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Curriculum Design 

An Overview 

Curriculum design can be seen as a kind of writing activity and as such it can 

usefully be studied as a process. The typical sub-processes of the writing 

process (gathering ideas, ordering ideas, ideas to text, reviewing, editing) can 

be applied to curriculum design, but it makes it easier to draw on current 

curriculum design theory and practice if a different set of parts is used. The 

curriculum design model in Figure 1.1 consists of three outside circles and a 

subdivided inner circle. The outer circles (principles, environment, needs) 

involve practical and theoretical considerations that will have a major effect in 

guiding the actual process of course production. There is a wide range of 

factors to consider when designing a course. These include the learners‘ 

present knowledge and lacks, the resources available including time, the skill 

of the teachers, the curriculum designer‘s strengths and limitations, and 

principles of teaching and learning. If factors such as these are not considered 

then the course may be unsuited to the situation and learners for which it is 

used, and may be ineffective and inefficient as a means of encouraging 

learning. In the curriculum design process these factors are considered in three 

sub-processes, environment analysis, needs analysis and the application of 

principles. The result of environment analysis is a ranked list of factors and a 

consideration of the effects of these factors on the design. The result of needs 

analysis is a realistic list of language, ideas or skill items, as a result of 

considering the present proficiency, future needs and wants of the learners. The 

application of principles involves first of all deciding on the most important 

principles to apply and monitoring their application through the whole design 

process. The result of applying principles is a course where learning is given 

the greatest support. 
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Some curriculum designers distinguish curriculum from syllabus. In the model, 

both the outer circles and the inner circle make up the curriculum. The inner 

circle represents the syllabus. 

The inner circle has goals as its centre. This is meant to reflect the importance 

of having clear general goals for a course. The content and sequencing part of 

the inner circle represents the items to learn in a course, and the order in which 

they occur, plus the ideas content if this is used as a vehicle for the items and 

not as a goal in itself. Language courses must give consideration to the 

language content of a course even if this is not presented in the course as a 

discrete item. Consideration of content makes sure that there is something 

useful for the learners to learn to advance their control of the language, that 

they are getting the best return for learning effort in terms of the usefulness of 

what they will meet in the course, and that they are covering all the things they 

need to cover for a balanced knowledge of the language. 

The format and presentation part of the inner circle represents the format of the 

lessons or units of the course, including the techniques and types of activities 

that will be used to help learning. This is the part of the course that the learners 

are most aware of. It is important that it is guided by the best available 

principles of teaching and learning. 

The monitoring and assessment part of the inner circle represents the need to 

give attention to observing learning, testing the results of learning, and 

providing feedback to the learners about their progress. It is often not a part of 

commercially designed courses. It provides information that can lead to 

changes at most of the other parts of the curriculum design process. 

It is possible to imagine a large circle drawn completely around the whole 

model. This large outer circle represents evaluation. Evaluation can involve 

looking at every aspect of a course to judge if the course is adequate and where 

it needs improvement. It is generally a neglected aspect of curriculum design. 
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The shape of the model in Figure 1.1 is designed to make it easy to remember. 

The three-part shape that occurs in each of the outer circles (the ―Mercedes‖ 

symbol) also occurs in the large inner circle, and also occurs in the way the 

three outer circles connect to the inner circle. 

 

 

 

 

 

 

 

 

 

 

Figure 1.1 A model of the parts of the curriculum design process 

Parts of the Curriculum Design Process: 

Considering the Environment 

Environment analysis involves considering the factors of the situation in which 

the course will be used and determining how the course should take account of 

them. Here are some of the top factors decided on by several teachers 

designing different courses for different learners. 

•    The small amount of time available for the course 

•    The large size of the classes    

•     The learners‘ lack of interest 
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•    The wide range of proficiency in the class 

•    The immediate survival needs of the learners 

•    The lack of appropriate reading materials 

•    The teachers‘ lack of experience and training 

•    The learners‘ use of the first language in the classroom 

•    The need for the learners to be more autonomous 

Discovering Needs 

Hutchinson and Waters (1987) make a useful division of learners‘ needs into 

necessities (what the learner has to know to function effectively), lacks (what 

the learner knows and does not know already) and wants (what the learners 

think they need). These are discovered by a variety of means: by testing, by 

questioning and interviewing, by recalling previous performance, by consulting 

employers, teachers  and others  involved, by collecting data such as textbooks 

and manuals that the learners will have to read and analysing them, and by 

investigating the situations where the learners will need to use the language.  

Following Principles 

Research on language teaching and learning should be used to guide decisions 

on curriculum design. There is considerable research on the nature of language 

and language acquisition which can guide the choice of what to teach and how 

to sequence it. It is very important that curriculum design makes the connection 

between the research and theory of language learning and the practice of 

designing lessons and courses.  

Goals 

The curriculum design model in Figure 1.1 has goals as its centre. This is 

because it is essential to decide why a course is being taught and what the 

learners need to get from it. Goals can be expressed in general terms and be 

given more detail when considering the content of the course. Having a clear 
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statement of goals is important for determining the content of the course, for 

deciding on the focus in presentation, and in guiding assessment. 

Content and Sequencing 

The content of language courses consists of the language items, ideas, skills 

and strategies that meet the goals of the course. It is important for the 

curriculum designer to keep some check on vocabulary, grammar and 

discourse to make sure that important items are being covered and repeated.  

One way to provide a systematic and well-researched basis for a course is to 

make use of frequency lists and other lists of language items or skills. A list 

may be used as a way of checking or determining the content of a course. 

Working from lists makes sure that what should be covered is covered and is 

not left to chance. Typical lists include: 

Frequency-based vocabulary lists.  

Frequency lists of verb forms and verb groups.  

Lists of functions and topics.  

Lists of sub skills and strategies. 

There are lists of tasks, topics and themes that curriculum designers can refer 

(Munby, 1978; Van Ek and Alexander, 1980; Prabhu, 1987), but it is better for 

curriculum designers to develop their own lists taking account of the 

background factors of their learners and their needs. 

Needs analysis can play a major role in determining the content of courses, 

particularly for language items. As well as using needs analysis to set language 

goals, it is useful to decide the basis for the ideas content of the course. 

Finding a Format and Presenting Material 

The material in a course needs to be presented to learners in a form that will 

help learning. This presentation will involve the use of suitable teaching 

techniques and procedures, and these need to be put together in lessons. Some 
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lessons might consist of an unpredictable series of activities, while others 

might be based on a set format, where the same sequence of activities occurs in 

all or most of the lessons. 

There are several advantages to having a set format for lessons. Firstly, the 

lessons are easier to make because each one does not have to be planned 

separately. It also makes the course easier to monitor, to check if all that should 

be included is there and that accepted principles are being followed. Finally, it 

makes the lessons easier to learn from because the learners can predict what 

will occur and are soon familiar with the learning procedures required by 

different parts of the lesson. 

The sources of the material used as a basis for the lessons will have decisive 

effects on the ease of making the lessons and of the possibility of future 

distribution or publication of the course. A shortcut here is simply to take 

suitable material from other courses, adapting it as required. 

Monitoring and Assessing 

The aims of curriculum design are to make a course that has useful goals, that 

achieves its goals, that satisfies its users, and that does all this in an efficient 

way. An important recurring part of the design process is to assess how well 

these aims are achieved. Assessing generally involves the use of tests. The 

information gained from such tests can be useful in evaluating the course. 

But testing is only one way of gaining information about the progress of 

learners and the effectiveness of the course. Other ways include observing and 

monitoring using checklists and report forms, getting learners to keep diaries 

and learning logs, getting learners to collect samples of their work in folders, 

and getting learners to talk about their learning. Curriculum design can include 

planned opportunity for this kind of data gathering. 

Evaluating a Coursebook 

Coursebook evaluation methods 
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Effective evaluation relies on asking appropriate questions and interpreting the 

answers to them. (Cunningsworth 1995). The creation of extensive evaluation 

checklists by leading experts provides criteria for detailed coursebook analysis. 

Cunningsworth‘s checklist for evaluation and selection contains 45 questions, 

covering criteria such as aims, design, language content, skills, and 

methodology, as well as practical considerations such as cost and obtainability. 

Sheldon (1988) provides an expansive checklist of 53 questions classified 

under 17 major criteria, which appraises content factors such as accessibility, 

content, layout and authenticity. Because of the wide variety of ELT 

coursebooks available, he advocates the use of evaluative measures, yet admits 

dissatisfaction with the ―uneven quality‖ of these ―evaluative tools,‖ (Sheldon 

1988: 240) stating the lack of any standardized global checklist or approach to 

materials analysis.  

Extensive checklists such as these, as well as others (Breen and Candlin 1987, 

Robinett, adapted by Brown 1994, McDonough and Shaw 1993, Skierso, 1991) 

imply that designers are striving for comprehensiveness in evaluation 

procedures. Swales (1980, cited in Wharton, web site) has criticized this 

inclination, claiming that the more questions one asks of a set of teaching 

materials, striving for some kind of intricate discovery, the more likely one is 

to be disappointed. Rather, teachers should look at the evaluation process from 

a more subjective view (Sheldon 1988, Cunningsworth 1995) realizing that any 

checklist requires adaptation before being submitted to the personal 

requirements of individual teachers. As Cunningsworth (1995: 5) states, the 

selection procedure is intended as a ―framework, not a straitjacket,‖ and any 

procedure should be modified to suit personal circumstances. Similarly, 

Sheldon explains that, ―course book assessment is fundamentally a subjective, 

rule-of-thumb activity, and that no neat formula, grid or system will ever 

provide a definite yardstick.‖ (Sheldon 1988: 245). 

McDonough and Shaw (1993) provide a flexible two-stage model for the 

comprehensive evaluation of course books. A brief external evaluation includes 
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criteria which gives an overview of the organizational foundation of the course 

book, ‗as stated explicitly by the author/publisher‘ through the cover, 

introduction and table of contents statements. Following this is an in-depth 

internal investigation of the course book, ‗to see how far the materials in 

question match up to what the author claims as well as to the aims and 

objectives of a given teaching program.‖ (McDonough and Shaw 1993: 64). 

Unique in their coverage of criteria, their 22-point framework is designed both 

for teachers looking to select a coursebook, a predictive evaluation, as well as 

for those teachers looking to identify strengths and weaknesses in coursebooks 

already used in their working context, a retrospective evaluation. 

Textbook Evaluation 

The textbook is regarded as the visible heart of any ELT programme. 

Moreover, the course book can play several different roles in the 

teaching/learning process. They can be: 

- a resource of presentation material. 

- a source of activities for practice and communicative interaction. 

- a reference book (grammar, vocabulary, pronunciation).   

- a syllabus. 

- a resource for self-directed learning or self-access. 

- support for less experienced teachers. 

Obviously teachers will want to evaluate the whole course book package (or 

course book set), not just the student´s book. The whole set usually consists of 

- Student‘s Book    - Teacher‘s Book  - Videos 

- Workbook / Activity Book  - Cassettes (CDs)  - Tests  

- CALL materials (CALL refers to Computer Aided Language Learning) 

- Internet support (Teachers can get materials regularly on their e-mail.) 
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Information gained from assessment is a useful source of data about the 

effectiveness of a course, but it is only one of the sources of information that 

can contribute to the evaluation of a course. A ―good‖ course could be one that: 

1- attracts a lot of students.  2- satisfies the learners. 

3- satisfies the teachers.   4- satisfies the sponsors. 

5- helps learners gain high scores in an external test. 

6- results in a lot of learning. 

7- applies state-of-the-art knowledge about language teaching and learning. 

8- is held in high regard by the local or international community. 

9- follows accepted principles of curriculum design. 

A systematic approach to course book evaluation can be based on the parts of 

the curriculum design process: 

•    Does the course book suit the environment in which it will be used? 

•    Does the course book meet the needs of the learners? 

•    Does the course book apply sensible principles of teaching and learning? 

•    Do the goals of the course book match the goals of the course? 

•    Does the content of the course book suit the proficiency level of the learners 

and reflect sensible selection and sequencing principles? 

•    Is the course book interesting and does it use effective techniques? 

•    Does the course book include tests and ways of monitoring progress? 

 

Other essential features:  

Very early in the evaluation procedure, the teacher needs to decide what 

features are absolutely essential for the wanted course book. Any course book 

without these essential features would not be worth considering further. Here 

are some possible essential features: 
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• The book should be at the right vocabulary and grammar level for the 

learners. 

• The book should focus on the language and skills that are the goal of the 

course. 

• The book should be below a certain price. 

• The book should be readily available. 

• The size and number of lessons in the book should suit the length of the course. 

• The book should not include behaviour and topics that would offend the 

religious or cultural sensitivities of the learners and their parents. 

Other essential features to consider include the environment, the needs of the 

learners, the goals, the principles, following principles, content and sequencing, 

the format and monitoring and assessment. See Table 1.1 and Table 1.2 below. 

Teacher’s Guide 

When evaluating a teacher‘s book, you can ask the following questions: 

1. What components does the teacher‘s book include? 

2. Is it written so as to be comprehensible enough to less experienced teachers? 

3. Is it suitable for non-native speakers? 

4. Is the underlying approach of the writers expressed clearly and explicitly? 

5. Are learning difficulties predicted and appropriate advice given? 

6. Are keys to exercises and other activities provided? 

7. Are there regular progress tests? 

8. Are there guidelines for evaluating how well lessons went? 

9. Are there any photocopiable additional materials? 
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Finally, evaluation of textbooks is also considered to function as a kind of 

educational judgement as evaluation is a matter of judging the fitness of 

something for a particular purpose. 

Table 1.1 

A suggested list of features to choose from when evaluating a course book: 

GOALS, CONTENT AND SEQUENCING : 

-The ideas in the course should help learning in the classroom. 

-The ideas in the course should suit the age of the learners and should interest them. 

-The content should take account of what learners expect to see in an English 

course. 

-The sequencing of the content should allow for some learners being absent for 

some classes. 

-The language in the course should be able to be modelled and comprehended by 

teacher. 

-The number of lessons in the course should suit the school term or year. 

-The ideas in the course should increase the acceptability and usefulness of the 

course outside the classroom. 

-The content should suit the proficiency level of the learners.  

-The content should take account of what learners want. 

-The content should be what learners need. 

FORMAT AND PRESENTATION: 

-The layout of the content should attract the learners.  

-The learners should have the skills to do the activities. 

-The activities could be used for self-study. 
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-The activities should take account of whether the learners share the same first 

language. 

-The activities should be suitable for a range of levels of proficiency in a class. 

-The activities should suit the size of the class. 

-The activities should fit the learning styles of the learners. 

-The activities should be able to be presented and managed by the teacher, e.g. 

the teacher should be able to organise group work. 

-The course book should be easy to carry. 

-The material in the course or the course book should not be too expensive. 

-The amount of material in a lesson should suit the length of a class. 

-The activities should suit the physical features of the classroom, e.g. move 

desks for group work; sound proof for oral work. 

-The learners should be able to successfully complete the activities. 

-The activities should take account of what the learners expect to do in a 

language-learning course. 

-The kinds of activities should be useful to the learners in their future use or 

future learning of the language, e.g. knowing how to rank; knowing how to 

negotiate. 
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MONITORING AND ASSESSMENT: 

-The course should show the learners that they're learning to do what they want 

to do. 

Table 1.2 

An example evaluation form for a beginners’ course book 

FEATURES : 

-Interesting content 

-Useful language items 

-Avoidance of interference 

-Interesting and useful activities 

-Illustrations support activities 

-Coverage and balance of the four strands 

-Attractive layout 

-Reasonable cost 

-Opportunities for self-study 

-Number of lessons and length of each 

-Lesson suit the time available 

-Suitable for the teacher‘s skills 
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History of Teaching English 

Approaches and methods on language teaching. 

I- The Grammar-Translation Method. 

As modern languages began to enter the curriculum of European schools in the 

eighteenth century, they were taught using the same basic procedures that were 

used for teaching Latin. Emphasis was on learning grammar rules, lists of 

vocabulary, and sentences for translation which usually had little relationship 

to the real world. Speaking the foreign language was not the goal, and oral 

practice was limited to students reading aloud the sentences they had 

translated. This method came to be known as the grammar-translation method 

and was the offspring of German scholarship . 

The main failures of the method are that it does not sound natural to a native 

speaker; produces difficult mistakes to eradicate; tedious experience of 

memorizing endless lists of unusable grammar rules and vocabulary; and little 

stress on accurate pronunciation; and often creates frustration for students. 

II- The Direct Approach  

This approach was developed initially as a reaction to the grammar-

translation approach in an attempt to integrate more use of the target language 

in instruction.  

Lessons begin with a dialogue using a modern conversational style in the target 

language. Material is first presented orally with actions or pictures. The mother 

tongue is NEVER, NEVER used. There is no translation. The preferred type of 

exercise is a series of questions in the target language based on the dialogue or 

an anecdotal narrative. Questions are answered in the target language. 

Grammar is taught inductively--rules are generalized from the practice and 

experience with the target language. Verbs are used first and systematically 

conjugated only much later after some oral mastery of the target language. 

Advanced students read literature for comprehension and pleasure. Literary 

texts are not analyzed grammatically. The culture associated with the target 

language is also taught inductively. Culture is considered an important aspect 

of learning the language.  

III- The Reading Approach  

This approach is selected for practical and academic reasons. For specific 

uses of the language in graduate or scientific studies. The approach is for 

people who do not travel abroad for whom reading is the one usable skill in a 

foreign language.  
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The priority in studying the target language is first, reading ability and second, 

current and/or historical knowledge of the country where the target language is 

spoken. Only the grammar necessary for reading comprehension and fluency is 

taught. Minimal attention is paid to pronunciation or gaining conversational 

skills in the target language. From the beginning, a great amount of reading is 

done in L2, both in and out of class. The vocabulary of the early reading 

passages and texts is strictly controlled for difficulty. Vocabulary is expanded 

as quickly as possible, since the acquisition of vocabulary is considered more 

important that grammatical skill. Translation reappears in this approach as a 

respectable classroom procedure related to comprehension of the written text.  

IV- The Audio-lingual Method  

This method is based on the principles of behavior psychology. It adapted 

many of the principles and procedures of the Direct Method, in part as a 

reaction to the lack of speaking skills of the Reading Approach.  

New material is presented in the form of a dialogue. Based on the principle that 

language learning is habit formation, the method fosters dependence on 

mimicry, memorization of set phrases and over-learning. Structures are 

sequenced and taught one at a time. Structural patterns are taught using 

repetitive drills. Little or no grammatical explanations are provided; grammar 

is taught inductively. Skills are sequenced: Listening, speaking, reading and 

writing are developed in order. Vocabulary is strictly limited and learned in 

context. Teaching points are determined by contrastive analysis between L1 

and L2. There is abundant use of language laboratories, tapes and visual aids. 

There is an extended pre-reading period at the beginning of the course. Great 

importance is given to precise native-like pronunciation. Use of the mother 

tongue by the teacher is permitted, but discouraged among and by the students. 

Successful responses are reinforced; great care is taken to prevent learner 

errors. There is a tendency to focus on manipulation of the target language and 

to disregard content and meaning.  

Hints for Using Audio-lingual Drills in L2 Teaching 

1. The teacher must be careful to insure that all of the utterances which 

students will make are actually within the practiced pattern. For example, the 

use of the AUX verb have should not suddenly switch to have as a main verb. 

2. Drills should be conducted as rapidly as possible so as to insure automaticity 

and to establish a system. 

3. Ignore all but gross errors of pronunciation when drilling for grammar 

practice. 

4. Use of shortcuts to keep the pace o drills at a maximum. Use hand motions, 

signal cards, notes, etc. to cue response. You are a choir director. 

5. Use normal English stress, intonation, and juncture patterns conscientiously. 

6. Drill material should always be meaningful. If the content words are not 

known, teach their meanings. 
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7. Intersperse short periods of drill (about 10 minutes) with very brief 

alternative activities to avoid fatigue and boredom. 

8. Introduce the drill in this way: 

a. Focus (by writing on the board, for example) 

b. Exemplify (by speaking model sentences) 

c. Explain (if a simple grammatical explanation is needed) 

d. Drill 

9. Don‘t stand in one place; move about the room standing next to as many 

different students as possible to spot check their production. Thus you will 

know who to give more practice to during individual drilling. 

10. Use the "backward buildup" technique for long and/or difficult patterns. 

--tomorrow 

--in the cafeteria tomorrow 

--will be eating in the cafeteria tomorrow 

--Those boys will be eating in the cafeteria tomorrow. 

11. Arrange to present drills in the order of increasing complexity of student 

response. The question is: How much internal organization or decision making 

must the student do in order to make a response in this drill. Thus: imitation 

first, single-slot substitution next, then free response last. 

V-  The Communicative Approach  

What is communicative competence? 

 Communicative competence is the progressive acquisition of the ability to use 

a language to achieve one's communicative purpose.  

 Communicative competence involves the negotiation of meaning between two 

or more persons sharing the same symbolic system.  

 Communicative competence applies to both spoken and written language.  

 Communicative competence is context specific based on the situation, the role 

of the participants and the appropriate choices of register and style.  For 

example:  The variation of language used by persons in different jobs or 

professions can be either formal or informal.  The use of jargon or slang may or 

may not be appropriate.  

 Communicative competence represents a shift in focus from the grammatical to 

the communicative properties of the language; i.e. the functions of language 

and the process of discourse.  

 Communicative competence requires the mastery of the production and 

comprehension of communicative acts or speech acts that are relevant to the 

needs of the L2 learner.  

Characteristics Of The Communicative Classroom    

 The classroom is devoted primarily to activities that foster acquisition of L2.  

Learning activities involving practice and drill are assigned as homework.   

 The instructor does not correct speech errors directly.  

 Students are allowed to respond in the target language, their native language, 

or a mixture of the two.  

 The focus of all learning and speaking activities is on the interchange of a 

message that the acquirer understands and wishes to transmit, i.e. meaningful 

communication.  
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 The students receive comprehensible input in a low-anxiety environment and 

are personally involved in class activities. Comprehensible input has the 

following major components:  

            a. a context 

            b. gestures and other body language cues 

            c. a message to be comprehended 

            d. a knowledge of the meaning of key lexical items in the utterance 

  

Stages of language acquisition in the communicative approach 

  

1. Comprehension or pre-production 

        a. Total physical response 

        b. Answer with names--objects, students, pictures 

  

2. Early speech production 

        a. Yes-no questions 

        b. Either-or questions 

        c. Single/two-word answers 

        d. Open-ended questions 

        e. Open dialogs 

        f. Interviews 

  

3. Speech emerges 

        a. Games and recreational activities 

        b. Content activities 

        c. Humanistic-affective activities 

        d. Information-problem-solving activities 

 

VI- The Silent Way  

 

Procedures  

This method begins by using a set of colored rods and verbal commands in 

order to achieve the following:  

To avoid the use of the vernacular. To create simple linguistic situations that 

remain under the complete control of the teacher. To pass on to the learners the 

responsibility for the utterances of the descriptions of the objects shown or the 

actions performed. To let the teacher concentrate on what the students say and 

how they are saying it, drawing their attention to the differences in 

pronunciation and the flow of words. To generate a serious game-like situation 

in which the rules are implicitly agreed upon by giving meaning to the gestures 

of the teacher and his mime. To permit almost from the start a switch from the 

lone voice of the teacher using the foreign language to a number of voices 

using it.  
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Materials: 

The complete set of materials utilized as the language learning progresses 

include:  

A set of colored wooden rods A set of wall charts containing words of a 

"functional" vocabulary and some additional ones; a pointer for use with the 

charts in Visual Dictation A color coded phonic chart(s) Tapes or discs, as 

required; films Drawings and pictures, and a set of accompanying worksheets 

Transparencies, three texts, a Book of Stories, worksheets  

 

VII-  Total Physical Response  

James J. Asher defines the Total Physical Response (TPR) method as one that 

combines information and skills through the use of the kinesthetic sensory 

system. This combination of skills allows the student to assimilate information 

and skills at a rapid rate. As a result, this success leads to a high degree of 

motivation. The basic tenets are:  

Understanding the spoken language before developing the skills of speaking. 

Imperatives are the main structures to transfer or communicate information. 

The student is not forced to speak, but is allowed an individual readiness period 

and allowed to spontaneously begin to speak when the student feels 

comfortable and confident in understanding and producing the utterances.  

TECHNIQUE  

Step I The teacher says the commands as he himself performs the action.  

Step 2 The teacher says the command as both the teacher and the students then 

perform the action.  

Step 3 The teacher says the command but only students perform the action  

Step 4 The teacher tells one student at a time to do commands  

Step 5 The roles of teacher and student are reversed. Students give commands 

to teacher and to other students.  

Step 6 The teacher and student allow for command expansion or produces new 

sentences.   

VIII- The Natural Approach: Theoretical Base 
 

The influence of Stephen Krashen on language education research and practice is 

undeniable.  In 1983, he published The Natural Approach with Tracy Terrell, which 

combined a comprehensive second language acquisition theory with a curriculum for 

language classrooms.  Krashen's Natural Approach to acquiring a second language is 

based on five central hypotheses: 
 

The Acquisition-Learning Hypothesis  

        First is the Acquisition-Learning Hypothesis, which makes a distinction between 

―acquisition,‖ which Krashen defines as developing competence by using language 
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for ―real communication‖ and ―learning.‖ which he defines as ―knowing about‖ or 

―formal knowledge‖ of a language. 
 

The Natural Order Hypothesis  

        The second hypothesis is simply that grammatical structures are learned in a 

predictable order.  Studies found striking similarities in the order in which children 

acquired certain grammatical morphemes.    

The Monitor Hypothesis  

The role of conscious learning is defined in this hypothesis. The role that such 

―learned‖ competence can have is an editor on what is produced.  Output is checked 

and repaired, after it has been produced, by the explicit knowledge the learner has 

gained through grammar study.  The implication is that the use of this Monitor should 

be discouraged and that production should be left up to some instinct that has been 

formed by ―acquisition‖. 

