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Welcome to the South Carolina Mentor Training! 

In 2006, the South Carolina Board of Education adopted State Mentoring and Induction Guidelines and 
charged the Center for Educator Recruitment, Retention, and Advancement (CERRA) and the South Carolina 
Department of Education (SCDE) to develop and provide mentor training for experienced teachers and 
administrators in the public school districts. Trained mentors would then provide assistance and support to 
beginning teachers as they strive to grow into effective, quality teachers. The State Board of Education, as 
well as the SCDE and CERRA, fully support mentoring for beginning teachers, believing it to be a critically 
important aspect of beginning teacher development. 

In April 2013, CERRA administered a survey to more than 500 trained mentors and beginning teachers in 
nine South Carolina public school districts to collect feedback on the initial mentor training. Data collected 
from these surveys, as well as a dissertation written about the impact of the training, were used to inform the 
decision to develop a new mentor training program. In collaboration with the SCDE, the initial mentor 
training has been transformed into the South Carolina Mentor Training. The new training is based on 
extensive research, with invaluable feedback from educators across the state. Significant additions to the 
new training include instruction on the mentoring cycle and specific guidance on writing Student Learning 
Objectives. The new training also addresses adult learning needs such as a desire to understand why a topic 
is important and how it can be immediately implemented in the participant's work environment. 

You have been selected by the administration of your school and district to participate in South Carolina's 
formal training for service as a professional mentor to beginning teachers in your school or district. Your 
selection for participation in this training is reflective of your experience as a teacher and the high regard 
with which your administration views your performance and service as a teacher. We hope that you will find 
this training to be a professional growth experience for you, as an experienced educator, and that you will 
be motivated to devote your time and talents to the effective mentoring of a beginning teacher. As you 
begin serving as a mentor, we believe that you will find the experience to be rewarding and beneficial to 
you personally.

WELCOME 
SOUTH CAROLINA MENTOR TRAINING
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A special thank you to the following educators who gave of their time and energy to work with the staff of the 
Center for Educator Recruitment, Retention, and Advancement (CERRA) and the SC Department of Education 
(SCDE) to develop and refine the new South Carolina Mentor Training. This diverse group of educators was 
chosen from among mentors; mentoring and induction coordinators; school-level administrators; successful, 
early-year teachers; and others, specifically because of their knowledge, expertise and commitment to the 
growth of beginning teachers. Without their suggestions, insights, and feedback, the SC Mentor Training 
would not have the quality and integrity we believe it to embody. 

Virginia Bartels   Kathy O’Quinn 
 Geneal Cantrell    Melissa Parrish  

Avis DuPlantis   Jeremy Rinder 
Michalann Evatt    Renee Sanders  
Carolyn Grant   Donna Smith 
Elizabeth Gunther    Kevin Smoak 
Lisa Hudson-Lucas    Kimberly Smoak 
Bryan Hullender   Gail Sumwalt 
Jo Mayer     Patti Tate 
Denise Miller    Shane Thackston 
Beth Moore    Rachel Toole 
Janet Morris    Brett Vaughn 
Ashley Nembhard   Julia Woodhouse

THANK YOU 
MENTOR TRAINING REVISION TEAM
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years and is a National Board Certified Teacher who successfully renewed her Early Childhood Generalist   
certification in 2011. Jenna taught second grade at Calhoun Academy of the Arts in Anderson School 

District Five for most of her classroom career. She finished her time at Calhoun as the school science specialist. While in 
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the Commonwealth of Virginia as a legislative analyst where she completed multiple research projects for the Virginia General 
Assembly. Jennifer came to Winthrop University in 2007 where she served as a data analyst for the Department of Enrollment 
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Program Development in 2008. She supports all of CERRA'S programs and services, including Mentoring and Induction, by 
constantly monitoring their relevance and effectiveness through ongoing data collection and analysis.
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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 present the training norms and provide general 
information about the facility. 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide an opportunity for 
everyone involved in the training 
to meet one another and learn 
about the established group 
norms. 

Objectives 
Participants will: 

• Become acquainted with the 
other participants 

• Understand the training norms 

MODULE 1 
INTRODUCTION TO MENTORING 

SECTION 1: INTRODUCTIONS & GROUP NORMS
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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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SC Mentor Training

Overview 
In this section participants will receive information about the 
training schedule, the topics to be covered, and the participant 
handbook. 

 
 

CERRA / SCDE

Purpose 
The purpose of this section is to 
provide information about the 
new mentor training and explain 
the training outcomes so that 
participants understand what to 
expect from the training and 
what is expected of them as 
mentors.  

Objectives 
Participants will: 

• Understand what they should 
expect from the mentor training 

• Understand what will be ex-
pected of them as mentors 

MODULE 1 
INTRODUCTION TO MENTORING 

SECTION 2: MENTOR TRAINING OVERVIEW & OUTCOMES
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 DAY 1 
Module 1: Introduction to Mentoring 

Section 1: Introductions & Group Norms 
Section 2: Mentor Training Overview & Outcomes 
Section 3: Importance of Mentoring 

Module 2: Teacher Needs, Mentoring Roles, & Effective Mentoring Relationships 
Section 1: General Needs of Beginning Teachers 
Section 2: Mentor Attributes, Roles, & Responsibilities 
Section 3: Teacher Variety 
Section 4: Effective Mentoring Practice 

Module 3: Expanded ADEPT Support and Evaluation System & Student Learning 
Objectives 

Module 4: Mentoring Cycle & Day 1 Closure 
Section 1: Introduction to the Mentoring Cycle 
Section 2: Review & Preview 

AGENDA 
SOUTH CAROLINA MENTOR TRAINING
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DAY 2 
Module 5: Coaching Dialogue & the Pre-Observation Conference 
 Section 1: Review of the Mentoring Cycle 
 Section 2: Coaching Dialogue Protocol 
 Section 3: Pre-Observation Conference 

Module 6: Observation - From Protocol to Practice 
 Section 1: Observer Behaviors & Protocols 
 Section 2: Evidence-Gathering Strategies 
  
Module 7: Post-Observation Data Analysis & Post-Observation Conference 
 Section 1: Protocol for Analyzing Observation Data 
 Section 2: Post-Observation Conference – Providing Effective Feedback 
 Section 3: Post-Observation Conference – Goal Setting 

Module 8: Beginning Teacher Learning Opportunities 
 Section 1: Teacher Learning Opportunities (TLOs) 
  
Module 9: The Full Mentoring Cycle & Training Closure 
 Section 1: Practicing the Mentoring Cycle 
 Section 2: Training Closure
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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 come from 
a beginning teacher being as-
signed a mentor.   

Objectives 
Participants will: 

• Familiarize themselves with  
research related to teacher at-
trition 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 

MODULE 1 
INTRODUCTION TO MENTORING 

SECTION 3: IMPORTANCE OF MENTORING
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Table Group Conversation Questions 

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

What do you notice about the number of teachers who did not return to your own 
district? How does this compare to similar districts?  

What percentage of teachers with one year or less of classroom experience do not 
return to your district (Number of teachers who did not return in 2014-15 after only 
1 year or less of classroom experience/Number of teachers who did not return in 
2014-15)? How does this compare to similar districts? 

