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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 ‘Adaptive practice’. 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 ‘Adaptive practice’. 
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
Adaptive practice is about ensuring all pupils can succeed, regardless of their starting points or specific needs. This core self-study aims to build on what you learned during your initial teacher training about tailoring your teaching to support all learners effectively. To support you in this, this study will explore what the evidence and research tells us in relation to the following:
1. Understanding different pupil needs
2. Providing opportunities for all pupils to succeed
3. Meeting individual needs without creating unnecessary workload
4. Effective grouping and deployment of teaching assistants (TAs)
5. Developing your knowledge in special educational needs and disabilities (SEND)
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]Understanding different pupil needs 
Approximate time to complete: 10 minutes
What the evidence says
How do intelligence, motivation, and mindset influence school achievement?
You’ll recall from your initial teacher training that pupils learn at different rates and require different levels of support to succeed. A large-scale study (Steinmayr et al., 2023) found that intelligence explains a significant portion of variance in school achievement, but motivation also makes a discrete contribution. So pupils who struggle with certain concepts can still succeed if they have effective support and remain motivated to learn. This means that, as a teacher, fostering motivation in your pupils can make a real difference in their success, no matter their natural ability.
Similarly, research on growth mindset (Sisk et al., 2018) found that while mindset interventions have small overall effects, they can be beneficial for pupils from disadvantaged backgrounds or those at risk of underachievement. This suggests that identifying pupils who need additional support and fostering their confidence in learning is crucial to ensuring progress.
What does this suggest for pupil progress?
Recent research (Steinmayr et al., 2023; Malanchini et al., 2024) shows that while cognitive ability plays a role; test performance, motivation, mindset and self-regulation become increasingly important for progress, especially as pupils get older. This suggests that persistent effort, rather than just ability, has a strong influence on achievement over time.
You’ll remember from your initial teacher training that progress isn’t only about what pupils know. It’s also about how they feel about learning. If a pupil is struggling, they might have gaps in knowledge, or they may have a fixed mindset, low confidence or lack motivation. As an early career teacher, you may have seen some of this already, or it may be new to you.
In the next part of this self-study, we’ll look at practical strategies you can use to meet different needs in your learning environment, including motivational barriers. These might include:
· using formative assessment to check understanding and attitude
· offering scaffolds and prompts to build confidence
· praising effort and strategy, not just correct answers
· keeping expectations high, while guiding pupils step by step
These small but intentional strategies can make a big difference to pupil progress and help all pupils feel more confident and included in learning.
Building positive relationships with parents and carers
Many parents want to support their child’s learning but aren’t always sure how to. You play a key role in showing them how they can help. This starts by building trust and offering clear, practical strategies. You might:
· model learning interactions that show how to talk about ideas or encourage curiosity
· invite parents to informal workshops focused on reading, numeracy or routines
· use simple, jargon-free language in all communication
· your school may have guidance for working with parents, check this with your mentor or subject/phase lead
Research suggests structured activities like shared reading are more effective than general homework support (EEF, 2021g). Providing tools, like number games or phonics guides, can make a real difference. Review what’s working and keep your approach targeted and inclusive (McMahon, 2023).
[Schools may wish to highlight any of these strategies that are used in their context]
Collaboration with stakeholders is important for pupils with SEND
Strong collaboration with parents, carers, and specialist colleagues is vital in identifying barriers to learning and providing the right support. The SEND Code of Practice (DfE, 2014) emphasises that parents must be involved in assessing and planning provision. Thoughtful parental engagement can lead to an average of four months’ additional progress each year, but it needs to be inclusive and tailored (EEF, 2021g). To strengthen your engagement with parents of pupils with SEND, the evidence suggests that you should consider:
· offering practical strategies such as modelling shared reading or explaining how to talk about learning at home
· using clear, accessible communication to help parents understand their role
· creating opportunities that feel welcoming for all families, especially those less confident in education settings
Early, structured conversations with parents are essential for identifying needs and building a shared understanding (EEF, 2021c). Aim to:
· gather insights early about strengths, concerns, and aspirations
· meet at least three times a year to review progress and next steps
· encourage consistent support between school and home

Alongside formal meetings, informal contact, like check-ins or phone calls, can help build trust and confidence. Your SENCO can advise on your school’s processes and support with next steps.
Working with the SENCO and specialist colleagues
Collaboration with SENCOs, teaching assistants (TAs), pastoral teams, and external specialists is crucial in identifying and addressing pupils' needs effectively (DfE, 2021). Research consistently highlights that interventions are most effective when they are closely linked to whole-class teaching, ensuring that additional support reinforces mainstream learning rather than operating in isolation (Davis et al., 2004; EEF, 2021c). The SEND Code of Practice (DfE, 2015) reinforces this, emphasising that teachers should actively engage with specialist colleagues to ensure that pupils receive the right support.
What does effective collaboration look like?
Good collaboration doesn’t just happen, it takes structured coordination, shared goals, and trust between colleagues (Cullen et al., 2020). Effective collaboration requires structured coordination, shared goals, and mutual trust (Cullen et al., 2020). Research indicates that when teachers, SENCOs, and external professionals work together with clear aims, pupil progress improves (Ebbels et al., 2019). To ensure that SEND support is structured, impactful, and aligned with classroom learning, you should:
· retain responsibility for pupil progress – while TAs and external professionals provide additional support, the teacher must lead learning and ensure that all pupils remain included in whole-class teaching (Farrell et al., 2010)
· use evidence-based interventions – specialist support and interventions should be carefully selected by the teacher or SENCO and explicitly linked to classroom content (EEF, 2021c)
· strong collaboration is built on shared understanding, so regular check-ins with colleagues and specialists help ensure that support is effective (Gallagher et al., 2019)
· working with specialists across all three tiers of support enhances pupil outcomes (Ebbels et al., 2019):
· universal (whole-class)
· targeted (small group)
· individual intervention levels; which may be coordinated work with professionals — such as speech and language therapists (SLTs)
Key ingredients for successful collaboration
Successful collaboration between schools and external professionals depends on a few key conditions (McLeskey et al., 2017; Cullen et al., 2020):
· clear, shared goals – professionals may view SEND needs differently, so establishing common aims is essential (Gallagher et al., 2019);
· efficient coordination – joint planning, structured meetings, and consistent interventions lead to better outcomes (EEF, 2021c);
· trust and respect – listening to and valuing others’ expertise strengthens relationships; and
· training and supervision for TAs – structured interventions led by trained TAs support progress; unstructured support may hinder it (Sharma & Salend, 2016).
However, research highlights risks when collaboration is poorly managed:
· untrained or unsupervised TA support can reduce pupil progress (EEF, 2025a);
· over-reliance on TAs may limit pupil independence and inclusion (Farrell et al., 2010); and
· lack of coordination between teachers and specialists can lead to fragmented support (EEF, 2021c).
Effective collaboration isn’t just about having support in place, it’s about making sure that support is purposeful, aligned, and used to help all pupils thrive.
[Schools may wish to highlight any of these strategies that are used in their context]


