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School Led Early Career Teacher Self-Study – Behaviour and relationships

2
Overview
Welcome to this module on Behaviour and relationships, part of your second year on the National Institute of Teaching (NIoT) Early Career Teacher (ECT) Programme. 
It’s divided into two parts: 
1. Reflecting on your practice: This includes a short reading task and a reflection activity. This will take you around 20 minutes to complete in total and you should aim to do this in the first week of the half-term. 
2. Personalised pathway: This should be completed after your first mentor meeting, once you have identified your focus area for the term. This takes around 40 minutes and you can work through this over weeks 2 to 3 of the half term. 

	Schools may wish to add any additional elements that their programme design will offer.




Click to return to Content page



	[bookmark: Content]Content
	

	Section 1: Reflecting on your practice: Reading and reflection tasks
	Page 4

	Section 2: Research summary: Engaging with the research
	Page 9

	Reading 1
Questioning Pygmalion in the twenty-first century: the formation, transmission, attributional influence of teacher expectancies
	Page 14

	Reading 2
Antecedent Strategies to Promote Appropriate Classroom Behaviour
	Page 20

	Reading 3 
Motivation interventions in education: A meta-analytic review
	Page 27

	Personal professional development
	Page 35

	Further reading and references
	Page 36

	Related ITTECF statements
	Page 39

	Appendix 1: Preparing for your Mentor Meetings  
	Page 43

	Appendix 2: Suggested action steps
	Page 45

	Appendix 3: Levelling up your action step
	Page 51



	Schools may need to amend the page numbers in this Content table as they may have altered when adding their own examples.


[bookmark: reflectingonyourpractice]
Reflecting on your practice: Reading and reflection tasks
Estimated time to complete this section: 20 minutes 
You will begin this self-study by reading three short summaries provided to develop your understanding of some of the research that underpins effective behaviour management and high expectations for pupils. You will be familiar with some of the theory from your initial teacher training and first year on the Early Career Teacher programme. In year 2 of the programme, you’ll continue to develop your knowledge and skills to apply the theory to your practice. 
After your reading, you’ll complete a short reflection to help you to think about your current practice in relation to the readings. This will help support your decision-making when you choose your focus for development this half-term. You’ll then meet with your mentor to consider your reflections and jointly consider what your focus area for development will be this half-term.
How will this self-study develop your understanding and build your knowledge?
These readings explore how teacher behaviour, expectations, and classroom environment influence pupil motivation and relationships. They highlight the importance of creating supportive, high-expectation learning environments that promote positive behaviour, engagement, and academic success.
By the end of this self-study, you will have a deeper understanding of the following:
· How teacher expectancies are formed and how they can influence pupils’ progress and outcomes. 
· How teachers can use their actions and interactions to show high expectations and support all pupils. 
· How antecedent strategies can shape the classroom environment and prevent poor behaviour before it happens. 
· How motivation, especially intrinsic motivation, affects pupils’ engagement, resilience, and achievement. 
· How teachers can use practical strategies to motivate pupils, encourage perseverance, and support them to reach correct answers.
Now, read each of the summaries. Then, complete the reflective task. The summaries and reflection task will help you decide, with your mentor, which research paper will best support your development this half-term. You should take your notes from this part of your study to Mentor Meeting 1: Prepare and Plan.


	Reading 1 summary
	Reading 2 summary
	Reading 3 summary



	[bookmark: Reading1summmary]Summary of Reading 1: Questioning Pygmalion in the twenty-first century: the formation, transmission, attributional influence of teacher expectancies
Lisel Alice Murdock-Perriera and Quentin Charles Sedlacek (2018)
This paper explores how teachers’ expectancies can affect pupils’ achievement. Expectancies refer to the beliefs teachers hold about how well individual pupils are likely to perform. These expectancies can then shape a teacher’s expectations (the standards or behaviours they communicate), which in turn influence pupil outcomes. The paper suggests that teachers may, often without realising it, give more attention or encouragement to pupils they believe will do well. This idea is known as the ‘Pygmalion Effect’ (Rosenthal and Jacobson, 1968), which describes how expectancies can shape behaviour and lead to unfair differences in outcomes. While some research supports the ‘Pygmalion Effect’, others argue the findings are flawed. This indicates that there is little evidence that teachers form expectancies information gathered from other teachers.
Murdock-Perriera and Sedlacek note that when teachers share information about pupils with other teachers, it can help colleagues understand individual needs. However, they caution that this can also cause problems when the information shared is irrelevant or framed through negative interactions. Teacher expectancies can perpetuate through communication with other teachers and pupil characteristics, forming a ‘recursive cycle.’ This refers to a repeating pattern in which a teacher’s initial beliefs about a pupil influence their behaviour towards that pupil, which then affects the pupil’s performance and reinforces the original belief. Over time, this cycle can continue across different teachers and school years, making it difficult for pupils to change how they are perceived.
The authors suggest that teachers should take deliberate action to break these negative cycles.

	[bookmark: Reading2summmary]Summary of Reading 2: Antecedent Strategies to Promote Appropriate Classroom Behaviour
Lee Kern and Nathan H. Clemens (2007)
The term antecedent comes from the Latin and means ‘before’ or ‘preceding’. Kern and Clemens examine how behaviour and environment interact in education. They argue that punishing pupils for negative behaviour is less effective than improving the environment that influences it. The authors promote the use of antecedent strategies, which aim to prevent behavioural and academic problems before they occur. The paper claims that these strategies, that are put in place prior to problematic behaviour, are more likely to create a safe and predictable environment. The study showed they produce rapid results by reducing triggers and enhancing the overall quality of the learning environment.
The paper recommends beginning with class-wide strategies and then adding individual approaches when specific pupils need extra support. Examples include establishing clear rules, matching instruction to pupils' skill level, and incorporating pupils’ interests. The authors also emphasise the importance of assessment to plan effective interventions and suggest using strategies at school-wide, class-wide, and individual levels. They highlight that antecedent strategies should be part of a comprehensive approach, including effective instruction, to manage and prevent disruptive behaviour.

	[bookmark: Reading3summmary]Summary of Reading 3: Motivation interventions in education: A meta-analytic review
Rory A. Lazowski and Chris S. Hulleman (2016)
Lazowski and Hulleman explore two main types of motivation - extrinsic and intrinsic - and how they affect pupils’ learning. Intrinsic motivation, which is linked to enjoyment and interest, enhances focus, resilience, and academic success. However, motivation typically declines as pupils progress through school, with limited interventions addressing this issue.  
The authors examine 15 theoretical frameworks related to motivation. These include emotions linked to achievement, self-efficacy, and social belongingness. 
This paper shares interventions to evaluate effectiveness of each framework. Findings suggest that motivational interventions can improve pupils’ engagement and outcomes, but success differs depending on the framework used. Most interventions are cost-effective. In addition, combining more than one framework may enhance results, though this requires further research. 
The study underscores the importance of teacher expertise and professional development to successfully implement motivational strategies. This is noted as a current limitation. Overall, the research supports the potential of motivational interventions to improve student outcomes. However, it emphasises the need for strategic application and further exploration of combined approaches.


[bookmark: Reflection]


Reflection 
	You should allow 10 minutes for this task 
The questions below have been designed to help you to identify an area of your practice that you would like to develop further. Ensure you make notes to share with your mentor. 
Based on the summaries you’ve read consider the following:
· Thinking about your current goals and challenges, which research piece feels most useful or relevant to you?
· Which summary best fits the needs of the pupils you currently teach and the context where you work?
· Which piece of research could make the biggest difference to your everyday teaching? Think about which one is most likely to have a positive impact on your work.



	Schools/trusts may wish to amend the reflection questions to best suit their needs/context. 



	Now, it’s time to prepare for Mentor Meeting 1 – Plan and Prepare. 
1. Explore your reflections on the research summaries from Section 1 of this self-study
2. Consider any targets you might have currently 
3. Reflect on the pupils you are currently teaching and your school context. 

What happens in Mentor Meeting 1?
Together, you and your mentor will review your reflections. You’ll discuss the feedback from your first lesson observation. Then jointly, you will identify one research paper from the three summaries in Section 1 that you wish to explore further and use this to support your development this half-term. You’ll then plan your Personal Professional Development Cycle for this module with your mentor. To help you in this you can review how the cycle works by clicking here. You may find it useful to use the prompts in Appendix 1 to prepare for the meeting. 
During the meeting, you and your mentor should select an action step that will be the focus of your Personal Professional Development Cycle. We’ve provided some suggestions, but you may wish to select your own with your mentor to meet the needs of your own context. Click here to see the action steps. 
After that, you’ll come back to complete the next part of your self-study as part of your ‘personalised pathway’ where you will read more about your chosen research paper.