The Input Hypothesis  

        Here Krashen explains how successful ―acquisition‖ occurs:  by simply 

understanding input that is a little beyond the learner‘s present ―level‖ – he defined 

that present ―level‖ as i and the ideal level of input as i +1.  In the development of 

oral fluency, unknown words and grammar are deduced through the use of context , 

rather than through direct instruction.  Krashen has several areas which he draws on 

for proof of the Input Hypothesis.  One is the speech that parents use when talking to 

children , which he says is vital in first language acquisition.  He also illustrates how 

good teachers tune their speech to their students‘ level, and how when talking to each 

other, second language learners adjust their speech in order to communicate. 

The Affective Filter Hypothesis  

        This concept receives the briefest treatment in ―The Natural Approach‖.  

Krashen simply states that ―attitudinal variables relate directly to language 

acquisition but not language learning.‖  He cites several studies that examine the link 

between motivation and self-image, arguing that an ―integrative‖ motivation (the 

learner wants to ―be like‖ the native speakers of a language) is necessary.  He 

postulates an ―affective filter‖ that acts before the Language Acquisition Device and 

restricts the desire to seek input if the learner does not have such motivation.  

Krashen also says that at puberty, this filter increases dramatically in strength.  

 

According to Jill Kerper Mora, from San Diego State University, the Natural 

Approach is based on the main five hypotheses and is supported by the following 

ones: 

 The aptitude hypothesis 

          There is such a thing as a language learning aptitude.  This aptitude can be 

measured and is highly correlated with general learning aptitude.  However, aptitude 

relates more to learning while attitude relates more to acquisition. 

 The first language hypothesis 

          The L2 learner will naturally substitute competence in L1 for competence in 

L2.  Learners should not be forced to use the L1 to generate L2 performance.  A 

silent period and insertion of L1 into L2 utterances should be expected and tolerated. 

 The textuality hypothesis 
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 The event-structures of experience are textual in nature and will be easier to produce, 

understand, and recall to the extent that discourse or text is motivated and structured 

episodically.  Consequently, L2 teaching materials are more successful when they 

incorporate principles of good story writing along with sound linguistic analysis. 

 The expectancy hypothesis 

 Discourse has a type of "cognitive momentum."  The activation of correct 

expectancies will enhance the processing of textual structures.  Consequently, L2 

learners must be guided to develop the sort of native-speaker "intuitions" that make 

discourse predictable. 

   

IX- Suggestopedia:  

In the 1980s and 1990s, an extremely obscure method was developed by a 

Bulgarian psychiatrist- educator called Georgi Lozanov. The most outstanding 

features of this mystical method are, according to Rivers (1981), its arcane 

terminology and neologisms, and secondly, the arrangement of the classroom 

to create an optimal atmosphere to learning, by means of decoration, furniture, 

the authoritative behavior of the teacher and specially, through the use of 

music. Therapy theories are the reason of using music in the classroom as 

Lozanov calls upon in his use to relax learners as well as to structure, pace, and 

punctuate the presentation of linguistic material . 

Lozanov acknowledges following a tradition on yoga and Soviet psychology, 

borrowing techniques for altering states of consciousness and concentration, 

and the use of rhythmic breathing. In fact, teachers are trained in a special way 

to read dialogues, using voice quality, intonation, and timing. Lozanov also 

claims that his method works equally well whether or not students spend time 

on outside study and promises success to the academically gifted and ungifted 

alike . 

In the own words of Lozanov (1978), Suggestopedia prepares students for 

success by means of yoga, hypnosis, biofeedback or experimental science. Its 

main features such as scholarly citations, terminological jargon, and 

experimental data have received both support and criticisms. However, 

Suggestopedia is acknowledged to appear effective and harmonize with other 

successful techniques in language teaching methodology . 

X- The Integrated Approach 

One image for teaching English as a second or foreign language (ESL/EFL) is 

that of a tapestry. The tapestry is woven from many strands, such as the 

characteristics of the teacher, the learner, the setting, and the relevant 

languages (i.e., English and the native languages of the learners and the 

teacher). For the instructional appear to produce a large, strong, beautiful, 

colorful tapestry, all of these strands must be interwoven in positive ways. For 

example, the instructor's teaching style must address the learning style of the 

learner, the learner must be motivated, and the setting must provide resources 
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and values that strongly support the teaching of the language. However, if the 

strands are not woven together effectively, the instructional loom is likely to 

produce something small, weak, ragged, and pale—not recognizable as a 

tapestry at all. 

In addition to the four strands mentioned above—teacher, learner, setting, 

and relevant languages—other important strands exist in the tapestry. In a 

practical sense, one of the most crucial of these strands consists of the four 

primary skills of listening, reading, speaking, and writing. This strand also 

includes associated or related skills such as knowledge of vocabulary, spelling, 

pronunciation, syntax, meaning, and usage. The skill strand of the tapestry 

leads to optimal ESL/EFL communication when the skills are interwoven 

during instruction. This is known as the integrated-skill approach. 

If this weaving together does not occur, the strand consists merely of discrete, 

segregated skills—parallel threads that do not touch, support, or interact with 

each other. This is sometimes known as the segregated-skill approach. Another 

title for this mode of instruction is the language-based approach, because the 

language itself is the focus of instruction (language for language's sake). In this 

approach, the emphasis is not on learning for authentic communication. 

By examining segregated-skill instruction, we can see the advantages of 

integrating the skills and move toward improving teaching for English 

language learners. 

 

In this approach, the emphasis is not on learning for authentic communication. 

By examining segregated-skill instruction, we can see the advantages of 

integrating the skills and move toward improving teaching for English 

language learners. 

 

 

Segregated-Skill Instruction 

In the segregated-skill approach, the mastery of discrete language skills such as 

reading and speaking is seen as the key to successful learning, and language 

learning is typically separate from content learning (Mohan, 1986). This is 

contrary to the integrated way that people use language skills in normal 

communication, and it clashes with the direction in which language teaching 

experts have been moving in recent years. Skill segregation is reflected in 

traditional ESL/EFL programs that offer classes focusing on segregated 

language skills. Why do they offer such classes? Perhaps teachers and 

administrators think  it is logistically easier to present courses on writing 

divorced from speaking, or on listening isolated from reading. They may 

believe that it is instructionally impossible to concentrate on more than one 

skill at a time. Even if it were possible to fully develop one or two skills in the 

absence of all the others, such an approach would not ensure adequate 

preparation for later success in academic communication, career-related 

language use, or everyday interaction in the language. An extreme example is 

the grammar-translation method, which teaches students to analyze grammar 

and to translate (usually in writing) from one language to another. This method 
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restricts language learning to a very narrow, non-communicative range that 

does not prepare students to use the language in everyday life. 

 

Two Forms of Integrated-Skill Instruction 

Two types of integrated-skill instruction are content-based language instruction 

and task-based instruction. The first of these emphasizes learning content 

through language, while the second stresses doing tasks that require 

communicative language 

use. Both of these benefit from a diverse range of materials, textbooks, and 

technologies for the ESL or EFL classroom.  

 

Content-Based Instruction: 

In content-based instruction, students practice all the language skills in a highly 

integrated, communicative fashion while learning content such as science, 

mathematics, and social studies. Content-based language instruction is valuable 

at all levels of proficiency, but the nature of the content might differ by 

proficiency level. For beginners, the content often involves basic social and 

interpersonal communication skills, but past the beginning level, the content 

can become increasingly academic and complex. The Cognitive Academic 

Language Learning Approach (CALLA), created by Chamot and O'Malley 

(1994), shows how language learning strategies can be integrated into the 

simultaneous learning of content and language. At least three general models of 

content-based language instruction exist: theme-based, adjunct, and sheltered. 

The theme-based model integrates the language 

skills into the study of a theme (e.g., urban violence, cross-cultural differences 

in marriage practices, natural wonders of the world, or a broad topic such as 

change). The theme must be very interesting to students and must allow a wide 

variety of language skills to be practiced, always in the service of 

communicating about the theme. This is the most useful and widespread form 

of content-based instruction today, and it is found in many innovative ESL and 

EFL textbooks. In the adjunct model, language and content courses are taught 

separately but are carefully coordinated. In the sheltered model, the subject 

matter is taught in simplified English tailored to students' English proficiency 

level. 

 

Task-Based Instruction:  

In task-based instruction, students participate in communicative tasks in 

English. Tasks are defined as activities that can stand alone as fundamental 

units and that require comprehending, producing, manipulating, or interacting 

in authentic language while attention is principally paid to meaning rather than 

form (Nunan, 1989). The task-based model is beginning to influence the 

measurement of learning strategies, not just the teaching of ESL and EFL. In 

task-based instruction, basic pair work and group work are often used to 

increase student interaction and collaboration. For instance, students work 

together to write and edit a class newspaper, develop a television commercial, 

enact scenes from a play, or take part in other joint tasks. More structured 
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cooperative learning formats can also be used in task-based instruction. Task-

based instruction is relevant to all levels of language proficiency, but the 

nature of the task varies from one level to the other. Tasks become increasingly 

complex at higher proficiency levels. For instance, beginners might be asked to 

introduce each other and share one item of information about each other. More 

advanced students might do more intricate and demanding tasks, such as taking 

a public opinion poll at school, the university, or a shopping mall. 

 

Advantages of the Integrated-Skill Approach: 

The integrated-skill approach, as contrasted with the purely segregated 

approach, exposes English language learners to authentic language and 

challenges them to interact naturally in the language. Learners rapidly gain a 

true picture of the richness and complexity of the English language as 

employed for communication. Moreover, this approach stresses that English is 

not just an object of academic interest nor merely a key to passing an 

examination; instead, English becomes a real means of interaction and sharing 

among people. This approach allows teachers to track students' progress in 

multiple skills at the same time.  

Integrating the language skills also promotes the learning of real content, not 

just the dissection of language forms. Finally, the integrated-skill approach, 

whether found in content-based or task-based language instruction or some 

hybrid form, can be highly motivating to students of all ages and backgrounds. 

 

Integrating the Language Skills: 

In order to integrate the language skills in ESL/EFL instruction, teachers 

should consider taking these steps: 

o Learn more about the various ways to integrate language skills in the classroom 

(e.g., content-based, task-based, or a combination). 

o Reflect on their current approach and evaluate the extent to which the skills are 

integrated. 

o Choose instructional materials, textbooks, and technologies that promote the 

integration of listening, reading, speaking, and writing, as well as the 

associated skills of syntax, vocabulary, and so on. 

o Even if a given course is labeled according to just one skill, remember that it is 

possible to integrate the other language skills through appropriate tasks. 

o Teach language learning strategies and emphasize that a given strategy can 

often enhance performance in multiple skills. 

 

Conclusion. On revising the literature on language teaching theories, it is 

possible to get a sense of the wide range of proposals from the 1700‘s to the 

present, with their weaknesses and strengths, from grammar-based methods to 

more natural approaches. There is still present a constant preoccupation for 

teachers and linguists to find more efficient and effective ways of teaching 

languages. This proliferation of approaches and methods is a relevant 

characteristic of contemporary second and foreign language teaching, and is 
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only understood when the learner‘s need is approached from an educational 

perspective. These approaches have been called natural, psychological, 

phonetic, new, reform, and direct, among others . 

In the middle -methods period, a variety of methods were proclaimed as 

successors to the then prevailing Situational Language Teaching and Audio-

Lingual methods. These alternatives were promoted under such titles as Silent 

Way, Suggestopedia, Community Language Learning, and Total Physical 

Response. In the 1980s, these methods in turn came to be overshadowed by 

more interactive views of language teaching, which collectively came to be 

known as Communicative Language Teaching. These CLT approaches include 

The Natural Approach and Community Language Learning . 

Special attention has also been paid to the role of the teacher as a commander 

of classroom activity (e.g., Audio-Lingual Method, Natural Approach, 

Suggestopedia, Total Physical Response) whereas others see the teacher as 

background facilitator and classroom colleague to the learners (e.g., 

Communicative Language Teaching, Cooperative Language Learning .) 

Language learning theories have approached second language learning on 

adults and children around first language acquisition model. Schools such as 

Total Physical Response and Natural Approach claim that second language 

learning must be developed in the same way as first language acquisition 

although this is not the only model of language learning we have. However, the 

Silent Way and Suggestopedia schools claim that adult classroom learning 

must be developed in a different way children do, due to different cognitive 

and psychological features . 

With careful reflection and planning, any teacher can integrate the language 

skills and strengthen the tapestry of language teaching and learning. When the 

tapestry is woven well, learners can use English effectively for communication. 
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Solo Taxonomy  
 

The Structure of Observed Learning Outcome (SOLO) taxonomy is a model 

that describes levels of increasing complexity in student's understanding of 

subjects.  It was proposed by John B. Biggs and K. Collis and has since gained 

popularity. 

The taxonomy describes level of increasing complexity in a student's 

understanding of a subject, through five stages, and it is claimed to be 

applicable to any subject area. Not all students get through all five stages, of 

course, and indeed not all teaching (and even less "training" is designed to take 

them all the way). We need also to mention that each level embraces previous 

levels, and adds something more.  

 

The five stages of the taxonomy: 

 

1- Pre-structural:  

The task is not attacked appropriately; the student 

hasn‘t really understood the point and uses too 

simple a way of going about it. At this stage, 

students are simply acquiring bits of unconnected 

information, which have no organization and 

make no sense. 

 

2- Uni-structural:  

The student's response only focuses on one 

relevant aspect. Simple and obvious connections 

are made, but their significance is not grasped.  

3-  Multi-structural:  

The student's response focuses on several relevant 

aspects but they are treated independently.  The  

meta-connections between them are missed, as is 

their significance for the whole. Assessment of 

this level is primarily quantitative 
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4-  Relational : 

 The different aspects have become integrated into 

a coherent whole. This level is what is normally 

meant by an adequate understanding of some 

topic. The student is now able to appreciate the 

significance of the parts in relation to the whole. 

 

5-  Extended abstract : 

The previous integrated whole may be 

conceptualized at a higher level of abstraction and 

generalized to a new topic or area. The student is 

making connections not only within the given 

subject area, but also beyond it, able to generalize 

and transfer the principles and ideas underlying 

the specific instance. 

 

Backgroud 

John B. Biggs developed the SOLO Taxonomy for assessing the quality of 

learning outcomes, and the model of constructive alignment for designing 

teaching and assessment (Biggs, 2007).   

Constructive alignment is a principle used for 

devising teaching and learning activities, and assessment tasks that directly 

address the learning outcomes intended in a way not typically achieved in 

traditional lectures, tutorial classes and examinations (Biggs and Tang, 2007). 

Constructive alignment was devised to represents a marriage between 

constructivist  understanding of the nature of learning, and an aligned design 

for outcomes-based teaching education. 

Constructive alignment is the underpinning concept behind the current 

requirements for programme specification, declarations of Intended Learning 

Outcomes (ILOs) and assessment criteria, and the use of criterion based 

assessment. There are two basic concepts behind constructive alignment: 

Learners construct meaning from what they do to learn. This concept derives 

from cognitive psychology and constructivist theory, and recognizes the 

importance of linking new material to concepts and experiences in the 

learner's memory, and extrapolation to possible future scenarios via the 

abstraction of basic principles through reflection. 

The teacher makes a deliberate alignment between the planned learning 

activities and the learning outcomes. This is a conscious effort to provide the 
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learner with a clearly specified goal, a well designed learning activity or 

activities that are appropriate for the task, and well designed assessment criteria 

for giving feedback to the learner. 

 

How is it applied? 

 

SOLO provides a systematic way of describing how a learner‘s performance 

grows in complexity when mastering many tasks, particularly the sort of tasks 

undertaken in school. A general sequence in the growth of the structural 

complexity of many concepts and skills is postulated, and that sequence may 

be used to guide the formulation of specific targets or the assessment of 

specific outcomes. 

SOLO might be used to classify basically the quality, as represented by the 

sophistication of the assumed underlying logic of students‘ responses to 

assessment items. 

Teachers tend to concentrate on quantity in what they ask students to learn.  

We try to find out how much our students know, how many words are mis-

spelled, how many points are made in an essay, the number or right answers 

and where they rank in point scoring.  When we consider quality we do so in 

subjective ways.  Our quality comments are often of this kind:  ‗your argument 

is faulty, keep to the point‘, ‗only a few points are made and not related 

together‘ or ‗your work shows promise, try harder‘ each with a mark of say 

6/10.  Such evaluations are not very informative and give little help toward 

improvement.  

Enhancing quality measures balances learning and teaching (Collis & Biggs, 

1986).  The SOLO Model is one way teachers can focus on how well students 

understand as opposed to how much they can remember.  SOLO helps teachers 

to examine learning outcomes in order to measure the structure of students‘ 

understanding.  

Examples of different performances 

Imagine the essay topic: Discuss the influences of nature and nurture on the 

development of children‘s ethical systems. 

A pre-structural response might, for example, say something along the lines of 

―Children are well known to develop ethical systems when they are young. 

Such systems affect the way they behave. Nature is about flowers and animals 
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and the world around us. Parents, including most animals, nurture their 

offspring when the offspring are too weak or inexperienced to cope with the 

world unaided‖ and so on (a ‗brain dump‘ stimulated by the words in the 

question is one example of a pre-structural response). 

A uni-structural response might outline the influence of nature (genetic 

inheritance etc) on the development of a child‘s ethical system, or it might 

simply define and accurately describe ethical systems. 

A multi-structural response might outline the influences of both factors, but 

never bring together and balance their influences. 

A relational response will answer the question, describing the influences, their 

interaction and their balance. 

An extended abstract response would cover the ground of the relational 

response, but then might, for example, go on to set this in the context of 

various theories of child development, or of ethical systems. 

Examples of assessment tasks  

Some assessment tasks seem to limit the SOLO level of possible responses. For 

example: ―What is the anatomical name for the kneecap?‖ and ―List four 

species of mosquito‖. 

These questions require at best a pre-structural response (a very brave student 

might go into the way anatomical names are arrived at and, eventually, deduce 

a correct answer - an extended abstract response - but this seems unlikely, and 

probably inappropriate in the circumstances; an extended abstract response for 

mosquito seems even less likely). 

―List four species of mosquito commonly found in tropical areas and outline 

the main health risk created by each of them‖. 

This question would seem at best to require a multi-structural response 

although, again, a courageous student might move to the relational (by, for 

example, comparing and contrasting the risks from the various species) or the 

extended abstract (for example, by describing and examining ways of 

classifying mosquitoes or health risks). 

Perhaps, then, assessment tasks might be set which invite responses at higher 

SOLO levels: 

List four species of mosquito commonly found in tropical areas and discuss 

their (relative) importance in public health programs. 
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This example invites at worst a multi-structural response (just list each 

mosquito species and say how and why it is important), but easily affords a 

relational response (for example, by discussing the relative importance of the 

four species given some criteria) or an extended abstract response (for 

example, by discussing how one might assess importance and, more 

interestingly, how one might judge the usefulness or appropriateness of a 

proposed criterion for importance). If the word ‗relative‘ is included in the 

question then it clearly invites a relational response. 

important features in the SOLO taxonomy  

• The Mode of Thinking.  This is the degree of abstractness of the responses.  

• The Level of the Response.  This depends on an individual‘s ability to handle, 

with increased sophistication, relevant cues.  

The Level of the Response resides within Cycles of Learning.  The Cycles 

provide a hierarchical description of the structure of a response.  

There are FIVE discernable Modes of Thinking:  

• Sensorimotor.  A person reacts to the physical environment.  In this Mode  

very young children (0 to 2 years) develop motor skills.  In adults this  

mode is evident in skill development in sports.  

• Ikonic.  A person internalizes actions in terms of images.  Young children 

develop words and images that represent objects and events.  Adults use this 

Mode in art and music appreciation (intuitive).  Commonly evident in pre-

school children (2-5 years).  

• Concrete symbolic.  A person thinks by the use of a symbolic system such as 

written language, maps and number systems.  This Mode is real-world referent 

and is most commonly evident in primary and secondary schools.  

• Formal.  A person is able to consider abstract concepts.  They are no longer 

restricted to real-world referent and handle ‗principles‘ and ‗theories‘. 

Commonly required in tertiary education.  

• Post formal.  A person is able to question the fundamental structure of 

theories and disciplines. (Biggs & Collis, 1982; Panizzon et al., 2005).  

It is important to appreciate that Multi-modal functioning is available to 

individuals and continues throughout life. 
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Classroom Observation 

 

Introduction 

Observation is an essential way of teacher development and learning 

how to teach. From newly appointed teachers to old hand ones, all of them 

need to be aware of what is going on inside the classroom. Thus, classroom 

observation is the method to reveal to the teacher the real teaching situation 

either in his/her classroom or in other's classrooms. Throughout the comments 

and details of the observations, the observers mention their views and 

observations in their reports or notes, throughout which the observed teacher 

might take consideration of in the coming plans. Therefore, classroom 

observation is an important tool of self and others' development. That's why it 

is a method of exchanging experience and influence among teachers. This 

means that observation is an effective part of the teachers' profession. It is a 

valuable process and tool for all teachers. However, we need to know how the 

classroom  observation process is carried out. 

 

Definition and importance: 

Classroom observation is a quantitative and qualitative method of 

measuring classroom behaviors. It is a process that includes three stages that 

specify what to observe , the actual events or behaviours that are recorded and 

the post observation discussions. The data collected from this process might 

focus on, as an example but are not limited to, routines, use of time, schedule, 

participation, teaching strategies, management strategies, learner interest, and 

many other aspects of interest to the observer and the observee. Throughout 

those observational visits and discussions, the teacher looks for support and 

recommendations on difficult parts of his/her performance, and to find 

solutions of some ambiguous strategy that he/she wants to implement in his/her 

classes. If the observee is another teacher, he/she will be exposed to other's 

methods and experiences. If the observer is a supervisor, he/she will be a 
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supportive source of recommendations for the teacher, besides that some 

teachers are innovative and might show outstanding performance that the 

observer might report to other teachers throughout his/her observational notes. 

Observation is important at every stage of a teacher‘s career. It is an 

essential tool for professional development. All involved teachers, regardless 

of whether they are newly recruited teachers, master teachers or supervisors, 

have the opportunity to dialogue together and learn from one another. This is a 

more recent trend in professional growth of teachers worldwide. Schools are 

now trying to create opportunities for teachers to observe other teachers in their 

subject area, either in their own school or in other schools, throughout model 

lessons, workshops….etc. 

Classroom observation has many valid and important educational 

purposes. Classroom observation has been widely used for : The description of 

instructional practices, the investigation of educational discriminations for 

different groups of students and the improvement of teachers' classroom 

instructions. As for the description of instructional processes as one of the main 

purposes of classroom observation, it focuses on describing the current status 

of instructional practices and identifying instructional problems.  It describes 

what takes place inside classrooms in order to  outline the difficult practical 

issues that challenge teachers. This type of observation focuses on the methods 

of giving instructions by teachers to students and how students are involved in 

the instructional process, or on a larger scale the educational process. Another 

example of descriptive observations is to find out whether the teacher is 

implementing technology in his classroom or not. It is important to spot the 

actual extent to which technology is used in classrooms by teachers and 

students. Another use of classroom observation is appraise programs or new 

methods and to what extent teacher comply with the implementation of new 

programs and methods. Nowadays, new types of questions and new curricula 

are being implemented; we need to measure the extent of commitment to the 

implementation of those new systems, programs and curricula in schools. 
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Another value for classroom observation is to find out differences between 

school performance and to compare them among schools. 

Classroom observations have found that some groups or types of 

students are treated differently by teachers in classrooms. Some teachers focus 

on the gifted students in their classes and neglect low achievers. Classroom 

observation detects those cases to draw the attention of those teachers to this 

group of subsidized students. As well, classroom observation serves as an 

advisor method where the observers recommend methods for overcoming this 

discrimination among students.  

There are evidenced feedback reports that classroom observation leads to 

the improvement of teaching practices. It tackles practical recommendations 

for dealing with various problems in classroom practices, such as: The lack of 

clear and accurate classroom instructions, performance strengths and 

weaknesses, pupil-pupil interaction, teacher- pupil interaction, teaching 

approaches, time management, imbalanced distribution of interest among 

students,….etc.  

 

Types of Observation: 

 

• Regular Observation: It is the observation of a newly recruited teacher or a 

student teacher in training to an experience teacher or a senior teacher. This is 

conducted to help the new teacher prepare himself/ herself for being observed 

by others (Supervisor, advisor, senior teacher, school principal…). A distinct 

feature of this type of observation is the uneven horizontal power-relationship 

that governs both the observed teacher and observer. Observation in this 

situation tends to be more judgmental and feedback is more official. 

 

• Peer Observation: Unlike the previous type, peer observation is arranged 

between peer teachers, usually teaching the same educational levels. It is 

designed for teachers to exchange experience on amore-friendly basis. It is 

usually carried out based on the request of a teacher to his/her colleagues to 
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observe how others perform a certain type of task or to get feedback on a 

certain problem he/she faces. Sometimes, it is arranged within the department 

as inter-visitations. Even though it might be friendly arranged , there must be a 

written and verbal account and feedback to achieve the aim of the observation.  

 

• Three-way observation: This third form of observation is usually utilized in 

higher level schools or colleges. It involves students in the observational 

process. The basis for having a student taking part in teacher‘s observation 

comes from the concept of student-centered class. This type is not yet applied 

in our schools, but it might be approached. 

 

• Supervisory observation: This form of observation is meant for supervisory 

issues. The observer here is the supervisor or advisor or a school principal; 

whereas the observee is a teacher or a senior teacher. The aim of this type of 

observation is educational and administrative. This observation assists in 

recommending ways to improve teachers‘ teaching tools and promoting 

teaching environment, teaching effectiveness….etc. Administratively, a school 

principal observes teachers' performance concerning classroom utilization, 

material utilization, classroom management, technology usage, ….etc.  

