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Introduction

Selecting the material for the Course of English for Specific Purposes for Students of Education, I had in mind two main objectives:

· to provide linguistically challenging texts that will foster real development of my students’ English language skills and knowledge, and thus prepare them to use English widely as a tool in developing their professional competences;
· to provide texts that will develop my students’ critical thinking and thus shape the way they think about teaching and learning and about their classroom practices.

The texts cover authentic educational material taken from professional literature and downloaded from Internet sites.

I am excited about this possibility to provide the course material in electronic form as I believe that an ESP course in the field of education should have a dynamic form and thus be ready to respond to changes and innovative ideas. 
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What is different about teaching children?
It is interesting that the term leamer-centred, meaning that children's needs and interests are placed at the centre of planning and teaching, is no longer as commonly used as before. It was often interpreted in the wider EFL world as simply putting fun into learning, whereas what was often necessary was ensuring there was some learning in all the fun! In line with current thinking we shall use the term learning-centred to highlight a greater emphasis on the need to maximize learning and provide both support and challenge in learning. If we want to focus on learning​ centred teaching it is vital that we are well-informed about the physical, emotional, conceptual and educational characteristics of children and how theory has shaped our views on how children think and learn. 

If we learn a foreign language as adults, we often have a long-term goal, such as wanting to get a job where bilingual skills are important, or wanting to study further in the country of the target language. These purposes are highly motivating and greatly increase our willingness to spend the long hours it takes to master another language. Young chil​dren, on the other hand, are not yet in control of their lives and still have a great deal to learn in their own language, as well as learn anoth​er one. 

Young children are different from older learners because children:

· have a lot of physical energy and often need to be physically active
· have a wide range of emotional needs

· are emotionally excitable

· are developing conceptually and are at an early stage of their schooling 
· learn more slowly and forget things quickly

· tend to be self-oriented and preoccupied with their own world

· get bored easily

· are excellent mimics

· can concentrate for a surprisingly long time if they are interested 

· can be easily distracted but also very enthusiastic

Of course we must remember that chronological age is not always the same as developmental age. Individual differences in learners, both within and across age bands, is especially marked at primary level. 

Parental support and interest is a key factor in children's learning. With good parental support some young children may start school with good concentration and memorization skills, having been introduced to action songs, counting rhymes, bedtime stories, computer games, and so on. They may know the alphabet and how to handle a book, recognize print, use a counting line, and so on. Others will not, and as research shows, such pupils are already at a disadvantage, although some will easily catch up. 
(Taken from The Primary English Teacher’s Guide by J. Brewster & G.Ellis, 2004)

How children think and learn

Behaviourism heavily influenced our views on how children learn languages. This view was shaped by the way behav​iourists thought about children's learning in general, where children were seen as a 'blank slate' who learned by reacting passively to differ​ent kinds of stimuli and the positive or negative feedback they received. This view holds that teaching equals learning. This is known as the transmission model of learning. By contrast, Piaget presented the child as actively constructing his or her own thinking by acting upon the phys​ical and social environment. All children were seen to go through a series of clearly defined stages of intellectual development. For example, most children between four to eight years are at the concrete-operational stage, where all learning develops only where it is heavily contextualized in concrete situations. By eleven, some pupils may move into the stage of formal operations, where they are capable of more abstract thought and can learn in a more decontextualized way. This was widely inter​preted as meaning that it is not possible to teach young children some things until they are 'ready'. It is now widely accepted that Piaget under​estimated the role of language and the role of adults in helping children to learn while over-estimating the role of play. However, his work trig​gered enormous interest in exploring how young children think and learn through observing children's behaviour in relation to tasks they were given.

Bruner (1983) investigated why children find school learning so difficult.

He discovered that this was because children experienced it as very separate from their real lives. His theory of learning is essentially constructivist, a model of learning in which the child is seen as an active agent in his or her own learning, selecting, retaining and transforming information to construct knowledge which is shaped by his or her unique way of seeing and interpreting the world. This, he called scaf​folding. If we think of building a house we may see some similarities to the ways in which a child learns. In house-building scaffolding is put up to support the building process. This is broken up into stages: first the foundations, then the walls and ceilings (the building blocks), then the systems - plumbing and electrics - which connect everything together. The links and networks between these different stages build up internal strengths so that by the time the scaffolding is removed, the house sup​ports itself. In this way Bruner thought that the child's learning is a process, not merely a product, which can be accelerated or enhanced by breaking learning into stages and providing the building blocks and systems which connect these together. He saw children's learning as moving through three modes of representation, knowing something through doing it, through working with a picture or image of it and through using some symbolic means, such as language. Studies of how very young children consolidate their learning experiences reveal interesting patterns which reflect these three modes.

The work of Vygotsky (1978) is also very important since he emphasised the role of the adult and of language in children's learning. He saw the process of mental development as working on two levels, the present actual level and the future, potential level of development. The difference between the views of Piaget and Vygotsky are that the first believes the child learns through his or her own individual actions and exploratiol1, whereas the second believes that adults/teachers work actively to improve children's level of development. Another major dif​ference between Piaget and Vygotsky is their view of the role of language in learning. Vygotsky held the view that speech precedes thinking, so that very young children find it helpful to speak out loud about what they are doing. From the ages of three to seven children's private speech changes to include conversational speech with others. A major legacy of Vygotsky's work is the importance placed upon developing opportunities to allow young children to talk in order to develop their thinking. His model of learning, social-constructivist, sees children as constructing their understandings from the social interaction of their learning contexts, with all its possibilities and limitations. Anning (1991) suggests that children are unique in what they bring to the learning experience but tend to draw on the same kinds of learning strategy. This means that we can think of learners as having individual differences but who learn using similar strategies to other children. The notion of metacognition, which is concerned with how children learn to think, plan and remember, has become increasingly important over the last fifteen years. Ellis and others believe that helping children to gain insights on how they think, plan and remember aids them in developing the con​fidence to tackle similar and new tasks. The role of the teacher here is to provide a model of the kinds of strategies that are useful. 

We have so far considered some of the most important psychological theories about learning, but many teachers find it difficult to apply these kinds of psychological theory to their actual classroom practice. According to Gipps 'it is now more widely accepted that we need to generate educational theory out of good educational practice'. This can be seen in the way teachers pick out aspects of theories which fit in with their 'common-sense' view, based on classroom experience, of how learning seems to take place. 
(Taken from The Primary English Teacher’s Guide by J. Brewster & G.Ellis, 2004)

The Stages of Cognitive Development
Piaget places great emphasis on the child's ability actively to make sense of the world. Children do not passively soak up information, but select and interpret what they see, hear and feel in the world around them. From his observation of children, and the numerous experiments he conducted into their ways of thinking, he concluded that human beings go through several distinct stages of cognitive development, i.e. learning to think about themselves, and their environment. Each stage involves the acquisition of new skills and depends on the successful completion of the preceding one.

The first stage is the sensorimotor, which lasts from birth up to about age two. Until aged about four months, an infant cannot differentiate itself from the environment. For example, the child will not realize that its own movements cause the sides of its crib to rattle. Objects are not differentiated from persons, and the infant is unaware that anything exists outside the range of his vision. Infants gradually learn to distinguish people from objects, coming to see that both have an existence independent of their immediate perception. Piaget calls this early stage sensorimotor because infants learn mainly by touching objects, manipulating them and physically exploring their environment. The main accomplishment of this stage is that by its close the child understands its environment to have distinctive and stable properties.

The next phase, called the pre-operational stage, is the one to which Piaget devoted the bulk of his research. This stage lasts from ages two to seven, when children acquire a mastery of language and become able to use words to represent objects and images in a symbolic fashion. A four-year-old might use a sweeping hand, for example, to represent the concept "aeroplane". Piaget terms the stage pre-operational because children are not yet able to use their developing, mental capabilities systematically. Children at this stage are egocetric. As Piaget uses it, this concept does not refer to selfishness, but to the tendency of the child to interpret the world exclusively in terms of its own position. She or he does not understand, for instance, that others see objects from a different perspective to his or her own. Holding a book upright, the child may ask about a picture in it, not realizing that the person sitting opposite can only see the back of the book.

Moreover, children at the pre-operational stage are not able to hold connected conversations with another. In egocentric speech, what each child says is more or less unrelated to what the previous speakers said. Children talk together, but not to one another in the same sense as adults. During this phase of development, children have no general understanding of categories of thought that adults tend to take for granted: concepts such as causality, speed, weight or number. Even if the child sees water poured from a tall, thin container into a shorter, wider one, he or she will not understand that the volume of the water remains the same - concluding there is less water, because the water level is lower.

The third stage, the concrete operational period, lasts from ages seven to eleven. During this phase, children master abstract, logical notions. They are able to handle ideas such as causality without much difficulty. She or he becomes capable carrying out the mathematical operations of multiplying, dividing and subtracting. Children by this stage are much less egocentric. 
Finally, the years from eleven to fifteen cover what Piaget calls the formal operational period. During adolescence, the developing child becomes able to grasp highly abstract and hypothetical ideas. When faced with a problem, children at this stage are able to review all the possible ways of solving it and go through them theoretically in order to reach a solution. The young person at the formal operational stage is able to understand why some sorts of questions are trick ones. To the question "What creatures are both poodles and dogs?", the child might or might not be able to give the correct reply (the answer is "poodles"), but he or she will understand why this answer is right and appreciate the humour in it.

And to conclude, according to Piaget, the first three stages of development are universal; but not all adults reach the formal operational stage. The development of formal operational thought depends in part upon processes of schooling. Furthermore, adults of limited educational attainment tend to continue to think in more concrete terms and retain large traces of egocentrism.
(Taken from English for Students of Psychology and Education,by M. Prica, 1996)

Multiple Intelligences Theory

In the past, intelligence was a fixed, static entity at birth which was defined operationally as the ability to answer items on IQ tests. Even since the publication of his Frames of Mind (1983), Dr. Howard Gardner has postulated an alternative definition of intelligence based on a radically different view of intelligence. According to him, an intelligence entails the ability to solve problems or fashion products that are of consequence in a particular cultural setting or community. There are many, not  just one, different but autonomous intelligence capacities that result in many different ways of knowing, understanding, and learning about our world. Up to the present, he has proposed a schema of eight intelligences and suggests that there are probably many others that we have not yet been able to test (Gardner, 1995). A summary of Gardner's eight intelligences is given as follows:

Verbal/Linguistic Intelligence is the ability to use language effectively and creatively both orally and in writing. It describes the learner with a good vocabulary, a good reader, who learns well from stories and likes doing crosswords. This intelligence can be seen in such people as poets, playwrights, storytellers, novelists, public speakers, and comedians.

