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Introduction
Approximate time to complete: 3 minutes 
[bookmark: Sessionoverview]This elective self-study is part of your personalised pathway in the Early Career Teacher (ECT) Programme and focuses on continuing to enhance your understanding of your use of scaffolding and how you increase challenge for your pupils, an area identified for further focus through your personal professional reflection as well as discussions with your mentor. 
It builds on the core self-study by offering a range of examples and strategies for scaffolding and teaching metacognitive strategies. Each example highlights the ‘active ingredients’ - the key elements that make a strategy effective – so that, regardless of your subject or phase, you can understand how they work and how to enact them in your own setting. 
The elective self-study will be structured into three distinct sections, as outlined in the graphic below. Each section focuses on a different aspect of scaffolding, increasing challenge and developing independence. This structure allows you to explore the theory, see its application through practical examples, and understand how these interconnected elements work together to challenge pupils and help them to develop independence. 
[image: This graphic depicts how the elective self-study will be structured into three distinct sections. Each section focuses on a different aspect of scaffolding, increasing challenge and developing independence. From left to right, the first circular image is labelled ‘1. Scaffolding as a support to pupils’, the middle circle is ‘2. Removing scaffolding to support developing independence’, and far right is ‘3. Teaching metacognitive strategies to help pupils to work independently.’]
Applying your learning
To support you in your continued development, you’ll be prompted to apply the content of this self-study to a scenario that you might encounter in your school relating to the use of scaffolding and teaching metacognitive strategies. Take time to read the most appropriate scenario for your own phase or context and consider the question as you work through this self-study. At the end of the self-study, you’ll have an opportunity to reflect on what you have read and consider how you could apply this to the scenario. At the end, you’ll reflect on what you’ve learned. You’ll think about how it fits with your own experiences and what you might do differently in future.


	EYFS
	Primary
	Secondary
	 Specialist - SEND setting
	Specialist - Alternative provision



	Schools should delete any scenarios that are not relevant to their context. 






[bookmark: EYFSScenariostart]EYFS scenario
	Mrs. Greenwood’s nursery class is exploring different textures as part of their "Materials and Senses" topic. The children have been playing in an outdoor area of provision filled with objects like sandpaper, cotton wool, pebbles, and sponges. They are encouraged to describe what they feel, compare materials, and sort them into groups based on texture. The aim is to develop their descriptive language and early categorisation skills.
As Mrs. Greenwood listens, she notices that some children are using simple adjectives like “soft” and “hard,” while others struggle to verbalise their thoughts, and instead only use gestures or single words.
As you read the content of the elective self-study, consider which approaches would be effective in helping Mrs. Greenwood to support her pupils to develop.





[bookmark: primaryscenariostart]Primary scenario 
	Mr. Bell’s Year 5 class is learning about life in Victorian Britain. They are writing diary entries from the perspective of a Victorian child, focusing on descriptive writing and historical accuracy. Before writing, they watched a video showing a day in the life of a Victorian schoolchild and discussed key details.
As pupils begin drafting, Mr. Bell notices that some struggle to structure their entries, writing in a list-like fashion rather than developing their ideas into full paragraphs. Others are unsure how to incorporate historical vocabulary. Some children very confidently write well-structured, descriptive diary entries which feature historically accurate ideas.
As you read the content of the elective self-study, consider which approaches would be effective in helping Mr. Bell to support his pupils to develop.





[bookmark: secondaryscenariostart]Secondary scenario
	Miss. Hesselwood’s Year 9 science class is conducting an experiment to investigate how exercise affects heart rate. They record their resting pulse, perform different exercises, and measure changes in heart rate. The aim is to develop their ability to conduct fair tests and interpret data scientifically.
As she circulates, Miss. Hesselwood notices that some students struggle to structure their conclusions, listing data points without explaining trends, while others who would normally write confidently rely heavily on provided sentence starters rather than forming their own explanations. 
As you read the content of the elective self-study, consider which approaches would be effective in helping Miss. Hesselwood to support her pupils to develop.





