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MODULE CODE: ECPT6005 or ECPT5003 – delete as appropriate

ASSESSMENT COMPONENT: 1 – Reflective Assignment

STUDENT NAME: Sophie Bailey
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Use of Generative AI in Assessment 



	RESEARCH 
	For this assessment, you can use Generative AI to support you in research, including searching for bibliography, using tools to summarise, compare and interrogate materials. 
	Yes  ☒
 
No   ☐

	STRUCTURE 
	For this assessment, you can use Generative AI to support you in structuring your submission, including creating a draft argument structure, identifying parts and headings, etc. 
	Yes  ☒
 
No   ☐

	PROOFREADING 
	For this assessment, you can use Generative AI to check your own text/creation for grammatical and syntactical mistakes, including rephrasing of your own work within specific standards. 
	Yes  ☒
 
No   ☐

	WRITING 
	For this assessment, you can use Generative AI to create text for submission. 
	Yes  ☐
 
No   ☒

	CREATIVE 
	For this assessment, you can use Generative AI to create creative materials, such as images. 
	Yes  ☐
 
No   ☒

	PROGRAMING 
	For this assessment, you can use Generative AI to create and check code. 
	Yes  ☐
 
No   ☐

	NONE 
	For this assessment, you are not allowed to use any type of Generative AI support. This includes research support, structure support, writing/proofreading support and creative support. 
	Yes  ☐
 
No   ☒


 








AI Acknowledgement  
I confirm that I have not used any AI tools in the research and creation of this assignment. 
I confirm that I have not presented any AI generated materials as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used, which I may be asked to provide in evidence.























Part One Assignment. (1282 words)
This assignment examines current theoretical approaches to behaviour management and learner engagement, including behaviourist, relational and motivational perspectives, and evaluates their effectiveness for post compulsory learners. It considers alignment with Welsh legislative and professional frameworks and analyses challenges associated with implementation in further education contexts. It argues that behaviour management in post sixteen education requires integration of structured expectations, relational practice and autonomy support within statutory and professional parameters.
Behaviour management in post compulsory education extends beyond the control of disruption and must be understood in relation to learner engagement, institutional responsibility and statutory obligation. Contemporary academic literature positions behaviour as influenced by classroom structure, learner motivation and social context rather than by rule violation. In Wales, practice is framed by the Professional Standards for Further Education and Work Based Learning (Welsh Government, 2023a), equality and safeguarding legislation, and the tertiary governance structure established through Medr (2024). Behaviour management therefore operates as both a pedagogical and regulatory responsibility.
Behaviour management in post compulsory education must be considered through the interaction of academic theory, legislative frameworks and professional responsibility rather than as a discrete system of discipline. Contemporary thinking positions behaviour not as isolated misconduct but as connected to motivation, belonging and environmental design. In Wales, practice is framed by the Professional Standards for Further Education and Work Based Learning (Welsh Government, 2023a), the Trauma Informed Wales Framework (Welsh Government, 2023b), equality legislation and quality oversight by Estyn (2024) and Medr (2024). The establishment of Medr (2024) places retention, progression and learner wellbeing at the centre of reform, meaning behaviour management and learner engagement are directly linked to institutional sustainability and funding accountability. Across contemporary literature, behaviourist, relational and motivational theories converge on one consistent conclusion: behaviour in post compulsory education is shaped as much by learning design and institutional culture as by individual conduct.
Behaviourist theory, developed by Skinner (1953), proposes that behaviour is shaped through reinforcement and consequence. Operant conditioning underpins many institutional reward and sanction systems. Within post compulsory settings, explicit expectations and consistent responses contribute to predictable learning environments. This aligns with the Welsh Professional Standards (Welsh Government, 2023a), which requires practitioners to establish safe and effective environments. Positive Behaviour Support, developed by Carr et al. (2002), extends behaviourism through functional assessment of experiences, behaviour and consequences. Rather than responding only to disruption, it seeks to modify environmental triggers. The Education Endowment Foundation (2024) reports that structured routines and clearly taught expectations reduce low level disruption in further education contexts.
However, while behaviourist informed strategies provide clarity, their effectiveness with post compulsory learners is conditional rather than universal. According to the OECD (2023), learner persistence in post secondary education is associated with autonomy and perceived relevance than with external reward systems. Post compulsory learners often balance employment and personal responsibilities, meaning disengagement may reflect competing priorities rather than deliberate non compliance. Reinforcement based systems may secure short term compliance but do not necessarily secure sustained engagement. This presents a practical limitation where behaviour management is implemented without consideration of adult learner identity.
Relational approaches provide an alternative emphasis. Curwin and Mendler (2018) argue that behaviour must be addressed without humiliation and that preservation of dignity supports responsibility. In post sixteen contexts, where learners are often young adults or adults, this approach reflects the Professional standards for Wales (Welsh Government, 2023a), which requires respect and inclusion. Restorative practice, grounded in the work of Zehr (1990) and developed for education by Hopkins (2011), prioritises dialogue and accountability. Youth Justice Board Cymru (2023) reports increased responsibility where restorative approaches are consistently embedded. Estyn (2024) similarly identifies reductions in repeated incidents in providers adopting restorative frameworks.