Logical/Mathematical Intelligence is the ability to use numbers effectively, to recognize abstract patterns, to discern relationships and to reason well. It describes the learner who is good at or likes using computers, is good at problem-solving and likes classifying, sequencing and ranking activities. The intelligence can be seen in such people as scientists, computer programmers, accountant, lawyers, bankers, and, of course, mathematicians.

The logical/mathematical and verbal/linguistic intelligences form the basis for most systems of education, as well as for all forms of currently existing standardized testing programs.

Visual/Spatial Intelligence involves the ability to sense form, space, color, line, and shape including the ability to graphically represent visual or spatial ideas. It describes the learner who enjoys drawing, who learns well from using pictures, charts, maps, diagrams, etc. This intelligence can be seen in such people as architects, graphic artists, cartographers, industrial design draftspersons, and, of course, visual artists (painters and sculptors).

Bodily/Kinesthetic Intelligence is the ability to use one's body to express oneself and to solve problems. It describes the learner who learns through manipulating and moving objects and lively activities – action rhymes and games. This intelligence can be seen in such people as actors, athletes, mimes, dancers, and inventors.

Musical/Rhythmic Intelligence involves the ability to recognize tonal patterns and a sensibility to rhythm, pitch, melody, etc. It describes the learner who learns well through the use of chants, rhymes and songs. This intelligence can be seen in advertising professionals (those who write catchy jungles to sell a product), performance musicians, rock musicians, dance bands and composers.

Interpersonal Intelligence involves the ability to understand people's moods, feelings, motivations and intentions. It includes the ability to work cooperatively with others in a group and to communicate, verbally and nonverbally, with other people. It describes the learner who learns well from pair- or group-work activities such as interviews, games, surveys, etc. This form of intelligence is usually highly developed in such people as counselors, teachers, therapists, politicians, and religions leaders.

Intrapersonal Intelligence involves the ability to understand the internal aspects of the self and to practice self-discipline. It describes the learners who is good self-evaluator and likes to reflect, as well as doing self-assessment exercises, learning diaries, etc.; someone who likes independent learning, such as project work and presentations; someone who likes creative writing. This intelligence can be seen in such people as philosophers, psychiatrists, spiritual counselors, and cognitive pattern researchers.

Naturalist Intelligence involves the ability to recognize and classify plants, minerals, and animals, including rocks, grass, and all variety of flora and fauna. It also includes the ability to recognize cultural artifacts like cars, sneakers, etc. It describes the learner who is good at recognizing patterns in things; someone who notices similarities and differences between things, who is good at classifying and organizing things into groups. This kind of intelligence enriches the other seven intelligences. The intelligence can be seen in such people as farmers, hunters, zookeepers, gardeners, cooks, veterinarians, nature guide, and forest rangers.
Armed with this knowledge, teachers can ensure they provide enough variety in the activities they use so that as much of their pupils’ learning potential can be tapped as possible. 
(Adapted from The Primary English Teacher’s Guide by J. Brewster & G.Ellis, 2004)

Obstacles and Misconceptions in Teaching for Thinking

Disagreements over the proper psychological approach

Obviously, among psychologists there are a great many disputes, such as those over the nature of learning, the role of memory and concept formation, and the nature of intelligence and of affective factors, that have been followed keenly by educators because of the bearing these issues can be expected to have on education. Much hangs, therefore, upon the psychological approach that educators suppose to be correct when they begin the planning that will make their schools more reflective. We must not confuse

1. 
Attempting to understand children’s cognitive development by studying what children can’t do without intervention
With

Attempting to understand the cognitive development of children by studying what children can do with intervention

Comment. This is, in part, the issue between Piaget and Vygotsky. Since virtually all educational situations involve adult mediation between the culture and the child, and since such mediation comes in a variety of styles, each has its own impact on children’s learning. It is hazardous to accept Piagetian approach as a norm for curriculum construction or for the devising of pedagogies. Piaget is so interested in showing what children cannot do unaided at a given stage that he is unable to focus on how they can be helped to do it.

2.
Stressing all the varieties of human intelligences (mathematical, musical, linguistic, etc.) so as to aim at the cultivation of all varieties

Versus


Emphasizing only certain varieties of human intelligence

Comment. In the long run, Howard Gardner’s emphasis on the variety of human intelligence is both correct and just, for it provides a fair and humane goal for the educational process. But it is of little consolidation to those who are language-deficient and who discover that language and mathematics, rightly or wrongly, are the established currencies of the classroom. All of the child’s potential modes of intelligence deserve to be developed, and the schools should develop literacy in each of these modes.

(Taken from Thinking in Education (2003) by Matthew Lipman)
Social-interactionist views of language acquisition

In the late 1970s and 1980s developmental psychologists emphasised the importance of social factors, which leads us on to the current view, 'social-interactionist'. This emphasises the importance of human social interactions, and the role of adult and child relationships in learning. A crucial element in this view is the way language is modified to suit the level of the learner. As a result, many studies were made of the way the chief caregiver, often the mother, talked to the child. Bruner (1983) showed how an innate device, such as Chomsky's LAD, was not able to function without the help given by an adult. They called this kind of help the Language Acquisition Support System or LASS. Bruner said there needed to be a child component, incorporating an innate tenden​cy for active social interaction and language learning (LAD), and a social support component provided by other speakers, especially adults (LASS).

The partner with whom the child interacts provides a structure or frame​work, which Bruncr referred to as 'scaffolding'. The work of Vygotsky in the 1930s (not published in the West until the 1960s) was significant in terms of emphasising the way in which human thinking is dominated by mental processes arising from language. He coined the phrase 'zone of proximal development' (ZPD) to explain the fact that children can do much more with the help of someone more knowledgeable or skilled than themselves than they can do alone. This highlights the importance of social interaction and learning from working with others. Vygotsky then described how the child is able to move away from learning with others to more independent thought and behaviour. The notion of the ZDP has provided us with insights into how teachers can both support and yet challenge learners through the careful design and staging of tasks.

 It seems that the final picture is very complex. Imitation and practice are important in language learning although children are also immensely creative. No doubt in the future more research will develop other insights and views on the child language acquisition process.
(Taken from The Primary English Teacher’s Guide by J. Brewster & G.Ellis, 2004)

Learning Styles

Learning styles, in common with any other style, have in themselves been learned as people repeated strategies and tactics that were found to be successful and discontinued those that were not. In this way preferences for certain behaviour patterns develop and become habitual. These styles tend to be strengthened as people gravitate towards careers that are compatible with their preferred modus operandi. Each style 'connects' with a stage on the continuous learning cycle.

Activists

Activists involve themselves fully and without bias in new experiences. They enjoy the here and now and are happy to be dominated by immediate experiences. They are open-minded, not sceptical, and this tends to make them enthusiastic about anything new. Their philosophy is: "I'll try anything once". They tend to act first and consider the consequences afterwards. Their days are filled with activity. They tackle problems by brainstorming. As soon as the excitement from one activity has died down they are busy looking for the next. They tend to thrive on the challenge of new experiences but are bored with implementation and longer term consolidation. They are gregarious people constantly involving themselves with others but, in doing so, they seek to centre all activities around themselves.

Reflectors

Reflectors like to stand back to ponder experiences and observe them from many different perspectives. They collect data, both first hand and from others, and prefer to think about it thoroughly before coming to any conclusion. The thorough collection and analysis of data about experiences and events is what counts so they tend to postpone reaching definitive conclusions for as long as possible. Their philosophy is to be cautious. They are thoughtful people who like to consider all possible angles and implications before making a move. They prefer to take a back seat in meetings and discussions. They enjoy observing other people in action. They listen to others and get the drift of the discussion before making their own points. They tend to adopt a low profile and have a slightly distant, tolerant, unruffled air about them. When they act it is part of a wide picture which includes the past as well as the present and others' observations as well as their own.

Pragmatists

Pragmatists are keen on trying out ideas, theories and techniques to see if they work in practice. They positively search out new ideas and take the first opportunity to experiment with applications. They are the sort of people who return from management courses brimming with new ideas that they want to try out in practice. They like to get on with things and act quickly and confidently on ideas that attract them. They tend to be impatient with ruminating and open​ended discussions. They are essentially practical, down to earth people who like making practical decisions and solving problems. They respond to problems and opportunities 'as a challenge'. Their philosophy is: "There is always a better way" and "If it works it's good".
Theorists

Theorists adapt and integrate observations into complex but logically sound theories. They think problems through in a vertical, step by step, logical way. They assimilate disparate facts into coherent theories. They tend to be perfectionists who won't rest easy until things are tidy and fit into a rational scheme. They like to analyse and synthesise. They are keen on basic assumptions, principles, theories, models and systems of thinking. Their philosophy prizes rationality and logic. "If it's logical it's good". Questions they frequently ask are; "Does it make sense?" "How does this fit with that?" "What are the basic assumptions?" They tend to be detached, analytical and dedicated to rational objectivity rather than anything subjective or ambiguous. Their approach to problems is consistently logical. This is their 'mental set' and they rigidly reject anything that doesn't fit with it. They prefer to maximise certainty and feel uncomfortable with subjective judgements, lateral thinking and anything flippant.
(Honey & Mumford Learning Styles Retreived from: http://www.trainer.or.uklmembers/theorv/learnerllearninstyles.htm)
Three Kinds of Teacher 

There are three broadly different categories of teacher. Label the following descriptions using the following headings: Enabler, Explainer or Involver.