What district characteristics 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 information and activi- 
ties that will allow participants  
to gain knowledge of begin-
ning 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 

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& EFFECTIVE MENTORING RELATIONSHIPS 
SECTION 1: GENERAL NEEDS OF BEGINNING TEACHERS
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Beginning	Teacher	N
eeds	

Social/Em
otional	

Physical	
Instructional	
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A	Summary	of	Beginning	Teacher	Needs	

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	to	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.	Who	 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 information and activi- 
ties that will allow participants 
to gain knowledge of the attrib- 
utes of effective mentors, as 
well as mentor roles and re-
sponsibilities, as they relate to 
beginning teacher needs. 

Objectives 
Participants will: 

• Identify the attributes of an
effective mentor 

• Identify the roles and respon-
sibilities of an effective mentor 

• Understand that the roles as- 
sumed by a mentor must be  
directly aligned with the iden-
tified needs of a beginning 
teacher  

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& EFFECTIVE MENTORING RELATIONSHIPS 
SECTION 2: MENTOR ATTRIBUTES, ROLES, & RESPONSIBILITIES
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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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SC Mentor Training

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 information and activi-
ties that will allow participants 
to identify specific needs of  
beginning teachers relative to 
their pathways to certification. 

Objectives 
Participants will: 

• Identify various pathways to
certification and the character-
istics of beginning teachers as- 
sociated with each pathway 

• Understand how beginning
teachers’ characteristics may 
vary or be similar depending 
on their pathways to certifica-
tion 

• Apply newly learned informa-  
tion about the roles and re-
sponsibilities of mentors in their 
work with beginning teachers,  
regardless of the teachers’ path- 
ways to certification   

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& EFFECTIVE MENTORING RELATIONSHIPS 
SECTION 3: TEACHER VARIETY
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CERRA / SCDE

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. 
 
 
 
 
   
 

CERRA / SCDE
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PACE Teachers
WHAT IS PACE? 
PACE (Program of Alternative Certification for Educators) 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/career-changers/pace/  

CERRA / SCDE
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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 IHE 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/career-changers/alternative-certification/adjunct-
teaching-certificate/  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American Board for Certification of Teacher 
Excellence 
WHAT IS THE AMERICAN BOARD FOR CERTIFICATION OF TEACHER EXCELLENCE? 
The America Board for Certification of Teacher Excellence (ABCTE) 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 ABCTE 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 ABCTE examinations in the 
subject area, and met all ABCTE program requirements.  

WHAT ARE THE GENERAL ATTRIBUTES OF THIS GROUP OF TEACHERS? 

ABCTE-certified teachers generally have a strong desire to teach, having sought out the ABCTE 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 ABCTE-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 ABCTE, GO TO:  
http://ed.sc.gov/educators/teaching-in-south-carolina/career-changers/alternative-certification/american-
board-for-certification-of-teacher-excellence-abcte/ 

CERRA / SCDE
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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 IHE graduates, TFA participants 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. 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/career-changers/alternative-certification/teach-for-
america-tfa/  

CERRA / SCDE
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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 TEACHERS, GO TO: 
http://ed.sc.gov/educators/teaching-in-south-carolina/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/career-changers/career-and-technology-education-
cate-work-based-certification-program/ 

CERRA / SCDE
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Overview 
In this section, trainers will guide the participants in a discussion of 
key topics included in this module – trust and relationships, three 
categories of beginning teacher needs, three categories of mentor 
roles and responsibilities related to beginning teacher needs, and 
differentiated mentoring. Participants will examine a case study of 
mentoring practice. They will be asked to identify the effective and 
ineffective aspects of a mentoring relationship. Participants will then 
be directed to reexamine the case study and identify beginning 
teacher needs and the appropriate mentor actions to address those 
needs.  

CERRA / SCDE �

Purpose 
The purpose of this section is to 
summarize the information pre-  
sented in previous sections of 
this module and allow partici-
pants to apply this learning as 
they evaluate a case study. 

Objectives 
Participants will: 

• Summarize new learning from 
Module 2 

• Apply this new learning to 
identify effective and ineffective 
aspects of mentoring practice as 
well as beginning teacher needs 
and appropriate mentor actions 

MODULE 2 
TEACHER NEEDS, MENTOR ROLES,  

& EFFECTIVE MENTORING RELATIONSHIPS 
SECTION 4: EFFECTIVE MENTORING PRACTICE
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Case	Study	Scenario	

Ashley	

Paradise	High	School	has	95	 staff	members	and	has	 recently	expanded	 its	CATE	
department.	 Ashley,	 a	 beginning	 teacher,	 received	 a	 degree	 in	 Business	
Management	and	an	online	Master’s	in	General	Education.	Ashley	has	developed	
a	 strong	 rapport	 with	 the	 students	 in	 her	 classroom	 and	 often	 attends	 their	
extracurricular	activities.	She	keeps	thorough	and	current	records	on	each	of	her	
students,	 including	 formative	 and	 summative	 assessment	 data.	 Although	 she	
records	many	grades,	there	seems	to	be	little	evidence	of	feedback.	Her	students	
are	 often	 unaware	 of	 their	 standing	 in	 the	 class,	 nor	 are	 they	 able	 to	 speak	 to	
their	 progress	 towards	 mastery	 on	 content	 standards	 and	 daily	 learning	
objectives.	 The	 principal	 noted	 that	 during	 instructional	 walkthroughs	 he's	
observed	 that	Ashley’s	 student	objectives	 are	not	measurable	 and	 is	 concerned	
about	the	impact	on	student	growth.		

Pat,	 a	 veteran	 teacher,	 has	 been	 assigned	 to	 Ashley	 as	 her	 mentor.	 She	 is	 a	
trained	mentor	teacher	and	has	a	history	of	positively	 impacting	student	growth	
for	all	of	her	students.	Pat’s	colleagues	respect	her	experience	and	knowledge	and	
continuously	go	to	her	for	resources	and	guidance.		

For	the	initial	meeting,	Pat	arranges	to	meet	Ashley	at	a	local	restaurant	in	order	
to	 begin	 building	 the	 trust-relationship	 between	 the	 mentor	 and	 beginning	
teacher.	At	the	close	of	the	meeting,	Ashley	left	with	the	feeling	that	she	not	only	
had	a	mentor,	but	a	new	friend.	

