducing overt disruption but may also involve recognising patterns of participation that unintentionally restrict equitable access to learning (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
The lecturer’s movement and positioning around the classroom further developed my understanding of professional presence as a potentially preventative strategy. Rather than remaining positioned at the front, the lecturer interacted with learners across different areas of the room while questioning, acknowledging contributions and redirecting attention. This is consistent with preventative approaches in which proximity and active professional presence can support engagement before more explicit intervention becomes necessary (Jones, 2007; Wallace, 2014). It prompted me to consider how my own positioning within face-to-face teaching may influence my awareness of participation and ability to respond proportionately.
The difficulties experienced by learners participating remotely also prompted me to distinguish learner engagement from observable participation. Temporary loss of connectivity restricted opportunities to participate regardless of learners’ motivation to engage. The availability of the lecture presentation and additional resources through Microsoft Teams and Moodle subsequently provided continued access to the learning materials. This reminded me that apparent disengagement should not automatically be attributed to learner behaviour or motivation; environmental and technological barriers can also affect participation. Consideration of such barriers is therefore important within inclusive and learner-centred practice (Welsh Government, 2023; Advance HE, 2023).
Finally, I reflected on the absence of an explicit sensitivity statement before discussion of potentially distressing material. My purpose is not to evaluate the lecturer’s decision, but the observation prompted me to consider how I would prepare learners for comparable content within my own practice. I would provide a concise sensitivity statement, clarify that personal disclosure is not required and identify appropriate support or safeguarding routes where relevant. This illustrates how professional observation can inform development without assuming that another practitioner’s approach should either be judged or replicated.
Overall, the observation developed my understanding that positive behaviour management involves more than responding to overt non-compliance. The practice observed included managing transitions, acknowledging contributions, maintaining professional presence, facilitating quieter voices and responding proportionately to different patterns of participation. Effective practice therefore requires professional judgement in interpreting behaviour within context and selecting responses that balance clear expectations, learner dignity, inclusion and continued engagement (Wallace, 2014; Robinson, 2019). This aligns with the emphasis on inclusive, learner-centred and reflective professional practice within the Welsh Professional Standards (Welsh Government, 2023) and the values and activities underpinning PSF 2023 (Advance HE, 2023).