From a legislative perspective, relational practice aligns with the Equality Act 2010 (UK Government, 2010) and the Trauma Informed Wales Framework (Welsh Government, 2023b), both of which require practitioners to consider lived experience and protected characteristics. Public Health Wales (2023) reports that belonging influences participation and continuation in Welsh education settings. In a Medr (Welsh Government, 2024) governed system where retention is a key performance indicator, relational approaches therefore serve not only ethical purposes but strategic ones.
However, relational approaches also present limitations. Without explicit expectations and consistent reinforcement, restorative dialogue may be perceived as inconsistency. The Professional Skills domain (Welsh Government, 2023a) requires equitable application of behavioural expectations. Autonomy and empathy must therefore operate within clear procedural boundaries.
Motivational theories further develop current thinking. Glasser (1998) proposes that behaviour is internally motivated and shaped by attempts to meet psychological needs. This aligns with Self Determination Theory developed by Deci and Ryan (1985), which identifies autonomy and relatedness as central to intrinsic motivation. In post compulsory education, where attendance and progression depend upon learner choice, autonomy supportive teaching may increase sustained engagement.
However, autonomy based approaches assume capacity for self regulation. Learners experiencing financial pressure or emotional stress may require structured support to maintain focus. Jones (2007) argues that clarity of routine and teacher presence prevent behavioural drift. The Education Endowment Foundation (2024) supports the role of structured environments in reducing disruption. The most effective behaviour management strategies in post compulsory education therefore combine structured clarity with autonomy support rather than positioning them as competing paradigms.

The relationship between behavioural regulation and institutional retention can also be understood through the multidimensional nature of engagement. Bergdahl et al. (2024) emphasise that engagement encompasses behavioural, cognitive and emotional dimensions, each contributing differently to learner outcomes. Behavioural compliance alone does not equate to sustained participation if emotional or cognitive engagement is absent. This distinction is significant in post compulsory contexts where attendance may be maintained in the short term without deeper commitment to learning. Kok (2025) further identifies engagement as a mediating mechanism between institutional support and learner satisfaction, indicating that classroom level practice contributes to broader organisational outcomes. Behaviour management strategies that foster participation, belonging and autonomy may therefore influence continuation rates indirectly through their effect on engagement.
Within the Medr accountability framework (Welsh Government, 2024), retention and progression function as measurable indicators of institutional quality. Behaviour management cannot therefore be conceptualised solely as reactive discipline but must be understood as preventative engagement strategy aligned with sector performance expectations. However, the demand for measurable outcomes introduces risk: pressure to demonstrate retention may incentivise surface compliance rather than substantive engagement. Practitioners must therefore exercise professional judgement to ensure that behaviour strategies support authentic participation rather than statistical performance. Alignment with the Professional Standards (Welsh Government, 2023a) requires that institutional accountability does not override ethical and inclusive practice.
Current thinking therefore positions behaviour management and learner engagement as interdependent processes shaped by environment, motivation and institutional accountability. Structure provides predictability; relational approaches support belonging; motivational frameworks enhance agency; legislative frameworks ensure equity. Recent meta-analyses (2025) suggests that behavioural engagement is a significant predictor of achievement outcomes, highlighting the relationship between engagement and learner success (Educational Psychology Review, 2025). The potential effectiveness of these strategies for post compulsory learners depends upon integration and contextual sensitivity. Evidence also indicates that engagement mediates the impact of teacher and institutional support on learner satisfaction, suggesting a mechanism by which behaviour and engagement strategies influence retention (British Educational Research Journal, 2025). Compliance without engagement is unlikely to sustain retention, while autonomy without structure risks inconsistency.
In conclusion, contemporary academic and legislative perspectives position behaviour management in post compulsory education as structured, relational and legally informed practice. The Welsh Professional Standards (Welsh Government, 2023a) provide a framework requiring integration of professional values, knowledge and skills. Within the Medr (2024) landscape, where learner progression and retention are monitored systemically, behaviour management is not secondary to institutional success but integral to it. Its effectiveness for post sixteen learners depends upon balanced application, reflective judgement and alignment with statutory responsibility.