Because	they	do	not	have	common	planning	time	 it	 is	difficult	 for	them	to	have	
consistent	 meeting	 time.	 In	 addition,	 it	 is	 difficult	 for	 Pat	 to	 conduct	 any	
observations	in	Ashley's	classroom	in	order	to	give	her	feedback	on	her	practice.	
Currently,	they	meet	when	Ashley	can	fit	it	into	her	schedule.	Pat	feels	an	urgency	
to	meet	with	Ashley	after	the	principal	comes	to	her	to	discuss	his	observations	of	
Ashley's	 classroom.	 He	 commented	 that	 Ashley's	 student	 objectives	 are	 not	
measurable	 and	 is	 concerned	 that	 her	 students	 are	 not	 making	 adequate	
academic	growth.	Pat	races	down	the	hall	and	sets	up	a	meeting	with	Ashley	for	
that	afternoon.	
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The	purpose	of	 the	meeting	 is	 to	discuss	 the	challenges	 that	may	be	 interfering	
with	her	students	making	adequate	academic	growth;	however,	Ashley	uses	most	
of	the	scheduled	meeting	time	to	talk	about	how	great	her	students	are	and	how	
involved	she	is	with	them	outside	of	the	school	setting.	Pat	does	a	great	deal	of	
listening,	 but	 has	 very	 little	 time	 to	 discuss	 strategies	 to	 enhance	 Ashley’s	
instruction	and	 increase	 student	growth.	Before	 she	 leaves,	Pat	provides	Ashley	
with	a	book	filled	with	instructional	strategies	and	arranges	for	her	to	observe	a	
master	teacher	by	the	end	of	the	week.	She	asks	Ashley	to	take	notes	during	the	
observation	and	write	a	journal	entry	reflecting	on	the	observation.	Ashley	agrees	
to	reflect	on	her	observation	and	bring	her	journal	to	the	next	meeting.	
	
During	 the	 next	 coaching	 session,	 Pat	 discusses	 Ashley’s	 observation	 and	
reflection	 and	 praises	 her	 for	 adding	 strategies	 such	 as	 Think-Pair-Share	 and	
Gallery	Walk.	Then	she	steers	the	discussion	toward	the	concerns	of	the	principal.	
She	tells	Ashley	that	student	growth	is	not	evident	because	she	is	not	giving	her	
students	timely	feedback.	Pat	tells	her	that	inserting	grades	in	a	grade	book	is	not	
enough	and	the	next	time	they	meet	she	wants	to	see	evidence	of	growth.		
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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. SLOs are used to collect evidence 
of student academic growth in classrooms in South Carolina. This 
system will be fully implemented during the 2015-16 school year 
for all teachers, including beginning teachers. 

CERRA / SCDE �

Purpose 
The purpose of this section is 
to provide details specific to 
the Expanded ADEPT Support 
and Evaluation System and the 
use of Student Learning Ob-  
jectives (SLOs) as a vehicle for 
collecting evidence of student 
growth in classrooms. 

Objectives 
Participants will: 

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

• Understand the use of SLOs 
as a vehicle for collecting 
evidence of student growth in 
classrooms 

• Apply mentoring skills to 
support beginning teachers 
through the evaluation process 
and the development and 
implementation of SLOs 

MODULE 3 
EXPANDED ADEPT SUPPORT AND EVALUATION SYSTEM  

& STUDENT LEARNING OBJECTIVES 
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ADEPT PERFORMANCE STANDARDS 

Classroom-Based Teachers 

Classroom-Based Teacher           |  Competency Standard 

APS 1  
Long-Range Planning 

An effective teacher facilitates student achievement by establishing 
appropriate long-range learning goals and by identifying the 
instructional, assessment, and management strategies necessary to help 
all students progress toward meeting these goals. 

APS 2 
Short-Range Planning of 
Instruction 

An effective teacher facilitates student achievement by planning 
appropriate learning. 

APS 3 
Planning Assessments and Using 
Data 

An effective teacher facilitates student achievement by assessing and 
analyzing student performance and using this information to measure 
student progress and guide instructional planning. 

APS 4 
Establishing and Maintaining 
High Expectations 

An effective teacher establishes, clearly communicates, and maintains 
appropriate expectations for student learning, participation, and 
responsibility. 

APS 5 
Using Instructional Strategies to 
Facilitate Student Learning 

An effective teacher promotes student learning through the effective 
use of appropriate instructional strategies. 

APS 6 
Providing Content for Learners 

An effective teacher possesses a thorough knowledge and 
understanding of the discipline so that he or she is able to provide the 
appropriate content for the learners. 

APS 7 
Monitoring, Assessing, and 
Enhancing Learning 

An effective teacher maintains a constant awareness of student 
performance throughout the lesson in order to guide instruction and 
provide appropriate feedback to students. 

APS 8  
Maintaining an Environment that 
Promotes Learning 

An effective teacher creates and maintains a classroom environment 
that encourages and supports student learning. 

APS 9  
Managing the Classroom 

An effective teacher maximizes instructional time by efficiently 
managing student behavior, instructional routines and materials, and 
essential non-instructional tasks. 

APS 10 
Professional Responsibilities 

An effective teacher is an ethical, responsible, contributing, and ever-
learning member of the profession. 

36
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Physical Science SLO Case Study Example 

Teacher Name: Ms. Smith 

School District/School Name: 

Principal/Evaluator: 

Content Area for SLO: 

Physical Science - Grade 9 

Type/Approach of SLO: 

 Individual  Course  Targeted 

 Team     Class   Tiered 

Grade Level:  SLO Team Members (if applicable): 

School Year: 

SLO Objective Statement: 

  Students will demonstrate at least one level of rubric improvement in their ability to represent 
science data using graphs and charts within their lab reports as measured using the Science Lab 
Report Rubric. 

Assessment Window Dates: Pre-Assessment Date: Post-Assessment Date: 

SLO Interval of Instruction: Beginning Instruction Date: Ending Instruction Date: 
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I. Rationale: 

Provide a basis for the work to be accomplished.   
Why was this focus for an SLO selected? What 
background work has been done in this area?  
How does this target align with the school or 
district goals?  What is the expected outcome?  Is 
the objective broad enough to capture the major 
content, but focused enough to be measureable? 
Provide details related to the assessment analysis 
and how that relates to the student population 
identified within the SLO. 

Physical Science students come to Grade 9 science with 
varying degrees of laboratory skills. It’s important that 
basic lab reporting skills are developed and nurtured in the 
introductory course, as students will need to use the skills 
in future coursework. Two credits of science are required 
for graduation, so no matter the path, lab skills can be 
developed in all students to varying degrees. I am using 
the class approach to this SLO and will be including all of 
my students using a tiered approach- but focusing on one 
of the 13 indicators used to assess lab reports. 
Additionally, baseline assessment indicates all students 
have room to grow- at varying degrees in relation to this 
skill. 

II. Baseline and Trend Data: 
 
Describe the data used to identify assessment and 
growth targets.  Explain how this data helped you 
identify the growth targets for your students. 
 
Baseline data:  Information about students’ level of 
performance prior to the start of the interval of 
instruction. How was the assessment done? 
When? Baseline data are used to establish SLO 
growth targets. 

I administered the baseline assessment by asking students 
to write a lab report around an initial lab exercise. 
Students were given the lab report rubric so that they 
could address the required components within their 
report. 
 
Students preformed at varying degrees related to 13 
required skills (report attached). There was a common 
need in most of the students related to one of the 
indicators: Using graphs or charts to represent the lab 
data. This clear need in most of the students helped to 
narrow the focus of the SLO goal. While all indicators are 
important: this one skill will be the focus. 
 
I cross referenced the 30 student baseline scores with their 
Grade 8 MAP Science, EOC exams, and grade 8 ELA 
and Math data to make certain initial results mirrored past 
performance. Results of those assessments are attached in 
a separate spreadsheet. 