Now check your understanding!Which of the following best explains the relationship between intelligence, motivation, and mindset in school achievement?
a) Intelligence alone determines a pupil’s academic success.
b) Motivation and mindset influence how pupils engage with learning and respond to challenges.
c) Growth mindset interventions significantly improve outcomes for all pupils equally.
d) Older pupils rely only on cognitive ability, not motivation, to make progress.
The correct answer is B. Motivation and mindset influence how pupils engage with learning and respond to challenges.
Explanation: While intelligence plays a role in predicting school achievement (Steinmayr et al., 2023), motivation and mindset shape how pupils engage with learning and persist through challenges. Research (Sisk et al., 2018) shows that mindset interventions have small overall effects but can benefit disadvantaged pupils. Success is not solely dependent on intelligence — structured support, formative assessment, and high expectations help pupils develop confidence and persistence.

Time to reflect
	Take a moment now to consider the content of this section and reflect on the following:
· How do you currently recognise and support pupils' motivation in your learning environment?
· In what ways do you engage with parents and carers to support pupil learning? 
· How often do you initiate discussions about a pupil’s progress, and how do you ensure parents feel confident in supporting learning at home?

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.




Click here to return to Content page


[bookmark: Section2]2. Providing opportunities for all pupils to succeed
Approximate time to complete: 10 minutes 
What the evidence says
Adapting practice to maximise pupil success
You’ll remember from your initial teacher training that adapting teaching in response to pupil need is key to ensuring all pupils make progress. Research shows that pupils don’t all progress at the same rate and may need different levels of support to meet high expectations (Eaton, 2022). To teach responsively, consider how you:
· use formative assessment to check understanding and address; misconceptions (Eaton, 2022)
· identify when content needs to be broken down further (Deunk et al., 2018); and
· balance new learning with opportunities to revisit and consolidate key knowledge (Gallagher et al., 2022).
Adaptive teaching supports all pupils within whole-class teaching. It avoids the risks of fixed ability grouping, which can limit progress, especially for lower-attaining pupils (Deunk et al., 2018). Pupil views on grouping are shaped by their prior attainment and learning identity (Tereshchenko et al., 2018).
Effective use of individualised support
Individualised instruction can be powerful when used as a supplement, not a replacement for high-quality teaching (EEF, 2025a). It works best when combined with structured scaffolding, small-group instruction, and adaptive teaching strategies that allow pupils to develop independence over time. 
Supporting independence through structured scaffolding
Scaffolding helps all pupils access learning without creating long-term dependency. When used well, it opens up challenging tasks by offering just enough support, through routines, models or prompts, so pupils can develop confidence and independence over time.
You’ll remember from your initial teacher training that scaffolding includes techniques like modelling, using ‘first, now, next’ routines, or reinforcing equipment expectations. But what matters most is how and when you use them.
Van de Pol et al. (2015) found that well-timed scaffolding, adjusted to the level of support pupils need, can improve achievement, effort and confidence. If support is withdrawn too quickly, pupils may struggle; if kept too long, they can become dependent.
The key is to match your support to what each pupil needs at that moment. This helps you provide opportunities for all pupils to succeed, especially those who might otherwise struggle to engage with the task.
Supporting pupils with SEND through structured teaching and collaboration
As you will know from your training year, pupils with SEND are likely to require additional or adapted support to access learning successfully. Earlier you saw that working closely with SENCOs, colleagues, parents, and carers ensures that you fully understand pupils' barriers to learning and can identify strategies to help them succeed (DfE, 2021). Research by Davis et al. (2004) highlights that effective teaching for pupils with SEND should focus on inclusive, structured teaching strategies that promote independence, rather than relying solely on separate interventions.
You may already be familiar with the EEF’s Seven-Step Model for Building Independence (EEF, 2021b), which provides a framework for gradually reducing support while increasing pupil autonomy. This is particularly beneficial for pupils with SEND, as structured guidance allows them to develop confidence in their ability to learn. 
Let’s have a quick reminder of those seven steps now:
[image: The diagram shows 7 boxes running horizontally across the page. There is a faded arrow behind the boxes that points towards the righthand side of the diagram. 
Box 1 is blue in colour and contains the text: activating prior knowledge, box 2 is a mid blue colour and contains the text: explicit strategy instruction. Box 3 is a darker blue colour and contains the test: modelling of learned strategy. Box 4 is a dark blue colour and contains the text: guided practice. Box 6 is a purple colour and contains the text: independent practice. Box 7 is a light purple colour and contains the text: structured reflection.
]
Adapted from EEF: Metacognition and Self-Regulated Learning guidance, 2021
1. Activating prior knowledge – Connecting new learning to what pupils already know, helping them process new concepts.
2. Explicit strategy instruction – Teaching pupils clear skills, such as how to plan, organise, and self-monitor their work.
3. Modelling – Demonstrating thinking processes aloud, making expert thought processes visible.
4. Memorisation of key facts – Helping pupils secure foundational knowledge to reduce cognitive overload.
5. Guided practice – Providing structured support as pupils apply their learning, gradually reducing scaffolding.
6. Independent practice – Encouraging independent application of skills, with ongoing feedback.
7. Structured reflection – Supporting pupils in reviewing what they have learned and how they have learned it, reinforcing metacognition and self-regulation (EEF, 2021b).
This approach aligns with Fisher and Frey’s "I Do, We Do, You Do" model (2004), which gradually shifts responsibility from teacher-led instruction to independent learning. Let’s look at that model again: 
[image: This diagram demonstrates the stages of teacher-led instruction to pupil independent practice - the "I Do, We Do, You Do" model. Two triangles, the left one inverted representing teacher responsibility and the right-hand triangle showing student responsibility. The left-hand inverted triangle shows 'Focused instruction' at the top, then underneath 'Guided instruction'. The right-hand triangle, from the bottom, shows 'Independent' and then above it  'Collaborative'.  Placed across the two triangles is an overlay of lines, levels or strata representing the "I do, We do, You do" process where the first stage "I do" starts at the top and should be read downwards. As the teacher and pupils progress from the "I do" (focused teacher instruction) and move to "You do" (pupil independent work), they go through the middle stages of guided instruction and collaboration.]
Gradual release of responsibility framework (Fisher & Frey, 2004) 
[Schools may wish to highlight any of these strategies that are used in their context]
You’ll remember the ‘I do, we do, you do’ model from your initial teacher training. This structured approach helps pupils gradually take ownership of their learning. It’s especially effective for pupils with SEND, as it balances support with opportunities to build independence (EEF, 2021a & 2025a). Pupils first observe a teacher model the task (I do), then practise with guidance (We do), and finally complete it independently (You do).
High-quality teaching for pupils with SEND also relies on strong, positive relationships with teachers and peers (DfE, 2021). Research shows that teacher attitudes and expectations shape pupil success (Rix et al., 2009). Teachers who take responsibility for supporting all pupils to thrive are more likely to:
· foster high expectations – believing all pupils can succeed
· encourage deeper interaction – using high-level discussion, not just surface tasks
· promote peer collaboration – using structured group work to support inclusion and academic progress
Creating an inclusive learning environment for pupils with SEND
During your initial teacher training, you’ll have explored the importance of inclusive teaching, where pupils with special educational needs and disabilities (SEND) learn alongside their peers. Research shows that well-supported inclusion benefits all pupils (Cullen et al., 2020). For example:
Pupils without SEND can benefit too -a study by Szumski, Smogorzewska & Karwowski (2017) found that pupils without SEND made small but positive academic gains when learning in inclusive classrooms.
There is less research on academic outcomes for pupils with SEND, but well-planned inclusion is linked to stronger peer relationships and better engagement.
To make inclusive practice effective, you’ll need to support both academic progress and pupil confidence. Research by the EEF (2021b) and Davis et al. (2004) suggests that teaching pupils to:
· set goals
· monitor their progress
· act on structured feedback
...helps them believe they can overcome challenges and succeed.
To support pupils with SEND effectively:
· embed structured teaching strategies like ‘I do, we do, you do’
· encourage meaningful interactions with peers
· work closely with SENCOs and specialists to tailor support
These approaches help ensure pupils get the right level of challenge and support to build independence and confidence in their learning (EEF, 2021a; Davis et al., 2004).
Using assistive technology to support pupil learning
You’ll remember from your initial teacher training that technology can help pupils with SEND access learning and develop independence. Used thoughtfully, it removes barriers without lowering expectations (EEF, 2019). Tools like text-to-speech, speech-to-text, and visual supports can help pupils process information, communicate, and stay engaged (EEF, 2021; House of Lords Library, 2023).
The Department for Education (DfE, 2024) found that assistive technology (AT) supports independence, confidence, and better behaviour in the classroom. After AT training, 92% of schools saw greater pupil independence, while 89% reported improved confidence. AT can also boost literacy, for example, speech-to-text helps pupils express their ideas more clearly, closing the gap between spoken and written work. Over 60% of schools saw attainment gains for SEND pupils.
However, for AT to be effective, it must be part of everyday teaching, not used as an add-on. The strongest results were in schools where:
· pupils and teachers had proper training
· AT was embedded into regular routines
· plans were made for long-term use, including transition into secondary
You’ll also need to check your school’s policy around assessment. Some schools were unclear about whether pupils could use AT during tests, which limited its sustained use. Clarifying these expectations helps ensure technology supports long-term progress for all pupils.