 

Phases of Observation: 

There are three stages in the process of classroom observation: The pre-

observation stage, the during-observation stage and the post observation stage. 

Each one has its own purposes and procedures as follows: 

 

1. Pre-Observation stage: 

This stage is important for the observee more than the observer. Here the two 

meet to discuss the plan of the lesson, agree on the purposes of the classroom 

visit, the lesson goals, objectives, used strategies/methodology, and form of 

assessment. Both of them may agree upon observation procedures to be used 

during this session and arrange a schedule for the observations. They might ask 
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each other all questions that serve the purpose of the pre-observation . Here are 

some pre-observation questions that the observer might ask the observed 

teacher: 

 What is the main goal of your course? 

 What is the main goal of the course session to be observed? 

 What is your specific objective for the course session to be observed? 

 What do you expect the learners to be able to know and do by the end of your 

session? 

 What strategies/ methods will you use to help the learners to reach this 

objective? 

 How will you assess whether the learners reached this objective? 

 Do you have any concerns that you would like the observer to address? 

 

2. While ( during)-observation stage: 

This is the second stage of observation, in which the classroom visit takes 

place. The observer uses procedures which have been agreed upon with the 

observee in the pre-observation stage. The observer doesn't usually interfere 

with the performance of the teacher, or in the teaching learning process in 

progress. The main task of the observer here is to point out the defects and 

strengths in teacher's performance and to provide recommendations in his/her 

feedback to benefit the teacher. Usually the observer has a ready designed 

checklist with space for comments and recommendations. This checklist 

includes: 

 

 Organization of the lesson: The opening/ warming up, structuring, transitioning 

between procedures, and closure of the lesson or wrap up. 

 Time management: Time distribution and its effectiveness on all procedures of 

the lesson.  

 Students‘ performance on tasks: The strategies, procedures, and interaction 

patterns employed by students in completing tasks. 

 Time on task: The extent to which students were actively engaged during task. 
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 Teacher‘s questions & students‘ responses: The types of questions the teacher 

asks during a lesson, the way students respond, and the way the responses are 

either reinforced or refuted. 

 Teacher‘s explanation: The way the teacher presents vocabulary, grammar, 

wiring, reading, and other  items during the lesson. 

 Teacher‘s action zone: The extent to which the teacher interacts with some 

students more frequently than others during the lesson. 

 Students‘ performance during pair/group-work activities: Teacher‘s 

arrangement of students into small groups, monitoring of students‘ time-on-

task during group work, the dynamics of group work activities, and the kind of 

responses they make. 

 Classroom interaction: the way the teacher monitors both teacher-student and 

student-student interactions. 

 Use of textbook: The extent to which the teacher resorts to the textbook during 

the lesson and the types of departure made from it. 

 

3. Post Observation Conferencing Guidelines: 

The post observation session comes after the visit to the class. Usually, both 

the observer and observee sit together for data presentation and analysis. They 

discuss all the procedures of the lesson and other related items. They raise 

questions and try to reach mutual understanding, reinforcing and suggesting 

different alternatives. At this point, the observer should not give any judgment 

or evaluation on teacher's performance. His/her role is merely to highlight the 

strongest points, activities, strategies, and techniques used by the performing 

teacher; besides, he/she may inquire about the reasons and justifications of 

unclear situations then may proceed to  recommendations and suggesting some 

alternatives. This post-observation meeting usually takes place directly after 

the visit or can be scheduled as soon as possible. If the observer finds out that 

many teacher almost do the same things and have the same weaknesses, he/she 

can revert to collective meetings to ensure all have the recommendations at the 

same time. The rationale behind holding meeting right after the visits is to 
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retain the ability to discuss points of views with full memory of all happenings 

in the classroom. Also, it is always recommended for the observer to start 

his/her feedback with a positive comment while providing an honest feedback. 

Some post-observation questions could be considered to enable the observee 

give his reasons for certain points noticed in the classroom, such as:  

1. To what extent did you achieve your objectives? 

2. What worked well and why? 

3. What didn't work well? Why? 

4. Is there any thing that you would have done differently? 

5. If you're given the chance to repeat the lesson, what would you change? How? 

6. Is there any thing you would like to enquire about? 

7. How much do you rate your own performance? 

8. Are you satisfied about your own performance? Why? 

9. What was the most successful part in your lesson? 

After that, the final report of the observation could be finalized, including all 

the recommendations and suggestions for future plans, training required, and 

pieces of advice.  

 

Things to observe in classrooms: 

1. Organization of the lesson: the opening, structuring, transitioning, and closure 

of the lesson. 

2. Time management: allotment of time of different activities during the lesson. 

3. Students‘ performance on tasks: the strategies, procedures, and interactions 

patterns employed by students in completing tasks. 

4. Time on task: the extent to which students were actively engaged during task. 

5. Teacher‘s questions & students‘ responses: the types of questions the teacher 

asks during a lesson, the way students respond, and the way the responses are 

either reinforced or refuted. 

6. Teacher‘s explanation: The way the teacher explains vocabulary, grammar, 

and/or syntactic items during the lesson. 
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7. Teacher‘s action zone: The extent to which the teacher interacts with some 

students more frequently than others during the lesson. 

8. Students‘ performance during pair/group-work activities: Teacher‘s 

arrangement of students into small groups, monitoring of students‘ time-on-

task during group work, the dynamics of group work activities, and the kind of 

responses they make. 

9. Classroom interaction: The way the teacher monitors both teacher-student and 

student-student interactions. 

10. Use of textbook: The extent to which the teacher resorts to the textbook during 

the lesson and the types of departure made from it. 

 

Drawbacks of classroom observations: 

1. It can be threatening. 

2. It can prompt ‗show‘ lessons. Teachers would put on a ―model‖ lessonand 

receive a positive feedback. 

3. The observer may feel obliged to make only positive comments. 

4. Judgmental non constructive focus on  negative points only. 

5. Criticism and negative feedback can cause conflict and trouble, if not properly 

delivered. It can lead to deterioration in peer relationships. 

6. Negative attitude and improper of revealing comments to the observee might 

result in defensive and negative impact towards visitors. 

 

Things to remember in classroom observations: 

1. Keep balance between strengths/areas for development. 

2. Keep balance between talking and listening. 

3. The observer should plan carefully for the observation keeping the observee in 

mind. 

4. Ensure privacy.  

5. Avoid interruptions. 

6. Use positive body language. 

7. Clear guidance for future action. 
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8. Be objective not subjective. 

9. Be supportive not judgmental. 

10. Be sensitive and aware of the potentials of the observee. 

11. There shouldn't be any feeling of threat or intimidation, but rewarding and non-

threatening. 

12. High level trust should be established.  

13. Positive interpersonal relationships. 

 

Conclusion: 
 

Throughout the pre-mentioned discussion and description of classroom 

observation, we can clearly see that classroom observation is an important tool 

for self and other professional development. This process involves three stages: 

Pre-observation, during-observation and post-observation. In each stage, both 

the observer and observee should cooperate to reach a common understanding 

of strategies, strengths, weaknesses, areas of development and 

recommendations. This process is not only directed to newly recruited teacher, 

but also to all teachers of various levels. The benefits are really essential for 

any teacher's career. 
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Extra and Co-curricular Activities 

What are Extra and co-curricular Activities? 

 Educational activities that facilitate learning outside the regular (compulsory) 

school curriculum are generally called extra and co-curricular activities. Co-

curricular activities are seen as non-academic activities that take place during 

the school day, whereas extracurricular activities are the ones that take place 

outside the school timetable. In spite of this distinction between co-curricular 

and extra-curricular activities, most of the time, they are used to mean the same 

thing. 

Both types of activities are opportunities to engage in extensions of academic 

activities and/or non-academic activities under school supervision.  

They are optional and supplement the education programme of a school.  ―The 

activities are voluntary, and students do not receive grades or academic credit 

for them‖ (Holloway, 2000, 87). In addition, they can be offered at any time 

during or after regular school hours.  

Extra and co-curriculum activities are part of informal education, which 

consists of learning activities that are voluntary and self-directed, life-long, and 

motivated mainly by intrinsic interests, curiosity, exploration, manipulation, 

fantasy, task completion, and social interaction. Informal learning provides an 

experiential base and motivation for further activity and learning.  

 

The importance of extra and co-curricular activities: 

 Nowadays, it‘s believed that the best educational systems constitute not only a 

curriculum but also extra/co-curricular social or cultural activities which have 

many advantages. Extracurricular activities are powerful and empowering 

experiences and they benefit all students especially those who are at-risk of 

dropping because they can often provide the boost of success. 

Many studies show that involvement in school extra/co-curricular activities 

leads to positive long term outcomes in individual lives.  Extra/co-curricular 

activities give students positive activities in which to be involved, and they 

spend their time in a productive manner. 
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The benefits of extra and co-curricular activities fall into different 

categories: 

Academic Performance   Sociability 

Life Skills                     Character Building 

1. Academic Performance 

Research indicates that there is a correlation between involvement in activities 

and academic achievement. Extra and co-curricular activities have proven to be 

beneficial in building and strengthening academic achievement, even if the 

activities are not obviously related to academic subjects. ―A number of studies 

revealed that students participating in extra/co-curricular activities did better 

academically than students who did not participate‖ (Marsh & Kleitman, 2002, 

para. 7). 

Extra and co-curricular activities can often provide students with the boost of 

success and an incentive to do well in their classes. 

2. Sociability 

Extra/co-curricular activities increase the student‘s sociability which is a 

crucial ability for personal development.  A student‘s ability to make friends or 

to become a part of a group fuels self-confidence and creates a better 

atmosphere of liability. Other benefits include having a sense of team spirit and 

belonging, personal pride and an increased sense of honesty and 

trustworthiness. 

Education is not only learned by reading the textbook for students can learn an 

incredible amount from their peers through extra and co-curricular activities. 

Students learn how to compromise and work in a group. Extra/co-curricular 

activities also allow students to meet and interact with peers that may not be 

within their close group of friends and therefore become less shy as they share 

a favorite activity with their fellow team members. 

3. Life Skills  

Students can learn different important life skills through extra/co-curricular 

activities and these skills benefit their studies. For example, because activities 
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take time out of the students‘ schedules, the involved students must plan their 

time wisely and efficiently to complete the assigned tasks and this teaches them 

time management and how to prioritize things in their life. ―In addition to 

organizational skills, extra and co-curricular activities in the arts teach students 

analytical skills and creative problem solving skills since they have to think 

creatively to successfully act in a play, or produce a work of art.‖ (Rombokas, 

Mary. 1995, October) 

 

4. Character Building 

Extra and co-curricular activities can teach a student a lot about himself and 

about his own talents, interests, strengths and weaknesses. He will learn that 

practice will improve a person's skills and doing something worthwhile takes 

effort and time; so by participating in such activities, students gain a sense of 

self-respect, self-esteem, and self-confidence. 

Furthermore, engaging in extra and co-curricular activities increases students‘ 

knowledge about new things and their motivation for school. 

 

Characteristics of Effective Extra/co-curricular Activities: 

 The objectives and the goals of the activities should be clear, and the activities 

themselves should be organized, structured and age appropriate. 

 Effective after school activities help children and teens to grow stronger 

physically, mentally and emotionally. 

 The activities should be motivating and allow the students to develop their 

talents, abilities and critical thinking. 

 Having fun should not be overlooked when organizing the activities. 

Types of English Extra & Co-curricular Activities 

 The following activities can be used in order to inspire the students‘ interest in 

English learning and improve their English ability: 

 English Clubs: 
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An English Club is a place for language learners to use English in a casual 

setting. In an English Club, students get a chance to practise many different 

skills in a setting that is more like real life.  

 Morning Assembly programmes: 

They can be used to reinforce students‘ communicative English ability. 

 English Contests and Competitions 

 Project Work 

Project work motivates students and offers a way of practising English while 

having fun. It makes students responsible for their own learning and it helps 

bridge the gap between language study and language use as it provides a 

chance for students to learn by using the language and it makes learning more 

natural and authentic.  

 Arts & Crafts: 

Arts and crafts are a good way to deal with different types of learners who have 

different learning styles. Hands-on art and craft lessons create a relaxed 

atmosphere for language learning and they help to acquire new vocabulary and 

maintain interest in the language. 

Implementation of Extra and Co-curricular Activities 

 Although extra and co-curricular activities are best when implemented at the 

school level, that doesn‘t mean they cannot be used at the classroom level. 

They can be in close contact with classroom teachings but not a repetition of 

them; otherwise, they will be meaningless. 

Teachers can create community in their classroom, just like school clubs and 

other activities. They can recreate the peer networking and connection inside 

the classroom even if a school lacks in extracurricular activities. Projects create 

opportunities where peers work together, apply their learning to real life 

circumstances, and practise leadership. Students can be offered the opportunity 

to do all of the planning of the activity, because it provides a more fully 

engaged experience.  

Teachers have a lot of effects and influence on students and can encourage 

them, (especially those at-risk), to sign up for activities. Sometimes students 
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lack the confidence or drive to get involved, and just need to be pointed in the 

right direction. The role a teacher plays in encouraging a culture of 

involvement cannot be undermined.  

 

Conclusion 

 

 Extra and co-curricular activities are powerful and empowering experiences 

because they have the ―potential to influence students‘ belonging and promote 

positive academic and psychosocial outcomes‖ (Akos, 2006, p. 1). These 

activities prove that students are able to make a meaningful contribution to 

something, maintain a long-term commitment and manage their time and 

priorities. 

Therefore, teachers and school administrations should seriously plan for their 

extra/co-curricular activities and encourage students to participate in them in 

order to create a better-adjusted, motivated society. 

Remember that student‘s life is not just persistent learning, but searching for 

the self. When academic process and extracurricular activities are combined, it 

is much simpler for learners to find themselves. 
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Models of Supervision 

 
As ESL professionals, it is likely that most of us have experienced teacher 

supervision, either as a supervisor, as a teacher being supervised, or as an 

outside observer. If we were to describe the roles the supervisor played in these 

experiences, they would probably fall into one or more of the following 

categories:  

to direct or guide the teacher's teaching  

to offer suggestions on the best way to teach  

to model teaching  

to advise teachers  

to evaluate the teacher's teaching.  

These categories were elicited from many teachers and teacher educators in 

several countries and appear to be a fairly representative sample. The purpose 

of this paper is to demonstrate that supervision can be much more than this.  

Six models of supervision are presented and discussed: (1) directive, (2) 

alternative, (3) collaborative, (4) nondirective, (5) creative, and (6) self-help-

explorative. The first model is offered to illustrate the kind of supervision that 

has traditionally been used by teacher educators. This model has some serious 

limitations, however. The other five models offer alternatives for describing 

ways that we can define the role of the supervisor and supervision.  

Directive supervision  

In directive supervision the role of the supervisor is to direct and inform the 

teacher, model teaching behaviors, and evaluate the teacher's mastery of 

defined behaviors. There are at least three problems with directive supervision. 

First, there is the problem of how the supervisor defines "good" teaching. 

Second, this model may give rise to feelings of defensiveness and low self-

esteem on the part of the teacher. Third, there is the problem of assigning 

ultimate responsibility for what goes on in the classroom . 

It appears that most people, including teachers, supervisors, school 

administrators, and the person on the street, believe that they can identify good 

teaching when they see it.  

It is probably not, however, good teaching that these people see. It is, more 

likely, their idea of what good teaching should be. Most people would agree 
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that good teaching means that learning takes place. But how do we identify 

what specific teaching behaviors cause the students to learn? Many years of 

process-product research have failed to identify  

specific teaching behaviors which are unambiguously linked to learning 

outcomes. Despite this, the ultimate aim is still to end up with something 

helpful to say to teachers and their trainers. The search for effective teaching 

goes on. For these reasons, it is difficult to justify prescribing what teachers 

should do in the classroom.  

A second problem with directive supervision is that it can make teachers see 

themselves as inferior to the supervisor, and this can lower their self-esteem. 

Another negative consequence of directive supervision is that it can be 

threatening. Threat can produce a half-in-half-out' engagement.  

In other words, threat can cause teachers to become defensive toward the 

supervisor's judgments. If we feel that we are being judged, we lose the "right 

to be wrong. If we lose this right, we can also lose the courage to try new ideas, 

to explore more than one alternative, and to explore freely.  

A third problem with directive supervision is that a prescriptive approach 

forces teachers to comply with what the supervisor thinks they should do, and 

Jarvis (1976) have all strongly suggested that this keeps the responsibility for 

decision making with the teacher educator instead of shifting it to the teacher.  

Alternative supervision  

It was discovered in research on teacher attitudes to supervision that some 

teachers feel the need to be told what to do when they first begin to teach. This 

is attributed this to their insecurity in facing students without having the skills 

to cope with that situation.  

Teachers from a number of countries have also pointed out that if the teacher is 

not given direction by the supervisor, then the supervisor is not considered 

qualified. The roots of directive supervision grow deep.  

However, there is a way to direct teachers without prescribing what they 

should do. This way is through a model called alternative supervision. In this 

model, the supervisor's role is to suggest a variety of alternatives to what the 

teacher has done in the classroom. Having a limited number of choices can 

reduce teachers' anxiety over deciding what to do next, and yet it still gives 

them the responsibility for decision making. It is pointed out that alternative 

supervision works best when the supervisor does not favor anyone alternative 

and is not judgmental. The purpose of offering alternatives is to widen the 

scope of what a teacher will consider doing.  
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Non directive supervision 

Suggestions are offered about how alternatives can be used to guide the 

beginning teacher. One way is to have teachers try the opposite of what they 

usually do. For example, if students usually read silently, the teacher can 

generate a lesson in which students read aloud to the whole class or in pairs. 

Another way is to duplicate inside the classroom what goes on outside of the 

classroom setting. For example, the teacher can have students stand up when 

conversing. He also trains teachers to be aware of "leaden" (as opposed to 

"golden") moments - to identify consistent problems - and to try alternative 

behaviors to resolve the problem. For example, if students always come late to 

class, the teacher could offer coffee or another reward to those who come on 

time, or simply talk with the students or write notes to them about the 

importance of starting class on time.  

The aim is for teachers to try alternative behaviors and to pay attention to the 

consequences. If teachers are provided with strategies that give them a way to 

understand the consequences of what they do, teachers can gradually rely on 

themselves to make teaching decisions.  

Collaborative supervision  

Within a collaborative model the supervisor's role is to work with teachers but 

not direct them. The supervisor actively participates with the teacher in any 

decisions that are made and attempts to establish a sharing relationship. It is 

believed that teaching is mostly a problem- solving process that requires a 

sharing of ideas between the teacher and the supervisor. The teacher and 

supervisor work together in addressing a problem in the teacher's classroom 

teaching. They pose a hypothesis, experiment, and implement strategies that 

appear to offer a reasonable solution to the problem under consideration.  

Collaborative supervision can be used thus: Instead of telling the teacher what 

he / she should have done, the supervisor can , "What did you think of the 

lesson? How did it go? Did you meet your objective?" This would be said in a 

positive, interested, and nonjudgmental way.  

It is worth mentioning that although the ideals of equality and the sharing of 

ideas in a problem-solving process can be appealing, the ideal and the real are 

sometimes far apart. Not all teachers are willing to share equally in a 

symmetrical, collaborative decision-making process.  
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The essence of nondirective supervision is captured in the following 

observation by a teacher-in-preparation: "My supervisor usually attempts to 

have me come up with my own solutions to teaching problems, but she isn't 

cold. She's a giving person, and I can tell that she cares. Anyway, my 

supervisor listens patiently to what I say, and she consistently gives me her 

understanding of what I have just said." The same teacher also expressed the 

consequences of this type of supervision for her when she added, "I think that 

when my supervisor repeats back to me my own ideas, things become clearer. I 

think this makes me more aware of the way I teach - at least I am aware of my 

feelings about what I do with students."  

According to those foreign and second language teacher educators who have 

discussed a nondirective supervisory approach  if the supervisor had been more 

nondirective when supervising a teacher, the teacher could have had the 

freedom to express and clarify his/her ideas, and a feeling of support and trust 

could have grown between the supervisor and the teacher.  

Nondirective supervision can also have a different result. Some teachers report 

that it makes them feel anxious and alienated. One reason for anxiety may be 

due to the inexperience of the teacher.  

The way the supervisor understands nondirective supervision could also cause 

the teacher anxiety. Perhaps the supervisor has simply been using the surface 

techniques while ignoring the deeper philosophical principles. To borrow only 

certain outward features of the approach without understanding what its real 

power is would be like using an airplane only as a car or a sophisticated 

computer only as a typewriter.  

At the deeper philosophical level, we need to understand the importance of 

working with the "whole person" of the learner. Curran advocated such 

techniques as the non judgmental "understanding response" to break down the 

defenses of learners, to facilitate a feeling of security, and to build a trusting 

relationship between learners and the teacher. This trusting relationship allows 

the teacher and learners to "quest" together to find answers to each learner's 

questions.  

Creative supervision  

The statement that "any particular way of looking at things is only one from 

among many other possible ways" serves as the basis of creative supervision. 

Each model of supervision presented thus far in some way limits our way of 

looking at supervision. The creative model encourages freedom and creativity 
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in at least three ways. It can allow for (1) a combination of models or a 

combination of supervisory behaviors from different models, (2) a shifting of 

supervisory responsibilities from the supervisor to other sources, and (3) an 

application of insights from other fields that are not found in any of the models.  

Working with only one model can be appropriate, but it can also be limiting. 

Sometimes a combination of different models or a combination of supervisory 

behaviors from different models might be needed .  

A second way that a creative model of supervision can be used is to shift 

supervisory responsibility from the supervisor to another source. For instance, 

teachers can be responsible for their own supervision through the use of teacher 

centers . Teacher centers are places where teachers can go to find answers to 

questions, use resources, and talk about problems with other teachers or special 

"consultants" or "supervisory experts." Rather than the supervisor going to the 

teachers, the teachers can go to the teacher center. Another way to shift 

responsibility away from the supervisor is to have peer supervision, where 

fellow teachers observe each others' classes. In this case there is no supervisor.  

A third way that creative supervision can be used is through the application of 

insights from other fields which are not found in any of the models. For 

example, some teacher educators have adapted observation systems originally 

developed for research to help them observe and supervise practice teachers. 

Other teachers prefer because the five major categories and many subcategories 

within FOCUS can be used easily as a metalanguage to talk about teaching in 

nonjudgmental and specific terms.  

The application of observation systems has been a valuable asset to 

supervisors. It allows them to describe rather than prescribe teaching, and 

observation systems provide a means through which teachers can continue to 

monitor and study their own teaching. But why stop there?  

Why nor apply yoga and meditation techniques to teacher supervision? 

Leadership training from business management? Ethnographic interviewing 

techniques? Storytelling skills used in Hawaiian folklore? Use of metaphors in 

counseling? We will  

never know the consequences of trying new ideas in the preparation of teachers 

if we keep doing the same things over and over again.  

Self-help – explorative supervision 

The self-help-explorative model of supervision is an extension of creative 

supervision. The emergence of this model proposes a different way to perceive 

the process that teachers go through in their development, one that provides 
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opportunities for both teachers and supervisors to gain awareness of their 

teaching through observation and exploration.  

The goal to "see teaching differently" is achieved not because the supervisor 

has helped the teacher to do so, but because the teacher has discovered a way to 

view his or her own teaching differently through self-exploration. The aim is 

likewise for teachers, including the visiting teacher, to construct and 

reconstruct teaching based on awareness gained  

from observations of teaching  

As a part of the awareness-generating process, teachers visit each other's 

classes or gather to observe a fellow teacher's class in progress. During these 

observations teachers take notes in order to capture what is going on. Teachers 

also audiotape their own teaching or have their  

teaching videotaped. These tapes are later used as a way for teachers to study 

their teaching alone or with other teachers. In order to study the interaction in 

the classrooms they observe on tape, teachers take notes or make short 

transcripts from segments of the tapes . 

Teachers practice describing the teaching they see rather than judging it. 

Language that conveys the notions of "good," "bad," "better," "best," or 

"worse" is discouraged, because judgments impede clear understanding. 

Judgments are also avoided because there is, as discussed earlier, little proof 

that anyone way of teaching is more effective than another. ( 

Part of the process of exploration is to classify or group aspects of teaching that 

are observed. For example, it is possible for teachers to group the kinds of 

questions they ask students into "yes/no," "either- or," "tag," or "Wh-." It is 

also possible to group or classify the target for each question by sex or by 

where students are sitting in the classroom (front, back, middle). Finally, 

questions can be classified according to content; for example, questions about 

language, personal questions, general knowledge questions. Such grouping 

provides a way for teachers to see teaching differently from how they 

previously viewed it.  

Teachers could create their own groupings, but it is recommended that teachers 

use the categories of others (found in their observation systems) to describe and 

study teaching. There are at least two reasons for doing this. The absence of a 

common technical language limits the teacher's abilities to communicate ideas 

about teaching. The language used in someone else's category or observation 

system can supply teachers with such a metalanguage. Second, a technical 

language not only provides a common language to talk about teaching, but 

affords teachers a way to be explicit and highly analytical. It is possible to view 
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teaching not only through anyone category but across categories, thus allowing 

teachers to see patterns in teaching.  

Guidelines are offered on providing opportunities for teachers to more 

systematically  

explore teaching. Teachers are encouraged to select some aspect of their 

teaching they are interested in learning more about, such as the consequences 

on classroom interaction of using space in different ways; how adding 

paralinguistic mediums (gestures, touch, use of space), nonlinguistic mediums 

(objects, silence), or linguistic visual mediums (print) changes the way students 

react to directions; the consequences of trying out different behaviors in 

treating student errors; or what happens when "input" is comprehensible and 

when it is not.  

