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Effective grouping and deployment of teaching assistants (TAs)
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.
Approximate reading time: 15 minutes	
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Introduction
[bookmark: Sessionoverview]These optional mentor support materials include an overview of the ECT content for elective self-study 4: Effective grouping and deployment of teaching assistants (TAs) from the module, ‘Adaptive practice’.  
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 ‘Adaptive practice.’ 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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[bookmark: Usingprecisepraise]Using within-class grouping effectively
Approximate time to complete: 6 Minutes
Reminder of what the evidence says
If you wish to review the theory relating to using within class grouping, please see the Core self-study for ‘Adaptive practice’. 
What this looks like in practice
The way early career teachers (ECTs) use within-class grouping will look different depending on their phase. In Early Years, it’s often play-based. In post-16, it’s more subject-focused. Across all settings, ECTs may face challenges in keeping groupings flexible, purposeful, and supportive. Some pupils may feel stuck in a group, especially if they’ve been in it for a long time. Others may lose confidence if they’re consistently placed in lower-attaining groups. Higher-attaining pupils may feel limited if mixed-attainment grouping isn’t structured well.
During their initial teacher training, ECTs were introduced to the idea that grouping should be based on learning needs, not fixed ability. They’ve been taught that this helps maintain high expectations and keeps pupils engaged. They’ll also have been encouraged to use formative assessment to review and adjust groupings regularly, and to make it clear to pupils that movement between groups is normal and positive.
You can support ECTs by encouraging them to think about how they explain grouping decisions to their pupils, as this can shape how pupils view themselves as learners. They’ve been taught that using short-term groupings for specific tasks can help prevent pupils from feeling labelled as ‘high’ or ‘low’ ability.
ECTs will also have explored how collaboration between pupils with different strengths can support learning. They’ll have learned that when this is carefully structured, through approaches like peer discussion or problem-solving tasks, it can be highly motivating and beneficial for everyone.
Identifying the ‘active ingredients’
The following examples outline practical strategies for implementing effective within-class grouping:
· Setting high expectations for all: ensuring all pupils have access to a challenging curriculum rather than a narrowed or simplified version. This may also include use of stretch tasks for all pupils and demonstrating that groups are flexible and not fixed.
· Use formative assessment to make groupings responsive: this means regularly reviewing and adjust groupings to reflect pupil progress. Assessment may also include observations and discussions with a colleague. It may also mean monitoring frequent pupils’ motivation and confidence levels.
· Engage with parents and carers: sharing how within-class grouping works to reassure parent and carers that groupings are responsive and flexible. 
· Work closely with colleagues, including the SENCO: this could include collaborating with the SENCO and other specialist staff to ensure that pupils with SEND receive the right adaptations. It may also include working with support staff to ensure they provide appropriate levels of support. It could also include actively seeking feedback on whether grouping strategies are supporting engagement and learning outcomes for all pupils.
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate approaches using within class grouping effectively. 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: PreparingandDeployingTAs]Preparing and deploying TAs 
Approximate time to complete: 7 Minutes
Reminder of what the evidence says
If you wish to review the theory relating to preparing and deploying Teaching Assistants (TAs), please see the Core self-study for ‘Adaptive practice’. 
What this looks like in practice 
You may not always have access to extra adult support, but when you do, whether from a TA, parent volunteer, technician, pastoral staff, or another adult, it’s important to make sure their support is planned and focused on learning.
Support adults who are less confident or untrained
In some settings, adults may be asked to support subjects they feel less confident in, or to work with pupils with SEND without having had specialist training. As the teacher, it’s important to take an active role in setting them up for success. Start by checking what subject knowledge or prior experience the adult brings. This will help you pitch the support appropriately. Provide simple, accessible resources such as topic summaries, scaffolded tasks, or key vocabulary lists. Explain the lesson’s learning goals clearly, and keep communication open, ask what they need from you to feel confident and effective in their role.
Lead with clarity and collaboration
Leading another adult may feel unfamiliar, especially when you’re still building your own confidence. But it’s not about hierarchy, it’s about ensuring pupils are supported to learn well. Your responsibility is to guide the learning environment, which includes helping the adult understand how to provide effective, meaningful support. Build trust by agreeing clear roles together. A brief teacher–TA agreement (EEF, 2025b) can help set expectations and acknowledge each person’s expertise. Check in regularly, ask what’s working, what challenges they’re facing, and how you can help. Emphasise that effective support encourages pupil independence, not task completion.
Using the scaffolding framework
TAs should give the least amount of help first (EEF, 2025a). This means: 
· self-scaffolding: let pupils try for themselves;
· prompting: use open questions like ‘What do you need to do first?’;
· clueing: offer small hints to guide thinking;
· modelling: show an example, then ask the pupil to try; and
· correcting: use only when pupils cannot move forward.
Make planning and communication manageable
Even a short check-in before or after lessons can make a big difference. Clarify where support is most needed, what strategies to use (for example: prompting vs telling), and how the support links to the lesson goals. 
Some schools adjust TA hours, use assembly time, or include TAs in PPA sessions (EEF, 2021e).
Keep support focused and flexible
After lessons, if possible, take a few minutes to reflect together. Discuss what went well, identify any changes needed, and review whether groupings or approaches should be adjusted. This shared reflection helps ensure support stays responsive and purposeful. Consider: 
· reflect on what went well;
· spot challenges or changes needed;
· keep TA support aligned with lesson goals; and
· review whether groupings need to change.
Your school or trust may already use some of the strategies and, if you are unsure, you can speak to your mentor to find out exactly what is already in place. 
Identifying the ‘active ingredients’
The following ‘active ingredients’ can be used to help prepare and deploy TAs effectively:
· sharing the key learning objectives and content before the lesson;
· checking what the TA knows and what support they may need;
· using short check-ins before and after lessons to reflect on what worked;
· Support TAs to use the scaffolding framework. Start with self-scaffolding, then use prompting, clueing, modelling, and only correcting if needed (EEF, 2025a); 
· Keep TA support responsive and flexible. Rotate support across the class. Make sure all pupils, especially those with lower prior attainment, still have regular access to teacher input.
These key elements won’t change in themselves and you would expect to see them looking very similar across different phases. 
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate approaches to preparing and deploying TAs effectively. 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: SupportingTAFosterPupilAgency]Supporting TAs to foster pupil agency 
Approximate time to complete: 7 Minutes
Reminder of what the evidence says
If you wish to review the theory relating to supporting TAs to foster pupil agency, please see the Core self-study for ‘Adaptive practice’. 
What this looks like in practice
To effectively foster pupils’ agency, teaching assistants (TAs) should be equipped with clear, structured guidance. 
A Teacher-TA agreement (EEF 2025b) could be used to avoid ambiguity or breakdowns in communication. 
Guidance may include the use of question stems, prompts, or scaffolding frameworks designed to encourage independent thinking rather than dependence on adult support. For instance, question stems such as “What might happen if...?” or “Can you think of another way to…?” can guide TAs in prompting pupils to consider alternatives, articulate reasoning, and take ownership of their learning. Such tools ensure that support is purposeful and aligned with the lesson’s learning objectives.
During lessons, it can be valuable to observe how TAs apply these scaffolding strategies in real time. Noting how and when they intervene, the types of questions they use, and the degree of support offered will provide insight into whether pupils are being encouraged to think and act independently. These observations can inform ongoing professional development and enable teachers to adjust the scaffolding framework over time to better meet pupils’ evolving needs. For example, a TA might initially model a thinking process aloud but later shift to prompting pupils to verbalise their own thinking.
Regular feedback and opportunities for post-lesson reflection are essential for helping TAs refine their approaches. Brief debriefs after lessons can be used to discuss what went well, which strategies promoted independent learning, and where adjustments might be needed. This reflective practice fosters a collaborative environment where TAs can share insights and develop more nuanced ways of supporting pupil agency. Importantly, this ongoing dialogue reinforces the principle that the TA’s role is to enhance, not replace, pupil learning by supporting autonomy, curiosity, and problem-solving. When implemented consistently, this approach can transform the TA’s role into one that actively cultivates learners’ independence and confidence.