1. _________________________

Many teachers know their subject matter very well, but have limited knowledge of teaching methodology. This kind of teacher relies mainly on ‘explaining’ or ‘lecturing’ as a way of conveying information to the students. Done with style or enthusiasm or wit or imagination this teacher’s lessons can be very entertaining, interesting and informative. The students are listening, perhaps occasionally answering questions and perhaps making notes, but are mostly not being personally involved or challenged. The learners often get practice by doing individual exercises after one phase of the lecture has finished.

2. _______________________

This teacher also knows the subject matter that is being dealt with. However, she is also familiar with teaching methodology : she is able to use appropriate teaching and organizational procedures and techniques to help her students learn about the subject matter. ‘Teacher explanations’ may be one of these techniques, but in her case it is only one option among many that she has at her disposal. This teacher is trying to involve the students actively and puts a great deal of effort into finding appropriate and interesting activities that will do this, while still retaining clear control over the classroom and what happens in it.

3. ______________________________

Essentially teaching is about working with other human beings. This teacher knows about a subject matter and about methodology, but also has an awareness of how individuals and groups are thinking and feeling within her class. She actively responds to this in her planning and working methods and in building effective working relationships and a good classroom atmosphere. Her own personality and attitude are an active encouragement to learning.

This kind of teacher is confident enough to share control with the learners, or to hand it over entirely to them. Decisions made in her classroom may often be shared or negotiated. In many cases she takes her lead from the students, seeing herself as someone whose job is to create the conditions that enable the students to learn for themselves. Sometimes this will involve her in less traditional ‘teaching’; she may become a ‘guide’ or a ‘counsellor’ or a ‘resource of information when needed’. Sometimes, when the class is working well under its own steam, when a lot of autonomous learning is going on, she may be hardly visible.
These three descriptions of teachers are, of course, very broadly painted. There is no way to categorize all teaching under three headings; many teachers will find elements of each category that are true for them, or that they move between categories depending on the day and the class and the aims of a lesson. However, this simple categorization may help you to reflect on what kind of teaching you have mostly experienced in your life so far and may also help you to clarify what kind of teacher you see yourself as being now or in the future. On teacher training courses I have come across many participants whose initial image of a teacher is based on the ‘explainer’ but who are keen to move to becoming an ‘involver’. 


In the following list I have noted a number of factors in a teacher that might positively affect the learning atmosphere in a classroom.

The effective teacher … 

· Really listens to his students

· Shows respect

· Gives clear, positive feedback

· Has a good sense of humour

· Is patient

· Knows his subject

· Inspires confidence 

· Trusts people

· Empathizes with students’ problems

· Is well-organized

· Paces lessons well

· Does not complicate things unnecessarily

· Is enthusiastic and inspires enthusiasm

· Can be authoritative without being distant

· Is honest

· Is approachable.
Carl Rogers, an American Psychologist, suggested that there are three core teacher characteristics that help to create an effective learning environment. These are

RESPECT = a positive and non judgmental regard for another person

EMPATHY = being able to see things from the other person’s perspective, as if looking through their eyes, and

AUTHENTICITY = being oneself without hiding behind job titles, roles or masks.

Carl Rogers considered that, out of these three teacher characteristics, authenticity was the most important. To be yourself. Not to play the role of a teacher – but to take the risk of being vulnerable and human and honest.

In order to improve the quality of our own relationship in the classroom we do not need to learn new techniques; we need to look closely at what we really want for our students, how we really feel about them. It is our attitude and intentions rather than our methodology that we may need to work on.

(Taken from Learning Teaching  by J. Scrivener, 1994)

Post-Modern Teacher – Future Challenges for the Teacher Profession

If teachers were robots, they would have evolved like other machines from simple to multi-task ones. A teacher robot could identify the many factors influencing the teaching event. It could detect the level of alertness and motivation of the students. It would recognise the level of knowledge of the students. It would evaluate the best type of teaching material to use in order to gain optimal learning results. It would select the best working methods to use in order to meet the learning objectives, and it would identify the best evaluation methods to use to provide a basis for further teaching solutions.

It is not likely that learning management will be as simple and clear-cut an event as to be processed into a mechanic skill or property in the future any more than it is today. The principles highlighting the element of interaction in learning point to the significance of human interaction, when we look into the cultural function of education. A learning environment that encourages interaction supports learning better than one that leaves the learners alone and to their own devices. The modern learning environment has stressed the potential of the options offered by the environment and the importance of self-directed learning. The teacher is seen as part of such environment.

What would happen if the learning environment was stripped of all learning materials, learning tools, data connections and other technical solutions supporting learning? We would be left with a teacher in the middle of his or her students in an empty space. Would not functional interaction then be a prerequisite of all learning in such a case? A tactful teacher with good communication skills and the ability to listen would in this case be a sought-after expert who could make the learning possible. In the midst of all kinds of students, the teacher should be able to manage the situation and people, to be the tolerant adult who can deal with pressure, support his or her students and promote learning.

In the changed role, the teacher should acknowledge the transformation of teaching from individual performance into team work. Many kinds of experts should support the teacher’s work: among these are the parents, other colleagues, the student welfare personnel, the principal and the school. The teacher should be able to face this group of experts, take into account his or her limitations and the gaps in skills and knowledge. The development of professional skills and the updating of abilities, knowledge and skills become important features in the teacher of the future. Updating substance information is not enough, the teacher of the future must also have a versatile range of pedagogical and didactic know-how. 

One can grow and develop into such an adult. Yet, to grow to become a teacher is to become a person who has the ability to manage social relationships. Therefore the selection of teacher trainees plays an important part in finding people who are well suited for working in education. The central criterion for the selection should be receptiveness for training, and the central elements in the receptiveness are motivation, suitability for the profession and commitment. Commitment refers to the understanding of the teaching profession and the acceptance of the changed role of teachers. Teaching is secondary and the enabling of learning is primary.

Then, how can we support the existence of such a post-modern teacher? In addition to student selections, the initial and continuing education of teachers are central. Being a teacher is a development process. The challenge of initial training is to help the students to harness their own strengths and produce “timeless” professional skills which will enable the process of development. Teachers who study and reflect on their own practice are able to utilise theory in their own teaching. They are also able to change and function in the constantly shifting situations.

Teachers should be ready to develop both their own work and the school community. Teachers should also form links outside the school in order to utilise the learning possibilities offered by the surroundings. Yet teachers are still trained too much for teaching inside classrooms. Teachers are not given enough tools for pupil welfare, for cooperation with homes and for functioning in the school community.

(Taken from STEP Closing Conference, 2006, by M.Meri & K.Volmari)

Cooperative Learning

Student’s learning goals may be structured to promote cooperative, competitive, or individualistic efforts. In contrast to cooperative situations, competitive situations are ones in which students work against each other to achieve a goal that only one or a few can attain. In competition there is a negative interdependence among goal achievements; students perceive that they can obtain their goals if and only if the other students in the class fail to obtain their goals. In individual learning situations students work alone to accomplish goals unrelated to those of classmates and are evaluated on a criterion-references basis. Students’ goal achievements are independent; students perceive that the achievement of their learning goals is unrelated to what other students do. The result is to focus on self-interest and personal success and ignore as irrelevant the successes and failures of others.

Cooperation is working together to accomplish shared goals. Within cooperative activities individuals seek outcomes that are beneficial to themselves and beneficial to all other group members. Cooperative learning is the instructional use of small groups so that students work together to maximize their own and each other’s learning. The idea is simple. Class members are organized into small groups after receiving instruction from the teacher. They then work through the assignment until all group members successfully understand and complete it. Cooperative efforts result in participants striving for mutual benefit so that all group members gain from each other’s efforts (Your success benefits me and my success benefits you), recognizing that all group members share a common fate (We all sink or swim together here), knowing that one’s performance is mutually caused by oneself and one’s colleagues (We cannot do it without you), and feeling proud and jointly celebrating when a group member is recognized for achievement (We all congratulate you on your accomplishment!). 
In cooperative learning situations there is a positive interdependence among students’ goal attainments; students perceive that they can reach their learning goals if and only if the other students in the learning group also reach their goals. A team member’s success in creating a multi-media presentation on saving the environment, for example, depends on both individual effort and the efforts of other group members who contribute needed knowledge, skills, and resources. No one group member will possess all of the information, skills, or resources necessary for the highest possible quality presentation. 
(Taken from Cooperative Learning.htm) 
Learner Autonomy

However good a teacher may be, students will never learn a language – or anything else - unless they aim to learn outside as well as during class time. This is because language is too complex and varied for there to be enough time for students to learn all they need to in a classroom.

To compensate for the limits of classroom time and to counter the passivity that is an enemy of true learning, students need to develop their own learning strategies, so that as far as possible they become autonomous learners. This does not always happen automatically. Attitudes to self-directed learning are frequently conditioned by the educational culture in which students have studied or are studying. Teachers sometimes, as a result, encounter either passive or active resistance if they attempt to impose self-directed learning inappropriately. 
There are various ways that can help students to become autonomous learners, both during language courses and then for continuing learning when such courses have finished. Teachers can promote autonomous learning in a number of ways:

Learner training: in the classroom we can help students to reflect on they way they learn, give them strategies for dealing with different kinds of activities and problems and offer them different learning – style alternatives to choose from.

Reflecting helps students to think about their own strengths and weaknesses with a view to making a plan for future action. Thus, for example, we might ask students to complete a questionnaire in which they profile their feelings about aspects of learning.

Having students reflect privately on how they learn can be enhanced by frequent discussion of the learning experience. At certain times (such as at the end of every two weeks) students can be asked to describe their favourite lessons, and say which lesson or parts of lessons they found easiest or most difficult and why. 
Students can be given specific strategies for better learning. This may be given in the form of ‘learning hints’. However, we need to be cautious about the way we do this. Rather than attempting to impose our own habits on students, we might instead offer them three alternatives as a stimulus for discussion and as prompts for their own future note-taking methods. 
(Taken from The Practice of English Language Teaching, by Jeremy Harmer, 2003)

Special Educational Needs

    For many years there was much discussion about whether children with special needs should receive the same curricular experiences as other children. Some commentators thought that these children needed a completely different curriculum - one concentrating on basic skills - while others suggested that the content should be the same, but that it should be made easier to digest; it should be diluted.