[bookmark: SENDscenariostart]SEND setting scenario
	Miss Taylor’s Lower Key Stage 3 class is working on a cross-curricular project exploring healthy eating. The lesson focuses on designing a balanced lunchbox using knowledge from previous science and PSHE lessons. To support engagement, the lesson begins with a sensory activity where pupils explore different food textures, smells, and visuals. Miss Taylor uses colourful food models, symbol-supported key vocabulary, and interactive games on the whiteboard to recap the main food groups. 
Pupils are then given differentiated tasks based on their individual needs. Some sort foods into ‘healthy’ and ‘sometimes’ categories using plastic food or Velcro visual boards. Others work with sentence frames and adult support to write simple labels or captions for a healthy lunchbox. A few students attempt to design their lunchbox independently, explaining their choices in writing or using AAC devices. 
As pupils share their ideas at the end of the lesson, Miss Taylor notices that many are relying heavily on adult prompts to complete their tasks. Some repeat surface-level ideas without deeper understanding (e.g. “Fruit is healthy” but unable to explain why), while a few finish quickly and are clearly capable of further challenge. She realises that although the tasks were accessible, they lacked the level of scaffolding needed to promote reasoning for some learners, and the opportunity to extend thinking for others. 
As you read the content of the elective self-study, consider which approaches could help Miss Taylor to support her pupils to develop. 






[bookmark: APscenariostart]Alternative provision scenario
	Mr. Khan is teaching a small group of Year 9 pupils in an alternative provision setting, focusing on a cross-curricular science and literacy lesson about ecosystems. The lesson's aim is for pupils to understand the components of an ecosystem and how living things interact within it. Pupils are researching different ecosystems, identifying producers, consumers, and decomposers, and then writing short explanatory paragraphs using sentence starters and word banks. The intended outcome is for pupils to produce a paragraph explaining the interdependence of organisms in a chosen ecosystem.
As pupils begin the task, Mr. Khan notices that while some pupils are able to write short paragraphs using the scaffolded resources, others are copying directly from the word bank without understanding or applying the information meaningfully. One pupil asks, “Do I just write what it says here?”
As you read the content of the elective self-study, consider which approaches would be effective in helping Mr. Khan to support his pupils to develop.
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1. [bookmark: Section1][bookmark: Usingprecisepraise]Scaffolding as a support to pupils
Approximate time to complete: 10 minutes 
A reminder of what the evidence says
As considered in the core self-study, scaffolding is a way of providing tailored support to pupils as they progress from novice to expert (EEF, 2021b). You may recall that the purpose of scaffolding is to reduce cognitive load by limiting the number of tasks pupils undertake at once (Deans for Impact, 2015). This ensures that pupils can focus on the core aspect of a task rather than being overwhelmed by additional demands. The self-study for this module reminds you that well-designed scaffolding, which offers appropriate guidance, can be used with any pupil to enable them to achieve success (Coe et al., 2020).
The self-study also looked at the evidence about different forms of scaffolding. These include teacher modelling, prompts, checklists, worked examples, and knowledge organisers. Each of these methods can provide structured support, helping pupils to develop independence over time. 
Importantly, the evidence also suggests that scaffolding should be gradually removed as pupils become more confident and competent. This process, known as ‘fading’, allows learners to take increasing responsibility for their own learning without unnecessary support. Pupils with SEND may require scaffolds for longer to help them to develop confidence and competence (EEF, 2021). 
What this looks like in practice
When we looked at the evidence, we saw that scaffolding can take many forms in the learning environment. One common approach is teacher modelling, where we first demonstrate a task, thinking aloud to make our reasoning visible. For example, when introducing a new concept, we might break it down into clear steps, verbalising each decision and highlighting key strategies (if you want to learn more on this, see elective 1 in this module). Pupils can then attempt the task with guidance before working independently.
You may already have used prompts and checklists as scaffolds in your learning environment. A checklist can support pupils by breaking down a complex task into manageable steps. For instance, before beginning an extended piece of writing or problem-solving task, pupils might refer to a checklist that reminds them of key elements they need to include.
You may also have experience of using worked examples to illustrate how pupils should carry out procedures and tasks (if you want to see more on this, see elective 1 in this module). Pupils can compare their own work to these models, helping them understand what success looks like and where they might need to make improvements. Although you should share examples with all pupils, you can tailor your use of them to meet the needs of specific pupils based on your assessment of them. For example, you might share an example and then withdraw it to elicit more independent responses from some pupils, whereas others, for example some pupils with SEND, would benefit from retaining the example as they work, using it as a prompt. 
You might already know that knowledge organisers provide pupils with essential information in a clear and structured way. Knowledge organisers can be particularly useful at the beginning of the process of internalising and recalling key facts or concepts, reducing the need to hold multiple pieces of information in their working memory at once. For example, if a pupil has to present their understanding of a concept in their own words, they will be able to better focus on choosing the right words if they securely understand the key facts they are presenting.
As we shall explore next, scaffolding should be gradually reduced over time. This might mean giving fewer prompts, removing checklists, or encouraging pupils to generate their own worked examples. By doing this, we ensure that pupils develop the ability to tackle tasks independently, building both confidence and competence in their learning.
Identifying the ‘active ingredients’
These are the ‘active ingredients’ of effective scaffolding. Remember, the active ingredients are the key elements that make an approach or strategy effective. 
Effective scaffolding:
· Reduces cognitive load, limiting the number of simultaneous tasks so that pupils can focus on essential aspects of learning. 
· Provides appropriate support, so that pupils can successfully complete tasks that they could not yet do independently. 
· Ensures high rates of success, so that pupils are motivated to continue to learn. 
· Ensures success for all, with scaffolds designed to support pupils based on prior assessment so they can experience progress and achievement.
· Is gradually removed, with support withdrawn incrementally to foster pupil independence and confidence in their learning. 
These ‘active ingredients’ won’t vary but how they’re used might. As discussed earlier, it’s this blend of consistency and adaptability that makes an approach both robust and impactful.