Identifying the ‘active ingredients’
The following ‘active ingredients’ can be used to support TAs to foster pupil agency:
· Clear preparation: TAs need a short, focused check-in before lessons, so they know the learning goal, not just the task. This helps them scaffold thinking rather than completing work for pupils. Use simple prompts or frameworks to guide their support and follow up after lessons to reflect on when and how help was given.
· Structured scaffolding: Ensure TAs observe and give time to process before stepping in. Prompting or clueing nudges be used to help them recall prior learning or reflect. Model or correct when other steps haven’t worked. Modelling offers a clear example and invites the pupil to try. Correction is used as a last resort, followed by reflection ‘Why do you think that’s the answer?’
· Regular communication with your TA: Create shared expectations. Respect the TA’s experience but be clear about how support should work.
Examples 
In the related Early Career Teacher elective self-study content, schools or trusts should have shared exemplification relevant to their context to illustrate approaches to supporting TAs to foster pupil agency. 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 mentor session 
Approximate time to complete: 2 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 in your school or trust who demonstrates effective use of flexible groupings and/or structured deployment of a TA. You may want to encourage your ECT to meet briefly with the colleague beforehand to discuss a suitable time and focus for the observation.
As they observe their colleague, they should consider the following:
· How does the TA use the scaffolding framework? Observe where the TA allows self-scaffolding first before moving to prompting, clueing, modelling, and finally correction, ensuring they provide the least amount of help first.
· How is the teacher-TA relationship structured? Look for clear roles and expectations, ensuring that the TA is supplementing rather than replacing teacher input.
· What strategies does the TA use to foster pupil agency? Notice whether they use open-ended questions, prompts, and cues to guide pupil thinking, rather than providing immediate answers.
· How is the TA supported by the teacher? Consider whether the teacher has provided clear lesson notes, structured guidance, question stems, or AI-generated materials to help the TA feel confident in their role, particularly in subject-specific support.
· How does the teacher ensure that all pupils receive exposure to high-quality teacher instruction? Observe how within-class grouping strategies are used to ensure that all pupils engage with teacher-led instruction, rather than becoming overly dependent on TA support.
You may wish to discuss your ECT’s reflections at your next meeting. 
ECT reflection 
In their elective self-study 4, ECTs were asked to reflect on a scenario. Select the appropriate scenario for your phase to review this: 

