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Background and Acknowledgments

The U.S. Department of Education, Office of Career, Technical, and Adult Education (OCTAE)—through a contract
 with the American Institutes for Research and its partners World Education, Inc., and Drennon and Associates—created the Promoting Teacher Effectiveness in Adult Education Project to help improve the quality of adult education teachers in the United States. One goal of the project was to develop an adult education Teacher Induction Pathway that helps beginning adult education teachers become experienced teachers, and helps experienced teachers become mentor teachers. The Adult Education Teacher Induction Toolkit emerged from this project. The toolkit was field tested with eight adult education programs around the country in 2013–14. The contribution of the 46 people involved was immeasurably important to the development of this toolkit: 
· Canton City Schools Adult Basic and Literacy Education: Heidi Daniels, Jennifer Everetts, and Jane Meyer

· Elgin Community College: Sarah Burkhart, Josephine Cammallarie, Rose Dunphy, Andrea Fiebig, Sally Guy, Elizabeth Hobson, Elizabeth McNulty, and Karen Voo

· Heartland Community College: Kym Ammons-Scott, Jill Blair, Sarah Dalton, May Favis, Rhonda Glan, Starr Gobtop, Donielle Sharma, Tammy Truitt, Kerry Urquizo, and John Zimmerman

· Huntington Beach Adult School: Pamela Canlas, Steve Curiel, Robby Esquerre, Tracy Foreman, and Keith Meginley 

· Lewis and Clark Community College: Barb Dorris, Valerie Harris, Vicki Hinkle, Julie McAfoos, Marsha Morgan, Marilyn Schmidt, Sheila Vaughn, Monica Waller, and Nancy Young

· Rhode Island Family Literacy Initiative: Larry Britt, Lauren Lancaster, Sherry Lehane, Emily Schwab, and Karisa Tashjian

· Tempe Adult Education Program: Lynette Quinones, Vanda Salls, and Maria Spurgeon 

· Ventura Adult and Continuing Education: Crystal Cahuantzi, Heidi Sohn, and Steve Thompson 

Introduction

This guide is the tool in the Adult Education Teacher Induction Toolkit intended to help mentors and beginning teachers as they navigate the entire Toolkit. It complements the introduction to mentoring outlined in the Teacher Induction and Mentoring Brief and the description of the roles of the mentor and beginning teacher provided in the Leadership Guide for Teacher Induction. The Teacher Induction and Mentoring Brief establishes the research base for educational mentoring that supports teacher change and describes the key characteristics of effective mentoring. This Mentoring Guide for Teacher Induction (Guide) provides specific guidance and resources for mentoring beginning teachers in adult education. It includes a set of tools designed to support beginning teachers as they assess their strengths, needs, and teaching context; identify professional learning priorities; and work with their mentor to carry out and reflect on a variety of learning activities. The Guide also provides support for mentors. It describes the strategies that effective mentors use, provides tools to guide mentoring activities, and helps mentors find a balance between facilitating discovery and offering suggestions for improved practice.

Throughout the induction process, both the mentors and beginning teachers will use the Guide to

· Orient themselves to teacher induction and the steps along the Teacher Induction Pathway, supplementing what they learned from reading the Teacher Induction and a Toolkit for Adult Educators brief
· Form a supportive mentoring relationship

· Learn about evidence-based instruction 
· Reflect on how to integrate the Adult Education Teacher Competencies into their instruction
· Develop a Professional Learning Plan (p. 44 in this Guide) based on self-assessment and program goals

· Engage in professional development activities that include classroom observation, lesson planning, review of student data, and reflection on instructional practices
· Synthesize and share what has been learned with peers

· Assess progress and consider next steps

How to Use the Mentoring Guide for Teacher Induction
The overall purpose of the Guide is to support experienced instructors in mentoring more beginning teachers through a clearly defined induction process that will strengthen teachers’ understanding and use of evidence-based instructional practices.

The Guide begins with a summary of the Teacher Induction Pathway and a chart (p. 6) that provides a checklist of all the activities in which mentors and beginning teachers will participate to help you track the tasks that need to be completed during each step of the Teacher Induction Pathway. However, it is important to note that the process is designed to be flexible and adaptable to your program’s context and meet your specific needs. Although the process is laid out over 9 months, the induction team can reduce or increase the overall amount of time as long as you engage in the key activities of the induction process: regularly scheduled team meetings, classroom instruction and observation, and ongoing planning and reflection.

The remainder of the Guide is divided into three sections: (1) Step-by-Step Guidance, (2) Mentoring Guide for Teacher Induction Tools, and (3) Examples of Completed Materials from the Field. The first section (p. 13) presents an in-depth discussion of the six steps of the Teacher Induction Pathway and the work the mentor and beginning teacher do in each. The second section (p. 36) includes the tools that the mentor and beginning teacher will use throughout the induction process. The third section (p. 87) has sample completed tools from the field to provide a better understanding of how the tools might look once you have completed them.

To understand the big picture of induction and the steps along the pathway, the best approach to using this Guide is to read through the entire document at the outset and then reread the step-by-step guidance as you move through each phase. Although some sections offer role-specific support or tools, it is beneficial for both the mentor and beginning teacher to read the entire Guide in order to fully understand the work they will be doing together.

As you work through the Guide, you may find it useful to refer to the Glossary, which provides definitions of the acronyms and terms found throughout the Guide, and Appendix A, which lists all the tools in the Adult Education Teacher Induction Toolkit to help you quickly identify where to access the tools referenced in this Guide.
Role of the Mentor

Teachers learn new teaching methods, techniques, and strategies throughout their careers, but the foundation—how they interact with students, how they reflect on their work, and what types of expectations they set—is often laid in the first few years on the job. In adult education, the role of the mentor is to lay a strong foundation for evidence-based instruction by guiding the beginning teacher in examining his or her own assumptions and instructional practices and in reviewing student data.

In addition to the core mentor qualifications described in the Leadership Guide for Teacher Induction, strong mentors have deep listening skills that enable them to understand and focus on what teachers are saying and to use this understanding to help instructors think through their teaching decisions, not just copy techniques. Mentors are also able to model evidence-based instruction and articulate the thinking behind the instructional choices they make. For more information about strategies to support this aim, see the “Four Key Mentoring Strategies” section on p. 9 in this Guide.
Role of the Beginning Teacher

The role of the beginning teacher during induction is to grow as an instructor to ultimately increase student achievement and to help their colleagues to improve as mentors. This development requires an openness to inquiry and change. Beginning teachers will be engaged in self-assessment, reflection, and planning, and with the support of the mentor, will be asked to examine evidence, observe carefully, consider alternative explanations and possibilities, and articulate their thinking. As partners in a mentoring relationship, it is also incumbent on beginning teachers to help their mentors develop as mentors by communicating about their learning needs as beginning teachers and offering constructive feedback about how the mentor can best support them.

The Teacher Induction Pathway

The activities that the mentor pairs (mentor and beginning teacher) carry out are at the heart of the induction process. Teacher induction unfolds in a sequence of steps that allow the beginning teacher to explore selected evidence-based practices in depth over time. Based on feedback from practitioners in the national field test of the Adult Education Teacher Induction Toolkit, the recommended time frame for induction is a full academic year. However, the model can be applied flexibly, and each program must determine the schedule that fits its context. It is more important that the induction process address the purpose of each step along the Teacher Induction Pathway than follow a particular schedule or time frame. 
After the instructional leader determines that the adult education program is ready to participate in the Teacher Induction Pathway, the mentor and beginning teacher meet, with guidance and support from the instructional leader, to review the induction materials, including the Adult Education Teacher Competencies, learn about one another’s experience, and plan for the induction process. Over the next couple of months, the pair continues to build a collaborative relationship as they complete two online courses together—Principles of Learning for Instructional Design and Motivating Adult Learners to Persist—and establish respective portfolios to document their work. After this period of shared learning, the mentor and beginning teacher confer on the development of a Professional Learning Plan (PLP) on p. 44 in this Guide that is based on the beginning teacher’s Adult Education Teacher Competencies Self-Assessment and a series of guided reflection activities. This PLP will focus the mentoring activities carried out thereafter, preparing the pair for success.

During the following 6 months, the pair meets regularly to engage in mentoring activities, chronicle and reflect on their work, revisit and monitor progress on the PLP, and look ahead to a final activity through which the beginning teacher can share with peers what is being learned about evidence-based instruction and the Adult Education Teacher Competencies. At the end of the induction cycle, the beginning teacher uses this final sharing activity to synthesize and articulate his or her own learning and to help colleagues understand current research and effective practices.

In the final step, the mentor–beginning teacher pair completes a final review that informs new goals for the beginning teacher’s future professional learning. Figure 1 below summarizes the steps in the Teacher Induction Pathway. Table 1 lists the specific activities and tools used during each of these steps.

Figure 1. The Teacher Induction Pathway 
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Activities to Complete at Each Stage of the Teacher Induction Pathway

The table below maps out the activities that mentors and beginning teachers will complete and the tools they will use at each step of induction. It provides a full picture of the required tasks and the pace at which they occur. It also indicates who is responsible for carrying out each task. As you work through each step of this Guide, you will find the relevant section of this table, a full description of the activities, and instructions for using each tool.
Table 1. Activities for Each Step of the Teacher Induction Pathway.
	Readiness (To Help You Begin)

	☐ 
Potential mentors and beginning teachers meet with the instructional leader to discuss their readiness to participate and the support, such as planning time, substitutes, etc., they will need for success during induction.


	Planning (Month 1)

	☐
All team members read the Teacher Induction and a Toolkit for Adult Educators, Teacher Induction and Mentoring Brief, and Evidence-Based Instruction and Teacher Induction briefs prior to the initial team meeting.

☐
All team members take the 1-hour self-guided course, Introduction to Teacher Effectiveness and Induction, as an introduction to the Adult Education Teacher Competencies, Teacher Induction Pathway, and Adult Education Teacher Induction Toolkit .

☐
Led by the instructional leader, who uses this Guide, the team meets at least once to discuss their understanding of the process and tools and to plan for implementation.

☐
Mentor prepares for his or her role by reviewing the Guide and the Adult Education Teacher Competencies.

☐
Mentor completes the Adult Education Teacher Competencies Self-Assessment.

☐
Mentor completes the Mentor Self-Assessment on p. 39 in this Guide and meets with the instructional leader to review.

☐
Mentor and beginning teacher set a regular meeting schedule and establish mechanisms, including the use of technology, for regular communication.

☐
Mentor and beginning teacher meet to learn about one another’s experience, students, and thoughts about mentoring.


	Learning (Months 2–3)

	☐
Mentor and beginning teacher learn about evidence-based instruction and motivation through two online courses: Principles of Learning for Instructional Design and Motivating Adult Learners to Persist.

	Preparing (Month 3)

	☐
Mentor and beginning teacher meet to review the Adult Education Teacher Competencies and the Professional Learning Plan tools found on pp. 41–52 in this Guide.

☐
Beginning teacher completes the Adult Education Teacher Competencies Self-Assessment and identifies priority areas for improvement.

☐
Beginning teacher uses the Professional Learning Plan tools on pp. 41–43 in this Guide to reflect on what they already know and are able to do and where they need support to inform the development of the Professional Learning Plan (p. 44 in this Guide).

☐
Mentor and beginning teacher work together to identify what they want to work on through the rest of the induction process and complete the Professional Learning Plan on p. 44 in this Guide.

☐
Mentor and beginning teacher meet with the instructional leader to share the Professional Learning Plan on p. 44 in this Guide and solicit feedback.

☐
Beginning teacher creates an Induction Portfolio where they will collect, document, reflect on, and refine their efforts throughout the induction pathway, as described on p. 20 in this Guide.

☐
Mentor establishes a Mentor Portfolio where they will document and reflect on their efforts throughout induction, as described on p. 21 in this Guide, and meets periodically with the instructional leader to review it.


	Applying (Months 3–9)

	☐
Mentor and beginning teacher meet regularly to apply, reflect on, and document practice; support professional learning; review student data, ongoing work, and feedback; monitor progress; and refine professional learning goals.

☐
Mentor and beginning teacher meet regularly with the instructional leader to review progress and support that is needed for success.

☐
Mentor provides modeling and guided practice related to evidence-based instruction.

☐
Mentor and beginning teacher identify the needs of the beginning teacher's students, analyze student data and feedback, and work together on lesson planning.

☐
Mentor and beginning teacher discuss the beginning teacher’s evolving questions about evidence-based instruction and plan for observations using the tools included on pp. 68–86 in this Guide.

☐
Beginning teacher delivers classroom instruction that demonstrates new instructional practices, while the
Mentor observes and provides feedback using a rubric.

☐
Beginning teacher participates in other goal-related professional development activities.

☐
Beginning teacher adds regular entries to the Reflection on Progress document (p. 46 in this Guide) and maintains the Induction Portfolio described on p. 20 in this Guide to support their ongoing professional learning.
☐
Beginning teacher completes bimonthly the Feedback to Mentor form (p. 48 in this Guide).
☐
Mentor completes bimonthly the Mentor Reflection Form (p. 49 in this Guide), maintains the Mentor Portfolio described on p. 21 in this Guide to support their ongoing mentor development, and meets periodically with the instructional leader to review the portfolio.

☐
Mentor supports the beginning teacher in using the Final Sharing Activity Planner (p. 50 in this Guide) to plan a final activity to share what has been learned with their program peers.


	Reflecting (Month 9)

	☐
Mentor and beginning teacher review student, classroom, and program data to assess the impact of induction on student learning.

☐
Beginning teacher shares learning with colleagues.

☐
Beginning teacher completes the Adult Education Teacher Competencies Self-Assessment and compares to initial results.

☐
Beginning teacher completes Induction Portfolio, described on p. 20 in this Guide.

☐
Mentor and beginning teacher meet to conduct a final review of professional learning and plan for next steps.

☐
Mentor, beginning teacher, and instructional leader work together to plan for ongoing professional learning based on what they've accomplished and learned.

☐
Mentor completes Mentor Self-Assessment (p. 39 in this Guide) again and plans for next steps.

☐
Mentor completes Mentor Portfolio, described on p. 21 in this Guide, and meets with the instructional leader to review it.


Four Key Mentoring Strategies

Before reviewing the step-by-step guidance that follows, consider the four overarching strategies that effective mentors integrate into their ongoing work: (1) supporting reflective practice, (2) giving effective feedback, (3) using a gradual release approach, and (4) using student work to inform practice. (These are described in greater detail below.) In the context of an educational setting, mentors can use these powerful strategies to build a beginning teacher’s deep understanding, reflective practice, and capacity to continue learning independently. These strategies bring the general mentor characteristics and practices described in the Leadership Guide for Teacher Induction into the adult education context. It can be helpful for mentors and beginning teachers to review these strategies and discuss how they can be tailored to the work the mentor and beginning teacher will be doing together during the induction process.
1. Supporting Reflective Practice

Reflective practice is the ability to incorporate reflection into one’s daily life. It is an important practice because it allows the individual to look back and consider what was just experienced and how it has impacted his or her thinking. Reflection is one of the primary means through which educators can articulate the changes in understanding that have resulted from professional learning experiences.

Reflection
· Helps individuals make personal connections to their experiences

· Builds understanding of what happened and why 

· Deepens and extends the learning that took place

· Provides a tool to self-assess change and growth

Mentors support beginning teachers in thinking about teaching decisions by explicitly modeling their own reflections. By thinking aloud as they plan their own lessons, work through a challenging task, or interpret information they have collected about their students’ performance, mentors demonstrate the complex thinking that teaching requires and the kinds of reflective questions that experienced educators ask themselves.

Mentors also support reflective practice by asking beginning teachers to look at information—to collect, examine, and interpret data about student learning and classroom participation—to ground their reflection in evidence. Analyzing data from classroom observations allows teachers to notice new aspects of their instructional practice and develop new understanding of what is or is not working in their classes.

2. Giving Effective Feedback

Just as students need feedback to understand how to improve their learning, beginning teachers need feedback to help them see their practice from a new angle or consider information they may have overlooked. However, feedback can backfire if it is not offered in a spirit of inquiry. Effective feedback can (a) be heard by the receiver; (b) keep the relationship intact, open, and healthy; and (c) help the receiver improve.

Effective feedback has the following characteristics:
· It is evidence-based, specific, concrete, and descriptive (“You called on Will three times,” rather than “You tend to call on men a lot.” Or “Several students were looking at their phones throughout the class,” rather than “Many students were bored.”).

· It is focused on behavior rather than the person.

· It takes into account the needs of the receiver of the feedback. It involves the amount of information the receiver can use rather than the amount the observer would like to give. It is differentiated to meet individual beginning teachers’ needs.

· It is solicited rather than imposed. Feedback is most useful when the receiver has formulated a question to which the observer can respond. It is selective. It focuses on areas the beginning teacher has prioritized and is paced appropriately.

· It involves sharing information rather than giving (unsolicited) advice. Beginning teachers improve most when their learning is self-directed and is based on information about the results of their own instructional efforts.

· It is based on data that are shared in a way that builds trust and encourages reflection and new questions.

· It is timely and well timed. In general, immediate feedback is most useful (depending on the receiver’s readiness to hear it and the support available from others).

· It concerns what is said or done, or how it is said or done, not why. Addressing “why” moves the discussion from the observable to the inferred and involves assumptions regarding motive or intent.

· It includes high-level questions.

· It is clear communication. One way of assessing this is to have the receiver rephrase the feedback received to see whether it corresponds to what the sender has in mind. It also involves active listening by the mentor. This signals to the beginning teacher that they are being heard and understood.

· It involves balanced communication (50/50) between the mentor and beginning teacher. One way to encourage balanced communication is for the mentor to ask reflective and follow-up questions.

· It is actionable; it can be used. (“Good job!” or “That’s not quite it,” are not effective feedback comments in isolation because it is unclear what is satisfactory or unsatisfactory about the practice.)

· It is linked to planning for professional growth and ends with action strategies and opportunities for practice.

Talking with beginning teachers explicitly about how they like to receive feedback has the complementary effect of prompting them to think about the way to offer feedback to their students.

3. Using a Gradual Release Approach

A promising approach that has migrated from K–12 classrooms to adult classrooms is the gradual release model, also known as “scaffolded instruction.” Gradual release comprises three clearly laid out steps, during which the mentor gradually reduces the extent of guidance and support until the teacher is able to perform well on his or her own. A popular short hand for this approach is “I do, WE do, YOU do.”

In this approach, the first step is for the mentor to model a teaching strategy, explaining why the strategy is effective and how to implement it. It is important that the mentor not move forward until the beginning teacher understands the rationale for using the particular strategy. One risk of rushing this step is that the beginning teacher might mimic a teaching technique without fully understanding its purpose or when to use it.

Next, the mentor provides opportunities for guided practice, during which the beginning teacher can try out the new strategy along with the mentor, ask questions, and build comfort. Activities during the “we do” stage are planned and implemented together. The beginning teacher is encouraged to take an increasing amount of responsibility, accessing mentor support to think through possibilities, problem solve, rehearse, or co-teach a lesson. At this stage, the mentor needs to communicate clear feedback and a sense of confidence that can build the beginning teacher’s self-efficacy and motivation to try new practices.

Finally, the mentor provides opportunities for application, with monitoring but little direct support. If there are beginning teachers who are working together, they may practice this application together first, but ultimately they should aim to perform independently.

4. Using Student Work to Inform Practice 

“Nothing more accurately confirms what happens in the classroom than instructor assignments and the student work produced in response. Together they verify what students are being taught and what they have learned, remembered, and incorporated into their knowledge and skills”.
 One goal of teacher induction in particular and professional learning in general is to “foster reflective practitioners who understand how to assess the needs of their students, tailor instruction based on those needs, and use data from the classroom to regularly, and rigorously, inform their own instructional practice”.

Student learning can be assessed both formally and informally, and both types of assessment are essential to understanding areas of strength and need for individual learners and for groups of learners. The process of collecting, analyzing, and reviewing student work and assessment results is ongoing. It begins when students enter the program and continues throughout their participation. As students stop out and then reenter the program, the ongoing collection and review of their work and assessment results resumes.

Reviewing student work—essay drafts, math homework assignments, notations in graphic organizers, and quizzes—is not only useful for determining whether a beginning teacher’s students are learning but also for highlighting what learning that teacher might need to pursue. The primary measure of teacher effectiveness, and changes in teacher effectiveness over time, is student learning.

As stated in The Framework for Teaching Evaluation Instrument, “Learning outcomes may be of a number of different types: factual and procedural knowledge; conceptual understanding, thinking, and reasoning skills; and collaborative and communication strategies. In addition, some learning outcomes refer to dispositions: it’s important not only that students learn to read but also, educators hope, that they will like to read”.
 Teachers need to collect evidence of this full range of learning, not just evidence of factual and procedural knowledge.

Throughout the induction process, the mentor–beginning teacher pair has regular opportunities to review student work in relation to the evidence-based practices that are being explored by the beginning teacher. For additional resources on how to examine and learn from student work, see the Standards-In-Action Guide: Innovation for Standards-Based Education.
 Detailed guidance for how to review and analyze student work as part of the implementation of this Adult Education Teacher Induction Toolkit is provided throughout this Guide and in a step-by-step process beginning on p. 13. Additionally, a process and sample tools for getting direct student feedback through a survey are provided in the “Tools” section in this Guide (see pp. 55–60).
Step-by-Step Guidance

The Readiness Step (To Help You Begin)

The responsibilities of the readiness step rest primarily with the instructional leader, whose role is to: determine whether the adult education program is ready to participate in induction, develop a vision for the program’s participation in an induction process, identify and eliminate barriers to success, and identify strong candidates for the induction team. During this time, potential mentors and beginning teachers meet with the instructional leader to determine whether their qualifications, interests, and supports they would need match the requirements and resources of the initiative.
	Activities
	Tools

	☐
Potential mentors and beginning teachers meet with the instructional leader to discuss their readiness to participate and the support, such as planning time, substitutes, etc., they will need for success during induction.
	· Conditions for Success in Teacher Induction


The Planning Step (Month 1)

In this first step, team members (the team includes the instructional leader, mentor, and beginning teacher) complete background reading and preliminary planning to build understanding of the key concepts of teacher induction as well as the specific activities along the Teacher Induction Pathway. The team also completes the 1-hour self-guided course, Introduction to Teacher Effectiveness and Induction. The purpose of this step is to get oriented to the induction process, get organized as a team, and begin building a trusting and supportive mentoring relationship. This step also includes a Mentor Self-Assessment—through which mentors evaluate their own mentoring strengths and needs—and a meeting with the instructional leader for support.
Activities include the following:
	Activities
	Tools

	☐
All team members read the Teacher Induction and a Toolkit for Adult Educators, Teacher Induction and Mentoring Brief, and Evidence-Based Instruction and Teacher Induction briefs prior to the initial team meeting.

