

ECT Programme Y2 Mentor materials
Module B - Memory and learning
These optional self-study materials are intended for use as part of a school-led early career teacher programme. They are for mentors working with early career teachers in their 2nd year of the programme. 		They provide an overview of the ECT self-study content along with a framework to guide the fortnightly mentoring meetings.  		Approximate time to complete: 15 minutes   		




How to use these materials
In the second year of the Early Career Teacher (ECT) programme, as a mentor, you continue to play a pivotal role in guiding your ECT towards self-directed professional growth. 
This optional material for mentors has 3 sections. They include: 
· Section 1: Review of ECT materials 
1. Recapping the theory 
2. Summary of research papers and suggested action steps
· Section 2: Overview of the half-termly programme structure using the Personal Professional Development Cycle
· Section 3: Step by step guidance to plan and complete your fortnightly meetings with your ECT
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Section 1: Review of ECT materials 
1. [bookmark: Applying]Recapping the theory
[bookmark: howmemoryworks]How memory works
· The primary goal of teaching is to support long-term learning, creating lasting changes in understanding and skills that enable both retention and transfer (Soderstrom and Bjork, 2015).
· Retention refers to storing knowledge in long-term memory, while transfer refers to bringing that knowledge back into working memory and applying it in different contexts when needed (Willingham, 2009).
Working and long-term memory
· As you will recall, a useful way to think about memory is as a complex filing system, comprised of two components: long-term memory and working memory. 
· This diagram, from Year 1, shows the relationship between working and long-term memory, with information being recalled from long-term to working memory when needed and processed into long-term for storage. Environmental factors also input into working memory.
[image: Flowchart illustrating memory process, showing Environment leading to Working Memory through Attention, then to Long-Term Memory via Learning, with arrows indicating Remembering and Forgetting between stages. Color-coded boxes include green for Environment, purple for Working Memory, and blue for Long-Term Memory, highlighting key cognitive functions and transitions.

AI-generated content may be incorrect.]

Adapted from Willingham (2009)
· Working memory is the memory system where small amounts of information are stored for a very short duration (Peterson & Peterson 1959). 
· Working memory roughly equates with what we are conscious of at any one time. Clark, Kirschner and Sweller call it ‘the limited mental “space” in which we think’ (2012, p. 8). 
· Long-term memory is the memory system where large amounts of information are stored semi-permanently (Atkinson & Shiffrin 1968; Tulving 1972). 
· Pupils with a learning difficulty that affects their working memory may have a smaller capacity still (Gathercole, 2008) and therefore may benefit from information being provided in small steps (Rosenshine, 2012).
The limitations of the working memory
· Managing the limited capacity of working memory is a key challenge for teachers, influencing lesson planning, how ideas are introduced, and how the curriculum is structured and sequenced (Kirschner et al, 2006; Pashler et al, 2008).
· The information working memory holds is easily lost through distraction or overload (Gathercole, 2008). 
· As working memory becomes more crowded, thinking becomes harder, particularly when pupils must hold multiple steps in mind at once, which reduces the capacity available to process each step effectively (Willingham, 2009).