	Schools/trusts may wish to amend or modify this section to best reflect the approach taken within their own context. 
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[bookmark: engagingwiththeresearch]Engaging with the research  
Estimated time to complete this section: 40 minutes 
Welcome back! You should now have completed Mentor Meeting 1: Prepare and Plan. You and your mentor will have identified your focus area for this half-term will be along with an action step and used this to plan your Personal Professional Development Cycle together. 
Now it’s time to engage with the research more closely to help you deliver your plan. Let’s take a look at what this part of your study will look like. 
Overview 
This part of your study begins with review of the theory from Year 1. You’ll then critically engage with the one research paper that relates to your focus area. 
You’ll read a summary of the evidence and analyse the research more closely using the Educational Endowment Foundation’s CLAIMS model you looked at during your programme introduction (EEF, 2024). This will help you take a critical stance, questioning the strength, relevance, and limitations of the findings. You’ll consider how you will apply and contextualise the findings to your own classroom. You will also see phase and setting specific examples of what the theory could look like in practice. Finally, you will apply this to your practice through your Personal Professional Development Cycle which takes the place of weekly actions in year 2 of the programme. 
Managing your time
You can complete this final part of your self-study in stages, to fit around your workload. However, you should aim to finish it by the third week of the half-term to ensure you have enough time to put your plan for Personal Professional Development Cycle into practice. 
Exploring the ‘active ingredients’
The exemplification shared in this study will help you understand how the evidence might look in your own phase or setting. To support you in doing this, we’ll highlight the ‘active ingredients’ of each strategy or approach. 
What do we mean by this? The Education Endowment Foundation (EEF) outlines active ingredients as the core practices within a strategy that directly drive its impact (EEF, 2024). However, they must be carried out consistently and as intended in order to have the desired impact. Identifying the active ingredients helps teachers understand which elements are non-negotiable and where there is room to adapt to their pupils or context. In other words, “where to be ‘tight’ and where to be ‘loose’.” (EEF, 2024, p.42). 
You’ll apply this knowledge to put your Personal Professional Development Cycle into place and ensure it meets the needs of the learners in your setting. 
Let’s start now by refreshing your memory of the key knowledge covered in the Behaviour and relationships module in Year 1 of the ECT programme. 
Click to return to Content page




















Behaviour and relationships – recapping the evidence from Year 1
Let’s take a moment to revisit the key knowledge about behaviour and relationships that you developed in year one of the Early Career Teacher programme. Click and read the evidence that would help develop your knowledge and understanding.  
Use the links below to revisit the sections you would find most helpful. If you wish, you can also revisit all the content to consolidate your knowledge. You can return to these links at any time if you would like to revisit or consolidate any aspect of the Year 1 content.
	Teachers as role models and high expectations
	Using feedback to demonstrate belief in pupils’ academic potential
	Extrinsic and intrinsic motivating factors



[bookmark: teachersarerolemodels]Teachers are role models
· Teachers are role models for their pupils and they can influence attitudes, behaviours and values (Epstein et al., 2008). 
· What teachers say about learning and how they say it can be hugely influential on pupils’ motivation and their buy-in (Boekarts, 2010). 
· Pupils identify teachers as key role models alongside parents and friends (Johnson et al., 2016). 
· Pupils value teachers’ character-related qualities (Johnson et al., 2016, p.139). 
· Teachers’ words and actions shape the classroom climate and influence attitudes, behaviour, and wellbeing (Rathmann et al., 2018). 
· Many teachers are motivated by the opportunity to have a positive impact on pupils’ lives (Davies and Hughes, 2018). 
‘The Pygmalion Effect’
· Teacher expectancies can lead to self-fulfilling prophecies, where pupils perform in line with expectations (Murdock-Perriera and Sedlacek, 2018). 
· These effects may be stronger for some groups, including differences linked to socio-economic background, ethnicity, or gender (Jussim and Harber, 2005). 
· Research suggests teacher expectations can still be influenced by pupil background (EEF, 2021a).
Communicating your high expectations
· Teachers show belief in pupils’ potential through what they say and do (Marzano, 2010). 
· Setting appropriately challenging goals supports high expectations (Willingham, 2009). 
· High expectations are most effective when combined with support such as feedback or scaffolding (EEF, 2021b).
High expectations for contributions and participation
· Teachers demonstrate belief in pupils by expecting all pupils to contribute and participate (Rubie-Davies, 2007).
· Maintaining high participation supports improved outcomes over time (Rubie-Davies et al., 2014). 
· Establishing a culture of participation is key to sustaining high expectations (Lemov, 2015).
[bookmark: usingfeedback]Using feedback to demonstrate belief in pupils’ academic potential
Provide timely feedback
· Giving feedback during lessons shows belief in pupils’ potential (EEF, 2021b). 
· Evidence on timing is mixed, but feedback should be timely and purposeful (EEF, 2021b). 
· Avoid generic praise and focus on feedback that supports success and improvement (EEF, 2021b).
Use targeted feedback
· Targeted feedback addresses specific learning gaps identified through assessment (EEF, 2021b).
· It helps pupils move forward and shows high expectations for all (EEF, 2021b). 
· Feedback can link to lesson objectives or individual learning goals. 
· Use precise guidance rather than general comments (EEF, 2021b).
[bookmark: extrinsicandintrinsicfactors]Extrinsic and intrinsic motivating factors
· Motivated pupils are more attentive and achieve better outcomes (Lazowski and Hulleman, 2016). 
· Motivation directs pupils’ attention and focus during learning (Mccrea, 2020). 
· Motivation supports a positive learning environment where pupils can thrive.
Remind yourself of the difference between intrinsic and extrinsic motivation below:





[image: Two side-by-side boxes compare types of motivation. The left box, titled “Extrinsic Factors,” explains that behaviour is influenced by external rewards or consequences, such as praise, rewards, or avoiding detention. The right box, titled “Intrinsic Factors,” explains that motivation comes from internal values and identity, and that teachers can encourage perseverance and positive attitudes so pupils continue working through challenges.]
· Building on the EEF's (EEF, 2021c) focus on intrinsic motivating factors, Mccrea (2020) highlights that while both extrinsic and intrinsic motivators can achieve well-behaved pupils, intrinsic motivation is more likely to lead to lasting behavioural change, as it fosters self-regulation without dependence on external rewards.
How to boost pupils’ intrinsic motivation
· Experiences of success build confidence and increase effort (Coe et al., 2014; Gutman and Schoon, 2013).
· Building on this idea, Mccrea (2020) suggests that motivation is shaped by emotional responses to experiences rather than being a fixed character trait.
· Monique Boekaerts (2010), formulated eight ‘Principles of Motivation’, which outline how motivation operates in the classroom and how prior experiences, of success or failure, satisfaction or frustration, affect pupils' investment in learning. 
Now, that you’ve revisited what the evidence says, select the research summary that you have identified as your focus reading for this half-term with your mentor. It’s time for a deep dive into the research! 
[bookmark: Readinglist]Click to navigate to your chosen each summary: 
	Reading 1
	Questioning Pygmalion in the twenty-first century: the formation, transmission, attributional influence of teacher expectancies

