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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   ☒ 
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may be asked to provide in evidence. 
 
 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 



Part one – Written Assignment  
 

Behaviour management and learner engagement are widely recognised as central concerns 

within the post-compulsory education sector, where participation is voluntary, and learners 

can display diverse academic, social and emotional needs. According to Reeve et al. (2025), 

student engagement is a multidimensional construct which consists of behaviour, cognitive 

and emotional involvement in learning, each of which can be associated with motivation, 

achievement and well-being in the post-compulsory education context. Trowler (2010) 

expands on this by suggesting that engagement reflects the time, effort and resources spent 

by both learners and institutions to enhance educational outcomes and development. Lebor 

(2017) argues that within post-16 education, behaviour cannot be simply understood as an 

individual's compliance or misconduct and suggests that a learner's behaviour is shaped by 

complex psychological, social and institutional factors that can impact on meaningful 

interactions with learning. Behaviour management could therefore be understood as a 

process that seeks to minimise disruptions while promoting participation, well-being and 

engagement as supported by Lebor's (2017) thoughts on social and institutional factors. 

Additionally, Su and Wood (2023) highlight the importance of trust, relational pedagogy and 

belonging in post-16 education. Considering these viewpoints suggests that effective practice 

is positioned as being inclusive, trust-based and engagement-centred.  

 

Behaviour management in further education has increasingly shifted away from punitive or 

compliance-based discipline towards a more relational, preventative and learner-centred 

approach. This is discussed firstly by Lebor (2017), who states that behaviour models that are 

traditionally derived from compulsory schooling often translate poorly when applied in a 

post-compulsory context, where learners are typically older, their participation is voluntary, 

and there is less emphasis on a hierarchy of authority. Wallace (2014) identifies common 

behaviour issues in post-16 education, including lateness, incomplete work and low levels of 

motivation, all of which were seen as manageable through positive teacher-learner 

relationships, yet it is also acknowledged that wider socio-economic, curricular and wider 

psychological influences may also be an underlying cause of these issues. Su and Wood (2023) 

argue further that trust, belonging and meaningful interactions are central to encouraging 



and maintaining engagement in post-16 classrooms, further reinforcing the view around the 

limitation of disciplinary responses alone. This relational shift is also reflected by Zaman 

(2024), who discusses restorative approaches within further education. A restorative 

approach emphasises repairing harm, restoring relationships and enabling learners to take 

responsibility for the impact of their behaviour, positioning behavioural conflict as an 

opportunity for reflection, reconciliation and safer learning environments. However, Broad 

(2015) explains that practical strains in post-compulsory education, including teacher 

workload, funding constraints and accountability expectations, may have an impact on an 

educator’s ability to implement consistent relational pedagogy in practice. This conflict in 

theory and practice suggests that while relational behaviour models are theoretically 

persuasive, their effectiveness remains largely dependent on institutional conditions that may 

not always be in a practitioner’s control. The Welsh Government (2025a) recognises that 

learner behaviour in further education is a sector-level priority requiring inclusive guidance, 

staff well-being support and coordinated institutional responses, strongly indicating that 

behaviour management is shaped as much by policy and system design as it is by classroom 

pedagogy. This would imply that behaviour management in further education could be 

understood to be preventative, relational and contextually mediated whilst remaining 

constrained by wider systematic conditions that may ultimately limit sustained 

implementation.  

 

Psychological and relational perspectives provide further insight into how learner 

engagement shapes behaviour within post-16 learning environments, as Hartman, Calla 

Callahan and Yu (2021) demonstrate that meaningful interaction with staff, peers and wider 

institutional support is closely associated with persistence, progression and successful 

transition. Additionally, Sharp, Hemmings and Kay (2016) and Jones and Nangah (2021) 

highlight how emotional disruption, boredom, trauma and alienation can have a direct 

influence on student disengagement and behaviour, therefore rather than functioning solely 

as observed participation, engagement could be understood to include emotional 

connections, cognitive investment and motivational regulation that shape overall learning 

outcomes and learner persistence. Stenalt, Sorenson and Lindvig (2025) conceptualise 

engagement further as a socio-culturally situated construct influenced by behavioural 

participation, emotional belonging and cognitive investment within the learning 



environment. These perspectives indicate that student disengagement and behavioural 

issues are frequently rooted in emotional and relational disruption rather than simply non-

compliance. Learner engagement and behaviour in the classroom can therefore be 

understood as closely interdependent processes shaped by wellbeing, relational security and 

cognitive motivation. This reinforces the importance of engagement-centred pedagogies 

within post-16 education.  

