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ECT Programme Mentor support materials - Core self-study
Behaviour and relationships
​	​These materials are intended for use by those who design and deliver a school-led Early Career Teacher programme. Opportunities for schools or trusts to add detail relevant to their context have been identified.  		This self-study material is for use with mentors working with early career teachers (ECTs) in year one of the programme. It provides an outline of the content from ECTs’ core self-study relating to the module on behaviour and relationships so that mentors are familiar with the underpinning research and evidence. 	


 



Introduction
Welcome to the Early Career Teacher Programme Mentor Support Materials for those working with Early Career Teachers (ECTs) in year 1 of the programme. This will give you an understanding of what your ECT has been learning about and will help guide your discussions during your mentor sessions. 
In these optional materials you have been provided with an overview of the content that ECTs will be exploring in their core self-study relating to behaviour and relationships. This content will focus on how to ensure teachers teach and embed behaviours that enable a safe and predictable learning environment in which all pupils can thrive. 
Here’s a reminder of how each of the self-studies for ECTs fit into year one the ECT programme: 
[image: A horizontal flow diagram showing the ECT programme over a term. Starting with a green square on the left that says 'Core self study' and then in the centre a blue box that says Personal professional reflection along with discussions with mentor to identify an area of practice to focus on and 3 elective self-studies to engage with. Finally 3 purple boxes on the right that each say elective self study. Underneath the diagram is a blue arrow pointing to the right.  ]
All early career teachers will complete the core self-study. They will then reflect on their current practice and prior experience. This will be followed by a discussion with you, their mentor, in which you will jointly select three of the elective self-studies that they will complete for that module (two in the first module on ‘Behaviour and relationships’). 
These support materials provide a summary of the core self-study that all ECTs will complete in the module relating to behaviour and relationships. The core self-study aims to build on what early career teachers learned during their initial teaching training by exploring what the evidence and research tell us about the importance of teaching and embedding routines and maintaining high expectations for all pupils.   

Please note, the overview of the ECT self-study material is optional reading. You can  go straight to the Next Steps: Working with your ECT to reflect on their practice if you wish. 
If you wish to read the full self-study, you should begin by reading these materials relating to the core self-study which outlines the theory and related evidence underpinning the module. They should then read the support materials for each of the elective self-studies that their early career teacher has selected to complete. 
An overview of the elective self-studies in this module below:

It is suggested that you review the content of the core self-study during week 1 of the half term and then read the relevant elective self-study support material in advance of observing and meeting with your early career teacher in the subsequent weeks. This will help guide your discussion and provide suggested possible actions for your ECT to develop their practice in their focus area. 
Estimated study time: 15 minutes per week/90 minutes per half term
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Behaviour and relationships
[bookmark: SummaryofECTmaterialsCORE]Summary of content from ECT materials – what the evidence says about…
1. [bookmark: Elective1a]Communicating belief in pupils’ academic potential 
Communicating belief in pupils' outcomes is crucial. Teacher expectations significantly impact pupil outcomes. Research consistently demonstrates a link between high expectations and improved achievement (Rubie-Davies et al., 2014). This is attributed to the "Pygmalion Effect", where pupils tend to perform in line with expectations set for them (Murdock-Perriera & Sedlacek, 2018).
Communicating belief goes beyond aspirations. Teachers must equip pupils with the necessary skills and support to reach their potential, fostering self-efficacy and motivation alongside academic assistance (Marzano, 2010).
Targeted feedback which provides specific, actionable feedback focused on improvement rather than generic praise promotes a culture of growth and trust (EEF, 2021b) which can also convey belief in pupils’ potential. 
Conveying high expectations requires more than just aspiration; teachers need to equip pupils with the necessary skills and support to reach those goals. This includes fostering self-efficacy and motivation, along with academic assistance.
2. [bookmark: Elective1b]Establishing effective routines and expectations
Routines are the building blocks of the classroom culture (Bennett, 2016). This is because establishing routines helps minimise distractions, create a predictable and secure classroom environment (Grossman et al., 2009), and reduce opportunities for misbehaviour (Ofsted, 2014, p.24). While a predictable environment benefits all pupils, it is especially valuable for those with special educational needs (EEF, 2021b).
Well-established routines play a crucial role in developing pupils’ emotional self-regulation—the ability to manage their emotions (Blakemore, 2018). 
Classroom routines and rules help pupils manage emotions like boredom or frustration, redirect their focus, and reduce stress (Ursache, Blair & Raver, 2012). Therefore, investing time in establishing and reinforcing routines is essential for creating an effective learning environment in the long run as it leaves more time for learning (Kern and Clemens, 2007).
When teaching and practising routines, it is important to be explicit and clearly explain the purpose and steps of each routine.
To support pupils, teachers should model routines by breaking them into manageable steps and teaching each step clearly. The behaviour should be modelled as you describe it, helping pupils create a mental model of the routine. This explicit guidance increases their chances of success.
Practising routines at the start of the year, along with providing guidance and feedback, helps pupils master them. However, consider introducing different routines over a few weeks to ensure pupils are not overwhelmed (Archer and Hughes, 2011).
[bookmark: Elective1c]3. Creating a positive, predictable and safe learning environment
A positive climate promotes wellbeing and reduces risky behaviours (Rathmann et al., 2018; Chapman et al., 2013). Predictable environments benefit all pupils but especially those with SEND (EEF, 2021c) however positive learning environments, , do not simply create themselves, rather they are comprised of multiple components that are consistently put into practice. This includes:
· Promoting positive interactions with pupils and between pupils
· Boosting pupil motivation 
· Creating and maintaining high expectations for all pupils
 (Coe et al., 2020)
Evidence for the impact of the use of rewards and sanctions remains inconclusive in terms of improving behaviour (EEF, 2021d) although they do appear to be an effective tool to motivate pupils. Focusing on developing intrinsic motivation through genuine praise and highlighting the inherent value of learning can help foster a positive learning environment (Mccrea, 2020; Henderlong & Lepper, 2002).
One way to support pupils to become less reliant on rewards, as part of behaviour management, is to explicitly teach learning behaviours alongside the teaching of routines (EEF, 2021d). Evidence suggests that explicitly teaching learning behaviours can help create a more positive and safe learning environment due to the reduced level of teacher intervention required to manage behaviour (EEF, 2021d, p.16).
Supporting pupils in developing self-regulation can lead to notable improvements in both behaviour and learning outcomes, as it equips them with strategies to stay focused, adapt to challenges, and work well with others (EEF, 2021d, p.16).
Teachers should be aware of individual learning behaviours, especially those of pupils with some kind of SEND, and adapt strategies accordingly.
Any strategies used to address low-level behaviour should align with the school’s culture and its policies, prioritising the safety of all pupils and restoring calm learning environment that enables all pupils to thrive (DfE, 2024, p.15). 
Universal behaviour systems work for the majority of pupils, however for some pupils further support may be needed (EEF, 2021d). This may take the form of a tailored approach which may include targeted interventions implemented by teachers with additional training. It may also involve teachers reflecting on their whole classroom management, which may benefit pupils with more individualised needs (EEF, 2021d, p.28). Any adaptions to existing behaviour routines should continue to align with the whole-school approach and expectations should remain consistently high for all pupils (EEF, 2021d, p.28).

Where a pupil is unable to comply with a universal behaviour system, or meet the expectations of the teacher, this does not necessarily indicate a special educational need (EEFd, 2021, p.29). Conversely, where a pupil with SEND has misbehaved, schools should not make the assumption that the cause is their SEND (DfE, 2024, p.18). 