The guidelines include having student teachers video- or audiotape those 

portions of their teaching pertinent to their teaching interest; making 

transcriptions and coding the interactions relevant to the investigation; studying 

the coded transcriptions for behavioral patterns;  

describing how the teaching affects interaction; deciding on changes in 

teaching behavior that will break the pattern; implementing the changes while 

taping the classroom interaction; again transcribing, coding, and studying the 

interaction for patterns and consequences, and finally, comparing the 

consequences of the old as opposed to the new pattern. Although such 

investigative projects require time and interest, teachers who do them learn not 

only about their reaching, but also about a process that provides a means for 

them to explore teaching.  

Conclusion   

Many second-language teacher educators seem to limit their approach to 

supervision and their choice of supervisory behaviors. In doing so they risk 

restricting or, in the case of very directive supervision, even retarding teachers' 

progress in assuming responsibility for their own teaching and in developing 

their talents as professional teachers. This does not have to be the case, for 

there is a wide choice of supervisory behaviors that teacher educators can 

select from. Each supervisor will have to discover which supervisory behaviors 

work well. Unless we are willing to explore and use new behaviors in our 

supervisory efforts, we will never know the consequences that these behaviors 

can have on the professional development of teachers. It is up to us to 

continually apply this and other knowledge in our development of more and 

more sophisticated and productive teacher supervision.  

Al Asema Educational Zone  2010/2011 
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Report Writing 

 
Introduction 

Have you ever felt annoyed or discouraged before writing a report? Is writing 

just a boring and tedious duty that seems you have to do because of some 

bureaucratic regulations? 

Would you rather be doing the "real" work of organizing meetings, leading 

community members to make their own decisions, training people and 

watching them learn new skills, or guiding a community through constructing 

its own project? Well, here is some good news. Writing reports can be 

challenging, interesting and even fun. And report writing is not something 

separate from the "real" work. It is a necessary and integral part of the work; it 

is just as "real" as the rest. 

Report writing is useful and valuable (especially when it is done appropriately). 

Read on; this document tells you all about it. 

Effective Report Writing Producing a good report requires 

effort. The content must be clear, concise and accurate. Above 

all it must convey an image of total professionalism. Format 

Great effort goes into the preparatory work but the ‗look‘ of 

the document should not be forgotten We can‘t write your report for you but 

we can help you to produce a document which is worthy of all your hard work! 

The purpose....The report exists to provide the reader with useful information. 

It succeeds if it effectively communicates the information to the intended 

audience. It fails otherwise!!To succeed...The report must be: 

Clear  * Well structured, clear, concise, suitable for the intended audience. 

Professional  * statistically correct, correctly spelled, produced with a decent 

word processor. 

Well illustrated * illustrations that aid understanding, integrated with text.6363 

Structure: details 

A good report needs a good format and 

structure – it should include most of the 

following categories:  
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Report head page/Title/Table of Contents/ /Introduction/Main 

sections/Conclusions/References /The content page is obviously another page 

you will leave until you have compiled the main body of the report. 

Report head page 

Leave the report heading page ‗till last! 

The report header needs a lot of thought & first impressions count when 

looking at a report. 

It‘s the secret to making a simple report look absolutely brilliant! The header is 

fun to create! 

Think about the layout of the front page:  

Size and style of font 

Colour of font (the bigger the font enables you to use a lighter colour)  use of 

images and logos                                                                                                 

Title  Should be informative, effective, and not vague. 

Table of Contents Shows the structure of the document and lets the reader 

navigate through the sections: 

Abstract/executive summary 

Describes the problem and the solution in a few sentences. It will be all the 

professional  read! 

Remember the 2 rules 

Keep it short 

State the problem and the solution 

An Executive Summary is a real ‗must‘ if your report is a really lengthy one. 

An executive summary provides bullet points of all of the main elements of 

your report. 

It gives the ‗reader‘ a snapshot view of the contents. 

It ensures that your main points are emphasized. 

And it conveys a really professional image! 

http://www.samples-help.org.uk/sample-letters/executive-summary.htm
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An executive summary is easy to create once you have written the complete 

report.                                                                                                   

Background / Introduction, Body & Conclusion 

State the question, background the problem 

The Background or Introduction section should set the scene for the reader 

It should explain why the information in the report has been put together 

Outline the approach (components of the report) 

Conclude and recommend. 

Further sections 

Describe ( Data/Methods/Analyses/Findings ) 

Don‘t include too much technical detail 

Divide sections into subsections 

Method  

This section of your report should explain HOW the information has been 

gathered. 

What were the sources of information? 

What format did any investigation take? 

Was any special documentation used to gather information? 

Results                                                                                       

This section should detail the results of the exercise – the facts. These can be 

presented in text or tabulation format, depending on the content. 

If the results are quite short they can be presented within the body of the report  

Remember that charts, diagrams or graphs can be exported from Excel or 

PowerPoint and embedded into the body of the report. 

If, however , the results are lengthy, consider if they would be better placed as 

an Appendix.                                                                                         

     Observations                                                                                            

*Sometimes presenting factual results is simply not enough                                     

*There might be other influences that should be mentioned.                                                       

*You might wish to make your own comments on the subject of the report   
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*Observations are not fact-based and therefore cannot be substantiated                 

*Observations are your views!                                                                      

Recommendations                                                                                     

      This section allows you to make recommendations based on the findings of 

your report. The recommendations could be for:                                                                    

Change / Improvement / New Ideas. The recommendations should be based on 

the findings / results findings in the report. 

Conclusions  

The ‗How‘ factor! 

How the implementation of your ideas and recommendations would improve 

the quality of performance. 

Your assessment of the outcomes. 

Your evaluation of the benefits. 

It‘s your chance to really ‗sell‘ your ideas and recommendations to the reader! 

Conclusions / summary 

*Summarize what has been discovered /*Repeat the question/*Give the answer                                                             

Appendix 

*This is where the technical details go/ *Be as technical as you like                                                                                                                                                

*Document your analysis so it can be reproduced by others                      

          *Include the data set if feasible  

References 

*Always cite (i.e. give a reference) to other related work or facts/opinions that 

you quote / *Never pass off the work of others as your own this is plagiarism 

and is a very big academic crime!                                                                                                          

Writing clearly 

Structure alone is not enough for clarity – you must also write clear sentences. 

Rules: 

*Write complete short sentences                                                   

 *Avoid jargon and cliché, strive for simplicity                               

*One theme per paragraph                                                                               
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*If a sentence contains maths, it still must make sense!  

Figures and Tables (Floats) 

Golden rules for Figures and Tables: 

Describe float in text (integration), make sure it matches description 

Place after the first mention in the text 

Make sure float conveys the desired message clearly: keep it simple! 

Provide informative captions 

Figures 

Always label and give a caption under the figure 

Be aware of good graphics principles: avoid 

(*chart junk *low data/ink ratio *unlabelled axes *broken axes*Misleading 

scales) 

Using a good graphics package that helps enforce good practice 

Tables 

Always label and give a caption over the table 

Be aware of rules for good tables: 

*avoid vertical lines *don‘t have too many decimal places* compare columns 

not rows 

Technical Issues 

Sectioning 

Table of Contents 

Spelling and Grammar 

Choice of word processor 

Sectioning 

Proper division of your work into sections and subsections makes the structure 

clear and the document easy to follow 
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Numbering Report Sections  

Expect feedback on your report - this could come in writing or verbally 

Make it easy for the ‗reader‘ to feedback by numbering important sections of 

your report 

Not only can you number each section but also every paragraph in a section 

1.   - Introduction 

 

1.1 - 1st Paragraph of the Introduction 

 

1.2 - 2nd Paragraph of the Introduction 

 

2.  -  Method 

2.1 - 1st Paragraph of the Method 2.2 - 2nd Paragraph etc. 

Table of contents 

Make sure TOC (Table Of Contents) agrees with main body of text 

Appendix  

Appendices allow you to add supporting 

information to your report. You can attach 

spreadsheets, forms, questionnaires, tables, charts, 

articles – in fact anything that will support the 

content of your report 

By attaching an Appendix it will allow your report  

to flow, without interruption  

Appendices are usually numbered using Roman 

Numerals – to get the right effect select the font 

style ‗Times new Roman‘ and use capital letters.                                               

Spelling and Grammar 

Use a dictionary if in doubt, Grammar check, 

Justify the text to ensure a consistent look 

throughout, Check font size, style, colour and 

headings are consistent 

 



69 

 

Conclusions 

Structure is vital.Write clearly.Good clear simple illustrations.Spell check and 

proofread.Reference all material used or quoted  

Impact  

A report is compiled of many different elements 

Always keep in mind the Impact of your report on the Reader 

The Impact of your report will be dictated by the ‗look‘ – so think about it 

carefully 

The ‗look‘ can help you create a positive image of the writer – YOU! 

       References: 

www.scn.org/cmp/modules/rep-int.htm 

www.canberra.edu.au/studyskills/writing/reports 

lorien.ncl.ac.uk/tskills/reports/repwrite.pdf 
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Empowering Teachers Through Professional Development 

 

GUIDELINES FOR TRAINING OF TRAINERS 

 

Introduction 

Training is the process of acquiring the knowledge, skills, and attitude 

that are needed to fill the gap between what people want to do, and what they 

are able to do now. The purpose of ‗cascade training‘ is to pass knowledge and 

skills to colleagues who work at different ‗levels‘. In order to teach a trainer 

how to train well, a ‗learning by doing‘ approach is best. For example, 

participants in a workshop can learn skills in participatory monitoring and as 

soon as is practical can hold a similar training workshop for colleagues 

working at district/local level. Training is more effective if visuals are used to 

communicate and if participants actively participate in the workshop 

proceedings – or in the words of  Confusius (a Chinese philosopher):  ‗I hear 

and I forget; I see and I remember; I do and I understand.‟ The below offers a 

series of pointers and considerations that can be used in any training of trainers 

exercise. 

1. Planning/preparation  

 Think of the best trainers/facilitators you ever had; list qualities that made them 

great; then identify your weak points as facilitator and try to improve. 

 Work as a training team, and assign roles based on strengths of individuals in 

the team  (e.g. presenter, facilitator, listener, commentator, note-taker, gender 

balance) 

 Arrange for an acceptable venue (light, electricity, nice table setting where 

people can see each other - with break-out rooms, refreshments, visual 

equipment) 

 Make sure you have all the (visual) materials needed - paper, pens, flipcharts, 

tape,  markers, etc. 
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 Ensure you understand and have internalized all tools before being a facilitator 

otherwise you can't talk with confidence. 

 Prepare well and rehearse. 

2. Good Techniques/Practices for Training 

 Relax and energize participants. Facilitate name-learning. 

 Familiarize participants with each other and with organizations represented. 

 Ensure all participants understand the aims and objectives of the workshop. 

 Always properly introduce the key aims of the training, and use an ice-breaker 

through which everybody is introduced, especially if you do not know 

participants well.Icebreakers are very important to keep a group interested and 

working together  effectively. They are useful for training workshops, and for 

the actual monitoring process that involves group discussions and exercises.       

 Ensure all the activities planned for the workshop are acceptable to the 

participants. 

 Agree upon a timetable. 

 List expectations, and get a sense of the level of knowledge present among 

participants at the start of the training. 

 Adapt the programme to address the felt needs and make and modifications to 

content or structure as requested by the group. 

 Agree to ‗rules‘ of the workshop (e.g. mutual respect, one speaker at a time, no 

mobile phones, etc.). 

 Emphasize ‗learning by doing‘ as the approach that will be taken during 

training. 

 Start every day with a recapitulation of the previous day. Then introduce the 

agenda for the day and seek inputs. For every training block (1.5 hours) explain 

what they will do, then do it, then summarize what was done including a list of 

key points (if possible summarized by participants). 

 Use a variety of communication methods: show a wide range of visual aids 

(simple, easy to read in colour and size, key words not long stories), involve 
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children, encourage plenary discussion, group work, individual work, role-

playing, etc. 

 Role-play a bad facilitator versus a good facilitator for contrast and clarity. 

 Also remember to incorporate activities that: invigorate participants (who are 

sleepy or looking bored), calm participants (who are over-excited, particularly 

children), and that refresh participants (who have been working hard) in 

between training activities. 

 Stick to time-frames where possible. 

 Have a strong closing session where you review aims and expectations, 

summarize what was learnt, commit to action, and close with appreciation and 

congratulations. 

 Always build in an evaluation of the training as improvements can always be 

made. Any simple evaluation is suggested to focus on the following questions: 

 What did you like about the training? 

 What did you not like about the training? 

 What will you do as follow up to the training? 

 What suggestions do you have to improve future training sessions? 

3. Attitude/behaviour as facilitator 

 Stay relaxed and calm. 

 Be open and honest. 

 Be a good listener; observe and record. 

 Do not panic when the group in silent; wait patiently for them to think about 

what they want to say. 

 Do not interrupt people. 

 Do not make judgments of people‘s responses (for example, saying that ‗this is 

good and that is bad‘) or humiliate anyone. 

 Do not let arguments dominate the discussion; encourage participants to re-

focus on the main topic. 

 Be aware of language barriers; let people talk in the language they are most 

comfortable in (and ask someone else to translate if necessary). 
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 Use visual aids and body language to help overcome language barriers. 

 Have eye contact, stand up and move around, speak slowly, use your voice 

(intonation). 

 Make it as interactive as possible - involve and engage participants. Ask 

questions and  invite participants to tell their stories. 

 Use humor if natural for you, and smile. 

 Choose words, stories, numbers, and cases that capture interest (use real 

examples to   illustrate your points). 

 Address concerns, questions, issues as raised by participants, while sticking to 

the main messages you want to get across.  

After introductions, challenge participants to write down the names of all the 

members of the group. 

Mingle Activity 

 ‘Find someone who…’ 

We are going to start with a Mingle activity. This is quite a common way of 

opening a training course or workshop. Please stand up from your seats. 

Walk around the room. Speak to as many other participants as you can. Try 

to write a name in each space.  Find someone who… 

1. ___________ has been on a workshop at the British Council before. 

2. ___________ has been the trainer on a workshop in the last 2 months. 

3. ___________ has never conducted a training course before. 

4. ___________ has met the trainer of this workshop before. 

5. ___________ is feeling anxiety about this workshop. 

6. ___________ arrived here before you this morning. 

7. ___________ has developed training materials before. 

8. ___________ will be conducting training workshops in the near future. 

9. ___________ likes the way this training room is arranged. 

10. ___________ doesn‟t like the way this training room is arranged. 
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The 'perfect' training course 

Here are some of the ingredients of a training course. Make some notes under 

each heading, describing what would make a good course relationship between 

the participant and the ‗educator‘? 

 

 

 

A trainer's various hats 

Is it true that, at different times in your job, you may be taking a different 

role (eg, one minute you are an instructor, the next minute a facilitator)? 

Here are some other „roles‟ you may perform when facilitating learning. 

 Motivator and inspirer 

 Mediator or referee 

 Mentor or coach 

 Quality controller 

 Chairperson 

 Presenter 

 Counsellor 

TYPES OF PARTICIPANTS 

 

 The Silent one: A participant doesn‟t appear to want to contribute. 

 The Griper: A participant often complains about the tasks, facilities and other 

things. 

 The Know-all: A participant wants to display his/her knowledge, dominating 

the session. 

 The Clash: Two or more participants clash over personalities, abilities, facts, 

etc. 

 The Latecomer: A participant consistently arrives late, returns late after 

breaks 

 Difficult-to-understand: A participant is hard to understand, maybe a non-

English speaker, a non-technical person on a technical course. 

 

 

Participants 

Environment Programme 

Resources 
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What type of trainer are you? 

Just as there are many kinds of learner, there are different types of trainer. If 

we recall our schooldays, we will remember that some of our teachers were 

stricter than others, some more enthusiastic about the subject, some were laid 

back and others were lively in the classroom.  

We are going to look at some types of trainer: 

 The „guru‟: An expert. Has a deep knowledge of her subject and loves to 

share it.  

 „Showman‟: A would-be actor. Loves to be „on stage‟, to perform before the 

audience. Often jokes and tells stories. A great entertainer. 

 „One of the boys‟ („one of the girls‟): Communicates on a very friendly level 

with the participants. Perhaps mixes socially with them. 

 

 The quiet one: Tends to keep a low profile, preferring the participants to do 

all the work. Likes to stand back and let them get on with it. 

 Disciplinarian: Strict. Likes to push the participants hard and exert strong 

control over the group. 

Types of training methods 

 Lectures/ presentations : allows the trainer to convey information quickly to 

a large group-  persuasive. 

 Written exercises : allows for individualised learning - adjustable to 

different levels 

 Group discussions : involves everyone - can explore new ideas – flexible 

 Case studies: realistic and work-related - great for problem-solving 

 Role plays : provides environment for practice - allows for testing ideas 

 Games and simulations: high level of involvement and interest - memorable 

and fun 

 Questionnaires: self-awareness - allows time for reflection 

 Project work with presentation: useful for knowledge and skills practice - 

effective for recall of knowledge 

 Videotaped simulations with playback: useful for self assessment - provides 

medium for peer feedback 

 Brainstorming:  energisers and fun - great for stimulating ideas 
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Dos and don‟ts of training delivery 
 
 

 Warm up learners‟ minds before you start a session. 

 Review the learning frequently. 

 Encourage learners to ask questions. Question them frequently. 

 Set clear objectives for each task. 

 Make sure learners know why they are learning. 

 Restrict input to maximum 7 pieces of information at a time. 

 Take lots of breaks. 

 Present critical info at the beginning and recap at the end. 

 Use visuals (whiteboard, slide show, real things) 

 Ask learners how they learn best.  

 Use realistic case studies and role-plays. 

 Use anecdotes. 

 Use participants‟ names. 

 Give useful feedback. 

 
 

 Overload learners with information. 

 Use abstract ideas, if possible. 

 Ask questions like “Do you understand?” or “Have you all got that?” 

 Take things for granted. 

 Speak too fast so that participants are lost. 

 Ask learners to do things you would not be prepared to do yourself 

General training room checklist 
 Overhead projector & screen 

 Transparencies / slides 

 Flip chart 

 Marker pens 

 Camera / tripod 

  TV monitor 

 Tapes 

 Extension cables and masking tape 

     Dos: 

Don‟ts: 
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 Adaptors (3-pin – 2 pin) 

 CD / tape player 

 Pads of paper, pencils 

 Enough chairs  & space for all participants and trainer 

 Lighting, ventilation, AC 

 Manuals 

 Handouts 

 Participants list 

 

References: 

ICI Pakistan-British Council Management Development Services 
 

Some Useful Readings 

Books 

 Learning about Learning by Samuel A Malone, Chartered Institute of 

Personnel and Development, 2004 

 

 The Sixth Sense: Accelerating organizational learning with scenarios by Kess 

van der Heijden, Ron Bradfield, George Burt, George Cairns and George 

Wright, 2002 

 

 Developing Effective Training Skills: from personal insight to organizational 

performance by Dr Tony Pont, 2003 

 

 Evaluating Training by Peter Bramley, 2003 

 

 Learning Needs Analysis and Evaluation by Frances and Roland Bee, 2003 
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Planning 

 

INTRODUCTION 

Planning is eventually a sort of map with well-structured routes to be followed 

in order to reach our desired destination in a safe way. When following a plan, 

you can always see how much you have progressed towards your project goal 

and how far you are from your destination. Knowing where you are is essential 

for making good decisions on where to go or what to do next. Effective 

planning is necessary to improve the quality of education. Teaching is a 

decision-making process, perhaps particularly so at the decision maker 

planning and preparation stage. The ability to make the right decisions depends 

on many factors, including not only knowledge but also experience and 

judgment as to which decisions are relatively unimportant and can be made 

quickly. Planning is indispensable for monitoring educational quality. Good 

planning practices will enable the system to detect whether the standard of 

education has improved, deteriorated, or is not changing at all. Governments 

view the performance of their education systems as strategic to economic and 

social development. As such, planning is crucial for the process of putting 

relevant educational programmes in place with the goal of improving quality. 

With careful and proper planning, quality can be achieved as well as it can 

provide a fuller picture and make more sense of the multitude of factors that 

influence the quality of education.  

I- What Is Planning? 

Planning means looking ahead and chalking out future courses of action to be 

followed. It is a preparatory step. It is a systematic activity which determines 

when, how and who is going to perform a specific job. Planning is a detailed 

programme regarding future courses of action. Planning takes into 

consideration available and prospective human and physical resources of the 

organization so as to get effective co-ordination, contribution and perfect 

adjustment. It is the basic management function which includes formulation of 

one or more detailed plans to achieve optimum balance of needs or demands 

with the available resources. Planning is deciding best alternative among others 

to perform different managerial functions in order to achieve predetermined 

goals. 

To plan is to act simultaneously on three levels: in the reality of a problem, in 

accordance with an imaged scheme, and in the role of mediator between the 

scheme and the behaviour. 
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"A Plan is a diagram, table or programme indicating the relations of some set 

of objects or the times or places of some intended proceedings." 

There are two kinds of plans: Long-term and short-term plans  

A long term plan covers a long period of time. It can be a whole year or a term 

plan. It is not very detailed but it contains the core of the objectives to be 

fulfilled during the year or term. 

 The short term plan contains details and covers a relatively short period of 

time. It's prepared daily or weekly and includes the different activities to be 

carried out during the day or the week. 

II- The Rational  Behind Planning. 

Planning can reduce your stress. 

It gives you the peace of mind knowing that you have formulated a feasible of 

action and that your goals are attainable. 

It helps you to be prepared for the obstacles because part of the planning 

process is creating a contingency plan for unexpected problems. 

It serves as a way to evaluate your progress as you work. Planning your daily 

and weekly activities will clearly illustrate whether or not you are staying on 

schedule. 

It gives you directions. 

III- Steps in Planning Function 

Establishment of objectives 

Planning requires a systematic approach.  

Planning starts with the setting of goals and objectives to be achieved.  

Objectives provide a rationale for undertaking various activities as well as 

indicate direction of efforts.  

Objectives focus the attention of managers on the end results to be achieved.  

Objectives provide nucleus to the planning process. Therefore, objectives 

should be stated in a clear, precise and unambiguous language. Otherwise the 

activities undertaken are bound to be ineffective.  

Such goals should be specified in qualitative terms. 

Establishment of Planning Premises 
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Planning premises are the assumptions about the lively shape of events in 

future.  

They serve as a basis of planning.  

Establishment of planning premises is concerned with determining where one 

tends to deviate from the actual plans and causes of such deviations.  

It is to find out what obstacles are there in during the course of operations.  

Establishment of planning premises is concerned to take such  steps   that 

avoids these obstacles to a great extent. 

Choice of alternative course of action 

When forecast are available and premises are established, a number of 

alternative course of actions have to be considered.  

Each and every alternative will be evaluated by weighing its pros and cons. 

The merits, demerits as well as the consequences of each alternative must be 

examined before the choice is being made.  

After objective and scientific evaluation, the best alternative is chosen.  

The planners should take help of various quantitative  techniques to judge the 

stability of an alternative.  

Follow up / Appraisal  of plans 

After choosing a particular course of action, it is put into action.  

After the selected plan is implemented, it is important to appraise its 

effectiveness.  

This is done on the basis of feedback or information received from departments 

or persons concerned.  

This enables the department to correct deviations or modify the plan.  

This step establishes a link between planning and controlling function.  

The follow up must go side by side the implementation of plans so that in the 

light of observations made, future plans can be made more realistic.  

 

V- Annual  Plan For The Supervision Board 

 



83 

 

 a- Goals 

 

Improving teachers' performance 

Follow-up of the newly recruited teachers 

Increase learners' achievement 

Material / subject matter development 

 

b- Status-quo study   

The numbers of teachers, their academic and educational qualifications 

The numbers of the newly recruited teachers 

The numbers of the distinguished teachers and the underachievers ones 

Facilities of schools 

Head of departments' educational experience and professional efficiency 

School administration and cooperation with the technical supervision 

Numbers of learners and their academic achievement 

Social environment of schools 

 

c- Annual plan preparation 

Preparing periodic meetings with head of departments and teachers at the 

beginning of the school year to present the required plan and learn more about 

educational development; determine school needs of teachers; timetables and 

class distribution; identify HOD problems and solve them 

Preparing a plan for class visits to know the teachers' performance 

Follow up of learners' evaluation and their academic achievements 

Preparing training  programmes for teachers as workshops, inter-visitations and 

demo lessons 

Preparing supervision and clinical supervision plans to solve problems that 

teachers face 
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Organizing demo lessons and workshops 

Preparing programmes to improve teachers performance 

Preparing programmes for  the gifted learners and the low achievers ones 

Preparing evaluation programmes by class visits to know how far they execute 

plans, written work and educational activities 

d- The timetable of the plan: 

Determine time of yearly plan 

Partake your plan into different sections: Teacher, learner, curriculum, 

activities, evaluation …  

Determine time of execution 

e- Executive plan 

Holding meetings in the exploratory, orientation and evaluation periods 

Class visits 

Executing trainers programmes 

Test analysis 

Writing reports 

f- Follow-up and evaluation 

Follow up and evaluation of teachers performance progress 

Evaluating learners' performance and achievement of goals 

Learning process evaluation 

Curriculum follow-up and evaluation  
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CONCLUSION 

Planning is a mental predisposition to do things in orderly way, to think before 

acting and to act in the light of facts rather than guesses. Planning is deciding 

best alternative among others to perform different managerial functions in 

order to achieve predetermined goals. .Educators should be armed with good 

planning for the development of the educational systems. Educational planning 

should be realistic and based on scientific principles. It leads to successful 

work and the achievement. Therefore, we should have clear ideas and realistic 

plans to meet our aims. Education has a fundamental role to play in personal 

and social development. Therefore, we have to plan our work in order to work 

our plan. Planning is a mental predisposition to do things in orderly way, to 

think before acting and to act in the light of facts rather than guesses. Planning 

is also crucial for meeting your needs during each action step with your time or 

other resources. With careful planning you often can see if at some point you 

are likely to face a problem. It is much easier to adjust your plan to avoid or 

smoothen a coming crisis, rather than to deal with the crisis when it comes 

unexpectedly.  
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Language Acquisition Vs. Language Learning 

 

Introduction 

What do you think? Does one "learn" a language much like any other 

cognitive endeavor? Or is it "acquired" due to some innate language-

specific biological mechanism? 

