

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




How to use these materials
In the second year of the Early Career Teacher (ECT) programme, as a mentor, you continue to play a pivotal role in guiding your ECT towards self-directed professional growth. 
This optional material for mentors has 3 sections. They include: 
· Section 1: Review of ECT materials 
1. Recapping the theory 
2. Summary of research papers and suggested action steps
· Section 2: Overview of the half-termly programme structure using the Personal Professional Development Cycle
· Section 3: Step by step guidance to plan and complete your fortnightly meetings with your ECT
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[bookmark: RevisitingBehaviourandHighExpectations]

[bookmark: Section1]Section 1: Review of ECT materials 
1. [bookmark: Applying]Recapping the theory
[bookmark: Pupilslearnatdiffrates]Pupils learn at different rates
· Pupils learn at different rates for a range of reasons and may need different forms of support at different times.
· Teachers need to continually adapt their teaching in response to pupils’ needs (Hattie, 2009).
· Research shows that pupils do not all progress in the same way and may require different levels of support to meet high expectations (Eaton, 2022).
[bookmark: wrokingwithSENCO]Working with the SENCO and specialist colleagues
· Collaboration with SENCOs, teaching assistants (TAs), pastoral teams, and external specialists is crucial in identifying and addressing pupils' needs effectively (DfE, 2021). 
· Research consistently highlights that interventions are most effective when they are closely linked to whole-class teaching, ensuring that additional support reinforces mainstream learning rather than operating in isolation (Davis et al., 2004; EEF, 2025). 
· The SEND Code of Practice (DfE, 2015) reinforces this, emphasising that teachers should actively engage with specialist colleagues to ensure that pupils receive the right support.
[bookmark: SupportingSEND]Supporting pupils with SEND through structured teaching and collaboration
· Pupils with SEND may require additional or adapted support to access learning effectively.
· Working closely with SENCOs, colleagues, parents and carers helps teachers understand pupils’ barriers to learning and identify appropriate strategies (DfE, 2021).
· A review by Davies et al. (2004) indicates that effective support for pupils with SEND is underpinned by inclusive, structured classroom teaching that promotes independence, rather than reliance on separate interventions alone.
[bookmark: CreatingInclusiveEnviron]Creating an inclusive learning environment 
· [bookmark: ATech]Inclusive teaching supports pupils with special educational needs and disabilities to learn alongside their peers.
· Research shows that well supported inclusion benefits all pupils (Cullen et al., 2020).
· Pupils without SEND can also benefit academically from inclusive classrooms.
· Evidence suggests small but positive gains for pupils without SEND when learning in inclusive settings (Szumski, Smogorzewska & Karwowski, 2017).
· In Year 1, you also explored how to use flexible grouping effectively to meet the needs of all pupils, while monitoring its impact and adapting grouping arrangements where necessary to ensure they continue to support learning.
Using assistive technology (AT) to support pupil learning
· Technology can support pupils with SEND to access learning and develop independence.
· When used thoughtfully, it can remove barriers without lowering expectations (EEF, 2019).
· Tools such as text-to-speech, speech-to-text and visual supports can help pupils process information, communicate more effectively and remain involved in learning (House of Lords Library, 2023).
2. Summary of research papers 
[bookmark: Readinglist]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
	Reading 4



	[bookmark: Reading1]Reading 1: Communication and interaction in Teaching Strategies and Approaches for Pupils with Special Educational Needs: A Scoping Study
Davis et al (2004)
This review explores communication and interaction needs in children and effective strategies to support them. It highlights that these needs can present in various ways, including delayed speech development, non-verbal communication and difficulties understanding instructions or social cues. 
The paper identifies three primary causes: Speech Language and Communication Needs (SLCN), profound learning difficulties, and Autistic Spectrum Disorder (ASD). SLCN involves difficulties in expressing oneself despite typical physical and sensory development. Children with profound learning difficulties communicate at a level significantly below their age, often using non-verbal or assisted methods. ASD encompasses a range of developmental disorders affecting communication and social interaction.
Early identification is crucial for effective intervention. Support strategies include visual aids, explicit language instruction, collaboration between parents, families, and professionals, and targeted interventions tailored to individual needs. For children with profound difficulties, ‘objects of reference’ and sensory-based approaches have shown to be beneficial.   
Related ITTECF statements