☐
All team members take the 1-hour self-guided course, Introduction to Teacher Effectiveness and Induction, as an introduction to the Adult Education Teacher Competencies, Teacher Induction Pathway, and Adult Education Teacher Induction Toolkit.

☐
Led by the instructional leader, who uses this Guide, the team meets at least once to discuss their understanding of the process and tools and to plan for implementation.

☐
Mentor prepares for his or her role by reviewing the Guide and the Adult Education Teacher Competencies.

☐
Mentor completes the Adult Education Teacher Competencies Self-Assessment.

☐
Mentor completes the Mentor Self-Assessment on p. 39 in this Guide and meets with the instructional leader to review.

☐
Mentor and beginning teacher set a regular meeting schedule and establish mechanisms, including the use of technology, for regular communication.

☐
Mentor and beginning teacher meet to learn about one another’s experience, students, and thoughts about mentoring.
	· Teacher Induction and a Toolkit for Adult Educators brief
· Teacher Induction and Mentoring Brief
· Evidence-Based Instruction and Teacher Induction brief
· Introduction to Teacher Effectiveness and Induction course
· Leadership Guide for Teacher Induction 

· Adult Education Teacher Competencies
· Adult Education Teacher Competencies Self-Assessment
· Mentor Self-Assessment (p. 39 in this Guide)


Mentor Preparation

Mentors in the induction process may not be fully aware of the qualities and attributes required to be skilled mentors. The Mentor Self-Assessment on p. 39 in this Guide discusses these key traits and also identifies the mentor’s strengths and needs. Mentors and instructional leaders can then meet to review this self-assessment and determine the supports available to the mentor, which might include: meetings with the instructional leader to think through scenarios or address mentoring challenges, instructional leader participation in mentor meetings, discussion of the four key mentoring strategies outlined beginning on p. 9 in this Guide, and use of resources such as the Teacher’s Channel or the New Teacher Center
 for independent learning.

The mentor also takes the Adult Education Teacher Competencies Self-Assessment. Awareness of their own strengths and limitations will help mentors better prepare to support the beginning teachers. If mentors discern that they have a knowledge gap, as we all do, then they may engage in some self-study (i.e., read the Evidence-Based Instruction and Teacher Induction brief, or visit the LINCS resource collection or discussion boards). In any case, they should be open with the beginning teachers about areas where the two of them will need to learn together.

Establishing the Relationship

The mentor’s first task is to secure the beginning teacher’s trust in the mentoring process and establish a collaborative relationship. This task begins the very first month of the induction process and is the mentor’s first priority, as trust is the foundation of effective mentoring relationships. Trust can be cemented by emphasizing that the mentor is not there to supervise or evaluate the beginning teacher’s performance but rather to help the beginning teacher explore their questions, examine their teaching experiences, and understand data about student learning so that they can be effective, confident instructors.
This stage is often marked by discussions that aim to reduce apprehension on the part of the beginning teacher. One approach mentors use is to acknowledge the complexity inherent in the act of teaching and to describe one or two “mistakes” they made early in their own practice and what they learned from them. Sharing those moments, along with one’s journey to making better instructional decisions, can provide important role modeling for new teachers.

The pair might also spend some time discussing their own past experiences with mentoring by thinking about someone who has been a mentor in their own lives, and then talking about who it was and what qualities made him or her a good mentor.

Establishing credibility with the beginning teacher will also raise his or her confidence that the relationship will indeed provide genuine benefits. Toward that end, mentors should share a summary of their education and training, experiences as a teacher and mentor, and an honest appraisal of their professional successes and challenges.

It is also constructive in this phase to discuss expectations for the collaboration and clarify roles. Mentoring is a dialogue, a co-exploration, with the more experienced partner on hand to provide the benefits of experience. The beginning teacher is offered support and guidance but is responsible for directing his or her own learning.

Setting a Regular Meeting Time

It is essential to set a regular time where both parties are committed to working together. This recognizes the importance of the collaboration and carves out dedicated time for providing a debriefing of the learning activities that take place. If a regular meeting habit is not established early on, other priorities can begin to encroach on these meetings and a core feature of effective mentoring can be compromised. Set a regular meeting time that can be adjusted as needed for specific learning activities, such as co-observing or meeting with another teacher. Consider using technology-based solutions, such as iChat or Skype, to meet over distance if necessary.

The Learning Step (Month 2)

In this step, the mentor and beginning teacher(s) learn about key concepts in evidence-based instruction by taking two self-directed courses: Principles of Learning for Instructional Design and Motivating Adult Learners to Persist. The purpose of this step is to continue building the mentoring relationship by participating in a shared learning experience, and to develop a common, foundational knowledge base about adult learning and instruction. The Learning Step is also where other individual learning needs, such as specific content knowledge, can be addressed.
	Activities
	Tools

	☐
Mentor and beginning teacher learn about evidence-based instruction and motivation through two online courses: Principles of Learning for Instructional Design and Motivating Adult Learners to Persist.
	· Principles of Learning for Instructional Design online course

· Motivating Adult Learners to Persist online course


Learning Together
Some beginning teachers may find it difficult to set their own learning goals because they are unsure about what is most important to know and what can wait. Beginning teachers who field-tested the Adult Education Teacher Induction Toolkit often observed, “We don’t know what we don’t know.” The two online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist, provide a foundational knowledge base from which beginning teachers and their mentors can better assess the beginning teacher’s strengths and needs.

The courses introduce the theory and research—the conceptual grounding—that will help the beginning teacher to think about many of the Adult Education Teacher Competencies and how to apply them in practice. In addition to introducing key principles and ideas, the courses offer examples of research-based teaching activities and provide the first opportunity for the mentor and beginning teacher to practice classroom observation with a rubric, learn together, and discuss ways to bring the course material into their own instructional contexts.

The courses are self-paced and can be taken independently. However, taking them together (simultaneously) can fuel valuable discussion of the course concepts and modeled activities. Moreover, the courses provide an opportunity for the mentor and beginning teacher to practice taking descriptive and nonjudgmental observation notes of a videotaped class. They can then discuss what they learned about doing observations and how it can help them plan the upcoming observations they will be doing of each other during induction. Mentors and beginning teachers might also bridge the coursework to their induction activities by doing some joint lesson planning or mini-observations of one another applying the course principles in their own classrooms.

The Preparing Step (Month 3)

In this step, the mentor supports the beginning teacher in identifying learning priorities and developing a Professional Learning Plan (PLP) (p. 44 in this Guide) that will focus their work together. Although these goals may evolve over time, it is important to start somewhere—to sift through the many possible learning directions and arrive at an initial destination. This Guide provides reflection protocols on pp. 41-43 that support beginning teachers in considering their own experience, their students’ needs, program goals, and self-assessment information in order to arrive at relevant, high-priority professional learning goals. This step may take more or less time (2–4 weeks) depending on the background of the beginning teacher and the time needed for the mentor and beginning teacher to work through the process.
	Activities
	Tools

	☐
Mentor and beginning teacher meet to review the Adult Education Teacher Competencies and the Professional Learning Plan tools found on pp. 41–52 in this Guide.

☐
Beginning teacher completes the Adult Education Teacher Competencies Self-Assessment and identifies priority areas for improvement.

☐
Beginning teacher uses the Professional Learning Plan tools on pp. 41–43 in this Guide to reflect on what they already know and are able to do and where they need support to inform the development of the Professional Learning Plan (p. 44 in this Guide).

☐
Mentor and beginning teacher work together to identify what they want to work on through the rest of the induction process and complete the Professional Learning Plan on p. 44 in this Guide.

☐
Mentor and beginning teacher meet with the instructional leader to share the Professional Learning Plan on p. 44 in this Guide and solicit feedback.
	· Adult Education Teacher Competencies
· Adult Education Teacher Competencies Self-Assessment
· Mentor Self-Assessment (p. 39 in this Guide)

· Reflection on Teaching Practice and Experience (p. 41 in this Guide)
· Reflection on the Adult Education Teacher Competencies Self-Assessment (p. 42 in this Guide)
· Reflection on Desired Student Outcomes (p. 43 in this Guide)
· Professional Learning Plan (p. 44 in this Guide)
· Induction Portfolio Log (p. 45 in this Guide)
· Reflection on Progress (p. 46 in this Guide)

· Feedback to Mentor (p. 48 in this Guide)

· Mentor Reflection Form  (p. 49 in this Guide)

	☐
Beginning teacher creates an Induction Portfolio where they will collect, document, reflect on, and refine their efforts throughout the induction pathway, as described on p. 20 in this Guide.

☐
Mentor establishes a Mentor Portfolio where they will document and reflect on their efforts throughout induction, as described on p. 21 in this Guide, and meets periodically with the instructional leader to review it.
	


Identifying Professional Learning Goals

In order to arrive at a Professional Learning Plan (p. 44 in this Guide) that truly captures the beginning teacher’s most immediate and important learning priorities, teachers at this step are asked to consider a variety of factors (e.g., their own needs and interests, their students, program priorities) to arrive at a narrow set of learning goals. The process begins with a reflection that focuses on what teachers are bringing with them to the induction process.

The questions in the Reflection on Teaching Practice and Experience on p. 41 in this Guide aim to elicit the beginning teachers’ thinking about how their past experiences relate to their new context, their strengths and limitations as teachers, and how they make instructional decisions. In discussion with the beginning teacher, the mentor can use these questions to help the beginning teacher reflect on his or her underlying beliefs about teaching and learning, make connections to the research and practice studied during the online courses, and identify some areas in which the beginning teacher would like to grow.

Next, the Reflection on the Adult Education Teacher Competencies Self-Assessment on p. 42 in this Guide uses the three competencies prioritized by the beginning teacher in the self-assessment and invites the beginning teacher to reflect on their related learning needs and interests. Regular review of this self-assessment tool helps beginning teachers to gauge their growth and development as they go through the induction process. In addition to identifying learning needs at the outset, the Adult Education Teacher Competencies Self-Assessment can be used as a pre-post assessment tool that provides evidence of change. However, the “post” administration of the tool should not take place until there has been ample time for beginning teachers to practice and build self-efficacy in their new abilities (at least 3 months).

The Reflection on Desired Student Outcomes tool on p. 43 in this Guide brings teachers back to the needs of students as the starting point. With this tool, teachers describe desired student outcomes and then note the evidence-based instructional practices they could practice and develop in order to support those outcomes.

Although student learning gains are certainly one of the most prized indicators of effective teaching, there are many other indicators of progress that may be less easily quantified but are key signs of engagement, motivation, and deep understanding. Indicators such as “students remain engaged for the duration of the lesson” or “students are able to articulate their thinking” are also important and valid outcomes.

Each of the three reflection tools ends with the same question for the beginning teacher to discuss with the mentor: “What ideas did this reflection give you about the professional learning goals you might work on with your mentor?” The mentor’s role is to help the beginning teacher find their own priorities by listening closely, paraphrasing what the teacher is saying, and making sure the teacher considers all the relevant factors.
Mapping Out a Professional Learning Plan
In the PLP on p. 44 in this Guide, the mentor and beginning teacher synthesize the thinking and prioritizing they have done with the reflection tools in order to identify one to three professional learning goals. Once they have identified the learning goals, the mentor and beginning teacher map out an action plan that addresses those goals over the course of the induction period and list the professional learning activities and the sequence that will best advance each learning goal. They also plan for artifacts that can provide evidence of impact (on both teaching practice and student learning). For example, if the teacher decides to work on infusing more authentic problem solving into lessons and building students’ capacity to explain their thinking, how will that new practice be documented or observed, and how might its impact on students be captured? The PLP guides this discussion, drawing on learning activities that have protocols designed to support reflection and documentation of learning.

Some goals may be more complex or further from the beginning teacher’s experience than others and therefore need concentrated attention for several weeks or months. It is important that the mentoring focus on a manageable number of goals (between one and four, depending on the amount of work required to achieve progress on each) and that the mentor and beginning teacher determine whether it makes sense to pursue related goals simultaneously or one at a time. Once the beginning teacher starts to work on a goal, it may become clear that the goal is more challenging than previously thought, or the goal may uncover other questions or directions to pursue. In such situations, the mentor and beginning teacher should be thoughtful and flexible when revising the PLP.

During this planning, the mentor can help the beginning teacher see the connections between the evidence-based practices presented in the online courses and the research-based Adult Education Teacher Competencies that are the aim of the induction effort. For example, a beginning teacher who has identified Competency 1.3 (Monitors learning through summative and formative assessments) as an area they need to learn about might be reminded to re-read the online course materials about the related instructional design principle, “Accurate and timely feedback helps learning,” or the motivational strategy, “Use assessment appropriately.”
Establishing an Induction Portfolio
The Induction Portfolio is a collection of instructional artifacts that capture the changes taking place in both teaching and learning. As an ongoing chronicle of professional learning, portfolio documentation allows teachers to notice areas of change or stagnation, evaluate events from multiple perspectives (their own, their mentors or other observers, and their students), and learn how to review and interpret classroom artifacts. All documentation should be logged on the Induction Portfolio Log on p. 45 in this Guide to keep track of what is being collected and how often, saved in the beginning teacher’s Induction Portfolio (which may be paper or electronic), and reviewed at regular intervals.

Items in the portfolio may include

· Adult Education Teacher Competencies Self-Assessment
· Notes from the online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist
· Completion certificates for the two online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist
· Notes from classroom observations and mentor meetings
· Lesson plans that reflect the beginning teacher’s use of one or more competencies

· Samples of student work

· Samples of student feedback

· Completed Reflection on Progress (p. 46 in this Guide)
· Summaries of articles read

· Evidence of student performance and student attendance data

· Any other artifacts that result from learning activities and can be used to better understand the beginning teacher’s classroom 

The mentor and beginning teacher should discuss the purpose, organization, and process of using the Induction Portfolio during the “Preparing” step of the Teacher Induction Pathway so that they are ready to use it throughout the rest of the steps. The portfolio should be revisited by the pair at regular, predetermined intervals. During these reviews, the pair interprets the data that’s been collected and uses it to note evidence of progress toward the beginning teacher’s professional learning goals, determine areas that need further attention, and consider new learning needs that may emerge.

Establishing a Mentor Portfolio

While the beginning teachers gather artifacts related to their growth, the mentors also document their development. In a Mentor Portfolio,
 the mentor will compile reflections, Feedback to Mentor on p. 48 in this Guide from the beginning teacher(s) being mentored, and a Mentor Self-Assessment on p. 39 in this Guide that is done twice—once at the beginning and once at the end of the Teacher Induction Pathway—to capture perceptions of how specific mentoring skills, knowledge, and behaviors have developed. Regular review of this documentation offers timely information to the mentor about their effectiveness in supporting, motivating, and building the self-efficacy and competence of the beginning teacher and provides feedback that can prompt immediate and fruitful change.

Items in the Mentor Portfolio might include

· Adult Education Teacher Competencies Self-Assessment

· Notes from the online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist
· Completion certificates for the two online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist 
· Mentor Self-Assessment (done at the beginning and again at the end of induction) (p. 39 in this Guide) 
· Notes of meetings with the beginning teacher

· Summaries of articles read and bibliographic references
· Feedback to Mentor form (done bimonthly by the beginning teacher being mentored) (p. 48 in this Guide)
· Mentor Reflection Form (done bimonthly by the mentor) (p. 49 in this Guide)
The Mentor Portfolio should be reviewed periodically with the instructional leader.

The Applying Step (Months 3–9)

The purpose of this induction step is to build teachers’ independent and flexible implementation of the evidence-based practices prioritized in their PLPs. This step provides multiple and varied opportunities for teachers to explore the meaning and application of evidence-based instruction and the Adult Education Teacher Competencies in their daily practice. Beginning teachers receive structured support through modeling, collaboration, and constructive feedback. Mentors also support teachers in implementing and evaluating new techniques or approaches, considering assumptions, asking questions, and testing the research against experience. 

	Activities
	Tools

	☐
Mentor and beginning teacher meet regularly to apply, reflect on, and document practice; support professional learning; review student data, ongoing work, and feedback; monitor progress; and refine professional learning goals.

☐
Mentor and beginning teacher meet regularly with the instructional leader to review progress and support that is needed for success.

☐
Mentor provides modeling and guided practice related to evidence-based instruction.

☐
Mentor and beginning teacher identify the needs of the beginning teacher's students, analyze student data and feedback, and work together on lesson planning.

☐
Mentor and beginning teacher discuss the beginning teacher’s evolving questions about evidence-based instruction and plan for observations using the tools included on pp. 68–86 in this Guide.

☐
Beginning teacher delivers classroom instruction that demonstrates new instructional practices, while the
Mentor observes and provides feedback using a rubric.

☐
Beginning teacher participates in other goal-related professional development activities.

☐
Beginning teacher adds regular entries to the Reflection on Progress document (p. 46 in this Guide) and maintains the Induction Portfolio described on p. 20 in this Guide to support their ongoing professional learning.

☐
Beginning teacher completes bimonthly the Feedback to Mentor form (p. 48 in this Guide).

☐
Mentor completes bimonthly the Mentor Reflection Form (p. 49 in this Guide), maintains the Mentor Portfolio described on p. 21 in this Guide to support their ongoing mentor development, and meets periodically with the instructional leader to review the portfolio.

☐
Mentor supports the beginning teacher in using the Final Sharing Activity Planner (p. 50 in this Guide) to plan a final activity to share what has been learned with their program peers.
	All of the below are found in this Guide:

· Reflection on Progress (p. 46)

· Feedback to Mentor form (p. 48)

· Mentor Reflection Form (p. 49)

· Final Sharing Activity Planner (p. 50)

· Student Information Chart (p. 54)
· Student Survey Samples (pp. 56–60)
· Lesson Planning Templates (pp. 65–66)
· Post-Lesson Teacher Reflection (p. 67)
· Preobservation Planning Protocol (p. 68)
· Postobservation Meeting Protocol (p. 69)
· Observation Guidelines (p. 70)
· Observation Cover Sheet (p. 71)
· Observation Checklist 1 (p. 72)
· Observation Checklist 2 (p. 74)
· Observation Checklist 3 (p. 76)
· General Guiding Questions for Classroom Observations (p. 78) 
· Other Observation Techniques (p. 79)
· Other Observation Resources for Giving High-Quality Feedback (p. 80)
· CCR Evidence Guide for Planning and Practice in a Single Lesson—English Language Arts and Literacy (p. 84)


Meeting Regularly to Monitor Progress

Regular meetings between the mentor and beginning teacher are a core feature of effective mentoring. They ensure that the beginning teacher has access to the mentor’s time and that the learning activities are being reviewed and discussed.

At these meetings, the mentor and beginning teacher may discuss the beginning teacher’s students, class, lessons, professional learning activities, or the Adult Education Teacher Competencies themselves. The two are, generally speaking, monitoring how the induction process is going—where the learning and application is progressing smoothly and where there are challenges to be addressed. To get the meeting started, it can be helpful to start with a prompt, such as

· “This week, I noticed…or I’m noticing that…”

· “One thing I’m wondering about is…”

· “I’m surprised/concerned/relieved/excited that…”

· “I’m seeing evidence that…”
During the meetings, the mentor and beginning teacher use the Reflection on Progress form on p. 46 in this Guide to guide their discussion of what’s been learned, how it has been applied, how it has impacted student learning, and what next steps are implied.

On a regular basis, the mentor pair will meet with the instructional leader to review progress (based on the Induction Portfolio) and give the mentor–beginning teacher team an opportunity to identify any additional supports that may be needed. This feedback is designed to help the mentor become more effective at supporting teacher change.

Note: An inconsistent or unpredictable mentor–beginning teacher meeting schedule is a sign that one or more of the key underlying supports to mentoring is not in place. It may signal that the program conditions do not allow the mentor–beginning teacher pair time to meet, or that the mentor–beginning teacher relationship is not functioning well. These are matters that need to be addressed with the program’s instructional leader. If meeting at a common time or place is a barrier, programs should consider technology-based workarounds, such as videoconferencing or online sharing platforms. The mentor–beginning teacher partners can supplement face-to-face meetings by meeting occasionally via iChat, Skype, Google Talk, or another free online service, thus circumventing scheduling and distance barriers.
Lesson Planning

It is during lesson planning that instructors map out learning objectives, the class activities that address them, and the formative assessments that will provide information on student learning. For beginning teachers without training in this important aspect of instruction, watching the mentor develop a lesson plan and then planning lessons together builds proficiency and independence and is a key element in the mentoring process. For all beginning teachers, precisely mapping out how new teaching practices will be implemented in the classroom and then debriefing the execution and impact of those practices is central to teacher change. Lessons become an investigation—each is an inquiry project driven by the teacher’s effort to understand what is happening in the classroom and why—and also an opportunity to practice and apply what has been learned from the mentor and through the online courses.