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

	Mapped to Professional Standards
The following developmental targets arise directly from my reflection on the observed practice. They are informed by the Professional Standards for Further Education Teachers, Work-Based Learning Practitioners and Adult Learning Practitioners in Wales (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (Advance HE, 2023).
1. Develop confidence in proportionate low-level behaviour management
I will practise using calm redirection, positive acknowledgement, directed questioning and appropriate professional presence during my next three teaching sessions. Following each session, I will reflect on the context in which intervention was required, the response selected and its observable impact on learner participation and the wider learning environment.
Professional alignment: Welsh Government (2023) - positive professional relationships, effective learning, learner dignity, professional judgement and reflective practice. PSF 2023 - A2 (teach and/or support learning) and A5 (enhance practice through own continuing professional development).
2. Promote equitable participation
I will monitor patterns of participation during whole-group discussion rather than focusing solely on overt disruption. Where appropriate, I will use structured turn-taking, directed questioning, thinking time and explicit invitations to contribute to create meaningful opportunities for quieter learners while maintaining the dignity of the wider group.
Professional alignment: Welsh Government (2023) - inclusive and learner-centred practice, equality and diversity, positive relationships and learner participation. PSF 2023  A2 and A4 (support and guide learners), underpinned by Professional Values concerning respect for individual learners and equitable opportunities to participate.
3. Strengthen anticipatory planning for sensitive content
When planning teaching that includes potentially distressing subject matter, I will incorporate an appropriate sensitivity statement, clarify that personal disclosure is not required and identify relevant support and safeguarding routes. I will review whether these arrangements remain proportionate to the subject, learner group and teaching context.
Professional alignment: Welsh Government (2023) - learner wellbeing, inclusion, professional responsibility and effective planning. PSF 2023 - A1 (design and plan learning activities and/or programmes), A2 and A4.
4. Develop purposeful professional presence
During face-to-face teaching, I will develop greater confidence in using movement, positioning, proximity and eye contact to maintain awareness of participation and support engagement, rather than remaining unnecessarily positioned beside presentation technology. I will reflect on how these approaches influence my ability to notice and respond to emerging patterns of participation.
Professional alignment: Welsh Government (2023) - effective teaching, positive professional relationships and learner engagement. PSF 2023 - A2, supported by relevant Core Knowledge concerning how learners learn and appropriate approaches to teaching and supporting learning.
5. Strengthen contingency planning for hybrid learning
When planning future hybrid sessions, I will identify alternative routes through which remote learners can access learning if technology interrupts live participation. Where appropriate, this will include access to presentation materials, supporting resources and opportunities to recover learning missed because of connectivity difficulties.
Professional alignment: Welsh Government (2023) - inclusive practice, effective learning and appropriate use of contemporary technologies. PSF 2023 - A1, A2 and A4, supporting equitable opportunities to access learning.
6. Continue structured critical reflection
I will use Driscoll’s (2007) What? So What? Now What? framework following significant behaviour-management and learner-engagement episodes to distinguish observation from interpretation, critically examine my professional decision-making and identify specific implications for subsequent practice.
Professional alignment: Welsh Government (2023) – critical reflection, evidence-informed practice and continuing professional learning. PSF 2023 - A5, particularly the enhancement of practice through continuing professional development.
Overall Professional Reflection
This observation broadened my understanding of positive behaviour management from a predominantly responsive concept towards a more preventative, relational and context-sensitive process. The practice observed demonstrated that behaviour management may occur through relatively subtle professional actions: acknowledging learners positively, managing transitions following disruption, maintaining professional presence, redirecting attention proportionately and creating opportunities for different patterns of participation. This reinforced the importance of interpreting behaviour within its context rather than responding automatically to the behaviour alone (Wallace, 2014; Robinson, 2019).
The contrasting patterns of participation were particularly significant to my learning. Observing frequent calling out alongside a quieter learner being spoken over prompted me to recognise that equitable behaviour management does not necessarily require identical responses to every learner. Maintaining consistent expectations can coexist with professional flexibility in how those expectations are supported, particularly where individual needs, relationships and the impact of behaviour on wider participation differ. At the same time, contextual understanding should not remove appropriate boundaries or the responsibility to protect equitable access to learning. This reflects relational approaches that seek to maintain both learner dignity and clear expectations (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
The observation also challenged me to think more critically about engagement itself. Visible participation cannot provide a complete measure of learner engagement: quieter participation does not necessarily indicate disengagement, while technological barriers may restrict participation independently of learner motivation. Consequently, effective learner-engagement practice requires attention not only to overt behaviour but also to the conditions that enable learners to participate meaningfully.
Using Driscoll’s (2007) What? So What? Now What? model enabled me to move from recording what an experienced lecturer did towards considering why particular approaches may have been appropriate within this context and what I can meaningfully transfer to my own practice. I recognise that professional development should not involve reproducing another lecturer’s techniques uncritically; instead, I need to understand the principles underpinning observed practice and develop responses appropriate to my own learners, relationships and teaching context. This supports the emphasis on inclusive, reflective and professionally responsible practice within both the Welsh Professional Standards (Welsh Government, 2023) and PSF 2023 (Advance HE, 2023).
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	Teacher

	Paul Darby 
(Observation 2)

	Date

	15/06/26

	Group

	32 students - BA Hons Early Years Education and Care, Level 6, (In person Lecture)

	Topic/Context

	Sustainability in the Early Years - UWTSD Swansea Bay Campus


	Notes on the lesson: 