	Reading 2
	Antecedent Strategies to Promote Appropriate Classroom Behaviour

	Reading 3
	Motivation interventions in education: A meta-analytic review


[bookmark: R1]Reading 1
[bookmark: R1whatthislookslikeinpractice]Questioning Pygmalion in the twenty-first century: the formation, transmission, attributional influence of teacher expectancies
[bookmark: _Hlk169077351][bookmark: R1Buildingonpriorknowledge]Lisel Alice Murdock-Perriera and Quentin Charles Sedlacek (2018)
Building on prior knowledge
· The expectations and expectancies you hold about your pupils, the beliefs you form about their potential, can significantly impact their progress and outcomes. 
· One study found that when teachers have high expectations for their pupils, their outcomes are better (Rubie Davis et al, 2014).  
· High expectations for pupils can be demonstrated by developing trusting teacher-pupil relationships that foster a positive classroom climate. Research from a maths specific study shows that these have a positive impact on pupils’ enjoyment of school and their academic outcomes (PISA, 2015). 
· Holding high expectations is not enough; teachers must show pupils what these look like in practice and clearly explain what is expected of them.
· Teachers should aim for high levels of participation from all pupils, showing that everyone is expected to contribute. 
· Maximising think ratio and participation ratio supports learning and progress for all (Lemov, 2015). This can be achieved by: 
· Holding high expectations for contributions from all pupils.
· Using countdowns or timers to share the expectation that all learning is valuable. 
· Making the beginning and end of activities clear encourages pupil participation.
· Adopting these strategies can help to foster a culture in which engagement and inclusion are the norm. 
Let’s now consider the background to the research.
[bookmark: R1backgroundtotheresearch]Background to the research
This paper explores the research relating to teacher expectancies and the effect these have on pupils. The authors explore the extent to which teacher expectancies for pupils are ultimately translated into the expectations teachers show towards individual pupils.
The paper in particular draws on research undertaken in 1968 (Rosenthal and Jacobson, 1968) which showed that teachers’ attitudes towards pupils changed based on information they had received, suggesting whether a pupil was likely to be a high or low achiever. This research also suggested that these attitudes had an impact on the attainment of pupils. This is referred to as the ‘Pygmalion Effect’, otherwise known as ‘self-fulfilling prophecies’ in which pupils achieve in line with the expectancies of their teachers. 
The aim of the paper is to review 30 years of research and close a gap in the current literature on how expectations can be used to shape and influence pupils' outcomes. 
It is worth noting that some of the research in the review is over 50 years old so whilst these provide a valuable source of evidence-informed work, it may be useful to consider how the education landscape has changed in the time since this research was conducted. 
Furthermore, the authors themselves note the vast expanse of literature in this field indicating that they have conducted a 'selective' review (p.703). Whilst understandable given the breadth of research, this presents the possibility of selection bias in which Murdock-Perriera and Sedlacek have selected specific research that could strengthen their own argument. 
Finally, although the paper outlines some ways in which teacher expectancy can be enacted in the classroom, this paper is a review of existing research rather than a field study. This means that the conclusions and hypotheses have not been tested in the classroom. 
As you continue to reflect on this research, consider how its findings connect to your own teaching practice and understanding of teacher expectancies and pupil progress. The questions below will help guide your thinking as you read.
[bookmark: R1focusyourreading]Focus your reading 
[bookmark: R1researchsummary]As you read the summary of research, consider the following in relation to the plan for your Personal Professional Development Cycle: 
· To what extent do your everyday classroom interactions demonstrate high expectations for all pupils, and how might your beliefs about pupils influence this?
· How will the ideas in this research influence and develop your practice in relation to the impact teacher expectancies have on pupils’ outcomes?
· How will this understanding of teacher expectancies inform your future interactions with your pupils and the expectations you communicate through your teaching? 
Research summary
The paper begins by stating that teachers, like all humans, have and act on expectations for others. The authors propose that teachers may interact more frequently with pupils who they expect to be more successful, subconsciously giving them more attention and time in the classroom, despite aiming to distribute their time fairly. They also argue that both teachers’ expectancies and the way they show expectations can affect pupils’ progress and achievement. 
‘The Pygmalion Effect’
The paper reviews the prominent role that pupil data and information plays in teaching expectancies but suggests that whilst this ‘foreknowledge’ (p.692) can be useful, research also suggests that it can create an imbalance in expectations for pupils. This is attributed to the widely researched 'Pygmalion Effect’ (Rosenthal and Jacobson, 1968). However, these findings have been refuted by other researchers as being flawed citing that the teachers in that particular study had already rejected the theory that teacher expectancy influenced outcomes making the outcomes less valid. Further research concludes that the ‘Pygmalion Effect’ can not only generate inequity but that the way that pupils are perceived can follow them throughout their school years. Other research concluded that there was little evidence overall to suggest that teachers with substantial prior information about pupils actually formed accurate expectations. 
Despite the different conclusions, the authors recognise the benefit of sharing information which can help teachers better understand individual needs which is likely to increase pupil engagement. However, they note two problems with teacher expectancies: 
· They can be based on irrelevant information about pupils' actual attainment.
· They can negatively influence how they interact with pupils. 
The repeating cycle of teacher expectancies
Whilst some research suggests that teacher expectancy for pupils builds year on year as pupils move through successive teachers - known as a recursive cycle - other studies suggest this is not the case with some even indicating that it diminishes over time. Research suggests that teacher expectancies are formed and perpetuated through communication with colleagues or families (including prior experience with siblings), school data and the pupils' characteristics themselves.  
The authors propose that rather than attempt to hide any negative expectations they may have, teachers should strive to interrupt the 'potentially detrimental cycle' (p.693) through their actions.  
How are teacher expectancies enacted via classroom interactions?
The paper shares a four-point model (Harris and Rosenthal, 1985) to suggest how teacher expectancies might be demonstrated to pupils in the classroom:
1. Through classroom climate, such as eye-contact or facial expressions. 
2. How feedback is shared, or not shared, with pupils.
3. The time given to pupils and the quality of the curriculum delivered to pupils.
4. Opportunities for pupils to respond, including providing sufficient wait time. 
A wide body of research suggests that each of these mechanisms are more frequently exhibited with pupils where teachers have higher expectancies.  
The paper concludes that teacher expectations are only one of many factors that affect pupils’ academic outcomes. It calls for more research into how these expectations are communicated to pupils and how they influence them over time. They also call for further study to be undertaken the role of empathy in this field. 
Let’s now consider what these ideas look like in practice and how they can be applied within the classroom.
What could this look like in practice?
This paper considers how the potentially damaging cycle of low expectancies for some pupils could be halted through positive interactions with all pupils. The authors explored four mechanisms through which teacher expectancies can be enacted in the classroom to indicate high expectancy and aspirations for all pupils to achieve successful outcomes. 
In practice, one way in which this can be achieved is by establishing a positive classroom environment in which pupils feel valued and respected. This can include consistent use of positive language and the use of positive facial expressions and non-verbal signals (for example, thumbs up) when pupils meet expectations. 
Another way to demonstrate high teacher expectancy is by providing precise and timely feedback for all pupils enabling them to meet learning outcomes and move forward in their learning. This can be achieved by stating clearly what pupils have done to meet the learning intentions. In addition, where a pupil’s response does not fully meet the desired response, teachers can provide further hints or probes to support pupils, rather than moving on to another pupil to complete the answer. This shows that the teacher both values the pupils’ response and has high expectancy for them. 
Let’s now explore the active ingredients that bring these ideas to life in the classroom and demonstrate how teacher expectancies can be enacted through everyday practice.
Identifying the active ingredients
The following active ingredients outline practical ways teachers can demonstrate high expectations and aspirations for all pupils, helping to create a classroom culture where every learner is supported to succeed:
· Establish a positive classroom environment: Create a space where pupils feel valued and respected.
· Use consistent positive language.
· Show encouragement through facial expressions and non-verbal signals (for example, thumbs up).
· Provide precise and timely feedback: Give all pupils clear feedback that helps them understand how they have met the learning intentions and what specific steps they can take to move forward in their learning.
· Support pupils to improve their responses: When a pupil’s answer is incomplete or partly correct, offer hints or probing questions instead of moving on to another pupil.
· Show belief in every pupil’s potential: Demonstrate high expectations through your actions - acknowledge effort, value each contribution, and guide pupils to reach the desired outcome.
By consistently applying these approaches, teachers can communicate belief in every pupil’s potential and foster a learning environment where high expectations lead to positive academic and personal growth. Let’s look at some classroom examples that show what this can look like in practice.
Examples 
	Schools should add exemplification relevant to their context to demonstrate how teachers can communicate belief in every pupil’s potential and foster a learning environment with high expectations, making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 2-3 minutes.


[bookmark: R1checkyourunderstanding]Now check your understanding!
	Based on the reading, which of the following best explains how teacher expectancies influence pupil outcomes?
A) Teachers deliberately give more attention and time to pupils they believe will succeed.
B) Teacher expectancies shape interactions like feedback, time, and response opportunities in lessons.
C) Teacher expectancies are mainly formed from accurate data and reliably predict outcomes.
D) Teacher expectancies have minimal influence compared to other classroom factors.
The correct answer is B. Teacher expectancies influence pupil outcomes through everyday classroom interactions, such as feedback, time, and opportunities to respond, which are often given more to pupils with higher perceived potential.
Answer A is incorrect. The reading suggests this process is often subconscious rather than a deliberate decision by teachers.
Answer C is incorrect. The reading highlights that expectancies can be based on inaccurate or irrelevant information and are not always reliable.
Answer D is incorrect. While not the only factor, the reading makes clear that teacher expectancies can significantly influence pupil progress and achievement.