	EYFS
	Primary
	Secondary
	Specialist - SEND settings
	Specialist -Alternative provision



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



[bookmark: EYFSscenario][bookmark: EYFSscenarioend]EYFS scenario
	Miss Patel is leading a small-group phonics session in an EYFS learning environment. She has planned for her TA, Mr. Ahmed, to work with a group of children who need extra support blending CVC words. However, just before the session begins, Mr. Ahmed is called away to deal with a first-aid incident, meaning the children who need the most support are left without additional input. Miss Patel wants to ensure that all pupils stay engaged and make progress in the session, despite the unexpected change.
Reflect on the content of the elective self-study as you consider which approaches would help Miss Patel adapt her approach to ensure that the pupils who need extra support remain included in the lesson and ensure that Mr. Ahmed is still able to contribute effectively when he returns.
Here are some options that can support your reflection:
A) Use flexible grouping to ensure all pupils remain engaged. Miss Patel could temporarily rearrange her groupings so that pupils who need extra support work with peers who can model blending strategies. This prevents pupils from missing out on learning and encourages collaborative problem-solving.
B) Provide Mr. Ahmed with a question guide. You could consider using generative AI to create this guide to support workload. When Mr. Ahmed returns, he can use structured prompts such as ‘What sound do we hear at the beginning of this word?’ to encourage independent thinking rather than providing direct answers. Ensuring that due diligence and caution is used for accurate content. 
C) Adjust the lesson structure to include whole-class scaffolding. Miss Patel could introduce a quick, whole-class phonics recap, reinforcing the strategies pupils need before moving into small-group work. This ensures that all pupils are supported, even in the absence of the TA.





[bookmark: primaryscenarioWithOptions]Primary scenario
	Mr. Green is teaching a Year 4 maths lesson on fractions. He has planned for his TA, Mrs. Jones, to support a small group of pupils who have been struggling with equivalent fractions. However, during the lesson, he notices that Mrs. Jones is leading the group rather than scaffolding their thinking — giving them step-by-step instructions rather than encouraging them to work independently.
Reflect on the content of the elective self-study as you consider which approaches would support Mrs. Jones to help pupils take ownership of their learning by encouraging independence and structuring pre-lesson discussions.
Here are some options that can support your reflection:
A) Introduce a Teacher-TA Agreement. This agreement can clarify roles, ensuring that TAs follow the scaffolding framework — prompting pupils first before giving direct support.
B) Shared prompts. By preparing a structured set of prompts such as ‘How did we solve a similar problem before?’, Mrs. Jones can encourage pupils to verbalise their reasoning rather than rely on direct instruction. You may wish to use AI-generated question stems to support your workload. 
C) Facilitate post-lesson reflection. After the lesson, Mr. Green could meet with Mrs. Jones to review pupil progress, discussing which scaffolding strategies worked and where further adjustments may be needed.