There is an important distinction made by linguists between language 

acquisition and language learning. Children acquire language through a 

subconscious process during which they are unaware of grammatical rules. 

This is similar to the way they acquire their first language. They get a feel for 

what is and what isn‘t correct. In order to acquire language, the learner needs a 

source of natural communication. The emphasis is on the text of the 

communication and not on the form. Young students who are in the process of 

acquiring English get plenty of ―on the job‖ practice. They readily acquire the 

language to communicate with classmates.  

Language learning, on the other hand, is not communicative. It is the result of 

direct instruction in the rules of language. And it certainly is not an age-

appropriate activity for your young learners. In language learning, students 

have conscious knowledge of the new language and can talk about that 

knowledge. They can fill in the blanks on a grammar page. Research has 

shown, however, that knowing grammar rules does not necessarily result in 

good speaking or writing. A student who has memorized the rules of the 

language may be able to succeed on a standardized test of English language but 

may not be able to speak or write correctly. 

In short, we see this tendency in which second language teachers are quite 

aware of the importance of communication in young learners and their inability 

to memorize rules consciously (although they will definitely acquire them 

through a hands-on approach just as they did with their mother tongue) 
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"Acquisition requires meaningful interactions in the target 

language - natural communication - in which speakers are 

concerned not with the form of their utterances but with the 

messages they are conveying and understanding."  

 (Stephen Krashen) 

The expression "language learning" includes two clearly distinct, though 

rarely understood, concepts.  

 

 One involves receiving information about the language, transforming it into 

knowledge through intellectual effort and storing it through memorization.  

 

 The other involves developing the skill of interacting with foreigners to 

understand them and speak their language. The first concept is called 

"language learning," while the other is referred to as "language acquisition." 

These are separate ideas and we will show that neither is the consequence of 

the other.  

 

Here's a simplified 

explanation: 

 

When you pick-up new words in a language, you are experiencing 

language acquisition.  This is the subconscious process by which one gains 

skills and competence in a language. Babies acquire their first language; they 

do not learn the language.  Fortunately, this ability is not limited to babies. In 

fact you can acquire a language at any age given proper exposure and an ability 

to relax and enjoy the process. 

When you study grammar rules and vocabulary you are learning a language. 

The learning process can be used to supplement language acquisition. 

 Personally, I prefer mixing the acquisition process with learning. I loved the 

ability to unlock entire realms of conversation by studying the past tenses in 

Spanish.  I simply didn't enjoy enough exposure to the language to naturally 

acquire the past tenses at the speed I wished to master the skills. 

 However, I was perfectly capable of studying a textbook and then 

practicing and listening carefully to examples from native speakers. 

 There are many advantages to being an adult when it comes to 

language learning! 
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Language acquisition 

Language acquisition refers to the process of natural assimilation, involving 

intuition and subconscious learning, which is the product of real interactions 

between people where the learner is an active participant. It is similar to the 

way children learn their native tongue, a process that produces functional skill 

in the spoken language without theoretical knowledge. It develops familiarity 

with the phonetic characteristics of the language as well as its structure and 

vocabulary, and is responsible for oral understanding, the capability for 

creative communication and for the identification of cultural values. Teaching 

and learning are viewed as activities that happen in a personal psychological 

plane. The acquisition approach praises the communicative act and develops 

self-confidence in the learner. 

A classic example of language acquisition involves adolescents and young 

adults who live abroad for a year in an exchange program, attaining near native 

fluency, while knowing little about the language in the majority of cases. They 

have a good pronunciation without a notion of phonology, don't know what the 

perfect tense is, modal or phrasal verbs are, but they intuitively recognize and 

know how to use all the structures. 

Language learning 

The concept of language learning is linked to the traditional approach to the 

study of languages and today is still generally practiced in high schools 

worldwide. Attention is focused on the language in its written form and the 

objective is for the student to understand the structure and rules of the language 

through the application of intellect and logical deductive reasoning. The form 

is of greater importance than communication. Teaching and learning are 

technical and governed by a formal instructional plan with a predetermined 

syllabus. One studies the theory in the absence of the practical. One values the 

correct and represses the incorrect. There is little room for spontaneity. The 

teacher is an authority figure and the participation of the student is 

predominantly passive. The student will be taught how to form interrogative 

and negative sentences, will memorize irregular verbs, study modal verbs, etc. 

The student later learns to construct sentences in the perfect tense, but hardly 

ever masters the use of it. It's a progressive and cumulative process, normally 

tied to a preset syllabus that includes memorization of vocabulary. It seeks to 

transmit to the student knowledge about the language, its functioning and 
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grammatical structure with its irregularities, its contrasts with the student's 

native language, knowledge that hopefully will produce the practical skills of 

understanding and speaking the language. This effort of accumulating 

knowledge becomes frustrating because of the lack of familiarity with the 

language. 

Innumerable graduates with arts degrees in English are classic examples of 

language learning. They often are trained and theoretically able to teach a 

language that they can communicate in only with extreme 

difficulty. 

Interrelationship between acquisition and learning 

and its implications 

The clear understanding of the differences between acquisition and learning 

makes it possible to investigate their interrelationships as well as the 

implications for the teaching of languages. 

First, we ought to consider that languages, in general, are complex, arbitrary, 

irregular phenomena, full of ambiguities, in constant random and 

uncontrollable evolution. Therefore, the grammatical structure of a language 

can be too complex and abstract to be categorized and defined by rules. 

Even if some partial knowledge of the functioning of the language is reached, it 

is not easily transformed into communication skills. What happens in fact is a 

dependency predominantly opposite: to understand the functioning of a 

language as a system and to understand its irregularities is a function of 

familiarity with it. Rules and exceptions as well will make sense if we have 

already developed solid intuitive control of the language in its oral form, that 

is, when we have assimilated it. 

Krashen admits that the knowledge obtained through formal study (language 

learning) can serve to monitor speaking. Krashen, however, doesn't specify the 

language that would be the object of study, but he was probably using the study 

of Spanish as the basis for his inferences and conclusions because it is the 

dominant foreign language in the United States, and particularly in the state of 

California, where Professor Krashen lives and works. 

Therefore, it is necessary to explore the degrees of irregularity and difficulty of 

the target language and how that affects the applicability of 

Krashen's theory. 
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The degree of irregularity of the language and the efficiency of 

acquisition: 

 It is obvious that the effectiveness of the monitoring function (made possible 

by the knowledge of grammar rules) is directly proportional to the degree of 

regularity encountered in the language under study. If there is regularity, there 

can be a rule and such a rule will be useful to produce and monitor language. 

The smaller the regularity, the fewer the rules and more limited the monitoring. 

Spanish shows a much higher degree of regularity when compared to English, 

especially in its almost perfect correlation between the written language and its 

pronunciation. Therefore, when interpreting Krashen's theory we can logically 

deduce that his conclusions concerning the superiority of acquisition over 

learning would be more emphatic if the object of study and analysis had been 

English as the target language instead of Spanish. 

The degree of phonetic signaling in the language and the 

inefficiency of learning: 

 It's also easy to assess the degree of phonetic signaling of languages and 

understand its importance. If we analyze and compare Spanish and Portuguese 

with English, we conclude that there is a significant difference, being English 

considerably more economical and compact than the Romance languages. This 

means a greater difficulty in achieving oral proficiency in the target language 

when going from Portuguese or Spanish to English than going the opposite 

direction. It also means that more time needs to be devoted to the practice of 

the spoken language (especially listening) and less time spent on the study of 

text and grammatical items. 

WORD STRESSING: The unpredictability of word stressing in English and 

the absence of any indication of stress from spelling is another element to 

demonstrate that, in the Brazilian case, Krashen's arguments acquire even 

greater strength. 

There are still many other points of contrast between English and Spanish that 

show the greater degree of irregularity and difficulty of English. The fact is that 

even with a target language with a large degree of regularity such as Spanish, 

the contribution of learning will only be effective and durable if the student 

http://www.sk.com.br/sk-sinal.html
http://www.sk.com.br/sk-stres.html
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simultaneously develops familiarity and skill with the language in natural 

environments.  

First implication: age and the efficiency of acquisition vs learning  

The majority of studies as well as the experience of those in the field of SLA 

indicate that the lower the age the easier, the faster and the more complete the 

learning will be. In the same way that age is a determining factor in foreign 

language learning in general, it is also a determining factor in the level of 

efficiency of acquisition and learning. Disconsidering individual differences 

like personality, motivation, hearing, and taking the normal learner as a 

sample, we can say that the lower the age, the more efficient acquisition will be 

over learning. At the same time, learning demonstrates to be partially efficient 

only during the age of intellectual maturity, as the graph below represents. 

Second implication: introversion vs. Extroversion in language 

learning 

The effect of grammar knowledge on a person's linguistic performance depends 

significantly on that person's personality. 

People who tend to be introverts, that show a lack of self-confidence or are 

perfectionists, will benefit little from understanding the language's structure 

and its irregularities. The result can be even adverse, in the case of languages 

with a high degree of irregularity such as English. After years of English 

learning in high school and language schools, where natural deviations are 

classified as errors and are promptly corrected and repressed, the student who 

is insecure by his nature will develop a block that discourages spontaneity due 

to his awareness from experience that there is a high probability of making an 

error. 

On the other hand, people who tend to be extroverts, who talk spontaneously, 

improvising, also benefit little from learning. Their monitoring function is 

almost inoperative and subject to an impulsive personality that manifests itself 

without much concern with linguistic forms. The only ones who benefit from 

learning are people whose personalities are midway between introvert and 

extrovert, and manage to apply the monitoring function in a moderate and 

effective form. However, this monitoring will only function if there are three 

simultaneous conditions: 

 Concern with form: The learner must be concerned with correctness of the 

linguistic form in addition to the content of the message.  
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 Knowledge of the rules: There must be a rule that applies to the case and the 

learner knows the rule and existing exceptions.  

 Time availability: When producing language, the learner must have enough 

time to assess the alternatives provided by the applicable rules.  

Third implication:  

 Native vs. Non-native instructor 

English teaching programs in Brazil are predominantly based on language 

learning, working with the written language, strictly following a syllabus and 

having as a first objective transmitting information and knowledge about the 

language. For this kind of teaching, non-native teachers with the experience of 

"already having walked down the same path," have an advantage over native 

speakers. 

In language acquisition, however, the primary goal is interaction between 

people, in which one functions as a facilitator and through which the other 

(learner) selects his own route building his skill in a direction that interests him 

personally or professionally. Instead of a syllabus, language acquisition 

programs offer human interaction. Here, the presence of genuine 

representatives of the language and culture that one hopes to assimilate is 

fundamental. Native instructors, therefore, have a clear advantage in a 

communicative approach, inspired by the concept of language acquisition. 

The distinction between acquisition and learning is one of the hypotheses 

(the most important) established by the American Stephen Krashen in his 

highly regarded theory of foreign language acquisition known as the 

Natural Approach. 

 

 

 

 

 

 

http://www.sk.com.br/sk-krash.html
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Krashen's Comprehension Hypothesis Model of L2 learning: 

         Krashen's Five Hypotheses 

The Natural 

Order Hypothesis 

'we acquire the rules of language in a predictable order' 

 

The Acquisition/ 

Learning 

Hypothesis 

'adults have two distinctive ways of developing competences 

in second languages .. acquisition, that is by using language for 

real communication ... learning .. "knowing about" language' 

(Krashen & Terrell 1983) 

The Monitor 

Hypothesis 

'conscious learning ... can only be used as a Monitor or an 

editor' (Krashen & Terrell 1983) 

 

The Input 

Hypothesis 

'humans acquire language in only one way - by understanding 

messages or by receiving "comprehensible input"' 

 

The Affective 

Filter Hypothesis 

 'a mental block, caused by affective factors ... that prevents 

input from reaching the language acquisition device' (Krashen, 

1985, p.100) 

 

      Acquisition       Learning 

implicit, 

subconscious 

explicit, conscious 

 

informal situations 
formal situations 

 

uses grammatical 

'feel' 

uses grammatical 

rules 

 

depends on attitude 
depends on aptitude 

 

stable order of 

acquisition 

simple to complex 

order of learning 
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Evidence for the Input Hypothesis (chiefly Krashen 1985a) 

1. people speak to children acquiring their first language in special 

ways 

2. people speak to L2 learners in special ways 

3. L2 learners often go through an initial Silent Period 

4. the comparative success of younger and older learners reflects 

provision of comprehensible input 

5. the more comprehensible input the greater the L2 proficiency 

6. lack of comprehensible input delays language acquisition 

7. teaching methods work according to the extent that they use 

comprehensible input 

8. immersion teaching is successful because it provides 

comprehensible input 

9. bilingual programs succeed to the extent they provide 

comprehensible input 

Conclusion 

Krashen finally concludes that language acquisition is more efficient than 

language learning for attaining functional skill in a foreign language not only in 

childhood, and that the efficient teaching of languages isn't that tied to a 

packaged course of structured lessons nor is the one that relies on technological 

resources. Efficient teaching is personalized, takes place in a bicultural 

environment and is based on the personal skills of the facilitator in building 

relationships and creating situations of real communication focusing on the 

student's interests. 

As teachers, it is our duty to make sure that our students "acquire" rather than 

"learn the language." What can we do to achieve this higher goal? In our next 

mini-article we will explore simple effective and highly innovative ways to 

turn our learning environment into real 

language acquisition setting.  
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Micro Teaching 

 

 

 

 

 

 

 

What is micro teaching? 

Microteaching is a training technique whereby the teacher reviews a videotape 

of the lesson after each session, in order to conduct a "post-mortem". Teachers 

find out what has worked, which aspects have fallen short, and what needs to 

be done to enhance their teaching technique. Invented in the mid-1960s at 

Stanford University by Dr. Dwight Allen, micro-teaching has been used with 

success for several decades now, as a way to help teachers acquire new skills. 

 

 Why micro teach? 

 

Microteaching is an organized practice teaching. The goal is to give instructors 

confidence, support, and feedback by letting them try out among friends and 

colleagues a short slice of what they plan to do with their students. Ideally, 

microteaching sessions take place before the first day of class, and are 

videotaped for review individually with an experienced teaching consultant. 

Microteaching is a quick, efficient, proven, and fun way to help teachers get off 

to a strong start. 

http://en.wikipedia.org/w/index.php?title=Training_technique&action=edit&redlink=1
http://en.wikipedia.org/wiki/Teacher
http://en.wikipedia.org/wiki/Review
http://en.wikipedia.org/wiki/Videotape
http://en.wikipedia.org/wiki/Lesson
http://en.wikipedia.org/wiki/Decade
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How to micro teach. 

As many as six teachers from the same or similar courses can participate in a 

single microteaching session. Course heads, a few experienced instructors, and 

staff members are usually invited to serve as facilitators. While one person 

takes his or her turn as teacher, everyone else plays the roles of students. It is 

the job of these pretend pupils to ask and answer questions realistically. It is 

the job of the pretend teacher to involve his or her "class" actively in this way. 

Such a scenario typically runs for five to ten minutes. When finished, the 

person conducting the class has a moment or two to react to his or her own 

teaching. Then everyone else joins in to discuss what they saw that they 

especially liked. Finally, the group may mention just a few things that the 

practice teacher might try doing differently in the future. 

videos of these sessions are for the benefit of those taped and will not be seen 

by anyone else without the explicit permission of the practice teacher. Session 

tapes can even be erased immediately if the practice teacher wishes. Nearly 

everyone, however, finds it extremely helpful to make an appointment to view 

and discuss their tape together with a head of department, supervisors or 

experienced teachers. 

What to prepare. 

Most course heads provide micro teachers with scenarios to prepare in 

advance. If not, think of a few minutes of material that you especially would 

like to make sure your students understand by the end of your next class. As 

always, you should not only plan out how to treat the subject matter, but also 

give some thought to how you are going to present yourself, manage the class, 

and involve the students. There are, of course, many different ways of teaching 

a given lesson well. That is why participants find that, along with what they 

learn from their own experience practice teaching, they can also pick up many 

helpful ideas from observing fellow micro teachers. 
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Feed back 

Feedback in microteaching is critical for teacher improvement. It is the 

information that a teacher receives concerning his attempts to imitate certain 

patterns of teaching. The built-in feedback mechanism in micro-teaching 

acquaints the teacher with the success of his performance and enables him to 

evaluate and to improve his teaching behavior. Electronic media gadgets that 

can be used to facilitate effective feedback is a vital aspect of micro-teaching. 

Component skills approach 

Inherent in the process of microteaching is what is called the "component skills 

approach", i.e the activity of teaching as a whole is broken down for learning 

purposes to its individual component skills. These individual skills which go to 

make teaching are: 

 

i) Lesson planning :Having clear cut objectives, and an appropriate planned 

sequence. 

ii) Set induction :The process of gaining pupil attention at the beginning of the 

class. 

iii) Presentation: Explaining, narrating, giving appropriate illustrations and 

examples, planned repetition where necessary. 

iv) Stimulus variation: Avoidance of boredom amongst students by gestures, 

movements, focusing, silence, changing sensory channels etc. 

v) Proper use of audio : visual aids. 

vi) Reinforcement: Recognizing pupil difficulties, listening, encouraging pupil 

participation and response. 

vii) Questioning :fluency in asking questions, passing questions and adapting 

questions. 

 

viii) Silence and nonverbal cues (body language) 

ix) Closure : method of concluding a teaching session so as to bring out the 
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relevance of what has been learnt, its connection with past learning and its 

application to future learning. 

Advantages of micro teaching 

Microteaching has several advantages. It focuses on sharpening and developing 

specific teaching skills and eliminating errors. It enables understanding of 

behaviors important in classroom teaching. It increases the confidence of the 

teacher. It is a vehicle of continuous training applicable at all stages not only to 

teachers at the beginning of their career but also for more senior teachers. It 

enables projection of model instructional skills. It provides expert supervision 

and a constructive feedback and above all if provides for repeated practice 

without adverse consequences to the teacher or his/her students. 

Criticism  

Lack of adequate and in depth awareness of the purpose of microteaching has 

led to criticisms that microteaching produces homogenized standard robots 

with set smiles and procedures. It is said to be (wrongly) a form of play acting 

in unnatural surroundings and it is feared that the acquired skills may not be 

internalized. However, these criticisms lack substance. A lot depends on the 

motivation of the teacher to improve himself/herself and the ability of the 

observer to give a good feedback. Repeated experiments abroad have shown 

that over a period of time microteaching produces remarkable improvement in 

teaching skills. 
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Classroom Management 

 
Creating Classroom Rapport 

      Rapport is tricky to understand. Perhaps that is why the voluminous 

literature on college and university teaching essentially ignores it. Rapport has 

been avoided in favor of other variables, such as methods of teaching, modes 

of testing, and techniques of assessing teaching effectiveness, which can be 

more readily conceptualized and manipulated. Nonetheless, it is worth 

considering the role of rapport if for no other reason than its contributions to 

effective teaching.  

     Tips for Rapport-Building  

How might we build rapport with our students? Try any or all of the following 

suggestions for developing rapport with your students:  

 Learn to call your students by name.  

 Create and use personally relevant class examples.  

 Arrive to class early and stay late -- and chat with your students.  

 Explain your course policies-and why they are what they are.  

 Post and keep office hours.  

 Get on line-use e-mail to increase accessibility to your students.  

 Interact more, lecture less -- emphasize active learning.  

 Reward student comments and questions with verbal praise;  

 Be enthusiastic about teaching and passionate about your subject matter.  

 Lighten up  - crack a joke now and then.  

 Learn something about your students' interests, hobbies, and aspirations.  

 Listen to what students say without comment. Use eye contact, non-verbal cues 

such as a nod, and facial expression to indicate that you're interested. 

  Don't dismiss student comments with a vague phrase such as "uh-huh," or 

"okay." 

  Don't interrupt student comments or responses. 



104 

 

  Try to incorporate student comments and responses into your material. 

  Encourage students to respond to each other by inviting them to comment on a 

remark a classmate has made. 

 Be humble and, when appropriate, self-deprecating.  

 Write good responses or comments on the board to emphasize the value of 

student contributions to your class. 

  If you are not sure what a student is asking, ask some questions which will 

help you clarify. Don't say, "I don't understand what you mean." 

  If you cannot answer a question, be frank with the class. Ask for help; maybe 

one of the students can give an example to help you out. 

  Repeat and paraphrase student answers. This shows that you were listening, 

helps you check that you understood what the student meant, and ensures that 

everyone in class hears what was said. 

 Never try to capitalize on students' confusion by ridiculing or joking about 

incorrect responses. "Humour" of that kind is bound to backfire and create the 

very kind of inhospitable climate that you are trying to avoid. 

 Be respectful.  

 Don't forget to smile!  

How to Build Classroom Rapport on Day One in ESL Classes 

    Establishing classroom rapport remains essential - on day one - for English 

language teachers. Some students have volunteered, some have been assigned. 

Abilities, backgrounds, motives, and personalities differ. ESL teachers must 

establish a tolerant, rigorous, and friendly atmosphere, creating a unified class. 

Difficulty:  

Moderately Challenging 

Instructions 

things you'll need: 

 Sign in sheet with a relevant personal question  

 A course syllabus  

 A marker  
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 A student interest form  

 A list of compelling questions  

 A smile 

1- Select a question for your sign-in sheet. Create 3 columns: full name, nickname 

and a question 

 What's your favorite book? 

 Where were you born? 

 Why do you want to speak English? 

 What's your favorite word or expression in English? 

2- Pass the sign-in sheet around. Make sure everyone reads the sheet and answers 

the question. 

3- Compare the sign-in sheet with the class roster. Confirm names, completing 

your bureaucratic duty and meeting students. 

4-  Circle the room, using student responses to create short conversations. 

5- Make sure you smile, check the pronunciation of students' names, and shake 

hands. 

Tips & Warnings 

 You might ask students who chose their name. 

 You can ask students if their name has some special meaning. 

 Spend approximately the same amount of time talking with each student. 

 Allow students 20 minutes to interview their new classmates. 

 Have students briefly introduce their classmate. 

 Leave at least 5 minutes to wrap the class, comment on "good mistakes" you 

heard in introductions, praise the class' diversity, and assign homework. 

 Many students feel insecure, nervous, and awkward during their first class. 

You need to reassure students, provide a clear agenda, and establish both your 

authority and the value of the course. 

 Students may join the class later. 

 Some students may not know the word "nickname". 

 Make sure to give a practical, flexible exercise for homework. 

Mubarak Al-Kabeer ELT Supervision 
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Strategies of Teaching the Four Skills 

 
Teaching Listening 

Language learning depends on listening. Listening provides the aural input that 

serves as the basis for language acquisition and enables learners to interact in 

spoken communication.  

Effective language instructors show students how they can adjust their listening 

behavior to deal with a variety of situations, types of input, and listening 

purposes. They help students develop a set of listening strategies and match 

appropriate strategies to each listening situation.  

Listening Strategies  

Listening strategies are techniques or activities that contribute directly to the 

comprehension and recall of listening input. Listening strategies can be 

classified by how the listener processes the input.  

Top-down strategies are listener based; the listener taps into background 

knowledge of the topic, the situation or context, the type of text, and the 

language. This background knowledge activates a set of expectations that help 

the listener to interpret what is heard and anticipate what will come next. Top-

down strategies include : 

listening for the main idea 

predicting 

drawing inferences 

summarizing  

Bottom-up strategies are text based; the listener relies on the language in the 

message, that is, the combination of sounds, words, and grammar that creates 

meaning. Bottom-up strategies include : 

listening for specific details 

recognizing cognates 

recognizing word-order patterns  
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Strategic listeners also use metacognitive strategies to plan, monitor, and 

evaluate their listening:  

They plan by deciding which listening strategies will serve best in a particular 

situation. 

They monitor their comprehension and the effectiveness of the selected 

strategies. 

They evaluate by determining whether they have achieved their listening 

comprehension goals and whether the combination of listening strategies 

selected was an effective one.  

Goals and Techniques for Teaching Listening 

Instructors want to produce students who, even if they do not have complete 

control of the grammar or an extensive lexicon, can fend for themselves in 

communication situations. In the case of listening, this means producing 

students who can use listening strategies to maximize their comprehension of 

aural input, identify relevant and non-relevant information, and tolerate less 

than word-by-word comprehension.  

Focus: The Listening Process  

To accomplish this goal, instructors focus on the process of listening rather 

than on its product.  

They develop students' awareness of the listening process and listening 

strategies by asking students to think and talk about how they listen in their 

native language.  

They allow students to practice the full repertoire of listening strategies by 

using authentic listening tasks.  

They behave as authentic listeners by responding to student communication as 

a listener rather than as a teacher.  

When working with listening tasks in class, they show students the strategies 

that will work best for the listening purpose and the type of text. They explain 

how and why students should use the strategies.  

They have students practice listening strategies in class and ask them to 

practice outside of class in their listening assignments. They encourage 
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students to be conscious of what they're doing while they complete listening 

tape assignments.  

They encourage students to evaluate their comprehension and their strategy use 

immediately after completing an assignment. They build comprehension 

checks into in-class and out-of-class listening assignments, and periodically 

review how and when to use particular strategies.  

They encourage the development of listening skills and the use of listening 

strategies by using the target language to conduct classroom business: making 

announcements, assigning homework, describing the content and format of 

tests.  

They do not assume that students will transfer strategy use from one task to 

another. They explicitly mention how a particular strategy can be used in a 

different type of listening task or with another skill.  

