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Introduction
Approximate time to complete: 2 minutes 
In this module you’ll build on the knowledge and understanding you developed during your initial teacher training (ITT) relating to ‘Planning and delivery’. You’ll be prompted to reflect on your current practice and to draw on what you already know and have experienced during your ITT as you progress through your personalised pathway and consider its application to your own context. 
Once you have completed reading this self-study, you should take some time to reflect on the contents and your current practice. [Schools may wish to add details of reflection activities that ECTs could undertake as part of this process.].
You’ll use the outcomes from your personal reflection along with your targets from your ITT and discussion with your mentor, to select 3 elective self-studies relating to different aspects of ‘Planning and delivery’. 
Here’s a reminder of how each of the self-studies fit into year one of the ECT programme: 
 
[image: The diagram summarises how each of the self-studies for ECTs fit into year one of the programme. The diagram is read left to right as the arrow at the bottom indicates. The green box on the far left is labelled 'Core self-study' and leads onto the next stage, the blue larger box, which describes the actions for the completion - 'Diagnostic activities/personal professional reflection along with discussions with mentor to identify an area of practice to focus on and three elective self-studies to engage with (two in module one).
Moving right, we see the possible outcomes as three elective self-studies chosen, or two in module one. Closing the theory to practice gap is the label for the large arrow at the very bottom.
]
Each elective self-study contains suggested action steps to guide your developing practice and you will work on these steps each week with your mentor.
What you will focus on in this core self-study
As you learn and apply effective teaching strategies, you will have short-, medium- and long-term impact on pupils’ life chances (Chetty et al., 2014). For example, the effect of having an effective reception teacher can be detected in the salary levels of 35-year-olds (Wiliam, 2010).
But effective teaching is complex. The Great Teaching Toolkit (Coe et al., 2020) breaks effective teaching down into the following four key dimensions. 
Teachers need to:  
1. Understand the content they are teaching and how it is learnt.  
2. Create a supportive environment for learning. 
3. Manage the classroom to maximise the opportunity to learn. 
4. Present content, activities and interactions in ways that activate their pupils’ thinking.
In this self-study, you will focus in on the fourth of these dimensions, revisiting what you learned in your initial teacher training and reflecting on your current teaching practice. 
This core self-study aims to build on what you learned during your initial teacher training on the importance of planning and delivering lessons which challenge and meet the needs of all pupils. To support you in this, this study will explore what the evidence and research tells us in relation to the following:
1. Explanations, modelling and examples
2. Scaffolding and increasing challenge
3. Planning effective practice, including homework
4. Questioning as an essential tool for teachers
5. Collaboration and talk in the classroom
This self-study contains reflection points and you may wish to have a pen and notebook to hand to record your thoughts.
There is no expectation for you to complete all of the content in one go – it has been designed so that you can work through one section at a time, if you choose. This will help you to manage your study at a time to suit you.   
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1. [bookmark: Section1]Explanations, modelling and examples
Approximate time to complete: 18 minutes 
What the evidence says
Expositions
Your teaching journey so far will have highlighted that one of your main jobs is to expose pupils to new ideas. The conveying of information from teacher to pupil is crucial. Whether that is information designed to keep pupils safe, new pieces of content from the curriculum, or the necessary steps to carry out a task, you must provide this information to pupils. Teachers do this through exposition.
Exposition consists of:
· explanation
· modelling
· examples (and non-examples)
In order to be effective, all exposition should be underpinned by connecting new and prior learning (Coe et al., 2020). You’ll explore this more through this programme.
Exposition is an element of explicit teaching, or direct instruction. Your teaching experience will have taught you that everything you want pupils to be able to do should be explicitly taught first. This includes how to:
· understand a new concept
· complete a task
· apply metacognitive strategies
· think critically
· apply prior knowledge to problem solving
With regards to critical thinking and problem solving, pupils will also need to have first been taught the content that you ask them to think critically about (Rosenshine, 2012).
Pitching explanations so that pupils aren’t overloaded
When most people think of teaching, they imagine a teacher standing at the front of the class explaining content to the pupils. Whilst there are plenty of other things that should happen in environments where teaching and learning is taking place, the teacher’s use of their voice to communicate what they know and to help pupils understand new ideas is at the heart of what we do.
But, as we all know, explanations aren’t always easy to get right. Pupils sometimes think teacher talk is boring, and sometimes they tune out. Some concepts are hard to explain using talk alone. On other occasions, teachers might assume that pupils can learn something without much of an explanation. There is a balance to be found.
An effective explanation should be:
· clear
· concise (neither too short nor too long)
· appropriately engaging
· neither too complex nor too simple
(Coe et al., 2020)
As a trained teacher, you know that an effective explanation will look different depending on the group of pupils in front of you. To help you navigate this complexity, this module builds on what you know about how pupils learn and the concept of cognitive overload. Effective explanations can be planned for by:
· ensuring that the number and complexity of new elements is limited
· breaking complex ideas or procedures into smaller steps
· thinking about how pupils will assimilate concepts into, and extend, existing schemas
· minimising extraneous, irrelevant or distracting input, from either content or environment
(Coe et al., 2020)
Explanations for all
Reflecting on what you’ve practiced in class, you’ll see that good explanations are a part of an approach to explicit teaching that benefits all pupils. Pupils with SEND learn in the same way as other pupils, for example, they still need to have things explained to them (EEF, 2021). The report reminds us that when we explain things we should use clear and unambiguous language and that we should highlight essential content and remove distracting information. As you can see, this is not at odds with what we have already learned about effective explanations. When we explain things well, pupils with SEND will benefit, particularly if we consciously bear their needs in mind when we plan our explanations. However, it is important to note that pupils with SEND may require additional support based on individual needs, for example, they may require more explanations over a longer period of time to help them grasp a concept.
Ensuring your explanations are assessment-informed
You will already know something about how pupils learn. When planning and delivering an explanation, it’s really important that you consider this information. For example, you should ensure that expositions start at the point of current pupil understanding. In order to do this, you will need to:
· assess pupils accurately;
· consider how to adapt explanations based on different pupil’s needs, including those with SEND;
· identify what you want them to specifically think about; and
· consider any misconceptions pupils might hold.
You will look at these in more detail as you make your way through the ECT programme.