Now check your understanding!Which of the following best describes an effective way to support pupils with SEND using structured teaching approaches?
a) Allowing pupils to attempt independent tasks first before offering any support.
b) Encouraging peer collaboration as a substitute for direct teacher input.
c) Using the ‘I do, we do, you do’ model to gradually build pupil confidence and independence.
d) Providing regular one-to-one adult support to mitigate against pupils making mistakes.
The correct answer is C. Using the ‘I do, we do, you do’ model to gradually build pupil confidence and independence.
Explanation: The gradual release of responsibility model (Fisher & Frey, 2004) is an evidence-informed way to support all pupils, particularly those with SEND. It helps pupils develop independence through a clear sequence: teacher modelling (‘I do’), guided practice (‘We do’), and independent application (‘You do’). This structure reduces cognitive load and builds metacognitive skills such as planning, monitoring, and reflecting (EEF, 2021b). Over-supporting or removing challenge too early can hinder long-term progress, while structured support that fades over time promotes both success and independence.

Time to reflect
	Take a moment now and consider the content of this section and reflect on the following:
· How do you use formative assessment to identify when pupils need more scaffolding or greater independence?
· How do you balance individualised support with maintaining high expectations for all pupils?
· To what extent have you explored the use of assistive technology in your learning environment?

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


[bookmark: Creatingpositvepredictableenvironment][bookmark: Section3]Click here to return to Content page
3. Meeting individual needs without creating unnecessary workload
Approximate time to complete: 9 minutes 
What the evidence says
Why adaptive practice?
The EEF (2022) and Education South West highlight that effective adaptive practice does not mean lowering expectations or creating separate lessons. Instead, it involves:
· using formative assessment to understand where pupils are and adapting in response;
· providing scaffolds and support only when needed, so pupils can access the learning, rather than modifying the content itself; and
· avoiding unnecessary workload, by making the curriculum do the heavy lifting and ensuring that adaptations enhance rather than fragment learning.
A well-planned curriculum reduces the need for in-the-moment changes, but during lessons, you should anticipate barriers and be ready to adapt responsively. Adaptive practice strategies may include:
· using formative assessment, such as questioning, hinge questions, or production tasks, to check understanding and adjust teaching in real-time (EEF & Education South West, 2022);
· clarifying tasks or instructions to ensure all pupils understand what is expected;
· providing temporary scaffolds, such as a worked example, sentence stems, or a structured group attempt before an individual attempt; and
· ensuring accessibility, such as adjusting seating, providing pre-teaching, or reading a text aloud for struggling readers.
Unlike differentiation, which often required teachers to plan multiple different activities for different groups, adaptive practice streamlines planning by focusing on high-quality, flexible approaches. Instead of preparing different worksheets for different pupils, for example, you might:
· use a single high-quality textbook and provide additional scaffolding only for those who need it (DfE, 2016);
· build deliberate practice opportunities into lessons, rather than creating extensive additional tasks (EEF, 2022); or
· use pre-prepared prompts to support pupils at different levels of understanding, rather than designing multiple different activities.
[Schools may wish to highlight any of these strategies that are used in their context]
Connecting new content with pupils’ prior knowledge
As you will already know, effective teaching ensures pupils make links between new material and their prior understanding, rather than approaching every topic as brand new (EEF, 2021c). To help pupils make these connections, you can:
· use diagnostic questions to check prior knowledge before introducing new content;
· provide pre-teaching for pupils who lack key foundational knowledge; and
· use retrieval practice to strengthen links between previous learning and new material.
By integrating these approaches, you reduce the need for extensive re-teaching later while ensuring all pupils are ready to engage with new content. In addition, the EEF (2021h) advised that not all teaching needs to be teacher-led. Building in additional practice and reducing unnecessary explanations can be more effective for pupils. Instead of relying on lengthy teacher talk, consider:
· guided practice where pupils work through problems with scaffolded support (EEF, 2021h);
· well-planned questioning to prompt pupils to engage in deeper thinking (Sherrington & Stafford, 2018); and 
· independent tasks where pupils consolidate learning rather than passively listening (EEF, 2021h).
Managing workload through technology and high-quality resources
Technology can play a key role in reducing workload while maintaining high expectations for all pupils. The EEF’s 2025 Teacher Choices Trial found that using AI-assisted lesson preparation reduced planning time by 31% without compromising lesson quality. Teachers who used AI-generated resources saved an average of 25 minutes per week, freeing up time for other areas of teaching (EEF, 2025b). Caution should be used when using AI however to ensure accuracy and compliance with data protection and your school policy. 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
 Similarly, the DfE (2024) found that assistive technology (AT) supports workload management by reducing the time teachers and support staff spend on scribing, reading, and repeating instructions, allowing them to support a greater number of pupils more effectively.
The impact of assistive technology on workload varies depending on how it is implemented, but key benefits reported by teachers include:
· supporting differentiation efficiently – AT allows pupils to access materials independently rather than requiring constant teacher assistance, reducing the need to produce multiple versions of worksheets or additional one-to-one interventions;
· freeing up teacher time for higher-impact support – AT can handle routine tasks such as reading aloud or providing speech-to-text support, enabling teachers to focus on guiding understanding and higher-order questioning (DfE, 2024); and
· improving classroom management – teachers using AT reported fewer behavioural disruptions, as pupils were more engaged and able to complete tasks with greater independence (DfE, 2024).
Using existing digital tools, such as quizzes, online retrieval platforms, and AI-assisted planning, can further streamline workload while keeping learning accessible. 
Whilst AI tools and AT can help reduce workload, you don’t need to create everything from scratch. A DfE study (2016) found that high-quality, externally produced resources, such as textbooks and structured teacher guides, can reduce workload while maintaining effective instruction. Well-designed resources:
· provide clear explanations, models, and structured sequences, reducing the need for lengthy teacher exposition;
· offer built-in scaffolding, ensuring pupils can access learning without requiring entirely separate materials;
· free up planning time, allowing you to focus on adapting practice to your pupils’ needs, rather than constantly developing new resources; and
· using well-structured resources also supports consistency across a department - teachers who share resources collaboratively reduce workload while maintaining high-quality instruction (DfE, 2018).
Similarly, reframing questions provides an efficient way to scaffold learning for some while stretching others (Sherrington & Stafford, 2018). Thoughtful questioning helps pupils clarify ideas, think critically, and extend their reasoning, without the need to create new resources. For example, you can adjust your questioning by:
· encouraging pupils to explain their thinking (“How did you work that out?”)
· asking for alternative perspectives (“Does anyone disagree?”)
· adding more complexity (“How would this change in a different scenario?”)
This approach allows all pupils to engage in the same lesson while receiving tailored support through questioning, rather than through separate tasks, removing unnecessary workload while maintaining inclusive and high-quality teaching.
[Schools may wish to highlight any of these strategies that are used in their context]

Now check your understanding!Which of the following best describes the purpose of adaptive practice?
a) Adjusting expectations for pupils who struggle by modifying the content.
b) Creating entirely separate activities for different ability groups.
c) Using formative assessment and scaffolding to ensure all pupils can access learning without unnecessary workload.
d) Preparing extension activities for pupils so that you can provide individualised instruction for those who need extra support.
The correct answer C. Using formative assessment and scaffolding to ensure all pupils can access learning without unnecessary workload.
Explanation: Research (EEF, 2022; Education South West, 2022) highlights that adaptive teaching does not mean reducing challenge or creating separate activities for different groups. Instead, it involves using formative assessment to check understanding, providing temporary scaffolds, and ensuring accessibility while maintaining high expectations. Unlike traditional differentiation, adaptive teaching streamlines planning by using flexible approaches, such as using a single high-quality resource with built-in scaffolding rather than designing multiple worksheets (DfE, 2016).

Time to reflect
	Take a few minutes now. Consider the content of this section and reflect on the following:
· How do you currently adapt your practice to meet individual pupil needs without creating excessive workload?
· How could adaptive practice strategies help you streamline planning while maintaining high expectations for all pupils?
· To what extent could well-structured textbooks, externally produced resources, or AI-assisted planning tools help reduce your preparation time while maintaining lesson quality?
Note your responses and share them with your mentor at your next meeting. You may also wish to use them when completing your reflection.