III. Growth Targets: 
 
The growth targets set for this SLO must be 
rigorous for all students; yet attainable. Connect 
the baseline data that you collected at the 
beginning of the learning interval to your target 
data. Be sure to tier your growth targets so that 
you are able to demonstrate growth for students 
that perform at various levels. Considering all 
available data with baseline and trend data, what 
targets are you expecting your students to reach 
based upon their starting points?  Explain how 
these targets were determined. 

• Students scoring unsatisfactory in the indicator will 
improve by at least two rubric levels. (8 students) 

• Students scoring nearing proficiency in the indicator will 
improve by at least one rubric level. (15 students) 

• Students scoring at proficiency will improve by at least 
one rubric level (3 students) 

• Students: scoring above proficiency scores on baseline 
will improve in their ability to add detail to lab reports to 
include: use of a variety of charts/graphs and expanded 
conclusion sections to include implications for findings 
(2 students) 

• Students: Individualized goal with both 
modifications/accommodations for assessment related to 
ELA/Math identified needs. – see baseline data (2 
students). These students will be able to improve in 
their ability to select the appropriate graphical 
representation for their data set and integrate it into 
their lab graphic organizer. These growth goals will be 
measured through lab portfolios. See details in 
instructional strategies and differentiation section. 
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IV. Student Population:

Provide an in-depth description of the student 
population included in the SLO.  At least 6 
students are to be involved in an SLO. Describe 
any exceptionalities and special needs of this 
student group. 

Thirty students total in the class. – 17 boys and 13 girls. 
(2) Students with identified ELA/Math learning needs and 
supported with IEPs. – The necessary modifications and 
accommodations will be included. 
(2) Students with identified gifted ELA needs. 
(2) Students with ELL support – High levels of English 
language acquisition – See historical data spreadsheet. 

V. Standards/Content and Interval 
of Instruction: 

Describe the content and content standards that are 
addressed by the SLO.  Refer to the state content 
area standards to complete this section.   Provide a 
data-driven explanation for the focus of the SLO.   
Also, describe the instructional period for this 
SLO. 

S.1A.3: Plan and carry out investigations  
S.1A.4: Analyze and interpret data 
S.1A.8: Obtain, evaluate and communicate 
information. 

VI. Assessment (Pre- and Post-) and
Scoring: 

Describe the assessments (pre and post) that will 
be used to determine student growth. How do 
they measure the identified content/skills of the 
SLO? How will they be administered, and by 
whom? Include information on how the 
assessment(s) will be scored.  Assessments 
reviewed and discussed by a school team will 
verify the appropriateness of the instrument.  It is 
suggested that two or three measures be used to 
determine outcomes when possible. Consider 
state, district, school and individual teacher-made 
assessments. Will these assessment be tied to 
grades, and if so, how? 

As part of the introductory unit, students were introduced 
to the expectations creation and use of lab reports to 
document results. Students were given the lab report 
rubric, and each of the 13 indicators within the rubric 
was explained. 

Students conducted a lab experiment -aligned to the 
content for unit one, chapter one of the text.  

Students wrote a report reflecting the experience. I 
graded the lab reports according to the rubric, and 
assessed each of the indicators. The students scored at 
varying degrees on the 13 indicators. I don’t want to 
leave any of the indicators out of the assessment within 
the SLO. 

VII. Instructional Strategies:

Describe the best instructional practices and/or 
grouping strategies that you will use to teach this 
content to students.  How will instruction be 
differentiated based on data? Have teachers in 
appropriate grades/subjects linked their SLOs?  
What interventions will be used if more 
assistance is needed during the learning process? 

• Technology used to support 2 students with significant
learning needs-

• Use of graphic organizers to support lab report. Scaffold
detail to minimize frustration.

• Collaborate in pre unit planning with Special Education
resource teacher.

• Meet with and discuss extension activities for the
students with advanced baseline and TAG ELA needs.
(Good place to stretch ELA application within the
content for students!)

• Flexible grouping for direct instruction with students 2X
per unit- Pre lab and Post lab

• Daily Practice warm ups that reflect data analysis,
communicating data analysis, and scientific
methodology.
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VIII. Progress Monitoring:

How frequently will you progress monitor students’ 
mastery of standards taught? How and with what 
instruments will you assess students to measure 
their progress over time towards the learning goal? 
What will you do if students do not show adequate 
progress towards the learning goal?  Who will be 
sharing and discussing the results of this data 
collection during the instructional period? 

Each unit has 2-3 laboratory experiences for students to 
engage in. Each will require a lab report. These will be 
used as formative, ongoing evidence to support the goal. 

I will summatively assess their lab report at mid semester, 
and again at end of the interval. 

I will review their daily warm ups to determine flexible 
grouping pre and post lab for direct instruction to the 
groups. 

Additional data will come from lab group observations, 
and discussion within class. 

IX. Teacher Professional  Growth and
Development Plan and Action 
Research:  
(S.C. Code Ann. Section 59-26-30) 

Describe the learning that the teacher will complete 
in order to successfully complete the plan.  How 
will this learning occur? Will this be compiled as 
action research to add to the profession? What 
reading and reflection will be done during the SLO 
process? What teaching skills and techniques will 
be improved through the project? 

Over the course of this year, I will attend a professional 
development workshop on flexible grouping. One is 
being offered through SCASCD in November. This will 
allow me to determine quick and easy formative 
assessment strategies in order to group students in “job- 
alike” groups for direct instruction. 

Additionally, my ongoing collaborative meetings with the 
special education strategist will allow for improved use of 
adaptive technology for students needing additional 
supports. 

I will need to rely on universal design strategies in the 
planning of units, in order to engage all of my students in 
meaningful ways. To do that I will take part in the 
building book study around Universal Design “Universal 
Design for the Classroom (Hall, Meyer, and Rose). 

Conference Date Signatures 

SLO Preliminary 
Conference 

SLO Mid-Course 
Conference 

SLO Summative 
Conference 
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R
ubric for R

ating the Q
uality of Student Learning O

bjectives

 SLO
 Evaluation C

riteria.  Part of the C
enter for A

ssessm
ent’s SLO

 Toolkit (2013) 

Purpose of this R
ubric:  T

his rubric is for use by teachers, school adm
inistration, and district adm

inistration in evaluating the different aspects of Student 
Learning O

bjectives (SL
O

s) to m
ake sure the SLO

 m
eets an “acceptable quality” rating on this rubric before it is used for teacher perform

ance ratings.
 

A
cceptable Q

uality 
Q

uality N
eeds Im

provem
ent 

Insufficient Q
uality 

Learning G
oal 

A
 description of w

hat students 
w

ill be able to do at the end of 
the course or grade based on 
course- or grade-level content 
standards and curriculum

. 
� 

A
cceptable Q

uality
� 

Q
uality N

eeds Im
provem

ent
� 

Insufficient Q
uality

A
ppropriately identifies and thoroughly describes 

an im
portant and m

eaningful learning goal, w
ith: 

¾
the big idea and the standard(s) clearly
aligned to and m

easured by the learning goal, 
¾

a clear explanation of the critical nature of the
learning goal for all students in the specific 
grade/ course,  

¾
a clear description of how

 the learning go al
allow

s students to dem
onstrate deep 

understanding of the content standards w
ithin 

the identified tim
e span, and 

¾
specific and appropriate instruction and
strategies described to teach the learning goal. 

