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[bookmark: Overview]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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[bookmark: Section1]Section 1: Review of ECT materials 
1. Recapping the evidence from year 1
Explanations, modelling and examples
Expositions
You will recall that the conveying of information from teacher to pupil is crucial. Whether that is information designed to keep pupils safe, new pieces of content from the curriculum, or the necessary steps to carry out a task, you must provide this information to pupils. Let’s revisit how teachers do this through exposition.
Exposition consists of:
· explanation
· modelling
· examples (and non-examples)
In order to be effective, all exposition should be underpinned by connecting new and prior learning (Coe et al., 2020).
Exposition is an element of explicit teaching, or direct instruction. Your teaching experience will have taught you that everything you want pupils to be able to do should be explicitly taught first. This includes how to:
· understand a new concept
· complete a task
· apply metacognitive strategies
· think critically
· apply prior knowledge to problem solving
With regards to critical thinking and problem solving, pupils will also need to have first been taught the content that you ask them to think critically about (Rosenshine, 2012).
Pitching explanations so that pupils aren’t overloaded
When most people think of teaching, they imagine a teacher standing at the front of the class explaining content to the pupils. Whilst there are plenty of other things that should happen in environments where teaching and learning is taking place, the teacher’s use of their voice to communicate what they know and to help pupils understand new ideas is at the heart of what we do.
But, as we all know, explanations aren’t always easy to get right. Pupils sometimes think teacher talk is boring, and sometimes they tune out. Some concepts are hard to explain using talk alone. On other occasions, teachers might assume that pupils can learn something without much of an explanation. There is a balance to be found.
Let’s remind ourselves of what an effective explanation should be:
· clear
· concise (neither too short nor too long)
· appropriately engaging
· neither too complex nor too simple
(Coe et al., 2020)
You will also remember that an effective explanation will look different depending on the group of pupils in front of you. Effective explanations can be planned for by:
· ensuring that the number and complexity of new elements is limited
· breaking complex ideas or procedures into smaller steps
· thinking about how pupils will assimilate concepts into, and extend, existing schemas
· minimising extraneous, irrelevant or distracting input, from either content or environment
(Coe et al., 2020)
Coupling explanation with modelling
Bandura summarises that “...most human behaviour is learned observationally through modelling: from observing others one forms an idea of how new behaviours are performed...” (Bandura, 1977). With this in mind, you may recall that the explanation you give should be enhanced by the addition of modelling. 
Your training and time spent teaching will already have shown you that modelling involves teachers demonstrating how to do something new, thinking aloud for pupils, and explaining the steps they need to take (Rosenshine, 2012).
Modelling helps pupils understand new ideas by providing a clear and observable example of how concepts or skills are applied; you may have experienced this already! When teachers demonstrate their thought processes or actions, it allows pupils to follow and imitate these behaviours, fostering a deeper understanding. By seeing concepts demonstrated, pupils form a mental representation that guides future actions, helping them understand and apply new ideas effectively.
As you have already spent some time as a teacher, you'll be aware that modelling is particularly useful when you are teaching procedural knowledge (skills). For example, in PE you might demonstrate a defensive technique, in an art lesson you would show a pupil how to use a brush to achieve a certain technique, and in maths you would model how to carry out a mathematical procedure.
With your classroom practice in mind, you will already know that there are many ways to support pupils with SEND, and modelling is one effective approach. Pupils may benefit from using technology to view modelling on instructional apps (EEF, 2021), or you could record your own modelling for them to rewatch when needed. Sometimes, pupils with SEND are supported by teaching assistants, and in these cases modelling is an important part of the TA's role. They can demonstrate the next step a pupil needs to take and then ask the pupil to try that step themselves (EEF, 2021).
Narrating your thought process whilst you model
You will have seen in your practice that modelling and explanation work well together to help pupils understand new information. You may recall that one particularly effective way of doing this is to narrate your thought processes when modelling to show pupils how experts think. This can also be described as ‘thinking aloud’, which is especially helpful for pupils with SEND (EEF, 2021). You may already have experience of the following elements of thinking aloud:
· ask and answer questions aloud as you model, including ‘I wonder if…’ questions
· explain the links to your prior knowledge
· draw attention to things that you notice
· make pupils aware of when you are having to think hard about something
· explain why you might have made (deliberate or accidental) mistakes
· mention any changes of opinions that the process has given rise to
· explicitly summarise each step you take
In this way, effective modelling helps to teach all pupils, including those with SEND, how to think and is not just the demonstration of a process for pupils to imitate. As you model, you can explain why you are doing what you’re doing. Part of the ‘5-a-day’ approach to meeting the needs of pupils with SEND, is to teach cognitive and metacognitive strategies (EEF, 2021). One way to help your pupils to develop their metacognitive and cognitive skills is to model your own thinking (EEF, 2025). 
Modelling the task so pupils know what to do
Your time in the classroom will have prepared you to model how to carry out tasks for pupils. For example, you might model how to set out a write-up of a science investigation, or how to record workings neatly in maths. Without this kind of modelling, pupils are often inhibited when it comes to showing what they have learned.
Modelling memorable steps
When you model something, whether a piece of procedural knowledge or a task, you will almost certainly have created for yourself a set of steps to follow. This set of steps will most likely be useful for pupils as they practise what you have modelled for them. You may already be making these steps memorable so that pupils can recall them when they need to. To support this further, you could:
· name them
· use mnemonics
· songs and rhymes
· acrostics and acronyms
· associations 
· stories
· repeat the steps by modelling further examples
· encode the steps into worked examples
Modelling misconceptions and mistakes so pupils can avoid them
You will already know that modelling gives you a valuable opportunity to show pupils where things can go wrong. You will likely have used deliberate mistakes to expose common pitfalls and then model how to avoid them. By doing this, you can make potential misconceptions visible and guide pupils towards more accurate understanding. Having a clear sense of the misconceptions pupils might hold will help you prepare modelling that deliberately supports them to avoid these errors.
Using modelling to help pupils understand abstract ideas
Having faced the challenges of teaching difficult concepts, you'll appreciate that good modelling can also make abstract ideas concrete and accessible. An abstract idea or concept is one which doesn’t exist in a physical space. We often use words and symbols to represent abstract ideas. Abstract ideas can often be difficult for pupils to understand. To help them understand, you must make the abstract concrete, by which we mean something which is more solid, tangible, something which is more understandable.
Using concrete representations to help pupils understand abstract ideas
It’s not only graphical representations that can be useful: concrete representation of abstract ideas can enhance explanations, particularly when you introduce an idea or concept for the first time (Pashler et al., 2007). In your teaching practice you may already have used analogies, metaphors, manipulatives for counting, and examples and non-examples. You can use all of these as concrete representations of abstract ideas. Pupils with SEND, or pupils who require more support with their understanding, might benefit from more focused teaching with concrete representations (EEF, 2021).