	The observation took place during a three-hour Level 6 twilight lecture, delivered between 5:30 p.m. and 8:30 p.m. to approximately 32 learners. The classroom was arranged predominantly in forward-facing rows accommodating approximately four to six learners, with windows positioned towards the rear. The lecturer taught primarily from the front using PowerPoint and an interactive whiteboard, while incorporating questioning, discussion and collaborative activities throughout the session.
The timing and physical environment provided important context for interpreting observable patterns of participation and behaviour. Many learners arrived directly from work and brought drinks, snacks, packed lunches or meals, with eating and drinking continuing at intervals throughout the lecture. This resulted in regular movement and some associated noise within the room. Mobile phones were also checked periodically. The classroom was particularly warm, and observable signs such as yawning became increasingly evident as the evening progressed. These behaviours could not, in isolation, establish whether individual learners were engaged or disengaged, nor could their causes be determined through observation alone. However, their occurrence within a three-hour evening session prompted me to consider how learner participation may interact with the physical environment, session duration, competing responsibilities and the cognitive demands of Level 6 study. This reflects understandings of engagement as multidimensional and influenced by individual, relational and environmental factors rather than being reliably inferred from isolated observable behaviours (Kahu and Nelson, 2018; Li and Xue, 2023).
A notable feature of the lecturer’s practice was the warmth and familiarity evident within his interactions with learners. He greeted learners individually, used their names and engaged in informal professional conversation, while learners responded openly during interactions. Humour was used naturally throughout the session and was generally met with positive responses from the group. Observing these interactions reinforced my understanding of positive professional relationships as an important component of behaviour management and learner engagement. Knowing learners’ names, acknowledging them as individuals and communicating respectfully may contribute to a relational environment in which expectations and redirection can be communicated without immediately creating confrontation (Wallace, 2014; Robinson, 2019). However, I could not infer that humour itself caused engagement; rather, my learning concerned the underlying relational principle and the importance of considering whether such approaches are transferable to different learners and contexts.
Although PowerPoint and the interactive whiteboard provided the principal visual structure for the lecture, learners moved between lecturer input, direct questioning, open discussion, pair work and collaborative group activity. These changes provided different opportunities to listen, respond, discuss and work collaboratively across the three-hour session. This was particularly significant given the duration and timing of the lecture. I recognised that pedagogical variation should not involve introducing activities simply for variety, but should provide purposeful opportunities for learners to think, discuss, examine and apply ideas. The collaborative activities enabled learners to explore complex sustainability issues including personal consumption, ecological footprints, global citizenship, inequality, Fair Trade and environmental justice. This also highlighted a connection between lesson design and preventative behaviour management: purposeful opportunities for learners to talk and collaborate may enable social interaction to be directed towards learning, illustrating how pedagogy and behaviour management can operate as interconnected rather than separate processes (Wallace, 2014; Robinson, 2019).
Questioning was used throughout the session both pedagogically and as a subtle means of redirecting attention. When individual learners were talking or interrupting during lecturer-led discussion, the lecturer sometimes directed an academic question towards them, inviting them back into the learning activity rather than initially positioning them publicly as a behavioural problem. This demonstrated how questioning could simultaneously develop understanding and communicate an expectation of participation. In the episodes observed, directed questioning provided a relatively low-level intervention through which attention could be redirected without immediate public reprimand, consistent with proportionate approaches that seek to maintain expectations while preserving learner dignity (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019). However, directed questioning did not consistently produce sustained change where talking and interruption became persistent. This prompted me to recognise that proportionate initial intervention should not become an avoidance of clearer expectations where behaviour continues to affect learning.
At various points, learners seated towards the rear talked while the lecturer was delivering content. The lecturer used the microphone to increase his vocal presence and incorporated humour while redirecting attention. Following these interventions, attention returned to the lecturer and teaching continued without an overtly confrontational exchange. More persistent behaviour was observed from two learners seated in the front row, who talked to one another, laughed frequently, ate snacks and yawned repeatedly during significant parts of the lecture. The lecturer directed academic questions towards them on several occasions and also asked whether they were okay. These responses provided opportunities to reconnect the learners with the academic activity while also checking whether support might be required.
The talking and laughter nevertheless continued periodically. During one episode, a learner seated nearby looked towards me and raised her eyes. I could not determine what this learner was thinking and therefore could not record frustration or annoyance as fact. However, her observable non-verbal response prompted me to consider the potential effect persistent low-level disruption may have on the participation and learning experience of others. This became an important professional learning point: relational and inclusive responses need to be balanced with responsibility for maintaining conditions in which the wider group can participate and learn. Understanding possible contextual or individual explanations for behaviour does not require expectations to be removed; rather, it reinforces the importance of professional judgement in determining when positive redirection may need to progress towards clearer intervention (Wallace, 2014; Robinson, 2019).
As the evening progressed, observable signs of reduced concentration became more widespread across the group. The lecturer acknowledged this humorously, commenting, “I have lost you all now,” before offering the class a comfort break. This shifted my attention from interpreting particular learners as the source of disengagement towards considering the wider conditions in which learning was occurring. The three-hour evening session, learners arriving following a working day, the particularly warm classroom and cognitively demanding Level 6 content provided relevant contextual factors when interpreting observable changes in participation. The break enabled learners to move, eat, drink and attend to personal needs before returning to the session. I therefore began to understand the decision to pause learning as potentially preventative rather than simply an interruption to teaching, illustrating how responsiveness to pacing, environment and learner readiness may contribute to positive behaviour-management and engagement practice (Kahu and Nelson, 2018; Li and Xue, 2023).
One of the most significant professional learning points arising from the observation concerned the relationship between relational practice and clear behavioural expectations. The lecturer demonstrated warmth, humour and respect throughout and initially responded to low-level disruption through questioning, humour, checking-in and changes in activity rather than immediate punitive intervention. However, the continued talking and laughter of two learners despite repeated indirect interventions prompted me to consider the point at which positive redirection may need to progress towards a clearer boundary. I increasingly understand proportionate practice as potentially involving a graduated response: beginning with subtle strategies such as professional presence, proximity, eye contact or questioning; progressing, where necessary, towards verbal redirection or checking whether support is required; and moving towards an explicit restatement of expectations or private conversation where behaviour persists (Wallace, 2014; Robinson, 2019). Such progression should remain responsive to context rather than operate as an inflexible hierarchy. The purpose is not escalation for its own sake, but selecting a proportionate response that protects learner dignity while maintaining conditions conducive to wider learning (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).