The lesson planning materials included in the “Tools” section (pp. 61–67) in this Guide are intended as resources to help beginning teachers plan and deliver instruction and use student data to evaluate and improve their teaching. Lesson planning can be done collaboratively with a mentor or independently prior to a class or series of classes. Lesson plans inform classroom observations, letting the mentor know what to expect to observe during a class session or series, and provide the basis for lesson debriefing discussions between the mentor and beginning teacher.
Classroom Observations

Teacher observations serve multiple purposes. When conducted by supervisors, observations are a critical component of performance evaluation systems; that is, they contribute to decisions about whether to retain teachers. When conducted by mentors or peers, their purpose is to inform professional learning and strengthen classroom practice. Observations can be conducted in-person or through videotaping, viewing, and discussing a lesson or segment of a lesson. 
There are three types of observation suggested during induction: (1) observation of the beginning teacher’s class, (2) observation of another teacher’s class, and (3) observation of the mentor’s class. Each serves different functions and is supported by classroom observation tools found on pp. 68–86 in this Guide that guide the process and describe evidence-based practices observable in high-quality instruction. These observation tools can be adapted to focus on the aspects of instruction that are targeted in the PLP and that the beginning teacher is developing.
Observation of the Beginning Teacher’s Class. Mentor observation of the beginning teacher is a primary induction strategy. These observations enable the pair to review observation notes on aspects of instruction related to the beginning teacher’s professional learning goals, on which the beginning teacher has requested feedback. These goals are based on skill areas the beginning teacher identified through the Adult Education Teacher Competencies Self-Assessment and/or through the Principles of Learning for Instructional Design online course. The mentor and beginning teacher refine the learning goals during regular meetings.
Induction is best served by planned, structured observations with three steps:

1. A preobservation meeting, where the mentor and beginning teacher plan the observation, agree on the area of focus, and determine the observation method. The mentor may support the teacher in planning the lesson or may review and help refine a lesson plan developed by the beginning teacher. Preobservation meetings are generally scheduled up to 1 week prior to the observation and take about 1 hour. See the Preobservation Planning Protocol on p. 68 in the Tools section in this Guide.
2. The observation (lasting up to 1 hour, depending on the length of the class session), during which the mentor takes clear, nonevaluative notes on what he or she has agreed to observe. See the Postobservation Meeting Protocol on p. 69 in this Guide.
3. A postobservation meeting where the mentor and beginning teacher reflect on what occurred during the observed portion of the lesson; what the beginning teacher learned from and about the students; the beginning teacher’s progress in addressing PLP goals; and the next steps for continuing to develop and strengthen the beginning teacher’s knowledge, understanding, and skills. These meeting take about 1 hour and should take place as soon as possible after the class.

It may be useful to start the discussion with the beginning teacher’s impression of how the class went, but this “evaluative” reflection should not drive the discussion as a whole. The mentor’s observation notes serve as the foundation for this discussion. The mentor and beginning teacher look over the notes and student work and interpret the data together, reflecting on what they have learned from and about the students and on the beginning teacher’s progress on his or her professional learning goals.
The mentor observes the beginning teacher early on during induction to determine strengths and weaknesses and to better understand where their work together should start. These observations enable the mentor to see how his or her assessment of instruction compares with the self-assessment done by the beginning teacher. If their assessments vary greatly, this suggests that there is some initial work to be done in clarifying the meaning of the Adult Education Teacher Competencies and how they are manifested in the classroom. The mentor conducts additional observations of the beginning teacher every few weeks throughout the induction process, depending on the program cycle and as scheduling allows, as the pair works together to assess the beginning teacher’s progress on his or her Professional Learning Plan on p. 44 in this Guide. At a minimum, the mentor should observe the beginning teacher at least three times if possible (at the beginning, middle, and toward the end of induction). Ideally, the mentor will observe the beginning teacher with the same class and students.
Observation of Another Teacher’s Class. Together, the mentor and beginning teacher observe another teacher’s class (or a videotaped class) and then compare their observation notes, discussing what each noticed and how the lesson illustrates (or doesn’t illustrate) evidence-based instruction and the Adult Education Teacher Competencies. As with the mentor observations above, the pair needs to agree in advance on the observation focus and what observation tool(s) and approach(es) each will employ. While choosing a common focus, the two may select different tools to take nonevaluative notes on what they observe. Joint viewing of a videotaped class is another way to discuss effective and ineffective strategies, analyze patterns, and learn to notice learner behaviors and reactions.
Observation of the Mentor’s Class. Another way to illustrate the meaning or application of a teaching competency is for the mentor to model it in his or her class. Consistent with the gradual release approach, this modeling is the first step in preparing the beginning teacher to understand and apply a new strategy or practice. This enables the mentor to demonstrate effective approaches, explicitly describe the instructional decisions made during the lesson, and model reflective practices such as comparing what happened to what was intended or posing questions about other strategies that might be effective.

Observing the mentor also demonstrates for the beginning teacher that the observation is intended to be a learning experience rather than an evaluative experience and that everyone has something to learn from the process. It also begins the learning cycle with the guidance of a positive model, which is one important way to scaffold learning.

If the mentor’s class is at a different level than the beginning teacher’s, or if the beginning teacher feels that the mentor’s class is too different to serve as a model, the mentor might consider teaching a lesson in the beginning teacher’s class. This allows the teacher to observe the mentor’s practice with the teacher’s own students and to see how the students respond.

Selecting Observation Tools 
How do the mentor and beginning teacher make decisions about which observation tools to use? The tools that are used may change over time as the mentor and beginning teacher conduct multiple observations. In general, choosing an observation tool is based on a combination of the beginning teacher’s professional learning goals and the mentor’s observation preferences and style. On what skill is the beginning teacher focusing? Which tool addresses this skill area best? Does the mentor like to take notes in narrative form? Would the mentor prefer to focus on specific student actions? The tools that follow offer different formats—including comprehensive checklists, guiding questions, and descriptions of more focused observation techniques—to be selected by the mentor and beginning teacher based on the focus of the observation.

· For observations based on the Principles of Learning for Instructional Design and Motivating Adult Learners to Persist online courses on evidence-based instruction and student motivation, use Observation Checklist 1 on p. 72 in this Guide, choosing particular aspects of the courses on which to focus.
· For a comprehensive observation, particularly one that includes alignment of objectives with state content standards (the College and Career Readiness Standards for Adult Education, the Common Core, or state-specific standards), select Observation Checklist 2 on p. 74 in this Guide, choosing the section and/or questions that relate best to the beginning teacher’s professional learning goals.
· For a checklist based on the Danielson Framework for Teaching Evaluation Instrument (2013), choose Observation Checklist 3 on p. 76 in this Guide.

· If you prefer more open-ended questions or for a general observation with less emphasis on standards alignment, select the General Guiding Questions for Classroom Observations on p. 78 in this Guide.

· For a specifically focused observation, select from among the techniques described in Other Observation Techniques on p. 79 in this Guide. For example, you might select the participation map technique if the beginning teacher is working on increasing student engagement and participation.
· Other observation resources for giving high-quality feedback, found beginning on p. 80 in this Guide, include an observation template based on the CCR Standards: CCR Evidence Guide for Planning and Practice in a Single Lesson—English Language Arts and Literacy (p. 84 in this Guide). 
Observation tools can also be found within the STudent Achievement in Reading [STAR] (http://www.startoolkit.org/) Tool Kit and Adult Numeracy Instruction [ANI] materials.

Sample observation records developed by teachers seeking the Massachusetts ABE Teacher License or by field test participants are included in the “Examples of Completed Materials from the Field” section that follows, beginning on p. 87 in this Guide.
The Post-Lesson Teacher Reflection on p. 67 in this Guide guides beginning teachers in capturing their thoughts about the lesson and steers them toward looking at student work for evidence of impact. An important element of the lesson debrief is to compare teacher impressions with this evidence and see how they align in order to interpret the evidence to better understand what’s working and what isn’t and to reflect on next steps.

Assessment of Student Learning

Reviewing student work (e.g., essay drafts, math homework assignments and projects, summaries/paragraphs, notations in graphic organizers, and notes of how students explain their thinking) is not only useful for determining whether students are learning but also for highlighting other areas of student learning the teacher might need to pursue.
One useful approach is for the teacher to consider the student work as the product of discernible processes. If the student work indicates that the student learned what the teacher wanted the student to learn, then the work can be considered as resulting from an effective process. If the product does not match the desired results, then the task is to discover what was ineffective about the process. What explanations, steps, demonstrations, examples, or guided practice were missing, rushed, or ineffectively implemented? Add or improve on those, and the student work should improve.
This approach—starting with the student work and then working backwards to the instructional practices that led to it—will put the review task on a constructive path leading to improved instruction. Using this approach, the mentor and beginning teacher are working under the assumption that whatever is dissatisfying about the student work is remediable.

The mentor and beginning teacher make decisions together about what student data and work samples they will collect, analyze, and review and with what frequency. Because these data inform lesson planning, these decisions occur each time the mentor and beginning teacher meet to plan lessons and review the beginning teacher’s progress. Review of more formal data, such as the results of intake and follow-up National Reporting System (NRS) assessments, occurs less frequently, depending on the program’s NRS-related assessment structures, processes, and timing.

The results of both summative (primarily standardized tests) and formative (e.g., observations, student surveys, sample of student work, etc.) assessments are equally important for designing and adapting lesson plans and for prioritizing areas for beginning teacher professional learning.

What to Review

Formal assessments include

· Standardized tests approved for use with the NRS, such as the Tests of Adult Basic Education (TABE), Comprehensive Adult Student Assessment Systems (CASAS) assessments, and Basic English Skills Test (BEST) Literacy

· NRS-approved standardized tests developed by individual states, such as the MAPT (Massachusetts Adult Proficiency Test)

· Other standardized tests, such as the ACT Compass or Accuplacer

· High School Equivalency tests such as the General Educational Development (GED) test, High School Equivalency Test (HiSet), and Test Assessing Secondary Completion (TASC) 
· Standardized diagnostic tests such as the Slosson Oral Reading Test (SORT-R), Word Reading Test (WRT), or Diagnostic Assessments of Reading (DAR)

· Teacher-developed tests that cover a lesson, group of lessons, unit, or term

· Publisher-developed tests that cover a lesson, group of lessons, unit, or term

· Course grades and midterm and final exams (where used, e.g., in adult high schools and some adult basic education programs) 

The results of formal assessments are documented and compiled in individual student records and entered in the state’s accountability database for NRS reporting. Because the NRS requires that student databases be relational, the NRS-relevant portions of these records can be compiled and reviewed for classes as a whole. If a teacher doesn’t routinely have access to these records, the teacher can consult with a program administrator to gain access.
The formal assessments the mentor and beginning teacher review depend on which assessments the program uses and on the beginning teacher’s Professional Learning Plan (p. 44 in this Guide). As the beginning teacher is focusing on increasing learning gains in particular areas, teacher- or publisher-developed tests that cover the relevant lesson, group of lessons, unit, or term are helpful to review for a class as a whole and for changes in individual student strengths and needs. The standardized tests used for initial student placements and to document learning gains for NRS reports are more useful for reflecting on overall trends and less useful for understanding individual student strengths and needs. Tests such as the Accuplacer—used by community colleges in determining initial student placements in either developmental or regular college courses—can also provide information on student strengths and needs in particular areas.

Formative assessments include

· Completed student projects, such as research papers, case studies, or numeracy projects

· Other samples of student work, including project drafts (or photos of project drafts); completed reading, writing, or numeracy activities and homework assignments (electronic or paper and pencil); videotaped recordings of student dialogues; and so forth

· Other diagnostic tests, such as informal reading or word analysis inventories or teacher-developed diagnostics

· Performance assessments

· Teacher observations of student participation, performance, etc.

· Mentor observations of student participation, performance, etc.

· Beginning teacher written feedback to students, including dialogue journal entries

· Students’ assessments of their progress, including completed checklists or questionnaires, dialogue journal entries, oral statements, and end-of-term assessments

· Student entrance and placement interviews

· Student entrance applications

· Notes from counselor or advisor appointments and interviews

Sometimes formative assessments are added to program-maintained individual student files. More often, informal assessments, including student work samples, are compiled in student portfolios or notebooks, which can be maintained by the student or teacher, or both, working together.
It is these informal assessments that are most helpful in identifying and reviewing student learning gains as they deal with smaller “chunks” of gain than most standardized tests and can more directly focus on critical thinking and problem-solving skills. Drafts of student work over time (essay drafts, numeracy projects, etc.) are particularly helpful in documenting student progress. If the beginning teacher is focusing on an area such as increasing student participation and engagement, mentor and teacher observations may be the most helpful in documenting changes in learner and teacher behavior over time. Students’ self-assessments of their skills and attitudes are also critical to include in ongoing formative assessment because they document student perceptions and beliefs about their skills, skill gains, and ability to learn.
What to Do With the Data

What do the mentor and beginning teacher do with the student data they collect? How do data inform the mentor’s feedback and support? How do data inform the beginning teacher’s goal setting, lesson planning, classroom practice, and planning for professional learning?

The mentor and beginning teacher meet regularly to review the beginning teacher’s progress on his or her Professional Learning Plan (p. 44 in this Guide). These meetings include planning lessons, planning classroom observations, reflecting after observations, looking at attendance records and student test results, and participating in other activities, such as watching a teaching video together or participating in professional development. Reviewing and analyzing student work is central to planning lessons and observations and should include a regular set of questions such as 
· What do students know and what can they do? How do I know? What evidence do I have of what students know and are able to do? 
· In what areas do students need further demonstration and practice? How do I know? 
· Who has mastered a particular skill and needs more challenging work? Who is struggling to master a skill or concept and needs additional practice? 
· How will I address these different strengths and needs? How will I differentiate instruction to address these different strengths and needs?

The review of more formal assessment data (e.g., standardized tests administered for documenting student-level changes and for accountability reporting) is included quarterly or biannually, depending on the frequency of posttesting. These more formal test results provide the broad strokes data on student progress, learning gains, and level changes but are less useful for diagnosing specific student strengths and weaknesses. These specifics are better revealed through ongoing, informal assessments.

Attendance Records

Attendance records are another key data point. Retaining students and having them continue in a class can be a sign of an effective teacher. In order to provide busy adults with the amount of practice they need to develop new skills and knowledge, adult education teachers must find ways to support learner motivation and persistence.

Monthly attendance records are maintained by teachers and then compiled by the program to be entered in state and national (NRS) accountability databases. These attendance data, maintained by all federal- and state-funded programs, are another important source of student information; they are the record of student persistence (or lack of persistence) and retention. The online course, Motivating Adult Learners to Persist, provides 11 research-based strategies for strengthening learner self-efficacy and using and inspiring learners’ interests. As you learned in the course, these strategies—setting appropriate goals, offering feedback to build a growth mindset, assisting learners in managing errors, and providing choice and autonomy—help create learning environments that support learner motivation and persistence. When attendance is consistently low, varies between low and moderate, or has shifted dramatically—for a class as a whole or for individuals—it’s important for the mentor and beginning teacher to reflect on and determine the underlying cause(s). Are there systemic barriers to persistence such as a lack of transportation and/or childcare that the program as a whole needs to address? Are individual learners struggling to learn challenging new skills and concepts and feeling that they are not making sufficient progress? Are students showing signs of boredom and lack of interest? Have new issues arisen for an individual student and does the student need a referral to a program counselor or to a partnering agency? Is the beginning teacher struggling with new teaching approaches and in need of more support? 
Once the mentor and beginning teacher have determined, to the extent possible, the underlying cause of attendance issues, the pair can make a plan together to address the issue. They should include the instructional leader for any issues tied to systemic barriers or program-based constraints.
Soliciting Student Feedback Through Surveys
Kane and Staiger
 point out that combining student feedback with classroom observations and student performance data increases the ability to predict whether a teacher will have positive student outcomes and provides feedback that the teacher can use to strengthen his or her practice. Students are keen observers of what happens in the classroom; they know effective teaching when they experience it. Student surveys are highly reliable; in fact, they are more reliable than traditional observations alone, even when done by trained evaluators.

Collecting student feedback is most often done through surveys. Three examples of surveys are provided in the “Tools” section in this Guide (see p. 56–60): one designed by a Massachusetts program; one based on the survey used by the Canton, OH, program during the field test; and one research-based survey used in the Measures of Effective Teaching (MET) project funded by the Bill and Melinda Gates Foundation.
 A program can also design its own tools based on the beginning teacher’s learning goals or the program’s overall improvement plan.

It is important that the language of the survey not be beyond the students’ language proficiency. Consider vocabulary, idioms, sentence structure, and culturally specific assumptions when designing or adapting student surveys. Ensure that the statements and directions are at or below students’ reading levels. This is especially important to get reliable information from English language learners and beginning literacy learners, which may require rewriting some questions in simpler language for ESOL and literacy learners or translate questions into other languages, as needed. You can administer any survey orally and record student responses on paper or the board.

The mentor and beginning teacher may decide to administer student surveys several times during the course of teacher induction, based on the length of the induction period and on the beginning teacher’s learning goals. As the students who are enrolled in a class may change from term to term, administering a student survey two to three times a year may be ideal. You will not want to solicit feedback before a class is well-established and students are comfortable sharing their perspectives. Student surveys are generally administered by another staff member (a counselor or teacher) rather than by the actual classroom teacher. Surveys can also be administered by the mentor, as he or she may be familiar to the students. Student names are not included with their survey responses.

Beginning teachers can review the compiled results from student surveys during regular mentor–beginning teacher meetings and include the results and notes from these discussions in their Induction Portfolios to document aspects of their professional learning over time.

Other Learning Activities

In addition to the primary learning activities described above, the beginning teacher also might

· Participate in professional development activities offered through LINCS or that are state- or program-based. This might include participating in an online or site-based community of practice.

· Co-teach a lesson with the mentor.

· Videotape and review his or her own class. After obtaining appropriate permissions (signed video release forms from adult learners), teachers and mentors can use technologies such as smartphone videos, iPads, or other mobile devices to capture the lessons on video, then share them with each other by uploading the file to secure websites such as Dropbox or another FTL site.

Reflections on these activities should also be included in the Induction Portfolio.
Preparing for the Final Sharing Activity
Midway through the induction process, the mentor–beginning teacher pair begins to identify the lessons learned that the beginning teacher would like to share with colleagues at the end of the induction experience. This sharing can be informal but requires that the beginning teachers synthesize what they have learned from the variety of induction activities and describe how they applied that learning in the specific contexts of their classrooms. The Final Sharing Activity Planner on p. 50 in this Guide is designed to help beginning teachers work with their mentors to develop a simple and easily shareable project.

The mentor supports the beginning teacher in the preparation of the final sharing activity by reminding the teacher to
· Share carefully selected evidence and explain what it shows, following the “less is more” principle.
· Focus not just on what they did but what they learned

· Articulate how they know that their instructional strategies worked and why they worked

The beginning teacher might also want to rehearse with the mentor. Like drafting and then revising a written piece, this rehearsal offers an opportunity to consider whether what’s been learned is being communicated effectively, in a way that engages the audience, and with sufficient evidence.

The Reflecting Step (Month 9)

This last step in the induction process is the time for final reflection about the changes that have occurred as a result of induction and about next steps going forward. It involves the full team conferring about what has been achieved and what new needs have emerged. The result is a new plan for the beginning teacher’s continuing professional growth.

This step is also the point at which the beginning teacher shares their learning with others. Having to synthesize, summarize, and articulate what’s been learned and how those new ideas have been put into practice is an important part of the learning process. It is an opportunity for the beginning teacher to describe their thinking and hear others discuss their own ideas, bringing them into a community of professional learning that will continue beyond induction.

	Activities
	Tools

	☐
Mentor and beginning teacher review student, classroom, and program data to assess the impact of induction on student learning.

☐
Beginning teacher shares learning with colleagues.

☐
Beginning teacher completes the Adult Education Teacher Competencies Self-Assessment and compares to initial results.

☐
Beginning teacher completes Induction Portfolio, described on p. 20 in this Guide.

☐
Mentor and beginning teacher meet to conduct a final review of professional learning and plan for next steps.

☐
Mentor, beginning teacher, and instructional leader work together to plan for ongoing professional learning based on what they've accomplished and learned.

☐
Mentor completes Mentor Self-Assessment (p. 39 in this Guide) again and plans for next steps.

☐
Mentor completes Mentor Portfolio, described on p. 21 in this Guide, and meets with the instructional leader to review it.
	· Adult Education Teacher Competencies Self-Assessment 

· Mentor Self-Assessment (p. 39 in this Guide)

· Final Self-Review by Beginning Teacher (p. 51 in this Guide)
· Final Review by Mentor (p. 52 in this Guide)


Presenting the Final Sharing Activity 
The final sharing activity is a culmination of the process and celebration of the achievements of the beginning teacher. It is a demonstration of what the teacher has learned and achieved and can provide insight for others in the program about what can be accomplished through the induction process. The format of the sharing is flexible so that it can fit within a program’s existing opportunities for collaboration. It might take the form of a lesson demonstration (live or videotaped) or presentation of lesson plans, a presentation of student work as affected by changes in teaching practice, facilitation of a study circle discussion on an aspect of evidence-based instruction, or any other format the program makes available for teacher sharing. Mentors attend and debrief the project presentation with the beginning teacher.

Final Reflection, Evaluation, and Planning Next Steps

Although this activity is placed last in the Teacher Induction Pathway sequence, evaluation and planning have been ongoing throughout the induction cycle. The formative assessment and monitoring processes described earlier keep the induction focused on the key areas in which the beginning teacher needs support and development. However, at periodic intervals, it is helpful to have a formal procedure for taking a more sweeping look at what has been accomplished and to reevaluate the beginning teacher’s professional learning goals. Such a summative look is captured by the final review tools found on pp. 51–52 in the “Tools” section in this Guide. In order to complete these reflective tools, the mentor and beginning teacher need to review the artifacts in the Induction Portfolio to piece together their learning journey. What goals were set and what progress toward them do they see? What additional learning do they find that’s not directly tied to the goals? What new questions and directions have arisen? 
The final reviews of the PLP on p. 44 in this Guide by both the mentor and beginning teacher not only reflect on progress to date but also look forward to the goals the newly inducted teacher may set for the next year, whether these be continued work on the same competencies or movement to new areas of learning.

In addition to reflecting on the beginning teacher’s development, this final step includes reflection on the mentor’s growth and the success of the induction process overall. During this step, the mentor retakes the Mentor Self-Assessment on p. 39 in this Guide in order to note the development of their mentoring skills and attributes and meets with the instructional leader to reflect on lessons learned from this induction experience.

Finally, the full induction team meets to review the successes and challenges of the induction experience. They consider how well the team implemented the steps of the Teacher Induction Pathway, whether the right supports were in place, how to refine future implementation, and how to connect the beginning teacher to post-induction learning opportunities.

Mentoring Guide for Teacher Induction Tools

Tools

The tools that support induction are grouped by the Teacher Induction Pathway steps. Although induction is an iterative process and many tools are used several times, the tools are organized by when they first appear in the process.