G
enerally identifies and describes a learning 

goal w
ith: 

¾
the big idea and/or standards m

inim
ally

aligned to the learning goal, 
¾

som
e explanation of the im

portance of the
learning goal for students in the specific 
grade/ course,  

¾
a general description of how

 the learning
goal allow

s students to dem
onstrate adequate 

understanding of the content standards 
w

ithin the identified tim
e span, and/or  

¾
som

e generic instruction and strategies used
to teach the learning goal. 

Identifies and describes a learning goal that is 
vague, trivial, or unessential, w

ith: 
¾

the big idea and/or standards not aligned to
the learning goal, 

¾
lack of inform

ation of the im
portance of the

learning goal for students in the specific 
grade/course,  

¾
little to no description of how

 the learning
goal allow

s students to dem
onstrate 

understanding of the content standards in 
the identified tim

e span, and/or 
¾

questionable and/or vague instruction and
strategies used to teach the learning goal. 

A
ssessm

ents and Scoring 
A

ssessm
ents should be 

standards-based, of high quality, 
and be designed to best m

easure 
the know

ledge and skills found 
in the learning goal of this SLO

. 
They should be accom

panied by 
clear criteria or rubrics to 
determ

ine student learning from
 

the assessm
ent. 

� 
A

cceptable Q
uality

� 
Q

uality N
eeds Im

provem
ent

� 
Insufficient Q

uality

A
ppropriately identifies and clearly describes: 
¾

high quality assessm
ents*, w

ith evidence to
support how

 the appropriateness and quality 
of the assessm

ents has been established 
¾

scoring rubrics that appropriately
differentiate student perform

ance, including 
evidence to support these rubrics have been 
validated, and  

¾
progress-m

onitoring m
easures that w

ill be
used, including how

 instruction w
ill be 

differentiated for all learners based on this 
inform

ation. 

Identifies and provides som
e description, w

hich 
m

ay lack specificity, of the: 
¾

assessm
ents, w

ith partial explanation and no
evidence to support how

 the appropriateness 
and quality of the assessm

ents have been 
established ,  

¾
scoring rubrics that partially differentiate
student perform

ance, w
ith no evidence to 

support how
 the rubrics have been validated, 

and/or  
¾

progress-m
onitoring m

easures used w
ith

little detail in how
 instruction w

ill be 
differentiated based on this inform

ation. 

Identifies and provides an unclear, insufficient, 
or confusing description of the:  
¾

assessm
ents, w

hich m
inim

ally m
easure the

learning goal, w
ith no reference to how

 the 
appropriateness and quality of the 
assessm

ents have been established, 
¾

scoring rubrics w
ith m

inim
al or no

differentiation of student perform
ance  w

ith 
no evidence to support how

 the rubrics have 
been validated,  and/or 

¾
progress-m

onitoring m
easures used w

ith
m

inim
al or no reference to the 

differentiation of learners based on this 
inform

ation. 

Targets 
Identify the expected outcom

es 
by the end of the instructional 
period for the w

hole class as w
ell 

as for different subgroups, as 
appropriate. 
� 

A
cceptable Q

uality
� 

Q
uality N

eeds Im
provem

ent
� 

Insufficient Q
uality

C
learly and thoroughly explains how

 the data are 
used to define teacher perform

ance, including: 
¾

appropriate baseline data/inform
ation used to

establish and differentiate expected 
perform

ance, and 
¾

rigorous expectations that are realistic and
attainable for each group of students using the 
docum

ented high quality assessm
ents. 

B
roadly, w

ithout specificity, explains how
 the 

data are used to define teacher perform
ance, and 

m
ay include: 
¾

unclear baseline data/inform
ation used to

establish and differentiate expected 
perform

ance,, and/or 
¾

expectations that are im
precise, som

ew
hat

realistic and/or attainable for each group of 
students.   

Provides an unclear, insufficient, or confusing 
explanation of how

 the data are used to define 
teacher perform

ance, and m
ay include: 

¾
no baseline data/inform

ation or use of
irrelevant inform

ation to establish and 
differentiate expected perform

ance, and/or 
¾

low
 expectations, for each group of

students. 

*
A

 high quality assessm
ent has been determ

ined to be aligned to identified standards and depth of know
ledge, has a rubric or scoring guide that allow

s for reliable scoring, and is fair and
unbiased. 
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SC Mentor Training

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. This section also serves to summarize learning in Day 1 and 
preview content of Day 2 of the South Carolina Mentor Training.  

CERRA / SCDE �

Purpose 
The purpose of this section is to 
introduce the four-step men-  
toring cycle that participants 
will carry out as they fulfill their 
mentor roles and responsi-
bilities.  

Objectives 
Participants will: 

• Understand each step of the
mentoring cycle as it relates to 
supporting beginning teachers 

• Understand the various  com-
ponents of the Guide to Profes- 
sional Success (GPS) and how it 
can be used to guide a mentor’s 
work 

• Be prepared in Day 2 to learn
more about each step and apply 
this knowledge in practice 

MODULE 4 
MENTORING CYCLE & DAY ONE CLOSURE 

SECTION 1: INTRODUCTION TO THE MENTORING CYCLE

GPS - GUIDE TO PROFESSIONAL SUCCESS

G
P
S

TRUST
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GPS - GUIDE TO PROFESSIONAL SUCCESS

G
P
S

TRUST
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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

• SLO development

• parent nights

• interim reports

• report cards

• parent conferences

• IEP meetings

• field trips

• formal testing

• meetings with the principal

• the end of the school year
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Contact	Log	

M
entor:	______________________________	

Teacher:	______________________________	

D
ate	of	

Contact	
Tim

e	
Type	of	Contact	

D
escription	

M
entor	Initials	

Teacher	Initials	

45



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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SC Mentor Training

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 
occurred in Day 1 of the train-
ing 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 infor-
mation from Day 1 to new  
learning and practice that will 
occur in Day 2 

MODULE 4 
MENTORING CYCLE & DAY ONE CLOSURE 

SECTION 2: REVIEW & PREVIEW
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DAY 2 
SOUTH CAROLINA MENTOR TRAINING





SC Mentor Training

Overview 
In this section participants will review the four-step mentoring cycle 
and the specific roles a mentor may assume during the cycle. The 
trainers will remind the participants that formal and informal 
mentor/mentee interactions may occur during the mentoring cycle 
as well as other times during the academic year. 

CERRA / SCDE �

Purpose 
The purpose of this section is to 
review each step of the men- 
toring cycle that was intro-
duced at the end of Day 1. 

Objectives 
Participants will: 

• Review each step of the men- 
toring cycle that was intro-
duced on Day 1 

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

MODULE 5 
COACHING DIALOGUE & THE PRE-OBSERVATION CONFERENCE 

SECTION 1: REVIEW OF THE MENTORING CYCLE

GPS - GUIDE TO PROFESSIONAL SUCCESS

G
P
S

TRUST
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SC Mentor Training

Overview 
In this section participants will receive instruction on the three 
components included in the “Coaching Dialogue Protocol” and will 
learn how it can be used throughout the mentoring process.  

