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ECT Programme Mentor support materials – Memory and learning Elective self-study 2
Introducing new learning
Estimated time to complete: 15 minutes	These self-study materials are intended for use as part of a school- This document is intended for those who design and deliver a school-based ECT Programme. The self-study materials are intended for use with mentors working with early career teachers (ECTs) in year one. They align with the associated ECT elective self-study from this module. 		Opportunities for schools to add exemplification relevant to their context have been identified. It is suggested that further phase- or subject-specific examples be added to reflect the needs of your programme participants.	


 


Introduction
Approximate time to complete: 2 minutes
Welcome to these optional mentor support materials for elective self-study 2: Introducing new learning. This elective self-study forms part of the module on ‘Memory and learning’. 
Your ECT will have completed their elective self-study following a reflective discussion with you in which this was identified as an area for their development. The content will help them to engage more deeply with the evidence and enhance their application of theory to their classroom practice. 
To support your work with your ECT, these materials outline what the theory could look like in practice, highlighting the ‘active ingredients’ that make it effective. The materials also provide suggested action steps that early career teachers could take to implement these into their practice. It also includes a template to help you structure your weekly mentoring session with your ECT. 
Please note, the overview of the ECT self-study material is optional reading. You can go straight to the Next steps: preparing for your mentoring session if you wish. 
If you choose to read this content, we suggest you first read the mentor support materials for the core self-study for ‘Memory and learning.’ This outlines the underpinning theory and related evidence for this module. It is suggested that you read both self-studies in advance of observing and meeting with your early career teacher. This will help guide your discussion with your ECT. 
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Introducing new learning
Reminder of what the evidence says
Early career teachers considered the importance of assessing and activating prior knowledge before introducing new learning and making sure that any new learning is introduced in small steps. 
If you wish to review the theory relating to introducing new learning, please see the Core self-study for ‘Memory and learning.” 
Approximate time to complete: 5 minutes
[bookmark: Section1]Assessing and explicitly building upon prior knowledge
What this looks like in practice 
To effectively assess and explicitly build upon prior knowledge involves a series of well-structured strategies that ensure that you understand the starting points of the class and can therefore build from that point. 
A clear learning intention is essential for effectively assessing and building upon prior knowledge because it provides both the teacher and pupils with a focused destination for learning. When the learning intention is specific and well-defined, it guides the teacher in designing precise questions or tasks that uncover what pupils already know, and what they need to learn. A clear intention helps the teacher plan backwards — identifying the foundational knowledge needed and the steps to reach the outcome. This ensures that lessons build logically from what pupils already know.
Essential prior knowledge needs to be assessed and activated to ensure that pupils have the required foundational knowledge on which to build and that this knowledge has been activated in advance of the introduction of new learning. Similarly, the regular use of spaced retrieval allows the teacher to continuously check the prior knowledge of the pupils and see where gaps in learning may have arisen. A teacher might begin each lesson with a short quiz that includes questions from the last lesson, two weeks ago, and the start of the topic. This repeated exposure strengthens memory and helps pupils retain information over time. 
Any misconceptions that arise from this process need to be addressed directly and this is vital for securing accurate understanding. Without teacher support to disentangle misconceptions, pupils can get caught in a vicious cycle. One way to resolve a misconception is to refute it by presenting pupils with facts that contradict it. This can be more complex than it sounds and may require careful planning and more than one attempt or approach. 
Another approach to resolving misconceptions is to generate cognitive conflict, that is, to provide pupils with evidence that conflicts with their current thinking. This could be done through asking pupils to attempt a task or conduct an experiment whose results challenge their existing ideas. The EEF’s Secondary Science Guidance report gives the example of the common misconception that the ‘gaps’ between the particles in a gas are occupied by something else (oxygen or bacteria, for example), when in fact there is a vacuum between them. Pupils could conduct an experiment with gas in a sealed syringe, in which they demonstrate that a gas can be compressed into a smaller volume (and therefore has nothing between its ‘gaps’) but that a liquid or solid cannot. The unexpected observations that arise from this kind of experiment creates a useful cognitive conflict that teachers can then support pupils to untangle, restructuring their thinking in the process. Teachers will need to use formative assessment to check that misconceptions have shifted over the long term (EEF, 2019). 
Identifying the ‘active ingredients’ 
The following examples demonstrate practical approaches to introducing new learning by assessing and activation prior knowledge. While the specific activity might differ, the ‘active ingredients’ remain constant as they are the core elements that make the strategy effective. They include:
· use a clear learning intention: this should be focused on defining exactly what pupils need to learn and broken down into steps of how to get there;
· assess prior knowledge: one approach is spaced retrieval such as multiple-choice questions, free recall, open-ended prompts, and true/false tests;
· activate prior knowledge: for example, using a mini quiz, ‘think, pair share’ or concept maps; and
· anticipate possible misconceptions and plan to address them in advance: for example, by refuting claims with facts or creating cognitive conflict.
These ‘active ingredients’ can be thought of as the behaviours or actions of the teacher that put the theory into practice in the right way
Examples
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate assessing and building upon prior knowledge. These should explicitly link to the ‘active ingredients’, demonstrating how and why they are effective. 
You may wish to share these examples with mentors. 
Examples could include: video exemplification, live modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 3 minutes. 