However, it is important to note that over time, the concrete representation is replaced by more abstract representations so that pupils have a better chance of transferring their knowledge to different contexts (Pashler et al., 2007).
To do this, you can:
· use familiar story or problem scenarios
· describe how concrete representations link to the abstract idea
· explain and use new abstract terminology or symbols alongside the concrete representation
· provide varied examples to avoid limiting pupils' understanding to one representation
· encourage pupils to apply their knowledge across multiple examples for flexibility
As you will have found in your teaching, the links between the concrete and abstract representations must be made clear if pupils are to learn the abstract idea.
Using multiple examples to show pupils exactly what you mean
You’ll recall that using examples and non-examples is one aspect of explicit instruction. Explicit instruction is one of the hallmarks of high-quality teaching which is so important for teaching pupils with SEND (EEF, 2021). You will remember that they may require additional support based on their individual needs; you must think about how you adjust the strategy of using examples and non-examples to guide pupils towards a fuller understanding of the concepts you are teaching.
Worked examples are a useful kind of example to share as they exemplify the different steps that pupils will need to take themselves when it comes to practising a routine, strategy, concept or idea. You will recall that rather than just giving an example of a finished product, a worked example outlines the process required to arrive at the final outcome.
When presenting pupils with examples, it is helpful to share more than one. A single example is unlikely to show how a concept or idea applies in different contexts, which can lead to misconceptions or misinterpretations. Providing multiple examples gives pupils a broader and more accurate understanding.
Sharing non-examples to show pupils what you don’t mean
When sharing examples with pupils to illustrate a concept, you’ll know that the idea is to show them what the concept is. By sharing multiple examples pupils can then find that concept which is the same in each example. When you share non-examples, you are showing the pupils something which isn’t an example of the concept, you want pupils to find the differences between the non-examples and the examples.
You may already have experience of using a combination of examples and non-examples to help pupils to understand the range of variation within a concept. 
Using faded examples in guided practice to ready pupils for independent practice
You can share a sequence of backward faded examples at the ‘We do’ part of the ‘I do – We do – You do’ approach. For example, in maths, once you have exemplified all the steps required in a written method for adding two 3-digit numbers, you might ask pupils to complete only the final step, then you might give another example with the final two steps missing for pupils to complete, and so on. Forward faded examples are similar, but in these examples pupils complete the first step, then the first and second step, and so on. You’ll recognise that this could be seen as a way of scaffolding learning for pupils.
Gradually reducing the use of examples as pupils become independent
You will remember that teachers should reduce the amount of worked examples as pupils gain expertise, shifting the balance further towards independent problem solving (Pashler et al., 2008). Examples can become redundant, or even detrimental, if they continue to be provided after pupils have grasped a process. This is known as the ‘expert reversal’ effect (Kalyuga, 2007).
The use of examples is a kind of scaffold, a temporary support. A defining feature of scaffolding is that it is removed when it is no longer required. If you are supporting a pupil with SEND, you might use examples for longer to promote confidence and competence (EEF, 2021).
[bookmark: Scaffoldingandincreasingchallenge]Scaffolding and increasing challenge
Scaffolding as a support to pupils
As you will remember, the term ‘scaffold’ (and ‘scaffolding’) is used to describe the range of ways that teachers might provide tailored support to pupils as they progress from novice to expert (EEF, 2021). 
Let’s have a quick recap about the main purpose of providing a scaffold. You’ll remember that the primary aim is to limit the number of tasks that pupils undertake at once so that the burden on their working memory is reduced (Deans for Impact, 2015). By removing some of what pupils have to think about, scaffolding should enable pupils to think about the main point of the task. Successful scaffolding should support all pupils to understand and experience success (Coe et al., 2020). 
As you will know from your own classroom experience, scaffolds can come in many shapes and forms.
High quality scaffolds in the classroom can include: 
· teacher modelling
· prompts
· checklists
· worked examples
· knowledge organisers
Together, these scaffolds help pupils focus on the core learning while building confidence and independence.
Removing scaffolding to support developing independence
As you will already know from your own practice, once pupils have secured the knowledge or skill, the scaffold should be gradually removed so they can work independently. To begin with, pupils may need the support of a scaffold. Over time, as they grow in expertise and independence, scaffolds can be gradually removed. Ultimately, the aim of removing scaffolding is to completely transfer the responsibility of carrying out a task to the pupil. As support decreases, pupil independence increases.
In your classes will be diverse groups of pupils. Different pupils might need scaffolding for different amounts of time. You may start off scaffolding for the majority of pupils, and then gradually remove scaffolds for some pupils. Pupils with SEND may require scaffolds for longer to help them to develop confidence and competence (EEF, 2021).
Not only should a scaffold be removed because a pupil has gained independence, it should also be removed so that pupils do not become over-reliant on them. You may have noticed that a scaffold which isn’t removed at the right time can limit pupils’ growth in skill and confidence. A scaffold that hasn’t been removed at the right moment can also add cognitive load if a pupil is still attempting to use it when they don’t need to (Kirschner et al., 2006; Kalyuga, 2007).
Knowing when to reduce and eventually remove scaffolding depends on your knowledge of the pupils. The scaffolding you decide to provide to pupils in your class will be as a direct result of the assessment that you carry out. In this sense, scaffolding is an adaptive teaching method.
Teaching metacognitive strategies to help pupils to work independently 
As well as removing scaffolding as pupils become more independent, you will recall that we can teach them metacognitive strategies to help them move towards independence. This is the case for all pupils. Teaching cognitive and metacognitive strategies is effective for supporting pupils with SEND (EEF, 2021). 
To be self-regulated, independent learners, your pupils need to: 
· learn how to plan, monitor and evaluate their work
· manage their actions, their time and their feelings
· overcome discomfort and difficulty
· reflect on their strengths and areas for development
· consider the strategies they will use to support themselves
Your time guiding pupils will have taught you that they need to be shown how to do these things. You’ll know that they will also need time to practise them, just as they would when learning any other content.
You may already have experience explicitly teaching pupils how to:
· plan how they will approach a task
· monitor how they are doing
· evaluate their performance at different points during a task
To do this successfully, you need to make metacognitive strategies simple, explicit and tangible for pupils, by:
· explicitly naming and explaining strategies
· modelling the use of strategies
· demonstrating when a strategy might be used
· providing pupils with opportunities to reflect on and monitor their strengths and areas of improvement in order to identify which metacognitive strategies might be most helpful for them
· making class work and homework challenging enough that pupils feel the need to develop and use metacognitive strategies, but not so difficult that they struggle to apply them
You might have noticed that pupils will not be able to apply the same metacognitive strategies in all subjects. You will need to teach them different strategies for different subjects. Metacognitive strategies should be taught by linking them to specific pieces of subject knowledge.
