Click to return to Content page
[bookmark: R2]
Reading 2
Antecedent Strategies to Promote Appropriate Classroom Behaviour 
Lee Kern and Nathan H. Clemens (2007)
[bookmark: R2Buildingonpriorknowledge]Building on prior knowledge
In your first year on the ECT programme you developed your understanding of establishing high expectations in relation to behaviour in the classroom. 
· Establishing clear classroom rules and routines helps pupils to direct their attention, minimising stress and aiding them to self-regulate their behaviour (Ursache, Blair & Raver, 2012). 
· It is important to teach routines explicitly by being clear about what you want pupils to do. This means modelling the routine in small steps and giving pupils regular opportunities to practise, especially at the start of the school year.
· Pupils may sometimes exhibit low level disruption which may occur if their attention drifts or as a means of task avoidance. Low level disruption is anything that interrupts the flow of the lesson and could include pen tapping, calling out, arriving late, playing with resources or chatting. Low level disruption or off-task behaviours should be addressed swiftly to avoid any further escalation. 
· When off-task behaviour occurs, teachers should use the least invasive intervention (Lemov, 2015) to minimise disruption and prevent escalation. These strategies include: 
· Non-verbal intervention – use signals or cues to prompt behaviour. 
· Positive group correction – address behaviour across the whole class. 
· Anonymous individual correction – highlight behaviour without naming the pupil. 
· Private individual correction – quietly remind the pupil of expectations. 
· Lightning-quick public correction – give a brief, non-disruptive reminder. 
· Private individual praise – give specific, targeted praise to a pupil.
Let’s now consider the background to the research.
[bookmark: R2Backgroundresearch]Background to the research
In this paper, Kern and Clemens present an overview of how antecedent strategies can be implemented to manage academic and pupil behavioural challenges.  
The overview is based on empirical studies with the authors noting the rise in research related to this topic.
The aim of the paper is to share evidence-based guidelines for the implementation of antecedent interventions at class-wide and individual levels. 
The paper does not reference phase-specific interventions and you may wish to consider how the strategies might be adapted within your own phase/subject as you read the summary. In addition, whilst the paper recognises the need for tailoring more personalised approaches for some pupils (p.71) and does make some brief references to pupils with specific needs (p.71). However, it does not consider SEND more broadly or explain how the approaches could be adapted to support all pupils.
The paper was written in 2007 and as such, some of the terminology may no longer be commonly used in education. For example, the authors refer to ‘problem behaviours’ throughout the article and such language would probably be considered as having negative connotations now, with more common terminology being ‘off-task behaviour’ or ‘behaviour that challenges’. 
The paper concludes that the use of antecedent approaches can prevent ‘problem behaviours’ from occurring and that this can be achieved swiftly. It also concludes with a reminder that these strategies should be used as part of a comprehensive school-wide approach to promote positive behaviours for all pupils that also includes effective instruction. 
As you continue to reflect on this research, consider how its findings connect to your own teaching practice and understanding of behaviour management.
The questions below will help guide your thinking as you read.
[bookmark: R2Focusyourreading]Focus your reading 
As you read the summary of research, consider the following in relation to the plan for your Personal Professional Development Cycle: 
· How far does your classroom practice focus on preventing behaviour issues through environment and instruction, rather than reacting to them?
· How will the ideas in this research influence and develop your practice in relation to behaviour management, particularly your use of antecedent strategies? 
· How might you need to adapt the research to meet the specific needs of your pupils and school context?
[bookmark: R2Researchsummary]Research summary
Introduction 
The paper begins by highlighting the recognition of the relationship between individual behaviour and environment within the fields of education and human behaviour (p65). However, despite this, research suggests teachers continue to focus attention on the negative actions of the individual and respond with punitive consequences (p.65). Kern and Clemens note the growing evidence to suggest that this is not the most effective approach and that addressing the learning environment has a greater impact on minimising pupils’ behavioural and academic ‘challenges’ (p.65). 
One way to enhance the learning environment by preventing problems and improving positive learning is the use of antecedent strategies. However, the authors stress that this is just one facet of classroom management that can be used to manage or minimise ‘problem behaviours’ (p.72), highlighting the importance of effective instruction as integral to this too. 
The paper notes what research suggests about the advantages of using antecedent strategies instead of reactive ones: 
· It prevents the problematic behaviour from occurring by modifying the environment from the outset, i.e. by creating a safe and predictable environment. 
· It secures rapid results – the removal or alteration of the ‘trigger’ leads to an immediate reduction in the poor or off-task behaviour, e.g. ensuring all pupils put their equipment on their desks before you start to talk. 
· It corrects the environment that is contributing to the behaviour – for example, by ensuring teacher instruction matches the needs of pupils so they can experience success. It can also involve physical enhancements such as where pupils are seated in the classroom. 
· It enhances the learning environment by removing the potential causes of challenging behaviour and increasing the opportunities for positive behaviour. 
Suggested strategies
The paper highlights research that suggests the most effective way to implement antecedent strategies is to commence with a class-wide approach which can then be followed with an individualised approach for pupils for whom this has not been effective (p.65). Kern and Clemens share a range of pedagogical and behaviour management strategies that have strong empirical evidence to suggest that they are effective at reducing ‘problem behaviour’.  
Examples of antecedent strategies from the paper
	Class wide strategies 
	Individual strategies 

	Establish clear classroom rules and expectations.
	Present material that is appropriately matched to pupils’ instructional level.

	Increase predictability in the environment. 
	Provide alternative modes of task completion.

	Increase praise for appropriate behaviour and increase behaviour specific praise.
	Incorporate pupils’ interests into lesson content.

	Present material that is appropriately matched to pupils’ instructional level.
	Provide opportunities for choice relating to the task, the order in which activities are completed and materials to do this.

	Provide a high number of opportunities for pupils to respond and actively engage with lesson content.
	Regularly provide pupils with attention to reduce the need for pupils to engage in attention-seeking behaviour.

	Arrange classroom seating so that it is appropriate to the instructional activity.
	Establish and maintain a clear and predictable classroom schedule or timetable. 

	Use effective instructions and commands to make it clear what pupils need to do.
	

	Intersperse brief and less challenging tasks among more challenging ones.
	

	Use a brisk pace of instruction. 
	

	Provide opportunities for choice relating to the task, the order in which activities are completed and materials to do this.
	

	Incorporate pupil interests and preferred activities into lessons. 
	


Adapted from Kern and Clemens (2007), p.67
The paper highlights the importance of using assessment to help plan the right intervention (p.71) for individual pupil interventions to ensure they have the desired impact.
Implementation guidelines  
[bookmark: R2whatcouldthislooklikeinpractice]The paper then moves on to suggest three ‘common-sense’ considerations when implementing antecedent strategies (p.73). Firstly, it suggests adopting different levels of introduction commencing with a school-wide approach followed by class-wide and then individualised if needed. Secondly, it suggests that establishing clear class-wide rules and expectations as a suitable first approach to implement as this immediately provides clarity around expectations. Finally, the authors note that whilst effective, these strategies should not be used in isolation but as part of a comprehensive approach to manage and prevent behaviours that impede pupils’ progress. This comprehensive approach should include effective skill instruction (p.73).
Let’s now explore how these ideas translate into classroom practice and what they might look like.
What could this look like in practice?
In this paper from Kern and Clemens the pace of instruction is proposed as an effective antecedent strategy both at a whole-class and individual level. The pace of instruction does not refer to the speed at which you talk but is rather more nuanced and multi-faceted so can take some time to master. Effective pace of instruction can include how you chunk new information into small pieces, using your voice as a tool to highlight key terms, repeating key information, planning for pupil response or teacher questioning and even planning for when you may take a brief pause to allow pupils’ working memories to process what they have heard. 
In practice, this means ensuring that your teacher explanation or exposition is delivered at an appropriate pace for all pupils without leaving lengthy, unplanned pauses that could encourage for off-task behaviours. One caveat is that teacher instruction should still include opportunities for pupils to respond or actively engage with the content which is another antecedent strategy outlined in this paper. 
Let’s now explore the active ingredients that bring these ideas to life and help maintain focus and support positive behaviour in the classroom.
Identifying the active ingredients
Now let’s explore the active ingredients that make pacing in instruction purposeful and effective:
· Chunk new information into manageable parts: Helps pupils process and retain key ideas more effectively.
· Use your voice purposefully: Emphasise key terms or concepts through tone, pitch, or volume changes to draw attention to important points.
· Repeat key information: Reinforces understanding and supports memory.
· Plan for pupil response and questioning: Build in moments for pupils to think, respond, or ask questions to maintain engagement.
· Include brief, intentional pauses: Allow pupils’ working memory time to process new learning.
· Maintain an appropriate overall pace: Deliver explanations clearly and steadily, avoiding both rushed delivery and long, unplanned pauses that may lead to off-task behaviour.
· Ensure active engagement: Integrate opportunities for pupils to respond or participate throughout the explanation to sustain focus and understanding.
When applied consistently, these strategies act as effective antecedent approaches, supporting positive behaviour by creating a structured, engaging learning environment. Let’s look at some classroom examples that show what this can look like in practice.
Examples 
	Schools should add exemplification relevant to their context to demonstrate how a structured learning environment can be created by using effective antecedent strategies, making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 2-3 minutes.



