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Estimated time to complete: 30 minutes
​	​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 in red font.  		This self-study material is for mentors supporting early career teachers. 	


 


Introduction
This self-study is aimed at mentors who want to support early career teachers to give feedback that pupils actually use. 
You’ll remember from your own training that feedback is most effective when pupils understand it, trust it, and act on it. This module focuses on helping ECTs plan feedback that moves learning forward, not just identifying what went wrong, but showing what to do next. 
Whether you’re new to mentoring or have supported many ECTs, you’ll explore how to help them use task, subject, and self-regulation feedback well. You’ll also reflect on how your own approach to feedback has changed over time and where you’ve seen clear, purposeful feedback make a real difference to pupil learning.

Overview
​In this self-study you will have the opportunity to learn more about the following: 
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[bookmark: Makingfeedbacksticklayingthefounda] Making feedback stick: laying the foundations 
Approximate time to complete: 10 minutes 
You’ll know from your own experience and training that feedback is most effective when it’s part of a wider loop. Pupils need to know what they’re learning, where they are right now, and how to improve (Wiliam, 2013; 2018). But in real classrooms, with complex needs and fast-moving lessons, making feedback ‘stick’ takes more than good intentions.
Feedback comes second: why clarity must come first
Hattie & Timperley (2007) are clear - ‘feedback is what happens second’. It only works when it builds on secure learning. If pupils haven’t grasped what the task was or what success looks like, no amount of feedback can fix that.
That means strong teaching practices help reduce the need for correction later. For example:
· breaking complex content into smaller steps (Sweller et al., 1998);
· using repetition, modelling and examples to support retention and understanding;
· pre-empting common misconceptions; or
· sequencing content carefully so that it builds on what pupils already know.
This is particularly important in settings where pupils are more vulnerable to overload, whether that’s early years pupils with limited working memory, or secondary pupils with SEND who rely on consistent routines and cues.
Reflect 
As a mentor, how can you help your ECT reflect on whether pupils’ confusion or frequent questions stem from unclear tasks or missing feedback—and how can you reinforce that feedback should support progress, not simply compensate for unclear instructions? 
	Schools/trusts can adjust the reflective questions to suit their specific context and focus






Framing feedback as part of learning, not separate from it
Effective feedback doesn’t happen in isolation; it’s part of a cycle. Dylan Wiliam (2013) outlines three key questions that underpin this cycle:
· Where is the learner going?
· Where are they now?
· How do they close the gap?
Wiliam (2013) outlined these key processes in learning and placed them alongside five strategies of formative assessment that support the learning process.
	
	Where is the learner going?
	Where is the learner right now?
	How to get there?

	Teacher
	1. Clarifying, sharing and understanding learning intentions and success criteria.
	2. Eliciting evidence of learning.
	3. Providing feedback that moves learning forward.

	Peer
	
	4. Activating students as instructional resources for one another.

	Student
	
	[bookmark: _Hlk145426688]5. Activating students as owners of their own learning.