 

Barriers to learner engagement and positive behaviour in post-16 classrooms arise from 

complex structural, social and psychological influences rather than solely individual learner 

characteristics. Wallace (2014) identifies that disengagement in learning is frequently 

associated with socio-economic disadvantage, curriculum relevance and limited learner 

aspiration, suggesting that observable behaviours such as lateness or incomplete work often 

reflect deeper inequalities. Evidence from the Welsh Government (2024) further indicates 

that poor mental health, pandemic-related disruption and financial hardship continue to 

affect participation and progression amongst post-16 learners, particularly those 

experiencing vulnerability or disadvantage. Broglia, Millings and Barkham (2018) explain that 

increasing demand for mental health support in post-compulsory education highlighted 

growing psychological pressures that may hinder academic coping and continuation. 

Structural pressures within the sector also shape learner experiences, as Broad (2015) argues 

that funding constraints, as well as workload and organisational demands, can limit the 

capacity of practitioners and institutions to provide consistent relational and pastoral 

support. These inequalities are further highlighted in statutory frameworks when considering 

the Welsh Government (2021) Additional Learning Needs Code for Wales, which requires 

individualised support, collaborative planning and meaningful learner participation in 

education. Such expectations highlight that disengagement and behavioural issues cannot 

solely be interpreted by what is observed but must also be understood within broader 

systems of inclusion, well-being and social justice. Collectively, this evidence suggests that 

many drivers of disengagement and behaviour issues lie beyond immediate classroom 

control, positioning behaviour and participation as both a structural and psychological 

consideration in post-compulsory education.  

 



Effective approaches to improving learner behaviour and engagement in post-compulsory 

education increasingly emphasise holistic, relational and resilience-focused support rather 

than isolated behaviour interventions. Wixcey, Cropley and Shearer (2025) explain that 

academic resilience and mental well-being are significant predictors of engagement, 

attendance and attainment amongst post-16 learners in Wales, indicating that psychological 

support is integral to educational success rather than supplementary to it. Su and Wood 

(2023) similarly argue that trust, belonging and meaningful teacher-learner relationships are 

central to sustaining engagement, reinforcing relational pedagogy as a foundation for 

positive behaviour. Lebor (2017) further suggest that behaviour management in post-16 

contexts is most effective when embedded within dialogue, negotiated expectations and 

supportive processes rather than a punitive discipline approach. Inclusive environments are 

also emphasised with Welsh statutory guidance, as the Welsh Government (2022) explains 

through keeping learners safe that post-16 settings hold legal responsibilities to safeguard 

well-being, promote early identification of risk and coordinate protective support systems. 

Estyn (2025) also highlights that consistent expectations, supportive relationships and 

inclusive practice are associated with more positive learner behaviour across institutions, 

although also notes that currently implementation remains inconsistent and is dependent 

on available resources and the culture of the setting. These findings suggest that there is no 

single universal strategy that can resolve behavioural challenges in post-16 education. 

Instead, effectiveness emerges through sustained alignment between relational pedagogies, 

well-being support and systemic institutional commitment. Behaviour and engagement in 

post-16 education should therefore be viewed as holistic, context-dependent and grounded 

by inclusive practice rather than stand-alone behavioural techniques.   

 

In conclusion, behaviour management and learner engagement in post-16 education is a 

complex process that is shaped by multiple factors such as psychological, structural and 

institutional influences rather than the standalone conduct of an individual. Disengagement 

is consistently linked to emotional well-being, relational belonging and wider socio-economic 

context, indicating that behaviour challenges reflect broader inequalities that need to be 

supported where possible rather than non-compliance alone. Consequently, behaviour and 

engagement in post-16 education should be understood as shaped by both wider structural 



influences and learners’ psychological experiences, requiring relational and inclusive practice 

across both pedagogical and institutional contexts.  

Part 2 – Professional Observations and Reflection 
Following an examination of the current thinking and legislation on behaviour management 

and student engagement in post-16 education, I observed two experienced colleagues. 

Throughout this section, the colleagues observed will be referred to as Lecturer A and 

Lecturer B; this aligns with the British Education Research Association (BERA, 2024, p.22), 

which prescribes that any data collected should be anonymised to protect participant 

confidentiality. These observations will critically evaluate their approach to behaviour 

management, linking this to previously explored literature and the further education (FE) 

professional standards, as set out by the Welsh Government (2025b) 

 

My observation of Lecturer A demonstrated to me how behaviour management in post-16 

education can operate primarily as a preventative and inclusive process shaped by emotional 

safety and learner regulation. Despite being a level 4 cohort, new to higher education and 

with a high proportion of additional learning needs (ALN), engagement with learning 

remained calm and consistent. This was facilitated by Lecturer A through differentiated 

questioning, flexible seating and sensitivity to sensory regulation, reducing the need for direct 

behavioural intervention and enabled smooth transitions between activities. When 

interpreting these observations against a theoretical framework, they align well with the 

thoughts of Reeve et al. (2025), who argue that this behavioural security in the learning 

environment is closely linked to emotional security and cognitive investment. This further 

suggests that regulation and a sense of belonging act as a protection against learner 

disengagement, which could promote negative behaviours.  