Examples
	Schools should add exemplification relevant to their context to demonstrate how scaffolding could be used to support pupils, making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: 
Video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 2-3 minutes.  


Click here to return to Content page


2. [bookmark: Section2]Removing scaffolding to support developing independence
Approximate time to complete: 11 minutes
A reminder of what the evidence says
We have seen that scaffolding is a crucial tool in supporting pupils’ learning and have touched on the idea that it must be removed at the right time to foster independence. This is because excessive reliance on scaffolding can hinder growth, making pupils dependent rather than independent learners.
You may also remember that the evidence suggests that unnecessary scaffolding can increase cognitive load, making learning more difficult for pupils rather than aiding their progress (Kirschner et al., 2006; Kalyuga, 2007). Scaffolding should be reduced based on ongoing assessment and knowledge of pupils’ abilities. In this way, it forms part of an adaptive teaching approach that is responsive to individual progress. Remember, pupils with SEND may require scaffolds for longer to help them to develop confidence and competence (EEF, 2021). 
This elective self-study will help you to think through how these theoretical principles can inspire you and inform how you teach. It will help you to recognise when to offer support and, crucially, when to withdraw it so that pupils can take full responsibility for their learning.
What this looks like in practice  
What does it look like to gradually withdraw the support of scaffolds as pupils develop their competence?
You might begin a learning sequence with explicit teacher modelling, guiding pupils through a process step by step and thinking aloud to make reasoning visible. Pupils may then move to joint activities, working with peers or engaging in structured tasks with some teacher support. As their confidence grows, this level of assistance can be reduced. 
It’s important to think of pupils as individuals and to acknowledge that they work at different paces. As you’ll have experienced, it won’t be possible to remove scaffolds for everyone at the same time. Pupils with SEND, for example, may require scaffolds for longer than other pupils.
We already know that formative assessment is key to determining when to remove scaffolding. Checking for understanding through questioning, discussion, observation, and low-stakes assessments helps us decide when pupils are ready to tackle tasks independently. You may also have experience of using questioning strategies that encourage pupils to think independently, rather than relying on direct answers. For example, instead of providing a solution, you might ask, “What strategies have you used before that could help you here?” (for more on questioning, see elective self-study 4).
Scaffolds should be used flexibly and responsively. A pupil who doesn’t need support in one lesson might need it in the following lesson. Similarly, a pupil who doesn’t need scaffolding at the end of a unit, may need scaffolding to be reintroduced at the beginning of a new unit when the content changes. It may be the case that you have prepared scaffolds for one group of pupils but then share them with other pupils who you notice would also benefit from them.
Pupils might not always accurately gauge how much support they need. Relying on pupils to choose the right level of challenge or the necessary scaffolds might be ineffective. However, combining their preferences with your assessment knowledge could enable you to work together towards a point where pupils confidently attempt tasks independently but aren’t afraid to ask for support if they need it.
Ultimately, the goal is to ensure that pupils gain confidence and autonomy. By carefully monitoring their progress and adjusting support accordingly, we can create a learning environment where scaffolding is used effectively and removed at the right moment.
Identifying the ‘active ingredients’ 
These are the ‘active ingredients’ of effective removal of scaffolding.
Effective removal of scaffolding:
· is based on the idea that scaffolding is a temporary support which is used to help pupils develop understanding before being gradually removed to encourage independence and prevent over-reliance.
· is a response to assessment, with teachers making informed decisions about when to reduce support based on formative assessment and knowledge of pupils.
· manages cognitive load, ensuring that scaffolds that were once useful don’t become an additional burden.
· gradually releases responsibility to pupils in order to avoid them becoming dependent on scaffolds, and to instead develop independence.
Though the ‘active ingredients’ don’t change, the way they’re applied can (and should) be adapted depending on the context. This flexibility allows for professional judgement while maintaining fidelity to the approach.
Examples
	Schools should add exemplification relevant to their context to demonstrate how the gradual removal of scaffolding could look, making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: 
Video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 2-3 minutes.  


