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ECT Programme Mentor support materials - Core self-study
Planning and delivery
​	​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 planning and delivery so that mentors are familiar with the underpinning research and evidence. 	




Introduction
Approximate time to complete: 3 minutes 
Welcome to the Early Career Teacher Programme Mentor Support Materials for those working with Early Career Teachers (ECTs) in year one of the programme. These will help you to support your ECT in selecting their elective self-studies.
In these materials you have been provided with an overview of the content that ECTs will be exploring in their core self-study relating to planning and delivery. This content will focus on how to ensure teachers deliver a coherent and well-sequenced curriculum rooted in strong subject knowledge.  
Here’s a reminder of how each of the self-studies for ECTs fit into year one of the ECF programme: 
[image: The diagram summarises how each of the self-studies for ECTs fit into year one of the programme. The diagram is read left to right as the arrow at the bottom indicates. The green box on the far left is labelled 'Core self-study' and leads onto the next stage, the blue larger box, which describes the actions for the completion - 'Diagnostic activities/personal professional reflection along with discussions with mentor to identify an area of practice to focus on and three elective self-studies to engage with (two in module one).
Moving right, we see the possible outcomes as three elective self-studies chosen, or two in module one.
]
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 this module.
These support materials provide a summary of the core self-study that all ECTs will complete in the module relating to planning and delivery. 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 select 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. You should then read the support materials for each of the elective self-studies that your early career teacher has selected to complete. 
An overview of the elective self-studies in this module is below:
[image: The diagram shows an overview of the elective self-studies' suggested action steps. The diagram is read left to right. The green box on the far left is labelled 'Planning and delivery: core self-study' and leads onto the next stage; the column of blue boxes that list the elective self-studies' steps.
These are from top to bottom: ‘explanations, modelling and examples’, ‘scaffolding and increasing challenge’, ‘planning effective practice, including homework’, ‘questioning as an essential tool for teachers’ and finally ‘collaboration and talk in the classroom’.
]
It is suggested that you review the content of the core self-study during week one 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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Planning and delivery
Approximate time to complete:  8 minutes
[bookmark: SummaryofECTmaterialsCORE]Summary of content from ECT materials – what the evidence says about…
1. [bookmark: ElectiveD1]Explanations, modelling and examples
Exposition is a key element of teaching that involves explanation, modelling, and the use of examples and non-examples. Effective exposition is rooted in connecting new learning to prior knowledge (Coe et al., 2020) and forms part of explicit teaching. Pupils must first be explicitly taught new concepts, metacognitive strategies, and critical thinking before they can apply them independently (Rosenshine, 2012).
Clarity, conciseness, engagement, and appropriate complexity are all crucial for effective explanation (Coe et al., 2020). Teachers should consider cognitive overload by limiting the number and complexity of new elements, breaking down ideas, and minimising distractions. Explanations should start from current pupil understanding, informed by accurate assessment, and adapted for individual needs, including SEND (EEF, 2021).
Visual support enhances learning, as people understand best through a combination of words and images (Mayer, 2001). However, images must be relevant and used purposefully alongside spoken explanation, with minimal text.
Modelling, as described by Bandura (1977), enhances exposition by demonstrating thought processes and actions. This aids understanding by making abstract concepts concrete and observable (Rosenshine, 2012). Narrating thought processes while modelling helps teach pupils how to think, particularly supporting metacognitive and cognitive skill development (EEF, 2021; EEF, 2021b).
Modelling supports procedural knowledge acquisition and can be especially beneficial for pupils with SEND, including through digital tools or teaching assistants (EEF, 2021). Teachers can aid memory and comprehension by making steps in a model memorable through strategies such as naming, repetition, or encoding.
Concrete representations can support pupils in understanding abstract ideas (Pashler et al., 2007), especially when linked clearly to abstract terminology. Analogies, while useful, must be refined as understanding deepens (Coe et al., 2020).
Using multiple examples improves understanding by showing how concepts apply in various contexts, while non-examples help pupils grasp conceptual boundaries. Worked examples guide pupils through processes, with faded examples supporting guided to independent practice. Over time, the number of examples should be reduced as expertise grows to avoid the ‘expert reversal’ effect (Kalyuga, 2007). However, pupils with SEND may benefit from extended use of examples to build confidence and competence (EEF, 2021).