Click here to return to Content page

[bookmark: Section2]Breaking material down into smaller steps
What this looks like in practice
Breaking complex material into smaller, manageable steps is a cornerstone of effective teaching. It helps pupils stay focused, reduces cognitive overload, and supports secure understanding by allowing them to master one idea at a time before moving on. 
As we read earlier in the self-study it is vital to begin with the assessment and activation of prior knowledge to ensure that teachers are familiar with the starting points of the pupils. This enables new learning to build from this point. For example, before teaching rounding to the nearest tenth, a Year 5 teacher might start with a quick warm-up activity revisiting place value. Pupils label digits in numbers (for example: identify the tenths place in 3.74) using mini whiteboards. This reinforces existing knowledge that’s needed for the new learning.
It is also important to sequence learning by skill or concept, moving in a logical order from simple to more complex ideas, building the challenge over time. For example, in geography, a teacher might begin by teaching pupils how to read basic map symbols and use compass directions before introducing more complex tasks like interpreting topographic maps or planning routes. This ensures pupils have the essential map-reading skills needed to engage with more advanced geographical analysis.
Another effective approach is to use a concrete–visual–abstract progression. This means beginning with hands-on, tangible experiences, moving to visual representations, and only then introducing abstract symbols or written methods. For instance, in music, pupils might first explore rhythm by clapping out simple beats or using percussion instruments (concrete), then look at rhythm grids or note patterns (pictorial), before finally learning to read and write standard musical notation (abstract). This progression helps pupils make sense of new concepts by grounding them in physical experience before moving to symbolic understanding.
Teachers can also support learning by modelling each step of a process explicitly. Instead of presenting a full task all at once, the teacher demonstrates one stage at a time, such as how to write an effective opening sentence in a narrative, before asking pupils to try it for themselves. This helps pupils focus on what success looks like at each stage, building confidence and clarity.
Large or complex tasks can be broken into smaller, more manageable mini tasks. For example, in a design and technology project where pupils are creating a model vehicle, the teacher might divide the task into distinct stages: researching existing designs, sketching ideas, selecting appropriate materials, constructing the model, and evaluating the final product. Each step is taught and supported in turn, helping pupils manage their thinking, stay organised, and build confidence as they progress through the project.
To further support understanding, teachers often use scaffolds, temporary tools or resources that guide pupils through new or challenging content. These might include sentence starters, visual aids, writing frames, or step-by-step checklists. In English, for instance, a structure strip can help pupils organise a persuasive paragraph by reminding them what to include in each sentence.
Crucially, at every stage of the learning process, teachers should check for understanding frequently. This might involve asking targeted questions, using mini whiteboards, reviewing work mid-task, or incorporating short quizzes. These regular checks ensure pupils are secure in their learning before moving on and allow teachers to address misconceptions or reteach when necessary.
Identifying the ‘active ingredients’ 
The following ‘active ingredients’ can be used to help support breaking material down into smaller steps: 
· sequence learning by skill or concept: this means teaching one skill or idea at a time in logical order—moving from simple to more complex;
· use a concrete, visual, abstract progression: for example, starting with hands-on or visual representations before moving to abstract symbols or language;
· model one step at a time: this means demonstrating each stage of a process before asking pupils to try it themselves;
· chunk large tasks into mini tasks;
· use scaffolds to support each step: provide temporary supports like sentence starters, visual aids, or prompts to guide pupils through each stage; and
· check understanding frequently: after each step, pause to ask questions, review answers, or use mini-tasks to ensure pupils are ready to move on.
These active ingredients won’t vary — but how they’re used might. As discussed earlier, it’s this blend of consistency and adaptability that makes an approach both robust and impactful.
Examples
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to breaking material down into smaller steps. These should explicitly link to the ‘active ingredients’, demonstrating how and why they are effective. 
You may wish to share these examples with mentors. 
Examples could include: video exemplification, live modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 3 minutes.
 Click here to return to Content page