Using pictures to support explanations
You’ve probably used images to support your explanations. You most likely found this was an effective way to share content. In fact, research shows that people learn best from a combination of words and pictures (Mayer, 2001). For instance, combining a verbal explanation with a relevant graphical representation of the same concept or process, can make an explanation more effective. But just adding images doesn’t ensure success. To do this effectively, you should:
· ensure images are relevant and genuinely support understanding
· focus on combining spoken words and graphics
· use minimal text (i.e. on slide decks)
· avoid presenting the same information in both text and spoken word
· ensure distracting, unnecessary information is excluded
(Mayer, 2001)
Coupling explanation with modelling
Bandura summarises that “...most human behaviour is learned observationally through modelling: from observing others one forms an idea of how new behaviours are performed...” (Bandura, 1977, p.22). Therefore, the explanation you give should be enhanced by the addition of modelling. 
Your training and time spent teaching will have equipped you with the knowledge that modelling involves teachers enacting how to do something new, thinking aloud for pupils, and explaining the steps they need to take (Rosenshine, 2012). 
Modelling helps pupils understand new ideas by providing them with a clear and observable example of how concepts or skills are applied. When teachers demonstrate their thought processes or actions, it allows students to follow and imitate these behaviours, fostering a deeper understanding. By seeing concepts demonstrated, pupils form a mental representation that serves as a guide for future actions, helping them understand and apply new ideas effectively. 
As you have already spent some time as a teacher, you'll be aware that modelling is particularly useful when you are teaching procedural knowledge (skills). For example, in PE you might demonstrate a defensive technique, in an art lesson you would show a pupil how to use a brush to achieve a certain technique, and in maths you would model how to carry out a mathematical procedure. Can you think of a time you’ve used modelling recently to support your explanation?
With your classroom practice in mind, you may recognise that you can support pupils with SEND using modelling. They may be able to use technology to view modelling on instructional apps (EEF, 2021). Alternatively, you could record your modelling on a device for pupils to watch again. Sometimes, pupils with SEND are supported by teaching assistants. In such a scenario, an important part of the TA’s role is to provide modelling. They can demonstrate the next step a pupil needs to take and then ask the pupil to take the step themselves (EEF, 2021).
Narrating your thought process whilst you model
As a trained teacher, you will have found that modelling and explanation go well together to help convey information to pupils. One particularly effective way of doing this is to narrate your thought processes when modelling to show pupils how experts think. This could also be thought of as ‘thinking aloud’, something which can be very useful to pupils with SEND (EEF, 2021). To do this you could:
· ask and answer questions aloud as you model, including ‘I wonder if…’ questions
· explain the links to your prior knowledge
· draw attention to things that you notice
· make pupils aware of when you are having to think hard about something
· explain why you might have made (deliberate or accidental) mistakes
· mention any changes of opinions that the process has given rise to
· explicitly summarise each step you take
In this way, effective modelling helps to teach all pupils, including those with SEND, how to think and is not just the demonstration of a process for pupils to imitate. As you model, you can explain why you are doing what you’re doing. Part of the ‘5-a-day’ approach to meeting the needs of pupils with SEND, is to teach cognitive and metacognitive strategies (EEF, 2021). One way to help your pupils to develop their metacognitive and cognitive skills is to model your own thinking (EEF, 2021b). 
Modelling the task so pupils know what to do
Your time in the classroom will have prepared you to model how to carry out tasks for pupils. For example, you might model how to set out a write-up of a science investigation, or how to record workings neatly in maths. Without this kind of modelling, pupils are often inhibited when it comes to showing what they have learned.
Modelling memorable steps
When you model something, whether a piece of procedural knowledge or a task, you will almost certainly have created for yourself a set of steps to follow. This set of steps will most likely be useful for pupils as they practise what you have modelled for them. Try to make the steps in the process memorable so that pupils can recall them when they need to. To do this, you could:
· name them
· use mnemonics
· songs and rhymes
· acrostics and acronyms
· associations 
· stories
· repeat the steps by modelling further examples
· encode the steps into worked examples
You can explore this in more depth in elective self-study 1.
Modelling misconceptions and mistakes so pupils can avoid them
When modelling something to pupils, you have the perfect opportunity to show them where things can go wrong. You’ll have likely used the technique of making deliberate mistakes. You’ll have found that by doing this you can expose potential pitfalls and then model explicitly how pupils can avoid making these mistakes. Having a good idea of what pupils’ misconceptions might be will help you to prepare modelling which deliberately helps pupils to avoid these misconceptions.
Using modelling to help pupils understand abstract ideas
Having faced the challenges of teaching difficult concepts, you'll appreciate that good modelling can also make abstract ideas concrete and accessible. An abstract idea or concept is one which doesn’t exist in a physical space. We often use words and symbols to represent abstract ideas. Abstract ideas can often be difficult for pupils to understand. To help them understand, you must make the abstract concrete, by which we mean something which is more solid, tangible, something which is more understandable.
Using concrete representations to help pupils understand abstract ideas
And it’s not only graphical representations that can be useful: concrete representation of abstract ideas can enhance explanations, particularly when you introduce an idea or concept for the first time (Pashler et al., 2007). In your teaching practice you may already have used analogies, metaphors, manipulatives for counting, and examples and non-examples. You can use all of these as concrete representations of abstract ideas. Pupils with SEND, or pupils who require more support with their understanding might benefit from more focused teaching with concrete representations (EEF, 2021).
However, it is important to note that over time, the concrete representation is replaced by more abstract representations so that pupils have a better chance of transferring their knowledge to different contexts (Pashler et al., 2007).
To do this, you can:
· use familiar story or problem scenarios
· describe how concrete representations link to the abstract idea
· explain and use new abstract terminology or symbols alongside the concrete representation
· provide varied examples to avoid limiting pupils' understanding to one representation
· encourage pupils to apply their knowledge across multiple examples for flexibility
As you will have found in your teaching, the links between the concrete and abstract representations must be made clear if pupils are to learn the abstract idea.
Using analogies to help pupils understand abstract ideas
As mentioned, analogies can be used as a model to help pupils understand abstract ideas. For example, to support pupils to understand how electric current flows around a circuit, teachers could make comparisons to how water flows (EEF, 2022). While these models may be an effective way to introduce an idea, they will need careful revising as pupil understanding of the concept becomes more advanced (Coe et al., 2020).
Using multiple examples to show pupils exactly what you mean
We’ve already looked at modelling, which is essentially the live creation of an example. However, in preparation for modelling you will most likely have an example in mind and may have even designed the example to then use in your modelling. Whilst modelling may be transient, it disappears, an example is long-lasting and can be referred to by pupils as they complete practice tasks.