Avoiding cognitive overload
· Increasing cognitive load does not strengthen learning; placing additional strain on working memory does not make learning more valuable or enduring (Willingham 2009).
· When pupils experience cognitive overload, they are less likely to achieve learning goals or successfully encode new concepts into long-term memory (Willingham 2009).
Reducing cognitive overload
· Reduce cognitive overload involves teachers slowing their pace and providing memory aids so that pupils need to hold less information in working memory while they tackle a problem (Willingham, 2009). 
· When the capacity of working memory is exceeded, cognitive overload occurs, increasing the risk that content is misunderstood and not effectively encoded in long-term memory (EEF, 2021a).
[bookmark: VerbalandGraphical]Combining verbal and graphical representations
· Another way to support learning is by combining verbal explanations with graphical representations.
· Combining a verbal explanation with a relevant diagram or visual representation reduces the load on the working memory as it makes use of both the visual and auditory paths in the brain. 
· This approach is particularly useful for hierarchical concepts or ideas with complex, non-linear relationships, such as organisational structures or interconnected systems (Caviglioli, 2019).
[bookmark: UsingWorkedExamples]Using worked and partially completed examples to support learning
· A worked example is a step-by-step demonstration of a new process (Deans for Impact, 2015). 
· It directs pupils’ attention to the specific steps needed to complete a task, (Kirschner et al., 2006, p.80). 
· Worked examples are most effective once new concepts have been introduced and explained, as they show how to apply knowledge in practice.
· By focusing attention on essential steps and removing extraneous detail, worked examples reduce cognitive load (Kirschner et al., 2006). This enables pupils to build and embed their own problem-solving frameworks (Wittwer & Renkl, 2010). 
· Overly complex or poorly structured demonstrations can overwhelm working memory and inhibit learning (Kirschner et al., 2006).
The components of a good worked example
Thinking back to Year 1, you will recall that a good worked example typically includes three key components (Wittwer & Renkl, 2010):
1. A simply stated, specific problem that needs to be solved; 
2. an explicit explanation of each of the steps required to solve that problem; and
3. the solution to the problem.
· Worked examples must be high quality, otherwise they risk generating new misconceptions (EEF, 2021a). 
· Teachers should present many examples (Rosenshine, 2012), alternating them with opportunities for pupils to solve problems on their own, reducing support as pupils gain expertise and move towards independent problem-solving (Pashler et al., 2008). 
[bookmark: section4][bookmark: RetrievalRevisitReview]Retrieval practice
· Retrieval practice is the act of attempting to recall information from memory and strengthens learning more effectively than restudying or rereading (Pan & Rickard, 2018, p.1).
· Teachers should avoid recapping or prompting before retrieval, as retrieval should be challenging but achievable, with pupils able to recall at least some of the target knowledge (EEF, 2021a).
· Retrieval practice can go beyond factual recall to include questions that require deeper thinking and connections between ideas (Coe et al., 2020).
· Retrieval practice is effective without feedback but is strengthened when feedback is provided, and it supports flexible application of knowledge across different contexts (Roediger & Butler, 2011).
Supporting pupils with SEND with retrieval
· Most pupils with SEND (particularly those with cognition and learning needs) have more limited working memory than pupils with no SEND (Agarwal, 2017). 
· They are also more likely to have fewer ‘items’ or ‘schemata’ in their long-term memory. 
[bookmark: DesirableDifficulty]Desirable Difficulty 
· Every item of information in long-term memory has a retrieval strength and a storage strength (Bjork & Bjork, 1992). 
· Varying practice conditions can create ‘desirable difficulties’ that strengthen both retrieval and storage, supporting flexible application of knowledge across contexts (Bjork & Bjork, 2011).
· Desirable difficulties differ from unhelpful difficulty, as they rely on pupils having sufficient prior knowledge and trigger encoding and retrieval processes that support learning (Bjork & Bjork, 1992).
2. Summary of research papers 
Early Career Teachers have read these summaries as part of their self-study. You may wish to read them before your first mentor meeting to guide your discussion on which reading they will explore further this half-term. 
	Reading 1
	Reading 2
	Reading 3






	[bookmark: Reading1]Reading 1: Working Memory: Looking Back and Looking Forward 
Alan Baddeley (2003)
Baddeley's 2003 paper revisits his three-part model of working memory (Baddeley & Hitch, 1974) including a critical review of a wide range of theories and evidence. Baddeley's model proposes how the components of the working memory function, integrating verbal and visual information for easier retention in the long-term memory. 

Baddeley emphasises that working memory has a limited capacity, and performance can be supported by rehearsal, chunking, and managing cognitive load, while it can be hindered by multitasking that overtaxes the central executive.