Adapted from Wiliam (2013)
These five formative assessment strategies, first identified by Wiliam (2013), are central to laying the foundations that make feedback stick. By ensuring pupils understand what success looks like, gathering clear evidence of their current understanding, and offering timely, purposeful feedback, teachers create the conditions for progress. When pupils are also supported to learn from one another and take ownership of their learning, feedback becomes more than a comment, it becomes part of a cycle that builds independence, motivation and meaningful improvement.
Collin & Quigley (2021) remind us that feedback is only helpful when pupils are clear on the learning intention. That’s what gives it purpose and direction. For ECTs, it’s easy to get stuck thinking feedback equals marking. But feedback can be:
· Verbal (“You’ve organised your ideas clearly—try adding more evidence.”)
· Visual (thumbs up/thumbs down, guided cues)
· Embedded in modelling or re-teaching
· Driven by pupil response (retrieval, self-assessment)
Across phases, the method may change, but the aim stays the same: moving learning forward. As a mentor, make this link visible. Help your ECT see that feedback is most powerful when it’s formative, when it changes what happens next.
Timing: there’s no one-size-fits-all
Knowing the best time to give feedback is a persistent challenge for all teachers. Collin & Quigley (2021) summarise the reasons for this well: the impact of immediate vs delayed feedback depends on the task, the pupil and the context.
· The task: If pupils are completing a low-stakes quiz, they might benefit from instant feedback. If they’re writing a story, time to reflect before reviewing might deepen the learning.
· The pupil: Some pupils need early feedback to feel secure. Others need time to struggle productively before being redirected.
· The group: If a misconception is spreading, timely whole-class feedback can prevent it becoming embedded.
Collin & Quigley (2021) suggest that effective teachers adjust the timing based on these variables. In early years, feedback is almost always immediate. In secondary or AP settings, it may be delayed for deeper processing or to reduce anxiety.
Focus: what’s the feedback actually about?
Not all feedback leads to progress. Hattie & Timperley (2007) set out four levels:
1. Task: Was the answer right or wrong? How can the work improve?
2. Process: What strategy did the pupil use?
3. Self-regulation: Can the pupil monitor and adjust their own learning?
4. Personal: General praise or evaluation (e.g. “You’re clever”).
Only the first three are useful. Personal praise might feel encouraging, but it doesn’t help the pupil know what to do next. In fact, it can fix a pupil’s mindset and reduce motivation (Collin & Quigley 2021).
Across settings, the practical implications look different. 
· In Early Years, “You kept trying until the tower stayed up!” focuses on effort and process. 
· In Primary, “Your vocabulary choice helps show the character’s feelings; can you develop that further?” extends task knowledge. 
· In AP or SEND, self-regulation cues might include scaffolded scripts or visual prompts.
	[bookmark: _Hlk218606350]Schools and trusts may wish to contextualise these examples to best suit their focus or needs. 




As a mentor, help your ECT shift from vague praise to precise, instructional feedback. Celebrate when pupils act on feedback, not just when they receive it.
Making feedback usable
Even the best feedback can be ignored if pupils don’t trust it, don’t understand it, or don’t think it’s worth trying. That’s why the third principle from Collin & Quigley (2021) focuses on planning how pupils will receive and use feedback. The key factors to consider:
· Motivation: Pupils are more likely to engage when feedback is framed as a tool for success, not a judgement.
· Self-confidence: Over-confident pupils may dismiss feedback; those with low confidence may feel overwhelmed.
· Trust: If pupils believe their teacher wants them to succeed, they’re more likely to act on advice.
· Cognitive load: Long or vague comments are less likely to stick—keep feedback focused and manageable (Sweller et al., 1998).
Task
As a mentor, ask yourself:
· How am I modelling the importance of feedback to my ECT? Do I explain to pupils why feedback matters and how it helps them learn?
· Am I making learning intentions and success criteria explicit and showing my ECT how to do the same? Do pupils know what success looks like before they receive feedback?
· Do I show my ECT how to gather meaningful evidence of learning during lessons? Am I modelling how to adapt feedback based on what I see and hear?
· How do I support pupils to act on feedback; from me and from each other? Is peer and self-assessment built into classroom routines?
· Is time deliberately planned for pupils to use the feedback they’ve been given? Do I help my ECT see how reflection and revision are part of the learning cycle?
	












	Schools/trusts can adjust the reflective questions to suit their specific context and focus. 



Building a culture where feedback sticks
Over time, feedback should help pupils develop the skills to monitor and improve their own work. This is what Wiliam (2013) refers to as activating pupils as the owners of their own learning.
You’ve probably seen this in your own practice; a pupil who checks their answer before you do, or who uses success criteria to improve their work without prompting. That self-regulation starts with exposure to high-quality feedback and plenty of opportunity to use it. To build this culture, Collin & Quigley (2021) suggest teachers:
· Talk about feedback as a way to grow.
· Show how it works in practice: “Look how much stronger this paragraph became.”
· Use clear, focused language.
· Make sure pupils understand what’s been written or said and give them space to use it.
As a mentor, you’re modelling this all the time. When you give your ECT feedback, are you clear, kind, and focused? Do you leave space for reflection and next steps? Those same habits will shape how they use feedback with their pupils.
Feedback as culture, not just comment
Effective feedback that sticks is more than what’s written in books or said aloud. It’s part of a culture. It’s shaped by how you teach, how you respond, how you plan, and how your pupils see themselves as learners. Across every phase, from toddlers in Nursery to teenagers preparing for exams, the principles stay the same:
· Lay the foundations through clear teaching.
· Give feedback that is timely and focused on what matters.
· Plan how pupils will receive, use and act on it.
And just as importantly, model it. Show your early career teacher what helpful feedback sounds like. Show them how to use it. Help them reflect on what makes it stick.
Click here to return to Content page
