You’ll recall from your training and practice that using examples and non-examples is one aspect of explicit instruction. Explicit instruction is one of the hallmarks of high-quality teaching which is so important for teaching pupils with SEND (EEF, 2021). You will remember that they may require additional support based on their individual needs, you must think about how you adjust the strategy of using examples and non-examples to guide pupils towards a fuller understanding of the concepts you are teaching.
Worked examples are a useful kind of example to share as they exemplify the different steps that pupils will need to take themselves when it comes to practising a routine, strategy, concept or idea. Rather than just giving an example of a finished product, a worked example outlines the process required to arrive at the final outcome.
The strategies you've already applied in the classroom will show you that when presenting pupils with examples it is a good idea to share more than one example. One example is unlikely to help your pupils know how a concept or idea applies in different contexts. Giving only one example can lead to misconceptions or misinterpretations.
Sharing non-examples to show pupils what you don’t mean
When sharing examples with pupils to illustrate a concept, you’ll know that the idea is to show them what the concept is. By sharing multiple examples pupils can then find that concept which is the same in each example. When you share non-examples, you are showing the pupils something which isn’t an example of the concept, you want pupils to find the differences between the non-examples and the examples.
Using a combination of examples and non-examples helps pupils to understand the range of variation within a concept. For example, when teaching use of adjectives in English pupils could be shown a range of sentences which feature adjectives in different positions as well as sentences that do not contain an adjective and sentences that use adjectives in correctly.
Using faded examples in guided practice to ready pupils for independent practice
You can share a sequence of backward faded examples at the ‘We do’ part of the ‘I do – We do – You do’ approach. For example, in maths, once you have exemplified all the steps required in a written method for adding two 3-digit numbers, you might ask pupils to complete only the final step, then you might give another example with the final two steps missing for pupils to complete, and so on. Forward faded examples are similar, but in these examples pupils complete the first step, then the first and second step, and so on. You’ll recognise that this could be seen as a way of scaffolding learning for pupils.
Gradually reducing the use of examples as pupils become independent
Teachers should reduce the amount of worked examples as pupils gain expertise, shifting the balance further towards independent problem solving (Pashler et al., 2008). Examples can become redundant, or even detrimental, if they continue to be provided after pupils have grasped a process. This is known as the ‘expert reversal’ effect (Kalyuga, 2007).
As we shall see, the use of examples is a kind of scaffold, a temporary support. A defining feature of scaffolding is that it is removed when it is no longer required. If you are supporting a pupil with SEND, you might use examples for longer to promote confidence and competence (EEF, 2021).
Now check your understanding!What is one key way teachers can make abstract ideas more understandable for pupils?
a) by ensuring that spoken explanations are well-planned and thorough;
b) by using concrete representations such as analogies, manipulatives, or examples; or 
c) by providing only one example to avoid confusion.
The correct answer is B. Using concrete representations such as analogies, manipulatives, or examples can make abstract ideas more understandable for pupils.
Explanation:
Abstract ideas can be challenging for pupils to grasp, so teachers should use concrete representations like analogies, physical manipulatives, or multiple examples to help bridge understanding. Over time, these representations should transition to more abstract forms to ensure knowledge transfer across different contexts (Pashler et al., 2007).
Why A is incorrect: While well-planned and thorough spoken explanations are important, they may not be sufficient on their own for pupils to understand abstract concepts. Spoken explanations can sometimes lack the tangible or relatable elements that make abstract ideas more comprehensible, which is why concrete representations are more effective.
Why C is incorrect: Providing only one example can limit pupils' ability to generalise the concept to different contexts. Multiple examples give pupils a broader perspective and help reinforce understanding by illustrating the concept in various scenarios. Using just one example might result in a narrow or incomplete understanding.


Time to reflect
	Take a moment now to consider the content of this section and reflect on the following:
· How have your explanations developed since your initial teacher training? Can you identify classroom experiences that have helped you improve your explanations?
· Which of the strategies explored in this section do you use currently? How does this differ from when you were an initial teacher trainee?

Note your responses and share them with your mentor at your next meeting. You may also wish to use these notes when completing your reflection.
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2. Scaffolding and increasing challenge
Approximate time to complete: 8 minutes 
What the evidence says
Scaffolding as a support to pupils
A scaffold is a supporting structure used in the construction industry either to support a building or the personnel working on the building.
As you will remember from your initial teacher training, in education we have adopted the term ‘scaffold’ (and ‘scaffolding’) to describe the range of ways that teachers might provide tailored support to pupils as they progress from novice to expert (EEF, 2021). 
Let’s have a quick recap about the main purpose of providing a scaffold. You’ll remember that the primary aim is to limit the number of tasks that pupils undertake at once so that the burden on their working memory is reduced (Deans for Impact, 2015). By removing some of what pupils have to think about, scaffolding should enable pupils to think about the main point of the task. Successful scaffolding should support all pupils to understand and experience success (Coe et al., 2020). 
As you will know from your ITT and your classroom experience, scaffolds can come in many shapes and forms.
High quality scaffolds in the classroom can include: 
· teacher modelling
· prompts
· checklists
· worked examples
· knowledge organisers
You may have used some or all of these at some point in your teaching already. 
Removing scaffolding to support developing independence
When work on a building is complete, the scaffolding is removed. So it is with pupils. To begin with pupils may need the support of a scaffold. Over time, as they grow in expertise and independence, scaffolds can be gradually removed. Ultimately, the aim of removing scaffolding is to completely transfer the responsibility of carrying out a task to the pupil. As support decreases, pupil independence increases.
In your classes will be diverse groups of pupils. Different pupils might need scaffolding for different amounts of time. You may start off scaffolding for the majority of pupils, and then gradually remove scaffolds for some pupils. Pupils with SEND may require scaffolds for longer to help them to develop confidence and competence (EEF, 2021).
Not only should a scaffold be removed because a pupil has gained independence, it should also be removed so that pupils do not become over-reliant on them. You may have noticed that a scaffold which isn’t removed at the right time can limit pupils’ growth in skill and confidence. A scaffold that hasn’t been removed at the right moment can also add cognitive load if a pupil is still attempting to use it when they don’t need to (Kirschner et al., 2006; Kalyuga, 2007).
Knowing when to reduce and eventually remove scaffolding depends on your knowledge of the pupils. The scaffolding you decide to provide to pupils in your class will be as a direct result of the assessment that you carry out. In this sense, scaffolding is an adaptive teaching method.