Managing the behaviour of pupils with some kind of SEND can be highly nuanced and teachers should work with their SENCO or other leaders in their school, as well as parents/carers to ensure that any approaches align with the school’s policy whilst ensuring the needs of individual pupils are met. Ultimately, a consistent and positive approach to behaviour management within an inclusive learning environment will benefit all pupils but particularly those with SEND (EEFc, 2021)

Where teachers deliver consequences to address behaviour, these should be depersonalised, separating behaviour from the individual's identity. The labelling of pupils as ‘bad’ or ‘naughty may create long-term cycles of low teacher expectancy which are potentially transmitted from teacher to teacher. This can impact how pupils see themselves and reduce their motivation and self-esteem, ultimately impacting their academic outcomes (Murdock and Perriera, 2018).  Once a sanction has been given, the focus should then be on rebuilding the relationship between teacher and pupil. 
4. [bookmark: Elective1d]Building effective relationships 
Positive teacher-pupil relationships are crucial for enjoyment, wellbeing, and academic success. They contribute to reduced absences, improved punctuality, and enhanced performance (Rathman et al., 2018; PISA, 2015) and in addition, effective teacher-pupil relationships can support behaviour management (EEF, 2021d). Ways this can be achieved include: 
· Building strong relationships: Use pupils' names, greet them, show interest in their lives, and utilise positive body language
· Be authentic and genuine in interactions
· Provide high-quality, adaptive teaching that meets diverse needs
The Establish-Maintain-Restore (EMR) strategy offers a framework for building and maintaining positive relationships, including restoring connections after breakdowns (EEF, 2021d). 
1. Establish: Intentional practices to cultivate a positive relationship with each pupil
2. Maintain: Proactive efforts to prevent relationship quality from diminishing over time
3. Restore: Intentionally repairing harm to the relationship after a negative interaction
It is important to understand the factors that influence behaviour. In-school factors can have a significant influence on young people’s behaviour inside and outside of school (Chapman et al, 2013). By identifying the factors driving the behaviour within school, teachers are more able to adapt, where necessary, their environment or tailor a strategy to address it (Institute of Education Sciences, 2008).  
Even where teachers cannot remedy the negative influences on a young person, they can act to increase the positive influences on them (EEF, 2021d), for example supporting them to maintain strong in-school relationships and reinforcing their sense of school connectedness.  
Parents, families and teachers all have a shared interest in their children achieving their potential (EEF, 2021e, p.4) and working in partnership with them improves the chances of challenging behaviours being effectively addressed (DfE, 2018, p.24) 
5. [bookmark: Elective1e]Motivating pupils 
Intrinsic motivation – or self- motivation – is the pathway to resilient, goal-driven pupils who are more likely to behave in the classroom (EEF, 2021d, p.18). Mccrea adds to this by noting that an over reliance on extrinsic rewards may imply that tasks are difficult or that learning is not something to inherently valued for its own rewards and therefore a careful balance is needed (Mccrea, 2020)
Building on Lazowski and Hulleman’s (2016) findings that motivated pupils are more likely to be attentive learners and achieve successful academic outcomes, Peps Mccrea (2020) defines motivation as a system for allocating attention, emphasising its role in directing focus and engagement in learning. As the evidence suggests, motivation plays a significant role in fostering a positive learning environment in which all pupils thrive. 
Teachers can promote intrinsic motivation by ensuring pupils experience meaningful success to build engagement and positive beliefs about learning. However, there is a careful balance to strike when doing this. If a problem or activity is too tricky or too easy, pupils are unlikely to get the same sense of achievement (Willingham, 2009). Therefore, it is important that you strive to set your pupils challenging but achievable tasks or ‘desirable difficulty’ (Bjork & Bjork, 2011). 
Intrinsic motivation can also be boosted by incorporating choice and autonomy in lessons, allowing pupils some control over their learning experience. When pupils feel a sense of autonomy over their learning, and when they understand how time in the classroom relates to their wider goals, they tend to feel more intrinsically motivated and tend to be willing to engage in activities they find less interesting (Deci & Ryan, 2013). Mccrea builds upon this idea by highlighting the importance of supporting pupils to develop their metacognitive skills in order to help them make the choices that will yield the most successful outcomes for themselves (Mccrea, 2020).
Teachers are role models for their pupils and they can influence attitudes, behaviours and values (Epstein et al., 2008). Therefore, what teachers say about learning and how they it can be hugely influential on pupils’ motivation and their buy-in (Boekarts, 2010). 
Click to return to Content page














