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ECT Programme Mentor support materials – Memory and learning Elective self-study 4
Retrieval, revisiting and reviewing information
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 4: Retrieval, revisiting and reviewing information. 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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Retrieval, revisiting and reviewing information
Approximate time to complete: 5 minutes
Reminder of what the evidence says
Early career teachers considered the importance of retrieval Vs. storage strength, the importance of forgetting and spaced practice. 
If you wish to review the theory relating to retrieval, revisiting and reviewing information, please see the Core self-study for ‘Memory and learning.” 
[bookmark: Section1]Retrieval Vs. Storage strength
What this looks like in practice 
To enhance learning and retention, retrieval opportunities should be built into lessons on a daily or weekly basis. A simple way to do this is by starting each lesson with a short retrieval task, just a few questions focusing on content from the previous lesson, the previous week, or even earlier in the term. These tasks help strengthen memory connections and make recall more automatic over time. Incorporating low-stakes quizzes, retrieval grids, or flashback questions also supports fluency and builds pupils' confidence gradually.
Developing fluency in recalling core knowledge is crucial, as it frees up working memory for more complex thinking. Pupils should be taught to automatically recall essential information, such as key vocabulary, formulas, or important historical dates, so they can apply this knowledge with ease when tackling higher-order tasks. For instance, in English, fluency in literary terminology like "metaphor" or "juxtaposition" enables pupils to analyse texts without overloading their cognitive resources.
To maintain engagement and strengthen learning across different contexts, retrieval should be presented in a variety of formats. These might include multiple-choice or true/false questions for quick checks, labelling diagrams in science or geography, solving short problems in maths, or recalling definitions and recognising images in subjects like modern foreign languages or history. Mixing up these formats keeps the process stimulating and supports more flexible knowledge retrieval.
For pupils with SEND, retrieval activities should be scaffolded to ensure accessibility. Starting with content that all pupils are likely to know fosters a sense of success from the outset. Providing sentence starters, word banks, or visual prompts can help those who need additional support. Allowing verbal recall or peer discussions before moving on to written tasks can also be particularly beneficial for pupils with processing or working memory challenges.
To build both retrieval and storage strength, pupils should be encouraged to revisit and apply knowledge across different topics and over time. For example, linking the concept of photosynthesis to respiration in science weeks later helps consolidate understanding. Spacing out retrieval opportunities and presenting key information in varied contexts promotes deeper learning and supports long-term retention.
Finally, retrieval should be challenging but purposeful. Avoid pre-teaching or offering hints just before a retrieval task, this difficulty, although uncomfortable, is what makes the memory stronger.
Identifying the ‘active ingredients’ 
The following ‘active ingredients’ can be used within the classroom, taking into consideration retrieval Vs. storage strength:
· build retrieval activities into lessons on a daily and weekly basis: such as starting each lesson with a retrieval task; 
· develop fluency in recalling key knowledge: this could include key vocabulary, formulas, or important historical dates;
· present retrieval in a variety of different formats and contexts: for example using multiple-choice questions, labelling diagrams or recognising images;
· support SEND pupils with scaffolded retrieval; 
· build retrieval that encourages pupils to revisit and apply knowledge across different topics and over time: this will improve retrieval and storage strength; and
· avoid pre-teaching or offering hints when doing a retrieval task: this will make it challenging and purposeful.
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. These won’t change in themselves and you would expect to see them looking very similar across different phases. However, the way in which they are enacted may be tailored to meet different needs. 
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate retrieval Vs. storage strength. 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]The importance of forgetting
What this looks like in practice
In classroom practice, understanding the principles of the Ebbinghaus Forgetting Curve has a direct impact on how teachers design learning and revision opportunities. This curve shows that without reinforcement, pupils quickly forget newly taught material. To combat this natural decline in memory retention, teachers must intentionally build in opportunities to revisit content, not just once, but repeatedly, and over extended periods of time.
After initially teaching a concept, such as the causes of World War I or the process of long division, teachers should avoid revisiting it too soon. Instead, they should allow a deliberate pause, giving pupils time to begin forgetting. When the material is later brought back through a retrieval task, such as a quiz, a discussion question, or a written explanation, the act of recalling it from memory strengthens the neural pathways associated with that knowledge. This deliberate struggle to retrieve, known as effortful retrieval, makes the learning more durable.
Rather than a one-off review, retrieval should be spaced systematically. Teachers might start with a brief retrieval activity the day after the initial lesson, then revisit the topic again a week later, then two weeks later, and so on. For example, a geography teacher might teach about tectonic plates in September, include a review quiz the following week, bring it into a comparative task in October, and then revisit the concept again during revision in December.
Digital tools like flashcard apps or quiz platforms can help automate this process, but even simple low-tech solutions, like a retrieval calendar or a “review question of the day” drawn from earlier topics, can make a big difference. The key is not just to repeat information, but to do so after enough time has passed for some forgetting to occur. This makes the retrieval effortful and more effective for long-term retention.
By embedding spaced retrieval into lesson planning and curriculum design, teachers help pupils not only remember what they’ve learned but also to develop a more resilient, connected understanding of their subjects. Over time, this leads to greater confidence, deeper learning, and stronger academic performance.
Identifying the ‘active ingredients’ 
These ‘active ingredients, will help embed the theory into practical strategies that limit or reduce forgetting. They include:
· planning to use spaced retrieval: after teaching a topic plan to revisit it not only the next day but a week later and so on; 
· leave deliberate gaps between teaching and retrieval: using your planning to intentionally delay review;
· progressively increase retrieval intervals: over time, the gap can be increased which will force pupils’ working memories to work harder and thus promote deeper learning;
· use effortful retrieval opportunities: for example, posing challenging questions that require pupils to think hard; and 
· embed spacing through curriculum design.
These ‘active ingredients’ won’t change in themselves, and you would expect to see them looking very similar across different phases. However, the way in which they are enacted may be tailored to meet different needs. 
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate the importance of forgetting. 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: Section3]Spaced practice
What this looks like in practice
In classroom practice, spaced practice challenges the traditional, highly sequential model of teaching where topics are covered once and then left untouched until a high-stakes assessment weeks or months later. This approach often leads to rapid forgetting, as learning is unlikely to embed deeply in long-term memory through one-off exposure alone. Instead, spaced practice recognises that pupils need to revisit and retrieve information multiple times over an extended period in order to build knowledge that is both durable and flexible.
Spaced practice can take various forms and does not need to be overly complex. At its simplest, it involves planning deliberate opportunities for pupils to return to previously taught content, whether that’s a week later, a month later, or at key points throughout a term. For example, after a history lesson on the causes of the English Civil War, the teacher might reintroduce a retrieval task two weeks later, then return to the same topic again in a different context during revision for a later topic, such as the Glorious Revolution. 
While spacing learning across weeks and months is powerful, it can also be implemented within a single lesson. This kind of within-lesson spacing is different from massed practice, where pupils repeat the same task over and over in a short time frame, because it deliberately introduces a pause. For instance, a science teacher might explain a concept like osmosis at the start of a lesson, shift pupils’ attention to a practical activity or another topic and then return to osmosis 15–20 minutes later with a short retrieval question or mini-quiz. That brief interruption in focus helps pupils rely on memory rather than short-term cues, improving retention.
However, within-lesson spacing tends to be less common and requires more intricate planning. Teachers must be intentional about when and how to reintroduce earlier material during the same session. But the payoff is significant, spacing even within a single lesson can strengthen the encoding of knowledge and provide pupils with early retrieval opportunities that feel manageable.
The real challenge lies in planning and consistently implementing spaced practice. With curriculum pressures and limited time, it can feel like there’s little room to revisit content. But this is a false economy, without spaced practice, forgetting is almost guaranteed. By embedding retrieval across lessons and units of work, and making small but deliberate adjustments within lessons, teachers can turn short-term learning into lasting understanding.