    ‘Children with special needs’ is a huge catch-all category which comprises those with physical disabilities, those with learning difficulties, those with sensory disabilities and those with emotional problems. These children’s needs differ enormously. Some will require a carefully managed and adapted curriculum in which it is certain that they will not continually be faced with failure, while others will be able to engage in experiences which differ little from those of the majority of the class, perhaps only needing additional equipment which will help them to see or hear.

      In other words, the current opinion is that there is not a specific group of children who have special needs. It is the job of the teacher to identify each child’s needs and to attempt to meet them. Some children’s needs will be more pressing or more difficult to meet than others. It should then be clear that if a group of children with special needs is not a static group but rather a fluid group comprising different children at different times, it is doubly important to think of these children all receiving the same curriculum, namely, all children should be fully and comprehensively included in the complete activity of the school. No children will be excluded because of their special needs.

    It is important to consider what assessment means in the context of special educational needs. Good special needs assessment and teaching is simply good practice for all children. There are no special methods or procedures which have been shown to be of special value to children who have special needs.

   It is also important to consider how class organization can help in the delivery of the curriculum for all children. In particular, it is important to consider how additional people can be employed in the classroom and the judicious use of group work and peer tutoring, such that expertise in the classroom is used effectively.

(Taken from “Implementing the Primary Curriculum” by Gary Thomas)

Children Differ

"No two children are the same". How often have you said that? Take any class of children in your school. They may be the same age but are they all alike? No! How do they differ from one another? Some are tall; others are small. Some are shy; others are for​ward. Some learn quickly; others are slow.

Can you think of any other ways children differ from one another?

You might have written: some like sports; others don't; some are good singers; others are not; some read well others don't; some are naughty, others are not. The list can go on and on. As we said at the beginning:

No two children are alike

But there are other differences that you may not have mentioned.
Impairments

Some children are born with impair​ments such as eyes that do not see well; arms and legs that are deformed, or a brain that is not developing in a typical way. Some children can be left with impairments after childlhood illnesses like measles and cerebral malaria or from accidents such as burns and bad falls. Often these children are called 'disabled' or 'handicapped'.

Deprivation

Some children's growth and develop​ment is impaired because their envi​ronment causes them harm or does not support their well being. They may not have enough food or a good diet; they may live in poor housing and are prone to illnesses; they may be beaten; their parents may have separated; they are refugees or survivors of war. Sometimes they live on the streets. They may abuse drugs.

In many countries, these children do not come to school. Various reasons are given for this:  

· Families do not know of their child's right to education or they chose to spend their scarce money on their other children.

· The school cannot cope with children who have additional needs and they are not allowed to enrol.

· The children come to school but soon dropout. 

· They attend special schools instead.

Around the world, more children from deprived backgrounds or with disabilities are attending their local pre-schools, primary or secondary schools. Indeed, most countries have laws which state that ALL children have to be educated.

All children can learn but if they do not go to school their chances to learn are much reduced.


All children have the right to learn with their peers in local schools.

Many children encounter problems at some time in their lives. Some problems quickly pass but others require ongoing help. More special schools are not the solution. They are often at a distance from the family home and separate the children from their peers.

The main reason for promoting the attendance in ordinary schools of children with disabilities or from deprived backgrounds is to increase their opportunities to learn through interaction with others and to promote their participation in the life of the community.

Often these children are excluded from society. But this exclusion reduces children's opportunities to learn, grow and develop. They are disadvantaged twice over! Attending local school is the main way of ensuring that all children are included in society.

Children's learning does not just take place in schools. They learn from their families, through contact with peers and friends, and through participation in all the diverse activities that occur in communities. But attending school helps to promote these other forms of learning as well.

Teachers have a particular responsibility for ensuring that all children participate fully in society and that they have equality of opportunity in education.

A teacher's job is not easy. You may have big classes of 40 and more pupils - all of them individuals! Having children with disabilities or from disadvantaged backgrounds in your class often means more work but it need not be so. You can manage differences among the children if:

· You can recognise children's strengths and weaknesses and plan your lessons accordingly;

· You know how children's learning can be affected by disabili​ties and deprivation and you use teaching strategies for over​coming these difficulties;

· You have confidence in your own abilities as a teacher to plan lessons for individuals and adapt the curriculum to suit the needs of all children;

· You get help and support from colleagues, parents and other professionals, such as community and health workers;
· You believe that all children have the right to education and that all can learn.

(Taken from UNESCO (2001) Understanding and Responding to Children's Needs in Inclusive Classrooms, a Guide for Teachers 
Retrieved from http://unesdoc.unesco.org/images/0012/001243/124394e.pdf)

Children’s Basic Needs


All children have basic needs – for love and affection, security, nutritious food, healthy environment and shelter. If any of these are missing or is short supply, then the child’s growth and development may be held back. Put simply, their ability to learn is reduced. Hence teachers and schools must try to ensure that their pupils are not held back because their basic needs are not being met.


In addition to physical needs, the child also has two other needs that are vital to his or her mental and emotional development:

1. the need to feel safe and secure and

2. the need for interaction and stimulation.

In affluent countries children's emotional needs may not be responded to even though their physical needs are well met. If the children's emotional needs are not met, their capacity to learn will be impaired.

1. The need to feel safe and secure

All children need a close, sensitive and loving relationship with the adult or adults who care for them. It is the basis for the develop​ment of the child's sense of security, confidence and the ability to cope well with other people and the world at large.

Children gain a feeling of security when carers are consistent in their actions and words. They also learn what is expected in human relationships, and they develop a clear sense of what is right and wrong.



Appropriate rules and limitations should be clearly communicated and explained to the child. Carers need to be consistent in their expectations of how the child should behave.

Anger and violence in the child's family can be damaging to the child's inner development. However, it is also important that the child learns to express anger and frustration in an appropriate manner.

2. The need for interaction and stimulation
The mind of a child, as well as the body, needs help to grow. TheIthree most important 'foods' for the growth of the mind are lan​guage, play and love.

From his earliest months, a child needs to be bathed in words, cuddled, smiled at, listened to, and encouraged to respond by noise and movement. All children need to interact with other people. They need people to touch, talk to, laugh with, smile at, respond to and get responses from.

Lack of attention makes a child unhappy. A neglected child loses interest in life, can have less appetite, and may fail to grow normally in mind or body.


Children learn by doing. So as the child grows, he or she needs freedom to explore and to play. Play is not pointless. It is one of the most essential parts of growing up. It helps to develop mental, social and physical skills - including talking and walking. It helps children grow in curiosity, competence and confidence. It digs the foundations for schoolwork and for learning the skills necessary in later life.

Play does not always mean solving problems or achieving aims set by adults. The child's own play alone or with other children is just as important.

Parents and carers need to encourage play by providing mate​rials and ideas. Play materials do not have to be expensive. Empty boxes or household objects are as good as expensive toys. Imaginative play, for example when children pretend to be adults, is very important to a child's development.

Children need help to develop creativity. They need to be chal​lenged to find solutions to problems and decide which solutions are best. The child needs to put his or her ideas and decisions into prac​tice and see what happens - in safety.

Singing songs and learning rhymes, drawing pictures and read​ing stories aloud help the child's mind grow and prepares the way for learning to read and write.

All children learn by participating in daily routines of the fami​ly and household work. Children with special needs are able to con​tribute, too, if the family creatively finds ways to facilitate it and communicate the social meanings of the daily life.

For healthy growth, all children need praise and recognition for their efforts.

(Taken from UNESCO (2001) Understanding and Responding to Children's Needs in Inclusive Classrooms, a Guide for Teachers.

 Retrieved from http://unesdoc.unesco.org/images/0012/001243/124394e.pdf) 

Responding to Diversity
The value of inclusive education to learners comes from mixing and sharing with other children. Teachers need to encourage this to happen as experience suggests that children with special needs can become isolated within classes and schools.

Teachers may need to explain to other children the reasons why some children cannot talk, behave differently and so on. Diversity should be recognised and respected. Let the pupils discover for themselves how they work together with their peers. Similar work may need to be done at parent-teacher meetings.

The biggest obstacle to inclusion is usually negative attitudes. Children may not be accustomed to other children who look or behave differently. Parents may also be worried about ‘lowering the standards' if children with disabilities and other special needs are included in ordinary classrooms. Teachers are instrumental in developing positive attitudes among pupils, parents and of course other teachers.

Children who use assistive devices such as hearing aids or depend on special equipment can tell the class about it and demonstrate its use.

Encourage children to 'befriend' pupils with special needs. It is important for social inclusion that children play and work together. They can also assist them at toilets; moving between class​room and at break times.

Within the class, develop opportunities for 'peer tutoring'. More able pupils can assist the less able in class-work. Also make sure that children with special needs can also make their meaningful contribution in school work so that they do not become depended and objects of 'help'.

 
Devise learning games than pupils can play together in class. Groups of children can play these to help them master read​ing and number skills.

 
Set the class activities to complete as a group; so that all the children can contribute to its completion and gain credit for achieving it.

Think of how children with special needs can join in games and sports. For example, a blind child can be partnered with a sighted child in running competitions. Or create a game in which all children move around blindfolded.

Promote the talents of all children by encouraging their partic​ipation in school activities, such as singing, dancing and drama.

 
Involve all children in all school activities; for example in 
cleaning and cooking chores and as class monitors.

It's a good sign when you see children playing happily together at break times and if they tell you about visiting each other at home.
(Taken from UNESCO (2001) Understanding and Responding to Children's Needs in Inclusive Classrooms, a Guide for Teachers.

Retrieved from http://unesdoc.unesco.org/images/0012/001243/124394e.pdf)
Learning To Read, Reading To Learn
(Reading in grades 2 and 3 of primary school)

"Reading is a complex developmental challenge that we know to be intertwined with many other developmental accomplishments: attention, memory, language, and motivation, for example. Reading is not only a cognitive psycholinguistic activity but also a social activity.
To me, it is true and so much more. The moment I think about reading in English in the second and third grade of primary school and onwards, I picture the atmosphere in the classroom that equals the early childhood when you were sitting in your Mum's lap leafing through a picture book. The feelings of joy, challenge, security, effort and support were all there to make it an unforgettable experience. I believe that it is possible to create such an atmosphere in the classroom and, indeed, teachers should create it.