[bookmark: secondaryscenarioWithOptions]Secondary scenario
	Miss Carter is an English teacher working with a Year 9 class during a whole class reading lesson. She is relying on her TA, Mr. Wilson, to support a group of pupils who find reading comprehension challenging. However, Mr. Wilson is unfamiliar with the text and lacks confidence in his own subject knowledge, particularly with more complex fiction analysis. As a result, he is hesitant to engage with pupils beyond basic comprehension questions, leaving them without the depth of support they need. 
Reflect on the content of the elective self-study as you consider which approaches would support Miss Carter with building Mr. Wilson’s confidence in supporting pupils with reading comprehension. What have you learned about how structured prompts or scaffolded discussion could help him to provide more meaningful support?
Here are some options that can support your reflection:
A) Use content summaries. Miss Carter can provide Mr. Wilson with structured notes summarising the key themes and analysis points for each lesson, ensuring he feels prepared to guide discussions. You could use gen AI for this to save you time, ensuring you check the content for accuracy.  
B) Introduce scaffolded questioning techniques. Encouraging Mr. Wilson to use open-ended prompts such as ‘Why do you think the author made this choice?’ or ‘What evidence supports that interpretation?’ helps him facilitate deeper analysis.
C) Schedule regular pre-lesson briefings. By having a short, structured discussion before each lesson, Miss Carter can ensure Mr. Wilson is confident in the lesson objectives and how best to support pupil discussion.





[bookmark: SENDscenarioWithOptions]SEND school scenario
	Mrs. Thomas is leading a science lesson in a specialist SEND setting, where her class includes pupils with a wide range of needs, including those with autism and speech and language difficulties. She relies on one of her TAs, Mr. White, to help a small group of pupils follow multi-step instructions during practical activities. However, she notices that Mr. White is giving instructions too quickly and completing tasks for pupils rather than supporting them to work through each step themselves.
Reflect on the content of the elective self-study as you consider which approaches would support Mrs. Thomas to help Mr. White scaffold learning more effectively. 
Here are some options that can support your reflection:
A) Model effective scaffolding. Mrs. Thomas could demonstrate how to break down instructions into smaller steps, ensuring that Mr. White prompts pupils to complete each part independently before intervening.
B) Use structured question prompts. Providing Mr. White with key phrases such as ‘What’s the first step you need to take?’ or ‘Can you explain your thinking before I help?’ ensures he encourages independent problem-solving.
C) Use post-lesson reflections to refine strategies. Regular check-ins between Mrs. Thomas and Mr. White can help identify where pupils need more independence, ensuring that support is gradually faded as they become more confident.





[bookmark: AlternativescenarioWithOptions]Alternative provision scenario
	Mr. Blake works in an alternative provision setting with pupils who have disengaged from mainstream education. He has planned for his TA, Ms. Hill, to support the work of a small group of learners, whilst he provides some intensive one to one support for a learner with significant behaviour regulation. However, he notices that Ms. Hill is spending the entire lesson stepping in to correct behaviour rather than allowing the pupils to engage with the task.
Reflect on the content of the elective self-study as you consider which approaches would help Mr. Blake support Ms. Hill balance supporting the pupils’ engagement while also encouraging them to develop self-regulation skills. 
Here are some options that can support your reflection:
A) Implement a structured self-regulation plan. Ms. Hill could gradually withdraw from direct support, using prompts such as ‘What can you try before asking for help?’ to encourage independent behaviour management.
B) Use reflection prompts. Providing structured self-regulation questions like ‘How did you handle that situation?’ or ‘What would you do differently next time?’ ensures that the pupils reflect on their own progress. You might want to use gen AI to generate these but put time aside to check they are accurate and appropriate.  
C) Introduce phased support withdrawal. Mr. Blake and Ms. Hill can develop a clear plan for gradually stepping back, ensuring that the pupil builds confidence in managing their own engagement over time.



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 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 how you will use within-class grouping effectively.
Plan three strategies you will use to establish and maintain effective within-class grouping. Map out how and when you will use them in your lessons.
The ‘active ingredients’ that will help increase the effectiveness include:
· Setting high expectations for all - ensuring all pupils have access to a challenging curriculum rather than a narrowed or simplified version. This may also include offering stretch tasks for all pupils and showing that groups are flexible and not fixed.
· Using formative assessment to make groupings responsive - regularly reviewing and adjusting groupings based on pupil progress, including using observations and discussions with colleagues, and monitoring pupils' motivation and confidence levels.
· Engaging with parents and carers - sharing how within-class grouping works to reassure parents and carers that groupings are responsive and flexible.
· Working closely with colleagues, including the SENCO - collaborating with specialist staff to ensure pupils with SEND receive the right adaptations, and seeking feedback on how grouping strategies are supporting engagement and outcomes.