2. [bookmark: ElectiveD2]Scaffolding and increasing challenge
Scaffolding in education refers to the tailored support that teachers provide to pupils as they transition from novice to expert, a concept adopted from construction terminology (EEF, 2021). The main objective of scaffolding is to reduce cognitive load by limiting the number of simultaneous tasks pupils must manage, allowing them to concentrate on the core purpose of an activity (Deans for Impact, 2015). Effective scaffolding enhances understanding and promotes success for all pupils (Coe et al., 2020).
High-quality classroom scaffolds can include strategies such as teacher modelling, prompts, checklists, worked examples, and knowledge organisers. These supports are not fixed; rather, they are designed to be temporary. As pupils gain competence and confidence, scaffolds should be gradually removed to foster greater independence. This gradual withdrawal transfers responsibility to the learner, ensuring that scaffolding does not become a crutch that impedes further development (EEF, 2021).
The timing of scaffold removal is crucial. Removing support too late may lead to over-reliance, limiting skill growth and potentially increasing cognitive load (Kirschner et al., 2006; Kalyuga, 2007). The decision to reduce or remove scaffolding must be informed by ongoing assessment and knowledge of individual pupil needs, making it a core feature of adaptive teaching.
In addition to scaffold removal, teaching pupils metacognitive strategies supports the development of independent learning. Such strategies are especially effective for pupils with SEND (EEF, 2021). To become self-regulated learners, pupils must learn to plan, monitor, and evaluate their work; manage their time and emotions; and reflect on their strengths and challenges.
Teachers can foster these skills by explicitly naming, modelling, and contextualising metacognitive strategies, and by ensuring pupils have structured opportunities to practise them. Importantly, metacognitive instruction should be integrated with subject-specific content, as strategies are not universally transferable across disciplines.
3. [bookmark: ElectiveD3]Planning effective practice, including homework
Research supports structuring lessons to allow pupils ample time for practice, as this aids memory retention over time (see Module B – Memory and Learning). Content should be broken into small steps to manage cognitive load, with alternating teacher input and pupil output promoting understanding (Rosenshine, 2012). Pupils with SEND may need longer or more focused practice time (EEF, 2021).
Lessons should incorporate guided practice before independent tasks. During guided practice, teachers provide explanations, model processes, ask questions to check and deepen understanding, address misconceptions, and teach metacognitive strategies (Rosenshine, 2012). These approaches promote active learning and support the gradual release of responsibility from teacher to pupil (Fisher and Frey, 2004). Pupils with SEND may benefit from a slower transition with sustained scaffolding.
Independent practice is essential for developing fluency. It allows knowledge and skills to become automatic, thus freeing working memory for higher-level tasks such as problem-solving (Rosenshine, 2012). Scaffolding may still be needed during this stage, particularly for pupils with SEND (EEF, 2021). The effectiveness of independent practice relies on being informed by assessment, ensuring alignment with pupils’ prior knowledge, and matching tasks to lesson objectives (Rosenshine, 2012; Fisher & Frey, 2008).
Effective independent practice involves well-pitched tasks that encourage hard thinking and have a high success rate to prevent reinforcement of errors (Rosenshine, 2012). Teachers should monitor pupils’ work during practice, offering support and ensuring scaffolds are used effectively.
Homework, a form of independent practice, should be purposeful and linked to classroom learning. It is most effective when pupils receive feedback and it is frequent yet manageable. Evidence suggests it benefits secondary pupils more, due to greater independence (Hattie, 2008), but factors such as parental support and study environment also influence its impact (EEF, 2021b). Homework clubs can be beneficial, particularly for pupils with SEND (EEF, 2021).
Parental involvement is key to positive academic outcomes. Schools should guide parents in fostering homework routines, goal-setting, and emotional regulation, without taking on instructional roles (EEF, 2021b).