[bookmark: R2checkyourunderstanding]Now check your understanding!
	According to the reading, which of the following best explains the purpose of using antecedent strategies in managing pupil behaviour?
A) To respond quickly and consistently when negative behaviour occurs, ensuring clear consequences are applied.
B) To prevent problematic behaviour by creating a positive, structured, and predictable environment that supports engagement.
C) To focus on identifying and correcting the behaviour of individual pupils who repeatedly display poor behaviour.
D) To reduce teacher workload by allowing pupils to manage their own learning and behaviour independently.
The correct answer is B: To prevent problematic behaviour by creating a positive, structured, and predictable environment that supports engagement.

Explanation:
The reading explains that antecedent strategies are proactive approaches designed to prevent poor behaviour by shaping the environment before problems arise. They involve creating predictable routines, matching tasks to pupils’ abilities, and increasing opportunities for engagement—actions that reduce behavioural triggers and support positive conduct.
Answer A is not correct.
While consistent responses to behaviour are important, antecedent strategies focus on prevention, not reaction. They aim to reduce the likelihood of misbehaviour rather than relying on punitive measures once it has occurred.
Answer C is not correct.
Targeting individual pupils through punishment contradicts the proactive nature of antecedent strategies, which emphasise modifying the environment and teaching expectations rather than penalising behaviour.
Answer D is not correct.
Although antecedent strategies encourage pupil independence, their main purpose is not to reduce teacher workload but to actively create the conditions that promote engagement and prevent disruption.
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[bookmark: R3]Reading 3
Motivation interventions in education: A meta-analytic review
Rory A. Lazowski and Chris S. Hulleman (2016)
[bookmark: R3buildingonpriorknowledge]Building on prior knowledge
· Motivated pupils are more focused, resilient and effortful, leading to stronger learning when combined with effective teaching (Lazowski and Hulleman, 2016). 
· Low motivation leads to distraction, reduced effort and lower retention (Mccrea, 2020). 
· Mccrea (2020) identifies five core drivers of motivation that develop intrinsic motivation. 
· Intrinsic motivation is linked to pupils’ values and identity, supporting resilience and self-efficacy (Mccrea, 2020), which contributes to long-term success (EEF, 2021c). 
· Extrinsic motivators, such as rewards and praise, can be effective, but intrinsic motivation is more likely to have lasting impact (Mccrea, 2020). 
· Positive relationships help build intrinsic motivation by creating a safe and predictable environment. 
· The Establish–Maintain–Restore (EMR) approach supports this (EEF, 2019). 
· Experiencing success supports motivation, but tasks must be appropriately challenging. 
· Tasks that are too easy or too difficult reduce motivation (Willingham, 2009). 
· Teachers should make the thinking manageable to support success (Willingham, 2009). 
· Praise and acknowledgement reinforce positive behaviours and norms (Mccrea, 2020; Henderlong and Lepper, 2002). 
· Acknowledgement recognises meeting expectations, while praise recognises where a pupil has exceeded them (Lemov, 2015).
Let’s now consider the background to the research.
[bookmark: R3backgroundtotheresearch]Background to the research 
In this paper, the authors present a meta-analysis, of motivation interventions in education. A meta-analysis is where previously published research studies are analysed to provide a summary of the overall impact.  The paper included 74 studies exploring different motivation interventions. The paper groups the studies into 15 different ‘motivational frameworks’ each offering a different approach to improving pupil motivation. 
In total, the studies in the paper covered over 38,000 pupils with a range of characteristics including age, ethnicity, socio-economic background, culture and ability/disability meaning this is a robust meta-analysis. However, not all of the motivation interventions included in the paper cover each of these characteristics meaning that the results may not always be the same in different groups of pupils. 
Lazowski and Hulleman present their meta-analysis as ‘intervention research’. This type of research looks at the results of experiments and differs from field study research in which a theory or hypothesis is tested within an authentic setting, such as a classroom. Whilst this paper does not provide practical examples of how to motivate pupils, the findings help identify which motivational factors are the most effective and this in turn can be used to help design and deliver a curriculum that motivates and engages its pupils.  
As you engage with this research, think about how the findings relate to your own classroom practice and your approach to supporting pupil motivation. Use the questions below to shape your reflections as you read.
[bookmark: R3Focusyourreading]Focus your reading 
As you read the summary of research, consider the following in relation to the plan for your Personal Professional Development Cycle: 
· What strategies do you already use to motivate pupils, and to what extent do these promote intrinsic motivation rather than reliance on rewards?
· [bookmark: R3resesarchsummary]How does this research help you to better understand how motivation influences pupil outcomes? 
· What approaches could you apply or adapt from this research to improve motivation in your classroom?
Research summary
The paper commences by defining the two overarching types of motivation – extrinsic and intrinsic. Extrinsic motivation refers to external sources (for example financial gain or reward) whilst intrinsic motivation refers to internal factors (for example the pure enjoyment of studying something). Pupils who are intrinsically motivated, rather than extrinsically motivated, are more focused on their work, more resilient and more likely to gain higher grades.    
Research shows that that all types of motivation generally decline as pupils progress through school, however little has been done to stem or reverse this decline by schools. 
In this paper, the term intervention is used to describe an action undertaken by an external agent, such as a teacher, with the intention of changing a pupils’ understanding, emotions or behaviour. The paper uses 15 theoretical frameworks that relate to motivation; however, the authors highlight that there are many more that they have not included in the study. The paper provides an overview of each of the 15 frameworks with examples of interventions that were used to test their efficacy. The research for each framework indicated overall that they could help improve pupils’ motivation but with varying degrees of success.  
	Theoretical framework of student motivation
	Description

	Achievement emotions
	Emotional experiences in school emanate from pupils’ perception of control and a value for academics.

	Achievement goal
	Pupil’s goals for engaging in an activity shape how they approach, experience, and react to achievement.

	Attribution
	Pupils’ explanations for success or failure influence subsequent achievement behaviour. 

	Expectancy value
	Pupil motivation is determined mostly by whether they expect to be successful and the perceived task value.

	Goal setting
	Specific, difficult task goals produce higher commitment and performance than vague goals that are easy to attain.

	Implicit theories of intelligence
	Pupils’ beliefs about whether intelligence is fixed or is able to grow which can influence goal striving, persistence, and performance.

	Interest
	The development and deepening of interest in specific topics is influenced by pupils’ different contextual factors.

	Need for achievement
	The importance of mastery, high achievement, and besting others to reach one’s full potential.

	Possible selves
	Pupils’ conception of what they might become (both desired and feared) serve as incentives for future behaviour and a way to evaluate current behaviours.

	Self-affirmation
	Pupils who perceive that they are in danger of confirming a stereotype about their group experience increased anxiety and reductions in performance

	Self-confrontation
	Pupils’ perception that their behaviours and values differ from their self-conception which can motivate change.

	Self-determination
	Satisfying the three core needs of pupils (autonomy, relatedness, competence) are essential for promoting motivation and well-being.

