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ECT Programme Mentor support materials – Core self-study
Subject and curriculum
​	​These materials are intended for use by those who design and deliver induction as part of a school-led programme for early career teachers. 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 ECT programme. It provides an outline of the content from ECTs’ core self-study relating to subject and curriculum so that mentors are familiar with the underpinning research and evidence. 	



 


Introduction
Approximate time to complete: 3 minutes
Welcome to these optional Mentor Support Materials for those working with Early Career Teachers (ECTs) in year 1 of the programme. This will give you an understanding of what your ECT has been learning about and will help you to support your ECT in selecting their elective self-studies.  
In these optional materials you have been provided with an overview of the content that ECTs will be exploring in their core self-study relating to subject and curriculum. 
Here’s a reminder of how each of the self-studies for ECTs fit into year one the ECT programme: 
 Personal professional reflection along with discussions with mentor to identify an area of practice to focus on and 3 elective self-studies to engage with*.
*2 in module 1
Elective Self-Study 


Elective Self-Study 
Core Self-Study 


Elective Self-Study 




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 subject knowledge and how this links to effective curriculum planning that supports understanding and long-term retention of foundational concepts and skills by all pupils. 
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. 
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. 
You should begin by reading these materials relating to the core self-study which outlines the theory and related evidence underpinning the module. They should then read the support materials for each of the elective self-studies that their early career teacher has selected to complete.  
An overview of the elective self-studies in this module below:
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This image contains a list of the sections in this self study. On the left is a green box with the title of the self study 'Subject and Curriculum: core self-study'. On the right are five blue boxes with the section titles. Developing a carefully sequenced curriculum, anticipating misconceptions, building increasingly complex mental models, developing early literacy and enhancing all pupils'literacy. ]

It is suggested that you review the content of the core self-study and the relevant elective self-studies in advance of observing and meeting with your early career teacher. 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








