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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 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

	[bookmark: Content]Content
	Page

	Section 1: Review of ECT materials 
	Page 3

	Section 2: Overview of the Personal Professional Development Cycle 
	Page 11

	Section 3: Preparing for your mentoring meetings 
	Page 13

	Further reading and references
	Page 16

	Related ITTECF statements
	Page 18

	Appendix 1: Suggested action steps
	Page 21

	Appendix 2: Levelling up your action step
	Page 28

	Appendix 3: Observation and feedback model - Year 2
	Page 29


ECT Programme Year 2 Mentor Materials: Behaviour and relationships
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Section 1: Review of ECT materials 
1. Recapping the evidence from Year 1
[bookmark: SecureSubjectKnowledge]Defining ‘secure subject knowledge’ 
You will by now understand the need for teachers to have ‘secure subject knowledge’. Teachers must understand their subjects well, as they cannot help pupils learn material they themselves do not grasp (Ball, 1991). This includes deep knowledge of the content, the key ideas within the subject, and the ‘most efficient ways’ of thinking in the discipline (Coe et al., 2014).
Pedagogical content knowledge 
Secure subject knowledge refers to more than the content of the curriculum.  Secure subject knowledge also incorporates what we call pedagogical content knowledge. You will recall that pedagogical content knowledge is the understanding of how to teach specific ideas effectively. This will be reviewed in more depth for Reading 1.
Explicit teaching of skills is important
With subject knowledge already in place, the next step is considering how to share it in ways that ensure pupils learn it.
Explicit instruction is a cornerstone of effective teaching, particularly when developing pupils’ skills across various subjects. Many skills that might be assumed to develop naturally in pupils actually require deliberate and direct teaching. This is especially true for pupils with lower prior attainment, who may benefit even more from explicit instruction (EEF, 2022). 
You will remember that key skills for learning, such as metacognition and self-regulation, need to be taught within the context of a specific subject, rather than regarding them as generic abilities (EEF, 2021). This involves the teacher clearly modelling their own thinking processes to help pupils develop both metacognitive and cognitive skills, often using worked examples to make their thought processes explicit (EEF, 2022). 
Let’s review what we mean by explicit instruction?
Explicit instruction includes: 
· teaching skills and concepts in small steps; 
· using examples and non-examples;
· using clear and unambiguous language;
· anticipating and planning for common misconceptions; and
· highlighting essential content and removing distracting information (EEF, 2021).
You may be familiar with some of these and even already be using them in your teaching. 
Subject specific explicit instruction 
A good curriculum focuses on the knowledge and skills pupils need to succeed within a particular subject discipline. This requires explicitly introducing pupils to the skills and metacognitive strategies that experts within each subject discipline use (Kirschner et al., 2006). 
Whilst specific skills being taught might vary according to the subject, effective explicit instruction normally starts with a teacher explanation followed by opportunities for guided pupil practice before progressing to independent practice (EEF, 2021).  
Whilst explicit instruction benefits all pupils, it is especially beneficial for pupils with SEN (EEF, 2021). However, teachers should consider the individual needs of their pupils and how these strategies need to be tailored in order to be responsive to need (EEF, 2021 p.27). 
What do we mean by ‘foundational knowledge’?
Subject disciplines have foundational knowledge that underpins further learning. Let’s return to this diagram from Year 1 that illustrates the range of components that make up foundational knowledge: 
[image: Image shows a blue circle at the centre bottom of the image with the words 'foundational knowledge' on. Around it are seven boxes each with an arrow pointing at the circle. Each box has a different word on representing different components of foundational knowledge. The words are facts, ideas, principles, methods, skills, vocabulary and ways of thinking. ]
Mastering foundational knowledge before you move pupils on
A well-designed curriculum will consider its sequence in depth, taking into consideration the cognitive principles that underpin how pupils learn. We know that pupils learn new ideas in relation to ideas they already know (Deans for Impact, 2015). This enables them to develop increasingly complex mental models and allows knowledge to cumulatively build over time, supporting the development of schema. You may recall that a schema is a pattern of thought that organises categories of information, and the links between them (EEF, 2025). 
Harlen and James (1997) suggest that when planning and sequencing pupils' learning, we should ensure it: 
· progressively develops in terms of ‘big ideas’ within a subject or discipline; 
· is constructed on the basis of prior knowledge and previous teaching; 
· provides opportunities to apply knowledge in contexts other than those in which it was originally taught; and 
· is owned by the pupil and becomes a fundamental part of the way they understand the world - not simply knowledge that may be memorised for recall in examinations and subsequently forgotten.
Whilst this research is almost 30 years old, the underpinning principles are still relevant and can be used to inform curriculum planning. 
[bookmark: AnticipatingMisconceptions]Anticipating misconceptions