Part Two: Reflective accounts. (1234)
Critical reflection requires analysis of practice rather than description of events. Schon (1983) distinguishes between reflection in action and reflection on action, both of which are necessary when evaluating behaviour management and learner engagement. This account critically reflects on two observed teaching sessions and one episode of my own teaching practice, focusing how learner engagement was managed and how behaviour was addressed within post compulsory education. In accordance with professional protocol, colleagues remain anonymised and commentary focuses on pedagogical strategies rather than personal judgement. The analysis is situated within the Professional Standards for Further Education and Work Based Learning (Welsh Government, 2023a).
The first observed session involved a level four group. The tutor established expectations at the outset by clarifying learning objectives and behavioural parameters before beginning a structured starter task. The assignment brief was read in full before being broken down into sections, with command words such as analyse and apply explicitly explained. Learners completed a short highlighting task to identify key terms before discussing their interpretation in pairs.
Transitions between activities were clearly signposted and time boundaries were explicit. This preventative approach reflects procedural clarity described by Jones (2007), where structured routines reduce behavioural drift. The tutor circulated consistently, using proximity to redirect off task behaviour before escalation occurred. Correction was delivered privately rather than publicly, consistent with Curwin and Mendler’s (2018) emphasis on preserving learner dignity.
Behavioural engagement in this session was stable and task focused. However, learner autonomy was limited. Activities were primarily tutor directed and opportunities for choice were constrained. Deci and Ryan (1985) argue that intrinsic motivation is strengthened through autonomy and relatedness. While behavioural compliance was maintained, the scope for cognitive engagement through self direction was restricted. In addition to structured expectations, the tutor embedded engagement checkpoints throughout the session. After each task segment, learners were asked to summarise key points before progressing. This maintained attention and reduced cognitive drift. When one group completed work early and began unrelated discussion, the tutor assigned an extension task rather than issuing a reprimand. This reduced idle time, which can contribute to off task behaviour.
The pace of the lesson was steady, with minimal downtime between activities. This prevented behavioural gaps where learners might disengage. However, questioning was largely recall based, limiting opportunities for learners to shape discussion. While order was maintained, learner ownership appeared constrained by the structured format.
This observation illustrates the tension between structured clarity and autonomy within post compulsory contexts. The session aligned strongly with the Professional Skills domain (Welsh Government, 2023a) through consistency and predictability, yet it demonstrated that structure alone does not necessarily maximise deeper engagement.
The second observation involved a Level five lecture delivered in a discussion based way. The tutor adopted a facilitative stance, positioning learners as contributors. Learners were asked to interpret sections of the marking criteria aloud and challenge each other’s understanding of what constituted analysis at Level 5. Expectations were less formally articulated at the outset, but learners initially engaged in sustained dialogue. When attention drifted and side conversations emerged, the lecturer used restorative questioning rather than directive correction. Learners were prompted to consider how their contributions aligned with learning objectives. This approach reflects restorative principles described by Hopkins (2011) and aligns with Glasser’s (1998) emphasis on responsibility and internal motivation.
Cognitive and emotional engagement appeared stronger in this session than in the first observation. Autonomy was promoted, yet consistency was less visible. The  Welsh Professional Skills (Welsh Government, 2023a) requires maintenance of effective learning environments. This session illustrates that autonomy without structured reinforcement may reduce predictability, particularly within cohorts where motivation levels vary. Engagement was sustained when facilitation was active but weakened when behavioural boundaries were implied rather than stated.
The tutor used open questioning to extend analytical thinking and encouraged learners to challenge each other’s interpretations. When discussion drifted from the learning objective, the tutor reframed the focus rather than interrupting abruptly. This maintained relational tone while restoring direction.