Teaching metacognitive strategies to help pupils to work independently 
As well as removing scaffolding as pupils become more independent, we can teach them metacognitive strategies in order to help them move towards independence. This is the case for all pupils. Teaching cognitive and metacognitive strategies is effective for supporting pupils with SEND (EEF, 2021). 
To be self-regulated, independent learners, your pupils need to: 
· learn how to plan, monitor and evaluate their work;
· manage their actions, their time and their feelings;
· overcome discomfort and difficulty;
· reflect on their strengths and areas for development; and
· consider the strategies they will use to support themselves
That’s quite a lot of complex things! Your time guiding pupils will have taught you that they need to be shown how to do these things. You’ll know that they will also need time to practise them, just as they would when learning any other content.
You can explicitly teach pupils how to:
· plan how they will approach a task
· monitor how they are doing
· evaluate their performance at different points during a task
To do this, you need to make metacognitive strategies simple, explicit and tangible for pupils, by:
· explicitly naming and explaining strategies; 
· modelling the use of strategies; 
· demonstrating when a strategy might be used;
· providing pupils with opportunities to reflect on and monitor their strengths and areas of improvement in order to identify which metacognitive strategies might be most helpful for them; and
· making class work and homework challenging enough that pupils feel the need to develop and use metacognitive strategies, but not so difficult that they struggle to apply them.
[Schools may wish to reference how this is taught in their own context here].
You might have noticed that pupils will not be able to apply the same metacognitive strategies in all subjects. You will need to teach them different strategies for different subjects. Metacognitive strategies should be taught by linking them to specific pieces of subject knowledge. You can explore this more in elective 2.
Now check your understanding!Why is it important to gradually remove scaffolding as pupils gain independence?
a) to encourage pupils to become more independent; 
b) to ensure that they are not over-reliant on support; or
c) to prevent over-reliance and reduce unnecessary cognitive load.
The correct answer is C. It is important to gradually remove scaffolding as pupils gain independence to prevent over-reliance and reduce unnecessary cognitive load.
Explanation:
Scaffolding should be gradually removed as pupils develop independence to avoid them becoming overly dependent on it. If scaffolding is left in place for too long, it can hinder pupils’ growth in skill and confidence and even add to their cognitive load if they attempt to use it when it is no longer needed (Kirschner et al., 2006; Kalyuga, 2007).
Why A is incorrect: While encouraging independence is an important aspect of learning, simply removing scaffolding for this purpose does not mean that they will become independent. Gradual removal ensures that pupils can confidently transition to independent work without unnecessary strain.
Why B is incorrect: Although avoiding over-reliance on support is a valid concern, this option doesn’t capture the full picture. Removing scaffolding serves to reduce unnecessary cognitive load, ensuring that pupils can focus their thinking on what they are supposed to be learning. Pupils who use scaffolds should not be seen to be over-reliant. However, scaffolding should not remain in place indefinitely.




Time to reflect
	Take a moment now and consider the content of this section and reflect on the following:
· What scaffolds have you used in your own classroom practice? How did they help pupils to access tasks?
· Which of the metacognitive strategies have you already explicitly taught to your pupils? How have they helped pupils to be more independent?

Note your responses and share them with your mentor at your next meeting. You may also wish to use when completing your reflection.
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3. Planning effective practice, including homework
Approximate time to complete: 11 minutes 
What the evidence says
Structuring lessons so that pupils have plenty of time to practise
You probably don’t need reminding that once you have taught something, pupils will need to practise it! Module B, ‘Memory and learning’, looks at how regular practice helps pupils to remember things over a period of time. In this module, you’ll think about the kind of practice which is linked to current learning. 
The content you teach should be broken down into small steps to help pupils manage cognitive load. As a teacher, you might have realised that one great way to do this within lessons is to alternate between teacher inputs and pupil outputs. Rather than give a long exposition and then give pupils a long amount of practice time, the lesson can be structured so that you alternate between short expositions followed by times of practice (Rosenshine, 2012). Remember that some pupils with SEND may need longer practice time or the opportunity to focus on a smaller number of important, clearly defined skills or concepts (EEF, 2021).
This kind of practice is often facilitated by what we think of as tasks or activities and often results in a piece of work or outcome. This outcome will depend on the subject, for example it could be a piece of writing, a discussion, an artwork, or a demonstration of a skill e.g. in PE.
Planning lessons to include plenty of guided practice
As you’ll know from experience, it is very important to ensure that pupils have enough guided practice before they embark on any independent practice (Rosenshine, 2012).
When teachers are guiding practice, they:
· provide additional explanations;
· model and give many examples;
· ask questions to check for understanding;
· ask questions to deepen understanding;
· correct errors and misconceptions; and
· teach metacognitive approaches.
(Rosenshine, 2012)
All of the above are covered in more detail elsewhere in this module and represent times in the lesson where pupils are active during expositions. You can then continue to use these approaches whilst pupils are working on the tasks you have set.
The diagram below shows how you might move from exposition (focused instruction) to leading guided practice (or guided instruction) before asking pupils to practice together and then practice independently. You’ll read more on this in final section of this self-study. 
As teachers and pupils follow this process, responsibility for learning passes gradually from the teacher to the pupils, developing independence. You’ll have found that pupils with SEND may require this handover of responsibility to be slower, and to be supported for longer by scaffolds.
[image: A diagram to explore the gradual release of responsibility framework from Fisher and Frey 2004. 
The diagram shows 2 triangles. The one of the right is sitting on a side. The one on the left is sitting on the point of a triangle. The left triangle is labelled: teacher responsibility. The right triangle is labelled: student responsibility. The 2 triangles are divided into 4 coloured layers, starting with blue at the top of the triangle and moving through to lilac in the bottom layer. 
The top layer is labelled focused instruction. A larger proportion of the band is in the teacher responsibility triangle. Only the tip of the student responsibility triangle is labelled. Next to the diagram there is a label 'I do it.' 
The second layer is labelled guided instruction. Two thirds of this layer in the teacher responsibility triangle with one third in the student responsibility box. This is labelled 'we do it.' 
The third layer is labelled collaborative. one third in the teacher responsibility triangle. Two thirds is in the student responsibility triangle. This is labelled: 'You do it together.' The final layer is labelled: independent. Only the tip of the teacher responsibility triangle is included in this. The majority of this layer sits in the student responsibility box. It is labelled 'you do it alone.'