Click here to return to Content page
[bookmark: Section4]
4. Effective grouping and deployment of teaching assistants (TAs)
Approximate time to complete: 11 minutes 
What the evidence says
What is within class grouping? 
Within-class attainment grouping involves organising pupils based on their current level of attainment to provide more tailored support. This approach is commonly used in primary schools, particularly in literacy and mathematics. Pupils typically follow the same curriculum but work at different levels of difficulty. When implemented effectively, this approach enables teachers to adapt practice to meet pupils’ needs, providing structured challenge and support.
However, the way pupils experience within-class grouping can vary. Research by Tereshchenko et al. (2018) highlights that pupil perceptions of grouping structures are influenced by their prior attainment and wider learner identities. While some pupils value the structure and targeted support of within-class attainment grouping, others, particularly those in lower-attaining groups, can feel demotivated if they see group placement as fixed rather than flexible. This reinforces the importance of regular review and adaptation to ensure all pupils feel they can progress.
Impact on learning outcomes
The Education Endowment Foundation (EEF) Teaching and Learning Toolkit (2021d) suggests within-class attainment grouping has a small positive impact, averaging two months’ additional progress over a year. However, the evidence strength is limited, and impact varies depending on subject and setting. For instance, there were greater gains in primary schools (+3 months) and maths (+4 months), but little impact found in secondary settings or literacy.
The findings from Tereshchenko et al. (2018) support the need for careful monitoring. Their study of Year 7 pupils shows mixed-attainment classes can benefit all pupils, if grouping and support are carefully adapted by teachers.
[Schools may wish to highlight any of these strategies that are used in their context]
Pupil perspectives on grouping
Tereshchenko et al. (2018) explored the attitudes of pupils in mixed-attainment settings and found:
· lower-attaining pupils often prefer mixed-attainment classes – they value opportunities for collaboration and exposure to more advanced thinking;
· higher-attaining pupils have mixed views – some feel mixed-attainment grouping slows their progress, while others welcome the opportunity to explain ideas to peers;
· disadvantaged pupils are more likely to favour mixed attainment – they appreciate a sense of equality and a broader range of learning opportunities; and
· concerns about behaviour and pace – some pupils worry that mixed-attainment grouping may lead to disruption or leave some struggling to keep up.
These findings suggest that while mixed-attainment grouping can promote equity and engagement, it must be structured carefully to ensure all pupils receive the right level of challenge and support. The study also found that pupils’ perceptions of ability were shaped by the way grouping was framed in schools. If pupils see groups as fixed, they may internalise a view of themselves as ‘low’ or ‘high’ ability, which can affect their motivation and engagement. This reinforces the importance of using flexible, responsive groupings that change based on pupils’ progress rather than fixed attainment labels.
Avoid grouping based on learning styles
You may have come across the idea that pupils learn best when teaching is matched to their learning style (for example: ‘visual’ or ‘kinaesthetic’). However, there is no reliable evidence that this approach improves attainment (EEF, 2021d; Pashler et al., 2008). Studies attempting to match teaching to learning styles have not shown a positive impact on progress.
In fact, grouping pupils by learning style can be unhelpful. The EEF (2021d) warns that it may reduce motivation and self-efficacy, particularly for younger pupils or those from disadvantaged backgrounds. It can lead pupils to believe they can only learn in certain ways, limiting their confidence and engagement.
Instead of focusing on learning styles, use strategies with a stronger evidence base:
· focus on what pupils know and what’s getting in the way: prior knowledge, misconceptions, or other barriers;
· use adaptive teaching: model, scaffold and explain clearly so all pupils can access learning;
· give high-quality feedback: support pupils to plan, monitor and reflect on their learning; and
· monitor impact: notice how grouping and support affect motivation, engagement and attainment.
Deploying teaching assistants effectively
Teaching assistants (TAs) can have a large positive impact on pupil outcomes, but how they are deployed is key (EEF, 2025a). Research consistently shows that TAs should supplement rather than replace the teacher’s role, and that targeted interventions delivered by well-trained TAs produce far greater benefits than general learning environment support (EEF, 2025a; Blatchford et al., 2009). However, when TAs take on instructional roles without sufficient planning or training, pupils, especially those with SEND or lower prior attainment, can receive less time with their teacher and lower-quality interactions than their peers (EEF, 2021c).
Many TAs report feeling underprepared due to limited time for planning and communication with teachers (Blatchford et al., 2009). Without clear guidance, they often "go into lessons blind", trying to follow the teacher’s delivery in real time. Working collaboratively with TAs to prepare them for interventions and individual support can enhance the effectiveness of their impact (EEF, 2025a).
TAs should supplement, not replace, the teacher
To ensure TAs enhance rather than replace teaching, consider the following strategies (EEF, 2025a):
	Effective TA deployment
	Less Effective TA deployment

	TAs support all pupils by assisting the teacher during whole-class teaching (e.g., scribing on the board, modelling examples).
	TAs work with the same individual pupils for long periods, limiting their interactions with the teacher.

	TAs use structured roles like ‘teaching triage’ to identify pupils needing further teacher input.
	TAs manage behaviour or provide general learning environment support without clear direction.

	The teacher leads instruction, and TAs reinforce learning through guided practice.
	TAs take the lead in teaching key content while the teacher focuses on other pupils.

	TAs rotate their support across different pupils, ensuring all pupils spend time with the teacher.
	Some pupils (often lower attaining) spend significantly less time working directly with their teacher.


[Schools may wish to highlight any of these strategies that are used in their context]
What conversations might help support your TA?
Regular discussions before and after lessons will help ensure that TA support is effective and well-connected to classroom learning (EEF, 2025a). You should:
· clarify learning goals before the lesson so your TA knows what pupils need to achieve
· reflect with your TA after the lesson to talk about pupil progress and adjust support strategies
· make sure intervention work links back to the main curriculum so that pupils don’t have to make these connections on their own
How can you support your TA to promote independent learning?
A key part of making the best use of your TA is ensuring they’re not just helping pupils complete tasks but actually supporting them to become independent learners. Research from the Education Endowment Foundation (EEF, 2025a) highlights that pupils make more progress when TAs encourage them to think for themselves rather than rely on direct instruction. Your role as the teacher is to set the task, guide the TA, and ensure pupils remain responsible for their own learning.
What should TAs be guided to avoid when supporting pupils?
Not all support strategies help pupils learn. In fact, some common practices reduce independence and slow progress. Here are a few things to watch out for:
	Less effective strategies
	Why they should be avoided

	Focusing on task completion rather than understanding
	Pupils might finish the work, but they won’t develop problem-solving skills.

	Giving too much help too soon
	Stops pupils from thinking for themselves and developing resilience.

	Overusing closed questions
	Limits thinking—open-ended questions help pupils reason and explore.

	Simply repeating what you’ve said
	Pupils need help processing and applying knowledge, not just hearing it again.

	Jumping in too quickly when pupils hesitate
	Give them time to think and formulate their own responses before offering support.


Research shows that TAs have the most impact when they use a structured approach to interactions, rather than just stepping in when pupils struggle (EEF, 2025a). 
Now check your understanding!How can TAs be deployed most effectively to support pupil learning?
A. By replacing the teacher’s role in delivering instruction to lower-attaining pupils.
B. By providing targeted interventions that supplement, rather than replace, the teacher’s role.
C. By working independently with pupils with SEND to reduce the teacher’s workload.
D. By offering general classroom support without prior planning or training.
The correct answer is B. By providing targeted interventions that supplement, rather than replace, the teacher’s role.
Explanation: Research (EEF, 2021; Blatchford et al., 2009) shows that TAs have the greatest impact when delivering structured, well-planned interventions, rather than replacing teacher instruction. When TAs take on instructional roles without training or preparation, pupils, especially those with SEND or lower prior attainment, may receive lower-quality interactions and reduced teacher time. 