[bookmark: Nextsteps]Next steps: Working with your ECT to reflect on their practice
	Schools or trusts may wish to add further details on how this should be completed, to align with their own mentoring structures and processes. 
· Discuss and agree with your early career teacher which 2 elective self-studies they should choose for this half term. You may wish to use the framework in the appendix to support this discussion. 
· Read the mentor session materials for the 2 elective self-studies that your early career teacher has selected. These will:
· outline how the theory looks in practice 
· share the ‘active ingredients’ that make the practice effective
· suggest possible action steps for your early career teacher to put the theory into practice
Each self-study will take approximately 15 minutes 
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[bookmark: Appendix][bookmark: Relatedframework]Appendix
Suggested prompts for mentor and ECT discussion 
Mentors should use this framework to guide a reflective discussion with their ECT prior to selecting their elective self-studies. During this discussion, mentors should prompt ECTs to think about the pupils they teach as well as their progress since initial teaching training and current practice. 
Reflecting on your current practice 
	Are there any areas of your current practice that you feel should be prioritised as development areas this half-term? Give reasons why. 






	



Core self-study 
	Reflecting on the content of the core self-study, was there any evidence that you felt was particularly useful or insightful in relation to your development?  
	








	Ask the ECT to share their notes from the reflections in the core self-study. What do they highlight about their current practice and progress since their initial teacher training?




	






Reflecting on existing developmental targets 
	Discuss any current targets your ECT has (Career Entry Development Profile or other ITT targets, any current mentor targets or whole-school professional development targets). Do any of these link with the content of this core self-study?



	











Selecting your elective self-studies 
Now, look at the list of elective self-studies with your ECT and, using the reflections from your meeting, agree together which 2 elective self-studies your ECT will complete this half term. Identify the order in which they will be completed.  
	First choice:  