Identifying the ‘active ingredients’ 
The following ‘active ingredients’ can be used in the classroom to enact the evidence and support the development of spaced practice: 
· revisiting prior learning over time including learning from different points in the curriculum;
· planned spaced intervals across a unit, within a week of lessons or within a single lesson, keeping track of when topics are taught and when they are revisited; 
· spacing the same practice across multiple sessions: rather than drilling one skill intensely in one lesson, gradually increasing the interval between attempts;
· for pupils with SEND, increase difficulty over time: this will help them to  build confidence with what they already know; and  
· plan and implement spaced practice consistently: avoiding the massed practice trap.
The way in which they are enacted may be tailored to meet different needs, but they will remain the same regardless of phase or context.  
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate spaced practice. 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 exemplifies approaches to a specific aspect of retrieval, revisiting and reviewing information. 
As they observe their colleague, they should consider the following:
· How does the teacher build retrieval activities into the lesson, revisiting information from previous lessons, weeks and/or topics?
· How does the teacher use different formats for retrieval, revisiting and reviewing information? Look out for multiple choice questions, true/false statements, labelling diagrams or brain dumps. 
· How does the teacher allow time for forgetting? You may need to discuss this specifically with the teacher. 
· How does the teacher build spaced practice into lessons or the curriculum as a whole? You may need to discuss this specifically with the teacher. 
You may wish to discuss your ECT’s reflections at your next interaction. 
In their elective self-study 4, ECTs were asked to reflect on a scenario in relation to retrieval, revisiting and reviewing information. Select the appropriate scenario for your phase to review it:
	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
	Mr. Watkins is a reception teacher whose phonics sessions are a key part of each morning. He follows the school’s chosen systematic synthetic phonics programme carefully, delivering short, focused session that include flashcards, songs, actions, and plenty of repetition. During the lesson, his pupils engage well. They join in enthusiastically, blend and segment words with increasing confidence, and often seem to grasp new sounds quickly.
But over the weeks, Mr. Watkins starts to notice a problem. Although his pupils appear to understand and use new sounds in the moment, they struggle to recall them days later. For example, after teaching the digraph "th" on a Monday, many of his pupils can read and write words like "thin" and "moth" by the end of the session. But when he revisits those words on Friday, or worse, the following week, the children respond with blank stares. They’ve forgotten what they seemed to know so well just days before.
He notices the same pattern in maths and topic work too. Children who had confidently sorted objects by size last week now need re-teaching. Those who could talk about autumn changes in the environment can't recall the vocabulary when they revisit it during a nature walk. The learning doesn’t seem to be sticking. 
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Watkins to support his pupils to make their learning stick.
Here are some options that can support your reflection:
A) Revisit each diagraph after initial teaching by recalling it later in the week through a quick-fire oral game during transition time. The following week, incorporate it into a mini whiteboard challenge during morning registration. Two weeks later, use it as part of treasure hunt in the outdoor area.
B) Use a visual retrieval timetable on the wall to note down key things to revisit each week. 
C) Build in opportunities for verbal retrieval through partner talk, where pupils explain their thinking to one another, for 30 seconds on the carpet. 