By raising students' awareness of listening as a skill that requires active 

engagement, and by explicitly teaching listening strategies, instructors help 

their students develop both the ability and the   confidence to handle 

communication situations they may encounter beyond the classroom. In this 

way they give their students the foundation for communicative competence in 

the new language.  

Integrating Metacognitive Strategies  

Before listening: Plan for the listening task : 

Set a purpose or decide in advance what to listen for  

Decide if more linguistic or background knowledge is needed  

Determine whether to enter the text from the top down (attend to the overall 

meaning) or from the bottom up (focus on the words and phrases)  

During and after listening: Monitor comprehension : 

Verify predictions and check for inaccurate guesses  

Decide what is and is not important to understand  

Listen/view again to check comprehension  

Ask for help  

After listening: Evaluate comprehension and strategy use : 

Evaluate comprehension in a particular task or area  
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Evaluate overall progress in listening and in particular types of listening tasks  

Decide if the strategies used were appropriate for the purpose and for the task 

Modify strategies if necessary  

Teaching Speaking 

Many language learners regard speaking ability as the measure of knowing a 

language. These learners define fluency as the ability to converse with others, 

much more than the ability to read, write, or comprehend oral language. They 

regard speaking as the most important skill they can acquire, and they assess 

their progress in terms of their accomplishments in spoken communication.  

Language learners need to recognize that speaking involves three areas of 

knowledge:  

Mechanics (pronunciation, grammar, and vocabulary): Using the right words in 

the right order with the correct pronunciation 

Functions (transaction and interaction): Knowing when clarity of message is 

essential (transaction/information exchange) and when precise understanding is 

not required (interaction/relationship building) 

Social and cultural rules and norms (turn-taking, rate of speech, length of 

pauses between speakers, relative roles of participants): Understanding how to 

take into account who is speaking to whom, in what circumstances, about what, 

and for what reason.  

In the communicative model of language teaching, instructors help their 

students develop this body of knowledge by providing authentic practice that 

prepares students for real-life communication situations. They help their 

students develop the ability to produce grammatically correct, logically 

connected sentences that are appropriate to specific contexts, and to do so 

using acceptable (that is, comprehensible) pronunciation.  

Goals and Techniques for Teaching Speaking 

The goal of teaching speaking skills is communicative efficiency. Learners 

should be able to make themselves understood, using their current proficiency 

to the fullest. They should try to avoid confusion in the message due to faulty 

pronunciation, grammar, or vocabulary, and to observe the social and cultural 

rules that apply in each communication situation.  



111 

 

To help students develop communicative efficiency in speaking, instructors can 

use a balanced activities approach that combines language input, structured 

output, and communicative output.  

Language input comes in the form of teacher talk, listening activities, reading 

passages, and the language heard and read outside of class. It gives learners the 

material they need to begin producing language themselves.  

Language input may be content oriented or form oriented:  

Content-oriented input focuses on information, whether it is a simple weather 

report or an extended lecture on an academic topic. Content-oriented input may 

also include descriptions of learning strategies and examples of their use.  

Form-oriented input focuses on ways of using the language: guidance from the 

teacher or another source on vocabulary, pronunciation, and grammar 

(linguistic competence); appropriate things to say in specific contexts 

(discourse competence); expectations for rate of speech, pause length, turn-

taking, and other social aspects of language use (sociolinguistic competence); 

and explicit instruction in phrases to use to ask for clarification and repair 

miscommunication (strategic competence).  

In the presentation part of a lesson, an instructor combines content-oriented and 

form-oriented input. The amount of input that is actually provided in the target 

language depends on students' listening proficiency and also on the situation. 

For students at lower levels, or in situations where a quick explanation on a 

grammar topic is needed, an explanation in English may be more appropriate 

than one in the target language.  

Structured output focuses on correct form. In structured output, students may 

have options for responses, but all of the options require them to use the 

specific form or structure that the teacher has just introduced.  

Structured output is designed to make learners comfortable producing specific 

language items recently introduced, sometimes in combination with previously 

learned items. Instructors often use structured output exercises as a transition 

between the presentation stage and the practice stage of a lesson plan. textbook 

exercises also often make good structured output practice activities.  

In communicative output, the learners' main purpose is to complete a task, such 

as obtaining information, developing a travel plan, or creating a video. To 

complete the task, they may use the language that the instructor has just 

presented, but they also may draw on any other vocabulary, grammar, and 

communication strategies that they know. In communicative output activities, 
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the criterion of success is whether the learner gets the message across. 

Accuracy is not a consideration unless the lack of it interferes with the 

message.  

In everyday communication, spoken exchanges take place because there is 

some sort of information gap between the participants. Communicative output 

activities involve a similar real information gap. In order to complete the task, 

students must reduce or eliminate the information gap. In these activities, 

language is a tool, not an end in itself.  

In a balanced activities approach, the teacher uses a variety of activities from 

these different categories of input and output. Learners at all proficiency levels, 

including beginners, benefit from this variety; it is more motivating, and it is 

also more likely to result in effective language learning.  

 

Strategies for Developing Reading Skills 

Using Reading Strategies  

Language instructors are often frustrated by the fact that students do not 

automatically transfer the strategies they use when reading in their native 

language to reading in a language they are learning. Instead, they seem to think 

reading means starting at the beginning and going word by word, stopping to 

look up every unknown vocabulary item, until they reach the end. When they 

do this, students are relying exclusively on their linguistic knowledge, a 

bottom-up strategy. One of the most important functions of the language 

instructor, then, is to help students move past this idea and use top-down 

strategies as they do in their native language.  

Effective language instructors show students how they can adjust their reading 

behavior to deal with a variety of situations, types of input, and reading 

purposes. They help students develop a set of reading strategies and match 

appropriate strategies to each reading situation.  

Strategies that can help students read more quickly and effectively include : 

Previewing: reviewing titles, section headings, and photo captions to get a 

sense of the structure and content of a reading selection  

Predicting: using knowledge of the subject matter to make predictions about 

content and vocabulary and check comprehension; using knowledge of the text 

type and purpose to make predictions about discourse structure; using 
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knowledge about the author to make predictions about writing style, 

vocabulary, and content  

Skimming and scanning: using a quick survey of the text to get the main idea, 

identify text structure, confirm or question predictions  

Guessing from context: using prior knowledge of the subject and the ideas in 

the text as clues to the meanings of unknown words, instead of stopping to look 

them up  

Paraphrasing: stopping at the end of a section to check comprehension by 

restating the information and ideas in the text  

Instructors can help students learn when and how to use reading strategies in 

several ways.  

By modeling the strategies aloud, talking through the processes of previewing, 

predicting, skimming and scanning, and paraphrasing. This shows students 

how the strategies work and how much they can know about a text before they 

begin to read word by word.  

By allowing time in class for group and individual previewing and predicting 

activities as preparation for in-class or out-of-class reading. Allocating class 

time to these activities indicates their importance and value.  

By using cloze (fill in the blank) exercises to review vocabulary items. This 

helps students learn to guess meaning from context.  

By encouraging students to talk about what strategies they think will help them 

approach a reading assignment, and then talking after reading about what 

strategies they actually used. This helps students develop flexibility in their 

choice of strategies.  

When language learners use reading strategies, they find that they can control 

the reading experience, and they gain confidence in their ability to read the 

language.  

Reading research shows that good readers  

Read extensively  

Integrate information in the text with existing knowledge  

Have a flexible reading style, depending on what they are reading  

Are motivated  
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Rely on different skills interacting: perceptual processing, phonemic 

processing, recall  

Read for a purpose; reading serves a function  

Reading as a Process  

Reading is an interactive process that goes on between the reader and the text, 

resulting in comprehension. The text presents letters, words, sentences, and 

paragraphs that encode meaning. The reader uses knowledge, skills, and 

strategies to determine what that meaning is.  

Reader knowledge, skills, and strategies include  

Linguistic competence: the ability to recognize the elements of the writing 

system; knowledge of vocabulary; knowledge of how words are structured into 

sentences  

Discourse competence: knowledge of discourse markers and how they connect 

parts of the text to one another  

Sociolinguistic competence: knowledge about different types of texts and their 

usual structure and content  

Strategic competence: the ability to use top-down strategies nas well as 

knowledge of the language (a bottom-up strategy)  

The purpose(s) for reading and the type of text determine the specific 

knowledge, skills, and strategies that readers need to apply to achieve 

comprehension. Reading comprehension is thus much more than decoding. 

Reading comprehension results when the reader knows which skills and 

strategies are appropriate for the type of text, and understand how to apply 

them to accomplish the reading purpose.  

 

Strategies Of Teaching The Writing Skill 

 

Writing is more complicated than it seems at first, and often seems to be the 

hardest of the 

skills, even for native speakers of a language, since it involves not just a 

graphic representation of speech, but the development and presentation of 

thoughts in a structured way. 
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Micro-skills 

Here are some of the micro-skills involved in writing. The writer needs to: 

• use the orthography correctly, including the script, and spelling and 

punctuation conventions. 

• use the correct forms of words. This may mean using forms that express the 

right tense, or case or gender. 

• put words together in correct word order. 

• use vocabulary correctly. 

• use the style appropriate to the genre and audience. 

• make the main sentence constituents, such as subject, verb, and object, clear 

to the reader. 

• make the main ideas distinct from supporting ideas or information. 

• make the text coherent, so that other people can follow the development of 

the ideas. 

• judge how much background knowledge the audience has on the subject and 

make clear what it is assumed they don't know. 

Application 

 

• Keep a diary/journal 

• make lists 

• Write emails 

• Rewrite your local news in target language 

• Learn important spelling rules 

• Learn commonly misspelled words 

• Learn common English errors 

• Get a penpal 
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A- Eclectic Approach :  

 

There are several approaches to teaching writing as creative communication ( 

the Controlled-to-Free Approach, the Free Writing Approach, The 

Communicative Approach, The Process Approach……. ). For ESL classes  , 

Raimes ( 1983 ) recommends the use of an eclectic approach that is responsive 

to learners‘ needs as their skills develop, and asserts that there is no one answer 

to the question of how writing should be taught.  Oluwadiya (1990) advocates a 

"marriage" of the techniques of the product-oriented approach with the 

techniques of the process-oriented approach; we should aim at using an 

enriched process approach that borrows freely strategies and techniques that 

belong to the product-oriented approach.  

 

B- Skill-Getting & Skill- Using :  

 

In order to make students effective writers who own their writing, we should 

train them in Composing, exploring, conceptualizing, drafting, revising, 

creating… not only writing or transcribing. One of the most difficult and 

important tasks for the teacher is to know how to effectively bridge the gap 

between skill-getting and 

skill using 

which means teaching "at the bone level, not only at the skin." One possible 

solution would be to minimize the use of writing practice activities that are 

manipulative or impersonal in nature and choose instead activities that are 

contextualized, meaningful, and personalized, even when students are focusing 

primarily on form .  Moreover, it is suggested to use a blend of diverse tasks 

that elicit performance ranging from the careful style to the vernacular style. 

As students‘ competence increases, writing assignments should become less 

structured, less teacher-directed, and more creative in nature. After all, students 

should be encouraged to use the language independently to inform, narrate, 

describe, question, persuade, express feelings and attitudes, discuss ideas, and 

support points of  view .  

C- Composing Process & Phases of  Instruction :  

When designing writing practice at , it is important to include various aspects 

of the composing process in the instructional sequence. The various steps of 

the composing process need to be taught, and practiced  more overtly than has 
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typically been the case in many foreign language programs. Therefore, a few 

1989) that lead them through various steps or stages as they engage in creative 

and expressive writing, concentrating on organization, style, and the 

development of greater precision in grammar and vocabulary in the process. In 

these texts students practice various types of writing, including description, 

narration, and exposition, using rhetorical techniques such as definition, 

classification, comparison and contrast, and argumentation.  

 

Techniques for teaching the writing skill : 

I - Introduction  

Students need to be personally involved in writing exercises in order to make 

the learning experience of lasting value. Encouraging student participation in 

the exercise, while at the same time refining and expanding writing skills, 

requires a certain pragmatic approach. The teacher should be clear on what 

skills he/she is trying to develop. Next, the teacher needs to decide on which 

means (or type of exercise) can facilitate learning of the target area. Once the 

target skill areas and means of implementation are defined, the teacher can then 

proceed to focus on what topic can be employed to ensure student 

participation. By pragmatically combing these objectives, the teacher can 

expect both enthusiasm and effective learning.  

II Choosing a Target Area  

Choosing the target area depends on many factors; what level are the students? 

What is the average age of the students, Why are the students learning English, 

Are there any specific future intentions for the writing (i.e. school tests or job 

application letters etc.). Other important questions to ask oneself are: What 

should the students be able to produce at the end of this exercise? (a well 

written letter, basic communication of ideas, etc.) What is the focus of the 

exercise? (structure, tense usage, creative writing). Once these factors are clear 

in the mind of the teacher, the teacher can begin to focus on how to involve the 

students in the activity thus promoting a positive, long-term learning 

experience.  

III - Which Means?  

Having decided on the target area, the teacher can focus on the means to 

achieve this type of learning. As in correction, the teacher must choose the 

most appropriate manner for the specified writing area. If formal business letter 
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English is required, it is of little use to employ a free expression type of 

exercise. Likewise, when working on descriptive language writing skills, a 

formal letter is equally out of place. 

 

IV - Planning the Class  

 

With both the target area and means of production clear in the teacher's mind, 

the teacher can begin to consider how to involve the students by considering 

what type of activities are interesting to the students: Are they preparing for 

something specific such as a holiday or test?, Will they need any of the skills 

pragmatically? What has been effective in the past? A good way to approach 

this is by class feedback, or brainstorming sessions. By choosing a topic that 

involves the students the teacher is providing a context within which effective 

learning on the target area can be undertaken.  

Finally, the question of which type of correction will facilitate a useful writing 

exercise is of utmost importance. Here the teacher needs to once again think 

about the overall target area of the exercise. If there is an immediate task at 

hand, such as taking a test, perhaps teacher-guided correction is the most 

effective solution. However, if the task were more general (for example 

developing informal letter writing skills), maybe the best approach would be to 

have the students work in groups thereby learning from each other. Most 

importantly, by choosing the correct means of correction the teacher can 

encourage rather discourage students.  
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ESL Vs  EFL 

 
A lot of terms have been used, in the fields of methodology and 

psycholinguistics, to guide our attention to varied ideas , applications , 

psychological theories and the differences that arise according to our 

perception of them. The number of English language speakers is 6 hundred 

millions or more. There is still a very big number of English users who take it 

as a second language or a foreign language. It is crucial for those who work in 

the field of education to understand the methods of teaching and learning that 

fit EFL. ESL . ESOL classes. 

While ESL and EFL students share the common desire to learn English there 

are some important differences between them. Being aware of these can help 

the teacher avoid some pitfalls or make some awkward mistakes. This article is 

an insightful look at some of the differences between L1 ,EFL and ESL 

learners. 

EFL learners live in a non English speaking country while ESL learners live in 

a country where English is the primary language. Both types of learners will 

benefit from the use of games and activities in the classroom to make them 

learn the language not learn about the language, but there are certain objectives 

for each group which should be taken into consideration. 

 

EFL Learners 
 

The average EFL learner is intelligent, literate in his or her native tongue, 

stable both financially and as regards their schedule and residence, and eager to 

learn. They often come from similar backgrounds and will have goals and 

interests in common. Their motives may vary from learning English for 

business reasons to enjoying languages as a hobby. 

 

Verbal communication is of primary interest to the students for whom the study 

is a personal choice rather than a necessity. Being able to carry on a casual 

conversation is of more importance than academic perfection, and the games 

should be selected accordingly. 

 

If the final test in the EFL curriculum is a speaking test, games can be an 

invaluable preparatory tool. Good pronunciation and inflection can be gained 

from many language games. If the final exam will not include a speaking 

component, you can focus on activities that support listening, reading, 

skimming and writing skills. Quizzes and trivia games can break up the 
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monotony of drill and exam prep, and bring some fun to the classroom while 

remaining relevant to the work at hand. 

 

It is a good idea to explain why you are injecting games into the curriculum as 

some of the more intense students may question their purpose. Generally, once 

they realize how helpful the games can be, these students will become the most 

enthusiastic. 

 

A German student was extremely skeptical of the notion of games in the 

classroom until; she was shown that the questions included in the games were 

identical to the ones she could expect to see in her textbook practice tests. Thus 

reassured, she went on to pass her Cambridge exams with flying colors. 

 

As mentioned, for those who are learning EFL primarily as a hobby, good 

conversational English is the goal. Speaking and listening games will help 

build vocabulary and improve fluidity and pronunciation, therefore songs, 

chants and rhyming games may be popular. 

 

Business students will need reassurance that the games you introduce will 

assist them in their goals. If you primarily use role playing and skits, and relate 

each activity to a specific type of situation, you will help expand their 

understanding of the differences between how meetings are run in different 

countries and cultures. Role playing is often credited by the students 

themselves as being the key factor to their later success in the business world. 

 

ESL Learners  

 

These students will represent a diverse number of cultures. Their economic 

status may be low and their schedules hectic due to immigration, transportation 

and familial complications. They may arrive at night classes tired from 

working long hours, and humor may seem like a foreign concept to those 

whose families have been shattered by war or persecution. 

 

Be sensitive to the experiences of these students; for example, avoid family 

style games if you are dealing with war refugees - the loss of a family member 

may still be too fresh. A teacher was once shocked to have a student run crying 

from the room during a game; it turned out that nearly the whole class were 

Bosnian refugees.  

 

Even without such losses, hardships are common to those who have had to 
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struggle to reach the haven of a new country. Staying away from emotionally 

charged issues is recommended. Board games that focus on vocabulary and 

grammar are less likely to arouse bad memories and can help the students 

experience fun at a time when they have many worries on their minds. 

 

Starting with simple board games can help break the ice, and provide structure. 

Many cultures traditionally hold grudges against other nationalities; Pakistani 

and Indian students may feel hostile towards each other, as can some religious 

believes. Team games with clearly set boundaries such as Pictionary or 

charades can defuse the situation and maximize student interaction; wait until 

they are at ease with each other before introducing the more volatile activities 

such as role playing and debates. 

 

Language games can help point out that certain behaviors, like the acceptance 

of mixing both genders in one class, are common in their new country whereas 

that practice would not have been acceptable in their old. Interaction between 

the two sexes may be taboo to some religions however, so be sure not to push 

the issue if it becomes apparent that there is a problem. 

 

ESL and EFL students have one great goal in common; the desire to learn 

English. Utilizing games to this end can add fun and laughter to the process if 

well utilized.  

ESL/EFL COURSES 

EFL materials tend to be written for learners either studying English in their 

own country or on a short course in an English-speaking country. ESL 

materials tend to focus on ‗survival English' for people now living in an 

English-speaking country. 

English for Speakers of Other Languages, or ESOL, refers to learning English 

as a new resident in a English-speaking country. ESOL is similar to ESL. It can 

be compared with EFL, which refers to learning and using English as an 

additional language in a non-English speaking country.  

Example 

There are many ESOL projects in countries such as the UK or US, where there 

are immigrants from non-English speaking countries.  

In the classroom ESOL classes can include areas such as survival English, 

functional language, specific speaking and listening skills, and sociocultural 

information. They often have an element of citizenship training also.  
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language 

At times ESOL teachers might find they are teaching students more than just 

the language. Students might not know any other people who speak English 

and so will ask a lot of questions. They will have problems with bureaucracy, 

forms, bills, doctors, driving and the law. Help as much as you can but don‘t be 

afraid to say you don‘t know.  

At the other end of the scale there are ESOL learners who have a tremendous 

grasp of spoken English. They respond to local idioms and are skilled 

communicators but have little ability when writing. Traditional EFL materials 

will be too easy and too hard at the same time. The student can do the spoken 

work but cannot write it down. These learners are very much like native 

speakers who can‘t read or write so you can use materials from the basic skills 

agency:   

You can also look at   for some great printable material and online games. 

Some students who speak English quite well are simply unaware of what they 

don‘t know. They might feel some of the material you use is beneath them 

even though they cannot do it properly. Bring out the big guns with a sample 

IELTS exam   or even a Level 1 literacy paper  Struggling with something 

difficult will help them realize they have to learn at a slower pace 

 Age and its effects on learning EFL/ESL and L1 

According to some researchers, the defining difference between a first 

language (L1) and a second language (L2) is the age the person learned the 

language. For example, linguist Eric Lenneberg used second language to mean 

a language consciously acquired or used by its speaker after puberty. In most 

cases, people never achieve the same level of fluency and comprehension in 

their second languages as in their first language. These views are closely 

associated with the Critical Period Hypothesis. 

In acquiring an L2, Hyltenstam (1992) found that around the age of six or 

seven seemed to be a cut-off point for bilinguals to achieve native-like 

proficiency. After that age, L2 learners could get near-native-like-ness but their 

language would, while consisting of few actual errors, have enough errors to 

set them apart from the L1 group. The inability of some subjects to achieve 

native-like proficiency must be seen in relation to the age of onset (AO). ―The 

age of 6 or 8 does seem to be an important period in distinguishing between 

near-native and native-like ultimate attainment. More specifically, it may be 

suggested that AO interacts with frequency and intensity of language use‖ 

(Hyltenstam, 1992, p. 364). 

http://en.wikipedia.org/wiki/Linguistics
http://en.wikipedia.org/wiki/Eric_Lenneberg
http://en.wikipedia.org/wiki/Critical_Period_Hypothesis
http://en.wikipedia.org/wiki/Multilingualism
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Later, Hyltenstam & Abrahamsson (2003) modified their age cut-offs to argue 

that after childhood, in general, it becomes more and more difficult to acquire 

native-like-ness, but that there is no cut-off point in particular. Furthermore, 

they discuss a number of cases where a native-like L2 was acquired during 

adulthood. 

As we are learning more and more about the brain, there is a hypothesis that 

when a child is going through puberty, that is the time that accents start. Before 

a child goes through puberty, the chemical processes in the brain are more 

geared towards language and social communication. Whereas after puberty, the 

ability for learning a language without an accent has been rerouted to function 

in another area of the brain—most likely in the frontal lobe area promoting 

cognitive functions, or in the neural system of hormone allocated for 

reproduction sexual growth hormones. 

Speed 

Acquiring a second language can be a lifelong learning process for many. 

Despite persistent efforts, most learners of a second language will never 

become fully native-like in it, although with practice considerable fluency can 

be achieved. However, children by around the age of 5 have more or less 

mastered their first language, with the exception of vocabulary and a few 

grammatical structures. 

Stages 

Acquiring a second language occurs in systematic stages. Much evidence has 

been gathered to show that basic sounds, vocabulary, negating phrases, 

forming questions, using relative clauses, and so on are developed. This 

development is independent of input (we do not hear nor read language in this 

order) and learning situation (in the classroom or on the street). It is also 

generally applicable across a spectrum of learners (from different language 

backgrounds). This is similar to the learning stages that babies go through 

when acquiring the first language: babbling (bababa), vocabulary (milk then 

later milk drink), negation (no play), question forming (where she go), and so 

on. 

 

 

 

 

http://en.wikipedia.org/wiki/Vocabulary
http://en.wikipedia.org/wiki/Grammar
http://en.wikipedia.org/wiki/Negation_(rhetoric)
http://en.wikipedia.org/wiki/Relative_clause
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Correction 

Error correction does not seem to have a direct influence on learning a second 

language. Instruction may affect the rate of learning, but the stages remain the 

same. Adolescents and adults who know the rule are faster than those who do 

not. In the first language, children do not respond to systematic correction. 

Furthermore, children who have limited input still acquire the first language. 

 Depth of knowledge 

Learners in the first or second language have knowledge that goes beyond the 

input they received, in other words, the whole is greater than the parts. 

Learners of a language are able to construct correct utterances (e.g. phrases, 

sentences, and questions) that they have never seen or heard before. 

 Success 

Success in language learning can be measured in two ways: likelihood and 

quality. First language learners will be successful in both measurements. It is 

inevitable that all first language learners will learn a first language and with 

few exceptions, they will be fully successful. For second language learners, 

success is not guaranteed. For one, learners may become fossilized or stuck as 

it were with ungrammatical items. (Fossilization occurs when language errors 

become a permanent feature. See Canale & Swain (1980), Johnson (1992), 

Selinker (1972), and Selinker and Lamendella (1978)). The difference between 

learners may be significant. Finally, as noted elsewhere, L2 learners rarely 

achieve complete native-like control of the second language. 
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Similarities and differences between L2 and L1 

X L2 L1 

Speed NA acquisition is rapid 

Stages 
systematic stages of 

development 

systematic stages of 

development 

error 

correction 
not directly influential not involved 

depth of 

knowledge 
beyond the level of input 

beyond the level of 

input 

success (1) 
not inevitable (possible 

fossilization*) 
inevitable 

success (2) rarely fully successful successful 
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How to Use Power Teaching in Language Acquisition 

 
Language acquisition refers to the process of natural assimilation, involving 

into and subconscious learning ,which is the product of real interactions 

between people where the  learner is an active participant. Power Teaching ( 

Whole Brain Teaching )  is one of the techniques that helps students to acquire 

the language effectively . 

Whole Brain Teaching  . 

    Whole brain teaching is an integrated classroom management and teaching 

approach that makes the classroom fun and effective for you and your students.  

Power teaching is a technique from power teachers of America. It provides 

teachers with a unique curricular framework that is custom fit to their 

curriculum. Power teaching is designed around a Research-Proven Cycle of 

Effective instruction that engages students and extends their understanding. 

  

     Power teaching is brain-based teaching growing more popular. Designed to 

improve whole brain involvement, teachers use interactive gestures and chants 

while imparting information. Thus, Power Teaching results in more involved 

students and less behavior disruptions in class. 