You will recall that misconceptions are beliefs which conflict with what is to be learned, rather than errors or knowledge gaps (Chi, 2009). For pupils, the most important common misconceptions to anticipate are the ones which relate to foundational concepts. This is because misconceptions can be difficult to shift but doing so can lead to big gains in learning, particularly for threshold concepts (EEF, 2021).
How prior learning can lead to misconceptions 
All of us have ‘preconceptions’ which come from our own lived experiences and prior learning (EEF, 2022, p. 10) and it is the role of the teacher to know which one’s pupils are more likely to have (EEF, 2022, p. 10). We will look at this in greater detail later.  
You’ll be familiar with how important prior learning is to ensure pupils master key concepts and skills but prior learning can also cause pupils to have misconceptions EEF, 2022, p10). You may even have experienced this in your own classroom. 
However, some research suggests that prior learning isn’t always an indication that pupils will learn new things well (Simonsmeier et al., 2022). In fact, it can even hinder new learning where the knowledge conflicts with deeply rooted preconceptions (Simonsmeieir et al., 2022). This apparent conflict of ideas can be better understood when we understand that misconceptions come in varied forms. 
 Why is it important to anticipate misconceptions?
Reviews of different research that underpins the most effective teaching concludes that ‘as well as a strong understanding of the material being taught, teachers must also understand the ways students think about the content, be able to evaluate the thinking behind students’ own methods and identify students’ common misconceptions.’ (Coe et al., 2014, page 2).  
You will probably already have experienced in your own teaching that pupils’ preconceived notions and alternative conceptions shape how they respond to new learning, and that recognising these helps you tailor instruction more effectively. By addressing misconceptions directly, teachers can help pupils to develop a more accurate understanding of key concepts by planning their instruction to address them early in the sequence of teaching. 
Some of the strategies you may have already used to address misconceptions include: 
· explicitly addressing misconceptions through your explanation; this could include the use of analogies, demonstrations, illustrations and worked examples;  
· providing evidence that might conflict with their thinking; and 
· provide activities to support them to restructure their thinking; for example, the use of manipulatives in maths, reviewing historical sources or conducting fair tests in science. 
Changing deeply embedded misconceptions may not happen immediately, and this may require revisiting concepts to move pupils’ thinking on and correct it, however this is crucial in terms of moving learning on (EEF, 2022). 
Challenging misconceptions develops critical thinking 
Encouraging pupils to recognise and challenge misconceptions can also foster pupils to think more deeply (EEF, 2022). By engaging in discussions and activities that address misconceptions, pupils can begin to learn to evaluate evidence, revise their thinking, and develop a deeper understanding of specific key concepts. 
[bookmark: DevelopingCriticalThinking]Developing pupils’ critical thinking 
You may recall that having secure knowledge about a subject is a precursor to thinking critically about that subject. In fact, it’s not effective to focus on critical thinking skills unless pupils understand the material they are being asked to think about (Facione, 1990; Willingham, 2002).   
However, there is some debate as to whether critical thinking skills are particular to a subject discipline or whether it is like a ‘toolkit’ with a set of broad skills that can be applied across multiple domains (Heard et al., 2020). It is worth returning to Daniel Willingham who argues that teaching critical thinking through subject content aims to help pupils apply those skills more widely (Willingham, 2019). Furthermore, he highlights the value of explicitly teaching critical thinking skills from an early age to better equip pupils to navigate a world in which artificial intelligence (AI) and other technologies are increasingly prevalent (Willingham, 2019, p.3). 
Willingham suggests that teachers should select the priority skills to teach pupils, highlighting that the 13 years that pupils are in education is not sufficient to cover them all (Willingham, 2019, p. 12). This is likely to vary between different contexts and phases and even within subjects and should be tailored to meet individual needs.  
Willingham shares a four-step plan to teach critical thinking. These can be considered as questions that a teacher could ask themselves: 
· What are the critical thinking skills specific to my particular subject discipline?  
· What subject matter knowledge is essential to the type of thinking I want my pupils to do? 
· How should I sequence the learning to ensure pupils can develop their thinking skills by building on what they already know?
· How and when will the curriculum provide opportunities for pupils to revisit these skills?
(Adapted from Willingham, 2019)
The difficulty of transferring knowledge 
When thinking about supporting pupils to build increasingly complex mental models, it is important to remember that pupils are likely to struggle to transfer what has been learnt in one discipline to a new or unfamiliar context (Willingham, 2019). You will explore transfer in more detail when you look at Reading 3. 
Willingham suggests that one cause could be pupils’ inability to see a new problem and recognise how it links to ones they have previously solved (Willingham, 2019). In other words, pupils look only at the surface-level problem in front of them, rather than the deeper structure they may have experienced before. 