	[bookmark: Content]Content
	

	Summary of ECT materials – What does the evidence say about…

	Delivering a carefully sequenced curriculum
	Page 4

	Anticipating misconceptions
	Page 4

	Building increasingly complex mental models
	Page 5

	Developing early literacy
	Page 6

	Enhancing all pupils' literacy
	Page 7

	Next steps: Working with your ECT to reflect on their practice
	Page 9

	Appendix
	Page 10

	Related ITTECF framework statements 
	Page 12

	References and further reading 
	Page 16






[bookmark: Elective1d][bookmark: SummaryofECTmaterialsCORE]Subject and curriculum
Approximate time to complete: 8 minutes
Summary of content from ECT materials – what the evidence says about…
1. [bookmark: ElectiveD1]Delivering a carefully sequenced curriculum
A well-designed curriculum is essential for pupils to learn and retain knowledge, skills, and concepts. It should be coherent, ensuring that content is logically sequenced, and key vocabulary is explicitly taught, enabling pupils to form strong mental models. The curriculum should respect the distinctiveness of each subject while also enabling pupils to see connections across subjects.
In order to effectively deliver the curriculum teachers need secure knowledge, which includes both subject knowledge and pedagogical content knowledge. Good pedagogical knowledge means understanding the principles of the subject and why some topics are more central to a discipline than others (Ball et al., 2008).   
Pupils also need to be explicitly taught the skills within a subject discipline. Many skills that might be assumed to develop naturally actually require deliberate and direct teaching (EEF, 2022), making explicit instruction a cornerstone of effective teaching.  This includes teaching skills in small steps, using examples and non-examples, using clear language, anticipating misconceptions, and highlighting essential content. Whilst specific skills being taught might vary according to the subject, effective explicit instruction normally starts with a teacher explanation followed by opportunities for guided pupil practice before progressing to independent practice (EEF, 2021c).  
Foundational knowledge is essential for effective acquisition of information and long-term retention. When planning and sequencing pupils' learning experiences, it should progressively develop in terms of ‘big ideas’ within a discipline and should be constructed on the basis of prior knowledge and previous teaching. When sequencing learning, it is important to have a thorough understanding of the subject matter, a clear idea of progression, and the ability to assess pupils' existing understanding. 
2. [bookmark: ElectiveD2]Anticipating misconceptions
Misconceptions are beliefs that conflict with what is to be learned (Chi, 2009), differing from simple errors or knowledge gaps. They often relate to foundational concepts and can hinder new learning if not addressed. 
Anticipating these misconceptions is crucial for teachers, as prior learning and personal experiences can lead to preconceptions. By understanding common misconceptions, teachers can tailor their instructional strategies to help pupils develop a more accurate understanding of key concepts.
Misconceptions can arise from misunderstandings of lesson content or pre-existing ideas (EEF, 2022), requiring different approaches to address them. The National Research Council (NRC, 1997) identifies several types of misconceptions, including preconceived notions, conceptual misunderstandings, vernacular misconceptions, factual misconceptions, and non-scientific beliefs.
Teachers' subject knowledge is vital in anticipating where misconceptions are likely to occur. Addressing misconceptions involves explicitly explaining concepts, providing conflicting evidence, and offering activities to restructure pupils' thinking. This process develops critical thinking skills, essential for ensuring pupils begin to learn to evaluate evidence, revise their thinking and develop a deeper understanding of specific key concepts. Regularly revisiting concepts and using formative assessment helps ensure pupils' thinking evolves and corrects itself. 
[bookmark: ElectiveD3]3. Building increasingly complex mental models
Mental models, or schema, are interconnected webs of information stored in long-term memory. When new information is presented, the mind searches for prior knowledge to support understanding and process the concept, adding the new knowledge to the existing web. Well-developed mental models help pupils recall information quickly, aiding their ability to process new information and secure subject knowledge, which in turn, boosts engagement and motivation.
To develop complex mental models, teachers can build on prior knowledge. Since pupils may have small, unorganised mental models with knowledge gaps and misconceptions, teachers need to identify these gaps and explicitly teach content to ensure strong foundations. Spaced practice is another strategy to help build mental models, where learning is broken into short sessions over a longer period. Through multiple exposures to content and practice opportunities, pupils develop storage and retrieval strength of key knowledge and develop the capacity to apply their learning in varying contexts (Bjork, 1994).  
When thinking about supporting pupils to build increasingly complex mental models, it is important to understand that pupils are likely to struggle to transfer what has been learnt in one discipline to a new or unfamiliar context (Willingham, 2019).  Teachers can support knowledge transfer by checking for necessary foundational knowledge, drawing explicit links to prior knowledge, and providing models of how knowledge is used in both familiar and new contexts. Varying conditions of practice, including changing the question format or applying knowledge to unfamiliar problems, can also aid in transfer, creating 'desirable difficulties' (Bjork and Bjork, 2011) that promote deeper understanding and retention.