[bookmark: Nextsteps]Next steps: preparing for your mentoring session 
Approximate time to complete: 8 minutes 
The following next steps are suggestions of how mentors could support early career teachers to implement the learning from this elective self-study. Schools or trusts may wish to adapt this to meet the needs of their context and their ECTs and to align with models or processes used in their own settings. 
Observing expert practice  
If possible, arrange an opportunity for your ECT to observe a colleague teaching a lesson that that exemplifies approaches to a specific aspect of introducing new learning. 

As they observe their colleague, they should consider the following:
· How does the teacher use a clear learning intention to ensure that they are addressing the correct prior knowledge? Look for how this is introduced and shared with pupils as well as referred back to in the lesson. 
· What strategies does the teacher use to assess prior knowledge? Look out for multiple choice questions, concept maps and low stakes quizzes. 
· What approaches are used to deal with any misconceptions that appear? How does the teacher create cognitive conflict to address them?
· How does the teacher make use of concrete examples to introduce new material?
· What strategies does the teacher use to model one step at a time, breaking each aspect down into small chunks?
You may wish to discuss your ECT’s reflections at your next meeting. 

ECT reflection 
In their elective self-study 2, ECTs were asked to reflect on a scenario in relation to introducing new learning. Select the appropriate scenario for your phase to review this: 
	EYFS
	Primary
	Secondary
	Specialist-SEND setting
	Specialist -Alternative provision



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

[bookmark: EYFSscenarioend]EYFS scenario
	Miss. Hall is introducing a new topic to her class of 3-year-olds. The topic will focus on feelings and emotions and the goal is to help the children to start recognising and putting a name to their emotions, such as happy, sad, angry and scared. 
Miss. Hall has an emotion wheel to use as part of the introduction to the feelings, which includes the words as well as some faces to show the expressions for the emotions and starts by saying “Today we’re going to learn about our feelings! Can you say ‘feelings’?”
A few little voices repeat it, and Miss. Hall holds up a smiling face.
“This is a happy face. Can you show me your happy face?”
The children smile and giggle. So far, so good. Then she shows a sad face.
“This is a sad face. What do we do when we’re sad?”
A couple of kids say, “Cry!” but others look confused. When he moves to the angry face, one child shouts, “That’s a monster!” and another bursts into laughter. The word “scared” doesn’t seem to click at all.
Miss. Hall notices the kids aren’t quite connecting with the abstract pictures or the vocabulary. Some are clearly unsure what these feelings really mean.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Miss. Hall introduce the new learning to the children.
Here are some options that can support your reflection:
A) Introduce the feelings gradually using a different puppet alongside each one, showing the different feelings and emotions and having the children associate different feelings with different puppets.
B) Use mirror play to build upon what the children already know, getting them to show a happy/sad/angry face so that they connect the facial expressions to how the emotions feel. 
C) Revisit the feelings daily by using a check in system. Children can place their photo under a feeling for the start and end of the day.