Understanding Baddeley's model can support with designing instruction that considers how to present information that supports pupils’ cognitive load. An effective strategy that incorporates this is dual coding in which information is shared by utilising both visual and verbal channels for optimal learning.
Related ITTECF statements 



	[bookmark: Reading2]Reading 2: Cognitive load theory, evolutionary educational psychology, and instructional design
Sweller et al.  (1998)
Sweller et al. distinguish between working memory and long-term memory, highlighting working memory's limited capacity. They discuss intrinsic and extraneous cognitive load, the role of schemas in managing load, and propose Cognitive Load Theory for instructional design optimisation. Strategies that support the theory in practice include: using worked or partial examples, breaking complex information into smaller chunks, providing clear instructions and ensuring instructional design focuses on key information. 
Related ITTECF statements 



	[bookmark: Reading3]Reading 3: The critical role of retrieval practice in long-term retention
Henry L. Roediger and Andrew C. Butler (2011)
Roediger and Butler highlight the use of retrieval practice - recalling learned information without re-reading it. Their paper shares how effective retrieval practice enhances long-term memory even more than restudying the same content. Feedback is crucial to ensure that misconceptions are addressed quickly. Retrieval practice can be implemented in a number of ways including spaced learning or by interleaving. Possible strategies that can be used to incorporate retrieval practice include quizzes, creating flashcards and chapter-ending questions. 
Related ITTECF statements 
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[bookmark: Section2]Section 2: Overview of the Personal Professional Development Cycle -
The Personal Professional Development Cycle replaces the weekly actions your ECT had in Year 1. Their self-study materials will still include some suggested actions to support the planning and delivery of the cycle, however you should discuss what is most appropriate for your context and needs with your ECT during your mentor meetings. 
To ensure your mentor support is tailored to meet your ECT’s needs, each meeting will have a specific focus as seen in the diagram below: 
[image: A diagram of a process
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Meeting 1: Prepare and plan
You and your ECT will explore the area for your ECT’s development this half-term relating to memory and learning. Prior to this meeting, your ECT should have completed the first part of their self-study. This includes three research summaries and a reflection task. You should also have conducted your first lesson observation. Your discussion with your ECT will draw on:
· your week 1 observation data; 
· the 3 research summaries provided (optional reading);
· your ECT’s reflections from their self-study; and
· any current targets they might have. 
You will then work alongside them to select which research will most support their development. Together you will plan how to implement this into their teaching practice, within your context. 
Early career teachers will then complete the second part of their self-study in which they’ll critically engage with their chosen research paper. The self-study will enable them to build on their prior learning and experience as they gain deeper insights into what the underpinning evidence says.  
They will then put their plan into practice, making notes and reflecting on the impact and making adjustments during the ‘do’ phase. 
Meeting 2: Review and adapt
Prior to this meeting, you should complete lesson observation 2. You’ll review the impact so far with your ECT, using their reflections, your observation notes and pupil data to identify where possible changes may be required to ensure all pupils are making progress. 
ECT’s will then re-do the practice, again monitoring the impact and reflecting each step of the way. 
Meeting 3: Final review and next steps
Before the end of the cycle, you’ll conduct your final observation of the term. You’ll then use this meeting to collaboratively review and reflect on the experience of implementing the improvement to inform future adjustments and refinements in their teaching practice.
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[bookmark: Section3]Section 3: Preparing for your mentoring meetings  
The following framework provides a structure to support discussions between you and your ECT. A series of questions are provided for each section of the process and a suggested set of action steps linked to each of the pieces of reading. For those ECTs who may require some additional challenge a set of further action steps has also been provided. You may wish, of course, to select an action step that specifically meets the needs of your context. 
Meeting 1: Prepare and plan 
	Wellbeing check-in
Check in on how they are feeling and any points they would like support with. 
If you have any concerns about your ECT’s well-being, you should raise this with your Induction Tutor. 

	Starting the meeting
Check that that they have completed Section 1 of their self-study and that they have their notes with them. 

	EXPLORE 

	Share your feedback from lesson observation 1. This should be done using the NIoT Six step observation and feedback model or you school/trust model. 
Discuss any other targets or goals that your ECT currently has. 