 

The observation demonstrated that embedded expectations and routines act as preventative 

measures, reducing disruption before it emerges. This also strongly aligns with the views of 

Lebor (2017) that post-compulsory education is shaped by complex psychological and 

contextual influences rather than compliance alone. In this case, Lecturer A’s approach of 

knowing their learners and their needs removed any reliance on corrective discipline and 



instead stabilised behaviour through environmental design and relational consistency and 

aligns strongly with multiple Welsh Government (2025b) professional standards, including 

building positive and collaborative relationships, planning and delivering effective teaching 

and learning, and finally valuing and promoting diversity.  

 

 

My observation of Lecturer B provided me with a contrasting perspective in which behaviour 

management was shaped this time not by preventative measures but by the need to repair 

relationships within an emotionally tense cohort. An issue in a previous module had 

contributed to anxiety, disengagement and patterns of absence as a result.  

 

In addressing these issues Lecturer B maintained a calm presence that stabilised the learning 

environment and enabled continued participation. Given that the module assessment was 

group-based, learners were given agency in forming groups to prevent further tension. This 

approach aligns with the Welsh Government (2025b) professional standard of allowing 

learners to share responsibility for their learning and assessment.  Equally, through a 

theoretical lens, the approach taken to this scenario was in line with the views of Lebor (2017), 

who suggests that behaviour in post-16 education is strongly influenced by social and 

psychological factors. This observation illustrated to me how the emotional climate, rather 

than individual misconduct alone, can determine learner engagement.  

 

Central to Lecturer B’s approach was the use of restorative practice and dignity-centred 

responses to conflict, with any interpersonal tensions being addressed on a one-to-one basis 

and supportive follow-ups. Taking this approach respected the learner's dignity whilst also 

encouraging responsibility and reconciliation. This aligns strongly with the Welsh Government 

(2025b) professional standard around demonstrating dignity, courtesy and respect towards 

others. Within post-16 contexts, Zaman (2024) emphasises that restorative practice should 

repair harm, rebuild relationships and enable reflection rather than a punitive sanction. 

Additionally, Su and Wood (2023) also advocate this approach that repairing relationships 

reflects the importance of trust and belonging for sustaining engagement in post-16 

education.  

 



Taken together, the observations demonstrated that behaviour management operates across 

a spectrum from prevention to restorative repair. Whilst Lecturer A’s practice demonstrated 

to me that having an inclusive environment can prevent disruption and behavioural issues 

before they arise, Lecturer B’s approach highlighted the ethical and restorative approaches 

that can be deployed where conflict or behavioural issues have already impacted on learner 

participation. This comparison suggests that effective practice is neither preventative nor 

reactive but instead is dependent on a practitioner's capacity and ability to adapt to a range 

of scenarios.  

 

Delivering my first session to the level 4 cohort provided me with an opportunity to apply my 

learning gained through observing more experienced colleagues, whilst also managing the 

pressure of a formal observation. To frame my reflection, I have utilised Gibbs’ Reflective 

Cycle, which McLeod (2025) describes as a six-stage model that is designed to guide reflection 

on experiences.  

 

The session explored stages and types of play before transitioning to a practical Lego Therapy 

session, with the second half of the session being observed as part of my PCET professional 

development. Following the observation of Lecturer A, I made a conscious decision to adopt 

an inclusive and engagement-driven approach as I felt this aligns most closely to my own 

developing behaviour management philosophy, where I prioritise participation, targeted 

questioning and a warm, friendly approach alongside professional boundaries that are clear 

to my learners. My approach reflects the assertion of Reeve et al. (2025) that engagement is 

driven by emotional security and cognitive investment, whilst also aligning with the Welsh 

Government (2025b) professional standards, namely around demonstrating a commitment 

to learners, their learning, safety and well-being, and building positive and collaborative 

relationships.  

 

The practical element of my session was characterised by high levels of engagement 

throughout, and there was an absence of any behavioural disruption; this again affirms for 

me as a practitioner that relational-based strategies can be effective in post-16 contexts. 

There was a minor moment in the session where a learner was unsure of what they were 

required to do during the task, again there was no behaviour issues associated with this 



uncertainty however it did emphasise the need for clear instructions to learners as a teacher 

so that I do not harm their engagement, aligning with the thoughts of Lebor (2017) that 

engagement often stems through open dialogue and reassurance rather than authority. 