Teaching learners learn how to read cannot be achieved in one lesson. But if you create the positive atmosphere and focus on different smaller goals on the way to literacy, you will surely reach your main goal together with your learners. What joy!

I will not be the first one to tell you that children love stories and that we adults love them too. How else would you explain so much time per day that children spend stuck to the TV; the renting of videos and reading books? So you don't need to go out of your way to make your learners interested in stories. The interest is already there to be used. The only thing is to find a good story that children can relate to. It is a story with a sequence of events, interesting characters and most often a problem to be solved. Some of the stories are funny, too.

As you know, there are two types of reading: silent reading and reading aloud. In teaching children in lower primary classes how to read I strongly believe that it is important to combine both, and use them with storytelling and vocabulary exercises. I believe that the mixture of all of these is necessary to make learning to read work.

Before starting to teach reading the teacher should first make sure that the children have sufficient amount of vocabulary to understand the story. The story which is too difficult will not be understood, the story which is too easy will send the wrong message to the learners and make them feel bored. Without being able to understand the meaning of not only words but also chunks or whole lexical sets, learners cannot move to the reading exercises. And I mean active vocabulary that they can pronounce and use in context. I include spelling to some extent too. This phase lasts until they have these stabilized and firm. So when choosing a story, you need to take into consideration the difficulty of the language and vocabulary included, its frequency and age appropriacy.

As the teacher sets out to this great adventure, she should first induce learners to gain interest in the story and the characters. It is possible to discuss it all in mother tongue. The best way to do so is to get them familiar with the title and have them predict what the story is going to be about and what the characters are like.

Before reading the story with her class the teacher should first tell it or a part of it a couple of times to learners with a lot of acting and picture prompts and then ask them to tell it together. When the teacher tells the story for the second time, she stops at certain places to see if the learners can fill in the gaps. The more learners grasp the story the more they will participate in telling it, but don't expect miracles at the spot too soon. After working on storytelling the teacher should have some word recognition exercises. In this way she checks if the context was clear and also reinforces it. When she is to a large extent sure that the learners understand the story and can partly tell it themselves, or know chunks, expressions and words, only then does she get to move on to reading and listening. I strongly believe in the longish oral phase before reading or writing, especially for learners in elementary school. The lower the grade, the more importance it has.

When learners are already familiar with the story, the reading aloud comes into play. Learners open their books and the teacher reads the part of the story to them and have them follow the text with their finger in their books. She should do it a couple of times with variations making sure they are not bored. I would here make a big deal of the fact that they are reading their first book in English. Wow! Let them move their lips as you read. Read in an exaggerating manner and at a slow pace but bear in mind that the pace is not too slow to impede the comprehension of the text. You must decide and know in advance which words to say of the story starting again with the storytelling. Or if the teacher chose a very short story, she moves on to the next one.

What should be born in mind all the while is that reading is hard for the learners of this age in itself, and especially in the foreign language. There are two things that can kill the joy of reading in a foreign language: the classes that turn into drills and the indifferent or strict teacher.

As you can see from all of the above it is not easy either to teach or to learn reading in the foreign language in lower grades of elementary school. But it is crucial that learners start to do so and your role as a teacher is vital. If you fail, and if learners come to the opinion that reading is hard, boring and something they cannot do, it will stay with them for a lifetime. Learning to read cannot be achieved overnight and there will be many sighs along the way, but as long as you know what you are doing, when and why, and always give a lot of support and praise there are bound to be smiles. Enjoy!

(Marijana Matic (2006): Learning to Read, Reading to Learn)
Listening to Stories

       Listening to stories should be a part of growing up for every child. Time and time again educationalists and psychologists have shown that stories have a vital role to play in the child’s development, and not least, in the development of language.

      Make sure the children get the maximum benefit out of listening to stories by the creation of a friendly and secure atmosphere. Establish a story-telling routine which creates an atmosphere. Rearrange the seating so that you have eye contact – if you can, all sit together. Many teachers have their younger pupils sitting on the floor. It’s important that children are comfortable. They don’t have to sit up straight when they are listening to a story. If they are relaxed and comfortable, then they are more open to what they are about to hear, and they will benefit far more from the storytelling. You, yourself, might have a storytelling position. You might even have a beanbag chair to sit on. If you have the lights on in the classroom, turn at least some of them off.

     Listening to stories allows children to form their own inner pictures. They have no problems with animals and objects which talk - they can identify with them, and the stories can help them to come to terms with their own feelings. The teacher should not moralise or explain the story, although, of course, discussion is very important.

     The structure of stories helps children when they come to telling and writing their own stories. Many stories are full of repetition in themselves. Almost all stories are worth telling again and again.

      Instead of telling a story, you can read aloud from a book. This is not the same as telling a story and in this case you should not change the story at all. Children like to have their favourite stories repeated, and they will very often be able to tell you the story word for word-they do not like changes being made. If children like learning stories off by heart, let them. There is sometimes a very narrow dividing line between learning a story off by heart and being able to read it.

    Children of all ages love to be read to, and you should try to spend as much time as possible reading to the eight to ten year olds as well as to the younger group. For the older group it is often good to have a continuing story so that you read a bit of the book every time you see them.

 (Taken from Teaching English to Children by W. Scott and L. Ytreberg)

Children’s Delight in a Good Story Knows no Bounds
Many experts in the field of children's literature have expressed concern over whether or not we are developing a generation of children who spend their leisure time on comic books, television and radio, to the exclusion of good literature. Surveys of the time children devote to television and radio reveal the inroads that these have made on children's leisure hours, and reports on comic books show that their sales have reached astronomical proportions. Yet educators are in agreement that one of the goals of the modern school should be to develop in pupils a desire to read independently and a liking for and appreciation of good literature.

But if pupils are to develop a taste for a good literature and a desire to read independently, the school must look critically at practices that operate against the development of such tastes and habits. When pupils have been spoon-fed and have not developed a taste for great literature, the teacher may use a story-telling period to stimulate children's interest in good books. The children might be enthralled with some delightful story that captures children's interest because it deals in an insightful way with basic problems of life.

Recreational reading should consist of stories or books that pupils want to read; it is included in the program so that pupils will have the opportunity to develop satisfactory reading under the guidance of, the teacher. It is believed that more adults would want to read, and that their reading interests would extend considerably beyond comics and best-sellers if opportunity for this kind of reading had been provided by the school. Recreational reading purposes help the child to build an abiding interest in reading as a leisure activity, to stimulate him to read widely, and to help him to enjoy reading materials of increasingly better quality.

The following suggestions should be useful in improving the teaching of recreational reading:

1. Provide a wide range of reading materials from the standpoint of difficulty, content, and type.

2. Maintain an informal classroom atmosphere, allow children to select materials within their own areas of interest.

3. Provide the opportunity for the child to share with a group a selection he has enjoyed reading. 

4. Read a part of a story and encourage children to complete it.

5. Encourage children to browse through books and magazines.

6. Encourage children to recommend books to the class by means of a talk, poster, or some other device.

(Taken from Modern Elementary Curriculum, by Celia Burns)

Why Plan at All?

            Some teachers with experience seem to have an ability to think on their feet, which allows them to believe that they do not need to plan their lessons. However, most teachers go on preparing lessons throughout their careers, even if the plans are very informal. For students, evidence of a plan shows them that the teacher has devoted time to thinking about the class. For the teacher, a plan- however informal- gives the lesson a framework, an overall shape.

           Planning helps, then, because it allows teachers to think about where they are going and gives them time to have ideas for tomorrow’s and next week’s lessons. In the classroom, a plan helps to remind teachers what they intended to do-especially if they get distracted or momentarily forget what they had intended. Finally, planning helps because it gives students confidence: they know immediately whether the teacher has thought about the lesson, and they respond positively to those that have.

         No plan is written on tablets of stone, however. On the contrary, the plan is just that -a plan, possibilities for the lesson which may or may not come about, in other words. Of course, we will be happy if things go ‘according to plan’, but they often don’t. All sorts of things can go wrong: equipment not working, bored students, students who ‘have done it before’, students who need to ask unexpected questions or who want or need to pursue unexpected pathways, etc. That’s when the teacher has to be flexible, has to be able to leave the plan for however long it takes to satisfy students` needs at that point of the lesson. Sometimes, the plan has to be abandoned completely and it is only after the lesson that the teacher can look at it again and see if some parts of it are recovered. There is no ‘correct’ format for a lesson plan. The most important thing about it is that it should be useful for the teacher. Some teachers, for example, might write their plan on cards. Others will prefer handwritten sheets from a notepad; others will type it out immaculately on a word processor.

         Some teachers highlight parts of their plan with coloured pens. Some divide their plans into columns with timings on the left, procedures in the middle and comments in a right-hand column. Still others have an ‘introduction page’ with facts about the class and the aims of the lesson before going into details.

(Taken from How to Teach English, by Jeremy Harmer, 2004)

Redefining the relationship between

research and what teachers know

“Research is not primarily a process of proving something, but a process of discovery and learning. This view of research. . . allows classroom teachers to take seriously the ordinary business of their lives as teachers.”
I have often heard a conversation between teacher and researcher that runs something as follows. After hearing a researcher talk about find​ings, the teacher may say: "That's interesting. . . but what does it mean for me in my classroom? How does it relate to the learners I'm teaching? What am I supposed to do about it in my situation?" Or, after hearing a teacher talk about an aspect of teaching, the researcher may respond: "That's all well and good, but where is the evidence? On what basis can you say that? How do you know it's true?" So an awkward silence has grown up between teacher and researcher; in it has flourished a gulf between what teachers know about practice through doing it and what research can say about teaching and learning.
Like many involved in both classroom teaching and research, I have wrestled with this question. The interaction of two experiences recently served to catalyze my own thinking. The first led me to rethink  the question itself; the second evolved into a response of sorts. Together their interaction helped to frame a view of teachers' knowledge of classroom practice and how research can express that knowledge.