Each tool includes notes on
· The tool’s purpose

· Who completes the tool

· Instructions for completion
Tools that are used during induction should be collected and stored electronically in the beginning teacher’s Induction Portfolio, described on p. 20 in this Guide, for regular reflection and a summative review of what was learned during the induction process.
	List of Tools for Use With the Teacher Induction Pathway

	Planning (Month 1)

· Teacher Induction and a Toolkit for Adult Educators brief
· Introduction to Teacher Effectiveness and Induction course
· Leadership Guide for Teacher Induction
· Mentoring Guide for Teacher Induction
· Adult Education Teacher Competencies
· Adult Education Teacher Competencies Self-Assessment
· Mentor Self-Assessment (p. 39 in this Guide)

	Learning (Months 2–3)

· Principles of Learning for Instructional Design online course
· Motivating Adult Learners to Persist online course

	Preparing (Month 3)

· Reflection on Teaching Practice and Experience (p. 41 in this Guide)
· Reflection on the Adult Education Teacher Competencies Self-Assessment (p. 42 in this Guide)
· Reflection on Desired Student Outcomes (p. 43 in this Guide) 
· Professional Learning Plan (p. 44 in this Guide)
· Induction Portfolio Log (p. 45 in this Guide)

	Applying (Months 3–9)

Lesson Planning Tools

· Student Information Chart (p. 54 in this Guide)
· Student Survey Samples (pp. 56–60 in this Guide)
· Lesson Planning Templates (pp. 65–66 in this Guide)
· Post-Lesson Teacher Reflection (p. 67 in this Guide)
Observation Tools

· Preobservation Planning Protocol  (p. 68 in this Guide)
· Postobservation Meeting Protocol  (p. 69 in this Guide)
· Observation Guidelines (p. 70 in this Guide)
· Observation Cover Sheet (p. 71 in this Guide)
· Observation Checklist 1 (p. 72 in this Guide)
· Observation Checklist 2 (p. 74 in this Guide)
· Observation Checklist 3 (p. 76 in this Guide)
· General Guiding Questions for Classroom Observations (p. 78 in this Guide)
· Other Observation Techniques (p. 79 in this Guide)
· Other Observation Resources on Giving High-Quality Feedback (pp. 80–83  in this Guide)
· CCR Evidence Guide for Planning and Practice in a Single Lesson—English Language Arts and Literacy  (p. 84 in this Guide)
· Reflection on Progress (p. 46 in this Guide)
· Feedback to Mentor form (p. 48 in this Guide)
· Mentor Reflection Form (p. 49 in this Guide) 

	Reflecting (Month 9)

· Final Sharing Activity Planner (p. 50 in this Guide)

· Final Self-Review by Beginning Teacher (p. 51 in this Guide)
· Final Review by Mentor (p. 52 in this Guide)


Planning and Documenting Induction

Mentor Self-Assessment

Purpose: This tool describes the qualities and attributes of skilled mentors and provides a way for mentors to monitor their progress in cultivating these traits.

Completed by: Mentor
Date: ________________________

Instructions: Use the following self-assessment to get a picture of your strengths and limitations as a mentor. Complete it once at the beginning of the induction process and again at the end. Each time, review your self-evaluation with your instructional leader to discuss ways to develop your mentoring skills.

Read each statement and circle how consistently you demonstrate each attribute in the following four tables.
1. Not at all 2. Occasionally 3. Often 4. Almost always

	Create an Open, Supportive Climate for Communication
	Score

	I am a good team member and build effective relationships with those around me.
	1—2—3—4

	I believe that all people have potential and can improve.
	1—2—3—4

	I respect and try to understand other people’s points of view.
	1—2—3—4

	I don’t assume that inabilities are weaknesses or are due to character flaws.
	1—2—3—4

	I reflect on and manage my feelings.
	1—2—3—4

	I expect to make mistakes.
	1—2—3—4

	I don’t mind others seeing me make a mistake.
	1—2—3—4

	I learn from constructive feedback.
	1—2—3—4


	Effectively Communicate Experience and Elicit Thinking
	Score

	I feel confident about my abilities overall and have a realistic view of my strengths and abilities.
	1—2—3—4

	I can articulate the teaching strategies I use and how I make instructional decisions.
	1—2—3—4

	I reflect on the assumptions I might be making and check their validity.
	1—2—3—4

	I provide evidence for my beliefs and conclusions.
	1—2—3—4

	I ask others about the evidence for their reasoning and to elaborate on their thinking.
	1—2—3—4

	I ask authentic questions to elicit thinking and demonstrate genuine interest.
	1—2—3—4


	Demonstrate Active Listening and Good Follow-Up
	Score

	I listen to others carefully and do not interrupt.
	1—2—3—4

	I suspend judgment while listening to another person.
	1—2—3—4

	I paraphrase what I’m hearing or ask questions to check that I’ve understood.
	1—2—3—4

	I divide tasks into manageable steps.
	1—2—3—4

	I follow through on promised tasks and deadlines.
	1—2—3—4


	Content Mastery
	Score

	I keep up with the evidence-based research and practices in my content area.
	1—2—3—4

	I participate in the communities of practice available in my content area.
	1—2—3—4

	I implement and reflect on improvements to my teaching practice.
	1—2—3—4

	I am able to articulate the concepts and big ideas that underlie procedures and applications.
	1—2—3—4

	I am able to identify points at which students commonly get “stuck.”
	1—2—3—4

	I am able to focus instruction on defined objectives while also responding to “teachable moments” (student questions and interests that emerge).
	1—2—3—4

	I use student work to inform my practice.
	1—2—3—4


Reflection

4. Summarize the strengths you have identified in the self-assessment.

5. Summarize areas that you have identified as needing attention.

6. If this is the first time you are filling out the self-assessment (at the beginning of the induction process), note the strategies and resources you can use to build your strengths.

7. If this is the second time you are filling out the self-assessment (at the end of the induction process), describe the strategies and resources you used and what you will continue to work on.

Preparing a Professional Learning Plan 

Reflection on Teaching Practice and Experience

Purpose: The questions in this planning tool invite you to reflect on your teaching experience and how it can inform your current professional learning priorities.

Completed by: Beginning Teacher
Date: ________________________

Instructions: After responding to the questions, discuss these reflections with your mentor.
	Guiding Questions

	1. What education and/or experience do you have that can be applied to instructing the adult students in your class? Is this teaching context different from what you have done before? Please compare.

	2. What are your strengths as a teacher, especially in reference to your current class?

	3. In what areas would you like support from your mentor, especially in reference to your current class?

	4. Think about your own teaching strategies. Which methods or activities do you use most? Why? 

	5. How do you know if what you are teaching meets the students’ needs?

	6. Think about the teaching strategies presented in the online courses, Principles of Learning for Instructional Design and Motivating Adult Learners to Persist. Which stand out as strategies you would like support to implement?

	7. What ideas did this reflection give you about the professional learning goals you might work on with your mentor?


Reflection on the Adult Education Teacher Competencies Self-Assessment 

Purpose: This tool invites you to reflect on the Adult Education Teacher Competencies Self-Assessment you have completed. The self-assessment considers three key factors—relevance, proficiency, and program priority—in the scoring of each competency and provides an itemized tally that helps you determine where to focus your professional learning. Here, you think through how you would further prioritize those competencies and why, based on your own interests.

Completed by: Beginning Teacher
Date: ________________________
Instructions: In the first column, list the three Adult Education Teacher Competencies that received the highest scores from your self-assessment (indicating areas for professional development). In the second column, comment on what you might need to learn related to this competency and how big a priority it is for you. Then answer the final question to help you think about your professional learning goals.

	Adult Education Teacher Competencies
	Comments

	1.
	 

	2.
	 

	3.
	 


What ideas did this reflection give you about the professional learning goals you might work on with your mentor?

Reflection on Desired Student Outcomes

Purpose: This tool brings your attention to students’ learning needs and how those needs inform the kinds of professional learning goals you set.

Completed by: Beginning Teacher
Date: ________________________

Instructions: Begin by articulating what you want your students to be able to do. Consider the priorities of your program (such as the implementation of standards, the strengthening of adult numeracy, or other initiatives to improve student learning) as well as the learning needs of the students in your current class. Then, based on the evidence-based practices you learned about in the online courses (Principles of Learning for Instructional Design and Motivating Adult Learners to Persist) and the Adult Education Teacher Competencies, identify some evidence-based instructional practices that you could work on to support those student outcomes. Answer the final question to get you closer to setting professional learning goals. 

	Desired Student Outcome(s)

What do you want your students to be able to do that they are not doing or could do better?
	Evidence-Based Instructional Practices

What evidence-based practices can you work on so that your instruction better supports those outcomes?

	1.
	 

	2.
	 

	3.
	 


What ideas did this reflection give you about the professional learning goals you might work on with your mentor?

Professional Learning Plan (PLP)

Purpose: The PLP is where you and your mentor consider your responses in the earlier planning tools and arrive at a set of two or three learning priorities that you will use as professional learning goals during the induction process. The PLP is designed to help you plan the specific learning activities that will support your professional learning goals and to identify the related artifacts that will provide information about your own learning and your students’ achievements.
Completed by: Beginning Teacher
Date: ________________________

Instructions: 
8. With your mentor, review the thinking you’ve done in the Reflection on Teaching Practice and Experience, the Reflection on the Adult Education Teacher Competencies Self-Assessment, and the Reflection on Desired Student Outcomes. Based on this thinking, note (in column one) the two or three professional learning goals you will pursue during the induction process.
9. With your mentor, review the induction learning activities that might help you advance toward each goal (column two). Include for consideration: observations, joint lesson planning, videotaping yourself, and use of LINCS courses, discussion groups, and other resources. Note the activities you plan to engage in during induction.

10. Describe (in the third column) what you will look for to know that you have made progress or reached your learning goal. What will students be doing differently? What will you be doing differently? What formative assessment tools will you use to capture those changes? Feel free to expand the size of this form.
	Professional Learning Goal

What do you want to learn to do or do better? 
	Learning Activities

What induction learning activities will you engage in to reach your learning goal?
	Indicators of Progress

How will you assess progress toward your learning goal? What will you look for to note changes in your own instructional practices or in student outcomes? What tools will you use?

	1.
	 
	 

	2. 
	 
	 


	3. 
	 
	 


Induction Portfolio Log

Purpose: The Induction Portfolio Log helps you track the work you do during the induction process. It also helps you collect the artifacts you need to observe change in your practice and in student learning, to reflect on what you see and experience, and to monitor progress on professional learning goals.

Completed by: Beginning Teacher
Date: ________________________

Instructions: Note the dates of submission or update for each of the entries as they occur (add columns for additional entries as needed). Review what has been submitted during meetings with your mentor 

	Planning and Learning Documents
	Entry date
	Entry date
	Entry date

	Notes from the Introduction to Teacher Effectiveness and Induction course
	 
	 
	 

	Notes from the Principles of Learning for Instructional Design course
	 
	 
	 

	Notes from the Motivating Adult Learners to Persist course
	 
	 
	 


	Preparing a Professional Learning Plan Documents
	Entry date
	Entry date
	Entry date

	Reflection on Teaching Practice and Experience
	 
	 
	 

	Reflection on the Adult Education Teacher Competencies Self-Assessment 
	 
	 
	 

	Reflection on Desired Student Outcomes
	 
	 
	 

	Professional Learning Plan
	 
	 
	 


	Applying Learning in Practice Documents
	Entry date
	Entry date
	Entry date

	Student Information Chart
	 
	 
	 

	Student Surveys
	 
	 
	 

	Lesson Plans
	 
	 
	 

	Post-Lesson Teacher Reflection
	 
	 
	 

	Observation Checklists
	 
	 
	 

	Reflection on Progress
	 
	 
	 

	Feedback to Mentor form
	 
	 
	 

	Mentor Reflection Form
	 
	 
	 

	Final Sharing Activity Planner
	 
	 
	 


	Reflecting, Sharing, and Planning Documents
	Entry date
	Entry date
	Entry date

	Final Self-Review by Beginning Teacher
	 
	 
	 

	Final Review by Mentor
	 
	 
	 


Reflection on Progress

Purpose: This protocol is the primary reflection tool used by the beginning teacher during the induction process. The purpose of the tool is to allow you to reflect on what you are learning, how you are translating what you learn into practice, how those changes are impacting your practice and your students, and what you need to do next to advance your professional learning goals.

Completed by: Beginning Teacher
Date: ________________________

Instructions: This tool is the central record of your learning during induction and is completed over time as you participate in professional learning activities. Begin by noting each learning activity (for example, observing your mentor or participating in a LINCS discussion) in column one as it occurs. The second column is filled out over time. In the beginning of the induction process, you may only be able to record some thoughts about what you learned. After you’ve had time to integrate the new ideas and consider how they would apply in your own classroom, you may go back and write more in that entry. As a “living” document, this tool should be revisited regularly to add your reflections about application, impact, and your next steps. It should be reviewed regularly during meetings with your mentor. Add rows as needed.

	Professional Learning Activity: Goal #1
	What I Learned
How I Applied This in My Teaching
Evidence of Impact on My Practice and Student Learning
Next Steps

	 
	 

	 
	 

	 
	 

	 
	 


	Professional Learning Activity: Goal #2
	What I Learned
How I Applied This in My Teaching
Evidence of Impact on My Practice and Student Learning
Next Steps

	 
	 

	 
	 

	 
	 

	 
	 


	Professional Learning Activity: Goal #3
	What I Learned
How I Applied This in My Teaching
Evidence of Impact on My Practice and Student Learning
Next Steps

	 
	 

	 
	 

	 
	 

	 
	 


Feedback to Mentor

Purpose: Use this form to provide timely feedback to your mentor about how you can best be supported in developing as an effective instructor.

Completed by: Beginning Teacher

Instructions: This form should be completed every other month and reviewed during your meetings with your mentor. Focus on constructive feedback with specific examples and suggestions.

Name: ________________________________________ Date: ________________________
	Feedback to Mentor

	1. Describe the area(s) you are working to improve this month and the mentoring activities in which you have engaged.

2. In what ways have this month’s mentoring activities been helpful? What has been most/least helpful?

3. How clear, timely, and actionable has your mentor’s feedback been?

4. What can you tell your mentor about what you need so that he or she can support you more effectively? 

5. In what ways has your mentor incorporated earlier feedback into your work together? 


Mentor Reflection Form

Purpose: This tool invites mentors to pause and reflect on the health and effectiveness of the mentoring relationship and their own development.

Completed by: Mentor
Date: ________________________

Instructions: Use this form to reflect on your experience and development as a mentor and on the support you are providing and receiving in that role. This form should be completed every other month, saved in the Mentor Portfolio, and reviewed with your instructional leader.

1. In what ways have the mentoring activities had the desired impact (or not) on the beginning teacher(s) you are supporting?

2. In what ways have you been responsive to the feedback you have received from the beginning teacher(s)?

3. What challenges, if any, are you experiencing as a mentor?

4. What supports are you receiving from the instructional leader? What other supports do you need?
5. In what ways have you developed your capacity as a mentor (per the Mentor Self-Assessment) during this time period?

6. What impact is this experience having on your own teaching? 

Final Sharing Activity Planner

Purpose: This tool is intended to help you articulate and organize your ideas about what you have learned over the course of the induction process and how you will share what you’ve learned with colleagues.

Completed by: Beginning Teacher
Date: ________________________

Instructions: Please work with your mentor to complete this form; share it with your instructional leader before finalizing.
	Lessons Learned

	1. Briefly describe what you have learned during induction that you would like to share with your colleagues.

	2. How will this sharing help colleagues better understand something about the Adult Education Teacher Competencies or about evidence-based instruction?

	3. Who is your audience and how will you engage them (e.g., demonstration or modeling, experiential activities, discussion)?

	4. What artifacts from your portfolio might you include in your presentation? What evidence can you highlight?


Final Self-Review by Beginning Teacher

Purpose: The final portfolio review and self-review take place at the end of the formal induction process to document progress toward or achievement of the target goals and to identify next steps.

Completed by: Beginning Teacher
Date: ________________________

Instructions: On this form, reflect on progress toward or achievement of your targeted goals and identify next steps. These reflections should inform subsequent plans for ongoing professional learning.

1. What development have you seen in your instructional practices over the course of the induction process? In what competencies did you see improvement?

2. How well did you meet your students’ learning needs and the desired student outcomes? How do you know? 

3. How well did you meet your own professional learning goals? Explain.

4. What changes did you make to the plan throughout the year and why?

5. How effectively did the mentoring process support your learning?

6. Based on this review, what goals might you consider for next year?

Final Review by Mentor

Purpose: The final portfolio review and beginning teacher review take place at the end of the formal induction process to document progress toward or achievement of the target goals and identify next steps.

Completed by: Mentor
Date: ________________________

Instructions: On this form, the mentor reflects on the progress toward or achievement of the beginning teacher’s targeted goals and suggests some next steps. These reflections inform any subsequent plan for ongoing professional learning.

11. What development have you seen in the beginning teacher’s instructional practices over the course of the induction process? In what competencies did you see improvement?
12. How well did the beginning teacher meet students’ learning needs and the desired student outcomes? How do you know?
13. How well did you meet the beginning teacher’s learning needs? How do you know?
14. In what areas do you recommend that the beginning teacher continue learning?
15. What new learning areas do you suggest the beginning teacher consider?
16. What did you learn from this experience about mentoring? Is there anything you would do differently next time?

Applying Learning in Practice

Student Information Chart

Purpose: The Student Information Chart summarizes information about the beginning teacher’s students to inform professional learning goals, lesson planning, and instruction. 
Completed by: Beginning Teacher
Date: ________________________

Instructions: Complete this chart with your mentor.
	Guiding Questions
	Response
	Evidence

	What is the range of educational backgrounds of my students? What is the median educational level?
	 
	 

	What is the range of educational levels of my students based on their standardized test scores?
	 
	 

	What is the median educational level based on their standardized test scores?
	 
	 

	What other information do I have, from student achievement and assessment data, about the needs and strengths of students?
	 
	 

	What are my students’ languages and cultures?
	 
	 

	What long-term goals have my learners set? Are there trends among them that I can point to?
	 
	 

	What are the short-term educational goals of my learners—the knowledge or skills they most express a desire to acquire?
	 
	 

	What strengths do my students bring to their learning?
	 
	 

	What skills and knowledge are students having the hardest time learning? Where are they struggling?
	 
	 

	Is class participation strong, moderate, or weak? Are there groups or individual patterns?
	 
	 

	Is attendance strong, moderate, or weak? Are there barriers to strong attendance?
	 
	 

	What life needs and interests have my students expressed that could be used for instruction?
	 
	 


Summarize the insights you’ve gathered about the strengths and needs of your students.
Student Surveys
Purpose: Student surveys are used to gather information on student perceptions of your teaching to inform lesson planning and instruction. They are generally administered by another staff member, someone who is familiar with the students but not the primary teacher.

Completed by:
Another teacher or counselor 


Mentor

Instructions: The language of the instructions you provide to students should not be beyond the students’ language proficiency. When presenting the survey (Sample 1), the counselor, another teacher, or mentor might explain the survey as follows:

This survey is designed to get your feedback on your class and teacher. We want to improve our program and classes, we respect your ideas and opinions, and we want you to learn as much as you can while you attend classes here. We will use the information to make decisions about how we can strengthen our program. Your name will not go on the survey. Your teacher will get a summary of the responses so he or she can understand what students as a group think and so your teacher can work to become a better teacher.

The survey includes statements and questions about your class and teacher. Please respond to each statement or question. There is a space for you to check off whether the statement is false (almost never true), often true, or almost always true. There is also a space for you to write comments. Please be honest in your answers. There are no wrong answers; every answer is right because it’s what you think. If you don’t understand a statement or question, please ask and I’ll be happy to explain it. Thanks for giving us your feedback. It’s very important to us.
Samples 2 and 3 can be similarly introduced.

Student Survey: Sample 1

Class: ______________________________
Date: ______________________________
Directions: The sentences in the survey are about what you and your teacher do in class. Put a check in the column that describes your class and teacher. Write any comments you have in the “Comments” column. Thanks for completing this survey. Your opinions are important to us.

	Statement
	Almost Never
	Often
	Almost Always
	Comments

	The class is interesting. 
	 
	 
	 
	 

	The class covers things that are connected to my interests and goals.
	 
	 
	 
	 

	I feel that the teacher is prepared for class and has the materials we need for class.
	 
	 
	 
	 

	I know what we are working on in class. 
	 
	 
	 
	 

	I understand the purpose of what I am learning.
	 
	 
	 
	 

	The teacher encourages me to do my best.
	 
	 
	 
	 

	The teacher asks me if I need help.
	 
	 
	 
	 

	When I am confused, my teacher helps me understand.
	 
	 
	 
	 

	The teacher can explain things in different ways.
	 
	 
	 
	 

	The teacher encourages me to think, not just to memorize things.
	 
	 
	 
	 

	The teacher listens and responds when I explain my ideas.
	 
	 
	 
	 

	The teacher helps me understand my progress.
	 
	 
	 
	 

	I can use computers, the Internet, the Web, and other technology in class.
	 
	 
	 
	 

	We are given the right amount of homework.
	 
	 
	 
	 

	My ____________ skills have improved.
	 
	 
	 
	 

	I feel prepared to _________________.
	 
	 
	 
	 


Please continue by writing responses to the following:

1. What have you found most useful in class?

2. What would you have liked to learn or practice more?

3. Other comments or suggestions for the teacher of this class:

4. Other comments or suggestions for the program in general:

Thank you!

Student Survey: Sample 2

Please help us continue to improve. Tell us what you like and what needs improvement.

Class site:_____________________
Teacher: _______________________________________
In the following table, check the response column to tell us about your class site.

	Statements About Class Site
	Strongly Agree
	Agree
	Disagree
	Strongly Disagree

	The location of the class is good. 
	 
	 
	 
	 

	There is enough space in our classroom. 
	 
	 
	 
	 

	The classroom building is safe. 
	 
	 
	 
	 

	The building and classroom are easy to find. 
	 
	 
	 
	 

	The times of the class are good
	 
	 
	 
	 

	The classroom is clean, organized, and in good repair.
	 
	 
	 
	 

	The classroom is appropriate for adult learners. 
	 
	 
	 
	 

	The temperature, noise level, and lighting in the classroom are satisfactory.
	 
	 
	 
	 


In the following table, check the response column to tell us about your teacher.