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: R1]Reading 1: How effective are instructional explanations in example-based learning? A meta-analytic review
Jörg Wittwer and Alexander Renkl (2010)
This paper examines the role of instructional explanations in example-based learning, a method where learners study worked examples to understand concepts. The authors conducted a meta-analysis to evaluate the impact of adding instructional explanations to these examples. Worked examples generally include a problem, solution steps, and the final answer, and are especially beneficial for beginners. However, pupils often struggle to fully grasp the underlying principles without teacher guidance.
The meta-analysis revealed mixed results regarding the effectiveness of instructional explanations. While they can enhance learning, particularly in mathematics and when acquiring new knowledge, their benefits are inconsistent. In some cases, instructional explanations had no significant effect or even hindered learning, particularly for more advanced learners. Explanations that combined principles and operators or were paired with problem-solving did not show positive effects.
The paper concludes with three key findings: instructional explanations offer minimal intrinsic benefits, are more helpful for conceptual rather than procedural knowledge, and are not always superior to alternative methods like self-explanation. Overall, the research suggests that instructional explanations should be used selectively, depending on the learning goals. It highlights the need to balance providing support with encouraging active learner engagement.
Related ITTECF statements 



	[bookmark: R2]Reading 2: The effects of scaffolding in the classroom: support contingency and student independent working time in relation to student achievement, task effort and appreciation of support
Janneke van de Pol, Monique Volman, Frans Oort and Jos Beishuizen (2015)
This paper investigates cognitive scaffolding, which refers to the tailored support teachers provide to help pupils learn new knowledge and skills. Scaffolding enables pupils to complete tasks they could not manage independently. This support is both contingent, meaning it adjusts in real time to the pupil's level of understanding, and faded, gradually reducing as the pupil becomes more confident.
The study explored how the time and quality of scaffolding affects pupils' task effort and appreciation of the support. Thirty teachers were split into two groups: one receiving scaffolding training and one without training. Teachers in the scaffolding group adapted their support based on real-time assessments of pupil understanding during lessons with small group work. Teacher-pupil interactions were analysed for changes in the level of support.
Effective scaffolding involves on-the-spot adjustments, such as questioning, feedback, and linking to prior knowledge, allowing teachers to address misconceptions immediately. High contingency scaffolding is responsive to individual needs, while low contingency scaffolding is more generic and frequent.
The study found that highly contingent scaffolding, where support closely matches what pupils need, helped them achieve more, appreciate the support, and become more independent. In contrast, less contingent scaffolding, which is more general and frequent, kept pupils on task but did less to develop deep learning. This shows that teachers need to balance their scaffolding so that pupils are supported without becoming overwhelmed.
Related ITTECF statements 