	[bookmark: Reading2]Reading 2: Cognition and learning in Teaching Strategies and Approaches for Pupils with Special Educational Needs: A Scoping Study
Davis et al (2004)
This review explores cognition and learning needs in children, focusing on those with low attainment or mild to moderate learning difficulties in the UK. Studies show that combining various teaching approaches, rather than relying on a single method, is crucial to meet these children's complex needs. Effective strategies include combining explicit teaching with problem-solving in subjects such as maths and science, and using a range of structured techniques tailored to individual needs. When it comes to reading, whilst children with learning difficulties may not require entirely different approaches, they may need more intensive support, repetitive learning, and some metacognitive development. 
Teacher training is vital to provide responsive teaching and ongoing assessment. Combining procedural tools, like writing frames, with higher-order questioning is also shown to be beneficial. Research suggests the need for more inclusive schools that promote self-management and self-determination in pupils. The research suggests that home-school collaborations are also crucial, particularly in early years and for literacy development. 
Related ITTECF statements



	[bookmark: Reading3]Reading 3: Behavioural, emotional and social development in Teaching Strategies and Approaches for Pupils with Special Educational Needs: A Scoping Study
Davis et al (2004)
This review examines behavioural, emotional, and social needs in children, primarily categorised as Social, Emotional, and Behavioural Disorders (SEBD) or Attention Deficit Hyperactivity Disorder (ADHD). Children with SEBD may exhibit behaviours like disruptive actions, phobias, withdrawal, and depression, potentially leading to severe consequences such as substance abuse and self-harm. ADHD is characterised by inattention, hyperactivity, and impulsivity, often managed with medication.
The paper explores various theoretical perspectives for understanding these needs. Various behavioural models emphasise adapting behaviour through reinforcement and punishment whilst cognitive-behavioural models suggest individuals can self-regulate behaviour through reflection and internal speech. There is also exploration of systemic models, which focus on modifying the environment to change behaviour.
Finally, the paper highlights several promising strategies, including peer interventions, cognitive behavioural approaches to support self regulation, behavioural strategies to improve on task behaviour, and multimodal approaches that combine methods and involve parents.
Related ITTECF statements



	[bookmark: Reading4]Reading 4: Sensory and or physical needs in Teaching Strategies and Approaches for Pupils with Special Educational Needs: A Scoping Study
Davis et al (2004)
This review examines teaching strategies for children with sensory and or physical needs in England and Wales. These needs include visual impairments (VI), hearing impairments (HI), multi-sensory impairments (MSI), and physical disabilities (PD). While these categories encompass a range of needs, there is limited research on effective teaching approaches for these children.
However, promising strategies are emerging. For MSI children, objects of reference are beneficial, while cued speech has shown to be helpful for HI children. Structured approaches that reinforce learning procedures and systemic strategies that adapt the environment are also seen to be important. The use of technology, such as computer software for VI and cochlear implants, can further enhance learning.
In this area early intervention is crucial, especially for children with hearing loss, with studies advocating for prompt diagnosis within the first few months of life. The research primarily focuses on key stages one and two and there is a gap in research for older pupils. As children age or have less severe impairments, the focus shifts towards systemic approaches that prioritise access to the curriculum.
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 adaptive practice. Prior to this meeting, your ECT should have completed the first part of their self-study. This includes four 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 4 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 and making adjustments during the ‘do’ phase. 
Meeting 2: Review and adapt
Prior to this meeting, you should complete lesson observation 2. You’ll review the impact so far with your ECT, using their reflections, your observation notes and pupil data to identify where possible changes may be required to ensure all pupils are making progress. 
ECT’s will then re-do the practice, again monitoring the impact and reflecting each step of the way. 
Meeting 3: Final review and next steps
Before the end of the cycle, you’ll conduct your final observation of the term. You’ll then use this meeting to collaboratively review and reflect on the experience of implementing the improvement to inform future adjustments and refinements in their teaching practice.
   