4. [bookmark: ElectiveD4]Questioning as an essential tool for teachers
Questioning is a key component of high-quality instruction and has been shown to improve pupil outcomes when used effectively (Coe et al., 2014; Rosenshine, 2012). While increasing the number of questions can be beneficial, it is the quality and purpose of questioning that determines its effectiveness. Different types of questions serve different functions, such as checking prior knowledge, assessing understanding, or encouraging deeper thinking. All questions should stimulate pupil thought, and pupils with SEND also benefit from accessible questioning strategies (EEF, 2021).
As a tool for formative assessment, questioning helps teachers understand pupils' current knowledge and identify misconceptions, enabling them to plan subsequent instruction accordingly. This is particularly important for pupils with SEND, and aligns with the ‘assess, plan, do, review’ model (EEF, 2021). Checking prior knowledge at the start of a lesson helps activate pupils’ existing knowledge, preparing them to connect it with new content.
To accurately assess understanding, questions must be well-crafted and responses gathered thoughtfully. Effective questioning includes linking questions to specific knowledge or lesson intentions, asking open questions that probe reasoning and uncover misconceptions, and timing questions at key points in the lesson (Wiliam, 2018).
Questioning can also promote participation. Strategies such as allowing wait time encourage more thoughtful responses and wider participation (Rowe, 1986; EEF, 2021c). Gathering whole-class responses, through techniques such as think-pair-share or using mini whiteboards, provides insight into collective understanding (EEF, 2021d). Cold calling can also be effective when longer responses are required.
Beyond assessment and participation, questioning can deepen understanding and develop critical thinking. Through dialogic interaction, teachers can support pupils in analysing, justifying, and synthesising ideas, enhancing their conceptual grasp (Coe et al., 2020). Dialogic teaching has been shown to positively impact pupil progress (Alexander, 2018), underscoring the importance of preserving time for questioning and discussion within lessons.
5. [bookmark: ElectiveD5]Collaboration and talk in the classroom
Effective pupil grouping and classroom talk are essential for supporting learning. The Education Endowment Foundation (EEF, 2021) recommends flexible grouping based on current assessment rather than fixed groups determined by past attainment. This approach allows teachers to group pupils who share specific learning needs at a given time and to reconfigure these groups as necessary. Such flexibility can be beneficial for all pupils, including those ready for extension work.
Collaborative tasks require careful planning to ensure equitable participation, sustained motivation, appropriate behaviour, and successful learning outcomes. Research highlights that effective group work can support cognitive load management (Kirschner et al., 2018) and potentially generate five months of additional progress. However, pupils must be explicitly taught how to collaborate (Mercer and Littleton, 2007). Effective group work is characterised by clear instructions, established collaboration routines, active engagement, prior knowledge, and teacher monitoring. Optimal group size ranges from three to five pupils.
Teachers should remain alert to potential pitfalls identified by Bennett (2015), such as disguised inactivity, unequal workload, inappropriate socialisation, and unfair assessment. Awareness of these issues is essential to ensuring group work contributes meaningfully to learning.
Classroom discussion, when effectively structured, is a powerful tool for developing understanding, literacy, and communication skills (EEF, 2021c). Alexander’s dialogic teaching framework (2018) promotes deep thinking, elaborated responses, discursive engagement, meaningful feedback, and strong teacher–pupil relationships. Trials of this approach in primary schools showed an additional two months’ progress.
The EEF (2021c) emphasises the quality of pupil talk over quantity. Teachers can support effective talk by modelling, sequencing talk with literacy tasks, posing open-ended questions, assigning roles, allowing thinking time, and teaching subject-specific vocabulary. Pupils with special educational needs and disabilities (SEND) may require targeted support. For instance, those with speech and language disorders could benefit from vocabulary pre-teaching and scaffolded talk opportunities (SEND, 2021).
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[bookmark: Nextsteps]Next steps: Working with your ECT to reflect on their practice
Approximate time to complete:  1 minute 
	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 3 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 3 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]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. 
[bookmark: _Hlk152933698]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 
Look at the list of elective self-studies with your ECT and, using the diagnostic outcomes and your joint reflections, agree together which 3 elective self-studies your ECT will complete this half term. Identify the order. 