Time to reflect
	Consider the content of this section and reflect on the following:
· How do you ensure groupings remain flexible and do not reinforce fixed expectations of ability?
· How do you monitor the impact of your grouping strategies on pupil engagement and progress? 
· What strategies do you use to promote pupil independence rather than task completion?
Note your responses and share them with your mentor at your next meeting. You may also wish to use them when completing your reflection.
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5. [bookmark: Section5]Developing your knowledge in special educational needs and disabilities (SEND)
Approximate time to complete: 10 minutes 
What the evidence says
How does high quality professional development improve your practice?
You’ve already explored how adaptive practice ensures all pupils experience success while maintaining high expectations. Now, it's important to consider how your own professional development supports this work. High-quality professional development has been shown to improve pupil achievement, but not all training is equally effective (Sims et al., 2021). The most impactful professional development builds knowledge over time, motivates teachers, develops teaching techniques, and embeds new practice:
· the best professional development programmes are carefully designed to include multiple mechanisms for improving practice (Sims et al., 2021);
· professional learning is most effective when it is sustained, collaborative, and linked to classroom practice (Cordingley et al., 2015); and
· reflective practice, supported by feedback, professional discussion, and engagement with research, strengthens teaching skills (Sims et al., 2021)
When developing your knowledge of special educational needs and disabilities (SEND), you should seek out professional development that is sustained, evidence-informed, and embedded in real teaching practice.
Making professional development effective
You’ll remember from your initial teacher training that well-planned professional development (PD) supports your growth over time. Module E – Assessment for learning – also explores its impact in relation to effective assessment. Well-planned PD helps you improve your teaching and better support all pupils, including those with SEND. Effective PD isn’t about one-off sessions. It’s most useful when it’s:
· sustained – spread over time, allowing you to revisit and embed new strategies (EEF, 2021m);
· relevant – linked to the real challenges you face in your setting (Cordingley et al., 2015); and
· practical – focused on small changes that improve pupil learning (Sims & Fletcher-Wood, 2021).
You might take part in PD like:
· instructional coaching – regular feedback and support from a colleague
· peer observation – watching experienced teachers and discussing strategies
· SENCO-led input – learning more about how to meet individual needs in your context
Reflection and feedback matter too. Keep a journal, discuss lessons with your mentor, and draw on educational research that’s clear and trustworthy.
Over time, this approach helps you build knowledge, stay motivated, and embed inclusive strategies in everyday teaching.
[Schools may wish to highlight any of these strategies that are used in their context]
The impact of teacher attitudes on inclusive education
Research highlights that teachers who develop positive professional relationships with colleagues and engage in reflective discussions about inclusive practice contribute to better outcomes for pupils with SEND (Heyder et al., 2020).
Building an inclusive learning environment goes beyond physical placement, true inclusion requires fostering a sense of belonging for all pupils. Research from Heyder et al. (2020) shows that while pupils with SEND often feel just as comfortable in school as their peers, they frequently report feeling less socially integrated. This highlights the crucial role that teachers play in shaping the learning environment.
Teachers who see inclusion as beneficial and adopt proactive strategies to support social integration create learning environments where all pupils feel valued (Heyder et al., 2020). This means that:
· the way you talk about inclusion with colleagues and pupils matters - a shared, positive mindset towards inclusion fosters a stronger sense of belonging for pupils with SEND;
· the strategies you use, such as mixed-ability group work, peer mentoring, and structured social activities, can make a significant difference in whether pupils with SEND feel part of the classroom community; and
· your professional relationships with teaching assistants (TAs), the SENCO, and specialist colleagues will influence how well inclusion is implemented across the school.
A study by Monsen et al. (2014) found that when teachers held positive attitudes towards inclusion, pupils in their classes reported higher levels of learning environment satisfaction, greater cohesion, and lower levels of friction. This reinforces the idea that professional collaboration isn’t just about technical strategies; it’s also about cultivating an inclusive mindset that benefits the whole school.
Engaging with high-quality research evidence
You’ll already know from your initial teacher training that when developing your professional knowledge, especially in supporting pupils with SEND, it’s essential to engage with high-quality, reliable research. The EEF Using Research Evidence Guide (2024) outlines six key questions to help you assess the quality of any study. Known as the CLAIMS framework, these are:
1. Conclusions – does the research only report findings that support one viewpoint while ignoring contradictory evidence?
2. Limitations – are any weaknesses clearly stated (for example: small sample size or other explanations for the findings)?
3. Applicability – are the findings being stretched beyond their original scope (for example: applied to different phases or subjects)?
4. Independence – is the research free from commercial or other interests that might affect its conclusions?
5. Methods – are the methods appropriate and clearly explained?
6. Sample Population – does the study draw from a representative group of pupils?
Being evidence-informed also means knowing how to apply research, not just read it. The expansive learning cycle from Engeström & Sannino (2010) provides a practical model. This approach encourages teachers, particularly early in their careers, to take ownership of their development by following these steps:
· Questioning and analysing: start by identifying a challenge you’re facing in the classroom. Gather a range of evidence (including contrasting views) and interrogate it; ask who wrote it, who it’s for, and how it connects to theory and your own experience.
· Modelling the new solution: choose one small, specific change you want to try with a particular class. Plan how you’ll implement it over a manageable timeframe.
· Testing and implementing: use lesson observations, pupil work, or discussion, not large-scale testing, to assess how well the new strategy is working. Build this into your normal teaching, rather than adding extra workload.
· Reflecting and refining: use your mentor or a trusted colleague as a sounding board. Reflect on what worked and what didn’t.
· Consolidating and generalising: think about how you could apply what you’ve learned to another class, or how it might inform future planning. This often leads back to step one, creating a cycle of sustained improvement.

[image: This diagram outlines the expansive learning cycle, starting at the top (around one o'clock on a clock-face), and moving clockwise 1. Questioning, 2. Analysis, 3. Modeling the new solution, 4. Examining and testing the new model, 5. Implementing the new model, 6. Reflecting on the process and finally 7. Consolidating and generalising the new practice.]
The cycle of expansive learning (Engeström & Sannino, 2010)
This diagram outlines the expansive learning cycle, a helpful framework for developing your practice using research evidence. While it’s important to engage with research, it’s even more important to interact with it, question it, apply it, reflect on it, and adapt it to your context. 