However, time management became less precise during extended dialogue. One activity overran, reducing time available for consolidation. The absence of explicit time prompts may have contributed to this drift. While autonomy supported engagement, it required active facilitation to prevent loss of alignment with intended outcomes.
Reflection on my own teaching revealed limitations in my initial response to managing behaviour during collaborative tasks. In a Level 4 session, a group discussion activity resulted in escalating volume and fragmented focus. Although task instructions were provided, behavioural expectations for interaction were not explicitly modelled. My response was immediate and directive; I raised my voice to regain attention. While this restored short term silence, it did not restore engagement. Participation reduced and learners became compliant rather than actively involved.
Critically, this response prioritised authority over analysis of the underlying cause. Schon’s (1983) concept of reflection in action suggests that practitioners must interpret situations as they unfold rather than respond solely to observable behaviour. My reaction addressed noise but not its source. Wong (2009) argues that behavioural disruption frequently stems from insufficient procedural framing rather than deliberate resistance. In this instance, I had assumed that learners would transfer previously established expectations regarding group work without explicit reinforcement. This assumption underestimated the need for consistent modelling of behavioural boundaries in post compulsory contexts.
The escalation also reflected a reliance on behaviourist control without sufficient integration of relational practice. Raising my voice achieved compliance but altered the relational climate. Curwin and Mendler (2018) caution that public correction may preserve order at the expense of dignity. In retrospect, a quieter redirection combined with proximity and clarification of expectations may have maintained authority while sustaining engagement.
Subsequent sessions involved deliberate adaptation. Before initiating collaborative work, I clarified behavioural expectations, defined acceptable noise levels and structured time intervals. I circulated consistently to monitor engagement and provide low level redirection before escalation occurred. This reflects Jones’s (2007) emphasis on preventative presence rather than reactive correction. I also incorporated short reflective prompts during tasks to sustain cognitive engagement, recognising that behavioural drift may signal reduced task clarity rather than intentional disruption. Engagement improved and escalation reduced. This demonstrates reflection in action and aligns with the Professional Standards for Post Compulsory Education in Wales (Welsh Government, 2023a), which requires evaluation and adaptation of practice.
Across both observations and my own teaching, a consistent pattern emerges. Structured clarity reduces ambiguity and supports equitable practice. Relational correction preserves dignity and aligns with inclusive values. Autonomy enhances cognitive engagement but requires defined boundaries to maintain consistency. Engagement is multidimensional, incorporating behavioural, emotional and cognitive elements (Bergdahl et al., 2024). Behaviour management strategies that address only compliance risk overlooking deeper engagement processes.
Best practice within post compulsory contexts therefore appears to involve anticipatory lesson design rather than reactive discipline. Explicit modelling of behavioural expectations, structured transitions and consistent circulation function as preventative strategies. Restorative questioning and autonomy supportive facilitation promote responsibility and internal regulation. These approaches align with the Professional Standards (Welsh Government, 2023a), particularly the integration of Professional Values and Professional Skills.
The implications for my future practice moving forward are clear. Behaviour management must be embedded within lesson planning rather than applied as corrective response. Structured modelling of expectations, preventative circulation and autonomy supportive questioning will be incorporated deliberately into future sessions. Reflection will continue through systematic evaluation of engagement patterns and adjustment of strategies accordingly. Behaviour management and learner engagement are therefore independent processes shaped by design, communication and reflective professional judgement.
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Appendices 1 Two copies of the teacher observation form for the two observations undertaken in support of part two. 
[bookmark: _Toc48127143]Teacher Observation Form 
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	Teacher

