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Thank you for your willingness to serve not only as a mentor but as a mentor trainer. We appreciate your 
support of this important work and know that you will conduct trainings in your district with the highest level 
of fidelity. In an effort to make your job as a trainer as simple as possible, we created this comprehensive 
trainer handbook. Your trainers will discuss the various components of the handbook on Day 1. You also will 
have the opportunity to review and interact with the trainer resources through “Think Tank” activities. Please 
note that while the training handbook contains specific instructions for grouping participants, trainers are 
given the flexibility, unless otherwise noted, to form groups however they see fit to do so. For example, the 
activity instructions may state that the work will be done in table groups but the trainer recognizes that the 
participants need an opportunity to move. He/She may decide to ask the participants to find a partner from 
another table and have a stand-up conversation instead. The “Debrief” portions of the handbook also 
include instructions for summarizing the content taught and encouraging the participants to synthesize their 
own learning. Trainers are again given the flexibility to meet their participants’ needs. The debrief must 
happen but it is up to the trainer to decide if the process is completed through individual thinking, table 
group conversations, or a whole group share. There is no need to debrief the same information using 
multiple formats.  

Once you complete this training, you will receive access to the SC Mentor Trainer Hub. This website consists 
of five separate pages which are titled, "Materials," "Order Forms," "Upcoming Trainings," "Contact," and 
"Videos."  

• The "Materials" page includes a PDF copy of every document from the handbook. The documents marked 
with an asterisk are the supplemental materials that must be copied in preparation for your training. The 
other documents are included as a resource, as we understand that some participants will want a clean copy 
of the documents. The materials page also includes the Day 1 and Day 2 PowerPoints. Please be sure to 
review the PowerPoints on the computer you plan to use during the training. There may be formatting 
differences based upon the type and age of machine you use, as well as the version of PowerPoint you own. 
Please make corrections as needed. You will note that the materials page includes a PDF of the Participant 
Handbook. Districts are welcome to print their own copies of the handbook for their trainings. Finally, we 
included a blank copy of the Mentor Database Excel File. Please complete this spreadsheet after your 
training and return it to Jan Patterson at pattersonj@cerra.org. Jan will use the excel file to create certificates 
for your participants and to update the statewide mentor database.  

• The "Videos" page includes rough footage from an actual statewide mentor training. We chose to include 
these videos simply as a resource, as we know many new trainers will want to see the activities before 
conducting them on their own. 

Please note that because of the need to update the included information, the “Content and Relevance” and 
the supplemental materials for Module 1 Section 2 and Module 3 Section 2 are only available on the Hub.   

As a trainer, you will need access to the ATLAS videos. You will need to work with your Induction and 
Mentoring Coordinator to gain access to these videos. Please ensure that the videos are only used for the 
Mentor Training. We will lose our license with ATLAS if the videos are used for any other purpose. 

Thank you, again, for your willingness to serve as a South Carolina Mentor Trainer! 

CERRA and the SCDE

WELCOME 
SOUTH CAROLINA TRAINER CERTIFICATION
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SC Mentor Training

Overview 
In this section the participants will take part in an icebreaker activity 
in which they discuss “The Developmental Stages of Teachers” 
article that was emailed to them prior to the training. Each 
participant will share his/her thoughts about the article with another 
participant before introducing himself/herself to the entire group. 
The trainers will provide the training norms and schedule, an 
overview of the handbook, and general information about the 
facility. 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide an opportunity for 
training participants to introduce 
themselves to each other, discuss 
the developmental stages of 
teachers, receive an overview of 
the training, and learn what will 
be expected of them as mentors.  

Objectives 
Participants will: 

• Meet the other participants 

• Recognize the various stages 
of teacher development

• Understand the training norms 
and what they can expect from 
the mentor training 

• Understand the expectations 
of them as mentors 

Materials 
• “The Developmental Stages of  
Teachers” Article (supplemental 
material) 

• “Norms” Document from the 
participant handbook (pg. 2) 

• “Agenda” from the participant 
handbook (pgs. 3-4) 

• “Training Outcomes” from the 
participant handbook (pg. 5) 

MODULE 1 
INTRODUCTION TO MENTORING 

SECTION 1: INTRODUCTIONS, NORMS, & TRAINING OVERVIEW
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SC Mentor Training

Content and Relevance 
This section is included primarily for the purpose of developing community within the training group. The 
icebreaker and article discussion allows the trainer to develop an understanding of exactly who is in the 
room. The icebreaker also establishes a norm of collaboration and group sharing which will continue 
throughout the training. Finally, the activities encourage the group to begin thinking about the needs of 
beginning teachers. 

Norms are the standards that govern group behavior. Norms exist whether they are explicitly shared or 
implicitly detected. Since it is extremely difficult to change a group’s established norms, it is important for 
training norms to be shared early and referenced repeatedly. For adult learners it is imperative for norms to 
be stated in positive terms.  

The two-day South Carolina Mentor Training is divided into seven modules that each consist of two or more 
sections. Day 1 of the training focuses on fundamental concepts for effective mentoring and the Expanded 
ADEPT Support and Evaluation System. Day 2 of the training includes instruction on and practice with the 
mentoring cycle. The participants have a copy of the agenda for the training in their participant handbook 
on pages 3-4. By the conclusion of this two-day training, participants will be able/prepared to do the 
following: 

• Identify the needs of beginning teachers 
• Compare and contrast the needs of beginning teachers based on their pathways to certification 
• Determine the roles and responsibilities of mentors in response to beginning teacher needs 
• Recognize attributes of effective mentoring practices 
• Understand the components of the four-step mentoring cycle 
• Understand the specific skills necessary to carry out each step of the mentoring cycle effectively  
• Apply new learning as they mentor beginning teachers 

The participant handbook is organized around the seven modules that make up the South Carolina Mentor 
Training. The modules are divided by tabs, and the materials in each module are separated into sections. 
Participants have been given the objectives and overview for each section of the module and any 
supplemental materials necessary for completing the activity(ies). Participants will find a resource and 
reference list at the end of the handbook. Trainers should be aware that all of the resources found in the 
handbook are available on CERRA’s Mentor Training Hub; therefore, participants should feel free to take 
notes throughout the handbook as blank copies can be provided at a later time.    

It is important to note that the terms “beginning teacher,” “novice,” “new teacher,” “early-career teacher,” and 
“mentee” are used synonymously throughout the training to represent the individual being mentored. While 
these terms describe a very specific teacher, it should be understood that this training provides mentors 
with the skills necessary to support a teacher’s professional growth regardless of the teacher’s level of 
experience. Mentors may be asked to mentor a student intern, a beginning teacher, a teacher who is new to 
the district but not the profession, and/or a teacher on diagnostic assistance. A differentiated mentoring 
approach within the structure of the mentoring cycle will allow the mentor to meet the teacher’s needs 
regardless of his/her classification. Participants will learn more about differentiated mentoring and the 
mentoring cycle in subsequent modules. 

CERRA / SCDE
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SC Mentor Training

Activity: Icebreaker and Article Discussion (25 minutes) 

Note to Trainers: In preparation for this activity, one trainer must email a copy of “The Developmental Stages 
of Teachers” article to the participants several days before the training. Trainers also should print enough 
copies to provide one to each table so that participants who have not read the article can do so before the 
training starts. 

Begin the day by welcoming the participants to the South Carolina Mentor Training. Thank them for their 
interest in supporting the professional growth of teachers, and express your excitement about the training 
and mentoring in general.    

Give each trainer a moment to quickly introduce himself/herself by giving his/her name and current role. 
Explain that the participants will now have an opportunity to get to know one another, while also discussing 
“The Developmental Stages of Teachers” article. Ask the participants to find someone they do not know, 
introduce themselves, and share their thoughts about the article. Allow 5 minutes for these introductions 
and discussions. Before the participants return to their seats, ask each person to introduce himself/herself by 
giving his/her name, district, and role. The trainer should model this process, being careful to keep the 
introduction brief.  Once everyone has been introduced, the participants can return to their seats.  

Once everyone is seated, the trainer should ask the participants to share any major take-aways from the 
article.  The discussion should focus on how the developmental stages will relate to their work as a mentor. 

Explain that this mentor training is designed to be interactive and that the participants will have multiple 
opportunities to engage with the people in the room. Recognize that the participants bring a wealth of 
experience and a variety of perspectives to the training. Describe how this diversity will impact the quality of 
the discussions and will allow everyone, even the trainers, to function in the role of the learner.  

Recognize that the participants are all adults and busy professionals. Explain that while the training includes 
scheduled breaks, the participants should handle their own personal needs as necessary. This is a good time 
to share the location of the restrooms, water fountains, and vending machines (if applicable). Knowing that 
adult learners work best when they have a set of understood norms, ask participants to turn to page 2 in 
their handbooks. Briefly discuss the norms listed below: 

CERRA / SCDE
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• Be present (physically and mentally) 
• Use electronic devices responsibly 
• Ask a question when in doubt 
• Honor the schedule 
• Participate actively 

To end this section, trainers should use the information included under the “Content and Relevance” 
heading to provide the overview and outcomes for the mentor training.  Trainers must specifically discuss 
the organization of and the agenda for the South Carolina Mentor Training, the training outcomes, the 
various teachers a mentor may serve, and the participant handbook. 

		
Debrief 
Encourage the participants to keep the norms in mind as the training progresses and to monitor their own 
success with each norm. Remind the participants that the training includes numerous opportunities for them 
to interact and that the success of the activities depends on their active participation.  
 
Transition 
Participants have had a chance to get acquainted, are aware of the group norms, and have an 
understanding of what they can expect from the training and what will be expected of them as mentors.  The 
next section will provide them with an overview of the research related to the importance of mentoring.  

CERRA / SCDE
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✓Be present (physically and mentally) 

✓Use electronic devices responsibly 

✓Ask a question when in doubt 

✓Honor the schedule 

✓Participate actively

NORMS 
SOUTH CAROLINA MENTOR TRAINING
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 DAY 1 
Module 1: Introduction to Mentoring 

Section 1: Introduction n n
n n n n

Module 2: Teacher Needs, Mentor Roles, & Paths to the Profession 
Section 1: General Needs of Beginning Teachers 
Section 2: Mentor Attributes, Roles, & Responsibilities 
Section 3: Teacher Variety 

Module 3: n n n Expanded ADEPT Support and Evaluation System
n n n n n
n n n n
n

AGENDA 
SOUTH CAROLINA MENTOR TRAINING
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DAY 2 
n n n n  

Section 1: Review Coaching Dialogue Protocol 
n n n n

n
Section 1: Observer Behaviors & Protocols 
Section 2: Evidence-Gathering Strategies 

n n n n n
Section 1: Protocol for Analyzing Observation Data 
Section 2: Post-Observation Conference – Providing Effective Feedback 
Section 3: Post-Observation Conference – Goal Setting 

n n n n n n
Section 1: Teacher Learning Opportunities (TLOs)

n n n
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By the conclusion of this two-day training, participants will be able/prepared to 
do the following: 

✓ Identify the needs of beginning teachers 

✓ Compare and contrast the needs of beginning teachers based on their 
pathways to certification 

✓ Determine the roles and responsibilities of mentors in response to 
beginning teacher needs 

✓ Recognize attributes of effective mentoring practices 

✓ Understand the components of the four-step mentoring cycle 

✓ Understand the specific skills necessary to carry out each step of the 
mentoring cycle effectively  

✓ Apply new learning as they mentor beginning teachers

OUTCOMES 
SOUTH CAROLINA MENTOR TRAINING
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SC Mentor Training

Overview 
In this section participants will learn about the importance of 
mentoring through research and data specific to South Carolina 
public school districts. They will be provided scholarly evidence 
about the positive impacts that mentoring can have on teachers and 
students. Participants will have the opportunity to review teacher 
turnover data in our districts, and more specifically, they will learn 
about the number of beginning teachers who leave their classroom 
positions. Once participants have had a chance to review the data, 
they will be asked to discuss with other participants any trends that 
can be identified, likely reasons for these numbers, and potential 
implications that could result from such numbers.   

CERRA / SCDE

Purpose 
The purpose of this section is to 
share information about the 
importance of mentoring by 
providing relevant, up-to-date 
research that demonstrates the 
positive effects that can come 
from a beginning teacher being 
assigned a mentor.   

Objectives 
Participants will: 
• Familiarize themselves with  
the research related to teacher 
attrition in South Carolina 
• Understand the impact that 
teacher attrition has on districts 
and students 
• Understand the importance 
of mentoring and how it can  
affect teacher performance and 
retention 

Materials 
• “Teacher Turnover in South 
Carolina” Document 
(supplemental resource)  
Note to Trainers: The “Teacher Turnover 
in South Carolina” document is updated 
on an annual basis. Please visit CERRA’s 
Mentor Training Hub for the latest 
information. 

• Laminated copies of South 
Carolina district maps (1 per 
table, supplemental materials) 
• “Table Group Conversation 
Questions” from the participant 
handbook (pg. 7)  

MODULE 1 
INTRODUCTION TO MENTORING 

SECTION 2: IMPORTANCE OF MENTORING
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SC Mentor Training

Content and Relevance 

Note to Trainers: The “Content and Relevance” information for Section 2 of 
Module 1 must be updated on an annual basis. Please visit CERRA’s Mentor 
Training Hub for the latest information.  

Activity: Teacher Turnover in South Carolina (35 minutes) 
In preparation for this activity, trainers must review the current year’s teacher turnover data. While it is not 
necessary to memorize turnover rates or the number of teachers who did not return to a specific district in 
the designated school year, it is important that trainers understand what the reported data actually mean. 
The information below should assist trainers with this task: 

• Teacher turnover rates come from the South Carolina Department of Education. The previous 
year’s rates are reported during the current school year. 

• The teacher turnover rates include everyone who left a position in the district (retirees and 
individuals who voluntarily or involuntarily left the district).  It is fair to assume that some of the 
teachers included in the turnover rates have left the profession, while others have simply taken 
different teaching positions in the state/country. 

• Districts are asked to report the number of full-time equivalent (FTEs) teachers who did not 
return each year. Some positions may be classified as a .5 FTE or a .25 FTE. Using current data, 
provide an example of a district with a .5 or .25 FTE.  

Display the slide that contains the range of numbers and dollar amount. Ask the participants what they 
believe these numbers represent. Allow several participants time to give their thoughts. Explain that the 
range indicates the number of teachers who have left their public school teaching positions each year over 
the last three years. Further explain that a 2005 study found that replacing public school teachers costs the 
nation $4.9 billion each year, and costs South Carolina more than $74.5 million. Use the information 
included in paragraphs 1-2 under the “Content and Relevance” heading (located on CERRA’s Mentor 
Training Hub) to provide a statewide picture of teacher turnover in South Carolina. Trainers should be sure to 
include the data on beginning teacher attrition, the reasons these teachers leave their positions, and the 
impact on students. 

Before passing out the “Teacher Turnover in South Carolina” document and the South Carolina district maps, 
explain that this activity includes an opportunity for the participants to examine actual district-by-district 
teacher turnover rates. The information allows participants to have an informed conversation about teacher 
retention in individual districts. While the trainer will highlight individual districts for the purpose of guiding 
the discussion, this is not intended to be a finger-pointing exercise. Trainers should use the appropriate 
slides to describe how to interpret the data participants are about to receive. Pass out the “Teacher Turnover 
in South Carolina” document (1 per participant) and the South Carolina district maps (1 per table). The maps 
give the participants a visual to help them understand the relative size of the districts and the district’s 
location in the state. Use the bullet points listed above to provide a brief overview of the included data. Give 

CERRA / SCDE
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the participants 3-4 minutes to review the data on their own. Ask the participants to turn to page 7 in their 
handbooks and hold a 10-minute discussion around the following “Table Group Conversation Questions”: 

• What trends (district and state) do you notice when you examine the teacher turnover rates? 

• What factors might have impacted these rates? 

• What do these data tell us? 

The trainers should circulate throughout the room answering questions and guiding the discussion. After 10 
minutes, bring the entire group back together and ask the participants to share any insights they discovered 
while mining the data. 

Explain that South Carolina requires districts to provide early-career teachers with an induction program that 
includes a mentoring component. Use the information in paragraph 3 under the “Content and Relevance” 
heading (located on CERRA’s Mentor Training Hub) to briefly describe induction programs and the 
requirements for mentors. Recognize the fact that a great deal of research exists on the topic of mentoring 
and that as a result of this research, mentoring has been shown to have a positive impact on novice teachers. 
Ask the participants to predict or recall from previous learning the specific ways mentoring impacts 
beginning teachers. Participants should call out their ideas. Share the slides that contain the research 
findings. Use the information provided in paragraph 4 under the “Content and Relevance” heading to 
elaborate on the given data. Trainers should conclude the activity by sharing a personal or professional story 
that demonstrates the importance of mentoring. These stories should humanize the data and research that 
have been provided to participants. 
 
Debrief 
End this section by explaining that teacher retention is a necessary goal for the South Carolina mentoring 
program. It is possible to sum up our state’s retention challenge with data from the last three years.  Trainers 
should reference specific numbers provided on the “Tough Math” slide.  When we fail to retain teachers who 
have the capability to be successful in the classroom, we quickly move the state towards a teacher shortage. 
Explain that while teacher retention is important, mentoring is also focused on improving teacher practice so 
that students are able to make more academic gains.  

Transition 
Participants are now familiar with the state and district-level teacher turnover data, the cost of attrition, and 
the positive impact mentors can have on beginning teachers. In order to support novice teachers properly, 
participants must have a thorough understanding of beginning teacher needs. Module 2, Section 1 will 
provide the participants with an opportunity to construct this knowledge through an interactive activity.

CERRA / SCDE
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What trends (district and state) do you notice when you examine the teacher 
turnover rates? 
 
 
 
 
 
 
 
 
 
 
What factors might have impacted these numbers? 
 
 
 
 
 
 
 
 
 
 
 
What do these data tell us? 
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SC Mentor Training

Overview 
In this section participants will have an opportunity to reflect on their 
own first-year experiences as a way to identify beginning teacher 
needs. Participants also will determine common beginning teacher 
needs. Using scholarly research and practical knowledge from the 
field, trainers will then inform participants of the general needs of 
beginning teachers and the three categories in which those needs 
may fall: social/emotional, physical, and instructional. Participants will 
be asked to revisit their own identified needs as first-year teachers 
and categorize them accordingly.  

 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide both information and 
activities that will allow the  
participants  to gain knowledge 
of beginning teacher needs.  

Objectives 
Participants will: 

• Understand the various needs 
of beginning teachers 

• Understand that these needs 
may fall into three distinct 
categories: social/emotional, 
physical, and instructional 

Materials 
• Notecards 
• Chart paper 
• Markers 

• Blank “Beginning Teacher 
Needs” Chart in the participant 
handbook (pg. 9) 

• 3 Handouts - 1 for each cate- 
gory of beginning teacher needs 
(supplemental materials) 

• “Categories of Beginning  
Teacher Needs Summary” in the 
participant handbook  
(pgs. 10-11) 

• Completed “Beginning Teach-
er Needs” Chart in the partici-
pant handbook (pg. 12) 

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& PATHS TO THE PROFESSION 
SECTION 1: GENERAL NEEDS OF BEGINNING TEACHERS
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SC Mentor Training

Content and Relevance 
Understanding the needs of beginning teachers is critical when training mentors to support these novices 
effectively. As with any relationship that involves a mentor and a mentee, the mentor must be prepared to 
treat each beginning teacher as an individual and provide support based on the teacher’s particular needs. 
Mentors cannot approach their mentees with a one-size-fits-all approach: What works for one mentee may 
not work for another. It is very important to understand that the needs of beginning teachers can vary based 
on multiple factors including schedules, content area, school demographics, student behavior, parental 
involvement, quality of the mentee’s teacher preparation program, and so on. Mentors should realize that 
beginning teacher needs also vary during different times of the academic year. Needs can range from 
something as simple as needing to know whom to talk with at the beginning of the academic year about 
setting up direct deposit to something much more difficult such as dealing with a disruptive student during 
end-of-the-year testing.  

Regardless of the need being addressed, it will typically fall into one of these three categories: social/
emotional, physical, or instructional. Social/emotional needs of beginning teachers ideally have to be met 
before any quality instruction can take place. Teachers need to feel valued as an integral part of something 
meaningful. They need to be heard and made to feel that their struggles are valid and that they are 
important members of an institutional system that fosters support and development. Establishing personal 
connections is also necessary in meeting social/emotional needs. Many beginning teachers are new to the 
area, some may have no family or friends nearby, and others may be away from their home for the very first 
time. These are all possible scenarios that a mentor must be prepared to handle. Mentors must be able to 
help the beginning teacher find his/her place in the school and in the community. 

Physical needs of beginning teachers are centered on structure, culture, policies, and procedures. Trainers 
should discuss that the term physical, in this sense, does not refer to the “body.” It refers to the “building” – 
the procedural, structural, and operational aspects of the building. Teachers must understand how the 
school operates outside of instruction – the “who’s” and “how’s” of the school. Whom do I call if I need a 
restroom break during class? How do I secure a substitute teacher when I have an upcoming doctor’s 
appointment? Beginning teachers also need to be made aware of school culture. This could mean informing 
them about the level of support to expect from administration when it comes to teachers pursuing 
professional development opportunities or the level of parental involvement occurring throughout the 
school. A mentor should also be prepared to communicate district policies and procedures with beginning 
teachers, particularly those that may not be fully enforced in the school or those that are not necessarily 
written in a handbook, but are just “understood.” 

Social/emotional and physical needs can be viewed as basic needs, like in Maslow’s hierarchy of needs. 
These basic, lower-level needs must be reasonably satisfied before meeting more advanced, higher-level 
needs – creativity, problem-solving, lack of prejudice, etc. – that are often instructional in nature. The 
instructional needs category is immense. It includes any needs a teacher has that impact his/her ability to 
plan lessons effectively, deliver quality instruction to every student in the classroom, and assess learning. 
Instructional needs also include topics such as building relationships with parents and students, scheduling, 
and grading. An instructional need could be related to help with locating materials for a particular lesson, or 
it could involve assistance with teaching a group of special education students who are in the class.  

CERRA / SCDE
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Due to recent changes in our teacher evaluation system, beginning teachers may need their mentors to help 
with writing Student Learning Objectives (SLOs) or with understanding the South Carolina Teaching 
Standards (SCTS) 4.0 Rubric, both of which we will discuss this afternoon. Again referring to Maslow, once 
these instructional needs are satisfied and beginning teachers begin to gain self-esteem and confidence in 
the classroom, they will begin to develop a sense of efficacy. Teachers who have a sense of efficacy are more 
likely to exhibit the specific teaching behaviors that foster their own professional growth and the academic 
growth of their students. Efficacy is, therefore, one of the overarching goals of any mentoring relationship. 

Although beginning teachers require various levels of differentiated support, there are some common 
needs that mentors may encounter with their mentees.  Also, there may be needs that fall into more than 
one of these categories. For example, “location of resources” can fit into all three categories. A beginning 
teacher may be new to the area and ask for a local church recommendation (social/emotional). He/she may 
need to know who to speak with about taking time off to help care for a sick parent (physical), or the teacher 
may ask for a sample lesson plan to review before he/she begins teaching the class about fractions 
(instructional). The following bulleted lists include a variety of potential beginning teacher needs, but should 
not be considered all-inclusive lists. 

Social/Emotional 

• Need to feel valued 
• Relational connections 
• Location of resources – people or materials 
• Sense of efficacy 

Physical 

• Culture – professional learning communities, institutional support 
• School/district structure and policies – procedural issues outside of instruction, 

administrative procedures 
• Location of resources – people or materials 
• Professionalism – school norms related to dress codes, on-time behaviors, cell phone 

use, computer use, teacher-student interactions 

Instructional 

• Support for data analysis/writing SLOs 
• Instructional support – instructional technology, lesson planning, pedagogy, content 

knowledge, assessment strategies, reflection 
• Professionalism – professional organization membership, life-long learning, advocacy 
• Classroom management – working with specific groups of students (poverty, special 

education, behavioral, ESL), classroom management plans, engagement 
• Parental contacts – ongoing communication, conferences 
• Location of resources – people or materials 

CERRA / SCDE
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Activity: Categories of Beginning Teacher Needs (55 minutes) 
Note to Trainers: The instructions for grouping participants in this activity must be followed.   

This activity may require table groups to be restructured. Trainers should ensure that each table consists of 
at least three participants. Begin the activity by asking each participant to reflect on his/her own first year of 
teaching. Encourage participants to truly see themselves in that role as a beginning teacher. Specifically, ask 
them to recall any images, sounds, smells, etc. that bring them back to their first year in the classroom. Use 
the questions below to guide the reflection: 

• What challenges did you encounter?  
• What concerned you about your curriculum, your students, and/or your role? 
• What specific needs did you have as a first-year teacher?  

It is not necessary for participants to answer each question; they are included simply to facilitate the 
reflection. Provide 4-5 minutes for the participants to answer these questions for themselves. The 
participants do not need to answer these questions in writing or share their thoughts at this time. The 
questions are provided to help the participants call to mind their first year of teaching.  

Ask each participant to pick up a marker and 2-3 notecards. Pulling from their own experience as a 
beginning teacher, the participants should record one need per notecard. Trainers should remind  
participants of “The Developmental Stages of Teachers” article discussed in Module 1, Section 1 as this 
information may assist with their recollection. Once everyone has listed his/her ideas, the participants will 
share their identified needs by briefly describing the needs and placing the notecards on the table for the 
group to see. Explain that the group should listen for common needs and should identify these needs by 
placing an asterisk (*) on the top of the notecard. For example, two participants may list classroom 
management as a need. An asterisk should be added to the top of one of the notecards to identify 
classroom management as a common need. The other notecard with classroom management listed on it 
can be set aside. Participants should also be aware of common needs that are described using different 
terminology. For example, one participant may include time management strategies as a need while 
another participant describes his/her struggle finding time to grade student essays. Similar needs can be 
condensed and included as a common need. Circulate among the tables to facilitate the identification of 
common beginning teacher needs. 

Trainers should introduce the three categories of beginning teacher needs identified in the research: social/
emotional, physical, and instructional. Trainers should not provide detailed information about the 
categories. Instead, participants will be asked to split into three groups based on the acronym “SPI.” For 
trainer purposes, this is no different than counting off; the acronym is relevant to the three categories of 
beginning teacher needs. All of the “S” participants will work with social/emotional needs and should move 
to one area of the training room. Repeat this process with the “P” participants (physical) and the “I” 
participants (instructional). Instruct participants to select the notecard(s) from their table that they believe 
best fits within their assigned category. Recognize the fact that participants have very little information to use 
to make this decision. In addition to the notecards, participants also should take their handbooks with them.  

Once the participants have moved to their new areas, explain the activity instructions. Specifically, inform 
each group that they will be given one of three handouts containing information about their assigned 

CERRA / SCDE
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category of beginning teacher needs. Time will be provided for the participants to read the handout. Then, 
the groups will work together to develop a plan for teaching their assigned content to the other participants 
in the room. The participants also should make a list of beginning teacher needs that fit within their assigned 
category. The notecards from the table group activity may assist with this task. It is possible that a participant 
may have brought a notecard with them that they now realize does not fit within their category. This is to be 
expected! Participants do not need to pass the notecard to the correct group. Provide 10-15 minutes for 
participants to complete this portion of the activity. Trainers should monitor the discussions to ensure the 
necessary work is completed within the allotted time. For planning purposes, inform each group that they 
will be given 5 minutes to teach their assigned content. 

Ask the designated member(s) of the “Social/Emotional” group to teach their content to the entire group, 
being sure to include some of the beginning teacher needs that fall into this category. The other participants 
may take notes on the blank “Beginning Teacher Needs” chart on page 9 in their handbooks. The trainer 
who is facilitating the activity should listen intently to the content being taught to ensure all pertinent 
information has been covered. One of the other trainers should chart the beginning teacher needs 
identified by each group. Allow time for the “Physical” and “Instructional” groups to teach their content as 
well. 

Debrief 
Review the identified beginning teacher needs. Consider asking some of the questions below to guide the 
debrief: 

• What common needs emerged?  
• What is an example of a unique need not identified on the chart?  
• What have we already learned about beginning teachers and our roles as mentors? 

If the participants share any needs that were not previously identified, trainers should add them to the chart 
created during this activity. Using paragraph 1 under the “Content and Relevance” heading, describe the 
factors that can affect a beginning teacher’s needs at any given time throughout the school year. Trainers 
can remind participants of “The Developmental Stages of Teachers” article that they discussed in Module 1.  
Explain that the beginning teacher needs charts (both the large chart created in this activity and the chart in 
the participant handbook) will be used in the following section. Recognize the fact that the participants have 
a copy of the “Categories of Beginning Teacher Needs Summary” on pages 10-11 and a completed 
“Beginning Teacher Needs” chart on page 12 in their handbooks. 
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Transition 
Participants have had the opportunity to identify and categorize beginning teacher needs. It is now time to 
build on this information and define the attributes, roles, and responsibilities that a mentor must assume to 
support a beginning teacher effectively.

CERRA / SCDE
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Social/Emotional	Needs	of	Beginning	Teachers		
	
Social/emotional	needs	of	beginning	teachers	 ideally	have	to	be	met	before	any	
quality	instruction	can	take	place.	Teachers	need	to	feel	valued	as	an	integral	part	
of	 something	 meaningful.	 They	 need	 to	 be	 heard	 and	 made	 to	 feel	 that	 their	
struggles	 are	 valid	 and	 that	 they	 are	 important	 members	 of	 an	 institutional	
system	that	fosters	support	and	development.	Establishing	personal	connections	
is	also	necessary	in	meeting	social/emotional	needs.	Many	beginning	teachers	are	
new	to	the	area,	some	may	have	no	family	or	friends	nearby,	and	others	may	be	
away	from	their	home	for	the	very	first	time.	These	are	all	possible	scenarios	that	
a	mentor	must	be	prepared	to	handle	and	able	to	help	the	beginning	teacher	find	
his/her	place	in	the	school	and	in	the	community.	
	