	Prompt your ECT to share their reflections from Section 1 of their self-study. You may want to ask them: 
· Which area of your self-study do you feel you would like to explore further? 
· What does the research say about this? 
· How does this relate to what you are seeing in your classroom? 
How far do these reflections align with your observation and pupils data?
Is a pattern emerging that identifies a likely area for development this half-term? 

	SELECT 

	Having explored the possible areas for development, you should jointly agree on the research reading and focus for development for the half-term. For some ECTs, this may be an opportunity to be stretched and challenged. 

	PLAN 

	Refer to the action steps related to the chosen reading in appendix 1. Choose one which best supports your area of focus. For some ECTs, you may wish to stretch them by agreeing on an additional action. 
You may also wish to select your own alternative focus area that more specifically meets the needs of your context but is related to adaptive practice. 

	Prompt your ECT to think specifically about their class/classes. How can they apply the research to implement the chosen strategy or approach and meet the unique needs of your pupils and classroom context?

	Ask them to consider any barriers or challenges that could hinder the development of the identified approach or strategy. Support your ECT to plan how they could address these challenges. 

	Plan together the specific steps needed to implement the chosen teaching strategy in their classroom. What resources or materials will they need? Could they observe another colleague part of the plan? 

	Discuss how to measure progress. Your observations will focus on this. 
Together, identify realistic and measurable goals for the changes they intend to make in their teaching practice. Agree what it would look like if it was effective. 


Meeting 2: Review and adapt 
	Wellbeing check-in
Time to ask how your ECT is feeling and if there is anything they would like support with. 
You may wish to check how they are managing their workload and review any upcoming possible pinch points in the school’s calendar. 
If you have any concerns about your ECT’s well-being, you should raise this with your Induction Tutor.

	Ask your ECT to share their reflections on the do phase of the Personal Professional Development Cycle. What went well? What changes have they made and why? What challenges did they encounter? Encourage them to use pupil data to support their reflections. 

	Share your feedback from lesson observation 2 using the NIoT observation and feedback model or your school/trust model. The focus should be on the actions included in the agreed plan. You should refer to the criteria agreed in Meeting 1 to measure impact. Does your observation align with your ECT’s reflections? 

	Agree on any adaptations that need to be made to the plan for the next phase – re-do. Does your ECT need any further support? Are they ready to be challenged? Refer to appendix 2 for suggested extensions to the action steps.
Revisit the criteria for measuring what success will look like for your ECT and their pupils. 


Meeting 3: Final review and next steps 
	Wellbeing check-in
Ask how your ECT is feeling and if there is anything they would like support with. 
If you have any concerns about your ECT’s well-being, you should raise this with your Induction Tutor.

	Prompt your ECT to share their reflections and notes from the re-do phase of the cycle. Ask them to use pupil data to support their findings. 
You may wish to discuss the following: 
· What aspects of the implementation were successful, and why? 
· Does this mirror the suggestions within your chosen research? Was there anything that didn’t align with the evidence and why not? 
· What challenges did you face and were they any barriers that you couldn’t overcome? Why?

	Share your feedback from lesson observation 3 using the NIoT observation and feedback model or your school/trust model. The focus should again be on the actions included in the agreed plan and any changes made during your last meeting. You should refer to the criteria measure impact. Does your observation align with your ECT’s final reflections?