[bookmark: Feedbackasactionnotjustcomment]Feedback as action, not just comment
Approximate time to complete: 6 minutes 
Tom Sherrington (2017) is clear: too much feedback is vague. ‘Be more original’ or ‘add more detail’ doesn’t tell a pupil what to do next. Instead, Sherrington offers five practical ways teachers can turn feedback into action. He calls them the five Rs:
[image: A visual representation of the 5Rs approach to using feedback. The image includes five labelled sections:

‘Redraft or Redo’ – pupils edit or improve specific parts of their work using clear success criteria.

‘Rehearse or Repeat’ – pupils practise again to build accuracy, fluency, or confidence.

‘Reapply’ (sometimes shown as ‘Bond’) – pupils apply feedback through similar tasks to consolidate understanding.

‘Relearn and Retest’ – pupils review and recall essential knowledge before checking understanding again.

‘Research and Record’ – pupils extend their thinking by exploring new ideas and capturing their learning.
Together, these five actions show how feedback can be turned into meaningful improvement, often referred to as the ‘5Rs’]
Adapted from Sherrington (2017)
You might already use some of these approaches in your own classroom. The key is to model how each one helps close the learning gap. 
	Schools and trusts may wish to include some exemplification here to show these approaches in practice within different classrooms.  







Task
As a mentor, ask yourself:
· Am I showing my ECT that feedback should lead to action, not just understanding?
· Do they see feedback as part of planning, not something bolted on after the lesson?
· Are the actions clear, achievable and matched to the pupil’s needs?
· Action happens during learning, not after
Make some notes and possible next steps. 

	










	Schools/trusts can adjust the reflective questions to suit their specific context and focus.