Click here to return to Content page
[bookmark: Addressinglowlevelbehaviour][bookmark: Section3][bookmark: Earlyywriting]
Teaching metacognitive strategies to help pupils to work independently
Approximate time to complete: 11 minutes 
A reminder of what the evidence says
Self-regulated learning involves pupils planning, monitoring, and evaluating their own work, as well as managing their time, actions, and emotions effectively. The self-study for this module reminded you that making metacognitive strategies explicit helps pupils take ownership of their learning process, reducing their reliance on external support. 
Explicitly teaching metacognitive strategies plays a crucial role in helping pupils become independent learners and can significantly enhance learning outcomes. This is the case for all pupils. Teaching cognitive and metacognitive strategies is effective for supporting pupils with SEND (EEF, 2021). 
As with anything we teach pupils, this requires clear explanation, modelling, and structured opportunities. Pupils can develop some metacognitive strategies without being explicitly taught, however deliberately teaching them will ensure that they develop the full range of strategies they need. 
It is important to pay attention to the fact that the evidence suggests that metacognitive strategies should be taught in a subject-specific manner, rather than as generic skills, to ensure they are meaningful and applicable to pupils.
What this looks like in practice 
So, how can you provide structured guidance which helps pupils to plan, monitor, and evaluate their work?
This could involve introducing a task by first guiding pupils to think about what they know already about: 
· their own abilities and attitudes
· strategies which are effective and available 
· this particular type of activity
You can then guide pupils to apply and adapt that knowledge, considering how they will approach the task. Asking pupils to articulate their plan helps them engage in metacognitive thinking. For example, a think-pair-share activity could facilitate this.
As they work, you might prompt them with reflective questions such as, “Is this approach working for you?” or “What adjustments could you make?” This encourages pupils to monitor their progress and make real-time modifications. For younger pupils or pupils with SEND, simpler questions could include: “What do you need to do next?” “Can you show me what you’ve done so far?” or “Does this look right to you?”
You may have experience of using exit tickets or learning logs to help pupils evaluate their performance. At the end of a task, pupils could complete a short reflection: “What went well? What challenges did I face? What strategies helped me?” By routinely incorporating these reflections, we reinforce the habit of self-evaluation. To make this more accessible for pupils with SEND, you could provide sentence starters or prompts, such as “One thing I did well was...” or “Next time, I want to get better at...”. You might also use visual aids, like icons or emoji, to represent feelings or concepts, allowing pupils to express their reflections non-verbally.
Modelling and guided practice plays a key role in making metacognitive strategies explicit. A teacher might verbalise their own thought process while demonstrating a task, saying, “I’m finding this tricky, so I’m going to break it down into smaller steps” or “I’m checking my progress. Does my work match the criteria?”  By seeing these strategies in action, pupils gain a clearer understanding of how to apply them to their own work. This kind of modelling could be extended for pupils with SEND so that they have regular reminders, even when attempting work independently.
Ensuring tasks are appropriately challenging is crucial. If an activity is too easy, pupils may not need to engage metacognitively; if it is too difficult, they may struggle to apply strategies effectively. By carefully balancing challenge and support, we create an environment where pupils feel motivated to develop and use metacognitive strategies.
Identifying the ‘active ingredients’ 
These are the ‘active ingredients’ of teaching metacognitive strategies effectively.
Effective teaching of metacognitive strategies:
· is explicit, with pupils receiving teaching on how to plan, monitor, and evaluate their learning. 
· starts with focusing learners on their knowledge of self as learner, knowledge of strategies and knowledge of the task. 
· gives pupils ways to monitor and direct their own learning, allowing them to become more independent learners. 
· empowers pupils to access and use cognitive strategies, for example subject-specific skills and strategies. 
· is treated as an ongoing cycle where metacognitive knowledge is constantly updated, and pupils are encouraged to continually monitor and adapt accordingly. 
As you’ll remember, the ‘active ingredients’ stay the same - it’s the delivery that shifts. Teachers may adapt how these are put into action to respond to different phases or pupil needs, but the core ingredients remain constant.
Examples
	Schools should add exemplification relevant to their context to demonstrate how the teaching of metacognitive strategies could look, making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: 
Video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources.
Video exemplification should last no longer than 2-3 minutes. 