	Planning next steps: 
Discuss how this cycle will inform your ECT’s future practice. What would they do differently next time? How has it developed their understanding of how to apply the theory and evidence to their own practice?
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[bookmark: RelatedECFStatements][bookmark: RelatedITTECFStatements]Related ITTECF statements
How pupils learn 
Learn that…
2.1. Learning involves a lasting change in pupils’ capabilities or understanding.
2.2. Prior knowledge plays an important role in how pupils learn; committing some key facts to their long-term memory is likely to help pupils learn more complex ideas.
2.3. An important factor in learning is memory, which can be thought of as comprising two elements: working memory and long-term memory.
2.4. Working memory is where information that is being actively processed is held, but its capacity is limited and can be overloaded.
2.5. Long-term memory can be considered as a store of knowledge that changes as pupils learn by integrating new ideas with existing knowledge.                                                                                  
2.6. Pupils have different working memory capacities; some pupils with SEND may have more limited working memory capacity than their peers without SEND.
2.7. Where prior knowledge is weak, pupils are more likely to develop misconceptions, particularly if new ideas are introduced too quickly.
2.8. Regular purposeful practice of what has previously been taught can help consolidate material and help pupils remember what they have learned.
2.9. Requiring pupils to retrieve information from memory, and spacing practice so that pupils revisit ideas after a gap are also likely to strengthen recall.
Learn how to…
Avoid overloading working memory, by:
2.a. Taking into account pupils’ prior knowledge when planning how much new information to introduce.
2.b. Breaking complex material into smaller steps (for example: using partially completed examples to focus pupils on the specific steps). 
2.c. Reducing distractions that take attention away from what is being taught (for example: keeping the complexity of a task to a minimum, so that attention is focused on the content).
Build on pupils’ prior knowledge, by:
2.d. Identifying possible misconceptions and planning how to prevent these forming.
2.e. Linking what pupils already know to what is being taught (for example: explaining how new content builds on what is already known).
2.f. Sequencing lessons so that pupils secure foundational knowledge before encountering more complex content.
2.g. Encouraging pupils to share emerging understanding and points of confusion so that misconceptions can be addressed.
Increase likelihood of material being retained, by:
2.h. Balancing exposition, repetition, practice and retrieval of critical knowledge and skills.
2.i.  Planning regular review and practice of key ideas and concepts over time (for example: through carefully planned use of structured talk activities).
2.j. Designing practice, generation and retrieval tasks that provide just enough support so that pupils experience a high success rate when attempting challenging work.
2.k. Increasing challenge with practice and retrieval as knowledge becomes more secure (for example: by removing scaffolding, lengthening spacing or introducing interacting elements).
Classroom practice
4.2. Effective teachers introduce new material in steps, explicitly linking new ideas to what has been previously studied and learned.
4.3. Modelling helps pupils understand new processes and ideas; good models make abstract ideas concrete and accessible.
Make good use of expositions, by:
4.f. Starting expositions at the point of current pupil understanding.
4.g. Combining a verbal explanation with a relevant graphical representation of the same concept or process, where appropriate.
4.h. Using concrete representation of abstract ideas (e.g. making use of analogies, metaphors,  manipulatives for counting, examples and non-examples).
Model effectively, by:
4.i. Narrating thought processes when modelling to make explicit how experts think (e.g. asking questions aloud that pupils should consider when working independently and drawing pupils’ attention to links with prior knowledge).
4.j. Making the steps in a process memorable and ensuring pupils can recall them (e.g. naming them, developing mnemonics, or linking to memorable stories).
4.k. Exposing potential pitfalls and explaining how to avoid them.

Professional behaviours
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.
8.9. 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: 
8.a. Engaging in professional development focused on developing an area of practice with clear intentions for impact on pupil outcomes, sustained over time with built-in opportunities for practice. 
8.c. Seeking challenge, feedback and critique from mentors and other colleagues in an open and trusting working environment. 
8.d Engaging with research evidence by accessing reliable sources, seeking support for how findings can inform practice, and monitoring the impact of applications. 
8.e. Reflecting on progress made, recognising strengths and weaknesses and identifying next steps for further improvement. 
Build effective working relationships, by: 
8.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. 
8.g. Seeking ways to support individual colleagues and working as part of a team.
8.j. Drawing on guidance from expert colleagues, sharing the intended lesson outcomes with teaching assistants ahead of lessons.
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[bookmark: Appendix1]Appendix 1: 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 action steps
	Reading 2 action steps
	Reading 3 action steps


[bookmark: Reading1actions]Reading 1 - Possible action steps
Consider one of the following which draw on the work Baddeley (2003): 
1. Planning to incorporate both visual and verbal representations to deliver new content to pupils
	EYFS
	Use picture cards, labelled diagrams, or real objects when introducing new vocabulary. For example, when teaching about animals, display an image of a cat and say, ‘This is a cat. The cat has fur, whiskers, and a tail,’ while pointing to each feature. Practise your script so your words and visuals are presented together to strengthen understanding.