Social/emotional	needs	can	be	viewed	as	basic	needs,	like	in	Maslow’s	hierarchy	
of	 needs.	 These	 basic,	 lower-level	 needs	 must	 be	 reasonably	 satisfied	 before	
meeting	more	advanced,	higher-level	needs	–	creativity,	problem-solving,	 lack	of	
prejudice,	etc.	–	that	are	often	instructional	in	nature.		
	
The	following	bulleted	list	includes	potential	social/emotional	needs	of	beginning	
teachers,	but	should	not	be	considered	an	all-inclusive	list.	
	
Social/Emotional	
	

• Need	to	feel	valued	
• Relational	connections	
• Location	of	resources	–	people	or	materials	
• Sense	of	efficacy	
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Physical Needs of Beginning Teachers 
 
Physical needs of beginning teachers are centered on structure, culture, policies, 
and procedures. The term physical, in this sense, does not refer to the “body.” It 
refers to the “building” – the procedural, structural, and operational aspects of the 
building. Teachers must understand how the school operates outside of instruction 
– the “who’s” and “how’s” of the school. Whom do I call if I need a restroom break 
during class? How do I secure a substitute teacher when I have an upcoming 
doctor’s appointment? Beginning teachers also need to be made aware of school 
culture. This could mean informing them about the level of support to expect from 
administration when it comes to teachers pursuing professional development 
opportunities or the level of parental involvement occurring throughout the school. 
A mentor should also be prepared to communicate district policies and procedures 
with beginning teachers, particularly those that may not be fully enforced in the 
school or those that are not necessarily written in a handbook, but are just 
“understood.” 
 
Physical needs can be viewed as basic needs, like in Maslow’s hierarchy of needs. 
These basic, lower-level needs must be reasonably satisfied before meeting more 
advanced, higher-level needs – creativity, problem-solving, lack of prejudice, etc. – 
that are often instructional in nature.  
 
The following bulleted list includes potential physical needs of beginning teachers, 
but should not be considered an all-inclusive list. 
 
Physical 
 

• Culture – professional learning communities, institutional support 
• School/district structure and policies – procedural issues outside of 

instruction, administrative procedures 
• Location of resources – people or materials 
• Professionalism – school norms related to dress codes, on-time 

behaviors, cell phone use, computer use, teacher-student interactions 
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Instructional	Needs	of	Beginning	Teachers	
	
The	instructional	needs	category	is	immense	as	it	pertains	to	the	more	advanced,	
higher-level	 needs	 of	 a	 beginning	 teacher,	 such	 as	 creativity,	 problem-solving,	
differentiation,	 lack	 of	 prejudice,	 etc.	 It	 includes	 any	 needs	 a	 teacher	 has	 that	
affect	his/her	ability	to	plan	lessons	effectively,	deliver	quality	instruction	to	every	
student	 in	 the	 classroom,	 and	 assess	 learning.	 Instructional	 needs	 also	 include	
topics	 such	as	building	 relationships	with	parents	 and	 students,	 scheduling,	 and	
grading.	An	instructional	need	could	be	related	to	help	with	locating	materials	for	
a	particular	lesson,	or	it	could	involve	assistance	with	teaching	a	group	of	special	
education	students	who	are	in	the	class.		
	
Due	to	recent	changes	in	our	teacher	evaluation	systems,	beginning	teachers	may	
need	their	mentors	to	help	with	writing	Student	Learning	Objectives	(SLOs).	Like	
in	Maslow’s	hierarchy	of	needs,	once	these	 instructional	needs	are	satisfied	and	
beginning	 teachers	 begin	 to	 gain	 self-esteem	 and	 confidence	 in	 the	 classroom,	
they	 will	 begin	 to	 develop	 a	 sense	 of	 efficacy.	 Teachers	 who	 have	 a	 sense	 of	
efficacy	are	more	likely	to	exhibit	the	specific	teaching	behaviors	that	foster	their	
own	professional	growth	and	the	academic	growth	of	 their	students.	Efficacy	 is,	
therefore,	one	of	the	overarching	goals	of	any	mentoring	relationship.	
	
The	 following	 bulleted	 list	 includes	 potential	 instructional	 needs	 of	 beginning	
teachers,	but	should	not	be	considered	an	all-inclusive	list.	
	
Instructional	
	

• Support	for	data	analysis/writing	SLOs	
• Instructional	 support	 –	 instructional	 technology,	 lesson	 planning,	

pedagogy,	content	knowledge,	assessment	strategies,	reflection	
• Professionalism	 –	 professional	 organization	 membership,	 life-long	

learning,	advocacy	
• Classroom	 management	 –	 working	 with	 specific	 groups	 of	 students	

(poverty,	 special	 education,	 behavioral,	 ESL),	 classroom	 management	
plans,	engagement	

• Parental	contacts	–	ongoing	communication,	conferences	
• Location	of	resources	–	people	or	materials	
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Categories of Beginning Teacher Needs Summary 

Understanding the needs of beginning teachers is a critical component in the mentoring process. 
As with any relationship that involves a mentor and a mentee, the mentor must be prepared to 
treat each beginning teacher as an individual and provide support based on the teacher’s 
particular needs. Mentors cannot approach their mentees with a one-size-fits-all approach: What 
works for one mentee may not work for another. It is very important to understand that the 
needs of beginning teachers can vary based on multiple factors including schedules, content area, 
school demographics, student behavior, parental involvement, quality of the mentee’s teacher 
preparation program, and so on. Mentors should realize that beginning teacher needs also vary 
during different times of the academic year. Needs can range from something as simple as 
needing to know whom to talk with at the beginning of the academic year about setting up direct 
deposit to something much more difficult as dealing with a disruptive student during end-of-the-
year testing.  

Regardless of the need being addressed, it will typically fall into one of these three categories: 
social/emotional, physical, or instructional. Social/emotional needs of beginning teachers 
ideally have to be met before any quality instruction can take place. Teachers need to feel valued 
as an integral part of something meaningful. They need to be heard and made to feel that their 
struggles are valid and that they are important members of an institutional system that fosters 
support and development. Establishing personal connections is also necessary in meeting 
social/emotional needs. Many beginning teachers are new to the area, some may have no family 
or friends nearby, and others may be away from their home for the very first time. These are all 
possible scenarios that a mentor must be prepared to handle and able to help the beginning 
teacher find his/her place in the school and in the community. 

Physical needs of beginning teachers are centered on structure, culture, policies, and procedures. 
The term physical, in this sense, does not refer to the “body.” It refers to the “building” – the 
procedural, structural, and operational aspects of the building. Teachers must understand how 
the school operates outside of instruction – the “who’s” and “how’s” of the school. Whom do I 
call if I need a restroom break during class? How do I secure a substitute teacher when I have an 
upcoming doctor’s appointment? Beginning teachers also need to be made aware of school 
culture. This could mean informing them about the level of support to expect from administration 
when it comes to teachers pursuing professional development opportunities or the level of 
parental involvement occurring throughout the school. A mentor should also be prepared to 
communicate district policies and procedures with beginning teachers, particularly those that 
may not be fully enforced in the school or those that are not necessarily written in a handbook, 
but are just “understood.” 

Social/emotional and physical needs can be viewed as basic needs, like in Maslow’s hierarchy of 
needs. These basic, lower-level needs must be reasonably satisfied before meeting more 
advanced, higher-level needs – creativity, problem-solving, lack of prejudice, etc. – that are often 
instructional in nature. The instructional needs category is immense. It includes any needs a 
teacher has that affect his/her ability to plan lessons effectively, deliver quality instruction to 
every student in the classroom, and assess learning. Instructional needs also include topics such 
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as building relationships with parents and students, scheduling, and grading. An instructional 
need could be related to help with locating materials for a particular lesson, or it could involve 
assistance with teaching a group of special education students who are in the class.  
 
Due to recent changes in our teacher evaluation systems, beginning teachers may need their 
mentors to help with writing Student Learning Objectives (SLOs). Again referring to Maslow, once 
these instructional needs are satisfied and beginning teachers begin to gain self-esteem and 
confidence in the classroom, they will begin to develop a sense of efficacy. Teachers who have a 
sense of efficacy are more likely to exhibit the specific teaching behaviors that foster their own 
professional growth and the academic growth of their students. Efficacy is, therefore, one of the 
overarching goals of any mentor relationship. 
 
Although beginning teachers require various levels of differentiated support, there are some 
common needs that mentors may encounter with their mentees. Also, there may be needs that 
fall into more than one of these categories. The following bulleted lists include a variety of 
potential beginning teacher needs, but should not be considered all-inclusive lists. 
 

Social/Emotional 
 

• Need to feel valued 
• Relational connections 
• Location of resources – people or materials 
• Sense of efficacy 

 
Physical 

 
• Culture – professional learning communities, institutional support 
• School/district structure and policies – procedural issues outside of instruction, 

administrative procedures 
• Location of resources – people or materials 
• Professionalism – school norms related to dress codes, on-time behaviors, cell 

phone use, computer use, teacher-student interactions 
 

Instructional 
 

• Support for data analysis/writing SLOs 
• Instructional support – instructional technology, lesson planning, pedagogy, 

content knowledge, assessment strategies, reflection 
• Professionalism – professional organization membership, life-long learning, 

advocacy 
• Classroom management – working with specific groups of students (poverty, 

special education, behavioral, ESL), classroom management plans, engagement 
• Parental contacts – ongoing communication, conferences 
• Location of resources – people or materials 
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SC Mentor Training

Overview 
In this section participants will learn that effective mentors possess 
certain attributes and assume specific roles to meet beginning 
teacher needs. Participants will engage in a reflection activity 
designed to elicit the attributes of effective mentors before they are 
asked to complete a mentor attribute self-assessment. The trainers 
will lead the participants in a discussion about trust. After learning 
about some of the roles mentors assume, participants will have an 
opportunity to identify mentor roles and responsibilities in response 
to the beginning teacher needs identified in the previous activity.  

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide opportunities for each 
of the participants to acquire 
knowledge of the attributes of 
effective mentors, as well as the 
mentor’s responsibilities and 
roles, as related to beginning 
teacher needs. 

Objectives 
Participants will: 
• Identify the attributes of an 
effective mentor 
• Identify the various roles and 
responsibilities of an effective 
mentor 
• Understand that the roles 
mentors assume must align 
with the identified needs of a 
beginning teacher  

Materials 
• “Mentor Attribute Self-
Assessment” from the participant 
handbook (pgs. 14-15) 
• “Note Taking Guide” from the 
participant handbook (pg. 16) 
• “Mentor Roles Diagram” from 
the participant handbook (pg.  
17) 
• “Beginning Teacher Needs 
Chart” from the activity in Section 
1 of this module 

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& PATHS TO THE PROFESSION 
SECTION 2: MENTOR ATTRIBUTES, ROLES, & RESPONSIBILITIES
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Content and Relevance 
The concept of mentoring can be divided into two sections – the mentoring relationship and the tasks 
associated with being a mentor (specifically, the roles assumed by the mentor). Both are equally important. If 
mentors focus only on mentoring tasks and ignore the relationship, the beginning teacher is unlikely to 
accept the mentor's suggestions. If the mentor focuses only on the relationship, the beginning teacher's 
practice will suffer. This section of the training focuses on both the mentoring relationship and mentor roles. 

The mentoring relationship consists of three distinct stages: initiation, facilitation, and closure. During 
initiation, the mentor develops a rapport with the beginning teacher and establishes a trusting relationship. 
This is the most important stage of the mentoring relationship. Trust emerges slowly and must be reinforced 
over time. A mentor can begin to establish trust by being reliable and consistent, being empowering and 
friendly, and maintaining confidentiality. In the facilitation stage, the mentor supports the beginning teacher 
and takes decisive steps to help the beginning teacher improve his/her practice and attain his/her goals. 
Mentors may view this stage as the heart of their mentoring work. Finally in closure, the mentor and the 
mentee end the formal mentoring relationship and establish the structure for future relationships.  

Effective mentors often display a set of common attributes that allow them to navigate the mentoring 
relationship. These attributes include, but are not limited to, being resourceful, reflective, empowering, 
trustworthy, approachable, goal-oriented, available, and reliable. While it is not necessary for mentors to 
possess every attribute included in this list or on the “Mentor Attribute Self-Assessment” found on pages 
14-15 of the participant handbook, it is important for mentors to be aware of their own strengths and areas 
of growth.  

Effective mentors also have an understanding of adult learning styles. Specifically, mentors must be aware 
that adult learners need to be involved in the planning and evaluation of their own learning, are driven to 
learn by their own experiences and need to identify solutions to problems, and are most interested in 
learning about topics that are relevant to their personal and/or professional life.  

The process of identifying beginning teacher needs supports adult learning. Of course, once a beginning 
teacher’s needs are identified and understood, mentors must also determine the best way to address these 
needs by providing differentiated, quality support as each need arises. As previously discussed, every 
beginning teacher is different and his/her needs will vary throughout the year based on multiple factors. 
Therefore, the mentor must treat each mentee as an individual and be prepared to assess each situation 
with a fresh perspective. The way a mentor chooses to respond should be based on the beginning teacher’s 
need at that particular moment. At this point, the mentor must decide which role he/she should assume to 
most effectively support the mentee based on the identified need(s). 

The roles and responsibilities of a mentor should always be aligned with the needs of the beginning 
teacher. In simpler terms, the beginning teacher’s need will determine the role assumed by the mentor. Just 
as needs can be grouped into three categories (social/emotional, physical, and instructional), so can roles. If 
the mentee’s need is instructional, then the mentor’s role becomes instructional. If the mentee’s need is 
emotional, then the mentor’s role becomes emotional. And so on. Roles, however, can often fall into multiple 
categories as their titles can be fairly generic (i.e., advocate, facilitator, resource, etc.). For example, a mentor 
can serve as an advocate in many different settings. A beginning teacher may need the mentor’s support in 
regaining the principal’s confidence after a mediocre performance during an observation. In a more intimate 
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scenario, a beginning teacher may require encouragement from the mentor when there are feelings of 
being isolated or ostracized by colleagues. In both cases, the mentor has assumed the role of an advocate.  

Additionally, mentors functioning within one category may assume multiple roles within that same category 
based on the mentee’s need. For example, an “instructional” role can take on many forms. If the mentee 
needs help gathering and analyzing student data, the mentor would approach this particular situation as a 
data coach. If the mentee asked for help teaching a lesson on fractions, the mentor could assume the role of 
a model/demonstrator if he/she is well-versed in this content area. If the mentor, however, is not a math 
teacher, he/she becomes more of a professional resource and directs the mentee to a colleague who does 
teach this subject. Mentors must be able to step in and out of these roles and differentiate their support in 
order to become effective in moving the beginning teacher's professional practice forward. 

The following bulleted lists include some of the roles a mentor may assume. While no one role is more 
important than any other, mentors should frequently assume the role of reflective guide and aid the 
beginning teacher in reflecting on his/her own practice. Reflection encourages the beginning teacher to 
identify his/her own areas of potential growth. 

Social/Emotional 

• Trusted listener/Confidant 
• Advocate 
• Resource 
• Motivator 
• Cheerleader 

Physical 

• Resource 
• Facilitator 
• Tour guide 
• Advocate 
• Planner/Organizer 

Instructional 

• Resource 
• Sounding board 
• Model/Demonstrator 
• Facilitator 
• Observer (not evaluator)  
• Collaborator 
• Consultant 
• Coach (instructional, data) 
• Diagnostician 
• Role model 
• Reflective guide 
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Many different beginning teacher needs and appropriate mentor roles have been discussed in this module. 
While each possible scenario that has been presented is quite different, each requires trust and effective 
communication between the mentor and mentee. Trust is the primary component to any successful 
relationship in one’s life – friends, family, colleagues, etc. The mentor-mentee relationship is no different. 
Trust must be established well before any needs can be satisfied. This process may look a little different 
depending on the attributes of the beginning teacher and the mentor. Regardless, this notion of 
differentiated mentoring must start right away when trust is being established. Each relationship is unique 
and must be treated as such.  

In terms of communication, a mentor may be able to determine a mentee’s need(s) based on personal 
experience, a classroom observation, or analysis of artifacts such as lesson plans. A mentor may also rely on 
the mentee to voice his/her concerns or needs. This type of communication or dialogue typically happens 
during the pre- and post-observation conferences. We will talk about these conferences in more detail this 
afternoon and especially tomorrow, but these are two very important steps in the four-step mentoring cycle, 
which we will also discuss in depth throughout the training. The four-step mentoring cycle, which also 
involves the mentor conducting classroom observations and facilitating learning opportunities for the 
beginning teacher, will allow mentors to identify the beginning teacher’s individual needs and ultimately 
provide the type of differentiated support that is so vital to any effective mentoring practice. 

Activity: Mentor Attributes and Roles (50 minutes) 

Explain that the foundational relationship between the mentor and the beginning teacher is arguably more 
important than the roles the mentor assumes. Ask the participants to recall a time when they were mentored 
by another individual. This recollection can include any type of relationship or situation. Ask participants to 
visualize their mentor, to recall the sound of his/her voice, to consider his/her nonverbal actions, etc. 
Encourage participants to reflect silently for 2-3 minutes on the mentoring relationship by considering the 
following questions: 

• What did you learn from your mentor?  
• What attributes or characteristics did your mentor possess?  
• How did you feel in the presence of your mentor?  
• What did the mentor do to establish a trusting relationship? 

Instruct the participants to turn to the “Mentor Attribute Self-Assessment” in their handbooks on pages 
14-15. Explain that this assessment is designed to help them identify the attributes they believe mentors 
should possess while also self-assessing their own strengths and areas of growth. Participants should read 
each attribute and place a check mark in the column labeled “Proved to Be Important in Past Mentoring 
Relationships” if they identified this attribute during the reflection or associated this attribute with their 
mentor. Participants should also consider whether they themselves possess this attribute and place a check 
in either the column labeled “Personal Strength” or the column labeled “Personal Area of Growth.” There are 
several blank rows at the bottom of the assessment so that participants can add additional attributes. Allow 
participants 4-5 minutes to complete the assessment. 

Once everyone has completed the assessment, instruct the table groups to discuss the following questions:  
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• What attributes do you believe are most important for mentors to possess? 
• How important is trust in a mentoring relationship?  
• Which attributes encourage the development of a trusting relationship? 

Ask the groups to share their thoughts to these questions. Use the information provided under the "Content 
and Relevance" heading to add to their thinking. Specifically, discuss the connection between the mentoring 
relationship and the tasks/roles associated with being a mentor. Also, discuss the importance of the initiation 
phase of the mentoring relationship, the general information about adult learning, and the specific ways a 
mentor can build trust with the beginning teacher. Participants should use the “Note Taking Guide” on page 
16 of their handbooks to record relevant information. 

Explain that mentors assume a variety of roles, and these roles are determined by the needs of the 
beginning teacher. Display the slide that shows the mentor roles. Use the information provided under the 
“Content and Relevance” heading to explain that mentor roles also fall into three categories (social/
emotional, physical, and instructional), with some roles overlapping into more than one category. Describe 
the importance of differentiated mentoring. Specifically discuss how each beginning teacher is different and 
his/her needs will vary throughout the year. A mentor is often responsible for identifying those needs (if the 
teacher is unable to fully communicate his/her need), as well as determining the appropriate role(s) to 
assume in order to effectively support the teacher. Explain that the roles of a mentor will constantly shift to 
stay in alignment with the changing needs of the beginning teacher.  
  
Using 1-2 of the beginning teacher needs displayed on the “Beginning Teacher Needs Chart” created 
during the activity of the previous section, model how to match a mentor’s role(s) to a beginning teacher’s 
need. Describe the specific actions a mentor may take while in this role. For example, if a beginning teacher 
needs assistance with inquiry-based science lessons, the mentor may become a resource, sounding board, 
model, demonstrator, or collaborator depending on the unique situation. As a resource, the mentor will 
provide the beginning teacher with sample inquiry-based lessons or may connect the beginning teacher 
with another teacher who has been successful implementing these types of lessons. As a sounding board, 
the mentor may listen to the beginning teacher describe his/her proposed lesson and ask questions to 
clarify the teacher’s plans, etc.  

Instruct the participants to work with a partner at their table to match the beginning teacher needs they 
identified in the previous activity with appropriate mentor roles. Encourage the pairs to discuss the specific 
actions they will take in each role. Circulate among the tables to facilitate the discussions. 

Debrief 
Ask the participants to reflect on the activities they just completed. Refer them to the “Mentor Roles 
Diagram” on page 17 in their handbooks. Use the questions below to guide the reflection: 

• How has your view of the mentor changed?  
• Which role(s) are you most excited about assuming?  
• Which role(s) do you believe will be the most difficult?  
• What have you learned about the importance of differentiated mentoring?  
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Reassure the participants that their comfort with the roles will increase the more they practice the art of 
mentoring. 

Transition 
Participants have had the opportunity to explore the attributes of effective mentors and identify and discuss 
the roles and responsibilities of mentors as they relate to beginning teacher needs. These needs will vary 
based on the teacher’s pathway to certification. In this next section, participants will review information 
about various pathways to certification and compare and contrast the needs of these beginning teachers 
based on this information. 
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Mentor	Attribute	Self-Assessment	
		

This	 assessment	 is	 designed	 to	 help	 you	 identify	 the	 attributes	 you	 believe	
mentors	should	possess.	It	also	allows	you	to	self-assess	your	own	strengths	and	
areas	of	growth.		
	
Consider	 each	 attribute	 listed	 in	 the	 first	 column.	 Place	 a	 check	 mark	 in	 the	
second	column	labeled	“Proved	to	Be	Important	in	Past	Mentoring	Relationships”	
if	 you	 identified	 this	 attribute	 during	 your	 reflection	 or	 associate	 this	 attribute	
with	your	identified	mentor.	Next,	consider	whether	you	view	this	attribute	as	a	
personal	strength	or	an	area	of	growth.	Place	a	check	mark	in	the	correct	column.	
Finally,	 the	blank	 rows	 at	 the	bottom	of	 the	 assessment	have	been	 included	 to	
allow	 you	 an	 opportunity	 to	 add	 additional	 mentor	 attributes	 you	 believe	 are	
important.	
	

Mentor	Attributes	

Proved	to	Be	
Important	in	Past	

Mentoring	
Relationships	

Personal	
Strength	

	
Personal	
Area	of	
Growth	

Able	to	trust	others	 	 	 	
Active	listener	 	 	 	
Approachable	 	 	 	
Available	 	 	 	
Caring	 	 	 	
Consistent	 	 	 	
Empathetic	 	 	 	
Empowering	 	 	 	
Flexible	 	 	 	
Goal-oriented	 	 	 	
Innovative	 	 	 	
Intelligent	 	 	 	
Life-long	learner	 	 	 	
Maintains	confidentiality	 	 	 	
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Mentor	Attributes	

Proved	to	Be	
Important	in	Past	

Mentoring	
Relationships	

Personal	
Strength	

Personal	
Area	of	
Growth	

Open	 	 	 	
Positive	role	model	 	 	 	
Problem	solver	 	 	 	
Reflective	 	 	 	
Reliable	 	 	 	
Respectful	 	 	 	
Resourceful	 	 	 	
Self-confident	 	 	 	
Supportive	 	 	 	
Tolerant	 	 	 	
Trustworthy	 	 	 	
Understands	adult	
learning	styles	

	 	 	

	 	 	 	
	 	 	 	
	 	 	 	
	 	 	 	
	 	 	 	
	 	 	 	
	 	 	 	
	 	 	 	
	
	
Mentors	are	NOT	expected	to	possess	each	and	every	attribute	included	on	this	
list.	 It	 is	 important	 for	 a	mentor	 to	 know	his/her	 own	 strengths	 and	 areas	 of	
growth.		
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Note Taking Guide 
 

 
 
 
 

 
The mentoring relationship consists of three distinct stages. 
 

1.   
 
 

2.     
 
 

3.    
 
Trust is defined as the belief that someone or something is reliable, good, honest, 
effective, etc. 
 
Mentors can establish trust by: 
 

•     
 

•     
 

•     
 

•     
 

•     
 

Identifying beginning teacher needs supports adult learning because  
 
__________________________________________________________ 

__________________________________________________________ 

MENTORING 
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Overview 
In this section participants will learn about the different pathways to 
teacher certification, identify the characteristics of beginning 
teachers based on their entry into the profession, and determine 
similarities and differences between beginning teachers using the 
“Characteristics of Beginning Teachers Comparison Chart.”  

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide  both  information and 
activities that allow participants 
to identify specific needs of  
beginning teachers relative to 
their pathways to certification. 

Objectives 
Participants will: 
• Identify various pathways to  
teacher certification and the 
characteristics of beginning 
teachers associated with each 
pathway 
• Understand how beginning 
teachers’ characteristics may 
vary or be similar depending 
on their individual pathways to 
certification 
• Apply the newly learned 
information about the roles and 
responsibilities of mentors in 
their work with beginning 
teachers, regardless of the 
teachers’ particular pathways to 
certification   

Materials 
• “Teacher Variety Description” 
Document from the participant 
handbook (pgs. 19-27) 
• “Characteristics of Beginning 
Teachers Comparison Chart” 
from the participant handbook  
(pg. 28) 

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& PATHS TO THE PROFESSION 
SECTION 3: TEACHER VARIETY
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Content and Relevance 
Traditionally, teachers earn teaching certification by completing a four- or five-year degree program from an 
accredited college or university and meeting all certification application requirements.   

In an effort to recruit, hire, and retain high-quality, highly-effective teachers, South Carolina offers a number 
of alternative pathways to teacher certification. Most alternative routes to teacher certification allow 
individuals with at least bachelor’s degrees to teach without going through a college’s campus-based, 
traditional teacher education program. Through the different pathways that are offered by the Office of 
Educator Services, some lead to full certification while others offer a temporary opportunity to teach in South 
Carolina public schools. Those alternative pathways include the following: Program of Alternative 
Certification for Educators (PACE), Adjunct Teaching Certificate, The American Board, Teach for America 
(TFA), International Visiting Teachers Programs, Career and Technology Education (CATE), and Montessori 
Certification. Mentors may be asked to support any of these teachers.   

In this section of the training, participants will learn the various pathways to teacher certification or entry into 
the teaching profession and descriptions of the teachers associated with each path.  

Below are brief descriptions of each pathway to certification in South Carolina: 

• Traditional Preparation: These teachers have completed a four- or five-year education program 
and have graduated from an accredited college or university.   

• PACE (Program of Alternative Certification for Educators): These teachers are career-
changers who have not been trained to teach through traditional educator preparation 
programs. In order to be eligible to participate in PACE, they must have a bachelor’s degree in 
one of the subject areas listed by the South Carolina Department of Education (SCDE), pass the 
state required Praxis II Specialty Area/Subject content exam, and have at least two years of work 
experience. Then participants can receive a letter (Statement of Eligibility) and can seek 
employment as a PACE candidate.  Prior to or during their first year of teaching, participants 
must successfully complete an initial 10-day pre-service institute (offered both in the summer 
and winter), a second 10-day summer course called PACE II, and six days of in-service training 
on weekends. PACE participants also must successfully complete three pre-approved college 
courses, the Principles of Learning and Teaching exam (PLT), and ADEPT.   

• Adjunct Teaching Certificate: These teachers must have at least a bachelor’s degree from a 
regionally-accredited college, as well as either a major in a current South Carolina certificate 
area or a passing score on the required content examination for the certificate area. They also 
must have had a minimum of five years of occupational work experience within the past ten 
years in, or related to, the content field of the certificate area. Individuals who qualify for this 
certificate can teach up to two credit-bearing courses in their content area over an academic 
year. The applicant must be assigned a mentor in the same general subject area in which he/she 
is receiving the Adjunct Teaching Certificate.   

• The American Board: American Board participants must pass a series of required tests. There is 
no coursework, pedagogical training, or study involved. The American Board certification is 
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applicable only for people who wish to obtain an initial teaching certificate in one of the 
following middle or secondary areas: biology, chemistry, English language arts, general science, 
mathematics, or physics.    

• TFA (Teach for America): Teach for America is a national program designed to recruit a diverse 
group of high-achieving recent college graduates to teach in high-need, low-income 
communities for two years. TFA participants are granted a one-year, alternative certificate which 
may be renewed for a second year. TFA participants also take part in ongoing coaching and 
professional development opportunities offered by TFA and their respective school district.  

• International Visiting Teachers Program: In an effort to broaden cultural understanding, foster 
the exchange of educational ideas and techniques, and introduce teachers from other countries 
into the classrooms and communities in South Carolina, the SCDE is designated as a sponsor of 
the Exchange Visitor Program by the United States Department of State. This program recruits 
highly-qualified teachers and provides school communities the opportunities to work with 
professionals from other countries. These teachers are issued a short-term International 
Certificate during their time in South Carolina.  

• CATE (Career and Technology Education Work-Based Certification): CATE is a five-year, 
work-based certification program that enables individuals with work experience in career and 
technology areas who do not meet the regular certification requirements to be eligible for 
employment as a secondary teacher in South Carolina public schools. Upon completion of the 
program requirements, participants earn a professional work-based teaching certificate. All 
work-based areas require a prescribed minimum amount of industry work experience in the area 
of certification.    