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: Ask the Cognitive Scientist.  Inflexible Knowledge: the first step to expertise 
Daniel T Willingham (2002)
Willingham distinguishes between three types of knowledge: rote, inflexible, and flexible. Rote knowledge involves memorising facts without understanding their meaning, akin to reciting words without context. Inflexible knowledge refers to understanding concepts in a narrow context, where students can apply knowledge only within the specific scenario in which it was learned. This type of knowledge, though limited, is foundational and essential for developing expertise. Flexible knowledge, by contrast, allows students to apply concepts to new and varied situations, indicating a deeper understanding. Willingham emphasises that while rote learning is inadequate for complex problem-solving, inflexible knowledge is a necessary step toward expertise. Over time, through exposure to increasingly challenging problems and making connections between them, students develop flexible knowledge. Teachers and educators can foster this progression by using diverse examples, encouraging deeper thinking, and gradually increasing the complexity of problems to help students build a robust, flexible understanding of concepts.​
Related ITTECF statements 



	[bookmark: R2]Reading 2: Belief in Corrective Feedback for Common Misconceptions: Implications for Knowledge Revision 
Patrick R. Rich, Mariëtte H. Van Loon, John Dunlosky, and Maria S. Zaragoza (2017)
Rich et al. explore how to address misconceptions in the classroom, focusing on the effectiveness of corrective feedback and explanations. Misconceptions are common incorrect beliefs about how the world works. Teachers often try to correct these by either simply stating that a belief is wrong or by providing explanations that clarify why it is wrong. Research by Rich et al. (2017) examined whether giving these explanations, or ‘refutations’ (short statements that directly challenge a misconception and explain why it is incorrect) improves pupils' ability to correct their misconceptions and how much this depends on their willingness to believe the feedback.
In their study, university students answered true–false questions based on common misconceptions and then received corrective feedback: some were simply told whether they were right or wrong, while others were given explanations. A week later, those who received explanations performed better, particularly when they accepted the feedback, as the explanations increased this acceptance. The findings suggest that misconceptions are corrected more effectively when feedback includes clear explanations that help pupils understand why their original belief was incorrect.
Related ITTECF statements 