	Statements About Teacher
	Strongly Agree
	Agree
	Disagree
	Strongly Disagree

	The teacher treats the students with respect. 
	 
	 
	 
	 

	The teacher presents the lessons so I can understand them.
	 
	 
	 
	 

	There is enough class time for me to learn. 
	 
	 
	 
	 

	If I need help, I feel comfortable asking for assistance.
	 
	 
	 
	 

	I feel the teacher cares about whether I learn. 
	 
	 
	 
	 

	The class is interesting. 
	 
	 
	 
	 

	We have a variety of good materials to use in this class.
	 
	 
	 
	 

	My teacher talks to me about how I am doing. 
	 
	 
	 
	 


Please write any comments on the back.
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Student Survey: Sample 3
—The Tripod Survey
 
	Statement
	Almost Never
	Often
	Almost Always
	Comments

	I like the way my teacher treats me when I need help.
	 
	 
	 
	 

	My teacher makes me feel that he or she really cares about me.
	 
	 
	 
	 

	The teacher encourages me to do my best.
	 
	 
	 
	 

	My teacher gives us time to explain our ideas.
	 
	 
	 
	 

	My classmates behave the way my teacher wants them to.
	 
	 
	 
	 

	Our class stays busy and does not waste time.
	 
	 
	 
	 

	Everybody knows what they should be doing and learning in this class.
	 
	 
	 
	 

	My teacher explains things in very orderly ways.
	 
	 
	 
	 

	In this class, we learn to correct our mistakes.
	 
	 
	 
	 

	My teacher explains difficult things clearly.
	 
	 
	 
	 

	I understand what I am supposed to be learning in this class.
	 
	 
	 
	 

	My teacher has several good ways to explain each topic that we cover in this class.
	 
	 
	 
	 

	My teacher knows when the class understands and when we do not.
	 
	 
	 
	 

	This class is neat—everything has a place and things are easy to find.
	 
	
	 
	 

	If you don’t understand something, my teacher explains it another way.
	 
	 
	 
	 

	My teacher pushes everybody to work hard.
	 
	 
	 
	 

	In this class, we have to think hard about the writing we do.
	 
	 
	 
	 

	In this class, my teacher accepts nothing less than our full effort.
	 
	 
	 
	 

	Schoolwork is interesting.
	 
	 
	 
	 

	We have interesting homework.
	 
	 
	 
	 

	When he or she is teaching, my teacher asks us whether we understand.
	 
	 
	 
	 

	My teacher asks questions to be sure we are following along when he or she is teaching us.
	 
	 
	 
	 

	My teacher tells us what we are learning and why.
	 
	 
	 
	 

	My teacher wants us to share our thoughts.
	 
	 
	 
	 

	My teacher wants me to explain my answers—why I think what I think.
	 
	 
	 
	 

	My teacher takes the time to summarize what we learn each day.
	 
	 
	 
	 

	When my teacher marks my work, he or she writes on my papers to help me understand.
	 
	 
	 
	 


What Is a Lesson Plan?

A lesson plan describes how learning is to be organized and facilitated in the classroom and documents specific plans for teaching. It’s a written document comprised of learning objectives that show alignment with national standards (e.g. College and Career Readiness Standards) and/or state standards and descriptions of the assessments, instructional activities, materials and resources, and wrap-up or reflection activities for a particular class, or a series of classes. In the case of ESL lessons, a lesson plan should also indicate both content objectives and language objectives. Further, ESL lesson plans often indicate “cultural notables”—potentially culturally specific items in that lesson that will need to be explained. Lesson plans also usually describe the assessment used that will help determine if and to what extent students have accomplished the learning objectives. Lesson plans may take a variety of forms. Two sample lesson planning templates (Lesson Planning Template: Sample 1 and Lesson Planning Template: Sample 2) are included on pp. 65–66. Your program may already have standard lesson planning templates for you to use.

Why Do Lesson Plans? 

Lesson plans

· Stimulate teachers to consider more deeply what can and should be accomplished in a class or series of classes.

· Encourage teachers to consider the differing needs among students in the class and make provisions for different learning preferences and skill levels.

· Invite teachers to be innovative, consider a variety of approaches, or search for new approaches that might get better results.

· Help teachers be prepared, feel more confident, and deal better with surprises.

· Help teachers identify gaps in their content knowledge or practical skills and thereby help them plan their professional learning goals.

· Provide a record of what is planned and what actually occurs in classrooms so that teachers can track their progress toward meeting professional learning goals and determine if their growth is resulting in better student outcomes.

· Provide an excellent basis for discussion with mentors or peers and guidance for beginning teachers.

· Help teachers to focus their lessons on learning objectives

· Help teachers with time management.

· Help teachers plan for possible adjustments for varying learner needs (e.g. the needs of second language learners and/or students with disabilities).

· Help teachers plan for assessments based on what has been taught.

How Do I Develop Lesson Plans? 

Some teachers prefer to develop a lesson plan that covers one class period (to teach a very specific learning strategy, for example); others develop plans that cover a full week of classes or even a “unit”—a set of lesson plans—that covers several weeks. The sample lesson plans included in the “Examples of Completed Materials from the Field” section of this Guide include both single and multiple class approaches.

Two lesson plan templates (Lesson Planning Template: Sample 1 and Lesson Planning Template: Sample 2) are provided on pp. 65–66 in this Guide. The following suggested steps for developing lesson plans are keyed to the format in Sample 1. As you are planning, remember to refer back to and reflect on what you learned in the Principles of Learning for Instructional Design online course.
17. Describe the content or skills that reflect your students’ interests or a short-term goal (e.g., students want to learn more about credit card pitfalls that lead to debt). This provides a context within which skills can be practiced and applied. Write this information at the top of the lesson plan template in section 1. Begin by asking, what are my students’ interests and goals?
18. Identify the state or national learning standard(s) that your students need to acquire that can be taught in the context of the described goals (e.g., students can determine the stated or implied main idea and/or supporting details within a paragraph). Write or paraphrase the standards in section 2. Begin by asking, what standard(s) am I hoping to address in relation to my students’ interests and goals?
19. Decide how broad or deep the knowledge is, or how sustainable the skill is, that the students will ideally achieve. More depth or sustainability requires more time in class. Caffarella (2002)
 recommends determining if the knowledge or skill to be covered is essential for the students to retain, is important for them to know or be able to do, or is merely a skill with which to be familiar. Consider what stage you are at in building knowledge or developing a skill. Are you introducing a skill, “finishing” a unit, etc.?

20. Decide how students will demonstrate that they have acquired the knowledge/skills (e.g., through oral presentation, through writing a paragraph or series of paragraphs, through explaining how they reached a solution to a math problem, through solving sample math problems on an exit ticket, etc.). Begin by asking, how will I know that students have acquired the knowledge or skill? What will I be able to see?
21. Develop one to three learning objectives for the class.

· The learning objectives should be clear and measurable to effectively guide what will be taught and how learning will be evaluated.

· Weak objectives are vague and/or nonmeasurable (e.g., students will identify the main idea and supporting details of a paragraph). Strong objectives are clear, specific, and measurable (e.g., students will be able to list in writing at least two details that support the main idea of a paragraph). The verbs in learning objectives will indicate the depth and breadth of the desired learning (e.g., students will describe… versus students will analyze…). Proven active verb resources are Anderson, Krathwohl, and Bloom (2001),
 Forehand (2005),
 and Webb (2002).

· Write the learning objectives in section 3.

22. Design ways to assess whether students are acquiring the desired knowledge or skills. Wiggins and McTighe [2005]
 recommend designing class assessments immediately after determining the learning objectives. This process ensures that the objectives and assessments are aligned; designing activities is then a matter of “filling in” between the two.
· Thinking of “how to assess” at this point is logical because assessment designs should follow directly from the learning objectives (e.g., the teacher will need to see if the students can discover and state main ideas on their own using new and unfamiliar material).

· Consider using alternatives to quizzes or tests, such as authentic materials (e.g., a brochure on a common illness from the Department of Health) or performance assessments (e.g., several students state, defend, and debate their versions of the main idea of a paragraph).

· Describe the assessment(s) in section 4 of the template.

23. Identify the materials and resources you will use.

· Provide a range and variety of materials, including materials in visual/graphic, textual, and auditory forms to clarify and reinforce learning as well as to accommodate students’ learning preferences.

· Consider using authentic materials where possible (e.g., an employment application, prescription for medicine, or an online application).

· Note the resources in the last column and in the row that corresponds to the point in the lesson when you will be using them.

24. Design learning activities that will help students meet the learning objectives.

· Begin by asking, “What activities will be needed if my learners are to succeed in my planned assessments?”
· Determine the steps of each activity and how long they will take.

· When introducing new content or strategies, be certain to explain how they will benefit the students.

· If you are teaching a new strategy, consider using an explicit instruction
 approach. The carefully scaffolded steps of explicit instruction are as follows:

· First, provide a clear explanation of how the new strategy will benefit the students (e.g., If you can get good at finding the main ideas in a piece of writing, you can comprehend just about any new reading more easily and quickly.) 

· Next, model the strategy for the students, describing in real time how you are applying the new strategy (e.g., I’m reading through this piece and I can see from the title that it’s about a woman flier. In every paragraph I see that the name Amelia Earhart is mentioned. Twice it says she was the first woman to do something special in flying. Now I’m wondering if I can write all this in a brief sentence.).

· Then, provide an opportunity for guided practice, in which the students try out the new strategy in pairs or small groups with you circulating to provide brief support interventions where needed.

· Finally, provide an opportunity for independent practice, in which the students apply the new strategy alone and you monitor their progress.

· Design activities that tap into different learning styles and strategies. For example, it is especially important for ESOL students that activities are not based on listening skills only.

· Design activities that will be useful for learners of different abilities. This is especially important in multi-level ESOL classes and in other classes that have students with learning disabilities.

· Manage “teacher talk” time so learners are active participants throughout the learning process. By the same token, make sure to allow time for students to ask questions and process responses.

· Build in checkpoints for formative assessment to make sure things are going as planned or to see whether adjustments need to be made.

· Make adjustments as needed for students’ varied learning styles, learning issues, or disabilities, or learners who may have greater knowledge or skill than their classmates.

· Describe the activities in detail in section 5 of the template.

25. Create an opportunity for students to reflect at the end of each class period. There are several ways to do this:
· Devise a way for learners to review and synthesize what they learned, such as by asking them to summarize what they learned or apply what they learned to other contexts in their lives.

· Apply the time-honored K-W-L chart, a table with three columns. In the first column, students write what they already Know about a topic or skill; in the second, they note what they Want to know or learn about it; and, in the third, they write what they Learned about the topic or skill in the class. Ideally, the students fill out the first two columns early during the class and the final column at the end of the class.

· Provide opportunities for learners to actively monitor their own progress, such as by making entries into a learning log.

· Ask learners for ideas for subsequent learning. Make sure to allow time for students to process their responses.

· Summarize the feedback in section 6 of the template.

Teacher reflection is critical for understanding what worked or did not work in the lesson. Use the guiding questions in the Post-Lesson Teacher Reflection (p. 67) for this purpose.

Lesson Plans

Lesson Planning Template: Sample 1

Week of: 

	Student Goals

	 


	Standards
	Materials, etc.

	 
	 


	Learning Objectives
	Materials, etc.

	 
	 


	Assessment(s)
	Materials, etc.

	 
	 


	Activities
	Materials, etc.

	 
	 


	Student Feedback
	Materials, etc.

	 
	 


Lesson Planning Template: Sample 2

	Plan Element
	Response

	Lesson Title and Duration
	 

	Learner Outcomes/Objectives
	 

	Standards—ABE/ASE Content Standards addressed by this lesson plan 
	 

	Materials Needed 
	 

	Anticipatory Set—Activities that help focus students on the lesson of the day (the “hook”)
	 

	Teaching the Lesson
· Modeling—How will you demonstrate the skill or competency?
· Instructional Strategies—How will you deliver the lesson? 
· Check for Understanding—How will you ensure the skill or competency is understood by the students?
· Guided Practice—An activity directly supervised by the instructor that allows students to demonstrate grasp of new learning. Instructor moves around the room determining the level of mastery and providing individual remediation as needed.
	 

	Closure—Statements or actions made by the instructor that help students make sense out of what has just been taught, to help form a coherent picture, to eliminate confusion and frustration, and to reinforce major points to be learned.
	 

	Independent Practice—A question or problem for students to ponder on their own or in small groups or pairs. The aim is to reinforce and extend the learning beyond the lesson and ideally into real-world settings. This may be a homework assignment.
	 

	Summarize, Evaluate, and Reflect—After teaching the lesson, ask students to reflect on their learning. Instructors can also reflect on the lesson, its success, and how it can be improved.
	 


Post-Lesson Teacher Reflection

Purpose: This post-lesson reflection is designed to be used immediately following a lesson you have planned and taught. It provides key information for your discussions with your mentor and focuses primarily on student learning and reflection to inform teaching. This template can be used to reflect on any class session, not just those sessions that are observed by your mentor.
Completed by: Beginning Teacher
Date: ________________________

Instructions: Complete this form as soon after teaching a class as possible. You can complete it independently or with your mentor.

	Post-Lesson Teacher Reflection

	1. What, beyond incidentals, stood out for me about the class or lesson? Why did this stand out? 

2. In what ways did I see students make progress? How do I know they made progress?

3. What can I learn about the effectiveness of the lesson from the students’ work (e.g., quiz results,
in-class writing, responses to questions, or contributions to discussions)? 

4. What do the results of student reflection reveal about the class? 

5. Based on my responses above, if I taught this lesson again, what would I do differently, and why? What do I hope those changes would accomplish?


Preobservation Planning Protocol

Prior to each observation, the mentor and beginning teacher hold a preobservation meeting. The purpose of the preobservation meeting is for the observer to become familiar with the lesson to be observed. The meeting also provides the pair with the opportunity to reach a common understanding of what will take place during the observation. The agenda for the meeting includes the following:

26. A brief overview of the class, including students’ skill levels, the number of students, their attendance patterns, the content and skills they have covered in previous lessons, and comments on any particularly challenging students, especially if this information relates to the observation focus. If the observation is of another teacher, this teacher should be included in the planning meeting.

27. A brief review of the lesson plan for the class. The lesson plan may have been developed by the beginning teacher alone, the mentor and beginning teacher together, the mentor alone, or another teacher.

28. Agreement on the focus of the observation. Which learning goals in the PLP are being addressed?

29.  Agreement on the technique the observer will use. Will he or she use the Observation Checklist, General Guiding Questions for Classroom Observations, one of the more specific observation techniques, or another observation tool? Will the observer use some combination of tools? Will the observer view a video of the class?

30. Agreement on how the observer will be introduced to the class and what role, if any, the observer will play in the class. It’s important to let students know that the class is being observed, and why.

31. The schedule for the observation. Agreement on the date, class, and length of the observation. Is the observation of the entire lesson or only certain portions of it?

32. The schedule for the postobservation meeting.

Postobservation Meeting Protocol

The purpose of the postobservation meeting is for the mentor and beginning teacher to discuss and reflect on what happened in the observed class. It provides an opportunity for the teacher to reflect on his or her lesson, and for the observer to share ideas, feedback, and suggestions. This discussion and reflection should occur as soon as possible after the class.
The steps in the postobservation meeting include

33. Discuss how the class went, including what actually happened versus what was planned. 

34. Discuss the specific observations made by the observer. Depending on the observation tool used (e.g., checklist, guiding questions, specific observation technique such as following an individual student or drawing a participation map), this discussion and reflection will take varying amounts of time. The key here is to focus on evidence, not on interpretation or assumptions. The observer’s notes serve as the foundation for the discussion.

35. Reflect on and discuss what you have learned from and about the students. The mentor and beginning teacher review student work samples and interpret these data together.

36. Plan for next steps. If the mentor has observed the beginning teacher, what progress do the two of you see in addressing PLP goals? What will the mentor do next to continue to support the beginning teacher to strengthen the teacher’s skills, knowledge, and understanding? On what might the next observation focus? Are there other activities (e.g., participation in professional development or meeting with another teacher or counselor) that would be helpful to incorporate prior to the next observation?

Observation Guidelines

Listed here are general guidelines for the observer for conducting classroom observations, whether the observation is of the beginning teacher, the mentor, or another teacher.
,
 These guidelines apply whether you are using the Observation Checklist, General Guiding Questions for Classroom Observations, another observation tool, or a more specific technique, such as recording quotes or counting the number of times that something occurs. The observer should adhere to the following guidelines:
37. Support the natural atmosphere of the classroom.

38. Arrive early and stay for the entire class, even if you are only focusing on part of the lesson.

39. Minimize your interactions with students. Limited interactions for the purpose of understanding what a student is thinking or working on are okay, but asking questions and actively participating detract from your ability to observe.

40. Circulate when students are working individually, in pairs, or in groups so that you can observe what’s going on. During class discussions, stay to the back or side of the classroom.

41. Assume the role of a researcher/observer, not an evaluator, as you are collecting data on learning and teaching practices.

42. Pay attention to what the teacher says, asks, and does.

43. Pay attention to what students say, ask, respond, and do, including their level of engagement, how they are constructing their understanding, what strategies they use to solve problems, and patterns of student errors.

44. Pay attention to teacher–student interactions, including the types of student engagement and how the teacher encourages participation.

45. In the preobservation discussion, be clear on the focus of the observation and what technique(s) you will employ.

46. During the observation, note what you see and hear, not what you think. Because it is difficult to record only evidence, you may include some interpretation or opinion in your notes. Be as descriptive as possible and recognize when you are interpreting something rather than describing it.

47. The postobservation discussion is a good opportunity to engage the teacher in reflection about his or her practice and professional learning goals. Be specific, concrete, and descriptive in your feedback. Focus on behavior. Focus on what was said and done, not on why.
Observation Cover Sheet

Purpose: The cover sheet provides a broad description of who and what will be observed.

Completed by:
Mentor
Date: _____________________

Beginning Teacher

Instructions: Attach this cover sheet to the documentation for each classroom observation and store it in the beginning teacher’s Induction Portfolio. Complete it with the beginning teacher before and immediately after the observation. If you are observing another teacher, that teacher should supply the information.
Beginning teacher: _________________________
Mentor: ____________________________

Teacher being observed: _________________________________________________________

Observation date and time: ________________________ Length of observation: ___________

Class Information

Class: __________________________
NRS levels in class: _________________________

# of students present: _____________
Open enrollment or managed enrollment: ________

Other pertinent information about the students:

Lesson Description

Content area(s): _______________________________________________________________

Standard(s): __________________________________________________________________

Attach lesson plan.

Professional Learning Plan Focus

Beginning teacher PLP goal(s):

Observation focus:
Observation Checklist 1

Purpose: This sample observation checklist highlights key principles and approaches from the two online courses on evidence-based instruction and motivation: Principles of Learning for Instructional Design and Motivating Adult Learners to Persist.

Completed by:
Mentor
Date: _____________________

Beginning Teacher
Instructions: Complete a subsection of appropriate activities based on the beginning teacher’s professional learning goals, during and/or immediately following the observation. Feel free to increase the size of the evidence column.

Principles of Learning for Instructional Design

Sample Observation Tool

E = Evident; NFE = Not Fully Evident
	Learning Principle
	E/
NFE
	Evidence

	To help learners acquire, retain, and transfer new knowledge and skills
	 
	 

	a. The teacher chooses an appropriate level of difficulty.
	 
	 

	b. The teacher presents materials in a clear and organized format.
	 
	 

	c. The teacher uses multiple and varied formats and examples.
	 
	 

	d. The teacher spaces presentation of new material across time.
	 
	 

	e. The teacher tests on multiple occasions, preferably with spacing.
	 
	 

	f. The teacher grounds concepts in concrete experiences.
	 
	 

	To support learners in generating content and reasoning
	 
	 

	a. The teacher encourages learners to generate content.
	 
	 

	b. The teacher encourages learners to generate explanations and resolve contradictions.
	 
	 

	c. The teacher encourages learners to construct ideas from multiple points of view and different perspectives.
	 
	 

	To develop metacognition and self-directed learning
	 
	 

	a. The teacher structures instruction to develop effective use of complex learning strategies.
	 
	 

	b. The teacher combines instruction in complex learning strategies with learning of content.
	 
	 

	To provide effective feedback
	 
	 

	a. The teacher provides accurate and timely feedback.
	
	

	b. The teacher provides qualitative feedback.
	
	

	To use adaptive, interactive learning environments
	 
	 

	a. The teacher provides opportunities to practice and use skills for a purpose.
	 
	 


Motivating Adult Learners to Persist
Sample Observation Tool
E = Evident; NFE = Not Fully Evident
	Motivation
	E/
NFE
	Evidence

	To build learners’ self-efficacy
	 
	 

	a. The teacher supports learners in setting appropriate goals.
	 
	 

	b. The teacher offers feedback to build a growth mindset.
	 
	 

	c. The teacher assists learners in managing errors.
	 
	 

	d. The teacher reframes explanations in ways that motivate persistence.
	 
	 

	e. The teacher models literacy and learning strategies.
	 
	 

	f. The teacher uses assessments appropriately.
	 
	 

	To use and inspire learners’ interests
	 
	 

	a. The teacher finds value in learners’ interests.
	 
	 

	b. The teacher provides opportunities for choice and autonomy.
	 
	 

	c. The teacher encourages collaboration and cooperation.
	 
	 

	d. The teacher assists learners in overcoming systemic barriers to persistence.
	 
	 

	e. The teacher addresses the negative effects of stereotypes.
	 
	 


Observation Checklist 2

Purpose: This sample observation checklist highlights the alignment between a lesson and the state’s content standards.
 It was adapted from the Standards-in-Action Observation Tool.
,
 

Completed by:
Mentor
Date: _____________________

Beginning Teacher
Instructions: Although this checklist could be used in its entirety when you want to thoroughly examine many different aspects of classroom teaching and learning, you are more likely to use part of it, based on the beginning teacher’s professional learning goals. For example, if the beginning teacher is focusing on providing students with opportunities to develop higher-order thinking skills, you and the beginning teacher might select the statements outlined in section 2 (Cognitive level of learning activities) as the focus of the observation. Complete this checklist during and immediately after the observation. Feel free to increase the size of the evidence column.
Effective Teaching and Learning Practices

E = Evident; NFE = Not Fully Evident
	Teaching/Learning Practice
	E/
NFE
	Evidence

	1. Curriculum content of the lesson is aligned to the standards.
	 
	 

	a. The teacher presents lesson clearly, reflecting the concepts/skills of one or more standards.
	