[bookmark: Primarycenarioend][bookmark: Primarycenarioend2]Primary scenario
	Miss. Hall is beginning a new design technology project with her Year 4 class: designing and building a bridge using simple materials like straws, card, and tape.
She launches straight into the project:
“Today, you’re going to design your own bridge that can hold a 500g weight. You’ll have straws, tape, string, and card, off you go!”
The children are eager and start pulling materials out, but very quickly, Miss. Hall notices chaos. 
Some pupils are trying to tape straws flat onto paper, others are randomly stacking materials with no real structure. A few groups have already declared their bridges "finished" after taping two straws together. Meanwhile, a few children sit frozen, unsure where to start.
One child asks, “What kind of bridge are we making?”
Another says, “Do we have to draw it first?”
One group tries to use paper as a base and complains when it collapses under the weight.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Miss. Hall to introduce the new topic more successfully to her class. 
Here are some options that can support your reflection:
A) Show the class a series of images of different types of bridges and use “think, pair, share” to formulate a discussion about what makes the bridges strong and effective. 
B) Use a blank diagram of a bridge and have the pupils label it with key terms and facts that they can remember about bridges to activate and check their prior knowledge. Plan the task based on this prior knowledge. 
C) Start with a quick hands-on experiment using card folded into triangles and arches to compare strength and then cold call the pupils to check their understanding.







[bookmark: secondaryscenarioend]Secondary scenario
	It’s the start of a new half-term, and PE teacher Miss. Hall, is introducing netball to her Year 7 class. 
Miss. Hall has planned a practical session focused on netball passes - chest pass, bounce pass, and shoulder pass. She gives a quick demo of each and then puts the pupils into pairs to practise.
“Okay, let’s start with a chest pass, knees slightly bent, step forward, and push from the chest. Then move on to bounce passes and shoulder passes. Off you go!”
Within minutes, she notices something’s off.
A few pairs are doing well, clearly familiar with the basics, feet positioned correctly, passes accurate and controlled. But other pupils look unsure. One pair is throwing the ball overhand like in basketball, another is underarm lobbing it. A couple of pupils are standing still, not passing at all.
Miss. Hall walks over and asks one group what pass they’re practising.
“Umm… the chest one?” one pupil answers uncertainly, holding the ball by her side. Another asks, “What’s a bounce pass again?” A girl nearby chimes in, “I’ve never played netball before. We didn’t do it in primary.”
Reflect on the content of the elective self-study as you consider which approaches Miss. Hall can use to introduce the new topic to her class more effectively. 
Here are some options that can support your reflection:
A) Teach each pass one at a time, demonstrating the body position, hand placement and movement. Write the pass names on the whiteboard and label them clearly. 
B) Set up three stations in the hall for each pass. At each station ensure there is a photo card of the pass and the different stages of the movement for the pupils to follow. Pupils rotate around each station in pairs. 
C) Use video footage of some netball players demonstrating the passes in slow motion followed by the passes in a game situation. Ask the pupils a series of questions based on this to ascertain each pupil’s prior knowledge.





[bookmark: SENDscenarioend]Specialist – SEND setting scenario
	Miss. Hall is starting a new unit with her small Key Stage 3 group of SEND pupils. She is introducing them to the game Boccia – a seated target game like bowls. 
She has five pupils in the group, all with varying needs, some have physical disabilities, others have learning or sensory processing difficulties. Miss. Hall has chosen Boccia as it can be fun, inclusive, and accessible for everyone.
She sets up a bright blue target mat and holds up the soft Boccia balls.
“Today we’re learning a brand-new sport, it’s called Boccia. We’ll be taking turns to roll the ball and try to get as close as we can to the white target ball, called the jack.”
She demonstrates a roll towards the jack and gives the pupils a ball, inviting them to have a go.
Some pupils respond well and enjoy rolling the ball. Others hesitate. One pupil, Josh, throws the ball forcefully across the hall. Another, Lily, asks, “Is it like bowling?” She also notices that not all pupils understand the idea of taking turns or aiming at a target.
Reflect on the content of the elective self-study as you consider which approaches Miss. Hall could use to introduce the new learning more effectively to the class.
Here are some options that can support your reflection:
A) Show a video clip of a Boccia match with captions and commentary focusing the pupils on the way the ball is rolled. 
B) Give each pupil a pack of photo cards showing; sit in position; waiting turns and rolling towards the jack. Then use visual times and a name board to help with turn taking. 
C) Use picture cards to check important prior knowledge such as the idea of taking turns, ball rolling and aiming for a target. Show the pupils the pictures and ask them to state what is happening in each picture before linking it to Boccia. 