	[bookmark: R3]Reading 3: How to teach critical thinking  
Daniel T Willingham (2019)
In his paper, Professor Daniel Willingham examines the research on effectively teaching critical thinking in schools. He emphasises the universal importance of critical thinking for a free society, defining it as ‘successful thinking’. Willingham explores whether critical thinking can be taught as a general skill, noting that while there are some examples of success, they are not from schools, particularly not in the UK. 
The concept of ‘transfer’ (the ability to apply critical thinking learned in one context to another) is crucial but has shown mixed results. A 2018 meta-analysis found that such transfer is more likely within related disciplines (e.g., mathematics and computing) but less so in unrelated fields.
Willingham argues that critical thinking is domain-specific, meaning that skills in one subject may not easily transfer to another because pupils often focus on the surface structure (the obvious, context-specific features of a task) rather than the deep structure (the underlying principle needed to solve it). However, with sufficient practice, students can learn to identify deep structures, making critical thinking more applicable across contexts.
Willingham concludes that while there is limited evidence for teaching general critical thinking skills, specific skills within subject domains can be effectively taught. He advocates for explicit instruction in critical thinking, tailored to different subjects. He also stresses that critical thinking should be taught to all pupils, starting with age-appropriate methods and extending across all ability levels.
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 subject and curriculum. Prior to this meeting, your ECT should have completed the first part of their self-study. This includes the 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
Demonstrate good subject and curriculum knowledge
Learn that…
3.1. A school’s curriculum enables it to set out its vision for the knowledge, skills and values that its pupils will learn, encompassing the National Curriculum within a coherent wider vision for successful learning.
3.2. Secure subject knowledge helps teachers to motivate pupils and teach effectively.
3.3. Ensuring pupils master foundational concepts and knowledge before moving on is likely to build pupils’ confidence and help them succeed.
3.5. Explicitly teaching pupils the knowledge and skills they need to succeed within particular subject areas is beneficial.
3.6. In order for pupils to think critically, they must have a secure understanding of knowledge within the subject area they are being asked to think critically about.
3.7. In all subject areas, pupils learn new ideas by linking those ideas to existing knowledge, organising this knowledge into increasingly complex mental models (or “schemata”); carefully sequencing teaching to facilitate this process is important.
3.8. Pupils are likely to struggle to transfer what has been learnt in one discipline to a new or unfamiliar context.
3.11. Pupils’ positive dispositions and attitudes towards mathematics are associated with positive outcomes on learning.
3.12. Pupils' oral language skills can be supported by teaching new words and how to use and understand words within sentences or longer texts. This can help to address speech and language difficulties, especially for children in their early school years.
Learn how to…
Deliver a carefully sequenced and coherent curriculum, by:
3.a. Identifying essential concepts, knowledge, skills and principles of the subject and providing opportunity for all pupils to learn and master these critical components.
3.b. Ensuring pupils’ thinking is focused on key ideas within the subject.
3.e. Being aware of common misconceptions and discussing with experienced colleagues how to help pupils master important concepts.
Support pupils to build increasingly complex mental models, by:
3.g. Balancing exposition, repetition, practice of critical skills and knowledge.
3.h. Revisiting the big ideas of the subject over time and teaching key concepts through a range of examples.
3.i. Drawing explicit links between new content and the core concepts and principles in the subject.
Develop fluency, by:
3.j. Providing tasks that support pupils to learn key ideas securely (for example: quizzing pupils so they develop fluency with times tables).
3.k. Using retrieval and spaced practice to build automatic recall and application of key knowledge.
Help pupils apply knowledge and skills to other contexts, by:
3.l. Ensuring pupils have relevant domain-specific knowledge, especially when being asked to think critically within a subject.
3.m. Interleaving concrete and abstract examples, slowly withdrawing concrete examples and drawing attention to the underlying structure of problems.
Develop pupils’ literacy, by:
3.p. Teaching unfamiliar vocabulary explicitly and planning for pupils to be repeatedly exposed to high-utility and high-frequency vocabulary in what is taught.
Fulfil wider professional responsibilities
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:
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.
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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 Willingham (2002)
1. Plan to incorporate a range of examples and non-examples in your exposition to support pupils develop their understanding of abstract concepts and improve their flexible knowledge.
	EYFS
	Use concrete objects to show examples and non-examples, such as grouping shapes that are circles and shapes that are not circles.
Model sorting with clear verbal explanations: ‘This belongs because… This does not because…’.

	Primary
	Show multiple examples of a concept (e.g., fractions) and contrast them with non-examples to help pupils see what the idea is and is not.
Use visual representations and brief comparisons to highlight the underlying rule.

	Secondary
	Present varied examples of a concept from the subject domain and contrast them with non-examples to draw attention to the deep structure.
Explain explicitly why each example fits the concept and why each non-example does not.

	Specialist – SEND setting
	Use scaffolded, step-by-step comparison activities that contrast one clear example with one clear non-example.
Revisit these comparisons in short cycles to reinforce the underlying idea.

	Specialist – Alternative Provision setting
	Select real-world, relatable examples and non-examples to make abstract ideas more concrete.
Break down the comparison into small, manageable steps and reinforce the core idea through discussion.



2. Use targeted questioning to promote flexible knowledge by planning a series of questions designed to challenge pupils’ understanding of concepts.
	EYFS
	Ask simple, guided questions such as ‘Which one is the same?’ or ‘Why does this not belong here?’
Prompt children to explain their choices using short, supported sentences.

	Primary
	Plan questions that encourage pupils to reason, such as ‘How do you know?’ and ‘Can you think of another example?’
Use follow-up questions to push pupils to connect ideas across tasks.

	Secondary
	Sequence questions that require pupils to compare, justify, and apply concepts in new contexts.
Use prompts like ‘What makes this similar to yesterday’s example?’ to activate deep structure thinking.

	Specialist – SEND setting
	Use short, direct questions supported by visual cues, such as ‘Show me another one that works.’
Provide sentence starters to help pupils articulate their reasoning.