	[bookmark: R3]Reading 3: Becoming a self-regulated learner: an overview 
Barry J. Zimmerman (2002)
This narrative review explores the significance of self-regulated learning, where pupils manage their learning independently by setting specific goals, monitoring progress, and applying effective strategies. Pupils with strong self-regulation are motivated, exhibit metacognitive awareness, and achieve higher academic outcomes. In contrast, those lacking self-regulation struggle with learning strategies, goal-setting, and time management. This can lead to low self-confidence and anxiety, especially during exam preparation.
Self-regulated learning involves self-generated thoughts, behaviours, and emotions aimed at achieving academic goals. It requires pupils to be proactive, aware of their abilities, and disciplined in applying strategies for improvement. These learners tend to achieve higher grades, have greater aspirations, and develop life-long learning skills, essential for future professional success.
The process of self-regulated learning occurs in three phases: goal-setting, strategy implementation, and reflection on progress. Underlying beliefs like self-awareness and task interest play a crucial role in the success of this learning approach.
Teachers play a critical role in fostering self-regulated learning by explicitly teaching goal-setting and self-reflection skills. They can also support pupils by modelling effective learning strategies, providing choices in tasks, and helping pupils track their skill development over time. Self-regulation is a skill developed gradually, not an innate ability.
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 planning and delivering. 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 in to what the underpinning evidence says.  
They will then put their plan into practice, making notes and reflecting on the impact then 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.