	First choice:  

	Second choice: 

	Third choice:
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[bookmark: Relatedframework]Related ITTECF framework statements
Classroom practice  
Learn that… 
4.1. Effective teaching can transform pupils’ knowledge, capabilities and beliefs about learning.  
4.2. Effective teachers introduce new material in steps, explicitly linking new ideas to what has been previously studied and learned. 
4.3. Modelling helps pupils understand new processes and ideas; good models make abstract ideas concrete and accessible. 
4.4. Guides, scaffolds and worked examples can help pupils apply new ideas, but should be gradually removed as pupil expertise increases. 
4.5. Explicitly teaching pupils metacognitive strategies linked to subject knowledge, including how to plan, monitor and evaluate, supports independence and academic success.  
4.6. Questioning is an essential tool for teachers; questions can be used for many purposes, including to check pupils’ prior knowledge, assess understanding and break down problems. 
4.7. High-quality classroom talk can support pupils to articulate key ideas, consolidate understanding and extend their vocabulary. 
4.8. Practice is an integral part of effective teaching; ensuring pupils have repeated opportunities to practise, with appropriate guidance and support, increases success. 
4.9. Paired and group activities can increase pupil success, but to work together effectively pupils need guidance, support and practice. 
4.10. How pupils are grouped is also important; care should be taken to monitor the impact of groupings on pupil attainment, behaviour and motivation. 
4.11. Homework can improve pupil outcomes, particularly for older pupils, but it is likely that the quality of homework and its relevance to main class teaching is more important than the amount set. 
Learn how to… 
Plan effective lessons, by:  
4.a. Using modelling, explanations and scaffolds, acknowledging that novices need more structure early in a domain. 
4.b. Enabling critical thinking and problem solving by first teaching the necessary foundational content knowledge. 
4.c. Removing scaffolding only when pupils are achieving a high degree of success in applying previously taught material. 
4.d. Providing sufficient opportunity for pupils to consolidate and practise applying new knowledge and skills. 
4.e. Breaking tasks down into constituent components when first setting up independent practice (e.g. using tasks that scaffold pupils through meta-cognitive and procedural processes).  
Make good use of expositions, by: 
4.f. Starting expositions at the point of current pupil understanding. 
4.g. Combining a verbal explanation with a relevant graphical representation of the same concept or process, where appropriate. 
4.h. Using concrete representation of abstract ideas (e.g. making use of analogies, metaphors, examples and non-examples).  
Model effectively, by: 
4.i. Narrating thought processes when modelling to make explicit how experts think (e.g. asking questions aloud that pupils should consider when working independently and drawing pupils’ attention to links with prior knowledge). 
4.j. Making the steps in a process memorable and ensuring pupils can recall them (e.g. naming them, developing mnemonics, or linking to memorable stories). 
4.k. Exposing potential pitfalls and explaining how to avoid them.  
Stimulate pupil thinking and check for understanding, by: 
4.l. Planning activities around what you want pupils to think hard about. 
4.m. Including a range of types of questions in class discussions to extend and challenge pupils (e.g. by modelling new vocabulary or asking pupils to justify answers). 
4.n. Providing appropriate wait time between question and response where more developed responses are required. 
4.o. Considering the factors that will support effective collaborative or paired work (e.g. familiarity with routines, whether pupils have the necessary prior knowledge and how pupils are grouped). 
4.p. Providing scaffolds for pupil talk to increase the focus and rigour of dialogue. 
How pupils learn 
Learn how to… 
Avoid overloading working memory, by: 
2.a. Taking into account pupils’ prior knowledge when planning how much new information to introduce. 
2.c. Reducing distractions that take attention away from what is being taught (e.g. keeping the complexity of a task to a minimum, so that attention is focused on the content). 
Build on pupils’ prior knowledge, by:  
2.e. Linking what pupils already know to what is being taught (e.g. explaining how new content builds on what is already known). 
Increase likelihood of material being retained, by:  
2.h. Balancing exposition, repetition, practice and retrieval of critical knowledge and skills. 
2.j. Designing practice, generation and retrieval tasks that provide just enough support so that pupils experience a high success rate when attempting challenging work. 
2.k. Increasing challenge with practice and retrieval as knowledge becomes more secure (e.g. by removing scaffolding, lengthening spacing or introducing interacting elements). 
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