Click here to return to Content page
[bookmark: activitycasestudy]
Activity: case study
[bookmark: ScenariosEND]Approximate time to complete: 8 minutes 
The final section of this self-study uses a case study will help you consolidate your understanding of how to use scaffolding effectively whilst also increasing challenge. 
[image: Document with solid fill]
Case study 
Read the case study first and then afterwards, listen to the podcast, where two presenters draw on the evidence in this self-study to explore how the teacher implements these approaches in practice. You may wish to make notes as you listen to share with your mentor. 
	Mr. McGowan teaches in a diverse suburban school, where pupils’ prior knowledge is varied. Some pupils work confidently in his lessons, while others appear to lack confidence in their ability to learn new content.
Mr. McGowan aims to ensure that all pupils can access the new content that he teaches, believing that all his pupils, with the right support, can learn. He knows that a ‘one size fits all’ approach won’t work, but that by providing some pupils with scaffolding, all of his pupils can learn the curriculum content.
Mr. McGowan breaks down complex tasks into manageable steps, using teacher modelling, where he demonstrates tasks while thinking aloud. He makes his decision-making visible to pupils and clarifies the steps involved in completing new tasks. When introducing a new concept or process, he breaks it down into manageable parts, verbalising strategies and highlighting key points to focus on.
He also provides structured frameworks such as prompts and checklists to guide pupils through new material and to help them manage complex tasks. For instance, before pupils begin a multi-step activity, they use the checklist to remind themselves of essential criteria or steps to follow.
To support the retention and recall of key knowledge, Mr. McGowan also uses knowledge organisers. These present critical information in a structured and accessible format, which helps reduce cognitive overload, particularly when pupils are expected to apply factual understanding to new contexts.
As pupils grow in confidence and capability, he gradually removes these supports, enabling them to become more independent. This incremental withdrawal is carefully timed, guided by ongoing formative assessment and a clear understanding of each pupil’s development. He ensures that scaffolds, once helpful, do not become a barrier by adding unnecessary cognitive load or fostering dependency. However, he is particularly mindful of pupils with SEND, recognising that they may need scaffolds for longer.
Mr. McGowan also supports his pupils in developing the ability to plan, monitor, and evaluate their own learning. This begins with activities that help pupils understand how they learn, the nature of the tasks they face, and the strategies available to them. He encourages pupils to ask themselves a range of questions before, during, and after learning tasks so that pupils reflect on and adapt their approach to learning.