[bookmark: _Hlt161149832]Click here to return to the contents page.



[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 

	[bookmark: _Hlk152933698]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]Related ITTECF statements
Classroom practice 
Learn that…
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.
4.4. Guides, scaffolds and worked examples can help pupils apply new ideas, but should be gradually removed as pupil expertise increases.
4.5. Explicitly teaching pupils metacognitive strategies linked to subject knowledge, including how to plan, monitor and evaluate, supports independence and academic success. 
4.6. Questioning is an essential tool for teachers; questions can be used for many purposes, including to check pupils’ prior knowledge, assess understanding and break down problems.
4.7. High-quality classroom talk can support pupils to articulate key ideas, consolidate understanding and extend their vocabulary.
4.9. Paired and group activities can increase pupil success, but to work together effectively pupils need guidance, support and practice.
4.10. How pupils are grouped is also important; care should be taken to monitor the impact of groupings on pupil attainment, behaviour and motivation.
Learn how to…
Plan effective lessons, by: 
4.a. Using modelling, explanations and scaffolds, acknowledging that novices need more structure early in a domain.
4.b. Enabling critical thinking and problem solving by first teaching the necessary foundational content knowledge.
4.c. Removing scaffolding only when pupils are achieving a high degree of success in applying previously taught material.
4.d. Providing sufficient opportunity for pupils to consolidate and practise applying new knowledge and skills.
4.e. Breaking tasks down into constituent components when first setting up independent practice (e.g. using tasks that scaffold pupils through meta-cognitive and procedural processes). 
Learn how to…
Stimulate pupil thinking and check for understanding, by:
4.l. Planning activities around what you want pupils to think hard about.
4.m. Including a range of types of questions in class discussions to extend and challenge pupils (e.g. by modelling new vocabulary or asking pupils to justify answers).
4.n. Providing appropriate wait time between question and response where more developed responses are required.
4.o. Considering the factors that will support effective collaborative or paired work (e.g. familiarity with routines, whether pupils have the necessary prior knowledge and how pupils are grouped).
4.p. Providing scaffolds for pupil talk to increase the focus and rigour of dialogue.
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.
8.7. Engaging in high-quality professional development can help teachers improve.
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.
Learn how to…
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.
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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: R1actionsteps]Reading 1 - Possible action steps
Consider one of the following which draw on the work of Wittwer and Renkl (2010)
1. Provide clear, well-timed explanations that focus on the key idea before pupils examine a worked example
	EYFS
	Give a simple explanation of the idea you want children to learn, such as showing how to count objects one by one. Talk them through what they should look for before showing them an example.

	Primary
	Introduce the key concept with a short, focused explanation, such as how to identify a main clause. Highlight what pupils should notice when they look at the worked example next.

	Secondary
	Explain the central principle clearly before presenting the example, such as outlining the steps in a scientific method or a mathematical rule. Direct pupils to the exact features they should pay attention to.

	Specialist – SEND setting
	Use brief, highly structured explanations supported by visuals. Tell pupils exactly what the example will show and what they should focus on.

	Specialist – Alternative Provision setting
	Give a clear, direct explanation of the skill you are teaching, linking it to a real-life example where possible. Tell pupils what the worked example will help them understand.



2. Use thinking aloud and partially completed examples to show the reasoning process
	EYFS
	Think aloud while demonstrating a simple task, such as sorting shapes, and encourage children to finish the last part. Let them explain what they think the next step is.