4. [bookmark: ElectiveD4]Developing early literacy
Literacy skills are crucial for pupils across all curriculum areas, and the development of these skills begins in the early years. This should focus on both language, reading and writing. 
Language can be developed through prioritising high-quality interactions that encourage pupils to discuss activities and experiences. Frameworks like Sustained Shared Thinking (EEF, 2021b) can guide interactions, exposing pupils to Tier 1 (everyday) and Tier 2 (high frequency) language.
Furthermore, vocabulary instruction, both implicit and explicit, is a significant part of language development in the early years. Implicit teaching involves modelling and repetition, while explicit teaching involves presenting words with explanations and examples. The Frayer model is a graphic organiser that can be used to facilitate deeper understanding of key vocabulary. 
In the early years reading instruction should balance word reading and language comprehension. The "Reading House" (EEF, 2021d) emphasises phonological awareness and print knowledge for word reading, alongside grammar, vocabulary, and inference skills for language comprehension
The most effective way to teach pupils to read words is systematic synthetic phonics (Machin, 2018; EEF, 2021a), which uses an organised and comprehensive sequence to explicitly teach children the letter-sound relationships that underpin the English language. This approach focuses on sounding out letters and then blending sounds together to form words (Machin et al, 2018). 
Language comprehension skills are closely related to pupils’ oral language skills and vocabulary development. Therefore, they are best supported through opportunities to develop speaking and listening skills, explicit vocabulary instruction, and explicit teaching of reading comprehension strategies such as questioning and summarising (Shanahan, 2005; EEF, 2021d).
Developing both phonological skills and a rich vocabulary are crucial to pupil’s reading fluency. Fluency is a bridge between effortful decoding and comprehension. A fluent reader can accurately and automatically decode words with minimal use of their cognitive resources. These resources can then be redirected towards comprehending and making sense of what has been read (EEF, 2022). 
Effective writing instruction combines text generation with handwriting and spelling skills. Spelling should be explicitly taught in the early years and there are a number of strategies including a phonics approach, exploring analogies and using visuals (EEF, 2021e) which can support with this. Handwriting is a complex activity that involves co-ordination of motor and visual motor skills. It is important to develop the foundations of a fast, accurate and efficient handwriting style which focuses on both product and process. 
5. [bookmark: ElectiveD5]Enhancing all pupils’ literacy
Once the foundations of literacy have been built in the early years they need to be developed and enhanced throughout all phases of education. Oral language skills are foundational to other aspects of literacy and should be enhanced through high-quality talk in the form of guided interactions and questioning. Structures such as Lauren Resnick’s “Accountable talk” (2018), can help to develop more structured and varied discussion and dialogue focusing on accuracy of evidence, justification, and respect for others. 
Vocabulary development should also form part of an approach to developing language. This involves explicit teaching using the tiered system (Beck & McKeown, 1982) to select appropriate words for targeted instruction. Effective strategies focus on the following (EEF, 2023):
· Bespoke definitions – introduce words through explanations in everyday connected language, rather than dictionary definitions. 
· Purposeful variation – provide several contexts in which the word can be used purposefully or for alternative meanings. 
· Immediate interaction – build opportunities for pupils to interact with word meanings right away e.g. pair two target words, to support interaction with words in novel contexts: “can splendour ever be unpleasant to look at?”
· Deep processing – develop activities that require pupils to process the meanings of words in a deep and thoughtful way. 
· Active interest – provide examples, situations and questions that are interesting and create discussion. 
· Repetition, repetition, repetition – provide many encounters with target words, through various contexts and retrieval activities. 
Reading should be placed at the heart of the curriculum with the ultimate aim being the development of reading comprehension. This relies on background and word knowledge, enabling readers to create mental models of the text.  Strategies such as questioning, activating prior knowledge, summarising, clarifying, and predicting enhance comprehension.
The Simple View of Writing highlights the components teachers need to address when explicitly teaching writing. This includes transcription, text generation and executive function. At the core of the Simple View of Writing is working memory, highlighting the challenging nature of writing and its impact on cognitive load. Therefore, writing should be explicitly taught focusing on the gradual release of responsibility as the pupil becomes more able to write independently. 
All pupils are likely to benefit from disciplinary literacy support across the curriculum (Scott, 2018) and there is evidence that disciplinary literacy approaches can improve pupils’ outcomes in all subjects and are more promising that generic whole school approaches.  





