• Montessori Certification: Montessori Certification is open to both certified teachers and other 
individuals who posses a bachelor’s degree but not a South Carolina teaching certificate. The 
required training can be completed in 18-24 months. Individuals who obtain Montessori 
Certification are eligible to teach in grades 3K — 8th grade in a Montessori setting. Individuals 
who hold a current South Carolina teaching certificate and complete this certification receive an 
add-on endorsement.  Individuals who do not hold a current South Carolina teaching certificate 
are not eligible to teach outside of a Montessori setting. 

It is imperative for mentors to be familiar with the beginning teacher’s pathway to certification as beginning 
teachers often bring a variety of experiences with them and will present different needs throughout the 
school year. Mentors must be able to recognize the characteristics of these beginning teachers and identify 
ways to support them during their first years of teaching.   
 
Activity: Teacher Variety Jigsaw (30 minutes) 

Note to Trainers: The instructions for grouping participants in this activity must be followed.  

This activity gives the participants an opportunity to familiarize themselves with the general characteristics of 
the groups of teachers they may be asked to mentor. 
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Ask the participants to locate the “Teacher Variety Description” document found on pages 19-27 and the 
“Characteristics of Beginning Teachers Comparison Chart” on page 28, both in the participant handbook. 

For the purpose of “chunking” and “chewing” the material, explain to participants that they will work in table 
groups to read and record information about the various categories of teachers. Instruct table groups to 
number off 1 through 8. Trainers should be prepared to combine tables, if necessary. It is imperative that 
each number, 1-8, be represented in each group. It is permissible to have two number (ex.) 1’s in each 
group. Repeat the numbering process, until each member of the table group has a number. 

Following are the reading assignments in the “Teacher Variety Description” document: 

• One’s: Traditionally-Prepared Teachers (pg. 20) 

• Two’s: PACE Teachers (pg. 21) 

• Three’s: Teachers with an Adjunct Teaching Certificate (pg. 22) 

• Four’s: American Board Teachers (pg. 23) 

• Five’s: Teach for America Teachers (pg. 24) 

• Six’s: International Visiting Teachers (pg. 25) 

• Seven’s: CATE Teachers (pg. 26) 

• Eight’s: Montessori Teachers (pg. 27) 

Instruct each group member to read his/her assigned passage and record the unique characteristics of his/
her group of teachers in the appropriate column at the top of the “Characteristics of Beginning Teachers 
Chart.” Model an example: “Traditionally-prepared teachers have completed a four- or five-year 
undergraduate program, or a one- to two-year graduate program, from an accredited college or university.” 
Explain the second step in this process before inviting the participants to begin reading their designated 
sections.  

Encourage the groups to monitor their own time and to begin the second step in this process as soon as 
they are ready. Once everyone in the group has read his/her passage and recorded the facts he/she mined 
from the “Teacher Variety Description” document, each member will share his/her specific information with 
the other members of the group. This will allow each individual to complete the top portion of the page. 
Once each person has an opportunity to share, the table group should engage in a discussion focused on 
the commonalities among the variety of teachers. Group members should record the commonalities at the 
bottom of the activity page. 

Conclude the activity by summarizing the commonalities shared by the variety of teachers. They all 
experience some level of stress, so it is important to provide meaningful support as they begin their careers. 
They all have a desire to serve as educators, and they all need the support of mentors as they strive to 

CERRA / SCDE
44



SC Mentor Training

become accomplished educators. Encourage the participants to reflect back on “The Developmental Stages 
of Teachers” article introduced in Module 1, Section 1. Specifically, ask them to consider how a teacher’s 
pathway to certification can influence the stage in which he/she enters the profession and how long he/she 
remains in a given stage. 

Before ending this activity, ask a participant to share the following excerpt from the February/March 2005 
Edutopia: 

“Not a day went by that I didn’t go home and cry,” remembers fourth-grade teacher Sue Manley of 
her first year. Manley, who graduated from Northwestern University with a master’s degree in 
education, thought she was prepared for her first assignment.  

She had completed her student teaching the previous year at a grammar school in the same 
neighborhood school and had spent four months volunteering as a classroom aide at another urban 
elementary school. Working with experienced teachers while she was a graduate student and a 
volunteer had made teaching look easy to Manley. “Academically I was prepared. Socially, 
professionally, and emotionally, I was not.” 

 
Debrief 
To debrief this activity, review the idea that teachers can enter the profession through a variety of different 
pathways. Each beginning teacher comes with his/her own experiences and background knowledge. It is 
important to ascertain the beginning teacher’s current level of development, background, and pre-service 
training and differentiate your mentoring strategies to best meet his/her needs. Remind participants that 
effective mentoring is differentiated to meet the current needs of the beginning teacher, regardless of the 
path he/she chose to get into the classroom. 
 
Transition 
In this section participants have had an opportunity to identify characteristics of beginning teachers specific 
to their pathways into the profession. Module 3, Section 1 will provide the participants with an introduction 
to the mentoring cycle.  
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TEACHER VARIETY 
PATHWAYS TO TEACHER CERTIFICATION
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Traditional Preparation 
 
WHAT IS MEANT BY THE TERM “TRADITIONALLY-PREPARED” TEACHER? 
Traditionally-prepared teachers have completed a four- or five-year undergraduate teacher education 
program, or a one- to two-year graduate teacher education program, from an accredited college or 
university. 

ARE THERE SIGNIFICANT DIFFERENCES IN THE PRE-SERVICE EXPERIENCES OF TRADITIONALLY-
PREPARED TEACHERS? 
Though they have graduated from teacher education programs at accredited institutions of higher 
education (IHE), traditionally-prepared teachers may not all have acquired the same knowledge base or 
experienced the same variety of field experiences while completing their teacher education program. With 
regard to the knowledge base, required coursework could differ in such areas as English for speakers of 
other languages (ESOL), literacy, and working with children in poverty. With regard to field experiences, 
some teacher education students will have had a variety of field experiences in diverse school settings, while 
others may have had fewer experiences in diverse settings. The location of an IHE may have been a factor in 
its ability to provide a variety of types of field experiences. 

WHAT ARE SOME OF THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
Traditionally-prepared teachers have worked for at least four years, and in some cases up to six, to earn their 
teaching degrees and be eligible to teach in a South Carolina public school. They typically have been 
focused on the goal of becoming teachers and are confident in their choice of careers. Presumably they are 
excited to be starting their first position as a teacher, and they want to be successful. Even though they are at 
the beginning of their careers, these teachers have a broad base of knowledge and experiences on which to 
rely during their early years of teaching, including exposure to new strategies and techniques. They also 
should have basic familiarity with planning and execution of lessons as well as managing the classroom.   

WHAT ARE SOME OF THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
In most cases traditionally-prepared teachers will be entering the “real world” of full-time employment, 
financial autonomy, and independent living as they exit their IHE and enter the public school system. They 
will be going through an adjustment period that goes beyond simply starting a new job. All new teachers 
may at times be overwhelmed with the realities of the classroom as compared to the idealism with which 
they began their year. They may find themselves questioning their preparation, mistrusting their judgment 
and feeling very isolated. 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Program for Alternative Certification for Educators 
 
WHAT IS PACE? 
The Program of Alternative Certification for Educators (PACE) is a unique, state-sponsored program 
designed for career changers who have college degrees but have not taken the education courses and 
exams to certify them as teachers to be employed in public schools. To be admitted into the three-year 
program, candidates must take and pass the appropriate ETS Praxis II subject area examination. After they 
secure employment in a South Carolina public school, they begin the course work in the content area and 
grade level for which they were admitted to earn K-12, middle level, or secondary certification. Participants 
must successfully complete the initial ten-day course (PACE pre-service institute, which is offered in July and 
again in the winter), a second ten-day course (PACE in-service, which is offered in June), and six weekend 
seminars. Participants must also pass three required college courses approved by the Division of School 
Effectiveness as well as pass the Principles of Learning and Teaching (PLT) Praxis exam appropriate to the 
teacher’s certification grade level. 

WHAT ARE SOME OF THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
These teachers are very diverse in age, ethnicity, training, experiences, and professions. Because they have 
had some experience working in a career, they often bring employment skills applicable to teaching. 
Generally speaking, they exhibit a maturity, perseverance, idealism, and intentionality in seeking teacher 
certification. Because most of these adults have families and must consider their financial obligations, they 
welcome the opportunity to earn salaries while at the same time earning their teacher certification at 
nominal fees. The coursework that this group of teachers complete through the twenty-six days of intense 
instruction builds knowledge of classroom management, instructional strategies, lesson plans, parent 
interactions, best practices, assessment, special needs students, education theorists, ADEPT, and much 
more. 

WHAT ARE SOME OF THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
As is the case with most beginning teachers, the PACE teachers’ idealism and optimism can get quickly 
hindered by the complexity and the challenges of the profession. Many are coming from careers in which 
they were highly capable and respected whereas others have left careers in which they lacked fulfillment. 
Placing high expectations on themselves, PACE participants strive to be highly effective teachers but often 
experience stress and various degrees of disillusionment in the process. Most are also spouses and parents 
who have family obligations as well, so often they are concerned about the time commitments of teaching.  

FOR MORE INFORMATION ABOUT PACE, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/alternative-certification/alternative-certification-
programs/program-of-alternative-certification-for-educators/ 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Adjunct Teaching Certificate 
 
WHAT IS AN ADJUNCT TEACHING CERTIFICATE? 

The Adjunct Teaching Certificate gives individuals with knowledge and experience in certain content areas 
the opportunity to share their expertise in the classroom. Teachers with an adjunct certificate have at least a 
bachelor’s degree from a regionally accredited college, as well as either a major in a current South Carolina 
certificate area or a passing score on the required content examination for the certificate area. They also 
must have had a minimum of five years of occupational work experience within the past ten years in, or 
related to, the content field of the certificate area.   

WHAT ARE SOME OF THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
Teachers with adjunct certificates generally have a strong desire to teach and/or to “give back” to the 
community. In some cases they may be retired following a successful career in their field, and they may have 
been sought out to teach by the school district. These teachers will bring to the classroom a strong 
knowledge base, a maturity level, and a point of view centered in the realities of the world outside of the 
K-12 or Institutions of college or university classroom. They may teach only up to two credit-bearing classes 
per school year, so they generally will be working only a portion of the school day.  

WHAT ARE SOME OF THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 

These teachers likely have little or no experience as a teacher in the public school classroom setting. As a 
result, they may not be aware of the many routine procedures and expectations. They will have had little 
exposure to such responsibilities as planning, assessment, instructional strategies, and classroom 
management. They also may be unaware of standard strategies and techniques in these areas. Like all new 
teachers, they may at times be overwhelmed with the realities of the classroom and feelings of isolation and 
frustration. When working with teachers with adjunct certificates, avoid the use of typical education jargon 
with which they may be unfamiliar, and take steps to make them feel comfortable asking questions that 
otherwise may seem simplistic. 

FOR MORE INFORMATION ABOUT THE ADJUNCT TEACHING CERTIFICATE, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/alternative-certification/alternative-certification-
programs/adjunct-teaching-certificate/ 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The American Board 
 
WHAT IS THE AMERICAN BOARD? 
The America Board is a non-partisan, non-profit organization established by the United States Department 
of Education. In June 2007 the South Carolina General Assembly passed the American Board for the 
Certification of Teacher Excellence Act, which allows public school districts or charter schools to hire 
individuals who use The American Board process to obtain a South Carolina teaching certificate in one of 
the following middle or secondary content areas: biology, chemistry, English language arts, general science, 
mathematics, or physics. These teachers have earned at least a bachelor’s degree from a regionally 
accredited college or university, passed the required American Board examinations in the subject area, and 
met all program requirements.  
 
WHAT ARE THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
American Board-certified teachers generally have a strong desire to teach, having sought out The American 
Board process for obtaining teacher certification. In many cases they will have had work experience in their 
certification content area, and they may bring to the classroom a level of maturity and wisdom.   
 
WHAT ARE THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
These teachers likely have little or no experience as a teacher in the public school classroom setting. As a 
result, they may not be aware of the many routine procedures and expectations. They will have had little 
exposure to such responsibilities as planning, assessment, instructional strategies, and classroom 
management. They also may be unaware of standard strategies and techniques in these areas. Like all new 
teachers, they may at times be overwhelmed with the realities of the classroom and feelings of isolation and 
frustration. When working with American Board-certified teachers, avoid the use of typical education jargon 
with which they may be unfamiliar, and take steps to make them feel comfortable asking questions that 
otherwise may seem simplistic. 

FOR MORE INFORMATION ABOUT THE AMERICAN BOARD, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/alternative-certification/alternative-certification-
programs/american-board/ 
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Teach For America 
WHAT IS TEACH FOR AMERICA? 
Teach for America (TFA) is a national program that recruits and trains top college graduates, who then 
commit to teach for two years in rural and high-need public schools. The South Carolina Board of Education 
adopted a resolution on October 13, 2010, to implement the TFA program in South Carolina. TFA 
participants must have earned at least a bachelor’s degree (or higher) from a regionally accredited college 
or university or an institution with a teacher education program that has been approved by the South 
Carolina Board of Education. They also must have received a passing score on the required content area 
examination for the certification area. TFA participants must complete the approved TFA pre-service training 
institute as well as the regional orientation to the schools and communities in which the participants will be 
teaching. 

WHAT ARE THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
TFA participants are presumed to be eager to teach in rural and high-need schools. They will have had some 
pre-service training to learn about pedagogy and specific expectations in such areas as planning, 
assessment and classroom management. During their time in the TFA program, they also are assigned a full-
time TFA instructional coach who will observe them and engage them in joint problem-solving to improve 
their practice. TFA participants also receive toolkits that include sample assessments, standards, and 
teaching resources customized for their grade levels, subjects, and districts; they will meet periodically in 
content-area and grade-level learning teams; and they will have access to TFANet, a Web site that hosts 
online resource exchange and knowledge sharing. 
 
WHAT ARE THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
Like traditionally-trained teachers who are new college graduates, TFA participants will be entering the “real 
world” of full-time employment, financial autonomy, and independent living as they exit their intuitions of 
higher education (IHE) and enter the public school system. They will be going through an adjustment period 
that goes beyond simply starting a new job. TFA participants may at times be overwhelmed with the realities 
of the classroom as compared to the idealism with which they began their year of teaching. 
 
FOR MORE INFORMATION ABOUT TFA, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/alternative-certification/alternative-certification-
programs/teach-for-america-tfa/ 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International Visiting Teachers Program 
 
WHAT IS THE INTERNATIONAL VISITING TEACHERS PROGRAM? 
The South Carolina International Visiting Teachers Program has Memoranda of Understanding agreements 
with certain countries to allow teachers from those countries to fill teaching positions in South Carolina. A 
number of private companies, such as Visiting International Faculty (VIF) and the Foreign Academic & 
Cultural Exchange Services, Inc. (FACES), also have programs to bring teachers to South Carolina from all 
over the world. International teachers generally have received visas to teach in this country for up to three 
years. 
 
WHAT ARE THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
These teachers generally will have been through a traditional training program in their home country and 
likely have had successful careers as teachers before deciding that they wish to teach in the United States. 
They should have a broad base of knowledge and experiences on which to rely. Presumably they also have a 
desire to learn about our culture and our educational system. They are excited to be starting a position as a 
teacher in the United States and will likely be open to receiving assistance and support.  
 
WHAT ARE THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
International teachers face many challenges during their time in South Carolina. They are at a disadvantage 
because they are immersed in a new education system, there may be significant cultural differences, and 
they are typically unfamiliar with the nuances of the English language as spoken in South Carolina. They may 
face differences in routine expectations in such areas as planning, assessment, and student discipline. What 
may be perceived as a weakness or inadequacy may simply be adjustment to a language or cultural 
difference. When working with international teachers, avoid the use of educational jargon and assist them in 
being prepared to encounter slang and other language nuances in the classroom; anticipate and discuss 
cultural differences; and always use specific examples and check to assure that they understand the 
information you are trying to convey. 
 
FOR MORE INFORMATION ABOUT INTERNATIONAL VISITING TEACHERS PROGRAM, GO TO: 
http://ed.sc.gov/educators/recruitment-and-recognition/international-visiting-teachers-program/ 
  
FOR MORE INFORMATION ABOUT PRIVATE PROGRAMS FOR INTERNATIONAL TEACHERS , GO TO:  
http://ed.sc.gov/educators/recruitment-and-recognition/international-visiting-teachers-program/private-
programs-for-international-teachers/ 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Career and Technology Education Work-Based 
Certification 
 
WHAT IS A CAREER AND TECHNOLOGY EDUCATION TEACHER? 
Career and Technology Education (CATE) teachers are not required to have completed a traditional teacher 
training program. Instead, they complete intensive training during their first two years in the classroom. This 
training, known as the DIRECT program, covers methods of teaching, classroom management, curriculum 
development and assessment. CATE teachers have up to five years to complete all requirements for 
certification, which include state-required work certifications, coursework, and skill-competency 
examinations. CATE includes such areas as welding, culinary arts, automobile technology, cosmetology, 
electronics, health science technology, and carpentry.  
 
WHAT ARE SOME OF THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
CATE teachers generally are eager to share their expertise with CATE students. They bring to the classroom 
a wealth of technical expertise gained from experience in their chosen professions. They also are likely to 
bring with them a level of maturity and wisdom that is beneficial to students in CATE classes. However, there 
may be great diversity in the educational background of these teachers. Some may have only high school 
diplomas, while others have college degrees.   
 
WHAT ARE SOME OF THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
CATE teachers are making a transition from the workplace to the classroom and will generally be unfamiliar 
with routine procedures and expectations. In addition to the day-to-day challenges of a classroom, and in 
some cases a laboratory-type setting, these teachers are undergoing direct training in instructional 
practices, assessment, classroom management, etc. They may feel overwhelmed and/or frustrated with all of 
the requirements and expectations. When working with CATE teachers, avoid the use of typical education 
jargon with which they may be unfamiliar, and take steps to make them feel comfortable asking questions 
that otherwise may seem simplistic. 
 
FOR MORE INFORMATION ABOUT CATE TEACHERS, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/alternative-certification/alternative-certification-
programs/career-and-technology-education-cate-work-based-certification-program/ 
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Montessori Certification 
WHAT IS MONTESSORI CERTIFICATION? 
The Montessori Method is a hands-on, individualized, and whole-child centered approach to learning and 
teaching which is used worldwide. Montessori is a state-approved program, designated as a model for 
personalized learning. It is offered primarily at the pre-school and elementary level. In South Carolina, there 
are a small number of Montessori middle schools and plans are in place for a secondary Montessori 
program to be offered through grade 12. 

Montessori teachers have entered the classroom in one of two ways. Some Montessori teachers hold a 
South Carolina teaching certificate and have simply added on Montessori Certification after completing an 
accredited Montessori Teacher Education Program. Other Montessori teachers hold a bachelor’s degree 
from a regionally accredited institution, have completed an accredited Montessori Teacher Education 
Program, and passed a Praxis II subject area exam and Praxis II "Principles of Learning and Teaching" (PLT) 
exam before being eligible for initial certification in a corresponding Montessori area. Holding Montessori 
certification areas does not qualify educators to teach in non-Montessori classes in public schools. 

WHAT ARE SOME OF THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 
Montessori teachers vary in terms of their preparation. As previously stated some will have completed a 
traditional preparation program while others will have completed a bachelor’s degree in an area outside of 
education. These teachers may bring some experience working in another profession. All Montessori 
teachers have been trained in the Montessori Method through an 18-24 month program. The program 
includes 7-10 methods courses in which participants learn how to present lessons in the Montessori 
curriculum (across all areas) using Montessori materials/equipment. There are separate training programs 
for each Montessori age level of students: Primary training (3k-5k), Lower Elementary (gr. 1-3), Upper 
Elementary (gr. 4-6), Middle, and Secondary. Teachers serve as facilitators of learning in multi-age 
classrooms where students work at their own pace. All Montessori teachers understand that cooperation, 
respect for others and the environment, and responsibility for one's own learning are cornerstones of the 
Montessori philosophy.  

WHAT ARE SOME OF THE GENERAL CHALLENGES OF THIS GROUP OF TEACHERS? 
Many Montessori teachers work in traditional schools where the Montessori Method may not be fully 
understood or where they are one of only a few teachers using the Montessori Method. The uniqueness of 
their teaching pedagogy may cause them to experience feelings of isolation and frustration. When working 
with Montessori teachers, it is important to be aware of the Montessori Method. 

FOR MORE INFORMATION ABOUT MONTESSORI CERTIFICATION, GO TO: 
http://ed.sc.gov/educators/teaching-in-south-carolina/aspiring-educators/applying-for-certification/
montessori-certification-applicants/ 
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Overview 
In this section participants will be introduced to the four-step 
mentoring cycle while also identifying the specific roles a mentor 
may assume. The trainers will share information about formal 
mentor/mentee interactions, informal mentor/mentee interactions, 
and the times in the academic year when mentor conversations must 
occur.    

CERRA / SCDE

Purpose 
The purpose of this section is to 
introduce the four steps of the 
mentoring cycle that the  
participants will carry out as 
they fulfill their mentor roles 
and responsibilities.  

Objectives 
Participants will: 
• Understand each step of the 
mentoring cycle depicted in the 
Guide to Professional Success 
(GPS) as it relates to supporting 
beginning teachers 
• Be prepared to learn more 
about each of the steps in the 
mentoring cycle and apply this 
knowledge in practice 

Materials 
• “Guide to Pro fess iona l          
Success” (GPS graphic) from the 
participant handbook (pg. 30) 
• “Critical Times and Events" 
Document from the participant 
handbook (pg. 31) 
•  Blank "Contact Log" from the 
participant handbook (pg. 32) 
• Completed “Contact Log" 
from the participant handbook 
(pg. 33) 
• Chart paper 
• Markers 

MODULE 3 
MENTORING CYCLE AND EXPANDED ADEPT                       

SUPPORT & EVALUATION SYSTEM 
SECTION 1: INTRODUCTION TO THE MENTORING CYCLE

GPS - GUIDE TO PROFESSIONAL SUCCESS

G
P
S

TRUST
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Content and Relevance 
Previous Day 1 modules have focused on the importance of differentiated mentoring and how each 
beginning teacher has individual needs. Participants must keep this idea in mind as the training progresses. 
While each teacher is different, there are some fundamental components that should be part of every 
mentor-mentee relationship. These components (trust, support, guidance, balanced conversations, etc.) led 
to the development of a mentoring cycle that includes four specific steps: pre-observation conference, 
observation, post-observation conference, and beginning teacher learning opportunities (TLOs). Participants 
may hear the first three steps in the mentoring cycle referred to as the “POP Cycle.” This mentoring cycle 
was developed through extensive research, invaluable feedback from educators across the state, and an 
ongoing partnership between CERRA and the South Carolina Department of Education (SCDE). The cycle 
has been vetted by multiple groups of diverse educators in South Carolina and is designed to meet the 
specific needs of South Carolina’s public schools. All of these collaborative efforts that have taken place over 
recent years validate the importance of the four-step mentoring cycle that is being introduced.  
  
The first step of the mentoring cycle is the pre-observation conference. Its primary purpose is to provide an 
opportunity for the mentor and mentee to jointly identify and agree upon a particular focus for the 
upcoming classroom observation. The mentor will conduct this observation to gather evidence about the 
beginning teacher’s instructional skills. The focus may be identified by the mentee directly saying, “I need 
help with classroom management,” or it could come from the mentor asking the mentee questions about 
classroom challenges and determining the focus based on this dialogue. Other topics to be discussed in the 
pre-observation conference may include lesson plans and long-range plans developed by the beginning 
teacher, various assessments that the beginning teacher will use to measure student growth, expectations 
about the upcoming observation (day and time), and the overall mentor-mentee relationship (the mentor’s 
role is not evaluative). The pre-observation conference may also provide an opportunity for the mentor to 
assist in the location of resources for the lesson, to correct misconceptions related to the content that will be 
taught, and to answer questions about differentiating the instruction. Regardless of the discussions taking 
place during the pre-observation conference, it is critical that trust is being established and maintained 
throughout the remainder of the mentoring cycle.  

The second step of the mentoring cycle is the observation. The observation gives the mentor an opportunity 
to gauge a teacher’s effectiveness in the classroom. A teacher’s effectiveness in the classroom can be 
measured by his/her success in areas such as planning, instruction, assessment, interaction with students, 
and management. Prior to the observation, the mentor will have decided which method/strategy will be 
most effective in gathering evidence related to the already agreed-upon focus of the observation. In Day 2 
of this training, participants will learn more about specific observation methods/strategies (scripting, 
charting, etc.) and appropriate behaviors of mentors during an observation. For example, mentors should 
be unobtrusive and know in advance where they will sit in the classroom. This is one of the reasons a pre-
observation conference is so important.  Once a focus is identified, the mentee can inform the mentor how 
the class will be arranged during the observation, and the mentor can decide which observation method/
strategy to use and where he/she will sit based on the classroom layout. Once the observation data have 
been collected, it is the mentor’s responsibility to analyze the data and be prepared to give the mentee 
objective feedback during the post-observation conference.  

The post-observation conference is the third step of the mentoring cycle. This particular step is important for 
many reasons: the mentor shares the observation data with the mentee; the mentor provides effective 
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feedback to the mentee; and the mentor and mentee work together to set new goals. The mentor uses the 
data gathered during the observation to provide feedback that is targeted, objective, timely, actionable, and 
given in a way that encourages reflection and promotes professional growth. Feedback should never be 
evaluative in nature. It must always be rooted in the data/evidence collected during the observation. Goal 
setting also occurs during the post-observation conference. Once the observation data have been 
discussed and effective feedback has been given, the mentor and mentee can begin to develop goals that 
will help facilitate teacher and student growth. Goals are typically teacher or student-centered depending 
on the area of focus. For example, the beginning teacher may set a goal that is related to his/her methods of 
instruction, or the goal could be directed at student test scores. Regardless of the focus, both kinds of goals 
should affect growth:  

• Student goals – Where do my students need to grow this year? 
• Teacher goals – Where do I need to grow to help them get there? 

The last step of the mentoring cycle is referred to as beginning teacher learning opportunities or TLOs. 
These opportunities should help the beginning teacher meet his/her goals that were previously set in the 
post-observation conference. Some examples of TLOs include a beginning teacher observing another 
teacher in his/her same content area, the mentor modeling or demonstrating a particular form of instruction 
that benefits the beginning teacher, or a professional development opportunity for the beginning teacher 
that is related to his/her goal. TLOs can come in many different forms depending on when they present 
themselves. Although TLOs are presented as the fourth and final step of the mentoring cycle, it is possible 
that they can arise during other steps or even outside the mentoring cycle. For example, in the pre-
observation conference, the beginning teacher may mention that he/she is interested in including an arts-
integration component in an upcoming lesson but is hesitant to do so because he/she is not as 
knowledgeable with the music standards as he/she would need to be. In response the mentor contacts the 
school music teacher and arranges a planning meeting. Or, in a faculty/department meeting, the principal 
may share his/her expectation that all core content teachers utilize appropriate technology in at least one 
lesson in the upcoming week. As a result, the mentee informs the mentor that he/she wants to use a 
Smartboard to teach a probability lesson but is not comfortable with using the technology. The mentor then 
models how to use a Smartboard appropriately for that particular lesson.   

The mentoring cycle describes the formal interactions between the mentor and the mentee. Successful 
mentoring relationships also include numerous informal interactions that occur at least weekly and 
whenever the beginning teacher is in need of support. The mentor may assume a number of roles during 
these informal interactions. For example, a beginning teacher may approach his/her mentor with a question 
about entering grades in Power School. The mentor will become a professional resource, answer the 
beginning teacher’s question(s), and assist with grade reporting as necessary. It is important for mentors to 
keep an accurate record of their formal interactions with their mentees in a contact log. An example of a 
blank “Contact Log” and a completed “Contact Log” has been provided on pages 32-33 in the participant 
handbook. While the specific discussions included in the interactions should be kept confidential, the 
contact log may be shared with administrators as necessary. Mentors also should be aware of the following 
critical events/times in the academic year and should ensure that they engage the beginning teacher in 
appropriate dialogue prior to these events/times: 

• Beginning of the school year 
• Parent nights 
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• Interim reports 
• Report cards 
• Parent conferences 
• IEP meetings 
• Field trips 
• Formal testing  
• Meetings with the principal 
•  End of the school year 

The Guide to Professional Success (GPS) is a graphic that displays the four steps of the mentoring cycle. The 
upper left quadrant represents the first step of the mentoring cycle, the pre-observation conference. The 
upper right quadrant is the second step in the mentoring cycle, the observation. The lower right quadrant is 
the third step of the mentoring cycle, the post-observation conference. And the lower left quadrant 
represents the fourth step of the mentoring cycle, beginning teacher learning opportunities (TLOs). In the 
ring directly outside of each quadrant, the primary purpose of each step in the mentoring cycle is displayed. 
Starting with the first step, the pre-observation conference, its main purpose is “Identify the Focus.” Next is 
the observation and its main purpose is for the mentor to gather evidence. Third is the post-observation 
conference in which the mentor provides feedback, and last are TLOs in which the mentor facilitates growth 
for the beginning teacher. “Differentiated Mentoring” is consistently displayed in the second ring outside of 
each quadrant because, regardless of which step the mentor is currently engaged in, he/she must provide 
differentiated mentoring to the beginning teacher. The outermost ring represents the ultimate outcome of a 
successful mentoring relationship which involves the mentor providing differentiated support in a way that 
enables the beginning teacher to build efficacy and improve his/her practice. Finally, the diamond at the 
very center of this graphic signifies trust. A trusting relationship between the mentor and the mentee must 
exist before any other feature in this graphic can be put into practice.  