David Didau (2013) raises a challenge that many teachers recognise. We give feedback, we write comments, we ask questions, but nothing changes. Why? Often, it’s because pupils never act on the feedback they’re given. Didau’s warning is stark: up to 70% of feedback is either not understood or not used.
That’s a big loss. And it points to something important. Feedback isn’t just about the message, it’s about the moment. If we wait until the end of a task, or a lesson, or a unit, it’s too late. Didau’s response is to plan time for feedback to be used straight away. He describes a simple but powerful model: Triple Impact Marking.
· Pupils assess their work against clear criteria.
· The teacher gives feedback, often as a specific question or instruction.
· Pupils respond to the feedback there and then.
This idea aligns closely with formative assessment practices from Wiliam (2013)—checking for understanding in real time, providing just-in-time guidance, and making sure that feedback becomes part of the learning loop. You can model this in lots of different ways:
· In early years, pause an activity and invite pupils to try again with your feedback immediately.
· In primary, build in ‘fix-it’ time after a mini-plenary.
· In secondary, begin the next lesson with ‘DIRT’ (Dedicated Improvement and Reflection Time).
· In specialist settings, break actions into small, explicit steps and revisit them over multiple sessions.
When feedback is timely and tied to action, it builds momentum, not more marking.
Closing the feedback loop: making it stick
Even when feedback is given clearly and on time, it can still fail to land. Adam Boxer (2023) describes this as the moment when “feedback has been delivered, but nothing has changed.” His diagnosis? Three points of failure:
1. Pupils aren’t listening.
2. The work is unavailable.
3. The feedback doesn’t feel personal.
Boxer’s solution is simple. He recommends strategies like the Tick Trick, where teachers give feedback point by point and ask pupils to check their own work as they go. This makes pupils actively link the feedback to their own performance, not just nod along. For example:
· After modelling the correct spelling of a tricky word, ask pupils to check if it appears correctly in their writing and tick it if it does.
· After showing two model answers under a visualiser, ask pupils to write one thing they’ll change based on what they saw.
· Ask pupils to hold onto their mini-whiteboards so they can review what they wrote alongside the correction.
These may sound small, but they matter. They shift pupils from passive recipients to active processors. As a mentor, help your ECT notice where the link breaks down. Are pupils being prompted to do something with the feedback? Is there a chance to see what it looks like? Is there time to act on it?
Matching feedback to learning needs
One of the most powerful ideas across all three writers is that feedback isn’t just a judgement, it’s a lever. When it works, it shifts something. But that only happens when it’s pitched at the right level, in the right way. As mentors, we need to help early career teachers plan feedback that’s:
· Precise – e.g. “Add one example of a food chain using arrows” not “Be more specific.”
· Actionable – e.g. “Repeat this dialogue using fronted adverbials” not “Improve your writing.”
· Targeted – based on the misconception or skill gap shown by the pupil’s work.
· Timely – so the pupil can still remember what they were trying to do.
This might mean adapting feedback methods depending on the setting:
· In early years, feedback might be modelled or embedded in play.
· In primary, visual prompts or sentence stems can help guide response.
· In secondary, retrieval quizzes, redraft tasks or ‘exit ticket’ questions might do the job.
· In AP or SEND settings, chunking tasks and allowing verbal feedback loops may be more effective.
Feedback should be grounded in what the pupil can do next, not just what they did wrong. Feedback is most effective when it’s manageable; one clear action is often more powerful than three vague ones.
Moving from feedback to improvement
Feedback is only meaningful when it makes a difference. Sherrington, Didau and Boxer all remind us of something important: feedback isn’t finished when it’s given. It’s finished when it’s used. That’s why the most powerful feedback routines:
· Expect action, not just attention.
· Happen during the learning, not after it’s over.
· Make feedback feel personal and immediate.
· Provide time and space to make improvements.
As a mentor, you help shape the climate in which these habits can grow. By modelling them in your own practice and helping your ECT make small, practical changes, you move feedback from theory to action and from action to progress.
Reflect
Where in your own practice do you already treat feedback as a lever for action and where might pupils still be left guessing what to do next? How might you model one of the five Rs this week to help your ECT see feedback as something pupils do, not just receive?
	Schools/trusts can adjust the reflective questions to suit their specific context and focus.



Click here to return to Content page
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[bookmark: Usingverbalfeedbacktostrengthenbelo][bookmark: Usingbelongingasalens][bookmark: Nowcheckyourunderstanding][bookmark: understanding]Using verbal feedback to strengthen belonging and build action
Approximate time to complete: 6 minutes 
Whether you’re modelling ‘think alouds’ in early years, checking understanding mid-lesson in primary, or supporting pupils with SEMH needs in AP or SEND settings, verbal feedback plays a key role. Done well, it reinforces a sense of belonging and offers pupils something they can act on straight away. Done poorly, it can confuse, isolate or discourage.  
Why verbal feedback matters
Verbal feedback can be fast, responsive and personal. It’s your chance to give pupils an immediate prompt, redirection or next step. But there’s more to it than speed. The EEF’s Supporting School Attendance (2024) guidance reminds us that making pupils feel ‘seen, understood and safe’ is central to supporting engagement and attendance. That doesn’t happen through systems alone, it happens through daily interactions, tone, and language.
You already know that feedback helps pupils learn. However, feedback also helps pupils belong. When your comments show that you’ve noticed their effort, know where they’re heading, and want to help them get there, you build trust. That’s especially important for pupils who may not feel like school is ‘for them’; whether because of previous experiences, SEND needs, or wider social pressures.
Three purposes for verbal feedback
You’ll recognise these from your own teaching. But it helps to frame them clearly, especially when working with an ECT who may still be getting used to the pace and complexity of live feedback.
1. Reinforce connection and belonging: Sometimes feedback is less about the task and more about the relationship. A quiet “I noticed you tried a new strategy there” or “Thanks for sticking with it” signals that you see the pupil’s effort. As the EEF (2024) makes clear, schools need to be ‘inclusive by design’. That means feedback should not just guide work, it should invite pupils into the learning community.
2. Clarify learning and move it forward: This is your core role. Verbal feedback can clear up a misconception, rephrase a task, or extend thinking. But it has to be focused. Try not to re-teach everything. Instead, use cues, prompts and targeted comments. Sherrington’s (2017) five Rs offer a great lens here. Ask: is this a moment for rehearsal, redrafting, or revisiting?
3. Maintain dignity while addressing need: Didau (2013) and Boxer (2023) remind us that feedback is often ignored when it feels vague, impersonal or irrelevant. That’s especially true if a pupil’s confidence is low. Your verbal feedback should help, not humiliate. For pupils with SEND or in AP, a small nudge or scaffolded prompt can do more than a public correction. Keep it low-stakes and kind, but clear. 
What this looks like in practice
	Schools and trusts may wish to include some exemplification here to show these approaches in practice within different classrooms.  