	Self-efficacy
	Pupils’ perception that they can successfully complete the specific tasks and activities required promotes learning outcomes

	Social belongingness
	The degree to which pupils believe they belong and are connected to others. 

	Transformative experience
	Reframing the learning experience as an application of the content in a way that enhances everyday value


Adapted from Lazowski and Hulleman (2016)
The authors share the success criteria for determining which research was included in their meta-analysis, along with the criteria for measuring the effectiveness of each intervention. The authors state that by using these methods, the outcomes of their study are robust and have a high level of confidence attached, meaning they can be fairly certain that their findings are reliable. 
The paper concludes that generally, motivation interventions are effective at enhancing pupil achievement and outcomes. Furthermore, most of the approaches included in the studies they analysed were inexpensive to implement. In addition, they suggest that by skilfully combining interventions, the impact could be even more effective, calling for further research in this approach. However, Lazowski and Hulleman also note some limitations regarding the successful implementation of motivational interventions in the classroom. This is partly due to lack of teacher expertise relating to the underpinning theory. The paper also highlights the limited focus of professional development in this field which may limit widespread implementation. 

[bookmark: R3whatcouldthislooklikeinpractice]What could this look like in practice?
Below are examples of how teacher practice can draw on the 15 theoretical frameworks identified by Lazowski and Hulleman. Each framework relates to a different aspect of pupil motivation and is illustrated through what this might look like in the classroom.
	Theoretical framework of student motivation 
	What could this look like in practice?

	Achievement emotions 
Emotional experiences in school emanate from pupils’ perception of control and a value for academics.
	Acknowledging pupils’ efforts and providing constructive feedback which fosters a sense of accomplishment and enables them to complete work independently.

	Achievement goal 
Pupil’s goals for engaging in an activity shape how they approach, experience, and react to achievement.
	Providing appropriate and challenging learning objectives for all pupils and promoting language that demonstrates the value of learning as an overall process including making mistakes and overcoming challenges. 

	Goal setting 
Specific, difficult task goals produce higher commitment and performance than vague goals that are easy to attain.
	Setting specific and challenging goals that include clear steps and success criteria that enable pupils to understand how to meet their goals. 

	Implicit theories of intelligence 
Pupils’ beliefs about whether intelligence is fixed or is able to grow which can influence goal striving, persistence, and performance 
	Providing appropriate, challenging tasks for all pupils where they can experience meaningful success and adopting language that encourages persistence and resilience in the face of challenges.

	Interest 
The development and deepening of interest in specific topics is influenced by pupils’ different contextual factors.
	By knowing their pupils and their community, teachers can link lessons to real-world applications or pupils’ personal interests, making the content more engaging and relevant.

	Need for achievement 
The importance of mastery, high achievement, and beating others to reach one’s full potential.
	Providing appropriate, challenging tasks that aim for mastery for all pupils where they can experience meaningful success and rewarding persistence and resilience in the face of challenges. 

	Self-determination 
Satisfying the three core needs of pupils (autonomy, relatedness, competence) are essential for promoting motivation and well-being.
	Providing opportunities for pupil-led projects, collaborative work, and providing choices in learning activities.

	Self-efficacy 
Pupils’ perception that they can successfully complete the specific tasks and activities required promotes learning outcomes. 
	Building self-efficacy can involve breaking down complex tasks into manageable steps, providing models of successful performance, and celebrating small wins to build confidence.

	Social belongingness 
The degree to which pupils believe they belong and are connected to others. 
	Fostering a sense of belonging can be achieved through group work, using class discussions, and planning activities that include peer feedback. 


One theoretical framework shared in this paper is ‘achievement goal’ theory. This framework is concerned with motivating pupils to aim for mastery in their subjects and to value learning for its own sake rather than for specific test outcomes. 
In practice, this can be demonstrated within a classroom by ensuring that teachers hold out for a correct answer when questioning pupils as they strive for mastery. Lemov refers to this strategy as ‘Right is Right’ (Lemov, 2015) which refers to the fact that the teacher will not accept anything other than the correct or desired response from pupils. This may include expecting pupils to use the correct vocabulary or terminology and not accepting partially correct answers. 
It is important to ensure that pupils feel safe to make mistakes and value them as an inherent part of the learning process. This means fostering a classroom climate in which making mistakes is seen as the norm when learning new content. 
Identifying the active ingredients
Take a look now at the active ingredients that make this effective: 
· Set clear and challenging learning objectives: Ensure all pupils have appropriately challenging goals that promote effort, persistence, and growth.
· Promote mastery-focused language: Emphasise learning as a process of improvement, where mistakes are expected and valued as part of progress.
· Encourage intrinsic motivation: Focus on the satisfaction of mastering new skills rather than external rewards or test outcomes.
· Hold out for accuracy and precision: Encourage pupils to aim for complete and correct responses, including accurate use of subject-specific vocabulary.
· Create a safe learning environment: Build a classroom culture where pupils feel secure to take risks, make errors, and learn from them without fear of failure.
These active ingredients make the ideas within the research visible in practice and show how teacher motivation strategies and high expectations encourage pupils to persevere and reach the correct answer.
Examples 
	Schools should add exemplification relevant to their context to demonstrate what teacher motivation strategies might look in practice making explicit links to the ‘active ingredients’ and highlighting how these make it effective. 
Examples could include: video exemplification, modelling, a transcript, lesson observations, artefacts or classroom resources. 
Video exemplification should last no longer than 2-3 minutes.


[bookmark: R3checkyourunderstanding]Now check your understanding!
	Mrs Jewell has noticed that her Year 9 class become increasingly frustrated when they get answers wrong and often disengage from the lesson. She wants to support pupils’ motivation and resilience in line with one of the frameworks shared by Lazowski and Hulleman, achievement goal theory, which focuses on encouraging pupils to value learning and mastery over performance.

Which of the following strategies would be most effective for Mrs Jewell to use?
A) Give pupils easier tasks at first to build confidence before introducing more difficult questions later in the lesson.
B) Emphasise that mistakes are a normal part of learning and guide pupils to correct their errors through follow-up questioning and feedback.
C) Praise pupils for effort even if their answers are incomplete, then move on to keep the lesson flowing.
D) Ask pupils to discuss their answers in pairs before responding publicly, to reduce pressure and avoid embarrassment.
The correct answer is B: Emphasise that mistakes are a normal part of learning and guide pupils to correct their errors through follow-up questioning and feedback.
Achievement goal theory highlights the value of learning for its own sake, focusing on mastery and progress rather than performance. By emphasising that mistakes are part of the learning process and using follow-up questions to guide pupils towards the correct answer, Mrs Jewell fosters intrinsic motivation and persistence while maintaining high expectations.
Answer A is not correct.
Although scaffolding tasks can build confidence, consistently lowering challenge risks reducing motivation and opportunities for mastery. The aim is to help pupils face challenges productively, not avoid them.
Answer C is not correct.
While acknowledging effort is positive, moving on too quickly can imply that accuracy is unimportant. This may prevent pupils from fully engaging with feedback and limit opportunities to learn from mistakes.
Answer D is not correct.
Pair discussion can reduce anxiety, but if used alone it may not build the resilience or mastery orientation that achievement goal theory promotes. The key is to combine emotional safety with challenge and teacher-guided feedback.


Click here to return to the contents page.