Activity: GPS - Guide to Professional Success (50 minutes) 
Note to Trainers: The instructions for grouping participants in this activity must be followed.   

Instruct the participants to turn to the “Guide to Professional Success” or GPS on page 30 in their participant 
handbooks. Display the slide that contains the GPS graphic. Explain that there are four steps in the 
mentoring cycle and that each step will be introduced individually today. Day 2 of the training will include 
an in-depth discussion and opportunities for the participants to practice each step in the mentoring cycle. 

Use the information provided in paragraph 2 under the “Content and Relevance” heading to introduce the 
first step in the mentoring cycle, the pre-observation conference. Explain that while the primary goal of the 
pre-observation conference is to establish a focus, the mentor may assume social/emotional, physical, and/
or instructional roles based on the beginning teacher’s need(s). Ask the participants to think first about the 
needs a beginning teacher may have at this point in the mentoring cycle and then identify social/emotional, 
physical, and/or instructional roles the mentor may assume. Participants should be encouraged to record 
these roles on their GPS graphic. 

Use the information provided in paragraph 3 under the “Content and Relevance” heading to introduce the 
second step in the mentoring cycle, the observation. Remind the participants that the primary goal of the 
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observation is to collect evidence related to the focus that was established in the pre-observation 
conference. The mentor’s role during the observation is simply to serve as an observer and a diagnostician. 
Participants should be encouraged to record these roles on their GPS graphic. 

Use the information provided in paragraph 4 under the “Content and Relevance” heading to introduce the 
third step in the mentoring cycle, the post-observation conference. Explain that while the primary goal of the 
post-observation conference is to provide effective feedback, the mentor may assume social/emotional, 
physical, and/or instructional roles based on the beginning teacher’s need(s). Ask the participants to think 
first about the needs a beginning teacher may have at this point in the mentoring cycle and then identify 
social/emotional, physical, and/or instructional roles the mentor may assume. Participants should be 
encouraged to record these roles on their GPS graphic. 

Use the information provided in paragraph 5 under the “Content and Relevance” heading to introduce the 
fourth step in the mentoring cycle, teacher learning opportunities or TLOs. Remind the participants that 
TLOs are presented as the last step in the mentoring cycle but that they can actually occur at any time. 
Depending on the beginning teacher’s needs and the identified TLOs, the mentor may assume a number of 
social/emotional, physical, and/or instructional roles. Ask the participants to think first about the needs a 
beginning teacher may have at this point in the mentoring cycle and then identify social/emotional, physical, 
and/or instructional roles the mentor may assume. Participants should be encouraged to record these roles 
on their GPS graphic. 

Before beginning this portion of the activity, ask the participants to silently identify their favorite food. 
Participants should not share their thoughts with anyone else. Explain that the group will need to line 
themselves up in ABC order using the name of their favorite food. Designate a starting point for the line; a 
place for the “A” foods. Invite the participants to stand and put themselves in alphabetical order in the 
designated area of the room. Once the line is complete, the presenters should divide the line in half and ask 
the second half of the line to stand in front of the first half of the line. Presenters should ensure that each 
participant has someone standing across from him/her with whom he/she may speak.  

Ask the participants to first recall their thoughts and then share, with the person standing in front of them, 
their responses to the following questions: 

• What needs will the beginning teacher have during the pre-observation conference?  
• What roles will the mentor assume? 

Allow 4-5 minutes for these conversations.  

Ask the participants in one of the lines (the moving line) to shift one person to the left so that they now have 
a new partner in the line that did not move (the stationary line). This will cause the first person in the moving 
line to be without a partner; this person should move to the end of the moving line to partner with the last 
person in the stationary line. Ask the participants to first recall their thoughts and then share, with the person 
standing in front of them, their responses to the following questions: 

• What needs will the beginning teacher have during the observation?  
• What roles will the mentor assume? 
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Allow 4-5 minutes for these conversations.  

Just as they did before, ask the participants in one of the lines (the moving line) to shift one person to the 
left so that they now have a new partner in the line that did not move (the stationary line). This will cause the 
first person in the moving line to be without a partner; this person should move to the end of the moving 
line to partner with the last person in the stationary line. Ask the participants to first recall their thoughts and 
then share, with the person standing in front of them, their responses to the following questions: 

• What needs will the beginning teacher have during the post-observation conference?  
• What roles will the mentor assume? 

Allow 4-5 minutes for these conversations.  

One last time, ask the participants in one of the lines (the moving line) to shift one person to the left so that 
they now have a new partner in the line that did not move (the stationary line). This will cause the first person 
in the moving line to be without a partner; this person should move to the end of the moving line to partner 
with the last person in the stationary line. Ask the participants to first recall their thoughts and then share, 
with the person standing in front of them, their responses to the following questions: 

• What needs will the beginning teacher have during a TLO?  
• What roles will the mentor assume? 

Allow 4-5 minutes for these conversations.  

Ask the participants to return to their seats and make any additional notes on their GPS graphic. Now that 
the participants have added the specific mentor roles under each step in the mentoring cycle, the GPS is 
complete. Explain how the GPS serves to remind mentors of both the goals of mentoring (building efficacy 
and improving practice) and the strategies designed to meet these goals. For example, a mentor may serve 
as a sounding board during the pre-observation conference while also establishing a focus for the 
observation. The mentor differentiates his/her mentoring to match the needs of the beginning teacher in 
that moment. When the mentee feels supported in this way, the mentor helps him/her develop efficacy and 
improve his/her practice. Of course, at the center of this work is the need to build trust. Without trust, none 
of this can happen. 

Debrief 
End this section by explaining that the mentoring cycle describes the formal interactions between the 
mentor and the mentee. Numerous informal interactions must also occur. Ask the participants the following 
questions: 

• How often should the mentor communicate with his/her mentee outside of the mentoring cycle? 
• Are there certain times of the academic year when it will be crucial to engage the beginning 

teacher in a specific dialogue? 
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Ask the participants to turn to page 31 in their handbooks. This page contains the “Critical Times and 
Events” document. Share the following list of critical times and events when mentors must have a 
conversation with their mentees: 

• Beginning of the school year 
• Parent nights 
• Interim reports 
• Report cards 
• Parent conferences 
• IEP meetings 
• Field trips 
• Formal testing 
• Meetings with the principal 
•  End of the school year 

Finally, ask the participants to turn to pages 32-33 in their handbooks. This page contains the blank “Contact 
Log” and the completed “Contact Log.” Remind the participants that a contact log is simply a way to 
document interactions between mentors and the beginning teachers. 

Transition 
Participants are now knowledgeable about beginning teacher needs, mentor attributes and roles, and the 
mentoring cycle. In the next section, participants will focus on the instructional needs and roles related to 
the Expanded ADEPT Support and Evaluation System. This information is extremely important, as mentors 
must have a thorough understanding of the system under which the beginning teacher will be evaluated.
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Critical Times and Events 
 

The mentoring cycle describes the formal interactions between the mentor and the 
mentee. It is important for mentors to understand that beginning teachers also 
need support outside of the formal mentoring cycle. These informal interactions 
may occur at any time and often represent a beginning teacher learning 
opportunity (TLO). 
 
The list below contains some of the critical times in the academic year when 
mentors must engage their mentees in a coaching dialogue and be prepared to 
offer additional assistance. It also includes some events around which the 
beginning teacher may need some support from his/her mentor. The list is not 
intended to be exhaustive. 
 
Beginning teachers will benefit from a mentor’s support at/during/while they 
prepare for: 
 

• the beginning of the school year 
 

• parent nights 
 

• interim reports 
 

• report cards 
 

• parent conferences 
 

• IEP meetings 
 

• field trips 
 

• formal testing 
 

• meetings with the principal 
 

• the end of the school year 

64



Contact	Log	
	M
entor:	______________________________	
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Contact	Log	
	M
entor:	A

bby	Sm
ith _____________________________	

Teacher:	M
ike	Brow

n ____________________________	

	D
ate	of	

Contact	
Tim

e	
Type	of	Contact	

D
escription	

M
entor	Initials	

Teacher	Initials	

8/24/15	
9:00-	9:30	

TLO
	

Topics	discussed:	Back	to	school	night,	
collecting	fees,	attendance	procedures	

A
S	

M
B	

8/28/15	
9:00	-	9:30	

TLO
	

Topics	D
iscussed:	First	day	lesson	plans	

A
S	

M
B	

9/3/15	
4:00	-	4:30	

TLO
	

Topics	D
iscussed:	M

A
P	testing	

procedures	
A
S	

M
B	

9/11/15	
4:00	-	5:00	

TLO
	

Topics	D
iscussed:	SLO

	developm
ent	

A
S	

M
B	

9/21/15	
9:00	-	9:30	

Pre-O
bservation	Conference	

Covered	all	topics	included	on	pre-
observation	conference	guide	

A
S	

M
B	

9/22/15	
10:00	-	10:40	

Classroom
	O
bservation	

O
bserved	social	studies	lesson		

A
S	

M
B	

9/24/15	
4:00	-	4:30	

Post-O
bservation	Conference	

Topics	D
iscussed:	Classroom

	
m
anagem

ent,	form
ative	assessm

ent	
strategies	

A
S	

M
B	

10/1/15	
9:00	-	9:30	

TLO
	

Topics	D
iscussed:	Rubrics,	polling,	turn	

and	talk	
A
S	

M
B	

10/6/15	
4:00	-	5:00	

TLO
	

Topics	D
iscussed:	SLO

	developm
ent	

A
S	

M
B	
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Overview 
In this section participants will learn about the components of the 
Expanded ADEPT Support and Evaluation System and learn how 
SLOs fit into teacher evaluation. Included in this new system is 
incorporation of student-growth measures as a modifier for the 
teacher’s overall evaluation rating. SLOs are used to collect 
evidence of student academic growth in classrooms in South 
Carolina. 

 
 

CERRA / SCDE

Purpose 
The purpose of this section is 
to show how the state’s teacher 
evaluation system, SLOs, and 
mentoring align. 

Objectives 
Participants will: 

• Understand key components of 
the Expanded ADEPT Support and 
Evaluation System 

• Understand the use of SLOs as 
a student growth measure 

• Apply mentoring ski l ls to 
support beginning teachers 
through the evaluation process 
a n d t h e d e v e l o p m e n t a n d 
implementation of SLOs 

Materials 
Note to Trainers: The supplemental 
materials for this section must be 
downloaded from CERRA’s Mentor 
Training Hub and copied for 
participants. 

• “Blank SLO Template” 

• “6th Grade ELA SLO Example”

• “SLO Quality Review Tool” 

• “South Carol ina Teaching 
Standards 4.0 Rubric” 

• “APS/South Carolina Teaching 
Standards Crosswalk” 

MODULE 3 
MENTORING CYCLE AND EXPANDED ADEPT 

SUPPORT & EVALUATION SYSTEM 
SECTION 2: EXPANDED ADEPT SUPPORT & EVALUATION SYSTEM
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Content and Relevance 

Note to Trainers: The “Content and Relevance” information as well as the 
script for Section 2 of Module 3 will change as we move from the SAFE-T 
system to full implementation of the new Expanded ADEPT Support and 
Evaluation System. Therefore, trainers should access the Content and 
Relevance information on CERRA’s Mentor Training Hub.  

Activity: Exploring the South Carolina Teaching Standards 4.0 
Rubric (25 minutes) 
Explain that this activity will provide the participants with an opportunity to examine the South Carolina 
Teaching Standards 4.0 Rubric, engage in a self-assessment activity, and begin to think about the needs a 
beginning teacher may have in regard to the different indicators as well as the roles a mentor will assume.  

Instruct the participants to locate the “Thinking” indicator under the “Instruction” domain in the copy of the 
South Carolina Teaching Standards 4.0 Rubric handout. Explain that students whose teachers meet the 
descriptors under performance level 3 should make at least a years’ worth of growth. Using a high-profile 
sports figure as an example, illustrate the fact that even the highest paid athletes perform at the “Proficient” 
level on a daily basis and only function at the “Exemplary” level on occasion. Therefore, teachers should not 
expect to receive performance ratings at the “Exemplary” level in all areas nor should they expect to receive 
a performance rating of “4” from every observation. Encourage the participants to closely examine the 
descriptors for a performance rating of “3” as compared to a performance rating of “4” on the “Thinking” 
indicator. After a few minutes of individual contemplation, engage the participants in a discussion about the 
differences they noted.  

Again working with the “Proficient” performance level on the “Thinking” indicator, ask the participants to 
self-assess their current instructional practice. Ask the participants to mark the descriptors in the following 
ways: 

• Circle any descriptor that is met in all lessons 
• Underline any descriptor that is met in most lessons 
• Highlight any descriptor that represents an area of growth meaning it is not met in most lessons  

Provide 5-8 minutes for the participants to complete this portion of the activity. Ask the participants to use a 
sticky note to identify what they need to do differently to ensure that all the level “3” descriptors are met 
within a lesson or to move their practice to the “Exemplary” level. Provide another 3-5 minutes for this 
individual reflection.  

In this next section of the activity, it is important to remind the participants that they are not serving as 
evaluators and, therefore, will not be assigning their mentees with performance levels. It is appropriate and 
recommended, however, that mentors use the language of the descriptors in their work with mentees. 
Explain that a mentor may be able to engage the beginning teacher in a dialogue about one or more of the 
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indicators during the pre-observation conference, collect evidence around one or two of the indicators 
during the observation, and then help the beginning teacher learn to reflect by using the “Reflecting on 
Teaching” indicator as a guide during the post-observation conference. Thinking about their role as a 
mentor, ask the participants to complete the following four tasks: 

• Identify an indicator where they believe a beginning teacher may have some opportunities for 
growth 

• Identify the beginning teacher’s needs in regards to the indicator they selected 
• Identify the roles the mentor will assume in regards to the identified beginning teacher’s needs 
• Share their thinking with the group 

Trainers may need to provide an example. Provide 10-12 minutes for this portion of the activity. Trainers 
should monitor the discussions closely to ensure participants are focused on beginning teacher needs and 
mentor roles. 

Debrief 
Close the activity by acknowledging that we asked the participants to rely on their previous experience with 
beginning teachers when they identified needs and roles, but that our expectation is that they will 
differentiate their support based on the individual beginning teacher’s needs.  Remind the participants that 
their mentees should have been exposed to the South Carolina Teaching Standards 4.0 Rubric during their 
teacher preparation program and that they will be evaluated using this tool during their formal evaluation 
year.  Finally, reiterate the fact that mentors should not assign performance levels to their mentee.  

Transition 
Participants are now knowledgeable about the Expanded ADEPT Support and Evaluation System and 
Student Learning Objectives (SLOs). This information is extremely important, as mentors must have a 
thorough understanding of the system under which the beginning teacher will be evaluated. The next 
section serves as closure for the day as well as a preview of the learning that will occur in Day 2.  
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Overview 
In this section participants will summarize their own learning as 
they talk with a partner. The trainer will review the topics covered 
on Day 1 and preview the topics to be covered on Day 2.  

CERRA / SCDE

Purpose 
The purpose of this section is 
to review new learning that has 
taken place in Day 1 of the 
training and provide a preview 
of learning and practice that 
will occur in Day 2.  

Objectives 
Participants will: 

•  Understand and be able to 
discuss the information that 
has been presented in Day 1  

•  Be prepared to apply the 
information from Day 1 to new 
learning and practice that will 
occur in Day 2  

Materials 
• None 

MODULE 3 
MENTORING CYCLE AND EXPANDED ADEPT 

SUPPORT & EVALUATION SYSTEM 
SECTION 3: REVIEW & PREVIEW
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Content and Relevance 
The information presented today is critical in understanding the many facets of mentoring and induction. 
Each of the modules and sections within modules contain pertinent content, data, and opportunities for 
practice that will help guide mentors as they begin their work with new teachers. Participants should now 
understand the importance of mentoring and the positive impact it can have on beginning teacher 
retention. They should also know that beginning teachers have different needs, and a mentor’s role must 
change throughout the year to meet these needs. Typically, these needs fall into one of three categories: 
social/emotional, physical, or instructional. In response to these needs, a mentor’s role also will fall into one 
of these categories. A beginning teacher's needs can stem from a number of factors, including the school’s 
demographics and support structure, the teacher’s content area, grade level, and pathway to licensure, and 
so on. A young teacher who just graduated from an education program and is experiencing a full-time job 
for the first time will have very different needs from a career-changer who has been in a completely different 
field for 20 years and does not have an extensive pedagogical background. Because of the multiple 
scenarios that mentors will face in their career, their support must be differentiated to adequately meet the 
needs of each individual new teacher.  

Participants have also learned that mentors must possess certain attributes in order to effectively assume the 
roles and responsibilities that are necessary when working with a new teacher. A good mentor should be 
resourceful, available, goal-oriented, reliable, and trustworthy. Other attributes are necessary as well 
depending on the situation and the mentee’s specific needs at the time. Regardless of the need, however, 
trust is a common thread throughout the mentoring relationship. Without trust there is no relationship, and a 
trusting relationship is at the center of effective mentoring practice. Only when trust has been established 
will the beginning teacher feel comfortable enough to be honest with his/her mentor and allow the 
relationship to move forward. And only then can the mentor begin to adequately assess the beginning 
teacher’s needs and provide the differentiated support that is necessary for the teacher to ultimately build 
efficacy and improve practice.  

Full understanding of this foundational information is necessary in order for participants to recognize and 
appreciate the complete mentoring cycle. This four-step cycle was explained in a previous section and will 
be presented in more detail on Day 2. Participants will have an opportunity to practice going through the 
mentoring cycle. They will engage in each of the four steps – pre-observation conference, observation, post- 
observation conference, and beginning teacher learning opportunities (TLOs) – and will be allowed to 
combine all of their newly acquired knowledge and newly developed skills when they are asked to practice 
the full mentoring cycle. The information from Day 1 will be embedded throughout the activities in Day 2, as 
it is fundamental to quality mentoring practice.  

Activity: Closing Conversations (15 minutes) 
Ask the participants to find someone in the room with whom they have not had a conversation today. 
Display the slide that includes the following prompts:  

• Today I learned ...  
• I want to remember … 
• I still have questions about ...  

CERRA / SCDE
71



SC Mentor Training

Instruct the partners to discuss the prompts as a way to summarize their own learning. Ask a few participants 
to share their statements after the partners have moved back to their own seats. Use the information shared 
by the participants to determine what should be covered in the debrief.  

Debrief 
Use the information provided under the “Content and Relevance” heading to briefly summarize Day 1 of the 
South Carolina Mentor Training and preview Day 2. Thank the participants for their attention and remind 
them that the training will begin promptly at 9:00 in the morning. Provide any other site-specific instructions 
(leaving materials overnight, parking, room change, etc.).  

Transition 
This is the final section in Day 1 and no transition is necessary.  
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Overview 
In this section participants will review the four-step mentoring cycle 
and the specific roles a mentor may assume during the cycle. 
Trainers also will introduce the three components included in the 
“Coaching Dialogue Protocol” and explain how it can be used 
throughout the mentoring process.  
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Purpose 
The purpose of this section is to 
review the mentoring cycle and 
introduce the participants to the 
“Coaching Dialogue Protocol.” 

Objectives 
Participants will: 

• Review the mentoring cycle 

• Understand the importance of 
coaching and the components 
of the “Coaching Dialogue 
Protocol” 

• Understand the difference 
between mentor conversations 
and coaching dialogue 

• Be prepared to apply this 
information to new learning and 
practice that will occur during 
the remainder of the training 

Materials 
• “Guide to Pro fess iona l 
Success” (GPS graphic) from 
the participant handbook (pg. 
30) 

• “Coaching Dialogue Protocol” 
from the participant handbook 
(pg. 37) 

MODULE 4 
COACHING DIALOGUE & THE PRE-OBSERVATION CONFERENCE 

SECTION 1: REVIEW & COACHING DIALOGUE PROTOCOL
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Quickly review the following training norms: 
  

•  Be present (physically and mentally) 
•  Use electronic devices responsibly 
•  Ask a question when in doubt 
•  Honor the schedule 
•  Participate actively 

Quickly review the training outcomes. By the conclusion of this two-day training, participants will be able/
prepared to do the following: 
  

• Identify the needs of beginning teachers 
• Compare and contrast the needs of beginning teachers based on their pathways to certification 
• Determine the roles and responsibilities of mentors in response to beginning teacher needs 
• Recognize attributes of effective mentoring practices 
• Understand the components of the four-step mentoring cycle 
• Understand the specific skills necessary to carry out each step of the mentoring cycle effectively 
• Apply new learning as they mentor beginning teachers 

  
Explain that Day 2 of the training is highly interactive and that the participants should expected to be actively 
engaged in practicing all four steps of the mentoring cycle. 

 
Content and Relevance 
During Day 1 of the training, participants were introduced to the four-step mentoring cycle that serves as the 
framework for the formal interactions between the mentor and the mentee. The Guide to Professional 
Success (GPS) was specifically designed to serve as a visual representation of this cycle. The GPS includes 
the four steps of the mentoring cycle, the primary purpose of each step in the cycle, and reminders about 
differentiated mentoring and the importance of trust. The GPS graphic serves as a touchstone for mentors 
and, as such, will be displayed repeatedly throughout Day 2 of the training. Mentors also are encouraged to 
use the GPS graphic as a visual reminder of their formal responsibilities as a mentor when they return to 
their schools/districts. 

Note to Trainers: A detailed description of each step of the mentoring cycle can be found under the “Content 
and Relevance” section in Module 3 Section 1. Trainers should refer to this information when reviewing the 
GPS. 

Effective communication between the mentor and beginning teacher is paramount to the success of the 
mentoring relationship. Communication can be subdivided into both conversations and dialogue. 
Conversations are casual in nature and do not follow a prescribed course of action. Conversations between 
the mentor and the mentee are important because they allow the participants to establish and maintain 
rapport. A mentor (or a mentee) may engage his/her mentee (or mentor) in a conversation about weekend 
plans, common areas of interest, or an upcoming wedding. Conversations are extremely helpful at the 
beginning of the relationship when the mentor and mentee are simply getting to know one another.  
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In contrast, a dialogue is an intentional form of professional communication designed to encourage 
reflection, collaboration, and growth. The dialogue that occurs between a mentor and a beginning teacher 
is one that should be based on the mentor “coaching” the mentee. The work taking place is deep and 
challenging, and the mentor is often doing much more than “mentoring.” While the mentor is always 
supporting and guiding, during a dialogue he/she will be coaching the mentee in professional practice. The 
coaching dialogue will be utilized not only throughout the formal mentoring cycle but also in the weekly 
professionally-focused interactions between the mentor and the mentee. The mentor must gauge the 
beginning teacher’s needs and the nature of the necessary communication before deciding to engage in a 
conversation or a dialogue. 

The “Coaching Dialogue Protocol” promotes the professional communication that exists within the 
mentoring relationship. There are three components in the protocol that are listed below:  

• Validate - acknowledge effort and specific work, empower the mentee, demonstrate an 
understanding of thoughts and emotions 

• Clarify - deepen understanding, eliminate confusion, encourage reflection 
• Stretch and Apply - move practice forward and establish commitment to next steps 

The term “validate” is positioned at the top of the protocol, which may suggest a sequence that begins with 
validation questions or statements. However, it is possible that the dialogue occurring may begin with 
questions or statements that “clarify” rather than validate. The double-sided arrows indicate the possible 
movement of the dialogue among the three components. The direction in which the dialogue flows should 
be responsive to the needs of the beginning teacher at that particular time. For example, the mentor may 
move from questions designed to “clarify” the situation, to “validating,” and then back to “clarifying” before 
ever moving to “stretch and apply.” The “stretch and apply” component is arguably the most important 
component as the mentor will use strategic questions and comments to extend the beginning teacher’s 
thinking and thus improve professional practice.  

The mentor must remember that the art of dialogue is a facilitative process. Both parties involved should 
contribute to the dialogue. However, while the mentor will be asking a number of questions, the beginning 
teacher really should be doing most of the talking. This is where mentors will be required to demonstrate 
their active listening skills. Specifically, mentors should listen for central ideas and statements that indicate 
what the mentee sees as important. When the beginning teacher has finished with his/her statement or 
question, it can be helpful for the mentor to pause and paraphrase before asking a question. This activity 
reduces the likelihood of confusion or a misunderstanding between the mentor and mentee. Paraphrasing 
is also an effective validation technique. Finally, mentors must remember that it is permissible to offer 
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suggestions during the dialogue but that these suggestions and any comments must be presented in a non-
patronizing manner. 

Activity: GPS and Coaching Dialogue (15 minutes) 
While this section is strictly informational and no structured activity is necessary, trainers should use the 
information included under the “Content and Relevance” heading in this section and in Module 3, Section 1 
to review the mentoring cycle and the GPS. Trainers also should introduce the concept of the mentor as a 
coach, explain the difference between mentor conversations and coaching dialogue, and introduce the 
“Coaching Dialogue Protocol.” Trainers should be sure to discuss each component of the protocol as well as 
the “pause, paraphrase, ask a question” process. The participants will have an opportunity to practice the 
protocol during the next section. 

Debrief 
This section is strictly a review and an introduction, so no structured debrief is necessary. 

Transition 
Participants now understand the components of the “Coaching Dialogue Protocol.” They should understand 
that they will employ coaching dialogues both within and outside the formal mentoring cycle. The next 
section will focus on the first step of the mentoring cycle, the pre-observation conference. Participants will 
learn much more about the importance of this step. Also, participants will have an opportunity to practice 
what they have learned, including the “Coaching Dialogue Protocol.”
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Coaching	Dialogue	Protocol	
	

	

	
• Validate	–	acknowledge	effort	and	specific	work,	empower	the	mentee,	

demonstrate	an	understanding	of	thoughts	and	emotions	
	
	

• Clarify	–	deepen	understanding,	eliminate	confusion,	encourage	reflection		
	
	

• Stretch	&	Apply	–	move	practice	forward	and	establish	commitment	to	next	steps	
	
	
	

Pause.	Paraphrase.	Ask	a	Question.	

Validate	

Clarify	Stretch	&	
Apply	

77



SC Mentor Training

Overview 
In this section participants will dissect the pre-observation 
conference and be able to use the conference to plan for beginning 
teacher observations. The participants also will learn how to assist 
the beginning teacher in determining his/her individual needs or 
areas of inquiry. The “Pre-Observation Conference Guide” will be 
used to facilitate the process along with the “Coaching Dialogue 
Protocol.” The trainers will model a pre-observation conference while 
the participants watch and collect specific information on a note 
taking guide. Each participant will have the opportunity to engage in 
a coaching dialogue, while also practicing his/her pre-observation 
conference skills through the M&M role play activity. 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide both information and 
activities that will allow the 
participants to gain knowledge 
about how to conduct a pre-
observation conference.  

Objectives 
Participants will: 

• Understand the importance of 
the pre-observation conference 

• Apply new learning about 
pre-observation conferences 
and the “Coaching Dialogue 
Protocol” during a role-playing 
activity 

Materials 
• “Pre-Observation Conference 
Guide” from the participant 
handbook (pg. 39) 

• “Coaching Dialogue Protocol 
with Pre-Observation Stems” 
from the participant handbook 
(pg. 40) 

• “Pre-Observation Conference 
Note Taking Guide” from the 
participant handbook (pg. 41) 

MODULE 4 
COACHING DIALOGUE & THE PRE-OBSERVATION CONFERENCE 

SECTION 2: PRE-OBSERVATION CONFERENCE
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Content and Relevance 
The first step of the mentoring cycle is the pre-observation conference. Its primary purpose is to provide an 
opportunity for the mentor and mentee to work together to identify and agree upon a particular focus for 
the upcoming classroom observation. The mentor will conduct this observation to gather evidence about 
the beginning teacher’s effectiveness in the classroom as it relates to the South Carolina Teaching Standards 
that were referenced yesterday in Module 3 Section 2. The teaching standards are statements of what 
teachers should know, be able to do, and assume responsibility for on an ongoing basis throughout all 
phases of their careers. During the pre-observation conference, the beginning teacher will communicate the 
intent of the lesson and any challenges or areas of concern that he/she may have related to the lesson. For 
example, the beginning teacher may have a question about the assessment he/she has chosen to use. Or, if 
the beginning teacher does not have a specific question about assessment, the mentor may simply say, “Talk 
to me about how you will assess student learning.” The beginning teacher also may inquire about where to 
locate materials for the lesson or how to differentiate instruction for a group of students who are struggling 
with some of the content to be delivered during the observation. These types of questions provide the 
mentor with an opportunity to serve as a professional resource.  

Mentors must be aware that some mentees may be able to identify these areas quickly, but many beginning 
teachers simply do not know what they do not know. It is, therefore, the mentor’s job to use strategic 
“clarifying” and “stretch and apply” questions within the “Coaching Dialogue Protocol” to identify a need or 
an area of inquiry. The initial observation often provides the beginning teacher with enough data to begin 
establishing a focus for future work. Regardless, the beginning teacher’s need(s) or area(s) of inquiry during 
the pre-observation conference will determine the focus of the observation and the role(s) to be assumed 
by the mentor during this first step of the mentoring cycle.  