	Primary
	Model a process by talking through your thinking, then present a partially completed example for pupils to finish. Ask them to explain how they knew what to do next.

	Secondary
	Walk pupils through a model answer or worked solution, narrating your reasoning step by step. Follow this with a partially completed example that pupils must complete using the same process.

	Specialist – SEND setting
	Break your thinking aloud into short, clear statements and present an example with only one or two missing steps. Guide pupils with prompts like ‘What should happen next?’

	Specialist – Alternative Provision setting
	Talk through your reasoning during a practical or written task, then give pupils an example where some steps are left out. Support them to identify and fill in the missing parts.



3. Match the level of explanation to pupils’ prior knowledge and fade support over time
	EYFS
	Give more guidance when a concept is new, then step back as children gain confidence. Let them attempt more of the task independently over time.

	Primary
	Provide detailed explanation at the start of a new topic, then gradually reduce prompts as pupils show understanding. Encourage pupils to explain their thinking rather than relying on yours.

	Secondary
	Adapt your explanation based on what pupils already know, giving more detail when needed and stepping back when pupils demonstrate security. Move from modelling to independent application.

	Specialist – SEND setting
	Start with clear, structured explanations and then reduce them slowly as pupils show progress. Use simple checks for understanding before removing support.

	Specialist – Alternative Provision setting
	Offer explicit explanation early on, especially for unfamiliar concepts, then fade support as pupils build confidence. Encourage them to reflect on how much help they still need.


[bookmark: R2actionsteps]Reading 2 - Possible action steps
Consider one of the following which draw on the work of Van de Pol, et al (2015)
1. Build in regular on-the-spot checks of pupil understanding to guide contingent support
· Question pupils during tasks to diagnose misconceptions.
· Listen closely to responses and use them to decide the next step.
· Provide extra explanation only when needed and hold back when pupils show security.
	EYFS
	Pause during play-based activities and ask children simple questions like ‘Show me how you’re doing this.’ Use their responses to decide whether to help, prompt, or observe.

	Primary
	Circulate during independent work and ask targeted questions to check understanding. Adjust your support immediately depending on whether pupils show confusion or confidence.

	Secondary
	Stop at key points in a task and ask pupils to explain their reasoning. Provide a brief scaffold if needed, or step back if they demonstrate secure understanding.

	Specialist – SEND setting
	Use visual prompts or short questions to check understanding. Offer immediate clarification or modelling when pupils appear unsure.

	Specialist – Alternative Provision setting
	Hold brief check-in conversations during tasks. Use what pupils say to decide whether to step in with guidance or encourage independence.



2. Practise adjusting the level of scaffolding during a task   
· Offer more detailed guidance when pupils are struggling.
· Reduce or remove support when pupils show signs of understanding.
· Aim to match the level of scaffolding to the pupil’s exact level of need.

	EYFS
	Give hands-on help when a child is stuck, then reduce support by encouraging them to try the next step on their own. Praise attempts at independence.

	Primary
	Provide worked steps when pupils are struggling, then gradually remove prompts as they progress. Encourage pupils to verbalise their next step.

	Secondary
	Offer a quick model or explanation when pupils hit a barrier, then withdraw support to let them continue. Use subtle prompts like ‘What could you try next?’

	Specialist – SEND setting
	Break tasks into small steps and offer close guidance at first. Reduce support gradually as the pupil shows signs of understanding, using visuals to maintain clarity.

	Specialist – Alternative Provision setting
	Start with more direct guidance, especially in practical tasks, then step back as pupils gain confidence. Reinforce independence with immediate positive feedback.



3. Fade scaffolding deliberately so pupils take more responsibility over time.
· Remove prompts, modelling or step-by-step guidance in stages.
· Encourage pupils to attempt more of the task independently.
· Ensure pupils are appropriately challenged while avoiding overload.
	EYFS
	Model a task once, then encourage children to have a go independently. Remove physical or verbal prompts as they become more confident.

	Primary
	Use sentence starters, frameworks or guided steps early in a topic, then remove these tools as pupils start to produce work without them.

	Secondary
	Shift from fully worked examples to partially completed examples and then independent tasks. Make it clear when you expect pupils to attempt work without prompts.