[bookmark: Personalprofessionaldevelopmentcycle]Your Personal Professional Development Cycle 
The Personal Professional Development Cycle has been developed to guide you as you implement research-informed improvements into your teaching practice. You’ll be familiar with this cycle from your programme introduction. A reminder of the model has been included below. 
You are at the do stage of this cycle. 
[image: ]

You’ve now completed your self-study for this module. You can come back to look at it again at any time, if you need. 
What’s next for me?
	Now, it’s time to put your plan into practice with the ‘do’ phase. 
1. Review the plan you and your mentor devised in Mentor Meeting 1: Prepare and Plan. 
2. Reflect on examples you have seen in this self-study to help you understand what the theory could look like in practice. 
3. Plan how you will record evidence of the impact of your plan against the agreed criteria, for example, pupils’ work or notes made after lessons.  
4. Before Mentor Meeting 2: Review and Adapt, take time to look at the prompts in Appendix 1 to support your preparation. 
5. You’ll find prompts to support your preparation for Mentor Meeting 3 there too.
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[bookmark: RelatedECFStatements]Related ITTECF statements
High Expectations 
Learn that…
1.1. Teachers have the ability to affect and improve the wellbeing, motivation and behaviour of their pupils.
1.2. Teachers are key role models, who can influence the attitudes, values and behaviours of their pupils.
1.3. Teacher expectations can affect pupil outcomes; setting goals that challenge and stretch pupils from their starting points is essential.
1.4.	Setting clear expectations can help communicate shared values that improve classroom and school culture.
1.5.	A culture of mutual trust and respect supports effective relationships.
1.6.	High quality teaching has a long-term positive effect on pupils’ life chances, particularly for pupils from disadvantaged backgrounds.
1.7.	High quality teaching is underpinned by positive interactions between pupils, their teachers and their peers.
1.8.	Pupils’ experiences of school and their readiness to learn can be impacted by their home life and circumstances, particularly for EAL pupils, young carers, and those living in poverty.
Learn how to…
Communicate a belief in the academic potential of all pupils, by: 
1.a. Using intentional and consistent language that promotes challenge and aspiration. 
1.b. Setting tasks that stretch pupils, but which are achievable, within a challenging curriculum. 
Demonstrate consistently high behavioural expectations, by: 
1.e. Creating a culture of inclusion, respect and trust in the classroom that supports all pupils to succeed (for example, by modelling the types of courteous behaviour expected of pupils).
1.g. Applying rules, sanctions and rewards consistently in line with school policy, including where individual pupils have an agreed tailored approach, escalating behaviour incidents as appropriate.

Managing Behaviour 
Learn that…
7.1. Establishing and reinforcing routines, including through positive reinforcement, can help create an effective learning environment.
7.2. A predictable and secure environment benefits all pupils, including younger pupils, but is particularly valuable for pupils with special educational needs.
7.3. The ability to self-regulate one’s emotions affects pupils’ ability to learn, success in school and future lives. 
7.4. Teachers can influence pupils’ resilience and beliefs about their ability to succeed, by ensuring all pupils have the opportunity to experience meaningful success.
7.5. Building effective relationships is easier when pupils believe that their feelings will be considered and understood.
7.6. Pupils are motivated by intrinsic factors (related to their identity and values) and extrinsic factors (related to reward).
7.7. Pupils’ investment in learning is also driven by their prior experiences and perceptions of success and failure. 
Learn how to…
Develop a positive, predictable and safe environment for pupils, by:
7.a. Establishing a supportive and inclusive environment with a predictable system of reward and sanction in the classroom. 
7.b. Working alongside colleagues as part of a wider system of behaviour management (for example, recognising responsibilities and understanding the right to assistance and training from senior colleagues particularly where pupils exhibit unacceptable behaviours). 
7.e. Using consistent language and non-verbal signals for common classroom directions. 
7.f. Using early and least-intrusive interventions as an initial response to low level disruption.
7.k. Working with the SENCO, other SEND specialists or expert colleagues if a pupil needs more intensive support with their behaviour to understand how the approach may need to be adapted to their individual needs.
Build trusting relationships, by:
7.l. Liaising with parents, carers and colleagues to better understand pupils’ individual circumstances and how they can be supported to meet high academic and behavioural expectations. 
7.m.  Consistently applying the school’s behaviour policy, including where individual pupils have an agreed tailored approach.
Motivate pupils, by:
7.n. Supporting pupils to master challenging content, which builds towards long-term goals. 
7.o. Providing opportunities for pupils to articulate their long-term goals and helping them to see how these are related to their success in school.
7.p. Helping pupils to journey from needing extrinsic motivation to being motivated to work intrinsically.
Develop pupils’ self-regulation by:
7.q. Helping pupils to think through scenarios before they occur and using cues to help them recall agreed upon behaviours. 
7.r. Providing new opportunities to exercise self-regulation and for the youngest pupils to practice impulse control.
Professional Behaviours
Learn that…
8.1. Effective professional development is likely to be sustained over time,  building knowledge, motivating staff, developing teaching techniques, and embedding practice.
8.2. Reflective practice, supported by feedback from and observation of experienced colleagues, professional debate, and learning from educational research, is also likely to support improvement.
8.3. Teachers can make valuable contributions to the wider life of the school in a broad range of ways, including by supporting and developing effective professional relationships with colleagues.
8.4. Building effective relationships with parents, carers and families can improve pupils’ motivation, behaviour and academic success.
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.
8.7. Engaging in high-quality professional development can help teachers improve.
8.8. Teacher attitudes towards inclusion and SEND are a key determinant in the school experience of pupils with SEND.
8.9. Research evidence can vary in its level of reliability, which is determined by how the research was conducted and other factors that might introduce bias, such as the level of independence. High quality research communicates methods and limitations transparently.
Develop as a professional, by: 
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. 
c) Seeking challenge, feedback and critique from mentors and other colleagues in an open and trusting working environment. 
d) Engaging with research evidence by accessing reliable sources, seeking support for how findings can inform practice, and monitoring the impact of applications.
e) Reflecting on progress made, recognising strengths and weaknesses and identifying next steps for further improvement.
Build effective working relationships, by: 
f) Contributing positively to the wider school culture and developing a feeling of shared responsibility for improving the lives of all pupils within the school
Click here to return to the contents page.



[bookmark: Appendix1]Appendix 1: Preparing for your mentor meeting 

	Mentor Meeting 1
	Mentor Meeting 2
	Mentor Meeting 3


[bookmark: Meeting1]Preparing for Mentor Meeting 1: Prepare and plan 
	Reflecting on the content of the reading summaries in Section 1 of your self-study, along with your reflections on your current practice, your pupils, and your context consider: 
· Is there one reading and area of study that you feel would most support your development this half-term?
· How does this relate to what you are seeing in your classroom? 

	[bookmark: _Hlk152933698]Refer to the action steps related to your chosen reading in appendix 2. Choose one which best supports your area of focus. 

	Thinking specifically about your class/classes, how can you implement the chosen strategy or approach to meet the unique needs of your pupils and classroom context?

	Are there any barriers or challenges that could hinder the development of the identified approach or strategy? How could you address these challenges?

	What specific steps do you need to take to implement the chosen strategy in your classroom? What resources or materials will you need?

	What would it look like if it was effective? How will you know if it has been effective?

	Who can you work with to gain additional insights and support in planning the chosen approach? Or do you feel ready to work on this independently?





[bookmark: Meeting2]Preparing for Mentor Meeting 2: Review and adapt 
	What do your notes and reflections indicate about the what went well during the ‘do’ phase of your cycle? What evidence is there to support this? 

	What challenges did you experience and how did you overcome them?
Were they any things you needed to adjust or adapt? How did that improve outcomes? 

	Revisit your action steps. Do you need to amend them or add any? Refer to appendix 3 for suggested extensions to the action steps.

	Note anything else you wish to discuss with your mentor during Meeting 2 that will support the re-do phase of your cycle. 


[bookmark: Meeting3]Preparing for Mentor Meeting 3: Final review and next steps 
	What aspects of the implementation were successful, and why? Does this mirror the suggestions within your chosen research?

	What challenges or obstacles did you encounter, and how did you address them?

	What adjustments or refinements can you make based on the insights gained during the review process, and how will these inform future practice? 


Click to return to Content page
[bookmark: Appendix2]Appendix 2: Suggested Action Steps
A series of suggested action steps have been provided for each of the readings. These are supported with specific examples for each phase. 
Reading 1 - Possible action steps
Consider one of the following which draw on the work of Murdock-Perriera and Sedlacek (2018): 
1. Intentionally communicate high expectations through daily interactions
	EYFS
	Consistent use of positive body language and encouraging phrases, for example, smiling, nodding, and saying ‘You’re really trying hard, keep going!’ during small-group activities.

	Primary
	Use of specific praise that focuses on effort and process, for example, ‘I can see how carefully you checked your work before answering - great perseverance.’

	Secondary
	Clear and consistent routines, such as greeting pupils at the door with positive affirmations, maintaining eye contact, and acknowledging contributions from all pupils.

	Specialist – SEND setting
	Use of verbal and non-verbal affirmations, such as thumbs-up gestures or personalised praise cards, to show belief in pupils’ capability.

	Specialist – Alternative Provision setting
	Calm, predictable tone and body language to build trust, with short, affirming feedback



2. Use feedback and questioning to show belief in pupils’ ability to improve
	EYFS
	When pupils give a partial answer, model the correct response and encourage repetition, for example, ‘Let’s say it together—great effort!’