In addition to identifying a focus for the upcoming observation, the mentor and mentee will need to cover 
other areas related to the observation. The mentor should use the “Pre-Observation Conference Guide” to 
facilitate and document the process. Since the dialogue during the pre-observation conference must be 
confidential, the “Pre-Observation Conference Guide” serves as evidence that the conference has taken 
place. The date and block of time for the observation should be determined during the pre-observation 
conference. The mentor should ensure that the observation occurs within 48 hours of the pre-observation 
conference. While this is not a hard and fast rule, it is strongly recommended. The observation method or 
strategy that will be used by the mentor should also be chosen during this time. 
  
In the next module, participants will learn about specific observation methods/strategies and, by the 
conclusion of the next module, will be able to select the method that will be most effective in gathering 
evidence during an observation. It is important to note that some districts may have a required or suggested 
tool for mentors to use during observations. In addition, the South Carolina Department of Education 
introduced the South Carolina Teaching Standards 4.0 Rubric. Districts will be required to train their mentors 
on how to use the criteria laid out in the rubric. Regardless of these requirements, mentors should be 
prepared to use strategies such as scripting or charting to gather appropriate evidence during the 
observation. 

During the pre-observation conference, the beginning teacher should inform the mentor of any special 
situations in the classroom and/or unique student needs. For example, the mentee may inform the mentor 
about a student who has an IEP or a Behavior Intervention Plan (BIP) that allows him/her to walk in a defined 
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area when he/she becomes nervous or agitated. Or, a student who has a documented hearing loss must be 
seated in a certain place in the room at all times. This additional information will help the mentor to better 
prepare for the observation. The mentee should also inform the mentor how the classroom will be arranged 
and where the students will be seated on the day of the observation. Classroom arrangement and seating 
decisions may seem trivial but represent important information, especially in elementary classrooms where 
the students are not always seated at their desks/tables. This information also allows the mentor to decide 
where to sit during the observation so he/she is as unobtrusive as possible. The mentor must be positioned 
in a place where he/she has a clear view of the entire classroom, including the teacher and all of the 
students, while making sure he/she is not a distraction to anyone in the classroom.  

A discussion about goals also may occur during the pre-observation conference. The beginning teacher 
may not be fully prepared to establish long-range goals at this point in time, but the mentor can encourage 
him/her to talk about goals for the upcoming lesson. The mentor may ask the mentee, “What instructional 
goals do you have for this lesson?” or “What should students know and be able to do at the end of this 
lesson?” Mentors must be prepared to give effective feedback when their mentees answer questions like 
these. Module 6 will provide detailed information about the characteristics of effective feedback as part of 
the mentoring cycle. It is possible that the mentee will not be able to answer these kinds of questions 
adequately in their first pre-observation conference. The mentor must determine what the beginning 
teacher needs (even if the teacher does not know what he/she needs) in order to effectively prepare both of 
them for the observation. All of the information being gathered by the mentor during the pre-observation 
conference will ultimately enhance the validity and reliability of the observation. 

Once needs are identified for this particular phase of the mentoring cycle, the mentor must determine 
which role(s) to assume to meet those needs. For example, the beginning teacher may be so overwhelmed 
that he/she just needs the mentor to serve as a trusted listener during this first meeting. Or the mentor may 
need to be a resource in connecting the mentee with a veteran teacher who is knowledgeable about the 
content that will be delivered in the upcoming lesson. In other cases the mentor may have to be a 
diagnostician if the mentee presents specific questions about instructional challenges or concerns about the 
learning style/ability of one student or a group of students. Regardless of the needs of the beginning 
teacher or the roles assumed by the mentor, the dialogue that takes place during the pre-observation 
conference is crucial as it lays the foundation for this very important relationship. 

The nature of the mentor-mentee relationship is another topic that should be discussed during the pre-
observation conference. It is important for the beginning teacher to know what he/she should and should 
not expect from the relationship. Specifically, the mentee should know that the mentor’s role is always 
supportive, never evaluative. It is the mentor’s responsibility to determine the beginning teacher’s needs 
and react accordingly. This all starts during the pre-observation conference. Sometimes, the beginning 
teacher can self-identify areas of potential growth, but often it is up to the mentor to figure out the 
appropriate next steps. This relationship is one that must be built on trust and respect. The mentor is there to 
help the beginning teacher build efficacy and improve practice. In order to facilitate this process, the mentor 
must be prepared to communicate effectively with the beginning teacher. The “Coaching Dialogue Protocol” 
provides the structure for this necessary communication.  

The general “Coaching Dialogue Protocol” was introduced earlier. Participants can now be introduced to the 
“Coaching Dialogue Protocol with Pre-Observation Stems.” This document includes some examples of pre-
observation language stems that can assist mentors when communicating with their mentees during the 
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pre-observation conference. The mentor should tailor the stems to his/her own conversation style and elicit 
responses from the beginning teacher that will be helpful during the upcoming observation. This list is 
certainly not exhaustive, and the mentor should feel free to use the approach that works best for his/her 
situation. Mentors should keep in mind that while the pre-observation conference is one step in a formal 
mentoring cycle, they must work to ensure that the tone of the dialogue taking place is more informal. This 
will help foster the trust that is so important at this time. 

Activity 1: Model Pre-Observation Conference (40 minutes) 
Note to Trainers: The instructions for grouping participants in this activity must be followed.   

Using the information found under the “Content and Relevance” heading, remind the participants of the 
goals of the pre-observation conference and encourage them to refer to the GPS graphic as needed. 
Instruct the participants to turn to the “Pre-Observation Conference Guide” on page 39 in their handbooks. 
Display the slide that contains the conference guide. Use the information provided under the “Content and 
Relevance” heading to provide a detailed description of each section of the guide. Include relevant 
suggestions throughout the discussion. Explain how the “Coaching Dialogue Protocol” is utilized throughout 
the conference.  

Next, instruct the participants to turn to the “Coaching Dialogue Protocol with Pre-Observation Stems” on 
page 40 in their handbooks. Display the slides that contain a list of the stems. Quickly review the stems and 
use the information provided in the final paragraph under the “Content and Relevance“ heading to further 
describe how the stems should be used. Specifically discuss the need to personalize the stems. 

Explain that the trainers will model a pre-observation conference. The trainers will follow the “Coaching 
Dialogue Protocol” as they demonstrate how to gather the information needed to complete the “Pre-
Observation Conference Guide.” Instruct the participants to turn to the “Pre-Observation Conference Note 
Taking Guide” on page 41 in their handbooks. Point out that the note taking guide focuses on language 
related to the three components of the “Coaching Dialogue Protocol” as well as general observations. 

Instruct the participants to number off from 1 through 4 at each table. Trainers should be prepared to 
combine tables as necessary. It is permissible to have more than one person assigned to a number as long 
as each number, 1-4, is represented at each table.  
 
Give the following instructions: 

• Ones’s: Record any language that validates the beginning teacher. 
• Two’s: Record any language that helps the mentor clarify the beginning teacher’s thoughts or 

statements. 
• Three’s: Record examples of language designed to help the beginning teacher stretch his/her 

thinking or apply new learning. 
• Four’s: Record any general observations about the structure of the conference, evidence of trust, 

differentiated mentoring, etc. 
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Trainers are purposefully not given a script for the model conference. Participants must have the opportunity 
to view an authentic dialogue. Trainers are encouraged to prepare and practice the conference prior to 
modeling the interaction. Trainers must adhere to the following protocols: 

• Trainers should be seated side by side, not across a table or a desk. 
• Trainers must be visible to all participants. 
• The trainer serving as the mentor should take notes on the “Pre-Observation Conference Guide.” 
• The “Pre-Observation Conference Guide” should be visible to both the mentor and the mentee 

(both trainers). 
• The pre-observation conference should last no more than 10 minutes. 
• When three trainers are present, the two trainers engaged in the model conference should not 

be responsible for providing the content in this section. 

Before starting the model conference, ensure that all participants understand their task. Model the 
conference. At the conclusion of the conference, recognize the intentionality behind the short duration of 
the model conference and explain that most pre-observation conferences will take longer. Instruct the table 
groups to share the information they gathered as they watched the pre-observation conference. Encourage 
the participants to complete the other sections of the note taking guide as they listen to the information 
being shared. 

Activity 2: (M)entor & (M)entee Pre-Observation Conference Role 
Play (30 Minutes) 
Note to Trainers: The instructions for grouping participants in this activity must be followed.   

Explain that the participants will have an opportunity to practice a “coaching dialogue” in a mock pre-
observation conference. For this activity it is desirable to partner participants based on the content and/or 
level they teach. For this reason the elementary teachers should be asked to stand together in one area of 
the room, middle and high school English teachers should stand together, middle and high school math 
teachers should stand together, etc. Once the groups are established, instruct the participants to partner 
with someone in their group whose instructional assignment is closest to their own instructional assignment. 
If there is an odd person left, have them partner with a trainer or observe and reflect on one of the 
established partnerships. Give the following instructions: 

• Each person will have an opportunity to assume the role of the mentor and the role of the 
beginning teacher. 

• Each participant should identify a lesson he/she recently taught or a lesson he/she will teach in 
the near future. Participants should use this lesson as a frame of reference when they assume the 
role of the mentee. 

• Mentors may record information on the “Pre-Observation Conference Guide” included on page 
41 in the participant handbook. 

• Participants will have 5-8 minutes for the first conference before the trainers will ask them to 
switch roles. 

• Ask the partner pairs to collect their participant handbooks before moving to a place in the 
room where they can conduct the mock conference. 
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Trainers should monitor the time and signal when the participants should switch roles. Trainers must also 
circle the room and monitor conversations during this activity. 

Debrief 
Conclude the M&M activity with a whole-group share out. Participants should be invited to reflect on their 
experiences from the role-playing activity. Consider asking the following questions to guide the debrief: 

• As the mentor, what challenges did you face?  
• Why is the pre-observation conference an important element of the mentoring cycle?  
• What are some other language stems that could be used during the conference?  

It is important for the trainer to recognize the fact that the pre-observation conference takes times and that 
the mentor may be tempted to eliminate this step in the process. Caution against this and stress the 
importance of collecting information prior to conducting the observation. The trainer also should recognize 
the need for new mentors to practice the skills associated with conducting the pre-observation conference. 
It is recommended that new mentors practice the coaching dialogue protocol with their peers, other 
professionals, etc. Furthermore, it is allowable for a mentor to tell a mentee that he/she is still learning; 
mentors should feel comfortable using the “Coaching Dialogue Protocol with Pre-Observation Stems” 
during initial conversations. 

Transition 
Participants are now ready to facilitate the pre-observation conference using the “Pre-Observation 
Conference Guide” and the “Coaching Dialogue Protocol.” In the next module, participants will focus on 
understanding observer behaviors and protocols and evidence-gathering strategies. 
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PRE-OBSERVATION	CONFERENCE	GUIDE	

Beginning	Teacher’s	Name	____________________________________________	

Mentor’s	Name	_____________________________________________________	

Conference	Date	_______________	

Date	of	Observation	____________			Time	for	Observation	____________	

Mentors	should	cover	these	elements	in	the	Pre-Observation	Conference.	

General	information	about	the	observation	

Identify	special	situations	and/or	unique	student	needs	

Identify	the	focus	of	the	observation	and	the	related	indicators from the SC Teaching Standards 	

Articulate	goals	for	improving	instruction	

Notes	

Observation	Technique:	

_____	Scripting	 _____	Charting	 _____	Counting	 _____	Diagramming	

I	will	sit	_______________________________________________________________________	
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Coaching	Dialogue	Protocol	
with	Pre-Observation	Stems	

	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	

Stretch	&	Apply	
Stretch	and	Apply	stems	

move	practice	forward	and	
establish	commitment	to	

next	steps.	

Clarify	
Clarification	stems	are	
designed	to	deepen	

understanding	and	eliminate	
confusion.	These	stems	

determine	areas	of	need	and	
potential	areas	for	growth.	

	 	 	 	 	

	

	

	

	

	
	

Validate	
Validation	stems	

acknowledge	effort	or	
specific	work.	
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SC Mentor Training

Overview 
In this section participants will identify and reflect on appropriate 
behaviors and protocols when conducting an observation. They 
will participate in a think/pair/share activity to discuss the behaviors 
and protocols among themselves and as a group. Participants also 
will review a list of widely accepted behaviors and protocols. 
 
 
 
 
 
 
 

CERRA / SCDE

Purpose 
The purpose of this section is to 
help participants identify and 
understand the importance of 
appropriate observer behaviors 
and protocols. 

Objectives 
Participants will: 

• Identify appropriate observer 
behaviors and protocols 

• Understand the importance 
of using appropriate behaviors 
and protocols 

Materials 
• “Protocols for Classroom  
Observations” Document from 
the participant handbook (pg. 
43) 

		

MODULE 5 
OBSERVATION - FROM PROTOCOL TO PRACTICE 

SECTION 1: OBSERVER BEHAVIORS & PROTOCOLS
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Content and Relevance 

The second step of the mentoring cycle is the observation. This step gives the mentor an opportunity to 
observe the beginning teacher deliver content to students during a pre-selected block of time. All decisions 
related to the observation should have already occurred during the pre-observation conference. The mentor 
and mentee have identified the focus of the observation. The mentee has informed the mentor of any 
special considerations or unique situations in the class. The mentee knows what to expect during the 
observation, and the mentor has selected a method or strategy that will allow him/her to gather relevant 
evidence during the observation.  

Just as beginning teachers are expected to exhibit professionalism at all times, it is imperative that mentors 
do so when visiting the mentee’s classroom to conduct an observation. To maintain professionalism while 
visiting and observing in a mentee’s classroom, there are certain universally accepted behaviors and 
protocols. There also are behaviors and protocols unique to the mentee’s particular situation that may need 
to be discussed and agreed upon prior to the observation. Mentees need to be made to feel that they are 
being treated as a professional so as to learn to view the mentor as a trusted advocate and coach rather than 
a judge or evaluator. 

To begin to look at appropriate behaviors and protocols, a mentor must first reflect on his/her conduct when 
entering a classroom and settling into a location for conducting an observation. For example, a mentor 
would want to be as unobtrusive as possible and enter the classroom at a prearranged time so as not to 
distract from a lesson or activity already underway. The time of the observation has already been 
determined during the pre-observation conference, as well as where the mentor will sit based on classroom 
layout and any special circumstances that may affect how the class is arranged. The mentor should have 
selected a spot in the classroom where he/she will have a clear view of the teacher and students.  

Additionally, mentors need to be mindful of their conduct during the lesson or activity they are observing 
and any specific protocols that may have been agreed upon during the pre-observation conference. For 
example, if a mentor is observing a science class with a lab activity, the mentee may have indicated that the 
mentor is welcome to wander around the space where the lab activity is taking place in order to observe the 
students and the mentee’s interactions with the students. In other situations it may be agreed that the 
mentor will remain seated in the back of the room throughout the observation. Students often engage in 
different behaviors, from attention seeking to extreme shyness, when an outsider is in the room. Mentors 
should make every effort to remain unobtrusive during the observation. Observers also should be aware of 
their body language. Although the mentor may not be communicating verbally with the class, non-verbal 
communications, such as crossed arms, a scowl, or an unengaged stare, can send a negative message even 
if that is not the mentor’s intention. 

Appropriate behaviors and protocols also may exist for handling situations in which student disruptions are 
taking place or the lesson is not going well, and the mentor must determine whether to intervene and, if so, 
in what manner. If the mentor does decide to intervene, he/she must do so in a completely objective, 
unbiased way so the teacher never loses credibility with the students nor does the teacher feel evaluated in 
any way. Mentors must understand that it is their responsibility to intervene immediately if a student is in 
danger or his/her well-being is at stake. Finally, mentors must consider the manner in which they exit the 
classroom at the conclusion of the observation period. For example, the mentor and the mentee may wish 
to agree in advance as to whether the mentor will leave the classroom after a certain number of minutes or 

CERRA / SCDE
88



SC Mentor Training

at the conclusion of the particular lesson being taught. It is possible that the lesson could go beyond the 
expected number of minutes due to unforeseen circumstances or the need to provide further explanation 
and practice than originally anticipated. 

Activity: Think/Pair/Share (10 minutes) 
Explain to the participants that there are a number of decisions that must be made prior to the observation. 
Many of these decisions relate to observer protocols. Ask participants to take a moment to think to 
themselves about appropriate observer behaviors and protocols and what they need to be mindful of as 
they enter the classroom, while they are conducting the observation, and when exiting the classroom. After 
3 minutes, ask the participants to turn to a neighbor and discuss their thoughts. After 3-5 minutes, ask for 
volunteers to share some of the behaviors and protocols discussed. 

Debrief 
Ask participants to identify behaviors or protocols that were mentioned most frequently or discussed most 
extensively. Ask which behaviors or protocols were mentioned in the group share that participants had not 
previously considered. To conclude the activity, refer participants to the “Protocols for Classroom 
Observations” document on page 43 in their handbooks for further examples of widely accepted, 
appropriate behaviors. Explain that the list should help expand their thoughts about how to be a 
professional, welcome presence in the mentee’s classroom.  If necessary, refer to the information under the 
“Content and Relevance” heading to extend this conversation. 

Transition 
Now that participants are aware of the appropriate behaviors and protocols associated with conducting an 
observation, it is time to consider various ways to gather evidence effectively during an observation.
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Protocols	for	Classroom	Observations	
	

Protocols	for	Entering	the	Classroom	
	
Be	as	unobtrusive	as	possible	

Enter	at	the	prearranged	time	

Come	prepared	(observation	materials,	writing	instruments,	etc.)	

Move	quietly	to	the	prearranged	seat	

	
Protocols	for	Conducting	the	Observation	
	
Follow	all	pre-observation	conference	agreements	

Remain	unobtrusive	

Be	aware	of	body	language	

Intervene	objectively	and	in	an	unbiased	way	(only	when	absolutely	necessary)	

Collect	objective	data	
Maintain	the	focus	of	the	observation	

No	cell	phone	use	

	

Protocols	for	Exiting	the	Classroom	
	

Be	as	unobtrusive	as	possible	

Leave	at	the	agreed	upon	time	

Move	quietly	out	of	the	room	

	

	

Other	Thoughts?	
	

1. ____________________________________________________________	
	

2. ____________________________________________________________	
	

3. ____________________________________________________________	
	

4. ____________________________________________________________	
	

5. ____________________________________________________________	
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Overview 
In this section participants will review and discuss some of the 
techniques available for use when conducting a classroom 
observation. Participants also will practice conducting an observation 
while viewing recorded lessons. Participants then will discuss any 
difficulties they encountered and how they could adjust the process to 
address these difficulties. 
 
 
 
 
 
 

CERRA / SCDE

Purpose 
The purpose of this section is to 
examine some of the methods 
and strategies that are available 
for mentors to utilize in order to  
gather evidence throughout the 
observation and to practice some 
evidence-gathering technique. 

Objectives 
Participants will: 
• Examine various evidence-
gathering techniques that can be 
utilized during an observation in a 
mentee’s classroom 
• Pr a c t i c e t h r e e d i f f e r e n t 
observation techniques while 
viewing recorded lessons and 
documenting what is observed 

Materials 
• “Sample Observation – 
Scripting” from the participant 
handbook (pgs. 45-46) 
• “Sample Observation – 
Counting” from the participant 
handbook (pg. 47) 
• “Sample Observation – 
Charting” from the participant 
handbook (pgs. 48-49) 
• “Sample Observation –
Diagramming” from the participant 
handbook (pgs. 50-51)
• Notebook Paper 
• “Counting Tool” supplemental 
resource and from the participant 
handbook (pg. 52) 
• “Charting Tool” supplemental 
resource and from the participant 
handbook (pg. 53-54) 
• “Seating Chart,” supplemental 
resource and from the participant 
handbook (pg. 55) 
• Michigan State’s “Observation 
Techniques  Overview” document 
from the participant handbook 
(pgs. 56-64) 
• Internet access 
• Speakers 

MODULE 5 
OBSERVATION - FROM PROTOCOL TO PRACTICE 
SECTION 2: EVIDENCE-GATHERING STRATEGIES
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Content and Relevance	
Mentors need to be familiar with the various techniques for gathering and recording evidence during an 
observation. Mentors also need to understand the specific usefulness of each observation technique and 
the circumstances that may lead to a decision to use one technique over another, dependent upon such 
factors as the focus of the observation and the subject matter being taught. Additionally, mentors need to 
have opportunities to practice the various observation and recording strategies, so they are able to utilize 
the strategy that will be most effective in the particular situation. Mentors may find that with practice, over 
time, they will develop their own preferred methods or hybrid technique that works best for them and for 
the situation.  

The participants may assume that focused data collection during a classroom observation will require a 
specialized tool. In fact, the opposite is true. It is usually possible for mentors to gather data effectively using 
only a few sheets of notebook paper or blank copy paper. Notebook paper and copy paper are both readily 
available in schools, and it is, therefore, with intentionality that mentors will be taught to conduct 
observations using these materials rather than a specific tool or online app. Blank paper also allows the 
mentor to combine strategies and create his/her own process for collecting data. The only required caution 
for mentors conducting observations using blank sheets of paper is to remember to include the name of the 
beginning teacher, the date and times of the observation, and the focus as a heading.  

For the purpose of this training, participants will be exposed to four different techniques. They are listed 
below: 

• Scripting  
• Counting 
• Charting 
• Diagramming 

Mentors must be deliberate in their choices of observation techniques to ensure that the data collected will 
give the beginning teacher additional information related to the focus identified in the pre-observation 
conference.  

Scripting refers to that act of recording in written form the verbal communication, actions occurring during a 
specified period of time, and/or other general observations. Observers transcribe the beginning teacher’s 
instruction related to the content, activity directions, questions, feedback, etc. Observers also record student 
commentary including responses, peer-to-peer interactions, and questions. Scripting also allows observers 
to document general information such as instructional materials used in the lesson or comments about the 
classroom environment. One benefit of scripting is that it can be used for almost every area of focus within 
an observation. Another benefit is that scripted data yield a wealth of information. This information may 
spotlight specific aspects of the teacher’s effective instructional strategies, assessments, classroom 
management techniques, etc. Alternatively, this information may spotlight additional areas of potential 
growth that were not previously identified in the pre-observation conference and are often difficult to 
address with a beginning teacher. For example, the scripted lesson may include numerous sarcastic 
responses to students. 
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Unfortunately, scripting also can be extremely difficult depending on the speed at which the beginning 
teacher and the students speak, the number of interactions, and the length of the observation. For these 
reasons observers often utilize a selective approach to scripting. During selective scripting the mentor 
scripts only the verbal communication related to a certain topic. For example, a mentor may choose to script 
only the beginning teacher’s activity instructions. Effective observers often develop their own shorthand that 
they use when scripting observations. The shorthand allows the observer to capture more verbal data than if 
he/she were writing out every word. Of course, the use of shorthand necessitates the transcription of the 
observation before sharing the data with the beginning teacher.  

Counting simply refers to the act of keeping a numerical count of the frequency in which an event occurs. 
For example, a mentor may count the number of times a beginning teacher calls on students who have their 
hands raised versus the number of times the beginning teacher calls on students who do not have their 
hands raised. Observers typically record this type of observation data in a tally chart or in multiple tally 
charts. While counting is an effective approach for gathering data on a highly specific element of classroom 
performance, it is usually best paired with another observation technique. Combining techniques results in a 
more complete picture of classroom practice.  

While charting is presented as a separate data collection technique, it is actually a variation of scripting and 
counting. Charting requires the observer to keep track of data in at least two categories. For example, the 
observer may script the beginning teacher’s questions and comments in one column and the students’ 
responses and actions in another column. When analyzed, the data allow the beginning teacher to see how 
his/her questions are interpreted by students and/or how his/her comments impact students. Charting also 
can be used to track the number of times a beginning teacher makes positive and negative comments to 
certain groups of students (i.e., boys versus girls). A final example of a data collection chart is a time log 
where the mentor divides the observation into smaller increments of time and records student and teacher 
activity during each period of time or the collection of other evidence at regular intervals. Charting can be 
relatively simple or complex depending on the number of categories of data being collected. Mentors must 
remember that their attention will be divided among the data collection categories. Therefore, the more 
categories that are included in the chart, the less detailed the collected data will be. Mentors should 
develop the data collection chart prior to conducting the observation. 

Diagramming refers to a procedure for tracking patterns in a classroom. The mentor develops symbols for 
the data he/she is collecting. For example, a mentor may diagram a beginning teacher’s movement during a 
lesson. The mentor may use arrows to show the teacher’s movement around the classroom, a star to show 
when/where the teacher stops to give additional instructions, a circle to mark when/where the teacher stops 
and asks questions, etc. The mentor also may choose to include times for each event. It is important for the 
mentor to include a key for the symbols so that he/she and the beginning teacher can both analyze the data 
on the diagram. Diagramming requires the observer to create a rough drawing of a seating chart prior to 
beginning the observation. It is also helpful if the observer includes student names on the seating chart. This 
is an example of why it is important for the mentor to ask the beginning teacher to identify the location of 
the lesson during the pre-observation conference. Diagramming is often used to track patterns in verbal 
interactions, movement, or individual student behaviors. 

Public school classrooms are complex environments where multiple variables may be interacting at any 
point in time. The use of a single observation technique often results in a flat picture of these multi-
dimensional situations. For this reason the most effective observers often combine techniques. This ensures 
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they capture the right data and are able to give correct feedback on the focus of the observation. For 
example, a mentor may use diagramming to track the pattern of the teacher-to-student interactions during a 
lesson. The mentor also may script exactly what the beginning teacher says to each student. The resulting 
data depict the frequency in which the teacher provides positive feedback, the specific characteristics (male/
female) of the students receiving this feedback, and the variations in positive feedback provided. The data 
also provide the same information about the negative feedback given during a lesson. The combination of 
the two data collection techniques results in a richer picture of the beginning teacher’s practice and 
provides more opportunity for reflection and growth. While a combined approach to data collection is 
desirable, beginning observers should focus on one data collection technique at a time. 

Regardless of the data collection technique used, mentors must be careful to collect descriptive data and 
not record subjective comments. This can be a difficult task because it requires the mentor to suspend 
judgment about the actions and verbal interactions of everyone being observed. It also necessitates 
recording exactly what is happening even when the data may be upsetting to the beginning teacher. 
Observation data that are viewed as subjective will negatively impact the trusting relationship the mentor 
has developed with his/her mentee. It is more beneficial to present the beginning teacher with authentic yet 
troubling data than to share the mentor’s beliefs about why the lesson was ineffective. Data can be 
presented as an unbiased source of information in a post-observation conference and can, therefore, be 
discussed in an objective way. 

Activity: Observation Techniques: Introduction and Practice       
(60 minutes) 
Point out to participants that they may be more familiar with being observed than conducting an 
observation of a peer teacher and, as a result, it is important to discuss a few observation techniques and 
also have an opportunity to practice collecting data. Introduce the four data collection techniques namely, 
scripting, counting, charting, and diagramming, and explain that you are going to introduce the techniques  
individually and give the participants an opportunity to practice three of the four techniques. Ask the 
participants to turn to pages 45-51 in their handbooks. These pages include examples of each type of 
observation technique. Explain that participants will want to reference these pages during the discussion.  
Trainers must be familiar with the samples and the techniques so that they can point out relevant information 
the participants may miss when they are asked to examine the samples. Refrain from giving too many 
examples of when each technique should be used. 

The first technique to be introduced is scripting. Use the information under the “Content and Relevance” 
heading to describe this technique. Ask the participants to review the sample included in their handbooks. 
Then ask the group to share anything they notice about the data collected or the way the data were 
collected. 

For this portion of the activity use ATLAS® video “Analyzing Extended Metaphors in ‘Mother to Son’ by 
Langston Hughes During a Whole Class Discussion” (Case 861). Use minutes 5:55 to 10:55. 

Explain that participants will now practice using scripting to collect evidence around the “Description of 
Qualifying Measures” indicator under the “Instruction” domain of the South Carolina Teaching Standards 4.0 
Rubric. Ask the participants to review this indicator while trainers pass out lined paper.   
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Explain that all of the videos of classroom practice used today come from the ATLAS® library, which is 
produced by the National Board for Professional Teaching Standards®. Explain that the teachers in the 
videos are not beginning teachers. They are all experienced teachers, and the videos are their submission 
videos for National Board Certification®. Recognize that even veteran teachers can benefit from a focused 
observation. The videos were chosen specifically for the purpose of providing the participants with practice 
using the observation techniques. Because data collection during an observation is descriptive, it does not 
matter if the video showcases a particularly strong or weak lesson. The participants simply need to collect 
data. Recognize the challenges that exist with conducting observations from a recorded lesson. For 
example, the observer is limited to the activity and the commentary captured by the camera’s lens. In other 
words, the observer cannot see the entire classroom. Ask the participants to be flexible and work within the 
known limits of this activity.  

Introduce the video using the following information. This information was obtained from the ATLAS® 
website, although it was originally included in the teacher’s National Board® entry. This is a seventh grade 
advanced language arts classroom that the teacher shares with another instructor. There are 25 students, 13 
males and 12 females. Three students have just moved up from the regular language arts classroom, and 
one student has just transitioned out of special education. Several students are dealing with emotional 
issues including one who was just released from in-patient care. There is a wide range of ability within this 
classroom. According to the teacher, “The learning strands for this unit were for students to comprehend a 
variety of genres by interpreting and analyzing literary elements and techniques such as theme and 
figurative language as well as composing a written piece of text. A worthwhile but challenging goal for this 
advanced language arts class was to have students identify extended metaphors through symbolism and 
imagery when reading various types of text and then apply those techniques in their writing to create an 
extended metaphor within a poem.”  