	Specialist – Alternative Provision setting
	Use practical, context-based questions such as ‘Where would you use this in real life?’
Encourage pupils to explain their thinking step by step, reinforcing confidence and clarity.



3. Build strong factual knowledge by planning opportunities for pupils to revisit key concepts at increasing levels of difficulty.
	EYFS
	Revisit core ideas (e.g., number, shape) through repeated play-based activities that gradually add small challenges.
Use familiar routines to strengthen recall, such as daily counting or shape hunts.

	Primary
	Plan spaced reviews of key content, increasing complexity each time—for example, moving from identifying fractions to comparing and applying them.
Include quick retrieval tasks to reinforce foundational knowledge.

	Secondary
	Design retrieval practice that revisits essential knowledge before moving into more demanding applications.
Increase challenge over time by requiring pupils to apply facts to unfamiliar problems.

	Specialist – SEND setting
	Use short, frequent review sessions that return to essential facts with incremental complexity.
Provide structured prompts and visuals to support memory and reduce cognitive load.

	Specialist – Alternative Provision setting
	Revisit key concepts through practical tasks that gradually increase challenge, linking knowledge to real-life contexts.
Use personalised check-ins to reinforce recall and track small steps of progress.



[bookmark: R2actionsteps]Reading 2 - Possible action steps
Consider one of the following which draw on the work of Rich et al. (2017)
1. Develop your subject and pedagogical content knowledge to help you better anticipate and address misconceptions.
	EYFS
	Secure your understanding of early developmental progressions so you can anticipate misconceptions, such as confusing size with quantity.
Use this knowledge to plan activities that reveal how children typically think at this stage.

	Primary
	Strengthen your grasp of key concepts (e.g., place value, grammar rules) and common misconceptions linked to them.
Use this knowledge to pre-empt errors and prepare clear explanations.

	Secondary
	Deepen your understanding of the subject’s core ideas and where pupils commonly go wrong, such as confusing correlation with causation in science or misinterpreting source reliability in history.
Use this insight to structure teaching that proactively addresses likely misconceptions.

	Specialist – SEND setting
	Develop strong understanding of the key concepts and the specific misconceptions your learners commonly show.
Use this knowledge to tailor explanations and scaffolded tasks that meet pupils’ needs.

	Specialist – Alternative Provision setting
	Strengthen knowledge of the fundamental concepts pupils often struggle with due to gaps in prior learning.
Use this understanding to build targeted learning sequences that directly address these gaps.



2. Use your subject and pedagogical content knowledge to plan formative assessment strategies in your lessons to help identify common misconceptions as they arise.
	EYFS
	Plan simple observational checks, such as asking children to sort objects, to see whether they understand categories or quantities.
Use quick prompts to reveal emerging misunderstandings.

	Primary
	Design hinge questions or mini-tasks that reveal whether pupils grasp key ideas, such as identifying misconceptions in maths methods or grammar choices.
Use immediate responses to adjust teaching.

	Secondary
	Integrate low-stakes quizzes, diagnostic questions, or short analytical tasks that expose common misconceptions.
Use pupils’ answers to refine explanations and reteach concepts where needed.

	Specialist – SEND setting
	Plan highly structured checks, such as matching tasks or guided oral questions, to uncover misunderstandings in small steps.
Respond with targeted support based on what pupils show.

	Specialist – Alternative Provision setting
	Use short, practical, context-based checks—such as applying a concept to a real-life scenario—to reveal gaps in understanding.
Adapt teaching on the spot in response to what pupils demonstrate.


3. Script an explanation for a common misconception you have identified as being likely to occur.
	EYFS
	Prepare a clear, simple explanation for misconceptions such as confusing ‘big’ with ‘more’.
Use concrete objects and repetition to clarify the idea.

	Primary
	Write a brief, precise script addressing a frequent misconception, such as misunderstanding the value of digits in larger numbers or misidentifying verbs.
Use this script during modelling to ensure clarity and accuracy.

	Secondary
	Prepare a concise explanation that tackles a subject-specific misconception, such as confusing energy with force or misreading metaphor as literal meaning.
Use your script to model expert thinking and address the misconception directly.

	Specialist – SEND setting
	Script a step-by-step explanation with visuals for misconceptions your pupils often hold.
Use simple language and repeat key points to reinforce understanding.

	Specialist – Alternative Provision setting
	Prepare a practical, relatable explanation for misconceptions, linking the concept to everyday experience (e.g., confusing cause and effect in behaviour or science).
Deliver it in short, accessible steps to maximise clarity.