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 

	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: furtherreading]Further reading
· Davis, P, Florian, L, Ainscow, M, Dyson, A, Farrell, P, Hick, P & Humphrey, N 2004, Teaching Strategies and Approaches for Pupils with Special Educational Needs: A Scoping Study. DfES. [Online] Accessible from:
https://dera.ioe.ac.uk/id/eprint/6059/1/RR516.pdf [Accessed 28 January 2026] 
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[bookmark: RelatedECFStatements][bookmark: RelatedITTECFStatements]Related ITTECF statements
Adaptive Teaching
5.1. Pupils are likely to learn at different rates and to require different levels and types of support from teachers to succeed.
5.2. Seeking to understand pupils’ differences, including their different levels of prior knowledge and potential barriers to learning, is an essential part of teaching.
5.3. Adapting teaching in a responsive way, including by providing targeted support to pupils who are struggling, is likely to increase pupil success.
5.5. Flexibly grouping pupils within a class to provide more tailored support can be effective, but care should be taken to monitor its impact on engagement and motivation, particularly for low attaining pupils.
5.7. Pupils with special educational needs or disabilities are likely to require additional or adapted support; working closely with colleagues, families and pupils to understand barriers and identify effective strategies is essential.
5.8. High quality teaching for all pupils, including those with SEND, is based on strategies which are often already practised by teachers, and which can be developed through training and support.
5.9. Technology, including educational software and assistive technology, can support teaching and learning for pupils with SEND.
Develop an understanding of different pupil needs, by:
· 5.a. Identifying pupils who need new content further broken down.
· 5.b. Making use of formative assessment.
· 5.c. Working closely with the Special Educational Needs Co-ordinator (SENCO) and special education professionals and the Designated Safeguarding Lead.
· 5.d. Using the SEND Code of Practice, which provides additional guidance on supporting pupils with SEND effectively.
· 5.e. Supporting pupils with a range of additional needs and using the SEND Code of Practice: 0 to 25 years, which provides guidance on effective school systems and approaches for identifying and supporting the special educational needs of pupils with SEND.
· 5.f. Utilising existing opportunities to engage with parents and carers to better understand pupils’ individual needs (e.g. meetings with parents).
Provide opportunity for all pupils to experience success, by:
· 5.g. Adapting lessons, whilst maintaining high expectations for all, so that all pupils have the opportunity to meet expectations.
· 5.h. Balancing input of new content so that pupils master important concepts.
· 5.i. Making effective use of teaching assistants.
· 5.j. Making effective and judicious use of specialist technology to support pupils with SEND.
Meet individual needs without creating unnecessary workload, by:
· 5.k. Making use of well-designed resources (e.g. textbooks).
· 5.il. Planning to connect new content with pupils' existing knowledge or providing additional pre-teaching if pupils lack critical knowledge.
· 5.m. Building in additional practice or removing unnecessary expositions.
· 5.n. Reframing questions to provide greater scaffolding or greater stretch.
· 5.o. Considering carefully whether intervening within lessons with individuals and small groups would be more efficient and effective than planning different lessons for different groups of pupils.
Group pupils effectively, by:
· 5.p. Applying high expectations to all groups, and ensuring all pupils have access to a rich curriculum.
· 5.q. Intentionally grouping in relation to a specific learning outcome, regularly reviewing those groupings, taking care to monitor their impact and avoiding the perception that groups are fixed.
8.1. Effective professional development is likely to be sustained over time,  building knowledge, motivating staff, developing teaching techniques, and embedding practice.
8.2. Reflective practice, supported by feedback from and observation of experienced colleagues, professional debate, and learning from educational research, is also likely to support improvement.
8.3. Teachers can make valuable contributions to the wider life of the school in a broad range of ways, including by supporting and developing effective professional relationships with colleagues.
8.4. Building effective relationships with parents, carers and families can improve pupils’ motivation, behaviour and academic success.
8.5. Teaching assistants (TAs) can support pupils more effectively when they are prepared for lessons by teachers, and when TAs supplement rather than replace support from teachers.
8.6. SENCOs, pastoral leaders, careers advisors and leaders and other specialist colleagues also have valuable expertise and can ensure that appropriate support is in place for pupils.
8.7. Engaging in high-quality professional development can help teachers improve.
8.8. Teacher attitudes towards inclusion and SEND are a key determinant in the school experience of pupils with SEND.
8.9. Research evidence can vary in its level of reliability, which is determined by how the research was conducted and other factors that might introduce bias, such as the level of independence. High quality research communicates methods and limitations transparently.
Develop as a professional, by:
· 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.b. Strengthening pedagogical and subject knowledge by participating in wider networks and as part of the lesson preparation process. 
· 8.c. Seeking challenge, feedback and critique from mentors and other colleagues in an open and trusting working environment.
· 8.d. Engaging with research evidence by accessing reliable sources, seeking support for how findings can inform practice, and monitoring the impact of applications.
· 8.e. Reflecting on progress made, recognising strengths and weaknesses and identifying next steps for further improvement.