	

	b. The teacher outlines standards-based lesson objective(s) stated in terms of the desired student learning outcomes.
	
	

	2. Cognitive level of learning activities is aligned to the demands of the standards.
	 
	 

	a. The teacher poses questions that stimulate student thinking beyond recall.
	
	

	b. The teacher allows appropriate wait-time (3 or more seconds) after posing questions.
	
	

	c.  The teacher asks students to elaborate on and justify their answers.
	
	

	d. The teacher activates students’ metacognitive skills (e.g., models strategies, inquires about students’ strategies).
	
	

	e. Students’ work reflects the demands posed by the standards targeted by the lesson.
	
	

	3. Standards are translated into lesson content relevant to adult students.
	 
	 

	a. The teacher ties the lesson to students’ goals, interests, or needs.
	
	

	b. Students actively participate in the lesson through class discussions, group projects, etc.
	
	

	c. Students have opportunities to apply new learning in authentic adult-oriented contexts.
	
	

	d. The teacher includes activities to build students’ technology and media literacy skills.
	
	

	4. Standards are met through a coherent progression of learning.
	 
	 

	a. The teacher explicitly links lesson content to previous lessons or what students already know.
	
	

	b. Students have prerequisite knowledge/skills to understand lesson content.
	
	

	c. The teacher closes the lesson by

· Reviewing lesson objectives

· Summarizing student learning 

· Previewing how the next lesson builds on that learning
	
	

	5. Students’ level of understanding is assessed during the lesson and instruction is adjusted accordingly.
	 
	 

	a. The teacher regularly checks whether students are mastering lesson content.
	
	

	b. The teacher provides students with prompt, specific feedback to correct misunderstandings and reinforce learning.
	
	

	c. Students signal understanding of lesson content before the instructor introduces new ideas.
	
	

	d. The teacher provides supplemental instruction for students who show that they need it.
	
	

	e. The teacher provides extension activities for students who complete classwork.
	
	

	f. Students evaluate and reflect on their own learning.
	
	


Observation Checklist 3

Date ____________________________ 
Teacher Name _____________________________

Observer Name ____________________________ 

Class _________________________

Number of Students Present _________________________
	Domain 1: Planning and Preparation
	Rating: Developing
	Rating: Accomplished
	Rating: Exemplary

	a. Demonstrates knowledge of content and pedagogy
	 
	 
	 

	b. Demonstrates knowledge of students to plan for effective instruction and assessment
	 
	 
	 

	c. Sets instructional outcomes
	 
	 
	 

	d. Demonstrates knowledge of resources and technology
	 
	 
	 

	e. Designs coherent instruction
	 
	 
	 

	f. Designs student assessment
	 
	 
	 

	Evidence
	 
	 
	 


	Domain 2: The Classroom Environment
	Rating: Developing
	Rating: Accomplished
	Rating: Exemplary

	a. Creates an environment of respect and rapport
	 
	 
	 

	b. Establishes a culture of learning
	 
	 
	 

	c. Manages classroom procedures
	 
	 
	 

	d. Manages student behavior
	 
	 
	 

	e. Organizes physical space
	 
	 
	 

	Evidence
	 
	 
	 


	Domain 3: Instruction
	Rating: Developing
	Rating: Accomplished
	Rating: Exemplary

	a. Communicates with students
	 
	 
	 

	b. Uses questions and discussion techniques
	 
	 
	 

	c. Engages students in learning
	 
	 
	 

	d. Uses assessment in instruction
	 
	 
	 

	e. Demonstrates flexibility and responsiveness
	 
	 
	 

	Evidence
	 
	 
	 


	Domain 4: Professional Responsibilities
	Rating: Developing
	Rating: Accomplished
	Rating: Exemplary

	a. Reflects on teaching
	 
	 
	 

	b. Maintains accurate records
	 
	 
	 

	c. Participates in a professional community
	 
	 
	 

	d. Grows and develops professionally
	 
	 
	 

	e. Shows professionalism
	 
	 
	 

	Evidence
	 
	 
	 


Identified strengths:

1.

2.

3.

Identified areas for development:
1.


2.


3.


General Guiding Questions for Classroom Observations

Purpose: Below is a general list of questions for conducting classroom observations; it was adapted from Adult Numeracy Instruction: Professional Development, Institute 1.

Completed by:
Mentor
Date: _____________________

Beginning Teacher
Instructions: These questions can be used instead of the sample observation checklists provided above. You can use the questions as a whole or select specific questions that relate to the beginning teacher’s professional learning goals. The mentor and beginning teacher determine the focus of the observation in the preobservation meeting and then adapt this tool, as needed, to fit the focus. Record your comments on an expanded version of this tool (with more space for responses) and attach this record to the Observation Cover Sheet.

Summarize what you saw regarding the agreed-upon objectives for the observation.

48. What actually happened in the class, including unplanned adaptations?

49. How did the teacher address his or her objectives?

50. What standards did the lesson address, and how?

51. How did students respond to the lesson as a whole and to specific portions of the lesson? When were students most engaged? When were students least engaged?

52. Did one or more students dominate the class? Did one or more students not participate? 

53. What knowledge and skills did students bring to the lesson? How do you know?

54. What did students learn as a result of the lesson? How do you know?

55. Based on your assessment of what students learned, what might you keep as part of this lesson and what might you change if it were done again? 

56. Reflect on the teacher’s content understanding and knowledge. Was the teacher’s understanding challenged or deepened in any way as a result of teaching this lesson? What evidence did you see of this change?

57. Reflect on the beginning teacher’s professional learning goals. What changes did you see in the teacher’s skills, knowledge, approaches, or understanding? What evidence did you see of these changes?

58. What suggestions do you have for the teacher? 

Other Observation Techniques

In addition to using observation checklists and guiding questions, there are many other approaches to gathering and recording information during class observations.
,
 Other techniques are outlined below and can be used for an entire lesson or for part of a lesson, as agreed to with your beginning teacher.

Other Observation Techniques

	Approach
	Description
	When to Use This Approach

	Quotes
	Word-for-word records of what the teacher and students say, including teacher questions, student responses, and student questions
	· When the observation focus is asking open-ended questions

· When the observation focus is assessing student understanding or mastery of lesson content

· When the observation focus is the cognitive level of learning

	Anecdotal notes
	Description of the events and interactions that occur during the lesson, including the interactions of students as they work in pairs or small groups
	· When the observation focus is assessing student understanding or mastery of lesson content

· When the observation focus is the cognitive level of learning

· When the observation focus is the application of new learning to authentic contexts

	Participation map
	Written or pictorial description of who talks to whom, including who initiates the conversation, who responds, and who is silent
	· When the observation focus is student engagement and participation

· When the observation focus is if the lesson is learner-centered versus teacher-centered

· When the observation focus is the cognitive level of learning

	Counting
	Record of the number of times that something occurs, including how often students initiate a discussion and how often the teacher supplies the answer to a question he or she asks
	· When the observation focus is student engagement and participation

· When the observation focus is if the lesson is learner-centered versus teacher-centered

· When the observation focus is the cognitive level of learning

	Following one student
	Record of the participation and actions of one student
	· When the observation focus is providing supplemental instruction for students who show that they need it

· When the observation focus is providing extension activities for students who need further challenges

· When the observation focus is a student or students who tend not to participate or to dominate participation

· When the observation focus is the participation of a new student or returning student


Other Observation Resources for Giving High-Quality Feedback
Included here are additional resources for teacher observations: 

· Giving High-Quality, Effective Feedback (p. 81) – an exercise designed to provide you with practice giving effective feedback

· Evidence-Based Feedback or Not? (p. 82) – another exercise designed to provide you with practice giving effective feedback; includes an answer key

· The College and Career Readiness Evidence Guide for Planning and Practice in a Single Lesson—English Language Arts and Literacy (p. 84) – concrete examples of what College and Career Readiness (CCR) standards in English Language Arts and Literacy look like in daily planning and practice
Giving High-Quality, Effective Feedback

To help you better understand what high-quality, effective feedback looks like, please view the “Marzano Pre- and Post-observation Example,” found at http://tpep-wa.org/trainingpd/pre-and-post-observation-example. (It is the third video on the page.) This video was developed to support the K–12 Marzano Teacher Evaluation Model in Washington state as part of the Washington State Teacher and Principal Evaluation Pilot. The video starts with a preconference; you can advance it to 16.57 minutes to view just the postconference.

Use the questions below to take notes on the feedback you observe. Please see p.  9 in the narrative for this Guide for the list of characteristics of effective feedback.
1. What examples did you see of high-quality, effective feedback?

2. Which aspects of effective feedback did this principal demonstrate well?

3. Which aspects of effective feedback did you not see?

4. If you were the mentor, is there anything you would you have done differently?

Evidence-Based Feedback or Not?

Purpose: To provide you with practice in identifying evidence-based feedback.

Completed by: Mentor
Date: ________________________

Instructions: Read each statement in the following table and decide if it represents evidence-based feedback, marking your answer in the “Yes/No” column. If you select “No,” rewrite the statement to make it evidence-based.

	Statement
	Yes/No
	Revised Statement

	I noticed that you used the interactive whiteboard, had students select books from the shelves, and had students look up answers to their questions online. Can you talk about why you selected these instructional resources for the lesson?
	 
	 

	The lesson was very teacher-directed, and the students had no choice in activities. You did most of the talking. Are you uncomfortable giving students more choice in your lesson?
	 
	 

	You asked a lot of good questions of students. Most of the students tried to respond and some were pretty thoughtful. How did you feel about students’ responses?
	 
	 

	I liked the interaction you had with David when you stopped by his table and encouraged him to stand up for his point, and you gave him the tools to go back and re-explain his point to his group. Can you talk a little about some of the student social–emotional strategies you are using?
	 
	 

	Your classroom did not feel very positive; I didn’t see much laughter or smiling. Your tone seemed kind of cold and you were not very receptive to students approaching your desk. Is this something you need support with?
	 
	 


Example Answer Key

	Statement
	Yes/No
	Revised Statement

	I noticed that you used the interactive whiteboard, had students select books from the shelves, and had students look up answers to their questions online. Can you talk about why you selected these instructional resources for the lesson?
	Yes
	 

	The lesson was very teacher-directed, and the students had no choice in activities. You did most of the talking. Are you uncomfortable giving students more choice in your lesson?
	No
	During the lesson, you provided a short lecture, gave the students activities to complete, went over the steps they had to complete for each activity, and put them in groups you had assigned them to. What role do you see for student choice and leadership in your classroom?

	You asked a lot of good questions of students. Most of the students tried to respond and some were pretty thoughtful. How did you feel about students’ responses?
	No
	You asked at least 20 questions of students during the lesson, and at least half of the questions seemed aimed at getting at metacognition and getting students to explain their thinking. Which questions do you think worked well in this lesson?

	I liked the interaction you had with David when you stopped by his table and encouraged him to stand up for his point, and you gave him the tools to go back and re-explain his point to his group. Can you talk a little about some of the student social-emotional strategies you are using?
	Yes
	 

	Your classroom did not feel very positive; I didn’t see much laughter or smiling. Your tone seemed kind of cold and you were not very receptive to students approaching your desk. Is this something you need support with?
	No
	I noticed that the mood in your classroom was very quiet, the students were largely on task and engaged, working at each of their learning stations; however, I noticed when students approached you when you were working with a group, you put up your hand and said, “Not now.” Is this part of your class rules? How do you see that impacting classroom climate?


CCR Evidence Guide for Planning and Practice in a Single Lesson—English Language Arts and Literacy

	This Guide aims to provide concrete examples of what College and Career Readiness (CCR) standards in English Language Arts and Literacy look like in daily planning and practice. It is designed as a developmental tool for instructors and those who support instructors.


The key advances required by CCR standards in English language arts and literacy are
59. Complexity: Regular practice with complex text and its academic language

60. Evidence: Reading, writing, and speaking grounded in evidence from text, both literary and informational

61. Knowledge: Building knowledge through content-rich nonfiction

When CCR standards in English language arts and literacy are effectively integrated into planning and practice, the following should be evident in each lesson.

	Expectation 1. A high-quality text
(or multiple texts) is at the center of the lesson.
These expectations should be evident in
planning and observable in instruction.
	Observation: 
Yes
	Observation: 
Yes
	Notes

	a.
A majority of class time is spent reading, writing, or speaking directly about a text or multiple texts.
	Yes
	No
	 

	b.
Students are working with and rereading texts that are at or above the complexity expected for the level and time in the course.
	Yes
	No
	 

	c.
The text(s) evidence exceptional craft and thought and/or provide useful information.
	Yes
	No
	 


	Expectation 2. Questions and tasks are
text-dependent and text-specific.
These expectations should be evident in planning and observable in instruction.
	Observation: 
Most/
Consistently/All Students
	Observation: 
More than Half/
Sometimes/
Most Students
	Observation: 
Less than Half/Rarely/
Some
	Observation: 
Few or None/
Never/
Few or No
	Notes

	a.
Questions and tasks address the text by attending to its particular structure, concepts, ideas, and details.
	Most
	More than Half
	Less than Half
	Few or None
	 

	b.
Questions and tasks ask students to think about what they have read or heard and then ask them to draw evidence from the text to support their ideas.
	Most
	More than Half
	Less than Half
	Few or None
	 

	c.
Questions and tasks attend to the academic language (i.e., vocabulary and syntax) in the text.
	Consistently
	Sometimes
	Rarely
	Never
	 

	d.
Sequences of questions support students in delving deeper into text to make nontrivial inferences beyond what is explicitly stated.
	Consistently
	Sometimes
	Rarely
	Never
	 


	Expectation 3. All students are productively engaged in the work of the lesson.

These expectations should be evident in planning and observable in instruction.
	Observation: 
Most/
Consistently/All Students
	Observation: 
More than Half/
Sometimes/
Most Students
	Observation: 
Less than Half/Rarely/
Some
	Observation: 
Few or None/
Never/
Few or No
	Notes

	a.
Students persist in efforts to read, speak, and/or write about demanding, level-appropriate texts.
	All Students
	Most Students
	Some 
	Few or No
	 

	b.
The instructor expects evidence and precision from students and probes students’ answers accordingly.
	Consistently
	Sometimes
	Rarely
	Never
	 

	c.
Where possible, students demonstrate the ability to persist in completing questions and tasks independently.
	All Students
	Most Students
	Some 
	Few or No 
	 

	d.
When discussing or collaborating, students build on each other’s observations or insights using evidence.
	All Students
	Most Students
	Some 
	Few or No 
	 


This tool is for use by instructors, those providing support to instructors, and others working to implement CCR standards for ELA and Literacy—it is not designed for use in evaluation.
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To the extent possible under law, we have waived all copyright and related or neighboring rights to this work. Any and all components of these modules may be customized to meet the needs of any audience—they may be modified, reproduced, and disseminated without prior permission.

Examples of Completed Materials from the Field
Sample Lesson Plans

Three sample lesson plans follow: one for an intermediate ESOL class, one for a mid-level ABE class, and one for a series of pre-ASE mathematics classes. These samples are based on Lesson Planning Template: Sample 1.

Another sample math lesson plan on benchmark fractions developed by Connie Rivera, a Connecticut practitioner, can be found at: https://www.oercommons.org/authoring/3026-benchmark-fraction-brownie-mix.
Intermediate ESOL Class Lesson Plan
	Lesson Plan Element
	Materials, etc.

	6. Student goal(s): During the first week of class, students were learning about each other and the different languages they each spoke; we talked about all the different countries and languages in the world and made a list of them on the board. We talked about America and all the different languages spoken here. Students were interested in knowing more about people who were bilingual and how they use their two languages.
	 

	7. Read with Understanding Standard: Students benefit from applying a conscious process for understanding a text: determine the reading purpose; apply reading strategies appropriate to that purpose; monitor comprehension and adjust strategies as you read; analyze the information and reflect on its meaning; integrate meaning with prior knowledge.
	 

	8. Learning objectives

Content:

· Students will be able to recount details from the text about how the two authors used language.

· Students will use a Venn diagram to sort information from the text accurately.

Language:

· Students will be able to correctly identify long /e/ vowels or diagraphs in the text and use that knowledge to decode new words.

· Students will describe instances when they chose to use English or the L1 and explain why.
	Copies of “Our Lives in Two Languages”

	9. Assessment(s):

Students will record and report at least three key details from the text about how the two authors used language.

Students will be able to name three instances when they made a language choice and explain how they made their decisions.

Students will correctly sort information about the two authors in a Venn diagram.

Students will correctly identify at least two words from the text that contain long /e/ vowels or diagraphs and identify five other words with that sound.
	 

	10. Activities:

Write the word “languages” on the board. Ask students to share the languages they speak, and make a list on the board. Learn the meaning of “bilingual.” Look at a picture of a trash can on the street that has “trash” in four languages on the side. Ask, “Have you seen other examples where more than one language is used?” Talk about being bilingual and whether or not students consider it useful to be bilingual and why. Set the purpose for reading: learn more about how people use their bilingualism.

Pass out copies of article. Preview the title. Model with “think aloud” how titles (and pictures, etc.) can help you think about what the article might be about and what you already know about it. Invite students to share what they expect to read. Who do they think the two authors are? 
	Picture of a trash can marked with different languages

	Preview vocabulary. Remind students, by modeling, how to use letter sounds to help decode unfamiliar words, and then to think about whether that word would make sense in the sentence/text. Have students read short parts of the text and then stop to check their own understanding. Ask them to identify one thing that is the same and one that is different about the characters in the text. Write these in a Venn diagram on the board. Have students continue filling out this Venn diagram, on their own papers, as they read. Remind students that these sorts of diagrams help us to organize and recall information.

Invite students to compare their experiences to the immigrant characters in the text, describing when they use English (or the L1) and how they decide. Make a class list of their decision rules.

Additionally, identify words with long /e/ vowels, and long /e/ vowel diagraphs ‘ea’. Teacher reads sentences from the article with words that have long /e/ sound. Students listen and give the thumbs up sign when they hear a word with long /e/. Explain that sometimes two letters can combine to make one sound. Write the word “treat” on the board. Ask students to call out the two letters that represent the long /e/. Ask students to think of other words with the long /e/ vowel diagraph. Help out if needed and make a list on the board that includes words from the text. Have students copy the list and then practice reading to a partner. One student reads while the other points to the correct word.

Use clapping technique to help students with syllables and word stress of difficult or new words in the text. Model how students can use the first and last sounds to help decode unknown or difficult to pronounce words.

Debrief on the whole text as a class. Have students in small groups come up with a sentence or two about what the statement “Being bilingual makes you close to two worlds” means to them. Put newsprint up on the wall with that statement as a caption, hand out pens to all the students, and let them write the sentence they came up with in their groups on the “graffiti wall.” 
	Copies of “Our Lives in Two Languages”

	11. Student feedback: Ask students to talk (first in pairs and then in the group) about what they discovered about how people use two languages (bilingualism). Have them write in their journals about this. 
	 


Mid-Level ABE Reading Class Lesson Plan

	Lesson Plan Element
	Materials, etc.

	12. Student goal(s): Many of the students are preparing for the high school equivalency test. Others are employed but would like to be promoted or find more gainful employment. Some would like to be able to help their children with reading homework. Nearly every student has mastered few if any reading comprehension strategies.
	 

	13. College and Career Readiness Standards: For students to meet CCR Anchor Standard 1, they must be able to “read closely to determine what the text says explicitly.” Anchor Standard 10 requires that students can read “complex literary and informational texts independently and proficiently.” This class will focus on a reading strategy that will help students to read more closely as they take on a challenging informational text.
	 

	14. Learning objectives:

Students will be able to describe the visualization strategy in a brief paragraph with 90% accuracy.

Students will create and share at least one visual (either through writing, pictures, or conversation) they have created in their minds as they read the assigned text.
	Copies of the first chapter of Phineas Gage


	15. Assessment(s):

Students must provide an accurate explanation of how to use the visualization strategy in their journals.

Each student must create and share at least one visual while reading and listening to Phineas Gage. 
	 

	16. Activities:

Introduce the visualization strategy by name and definition. Explain that to be a good reader, a person must be able to use specific strategies to force him/herself to read more closely. Visualizing can help readers to better understand and follow the events that take place in a text. Write the word “visualization” on the board. Compare visualization to creating a movie in one’s mind.

Model and explain the visualization strategy, using the first six pages of the book, Phineas Gage: A Gruesome but True Story About Brain Science. Explain that the reading level for this text is challenging [GLE 7+], but visualizing can help unlock the meaning.

Begin modeling by reading aloud and, pointing to head, “thinking aloud” the pictures that occur. Sketch pictures quickly on board in successive squares.

Stop reading after first complete paragraph on p. 6. Begin guided practice by asking students to either draw or explain the pictures that they have created in their minds based on the text. They may use post-it notes to place sketches near points in the text, sketch separately on paper, or describe their pictures verbally on lined text.

Show students illustrations/photos of what happened to Phineas (on pp. 7, 61, 62). Compare student illustrations and descriptions to the pictures. How close are student illustrations to the photos? Ask students to account for similarities and differences.

Continue guided practice and application by reading aloud pp. 6–10 and working together to produce/record more visualizations.

Ask students to start reading pp. 15–22 to themselves while using the visualization technique. Explain that visualization sketches should be quick and brief. After students have produced 3–5 visualizations each, stop and ask them to share and then discuss. Discuss why some people may have different pictures than others and the acceptability of these differences.

Invite students to continue reading the passage on their own outside of class. Explain that they can share insights at the beginning of the next class meeting. Conclude by explaining that visualization becomes “automatic” with practice, so that actual sketching is no longer required.
	Lined paper or sketch paper

Post-It notes, 3-inch square

	17.  Student feedback: 
Students will briefly fill out an Exit Ticket by answering two questions: (1) Name three things you learned about Phineas Gage by using visualizations; (2) Do you believe this technique helped you to read a complex text more closely than you would have been able to without using the technique, and if yes, how?
	Blank half-sheets of paper


Pre-ASE Mathematics Class Unit Lesson Plan

	Lesson Plan Element
	Materials, etc.