	Primary
	Display a clear visual, such as a diagram, sequence, or image, while giving a concise verbal explanation. Plan your wording so it directly aligns with what is shown, ensuring that visuals and spoken information complement one another. Avoid unnecessary detail so pupils can focus on the key ideas.

	Secondary
	When introducing new material, plan to use visual organisers, models, or infographics alongside your verbal explanation. Rehearse how you will refer to the visuals so they directly support your key points. Keep both the visuals and spoken explanations precise to help pupils manage cognitive load and retain information.

	Specialist – SEND setting
	Prepare dual coding resources that pair clear visuals with short, structured verbal instructions. Practise delivering the explanation in small, manageable steps, ensuring visuals appear at the right moment to support understanding. Use consistent imagery and language to strengthen recall and avoid misconceptions.

	Specialist – Alternative Provision setting
	Plan to combine visual prompts with clear, step-by-step verbal guidance to maintain pupils’ focus. Use visuals that directly match the key ideas being taught and time your explanations carefully to reduce cognitive load. Ensure both modes work together to reinforce meaning and aid recall.



2. Planning content design that incorporates both text and diagrams or images by: 
· Selecting appropriate and relevant diagrams or images to avoid creating or embedding misconceptions. 
· Ensuring key words are placed in close proximity to the image.
	EYFS
	Plan lesson materials that combine clear images with short, simple text or labels. Choose visuals that accurately match the concept being introduced to prevent misconceptions. Position key words close to the image so pupils can easily connect the picture with the word.

	Primary
	Select diagrams or images that directly support the learning intention and avoid unnecessary detail. Place key vocabulary alongside or within the image so pupils can link terms to their meaning. Check that both the text and visuals are age-appropriate and accurately represent the concept.

	Secondary
	When designing slides or resources, pair concise text with carefully chosen visuals that reinforce, rather than duplicate, information. Position key terminology next to the relevant part of the diagram to support understanding. Review visuals to ensure accuracy and prevent misconceptions from forming.

	Specialist – SEND setting
	Choose simple, uncluttered visuals that match the key content and support comprehension. Place essential words or phrases close to the image to help pupils make clear connections between visual and verbal information. Avoid using complex or abstract images that could confuse meaning.

	Specialist – Alternative Provision setting
	Design materials that combine minimal text with purposeful images to aid focus and understanding. Keep key vocabulary near the related visual so meaning is immediately clear. Check that visuals are relevant, accurate, and accessible for all pupils to reduce cognitive load and support retention.




[bookmark: Reading2actions]Reading 2 - Possible action steps
Consider one of the following which draw on the work of Sweller et al (1998): 
1. Incorporate worked examples or partial examples to scaffold pupils’ learning
	EYFS
	Model a worked example step-by-step, such as demonstrating how to complete a simple sorting or matching task. Explain each stage clearly and slowly, focusing on the key process pupils are learning. Ask short, direct questions to check understanding and link the task to what pupils have already practised.

	Primary
	Use worked examples to show pupils exactly how to approach a new task before asking them to try independently. Introduce each step in sequence, keeping explanations simple and highlighting the reasoning behind each move. Question pupils throughout to check understanding and connect new steps to prior learning.

	Secondary
	Plan worked examples that clearly model the process of completing a task or solving a problem. Present each stage gradually, focusing only on the essential information to avoid cognitive overload. Use questioning to check for misconceptions as you go and explicitly reference prior knowledge to strengthen understanding.

	Specialist – SEND setting
	Provide clear, scaffolded worked examples broken into small, manageable steps. Use concise explanations and visuals to focus attention on the most important ideas. Pause after each step to check understanding and reinforce connections to what pupils already know before moving on.

	Specialist – Alternative Provision setting
	Model worked examples in short, structured stages, keeping the language direct and the focus on the core learning process. Check for understanding frequently through questioning and discussion. Build on prior knowledge at each step to support confidence and gradual independence.