]
Gradual release of responsibility framework (Fisher & Frey, 2004)
Providing pupils with independent practice time to aid fluency
Whilst more successful teachers provide plenty of guided practice time, it is important for pupils to have plenty of independent practice time too. Perhaps you have already found this balance in your teaching practice. It is in these independent practice times that skills and knowledge become embedded and automatic so that pupils become fluent. Some of your pupils may require scaffolds to help them successfully complete the same tasks that others can do independently. This might be the case for some pupils with SEND (EEF, 2021).
Fluent and automatic use of skills comes as a result of a sufficient amount of independent practice. Rosenshine refers to providing enough independent practice time to cause overlearning to happen: “When material is overlearned, it can be recalled automatically and doesn’t take up any space in working memory. When students become automatic in an area, they can then devote more of their attention to comprehension and application,” (Rosenshine, 2012, p.18). It is then that you will see that pupils are more able to tackle tasks based on critical thinking and problem solving. For example, when pupils have become fluent in basic skills such as addition and multiplication, working-memory capacity is freed up and mathematical problem solving is improved. 
Independent practice which is informed by prior knowledge
Assessment information will already inform how you plan independent practice tasks. Thinking about what pupils already know and can already do will help you to pitch tasks correctly. Pupils should already have the relevant prior knowledge and be able to recall it. Independent practice tasks can be designed so that prior knowledge is activated before pupils apply it to practice of new learning. This activation can also happen during guided practice. Knowledge of pupils’ past performance can also help you to decide how much practice time to give; if a pupil needed extensive practice time when learning a concept previously, they may need a similar amount of time again.
Matching independent practice tasks to lesson intentions
Your teacher training and classroom practice will have taught you that it is key to design independent practice tasks to match the content shared in your exposition and guided practice (Rosenshine, 2012; Fisher & Frey, 2008). Because you will have broken objectives down into small steps and then taught those small steps, the independent tasks you plan should give pupils the chance to practise in small steps too. Although using readily available task resources is time-saving, it can sometimes lead to mismatched tasks. Ensure you adapt such resources to fit your lesson content. When there is a mismatch, there is a risk that pupils are not given sufficient time to practise applying the new knowledge and skills they have been taught.
You’ll remember from your training that one of your intentions in every lesson should be to activate hard thinking. As a result, activities should be planned around what you want pupils to think hard about. It is this hard thinking that will result in learning and the ability to remember what has been learned.
Supporting pupils whilst they engage in independent practice
During independent practice you will most likely circulate the room and monitor pupils, this is great practice. Interactions over 30 seconds long may indicate that pupils have not had sufficient guided practice.
The pitch of practice tasks is an important consideration too. Well-pitched tasks will lead to a high success rate (Rosenshine, 2012). Where there is a low success rate it may be the case that pupils are practicing and from learning errors. It is particularly during independent practice that scaffolds should be provided to pupils, however, they should already have been shown how to use them.
In the next part of this self-study we will look at another way of having pupils practice what they have learned: collaborative paired or group work.


Setting homework with a clear purpose
You’ll recognise that homework essentially consists of independent practice tasks. Homework should not be set for the sake of it but should have a clear purpose. It is most useful when it is linked to content taught in class as it allows pupils to consolidate what they have learned. As well as being an opportunity to practice something they have learned in a lesson, you might also set homework to: 
· prepare pupils for upcoming content
· develop pupils personally, for example their time management, perseverance and self-confidence
The quality of homework is more important than the quantity: setting shorter but more frequent homework is probably the most effective approach. This is something you might have discovered as you have set homework tasks for your class or classes. Homework is also seen to be more effective when pupils receive feedback on it from their teachers.
Knowing the conditions for effective homework
There is evidence to say that homework is more effective for pupils who are able to learn more independently. This translates roughly to homework being generally more effective for secondary aged pupils (Hattie, 2008). However, there are additional factors which affect how effective homework is for pupils of all ages, such as levels of parental support and quality of study conditions (EEF, 2021a). Homework clubs can have a positive impact on academic achievement for all pupils including those with SEND (EEF, 2021).
Supporting parents to support their children with homework
It is important that schools work together with parents to support children’s learning. As you might have found, parents’ interest and involvement in their children’s learning is consistently associated with positive outcomes for children of all age groups (EEF, 2021a).
Parents can support pupils with homework by:
· helping them to embed a homework routine
· reinforce engagement with homework using praise and rewards
· encourage and support goal-setting, planning, perseverance, and the management of time, materials, attentiveness, and emotions
· redirect a struggling pupil to their teachers rather than to take on an instructional role
Schools can provide parents with practical guidance about how these supportive approaches can be embedded at home.
[Schools may wish to highlight their homework policy here].
Now check your understanding!Why is guided practice important before pupils engage in independent practice?
a) it allows teachers to provide explanations, model examples, and check for understanding; 
b) it ensures pupils can complete their work quickly without making mistakes; or
c) it reduces the need for independent practice by making pupils memorise information instantly.
The correct answer is A. Engaging pupils in guided practice before independent practice allows teachers to provide explanations, model examples, and check for understanding.
Explanation:
Guided practice is essential because it helps pupils develop a strong foundation before moving to independent tasks. During this phase, teachers provide additional explanations, model examples, ask questions to check and deepen understanding, and teach metacognitive approaches. Without sufficient guided practice, pupils may struggle with independent practice and risk reinforcing errors (Rosenshine, 2012).



Time to reflect 
	Take a moment now. Consider the content of this section and reflect on the following:
· Think of a recent lesson you have taught. Was the lesson structured so that there was enough guided and independent practice? How do you know?
· Whilst pupils are working independently, what do you tend to do? Is there anything you think you could improve on in this area?
· How well do pupils respond to the homework you set? Are there things you could change to make it more impactful?

Note your responses and share them with your mentor at your next meeting. You may also wish to use when completing your reflection.


[bookmark: Section4][bookmark: Effectiverelationships]Click here to return to Content page
4. Questioning as an essential tool for teachers 
Approximate time to complete: 5 minutes 
What the evidence says
Questioning as one of the elements of high quality teaching
As you will know from your initial teacher training, questioning has been identified as one of the elements of high quality instruction (Coe et al., 2014) and is therefore essential in the classroom. There is evidence that pupil outcomes improve when teachers increase the number of questions they ask (Rosenshine, 2012). However, asking lots of questions is not in itself a marker of effective teaching.