[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. 
Reflecting on your current practice 
	Are there any areas of your current practice that you feel should be prioritised as development areas this half-term? Give reasons why. 






	



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








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




	






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



	











Selecting your elective self-studies 
Now, look at the list of elective self-studies with your ECT and, using the reflections from your meeting, agree together which 3 elective self-studies your ECT will complete this half term. Identify the order in which they will be completed.  
	First choice:  

	Second choice: 

	Third choice: 
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[bookmark: Relatedframework]Related ITTECF framework statements
Demonstrate good subject and curriculum knowledge
Learn that…
3.1. A school’s curriculum enables it to set out its vision for the knowledge, skills and values that its pupils will learn, encompassing the national curriculum within a coherent wider vision for successful learning.
3.2. Secure subject knowledge helps teachers to motivate pupils and teach effectively.
3.3. Ensuring pupils master foundational concepts and knowledge before moving on is likely to build pupils’ confidence and help them succeed.
3.4. Anticipating common misconceptions within particular subjects is also an important aspect of curricular knowledge; working closely with colleagues to develop an understanding of likely misconceptions is valuable.
3.5. Explicitly teaching pupils the knowledge and skills they need to succeed within particular subject areas is beneficial.
3.6. In order for pupils to think critically, they must have a secure understanding of knowledge within the subject area they are being asked to think critically about.
3.7. In all subject areas, pupils learn new ideas by linking those ideas to existing knowledge, organising this knowledge into increasingly complex mental models (or “schemata”); carefully sequencing teaching to facilitate this process is important.
3.8. Pupils are likely to struggle to transfer what has been learnt in one discipline to a new or unfamiliar context.
3.9. To access the curriculum, early literacy provides fundamental knowledge; reading comprises two elements: word reading and language comprehension; systematic synthetic phonics is the most effective approach for teaching pupils to decode.
3.10. Every teacher can improve pupils’ literacy, including by explicitly teaching reading, writing and oral language skills specific to individual disciplines.                       
3.11. Pupils’ positive dispositions and attitudes towards mathematics are associated with positive outcomes on learning.
3.12. Pupils' oral language skills can be supported by teaching new words and how to use and understand words within sentences or longer texts. This can help to address speech and language difficulties, especially for children in their early school years.
Learn how to…
Deliver a carefully sequenced and coherent curriculum, by:
· 3.a. Identifying essential concepts, knowledge, skills and principles of the subject and providing opportunity for all pupils to learn and master these critical components.
· 3.b. Ensuring pupils’ thinking is focused on key ideas within the subject.
· 3.c. Working with experienced colleagues to accumulate and refine a collection of powerful analogies, illustrations, examples, explanations and demonstrations.
· 3.d Using resources and materials aligned with the school curriculum (e.g. textbooks or shared resources designed by experienced colleagues that carefully sequence content).
· 3.e Being aware of common misconceptions and discussing with experienced colleagues how to help pupils master important concepts.
Support pupils to build increasingly complex mental models, by:
· 3.f. Discussing and analysing with expert colleagues the rationale for curriculum choices, the process for arriving at current curriculum choices and how the school’s curriculum materials inform lesson preparation.
· 3.g. Balancing exposition, repetition, practice of critical skills and knowledge.