First, the question. At a meeting at which teachers were discussing the research they were doing in their classrooms, I was struck repeatedly by the clear authority with which they spoke. Their questions had the uniquely grounded quality of the practitioner's point of view; their evolving answers reflected the texture of their classrooms and followed the contours of their teaching. The work they were reporting illuminated the complexities of learning and teach​ing in the best sense, which gave rise to my question: Why label these inquiries "research"? Why not simply recognize them as part of good teaching, teaching which tries to understand learners and their learning?

Later, the shape of an answer appeared. It came serendipitously, as such things often do, when I was making dinner for my family. In the midst of the usual "second-shift" chaos of homework and table setting, the radio played an interview with a jazz singer named Barbara Lee. The interviewer asked Ms. Lee about Cole Porter, a repertoire which Lee does with particular clarity. How, the interviewer wondered, did Lee manage to sing such familiar songs so simply and yet with such new-found power and directness. Lee responded, "You have to know the story in order to tell the story."

Thus the question and the answer were joined. Why is classroom inquiry not simply good teaching? What is gained by calling it "re​search"? It seems that when teachers undertake such activity, the notion of what research is, what it examines, how it is done, and how it is talked about, all change. Lee's comment, "You have to know the story in order to tell the story," crystallizes the nature of these changes. In this chapter, I want to examine first what it means to know the story of teaching and learning and, second, how the story in its single or multiple forms is told by teachers, researchers, and others concerned with understanding education. So I will map out a series of relationships between knowing the story of teaching - who knows it and how it is known - and how that story is told.

There is a central dilemma embedded in this relationship. Teachers and learners know the story of the classroom well, but they usually do not know how to tell it because they are not often called upon to do so, nor do they usually have opportunities. Researchers, curriculum de​velopers, and policymakers, on the other hand, are very skilled at telling certain things about classrooms; however, they often miss the central stories that are there. This divergence can lead to different perspectives on what teaching is and what is important within it. Thus it can become grounds for the "intimate divorce" between research and teaching.

To bridge that gap and to fully understand teaching, we must take an approach which puts the person who does the work at the center. We need to ask: What do teachers know in order to do what they do? This question lies at the intersection of how teachers are prepared, how professional licensure is promoted, how research is conducted, how classroom materials are developed, and how meaningful educational

policy is generated. The deceptive simplicity of the question masks the difficulty of unraveling, researching, and fully understanding it. What teachers know, and how that knowledge finds its way into their practice, must become a vital concern of those who want to understand and to influence education. This refocusing, however, will shift the nature of research in fundamental ways. It is these changes in how we view teaching and research which are captured in Barbara lee’s phrase, “You have to know the story in order to tell the story.”
(Taken from Redefining the relationship between research and what teachers know, by Donald Freeman)
Internet Resources and Student Research

The current era has seen an explosion of information that is unprecedented in human history. Some 2,300 scientific articles are published in the United States alone every day, and the global store of recorded information is said to double every 2 years. We are clearly  living in a world where it is no longer sufficient to know what our parents or grandparents knew - or even what we ourselves were taught 5 years ago.

Not only is information growing, but it is also becoming more accessible. The World Wide Web is quickly becoming a massive repository of information - and misinformation - on virtually every topic imaginable.

But information is not knowledge. Indeed, the vast amount of information on the Web can hinder the development of knowledge because that information is so comprehensive and unorganized. Thus the skills of locating, categorizing, and interpreting on-line information are key literacies of the on-line era. Without these new information literacies, "future citizens will be as disempowered as those who today cannot write, read, or use a library”. And although these literacies are important in any written language, they are of special importance in English, because some 85% of the world’s electronic information is said to be in the English language. They thus form an important part of the English language curriculum.

The World Wide Web contains millions of documents from organisations and individuals all over the world. Teachers can find a wealth of resources on the WWW, including virtual libraries with full-text journal articles, conference presentations, book reviews, lesson plans, lists of print and electronic journals, lists of associations, sites for English language learning, etc. The Internet contains numerous resources of interest to educators, especially English language teachers. It can also be a helpful tool for collaboration among teachers, whether in the same city or across the world from each other. 
W.B. Yeats said that “education is not the filling of a pail, but the lighting of a fire.” There is no better means to light students’ fire than to involve them in authentic and challenging communication, inquiry, and problem solving using computer and the Internet. To accomplish this, teachers have to rethink traditional way of teaching. They must engage in acts of creative imagination and ask their students to do the same. The positive results achieved are sometimes matched by the frustrations of technical problems or the difficulty of trying open-ended tasks in narrowly defined academic time periods. But the process is worthwhile, and necessary, if teachers are to help students achieve their full potential in the age of information technology.  

(Taken from Internet for English Teaching, by M. Warschauer, H. Shetzer & C. Meloni, 2003)

Using the Computer

     Where schools have computers which students have access to, there are many good reasons for using them for writing, as the following list shows:

· A word-processing package removes the problem of poor handwriting that some students suffer from.

· A word-processing package allows the competent user to edit his or her material at great speed and with great facility.

· Spellcheckers can ease the task of achieving correct spelling.

· If students are working in groups, a computer screen can sometimes be far more visible to the whole group than a piece of paper might be.

      A computer screen frequently allows students to see their writing more objectively. It also has the advantage of greatly enhancing the participation of individuals when they are working with their colleagues in pairs or groups.

      An important use of the computer is as the means of creating ’mouse-pals’, the e-mail equivalent of pen-pals. Getting students to write e-mails in English to others around the world can be extremely motivating. The communication is immediate and exciting, and may well stimulate and motivate students where other letter writing does not.

      Teachers can have students e-mail each other within a school provided that they can set up the requisite number of individual addresses. If teachers can make contact with another school, they can then get lists of those students` addresses and have their own students write to individuals at the other school.

(Taken from How to Teach English, by Jeremy Harmer, 2004)

Flame First, Think Later: New Clues to E-mail Misbehavior
Jett Lucas, a 14-year-old friend, tells me the kids in his middle school send one other a steady stream of instant messages through the day. But there’s a problem. “Kids will say things to each other in their messages that are too embarrassing to say in person,” Jett tells me. “Then when they actually meet up, they are too shy to bring up what they said in the message. It makes things tense.”

Jett’s complaint seems to be part of a larger pattern plaguing the world of virtual communications, a problem recognized since the earliest days of the Internet: flaming, or sending a message that is taken as offensive, embarrassing or downright rude.

The hallmark of the flame is precisely what Jett lamented: thoughts expressed while sitting alone at the keyboard would be put more diplomatically — or go unmentioned — face to face.

Flaming has a technical name, the “online disinhibition effect,” which psychologists apply to the many ways people behave with less restraint in cyberspace.

In a 2004 article in the journal CyberPsychology & Behavior, John Suler, a psychologist at Rider University in Lawrenceville, N.J., suggested that several psychological factors lead to online disinhibition: the anonymity of a Web pseudonym; invisibility to others; the time lag between sending an e-mail message and getting feedback; the exaggerated sense of self from being alone; and the lack of any online authority figure. Dr. Suler notes that disinhibition can be either benign — when a shy person feels free to open up online — or toxic, as in flaming.

The emerging field of social neuroscience, the study of what goes on in the brains and bodies of two interacting people, offers clues into the neural mechanics behind flaming.

This work points to a design flaw inherent in the interface between the brain’s social circuitry and the online world. In face-to-face interaction, the brain reads a continual cascade of emotional signs and social cues, instantaneously using them to guide our next move so that the encounter goes well. Much of this social guidance occurs in circuitry centered on the orbitofrontal cortex, a center for empathy. This cortex uses that social scan to help make sure that what we do next will keep the interaction on track.

Research by Jennifer Beer, a psychologist at the University of California, Davis, finds that this face-to-face guidance system inhibits impulses for actions that would upset the other person or otherwise throw the interaction off. Neurological patients with a damaged orbitofrontal cortex lose the ability to modulate the amygdala, a source of unruly impulses; like small children, they commit mortifying social gaffes like kissing a complete stranger, blithely unaware that they are doing anything untoward.

True, there are those cute, if somewhat lame, emoticons that cleverly arrange punctuation marks to signify an emotion. The e-mail equivalent of a mood ring, they surely lack the neural impact of an actual smile or frown. Without the raised eyebrow that signals irony, say, or the tone of voice that signals delight, the orbitofrontal cortex has little to go on. Lacking real-time cues, we can easily misread the printed words in an e-mail message, taking them the wrong way.

And if we are typing while agitated, the absence of information on how the other person is responding makes the prefrontal circuitry for discretion more likely to fail. Our emotional impulses disinhibited, we type some infelicitous message and hit “send” before a more sober second thought leads us to hit “discard.” We flame.

Flaming can be induced in some people with alarming ease. Consider an experiment, reported in 2002 in The Journal of Language and Social Psychology, in which pairs of college students — strangers — were put in separate booths to get to know each other better by exchanging messages in a simulated online chat room.

While coming and going into the lab, the students were well behaved. But the experimenter was stunned to see the messages many of the students sent. About 20 percent of the e-mail conversations immediately became outrageously lewd or simply rude.

One proposed solution to flaming is replacing typed messages with video. The assumption is that getting a message along with its emotional nuances might help us dampen the impulse to flame.

All this reminds me of a poster on the wall of classrooms I once visited in New Haven public schools. The poster, part of a program in social development that has lowered rates of violence in schools there, shows a stoplight. It says that when students feel upset, they should remember that the red light means to stop, calm down and think before they act. The yellow light prompts them to weigh a range of responses, and their consequences. The green light urges them to try the best response.

Not a bad idea. Until the day e-mail comes in video form, I may just paste one of those stoplights next to my monitor.
(Published February 20th, 2007 in Emotional intelligence, Social intelligence by the famous psychologist Daniel Goleman, Ph.D., author of the New York Times bestseller Emotional Intelligence and Social Intelligence: The New Science of Human Relationships.)