Questioning takes many different forms and the questions you choose to ask will depend on the type of response that you are hoping to get from pupils. You can ask questions to check for prior knowledge, to assess understanding, or to prompt pupils to think more about something. All questions should cause pupils to think.
You’ll already be secure in the belief that all pupils should have access to high quality teaching. Pupils with SEND will benefit from questioning too. You can support pupils with SEND to answer questions in various ways, for example by requiring non-verbal answers or pairing children and asking more confident children to share what their partner said (EEF, 2021).
Using questioning to assess understanding
Questioning is an important tool for formative assessment; you’ll have used this for this purpose more times than you can count in your career teaching already!
Knowing what your pupils already know is crucial to helping you decide what to teach them next. This is especially important for pupils with SEND (EEF, 2021). It is also very important to know if pupils have any misconceptions before you teach them something new. By asking pupils questions, you can find these things out and then plan your teaching accordingly. The ‘assess, plan, do, review’ cycle might already have helped you to best understand and respond to the learning needs of pupils with SEND (EEF, 2021). 
Checking prior knowledge also gives pupils the opportunity to recall what they already know, engaging them in the learning process. Having already called to mind things that they already know, they will be primed and ready to make links between existing knowledge and any new content they encounter in a lesson. For this reason, it is a good idea to ask questions to check prior knowledge at the beginning of a lesson.
However, if you want questions to accurately assess pupils’ understanding then careful consideration should be given to how those questions are developed and how responses are gathered. To ask questions that will help you accurately assess pupils:
· know what you want to find out: link questions to specific pieces of previously taught knowledge, or the learning intention for the current lesson;
· ask open questions: questions that encourage pupils to explain their reasoning, provide evidence, or make connections between concepts better assess pupils' understanding and potentially uncover misconceptions (Wiliam, 2018); and
· ask questions at the right time: place key questions to check pupils’ understanding at hinge points in the lesson to inform the next part of the lesson (Wiliam, 2018).
Using questioning to activate participation
Questions can and should be asked of individuals, particularly whilst pupils are practising what they have been taught. However, you’ll also have had a go at asking questions during exposition to activate pupil participation. Your aim should be to have 100% participation when asking questions in class, and there are several ways you can achieve this:
· Allow 'wait time': for all pupils to participate, your questioning strategies need to be inclusive. Providing a deliberate pause after asking a question allows pupils sufficient time to process the question, formulate their thoughts, and prepare a response. Research suggests that increasing wait time significantly improves the quality of pupils' answers, encourages participation from a broader range of pupils, and fosters more thoughtful and reflective responses (Rowe, 1986; EEF, 2021c). 
· Gather whole class responses: whole class responses involve collecting answers or contributions from all pupils in the class rather than relying solely on a few volunteers. This approach provides a more comprehensive understanding of the class's overall thinking and allows the teacher to assess collective misconceptions or gaps in understanding. Techniques could include:
· think-pair-share/turn and talk
· multiple-choice questions with answers on mini whiteboards or fingers (EEF, 2021d)
· choral response.
· Cold calling: where a whole class response would be hard to gather (e.g. if a long form answer is required) cold calling can be useful. Once you have asked a question, and provided wait time, specify a pupil to answer your question. You can then ask other pupils to respond to or add to their response, thus creating a dialogue.
[If schools use any of the listed strategies as part of their Teaching and Learning policy, they may wish to highlight this here].
Using questioning to break down problems and develop understanding 
You’ll have experienced times where questions are only the beginning of a longer interaction between teachers and pupils. You can ask questions to help pupils think more about something they are learning; questions which guide them to deepen their understanding. This dialogic approach assists pupils in breaking down problems and developing critical thinking skills. By asking thoughtful and targeted questions, teachers can guide pupils to do any of the following:
· analyse, evaluate, synthesize information;
· explain and justify their answers;
· describe thought processes;
· explore implications; and
· connect with other ideas and knowledge (Coe et al., 2020) .
This kind of dialogic teaching has been shown to improve pupil progress (Alexander, 2018) and so it is important that teachers protect the time for questioning and discussion of new ideas as part of the teaching and learning process. 
As we have also seen, questioning can stimulate practice if they are used as the basis of a task. We will also see how a question can prompt talk and discussion in the classroom, which is another form of practice.
  Now check your understanding!Why is questioning in the classroom important?
a) questioning helps teachers to assess pupils' understanding, generate active participation and deepen learning;
b) questioning ensures that all pupils participate equally in classroom discussions; or
c) questioning allows teachers to check that pupils understand what they are being taught.
The correct answer is A. Questioning in the classroom is important because it helps teachers assess pupils' understanding, generate active participation and deepen learning.
Explanation:
Effective questioning serves a range of important purposes in the classroom. As a formative assessment tool, helping teachers determine what pupils already know, uncover any misconceptions, and adjust their teaching accordingly. It also supports pupil engagement, encourages deeper thinking, and helps them make connections between concepts. 
Option C is partially correct because it describes just one function of questioning. It misses its wider pedagogical value, such as promoting thinking, participation, and deeper learning — which is why option A is more accurate and comprehensive.



Time to reflect
	Consider the content of this section and reflect on the following:
· Think of a lesson you taught recently. What sort of questions did you ask pupils? What kind of responses did you get?
· How well do you use questioning to engage pupils and ensure that all pupils are participating? Is there anything you could do to improve this?
· Think of a recent interaction with a pupil where you asked them questions to help deepen their understanding. What kind of questions did you ask? How did they deepen the pupil’s understanding?
Note your responses and share them with your mentor at your next meeting. You may also wish to use when completing your reflection.
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5. [bookmark: Motivatingpupils][bookmark: Section5]Collaboration and talk in the learning environment
Approximate time to complete: 4 minutes 
What the evidence says
Grouping pupils to provide the right levels of support
Before considering how pupils might collaborate and how you might instil good classroom talk practices, you need to think about how you group your pupils.
Whilst fixed groups based on perceived ability or attainment at a past point in time might seem to make planning and resource management easier, this does not serve the needs of pupils well.
You may already know that the EEF guidance on supporting pupils with SEND recommends that teachers use flexible grouping. Flexible grouping involves grouping pupils who, at that moment, share particular needs based on current assessment. Pupils can be grouped together for specific purposes and disbanded once that purpose is met (EEF, 2021). Flexible grouping can be used for all pupils, for example, a group of pupils who have all met the objective and would benefit from extension work.