· 3.h. Revisiting the big ideas of the subject over time and teaching key concepts through a range of examples.
· 3.i. Drawing explicit links between new content and the core concepts and principles in the subject.
Develop fluency, by:
· 3.j. Providing tasks that support pupils to learn key ideas securely (e.g. quizzing pupils so they develop fluency with times tables).
· 3.k. Using retrieval and spaced practice to build automatic recall and application of key knowledge.
Help pupils apply knowledge and skills to other contexts, by:
· 3.l. Ensuring pupils have relevant domain-specific knowledge, especially when being asked to think critically within a subject.
· 3.m. Interleaving concrete and abstract examples, slowly withdrawing concrete examples and drawing attention to the underlying structure of problems.
Develop pupils’ literacy, by:
· 3.n. Demonstrating a clear understanding of systematic synthetic phonics, and the necessary prerequisite knowledge, particularly if teaching early reading and spelling.
· 3.o. Supporting younger pupils, especially those with reading difficulties, to become fluent readers by building automatic and accurate decoding with various texts and repeated reading of texts with modelling and feedback.
· 3.p. Teaching unfamiliar vocabulary explicitly and planning for pupils to be repeatedly exposed to high-utility and high-frequency vocabulary in what is taught.
· 3.q.  Modelling strategies that encourage active comprehension by asking questions, making predictions, and summarising when reading. 
· 3.r. Promoting reading for pleasure (e.g. by using a range of whole class reading approaches and regularly reading high-quality texts to children).
· 3.s. Teaching, modelling, and requiring high quality oral language, sometimes known as oracy, recognising that spoken language underpins the development of reading and writing (e.g. where appropriate, develop pupils’ responses to questions into full sentences).
· 3.t. Teaching different forms of writing by modelling planning, drafting and editing.
· 3.u. Supporting younger pupils to become fluent writers through explicit teaching and practice of spelling and handwriting, with modelling and feedback, such as addressing both the process and product of letter formation when developing pupils’ handwriting.
Fulfil wider professional responsibilities
Learn how to…
Develop as a professional, by:
· 8.a. Engaging in professional development focused on developing an area of practice with clear intentions for impact on pupil outcomes, sustained over time with built-in opportunities for practice.
· 8.b. Strengthening pedagogical and subject knowledge by participating in wider networks and as part of the lesson preparation process. 
· 8.c. Seeking challenge, feedback and critique from mentors and other colleagues in an open and trusting working environment.
· 8.d. Engaging with research evidence by accessing reliable sources, seeking support for how findings can inform practice, and monitoring the impact of applications.
· 8.e. Reflecting on progress made, recognising strengths and weaknesses and identifying next steps for further improvement.
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[bookmark: Furtherreadingandreferences]Further reading
· Deans for Impact, (2015) The science of learning. Deans for Impact. Available at: https://deansforimpact.org/wp-content/uploads/2016/12/The_Science_of_Learning.pdf [Accessed: 24 January 2025] 
· Beck, I.L., Mckeown, M.G. and Kucan, L. (2013). Bringing words to life: robust vocabulary instruction. 2nd ed. New York: Guilford Press.
References
· Alexander, R. (2004). Towards Dialogic Teaching: Rethinking Classroom Talk. York: Dialogos.​
· Ball, D. L. (1991). Research on teaching mathematics: Making subject matter knowledge part of the equation. In J. Brophy (Ed.), Advances in research on teaching (Vol. 2, pp. 1-48). JAI Press.
· Ball, D. L., Thames, M. H., & Phelps, G. (2008). Content knowledge for teaching: What makes it special? Journal of Teacher Education, 59(5), 389-407. Available at https://doi.org/10.1177/0022487108324554 [Accessed: 17 February 2025]