Now check your understanding!Which of the following best describes the characteristics of effective professional development?
a) Effective professional development is intensive and theoretical, helping teachers build academic knowledge quickly.
b) Effective professional development is relevant to the teacher’s context, practical, and sustained over time.
c) Professional development is effective as long as it is delivered by an expert, regardless of its connection to classroom practice.
d) All professional development has a positive impact on pupil achievement, regardless of its structure or focus.
The correct answer: B. Effective professional development is relevant to the teacher’s context, practical, and sustained over time.
Explanation:
Professional development is most effective when it’s relevant to the teacher’s setting, sustained over time, and focused on small, practical changes (Cordingley et al., 2015; Sims & Fletcher-Wood, 2021).
Option A is incorrect as this wrongly emphasises intensity and theory. Sims et al. (2021) state that effective PD should build knowledge over time, not rely on brief, intensive sessions. 
Option C is also incorrect. The expertise of the presenter is not enough. PD must be embedded in real teaching practice and tied to classroom challenges. Cordingley et al. (2015) highlight that PD must be relevant and embedded in day-to-day teaching, not simply led by someone knowledgeable.
D is also incorrect as the structure and content of PD play a significant role in the impact on pupil achievement. Sims et al. (2021) emphasise that carefully designed programmes with multiple mechanisms for improving practice are most effective.





Time to reflect
	You’ve explored how high-quality professional development enhances teaching and improves outcomes for pupils with SEND. Now, consider how you engage with professional learning.
· How do you currently engage in professional development related to SEND? 
· How do you ensure that your professional learning translates into improved practice? 
· To what extent are you aware of potential biases or limitations in research, and do you critically evaluate claims before applying new strategies?
Note your responses and share them with your mentor at your next meeting. You may also wish to use them when completing your reflection.
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[bookmark: Summary]Summary
Approximate time to read: 2 minutes
[bookmark: personalprofessionalreflection]Adaptive practice ensures all pupils experience success through responsive adjustments that avoid unnecessary workload (Eaton, 2022): 
· use formative assessment to spot gaps in both knowledge and motivation (Deunk et al., 2018)
· make small, strategic adaptations, like scaffolding, reframing questions, or linking to prior learning, to support progress (DfE, 2016)
· use flexible, responsive groupings that challenge all pupils without reinforcing limiting beliefs (EEF, 2021f; Tereshchenko et al., 2018)
Meeting individual needs does not require creating multiple versions of a lesson or lowering expectations (EEF, 2020). Instead, adaptive practice focuses on small, strategic adaptations, like scaffolding, reframing questions, and linking to prior learning, without increasing workload (DfE, 2016). 
Use structured teaching and maintain high expectations for all (DfE, 2015). Structured questioning and well-designed interventions ensure pupils receive the right level of support and challenge (Sherrington & Stafford, 2018). High-quality resources, including textbooks and AI-assisted planning tools, support efficient planning and maintain high expectations (EEF, 2025b). Collaborative planning and shared resources reduce workload while strengthening pupil progress.
Effective grouping and strategic deployment of teaching assistants (TAs) can enhance outcomes when implemented thoughtfully (EEF, 2021f). Within-class grouping should remain flexible to avoid reinforcing limiting beliefs (Tereshchenko et al., 2018). Effective deployment means: 
· TAs should supplement, not replace, teacher instruction by reinforcing key concepts and guiding pupils toward independence (EEF, 2025a) 
· clear guidance, structured questioning, and avoiding over-prompting enabling TAs to support autonomy 
· regular monitoring ensuring TAs support contributes positively to learning
Professional development (PD) is one of the most effective ways to improve teaching and support pupils with SEND (EEF, 2021m). The most impactful PD is sustained, evidence-informed, and linked to daily practice (Cordingley et al., 2015). It builds on teachers’ existing knowledge, encourages reflection and feedback, and promotes collaboration. Teachers should assess studies for transparency, rigour, and relevance to improve outcomes and reduce workload through effective, targeted teaching (EEF, 2024).
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[bookmark: Nextsteps]Next steps	
Approximate time to complete: 1 minute
Congratulations! You have now completed the core study for ‘Adaptive practice’. 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 mentor discussion, choose 3 elective self-studies from a choice of 5, each relating to different aspects of ‘Adaptive practice’. These will provide further examples on how to adapt your practice for pupils and work with other adults effectively 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: The diagram shows an overview of the elective self-studies' suggested action steps. The diagram is read left to right. The green box on the far left is labelled ‘Adaptive practice: core self-study' and leads onto the next stage; the column of blue boxes that list the elective self-studies' steps.
These are from top to bottom: ‘Understanding different pupil needs, ‘Provide opportunities for all pupils to succeed’, ‘Meeting individual needs without creating unnecessary workload’, ‘Effective grouping and deployment of teaching assistants’, and finally ‘Developing your knowledge in special educational needs and disabilities (SEND)’.
]
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[bookmark: RelatedITTECFframeworkstatements]Related Initial Teacher Training and Early Career Framework statements  
Adaptive Practice 
Learn that…
5.1. 	Adapting teaching in a responsive way, including by providing targeted support to pupils who are struggling, is likely to increase pupil success.
5.2. 	Pupils are likely to learn at different rates and to require different levels and types of support from teachers to succeed.
5.3. 	Seeking to understand pupils’ differences, including their different levels of prior knowledge and potential barriers to learning, is an essential part of teaching.
5.4. 	Adaptive teaching is less likely to be valuable if it causes the teacher to artificially create distinct tasks for different groups of pupils or to set lower expectations for particular pupils.
5.5. 	Flexibly grouping pupils within a class to provide more tailored support can support learning, but care should be taken to monitor its impact on attainment, behaviour, engagement and motivation, particularly for low attaining pupils.