2. Ensure planning is sequential, allowing pupils to develop schemata and ultimately maximise their germane cognitive load.
	EYFS
	Plan learning so that new ideas build on what pupils have already explored through play and talk. Introduce new concepts in small, manageable steps using familiar contexts. Check understanding through simple questioning or observation before moving to the next stage.

	Primary
	Review the sequence of lessons to ensure knowledge and skills develop in a logical order. Break down complex content into smaller chunks, linking each new idea to prior learning. Include short formative checks, such as quick quizzes or discussions, to confirm understanding before introducing new material.

	Secondary
	Structure planning so that each lesson builds on the last, allowing pupils to make clear connections across topics. Divide complex material into smaller, focused steps that support schema development. Embed formative assessment points to check pupils’ understanding and adapt teaching accordingly.

	Specialist – SEND setting
	Plan learning in clear, sequential steps that reinforce and revisit key concepts regularly. Break tasks into smaller, manageable parts to prevent overload and strengthen links to prior knowledge. Use frequent, low-stakes checks to monitor understanding and provide immediate feedback.

	Specialist – Alternative Provision setting
	Ensure lessons follow a logical sequence so pupils can make meaningful connections between new and previous learning. Present complex tasks in short, structured stages, checking understanding at each point. Build gradually on prior knowledge to support schema development and confidence.



3. Seek to reduce extraneous information from lessons and focus on intrinsic content (reducing the ‘split attention’ principle and the ‘redundancy’ effect).
	EYFS
	Plan learning activities that focus on one clear idea at a time. Use simple visuals and clear explanations, avoiding unnecessary decorations or distractions. Keep instructions short and linked directly to what pupils are exploring.

	Primary
	Review lesson materials to make sure only the key ideas are presented and clearly linked to the learning objective. Remove extra text, images, or examples that might distract pupils from the main concept. Use concise explanations and focus discussion on the essential content.

	Secondary
	Ensure lesson slides and resources contain only information that supports the core learning goal. Eliminate redundant images, animations, or examples that add visual noise and split attention. Present key information clearly and sequentially to maintain pupils’ focus on the essential content.

	Specialist – SEND setting
	Simplify resources so they contain only the most relevant information needed for understanding. Avoid cluttered layouts or unnecessary visuals that might distract attention. Present instructions in clear, direct language and highlight the key points to help pupils focus.

	Specialist – Alternative Provision setting
	Design materials that are simple, focused, and free from distractions. Keep visuals purposeful and remove any extra text or examples that could divide pupils’ attention. Reinforce the main idea verbally and visually to help pupils concentrate on the core learning.



[bookmark: Reading3actions]Reading 3 - Possible action steps
Consider one of the following which draw on the work of Roediger and Butler (2011). 
1. Plan for regular retrieval opportunities.
	EYFS
	Start each session by revisiting key vocabulary or concepts from the previous day using picture cards or songs. Ask pupils to recall and name objects or actions aloud to strengthen memory through repetition.

	Primary
	Begin lessons with a short retrieval task, such as a quick-fire quiz or matching activity, that revisits key facts from earlier in the week. Keep tasks brief and consistent to build retrieval fluency.

	Secondary
	Use a “Do Now” retrieval task at the start of each lesson to review material from the previous lesson, week, or topic. Mix question types to prompt both factual recall and application of prior learning.

	Specialist – SEND setting
	Use scaffolded retrieval tasks such as sentence starters, visuals, or word banks to help pupils recall key knowledge from previous lessons. Gradually reduce scaffolds as confidence grows.

	Specialist – Alternative Provision setting
	Start each session with a short, structured recap task using familiar prompts (e.g. visuals, keywords, or short-answer questions). Keep the activity predictable and manageable to build confidence and focus.



2. Plan how you will space and vary retrieval over time.
 
	EYFS
	Revisit stories, rhymes, or counting sequences after several days, prompting pupils to recall missing parts or next steps. Use playful formats like “What comes next?” games to encourage recall after a gap.

	Primary
	Plan quizzes or recall tasks that revisit key content at increasing intervals - such as the next day, a week later, and at the end of the unit. Use different formats (oral, written, or visual) to keep engagement high.