Ask the participants to set up their lined paper to match the one displayed on the screen to include the 
heading. Once everyone is ready, begin the video at minute 5:55 and allow the participants to script for five 
minutes. 

Note to Trainers: Prior to conducting this portion of the activity, stacks of counting and charting documents 
must be created for each table with consideration to the number of participants seated at each table.  
Alternate the two documents so that each person takes the top document as they are passed around the 
table, ensuring that both techniques are being practiced at each table. 

The second techniques that will be introduced are counting and charting. Use the information under the 
“Content and Relevance” heading to describe these techniques. Ask the participants to review the samples 
included in their handbooks. Then ask the group to share anything they notice about the data collected or 
the way the data were collected. 

For this portion of the activity use ATLAS® video “Applying Basic Concepts of Probability Using Various 
Methods” (Case 1741). Use minutes 1:00 to 6:00. 

For those who are practicing the counting technique, there are two possible focus areas. One focus is on 
reinforcing and rewarding effort which is included in the descriptor for the “Motivating Students” indicator 
under the “Instruction” domain of the South Carolina Teaching Standards 4.0 Rubric. The second focus is on 
opportunities for students to respond to the teacher’s questions during the lesson. Participants will be 
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tallying how many times individual students respond to questions. Balance of students is included in the 
descriptor for the “Questioning” indicator under the “Instruction” domain of the South Carolina Teaching 
Standards 4.0 Rubric. Participants may choose to complete one or both of the tally charts.  

For those who are participating in the charting technique, the focus is on capturing evidence about the 
types of questions asked during the lesson. This focus is included in the descriptor for the “Questioning” 
indicator under the “Instruction” domain of the South Carolina Teaching Standards 4.0 Rubric.  

Ask the participants to review these indicators in the South Carolina Teaching Standards 4.0 Rubric as well as  
their data collection tool.   

Introduce the video using the following information. This information was obtained from the ATLAS® 
website, although it was originally included in the teacher’s National Board® entry.  This is a sixth grade 
advanced mathematics class.  There are 23 students, 14 boys and 9 girls; all are 11-12 years of age. There is 
a wide range of ability level within the class.  One student has an IEP for autism. According to the teacher, 
“This lesson for this entry is a later one in our probability unit where students are exploring dependent 
compound probabilities, which is a new concept.” 

Once everyone is ready, begin the video at minute 1:00 and allow the participants to collect data for five 
minutes. 

The third technique that will be introduced is diagramming. Use the information under the “Content and 
Relevance” heading to describe the technique. Ask the participants to review the samples included in their 
handbooks. Then ask the group to share anything they notice about the data collected or the way the data 
were collected. 

For this portion of the activity use ATLAS® video “Using Collaborative Research to Pick Stocks on the Stock 
Market” (Case 1274). Use minutes 2:00 to 7:00. 

Distribute the diagramming document to the participants and show the first ten seconds of the video 
starting at 0:00 so that they can gain an understanding of the classroom layout. 

Explain that participants will now practice using diagramming to collect evidence around the “Academic 
Feedback” indicator under the “Instruction” domain of the South Carolina Teaching Standards 4.0 Rubric. 
Ask the participants to review this indicator and the key on the seating chart.   
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Once everyone is ready, begin the video at minute 2:00 and allow the participants to collect data for five 
minutes. 

Remind the participants that the focus for the observation was determined during the pre-observation 
conference, and that focus must be a consideration in the selection of the data collection technique. Ask the 
participants to individually review the “Instruction” domain and the “Environment” domain to determine 
which type of data collection technique will provide the best evidence for each of the indicators.  Allow 5 
minutes for them to review the domains. Then have the participants engage in a table conversation 
regarding their thoughts for five additional minutes. 

Before moving to the debrief, point out the “Observation Techniques Overview” document that is included 
on pages 56-64 in the participant handbook as it includes a list of possible uses for each observation 
technique. This document was produced by Michigan State University. CERRA and SCDE were granted 
permission for use by the authors. 

Debrief 
Ask participants to reflect on what was difficult about this exercise, focusing on the techniques rather than 
the restrictions of a videotaped observation. Consider asking the following questions to guide the debrief: 

• What, in terms of the observation techniques, worked well? 
• What challenges were presented by the observation techniques? 
• How can the challenges be addressed? 

It is important to note that some districts may require mentors to use certain observation forms, online  
observation applications, etc. to collect evidence during the observation. Mentors must be sure to check 
with their Mentoring and Induction Coordinators before they begin conducting observations. 

Transition 
The observation itself provides the mentor with some data. The mentor must now analyze the data and 
prepare to share it with the beginning teacher during a post-observation conference. In the next module the 
participants will have an opportunity to work with their data and prepare for a post-observation conference.
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Sample	Observation	-	Scripting	
	

	
Mrs.	Standish		
3/7/17	
1:05	-1:55*	
Indicator:	Description	of	
Qualifying	Measures	
Focus:	Student-led	
Discussions	

	
	
T:	When	you	hear	answers	to	an	on	the	surface	question	that	you	feel	like	you	can	jump	off…think	oh	this	is	
a	jumping	off	point	to	an	answer	or	a	question	that	goes	deeper.	I	want	you	to	refer	back	to	our	stems	that	
we’ve	been	working	with…(T	walks	to	back	of	classroom)	I	can	connect	this	to…	I	can	really	see	how…this	
makes	me	think…this	makes	me	feel	or	wonder…or	it	could	also	be.	

There	are	going	to	be	times	today	where	you	disagree	with	each	other,	and	that’s	ok.	

So	I	want	you	to	think	about	possibilities	that	might	be	different	than	what	other	people	have	said	as	well.	
Who	wants	to	start	with	an	on	the	surface	question?	Remember	once	you	share	your	response	or	your	
questions,	pass	it	on	(S	raises	hand	quietly).	

T:	Go	ahead,	Forrest	

13	Ss	look	at	the	speaker,	the	other	8	Ss	are	not	attending	to	the	speaker	

S:	When	I	read	the	poem	I	thought	about	what	the	people	were	doing.	What	were	the	farmers	in	the	poem	
doing?	

T	does	not	respond,	turns	to	class	and	raises	her	hand,	Ss	are	silent	

T:	Can	anyone	answer	Forrest’s	questions	and	then	ask	another	question?	

3	S	raise	their	hands	

T:	Michael,	go	ahead.	

S:	The	farmers	were	watching	the	sky	to	see	if	it	was	going	to	rain.	What	were	the	animals	in	the	poem	
doing?	

5	Ss	raise	their	hands,	12	Ss	look	at	the	speaker,	9	Ss	are	not	attending	the	speaker	

	

*For	training	purposes	only	the	first	few	minutes	of	the	script	are	provided.	

S=Student	

Ss=students	

T=Teacher	
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Sample	Observation	-	Scripting	
	
	

Mrs.	Standish		
3/15/17	
1:05	-1:55*	
Indicator:	Description	of	
Qualifying	Measures	
Focus:	Student-led	
Discussions	

	

Ss	are	seated	at	tables	in	groups	of	4,	one	S	is	responsible	for	typing	on	the	computer	

T:	 In	the	next	six	minutes,	so	by	1:12,	I	want	(some	Ss	talking)	I’d	like	to	see	some	“hoorah”	worthy	thesis	
statements	up	there	(T	points	to	the	screen	in	front	of	the	room).	Screen	displays	a	social	media	site	where	
students	can	enter	responses	and	they	can	be	seen	by	everyone.	

Find	the	place	where	I	have	the	thesis	status	update	and	I	want	to	see	“hooray”	worthy	thesis	statements.	
The	first	post	with	a	great	thesis	gets	a	“hoorah”…ok?	(Ss	start	engaging	in	activity,	indicating	that	they	know	
what	to	do)…Go!	

Ss	engaged	in	discussion,	reading,	working	together	to	develop	a	response	to	post	

T:	This	is	a	competitive	group	right	here!	

T	observes	then	walks	over	to	another	group	of	Ss	

Ss	begin	using	the	computer	to	type	their	group	responses	

Three	of	four	Ss	engage	in	conversation,	one	female	S	is	observed	working	independently-	not	talking	to	others,	
not	engaging	in	any	activity	with	the	others	in	the	group	

T	circulates	to	groups	to	answer	questions	and	monitor	students	

Ss	are	actively	engaged	in	creating	thesis	statements	and	coming	up	with	consensus	about	the	thesis	
statement	post	

	

*For	training	purposes	only	the	first	few	minutes	of	the	script	are	provided.		

S=Student	

Ss=students	

T=Teacher	
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Sample Observation - Counting
  

Ms. Fowler/Science Lesson 

9:40-10:
ndicator  estioning

oc s  a ance of St dents ased 
on i it  and Se

Boys Girls 
IIII    IIII    IIII   IIII   III IIII   IIII   

 Mr. Green 
1/0 /1

1:15-1:40
ndicator  es ectf  C t re

oc s  ositi e St dent St dent 
nteractions 

 IIII     IIII    II 

 Ms. Farmer 
/ /1

10:00-10:
istracting er a  atterns 

IIII     IIII     IIII      IIII 

or the r ose of this training  a fe  min tes orth of data is sho n  
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Sam
ple	O

bservation	-	Charting	
	

M
r.	Dillard	9/29/17	
12:05	-12:55*	

Indicator:	Academ
ic	Feedback	

Focus:	Engaging	Students	in	Peer	Feedback	
	

Teacher’s	questions	
Student’s	response	

Teacher’s	response	
Student’s	response	

W
hich	is	larger	1/2	or	1/4?	

M
ichael:	1/2	

Yasm
in,	do	you	agree	w

ith	M
ichael?	

	(student	answ
ers)	

	Can	you	explain	your	thinking?	

Yasm
in:	I	think	½

	is	larger.	
	(teacher	asks	another		question)	
	I	know

	that	½
	is	larger	because	the	

w
hole	is	only	divided	into	tw

o	parts.	

W
hich	is	sm

aller	1/3	or	2/3?	
Coretta:	2/3	

(asking	class)	W
hat	do	you	think	of	

Coretta’s	answ
er?	Does	anyone	w

ant	
to	respond	to	her?	

Aiden:	1/3	is	actually	sm
aller.	Since	

the	denom
inators	are	the	sam

e,	the	
fraction	w

ith	the	bigger	num
erator	is	

larger.	

Can	you	put	these	fractions	in	order	
from

	largest	to	sm
allest?	1/9,	1/7,	

1/5,	1/3,	1/4,	1/2	

Caroline:	1/2,	1/3,	1/4,	1/5,	
1/7,	1/9	

(asking	class)	Is	she	right?	Give	m
e	a	

thum
bs	up	if	you	agree.		

(all	students	give	a	thum
bs	up	sign)	

W
hich	is	sm

aller	2/6	or	5/6?	
Brooks:	2/6	

(asking	class)	Does	anyone	w
ant	to	

ask	Brooks	a	question?		
	

Ethan:	How
	did	you	know

	that	2/6	
w
as	sm

aller	than	5/6?	
Brooks:	The	denom

inators	are	the	
sam

e	so	I	looked	in	the	num
erator.	2	

is	less	than	5	so	2/6	is	sm
aller.	

			*For	training	purposes	only	a	few
	m

inutes	of	the	observation	are	provided.		
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Sample	Observation	-	Charting	
	

	

	Mr.	Marshall	

4/4/17	

8:00	–	8:50*	

Indicator:	Managing	

Student	Behavior	

Focus:	On-task	

behaviors	
	

	

8:00	 T	begins	instructions	on	poem	comparison	activity	

1	S	using	cell	phone	under	desk	

1	S	head	down	on	desk	

15	students	attending	teacher	

8:05	 T	continues	to	give	activity	instructions	

1	S	pulling	materials	from	book	bag	

2	Ss	talking	to	one	another	

1	S	entering	classroom	

14	students	attending	teacher	

8:10	 T	continues	to	give	activity	instructions	

1	S	head	down	on	desk	

2	Ss	continue	talking	with	one	another	

2	Ss	using	cell	phones	under	desk	

1	S	drawing	in	notebook	

1	S	raises	her	hand	and	asks	a	clarification	question,	Teacher	responds	

11	students	attending	teacher	

8:15	 18	students	begin	working	on	poem	comparison	activity,	silently	reading	

poems	from	handout	

T	sits	on	stool	in	the	front	of	the	room	

8:20	 T	continues	to	sit	on	stool	in	the	front	of	the	room	

16	students	engage	in	conversations	around	activity	

1	student	leaves	classroom	

1	student	approaches	teacher	
	

*For	training	purposes	only	a	few	minutes	of	the	observation	are	provided.		

	

S=Student	

Ss=students	

T=Teacher	
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Mr. 
Sanderson 

8/30/17 
9:50 – 10:10 
Indicator: 
Respectful 

Culture 
Focus: Teacher 

– Student 
Interactions 

 
Jacqueline 
Cesar 
Jocelyn 
James 
Karina 
Sade 
Marie 

 
Andrea H. 
Terron 
Emelio 
Lakisha 
Andy 
Brandon B. 
Steven 
Brandon H. 
Ricardo 

 
Issac 
Terra 
Kewon 
Anamerica 
Juan 
Stefany 
Madeline 

1 
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7 

N
	

Key 
T = Teacher 
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Counting	

	
N
ational	Board	Certified	Teacher	

Date:	
Tim

e:	
	

Indicator:	M
otivating	Students	

Focus:	Reinforce	and	Rew
ard	Effort	

	
Boys	

G
irls	

	
	

																													
	

Counting	

	
N
ational	Board	Certified	Teacher	

Date:	
Tim

e:	
	

Indicator:	Q
uestioning	

Focus:	Balance	of	Students	

Students	
Q
uestions	Answ

ered	
Anna	

	
Arden	

	
Brianna	

	
Bryan	

	
Cassidy	

	
Carrie-Ann	

	
Daw

son	
	

Foster	
	

Jenelle	
	

Liam
	

	
Lynette	

	
Sarah	

	
Spencer	

	
Teddy	
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Charting	
National	Board	Certified	Teacher	

Date:	
Time:	

Indicator:	Questioning	
Focus:	Varied/High	Quality	Questions	

	

Types	of	Questions	 Evidence	

	
	
	
	

Knowledge	

	

	
	
	
	

Comprehension	
	

	

	
	
	
	

Application	
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Analysis	
	

	

	
	
	
	

Creation	
	

	

	
	
	
	

Evaluation	
	

	

	

107



Diagram
m
ing	

N
ational	Board	Certified	Teacher	

Date:	
Tim

e:	
Indicator:	Academ

ic	Feedback	
Focus:	Teacher	Circulates/Feedback	Provided	
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Key	
					Teacher’s	m
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ent	through	the	

classroom
		

M
		M

onitoring	student	w
ork	

	
Q
		Asking	questions	to	gauge				
understanding	

	
F		Feedback	provided	
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Observation Techniques Overview

Focus Technique
Student involvement Verbal flow 

At task 
Sampling 
Overview/scripting 
Tally marks 

Individualized instruction Class traffic 
Sampling 
Overview/scripting 
Tally marks 

Levels of student thinking Selective verbatim 
Overview/scripting 
Tally marks 

Teacher talk/behavior Selective verbatim 
Overview/scripting 
Tally marks 

Classroom climate Verbal flow 
Selective verbatim 
At task 
Sampling 
Overview/scripting 
Tally marks 
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Overview and Scripting 
When using the overview method, write down everything that transpires in the classroom.  
For scripting, write down everything that is said in the classroom. These observation 
techniques are useful for gathering information on most focus areas.  It is difficult, 
however, to record everything.  Use shorthand notations and do not worry about 
connecting events.  Remember to write down only facts, not judgments. 

• Create a seating map of the classroom and number the students.  Use the numbers
to refer to which student is speaking.

• T = teacher
• Use quotation marks or capital letters to denote actual quotes.  Paraphrase others

comments and actions.

Example 
Observation Notes: 

SCRIPTING   Teacher: Tom V.   Lesson:  Geometry   Date: 3/4/04    Observer:  Amy L.    
Begin10:35.  Children are sitting in desks with teacher at front of room 
T:  WHO REMEMBERS WHAT WE DISCUSSED YESTERDAY IN MATH? 
3:  WE WERE TALKING ABOUT SHAPES…GEO…mumbles an incoherent word. 
14:  GEOMETRY! 
T:  YES, WE STARTED TALKING ABOUT GEOMETRY.  (Taps lightly on 4’s desk to 
get his attention) AMY, CAN YOU TELL US ANYTHING MORE ABOUT WHAT WE 
DISCUSSED YESTERDAY? 
7:  (Looking in desk) Asks the teacher to repeat the question.  Teacher repeats.  WE 
TALKED ABOUT DIFFERENT DIMENSIONS OF SHAPES. 
T:  WHAT DO YOU MEAN DIFFERENT DIMENSIONS OF SHAPES? 

Analysis Suggestions 
Since as much of the action and/or conversation as possible is noted, the focus of analysis 
will depend upon the individual lesson, the chosen focus, and what stands out as relevant 
or important.  

Link to recording data format 
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Selective verbatim 
This technique is a form of scripting, however the focus is narrower.  Record 
everything that is said within a certain category or focus area.  

Categories of teacher talk Categories of student talk 
Questions Questions
Responses to questions Responses to questions 
Responses to statements Responses to statements 
Directions or assignments Student initiated statements 
Information statements 
Reward and praise statements 
Criticisms and constructive feedback 
Management statements 

Example  
Observation Notes: 

TEACHER QUESTIONS Teacher: Ann K. Lesson: Penguins Date: 5/14/04 Observer: 
Dan B.  
Children and teacher are sitting on rug in a circle 

Time    Question 

1:15     WHAT DO YOU THINK PENGUINS EAT? DO THEY EAT WHAT WE EAT? 
1:17     DOES ANYONE HAVE A DIFFERENT IDEA? 
1:18     ANYONE ELSE? 
1:20     WHY DO YOU THINK PENGUINS WOULD EAT BIRDS? 
1:21     ARE PENGUINS BIRDS? 
1:22    WHY DO YOU THINK PENGUINS WOULD EAT FISH? 
1:26     SHOULD WE READ A LITTLE FROM THIS BOOK TO FIND OUT WHAT  
             PENGUINS DO EAT? 

Analysis Suggestions: 
• Examine number of open vs. closed questions
• Examine cognitive level of questions
• Examine the number of probing and follow-up questions
• Examine the use of multiple questions at one time

Link to recording data format 
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Verbal flow 
This technique is similar to selective verbatim, which focuses on the content of verbal 
communication.  Verbal flow, however, identifies the initiators and recipients of the 
verbal communication.  The same categories or focus areas can be used.  
• Create a seating map of the classroom using boxes to represent the teacher and

students.
• When the teacher makes a comment or asks a question to the whole class indicate

with an arrow from the teacher box.
• When the teacher speaks specifically to a student indicate with a downward arrow in

that student’s box.
• When the student speaks to the teacher or the whole class indicate with an upward

arrow in that student’s box.
• When a student speaks to another student indicate with an arrow between the two

students’ boxes noting the direction.
• Use notches on the arrows to keep track of the number of comments or questions.

Example 
Observation Notes:  
QUESTIONS Teacher: Sue K. Lesson: Civil War Date: 1/11/04 Observer: Nia P. 
Begin 1:15 Students are at desks.  Teacher wanders. 

Analysis Suggestions: 
• Does the teacher question or call on students sitting in particular seats?
• Does the teacher question or call on particular individuals or a particular gender?
• Do particular students ask more questions or direct comments to the teacher?  To

other students?
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At Task 
This technique provides data on individual students’ engagement levels.  It is important 
for the teacher being observed to explain what he or she considers to be on-task behavior. 
• Create a seating map of the classroom using boxes to represent each student
• Create a legend to represent various behaviors (For example:)

A = At task 
B = Stalling 
C = Schoolwork other than requested 
D = Out of seat 
E = Talking to others 

• Systematically examine each student’s behavior for a few seconds and record his or
behavior accordingly in the appropriate box

• Repeat the observations of each student every three to four minutes and record
appropriately

Example 
Observation Notes: 
AT TASK Teacher: Liz P. Lesson: Journal writing Date: 2/2/04  Observer:  Laura Z. 
Begin 9:20.  Students working at desk while teacher conferences one on one at her desk. 

BBAA EEAA AADA ADDA AAAA 

ABBA CCCC BBEE AAAA BBBB 

AAAA EEEE DDEE AAAE AAAD 

Analysis Suggestions: 
• Examine individual student’s level of engagement
• Examine the general level of engagement across activities or time periods
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Sampling 
Similar to the at task technique, this method requires coding at regular intervals.  The 
focus can be on either the teacher or student(s).   
• Create a legend to represent various behaviors  (For example:)

o P = presenting
o O = observing
o M = Managing
o H = Helping or consoling
o I = Individualizing instruction

• Observe the focus individual’s behavior at regular intervals and record

Example 
Observation Notes: 
TEACHER BEHAVIOR SAMPLING Teacher: Julie J.  Lesson: Magnets Date: 3/3/04 
Observer: Rachel E.   Children at desks.  Teacher at front of room. 

Time           Behavior 
1:00  P 
1:04  P 
1:08  P 
1:12  M 
1:16  M 
1:20  H 
1:24  H 
1:28  M 
1:32  I 
1:36  I 

Analysis Suggestions: 
• Examine patterns in teacher or student behavior
• Examine time spent exhibiting different types of behavior
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Class Traffic 
Record the movement patterns of the teacher and/or 1 or 2 students.  You can record just 
the physical movements or also the type/reason for the movements. 
• Create a map of the classroom
• Create a legend to describe the types of movements (if desired)

___ Teacher movement 
----- Directed student movement 
+++ Non-directed but purposeful student movement 
=== Non-directed and non-purposeful student movement 

Example 
Observation Notes: 
CLASS TRAFFIC Teacher:  Lori K.  Lesson:  SSR Date: 3/15/04 Observer:  Barb J. 
Begin 12:20. 

Analysis Suggestions: 
• Examine teacher’s movement around classroom
• Examine individual students’ movement around and in and out of classroom
• Examine locations in the classroom that get high and low amounts of traffic
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Tally Marks 
Tally marks can be used to record many different types of information.  Although you do 
not record the actual words or actions, totals and percentages of different types of 
behaviors can be informative.   
• Select the general area of focus  (for example:)

o Students called on by teacher
o Participating students
o Types of questions asked by the teacher
o Interactions with students initiated by teacher
o Interactions with teacher initiated by students
o Teacher praise statements
o Teacher management statements
o Children called on with or without hands raised

• Create relevant sub-categories for focus area if desired (For example:)
o Types of questions
o Types of interactions
o Gender
o Use of specific words

• Record tally marks and compute percentages if applicable

Example 
Observation Notes: 

TEACHER QUESTIONS AND GENDER   Teacher: Mary K.  Lesson: Economics   
Date: 5/6/04   Observer:  Jim B.   Children at desks.  Teacher wanders.  Begin: 2:15 

Boys Girls
Factual questions llll ll lll 
Clarification questions ll 
Explanation questions lll llll lll 
Opinion questions l l 
Application questions llll llll 

Analysis Suggestions:  
Analysis depends upon the focus and sub-categories chosen.  Information can be 
examined according to individuals, gender, seat location or other variables. 

Primary Reference: 
Acheson, K., & Gall, M. (1992). Techniques in the clinical supervision of teachers (2nd 
ed.). New York: Longman. 
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Tally marks recording data format 
Example: Student Participation 

Teacher: Lesson: Date:
Observer: Time Begin: Time End: 
Types of student participation Boys Girls 
Called on: hand raised 

Called on: no hand raised 

Self-initiated:  hand raised 

Self-initiated:  no hand raised 

Totals:
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SC Mentor Training

Overview 
In this section participants will have the opportunity to learn the 
importance of analyzing observation data before having a post-
observation conference with the beginning teacher. Participants will 
receive information about the data analysis process and examples of 
questions to consider as they are analyzing the data. Using the data 
collected from the videos shown in Module 5, participants will have 
an opportunity to practice the data analysis process. This will include 
recording notes about the data to help them, as mentors, provide 
effective feedback to the beginning teacher during the post-
observation conference. 

 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide instructions to the 
participants about analyzing 
the data collected during the 
observation in preparation for 
the upcoming post-observation 
conference with the beginning 
teacher. 

Objectives 
Participants will: 

• Understand the importance 
and process of analyzing the 
observat ion data for the 
purpose of providing quality 
feedback 

• Apply new learning in order 
to practice data analysis using 
data collected from the video in 
Module 5 

Materials 
• Observation Data Collected in 
Module 5 

• “Questions to Consider     
During Data Analysis” from the 
participant handbook (pg. 66) 

• “Questions to Encourage 
Reflection” from the participant 
handbook (pg. 67) 

MODULE 6 
POST-OBSERVATION DATA ANALYSIS  
& POST-OBSERVATION CONFERENCE 

SECTION 1: PROTOCOL FOR ANALYZING OBSERVATION DATA

118



SC Mentor Training

Content and Relevance 
The third step of the mentoring cycle is the post-observation conference. This particular step is important for 
several reasons. First, the post-observation conference provides an opportunity for the mentor to share data 
collected during the observation, and it allows both the mentor and the mentee time to reflect on the 
lesson. Second, once the data are shared, the mentor has a chance to provide effective feedback to the 
mentee directly related to the lesson that was observed. Third, the post-observation also gives the mentor 
and mentee time to work together on setting new goals. Before the trainer discusses the post-observation 
conference in detail, however, it is necessary to provide participants information on what happens directly 
after the observation is conducted. Following the observation, the mentor needs to set aside some time 
alone to analyze the data recorded from the observation in order to address the areas of focus discussed in 
the pre-observation conference. This data analysis process can look different with each observation 
depending on the identified focus, the method or strategy used to collect evidence, and the mentor’s initial 
impression about what just occurred during the observation.  

The words “analysis” or “analyze” can cause some discomfort among people, including the mentor and the 
beginning teacher. Please do not let these words cause fear. In this process the mentor simply needs to 
make sense of what he/she saw, heard, and experienced during the observation. The mentor then has to 
dissect that information into parts or a series of thoughts or recommendations that are understandable to 
both the mentor and the mentee. Whether a formal tool is used during the observation or the mentor is 
openly scripting, he/she will need to be prepared to analyze the data collected. Some mentors may already 
have experience with data collection and analysis, while this may be a new concept to others. As with any 
developing skill, a mentor’s ability to carry out this process effectively will improve with practice. 

The mentor reviews the observation data to assess the strengths of the beginning teacher and to identify 
any areas where improvement could occur. The mentor will share his/her conclusions with the mentee 
during the upcoming post-observation conference. During the independent analysis, the mentor should 
compose notes to take to the post-observation conference. These notes are for the mentor’s use only; they 
should be used as talking points to guide the conversation and should always be based on the data 
collected during the observation. It is imperative that the mentor refrains from inserting his/her opinion or 
biases into the conversation. Past experience or anecdotal evidence is acceptable if the information being 
shared is relevant and non-judgmental, but the mentor must tread lightly when it comes to situations where 
the mentee may feel as if he/she is being criticized. Also, the mentor should construct questions that are 
thought-provoking and will lead the mentee to true reflection. Possible questions for the mentor to consider 
during the analysis are listed below:  

• What are general impressions about the lesson taught? 
• Are there any recurring patterns, positive or negative? 
•  What occurred in the classroom and when? 
•  Did the instructor demonstrate particular areas of strength as related to the South Carolina 

Teaching Standards 4.0 Rubric? 
•  Are there areas for potential growth as related to the South Carolina Teaching Standards 4.0 

Rubric? 
• How well did the instructor meet the objectives of the lesson? 
•  What are the major “take-aways” the mentee should glean from the conversation? 

CERRA / SCDE
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SC Mentor Training

Remember, the mentor’s goal is to guide the mentee during the conversation; however, it should be very 
apparent to the mentee that the mentor is fully prepared for the post-observation conference. It is important 
for the mentor to analyze only the data that are related to the previously-identified focus of the observation. 
The mentor may notice other things during the observation, but the focus should be only on the area or 
topic that the mentor and mentee agreed upon in the pre-observation conference. For example, the mentor 
may notice that the individual students spend five minutes collecting art supplies from various places 
around the room when the beginning teacher could have easily placed all of the materials for each table in a 
container and had one person deliver the container to the group. If applicable, the other pieces of evidence 
observed can be discussed later at a more appropriate time.  

It is possible, however, that a mentor could see or hear something during the observation that is unrelated 
to the focus but must be addressed at the post-observation conference. For example, the mentor may be 
observing the beginning teacher’s ability to differentiate instruction to meet the needs of all students in the 
class. A student disrupts the teacher’s instruction, and the teacher blatantly scolds this student in front of the 
entire class, including the mentor. Although this occurrence is more related to classroom management, 
which is not a specific focus of the observation, the mentor must address it with the mentee at the upcoming 
post-observation conference.  

Just as the mentor has reflected on what he/she saw during the observation, the beginning teacher should 
be doing the same. Both the mentor and the mentee should make time to reflect separately on what 
happened during the observation. Mentors may wish to provide the beginning teacher with the “Questions 
to Encourage Reflection” document to use to record his/her thoughts. Immediate feedback is not the goal 
during this process. It could lead to the mentee feeling overwhelmed and pressured to find a quick fix to the 
mentor’s recommendation. Instead of immediate feedback, mentors should encourage mentees to consider 
any questions they might have for the mentor or any insights they may have following the observation. 
While the mentor needs time to think deeply about ways to support the mentee in improving his/her 
practice, the mentee also needs time to think about support he/she may need to enhance his/her practice. 