[image: Headphones outline]Activity: Case study podcast 		
Now, listen to the podcast in which two presenters explore the case study in further detail, drawing on the evidence in this self-study and the active ingredients outlined earlier. 
As you listen, reflect on how Mr. McGowan applied the ‘active ingredients’ of providing scaffolds, removing scaffolds and teaching metacognitive strategies to enhance his teaching. 
Reflect on how you can adapt these strategies to your own context. What challenges might you case and how would you overcome them?
[image: ECTP Year 1 - Planning and delivery - Elective Self Study 2 - Case Study Podcast]
Click to listen to: Scaffolding and increasing challenge
Please note that this podcast has been created using generative AI. Significant attention was given to ensuring that the generated content was appropriately linked to the original materials and aligned with the framework statements. In developing this AI generated resource, we adhered to strict ethical and legal considerations. Please see the ‘use of artificial intelligence’ section for further details.
Click here to return to Content page
[bookmark: applyyourlearning][bookmark: Scenarios]
Applying your learning: scenarios
Approximate time to complete: 8 minutes 
Now that you’ve completed the elective self-study, revisit the scenarios you examined before engaging with this content. Reflect on the relevant scenario again, considering the strategies and ‘active ingredients’ from the examples provided. 
Consider how these elements can also support you in scaffolding and increasing challenge and discuss your thoughts with your mentor to explore how to apply these approaches effectively in your own context.
	EYFS
	Primary
	Secondary
	Specialist - SEND settings
	Specialist - Alternative provision



	Schools should delete any scenarios that are not relevant to their context.




[bookmark: EYFSscenarioend]EYFS scenario
	Mrs. Greenwood’s nursery class is exploring different textures as part of their "Materials and Senses" topic. The pupils have been playing in an outdoor area of provision filled with objects like sandpaper, cotton wool, pebbles, and sponges. They are encouraged to describe what they feel, compare materials, and sort them into groups based on texture. The aim is to develop their descriptive language and early categorisation skills.
As Mrs. Greenwood listens, she notices that some pupils are using simple adjectives like “soft” and “hard,” while others struggle to verbalise their thoughts, and instead only use gestures or single words. Other pupils use full sentences and demonstrate a wide vocabulary of words associated with describing materials.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mrs. Greenwood to support her pupils to develop.
Here are some options that can support your reflection:
A) She introduces new vocabulary in context, demonstrating words like "rough," "bumpy," and "smooth" while encouraging pupils to repeat and use them in their own descriptions.
B) She provides structured sentence starters, such as “This feels like…” or “It is softer than…”, allowing pupils to focus on formulating descriptions without struggling to structure their sentences.
C) After the task, she asks the more confident pupils “Which textures were the easiest to describe? How did you decide which words to use?” helping pupils to develop awareness of their own learning process.


[bookmark: Primarycenarioend][bookmark: Primaryscenarioend]
Primary scenario
	Mr. Bell’s Year 5 class is learning about life in Victorian Britain. They are writing diary entries from the perspective of a Victorian child, focusing on descriptive writing and historical accuracy. Before writing, they watched a video showing a day in the life of a Victorian schoolchild and discussed key details.
As pupils begin drafting, Mr. Bell notices that some struggle to structure their entries, writing in a list-like fashion rather than developing their ideas into full paragraphs. Others are unsure how to incorporate historical vocabulary. Some children very confidently write well-structured, descriptive diary entries which feature historically accurate ideas.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Bell to support his pupils to develop.
Here are some options that can support your reflection:
A) He offers a word bank of historical vocabulary (e.g., “slate,” “cane,” “workhouse”) and encourages pupils to use at least three new words in their writing.
B) He gives pupils a checklist of key diary-writing features (e.g., past tense, first-person perspective, emotions) to guide them in reviewing and improving their work independently.
C) He asks the pupils who met the objective to think about what made their diary entry effective: “What strategies did you use to make your writing historically accurate? How did you ensure your diary sounded authentic?” Then, he guides them in setting a challenge for their next piece of writing.





[bookmark: Secondaryscenarioend]Secondary scenario
	Miss. Hesselwood’s Year 9 science class is conducting an experiment to investigate how exercise affects heart rate. They record their resting pulse, perform different exercises, and measure changes in heart rate. The aim is to develop their ability to conduct fair tests and interpret data scientifically.
As she circulates, Miss. Hesselwood notices that some students struggle to structure their conclusions, listing data points without explaining trends, while others who would normally write confidently rely heavily on provided sentence starters rather than forming their own explanations. 
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Miss. Hesselwood to support her pupils to develop.
Here are some options that can support your reflection:
A) She gradually removes sentence starters, encouraging students to independently structure their conclusions using key phrases such as “The trend shows that…” or “This suggests that…”.
B) She introduces a self-assessment checklist for scientific conclusions, prompting students to check whether they have included data, trends, and a scientific explanation.
C) She models how to analyse results verbally, thinking aloud while demonstrating how to connect data points to scientific reasoning, before asking students to attempt it themselves.