· Bjork, E. L. and Bjork, R. A. (2011) Making things hard on yourself, but in a good way: Creating desirable difficulties to enhance learning. Psychology and the real world: Essays illustrating fundamental contributions to society, 2(59-68). Available at: https://www.researchgate.net/publication/284097727_Making_things_hard_on_yourself_but_in_a_good_way_Creating_desirable_difficulties_to_enhance_learning  [Accessed: 24 January 2025].
· Breadmore, H. L., Vardy, E. J., Cunningham, A. J., Kwok, R. K. W. and Carroll, J. M. (2019). Literacy Development: Evidence Review, London: Education Endowment Foundation. Accessible from: https://educationendowmentfoundation.org.uk/public/files/Literacy_Development_Evidence_Review.pdf [Accessed: 31 July 2023].   
· Chi, M. T. (2009) Three types of conceptual change: Belief revision, mental model transformation, and categorical shift. In International handbook of research on conceptual change (pp. 89-110). Routledge 
· Coe, R., Rauch, C. J., Kime, S., & Singleton, D. (2020). Great Teaching Toolkit: Evidence Review. Evidence Based Education. Available https://www.cambridgeinternational.org/Images/584543-great-teaching-toolkit-evidence-review.pdf. [Accesse: 2 December 2024]. 
· Coe, R., Aloisi, C., Higgins, S., & Major, L. E. (2014). What makes great teaching? Review of the underpinning research. Durham University: UK. Accessible from: What-Makes-Great-Teaching-REPORT.pdf [Accessed 2: December 2024]. 
· Education Endowment Foundation (2022) Improving Secondary Science. Guidance Report. Education Endowment Foundation. Available at: Improving Secondary Science | EEF [Accessed: 24 January 2025]
· Education Endowment Foundation (2021). Metacognition and Self-Regulated Learning Guidance Report [Online] Accessible from: https://d2tic4wvo1iusb.cloudfront.net/eef-guidance-reports/metacognition/EEF_Metacognition_and_self-regulated_learning.pdf?v=1679054446 [Accessed: 24 January 2025].
· Education Endowment Foundation (2021a). Toolkit: Phonics. [Online] Accessible from: https://educationendowmentfoundation.org.uk/evidence-summaries/teaching-learning-toolkit/phonics/ [Accessed: 3 January 2025]
· Education Endowment Foundation (2021b). Preparing for Literacy Guidance Report. [Online] Accessible from: Preparing for Literacy | EEF (educationendowmentfoundation.org.uk) [Accessed: 24 January 2025].
· Education Endowment Foundation (2021c). Improving Literacy in Secondary Schools. [Online] Accessible from: Education Endowment Foundation | EEF [Accessed: 24 January 2025].
· Education Endowment Foundation (2021d). Improving Literacy in Key Stage 2. [Online] Accessible from: Education Endowment Foundation | EEF [Accessed: 24 January 2025].
· Education Endowment Foundation, (2021e). Improving Literacy in Key Stage 1. [Online] Accessible from: Improving Literacy in Key Stage 1 | EEF [Accessed: 24 January 2025].
· Education Endowment Foundation (2022). Why focus on reading fluency? [Online] Accessible from: https://educationendowmentfoundation.org.uk/news/why-focus-on-reading-fluency [Accessed: 24 January 2025].
· Education Endowment Foundation, (2021c)., Special Educational Needs in Mainstream Schools guidance report. Available at: Special Educational Needs in Mainstream Schools | EEF
· Facione, P. A. (1990). Critical Thinking: A Statement of Expert Consensus for Purposes of Educational Assessment and Instruction. The Delphi Report
· Graham, S., Bollinger, A., Booth Olson, C., D’Aoust, C., MacArthur, C., McCutchen, D. and Olinghouse, N. (2012). Teaching Elementary School Students to Be Effective Writers: A Practice Guide (NCEE 2012-4058), Washington DC: National Center for Education Evaluation and Regional Assistance, Institute of Education Sciences, U.S. Department of Education. Accessible from: Teaching Elementary School Students to Be Effective Writers (ed.gov) [Accessed: 17 February 2025]. 
· Graham, S. McKeown, D., Kiuhara, S. and Harris, K. (2012). A meta-analysis of writing instruction for students in the elementary grades. Journal of Educational Psychology, 104(4), 879–96. 
· Harlen, W. & James, M. (1997) Assessment and Learning: differences and relationships between formative and summative assessment, Assessment in Education: Principles, Policy & Practice 4:3, 365-379.
· Heard, G., Trotman, J., & O'Byrne, W. (2020). Critical thinking in the age of technology: How students can use digital tools to enhance learning. Journal of Educational Technology & Society, 23(4), 1-11.