Build effective working relationships, by:
· 8.f. Contributing positively to the wider school culture and developing a feeling of shared responsibility for improving the lives of all pupils within the school.
· 8.g. Seeking ways to support individual colleagues and working as part of a team.
· 8.i. Working closely with the SENCO and other professionals supporting pupils with additional needs, making explicit links between interventions delivered outside of lessons with classroom teaching.
· 8.j. Drawing on guidance from expert colleagues, sharing the intended lesson outcomes with teaching assistants ahead of lessons.
· 8.k. Ensuring that support provided by teaching assistants in lessons is additional to, rather than a replacement for, support from the teacher.
· 8.l.  Knowing who to contact with any safeguarding, or any pupil mental health concerns.
Manage workload and wellbeing, by:
· 8.m. Using and personalising systems and routines to support efficient time and task management.
· 8.n. Understanding the right to support (e.g. to deal with misbehaviour, or support pupils with SEND).
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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. You may wish to adapt or change these to meet the needs of your own context or setting. 
	Reading 1 action steps
	Reading 2 action steps
	Reading 3 action steps
	Reading 4 action steps


[bookmark: Reading1actions]Reading 1 - Possible action steps
Consider one of the following which draw on the work of Davis et al. (2004): 
1. Develop the use of visual supports in the classroom environment to help pupils with communication and interaction needs. For example, a visual timetable.
	EYFS
	A picture-based timetable showing snack time, circle time, and outdoor play, with symbols pupils can remove and place in a "finished" box.

	Primary
	Use of “Now and Next” boards on desks for pupils who struggle with transitions.

	Secondary
	Subject-specific graphic organisers, for example, flow diagrams in Science to show the stages of an experiment.

	Specialist – SEND setting
	Individualised communication books with symbol cards that pupils use to make choices, for example, toilet, drink, quiet space.

	Specialist – Alternative Provision setting
	Visual behaviour expectations displayed with icons, for example, ear symbol = listening, hand symbol = waiting turn.



2. Develop the explicit teaching of language and consider how much time is spent adapting practice to support pupils with cognitive load. 
	EYFS
	During tidy-up time, instead of saying “Can everyone please put the toys away and line up quietly?”, say in short steps: “First—put cars in the box. Then—stand on the line.” Model actions while speaking.

	Primary
	Introduce new topic vocabulary in context, for example, before a History lesson on the Romans, explicitly teach “emperor,” “soldier,” “invade” with pictures. Breaking tasks into smaller steps: “Step 1: underline the date. Step 2: write the title.”

	Secondary
	Use sentence starters and key word banks in English, for example, “The poet suggests…” so pupils can access analytical writing.

	Specialist – SEND setting
	Instructions for a cooking activity are supported with a visual checklist (picture of bowl, picture of whisk). Give one step at a time: “Crack egg. Stop. Now whisk.”

	Specialist – Alternative Provision setting
	In design technology, demonstrate using a tool first, then narrate step-by-step, and finally support the pupils to repeat the sequence one stage at a time, rather than giving the full process upfront.



3. Develop the use of scaffolding, in particular the use of objects for reference and the use of concrete examples.  For example, identify key classroom routines and prepare simple objects or tactile symbols to match these routines. 
	EYFS
	Using a toy bus as an object of reference to signal outdoor “bus role-play.” Pupils handle the object before transition.

	Primary
	In maths, use physical coins to practise addition, linking abstract numbers to concrete objects. For a classroom routine, a bell is shown/rung to indicate “pack up.”

	Secondary
	In geography, use a globe and a torch to model day and night before moving to diagrams and written explanation. 