	What I have learned: 

	Using Driscoll’s (2007) So What? stage enabled me to move beyond describing the lecturer’s actions and critically consider their significance for behaviour management and learner engagement within Higher Education. The observation particularly developed my understanding of behaviour as contextual and reinforced that effective management requires professional judgement rather than automatic responses to isolated observable behaviours (Wallace, 2014; Robinson, 2019).
My first significant learning point concerned the distinction between observable behaviour and learner engagement. Prior to this observation, I may have been more inclined to interpret talking, mobile-phone use, eating or visible tiredness primarily as indicators of disengagement. However, engagement is multidimensional and influenced by interacting personal, relational and environmental factors; consequently, visible behaviour alone provides an incomplete indication of a learner’s underlying engagement (Kahu and Nelson, 2018; Li and Xue, 2023). The observation therefore challenged me to consider more carefully the context surrounding behaviour before determining whether intervention is necessary.
Learners were attending between 5:30 p.m. and 8:30 p.m., many directly after work. Eating continued during the session, the room was particularly warm and learners were engaging with cognitively demanding Level 6 material over an extended period. I cannot establish that these factors caused particular behaviours, but they are professionally relevant when interpreting what I observe and selecting a proportionate response. This strengthened my understanding that behaviour management requires me to consider not only “What behaviour am I seeing?” but also “What might be influencing it, what effect is it having on learning, and what response is proportionate for the individual and the wider group?” This reflects contextual and relational approaches that caution against interpreting behaviour independently of the circumstances in which it occurs (Wallace, 2014; Robinson, 2019).
A second significant learning point concerned relationships as a foundation for positive behaviour management. The lecturer knew learners’ names, communicated warmly and used humour confidently within an established relationship with the group. This reinforced my understanding that behaviour management does not begin only when difficulties arise. Everyday interactions can contribute to the relational context within which expectations, redirection and boundaries are subsequently communicated. Relational approaches emphasise maintaining learner dignity and respectful relationships alongside clear and consistent expectations (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
I also developed my understanding of positive redirection. Directing academic questions towards learners who were talking provided an opportunity for them to re-enter the learning activity rather than immediately being publicly corrected. Similarly, asking whether learners were okay acknowledged that their behaviour had been noticed while simultaneously creating an opportunity to identify whether support might be required. These observations reinforced the potential value of proportionate, low-level interventions that seek to reconnect learners with learning before progressing towards more explicit responses (Wallace, 2014; Robinson, 2019).
However, the observation also challenged me to recognise the limitations of indirect intervention. Where talking and laughter persisted despite questioning and checking-in, I began to consider whether continuing solely with subtle strategies could affect the learning experience of others. The neighbouring learner’s observable non-verbal response particularly prompted me to consider my professional responsibility towards the whole learning community, although I could not determine what that learner was thinking or feeling. Relational practice therefore requires more than empathy towards the learner whose behaviour is most visible; it also requires consideration of how that behaviour may affect other learners’ opportunities to participate and learn.
This helped me conceptualise proportionate behaviour management as a graduated and context-sensitive process rather than a choice between being supportive or authoritative. An initial response may involve professional presence, proximity, questioning, positive redirection or checking-in; where behaviour persists and continues to affect learning, a clearer restatement of expectations or private conversation may become appropriate. Importantly, this should not operate as an inflexible hierarchy. Professional judgement remains necessary to select the least intrusive response capable of maintaining learner dignity while protecting the conditions required for wider learning (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
The observation also strengthened my understanding of the relationship between pedagogy, engagement and preventative behaviour management. Pair work, discussion, questioning and collaborative activities were not entirely separate from behaviour management because they changed the pace, mode and expectations of participation. Purposeful opportunities to talk and collaborate can potentially direct social interaction towards learning rather than requiring it to be managed solely through behavioural intervention (Wallace, 2014; Robinson, 2019). My first observation had already broadened my understanding of inclusive participation; this observation extended that learning by demonstrating how purposeful variation in teaching approaches may support participation across an extended twilight session.
Another important area of learning concerned responsive pacing and the learning environment. When observable signs of reduced concentration became more widespread, the lecturer offered a comfort break rather than continuing rigidly with the planned content. This prompted me to recognise that maintaining engagement may sometimes require adapting the conditions for learning rather than attempting to change individual learner behaviour. The observation subsequently influenced me to consider more deliberately how pacing, the physical environment and varied modes of participation could support learners within my own twilight teaching. This is consistent with multidimensional understandings of engagement that recognise the interaction between learners and their educational environment (Kahu and Nelson, 2018; Li and Xue, 2023).
Finally, the observation strengthened my developing understanding of authentic professional presence. I do not need to reproduce the lecturer’s humour, communication style or personality for the underlying principles to inform my practice. My first observation similarly demonstrated that strategies developed within established professional relationships cannot simply be transferred uncritically between practitioners and contexts. What I can transfer are the principles of knowing learners, communicating expectations calmly, maintaining dignity, interpreting behaviour contextually and selecting responses proportionately (Wallace, 2014; Robinson, 2019).
Through Driscoll’s (2007) reflective framework, my thinking has therefore progressed from observing individual behaviour-management strategies towards recognising the professional judgement that underpins their selection. Effective behaviour management cannot be reduced to a fixed repertoire of techniques; it requires consideration of learners, relationships, environmental conditions, the impact of behaviour on the wider group and the teaching context in which behaviour occurs. This developing understanding aligns with the emphasis on inclusive, learner-centred, reflective and professionally responsible practice within the Welsh Professional Standards (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education (Advance HE, 2023).