	Specialist – SEND setting
	Gradually reduce visual cues or step-by-step guides as pupils become more confident. Encourage pupils to say what they can do without help.

	Specialist – Alternative Provision setting
	Begin with clear structure and high support, then reduce instructions as pupils demonstrate independence. Encourage them to choose strategies they can manage on their own.



[bookmark: R3actionsteps]Reading 3 - Possible action steps
Consider one of the following which draw on the work of Zimmerman (2002). 
1. Build routine opportunities for pupils to plan, monitor and evaluate their learning
	EYFS
	Prompt children to choose a learning activity and say what they plan to do, then revisit their choice at the end and ask what they achieved. Encourage simple language such as ‘I want to…’ and ‘I did…’.

	Primary
	Ask pupils to set a quick learning goal at the start of an activity and use a simple midpoint check to see if they are on track. End the task by asking them to evaluate what worked well and what they would change.

	Secondary
	Begin tasks with a short written goal and build in brief ‘stop and check’ moments where pupils judge their progress. End with a reflection task where pupils identify strengths and next steps.

	Specialist – SEND setting
	Provide structured prompts or sentence starters to help pupils set a clear goal, then use visual check-ins (such as traffic-light cards) to monitor understanding. End with a supported reflection using a checklist or key questions.

	Specialist – Alternative Provision setting
	Start with a shared goal-setting conversation and revisit progress midway through the task. Support pupils to evaluate success using simple, personalised criteria linked to their interests and needs.



2. Model self-regulated learning explicitly and frequently 

	EYFS
	Think aloud as you show children how you choose resources and solve small problems, such as building a tower or drawing a picture. Highlight steps like ‘First I… then I…’.

	Primary
	Model how you approach a task by verbalising your thinking, such as choosing a reading strategy or planning a paragraph. Explain why you switch strategies if something isn’t working.

	Secondary
	Demonstrate your thought process when tackling complex tasks, such as analysing a source or solving an equation. Show pupils how you check your progress and adjust your strategy.

	Specialist – SEND setting
	Break your model into clear, small steps and verbalise each one. Point to visual prompts or key words to reinforce your thinking process.

	Specialist – Alternative Provision setting
	Model decision-making by talking through real-life scenarios linked to pupils’ interests. Explain how you check whether your choice is working and what you do if it isn’t.



3. Use clear success criteria and checklists so pupils can judge their progress
	EYFS
	Create simple visual success criteria (pictures or symbols) and guide children to check their work against them. Celebrate when they tick something off independently.

	Primary
	Provide a short checklist for tasks such as writing, problem-solving or practical work. Ask pupils to check each step as they go and then self-assess at the end.

	Secondary
	Share success criteria at the start of the lesson and direct pupils to use them during independent work. Build in time for pupils to check their work against the criteria before submitting it.

	Specialist – SEND setting
	Use highly structured, accessible checklists with visuals or reduced steps. Prompt pupils to check their progress at key points using ‘Now, next, then’ prompts or traffic-light systems.

	Specialist – Alternative Provision setting
	Create personalised success criteria that relate to pupils’ goals, whether academic, practical or behavioural. Encourage pupils to use the checklist to track what they’ve achieved during the session.
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Appendix 2: Levelling up your action step
Reading 1 – Extending your action step
· Design opportunities for pupils to compare and evaluate multiple worked examples, using your explanation to draw out similarities, differences and underlying principles.
This requires you to craft explanations that move beyond the basics and help pupils notice patterns, misunderstandings and alternative approaches. It supports deeper conceptual understanding and encourages pupils to analyse the quality of different methods, rather than simply following one model.
Reading 2 – Extending your action step
· Teach pupils to recognise when they no longer need a scaffold and support them to remove or adapt it themselves.
This shifts responsibility from teacher to pupil by helping them identify when they are ready to work with fewer prompts, models or steps. It deepens metacognition, encourages independence, and mirrors the decision-making processes of expert learners.
Reading 3 – Extending your action step
· Guide pupils to co-construct or refine success criteria and checklists so they begin to internalise what high-quality work looks like and apply it independently.
This moves beyond pupils using teacher-provided criteria and encourages them to think critically about the features of strong work. It supports deeper metacognition, strengthens ownership of learning, and mirrors the reflective habits of mature learners.
Click here to return to the contents page.
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[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.
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