	Plan how you will prepare and deploy TAs effectively.
Plan how you will brief your TA before an upcoming lesson. Identify three specific steps you will take to make sure their support is structured, linked to learning goals, and responsive during the lesson.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Linking TA support to teacher instruction - planning for the TA to supplement, not replace, the teacher's role.
· Using clear communication - sharing key learning objectives before the lesson, checking what the TA knows and needs, and using short check-ins before and after lessons.
· Keeping TA support responsive and flexible - rotating support across the class so that all pupils, particularly those with lower prior attainment, continue to access teacher instruction.
· Investing in brief but meaningful conversations - even short pre-lesson discussions can make a big difference in keeping support focused.

	Plan how you will support TAs to foster pupil agency.
Reflect on how you will support your TA to foster pupil agency. Plan out a short pre-lesson conversation you could have, and script an example of the types of prompts or questions you would want the TA to use during pupil interactions.
The ‘active ingredients’ that will help increase the effectiveness include: 
· Clear preparation - providing a short, focused check-in before lessons so TAs know the learning goal and can scaffold thinking, rather than completing work for pupils. Simple prompts or frameworks can help guide this.
· Supporting TAs to wait and observe before stepping in - TAs should be supported to use the scaffolding framework. Start by allowing self-scaffolding, then use prompting, clueing, modelling, and only move to correction if needed.
· Regular communication and shared expectations - respecting the TA’s experience but clearly setting expectations for how support should encourage independent thinking.



You may also wish to select an alternative action step following your observation that relates to the early career teacher’s use of within-class grouping or deployment of additional adults, depending on what is most appropriate for your context and the needs of your pupils.
Stretch and challenge
If your ECT is ready for a challenge, you might choose more than one action to develop their expertise at managing multiple approaches at once. 
Lesson observation of your early career teacher
Arrange to observe your early career teaching putting the action steps 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: RelatedITTECFStatements]
Related Initial Teacher Training and Early Career Framework statements  
Adaptive teaching 
Learn that…
5.5. 	Flexibly grouping pupils within a class to provide more tailored support can support learning, but care should be taken to monitor its impact on attainment, behaviour, engagement and motivation, particularly for low attaining pupils.
5.6. 	There is a common misconception that pupils have distinct and identifiable learning styles. This is not supported by evidence and attempting to tailor lessons to learning styles is unlikely to be beneficial.
5.7. 	Pupils with SEND are likely to require additional or adapted support; working closely with colleagues, parents/carers, and pupils to understand barriers to learning and identify effective strategies is essential.
Learn how to…
Develop an understanding of different pupil needs, by:
· 5.b. Making use of formative assessment.
· 5.c. Working closely with the Special Educational Needs Co-ordinator (SENCO) and other SEND specialists or expert colleagues.
· 5.f. Utilising existing opportunities to engage with parents and carers to better understand pupils’ individual needs (for example: meetings with parents).
Group pupils effectively, by:
· 5.p. Applying high expectations to all groups, and ensuring all pupils have access to a rich curriculum.
· 5.q. Intentionally grouping in relation to a specific learning outcome, regularly reviewing those groupings, taking care to monitor their impact and avoiding the perception that groups are fixed.
Professional behaviours 
Learn that…
8.5. 	Teaching assistants (TAs) can support pupils more effectively when they are prepared for lessons by teachers, and when TAs supplement rather than replace support from teachers.
8.6. 	SENCOs, pastoral leaders, careers advisors and leaders and other specialist colleagues also have valuable expertise and can ensure that appropriate support is in place for pupils.
Learn how to…
Build effective working relationships, by:
· 8.g. Seeking ways to support individual colleagues and working as part of a team.
· 8.i. Working closely with the SENCO and other professionals supporting pupils with additional needs, making explicit links between interventions delivered outside of lessons with classroom teaching.
· 8.j. Drawing on guidance from expert colleagues, sharing the intended lesson outcomes with teaching assistants ahead of lessons.
· 8.k. Ensuring that support provided by teaching assistants in lessons is additional to, rather than a replacement for, support from the teacher.
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.
2. Provide your ECT with a model or exemplar of how to implement the chosen strategy or approach before supporting them with practice. 
3. Having shared the model or exemplar with your ECTs, they should then undertake practice using the success criteria you have written together.
4. 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 puts the approach or strategy into practice. 

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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