	18. Student goal(s): Students are highly focused on passing the high school equivalency test, but most are in need of help with basic mathematics operations, concepts, and applications.
	 

	19. The College and Career Readiness Standards for mathematics require that students “solve real-world and mathematical problems” (e.g., surface area) and “solve problems involving measurement and conversion of measurement.” 
	 

	20. Learning objectives:

Students will be able to measure everyday objects using American units of linear measurement with 80% accuracy.

Students will be able to compare and convert common American units of linear measurement with 90% accuracy.

Students will be able to calculate distances using the scale/legend on a map with 90% accuracy.
	 

	21. Assessment(s):

Students complete exercises with 80% accuracy: Number Power 9, pp. 12–13 and 17. (Part One)

Students complete test exercise with 90% accuracy: Number Power 8, pp. 28–29. (Part Two)

Students find, measure, and calculate the distance in miles between their homes and their school with 90% accuracy.
	 

	22. Activities:

Part One: Concepts and Tools

· Explain that today we’re going to talk about measuring things that are straight lines. This is called linear measurement. What does linear mean? (Add to vocabulary list.) A long time ago, people used parts of their body to measure things. Let’s try it.

· Hand out p. 10 and follow directions to make measurements with their thumbs. Write students’ results on board and orally compare. Ask, “Is there a problem with the data here?” [Yes, the different measurements are not the same!]

· Discuss the problem and how “standard units of measurement” might solve the problem. [Measurements are done in the same way and everyone understands what they mean.]

· Teacher refers to pictures of things that are measured. Ask, “How do we measure this thing?” [Toaster = with ruler; floor = with tape measure]

· Make several columns on the board to cover all the answers (e.g., one for rulers, one for yard sticks, etc.) and ask a student to come up to the board. Ask the students to name the objects that would go in each column and ask the student to write those names in the correct column.

· Ask for additional items that are measured using the columnar units (e.g., length of table = inches or feet/inches; pitcher’s mound to home plate = feet). Add new columns if new objects are suggested that require different units (e.g., distance between cities = miles).

· Teacher hands out objects to measure, asks each student in turn, “What would you use to measure this?” “What unit or units would you use to express the measurement?” 

· Discuss, “Why do we usually use a certain kind of unit for a certain kind of task?” If students find this challenging, ask “Why don’t you ask a hair stylist to cut off a quarter of a foot of your hair?”

· Distribute magnified inches to each student. Ask students to fold them into halves and then quarters. Draw a magnified inch on the board and ask the students to name the parts. Assist students in thinking through what to fill in if they get stuck.

· Practice finding “one-half inch,” “one-quarter inch,” etc. Ask how to express more than one inch in length (e.g., “one and one-half inches,” etc.).

· Hold up a ruler and discuss the parts, asking students to refer to their rulers. Ask students to demonstrate how to measure something starting at the very end with zero. Then introduce the yardstick. Then introduce the tape measure.

· Walk around the room with students and point to an object and ask, “How long is this?” Then, “What tool would you use to measure it?” Compare estimates with real measurements and discuss.
	Newsprint, markers

Pictures of things that are measured linearly 

Rulers, tape measures

Objects to measure: string, table… 

Masking tape

Running vocab list: linear, units, conversion, scale, calculation…

	Part Two: Comparing and Converting

· Tape out three rectangles with specified dimensions on the floor (18" by 3', 3' by 6', and 6' by 9').

· Have students measure and record the length of their thumbs, forearm, nose, nose-to-thumb, foot, their height, etc. Ask for suggestions of what to measure, make list on board. Brainstorm abbreviations for units: (inch: in. or "), (foot: ft. or '), (yard: yd.) and begin using this notation.

· Create a chart of student measurements and practice making comparative statements about the information (e.g., “Michele’s arm is 10 times longer than her thumb.” Ensure that each student makes at least one statement. Ask, “Whose foot is exactly a foot?” “Whose nose to fingertip is exactly a yard?” 

· Discuss connections between actual measurements and names of units. Ask, “Can we use body parts to make estimates?” Ask a student to use her arm to measure the height of a doorway; compare that measure to an exact tape measurement. Consider adding feet to measure a room width, or stride (est. one yard) to do the same.

· Divide students into pairs or small groups to measure sides of tape rectangles on the floor; have them combine four sides to get a “perimeter”. Have students report their measurements and chart out on board. Compare amounts and units used among groups; compare instruments used to get measurements. Ask, “Will using the wrong tool lead to inaccuracies?” [e.g., using a ruler instead of a tape measure for larger rectangles].

· Fasten on a measurement such as 72 inches instead of 6 feet to bridge to the concept of converting. Ask, “What is a conversion?” Then, “Should I convert this 72 inches into 6 feet? Brainstorm, “How can I do that?” Discover with students that a foot = 12 inches; a yard = 3 feet and so forth.

· Practice converting measurements back and forth, then, on board solve together: 120" = ___ feet; 84" = ____ feet; 36 feet = ____ yards; and so forth.
	 

	Part Three: Comparing and Converting

· View video clip. Explain that members of the NBA Atlanta Hawks demonstrate how to figure out time and distance on a map when planning a trip.

· Discuss reasons to use a map and reasons to need to know distances on a map.

· On world map or Massachusetts map, demonstrate, then have students practice, measuring from Boston to students’ home countries/towns. Ask: “How far do you think it is in miles?”

· Make chart on board of students’ map measurements, as well as their guesses of the distance in miles. Ask, “How can we figure out what the distance really is?”

· Ask, “What is the scale on a map?” “What does the scale on this map tell us?” Demonstrate a conversion. Ask: “If the scale is 1 inch = 150 miles, how do we figure out the number of miles?” [We measure the number of inches and then multiply by 150.]

· Have a volunteer come to board to demonstrate conversion. All students help with the calculation. As students calculate distances in miles, add the results to the chart on board.

· Ask, “Were your guesses accurate?” Then, “What if the scale were 1.5 inches = 100 miles; would the distance in miles be greater or smaller?” [smaller] Test out a few calculations with this new scale.

· Ask, “What if we wanted to know the length of the coastline on the east coast of the United States? How would we do that?” [Drawing a straight line would be too inaccurate.] Demonstrate how to use a piece of string to follow the coastline to get the correct length, then measure the string with a ruler. Calculate the distance together.

· Hand out maps of Greater Boston and string. Show students how to open and look at map. Through guided practice, have the students in pairs find the scale and calculate what 4 inches on the map would denote in miles. Compare answers.

· Explain that straight lines on a map only show the distance if you were flying. Instruct pairs of students to find two locations, measure the distance between the two using the string, then calculate the number of miles. Share results from a few student pairs.

· Explore how to find a specific location on the map (street names on back, grid references). On board, write two specific locations for students to find (for example, Kenmore Square and Government Center, giving names of intersecting roads if necessary). 
	Cue up video: TV 411: Episode 14: Sports Smarts: Reading a Map

world, MA, and Boston maps

string, scissors

	23. Student feedback
: 

Ask students to (a) name two things they have learned from this unit that they will use and how, and (b) identify anything that is still confusing to them OR that they would like to know more about.
	half-sheets of paper


Sample PLP Materials from the Field Test

The following materials are examples of induction tools completed by beginning teachers during the national field test of the Teacher Effectiveness project.
Example Planning Tool 1: Reflection on Teaching Practice and Experience

	Teaching Practice and Experience: Guiding Questions

	24. What education and/or experience do you have that can be applied to instructing the adult students in your class? Is this teaching context different from what you have done before? Please compare.

Experience working with students in the reading lab for 2 years and getting to know them on a one-on-one basis—what some of their background is like, the rough pasts many of them have, what they struggle with and where they have strengths. Master’s in TESOL degree taught me about strengths of adult learners (prior knowledge they bring into the class, learning strategies) and how to use those to their advantage. Education degree for undergrad helps with knowing how to plan a lesson, supplement textbooks, etc.

Working in a reading lab is also very different than teaching a full class, but can apply some reading strategies if I teach a reading class. Teaching a speaking/listening course at Lincoln gave me experience working with an advanced level ESL class, but most students were just out of high school so had different needs. Also all of the students were Chinese so didn’t have a mix of cultures to teach.

	25. What are your strengths as a teacher, especially in reference to your current class?

I genuinely care about the students and love teaching adults, so it is a strength to have a passion for what I’m doing and who I’m working with. I want to be as student-centered as possible, so I think I do a good job generating student participation. I give detailed feedback to students on presentations, am a very detail-oriented, thorough person.

	26. In what areas would you like support from your mentor, especially in reference to your current class?

I struggle in being assertive enough with students and interrupting when we stray from the topic and getting students back on track. I also feel limited in knowing how to get a feel for how well students are following along in class, getting the material, or who is completely lost and not following along (until the test or presentation and then I find out they’re lost). I also feel I lack the ability to judge when to cut something out of the textbook or when to supplement with something that would be more beneficial for students. Sometimes I want to cut something out just because it’s really boring for me so I assume it’s boring for students, but they actually are getting something out of it.

	27. Think about your own teaching strategies. Which methods or activities do you use most? Why? 

How to take notes while listening to lectures, partner work, group discussion about the lecture they listened to to try to push for higher-order thinking skills I have students reflect on the topics.

	28. How do you know if what you are teaching meets the students’ needs?

That’s what I’m not sure about. When students give their presentations, I get a feel for if the instruction I gave them helped them delivering a better presentation, but I’m not sure if that meets their needs. Looking at their tests I can see if the teaching throughout the unit was adequate in preparing them for their test, but again I’m not sure if being able to get a good grade on the particular tests means that they are gaining the skills they need to improve their English proficiency and prepare them for credit classes, a better job, or whatever their individual goals are.

	29. Think about the teaching strategies presented in the online courses. Which stand out as strategies you would like support to implement?

The many strategies shared about getting to know the students and find out their learning needs and interests.

Being very clear and transparent with students about the goals of the lesson.

Making sure that students make and see their progress.


What ideas did this reflection give you about the professional learning goals you might work on with your mentor?

I would like to develop my ability to monitor student progress and use it to guide instruction. I would also like to get better at giving constructive feedback to students without giving too much detail. Supplementing and adapting the textbook to my students’ needs is another area I hope to improve upon.
Example Planning Tool 2: Priorities from Adult Education Teacher Competencies Self-Assessment 

Competencies Self-Assessment Priorities

	Adult Education Competencies
	Comments
	Priority Ranking

	1.3 Monitors learning through summative and formative assessment
	Very important to help guide instruction; program priority as well. Helps evaluate whether my teaching methods are effective.
	1

	1.4 Adapts instruction based on formative and summative student assessment data
	This goes hand in hand with the above, monitoring learning through assessment.
	2

	2.4 Designs instruction to build learners’ technology and digital media literacy skills
	Many students lack these skills, but it is becoming increasingly important in today’s world.
	5

	2.5 Designs instruction to build learners’ higher-order thinking, communication, and problem-solving skills
	Students really need help in this area so it’s very important. It’s a skill that will be useful in any job or academics.
	4

	4.3 Refines instructional practice through reflection on experience, evidence, data 
	Very important that I continually reflect on what’s working and not working
	3


What ideas did this reflection give you about the professional learning goals you might work on with your mentor?

Finding ways to evaluate what students are learning and then knowing how to improve instruction based on that information is a priority for me as an instructor.

Example Planning Tool 3: Desired Student Outcomes

Desired Student Outcomes

	Desired Student Outcome(s)

What do you want your students to be able to do that they are not doing or could do better?
	Evidence-Based Instructional Practices

What evidence-based practices (from the online courses or the competences) could you work on so that your instruction better supports those outcomes?

	30. Understand the class learning objectives and how well they’re meeting the objectives.
	· Making sure I’m clear with students (transparent) about the learning objectives for each class and for each activity. 

	31. Make and see their progress toward the next level.
	· Refining assessment rubrics to accurately assess student achievement of objectives.

· Use assessment information to give students useful feedback.


What ideas did this reflection give you about the professional learning goals you might work on with your mentor?

I would like to learn how to provide feedback to students in a supportive and effective way.

Example Professional Learning Plan (PLP)

Professional Learning Plan (PLP)

	Professional Learning Goal

What do you want to learn to do or do better? 
	Learning Activities

What professional learning activities will you engage in to reach your learning goal?
	Indicators of Progress

What signs will you look for to know if these instructional practices are leading to the desired student outcomes? What evidence or artifacts can you collect?

	32. Refine and use rubrics so they provide useful information and are consistent across instructors.
	Research how to create effective rubrics. (Maybe work together with GED teachers on this.)

Meet with other teachers to compare rubrics and how we evaluate student work.

Work with mentor to revise rubrics and practice using them.
	· Students have a better understanding of what’s being assessed on the rubric and lesson objectives in general (they can say what they are)

· Rubrics and revised versions

· Student work

	33. Give students useful feedback—the right amount and feedback that they can use.
	Observe my mentor to see how she gives feedback.

Try some of the approaches described in the online course for giving feedback and discuss the results with my mentor.

Be observed by mentor.

Compare how mentor and I would give feedback on a piece of student work.
	· I clearly see student achievement of objectives and awareness of what objectives are 

· Students get a better idea of how they did on their presentations and are able to more accurately see improvement when it occurs

· Observation notes

· Notes of feedback approach used and results

· Improvements in student work


Example Final Self-Review by Beginning Teacher

Final Self-Review

	Professional Learning Goal
	Reflection: How well did you meet your PLP goals during the induction process? What work remains to achieve this goal?
	Evidence

	Refine and use rubrics so they provide useful information and are consistent across instructors. 
	While refining rubrics is a task that seems to be endless as we are always looking to make them more objective and to use language that more accurately defines what we expect for each category, I feel that we have made significant progress in this area. We read some articles on creating rubrics and engaged in discussion about our experiences using rubrics, both struggles and successes. We have made plans to meet once a week over the summer to work on unifying the language in rubrics across all levels. We also want to learn about bias in grading and how we can avoid it.

I had little confidence in my ability to accurately assess an essay, as I only had experience grading native speakers’ writing. By grading one of my mentor students’ essays and comparing it with what she had, I gained a lot of confidence in the fact that we were very similar in our grading. Also by discussing what makes an A, B, C, and D paper and viewing examples from her class, I was able to get a good idea of whether or not I was on the right track. 
	· Print-outs of articles on what makes a good rubric

· Write-ups of meetings the writing instructors had to make plans for further rubric revision

· Samples of A, B, C, and D papers

· Student work graded by me and mentor

	Give students useful feedback—the right amount and feedback that they can use.
	This is the goal I feel that I still have the most work to do in order for my students to benefit from my feedback. I’m finding it hard to give equal attention to all students, and find that I’m giving a lot more feedback to some than others. Also, I’m not giving even attention to all the items on the rubric. For example, most of my feedback is about writing mechanics and organization. 
	· Observation notes

· Teacher notes


62. What development have you seen in your instructional practices over the course of the induction process? In what competencies did you see improvement? 

One area where I had rated myself low on the competency self-evaluation was, “Designs instruction to build learner’s higher-order thinking, communication, and problem-solving skills.” Last semester on the evaluations my students filled out they also gave a low rating for the category of being pushed toward higher-order thinking and said they weren’t challenged enough. Based on feedback from students and how I feel about the progress I have made this semester, this is one area where I have definitely grown. Another big area of development is in the competency, “Monitors learning through Summative and Formative Assessment.” Before this semester, I didn’t see the connection in how vital summative and formative assessment were to inform and alter my instruction. I gave students the chapter tests, they had presentations or papers, but I wouldn’t analyze their work. I just gave them a grade and moved on. Now, I incorporate more formative assessments. I realize that many of the in-class activities serve as formative assessments and I need to monitor students more closely as we are doing activities and see if they are catching on.

63. How well did you meet your students’ learning needs and the desired student outcomes? How do you know? 

Based on the student surveys I had them fill out and on the improvement I’ve seen in their work, I feel I have helped them meet their needs and outcomes pretty well. At this point in my writing class, students have only turned in one final essay, so it will not be until a little later in the semester that I can tell if they have truly improved in their writing.

64. How well did you meet your own professional learning goals? Explain.

I feel I met my learning goals very well. Compared to last semester I have really been able to work toward achieving my goals and it’s exciting to see significant student progress as a result of the work I poured into the courses and my teaching. Collaborating with my mentor and other teachers helped me make progress on my assessment tools (rubrics). It’s been harder to make progress on giving effective feedback.

65. What changes did you make to the plan throughout the year and why?
It was hard to get a vision for what exactly we wanted to do with this mentoring project, so we just had a broad idea of doing observations, meeting regularly after class to discuss our classes and teaching, and focusing on rubrics. We didn’t know what the rubric focus would evolve into but that has been the biggest change and I think the most will come out of rubric focus in the long run. Initially we had decided to grade each other’s essays and compare how we graded. From this we discovered problems in the rubrics—how mine weren’t weighted in different categories so students’ grades weren’t accurately reflected by the rubric, and also the inconsistency in language over different levels of rubrics. This resulted in bringing in three other instructors to meet about our struggles and successes with using rubrics in the writing courses and how we could implement better, more consistent rubrics throughout the program.

66. How effectively did the mentoring process support your learning?

The mentoring process was very effective in supporting my learning. Having a mentor to continually check in with and bounce ideas off of gave me more confidence. I also experienced how huge a time saver it is to collaborate and share materials from our classes. Having a team makes my job so much more enjoyable. In particular, I learned about how to help students write better by offering tons of support in the beginning of the process. I provided outlines this semester, showed sample intros and conclusions, and watched them make a lot of progress in this area. Had it not been for my mentor, I wouldn’t have had the time to create all these materials or come up with the ideas on my own.

67. Based on this experience, what goals might you consider for next year?
I want to continue refining rubrics for each assignment and adjust instruction so the objectives are better met. I would like to implement running rubric evaluations after each paper so that I can inform instruction for the next assignment.
Example Final Review by Mentor
Final Review by Mentor

	Professional Learning Goal
	Reflection: How well did the beginning teacher meet the PLP goals during the induction process? What work remains to achieve this goal?
	Evidence

	Refine and use rubrics so they provide useful information and are consistent across instructors. 
	Much effort was put into this goal throughout the project, and I think that there has been significant progress and improvement in this area. While the rubrics still need refining, the comparison process has been very helpful for Sarah to get a better feel for what specific areas need to be targeted for grading, and how to address those areas more effectively during instruction. While Sarah has conveyed that this has been very helpful for her, I think this has actually benefitted all of us as a department because the related activities have promoted discussion about specific challenges our students are facing and the best way to address those needs. Additionally, discussions have led to proposed curriculum changes so that we can focus on better ways to address their needs in our instruction.
	Gathering research on effective rubrics

Rubric meetings 

Student writing samples showing examples of A, B, C, and D work

	Give students useful feedback—the right amount and feedback that they can use.
	The achievement of this goal is a little more difficult to assess. Sarah tried some new feedback techniques that worked well but were hard to weave into her work consistently. Additionally, there was limited observation time, so I didn’t have many chances to observe the ongoing changes in the way Sarah was giving students feedback. There were also interruptions due to multiple class cancellations because of weather.
	Observation notes


68. What development have you seen in the beginning teacher’s instructional practices over the course of the induction process? In what competencies did you see improvement? 
I was definitely able to see Sarah’s ability to present materials in multiple formats. Often the materials provided in the textbooks do not give enough varied and regular practice, so she has developed activities to supplement those materials. I have also noted that she is finding ways to challenge the students to use higher-level thinking skills. She has a good rapport with the students, and it is clear that they feel comfortable with her, and they are learning useful skills in her class. From my discussions with Sarah and the class observations, I can see that this process has helped her become more aware of the goals for each lesson and how the instruction and activities relate to those goals.

69. How well did the beginning teacher meet students’ learning needs and the desired student outcomes? How do you know?

We have had many discussions throughout the semester about her concerns for the writing class. As the semester has progressed, and as she has incorporated some of the changes we have developed, there has been improvement in the students’ grades.

70. How well did you meet the beginning teacher’s learning needs? How do you know?

I feel I met those needs well. She is a tutor in my writing class, and we spent significant time outside of class discussing the classes. I believe she felt comfortable with me, and I often answered questions she had about her classes and shared materials that had worked well for me previously when I taught those courses. Sarah indicated to me on several occasions that she appreciated the fact that she was able to come to me with questions and advice and that she felt our collaboration was very helpful.

71. In what areas do you recommend that the beginning teacher continue learning?

I don’t have any specific recommendations. She is an excellent teacher, and I know that she will continue working to find ways to modify her instruction and materials based on students’ needs. I think that we all will benefit from continued collaboration, specifically in the area of rubric development.

72. What new learning areas do you suggest the beginning teacher consider?

At the moment, I do not have any specific suggestions.

73. What did you learn from this experience about mentoring? Is there anything you would do differently next time?

I think this was an excellent experience for both of us. Sarah was able to come to me for any questions or concerns about the classes that were new for her, and the process of discussing certain issues helped us identify ways to improve our curriculum. In turn, this collaboration has resulted in a program-wide discussion of challenges and ways we can work together to overcome them. 
Sample Completed Observations from the Field Test

Observation Sample 1 Cover Sheet

Beginning teacher:
Kara W.

Mentor:
Gabriella S.

Teacher being observed: 
Kara W.

Observation date and time: 
October 22, 2013
Length of observation:
90 minutes


Class Information

Class/level observed:
ABE
NRS levels in class: 
Low-Intermediate

# of students present:
12
Open or managed enrollment:
Open

Other pertinent information about the students:

About a 50/50 split between native English speakers and ELLs.

Lesson Description

Content area(s): Reading Comprehension

Standard(s): CCRS, read closely, etc.

Attach lesson plan.

Observation Focus

74. Strengthen students’ levels of engagement.
75. Use positive feedback to motivate students.
76. Promote students’ higher-order thinking skills.
Observation Report

Teacher: Kara W. Mentor: Gabriella S.

Goals for the Observation

I met with Kara to decide together what I should focus on when I come to observe her class next week. I had asked her to review the students’ responses to the goal-setting activities that she has conducted in the past. I also asked her if there were aspects of her facilitation or presenting that she’d like me to concentrate on. Kara came to the meeting with a draft list of goals, which we narrowed down to the following:

77. The students are impatient to move into the high school equivalency prep class. Kara wants to improve their engagement with current classes by being able to demonstrate that the strategies she’s teaching will pay off. She chose the visualization strategy for this class and would like me to gauge students’ levels of engagement throughout the class, not just at the beginning of an activity.