	Specialist – SEND setting
	A textured symbol, for example, a piece of fabric is used to represent “story time.” Pupils touch and hold it before moving to the reading corner. Objects of reference are stored on a keyring or board for easy access.

	Specialist – Alternative Provision setting
	Use a set of real-world objects, for example, a bus ticket, a water bottle, a PE bag as prompts to signal upcoming routines like travel training, physical activity, or self-care. 


[bookmark: Reading2actions]Reading 2 - Possible action steps
Consider one of the following which draw on the work of Davis et al. (2004): 
1. Incorporate a range of approaches for addressing the complex needs of pupils with cognition and learning needs, such as, with reading instruction combining the explicit teaching of both higher and lower order skills or in maths integrating explicit instruction with guided practice. 
	EYFS
	Instead of just teaching counting by rote, combine explicit instruction with guided practice, counting toy animals one by one then asking pupils to group them by size or colour (higher order categorising and comparing). Pupils practise counting together before trying it independently in play. 

	Primary
	In maths, model solving a subtraction problem on the board, then support pupils to complete guided examples with manipulatives (cubes, counters) before independent practice.

	Secondary
	In history, explicitly teach key facts about the causes of WWI before guiding pupils through source analysis to evaluate differing perspectives.

	Specialist – SEND setting
	Combine explicit vocabulary teaching with structured sentence frames (e.g., “The ___ is ___”) so pupils practise both decoding words and expressing ideas.

	Specialist – Alternative Provision setting
	In an English lesson, guide pupils through a shared reading of a short story. Afterwards, pupils discuss characters’ feelings and motivations with sentence starters provided.



2. Prioritising responsive teaching and formative assessment so that instruction can be tailored to individual pupil needs. 
	EYFS
	Listen during play-based counting, noticing where pupils make errors and then immediately intervene, modelling counting using toys in the play area. 

	Primary
	During a science lesson, use mini whiteboards for pupils to sketch the water cycle. Misconceptions are spotted and addressed. 

	Secondary
	Use exit tickets at the end of a maths lesson. When several pupils show difficulty with algebraic notation, revisit notation at the start of the next lesson before moving forward.

	Specialist – SEND setting
	Use a “thumbs up / sideways / down” check after explaining instructions, giving immediate feedback on whether pupils need more scaffolding.

	Specialist – Alternative Provision setting
	In a small-group literacy session, use running records while pupils read aloud; spotting decoding errors, pause and re-teach phonics patterns before continuing.



3. Evaluating the inclusiveness of your classroom environment to ensure it supports the participation and learning of all pupils. 
	EYFS
	Classroom has low-level, clearly labelled storage with both words and pictures so children can independently access resources and feel ownership of the space.

	Primary
	Working walls display pupils’ own work alongside scaffolds, for example, writing frames and number lines, so all pupils see their contributions valued while having tools for support.

	Secondary
	Seating plans ensure pupils with SEND or EAL needs sit where they can access support, while group tasks are structured so all pupils contribute meaningfully (not just high-attainers).

	Specialist – SEND setting
	Classroom includes sensory-friendly spaces (quiet corner, fidget tools, visual timetable) to reduce anxiety and support regulation so pupils can re-engage in learning.

	Specialist – Alternative Provision setting
	Environment includes clear behaviour expectations displayed visually, flexible seating (beanbags, workstations), and personalised learning spaces so pupils feel safe, respected, and able to participate.



[bookmark: Reading3actions]Reading 3 - Possible action steps
Consider one of the following which draw on the work of Davis et al. (2004): 
1. Implement targeted behavioural strategies by:
· using positive reinforcement to reward desirable behaviour consistently 
· redirect inappropriate behaviour calmly and constructively. 
	EYFS
	Positive reinforcement: A pupil tidies up after playtime without prompting. The teacher immediately praises: “Great job putting the blocks away, you’re helping our classroom stay safe!” and gives a sticker on the reward chart.
Redirection: A pupil grabs a toy from another. The teacher calmly intervenes: “Let’s give it back. You can choose another toy from the basket while you wait your turn.”

	Primary
	Positive reinforcement: During group work, a pupil puts up their hand instead of calling out. Teacher says: “Thank you for waiting your turn to share, that helps everyone listen.” They add a point to the class reward system.
Redirection: A pupil starts tapping loudly on the table. Teacher walks over and quietly says: “Let’s use that energy to write down your first idea. Show me what you’ve got so far.”