If you are going to ask pupils to work together, for example carrying out turn and talk tasks, or producing a joint piece of work, you must also consider which children will work well together to ensure that:
· everyone contributes equally
· pupils are on task and motivated
· behaviour is not compromised
· all pupils meet the intended outcome
When pupils are grouped so that they can work together, the tasks should be specifically planned and structured to facilitate the above outcomes. Module F, Adaptive Practice, explores how flexible grouping can be used further. 
Making sure that collaborative work is effective
When paired and group work are effective, they can support pupils to manage their cognitive load (Kirschner et al., 2018). Under positive conditions, group work can generate an additional five months of pupil progress (EEF, 2021e). But what are those conditions? You’ll recognise that simply putting pupils in a group and expecting them to work well together does not always lead to the progress we desire. Pupils do not naturally know how to work collaboratively and so need to be taught how to engage in paired and group activities (Mercer and Littleton, 2007).
Group activities are more effective when:
· clear instructions are given;
· routines for collaboration have been embedded;
· pupils have practiced how to engage effectively;
· all pupils talk and articulate their thinking;
· tasks are carefully planned to ensure that all pupils are participating fully;
· pupils have the required prior knowledge to carry out the task;
· groups contain between three and five pupils;
· teachers actively monitor groups to ensure engagement; and
· collaborative tasks are complex.
Knowing the potential pitfalls of collaborative working
Teachers should be aware of potential pitfalls of paired or group work. You might have experienced some of these already:
· disguised inactivity, where some pupils in a group fail to participate, undetected by the teacher;
· unequal loading, with different pupils participating to different degrees and some doing more of the thinking than others;
· inappropriate socialisation, where some pupils use time in pairs or groups to socialise rather than engage with a learning task; or
· unfair assessment, where a teacher fails to recognise individual contributions to the group work
(Bennett, 2015)
You don’t need anyone to tell you that you should help pupils to avoid these at all costs!
Ensuring that classroom talk is effective
In the section on questioning, we touched on the fact that classroom discussion is a powerful tool for developing understanding. It can lead to improvements in literacy, develop communication skills and support an increase in pupils’ understanding across all areas of the curriculum (EEF, 2021b).
A useful framework for structuring classroom discussion is Alexander’s ‘dialogic teaching’ (2018). Dialogic teaching includes the following components:
· supporting pupils to think deeply about their learning;
· encouraging pupils to move beyond recall and give more developed responses to questions;
· taking a more discursive approach, encouraging pupils to build on the ideas of others and justify their thinking;
· carefully considering the role of teacher feedback; and
· underpinning classroom talk with positive relationships between pupils and teachers.
When trialled in primary schools, this model was found to result in an additional two months of progress overall. You may have already used some of these approaches in your classroom.
The quality of pupil talk is likely to be more important than the quantity (EEF, 2021c). Rather than simply encouraging pupils to talk more, teachers can:
· model effective talk;
· sequence talk activities alongside reading and writing tasks to support the development of new vocabulary;
· ask open-ended questions to promote discussion;
· give group members specific roles;
· provide pupils with wait time to allow them to formulate their thinking; and
· provide subject-specific vocabulary teaching.
You should remember that some pupils with SEND will have specific needs related to talk. Once identified, you should provide support which meets these needs. For example, pupils with a speech and language disorder may benefit from pre-teaching of vocabulary and scaffolded talk opportunities (EEF, 2021).
Now check your understanding!What is the key factor for ensuring successful group work and collaboration in the classroom?
a) grouping pupils based on their most recent performance to ensure appropriate task levels;
b) providing clear instructions, structured tasks, and actively monitoring pupil engagement; or
c) grouping pupils based on their relationships with each other.
The correct answer is B. To ensure successful group work and collaboration, teachers should provide clear instructions, structured tasks, and actively monitoring student engagement.
Explanation:
To ensure positive outcomes, teachers need to give clear instructions, set well-structured tasks, and actively monitor pupil participation. This approach helps to keep all pupils engaged, reduces the risk of off-task behaviour, and ensures that each pupil contributes meaningfully to the task. 
Option A is partially correct. Grouping pupils by recent performance may help with differentiation but doesn't guarantee productive collaboration without structure and support. Option C is also only partially correct. Whilst grouping pupils based on friendships can improve comfort levels it can lead to off-task behaviour and unequal participation if not carefully managed.
 

Time to reflect
	Consider the content of this section and reflect on the following:
· Think of how your pupils are currently grouped. What inspired those grouping choices? To what extent are those choices in-line with the content of this self-study?
· What pitfalls have you noticed when pupils are working together? What have you done to ensure that collaborative work is effective?
· Think of a recent lesson in which you asked pupils to carry out a talk task. How well did you model the task for pupils? Is there anything else you could have done to ensure pupils participated in the task well?

Note your responses and share them with your mentor at your next meeting. You may also wish to use these when completing your reflection.  
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[bookmark: Summary]Summary
Approximate time to complete: 2 minutes 
[bookmark: personalprofessionalreflection]Effective teaching transforms pupils' knowledge, skills, and beliefs about learning, impacting their long-term success.  Effective teaching relies on clear expositions to introduce new ideas and support pupil understanding. Exposition involves explaining concepts, demonstrating processes, and using examples to connect new learning to prior knowledge. Modelling and the use of multiple examples and analogies supports independent learning and helps pupils grasp abstract concepts.
Scaffolding provides support to help pupils move from novice to expert by reducing cognitive load and enabling focus on key learning objectives. Effective scaffolds include modelling, prompts, checklists, and worked examples. As pupils develop independence, scaffolding can be gradually removed to prevent over-reliance.
Teaching metacognitive strategies helps pupils become self-regulated learners. These strategies should be explicitly taught, modelled, and linked to subject-specific knowledge to support independent learning across different disciplines.
Effective instruction includes alternating between short expositions and practice to manage cognitive load. Guided practice is essential before independent practice, allowing teachers to provide explanations, model concepts, ask questions, and teach metacognitive strategies. Independent practice helps embed knowledge and skills, but tasks must align with lesson objectives and be appropriately pitched. 
Homework should have a clear purpose, such as reinforcing learning, preparing for new content, or fostering personal development. Quality matters more than quantity, and feedback enhances effectiveness. Parental support in establishing routines, motivation, and goal-setting can further improve homework outcomes.
Questioning serves multiple purposes, including assessing understanding, activating participation, and fostering deeper thinking. Teachers can use questions to check prior knowledge, uncover misconceptions, and guide lesson planning. 