	Lecturer A

	Date
	 9th February 2026.

	Group
	Level 5

	Topic/Context
	The Enquiring Mind/assignment briefing 


	Notes on the lesson:

	Assignment briefing: Session opened with clear outlines of purpose and learning objectives 
Explicit signposting of structure which helped with nerves 
Clear sequencing aligns with research (EEF 2024)
Examples were provided to distinguish between descriptive and critical analysis clarifying the expectations of the assignment. 
Minor side conversations where managed with pause rather than direct attention maintaining focus without escalation. 
Nonverbal redirection and body presence around the room maintained a calm environment and reflected relational classroom management principles Curwin.






	Lecturer A unpacked assignment question line by line and slowly so students had the opportunity to take it in.
Modelling of interpretation supported academic development. 
Slides used a framework rather than script. 
Verbal explanation of key terms. Rather than reading from the slide talking to the students which helped them maintain attention and reduced passive listening.  
Regular pauses were used to check understanding. 
Students were asked to interpret assessment criteria in their own words, promoting cognitive engagement and active processing of expectations (Berg 2024)
Paragraph structure and integration of theory where verbally modelled to demonstrate how evidence and analysis should be combined in written work. 


	What I have learned:

	







	From this observation, I have learnt that structured signposting at the outset of the session plays a significant role in maintaining engagement particularly when delivering assignment guidance. Unpacking the assignment question line by line reduced doubt and helped the students to interpret expectations beyond just surface reading. Modelling how to analyse marking criteria and structure paragraphs made academic expectations explicit rather than assumed.  I also observed that minor disruption can be managed effectively though pause and proximity rather than direct reprimand, maintain authority without escalating tension. Embedding opportunities for questions throughout the session appeared to support learner autonomy and reduce uncertainty. Overall, the session demonstrated that engagement during assessment briefings requires deliberate design and structure delivery. Active listening and interactive questioning are far more effective than purely directive explanation in sustaining attention and understanding. 

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

	Following the observation, I aim to increase structured student interaction during the assignment briefing sessions to reduce passive listening and to promote cognitive engagement. This will involve incorporating short interpretative discussions explaining criteria. 

Strengthen modelling of critical academic writing.

Refine management of attention during extended explanation. 
	
Professional skills plan and deliver effective teaching and learning.
Promote learner centred practice and inclusive participation. 







Apply subject and pedagogical knowledge appropriately.
 Support learners to achieve high standards. 

Establish and maintain effective learning environments and reflect on and improve practice. 



















Teacher Observation Form 
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	Teacher

	Lecturer B 

	Date
	10th February 2026

	Group
	Level 4

	Topic/Context
	Development across the life span. (Assignment brief). 

	Notes on the lesson:

	Session opened with recap of previous content on social development to contextualise the assignment.
Assignment brief read through in full before being broken down into sections.
Key command words (analyse, describe, apply) explained in detail.

Whole-class discussion initially dominated by confident students. 




	Lecturer provided suggested essay structure to scaffold Level 4 students. 
structured questioning used to check understanding of marking criteria.
Short individual task: learners highlighted key words in the brief.
Calm tone maintained throughout.
Session ended with recap of submission requirements and support options.
Engagement increased during highlighting and paired discussion.
Structured delivery and maintenance of effective learning environment. (Professional standards) 
Clear explanation of Level 4 academic expectations (Professional standards)
Support for inclusive participation through scaffolding.
Adaptation of explanation to learner confidence level. (Professional standards)


	What I have learned:

	
From this lecture, I learned that Level 4 learners benefit from clear scaffolding when interpreting assignment briefs. Breaking down command words and modelling paragraph structure reduced confusion and increased confidence. Engagement improved when learners highlighted key terms and discussed them in pairs rather than listening passively. The session reinforced the importance of structured interaction and clear expectations in maintaining focus during assessment briefings.








	

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

	Embed short paired or small-group tasks when unpacking assignment briefs to ensure learners actively process assessment language rather than listening passively.
Linked to Professional Skills: Plan and deliver effective teaching and learning.

Use structured questioning to ensure quieter learners contribute during whole-class clarification.
Linked to Professional Values: Promote inclusive and equitable practice.

	Provide clearer written exemplars to demonstrate the difference between descriptive and analytical responses at Level 4.
Linked to Professional Knowledge: Apply subject and pedagogical knowledge effectively.