	Secondary
	Positive reinforcement: A pupil arrives on time and starts work straight away. Teacher acknowledges: “Thanks for being ready to learn straight away — that sets a great example for the group.”
Redirection: A pupil makes side comments during a science explanation. Teacher makes eye contact and calmly says: “Hold that thought — I’d like to hear it when we do group discussion.”


	Specialist – SEND setting
	Positive reinforcement: A pupil follows their individual visual schedule without prompting. Teacher immediately uses verbal praise and a token for their reward system: “Brilliant, you moved to reading time by yourself!”
Redirection: A pupil shouts when frustrated. Staff calmly hold up the “quiet” symbol card and say: “Let’s take a break in the calm corner, then we can try again together.”


	Specialist – Alternative Provision setting
	Positive reinforcement: A pupil manages to stay on task for 10 minutes in a literacy session. Staff give immediate praise: “I can see you really focused on your writing — that’s fantastic effort!” and add time to their preferred activity at the end.
Redirection: A pupil starts walking around the room during instructions. Staff approach calmly: “Let’s sit back down so you don’t miss what’s next. You’ll get a chance to move about in five minutes.”



2. Ensure there is a supportive classroom environment by: 
· Implementing consistent rules, routines, and expectations to foster a sense of safety and predictability.
· Modifying the classroom layout to minimise distractions and provide a calming space for students who may become overwhelmed.
· Fostering peer relationships by using peer support or buddy systems. 
	EYFS
	Consistent rules, routines, expectations: Every morning starts with the same “hello song” and sitting on the carpet, reinforcing predictability.
Classroom layout: The reading corner has soft seating and low lighting where children can retreat if play feels overwhelming.
Peer support: “Play buddies” are assigned so pupils who are shy or new always have a partner to join them in outdoor play.


	Primary
	Consistent rules, routines, expectations: Class rules (“We listen to each other,” “We try our best”) are displayed with pictures. Teacher refers back to them daily and praises pupils for following them.
Classroom layout: Desks are organised to avoid clutter near the teacher’s explanation space, with a quiet table at the back for pupils needing reduced stimulation.
Peer support: A “talk partner” system is used in lessons so every pupil has someone to turn to for discussion before answering whole-class questions.


	Secondary
	Consistent rules, routines, expectations: Teacher greets students at the door, sets a starter task on the board every lesson, and expects silent working for the first five minutes to establish routine.
Classroom layout: Seating plan places easily distracted pupils near the front with minimal visual distractions. A designated “study zone” at the side offers a quieter working area.
Peer support: A peer mentoring scheme pairs older students with younger ones, providing academic and social support, especially at transition points, for example, Year 7s supported by Year 10s).


	Specialist – SEND setting
	Consistent rules, routines, expectations: Use of a visual timetable, updated throughout the day, so pupils know exactly what’s happening next and can predict transitions.
Classroom layout: A “calm corner” with sensory tools (weighted blanket, noise-reducing headphones) is available when pupils feel overwhelmed.
Peer support: Structured buddy pairs are assigned to model social interaction, such as helping a peer join group activities or reminding them of steps in a task.


	Specialist – Alternative Provision setting
	Consistent rules, routines, expectations: Staff use a “check-in/check-out” system at the start and end of each day so pupils know they’ll always be greeted and reviewed consistently.
Classroom layout: Work areas are arranged with clear dividers and minimal wall displays to reduce sensory overload, plus a designated de-escalation room nearby.
Peer support: Small-group projects are designed to encourage cooperation, with carefully chosen peers acting as role models for collaboration and turn-taking.




3. Prioritise the explicit teaching of metacognition and self-regulation skills.
	EYFS
	During a building block activity, model thinking aloud: “I want to make my tower tall. First, I’ll choose big blocks. If it wobbles, I’ll try again.” Pupils are encouraged to copy this “plan–do–review” cycle.
Self-regulation support: Use of simple visuals (happy/sad faces) for pupils to show how they’re feeling, followed by co-regulation strategies like breathing with the teacher.