Additionally, my learners returned from their coffee break earlier than I had requested, as I 

had explained that somebody was coming in to observe me. This demonstrated to me the 

importance of how respectful communication and sharing responsibility can positively 

influence learners’ behaviour and attitudes. This was something I ensured I thanked them for 

on completion of the lesson. This aligned with the relational perspectives around trust and 

co-operation as outlined by Su and Wood (2023), as well as the Welsh Government (2025b) 

professional standards of building positive and collaborative relationships.  

 

As I reflect more broadly, this session crystallised a significant professional shift that has 

developed across my last five years as a teacher. Earlier in my career, my behaviour 

management style was more authoritative and a disciplinarian in nature. However, as my 

practice has evolved, I have moved more towards a relational approach to behaviour 

management built on mutual respect as foundations for behaviour expectations and 

engagement. This shift in perspective was validated for me at the end of the observation, 

where it was noted that I had built a strong relationship with my learners, and it was a shock 

to the observer that I had only met the cohort a few days prior, and it was the first time I had 

taught them. This reinforced my confidence that my relational approach to classroom 

management was the correct one for my style of teaching and was effective even when faced 

with the additional pressure of an observation. As I move forward, this experience has 

strengthened my commitment to taking a preventative approach to behaviour management 

and having an environment that is built upon being a safe space that is inclusive and a culture 

of mutual respect.  
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Action Plan 

Target Specific  Measurable  Achievable  Realistic  Time-

Bound 

Professional 

Standard 

Develop 

preventative, 

relationship-

centred 

behaviour 

management 

techniques 

 

Intentionally 

build positive 

relationships 

with learners 

through 

consistent 

routines, 

clear 

expectations 

and 

respectful 

communicati

on 

Reduction in 

low-level 

disruption and 

increased 

learner 

participation, 

evidenced 

through 

lesson 

reflections 

Can be 

embedded 

within 

existing 

teaching 

practice 

through 

planned 

routines and 

relational 

approaches 

Appropriate 

for post-16 

settings where 

engagement 

and 

relationships 

underpin 

behaviour 

To be 

reviewed 

end of 

April 

2026 

Demonstrate 

dignity, courtesy 

and respect 

towards others. 

Design a 

learning 

environment 

that 

responds to 

sensory and 

emotional 

regulation 

needs if 

appropriate.  

 

Adapt 

seating, 

pacing and 

learning 

environment 

to support 

learners who 

require 

sensory or 

emotional 

regulation 

Learner 

engagement 

levels and 

reduced 

anxiety 

behaviours 

were noted 

through 

reflections 

and learner 

feedback  

Adjustments 

can be made 

without 

additional 

resources by 

varying the 

environment 

and delivery 

style 

Particularly 

relevant 

within FE 

cohorts with 

diverse ALN 

profiles 

To be 

trialled 

and 

reviewed 

over the 

next 6-8 

weeks 

Demonstrate 

commitment to 

learners, their 

learning, safety 

and well-being 



Embed 

adaptive 

teaching 

methods to 

support 

inclusive 

participation 

to keep all 

learners 

engaged 

 

Use 

differentiated 

questioning 

and varied 

activities to 

ensure all 

learners 

participate 

and remain 

engaged 

Increased 

learner 

responses 

during 

sessions and 

improved 

engagement 

noted in 

lesson 

reflections 

Can be 

incorporated 

into lesson 

planning 

and delivery 

immediately 

Aligns with 

inclusive 

pedagogy 

expected in 

post-16 

education  

To be 

embedde

d across 

all taught 

sessions 

during 

the next 

module 

Value and 

promote 

diversity, 

equality of 

opportunity and 

inclusion 

Develop my 

skills in 

restorative 

practice 

when 

dealing with 

behaviour 

issues 

Use 

restorative 

conversations 

to address 

behavioural 

concerns, 

focusing on 

dialogue, 

accountability 

and repair 

Behaviour 

incidents 

resolved 

without 

escalation 

through 

reflective logs 

Supported 

through 

observation, 

learning and 

existing 

relational 

skills  

Appropriate 

for FE contexts 

where dignity 

and 

relationships 

are central  

To be 

applied 

consisten

tly when 

issues 

arise. To 

be 

reviewed 

end of 

May 

2026 

Demonstrate 

dignity, courtesy 

and respect 

towards others. 

Embed check 

in either 

formally or 

informally to 

support 

learner well-

being and 

engagement. 

 

Incorporate 

brief check-

ins at the 

start of 

sessions to 

support well-

being and 

engagement  

Improved 

learner 

attendance, 

participation 

and openness 

during 

sessions 

Requires 

minimal 

time and 

can be 

embedded 

naturally 

into 

teaching 

sessions  

Fits within FE 

pastoral and 

safeguarding 

responsibilities  

To be 

trialled 

weekly 

from the 

next 

teaching 

block 

and 

reviewed 

at the 

end of 

May 

2026  

Demonstrate 

commitment to 

learners, their 

learning, safety 

and well-being. 
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