[bookmark: Primarycenarioend][bookmark: Primaryscenarioend]Primary scenario
	Mr. Watkins has been focusing particularly on literary terminology with his Year 5 class, words like metaphor, simile, synonym, and antonym, to support pupils in analysing texts more confidently and applying that language in their own writing.
He introduces these terms clearly during lessons, often using engaging examples from shared reading texts. His class enjoys identifying similes in poetry and spotting metaphors in stories, and they can usually offer decent definitions when prompted. But Mr. Watkins has noticed a recurring issue: when it comes to writing independently, especially in response to questions like “What technique has the writer used here?”, his pupils struggle to recall and use the correct terminology. Instead of writing that “the author uses a metaphor to compare the storm to a lion,” they’ll say something vague like, “The author is being descriptive,” or “It’s like a comparison thing.”
Mr. Watkins realises that although he’s teaching these key terms explicitly, he’s not giving pupils enough opportunities to retrieve and reuse them over time. The terminology is being introduced and applied once or twice, but it’s not becoming fluent. 
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Watkins to support his pupils to make their learning stick.
Here are some options that can support your reflection:
A) Create a retrieval wall in the classroom, displaying key terms with visual cues and example sentences. During writing sessions, pupils are encouraged to refer to the wall to support their explanations of writer’s craft. 
B) Reintroduce key terminology from previous weeks through unexpected contexts. While reading a new text in guided reading, pause and ask, “Can anyone spot a synonym for ‘brave’ here?” 
C) Use specific grammar starter activities and ask pupils to rewrite a sentence using a metaphor rather than a simile and weave terminology review into other subjects, asking for antonyms in science vocabulary or spotting metaphors in RE stories.