	Primary
	In maths, the teacher introduces a problem-solving routine: “1. Read the question. 2. Underline the important words. 3. Decide what calculation we need.” Pupils practise talking through these steps with partners.
Self-regulation support: A “traffic light system” helps pupils reflect on how confident they feel: red (not sure), amber (a bit stuck), green (ready to try). Teacher models asking for help when at “red.”


	Secondary
	In English essay writing, the teacher models annotating a question, thinking aloud: “The command word is ‘analyse’ — that means I need to explain how, not just what. I’ll plan three points before I write.” Pupils then practise the same routine.
Self-regulation support: Pupils are taught how to use revision planners: breaking tasks into 20-minute chunks with scheduled breaks and reflecting weekly on what strategies helped them learn best.


	Specialist – SEND setting
	Teacher models self-talk during a task: “This puzzle is tricky. I’ll try one piece, and if it doesn’t fit, I’ll try another. That’s okay.” Pupils rehearse similar positive self-talk scripts with adult prompts.
Self-regulation support: Pupils use individualised “check-in cards” with visual prompts like “I need help,” “I need a break,” or “I can try.” Teacher explicitly teaches when and how to use them.


	Specialist – Alternative Provision setting
	In a small-group literacy session, the teacher models a reflection routine: “What went well? What was hard? What can I do differently next time?” Pupils practise this verbally at the end of tasks.
Self-regulation support: Teachers co-teach anger management strategies by modelling: “I can feel my body tensing. I’ll count to five, then ask for time in the quiet space.” Pupils role-play using these strategies in safe, structured scenarios.




[bookmark: Reading4actions]Reading 4 - Possible action steps
Consider one of the following which draw on the work of Davis et al. (2004): 
1. Consider how you can utilise technology to enhance participation and learning. 
	EYFS
	Use a tablet-based communication app with picture symbols to allow children with limited speech to choose songs for circle time or request activities. 

	Primary
	Introduce interactive whiteboard activities where pupils physically move symbols or images, for example, sorting animals into habitats). Pupils with communication needs can drag and drop pictures instead of relying only on verbal answers.

	Secondary
	Use collaborative platforms, for example, Google Docs, Microsoft Teams) so pupils can contribute to group projects by typing, adding images, or using speech-to-text, even if they find verbal classroom discussion difficult.

	Specialist – SEND setting
	Provide pupils with augmentative and alternative communication (AAC) devices, for example, a voice output device) to make choices during lessons or contribute answers. Combine this with visual schedules on tablets.

	Specialist – Alternative Provision setting
	Use video modelling (short clips on tablets or interactive boards) to demonstrate expected social behaviours, routines, or learning strategies. Pupils can replay as needed and practise afterwards.
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[bookmark: Appendix2]Appendix 2: Levelling up your action step
Reading 1 – Extending your action step
· Use concrete objects, tactile symbols, and visual prompts to scaffold key routines and learning tasks, teaching pupils how to use them and adjusting support based on their needs
· Plan and implement a structured system of personalised visual supports within your classroom—such as visual timetables, task prompts, and labelled materials—modelling their use and coaching pupils to apply them independently across different activities, while systematically tracking their impact on engagement, communication, and task completion to refine strategies for individual learning needs.
Reading 2 – Extending your action step
· Embed a cycle of responsive teaching by using a range of formative assessment strategies to identify misconceptions in real time, adapting instruction immediately, and systematically tracking pupil progress to inform longer-term curriculum planning and targeted interventions.
· Audit and adapt your classroom environment, curriculum, and teaching approaches in collaboration with pupils, colleagues, and families to identify and remove barriers to participation, embedding inclusive practices that anticipate diverse needs rather than react to them.
Reading 3 – Extending your action step
· Design and implement a proactive behaviour management plan that not only uses consistent positive reinforcement and constructive redirection, but also incorporates pupil voice, restorative approaches, and ongoing reflection on the impact of strategies to build long-term self-regulation and a positive classroom culture.
· Embed structured opportunities for pupils to plan, monitor, and evaluate their own learning, modelling these processes explicitly and using targeted feedback to develop independence.
Reading 4 – Extending your action step
· Integrate digital tools purposefully to boost participation, inclusivity, and deeper learning

Click here to return to the contents page.

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

Click here to return to the contents page.
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