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

	Mapped to Professional Standards
The following developmental targets arise directly from my critical reflection on this observation. They are informed by the Professional Standards for Further Education Teachers, Work-Based Learning Practitioners and Adult Learning Practitioners in Wales (Welsh Government, 2023) and the Professional Standards Framework for Teaching and Supporting Learning in Higher Education 2023 (Advance HE, 2023).
1. Develop a graduated and relational approach to behaviour management
I will develop confidence in selecting proportionate responses to low-level disruption, beginning, where appropriate, with subtle strategies such as professional presence, proximity, eye contact, questioning and positive redirection. Where behaviour persists and affects learning, I will progress towards clearer verbal expectations and, where appropriate, private follow-up. My aim is to maintain learner dignity while also protecting the wider group’s opportunity to participate and learn.
Professional alignment: Welsh Government (2023) - dignity, courtesy and respect; positive and collaborative relationships; commitment to learners, learning, safety and wellbeing. PSF 2023 - A2, A4, V1 and V2.
2. Interpret behaviour contextually before responding
I will avoid making immediate assumptions about the motivation underlying observable behaviour. Where relevant, I will consider factors such as the learning environment, session timing, cognitive demand and individual learner circumstances before determining a proportionate response. Contextual understanding will not mean lowering expectations; rather, it will support professional curiosity and informed judgement instead of assumption.
Professional alignment: Welsh Government (2023) - commitment to learners, inclusion, wellbeing, professional judgement and reflective practice. PSF 2023 - K1, A4, V1 and V2.
3. Establish positive relationships alongside clear expectations
I will continue developing strategies for learning and using learners’ names, greeting learners positively and creating opportunities for respectful professional dialogue. Alongside this relational approach, I will communicate clear expectations concerning participation, interruptions and behaviour that may affect the learning of others.
Professional alignment: Welsh Government (2023) - positive and collaborative relationships, dignity, courtesy and respect, and commitment to effective learning. PSF 2023 - A2, A4 and V1.
4. Plan proactively for learner readiness during extended sessions
When planning longer or twilight sessions, I will consider the learner experience across the whole session rather than focusing predominantly on the quantity of content to be covered. I will incorporate purposeful transitions between lecturer input, questioning, discussion, collaboration, application and reflection, alongside appropriate opportunities to pause and refocus. I will also consider environmental and sensory factors that may influence participation and learner readiness.
Professional alignment: Welsh Government (2023) - effective planning, teaching and learning; inclusive practice; commitment to learner wellbeing. PSF 2023 - A1, A2, K1 and K2.
5. Develop confidence in protecting the learning of the wider group
Where an individual learner’s behaviour persists despite positive redirection, I will develop greater confidence in recognising when clearer intervention is required. My professional judgement will consider both the needs and dignity of the learner displaying the behaviour and the potential effect of that behaviour on other learners’ opportunities to participate and learn.
My aim is to contribute to an inclusive rather than merely compliant learning environment, recognising that inclusion requires consideration of every learner’s access to meaningful participation.
Professional alignment: Welsh Government (2023) - learner wellbeing, inclusion, positive relationships and effective learning. PSF 2023 - A2, A4, V1 and V2.
6. Use questioning intentionally as pedagogy and positive redirection
I will further develop my use of open, probing and appropriately directed questioning to promote cognitive participation and assess understanding. Where attention decreases, I will consider whether purposeful questioning can reconnect learners with the academic activity before moving towards more explicit corrective intervention. Questioning will remain educationally purposeful and will not be used to embarrass, expose or deliberately catch out a learner.
Professional alignment: Welsh Government (2023) - effective teaching and assessment, positive professional relationships and reflective pedagogical practice. PSF 2023 - A2, K1, K2, V1 and V2.
7. Develop an authentic professional teaching presence
I will continue observing how experienced practitioners communicate authority and expectations without unnecessary confrontation while recognising that effective professional presence does not require me to reproduce another lecturer’s personality, communication style or humour. I will develop approaches that are authentic to my emerging professional identity while enabling me to communicate expectations calmly, confidently, respectfully and consistently.