CERRA / SCDE �

Purpose 
The purpose of this section is to 
introduce the participants to the 
“Coaching Dialogue Protocol.” 

Objectives 
Participants will: 

• Understand the importance of
coaching 

• Understand the difference
between mentoring conver- 
sations and coaching dialogue 

• Understand the components
of the “Coaching Dialogue Pro-
tocol” 

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

MODULE 5 
COACHING DIALOGUE & THE PRE-OBSERVATION CONFERENCE 

SECTION 2: 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	
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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 will also 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 information and activi- 
ties that will allow 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 play ac-
tivity 

MODULE 5 
COACHING DIALOGUE & THE PRE-OBSERVATION CONFERENCE 

SECTION 3: PRE-OBSERVATION CONFERENCE
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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	APS(s)	

Articulate	goals	for	improving	instruction	

Notes	

Observation	Technique:	

_____	Scripting	 _____	Charting	 _____	Counting	 _____	Diagramming	

I	will	sit	_______________________________________________________________________	
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Coaching!Dialogue!Protocol!
with!Pre2Observation!Stems!

Validate!
Valida&on)stems) 

acknowledge)planning,)
goals,)and/or)focus.)

Clarify!
Clarifica&on)stems)are) 
designed)to)deepen) 

understanding)and)eliminate) 
confusion.)These)stems) 

determine)areas)of)need)and) 
poten&al)areas)for)growth.!

Language!Stems!(Suggested!&!
Non2exhaustive)!

• I!appreciate!this!opportunity!to
collaborate!with!you!today.

• Our!goal!today!is!to!discuss!your
upcoming!lesson!and/or
observation.

• How!does!this!lesson!relate!to
previous!lessons?

• I!see that this lesson is about …

Language!Stems!(Suggested!&!Non2exhaustive)!

• Talk!to!me!about!how!you!will!assess
student!learning.

• Share!a!little!about!how!you!will!know
that!students!have!met!their!goals.

• I!am!curious!about!how!this!lesson!will
lead!to!the!next!lesson!or!unit.

• What!concerns!do!you!have!as!you!plan
for!the!lesson?

• Tell!me!about!the!type(s)!of!feedback
that!would!be!useful!to!you.

• Here are!a!couple!of!things!you!might
consider!trying.

• When!is!a!convenient!opportunity!for!us
to!connect!and!discuss!this! observation?

Language!Stems!(Suggested!&!Non2exhaustive)!

• Share!a!little!about!what!you!wa t
students!to!know!and!be!able!to!do!at
the!end!of!the!lesson.

• Talk!to!me!about!the!focus!of!the!lesson.
• Talk!a!little!about!the!instructional

strategies!you!will use!in!the!lesson
(direct!instruction,!read-alouds,
technology,!lab,!guided!practice,!etc.).

• Tell!me!what!the!lesson!or!unit!looks!like
(scope!and!sequence).

• Talk!about!how!you!will!check!for student
understanding.

• How!can!I!give!you!feedback!after!the
lesson?

• What!strategies!will!you!use!to!engage
students?
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Stretch & Apply
Stretch and Apply stems 

move practice forward and 
establish commitment to 

next steps.



Pre-O
bservation	Conference	
N
ote	Taking	G

uide	

V
alidate	

Clarify	
Stretch	&

	
A
pply	

G
eneral	

O
bservations	
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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 utilizing appropriate behav-
iors and protocols 

MODULE 6 
OBSERVATION - FROM PROTOCOL TO PRACTICE 

SECTION 1: OBSERVER BEHAVIORS & PROTOCOLS
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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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SC Mentor Training

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 a recorded lesson. 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 available for 
mentors to utilize in gathering 
evidence throughout the obser-
vation and to practice one 
evidence-gathering technique. 

Objectives 
Participants will: 

• Examine various evidence-
gathering techniques that can 
be utilized during an obser- 
vation in a mentee’s classroom 

• Practice one observation
technique while viewing a rec-
orded lesson and documenting 
what is observed 

MODULE 6 
OBSERVATION - FROM PROTOCOL TO PRACTICE 
SECTION 2: EVIDENCE-GATHERING STRATEGIES
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Sample Observation - Scripting 

Student Discussions 
Mrs. Standish 

3/7/15 
1:05 -1:25 

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 

S=Student 

Ss=students 

T=Teacher 
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Sample Observation - Scripting 

Student Discussions 
Mrs. Standish 

3/15/15 
1:05 -1:25 

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 

S=Student 

Ss=students 

T=Teacher 
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Sample Observation - Counting 

Questions Asked (Boys/Girls) 
Ms. Fowler/Science Lesson 

3/15/14 
9:40-10:00 

Boys Girls 
IIII    IIII    IIII   IIII   III IIII   IIII   

Positive Comments 
Mr. Green 
1/05/15 

1:15-1:40 

 IIII     IIII    II 

Distracting Verbal Patterns (Ok?) 
Ms. Farmer 

9/20/15 
10:00-10:15 

IIII     IIII     IIII      IIII 
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Sample	Observation	-	Charting	

Questioning	
Mr.	Dillard	
3/1/15	

1:05	-1:25	

Teacher’s	questions	 Student’s	response	 Teacher’s	response	
Which	is	larger	1/2	or	1/4?	 Michael:	1/2	 Yes.	
Which	is	smaller	1/3	or	2/3?	 Coretta:	2/3	 No,	1/3	is	smaller.	
Which	is	bigger	5/6	or	1/6?	 Anderson:	1/6	 Are	you	sure?	
Can	you	put	these	fractions	in	
order	from	largest	to	smallest?	
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	

Good.	

Which	is	smaller	2/6	or	5/6?	 Brooks:	 2/6	 Right.	

How	did	you	know	that	2/6	
was	smaller	than	5/6?	

Brooks:	 The	denominators	are	
the	same	so	I	looked	in	the	
numerator.	2	is	less	than	5	so	
2/6	is	smaller.	

Very	good.	

Student	Engagement	
Ms.	Lyle	
5/4/14	

11:15	–	11:35	

Students	 11:15-11:20	 11:20-11:25	 11:25-11:30	 11:30-11:35	
Corina	 R	 E	 E	 W	
Blake	 W	 E	 T	 T	
Garrett	 R	 E	 E	 O	
Sophie	 R	 E	 E	 Q	
Tyrique	 R	 E	 Q	 T	
Destiny	 T	 T	 O	 O	
Jessica	 R	 R	 E	 W	

R=Reading	 Q=Asking/Answering	Question	

W=Working	on	Assignment	

E=Eyes	on	Teacher	

O=Off	Task	Behavior	(Defined	as	drawing,	
wandering,	head	down,	eyes	not	on	
teacher)	

T=Talking	with	Peers	
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Sample	Observation	-	Charting

Effective	Use	of	Time	
Mr.	Marshall	

4/4/15	
8:30	–	8:50	

8:30	 T	begins	instructions	on	poem	comparison	activity	
1	S	using	cell	phone	under	desk	
1	S	head	down	on	desk	
15	students	attending	teacher	

8:35	 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	

8:40	 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	

8:45	 18	students	begin	working	on	poem	comparison	activity,	silently	reading	
poems	from	handout	
T	sits	on	stool	in	the	front	of	the	room	

8:50	 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	

S=Student	

Ss=students	

T=Teacher	
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Portions of this are based on copyrighted material from, and used with the permission of, the National Board for Professional Teaching Standards®.