[bookmark: R3actionsteps]Reading 3 - Possible action steps
Consider one of the following which draw on the work of Willingham (2019). 
1. Identify critical thinking skills specific to your subject or phase.
	EYFS
	Identify early thinking skills such as comparing, sorting, and noticing patterns that underpin later subject learning.
Plan activities that nurture these skills through play and simple talk prompts.

	Primary
	Identify the core critical thinking skills your subject requires, such as evaluating evidence in history or spotting patterns in maths.
Map these skills onto your unit plans so pupils encounter them frequently.

	Secondary
	List the discipline-specific critical thinking skills essential to your subject, such as analysing source reliability in humanities or critiquing methodology in science.
Make these skills explicit in your lesson objectives and modelling.

	Specialist – SEND setting
	Break down subject-specific thinking skills into clear, manageable steps, such as identifying key information or making simple inferences.
Plan tasks that allow pupils to practise these steps with high support.

	Specialist – Alternative Provision setting
	Identify practical, real-world thinking skills linked to your subject, such as assessing risk in vocational tasks or evaluating options in PSHE.
Design activities that let pupils apply these skills in meaningful, authentic contexts.



2. Teach critical thinking within subject domains, not as a standalone skill.

	EYFS
	Plan activities that introduce thinking skills within familiar themes, such as asking children to compare two stories to decide which character is being kind.
Model simple reasoning using concrete examples.

	Primary
	Teach critical thinking through subject content by modelling skills such as evaluating evidence in history or identifying patterns in maths.
Give pupils structured tasks that let them apply these skills directly within the topic.

	Secondary
	Embed critical thinking in your subject by explicitly teaching discipline-specific strategies, such as analysing source reliability in history or evaluating experimental design in science.
Model expert thinking and provide scaffolded practice.

	Specialist – SEND setting
	Teach critical thinking through small, clearly structured tasks anchored in concrete subject content.
Model the strategy step by step and use visuals to support understanding.

	Specialist – Alternative Provision setting
	Use practical, real-life subject tasks to develop critical thinking, such as evaluating safety choices in a vocational lesson.
Break the reasoning steps down and model how to apply them.



3. Use problem comparison and explicit modelling to help pupils recognise deep structures.
	EYFS
	Show children two simple tasks, such as sorting animals by size and sorting objects by colour, and model noticing what is the same and different.
Use clear language like ‘These look different, but we sort them in the same way.’

	Primary
	Present two worked examples with different surface features but the same underlying idea (e.g., two different fraction problems).
Model how to spot the shared structure and ask pupils to explain the similarity.

	Secondary
	Use problem comparison tasks where pupils examine two solutions with the same deep structure and discuss how the method applies to a new problem.
Model your thought process aloud to reveal how you identify underlying principles.

	Specialist – SEND setting
	Use scaffolded comparison tasks with one clear example and one simplified non-example.
Model the reasoning slowly and use visuals to highlight the deep structure.

	Specialist – Alternative Provision setting
	Provide paired real-world scenarios that require the same underlying reasoning (e.g., budgeting for food vs budgeting for transport).
Model how the same thinking applies across both contexts.


Click here to return to the contents page.


[bookmark: Appendix2]Appendix 2: Levelling up your action step
Reading 1 – Extending your action step
· Develop an adaptive questioning routine that responds in real time to pupils’ thinking, using follow-up questions that probe deep structure rather than surface features.
· This might involve flexibly adjusting questions based on misconceptions that emerge, prompting pupils to justify reasoning, compare methods, and apply ideas in unfamiliar contexts. Over time, this creates a responsive dialogue that mirrors expert classroom talk.
Reading 2 – Extending your action step
· Extend your scripted explanation by planning multiple representations of the concept (visual, verbal, concrete, and abstract) so you can switch approaches if pupils do not grasp the initial explanation.
· This may include preparing alternative analogies, contrasting cases, or worked examples that help pupils connect the correct conception to existing schema. Expert teachers seamlessly select and adapt these representations during instruction.
Reading 3 – Extending your action step
· Map each critical thinking skill to specific subject/phase tasks and design opportunities for pupils to transfer these skills across different topics within the domain.
· This might involve creating comparison tasks, modelling how the skill looks in varied contexts, or tracking how pupils’ use of the skill develops over time. Mature practice involves cultivating a classroom culture where these skills are named, revisited, and gradually internalised by pupils.
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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