Preparation for School

It's a very big step which I think all parents and even older siblings acknowledge, to start at formal school. The child acquires a status which, despite the advantages of being young and around the home, has never been his before. "He's starting school next week" - he senses the new way his relatives and neighbours regard him; does he detect a note of anxiety, too? Even though he has been to nursery-school, formal school is likely to be different from how he imagined it. He's expected to be away from home for long hours, to be reasonably sociable in a large group, and to learn in a more formal way. Although it is true that most infant classes are bright and attractive and busy places, with children in small groups doing things. he needs preparation.

Where there are older children at school in the family, some of the preparation is already accomplished. They talk about school, and the child may long to be like them. He may watch them at homework and want to learn too. He has probably gone many times with his mother to collect them, and the building is familiar. Where this isn't the case then his mother will talk about school, some months before he starts. If she can arrange a visit with him beforehand to see the classroom and see the teacher, so much the better. He will ask questions, and she will be more able to answer, having been there herself. If he knows one or two children who are going along too, this will help - and his mother can encourage their meeting.
(Taken from Child Care and Development) 
How Should Teachers Use Their Physical Presence in Class?

          The teacher’s physical presence plays a large part in his or her management of the classroom environment. And it’s not just appearance either. The way the teacher moves, how he or she stands, how physically demonstrative he or she is- all these play their part in the effective management of a class.

        All teachers, like all people, have their own physical characteristics and habits, and they will take these into the classroom with them. But there are a number of issues to consider which have a direct bearing on the students` perception of us.

       Proximity: teachers should consider how close they want to be to the students they are working with. Some students resent it if the distance between them and the teacher is too small. For others, on the other hand, distance is a sign of coldness. Teachers should be conscious of their proximity and, in assessing their students` reactions to what is happening in the classroom, they should take this into account.

      Appropriacy: deciding how closely you should work with students is a matter of appropriacy. So is the general way in which teachers sit or stand in classroom. Many teachers create an extremely friendly atmosphere by crouching down when they work with students in pairs. In this way they are at the same level with their seated students. However, some students find this informality worrying. Some teachers are even happy to sit on the floor, and in certain situations this may be appropriate, but in others it may well lead to a situation where students are put off from concentrating.

      Movement: some teachers tend to spend most of their class time in one place-at the front of the class, for example, or to the side, or in the middle. Others spend a great deal of time walking from side to side, or striding up and down the aisles between the chairs. Although this ,again, is to some extent a matter of personal preference, it is worth remembering that motionless teachers can bore students, whilst teachers who are constantly in motion can turn their students into tennis-match spectators, their heads moving from side to side until they become exhausted. Most successful teachers move around the classroom to some extent. That way they can retain their students` interest (if they are leading an activity) or work more closely with smaller groups (when they go to help a pair or group).

      Contact: how can teachers make contact with students? How close should that contact be? In order to manage the class successfully, the teacher has to be aware of what students are doing, and, where possible, how they are feeling. This means watching and listening just as carefully as teaching. It means being able to move around the class, getting the level of proximity right. It means making eye contact with students, listening to what they have said and responding appropriately.

(Taken from How to Teach English, by Jeremy Harmer, 2004)

Living in the Modern World

The natural world is under violent assault from man. The seas and rivers are being poisoned by radioactive wastes, by chemical discharges and by dumping of dangerous toxins and raw sewage. The air we breathe is polluted by smoke and fumes from factories and motor vehicles; even the rain is poisoned. 

It’s little wonder forests and lakes are being destroyed and everywhere wildlife is disappearing. Yet the destruction continues. 

Governments and industries throughout the world are intensifying their efforts to extract the earth’s mineral riches and to plunder its living resources. 

The great rain-forests and the frozen continents alike are seriously threatened. And this despite the warnings of the scientific community and the deep concern of millions of ordinary people. 

Despite the fact, too, that we can create environmentally-clean industries, harness the power of the sun, wind and waves for our energy needs and manage the finite resources of the earth in a way that will safeguard our future and protect all the rich variety of life-forms which share this planet with us.

Pollution is one of the greatest problems facing mankind. What can be done? Some people say there is no practical solution. However, I believe the problem can be dealt with on three levels: internationally, nationally, and last but not least, on a personal level. 

Let us begin by looking at the type of international action that can be taken. The first point I would like to make is that, when a disaster such as that at Chernobyl occurs, it affects millions of people. Radiation does not respect international borders. In my opinion, there should be strict safety regulations governing the construction of reactors. Furthermore, reactors should be regularly inspected by teams of international experts. Similarly, if a country wishes to get rid of nuclear waste by dumping it at sea, it should only be allowed once the matter has been thoroughly discussed by all the countries that would be affected. Environmental disasters can be avoided.

Let us now look at what can be done on a national level. Governments must be prepared to take action against pollution. For instance, air pollution could be reduced if car manufacturers and companies were made to fit effective filters on car exhausts and factory chimneys. These measures would in turn help to reduce the damage caused to lakes and forests by acid rain.

Lastly, what can we do as individuals? Firstly, I believe we should all be prepared to make changes to our lifestyles. Personally, I try and use public transport or my bicycle as much as possible. When I buy petrol, I make sure that it is the lead free variety. Secondly, we can protest against companies responsible for pollution by making our opinions known and hitting them in the pocket. For example if the public boycotted products such as aerosols, which damage the ozone layer, then manufacturers would have to change their packaging polices. We would show them that we are not prepared to let them get away with destroying the environment.

To sum up, I have tried to show that there are steps that can be taken in the fight against pollution. It is a problem that can be solved given the right levels of commitment. However, only by acting as individuals first, can we expect governments to act in their turn.

( Taken from THINK First Certificate by Jon Naunton, 1993)
Introduction to Education in England

       Education is important in England. English children are required to attend school until they are 16 years old. Education is free for all children from 5 to 18. About 94 per cent of pupils in the UK receive free education from public funds, while 6 per cent attend independent fee paying schools. All government-run schools, state schools, follow the same National Curriculum
       The School Year
       The school year is 39 weeks long and is divided into six terms: 

          September to October                        February to March

          October to December                         April to May

          January to February                           June to July

       The main school holidays are:

Christmas- 2 weeks 
Spring - 2 weeks 
Summer - 6 weeks 

        Children have a one week holiday at the end of every odd numbered term. 
When do kids start school?
      In general, children start school on the first day of term after they turn 5. At the age of 11, they move on to regular high schools, known as secondary schools.

When do kids finish school?
      English children are required to attend school until they are 16 years old. At the age of 16, students write an examination called the GCSE (General Certificate of Secondary Education). All students are tested in mathematics, English literature, English composition, chemistry, biology, physics, history or the Classics, one modern language, and one other subject, such as art or computer studies. After completing the GCSE, some students leave school, others go onto technical college, whilst others continue at high school for two more years and take a further set of standardized exams, known as A levels, in three or four subjects. These exams determine whether a student is eligible for university.
Education stages:
       Children's education in England is normally divided into two separate stages. They begin with primary education at the age of five and this usually lasts until they are eleven. Then they move to secondary school, there they stay until they reach sixteen, seventeen or eighteen years of age. 
What subjects do children learn at school? 

       All children aged from 5 - 16 are taught the National Curriculum. The main aim of the National Curriculum is to raise standards, making sure all children have a broad and balanced education up to the age of 16 and to ensure that schools in all parts of the country are following the same courses. The National Curriculum specifies what children must study and what they are expected to know at different ages.

The National Curriculum is made up of the following subjects:
English (speaking, listening, reading and writing.),

Mathematics,

Religious Education, 

Science Design and Technology, 

Information and Communication Technology (Computers),

History, 
Geography,

Music,

Art,

Physical Education (PE)

and a modern foreign language e.g. French or German.
(Taken from www.woodlands-junior kent.sch.UK)
Education and training in Finland
The main aim of the Finnish education system is to ensure that the entire population has access to education and training. The principle of lifelong learning, the idea that people are always capable of learning new things at all stages of life, is an important principle for all education provision, from basic schooling to adult education. In 1998, public spending on education accounted for 6.2 per cent of GDP in Finland (against an OECD average of 5.3 per cent). Finnish people have a high standard of education. Young people, in particular, have been rated very highly in international comparisons. The OECD Programme for International Student Assessment (PISA), which evaluates the educational achievement of children of school age in the OECD countries, placed Finland among the top countries in 2001.

Pre-school teaching

The Finnish school system does not have any actual pre-schools, but pre-school teaching is provided at schools and daycare centres. Pre-school teaching means education provided in the year before children start comprehensive school. The aim is to improve children's capacity for learning. In practice, children are taught new facts and new skills through play. There is legislation which requires all municipalities to provide pre-school teaching free of charge to all children aged six, but participation in such teaching is voluntary. Most six-year-olds now go to pre-school.

Comprehensive school
Compulsory education in Finland really starts with comprehensive school, which generally starts in the year children turn seven. Comprehensive school lasts for nine years and ends once a young person has completed the curriculum of the comprehensive school or when ten years have passed since the start of their compulsory education. Children who are permanently resident in Finland - and that includes children of other nationalities - are required by law to complete the curriculum of compulsory education. This can be done by attending comprehensive school or by acquiring the equivalent education by other means. This means that compulsory school attendance does not actually exist in Finland. The principle of compulsory education, however, has been in force for almost as long as Finland has been an independent country; Finland gained its independence in 1917 and general compulsory education came into effect in 1921. The legislation on basic education currently in force dates from 1998.
It is the municipalities' responsibility to arrange basic education. There are about 450 municipalities in Finland, and each of them is responsible for providing education for all their children, or for ensuring that education is available to all children of school age. The law states that basic education is free of charge. This means that, in addition to teaching and school attendance, school books and other materials are also free. School pupils also receive one hot meal a day free of charge. The law also states that basic education must be provided near home. The arrangement and cost of school journeys longer than five kilometres are the responsibility of the municipality. 

There is no actual graduation certificate or qualification to be gained upon completing comprehensive school, but once one's compulsory education is over, it opens the way to all secondary education options, i.e. different types of vocational training or upper secondary school. 

There are about 4,000 comprehensive schools in Finland. Every autumn, some 60,000 children start the first grade and in 2002, there were altogether about 580,000 comprehensive school pupils in Finland.