Verbal feedback in a feedback-friendly environment
It’s not just what you say, it’s when and how you say it. If pupils expect to be stopped, helped and asked to try again, they’re less likely to resist. That means routines matter. Boxer (2023) points out that pupils are more likely to ignore feedback when they don’t see how it relates to them. One way to overcome this is through immediate checking, Boxer calls it the ‘Tick Trick’, where pupils listen to feedback, then immediately check or change their own work.
This fits with the EEF’s (2024) emphasis on schools understanding the ‘microsystems’, the everyday settings where learning happens: classrooms, corridors, playgrounds. If verbal feedback isn’t consistent across these settings, the culture doesn’t stick. So as a mentor, it’s worth prompting your ECT to think about consistency. Do they give feedback in the same way when they’re at the door, on the playground, or during group tasks?
What to watch for: missed chances
One of the easiest ways feedback fails is when it happens too late, too vaguely or too far removed from the learning. Verbal feedback has a short shelf life, it needs to be acted on quickly. Didau (2013) notes that pupils often ignore feedback because they don’t understand it or don’t know what to do next.
Here’s how to avoid that:
· Be clear: One step, not five.
· Be timely: During the task, not after.
· Be visible: Pair words with cues, modelling or prompts.
· Be specific: Avoid “nice work”—say what was successful and what needs changing.
· Be consistent: Praise effort that links to learning, not just compliance.


Supporting your ECT
Verbal feedback habits can be hard to spot if you’re not looking. Your ECT may think they’re offering feedback, when in fact they’re just giving instructions. Or they may be relying too heavily on written comments that aren’t followed up.
Here are some prompts you could use in your mentoring conversation:
· What’s the balance of feedback in your lessons: written, verbal, peer?
· When you give verbal feedback, how often does it lead to a change?
· Are you seeing the same pupils acting on feedback, or is there a pattern?
· Do your instructions double as feedback, or are they separate?
· How do you help pupils know when they’ve made progress?
Help them see that feedback, especially verbal, is a teaching tool, not just a correction. It helps pupils know they belong, that their effort matters, and that their work is worth improving.
Reflect
Think back to your own classroom. When have you seen verbal feedback change the direction of learning in real time? What did you do, or say, that helped it stick?

Click here to return to Content page









[bookmark: FeedbackThatSticksinAction]Feedback That Sticks in Action
Approximate time to complete: 6 minutes 
You’ve explored the foundations that make feedback stick, clarity, timing, and pupil action, and how feedback should feel embedded in everyday practice, not added on after. 
	Schools and trusts may wish to include some exemplification here to show demonstrate the following:
· Aligning feedback with success criteria
· Using feedback to drive pupil improvement, not just provide comments
· Deliver feedback verbally and in real time, in ways that reduce workload and increase action




Reflect
Reflecting on the content of this session, consider: 
· How can you help your ECT move beyond feedback as a comment and into feedback as an action that leads to improvement?
· How could strategies like whole-class feedback, live marking or shared re-drafting help you and your ECT manage workload while still making feedback effective?
· How might you draw on this example to develop your own feedback routines so that pupils not only understand their next steps but act on them with confidence?


Click here to return to Content page
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