Professional alignment: Welsh Government (2023) - professional values, dignity and respect, positive relationships and critical reflection. PSF 2023 - A2, A5, V1 and V3.
8. Strengthen objective observation and critical reflection
When reflecting on learner behaviour, I will distinguish carefully between what I observed and what I inferred. For example, I can record that a learner raised her eyes during another learner’s conversation, but I cannot conclude that she was frustrated without further evidence. This distinction will support more considered professional judgement and reduce the risk of responding to assumptions about learner intention.
I will continue using Driscoll’s (2007) What? So What? Now What? framework following significant behaviour-management and learner-engagement episodes to move from description towards critical analysis and identify specific implications for subsequent practice.
Professional alignment: Welsh Government (2023) - critical reflection, evidence-informed practice and continuing professional learning. PSF 2023 - A5, K3 and V3.
Overall Professional Reflection
This observation significantly developed my understanding of behaviour management as an integral component of pedagogy, relationships, inclusion and lesson design rather than predominantly a response to disruptive behaviour. It reinforced that observable behaviours such as talking, eating, mobile-phone use or visible tiredness cannot automatically be equated with disengagement. Behaviour occurs within a wider context, and professional judgement requires consideration of learners, relationships, environmental conditions and the potential impact of behaviour on learning before determining an appropriate response (Kahu and Nelson, 2018; Wallace, 2014; Robinson, 2019).
The most significant learning I will carry forward is that positive behaviour management requires both relational sensitivity and appropriate professional boundaries. The observation demonstrated how humour, questioning, checking-in and positive redirection could provide low-level opportunities to reconnect learners with learning without unnecessary confrontation. However, where talking and interruption persisted, I also recognised the potential limitations of continuing solely with indirect strategies. Understanding possible influences on behaviour does not remove my responsibility to maintain conditions in which the wider group can participate and learn. Relational practice therefore needs to combine empathy and dignity with sufficiently clear and proportionate expectations (Curwin, Mendler and Mendler, 2008; Wallace, 2014; Robinson, 2019).
The twilight context also developed my understanding of the relationship between learner engagement and the conditions created for learning. The duration of the session, environmental conditions, observable tiredness and changing patterns of participation prompted me to recognise that maintaining engagement may sometimes require adaptation of pace, activity or environment rather than intervention directed solely towards individual behaviour. The lecturer’s decision to pause the session and the use of varied opportunities for discussion and collaboration particularly influenced my subsequent thinking about how extended sessions might be designed responsively. This aligns with multidimensional perspectives that position engagement as emerging through interaction between learners and their educational environment (Kahu and Nelson, 2018; Li and Xue, 2023).
Driscoll’s (2007) reflective model enabled me to progress from What? - observing relationships, questioning, humour, redirection, pedagogical variation and responses to persistent low-level behaviour; through So What? - critically considering why these approaches were significant within this particular Level 6 twilight HE context; towards Now What? - identifying how my own practice can develop through increasingly confident, graduated, inclusive and context-sensitive professional judgement.
My professional aim is therefore not to reproduce the experienced lecturer’s individual style, but to learn from the principles underpinning the practice observed: know the learners, establish respectful relationships, design purposeful opportunities for participation, remain responsive to the learning environment, distinguish observation from assumption, interpret behaviour contextually, intervene proportionately and establish clearer boundaries when behaviour begins to affect the learning of others. These priorities are consistent with the commitment to inclusive, reflective and learner-centred professional practice within the Welsh Professional Standards (Welsh Government, 2023) and PSF 2023 (Advance HE, 2023).
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Action Plan 
	Target 
	Specific 
Steps
	Measurable  
What  
	Achievable  
How 
	Realistic 
Why 
	Time-bound 
When  
	Professional Standard 