	Second choice: 
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[bookmark: RelatedITTECFframeworkstatements]Initial Teacher Training and Early Career Framework statements addressed 
High Expectations 
Learn that…
1.1	Teachers have the ability to affect and improve the wellbeing, motivation and behaviour of their pupils.
1.2	Teachers are key role models, who can influence the attitudes, values and behaviours of their pupils.
1.3	Teacher expectations can affect pupil outcomes; setting goals that challenge and stretch pupils from their starting points is essential
1.4	Setting clear expectations can help communicate shared values that improve classroom and school culture.
1.5	A culture of mutual trust and respect supports effective relationships.
1.6	High quality teaching has a long-term positive effect on pupils’ life chances, particularly for pupils from disadvantaged backgrounds.
1.7	High quality teaching is underpinned by positive interactions between pupils, their teachers and their peer
1.8	Pupils’ experiences of school and their readiness to learn can be impacted by their home life and circumstances, particularly for EAL pupils, young carers, and those living in poverty
Learn how to…
Communicate a belief in the academic potential of all pupils, by: 
· 1.a. Using intentional and consistent language that promotes challenge and aspiration. 
· 1.b. Setting tasks that stretch pupils, but which are achievable, within a challenging curriculum. 
· 1.c. Creating a positive environment where making mistakes and learning from them and the need for effort and perseverance are part of the daily routine. 
· 1.d.  Seeking opportunities to engage parents and carers in the education of their children (e.g. proactively highlighting successes) and consider how this engagement changes depending on the age and development stage of the pupil. 
Demonstrate consistently high behavioural expectations, by: 
· 1.e Creating a culture of inclusion, respect and trust in the classroom that supports all pupils to succeed (e.g. by modelling the types of courteous behaviour expected of pupils).
· 1.f Teaching and rigorously maintaining clear behavioural expectations (e.g. for contributions, volume level and concentration). 
· 1.g Applying rules, sanctions and rewards consistently in line with school policy, including where individual pupils have an agreed tailored approach, escalating behaviour incidents as appropriate.
Managing Behaviour 
Learn that…
7.1	Establishing and reinforcing routines, including through positive reinforcement, can help create an effective learning environment.
7.2	A predictable and secure environment benefits all pupils, including younger pupils, but is particularly valuable for pupils with special educational needs.
7.3	The ability to self-regulate one’s emotions affects pupils’ ability to learn, success in school and future lives. 
7.4	Teachers can influence pupils’ resilience and beliefs about their ability to succeed, by ensuring all pupils have the opportunity to experience meaningful success.
7.5	Building effective relationships is easier when pupils believe that their feelings will be considered and understood.
7.6	Pupils are motivated by intrinsic factors (related to their identity and values) and extrinsic factors (related to reward).
7.7	Pupils’ investment in learning is also driven by their prior experiences and perceptions of success and failure. 
7.8	Teaching and modelling a range of social and emotional skills (e.g. how to recognise and understand feelings, manage emotions, and sustain positive relationships) can support pupils’ social and emotional development.
7.9	Teaching typically expected behaviours will reduce the need to manage misbehaviour.
7.10 Pupils who need a tailored approach to support their behaviour do not necessarily have SEND and pupils with SEND will not necessarily need additional support with their behaviour
7.11	A key influence on a pupil’s behaviour in school is being the victim of bullying.
Learn how to…
Develop a positive, predictable and safe environment for pupils, by:
· 7.a. Establishing a supportive and inclusive environment with a predictable system of reward and sanction in the classroom. 
· 7.b. Working alongside colleagues as part of a wider system of behaviour management (e.g. recognising responsibilities and understanding the right to assistance and training from senior colleagues particularly where pupils exhibit unacceptable behaviours). 
· 7.c. Giving manageable, specific and sequential instructions. 
· 7.d. Checking pupils’ understanding of instructions before a task begins.
· 7.e. Using consistent language and non-verbal signals for common classroom directions. 
· 7.f. Using early and least-intrusive interventions as an initial response to low level disruption
· 7.g. Responding quickly to any behaviour or bullying that threatens physical or emotional safety.
Establish effective routines and expectations, by:
· 7.h. Creating and explicitly teaching routines in line with the school ethos that maximise time for learning (e.g. setting and reinforcing expectations about key transition points). 
· 7.i. Practising school and classroom routines at the beginning of the school year.
· 7.j. Reinforcing established school and classroom routines (e.g. by articulating the link between time on task and success). 
· 7.k. Working with the SENCO, other SEND specialists or expert colleagues if a pupil needs more intensive support with their behaviour to understand how the approach may need to be adapted to their individual needs.
Build trusting relationships, by:
· 7.l. Liaising with parents, carers and colleagues to better understand pupils’ individual circumstances and how they can be supported to meet high academic and behavioural expectations. 
· 7.m.  Consistently applying the school’s behaviour policy, including where individual pupils have an agreed tailored approach.
Motivate pupils, by:
· 7.n. Supporting pupils to master challenging content, which builds towards long-term goals. 
· 7.o. Providing opportunities for pupils to articulate their long-term goals and helping them to see how these are related to their success in school.
· 7.p. Helping pupils to journey from needing extrinsic motivation to being motivated to work intrinsically.
Develop pupils’ self-regulation by:
· 7.q. Helping pupils to think through scenarios before they occur and using cues to help them recall agreed upon behaviours. 
· 7.r. Providing new opportunities to exercise self-regulation and for the youngest pupils to practice impulse control.
Professional Behaviours
Learn that…
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.
8.6. 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.
Learn how to…
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.l.Knowing who to contact with any safeguarding, or any pupil mental health concerns.
Manage workload and wellbeing, by
· 8.n. Understanding the right to support (e.g. to deal with misbehaviour, or support pupils with SEND).

Click here to return to Content page

[bookmark: Furtherreadingandreferences][bookmark: _Hlk193121610]Further reading
· Australian Education Research Organisation, 2023, Classroom Management Explainer: Teaching routines. Available at AERO Classroom management explainer – Teaching routines (edresearch.edu.au) [Accessed 7 October 2024].
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