Activity: Data Analysis (25 minutes) 
Using the information provided under the “Content and Relevance” heading, explain the reasons for and the 
process of analyzing observation data. Explain that the participants will now have time to practice analyzing 
the data from one of the observations they conducted as a part of the last module. Ask participants to 
gather their materials including their handbooks and the data from the completed observation. Remind the 
participants that there were four data collection techniques introduced in the last module: scripting, 
counting, charting, and diagramming. Instruct the participants to decide which data set they would like to 
discuss in more detail. At this point you will have them move into one of four groups based upon the 
technique/data that they wish to discuss further. Instruct each table to be sure that they spread out among 
the groups so that each table is represented within each group, if possible. The groups could potentially go 
to the four corners of the room, or the trainer may designate four tables for them to use. This decision will 
depend upon the number of participants in the training and the set-up of the training facility. The 
participants will need to be able to hear the trainer and see the PowerPoint from their new location. The 
participants will stay with this group for the remainder of this module.  
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Once the participants have relocated to their designated space, ask them to refer to page 66 in their 
handbooks. Display the slide that contains the sample questions for analysis. For trainer purposes the 
questions are also listed below: 

• What are general impressions about the lesson taught? 
• Are there any recurring patterns, positive or negative? 
•  What occurred in the classroom and when? 
•  Did the instructor demonstrate particular areas of strength as related to the South Carolina 

Teaching Standards 4.0 Rubric? 
•  Are there areas for potential growth as related to the South Carolina Teaching Standards 4.0 

Rubric? 
• How well did the instructor meet the objectives of the lesson? 
•  What are the major “take-aways” the mentee should glean from the conversation? 

Remind the participants that they may wish to use these questions to guide their analysis. Explain that each 
participant should first analyze his/her own data silently and individually. Also, reinforce that the data being 
analyzed are not meant to be evaluative. Positive or negative, the data should drive the dialogue of the post-
observation conference. After 3-5 minutes, ask the participants to share their “take-aways” with the others in 
the group. Provide 8-10 minutes to share.   

Debrief 
At the end of the group share, ask the following questions:  

• Did you see any patterns related to your focus? 
• Did you notice any particular areas of challenge for the teacher? 
• What insight do you hope the mentee will gain from the conference? 

Transition 
Participants have now been introduced to the important task of analyzing the data in preparation for the 
post-observation conference. In the next section participants will learn about and then have an opportunity 
to practice giving effective feedback.
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Questions	to	Consider	During	Data	Analysis	
	
What	are	general	impressions	about	the	lesson	taught?		
	
	
	
Are	there	any	recurring	patterns,	positive	or	negative?		
	
	
	
What	occurred	in	the	classroom	and	when?		
	
	
	
Did	the	instructor	demonstrate	particular	areas	of	strength	as	related	to	the	South	
Carolina	Teaching	Standards	4.0	Rubric?	
	
	
	
Are	 there	 areas	 for	 potential	 growth	 as	 related	 to	 the	 South	 Carolina	 Teaching	
Standards	4.0	Rubric?	
	
	
	
How	well	did	the	instructor	meet	the	objectives	of	the	lesson?	
	
	
	
What	are	the	major	“take-aways”	the	mentee	should	glean	from	the	conversation?	
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Questions	to	Encourage	Reflection	
	
How	do	you	believe	the	lesson	went?		
	
	
	
With	what	portions	of	the	lesson	are	you	most	proud?		
	
	
	
Were	there	are	portions	of	the	 lesson	that	troubled	you	or	that	you	wished	had	
gone	differently?		
	
	
	
If	you	could	teach	this	lesson	again,	what	would	you	do	differently?	
	
	
	
What	do	you	see	as	your	areas	of	strength	as	related	to	the	South	Carolina	Teaching	
Standards	4.0	Rubric?	
	
	
	
What	do	you	see	as	your	areas	of	potential	growth	as	related	to	the	South	Carolina	
Teaching	Standards	4.0	Rubric?	
	
	
	
Do	you	believe	your	students	met	the	objectives	for	the	lesson?	
	
	
	
How	can	I	(your	mentor)	assist	you	now?	
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Overview 
In this section participants will receive instruction on how to provide 
effective feedback to a beginning teacher during the post-
observation conference. Participants will be reminded of the 
“Coaching Dialogue Protocol” that was introduced in Module 4 as 
they are introduced to the art of providing effective feedback. The 
process of giving feedback will be discussed in detail, as will the 
characteristics that are necessary in order for feedback to be 
considered effective. Participants will have the opportunity to 
practice giving feedback based on what they observed in the video 
from Module 5. Specifically, they will be tasked with constructing 
appropriate questions to ask based on the recorded observation. 
Participants also will have a chance to categorize their questions and 
feedback into one of three categories - validation, clarification, and/
or stretch and apply. 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Purpose 
The purpose of this section is to 
provide both information and 
act iv i t ies that w i l l a l low 
participants to gain knowledge 
about providing effective 
f e e d b a c k t o b e g i n n i n g 
t ea c h e r s d u r i n g a p o s t -
observation conference. 

Objectives 
Participants will: 
• Review the components of 
the previously introduced  
“Coaching Dialogue Protocol” 
• Understand the process of 
providing effective feedback 
during a post-observation 
conference 
• Understand the various 
characteristics of effective 
feedback 
• Apply new learning about    
providing effective feedback 

Materials 
• “Coaching Dialogue Protocol” 
from the participant handbook 
(pg. 69)   
• “Coaching Dialogue Protocol 
with Post-Observation Stems” 
from the participant handbook 
(pg. 70) 
• “Effective Feedback”pages 
from the participant handbook 
(pgs. 71-72 
• Pre-Made Charts - Validate,  
Clarify, Stretch and Apply 
• “Take-Away Tweet” Document 
from the participant handbook 
(pg. 73) 

MODULE 6 
POST-OBSERVATION DATA ANALYSIS  
& POST-OBSERVATION CONFERENCE 

SECTION 2: POST-OBSERVATION CONFERENCE - 
PROVIDING EFFECTIVE FEEDBACK
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Content and Relevance 

Now that the post-observation data analysis is complete, the mentor should be ready to start the post-
observation conference by providing effective feedback to the beginning teacher. This feedback is based on 
the data collected during the observation. As the mentor is giving feedback to the beginning teacher, it is 
important that he/she assume the role of a coach as discussed in Module 4. In this step of the mentoring 
cycle, possibly more than in any of the other steps, the mentor is doing more than mentoring. The mentor is 
coaching the mentee in instruction and professional practice through dialogue. This coaching dialogue will 
allow the mentor to provide feedback to the mentee in a professional way that promotes reflection, 
collaboration, and growth. As a reminder, the “Coaching Dialogue Protocol” introduced in Module 4 has 
three components. These components describe three types of language stems that mentors can use during 
conferences with beginning teachers. The three components are listed below: 

• Validate - acknowledge effort and specific work, empower the mentee, demonstrate an 
understanding of thoughts and emotions 

• Clarify - deepen understanding, eliminate confusion, encourage reflection 
• Stretch and Apply - move practice forward and establish commitment to next steps 

The protocol is portrayed as a graphic with each of the three coaching dialogue components. “Validate” is 
positioned at the top of the protocol, but validation stems do not necessarily occur first in the protocol. The 
mentor may choose to “clarify” some things first depending on the tone or goal of the conference. The 
mentor may need to go back and forth validating and clarifying before he/she is able to use any “stretch and 
apply” stems that encourage the mentee to think about moving his/her practice forward and consider next 
steps. The mentor will use the “Coaching Dialogue Protocol” throughout the post-observation conference as 
he/she provides guidance, support, and feedback to the beginning teacher.  

Giving effective feedback can be very tricky. Not only is it often difficult to give feedback, but the mentor 
may find that it is difficult for the mentee to receive feedback as well. According to Elena Aquilar’s The Art of 
Coaching, coaches should consider several things before giving feedback to teachers. First, the coach must 
be sure that the teacher trusts him/her. A trusting relationship between a coach and teacher can make giving 
and receiving feedback feel like a more natural process. If the beginning teacher already trusts the coach, 
he/she is more likely to accept the feedback with open-mindedness rather than defensiveness. In his/her 
role as a coach, the mentor should always ask the mentee for permission to share feedback.  

Once the mentee has had an opportunity to share his/her own thoughts about the observation, mentors 
might ask, “Can I share a few things that I saw during your observation?” Or, the mentor may ask, “Are you 
ready to see your data?” It is important for the mentee to understand that the mentor is asking to share data 
collected during the mentee’s observation. When feedback is rooted in data/evidence, rather than the 
mentor’s judgment and assumptions, the mentee is more likely to accept the feedback as valid and more 
willing to work toward improvement. It should always be clear that the mentor’s feedback comes from a 
place of concern and a desire to help the beginning teacher reach his/her goals. 

Mentors also should be aware of how critical their feedback is during the post-observation conference. Even 
if the feedback is appropriate, but perceived to be critical by the beginning teacher, this perception can 
cause problems. It is possible for a mentor to observe a beginning teacher and make notes about many 
instructional and/or management practices that could be improved. For example, a mentor may notice that 
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the teacher continues to call on boys and not girls; the classroom may have been unorganized; or the 
directions given to students during the lesson may have been unclear. While all of these observations are 
important, the mentor should be mindful of the amount of critical feedback that is given to the beginning 
teacher. The mentor should limit the critical feedback to one or two key points. The feedback should be 
related to the focus of the observation that was established during the pre-observation conference. Or, as 
mentioned earlier during this module, it is acceptable for the mentor to give feedback about something he/
she observed that may not be related to the focus but is too important not to discuss with the mentee.  

The mentor should realize that providing effective feedback is much more than giving advice or simply 
telling a teacher what was seen and heard during an observation. Yes, this kind of information is part of what 
a mentor may share with a beginning teacher, but much more thought and consideration must go into such 
an important process. The dialogue occurring during post-observation conferences is essential to the 
success of the beginning teacher. It is the mentor’s responsibility to guide this dialogue in a manner that 
invites the beginning teacher to reflect on the feedback given during the conference. Mentors should 
provide the mentee with sufficient time to ask questions, answer questions, and/or communicate any plans 
for next steps. If the mentee should ask a question that the mentor does not know how to answer right away, 
it is acceptable for the mentor to say, “Let me think about that.” This approach shows the mentee that the 
mentor is actively listening and takes his/her role as a mentor seriously.  

Another approach that a mentor can take to reinforce his/her interest in what the mentee is saying or asking 
is to pause, briefly paraphrase, and then ask a question. For example, the beginning teacher may discuss the 
fact that he/she decided to review the major events leading up to WWII before giving the assignment even 
though this review was not included in the original lesson plan. The mentor may pause and then respond by 
saying, “You chose to conduct a short review before giving the assignment. What factors did you take into 
consideration before conducting the review?” This approach will help the mentor determine if he/she is on 
the same page as the beginning teacher, and it exhibits effective mentoring practices. 

A mentor’s feedback during a post-observation conference must have several characteristics to be 
considered effective. As discussed previously in this module, feedback should always be rooted in data or 
evidence; it should never be evaluative in nature, nor should it criticize the beginning teacher. Feedback 
should always be given in a way that encourages reflection and promotes professional growth. In order for 
reflection and growth to occur, feedback must be ongoing and happening throughout the mentoring cycle.  
According to an article by Grant Wiggins published in Educational Leadership, there are seven keys to 
effective feedback. For this training, these characteristics have been modified and combined into five 
characteristics. They are identified and explained below:  

• Clear - The best feedback is clear and informative. Even if feedback is specific and accurate in 
the eyes of the mentor, it does not have much value if the beginning teacher cannot understand 
it or is overwhelmed by it. 

• Targeted - Effective feedback is targeted and is related to a specific goal or focus. Any effective 
feedback system involves a clear goal and results related to that goal.  

• Objective - All effective feedback is objective, meaning that it is based on facts and observation. 
Effective feedback is not based on personal opinions, assumptions, or interpretations.   
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• Timely - A mentor should strive to provide feedback within 48 hours of the observation. 
Immediate feedback is not recommended, nor is feedback that occurs multiple days after the 
observation.  

• Actionable - Effective feedback is based on data and allows for action. Mentors should provide 
feedback that beginning teachers can process and “act on” rather than feedback that is vague 
and has no direction. 

It is important to mention that while feedback must meet a number of criteria to be considered effective, the 
mentor can deliver it in an informal, professional way that is non-threatening and supportive. As long as the 
mentor has established a trusting relationship with the mentee, it is very possible for the mentor to provide 
effective feedback and for the mentee to perceive it as such. 

Activity: Effective Feedback Practice (35 minutes) 
Using the information provided under the “Content and Relevance” heading, lead the participants through a 
quick review of the “Coaching Dialogue Protocol” included on page 69 in their handbooks. Refer to the 
information concerning this protocol in the first two paragraphs and be sure to include the following 
descriptions of the three components of the protocol:   

• Validate - acknowledge effort and specific work, empower the mentee, demonstrate an 
understanding of thoughts and emotions 

• Clarify - deepen understanding, eliminate confusion, encourage reflection 
• Stretch and Apply - move practice forward and establish commitment to next steps 

Ask the participants to find page 70 in their handbooks, both of which display the “Coaching Dialogue 
Protocol with Post-Observation Stems.” Remind the participants that they have already been introduced to 
the pre-observation conference stems. Explain that the types of questions and comments in a post-
observation conference are slightly different from those included in the pre-observation conference. For this 
reason, a different set of stems are included here. Quickly review the sample stems. 

Explain that the success of the post-observation conference is largely dependent upon the mentor’s ability 
to give effective feedback within the “Coaching Dialogue Protocol.” Ask the participants to think about what 
makes feedback easy or difficult to receive. Then, ask participants to share with an elbow partner what they 
already know about providing effective feedback. After 3-5 minutes ask the participants to end their 
conversations and share their thoughts with the whole group. Invite a few participants to share their prior 
knowledge. Use the appropriate slides and the “Effective Feedback” document found on page 71-72 in the 
participant handbook, as well as the information included under the “Content and Relevance” heading, to 
share the relevant material related to effective feedback. In particular, discuss the importance of trust, the 
need to ask permission to give feedback, the role of the mentor in guiding the conversation, caution against 
critical feedback, and the characteristics of effective feedback listed below: 

• Clear – The best feedback is clear and informative. Even if feedback is specific and accurate in 
the eyes of the mentor, it does not have much value if the beginning teacher cannot understand 
it or is overwhelmed by it. 
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• Targeted – Effective feedback is targeted and is related to a specific goal or focus. Any effective 
feedback system involves a clear goal and results related to that goal.  

• Objective – All effective feedback is objective, meaning that it is based on facts and observation. 
Effective feedback is not based on personal opinions, assumptions, or interpretations.   

• Timely – A mentor should strive to provide feedback within 48 hours of the observation. 
Immediate feedback is not recommended, nor is feedback that occurs multiple days after the 
observation.  

• Actionable – Effective feedback is based on data and allows for action. Mentors should provide 
feedback that beginning teachers can process and “act on” rather than feedback that is vague 
and has no direction. 

Explain that the participants will now have a chance to practice formulating effective feedback questions 
and comments within the “Coaching Dialogue Protocol.” Ask participants to take out their notes from 
Module 6 Section 1, where they started analyzing data in preparation for the post-observation conference. 
Begin the activity by asking the table groups to brainstorm examples of feedback/questions appropriate for 
the post-observation conference from the recorded lesson they observed earlier. Instruct each participant to 
write an example of a “validating response,” a “clarifying response,” and a “stretch and apply response” on 
sticky notes (1 per sticky note). All examples must be derived from feedback they would give based on the 
observation video viewed in the previous module. 

Note to Trainers: If working with a large group of participants (more than 20), consider creating two sets of 
the Validate, Clarify, and Stretch and Apply Posters for use during the following portion of the activity. Place 
each set of posters in a different area of the room, and split the group accordingly to avoid large groups at 
each poster. 

Invite participants, two tables at a time, to take their post-its and distribute them among the three charts: 
Validate, Clarify, and Stretch and Apply. Encourage the participants to select where they believe each post-it 
best fits. As participants are placing their last post-it, ask them to stay at the chart where they place this final 
post-it. Continue to invite tables to post their sticky notes on the appropriate posters and remind them to 
stay at the last poster where they placed a sticky note. Before the next part of the activity, trainers should 
check the number of participants at each poster. It is important to have balanced groups for this part of the 
activity, so it may be necessary to ask a participant to join another group to create more balanced groups.  

Instruct the groups to examine the sticky notes on the poster where they are currently standing. Ask the 
participants to look for patterns and trends among the questions and comments included on the post-its on 
the chart. Encourage the groups to categorize and reorganize the post-its by patterns and themes. The 
participants should create a title for each category, write the titles on new post-its, and attach those titles to 
the top of the categorized responses. Once each group is ready, have them share the main categories that 
emerged.  Participants may then return to their seats. As a reminder, they should still be seated with their 
same data group. 
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Debrief 
As a final discussion, ask the groups to tweet their “take-away” from the previous activity. Responses should  
be no more than 140 characters. Encourage participants to use the hashtag #mentoringscteachers on 
Twitter. If they do not have a Twitter account, they should record their tweet on the “Take-Away Tweet” 
document found on page 73 in the participant handbook. Ask a few participants to share their tweets with 
the whole group.  

Transition 
Participants have now been introduced to the post-observation conference stems and the concept of 
effective feedback. The next section will focus on the third aspect of the post-observation conference, which 
is the goal-setting process.
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Coaching	Dialogue	Protocol	
	

	

	
• Validate	–	acknowledge	effort	and	specific	work,	empower	the	mentee,	

demonstrate	an	understanding	of	thoughts	and	emotions	
	
	

• Clarify	–	deepen	understanding,	eliminate	confusion,	encourage	reflection		
	
	

• Stretch	&	Apply	–	move	practice	forward	and	establish	commitment	to	next	steps	
	
	
	

Pause.	Paraphrase.	Ask	a	Question.	

Validate	

Clarify	Stretch	&	
Apply	
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Clarify
Clarification stems are 

designed to deepen 
understanding and eliminate 

confusion. These stems 
determine areas of need and 
potential areas for growth.

Stretch & Apply
Stretch and Apply stems 

move practice forward and 
establish commitment to 

next steps.

Language Stems (Suggested & 
Non-exhaustive) 

•  sa  that o  made an effort to
incor orate the strategies e earned in
T esda s rofessiona  de e o ment
meeting

• ring the esson  ichae  ga e the
rong ans er and o  as ed him to

e ain his thin ing  e rea i ed his error
and as a e to correct it  This ga e him
a chance to earn from his mista e

• I can te  that o  ha e een or ing on
de e o ing a res ectf  c t re in o r
c assroom eca se hen  scri ted the
st dent to st dent comments there ere
no negati e comments made

Language Stems (Suggested & Non-exhaustive) 

• Talk to me about how you assessed the
student learning from the lesson I observed
and ho  o  i  se this information to an
f t re essons.

• Tell me about the data I presented. Do you
see any patterns that stand out?

• id the homogeneo s gro ing for this
esson he  or hinder o r st dents

• ith hat arts of the esson are o  most
eased  re there an  arts of the esson

that o  ish o d ha e gone different
o  can o  se this information to an

f t re essons
• id o r st dents ha e an  misconce tions

re ated to the content  o  can o
differentiate o r instr ction to c ear 
these iss es

Language Stems (Suggested & Non-exhaustive) 

• Can o  remind me ho  o  chose to
gro  o r st dents

• et s oo  at the estions o  as ed o r
st dents and tr  to categori e them as
com rehension  a ication  or
e a ation estions

• hat e idence do o  see to s ort
o r e ief

• Can o  e ain hat o  mean  

Coaching!Dialogue!Protocol!
with!Post-Observation!Stems!

Validate
Validation stems 

acknowledge effort or
specific work.)
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Effective Feedback 

Effective feedback has the following characteristics: 

• Clear – The best feedback is clear and informative. Even if feedback is

specific and accurate in the eyes of the mentor, it does not have much

value if the beginning teacher cannot understand it or is overwhelmed by

it.

• Targeted – Effective feedback is targeted and is related to a specific goal

or focus. Any effective feedback system involves a clear goal and results

related to that goal.

• Objective – All effective feedback is objective, meaning that it is based on

facts and observation. Effective feedback is not based on personal

opinions, assumptions, or interpretations.

• Timely – Mentors should strive to provide feedback within 48 hours of

the observation. Immediate feedback is not recommended, nor is

feedback that occurs multiple days after the observation.

• Actionable – Effective feedback is based on data and allows for action.

Mentors should provide feedback that beginning teachers can process

and “act on” rather than feedback that is vague and has no direction.

During the process of providing feedback, the mentor assumes the role of a coach. 

The mentor is coaching the mentee in instruction and professional practice through 

dialogue. This coaching dialogue will allow the mentor to provide feedback to the 

mentee in a professional way that promotes reflection, collaboration, and growth. 

The mentor must consider several things before/while providing feedback to a 

beginning teacher: 

• Establish trust – The mentor must ensure that the teacher trusts him/her.

If the beginning teacher already trusts the mentor, he/she is more likely

to accept the feedback with open-mindedness rather than defensiveness.
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• Ask permission to give feedback – Once the teacher has had an

opportunity to share his/her own thoughts about the observation, the

mentor might ask, “Can I share a few things that I saw during your

observation?” or “Are you ready to see your data?” It is important for the

teacher to understand that the mentor is asking to share data collected

during the observation.

• Share feedback rooted in data – When feedback is rooted in data and

evidence, rather than the mentor’s judgment and assumptions, the

mentee is more likely to accept the feedback as valid and more willing to

work toward improvement.

• Limit critical feedback – Mentors should be aware of how critical their

feedback is during the post-observation conference. Even if the feedback

is appropriate, but perceived to be critical by the beginning teacher, this

perception can cause problems. The mentor should limit the critical

feedback to one or two key points that relate to the focus of the

observation.

• Utilize the Coaching Dialogue Protocol – When providing guidance,

support, and feedback to beginning teachers, mentors should use the

Coaching Dialogue Protocol, which consists of three components:

o Validate – acknowledge effort and specific work, empower the

mentee, demonstrate an understanding of thoughts and

emotions

o Clarify – deepen understanding, eliminate confusion,

encourage reflection

o Stretch & Apply – move practice forward and establish

commitment to next steps

It is the mentor’s responsibility to guide this dialogue in a manner that invites the 

beginning teacher to reflect on the feedback given during the conference. Mentors 

should provide the mentee with sufficient time to ask questions, answer questions, 

and/or communicate any plans for next steps.  
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Overview 
In this section participants will learn about setting goals in the post-
observation conference. Specifically, participants will receive 
instruction on how to guide beginning teachers successfully through 
the goal-setting process. Participants will be provided information on 
the various components and characteristics of SMART (specific, 
measurable, attainable, relevant, timely) goals, and they will have the 
opportunity to practice writing goals. In addition to learning about 
goals, participants will be given examples of relevant “stretch and 
apply” questions to ask the beginning teacher when discussing next 
steps that aim to achieve established goals and improve overall 
practice. 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Purpose 
The purpose of this section is to 
provide both information and 
activities that demonstrate the 
process and relevance of goal 
sett ing dur ing the post -
observation conference.	

Objectives 
Participants will: 

• Understand the process of 
setting goals during a post-
observation conference 

• Understand the various  
components and characteristics 
of appropriate goals  

• Apply new learning in order 
to practice the goal-setting 
process 

Materials 
• “SMART Goals” Document 
from the participant handbook 
(pgs. 75-76) 

• “X to Y by When” Document 
from the participant handbook 
(pg. 77) 

MODULE 6 
POST-OBSERVATION DATA ANALYSIS 
& POST-OBSERVATION CONFERENCE 

SECTION 3: POST-OBSERVATION CONFERENCE - GOAL SETTING
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Content and Relevance 

Goals are typically written in response to the dialogue that is taking place between the mentor and the 
mentee during the post-observation conference. In an ideal post-observation, the mentor asks the mentee 
how he/she thinks the lesson went, shares the observation data with the mentee, encourages the mentee to 
reflect on the data, provides the mentee with feedback that will facilitate teacher and student growth, and 
helps the mentee set goals related to this feedback. While it would be comforting to think that a post-
observation conference will look like this every time, as teachers, we all know that each lesson can go very 
differently depending on many instructor- and student-related factors. This conference should be treated 
the same. In fact, it is better to assume that every conference will be different. Mentors must be able to 
differentiate their support based on the identified needs of each beginning teacher. Some teachers may 
already have a goal sketched out, while others may be so overwhelmed that they are not ready to think 
about a goal.      

Regardless of the order in which events actually occur, or the likelihood of them happening at all, during the 
post-observation conference, goal setting is an extremely important part of this step in the mentoring cycle. 
The mentor must be prepared to walk the mentee through the goal-setting process, including any next 
steps that must occur in order to obtain the identified goal(s). Typically, goals are centered on the teacher or 
the students. For example, the beginning teacher may set a goal that is related to his/her methods of 
instruction, or the goal could be directed at student test scores. Regardless of the focus, goals should affect 
the growth – growth of the beginning teacher and growth of the students. When thinking about goals, 
mentees will find it helpful to ask the two questions listed below:  

• Student goals – Where do my students need to grow this year? 
• Teacher goals – Where do I need to grow to help them get there? 

Writing goals can be a complicated process, but it certainly does not have to be. One way to approach this 
is to use the following formula: X to Y by When. “X” is where the teacher/student is, “Y” is where he/she 
wants to go, and “When” is when he/she wants this to happen. This simple formula can help the mentor 
when he/she is working with a beginning teacher who may be writing a professional goal for the first time. 
An example of a student goal written by a beginning teacher using “X to the Y by When” is as follows: “I 
want my struggling readers, in Level D, to move to the next level in reading by September 30.” An example 
of a teacher goal using “X to the Y by When” is as follows: “I noticed that I spent 25 minutes out of a 50 
minute block providing direct instruction. As appropriate, I want to increase the amount of student centered  
learning/student owned learning to 70% or higher by the end of the month.” In addition to following the 
formula of “X to the Y by When,” mentors must be sure that the mentee sets only one or two goals at a time 
and that the goals are SMART. While there are variations of what each letter of the acronym stands for, 
mentors can refer to the following list to understand the characteristics of a SMART goal:  

• Specific 
• Measurable 
• Attainable 
• Relevant 
• Timely 
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Specific goals are well-defined and have a greater chance than general goals of being accomplished. It is 
possible to track ongoing progress toward a clear, specific goal. When writing specific goals, beginning 
teachers should consider the five W’s – Who? What? When? Where? Why? 

• Who is involved in this goal? 
• What am I hoping to achieve or accomplish with this goal? 
• When will the work happen? 
• Where will the work happen? 
• Why is this goal important? 

Measurable goals can be monitored and easily assessed for successful attainment. It is important for 
everyone involved to understand how progress toward a goal will be measured. This should be decided 
when the goal is created. Progress should be recorded and celebrated. When writing measurable goals, 
beginning teachers should consider the following questions: 

• How much ____? 
• How many ____? 
• What percentage _____? 
• How will I know when I reach my goal? 
• What are the success criteria? 

Attainable goals have clearly defined steps and can serve as a source of motivation. There is no point in 
creating a goal that cannot be reached due to work schedules, financial considerations, and/or the 
beginning teacher’s current level of expertise. Mentors should consider Vygotsky’s zone of proximal 
development when helping beginning teachers create goals. Just as teachers scaffold learning for students, 
mentors must scaffold learning for beginning teachers. When writing attainable goals, beginning teachers 
should consider the following questions: 

• Do I have necessary knowledge, skills, and resources to achieve this goal? 
• Am I prepared to make the necessary changes to achieve this goal? 
• Am I comfortable with the required next steps? 
• Is this the most achievable goal we can set? 

Relevant goals are important to the work at hand and should focus on results. They represent a worthwhile 
objective by addressing the identified, often urgent, needs of the beginning teacher. When writing relevant 
goals, beginning teachers should consider the following questions: 

• What are my identified needs? 
• If I achieve this goal, how will my practice improve? 
• Why is this goal important to me? 

Timely goals have a start and end date. Deadlines too far in the future can encourage procrastination. Short 
deadlines may be unrealistic and discouraging. Goals should have a target date that motivates the 
beginning teacher to take action. When writing timely goals, beginning teachers should consider the 
following questions: 
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• What steps can I take today to achieve my goal? 
• What steps can I take tomorrow or next week to achieve my goal? 
• Do I know the deadline for my goal? 
• Is this an internal or external deadline? 

The goal-setting process does not stop with writing a goal. The mentor must be prepared to help the 
beginning teacher develop an action plan, which includes steps that have to be taken in order to reach the 
goal. Also included in this action plan are strategies the beginning teacher will use to help him/her 
accomplish each step and ultimately reach the overall goal. Using the previous example of a beginning 
teacher’s student goal, he/she wants to move struggling readers who are in Level D to the next reading level 
by September 30. This is the goal, but the mentor must help the beginning teacher create an action plan 
that includes steps to be taken and strategies to be employed that will help him/her reach this goal. For 
example, the beginning teacher may decide to place these students into a homogenous reading group and 
work with them on specific skill development 4-5 times per week. The beginning teacher also may decide to 
learn about decoding strategies by observing the school reading coach.  

The second goal is an example of a teacher goal where he/she wants to increase the percentage of student 
centered learning/student owned learning to 70% or higher by the end of the month. The action plan 
developed by the mentor and the beginning teacher may include steps such as investigating additional 
engagement strategies, including one peer communication strategy in all lessons, and observing another 
teacher using a Socratic seminar. 