	 1. Develop confidence in graduated and proportionate behaviour intervention
	 Develop and practise a repertoire of low-level responses, beginning where appropriate with professional presence, proximity, positive acknowledgement, questioning and calm redirection, before progressing to clearer verbal expectations or private follow-up where behaviour persists. Clarify behaviour-management responsibilities with the supervising lecturer when teaching an established group.
	 Record behaviour-management episodes across three teaching sessions, identifying the behaviour observed, intervention selected, learner response and whether further intervention was required. Evaluate these within post-session reflections.
	 Prepare three or more neutral intervention phrases before teaching and discuss expectations and professional authority with the supervising lecturer. Practise selecting the least intrusive proportionate response appropriate to the context.
	 My own teaching reflection identified uncertainty concerning my authority as a guest lecturer, while both observations demonstrated the importance of calm, relational and proportionate intervention. Developing a graduated approach will strengthen confidence without compromising learner dignity.
	 Implement and evaluate across my next three teaching sessions, with a review following the third session.
	 Welsh Government (2023): dignity, courtesy and respect; positive relationships; commitment to learners and reflective professional practice. PSF 2023: A2, A4, A5, V1, V2.

	 2. Strengthen contextual and objective interpretation of learner behaviour
	 Distinguish between what I directly observe and what I infer. Before intervening, where appropriate consider the behaviour's context, impact on learning and possible environmental or individual influences rather than assuming intention or disengagement.
	 Include an observation interpretation, response, impact entry within post-session reflection following significant behaviour or engagement episodes. Identify at least three examples where contextual consideration informed professional judgement.
	 Use Driscoll's (2007) What? So What? Now What? framework and deliberately separate factual observation from interpretation when reflecting.
	 Both observations demonstrated that visible behaviour does not necessarily reveal motivation or engagement. My own teaching reflection similarly identified the risk of interpreting observable behaviour before sufficient evidence was available.
	 Apply during my next three teaching sessions and review patterns at the end of that period.
	 Welsh Government (2023): critical reflection, professional judgement, inclusion and evidence-informed practice. PSF 2023: K1, K3, A5, V1, V3.

	 3. Promote equitable participation and inclusive learner engagement
	 Monitor who participates during discussion and provide varied routes for contribution through verbal responses, directed questioning, thinking time, chat/digital participation, pair or group discussion and individual reflection. Create opportunities for quieter learners without unnecessarily singling them out.
	 Use a simple participation record during or immediately after three sessions to identify whether participation is distributed across the group. Record which strategies enabled wider participation and identify learners or groups who may require alternative opportunities to engage.
	 Build at least three modes of participation into lesson planning and use structured turn-taking or invitations to contribute where participation becomes dominated by a small number of learners.
	 Observation 1 demonstrated how quieter voices can become unintentionally excluded, while Part 1 and my reflections reinforced that visible verbal participation should not be treated as the sole indicator of engagement.
	 Embed within the next three planned teaching sessions and evaluate after each session.
	 Welsh Government (2023): learner-centred practice, equality, diversity, inclusion and learner participation. PSF 2023: A1, A2, A4, V1, V2.