For the first six years of comprehensive school, the children are taught by a class teacher, who generally teaches all or at least most subjects. Then, during the last three years of comprehensive school, the different subjects are taught by specialized subject teachers. It has been made a general aim of basic education in Finland to encourage pupils to become well-adjusted and ethically responsible members of society. Comprehensive school places a special emphasis on teaching pupils the facts and skills they will need later in life as members of society. Pupils suffering from learning disabilities are entitled to special teaching under the law.

The subjects in comprehensive school are the mother tongue (i.e. Finnish or Swedish), the other national language (i.e. Swedish or Finnish), foreign languages, mathematics, physics, chemistry, history, social studies, physical education, music, visual arts, crafts, home economics, religion or ethics, biology, geography and environmental studies. In addition, pupils in the different grades can choose certain special subjects, depending on their own interests. The Finnish education system has achieved very favourable results in international comparisons. For instance, the reading skills of Finnish school pupils are among the best in the world. 

The comprehensive school year consists of 190 school days. Finnish schools close in spring at the end of May or beginning of June, when the pupils' summer holiday begins. The school year usually starts again in the middle of August. During the year, there are also certain specific school holidays: an autumn break, Christmas break, and a one-week 'ski holiday' in February/March.

After comprehensive school

After comprehensive school ends, young people face an important choice: whether to continue in general education, i.e. upper secondary school, or to apply for vocational education.

Upper secondary school

Upper secondary school is mainly intended for students aged 16-19. The schools select their own pupils, based on their comprehensive school grades. It takes from two to four years to complete upper secondary school, but the pace of study and the progress made is very individual. Studies are divided into courses, and the choice of courses partly determines the progress that a student makes. Due to the course-based system, there are no year-classes in upper secondary school. The subjects taught include various compulsory studies, advanced studies and practical studies. 

Upper secondary school ends with the matriculation exam, which is a nationwide final assessment. The exam comprises four compulsory test subjects: the pupil's mother tongue (Finnish or Swedish), the other national language (Swedish or Finnish), a foreign language and either mathematics or general studies test. In the general studies test, the student may choose the questions to answer from among several subjects: biology, geography, chemistry, physics, history and social studies, religion, ethics, philosophy or psychology. In addition to these compulsory tests, the student may also take extra subjects. Language tests consist of two parts: listening comprehension and a written test. The structure of the matriculation exam is to be reviewed at some point in the next few years. The exam is drawn up each year by the Matriculation Examination Board, which answers to the Ministry of Education. The Board also grades the tests of all students, using uniform criteria. Matriculation exam graduation parties are held each spring and autumn, when the students who matriculate receive a special white cap as a sign that they have graduated. 

Young people who have completed upper secondary school have the option of going on to any form of higher education. In fact, the primary function of upper secondary school studies is to help young people to enter higher education. More than half of each year-class now completes upper secondary school in Finland. Upper secondary school can also be completed later in life, through adult education.

Higher education

Higher education system consists of universities and polytechnics. The Finnish higher education system is made up of two parallel sectors: universities and polytechnics. The universities rely on the connection between research and teaching. Their basic purpose is to perform scientific research and to provide higher education connected with it. Students at universities may take a lower (Bachelor's) or higher (Master's) academic degree and also academic further education, consisting of licentiate and doctoral degree. Universities also arrange further education and open university teaching. 

The polytechnics are usually regional higher education institutions which provide instruction in subjects from several sectors, and which emphasize a connection with working life. The degrees they provide are higher education degrees with a professional emphasis. There are universities and polytechnics all over Finland, and the ultimate aim is to ensure that all prospective students have equal opportunities for study, regardless of where they live.

Universities

The universities represent the oldest educational tradition in Finland. The first university, The Royal Academy of Turku was founded in 1640. Their operations are still based on academic freedom and individual autonomy. Autonomy means that the universities have considerable freedom and independence in making their own decisions. The universities and their faculties decide on the regulations applying to their degrees and on their own curriculums. They also decide how many students to admit each year to study the various subjects they teach. There are 20 universities in Finland, all of which are owned and largely funded by the Finnish government. University studies are available to all, in principle, as Finnish universities do not charge term fees. 

According to the legal definition, it is the purpose of the universities to promote free academic research and scientific and cultural education, and to provide higher education based on research and scholarship. They are required to arrange their operations so as to attain a high international standard of research, education and instruction, whilst abiding by ethical principles and good scientific practice. 

The universities choose their students themselves through entrance exams. There are starting places at university for about one third of each age class. The biggest sectors are technology, arts and humanities and the natural sciences. It generally takes three years to complete a lower academic degree (Bachelor's: 120 credits) and about five to six years to complete a higher degree (Master's: 160-180 credits). 

In 2000, there were about 150,000 degree students at Finnish universities, including about 3,700 foreign students. The network of Finnish universities covers the entire country, even Lapland. Finland has 10 multidisciplinary universities, 3 technical universities, 3 schools of economics and business administration and 4 arts universities. In addition to these, there is the National Defence College, which lies outside the jurisdiction of the Ministry of Education and provides higher education in the military and defence sector.

(Retrieved from www.virtualfinland; 2007, Virtual Finland. Produced by: Ministry for Foreign Affairs of Finland Department for Communication and Culture/Unit for Publications and Finland Promotion)
The Place of English
Although English is not the language with the largest number of native language speakers, it has become a lingua franca. A lingua franca can be defined as a language widely adopted for communication between two speakers whose native languages are different from each other’s and where one or both speakers are using it as a ‘second’ language. Like Latin in Europe in the Middle Ages, English seems to be one of the main languages of international communication, and even people who are not speakers of English often know words such as bank, chocolate, computer, hotel, television, taxi, telephone, university and walkman. Many of these words have themselves been borrowed by English from other languages of course (e.g. chocolate, taxi, etc.), and speakers of Romance languages are likely to have a number of words in common with English. 

Whatever the spread of English across the globe and whatever its overlapping with other languages, there has been a debate over the years as to how many people speak English as either a ‘first’ or a ‘second’ language. David Crystal (1995 and 1997) takes 75 territories where English ‘holds a special place’ (territories which include not only Britain, the USA, Australia, Canada, etc. but also places such as Hong Kong, India, Malaysia and Nigeria) and calculates around 377 million first language speakers of English and only 98 million speakers of English as a second language. However, he points out that it would be easy to get nearer a total of 350 million for second language speakers if we were able to calculate how many speakers of English as a second language there were in, say, Canada or Australia, or in countries like Pakistan or Nigeria. It seems to be the case, therefore, that anywhere between 600-700 million people in the world speak English, and of that huge number, a significant minority speak it as a second language.

It is not necessarily the case that English will remain dominant among world languages. However, there is no doubt that it is and will remain a vital linguistic tool for many business people, academics, tourists and citizens of the world who wish to communicate easily across nationalities for the years to come.     

(Taken from The Practice of English Language Teaching, by Jeremy Harmer, 2003)

Key Terms

Assistive aids


and devices



These aim to reduce the disabilities, which come from impairments. Hearing aids and magnifiers are obvious examples but it can also include special chairs to help children sit at tables; trolleys to help them move around or special frames to children stand. There are also aids to communication such as picture boards and symbol charts.


Community


Based

Rehabilitation



This term covers services provided to disabled persons and their families in their own community or home rather than in centres, hospitals and institutions. Specially trained workers or volunteers may visit the family home or meet the children and families in local centres to give advice and support.

Curriculum




We take this to mean all the organised experiences that schools pro​vide to help children learn and develop. It includes the subjects taught as well as the teaching they receive; the school environment and other activities that take place outside of the classroom.

Diversity             This term means the variations and differences found among any


               group of children or adults.

Inclusion



Children who are perceived 'different' because of their impairment, ethnic background, language, poverty, etc. are often excluded from or marginalised in society and local communities. Their inclusion means changing the attitudes and practices of individuals, organi​sations and associations so that they can fully and equally partici​pate in and contribute to the life of their community and culture. An inclusive society is one in which difference is respected and valued, and where discrimination and prejudice is actively combated in poli​cies and practices.

Open learning
This refers to schools, centres of learning and educational systems that are open to ALL children. For this to happen, teachers, schools and systems may need to change so that they can better accom​modate the diversity of needs that pupils have and that they are included in all aspects of school-life. It also means a process of' indentifying any barriers within and around the school that hinder learning, and reducing or removing these barriers.

Integration
Used mainly when children with disabilities attend ordinary schools that have made few if any changes to accommodate the pupil. Rather the pupil is expected to adapt to the present arrangements.

Open learning            Materials that are available to everyone interested in the topic.

                                   There are no conditions laid down for who can and cannot study 
                                    the materials.

Ordinary schools 
These include pre-school, primary and secondary schools. As a group they are also referred to as mainstream or regular schools to distinguish them from special schools (see below).

Resource teacher 
A member of staff with experience or training who is available to advise and assist other teachers.

School culture            The traditions, beliefs and working practices of a school are cov​ered 

                                    by this term.Other terms include school ethos or the values of the 
                                    school.

             Special needs              This is a general and rather controversial term for children who need 
                                                  some form of extra help and assistance. It is not possible to give a 
                                                  precise definition as their needs can vary so much. 
Special schools       These schools are usually for children who have a particular impairment 
                                 or disability. For example, in many countries there are schools solely for 
                                deaf children; those with visual impairments or those with intellectual 
                                disability.

Special units /        An ordinary school may set aside a number of classrooms especial​ly for 
 special classes      children with special needs. These pupils may receive some or all of their 
                               teaching in the Unit.
Special teachers     We use this term to refer to teachers who work in special schools or in 
                               ordinary schools with particular responsibilities for children with 'special 
                               needs'. These teachers usually have obtained some extra training.
Specialist
        We are using this term to mean people who have a particular expert​ise in 
                                dealing with childhood illnesses and disabilities. This includes doctors 
                                but also therapists, psychologists and social workers
Teaching         Actions that teachers can take when presenting lessons or interact​ing with
 strategies         children to assist their learning.

(Taken from UNESCO (2001) Understanding and Responding to Children's Needs in Inclusive Classrooms, a Guide for Teachers 
Retrieved from http://unesdoc.unesco.org/images/0012/001243/124394e.pdf)
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