[bookmark: SENDscenarioend]SEND setting scenario
	Miss Taylor’s Lower Key Stage 3 class is working on a cross-curricular project exploring healthy eating. The lesson focuses on designing a balanced lunchbox using knowledge from previous science and PSHE lessons. To support engagement, the lesson begins with a sensory activity where pupils explore different food textures, smells, and visuals. Miss Taylor uses colourful food models, symbol-supported key vocabulary, and interactive games on the whiteboard to recap the main food groups. 
Pupils are then given differentiated tasks based on their individual needs. Some sort foods into ‘healthy’ and ‘sometimes’ categories using plastic food or Velcro visual boards. Others work with sentence frames and adult support to write simple labels or captions for a healthy lunchbox. A few students attempt to design their lunchbox independently, explaining their choices in writing or using AAC devices. 
As pupils share their ideas at the end of the lesson, Miss Taylor notices that many are relying heavily on adult prompts to complete their tasks. Some repeat surface-level ideas without deeper understanding (e.g. “Fruit is healthy” but unable to explain why), while a few finish quickly and are clearly capable of further challenge. She realises that although the tasks were accessible, they lacked the level of scaffolding needed to promote reasoning for some learners, and the opportunity to extend thinking for others. 
Reflect on the content of the elective self-study as you consider which approaches could help Miss Taylor to support her pupils to develop. 
Here are some options that can support your reflection:
A) Miss Taylor introduces a structured sentence frame: "Fruit is healthy because…" and guides pupils to consider nutrients, energy, or digestion. She gradually reduces support as pupils gain confidence
B) Miss Taylor observes which pupils can explain their choices without prompts and adapts tasks accordingly. Those ready for independence receive open-ended questions, while others still benefit from structured guidance
C) Miss Taylor models self-questioning: "How do I know my lunchbox is balanced?" She encourages pupils to reflect on their thinking and check their choices against the food group visuals.





[bookmark: APscenarioend]Alternative provision scenario
	Mr. Khan is teaching a small group of Year 9 pupils in an alternative provision setting, focusing on a cross-curricular science and literacy lesson about ecosystems. The lesson's aim is for pupils to understand the components of an ecosystem and how living things interact within it. Pupils are researching different ecosystems, identifying producers, consumers, and decomposers, and then writing short explanatory paragraphs using sentence starters and word banks. The intended outcome is for pupils to produce a paragraph explaining the interdependence of organisms in a chosen ecosystem.
As pupils begin the task, Mr. Khan notices that while some pupils are able to write short paragraphs using the scaffolded resources, others are copying directly from the word bank without understanding or applying the information meaningfully. One pupil asks, “Do I just write what it says here?”
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Khan to support his pupils to develop.
Here are some options that can support your reflection:
A) Mr. Khan gradually removes the word bank for some pupils, encouraging them to recall key terms and structure sentences independently, based on his observations of their readiness.
B) He models how to use the scaffold by thinking aloud, showing pupils how to select relevant words, plan a paragraph, and check whether the sentence makes sense.
C) He encourages pupils to use a self-monitoring checklist (“Did I explain how they are connected?”) to prompt reflection and support development of metacognitive awareness during writing.




[bookmark: P16scenarioend]


	Reflections:
Now think about your own learning environment and pupils and how you increase challenge and support pupils to become independent through your use of scaffolding and teaching metacognitive strategies.
Consider how you’ve developed in your practice since your initial teacher training and how you can continue to develop in this area.
Share your reflections with your mentor at your next meeting. 