	4. Strengthen proactive lesson design for sustained engagement
	Plan behaviour management preventatively through purposeful variation in lecturer input, questioning, discussion, collaborative/application activity and reflection. For longer or twilight sessions, consider pacing, transitions, comfort breaks, hydration and environmental or sensory factors that may influence learner readiness.
	Annotate three lesson plans to show where changes in activity, opportunities to refocus and preventative engagement strategies have been deliberately incorporated. Evaluate their observable impact in post-session reflection.
	Use existing lesson-planning processes rather than creating additional activities solely for variety. Select teaching approaches according to the learning outcomes, learner group, session duration and context.
	Observation 2 demonstrated the relationship between session duration, environment, pacing and participation. This directly influenced my subsequent consideration of hydration, energy, visual, sensory and tactile resources within twilight teaching.
	Incorporate into planning for my next extended/twilight session and review across the following three teaching sessions.
	Welsh Government (2023): effective planning, teaching and learning; inclusive practice; learner wellbeing. PSF 2023: A1, A2, K1, K2, V2.

	5. Develop an authentic and confident professional presence
	Develop professional presence through clear expectations, calm communication, appropriate positioning and movement, use of learners' names, positive acknowledgement and consistent follow-through. Learn from experienced practitioners without attempting to reproduce their individual personality or humour.
	Seek focused feedback from a supervising lecturer or mentor following at least two observed teaching sessions, specifically concerning clarity of expectations, professional presence and confidence in behaviour intervention. Compare this with my own reflective evaluation.
	Identify two or three approaches that feel authentic to my professional identity and practise them consistently. Continue professional observation where opportunities arise.
	Both observations demonstrated strong professional presence but also showed that relational strategies depend on the practitioner, learners and context. My development therefore requires an authentic approach rather than imitation.
	Obtain feedback across two observed teaching sessions during the current teaching period and identify a subsequent development priority.
	Welsh Government (2023): professional values, positive relationships, dignity and respect, critical reflection. PSF 2023: A2, A5, V1, V3.

	6. Strengthen anticipatory planning for sensitive, safeguarding and hybrid learning contexts
	Where content may be distressing, plan an appropriate sensitivity statement, clarify that personal disclosure is not required and identify relevant support/safeguarding routes. For online or hybrid delivery, identify contingency arrangements if technology restricts participation and ensure appropriate materials remain accessible.
	Include a sensitivity/safeguarding check and digital contingency check within relevant lesson plans. Following applicable sessions, evaluate whether learners had appropriate access, support and opportunities to participate.
	Incorporate these checks into existing lesson planning. Use institutional safeguarding procedures, Microsoft Teams/Moodle resources and available technical support rather than creating separate systems.
	Observation 1 highlighted both sensitive subject matter and disruption to remote participation. My own lesson also involved safeguarding and e-safety content, making anticipatory planning directly relevant to my practice.
	Apply to every relevant lesson from my next teaching session onwards, with formal review after three applicable sessions.
	Welsh Government (2023): learner safety and wellbeing, professional responsibility, inclusion and effective planning. PSF 2023: A1, A2, A4, V1, V2.

	7. Embed critical reflection and evidence-informed professional development
	Continue using structured reflection to evaluate behaviour management and learner engagement, drawing on learner response, mentor feedback, observation and relevant literature rather than relying solely on personal perception. Use reflection to identify one continuing development priority at a time.
	Complete a concise Driscoll-based reflection following three significant teaching or behaviour-management episodes and review them collectively to identify evidence of progress and one further professional-development priority.
	Integrate reflection into existing post-session evaluation and use feedback from professional observations and teaching mentors alongside relevant evidence and professional standards.
	The assignment has demonstrated that reflection is most valuable when it moves beyond description towards examining assumptions, professional judgement and implications for subsequent practice. Continued reflection will support the development of an increasingly confident and evidence-informed approach.
	Complete three reflections during the current teaching period and undertake an overall review following the third.
	Welsh Government (2023): critical reflection, evidence-informed practice and continuing professional learning. PSF 2023: A5, K3, V3.




image2.png
PRIFYSGOL CYMRU
Y Drindod Dewi Sant
UNIVERSITY OF WALES

Trinity Saint David




image3.png
YSGOL CYMRU

Y Drindod Dewi Sant

&)/ Trinity Saint David




image1.png
Prifysgol Cymru
Y Drindod Dewi Sant

University of Wales
Trinity Saint David