78. Kara suspects that she is holding back giving praise to students because she feels it’s condescending. In the past we’ve talked about how appropriate language can acknowledge students’ successes without seeming fake or fawning. She would like me to monitor her use of the new language she’s been trying.

79. Kara wants to tap into the students’ higher-order thinking skills. She is reasonably sure that comprehension strategies such as visualization do just that, but she would like another “pair of eyes” to see if students are demonstrating critical thinking as the activities progress.

Observation and Feedback 

Kara facilitated a wonderful class! Regarding our first goal, whether students got engaged and stayed engaged, the objective was completely met. One reason for Kara’s success is how well-planned her modeling of the strategy was; she had made blow-ups of her visualizations on yellow paper like oversized Post-It Notes and then affixed them to a projection of the text. During the guided practice, students became competitive, in a good-natured way, in coming up with visualizations. They, too, put their visualizations on blank pieces of yellow paper and then asked Kara to attach them to the section projected for that purpose. When students began doing work on their own, you could hear a pin drop in the room. The fewest number of Post-Its I counted was three, and that low number was probably due only to that student’s being a slow reader.

Kara was slightly less successful regarding the goal of improving constructive feedback for students. What I observed is that she became so excited with the students’ work that she lapsed into general praise, such as “Awesome!” or “Fantastic!” We had agreed that feedback language needs to be student-specific; that is, it should point out details of what a student is doing successfully, and then perhaps follow up with some guidance on how he or she could make further improvements.

Our third goal was to see if students’ higher-order skills were being strengthened by the new comprehension strategy. I’m not sure we set ourselves up for success here. I found myself wondering what I should be looking for that would indicate that students were thinking critically rather than just sketching an image that popped into their minds.

Observation Debriefing and Resolutions

Kara and I had a good discussion about my feedback and came up with some great refinements. We talked for some time about the second goal, acknowledging progress more effectively, before we hit on the idea of looking at some of the students’ actual visualizations and practicing with them. “The level of detail in this visualization is very impressive” and “I would never have thought of this image as a visualization. Good work.”

We also agreed that a good measure of how much students’ higher-order thinking skills are being tapped is to start the Exit Ticket activity as a brief oral discussion. We would reverse the order of the two questions, beginning with, “Do you believe this technique helped you to read this text more closely, and if yes, why?” In this way, the feedback on this goal would come from the students themselves.

Observation Sample 2
 Cover Sheet

Beginning teacher: Sarah B.
Mentor: Liz M.
Teacher being observed: Liz M.
Observation date and time: 11/12/13, 6 p.m.–9 p.m. 
Length of observation: 3 hours
Class Information

Class/level observed: ESL 4
NRS levels in class: __________________________

# of students present: 18
Open enrollment or managed enrollment:  Managed
Other Pertinent Information About the Students

The students seemed enthusiastic to be in class and happy to see each other. It was obvious they enjoyed coming to class.

Lesson Description

Content area(s): Technology skills, problem solving, consumer skills, vocabulary
Standard(s): __________________________________________________________________

Attach lesson plan.

ILP Focus

Competency:
Designs Instruction to Build Learners’ Technology and Digital Media
Literacy Skills
Observation focus:
General
Comments: 

Liz’s lesson was interesting, challenging, and very useful. Students were engaged and motivated. It was obvious that they saw their tasks as useful. It was also clear that they felt comfortable with asking questions.
Example Observation Checklist 
Effective Teaching and Learning Practices

E = Evident; NFE = Not Fully Evident
	Teaching/Learning Practice
	E/
NFE 
	Evidence

	34. Curriculum content of the lesson is aligned to the demands of standards.
	 
	 

	The teacher presents lesson clearly, reflecting the concepts/skills of one or more of the standards.
	E
	The teacher demonstrated the task students would do on computers before having them do it (and before having them move to the computer lab).

	The teacher outlines a well-defined standards-based lesson objective stated in terms of the desired student learning outcomes.
	E
	It was clear that the students understood what was expected of them during each activity. Teacher provided a checklist to help students log onto computer and do assignment.

	Students use resources directly related to the targeted standards.
	E
	I’m not familiar with the standards for the class. The class outline includes media literacy as a goal. Students did make progress in creating a table in Word and searching for cars on the Internet.

	35. Cognitive level of learning activities is aligned to the demands of the standards.
	 
	 

	The teacher poses questions that stimulate student thinking beyond recall.
	E
	Teacher gave students scenarios for people who wished to buy cars. Students had to think about the buyers’ available cash, the cost of cars, and finance options. 

	The teacher allows appropriate wait-time (3 or more seconds) after posing questions.
	E
	The teacher circulated around the computer lab asking students what they had found. She was available for them to ask questions. If she saw they weren’t making progress, she asked leading questions, which often helped them discover their own questions.

	The teacher asks students to elaborate on and justify their answers.
	E
	As the teacher circulated, she asked students what cars they were looking at and how their buyer planned financing. 

	The teacher activates students’ metacognitive skills (e.g., models strategies, inquires about students’ strategies).
	E
	The teacher had students create a table showing how their scenarios would work. Students had to think through various steps to ensure that their solutions would work.

	Students work on assignments reflecting the highest demands posed by the standards targeted by the lesson.
	E
	The students were challenged—both technologically (creating a table in Word and using the Internet to locate information) and intellectually; therefore, I surmise their work reflected the highest demands.

	36. Standards are translated into lesson content relevant to adult students.
	 
	 

	The teacher ties standards-based lesson to students’ goals, interests, or needs.
	E
	Students need to be technologically savvy. This lesson taught them specific tools they could use as consumers. 

	Students actively participate in the lesson through class discussions, group projects, etc., instead of doing solitary seatwork or listening to extended lectures.
	E
	Students worked in (mostly) self-selected pairs. The teacher discreetly arranged for weaker students to be paired with stronger students.

	Students have varied opportunities to apply new learning in authentic or practical adult-oriented contexts.
	E
	Students learned specific skills that could help them be better consumers. They had to think about budgets, price comparison, and financing.

	The teacher includes instruction to build students’ technology and media literacy skills.
	E
	The lesson revolved around technology and media skills. It was completely authentic and could be useful in students’ lives immediately.

	37. Standards are addressed by a coherent progression of learning.
	 
	 

	The teacher explicitly links lesson content to previous lessons or what students already know.
	E
	It was clear that the students had used Word and the Internet before. They were adding to their experience with these. Also, teacher reminded students about previous discussion about priorities. Students were able to use previous learning about comparatives and superlatives as they compared cars and financing options.

	Students have prerequisite knowledge/skills to understand lesson content.
	E
	It was obvious that the activities the students did were based on prior learning.

	The teacher incorporates standards in a lesson in a manner that builds on their natural connections.
	E
	Students were able to connect the skills of following directions with learning how to create a table with thinking about personal finances with searching on the Internet.

	The teacher closes the lesson by

· Reviewing lesson objectives

· Summarizing student learning 

· Previewing how the next lesson builds on that learning
	E
	I don’t remember explicit summarizing of lesson objectives, but the teacher connected much of the content. Students did not all complete the task before the class ended. I assume the teacher tied up loose ends during the following class session.

	38. Students’ level of understanding is assessed during the lesson and instruction is adjusted accordingly.
	 
	 

	The teacher regularly checks whether students are mastering standards-based lesson content (e.g., circulates to check on students’ work, monitors verbal responses).
	E
	The teacher circulated around the classroom to answer questions or help students she felt might be stuck.

	The teacher provides students with prompt, specific feedback to correct misunderstandings and reinforce learning.
	E
	The teacher responded to and corrected mistakes kindly and discreetly. Sometimes her questions would activate one of the student partners to figure out what to do.

	Students signal understanding of lesson content before the instructor introduces new ideas.
	E
	The teacher asked whether there were questions before moving on to the next item.

	The teacher provides supplemental instruction for students who show that they need it (e.g., individualized or peer tutoring, re-teaching, review of basic skills).
	NFE
	I did not observe this, but I’m quite sure she will revisit content in subsequent classes.

	The teacher provides extension activities for students who complete classwork, instead of leaving them idle or unchallenged.
	E
	The teacher had other steps for students who had finished previous steps.

	Students evaluate and reflect on their own learning.
	E
	Because some of the students did not complete the task, I’m sure the teacher had students reflect on their learning during the following class period.


Example Classroom Observation Narrative

Having the opportunity to observe two other teachers (my mentor, Liz M., and my co-beginning teacher, Rose D.) was one of the most valuable parts of the field test for me. I had observed another teacher only once since I started teaching at ECC. I have often wanted to watch other teachers in action, but I haven’t had a legitimate reason to do so. I will describe what I found valuable without any imposed structure.

Observations of Liz M. (11/12/13 and 2/6/14)

I found many valuable things by watching Liz teach. The following are some that I have either already implemented in my own class or will implement soon:
80. Although it is a simple thing, one of the first things I observed when sitting in Liz’s classroom before class started has made a huge impact on my teaching. Her file box system for returning papers to students is ingenious. Before I observed how easy it was for students to retrieve graded papers and tests or assignments they missed from a previous class, I wrote myself notes and made special stacks of items to return to students. But putting these items in a folder with each student’s name on it and training the students to always check the box when they arrive in class has freed my mind up to concentrate on other things.
81. Having checklists for multistep assignments is another trick I learned from Liz. Before I ever met Liz, a fellow teacher passed on to me a checklist Liz designed to help students log onto elgin.edu for the first time. This process can be hairy because some students have a lot less computer experience than others. A checklist helps them navigate the process independently. If they make a mistake, they can refer to the checklist and backtrack to try again. I noticed in my observations that Liz uses these checklists for other activities as well in which she wants students to try a new step-by-step process independently or in pairs/small groups.

82. I enjoyed observing and learning about Liz’s method of teaching grammar (X-Word Grammar). This is something I need to look into this summer. From what I can tell, this system simplifies grammar and helps organize it in students’ minds.

83. I also appreciated observing some activities Liz used for students to practice vocabulary words. I had used some of these already, but I liked the way she tied the activities to her presentation on learning styles. Not only did she emphasize that every student has a different learning style (and discussed these with the class), but she described how students could use these activities at home to study on their own. Using these activities along with connecting them to independent learning might make a huge difference in students’ success in ESL classes and beyond.

84. I admired and hope to emulate Liz’s writing activities. In one of the classes I observed, she had pairs of students write sentences about a photo she projected on the screen at the front of the class. Then they wrote the sentences on the board, fitting the words into columns: Subject / Verb / Finisher. One by one, the class critiqued each sentence and decided on improvements for ones that weren’t quite right. This method helped students conceptualize the structure of sentences in English.
85. I haven’t done a lot of dictation in my classes, but I learned from Liz’s use of it. She used material that the class had already read during the previous class from a story they had been reading a little at a time. She dictated a couple of paragraphs. Students could choose to write on blank paper or use a shell (cloze, with key words missing). Liz read each sentence three times slowly. She then read the entire passage one more time slowly. She gave the students the text so they could check their dictation as homework or if they finished another activity earlier than other students. She also gave them comprehension questions to take home. I liked Liz’s idea of using material the students have already read. I also liked that she gave them the responsibility of checking their own dictation. They probably learned a lot from being able to compare their writing with the original.

86. Liz began one of her classes with a whip-around. I have started classes similarly, but I especially appreciated that her question was related to one of the topics of the class. The question on the overhead was “The best place for me to study is ________.” This gave students the opportunity to speak a correct sentence by merely adding a short phrase or speaking a more complicated sentence by adding a “because” clause or other descriptive information.

87. Students ended the 2/6 class with a reflection in their journals about how they study for quizzes, where they study, and what they thought of the vocabulary study activities they used in class. This was a great opportunity for them to write, plus they were encouraged to think about their learning in class.
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Appendix A. Tools in the Adult Education Teacher Induction Toolkit

	Name of Tool
	Main Intended User
	Description of Tool
	Tool Location

	Teacher Induction and a Toolkit for Adult Educators (Information Brief)
	All team members
	This brief provides an introduction to and overview of what induction is and what the process involves. It explains the roles and responsibilities of instructional leaders, mentors, and beginning teachers throughout the induction process.
	http://lincs.ed.gov/publications/te/toolkit.pdf

	Conditions for Success in Teacher Induction (Information Brief)
	Instructional leaders
	This brief identifies the conditions needed within a program for an induction process to have a positive impact on the performance of beginning teachers. It includes a local program self-evaluation worksheet that instructional leaders can use to determine which conditions are present in their program before deciding whether to start the induction process.
	http://lincs.ed.gov/publications/te/conditions.pdf

	Teacher Induction and Mentoring Brief (Information Brief)
	All team members
	This brief defines a mentor, describes the impact that a mentor can have, and identifies characteristics of an effective mentor.
	http://lincs.ed.gov/publications/te/mentoring.pdf

	Evidence-Based Instruction and Teacher Induction (Information Brief)
	All team members
	This brief introduces evidence-based instruction.
	http://lincs.ed.gov/publications/te/ebi.pdf

	Leadership Guide for Teacher Induction
	Instructional leaders
	This guide offers specific directions and resources to help instructional leaders better understand their roles in the induction process. It details what instructional leaders can do to lead and support the efforts of mentors and beginning teachers as they work through the induction process.
	http://lincs.ed.gov/publications/te/leadguide.doc

	Mentoring Guide for Teacher Induction
	Mentors and beginning teachers
	This guide provides direction and support for the mentoring of beginning teachers in adult education. It provides specific guidance and resources to help beginning teachers, with support from mentors, to plan, document, and evaluate professional growth. It also describes effective mentoring strategies, provides tools to guide mentoring activities, and supports the collaboration between mentors and beginning teachers in planning, pursuing, documenting, and evaluating professional growth. It guides beginning teachers and mentors in using the Adult Education Teacher Effectiveness Toolkit.
	http://lincs.ed.gov/publications/te/mentorguide.doc

	Teacher Effectiveness Glossary
	All team members
	This glossary defines terms found throughout the Adult Education Teacher Effectiveness Toolkit.
	http://lincs.ed.gov/publications/te/glossary.pdf

	Teacher Effectiveness Annotated Bibliography
	All team members
	This annotated bibliography provides a detailed view of some key pieces of literature on subjects related to teacher effectiveness, teacher induction, teacher competency, and adult learning.
	http://lincs.ed.gov/publications/te/annotatedbib.pdf

	Introduction to Teacher Effectiveness and Induction (Online Course)
	All team members
	This self-directed, online course introduces the Adult Education Teacher Effectiveness Toolkit to all team members.
	http://lincs.ed.gov/programs/ teachereffectiveness/online-courses

	Principles of Learning for Instructional Design (Online Course)
	Mentors and beginning teachers
	This self-directed, online course supports teachers’ understanding of the key principles behind instructional design that promote the learning and of strategies for applying those principles in their teaching. 
	http://lincs.ed.gov/programs/ teachereffectiveness/online-courses

	Motivating Adult Learners to Persist (Online Course)
	Mentors and beginning teachers
	This self-directed, online course supports teachers’ understanding of strategies that motivate adult learners to persist. It also guides teachers in making focused observations of how these strategies are implemented. 
	http://lincs.ed.gov/programs/ teachereffectiveness/online-courses

	Adult Education Teacher Competencies
	Mentors and beginning teachers
	These competencies identify the knowledge and skills expected of any adult education teacher.
	http://lincs.ed.gov/publications/te/competencies.pdf

	Adult Education Teacher Competencies Self-Assessment
	Mentors and beginning teachers
	This self-assessment offers a structured approach to determining the knowledge and skills that adult education teachers still need to develop and to identify the professional development priorities that will help them to acquire such knowledge and skills.
	http://lincs.ed.gov/programs/teachereffectiveness/self-assessment 


� These materials were developed by American Institutes for Research (AIR), in partnership with the Office of Career, Technical, and Adult Education of the U.S. Department of Education, as part of the Promoting Teacher Effectiveness in Adult Education Project (ED-CFO-10-A-0066). Patricia Bennett was the Contracting Officer’s Representative for this project. The views expressed herein do not necessarily represent the positions or policies of the Office of Career, Technical, and Adult Education or the U.S. Department of Education. No official endorsement of any product, commodity, service, or enterprise mentioned in this material is intended or implied.


� The Mentor Portfolio can be a collection of documents saved electronically or in hard copy


� The STAR observation tool resides within the � HYPERLINK "http://www.startoolkit.org/" �STAR Toolkit, which can be accessed at http://www.startoolkit.org/� by STAR trainers and trainees. ANI does not have a specific observation tool, but the ANI Teacher Work Sample materials are designed for participants to use when they bring back work samples to the second and third ANI Institutes. The entire set of materials resides within Adult Numeracy Instruction, Institute 1, Participant’s Notebook, ANI Professional Development, 2011, Tab 4, pp. 1–8.


� For a complete listing of NRS-approved assessments, please see the Federal Register.


� The Mentor Self-Assessment is adapted from Sherman, R., Voight, J., Tibbetts, J., Dobbins, D., Evans, A., & Weidler, D. (2000). � HYPERLINK "http://www.calpro-online.org/pubs/mentoring%20Guide.pdf" �Adult educators' guide to designing instructor mentoring. Washington, DC: Pelavin Research Institute. Retrieved from http://www.calpro-online.org/pubs/mentoring%20Guide.pdf�; and from: Northern Territory Government, Department of Education and Training. (2001). � HYPERLINK "http://www.education.nt.gov.au/__data/assets/pdf_file/0011/4205/leading_prof_learning.pdf" �Leading professional learning (p. 3). Retrieved from http://www.education.nt.gov.au/__data/assets/pdf_file/0011/4205/leading_prof_learning.pdf�


� This survey was adapted from a survey used by the Canton, OH City Schools and is included with their permission.


�Kane, T., Kerr, K., & Pianta, R. (2014). Designing teacher evaluation systems: New Guidance from the Measures of Effective Teaching project. San Francisco, CA: Jossey-Bass; p. 173–174. This survey was designed for K–12 by Ron Ferguson, who worked with educators in Shaker Heights, OH. It was selected for use in the Measures of Effective Teaching (MET) project in 2009. It is grouped into seven scales known as the 7Cs framework: Challenge, Control, Care, Confer, Captivate, Clarify, and Consolidate. Within 1 year, the project was able to demonstrate that using the Tripod 7Cs measures is a valid and reliable means of predicting student learning gains. Teachers and mentors can select from among the Tripod measures, based on the teacher’s learning goals.


� For additional information on lesson planning, please see the � HYPERLINK "https://teal.ed.gov/tealguide/lessonplanning" �TEAL Fact Sheet on Effective Lesson Plannin�g (https://teal.ed.gov/tealguide/lessonplanning).


� For a definition of explicit instruction, please see the � HYPERLINK "https://teal.ed.gov/tealGuide/glossary" �TEAL Glossary� (https://teal.ed.gov/tealGuide/glossary).


� This sample is purposely generic to allow for application to multiple class and program situations. For the � HYPERLINK "http://www.adultedcontentstandards.ed.gov" �Standards in Action lesson plan template�, please see http://www.adultedcontentstandards.ed.gov..





� Developed by Lewis and Clark Community College, Adult Education, Godfrey, IL, adapted from Dr. Madeline Hunter format. Used with permission from Lewis and Clark Community College.


� A “standard” is defined as the most specific level of outcome used by a state to indicate what students should know and be able to do. Standards include indicators, objectives, and benchmarks.


� This observation checklist was adapted from the Standards-in-Action Observation Tool (U.S. Department of Education, Standards-in-action guide: Innovations for standards-based education, 2009). Adaptations include changing “instructor” to “teacher” and adding a practice related to developing students’ technology and media literacy skills.


� Based on the Charlotte Danielson Framework for Teaching, adapted by Hillsborough County Public Schools, FL, for the Teacher evaluation handbook: Empowering effective teachers, 2011. � HYPERLINK "http://www.education-first.com/files/Hillsborough_Teacher_Evaluation_Handbook.pdf" �Retrieved from http://www.education-first.com/files/Hillsborough_Teacher_Evaluation_Handbook.pdf�.


� Taken from Handout 9: Feedback in Action in: Center on Great Teachers and Leaders. (2014). Preparing educators for evaluation and feedback: Planning for professional learning. Washington, DC: American Institutes for Research.


� Taken from Handouts 7 and 8: Evidence-Based Feedback or Not, in: Center on Great Teachers and Learners. (2014). Preparing educators for evaluation and feedback: Planning for professional learning. Washington, DC: American Institutes for Research.


� This � HYPERLINK "http://www.casas.org/docs/institute/a6-college-and-career-readiness-and-common-core-standardsfinal.pdf?sfvrsn=2" �evidence guide was retrieved from http://www.casas.org/docs/institute/a6-college-and-career-readiness-and-common-core-standardsfinal.pdf?sfvrsn=2�.


� The teacher plans to cover one specific skill in one class session. This sample was adapted, with permission, from materials developed by Lauren Capotosto, PhD, Assistant Professor, College of the Holy Cross, Worcester, MA.


� Fleischman, J. (2004). Phineas Gage: A gruesome but true story about brain science. Boston, MA: Houghton-Mifflin.


� Teacher plans to devote as many class sessions as needed for students to acquire the new knowledge and master the new skills. This sample was adapted, with permission, from materials developed by Suzanne Caro, Institutional Teacher, Suffolk County House of Correction, Massachusetts.


� The student feedback activity can be done at the end of each section of activities, rather than at the end of the entire unit.


� Adapted, with permission, from materials completed during the Teacher Effectiveness Field Test by Sarah Dalton and Donielle Sharma at Heartland Community College, Normal, IL.


� Names are fictitious.


� Used with permission from the Teacher Effectiveness Field Test. This sample was written by a beginning teacher at Elgin Community College, Elgin, IL.





� Holden Leadership Center. (n.d.) � HYPERLINK "http://leadership.uoregon.edu/resources/exercises_tips/skills/giving_effective_feedback" �Giving effective feedback. Eugene, OR: University of Oregon. Retrieved from http://leadership.uoregon.edu/resources/exercises_tips/skills/giving_effective_feedback�
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