Model expectations for discussion and participation more explicitly before collaborative tasks to reduce minor disengagement.
Linked to Professional Skills: Establish and maintain effective learning environments.

























Appendices 2 Lesson plan for own teaching session being reflected upon in part two.
[bookmark: _Toc48127146]Lesson Plan Template
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Lesson Plan

	Topic: Development Across the Lifespan: Peer influence and social identity in adolescence
	Class: level 4


	Date: 10th Feb 2026

	Length of lesson: 2 hours
	Number of students: 16

	Resources required: PowerPoint presentation 





	Aim of Lesson
To develop learners’ understanding of how peer relationships influence social and identity development during adolescence.
To introduce and contextualise key theoretical perspectives, including Social Identity Theory and attachment influences, within adolescent development.
To encourage analytical discussion of positive and negative impacts of peer influence.
To strengthen learners’ ability to link developmental theory to real-life social contexts.





	Learning Outcomes – The Learners Should Be Able To:

Summarise key changes in social development during adolescence.
Explain the relationship between peer groups and identity formation.
Apply and analyse relevant developmental theory in relation to adolescent behaviour.






	Previous student knowledge required for the session:	

Students have prior knowledge of early developmental theory and basic attachment concepts. They are developing confidence in applying theory to examples and require continued scaffolding in analytical discussion and academic terminology.




	Anticipated difficulties (if applicable):
Possible technology issues with video playback or sound. Ensure clips are downloaded in advance and audio is tested before the session. Have brief written summaries available if needed.
Engagement may reduce during longer lecture segments. Plan structured pauses for questioning and short paired discussion to maintain focus.
Some learners may dominate discussion while quieter learners remain passive. Use directed questioning and circulate myself to encourage broader participation.
Minor behavioural drift may occur during group discussion. Restate expectations before tasks and display clear time limits to support focus.
Learners may struggle with theoretical terminology. Provide a short theory summary handout and clarify key terms during delivery.




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

Structured session planning with clear learning outcomes and timed activities demonstrates effective teaching and learning.
Varied delivery methods, including lecture input, paired discussion and group analysis, support purposeful engagement.
Explicit modelling of behavioural expectations before discussion tasks supports the maintenance of an effective learning environment.
Clear time boundaries and preventative circulation help sustain focus and minimise disruption.
Accurate application of developmental theory reflects appropriate subject and pedagogical knowledge for Level 4 learners.
Scaffolding of key terminology supports academic understanding and progression.
Targeted questioning and paired discussion promote inclusive and equitable participation.
Adaptation of behaviour management strategies following reflective evaluation demonstrates ongoing professional learning.








Lesson Detail:

	
Stage 
	
Focus
	
Strategy 
	
Time 


	Introduction


















Development 























































Plenary/conclusion




	Register. (Send to placement tutor)
Outline session topic: Peer influence and identity in adolescence.
Set expectations for discussion and engagement. 











Understanding adolescence as a developmental stage.






Applying theory to peer influence.









Social Identity Theory.







Break 



Attachment and peer relationships. 





Group analysis of peer influence.








Whole-class analytical and critical discussion.





Consolidation of learning.
	Register taken and confirmed.
Explain session structure: lecture input, two short video clips, structured discussions.
Display learning outcomes on slide.
Model discussion expectations clearly: focused conversation linked to task, appropriate noise level, respect when others speak.
Explain that time limits will be visible and discussion will be paused if it drifts.
Short recap question to activate prior knowledge:
“What changes socially when young people enter adolescence?”





Definition of adolescence
Shift from family to peer influence
Identity formation
Pause for clarification questions.
short whole-class question at 20 minutes to maintain engagement.



Play 5-minute video clip illustrating peer pressure.
Paired discussion (5 minutes):
Identify one example of peer influence and link to identity formation.
Whole-class feedback with directed questioning.
Circulate during discussion to maintain focus.


In groups and out groups, social comparison
Self-concept Directed questioning to extend responses. Remember to ask questions to ensure it’s not passive listening and they are engaged. 



10-minute break return at agreed time. 