5.6. 	There is a common misconception that pupils have distinct and identifiable learning styles. This is not supported by evidence and attempting to tailor lessons to learning styles is unlikely to be beneficial.
5.7. 	Pupils with SEND are likely to require additional or adapted support; working closely with colleagues, parents/carers, and pupils to understand barriers to learning and identify effective strategies is essential.
5.8. 	High quality teaching for all pupils, including those with SEND, is based on strategies which are often already practised by teachers, and which can be developed through training and support.
5.9. 	Technology, including educational software and assistive technology, can support teaching and learning for pupils with SEND.
Learn how to…
Develop an understanding of different pupil needs, by:
· 5.a. Identifying pupils who need new content further broken down.
· 5.b. Making use of formative assessment.
· 5.c. Working closely with the Special Educational Needs Co-ordinator (SENCO) and other SEND specialists or expert colleagues.
· 5.d. Working closely with the Designated Safeguarding Lead.
· 5.e. Supporting pupils with a range of additional needs and using the SEND Code of Practice: 0 to 25 years, which provides guidance on effective school systems and approaches for identifying and supporting the special educational needs of pupils with SEND.
· 5.f. Utilising existing opportunities to engage with parents and carers to better understand pupils’ individual needs (for example: meetings with parents).
Provide opportunity for all pupils to experience success, by:
· 5.g. Adapting lessons, whilst maintaining high expectations for all, so that all pupils have the opportunity to meet expectations.
· 5.h. Balancing input of new content with the revisiting of prior learning so that pupils master important concepts.
· 5.i. Making effective use of teaching assistants and other adults in the learning environment.
· 5.j. Making effective and judicious use of specialist technology to support pupils with SEND.
Meet individual needs without creating unnecessary workload, by:
· 5.k. Making use of well-designed resources (for example: textbooks, manipulatives).
· 5.l. Planning to connect new content with pupils' existing knowledge or providing additional pre-teaching if pupils lack critical knowledge.
· 5.m. Building in additional practice or removing unnecessary expositions.
· 5.n. Reframing questions to provide greater scaffolding or greater stretch.
· 5.o. Considering carefully whether intervening within lessons with individuals and small groups would be more efficient and effective than planning different lessons for different groups of pupils.
Group pupils effectively, by:
· 5.p. Applying high expectations to all groups, and ensuring all pupils have access to a rich curriculum.
· 5.q. Intentionally grouping in relation to a specific learning outcome, regularly reviewing those groupings, taking care to monitor their impact and avoiding the perception that groups are fixed.
Professional Behaviours 
Learn that…
8.1. 	Effective professional development is likely to be sustained over time, building knowledge, motivating staff, developing teaching techniques, and embedding practice.
8.2. 	Reflective practice, supported by feedback from and observation of experienced colleagues, professional debate, and learning from educational research, is also likely to support improvement.
8.3. 	Teachers can make valuable contributions to the wider life of the school in a broad range of ways, including by supporting and developing effective professional relationships with colleagues.
8.4. 	Building effective relationships with parents, carers and families can improve pupils’ motivation, behaviour and academic success.
8.5. 	Teaching assistants (TAs) can support pupils more effectively when they are prepared for lessons by teachers, and when TAs supplement rather than replace support from teachers.
8.6. 	SENCOs, pastoral leaders, careers advisors and leaders and other specialist colleagues also have valuable expertise and can ensure that appropriate support is in place for pupils.
8.7. 	Engaging in high quality professional development can help teachers improve.
8.8. 	Teacher attitudes towards inclusion and SEND are a key determinant in the school experience of pupils with SEND.
8.9. 	Research evidence can vary in its level of reliability, which is determined by how the research was conducted and other factors that might introduce bias, such as the level of independence. High quality research communicates methods and limitations transparently.
Learn how to…
Develop as a professional, by:
· 8.a. Engaging in professional development focused on developing an area of practice with clear intentions for impact on pupil outcomes, sustained over time with built-in opportunities for practice.
· 8.b. Strengthening pedagogical and subject knowledge by participating in wider networks and as part of the lesson preparation process.
· 8.c. Seeking challenge, feedback and critique from mentors and other colleagues in an open and trusting working environment.
· 8.d. Engaging with research evidence by accessing reliable sources, seeking support for how findings can inform practice, and monitoring the impact of applications.
· 8.e. Reflecting on progress made, recognising strengths and weaknesses and identifying next steps for further improvement.
Build effective working relationships, by:
· 8.f. Contributing positively to the wider school culture and developing a feeling of shared responsibility for improving the lives of all pupils within the school.
· 8.g. Seeking ways to support individual colleagues and working as part of a team.
· 8.h. Communicating with parents and carers proactively and making effective use of parents’ evenings to engage parents and carers in their children’s schooling.
· 8.i. Working closely with the SENCO and other professionals supporting pupils with additional needs, making explicit links between interventions delivered outside of lessons with classroom teaching.
· 8.j. Drawing on guidance from expert colleagues, sharing the intended lesson outcomes with teaching assistants ahead of lessons.
· 8.k. Ensuring that support provided by teaching assistants in lessons is additional to, rather than a replacement for, support from the teacher.
· 8.l. Knowing who to contact with any safeguarding, or any pupil mental health concerns.
Manage workload and wellbeing, by:
· 8.m. Using and personalising systems and routines to support efficient time and task management.
· 8.n. Understanding the right to support (for example: to deal with misbehaviour, or support pupils with SEND).
· 8.o. Collaborating with colleagues to share the load of planning and preparation and making use of shared resources (for example: textbooks).
· 8.p. Protecting time for rest and recovery and being aware of support available to support good mental wellbeing.
Click here to return to Content page