· Kirschner, P. A., Sweller, J., and Clark, R. E. (2006) Why minimal guidance during instruction does not work: an analysis of the failure of constructivist, discovery, problem-based, experiential, and inquiry-based teaching. Educational Psychologist 41 (2) 75-86
· Machin, S., McNally, S., & Viarengo, M. (2018). Changing how literacy is taught: Evidence on synthetic phonics. American Economic Journal: Economic Policy, 10(2), 217–241. https://doi.org/10.1257/pol.20160514. [Accessed: 24 January 2025]
· Myatt, M., 2018. The curriculum: gallimaufry to coherence. Hachette UK.
· National Research Council (1997) Science teaching reconsidered: A handbook. Washington, DC: National Academies Press. Washington 
· Oakhill, J., Cain, K.and Elbro, C. (2014). Understanding and Teaching Reading Comprehension: A Handbook. London: Routledge.
· Oates, T. (2011). The Framework for the National Curriculum: A Report by the Expert Panel for the National Curriculum Review. Department for Education.
· Pashler, H., Bain, P.M., Bottge, B.A., Graesser, A., Koedinger, K., McDaniel, M. and Metcalfe, J., (2007). Organizing Instruction and Study to Improve Student Learning. IES Practice Guide. NCER 2007-2004. National Center for Education Research.
· Quigley, A. (2018). Closing the Vocabulary Gap. Routledge.
· Roediger, H.L., & Butler, A.C. (2011). "The critical role of retrieval practice in long-term retention." Trends in Cognitive Sciences, 15(1), 20-27.
· Siraj-Blatchford, I., Clarke, P., & Needham, M. (2002). The Impact of Research on the Early Years Workforce: Final Report. Institute of Education, University of London.
· Savage, R., Burgos, G., Wood, E. and Piquette, N., 2015. The Simple View of Reading as a framework for national literacy initiatives: a hierarchical model of pupil‐level and classroom‐level factors. British Educational Research Journal, 41(5), pp.820-844.
· Scarborough, H.S. (2001) Connecting early language and literacy to later reading (dis)abilities: Evidence, theory, and practice. In S. Neuman & D. Dickinson (Eds.), Handbook for research in early literacy (pp. 97–110). New York, NY: Guilford Press.
· Scott, C. E., McTigue, E. M., Miller, D. M., & Washburn, E. K. (2018). The what, when, and how of preservice teachers and literacy across the disciplines : A systematic literature review of nearly 50 years of research. Teaching and Teacher Education, 73, 1–13. https://doi.org/10.1016/j.tate.2018.03.010. [Accessed: 24 January 2025]
· Shanahan, T. (2005). The National Reading Panel Report: Practical Advice for Teachers. Accessible from: https://files.eric.ed.gov/fulltext/ED489535.pdf  [Accessed: 24 January 2025]
· Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform. Harvard Educational Review, 57(1), 1-22. Available at https://doi.org/10.17763/haer.57.1.j463w79r56455411 [Accessed: 17 February 2025]
· Simonsmeier, B. A., & Schneider, M. (2022). Misconceptions and their impact on learning: Theoretical foundations and practical implications. Educational Psychologist, 57(3), 143-158. Available at https://doi.org/10.1080/00461520.2022.2046724 [Accessed: 17 February 2025}
· Sumeracki, M.A., & Weinstein, Y. (2018). Optimising learning using retrieval practice. Impact: Journal of the Chartered College of Teaching.
· Sweller, J., Van Merrienboer, J.J. and Paas, F.G., (1998). Cognitive architecture and instructional design. Educational psychology review, pp.251-296.
· Wiliam, D. (2013). Principled Curriculum Design. Redesigning Schooling, 3, SSAT. [Online] Available at: https://webcontent.ssatuk.co.uk/wp-content/uploads/2020/03/20105155/Redesigning-Schooling-3-Principled-curriculum-design-Dylan-Wiliam.pdf [Accessed: 24 January 2025].
· Willingham, D. T. (2002). Does knowledge help? American Educator, 26(2), 30-37.
· Willingham, D. T. (2019). How to teach critical thinking. Education: Future Frontiers, 1, 1-17. 

Click here to return to Content page

2
	
image1.png




image2.svg
  
.MsftOfcThm_Background1_Fill_v2 {
 fill:#FFFFFF; 
}

   


image3.png




image4.png




image5.png
Department
for Education




image6.png




image7.svg
                                


image8.png




image9.svg
  
.MsftOfcThm_Accent3_Fill_v2 {
 fill:#B86AFF; 
}

   


image10.png




image11.svg
       


image12.png
Subject and
curriculum: core [
self-study