Classroom discussion fosters deeper thinking, improved literacy, and curriculum-wide understanding. To maximise the benefits, teachers should model effective talk, integrate discussion with reading and writing, ask open-ended questions, and explicitly teach subject-specific vocabulary.
Flexible grouping, based on current needs rather than fixed ability, ensures all pupils receive appropriate support. Successful group work requires clear instructions, established routines, and planned tasks that promote equal participation and engagement. However, potential pitfalls include disguised inactivity, unequal contribution, and off-task socialisation. 
Click here to return to Content page

[bookmark: Nextsteps]Next steps
Approximate time to complete: 2 minutes 
Congratulations! You have now completed the core study for this module on ‘Planning and delivery'. Please look carefully at your next steps. 
Personal professional reflection 
Schools should plan some form of reflection activity for early career teachers to complete, possibly in collaboration with their mentors. They should have the opportunity to reflect on the content of the core self-study and identify any possible areas for development. This should take around 30 minutes for ECTs to complete. It could include mentor discussion, reviewing notes, referring to their career entry development profile (CEDP) or other ITT targets. The related mentor support materials provide a framework for this discussion.
Mentors and ECTs should use the outcomes to jointly select three further elective self-studies to read for this module. 
Elective self-study
Following your personal professional reflection, choose 3 elective self-studies from a choice of 5, each relating to different aspects of ‘Planning and delivery’.  These will provide further examples on how to plan and deliver effective lessons along with insights into what makes this practice so effective. Each elective self-study contains suggested action steps to help develop your practice and you will work on these steps with your mentor.


[image: This diagram acts as a guide for selecting the elective self-studies. Reading from the left, the green box is the start point with planning and delivery: the core self-study. This leads into the dark blue box that is labelled ‘personal professional reflection’. The middle column of purple boxes lists the titles from this self-study and is the next stage leading from the personal reflection stage and is read from the top – ‘Explanations, modelling and examples’, then ‘Scaffolding and increasing challenge’, then ‘Planning effective practice, including homework’, fourth is ‘Questioning as an essential tool for teachers’ and finally ‘Collaboration and talk in the learning environment’. Continuing to read the diagram further to the right, the blue boxes represent the three elective choices that need to be made.]
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[bookmark: RelatedITTECFframeworkstatements]Related Initial Teacher Training and Early Career Framework statements 
Classroom practice 
Learn that…
4.1. Effective teaching can transform pupils’ knowledge, capabilities and beliefs about learning. 
4.2. Effective teachers introduce new material in steps, explicitly linking new ideas to what has been previously studied and learned.
4.3. Modelling helps pupils understand new processes and ideas; good models make abstract ideas concrete and accessible.
4.4. Guides, scaffolds and worked examples can help pupils apply new ideas, but should be gradually removed as pupil expertise increases.
4.5. Explicitly teaching pupils metacognitive strategies linked to subject knowledge, including how to plan, monitor and evaluate, supports independence and academic success. 
4.6. Questioning is an essential tool for teachers; questions can be used for many purposes, including to check pupils’ prior knowledge, assess understanding and break down problems.
4.7. High-quality classroom talk can support pupils to articulate key ideas, consolidate understanding and extend their vocabulary.
4.8. Practice is an integral part of effective teaching; ensuring pupils have repeated opportunities to practise, with appropriate guidance and support, increases success.
4.9. Paired and group activities can increase pupil success, but to work together effectively pupils need guidance, support and practice.
4.10. How pupils are grouped is also important; care should be taken to monitor the impact of groupings on pupil attainment, behaviour and motivation.
4.11. Homework can improve pupil outcomes, particularly for older pupils, but it is likely that the quality of homework and its relevance to main class teaching is more important than the amount set.
Learn how to…
Plan effective lessons, by: 
4.a. Using modelling, explanations and scaffolds, acknowledging that novices need more structure early in a domain.
4.b. Enabling critical thinking and problem solving by first teaching the necessary foundational content knowledge.
4.c. Removing scaffolding only when pupils are achieving a high degree of success in applying previously taught material.
4.d. Providing sufficient opportunity for pupils to consolidate and practise applying new knowledge and skills.
4.e. Breaking tasks down into constituent components when first setting up independent practice (e.g. using tasks that scaffold pupils through meta-cognitive and procedural processes). 
Make good use of expositions, by:
4.f. Starting expositions at the point of current pupil understanding.
4.g. Combining a verbal explanation with a relevant graphical representation of the same concept or process, where appropriate.
4.h. Using concrete representation of abstract ideas (e.g. making use of analogies, metaphors, examples and non-examples). 
Model effectively, by:
4.i. Narrating thought processes when modelling to make explicit how experts think (e.g. asking questions aloud that pupils should consider when working independently and drawing pupils’ attention to links with prior knowledge).
4.j. Making the steps in a process memorable and ensuring pupils can recall them (e.g. naming them, developing mnemonics, or linking to memorable stories).
4.k. Exposing potential pitfalls and explaining how to avoid them. 
Stimulate pupil thinking and check for understanding, by:
4.l. Planning activities around what you want pupils to think hard about.
4.m. Including a range of types of questions in class discussions to extend and challenge pupils (e.g. by modelling new vocabulary or asking pupils to justify answers).
4.n. Providing appropriate wait time between question and response where more developed responses are required.
4.o. Considering the factors that will support effective collaborative or paired work (e.g. familiarity with routines, whether pupils have the necessary prior knowledge and how pupils are grouped).
4.p. Providing scaffolds for pupil talk to increase the focus and rigour of dialogue.
How pupils learn
Learn how to…
Avoid overloading working memory, by:
2.a. Taking into account pupils’ prior knowledge when planning how much new information to introduce.
2.c. Reducing distractions that take attention away from what is being taught (e.g. keeping the complexity of a task to a minimum, so that attention is focused on the content).
Build on pupils’ prior knowledge, by: 
2.e. Linking what pupils already know to what is being taught (e.g. explaining how new content builds on what is already known).
Increase likelihood of material being retained, by: 
2.h. Balancing exposition, repetition, practice and retrieval of critical knowledge and skills.
2.j. Designing practice, generation and retrieval tasks that provide just enough support so that pupils experience a high success rate when attempting challenging work.
2.k. Increasing challenge with practice and retrieval as knowledge becomes more secure (e.g. by removing scaffolding, lengthening spacing or introducing interacting elements).
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