[bookmark: apscenarioend]Specialist - Alternative provision scenario
	Miss. Hall, a teacher in an 11-16 alternative provision setting, is introducing algebraic substitution to her mixed ability Year 9 class. The class has five pupils, all with individual learning needs and varying levels of prior attendance and attainment.
She begins with an example on the board:
“If a = 4 and b = 2, what is the value of ab + 3?”
She explains the process briskly: “Remember, when there’s no symbol between letters, that means multiplication. So ‘ab’ means 4 times 2...”
But within moments, things start to unravel.
One pupil mutters, “What’s a letter doing in maths?”
Another stares at the board silently, arms folded.
A third loudly says, “This is stupid, I don’t get it,” and pushes their book away.
Miss. Hall pauses, confused. She had assumed they’d all encountered basic algebraic notation and multiplication of variables in a previous year. But it quickly becomes clear that not everyone understands multiplication confidently let alone substitution.
She asks a few probing questions and realises that while one pupil has seen algebra before, the others struggle with foundational concepts like times tables, place value, and using brackets.
Reflect on the content of the elective self-study as you consider which approaches Miss. Hall can use to ensure she checks the prior knowledge of the class before introducing the topic.
Here are some options that can support your reflection:
A) Use a retrieval quiz to check the times tables knowledge of the class. Pupils answer using mini whiteboards to show their responses. 
B) Use a simple warm-up game called “replace the letter” where pupils are given quick, single step substitution problems, (for example, if x = 2, what is x + 3) and use mini whiteboards to answer. 
C) Give pupils a simple sorting activity to match key terms to definitions, problems to solutions and examples to rules.





You may wish to ask your ECT to share their notes from their reflections during the self-study to help elicit their understanding and support your discussions. 
Suggested action steps
Early career teachers were prompted to identify an upcoming lesson and consider how they might implement one of the following actions, however you may wish to select an alternative step that is based on your lesson observations and discussions with your ECT. In your discussion, the focus should be on identifying the ‘active ingredients’ for the action step and how these will be enacted in the classroom. 
See the following examples and accompanying guidance for developing specific areas of practice. The suggested actions were also shared with ECTs. 
The ‘active ingredients’ have been included to help you plan and practice the action. 
	Plan to use a clear learning intention that is explicitly linked to the prior knowledge required to access the learning.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Make sure that the learning intention is concise, explicit and measurable
· State the learning intention before introducing the new material
· Explicitly reference the prior learning in relation to the learning intention

	Plan to use a range of strategies to assess prior knowledge and build the lesson based upon this assessment.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Make sure the assessments are quick and low stakes, such as a quick quiz, brain dump or multiple-choice questions
· Ask targeted questions to identify pupils current understanding and any misconceptions
· Embed formative assessment throughout the lesson to continuously gauge understanding

	Plan for any possible misconceptions as well as how these can be addressed. 
The ‘active ingredients’ that will help increase the effectiveness may include: 
· Before the lesson predict the common misconceptions for the topic/new learning by reviewing previous assessments and reflecting on pupil errors
· Think about concepts that are easily confused with others
· Craft targeted, diagnostic questions designed to reveal specific misconceptions
· Use multiple choice questions where one of the options is a commonly held misconception
· Plan for immediate feedback and correction when pupils make errors related to misconceptions

	Plan where you will use a concrete example to support the introduction of new material.  
The ‘active ingredients’ that will help increase the effectiveness may include: 
· Select relevant concrete examples that are directly related to the new material being introduced
· Present the concrete example at the start of the lesson to help pupils connect prior learning to new material
· Engage pupils with the concrete example, asking questions that prompt critical thinking
· Clarify the connection between the concrete example and the new material/concept
· Revisit the concrete example later in the lesson

	Plan where you will explicitly model one step at a time.
The ‘active ingredients’ that will help increase the effectiveness may include: 
· Consider which tasks or concepts need to be broken down into smaller, sequential steps due to their complexity
· Deconstruct the task or concept into smaller, logical and easy to follow steps, ensuring that each step builds upon the previous one
· Begin by modelling the first step, explaining the thinking aloud
· Clarify why each step is being shown
· Be clear and deliberate in the modelling of the steps
· Check for pupil understanding at each step



You may also wish to select an alternative action step as a result of your observation, and relating to how memory works, that is appropriate for your own context and the needs of your pupils. 
Stretch and challenge
If your ECT is ready to be stretched, you may want to select more than one action for them to implement to support their growing expertise. 
Lesson observation of your early career teacher
Arrange to observe your early career teacher putting the action step into practice in their classroom, focusing on the effective implementation of the ‘active ingredients’. 