	Secondary
	Design retrieval practice that revisits prior topics throughout a term using mixed-topic quizzes or low-stakes tests. Increase the spacing between reviews to promote long-term retention.

	Specialist – SEND setting
	Revisit key concepts at frequent but increasing intervals, using consistent visuals and routines to support memory. Vary the task format slightly to maintain engagement without overwhelming pupils.

	Specialist – Alternative Provision setting
	Integrate spaced retrieval through short review tasks that recall learning from earlier lessons or weeks. Use different contexts - such as discussion, visual cues, or practical activities - to keep retrieval meaningful.



3. Plan for effective feedback
	EYFS
	After recall activities, use immediate but simple feedback such as repeating the correct answer aloud together. Reinforce success through praise and visual reinforcement.

	Primary
	Provide whole-class feedback after retrieval tasks by discussing the correct answers and explaining any misconceptions. Use delayed feedback occasionally to encourage pupils to think back and self-correct.

	Secondary
	After a retrieval quiz, review common errors. Discuss why certain answers were correct to strengthen memory pathways.

	Specialist – SEND setting
	Give timely, specific feedback using clear language and visual prompts. Reinforce correct answers and gently address misconceptions to build confidence and understanding.

	Specialist – Alternative Provision setting
	Provide short, positive feedback following retrieval tasks, focusing on what pupils recalled correctly. Revisit misconceptions later in the lesson to avoid cognitive overload and maintain motivation.
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[bookmark: Appendix2]Appendix 2: Levelling up your action step
Reading 1 – Extending your action step
· Design a sequence of lessons that deliberately reuses the same visuals to represent key concepts across different contexts. Consistent visuals help pupils build familiarity and strengthen schema by reducing cognitive load and allowing them to focus on new learning rather than reinterpreting new images.
Reading 2 – Extending your action step
· Looking at a unit of work, design a sequence of worked and partial examples that gradually shifts responsibility from teacher to pupil. Begin with fully guided models, then introduce partially completed examples where pupils fill in missing steps or identify deliberate errors. 
Reading 3 – Extending your action step
· Create a retrieval schedule within a single unit of work that systematically revisits key knowledge from earlier lessons. Plan cumulative retrieval tasks that combine new and previously learned content, helping pupils to connect ideas across the unit and strengthen long-term understanding.
· Design a long-term retrieval map across a sequence of learning, deliberately linking new and previously taught content to encourage knowledge transfer. Plan retrieval tasks that not only revisit key facts but also require pupils to apply prior learning in new contexts, making connections across topics or subjects to deepen schema development and promote long-term retention.

Click here to return to the contents page.







[bookmark: Appendix3]Appendix 3: Observation and feedback model – Year 2
1. Praise strengths: Following the observation of your ECT, identify a specific area of their practice where you have observed improvements. This could be linked to a previous action step you have set and should be related to their Personal Professional Development Cycle for the half term. Encourage the ECT to reflect on why it was successful and the impact it will have on pupils.​
2. Probe areas for development: Using your observation notes and pupil data, probe areas of your ECT’s Personal Professional Development plan that may need further development. You may wish to refer to the summary of their related research reading in Section 1 of your self-study. 
3. Set precise actions: Following your discussion, identify a specific action step for your ECT to work on relating to their Personal Professional Development focus.  To ensure that they understand how the action step can be implemented, you may wish to create success criteria jointly with your ECT.​ The suggested action steps provided earlier in this self-study can also be used to support you with this. 
4. Plan based on actions: Work with your ECT to review and refine how they will implement their action step, again referring to the suggested action steps provided earlier in this self-study if necessary. 
5. Practice based on plan: Using the plan and success criteria you and your ECT have co-created, support them to practise implementing their action step. Providing feedback based on the success criteria, ask your ECT to repeat this until they are confident that they can implement it as planned. 
6. Follow-up: Plan a follow-up observation of your ECT to see the action step related to their Personal Professional Development being put into practice in the classroom.
Click here to return to the contents page.
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