 

     Power teaching is not a business, it‘s grass roots education reform 

movement started in1999 in southern California by three teachers : Chris 

Biffle, a college philosophy instructor and two of his former students , Jay 

Vanderfin and Chris Rekstad, elementary school teachers 

The six Techniques of Power Teaching : 

Class-Yes. 

Class Room Rules. 

Teach-Okay . 

Scoreboard. 

Hands and Eyes. 

Switch 
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Class-Yes: 

Get your students‟ attention with one word : 

Think about all the different ways you have tried to get the attention of the 

class. Flashing the lights, calling out „Boys!‟ and „Girls!‟ the silent stare, 

waving or clapping your hands for attention and many ways . 

 

 Class-Yes: (attention-getter). Whole Brain Teaching contains methods that 

are amazingly effective in classroom management. For the first step let‘s get 

their attention, shall we? 

How many times have you started class, called for your class to get quiet, only 

to have a few kids comply, and several others continue chatting, apparently 

oblivious to your request? You ask for their attention again, a bit louder. At this 

point you can feel your blood pressure rising, right? After all by this time they 

should know how to follow procedures. They have certainly been trained in 

procedures similar to yours for years by the time they get to you . well, 

depending on what age your students are. 

Then why don't they listen? Why don't you already have their attention? You 

have teaching to do. They doggedly hang onto the conversations they are in, 

even as your voice rises ... 

 

Whole Brain Teaching is educational tomfoolery based on brain based 

learning. The technique to consistently catch the attention of your class is 

simple. It is so simple, and effective., 

To get your classes‘ attention you simply say ‗Class!‘ and then they reply 

‗Yes!‘. Next is the catch, the hook that makes this fun, and gets them invested 

in it in a way that has them looking at you and grinning rather than continuing 

their conversations. 

When you say ‗Class!‘ and they say ‗Yes!‘ they have to say it the way you said 

it. If you say ‗Classity-class-class!‘ they have to say ‗Yessity-yes-yes!‘. If you 

say it loudly, they have to respond loudly. If you whisper, they respond in a 

whisper. They have to match your tone and intensity. 

Whole Brain Teaching uses a very simple and effective approach to overcome 

this resistance. Whole Brain Teaching injects fun back into the classroom for 

both you and your class. 
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Why is the Class-Yes, in terms of brain structure, so effective?  The neo-

cortex, the part of your brain behind your forehead, controls, among other 

things, decision making.  Think of the neo-cortex as an executive, organizing 

other brain areas for complex tasks.  When the teacher says, "Class!" and 

students respond "Yes!," you have, in effect focused your students' neo-cortices 

on what you're going to say next.  In other words, their brain's executives are 

ready to take directions from your brain's executive.    

2. Class Room Rules. 

The following are the rules most Power Teachers use : 

The Five Rules 

The following are five classroom rules that will make your teaching amazingly 

easier.  

Rule One: Follow directions quickly! (the gesture- make your hand shoot 

forward like a fish) 

 

Rule Two: Raise your hand for permission to speak (the gesture- raise your 

hand, then pull it down next to your head and make a talking motion. This rule 

will be the most commonly violated one. Watch below for how you stop this 

without criticism or negativity.) 

 

Rule Three: Raise your hand for permission to leave your seat. (the gesture- 

raise your and, and then make a little walking figure with your index and 

middle finger.) 

 

http://www.wholebrainteaching.com/images/stories/gallery/firstSteps/large/Rules-1.jpg
http://www.wholebrainteaching.com/images/stories/gallery/firstSteps/large/Rules-2.jpg
http://www.wholebrainteaching.com/images/stories/gallery/firstSteps/large/Rules-3.jpg
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Rule Four: Make smart choices! (The gesture- tap one finger to your temple as 

you say each word. 

 

Rule Five: Keep your dear teacher happy! (the gesture- hold up each thumb 

and index finger out like an ―L‖ frame your face, bob your head back and forth 

with each word and smile really big!) 

 

Each time you teach a rule repeat the rule before it, and then the new rule 

again.  

 

 

3. Teach-Okay : Next you should use the most important of the Power 

Instruction's learning methods, Teach-OK. 

When you are instructing your students about foundational concepts, it's time 

to step out from behind the worksheets! Open your students‘ brains and give 

them a learning experience that is both effective, and fun. 

Teach-Ok is the component that accomplishes this. This technique allows you 

to simultaneously engage your students in all four learning modes -- seeing, 

saying, hearing and doing 

Twenty years of education research tells us that the most effective learning 

takes place when a student engages the brain's primary cortices- visual, 

auditory, language production and motor- at the same time. Further, as students 

enjoy the experience, their limbic systems become involved. This is the portion 

of the brain that controls emotional engagement. As you involve all four 

learning modes at once, and attach a positive emotional experience, students 

form deep and lasting anchors for the information they are acquiring. 

Ben Franklin (and an ancient Chinese proverb) said ―Tell me and I will forget, 

teach me and I will remember, involve me and I will learn.‖ 

http://www.wholebrainteaching.com/images/stories/gallery/firstSteps/large/Rules-4.jpg
http://www.wholebrainteaching.com/images/stories/gallery/firstSteps/large/Rules-5.jpg
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Additionally, learning research indicates that teachers, as a general rule, TALK 

TOO LONG!  The longer they talk, the more students they lose. 

Short term memory for most people is limited to 3 to 7 items.   As new 

information is added to short term memory, recently acquired information is 

dropped.  You can only fill the cup so full and then it overflows.  Your students 

have small cups!    What we do in Power Instruction is talk in shorter chunks- 

thirty seconds to one minute.  We focus our lessons into groups of two, three or 

at most four points.  We are teaching to short term memory, a small cup, which 

quickly fills.  Teaching for shorter periods of time and presenting fewer  points, 

takes some practice ... but it is easier than it seems. 

Teach-OK works like this: 

Divide your class into teams of two. One student is a One, the other member of 

the team is a Two. 

You want students to do a large amount of the teaching. Present a small 

amount of information, complete with gestures. When you finish, look at the 

class and clap two times, say ―Teach!‖ Your students clap twice and respond 

―OK!‖    

Teach your students to copy your gestures (kinesthetic) and mimic the emotion 

in your tone of voice (limbic).  As your students teach each other, move around 

the room listening to what they are saying.  This is an excellent opportunity to 

monitor student comprehension.  Then, call them back to attention with the 

Class-Yes!  If you are not convinced your students have understood your 

lesson, repeat it.  Otherwise, go on to the next small group of points. 

4. Scoreboard: Frequently reward positive behavior and penalize for negative 

behaviour . Draw a score board like the one below on your board : 

    

5. Hands and Eyes (focus attention). Like "Class-Yes," this technique can be 

used to bring students back to focus on what you are saying. As Battle 

explains: 

Whenever you want your students to pay close attention to an important 

point, say, "Hands and eyes!" Your students respond, "hands and eys!," 

fold their hands and stare at you intensely. We have found that thise 

command is also very effective if you have said, "Class!" and your kids are 
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not entirely focused on you when they respond, "Yes!" (Battle, 2009) 

6.Switch  

When you are using Teach/Okay you'll notice that you have some students who 

are chronic talkers and some who are chronic listeners.  We want the talkers to 

learn to listen and the listeners to come out of their shells and talk!  This is 

where the Switch command comes in handy. 

Divide your class so that your top students are paired with your bottom 

students and your middle students with your middle students (of course, you 

don't reveal the basis for the pairing to your kids.)  Next, count off your 

students in ones and twos.  If you have an odd number of kids in your class, 

one group will have two ones.   

When you are ready for your class to teach each other, explain that you want 

the ones to teach the twos.  When you call out "Switch", they should respond 

"Switch!"  Then the twos will teach the ones.  Thus, you are guaranteed that 

every student in class is equally involved in speaking and listening. 

A key feature of this interaction is that both the talkers and the listeners should 

be using gestures.    

As students teach each other, walk around the room and either praise or prompt 

each group.  When both partners are gesturing, praise them.  If one or both 

partners are not gesturing, prompt them by saying, "Please use gestures." 

References 

http://www.wholebrainteaching.com/blog/Jeff-Battle.html 

American English Institute/Linguistics Department, University of Oregon 

http://aei.uoregon.edu/de/iraqelt/ 
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Updated Terminology 

 

1.Standards 

 

Statements regarding an expected level of requirements and conditions against 

which quality is assessed or that must be attained by higher education 

institutions and their programmes in order for them to be accredited or 

certified. The term standard means both a fixed criteria (against which an 

outcome can be matched) and a level of attainment. Standards may take a 

quantitative form, being mostly the results of benchmarking, or they may be 

qualitative, indicating only specific targets (e.g. educational effectiveness, 

sustainability, core commitments, etc.). When quantitative, the standards 

include threshold levels that have to be met in order for higher education 

institutions or programmes to be accredited. More often than not, the 

thresholds or the ―basic standards‖ are defined at the level of minimally 

acceptable quality. On other occasions, the standards refer to the highest 

level of quality, thus being considered as ―standards of excellence‖. These 

may result from a benchmarking exercise or be asserted implicitly, being so 

recognized by the peers in a collegiate way. Standards may have different 

reference points: (i) inputs (e.g. content standards); (ii) outputs (e.g. 

performance standards), (iii) processes. 

 

Organization of standards 

Standards specify what students must master. They are not instructional 

curricula or technical documents used by teachers to guide day to day 

instruction. Teachers ensure that students achieve standards by using a range of 

instructional strategies that they select based on their students‘ needs. Content 

and performance standards are identified for benchmark grade levels of fifth, 

ninth, and twelfth grade. 
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Content standards  - These statements define what students are expected to 

know and be  able to do by the time they graduate.  

Curriculum outcomes – These outcomes describe the broad occupational or 

field- 

specific skills, attitudes, and abilities the learners must master in   order to 

successfully complete a curriculum. They are addressed throughout the 

programme and across grades, and pertain to all of the learning experiences 

that make up the EFL curriculum for Kuwait. 

Benchmark standards – These statements specify what students are expected 

to know   and be able to do at the end of each of the benchmark grade levels  

    – we mean, grades ( 5, 9, and 12 ) 

These benchmark standards specify the skills and content students must 

master along the way in order to reach the content standards by the time 

they graduate.  

All grades prior to those designated are regarded as responsible to the 

benchmark level above them. For example, Grade one through Grade five 

teachers, parents, and students work towards the achievement of the Grade 5 

benchmark standards. Grade six through Grade nine work towards the 

achievement of the Grade 9 benchmark standards. Grade ten through Grade 

twelve work towards the achievement of the Grade 12 benchmark standards. 

Success at each benchmark level requires the effort and commitment of all who 

prepare for that level. These intervening standards and supporting curricula 

describe the enabling skills and content necessary to meet the benchmarks.  

 ELT Sample Standards  

Listening Standards 

Standard 1: Learners develop applying skills and strategies for listening to 

information in a   variety of situations communicated from a variety of sources 

and speakers for   specific purposes. 

Speaking Standards 

Standard 2:  Learners speak clearly, confidently, fluently and accurately on a 

variety of topics, in a variety of situations for different audiences and purposes. 
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Reading Standards 

Standard 3 Learners read with fluency and accuracy a range of texts, fiction 

and non-fiction, applying various reading skills and strategies when reading for 

information,comprehension, interpretation, analysis and evaluation. 

Writing Standards 

Standard 4: Learners communicate in clear and appropriate written English 

for a variety of purposes and audiences, producing various written forms and 

genres 

2.Benchmarks 

A standard, a reference point, or a criterion against which the quality of 

something can be measured, judged, and evaluated, and against which 

outcomes of a specified activity can be measured. The term, benchmark, 

means a measure of best practice performance. The existence of a benchmark 

is one necessary step in the overall process of benchmarking. A benchmark is a 

point of reference against which something may be measured.  

   In education they are statements of points along the path toward learning a 

new  skill or set of skills .They can provide a basis for tracking progress and 

marking achievement of identified standards or goals .Benchmarks serve as 

content and  /or performance markers for all students relative to a particular 

standard or goal .Not all learners, however, are expected to meet all 

benchmarks at the same time or in the same way. 

NOTE        : The benchmarks of teaching English in Kuwait are based on 

the philosophy of teaching English and, thus, are derived from the General 

Goals of ELT in the country.  

Examples of Benchmarks: 

Primary Stage Listening Skills " Grade 1" 

Listen to and replicate the sound patterns and intonations of the English 

language. 

Listen attentively to the teacher , the CD and other pupils in order to gain  

Information 
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Intermediate Stage Writing Skills " Grade 7" 

communicate in clear and appropriate written English for a variety of purposes 

and audiences and in the appropriate register producing various written forms 

and genres  

  Secondary Stage Speaking Skills " Grade 11" 

speak clearly , confidently, fluently and accurately on  a wide variety of topics, 

in a variety of situations using the appropriate register for different audiences 

and purposes. 

3.Competencies versus Learning Objectives 

Learning objectives describe what the learner should be able to achieve at the 

end of a learning period. Learning objectives should be specific, measurable 

statements and written in behavioral terms. In short, objectives say what we 

want the learners to know and competencies say how we can be certain they 

know it.  

competencies say how we can be certain they know it.  

They are specific and measurable patterns of behaviors and knowledge 

that generates or predicts a high performance level in a given position or 

context of responsibilities. They account for the identification and application 

of ideas and solutions in order to solve problems with maximum efficiency and 

minimum use of resources. 

The terms "skills" and "competencies" are often used interchangeably, but 

they are not necessarily synonymous. Competencies may refer to sets of skills, 

but "competency" is more of an umbrella term that also includes behaviors and 

knowledge, whereas skills are specific learned activities that may be part of a 

broader context. By looking at several examples of both competencies and 

skills, the difference may become clearer. 

Primary Stage Competencies   " Grade 5" 

  Listening  

Listen to the lesson story read while tracking print. 

Listen for specific information (aural comprehension skills) 

Listen and respond to teacher and peers reading aloud. 
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Intermediate Stage Competencies " Grade 9" 

  Writing 

Can check written texts for mechanics, spelling and grammar.  

Can organize information logically and clearly with a specific type of reader in 

mind.  

Can select appropriate vocabulary to convey attitude and implied meaning.  

4.Performance indicators  

They are used by an organization to evaluate its success or the success of a 

particular activity in which it is engaged. 

These statements describe how well students must perform the benchmark 

standards. The "proficient" level is required to meet the standards. The level 

indicators help teachers to assess where students are performing in relation to 

the standards.  

Example of Performance Indicators: 

Increase in rate of learners' success not less than 75% in the three stages of 

education. 

50% reduction in number of repeaters 

Participation of 90% of gifted and talented learners in the approved annual 

competitions 

5.Outcomes 

An outcome is a desired state of well-being -- a set of conditions, experiences 

or behaviors – that is the goal for change or improvement.  They are 

anticipated or achieved results of programmes or the accomplishment of 

institutional objectives, as demonstrated by a wide range of indicators (such 

as student knowledge, cognitive skills, and attitudes). Outcomes are direct 

results of the instructional programme, planned in terms of learner growth in 

all areas. An outcome must be distinguished from an objective, which is a 

desired result. Generally, each outcome statement should describe one effect of 

the instructional programme, and not accumulate several into one statement. 

Also, the statements should be clearly detailed and easily understandable by all 

teaching staff and students in the given area or department. 
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the result or consequence of a performance in terms of success and failure. The 

outcome may be absolute, as with a team winning by scoring more goals than 

opponents, or dependent on the perception of particular individuals 

Curriculum Outcomes 

The expected outcomes of English provide a framework for curriculum 

development and making judgements about student progress. While four 

outcomes have been identified, it is important to keep in mind that these 

outcomes are interrelated. Progress towards one outcome is often dependent on 

progress towards others. While teachers may choose to focus on a particular 

outcome when planning learning programmes or assessing learners, learning 

activities will invariably allow for development of a number of outcomes. 

When teachers choose to focus on a specific outcome, they should be alert to 

opportunities for assisting and observing progress on other outcomes. Learners‘ 

learning achievement might be demonstrated at different phases in their 

schooling from Grades 1 - 12. However, it is important to keep in mind that 

learners can show their achievement in a wide range of ways. Particular care 

should be taken to allow learners to progress in ways that are appropriate to 

their stage of development and that take account of their strengths, needs and 

situations.  

6-Bloom's Revised Taxonomy 

Change in Terms 

•The names of six major categories were changed from noun to verb forms 

"evaluation –   Evaluating  

 •As the taxonomy reflects different forms of thinking and thinking is an active 

process verbs  were used rather than nouns.  

•The subcategories of the six major categories were also replaced by verbs and 

some  subcategories were reorganized. 

•The knowledge category was renamed. Knowledge is an outcome or product 

of thinking not   a form of thinking per se. Consequently, the word knowledge 

was inappropriate to describe a category of thinking and was replaced with the 

word remembering instead. 

•Comprehension and synthesis were retitled to understanding and creating 

respectively, in  order to better reflect the nature of the thinking defined in each  

category. 
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Creating 

Generating new ideas, products, or ways of viewing things Designing, 

constructing, planning, producing, inventing. E.g…. 

Create a new product. Give it a name and plan a marketing campaign 

Write about your feelings in relation to......"women rights" 

Write a play, puppet show, role play, song or pantomime about.. 

Design a record, book or magazine cover for... 

Devise a way to... 

Make up a new language and use it in an example. 

Evaluating 

   Justifying a decision or course of action Checking, hypothesising, critiquing,  

    experimenting, judging 

Analysing 

   Breaking information into parts to explore understandings and relationships 

   Comparing, organising, deconstructing, interrogating, finding 

Applying 

   Using information in another familiar situation Implementing, carrying out, 

using,Executing 

Understanding 

    Explaining ideas or concepts Interpreting, summarising, paraphrasing, 

classifying, explaining 

Remembering 

Recalling information recognising, listing, describing, retrieving, naming, 

finding 
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Creative Teachers and Creative Teaching 

 

Exploring creative teaching 

Creative teaching is seen to involve teachers in making learning more 

interesting and effective and using imaginative approaches in the classroom. 

Teaching for creativity by contrast is seen to involve teachers in identifying 

children‘s creative strengths and fostering their creativity. 

There has been considerable research into creative teaching which resulted in 

identifying features of creative teaching, namely relevance, ownership, control 

and innovation. 

To be creative teacher ,you will want to widen your understanding of your own 

creativity, and the imaginative approaches and repertoire of engaging activities 

that you can employ in order to develop the children‘s capacity for original 

ideas and action. You will also want to exert your professional autonomy, 

learning to be flexible and responsive to different learners and diverse learning 

contexts. For as Joubert (2001, p21) observes: 

― Creative teaching is an art. One cannot teach teachers didactically how to be 

creative; there is no fail-safe recipe or routine. Some strategies may help to 

promote creative thinking, but teachers need to develop a full repertoire of 

skills which they can adapt to different situations.‖ 

In a study of creative teachers research, acknowledging the close relationship 

between teacher and learner creativity, focused on the nature of creative 

practice. It proposed an emergent creative teaching framework, highlighting 

three interrelated dimensions of creative practice: namely teachers‘ personal 

characteristics, their pedagogy and the class/school ethos  

Personal qualities 

Some researchers listed features of creative individuals including : curiosity, 

independence in judgment and thinking, intuition, idealism, risk taking and a 

capacity to become preoccupied with tasks (Torrance, 1965) , persistence and 

assertiveness, as well as domain expertise and unconventional tendencies. 

Research in educational contexts reveals that confidence, enthusiasm and 

commitment are common qualities in creative teachers (Beetlestone 1998; 

Jones and Wyse, 2004;) and that a sense of the self as a creative being is an 

important aspect of this (Sternberg, 1997) which results from secure subject 
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knowledge (Gardner, 1999; QCA, 2003). Creative teachers are comfortable 

with risk-taking , demonstrating their own creative engagement and exposing 

the ambiguity and uncertainty inherent in creative endeavor (Halpin, 2003), 

and are likely to perceive failure as a learning opportunity.  

Pedagogic practice 

Creative teachers‘ pedagogic practice is seen to be most effective when they 

help children find relevance in their work either through practical application 

or by making emotional and personal connections (Abbs, 2002; Woods and 

Jeffrey, 1996). Practice which fosters children‘s self direction and agency as 

learners is also recognised as central (Grainger et al., 2006; Jeffrey and Woods, 

2003).Flexibility of style and pace is another recorded characteristic of a 

creative pedagogy (Grainger et al., 2004;). Varying the tempo, allowing time 

for students to have their say, a willingness to be spontaneous and the desire to 

give each child an opportunity to excel, pausing to stand back and observe 

learner engagement mark out those who are called creative . 

Another strategy seen as common is the frequent use of open-ended questions, 

the promotion of speculation and the generation of possibilities (Craft, 2001; 

Robertson, 2002). Fostering persistence and resourcefulness is also seen as 

important (Claxton, 1997; QCA, 2005a), as is providing time for reflection and 

refinement, and helping children make connections. The English Qualifications 

and Curriculum Authority (QCA) creativity policy framework, identifies 

certain pedagogical approaches which it suggests enable creativity. While not 

reflecting all the available evidence noted above, they suggest: 

establishing criteria for success; 

capitalizing on the unexpected without losing sight of the original objective; 

asking open questions; 

encouraging openness to ideas and critical reflection; 

reviewing work in progress. 

Ethos 

While ethos is central to a consideration of what makes a creative teacher, the 

dividing line between creative pedagogy and ethos is inevitably blurred, 

because of the links between creative teaching and learning and emotional 

security (Halpin, 2003; Jeffrey and Woods, 2003). Positive, trusting 

relationships and a high degree of emotional safety are seen as necessary to 

ensure a creative ethos (Shayer and Adey, 2002). In terms of the physical and 
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social environment, creative professionals appear to provide children with a 

range of resources, and the space and time to experiment with these 

purposefully (Cremin et al., 2006). 

The core features of creative teachers’practice 

Reaerches revealed that five core characteristics were in evidence in each of 

the three dimensions of creative practice (Grainger et al., 2006). These 

included: curiosity and a questioning stance, connection making, originality, 

autonomy and ownership, and a developing sense of themselves as creative 

people and creative educators, educators who consciously use their own 

creative capacity in the classroom context. It is clear that creative teachers in 

both their planning and teaching are alert to the potential mental connections 

between imagination and personal/professional experience and attribute high 

value to curiosity and risk taking, to ownership and autonomy and to the 

development of imaginative and unusual ideas in both themselves and in their 

children. 

Curiosity and a questioning stance 

Personal qualities: Creative teachers demonstrate curiosity and genuine desire 

to learn. They have a wide range of personal interests and passions and 

knowledge of the wider world and are likely to share their enquiring stance 

with the learners, pondering aloud and reflecting on issues in classroom 

conversations in a genuinely open and interested manner.  

Pedagogically: Creative teachers make extensive use of large framing 

questions and employ a speculative stance in the classroom regardless of the 

subject domain or the age of the learners (Chappell et al., 2008).Their 

questioning perspective demonstrates that the formulation of a problem is as 

important as the resolution of one, and they make use of generative questions, 

creating further interest, enquiry and thinking. Such teachers explicitly 

encourage children to identify and share their own questions, through 

brainstorms, partner work on puzzlements and recording questions on Post-it 

notes for example, as well as by providing opportunities for the learners to take 

responsibility for undertaking research based on their own enquiries in small 

groups.  

Ethos: It is evident that the ethos created by creative teachers tends to be 

positive, secure and inclusive, encouraging the articulation of tentative and 

reflective questions in whole-class and small-group conversational contexts. 

Furthermore, creative teachers appear to profile and give status to children‘s 

speculations, affirming these and expressing genuine interest in them. 
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Making connections 

Personal qualities: Creative teachers are often committed to personalizing 

teaching and model the process of sense-making through making multiple 

imaginative connections in whole-class and small-group contexts. Creative 

teachers know a great deal about their children‘s interests and passions and see 

this as essential knowledge in order to make connections. 

Pedagogically: Creative teachers seek to avoid the limiting nature of subject 

boundaries, and make frequent references to other subjects and to the world 

beyond the school gate. They provide time to revisit prior knowledge, make 

links and offer multiple opportunities for children to work collaboratively in 

order to widen their perspectives.  

Ethos: Creative teachers although aware of the requirements of the curriculum, 

often appear to give precedence to children‘s social and personal learning 

intentions over subject outcomes, and strongly defend their right to shape the 

curriculum in response to the learners.  

Autonomy and ownership 

Personal qualities: Creative teachers show a considerable degree of ownership 

with regard to planning, teaching and assessment. They exert a strong sense of 

professional autonomy in the classroom and demonstrate both flexibility and 

confidence, asserting their desire to create a co-constructed curriculum which 

builds on the learners‘ interests and their social/ cultural capital, as well as 

curriculum requirements. 

Pedagogically: Creative professionals focus explicitly on the development of 

children‘s autonomy. They demonstrate considerable trust, interest and respect 

for children‘s ideas and set group tasks which the children have to organize for 

themselves, engendering both self-direction and offering scope for 

collaborative creativity.  

Ethos: In viewing classrooms as the children‘s spaces, creative teachers share 

responsibility for the environment, and encourage voting on the role-play area 

or the organization of the reading corner for example. 

Fostering originality 

Personal qualities: Creative teachers are prepared to take risks, and remain 

open to new ideas, sharing any particularly inventive practices they trial or 

develop. Through involvement in the creative process of generating and 

evaluating ideas, creative teachers seek to develop their creative dispositions 

and enhance their ability to be inventive educators. 
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Pedagogically: Creative teachers model creativity and take part as learners in 

the classrooms; they experiment with resources, engage in problem-solving, 

take up different roles, and generate and critique their ideas. In perceiving 

children as creative thinkers, they leave space for uncertainty and the unknown 

and show considerable creative assurance in building on unexpected 

contributions or enquiries, fostering the autonomy of the learners in the 

process. 