[bookmark: Secondaryscenarioend]Secondary scenario
	Mr. Watkins, a secondary school drama teacher, wants to support his Key Stage 3 pupils to develop both creative confidence and a solid understanding of the subject’s core vocabulary. This term, he’s been focusing on performance techniques and key dramatic terminology, words like proxemics, gesture, tone, inflection, freeze frame, and status. These are all vital for pupils to analyse performances, justify their choices in devising work, and reflect critically in their written evaluations.
In lessons, Mr. Watkins introduces the terms during practical tasks. For example, when rehearsing a scripted scene, he’ll pause to discuss how body language and proximity between characters can suggest status or tension. Pupils nod along, use the terms during discussion, and can often identify them in examples. But when it comes to writing their reflections or evaluations, especially in assessed work, Mr. Watkins notices a worrying trend. Pupils are reverting to vague language like “the character stood close” or “spoke angrily,” instead of saying “used proxemics to suggest dominance” or “used a harsh tone to show anger.”
Despite covering the vocabulary in multiple units, pupils don’t seem to be retaining the terms well enough to apply them independently and fluently. 
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Watkins to support this Key Stage 3 pupils to make their learning stick. 
Here are some options that can support your reflection:
A) Build in retrieval starters at the beginning of every lesson giving pupils short, sharp prompts — “Write down three vocal techniques” or “Explain proxemics without using the word ‘space’”. Afterwards, review the answers with the class, providing immediate feedback and clarification.
B) Use spaced out retrieval by introducing a ‘drama vocab drop in.’ Every fortnight revisit old terms – ones taught earlier in the term or the previous term and ask pupils to apply them in a different context. 
C) Introduce low-stakes quizzes on terminology every few weeks, mixing old and new vocabulary and sometimes asking pupils to give examples from previous projects. To keep things lively, run a quick-fire team challenge where pupils define terms or match them with real-world examples of use in performance.





[bookmark: SENDscenarioend]Specialist – SEND setting scenario
	Mr. Watkins works in a specialist provision for pupils with a range of Special Educational Needs and Disabilities (SEND), including speech, language and communication needs, autism spectrum condition, and moderate learning difficulties. He teaches a small Key Stage 3 class that follows a highly structured, personalised curriculum focused on developing functional literacy, communication skills, and foundational knowledge across subjects.
One of Mr. Watkins’ ongoing challenges is helping pupils retain key vocabulary and concepts they’ve already encountered. He notices that while pupils may appear to understand new words or ideas in the moment, especially when supported by visuals, repetition, and modelling, they often struggle to recall and apply them a few days or weeks later. For example, in a recent PSHE lesson on emotions, pupils confidently identified words like frustrated, nervous, and relieved using emotion cards and role play. But in a follow-up session a week later, most couldn’t recall or define the words without significant prompting.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Watkins to support his pupils to make their learning stick.
Here are some options that can support your reflection:
A) Each morning, pupils complete a “Flashback 4” activity on mini whiteboards. These include a mix of visual prompts, simple matching, and sentence starters based on previously taught content. For example, pupils might be asked: “Which face shows nervous?” or “Circle the word that means the opposite of sad.”
B) Build a retrieval calendar. After teaching a new set of vocabulary in any subject, revisit it a few days later, then again, a week later, and then at increasing intervals over the term. Use colour-coded visuals, symbols, and simplified language to reduce cognitive load during retrieval tasks. 
C) Adapt resources to support multi-modal retrieval. For example, in science, when teaching words like solid, liquid, and gas, pair each word with a simple animation and a tactile sorting activity.