The National Institute of Teaching uses the six-step observation and feedback model that is based on the work of Bambrick-Santoyo (2016)​; however, your school or trust may have their own model for observation and feedback. 


Click here to return to Content page 



[bookmark: Frameworkstatements]Related Initial Teacher Training and Early Career Framework statements 
How pupils learn
Learn that…
2.2. Prior knowledge plays an important role in how pupils learn; committing some key facts to their long-term memory is likely to help pupils learn more complex ideas.
2.7. Where prior knowledge is weak, pupils are more likely to develop misconceptions, particularly if new ideas are introduced too quickly.
4.2. Effective teachers introduce new material in steps, explicitly linking new ideas to what has been previously studied and learned.
Learn how to…
Avoid overloading working memory, by:
2.a. Taking into account pupils’ prior knowledge when planning how much new information to introduce.
Build on pupils’ prior knowledge, by:
2.d. Identifying possible misconceptions and planning how to prevent these forming.
2.e. Linking what pupils already know to what is being taught (for example: explaining how new content builds on what is already known).
2.f. Sequencing lessons so that pupils secure foundational knowledge before encountering more complex content.
2.g. Encouraging pupils to share emerging understanding and points of confusion so that misconceptions can be addressed.
Click here to return to Content page
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[bookmark: appendix]Appendix 
Mentor and ECT meeting template 
This template is based on the six-step observation and feedback model used by the National Institute of Teaching (Bambrick-Santoyo, 2016). Schools or trusts may wish to adapt this to align with their own model for observation and feedback. 

	Check-in
Start by asking your ECT how their week has been, both in and out of school, check in on their wellbeing, workload, and energy levels. You could invite them to share any successes, challenges, or areas where they’d like support. 


	












	Praise strengths
Following the observation of your ECT this week, praise a specific area of their practice based on your observations from the lesson. This may be a previous action step that they have successfully implemented. 


	Notes 














	Probe areas for development
Based on your notes from the observation, identify an area for development linked to the current focus area. You may wish to ask your ECT to share their notes from their reflections during the self-study as part of this process to help elicit their understanding and drive the dialogic process. 
 

	Notes (include relevant dates and details from specific observations)













	Set precise actions
Having probed areas for development, elicit a precise action your ECT can implement to develop their practice relating to the focus area. Ensure it is:
· Observable – ensure it is something that can be seen during the lesson observation. 
· Practice-able – is this something that your ECT can successfully achieve? Aspirational targets should be avoided. 
· Bite-sized – the action should be granular so that ECTs can achieve it by the next observation rather than long-term, multi-faceted targets. 
· Include the ‘how’ not just ‘what’ – success criteria will help determine how the action will be achieved. This could be written jointly with the ECT. 


	Agreed precise action 









	Plan based on actions: Work with your ECT to review and refine their chosen action. This could include a script or product to be used live with pupils.  Identify success criteria together focusing on the ‘active ingredients’ of the approach. Through questioning and dialogue, support your ECT to identify ways to successfully implement their action.  


	Observations of colleagues?


When will the action be implemented within the lesson?




Together, prepare a script/create a product that would be delivered live to pupils. Outline the success criteria below. You may wish to review the ‘active ingredients’ highlighted in the elective self-study. 







	Practice based on plan: Practice could involve creating a product, such as a resource or it may include planning a scripted performance that would ultimately be delivered live to pupils. 
1. Review what effective delivery would look like.
1. Provide your ECT with a model or exemplar of how to implement the chosen strategy or approach before supporting them with practice. 
1. Having shared the model or exemplar with your ECTs, they should then undertake practice using the success criteria you have written together.
1. Provide feedback based on the success criteria and support your ECT as required. ​ This may involve repeating the practice until all the success criteria are successfully achieved.


	Feedback: 













	Follow up: Plan a follow-up observation of your ECT to see them put their plan into action. 

Time and date agreed with ECT: 





	Observing expert practice 
If possible, arrange an opportunity for your ECT to observe how a colleague in your school or within your trust actively demonstrates the related practice or approach. 
Notes (who, when, where)







	AOB (any other business)
Is there anything else you need to discuss with your ECT today? This could include upcoming dates in the school diary or any other areas of support they might need. 
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