[bookmark: Summary]Summary
Approximate time to complete: 1 minute 
[bookmark: personalprofessionalreflection]Scaffolding is an evidence-informed strategy that provides tailored support to pupils as they progress from novice to expert (EEF, 2021). Its purpose is to reduce cognitive load by limiting the number of tasks pupils undertake at once (Deans for Impact, 2015), enabling them to focus on core elements without becoming overwhelmed. 
Effective scaffolding can be used with any pupil and includes approaches such as teacher modelling, prompts, checklists, worked examples, and knowledge organisers (Coe et al., 2020). These supports should be gradually removed through a process known as ‘fading’ to foster independence (Kirschner et al., 2006; Kalyuga, 2007). Ongoing assessment should inform when to withdraw support, ensuring teaching is adaptive and responsive. 
Teaching metacognitive strategies further supports pupil independence. Self-regulated learning involves planning, monitoring, and evaluating one’s work. Making these strategies explicit helps pupils manage their learning and reduce reliance on external support. Metacognitive strategies should be taught in a subject-specific context, through clear explanation, modelling, and structured reflection opportunities. Practical approaches include encouraging pupils to articulate their plans, prompting them to monitor progress, and using learning logs or exit tickets for self-evaluation. This equips pupils to become confident, reflective, and independent learners.
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[bookmark: Nextsteps]Next steps
Approximate time to complete: 2 minutes 
	The following next steps are suggestions of how early career teachers could implement the learning from this elective self-study and align with the associated Mentor Support materials. Schools may wish to adapt this to meet the needs of their context and their ECTs.  


Observing expert practice 
If possible, work with your mentor to arrange an opportunity for you to observe a colleague in your school or trust teaching a lesson that exemplifies provision of scaffolding, removal of scaffolding and teaching of metacognitive strategies. You may need to meet with the colleague in advance to identify a suitable part of the lesson to observe for no more than 10 minutes. 
As you observe your colleague, consider where you notice the following:
· How does the teacher reduce cognitive load to help pupils focus on essential aspects of learning?
· How does the teacher provide appropriate support to ensure pupils can successfully complete tasks they might not yet manage independently? Observe how scaffolds are designed to assist pupils in meeting learning objectives, and how these supports align with pupils' current levels of ability and knowledge.
· How does the teacher gradually remove scaffolds to promote pupil independence and avoid over-reliance? Observe how scaffolds are incrementally withdrawn as pupils gain competence and how formative assessments guide decisions on when to reduce support.
· Which metacognitive strategies does the teacher teach explicitly to help pupils plan, monitor, and evaluate their learning? Note how the teacher provides clear instructions on strategies such as planning, using checklists, and self-evaluation processes, and whether pupils are encouraged to reflect on progress, adapt approaches, and refine their methods based on feedback.
You may wish to share your observation notes with your mentor at your next meeting. 
Actions
Identify an upcoming lesson you are going to teach and consider one or more of the following actions that you could implement:
· plan to incorporate carefully designed scaffolds to break complex tasks into manageable steps, gradually enabling pupils to approach learning more independently
· plan to utilise formative assessments to identify where additional support is needed, tailoring scaffolds to match pupils’ prior learning and confidence levels
· plan to explicitly teach metacognitive strategies to help pupils monitor and evaluate their learning, encouraging them to reflect on their progress regularly
· plan to progressively reduce scaffolding based on observed independence, ensuring pupils gain confidence and competence without over-reliance
Discuss how you will implement this with your mentor in your next weekly meeting. You may wish to choose a different action that meets the need and priorities in your own setting. 
Use the contents of this elective self-study to support your planning including identifying the ‘active ingredients’ for the action and how these will be enacted in the learning environment.  
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Related Initial Teacher Training and Early Career Framework statements 
Classroom practice 
Learn that…
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. 
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.c. Removing scaffolding only when pupils are achieving a high degree of success in applying previously taught material.
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.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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[bookmark: AI]Use of artificial intelligence
This document includes content created using generative artificial intelligence (gen AI). The original materials were developed by the NIoT team, drawing on comprehensive evidence base and decades of teaching and leadership experience. Some scenarios, case studies, and example programme materials were generated with the assistance of AI, guided by thoughtfully crafted human prompts informed by extensive expertise and a deep understanding of the framework content. Additionally, AI-generated content was used to create podcast formats. Every output was rigorously quality assured and edited by an expert in early career teaching to ensure accuracy, relevance, and alignment with the framework. 
For further information regarding safe and ethical use of gen AI in education, see https://www.gov.uk/government/collections/using-ai-in-education-settings-support-materials 
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