	Primary
	Use follow-up questions to guide pupils towards the right answer, for example, ‘You’re nearly there. What else could it be?’

	Secondary
	Provide verbal feedback highlighting what went well and what to refine next, linking it directly to success criteria.

	Specialist – SEND setting
	Use scaffolded questioning supported by visuals or prompts to help pupils self-correct and experience success.

	Specialist – Alternative Provision setting
	Deliver short, focused feedback using positive framing, for example, ‘That’s a solid start. Let’s build on it together.’



3. Show belief in every pupil’s potential
	EYFS
	Use encouraging phrases such as ‘I knew you could do it’ and celebrate small successes with smiles or stickers to show that every effort matters.

	Primary
	Publicly acknowledge pupils’ persistence, for example, saying ‘You kept trying until you got it right, that shows real determination,’ to reinforce that effort leads to success.

	Secondary
	Give pupils roles of responsibility such as peer explainers or group leads to demonstrate trust in their abilities and promote self-belief.

	Specialist – SEND setting
	Personalise encouragement using communication aids or praise cards to show that each pupil’s effort and progress are valued.

	Specialist – Alternative Provision setting
	Recognise progress verbally and consistently, for example, ‘You’ve made real progress since last week, I can see the effort you’re putting in,’ helping pupils feel respected and capable.



Reading 2 - Possible action steps
Consider one of the following which draw on the work of Kern and Clemens (2007): 
1. Establish clear and predictable routines to prevent off-task behaviour
	EYFS
	Use a visual timetable with picture cards showing each part of the morning routine to help pupils feel calm and ready for transitions.

	Primary
	Begin every lesson with a consistent starter activity and use clear verbal cues such as ‘In three, two, one—eyes on me’ to signal focus.

	Secondary
	Follow a consistent lesson structure such as recap, input, practice, feedback so pupils know what to expect and can settle quickly.

	Specialist – SEND setting
	Use individual now-and-next boards to support pupils who find transitions difficult and need visual reassurance.

	Specialist – Alternative Provision setting
	Follow a consistent lesson structure such as recap, input, practice, feedback so pupils know what to expect and can settle quickly.



2. Plan for purposeful questioning to maintain engagement
	EYFS
	Prepare simple, open-ended questions such as ‘What do you notice?’ or ‘What might happen next?’ to encourage curiosity and active participation during group activities.

	Primary
	Plan specific points in the lesson to pause and ask targeted questions that check understanding, ensuring all pupils are involved through strategies like cold calling or mini whiteboards.

	Secondary
	Use a mix of quick recall and higher-order questions to sustain focus and challenge thinking, directing questions to different pupils to maintain engagement across the class.

	Specialist – SEND setting
	Use scaffolded and visual prompts when questioning, for example, providing picture choices or sentence starters to help pupils respond confidently.

	Specialist – Alternative Provision setting
	Plan questions that allow for success and build confidence, such as starting with accessible recall questions before extending to more open discussion once pupils are engaged.





3. Maintain an appropriate and purposeful pace of instruction
	EYFS
	Use short bursts of focused teaching followed by quick, active tasks to keep attention high, for example, introducing a new sound and then immediately practising it with actions.

	Primary
	Break explanations into small, clear chunks and use brief, intentional pauses to allow pupils time to process before moving on.

	Secondary
	Keep delivery brisk and purposeful by varying tone and questioning to re-engage attention, while avoiding long pauses that may lead to off-task behaviour.

	Specialist – SEND setting
	Use a visual timer to show how long each part of the lesson will last, giving pupils predictability and helping them manage focus and transitions.

	Specialist – Alternative Provision setting
	Deliver instructions clearly and concisely, maintaining momentum while allowing short pauses for pupils to check understanding and ask questions privately if needed.



Reading 3 - Possible action steps
Consider one of the following which draw on the work of Lazowski and Hulleman (2016). 
1. Hold all pupils to high standards by insisting on accuracy and precision
	EYFS
	When a pupil gives a partial answer, repeat what they said and prompt with, ‘Let’s listen carefully and try that again using our best sounds.

	Primary
	If a pupil gives an incomplete response, acknowledge the effort and ask, ‘Can you add the correct word we used in yesterday’s lesson?’ to encourage precision.

	Secondary
	During questioning, avoid accepting half-answers; instead, say, ‘You’re close—can you refine that using the correct terminology?’ to reinforce subject accuracy.

	Specialist – SEND setting
	Use sentence stems or visuals to help pupils expand their answers, guiding them to say the full response rather than settling for partial understanding.

	Specialist – Alternative Provision setting
	Maintain calm insistence on accuracy by saying, ‘You’ve got the idea - let’s work together to get the exact answer,’ balancing support with expectation.




2. Use language that celebrates the learning process, not just the outcome
 
	EYFS
	Praise effort by saying, ‘You kept trying until you got it. That’s brilliant learning,’ to show that persistence is valued.

	Primary
	Use phrases such as, ‘I can see you’re improving each time you try,’ to highlight progress rather than just correctness.

	Secondary
	Frame feedback around growth by saying, ‘Your answer shows real progress since last lesson. Let’s see how we can take it further.’

	Specialist – SEND setting
	Reinforce persistence with visual or verbal praise like, ‘You worked really hard on that step, now let’s try the next one together.’

	Specialist – Alternative Provision setting
	Recognise small wins by saying, ‘You stuck with it even when it was tough; that’s how real learning happens,’ to build motivation and self-belief.



3. Create a safe learning environment where pupils feel confident to take risks
	EYFS
	Plan encouraging phrases such as ‘That was a great try, let’s have another go together’ to normalise mistakes and build pupils’ confidence to keep participating.

	Primary
	Use calm, consistent language like ‘You’re nearly there, think back to what we did yesterday’ to show that getting things wrong is part of learning and to reduce anxiety.

	Secondary
	Model positive responses to error by saying, ‘I can see where you were going with that - it’s a common mix-up,’ before guiding pupils to the correct answer, showing that error is safe and expected.

	Specialist – SEND setting
	Use visual reassurance such as a thumbs-up or smile and repeat positive phrases like ‘You can do this, let’s take it step by step’ to build trust and persistence.

	Specialist – Alternative Provision setting
	Keep tone calm and predictable, using phrases such as ‘You gave that a go, and that’s what matters - let’s look at it again together’ to show belief in the pupil’s ability and maintain emotional safety.
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[bookmark: Appendix3]Appendix 3: Levelling up your action step
Reading 1 – Extending your action step
· Plan your feedback and questioning in advance to communicate belief in every pupil’s ability to improve. Anticipate likely pupil responses and prepare prompts that guide them from partial understanding to deeper reasoning. Use your tone and phrasing to show that you believe in their success.
· Go beyond affirmations by linking positive feedback explicitly to learning behaviours and outcomes. Use language that connects effort to achievement, for example, ‘The reason that worked so well is because you kept checking your ideas,’ so pupils understand why their actions lead to success. This deepens their motivation and helps them internalise high expectations as part of their own learning identity.
Reading 2 – Extending your action step
· Plan the rhythm of your lesson deliberately to balance input, interaction, and reflection. Vary the pace intentionally, speeding up to sustain energy during clear explanations and slowing down at key points to deepen understanding. Use transitions, questioning, and short reflection pauses to keep all pupils engaged and ensure every change of pace has a clear purpose linked to learning and focus.
· Design and explicitly teach routines that promote pupil independence as well as consistency. Explain why each routine matters, model it clearly, and provide time for pupils to practise and refine it until it becomes automatic. Once established, use subtle cues such as visual signals or brief reminders to maintain predictability while fostering self-regulation and calm transitions.
Reading 3 – Extending your action step
· Plan questioning sequences that build from accuracy to depth. When pupils give a correct or refined answer, follow up with a probing question that requires them to justify or apply their understanding, such as ‘How do you know?’ or ‘Can you give an example?’. This approach not only reinforces precision but also develops reasoning and ensures that accuracy leads to genuine mastery.
· Use feedback that explicitly links effort to strategy, helping pupils understand why their persistence led to progress. For example, say, ‘You improved because you checked your work carefully and used the model,’ to make the connection between action and achievement clear. This approach helps pupils internalise effective learning behaviours and develop a stronger sense of ownership over their improvement.
Click to return to Content page
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