Setting goals is a multi-step process; and based on the instruction just presented, it is a process that can 
become convoluted and very frustrating for both parties if the mentor is not prepared to guide the 
beginning teacher effectively through it. It is important to note that throughout this process, the mentor is 
using the Coaching Dialogue Protocol to communicate with the mentee effectively. Throughout the post-
observation conference, the mentor may be validating, then clarifying, then clarifying some more, then back 
to validating, but he/she will be doing more “stretching and applying” during the goal-setting activities. An 
example of a stretch and apply stem may be as simple as the mentor saying to the mentee, “Based on the 
observation data I’ve just presented to you, let’s talk about a goal you have in mind.” Or, in the event that the 
mentor recognizes that the mentee is overwhelmed and not in a position to discuss one specific aspect of 
his/her practice, the mentor may say, “I know you are frustrated and unhappy about the way things went 
during the observation, but here are a couple things you might consider trying as we move forward.” The 
mentor recognizes the mentee’s feelings, while also offering two or more suggestions to help solve the 
problem. In a situation like this, it is possible that there is more than one issue that needs to be addressed, 
but the mentor has to be able to prioritize the mentee’s needs without causing more concern. 

Activity: My SMART Goal (20 minutes) 
As an introduction to the section, explain that goal setting is a very important part of the post-observation 
conference. Goal setting allows the new teacher to look at his/her current practice and set steps in motion 
for growth. Using the information under the “Content and Relevance” heading, explain the goal-setting 
process, including the action plan and the characteristics of a SMART goal. Trainers should alert the 
participants that they have a “SMART Goals” document in their handbooks on pages 75-76. Then ask the 
participants to turn to page 77 in their handbooks that displays the “X to Y by When” formula. Explain the “X 
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to the Y by When” formula for writing goals and give the two examples of SMART goals that have been 
created using this formula. These goals can be found under the “Content and Relevance” heading and in the 
PowerPoint presentation. 

Invite the participants to use page 77 in their handbooks to construct a professional goal for themselves. 
Instruct them to write a goal for themselves based upon the “X to Y by When” formula. Remind them to 
apply SMART goal attributes and to list the indicators from the South Carolina Teaching Standards 4.0 Rubric 
that are associated with their goal. Then have them list 2-3 strategies (steps) they will use to accomplish their 
goal. Provide 5-6 minutes for this and then have participants share at their tables. 

Debrief 
Remind the participants that goal setting is a crucial part of the post-observation conference. Ask the 
participants to refer back to their own goal and think about the following questions:  

• What are you hoping to achieve with this goal? 
• Is it attainable? 
• Is it relevant to your professional growth? 
• Are your steps for attaining the goal necessary, and do they relate specifically to your goal? 
• Why is it important? 

Let the participants know that internalizing the questions for goal setting will help them in assisting the new 
teacher with this process. Remind them that this is a hard part of the observation cycle. Encourage them to 
move slowly with the new teacher when beginning this process, judge their readiness to move forward, and 
adjust as they continue throughout the year. 

Transition 
As a mentor, guiding the beginning teacher through goal setting often initiates the next step in the GPS, 
Beginning Teacher Learning Opportunities. In the next section we will identify areas where a beginning 
teacher may have opportunities to learn and grow.  
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SMART	Goals	

Specific	
Measurable	
Attainable	
Relevant	
Timely	

Specific	 goals	 are	well-defined	 and	 have	 a	 greater	 chance	 than	 general	 goals	 of	
being	accomplished.	It	is	possible	to	track	ongoing	progress	toward	a	clear,	specific	
goal.	When	writing	 specific	goals,	beginning	 teachers	 should	consider	 the	 five	W	
questions	–	Who?	What?	When?	Where?	Why?	

• Who	is	involved	in	this	goal?
• What	am	I	hoping	to	achieve	or	accomplish	with	this	goal?
• When	will	the	work	happen?
• Where	will	the	work	happen?
• Why	is	this	goal	important?

Measurable	goals	can	be	monitored	and	easily	assessed	for	successful	attainment.	
It	 is	 important	 for	everyone	 involved	 to	understand	how	progress	 toward	a	goal	
will	 be	 measured.	 This	 should	 be	 decided	 when	 the	 goal	 is	 created.	 Progress	
should	 be	 recorded	 and	 celebrated.	 When	 writing	 measurable	 goals,	 beginning	
teachers	should	consider	the	following	questions:	

• How	much	____?
• How	many	____?
• What	percentage	_____?
• How	will	I	know	when	I	reach	my	goal?
• What	are	the	success	criteria?

Attainable	goals	have	clearly	defined	steps	and	can	serve	as	a	source	of	motivation.	
There	is	no	point	in	creating	a	goal	that	cannot	be	reached	due	to	work	schedules,	
financial	considerations,	and/or	the	beginning	teacher’s	current	 level	of	expertise.	
Mentors	should	consider	Vygotsky’s	“zone	of	proximal	development”	when	helping	
beginning	 teachers	 create	 goals.	 Just	 as	 teachers	 scaffold	 learning	 for	 students,	
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mentors	 must	 scaffold	 learning	 for	 beginning	 teachers.	 When	 writing	 attainable	
goals,	beginning	teachers	should	consider	the	following	questions:	

• Do	 I	 have	 necessary	 knowledge,	 skills,	 and	 resources	 to	 achieve	 this
goal?

• Am	I	prepared	to	make	the	necessary	changes	to	achieve	this	goal?
• Am	I	comfortable	with	the	required	next	steps?
• Is	this	the	most	achievable	goal	we	can	set?

Relevant	 goals	 are	 important	 to	 the	work	 at	 hand	 and	 should	 focus	 on	 results.	
They	represent	a	worthwhile	objective	by	addressing	the	identified,	often	urgent,	
needs	of	the	beginning	teacher.	When	writing	relevant	goals,	beginning	teachers	
should	consider	the	following	questions:	

• What	are	my	identified	needs?
• If	I	achieve	this	goal,	how	will	my	practice	improve?
• Why	is	this	goal	important	to	me?

Timely	 goals	 have	 a	 start	 and	 end	 date.	 Deadlines	 too	 far	 in	 the	 future	 can	
encourage	 procrastination.	 Short	 deadlines	may	 be	 unrealistic	 and	 discouraging.	
Goals	 should	 have	 a	 target	 date	 that	 motivates	 the	 beginning	 teacher	 to	 take	
action.	 When	 writing	 timely	 goals,	 beginning	 teachers	 should	 consider	 the	
following	questions:	

• What	steps	can	I	take	today	to	achieve	my	goal?
• What	steps	can	I	take	tomorrow	or	next	week	to	achieve	my	goal?
• Do	I	know	the	deadline	for	my	goal?
• Is	this	an	internal	or	external	deadline?
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Overview 
In this section participants will receive instruction on how to 
introduce and implement beginning teacher learning opportunities. 
Specifically, they will learn about the two levels of TLOs and the 
various times that TLOs can occur within and outside of the 
mentoring cycle. Also, participants will have an opportunity to work 
individually and as a team to identify several TLOs and assign each 
one to the appropriate level or tier. Throughout the module, 
participants will be reminded that they are responsible for 
recognizing the beginning teacher’s needs as well as assessing the 
situation to determine if presenting a TLO is a suitable approach. 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide both information and 
ac t iv i t ies that w i l l a l low 
participants to gain knowledge 
about what constitutes teacher 
learning opportunities (TLOs) 
and how to plan for these 
learning events. 

Objectives 
Participants will: 

• Understand the concept and 
importance of TLOs as related to 
the beginning teacher’s needs 

• Identify resources, materials, 
professional development needs, 
etc. that qualify as TLOs 

• Recognize appropriate time(s) 
to introduce and implement a 
TLO 

• Apply new learning about 
TLOs during a practice activity 

Materials 
• “Go-Go” Activity Sheet from 
the participant handbook (pg. 
79) 

		

MODULE 7 
TEACHER LEARNING OPPORTUNITIES AND TRAINING CLOSURE 

SECTION 1: TEACHER LEARNING OPPORTUNITIES (TLOS)
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Content and Relevance	

The fourth and final step of the mentoring cycle is the consideration of possible beginning teacher learning 
opportunities or TLOs. The primary purpose of the TLO is to assist the beginning teacher in improving his/
her professional practice. This improvement may be directly related to the mentee’s established goal(s), but 
this should not be viewed as a requirement nor should TLOs focus only on these goals. Mentors should view 
a TLO as a process that includes the identification of a need or an area of potential growth and the steps 
required to provide the beginning teacher with the necessary learning opportunity(ies). A TLO is also a 
product in that it refers to the learning opportunity itself. A TLO may focus on a specific aspect of instruction, 
classroom management, assessment, interactions with students or parents, or countless other topics. 
Occasionally a beginning teacher may identify a TLO for himself/herself and may ask the mentor to help 
with improving his/her practice in a particular area. Frequently, it is the mentor’s responsibility to identify a 
need or an area of potential growth for the beginning teacher. 

While TLOs are depicted as the final step in the mentoring cycle, a mentor may recognize a TLO at any point 
within or even outside the mentoring cycle. Two examples of TLOs, one outside the mentoring cycle and 
one within the cycle, are listed below: 

• Example 1: A mentor may engage his/her mentee in an informal conversation about entering 
grades in PowerSchool. This conversation occurs outside of the formal mentoring cycle. If the 
beginning teacher mentions that he/she is struggling with the system and has not entered the 
grades from the last assessment, the mentor should immediately recognize this situation as a 
learning opportunity. It is the mentor’s responsibility to serve as a resource and assist, or find 
someone else to assist, the beginning teacher with PowerSchool.  

• Example 2: A mentor conducts an observation of a social studies lesson. The agreed-upon focus 
is presenting instructional content, so the mentor collects data on modeling, sequencing of the 
content, and the use of examples, illustrations, etc. to explain new concepts and ideas. While the 
teacher logically sequenced the content, no modeling or specific examples were included. 
When the data are shared during the post-observation conference, the beginning teacher 
remarks that he/she has not seen modeling or the use of examples successfully incorporated 
into this type of lesson. This situation represents a beginning teacher learning opportunity within 
the mentoring cycle. The mentor may decide to ask the mentee if he/she would like to plan the 
next lesson together, share websites that include photos, videos, and primary source documents 
that could be resources for the lesson, or arrange for the beginning teacher to observe another 
teacher or the mentor. In this example, the mentor may serve as a collaborator, resource,  
facilitator, and/or model/demonstrator. 

Just as mentors must be careful to match the beginning teacher’s needs to his/her corresponding role, 
mentors also must be intentional when selecting a TLO to address the beginning teacher’s area of potential 
growth. It is imperative that the TLO assist the beginning teacher in moving his/her practice forward. 
Mismatched needs and TLOs can further frustrate the beginning teacher and hinder the development of a 
commitment to lifelong professional learning.  

Mentors also should consider a tiered response to intervention (RTI) approach to determine the specific 
beginning teacher learning opportunities. It is appropriate to begin with a level 1 TLO and gauge success 
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before moving to a level 2 TLO. Level 1 TLOs are those that are easily implemented, require a short time 
commitment on behalf of the mentor and/or the mentee, and/or typically do not have a financial cost 
associated with them. Level 2 TLOs are those that necessitate advanced planning, may require a longer time 
commitment on behalf of the mentor and/or the mentee, and/or may have a financial cost associated with 
them. A few examples of level 1 and 2 TLOs are listed below: 

Level 1 TLOs 

• Having conversations 
• Reviewing websites together 
• Planning together 
• Watching a video from Teacher Tube or other online resource together 
• Reading an article or a book together 
• Modeling a lesson when it is not necessary to secure a substitute for a class 
• Working through a task-based issue together (i.e., entering grades in PowerSchool) 

Level 2 TLOs 

• Modeling a lesson when it is necessary to secure a substitute for a class 
• Observing other teachers 
• Attending non-district required professional development workshops/conferences 

Most level 2 TLOs will require approval from an administrator. In these situations the mentor should contact 
the district Mentoring and Induction Coordinator or the school principal and ask for assistance in scheduling 
the TLO. In most cases mentors should exhaust the level 1 TLOs before advancing to a level 2 TLO. 

Finally, it is important to consider the need to differentiate the beginning teacher learning opportunities by 
both the teacher’s needs and learning styles. Some mentees will benefit tremendously from a simple 
conversation while other mentees will require an opportunity to see a strategy being employed in a 
classroom. Mentors must be creative and intentional when determining beginning teacher learning 
opportunities. 

Activity: Beginning Teacher Learning Opportunities Go-Go  
(25 minutes) 
Using the information provided under the “Content and Relevance” heading, formally introduce the concept 
of a TLO as both a process and a product. Explain the mentor’s role in identifying TLOs both within and 
outside the mentoring cycle. Share the need to differentiate and to use the tiered approach to TLOs. 

Ask the participants to work individually to think of some possible TLOs. After 3-5 minutes instruct the 
participants to turn to the “Go-Go” activity sheet on page 79 in their handbooks and record three of the 
TLOs they identified. Instruct participants to record only one TLO per square. Display the slide that contains 
the directions for the activity. When all of the participants have filled in three squares, invite them to move 
around the room and talk with the other participants about possible TLOs. Explain that participants will both 
give one TLO and get one TLO each time they stop to talk with another participant. Each new TLO received 
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should be recorded on the “Go-Go” activity sheet. Encourage the participants to make their interactions 
brief and to collect as many TLOs as possible in the time allowed. In the event that two participants meet to 
talk and have the exact same TLOs recorded, they should brainstorm a new TLO together. After 5-8 minutes 
ask the participants to return to their seats. 

Ask the participants to review the TLOs they collected and designate each one as a level 1 or level 2 TLO. 
The TLO level should be recorded in the small box in the lower right corner of each box. Encourage the 
participants to engage in a table conversation if they encounter any difficulty with this task. End the activity 
by asking the group to share some of the more unique TLOs and the level designation. 

Debrief 
End this section by reminding the participants that the overarching goal of the mentoring process is to 
improve the practice of the beginning teacher. It is not enough to recognize the fact that a beginning 
teacher needs assistance. The mentor must take an active role in assuring that the beginning teacher is 
given every possible opportunity to be successful. Beginning teacher learning opportunities (TLOs) 
represent the process and the product wherein this learning can occur. As always, the support must be 
tailored to the unique needs of the beginning teacher. 

Transition 
We are drawing to the conclusion of our time together. The final section of the training serves to reiterate 
the connection between the mentor’s work and the Expanded ADEPT Support and Evaluation System. 
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Overview 
In this section the participants will have an opportunity to review the 
components of the Expanded ADEPT Support and Evaluation 
System and identify the roles of the mentors in providing support to 
new teachers as they are formatively evaluated. Participants also will 
have an opportunity to share their training “take-aways” related to 
the mentor’s role in supporting beginning teachers in professional 
practice. 

 
 
 
 

CERRA / SCDE

Purpose 
The purpose of this section is to 
bring closure to the South 
Carolina Mentor Training and 
make connections between the 
work of the mentor and the 
overall Expanded ADEPT Sup-
port and Evaluation System. 

Objectives 
Participants will: 

• Review the purpose and 
components of the Expanded 
ADEPT Support and Evaluation 
System 

• Identify the mentor’s role(s) in 
supporting new teachers in this 
system 

Materials 
• “Training Evaluation” Form 
(supplemental material) 

		

MODULE 7 
TEACHER LEARNING OPPORTUNITIES AND TRAINING CLOSURE 

SECTION 2: TRAINING CLOSURE
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Content and Relevance	

It is important for mentors to understand the purpose of the Expanded ADEPT Support and Evaluation 
System and its components. The purpose is to provide ongoing feedback to educators to inform 
professional growth and development and to improve teaching and learning. Additionally, this system 
embraces changes to the way we look at teaching, learning, and teacher effectiveness. The components of 
the system help create a more collaborative culture that positively affects student learning and the new 
teacher’s professional growth and development. The mentor plays an important role in helping the mentee 
become skilled in leading instruction in the classroom and being supported and evaluated using the new 
system.  

If participants will think back to the previous day, Day 1 of the training, they can recall the vast amount of 
information about the Expanded ADEPT Support and Evaluation System covered in Module 3 Section 2. The 
participants also may have attended a district or agency South Carolina Teaching Standards 4.0 Rubric 
training and, therefore, may have additional knowledge about the evaluation process. Mentors play a vital 
role in supporting teachers throughout their first year. Specifically, mentors may need to provide the 
following types of assistance to beginning teachers during the SLO process: assist with developing the SLO; 
support selecting assessments to measure student growth; support analyzing data; suggest effective 
instructional strategies/methods for reaching all students; and identify potential beginning teacher learning 
opportunities (TLOs) that support the SLO. The mentor should aid the beginning teacher in becoming more 
familiar with the expectations for professional practice as described in the South Carolina Teaching 
Standards 4.0 Rubric. In a more general sense, mentors can provide feedback and coaching during the four-
step mentoring cycle and throughout the academic year. 
 
Activity: Stand and Deliver (10 minutes) 

During this activity one of the trainers should place the certificates on a back table.  

This processing activity is called “Stand and Deliver.” It provides participants the opportunity to process their 
learning, share it with their peers, and share with the entire training group. Instruct participants to think 
about the mentor’s role in supporting beginning teachers. Provide them with 3-5 minutes to process 
independently and come up with two “take-aways.”  

Next, have each participant share his/her individual “take-aways” with table group. After groups have had an 
opportunity to share their “take-aways,” ask them to agree on two statements that they would like to share 
with the whole group. Once the groups have decided on two statements they would like to share, have one 
person from each group (speaker) stand up. Inform the speaker that he/she is going to share one of his/her 
statements about the mentor’s role in professional practice with the group and then sit down. Each speaker 
has two “take-aways” in mind in case another group shares the same thought. If both of the group’s “take-
aways” are shared, that group’s speaker may sit down. Continue until all speakers are seated.  
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Debrief 
Remind the group that the mentor plays an integral role in supporting the new teacher through the 
evaluation process to ensure a most successful school year. It is important that as mentors they understand 
they will serve in a variety of roles, dependent upon the mentee’s professional needs. They have been 
equipped with tools and strategies to assist them with providing specialized, targeted support to help 
develop and retain teachers in South Carolina’s classrooms.  

Training Closure 
Thank the participants for their attention and enthusiasm during the training. Explain that CERRA and the 
SCDE are continuously striving to improve the training and the mentoring process. For this reason 
participant feedback is extremely important. Pass out the evaluation forms, and ask the participants to 
provide honest feedback. Urge the participants to pick up their certificates and collect all of their 
belongings before they leave. Share the final slide with the agencies’ contact information, and encourage 
the participants to reach out with questions or concerns.
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CONTACT INFO  

SOUTH CAROLINA MENTOR TRAINING 
Dr. Jenna Hallman 
Assistant Director/Program Director 
CERRA-SC 
hallmanj@cerra.org 

Suzanne Koty  
Service Program Facilitator 
CERRA-SC 
suzanne@cerra.org 

Dr. Kimberly Howard 
Education Associate, Office of Educator Effectiveness 
SCDE 
khoward@ed.sc.gov 

South Carolina Mentoring Links  
• CERRA Mentoring Information: www.mentoringsc.com  

• Induction and Mentoring: http://ed.sc.gov/educators/ educator-effectiveness/
induction-and-mentoring/  

• Expanded ADEPT: http://ed.sc.gov/educators/educatoreffectiveness/
expanded-adept-support-and-evaluationsystem-2015/  

• Student Learning Objectives (SLOs): http://ed.sc.gov/SLO and http://
ed.sc.gov/plod
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Social/emotional	needs	of	beginning	teachers	 ideally	have	to	be	met	before	any	
quality	instruction	can	take	place.	Teachers	need	to	feel	valued	as	an	integral	part	
of	 something	 meaningful.	 They	 need	 to	 be	 heard	 and	 made	 to	 feel	 that	 their	
struggles	 are	 valid	 and	 that	 they	 are	 important	 members	 of	 an	 institutional	
system	that	fosters	support	and	development.	Establishing	personal	connections	
is	also	necessary	in	meeting	social/emotional	needs.	Many	beginning	teachers	are	
new	to	the	area,	some	may	have	no	family	or	friends	nearby,	and	others	may	be	
away	from	their	home	for	the	very	first	time.	These	are	all	possible	scenarios	that	
a	mentor	must	be	prepared	to	handle	and	able	to	help	the	beginning	teacher	find	
his/her	place	in	the	school	and	in	the	community.	

Social/emotional	needs	can	be	viewed	as	basic	needs,	like	in	Maslow’s	hierarchy	
of	 needs.	 These	 basic,	 lower-level	 needs	 must	 be	 reasonably	 satisfied	 before	
meeting	more	advanced,	higher-level	needs	–	creativity,	problem-solving,	 lack	of	
prejudice,	etc.	–	that	are	often	instructional	in	nature.		

The	following	bulleted	list	includes	potential	social/emotional	needs	of	beginning	
teachers,	but	should	not	be	considered	an	all-inclusive	list.	

Social/Emotional	

• Need	to	feel	valued
• Relational	connections
• Location	of	resources	–	people	or	materials
• Sense	of	efficacy



Physical Needs of Beginning Teachers 
 
Physical needs of beginning teachers are centered on structure, culture, policies, 
and procedures. The term physical, in this sense, does not refer to the “body.” It 
refers to the “building” – the procedural, structural, and operational aspects of the 
building. Teachers must understand how the school operates outside of instruction 
– the “who’s” and “how’s” of the school. Whom do I call if I need a restroom break 
during class? How do I secure a substitute teacher when I have an upcoming 
doctor’s appointment? Beginning teachers also need to be made aware of school 
culture. This could mean informing them about the level of support to expect from 
administration when it comes to teachers pursuing professional development 
opportunities or the level of parental involvement occurring throughout the school. 
A mentor should also be prepared to communicate district policies and procedures 
with beginning teachers, particularly those that may not be fully enforced in the 
school or those that are not necessarily written in a handbook, but are just 
“understood.” 
 
Physical needs can be viewed as basic needs, like in Maslow’s hierarchy of needs. 
These basic, lower-level needs must be reasonably satisfied before meeting more 
advanced, higher-level needs – creativity, problem-solving, lack of prejudice, etc. – 
that are often instructional in nature.  
 
The following bulleted list includes potential physical needs of beginning teachers, 
but should not be considered an all-inclusive list. 
 
Physical 
 

• Culture – professional learning communities, institutional support 
• School/district structure and policies – procedural issues outside of 

instruction, administrative procedures 
• Location of resources – people or materials 
• Professionalism – school norms related to dress codes, on-time 

behaviors, cell phone use, computer use, teacher-student interactions 
 



st t o l	N s	o 	 ng	 s	

The	instructional	needs	category	is	immense	as	it	pertains	to	the	more	advanced,	
higher-level	 needs	 of	 a	 beginning	 teacher,	 such	 as	 creativity,	 problem-solving,	
differentiation,	 lack	 of	 prejudice,	 etc.	 It	 includes	 any	 needs	 a	 teacher	 has	 that	
affect	his/her	ability	to	plan	lessons	effectively,	deliver	quality	instruction	to	every	
student	 in	 the	 classroom,	 and	 assess	 learning.	 Instructional	 needs	 also	 include	
topics	 such	as	building	 relationships	with	parents	 and	 students,	 scheduling,	 and	
grading.	An	instructional	need	could	be	related	to	help	with	locating	materials	for	
a	particular	lesson,	or	it	could	involve	assistance	with	teaching	a	group	of	special	
education	students	who	are	in	the	class.		

Due	to	recent	changes	in	our	teacher	evaluation	systems,	beginning	teachers	may	
need	their	mentors	to	help	with	writing	Student	Learning	Objectives	(SLOs).	Like	
in	Maslow’s	hierarchy	of	needs,	once	these	 instructional	needs	are	satisfied	and	
beginning	 teachers	 begin	 to	 gain	 self-esteem	 and	 confidence	 in	 the	 classroom,	
they	 will	 begin	 to	 develop	 a	 sense	 of	 efficacy.	 Teachers	 who	 have	 a	 sense	 of	
efficacy	are	more	likely	to	exhibit	the	specific	teaching	behaviors	that	foster	their	
own	professional	growth	and	the	academic	growth	of	 their	students.	Efficacy	 is,	
therefore,	one	of	the	overarching	goals	of	any	mentoring	relationship.	

The	 following	 bulleted	 list	 includes	 potential	 instructional	 needs	 of	 beginning	
teachers,	but	should	not	be	considered	an	all-inclusive	list.	

Instructional	

• Support	for	data	analysis/writing	SLOs
• Instructional	 support	 –	 instructional	 technology,	 lesson	 planning,

pedagogy,	content	knowledge,	assessment	strategies,	reflection
• Professionalism	 –	 professional	 organization	 membership,	 life-long

learning,	advocacy
• Classroom	 management	 –	 working	 with	 specific	 groups	 of	 students

(poverty,	 special	 education,	 behavioral,	 ESL),	 classroom	 management
plans,	engagement

• Parental	contacts	–	ongoing	communication,	conferences
• Location	of	resources	–	people	or	materials
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Thank you for participating in the newly designed SC Mentor Training. Please take a few minutes 
to complete the questions below. If you wish to provide your name and district/school, please do 
so; however, you may choose to remain anonymous instead. 

1. Name __________________________________________________________________

2. District/School ___________________________________________________________

3. Position in District/School __________________________________________________

4. Did you previously complete the 3-day SC Initial Mentor Training?

5. With additional practice, do you feel prepared to effectively serve as a mentor to a
beginning teacher? Why or why not?

6. Which piece of the training (content and/or activities) was most valuable to you?

7. Which piece of the training (content and/or activities) was least valuable to you?

8. Please list any other thoughts you would like to share with the training team.



	
South Carolina Mentor Training 

Training Agenda 
Day One 

 

Module/Section Allotted Time Presenter 

Module 1: Introduction to Mentoring 55 minutes total  

Section 1: Introductions and Group Norms 25 minutes  

Section 2: Importance of Mentoring 35 minutes  

Module 2: Teacher Needs, Mentor Roles, & 
Paths to the Profession 

2 hours, 15 
minutes total  

Section 1: General Needs of Beginning Teachers 55 minutes  

Section 2: Mentor Attributes, Roles, & Responsibilities 50 minutes  

Section 3: Teacher Variety 30 minutes  

Module 3: Mentoring Cycle and Expanded 
ADEPT and Support & Evaluation System  

2 hours, 15 
minutes total  

Section 1: Introduction to the Mentoring Cycle 50 minutes  

Section 2: Expanded ADEPT and Support & Evaluation 
System 70 minutes  

Section 3: Review & Preview 15 minutes  

 

 

 

 

 

 
 
 



 
 

South Carolina Mentor Training 
Training Agenda 

Day Two 

Module/Section Allotted Time Presenter 

Module 4: Coaching Dialogue & The Pre-
Observation Conference 

1 hour, 25 
minutes total  

Section 1: Review & Coaching Dialogue Protocol 15 minutes  

Section 2: Pre-Observation Conference 70 minutes  

Module 5: Observation - From Protocol to 
Practice 

1 hour, 10 
minutes total  

Section 1: Observer Behaviors & Protocols 10 minutes  

Section 2: Evidence-Gathering Strategies 60 minutes  

Module 6: Post-Observation Data Analysis & 
Post-Observation Conference 

1 hour, 20 
minutes total  

Section 1: Protocol for Analyzing Observation Data 25 minutes  

Section 2: Post-Observation Conference – Providing 
Effective Feedback 35 minutes  

Section 3: Post-Observation Conference – Goal Setting 20 minutes  

Module 7: Teacher Learning Opportunities 
and Training Closure 35 minutes total  

Section 1: Teacher Learning Opportunities (TLOs) 25 minutes  

Section 2: Training Closure 10 minutes  

	



Training Materials 
 

• 3X3 sticky notes 
• 4X6 notecards 
• “6th Grade ELA SLO Example” from the CERRA Mentor Training Hub 
• “APS/South Carolina Teaching Standards 4.0 Rubric Crosswalk” from the 

CERRA Mentor Training Hub 
• ATLAS® videos 
• Baskets for tables 
• “Blank SLO Template” from the CERRA Mentor Training Hub 
• Chart paper 
• Clarify chart(s) 
• Computer 
• Evaluation forms 
• Highlighters 
• “Instructional Needs of Beginning Teachers” handout 
• Internet access 
• Laminated copies of the South Carolina district maps (one per table) 
• Markers 
• Module 5, Section 2 “Charting Tool” 
• Module 5, Section 2 “Counting Tool” 
• Module 5, Section 2 “Seating Chart” 
• Name badges 
• Notebook paper 
• Participant registration forms 
• Pens and pencils 
• “Physical Needs of Beginning Teachers” handout 
• Projector  
• Sign-in sheet 
• “SLO Quality Review Tool” from the CERRA Mentor Training Hub 
• “Social/Emotional Needs of Beginning Teachers” handout 
• South Carolina Mentor Training Participant Handbooks 
• “South Carolina Teaching Standards 4.0 Rubric” from the CERRA Mentor 

Training Hub 
• Speakers 
• Stretch and Apply chart(s) 
• “Teacher Turnover in South Carolina” document from the CERRA Mentor 

Training Hub  
• “The Developmental Stages of Teachers” article 
• Validate chart(s) 

 
ATLAS® is a Registered Trade Mark of the National Board for Professional Teaching Standards®. 





GROWING TEACHERS FOR SOUTH CAROLINA 
VISIT CERRA.ORG FOR MORE INFORMATION

VISIT MENTORINGSC.COM FOR MORE INFORMATION


VISIT ED.SC.GOV FOR MORE INFORMATION