[bookmark: apscenarioend]Specialist - Alternative provision scenario
	Mr. Watkins teaches a small Key Stage 2 group in an Alternative Provision setting for pupils who have been excluded or are at risk of exclusion from mainstream education. 
One of the recurring challenges Mr. Watkins faces is helping pupils remember key learning, especially vocabulary and basic concepts across English, maths, and topic work. He notices that pupils may appear to grasp new material during a session, especially when lessons are practical or discussion-based, but often struggle to recall or apply it the next day. This becomes particularly apparent in writing tasks, where terms like adjective, verb, or simile vanish from pupils' working memory, even though they were confident using them just a day or two earlier.
Reflect on the content of the elective self-study as you consider which approaches would be effective in helping Mr. Watkins to support his pupils to develop their reading.
Here are some options that can support your reflection:
A) Each morning set up an “Active Recall Trail” around the classroom or outdoor space. Pupils walk, jog, or scoot to different stations where they find quick challenges based on previously learned content, such as:
a. Matching words and definitions (for example: verb = doing word)
b. Drawing an example of a simile on a whiteboard
c. Solving a maths problem from last week
d. Putting key events from a story in order using picture cards
B) Use ‘Flashback Friday’ sessions to revisit learning from earlier in the term. In these sessions, pupils rotate through three simple stations: Talk It Out – where they discuss using prompt cards; Make It Visible where they draw or model a key idea and Show What You Know where they complete a short game or quiz. Paired discussion using prompt cards to recall vocabulary or explain concepts.
C) Use transition times to build in quick oral recall games such as ‘beat the clock’ where they list as many adjectives as they can in 30 seconds.






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 incorporate retrieval activities into lessons, revisiting information from previous lessons, weeks and/or topics.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Identify the key knowledge that you want pupils to retrieve from previous lessons, weeks and/or topics
· Use short, ungraded, low stakes quizzes at either the start, middle or end of lesson
· Mix topics within the quizzes to cover different lessons, weeks and topics
· Provide immediate or quick feedback to correct any misconceptions
· Discuss with the class why answers may be right or wrong

	Plan to use a variety of different formats for retrieval, for example multiple choice questions, brain dumps in the form of mind maps, labelling diagrams or true/false statements.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Identify the key knowledge that you want pupils to retrieve from previous lessons, weeks and/or topics
· Identify the most appropriate format for assessing the required knowledge, skills and concepts
· Across a sequence of learning plan to use low stakes short quizzes, such as a five a day or multiple-choice questions or brain dump activities that require pupils to show all they know
· Build in opportunities for whole class response such as mini whiteboards, number/letter cards

	Plan to allow time for pupils to forget, increasing gaps between retrieval over time to make the retrieval more effortful when implemented.
The ‘active ingredients’ that will help increase the effectiveness may include: 
· Deliberately plan out retrieval gaps, intentionally scheduling the review of material after a delay
· Increase the time between intervals, for example, 1 day/3 days/1 week/2 weeks/1 month
· Keep a log/tracker of when topics were last revisited
· Plan future lessons with built in retrieval slots to revisit older content
· Delay quizzes on new content for several days or a week
· Avoid testing right after teaching, wait long enough for some forgetting to occur

	Plan where you can build spaced practice into lessons as well as the sequence of lessons.
The ‘active ingredients’ that will help increase the effectiveness may include: 
· Map key knowledge across time – medium and long term
· Plan when each topic will be revisited not just when it is taught
· Reserve time in each lesson (for example, 5–10 mins) for retrieval of previous learning, not just the last lesson, but from 1–4+ weeks ago
· Blend old and new content in activities (for example: problem sets, essay plans, grammar drills)
· Avoid blocking lessons by topic only, mix concepts to promote cognitive effort
· Make spacing explicit: tell pupils why you’re revisiting older content



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’s level of proficiency is high, you may want to select more than one precise action that develops their composite practice.
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…
2.9. Requiring pupils to retrieve information from memory, and spacing practice so that pupils revisit ideas after a gap are also likely to strengthen recall.
Learn how to…
Increase likelihood of material being retained, by:
2.h. Balancing exposition, repetition, practice and retrieval of critical knowledge and skills.
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 maintains or restores relationships with pupils. 
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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