Ethos: Creative teachers pay attention to unusual ideas or novel elements 

evident in children‘s work and celebrate and affirm these in order to help them 

appreciate the development of their creative thinking. Creative work requires 

applying and balancing three abilities that can all be developed (Sternberg 

1985; Sternberg & Lubart, 1995; Sternberg & Williams, 1996). 

Synthetic ability : It is the ability to generate novel and interesting ideas. Often 

the person we call creative is a particularly good synthetic thinker who makes 

connections between things that other people do not recognize spontaneously. 

Analytic ability is typically considered to be critical thinking ability. A person 

with this skill analyzes and evaluates ideas. Without well-developed analytic 

ability, the creative thinker is as likely to pursue bad ideas as to pursue good 

ones.  

Practical ability is the ability to translate theory into practice and abstract ideas 

into practical accomplishments. The creative person uses practical ability to 

convince other people that an idea is worthy. 

Creativity requires a balance among synthetic, analytic, and practical abilities. 

The person who is only synthetic may come up with innovative ideas, but 

cannot recognize them. The person who is only analytic may be an excellent 

critic of other people's ideas, but is not likely to generate creative ideas. The 

person who is only practical may be an excellent salesperson, but is as likely to 

sell ideas or products of little or no value as to sell genuinely creative ideas. 

Twenty-Four Tips for Developing Creativity 

1. Model Creativity 

The most powerful way to develop creativity in your students is to be a role 

model. Children develop creativity not when you tell them to, but when you 

show them.  

2. Build Self-Efficacy 
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All students have the capacity to be creators and to experience the joy 

associated with making something new, but first we must give them a strong 

base for creativity. Sometimes teachers and parents unintentionally limit what 

students can do by sending messages that express or imply limits on students' 

potential accomplishments. Instead, help students believe in their own ability to 

be creative.  

3. Question Assumptions 

Creative people question assumptions and eventually lead others to do the 

same. Teachers can be role models for questioning assumptions. Of course, 

students shouldn't question every assumption. Make questioning a part of the 

daily classroom exchange. It is more important for students to learn what 

questions to ask-and how to ask them-than to learn the answers. Help your 

students evaluate their questions by discouraging the idea that you ask 

questions and they simply answer them. John Dewey (1933) recognized, how 

we think is often more important than what we think. We need to teach 

students how to ask the right questions (good, thought-provoking, and 

interesting ones) and lessen the emphasis on rote learning. 

4. How to Define and Redefine Problems 

Promote creative performance by encouraging your students to define and 

redefine problems and projects. Encourage creative thinking by having students 

choose their own topics for papers or presentations, choose their own ways of 

solving problems, and sometimes choose again if they discover that their 

selection was a mistake.  

5. Encourage Idea Generation 

Once the problem is defined or redefined, it is time for students to generate 

ideas and solutions. The environment for generating ideas must be relatively 

free of criticism. Praise your students for generating many ideas, regardless of 

whether some are silly or unrelated, while encouraging them to identify and 

develop their best ideas into high-quality projects. Teaching students the value 

of generating numerous ideas enhances their creative-thinking ability . 

6. Cross-Fertilize Ideas 

Stimulate creativity by helping students to think across subjects and 

disciplines. Creative ideas and insights often result from integrating material 

across subject areas, not from memorizing and reciting material. Cross-

fertilization motivates students who aren't interested in subjects taught in the 

abstract. One way to enact cross-fertilization in the classroom is to ask students 
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to identify their best and worst academic areas. Then ask them to come up with 

project ideas in their weak area based on ideas borrowed from one of the 

strongest areas.  

7. Allow Time for Creative Thinking 

Most creative insights do not happen in a rush (Gruber, 1986). We need time to 

understand a problem and to toss it around. If we are asked to think creatively, 

we need time to do it well. If you stuff questions into your tests or give your 

students more homework than they can complete, then you are not allowing 

them time to think creatively. 

8. Instruct and Assess Creatively 

If you want to encourage creativity, you need to include at least some 

opportunities for creative thought in assignments and tests. Ask questions that 

require factual recall, analytic thinking, and creative thinking.  

9. Reward Creative Ideas and Products 

Reward creative efforts. For example, assign a project and remind students that 

you are looking for them to demonstrate their knowledge, analytical and 

writing skills, and creativity. Let them know that creativity does not depend on 

your agreement with what they write, only that they express ideas that 

represent a synthesis between existing ideas and their own thoughts. Some 

teachers complain that they cannot grade creative responses with as much 

objectivity as they can apply to multiple-choice or short-answer responses. 

However, research shows that evaluators are remarkably consistent in their 

assessments of' creativity (Sternberg & Lubart, 1995).  

10. Encourage Sensible Risks 

To help students learn to take sensible risks, encourage them to take some 

intellectual risks with courses, activities, and teachers-to develop a sense of 

how to assess risks.  

11. Tolerate Ambiguity 

A creative idea tends to come in bits and pieces and develops over time. But 

the period in which the idea is developing tends to be uncomfortable. When a 

student has almost the right topic for a paper or almost the right science 

project, it's tempting to accept the near miss. To help students become creative, 

encourage them to accept and extend the period in which their ideas do not 

quite converge. Ultimately, they may come up with better ideas. 
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12. Allow Mistakes 

Great thinkers made contributions because they allowed themselves and their 

collaborators to take risks and make mistakes. Schools are often unforgiving of 

mistakes. Errors on schoolwork are often marked with a large and pronounced 

X. When your students make mistakes, ask them to analyze and discuss these 

mistakes. Often, mistakes or weak ideas contain the germ of correct answers or 

good ideas. For the teacher who wants to make a difference, exploring mistakes 

can be a learning and growing opportunity. 

13. Identify and Surmount Obstacles 

When a student attempts to surmount an obstacle, praise the effort, whether or 

not the student is entirely successful. Point out aspects of the student's attack 

that were successful and why, and then suggest other ways to confront similar 

obstacles. You can also tactfully critique counterproductive approaches by 

describing a better approach, as long as you praise the attempt. Ask the class to 

brainstorm about ways to confront a given obstacle to get them think about the 

many strategies we can use to confront problems ; a procedure which develops 

problem- solving skills. 

14. Teach Self-Responsibility 

Part of teaching students to be creative is teaching them to take responsibility 

for both success and failure. Teaching students how to take responsibility 

means teaching students to (1) understand their creative process, (2) criticize 

themselves, and (3) take pride in their best creative work.  

15. Promote Self-Regulation 

Here are some things students can do to promote their self-regulation: 1. List 

multiple ideas for an assignment, 2. Assess ideas for creativity and pursue one, 

3. Defend your choice, 4. Develop plans for completing the assignment, 

including how and where to find information, and how and when you will 

finish the project, 5. Keep a daily log of progress, roadblocks, and how you 

surmounted problems, 6. Participate in daily class discussions regarding 

progress on the report and physical distractions (e.g., being hungry or tired), 7. 

Discuss teacher feedback on finished projects, and 8. Assess a classmate's 

project and review and discuss peer evaluations. 
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16. Delay Gratification 

Part of being creative means being able to work on a project or task for a long 

time without immediate or interim rewards. Students must learn rewards are 

not always immediate and that there are benefits to delaying gratification. 

Many people believe that they should reward children immediately for good 

performance, and that children should expect rewards. This style of teaching 

and parenting emphasizes the here and now and often comes at the expense of 

what is best in the long term. Projects are clearly superior in meeting this goal. 

17. Encourage Creative Collaboration 

Collaboration can spur creativity. Encourage your students to collaborate with 

creative people because we all learn by example. Students benefit from seeing 

the techniques, strategies, and approaches that others use in the creative 

process. So, it is worthwhile to give students the chance to work 

collaboratively and to make the process of collaboration more creative. 

18. Imagine Other Viewpoints 

An essential aspect of working with other people and getting the most out of 

collaborative creative activity is to imagine ourselves in other people's shoes. 

We broaden our perspective by learning to see the world from a different point 

of view, and that experience enhances our creative thinking and contributions. 

Encourage your students to see the importance of understanding, respecting, 

and responding to other people's points of view.  

19. Recognize Person-Environmental Fit 

What is judged as creative is an interaction between a person and the 

environment ( Gardner, 1993; Sternberg & Lubart, 1995). The lesson is that we 

need to find a setting in which our creative talents and unique contributions are 

rewarded or we need to modify our environment.  

20. Find Excitement 

To unleash your students' best creative performances, you must help them find 

what excites them. Remember that it may not be what really excites you. 

People who truly excel in a pursuit, whether vocational or avocational, almost 

always genuinely love what they do. Certainly the most creative people are 

intrinsically motivated in their work (Amabile, 1996). 
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 21. Seek Stimulating Environments 

Help your students develop the ability to choose environments that stimulate 

their creativity. Choose some environments for the class to explore and help 

your students connect the environments with the experiences, creative growth, 

and accomplishment. Plan a field trip to a nearby museum, historical building, 

town hall, or other location with interesting displays and ask your students to 

generate and examine creative ideas for reports. Get students involved in role-

playing.  

22. Play to Strengths 

Show students how to play to their strengths. Describe your strengths to your 

students and ask them to declare their strengths. Any teacher can help students 

play to their strengths. All you need is flexibility in assignments and a 

willingness to help reluctant students determine the nature of their interests and 

strengths. 

23. Grow Creatively 

Once we have a major creative idea, it is easy to spend the rest of our career 

following up on it. It is frightening to contemplate that the next idea may not be 

as good as the last one, or that success may disappear with the next idea. The 

result is that we can become complacent and stop being creative. Being 

creative means stepping outside the boxes that we-and others-have created for 

ourselves. 

24. Proselytize for Creativity 

Make the difference by telling your colleagues, associates, administrators, 

principal, school board members, and everyone else how important it is to 

develop creativity in students. 

Use examples of creative student work, particularly from students who are not 

gifted in traditional academic abilities, to demonstrate the difference it makes 

to teach for creativity.  
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Train the Trainer 

 

Introduction: 

       Some heads of staff become trainers because they are passionate about 

sharing their knowledge and about helping people. Others become trainers 

because their supervisors ask them to get involved in mentoring, training, or 

coaching new or existing teachers. Often they are thrust into a difficult 

situation without much understanding of what training is or how to do it well.  

 

What‘s meant by training the trainer? 

    In recent years, there emerged a new tendency to train a group of qualified 

people in order to prepare them to train other people, hence maximizing the 

number of trainees. This practical trend is called ―training the trainers‖.      

 

Why do we need to train the trainers? 

 

Deficiencies in the performance of some senior teachers 

    A head of staff may notice considerable deficiencies in the performance of a 

number of teachers in his schools.  These deficiencies may be due to false 

conceptions or lack of knowledge. They may be due to lack of experience as 

well. 

Economical and practical factors 

    Training the trainers saves a lot of time and money. For, to prepare training 

courses for 50 people for instance is much practical and economic than training 

500 people. 

The need for continuous in-service training 

    A training course may take a short period of time – days or maybe weeks. 

But some teachers need continuous training and follow up all over the year, 

esp. newly recruited teachers. This kind of in-service training can only be 

achieved if supervisors trained their heads of staff to be good qualified trainers 

capable of following up their teachers all the year long. So, the need for 



157 

 

continuous in-service training has become a must; and it can only be achieved 

through training the trainers. 

 

Recurrence of new issues in the field of education 

 

     Almost everyday, new issues occur in the field of education in the State of 

Kuwait. There are many examples such as new syllabuses, new trends in 

methods of teaching, new assessment systems…etc. This creates the need for 

training courses for heads of staff and teachers as well.   

 

When should a supervisor design a training course? 

The implementation of a new syllabus 

The need for training new recruits in schools 

Refreshment courses for old handed teachers 

The need for training on methods of assessment and remedial work 

The need for Supervisory Skills course 

The need for Leadership Skills course 

The need for Communication Skills course 

The need for a Fluency course 

The arise of any problems in a number of schools 

What do trainees need to be efficient trainers? 

    A successful training course should focus on practical, proven, leading-edge 

techniques and strategies that both new and experienced trainers can use 

immediately with success. 

Trainees should learn how to: 

Build instant rapport with participants from the beginning 

Deliver content logically and simply in a brain-friendly fashion 

Orchestrate the optimum environment for training 

Engage the audience in multi-faceted, ingenious ways to facilitate learning 
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Use and combine compelling audio & visual aids to utilize more senses 

Choose creative and stimulating delivery formats for technical material 

Facilitate partner and group activities applicable to learning goals 

Transfer information from short-term to long term memory 

Plan and design a multi-sensory training that will have lasting impact 

Apply accelerated learning strategies for results-boosting, super –charged 

training 

       and much more ……. 

In a ―train - the - trainer‖ course, teach your trainees how to:  

Recognize the importance of considering the participants and their training 

needs, including different learning styles and adult learning principles  

Write objectives and evaluate whether these objectives have been met at the 

end of a training session  

Develop an effective training style using appropriate training aids and 

techniques 

Teach your trainees: 

The essential background for trainers to have  

How being genuine enhances training  

How to ask good questions  

Key listening skills  

How to develop rapport building strategies  

The essentials of presentation skills 

Advanced Skills for the Trainer 

     Behind every spectacular training session is a lot of preparation and 

meticulous attention to detail. The truly skilled trainer can make a program 

exciting. The learners will have fun while they are learning if the facilitator is 

able to involve their emotions as well as their minds. You will see the 

involvement, and you will feel the energy. 

Enhance your understanding of learning styles and how to accommodate all 

four learning styles in the classroom  
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Understand the key principles of effective communication in a training course 

setting  

Use a variety of training techniques to stimulate participation  

Develop a plan and prepare for an effective training session  

Understand the different levels of evaluation and when to use each  

Understand how and when to add fun and humor to your training session  

Identify advanced interventions for difficult situations  

Practice the skills needed for a team presentation 

Facilitation Skills: 

    Facilitation skills are essential for anyone who wants to work collaboratively 

in groups or in a training course. Facilitation skills honor, enhance and focus 

the wisdom and knowledge that lay dormant in most training groups. They are 

critical skills for developing what we come to think of as learning organization. 

     Head of staff are often asked to facilitate rather than instruct in their training 

sessions. Facilitation skills are necessary for a successful trainer. 

What is facilitation? 

The Latin root of the word ―facilitate‖ is ―to enable, to make easy‖. 

A facilitator’s job is to: 

Get others to assume responsibility and to take the lead 

Help the group define its overall goals and its specific objectives 

Help members assess their needs and create plans to meet them 

Provide processes that help members use their time effectively to make high 

quality decisions 

Guide group discussion to keep it on track 

Skills a good trainer needs: 

A good trainer should be… 

Easy to work with 

A team player 

Aware of individual and group dynamics 
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Assists colleagues to work together more effectively 

Knowledgeable in the interpersonal skills of communication, collaborative 

problem solving and planning, consensus building, and conflict resolution 

Content neutral party who doesn‘t take sides  

Honor, enhance , and focus the knowledge that lies dormant in most groups 

What makes a good trainer? 

The good trainer encourages full participation 

The good trainer promotes mutual understanding 

The good trainer fosters inclusive solutions 

The good trainer encourages diverse communication styles 

The good trainer teaches new thinking skills 

Presentation skills: 

    Visuals build anticipation to your presentation and hook people‘s interest 

from the very beginning. 

Other ways to create an interactive, friendly atmosphere include:  

Familiarizing yourself and the participants with safety/housekeeping items 

such as location of exits and washrooms.  

Beginning the session on time.  

Greeting people as they come in the room.  

Demonstrate positive, open body language even if someone challenges you.  

Introduce yourself to others if you are on a panel.  

Introduce yourself to several members of the audience using a firm handshake.  

being available during breaks  

Making eye-contact.  

Having participants fill out name tags so that you can call them by their name.  

Listening to the question and then answering - do not anticipate the rest of the 

question as this will lead to a confused answer for the person asking the 

question.  



161 

 

IMAGINE SUCCESS 

Some attention-getting techniques to include:  

props  

posters  

pop quizzes  

stories and real-life examples  

humor  

voice inflection  

stage movement  

asking questions to the audience  

reminding them of a post-test  

gesturing  

using a quotation  

audience participation  

Developing Your Training Program: 

Before the training course: 

Identify trainees‘ needs using a needs analysis survey 

Create a training data base 

Set clear measureable objectives 

Design a plan for the course 

Prepare your presentation 

Prepare your handout and materials 

Set time schedule , place arrangements and facilities 

Do any needed administrative preparation 

At the beginning: 

Welcome participants 
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Introduce yourself and ask participants to introduce themselves 

Explain your role 

Clarify your objectives 

Provides rationale for why the training course is important and useful  

Go through the agenda 

Set time frames 

Start with an eye-catching ice-breaker 

 During the sessions: 

Stimulate interest and curiosity 

Use dynamic energizers 

Relate topics to common experiences of trainees 

Guide and manage the processing of information 

Execute your training plan by selecting suitable methods, materials, and 

resources 

Check the pace : not too fast neither too slow 

Check whether your techniques are working 

Summarize periodically and at the end of sessions 

At the end: 

Help trainees make a clear statement of what they learned in the training course 

Check with trainees the achieved objectives of the training course 

Deduce a conclusion 

Inquire about any comment by trainees 

      The following suggestions are provided to assist facilitators when dealing 

with participants who may experience difficulties with the changes required by 

the introduction of new knowledge and responsibilities: 
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REACTION TO 

CHANGE 

WHY (?) WHAT TO DO 

... 

participants feel 

disoriented, awkward, ill at 

ease, self-conscious 

they don‘t know what to 

expect, what the impact 

of the change will be on 

them 

give examples, 

provide as much 

information and 

possible 

participants complain 

about what they have to 

give up 

change usually involves 

letting go of something 

they are used to, 

comfortable with 

acknowledge loss 

without dwelling 

on it, also mention 

benefits of the 

change  

participants feel they are 

put on the spot, or that 

they alone are having 

difficulties 

change occurs on an 

individual basis, even if 

the change affects 

everyone 

structure 

interaction, small 

groups, 

collaboration, let 

them know who 

can help 

participants indicate that 

too many changes are 

expected of them 

people can only take so 

much change 

prioritize, proceed 

gradually 

some participants are right 

into it while others are 

dropping out 

people are at different 

levels of readiness of 

change 

be non-judgmental, 

accepting; let the 

informal leaders in 

the group help the 

others along 

participants are negative, 

don‘t want to or can‘t 

handle the change 

people are concerned 

that they don‘t have the 

resources to do what is 

expected of them 

indicate sources of 

support, resources 

to call, reference 

material 

after the course, 

participants return to the 

‗status quo‘, to the way 

things were before 

it is normal to revert 

back to the way things 

were at the beginning of 

the change process 

be aware that 

relapse is natural; 

be there to support 

staff and check on 

how they are 

doing, solicit their 

questions and 

concerns, even 

long after the 

course is over 
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Training materials and tools: 

Openers , Icebreakers 

Energizers, Games 

Practical application tasks 

Simulations, Brainstorming 

Graphic organizers 

Role Plays, Case Studies 

 Lectures, Live presentations 

Open discussions, Microteaching 

Slide shows, Audio visuals  

 Top Tips for Trainers, Live, breathe, walk and talk.  

Learn how to get people into a flow state, and then get out of the way.  

Train on subjects you are passionate about.   

Raise the bar for yourself and your trainees. Raise your expectation about what 

they will go back and do differently.   

Lose the PowerPoint!  And be yourself! 

Learn to let go. Content isn‘t the experience and sometimes trainees need to go 

off track to get the real learning.   

Build a great relationship with your trainees.  

Build your outcomes. Once you‘ve got the outcomes right, design and 

evaluation are much easier.    

 

 

 

 

 

 

 



165 

 

 

Conclusion: 

           Qualified trainers have many of the same qualities of good teachers and 

good counselors. They are empathic, genuine, open, and flexible. They respect 

their trainees as persons and as developing professionals, and are sensitive to 

individual differences of trainees. They also are comfortable with the 

facilitative functions inherent in the trainer‘s role. Even more, good trainers 

really enjoy training, are committed to helping the teachers grow, and evidence 

commitment to the training enterprise by their preparation for and involvement 

in training sessions. 

        Efficient training shouldn‘t only re-energize trainees, but also give them 

new insights on strategies that can be used in training other trainees as well. 

Trainees should walk away with new skills, new ideas and new tools that lead 

them to success as qualified trainers afterwards. Inspire your trainers to make 

their training skills much more effective. 
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Effective Communication Strategies for Senior Teachers 

 

According to research conducted by management experts of all school of 

thoughts, 15% of the reason you get and keep a job is determined by your 

technical knowledge, skills and expertise. 

 

Where does that leave the other 85% 
85% of the reason you move ahead in your job is related to your people 

knowledge and people skills. 

 

It goes without any shadow of doubt that, as a senior teacher, you 

must become aware of the critical need for a specialized knowledge on how 

you can manager yourself and your subordinates for peak performance. If you 

study professional managers in various industries, you will notice a common 

problem in many (if not all) of the different situations men and women are 

facing– and the common denominator in all problems is always the same: 

 

PEOPLE. 

 

Managing people starts with self-management, and it is one of your 

top-most priorities if you really want to be successful in your senior career as a 

managerial role. According to Tom Peter, author of the best-selling book ‗A 

Passion for Excellence‘, the real challenge is retraining seniors / managers, not 

retraining workers.  

With this in mind, the sole objective of this article is to develop excellence in 

you, and to provide you with fundamentals and motivation to professionally 

develop and utilize your team mates. 

 

The foundation for developing yourself and others is wrapped up in the very 

word: 

 

M.A.N.A.G.E.R:  
Motivator  

Activator  

Negotiator 

 Achiever  

Goal-setter 

 Educator or Evaluator  

Risk Taker (that is, Courageous) 
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The above is a foundational truth in managing yourself and your team 

members. It highlights a principle and not a tactic. As a tactic, this definition 

would be ineffective; but as a principle, the concept works because it makes 

others want your communication skills as a senior teacher. 

 

All professional heads of department  know well that when they put people 

first, their 

effectiveness and efficiency multiply. Lee Iacoccoa, the past chairman who 

elevated the Chrysler Corp. from the rock-bottom failure to one of the top ten 

auto leaders, remarked:  

―My philosophy is that people make business; technology is a distant second.” 

 

Utilize All Your Strengths & Resources 

You will agree that the basic and the simplest definition of management is 

‘getting things done through people’. 

 

The story of a teenager explains the point: a young, growing boy was trying his 

best to pull his bicycle out of the mud, but failed over and again. His father 

stood nearby and said to him: Son, why are you not using all your strengths and 

resources?. The little boy replied‖: I‘m using all my strengths and resources, 

dad!, whereupon his father lovingly told him that he was not at all using all his 

strengths and resources, because he had not asked him (his father) to help. 

 

The moral of the story is that all successful senior teachers utilize their 

strengths and resources by identifying, developing and utilizing the physical, 

mental, emotional and intellectual talents of their subordinates. 

Undoubtedly, the greatest untapped natural resource and the most expensive 

one in terms of performance/reward ratio, is people. Motivating staff to make 

their full contribution is the only and the fastest way that senior teachers can 

professionally play his role.  

Exhaustive research proves that a majority of staff members just await 

someone to come along and set them on fire. Consequently, all heads of 

department need to develop their ability to bring out the very best in their 

subordinates by: 
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1. Learning what makes your staff tick 
 

Talk to your staff, understand your employees, and develop a rapport with 

them to find out what hinders them from great success and what can make 

them succeed more. If you go ‗under the hood‘ of your own motivations, you 

can also discover how you can relate to your employees. 

 

2. Understanding your staff’s ‘buying motives and hot buttons’ 

 
As they transfer their own aspirations and enthusiasm to those who follow their 

footsteps. This demands them to be an excellent salesperson, an igniter who 

gets job done by working with and through staff. Besides, he/she should also 

have a proper understanding of the idiosyncrasies that make staff members 

different from one another – why they are valuable to the organization. 

 

3. Speed of the leader is the speed of the follower 
 

Regardless of your department or division, the following self-analysis will 

enable you to explore your senior managerial capabilities. By now you should 

be ready to go – so fasten your seatbelts and grab your marking pen, because 

the following exercise will take you to an action-and-information journey you 

have ever undertaken! 

 

Take our self-test to gauge your management levels. 
 

Score 15-29 – You are proactive with your effective communication skills.  

Keep it up! 

 

Score 30-59 – You generally keep team spirits high.  

Focus on listening, then responding. 

 

Score 60-75 – You and your team have poor communication.  

Change your style quick! 
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Head of department management Levels: 

 

Ask Yourself the Following Questions  

 

1. I always listen to my team members more than I talk to them and I‘m open 

to their thoughts and suggestions 

2. I set short and long range goals, involve all my team members in the goal-

setting process and then organize a clear plan to reach them. 

3. I focus on planning, organizing and motivating my team players, and I don‘t 

assign these tasks to others 

4. I delegate a project to help my team members develop their skills and 

expertise, and I hold them responsible for their results 

5. I always plan an agenda to find a solution to a challenging project, and I 

openly and honestly consider my workers' ideas as a valuable input 

6. I am able to keep control over all of my team members without ever 

suppressing their self-esteem and self-motivation 

7. I regularly spend time analyzing reports to identify my workers‘ deficiencies 

and opportunities for improvement 

8. I am able to increase the efficiency of my department by understanding the 

motives and needs of each team mate 

9. I provide team spirit by encouraging my staff to work together, and I always 

appreciate their individual talents and abilities 

10. I always ensure that my staff members have the required training, and 

know how to apply it to their job 

11. I impartially consider the opinions and needs of all of my workers when 

resolving a conflict and I work hard to resolve it 

12. I always set and follow ground rules for the office meeting, and I properly 

complete each point before moving to the next one 

13. I implement a change and then give my team members time to adjust 

themselves to it 

14. I can overcome any work pressure, enjoy making tough decisions and have 

the desire to become an outstanding leader 

15. I am a visionary, believe in risk-taking and always seek and accept bigger 

challenges 
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