[bookmark: Furtherreadingandreferences]Further reading
· https://assets.publishing.service.gov.uk/media/5a7f1c3a40f0b6230268d7fa/Eliminating-unnecessary-workload-around-planning-and-teaching-resources.pdf
· EEF Supporting the recruitment and retention of teachers in schools with high proportions of disadvantaged pupils: understanding current practice around managing teacher workload (2023) 
· https://d2tic4wvo1iusb.cloudfront.net/production/documents/projects/Review-of-teacher-workload-management-approaches.pdf?v=1741253187
· https://my.chartered.college/research-hub/how-probing-questions-can-help-students-to-develop-their-understanding-and-ideas/
· https://educationendowmentfoundation.org.uk/projects-and-evaluation/projects/choices-in-edtech-using-generative-ai-chatgpt-for-ks3-science-lesson-preparation-2024-teacher-choices-trial
· https://educationendowmentfoundation.org.uk/news/moving-from-differentiation-to-adaptive-teaching
· Chartered College: https://my.chartered.college/research-hub/how-probing-questions-can-help-students-to-develop-their-understanding-and-ideas/ Chartered College - https://my.chartered.college/impact_article/using-assistive-technology-to-give-send-learners-independence/
· EEF - https://educationendowmentfoundation.org.uk/projects-and-evaluation/projects/choices-in-edtech-using-generative-ai-chatgpt-for-ks3-science-lesson-preparation-2024-teacher-choices-trial
· EEF - https://educationendowmentfoundation.org.uk/news/moving-from-differentiation-to-adaptive-teaching
· Research Schools - https://researchschool.org.uk/news/moving-forward-with-technology-in-the-classroom
· Sherrington T (2019) ‘Mindsets vs Metacognition’. Available at: https://teacherhead.com/2019/09/15/mindsets-vs-metacognition-two-eef-reports-and-a-clear-conclusion/ 
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