64

Sample Observation - Diagramming



Portions of this are based on copyrighted material from, and used with the permission of, the National Board for Professional Teaching Standards®.
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Sample Observation - Diagramming



Focus	and	Technique	T-chart	

Focus	 Technique	
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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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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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Time	Log	

Time	 Activity	

:00	

:30	

1:00	

1:30	

2:00	

2:30	

3:00	

3:30	

4:00	
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Portions of this are based on copyrighted material from, and used with the permission of, the National Board for Professional Teaching Standards®.
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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 video shown in Module 6, 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 partici-
pants about analyzing the data 
collected during the obser- 
vation in preparation for the 
post-observation conference 
with the beginning teacher. 

Objectives 
Participants will: 

• Understand the importance
and process of analyzing obser- 
vation data for the purpose of 
providing quality feedback 

• Apply new learning to prac-
tice data analysis using data 
collected from the video in 
Module 6 

MODULE 7 
POST-OBSERVATION DATA ANALYSIS  
& POST-OBSERVATION CONFERENCE 

SECTION 1: PROTOCOL FOR ANALYZING OBSERVATION DATA
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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? 

How did the instructor differentiate his/her instructional strategies? 

Did the instructor demonstrate particular areas of strength as related to the APSs? 

Are there areas for potential growth as related to the APSs? 

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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SC Mentor Training

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 5 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 6. 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.

CERRA / SCDE �

Purpose 
The purpose of this section is to 
provide information and activi- 
ties that will allow participants 
to gain knowledge about pro-
viding effective feedback to 
beginning teachers during a 
post-observation conference. 

Objectives 
Participants will: 

• Review the “Coaching Dia-
logue Protocol” that was intro- 
duced in Module 5 

• Understand the process of
providing effective feedback 
during a post-observation con-
conference 

• Understand the characteris- 
tics of effective feedback 

• Apply new learning about
providing effective feedback 

MODULE 7 
POST-OBSERVATION DATA ANALYSIS & POST-OBSERVATION CONFERENCE 

SECTION 2: POST-OBSERVATION CONFERENCE - 
PROVIDING EFFECTIVE FEEDBACK
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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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Validate
Validation stems 

acknowledge planning, 
goals, and/or focus.

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) 

• It is evident that you have made some

progress toward your goals.

• Our goal today is to reflect on your

observation and put some action

steps into place for where you want

to go next.

• It is often difficult to get struggling

readers motivated to enjoy reading.

• It was most evident that you (engage

your students in collaborative

activities, are innovative in your

practices, have a great rapport with

your students, etc.).

Language Stems (Suggested & Non-exhaustive) 

• Talk to me about how you assessed the

student learning from the lesson I observed

and the results of that analysis.

• Tell me about the data I presented. Do you

see any patterns that stand out?

• Let’s talk about a goal you have in mind.

• Share a little about how you will know that

students have met their goals.

• I am curious about how this lesson will lead

to the next lesson or unit.

• What concerns do you have in setting this

goal?

• Tell me about the type(s) of feedback that

would be useful to you along the way.

• Here are a couple of things you might

consider trying.

Language Stems (Suggested & Non-exhaustive) 

• How do you feel the lesson went?  Did it

go as planned?

• Tell me more about the challenges you

saw with…

• What other strategies could you have

tried during the lesson to…?

• Let me make sure I understand…

• Which parts of the lesson do you feel had

the greatest impact on student learning?

• Could you give me more information

about how this lesson accomplished your

objectives?
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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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SC Mentor Training

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.

CERRA / SCDE �

Purpose 
The purpose of this section is to 
provide information and activi-
ties that demonstrate the pro- 
cess and relevance of goal set- 
ting during the post-observation 
conference.

Objectives 
Participants will: 

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

• Understand the components
and characteristics of appropri-
ate goals  

• Apply new learning to prac-
tice the goal-setting process 

MODULE 7 
POST-OBSERVATION DATA ANALYSIS & POST-OBSERVATION CONFERENCE 

SECTION 3: POST-OBSERVATION CONFERENCE - GOAL SETTING
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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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Goal Setting Activity 

To 
 

By 
 

X 
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arks the place 
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here you are 
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(Y states the place you 

w
ant to go) 
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hen 
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tim

e fram
e) 

List the APS(s) associated w
ith your goal: 

List the specific strategies needed to accom
plish your goal: 
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SC Mentor Training

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 information and activi-
ties that will allow participants to 
gain knowledge about what 
constitutes beginning 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 

MODULE 8 
BEGINNING TEACHER LEARNING OPPORTUNITIES 

SECTION 1: TEACHER LEARNING OPPORTUNITIES (TLOS)
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Give One Get One 
Beginning Teacher Learning Opportunities (TLOs) 
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SC Mentor Training

Overview 
In this section participants will have an opportunity to practice the 
full mentoring cycle. Specifically, they will be asked to engage in 
each of the four steps of the mentoring cycle: a pre-observation 
conference, an observation, a post-observation conference, and the 
identification of beginning teacher learning opportunities (TLOs). 
Participants will be given a case of practice describing a recorded 
lesson. Based on this description, they will write dialogue for the pre-
observation conference. Each participant will watch the video, 
collect appropriate data, and analyze the data in preparation for the 
post-observation conference. Based on the results of the data 
analysis, participants will write dialogue for the post-observation 
conference. During either the pre-observation conference or the 
post-observation conference, each participant will have a chance to 
play the role of a mentor. Finally, participants will determine what, if 
any, TLOs should be included as part of the mentoring cycle. At the 
conclusion of the mentoring period, participants will develop an 
understanding of the natural closure process that takes place.

CERRA / SCDE �

Purpose 
The purpose of this section is to 
give participants an opportunity 
to practice each step of the 
mentoring cycle. 

Objectives 
Participants will: 

• Practice preparing for and 
conducting a pre-observation 
conference, an observation, and 
a post-observation conference  

• Introduce and implement
appropriate TLOs, when/where 
applicable 

• Understand the closure as-
pects of the mentor-mentee 
relationship  

MODULE 9 
THE FULL MENTORING CYCLE & TRAINING CLOSURE 
SECTION 1: PRACTICING THE MENTORING CYCLE
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Module	9	Case	of	Practice	
	
Pre-Observation	Conference	
	
There	will	be	32	students	 in	my	6th	grade	class	unless	someone	 is	absent.	There	
are	 17	boys	 and	15	 girls.	 I	 am	 required	 to	 teach	 lessons	 around	number	 sense,	
geometry,	data	analysis	with	statistics	and	probability,	measurement,	 ratios	and	
proportions,	and	algebra.	I	will	focus	on	simple	probability	for	this	lesson.	
	