Lecture input linking early attachment to later peer confidence.
Clarify key terminology.
Short check-in question to maintain engagement.


Play second short video clip.
Groups of three (Depending on attendance discuss:
Is the peer influence constructive or harmful? Link to theory.
Re-state discussion expectations.
Display visible 10-minute timer.
Circulate consistently.


Each group shares one analytical point.
Use probing questions.
Structured turn-taking to avoid dominance.




On the forum on Moodle: Individual written reflection linking peer influence to theory.
Verbal recap of key concepts.
Outline next session asynchronous content. 
	0-10 minutes.












10–25 minutes





25-35 minutes






25-55 minutes 



55- 65 minutes. 


65-80 minutes




80-95 minutes





	Assessment Strategies: when and how are they included within the lesson?

· Assessment was formative and embedded throughout the session to monitor understanding and engagement.
· During the introduction, prior knowledge was assessed through whole-class questioning about social changes in adolescence. This allowed misconceptions to be identified early.
· During lecture stages directed questioning was used to check comprehension of key concepts such as identity formation and Social Identity Theory. Student responses informed us of pacing and clarification. 
· Following Video 1, paired discussion functioned as formative assessment. Learners were required to apply theory to a scenario, allowing observation of their ability to link concepts to practice.
· After the break, during the attachment input, short recall and application questions assessed understanding of key terminology.
· During the small group  tasks analysis assessment occurred through circulation and observation. Students were required to justify whether peer influence was constructive or harmful using theory. Verbal feedback was provided in real time.
· During whole-class feedback analytical questioning assessed depth of understanding and ability to extend responses beyond description.
· The final plenary activity required learners to write one positive and one negative impact of peer influence linked to theory. This provided evidence of individual understanding and consolidated learning outcomes.
· 







	Informal reflection (to be completed after the session)

Engagement was more consistent than in previous group sessions. Setting expectations clearly at the start helped reduce drift during discussion. When noise increased, I used to pause and proximity instead of raising my voice. This felt more controlled and aligned with my earlier reflection. Breaking the lecture into shorter sections helped maintain focus. Attention dipped slightly during longer theory explanations but improved once questioning and discussion were introduced. Paired discussion encouraged wider participation, particularly from quieter learners. I was more aware of checking whether discussion was task-focused before intervening, rather than reacting to volume alone. Overall, the session confirmed that clear expectations and structured transitions reduce the need for reactive behaviour management. The approach felt more deliberate and consistent with my professional development.






































Appendices 3: Smart Action Plan. 

	Action
	Specific
	Measurable
	Achievable
	Relevant
	Time-Bound
	Linked to professional Standards 

	Embed explicit behavioural modelling before collaborative tasks
	State discussion expectations and time limits before paired or group work. 
	Record in weekly reflection whether expectations were stated and whether escalation occurred 
	Included into lesson introductions and transitions such as after breaks.
	Address previous reactive response to rising noise levels 
	Implement across all sessions for the next six weeks and review at the end of the teaching block.
	Establishing and maintaining effective learning environment and reflect upon and improving practice. 

	Increased structured interaction during lecture input
	Limit sections into 15-20 minutes and embed structured questioning checkpoints. 
	Lesson plans show embedded discussion points and can help monitor participation levels
	Adjust slide pacing and include timed prompts 
	Respond to observed engagement dip during extended explanantions. 
	Start straight away and review at the end of the teaching block. 
	Plan and deliver effective teaching and learning and promote student-centred practice. 

	Balance autonomy and Procedural clarity 
	Provide visible time boundaries and informal roles during group works (One person feedback). 
	Reduced behavioural correction during collaborative tasks
	Use visible timers PowerPoints and structured task questions which can also be displayed in the PowerPoint 
	Integrates learning from level 4 structured session and level 5 facilitated session. 
	Trial across next teaching block 
	Apply pedagogical understanding and maintain purposeful learning environments 

	Strengthen inclusion of quieter learners
	Use directed questioning and paired discussion before whole class responses
	Increased contribution from typically quieter students.
	Plan targeted questions in advance.
	Responds to uneven participation observed.
	Embed in all sessions for remainder of placement
	To promote inclusive and equitable participation and engage learners effectively. 
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