Some	relevant	characteristics	of	this	class	are	that	21	of	my	students	are	English	
Language	 Learners	 (ELLs).	 Six	 of	 my	 students	 have	 been	 identified	 as	 needing	
special	education	services	by	my	district	and	have	IEPs	for	processing	difficulties,	
cognitive	 delays,	 or	 autism.	 There	 will	 be	 two	 teacher	 aides	 in	 the	 room	 since	
these	students	are	receiving	services	through	the	inclusion	model.	 I	am	planning	
to	 offer	 remediated	 assignments	 for	 these	 students.	 Two	 of	 my	 students	 have	
difficulties	with	 impaired	 speech/language	 development.	 As	 a	 result,	 they	 have	
trouble	verbalizing	their	thoughts.	 I	noticed	that	my	students	have	a	wide	range	
of	math	skills.	
	
As	 is	 often	 the	 case,	 the	 students	 with	 exceptional	 needs	 have	 trouble	
maintaining	 focus	 and	often	need	 to	be	 redirected.	 They	also	 struggle	 to	 retain	
the	 concepts	 I	 taught	 the	 previous	 day.	 I	 have	 noticed	 that	 they	 need	 extra	
learning	opportunities	 in	order	 to	master	 the	concepts	 I	am	teaching.	There	are	
two	 pre-readers	 in	 the	 classroom	who	 are	 unable	 to	 read	 printed	 text.	 For	 the	
upcoming	lesson	the	students	will	be	sitting	in	a	row	of	chairs	at	the	front	of	the	
classroom.	 I	 typically	 teach	 my	 math	 lessons	 this	 way	 because	 the	 students	
cannot	hear	each	other	if	I	have	them	sit	at	the	tables	in	the	classroom.	
	
I	 know	 that	my	 students	 have	 had	 limited	 experience	 utilizing	 context	 clues	 to	
solve	 word	 problems.	 Some	 of	 my	 students	 do	 not	 know	 their	 multiplication	
tables.	 Most	 of	 my	 students	 have	 a	 limited	 supply	 of	 real-world	 background	
knowledge.	 This	 is	 especially	 true	 when	 it	 comes	 to	 problem-solving	 situations	
and	solving	probability	problems.		
	
I	am	planning	to	use	visuals	in	this	lesson	because	I	know	this	is	 important.	I	am	
going	to	post	the	questions	I	am	asking	on	chart	paper	so	students	can	reflect	on	
them	as	many	times	as	they	need	to.	I	am	using	assigned	seating	and	am	planning	
to	 seat	 students	with	different	 ability	 levels	 next	 to	 each	other.	 I	 hope	 this	will	
allow	for	more	peer	tutoring	when	I	ask	them	to	"turn	and	talk."			

Portions of this are based on copyrighted material from, and used with the permission of, the National Board for Professional Teaching Standards®.
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Post-Observation	Conference

I	believe	 the	 lesson	went	well.	 The	 students	demonstrated	 their	 ability	 to	 solve	
probability	problems	using	multiple	strategies.	They	used	fractions,	decimals,	and	
percentages	to	represent	the	probability	of	an	event	occurring.	They	also	worked	
with	equivalent	fractions	during	the	lesson.	I	was	really	happy	to	see	Karina	use	a	
number	line	to	determine	if	the	event	was	likely	to	happen	or	unlikely	to	happen.	
I	 taught	 the	 number	 line	 strategy	 as	 a	 mini-lesson	 the	 other	 day	 because	 the	
students	seemed	to	be	struggling	with	this	concept.

I	was	pleased	with	the	fact	that	the	students	were	able	to	use	the	visual	to	help	
them	answer	my	questions.	 They	previously	 struggled	with	 tree	diagrams	when	
solving	probability	problems.	To	help	them	overcome	this	difficulty,	 I	decided	to	
include	the	visual	in	my	lesson	so	that	they	would	have	another	strategy	available.	
I	will	be	 including	tree	diagrams	in	some	of	my	future	 lessons	so	I	hope	this	will	
help	them.

I	 tried	 to	 include	 some	 formative	 assessment	 strategies	 in	 this	 lesson	 (slates,	
discussions).	I	was	able	to	use	the	information	I	gained	from	these	assessments	to	
provide	additional	instruction	as	necessary.	You	may	remember	that	Ricardo	had	
some	 trouble	 with	 equivalent	 fractions.	 When	 I	 recognized	 this	 as	 an	 issue,	 I	
stopped	and	had	a	discussion	about	equivalent	 fractions.	 I	also	noticed	 that	 the	
students	are	still	confused	about	what	"at	least"	means.	This	may	be	due	to	their	
limited	English	proficiency.	I	tried	to	correct	the	problem,	but	will	probably	need	
to	reteach	this	concept	as	well.

Portions of this are based on copyrighted material from, and used with the permission of, the National Board for Professional Teaching Standards®.
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Pre-Observation	Conference	Script	

The	 mentor’s	 tasks	 during	 the	 pre-observation	 conference	 are	 listed	
below:	

• Assist	 the	 beginning	 teacher	 in	 clarifying	 lesson	 objectives,
activities,	or	assessments

• Determine	a	focus	for	the	observation
• Identify	special	situations	or	unique	student	needs
• Discuss	goals	and/or	long-range	plans

Use	 the	 space	 below	 to	 create	 a	 script	 for	 a	 pre-observation	 conference	
based	 on	 the	 Case	 of	 Practice.	 Write	 questions	 and	 comments	 that	
“validate”	 the	 beginning	 teacher’s	 work,	 and	 “clarify”	 and	 “stretch	 and	
apply”	the	teacher’s	thinking.		
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Post-Observation	Conference	Script	

The	mentor’s	 tasks	 during	 the	 post-observation	 conference	 are	 listed	
below:	

• Gain	permission	to	share	data
• Provide	effective	feedback
• Assist	the	beginning	teacher	in	setting	new	goals

Use	the	space	below	to	create	a	script	for	a	post-observation	conference	
based	 on	 the	 Case	 of	 Practice.	 Write	 questions	 and	 comments	 that	
“validate”	 the	beginning	teacher’s	work,	and	“clarify”	and	“stretch	and	
apply”	the	teacher’s	thinking.		
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SC Mentor Training

Overview 
In this section the participants will have an opportunity to review the 
components of the Expanded ADEPT Support and Evaluation 
System, including SLOs, 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 and the mentor’s role in supporting 
beginning teachers through the SLO process. 

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, 
Student Learning Objectives 
(SLOs), and supporting new 
teachers. 

Objectives 
Participants will: 

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

• Identify the mentor’s role(s) in
supporting new teachers in this 
system, particularly during the 
SLO process 

MODULE 9 
THE FULL MENTORING CYCLE & TRAINING CLOSURE 

SECTION 2: TRAINING CLOSURE
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Jenna Hallman 
Assistant Director/Program Director 
CERRA-SC  
hallmanj@cerra.org  

Rinice Sauls 
Education Associate, Office of Educator Effectiveness 
SCDE  
rsauls@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/educator-
effectiveness/expanded-adept-support-and-evaluation-
system-2015/

• Student Learning Objectives (SLOs): http://ed.sc.gov/SLO and
http://ed.sc.gov/plod

CONTACT INFO 
SOUTH CAROLINA MENTOR TRAINING
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