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The country with one language is an island – a pure island,

A far, untranslatable island

The one which has two languages

Has a more welcoming speech.

An old melody and an accompaniment – and a grasp

Of the richness of expression.

The key to two cultures is

For children a lifelong treasure, without pain.

There is room for another language – in the memory.

The memory is insatiable.

Two are not harder to understand.

Can one not stimulate the other?

Professor Iolo Wyn Williams

(Taken from Encyclopaedia of Bilingualism and Bilingual Education.)
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Introduction

I am a mother of four children bilingual in Czech and English whose English is at a native speaker level. The children have to attend 3 compulsory English lessons a week at school and there is no option to study a different language. For the last four years, I have been trying to help the teachers provide my children with meaningful instruction and appropriate materials, but I have not yet entirely succeeded. This thesis is a part of my effort to remedy that.

This thesis: ‘Integrating Children Speaking English as their Mother Tongue into the English Classroom’ consists of two parts. The theoretical part examines the definition of gifted and talented children in connection with bilingual children, and sets out to prove that bilingual children should be considered talented for the purpose of their English classes and treated accordingly. Further, the theoretical part sums up the principles of differentiation and how they apply to bilingual children. The practical part is a case study designed to assess whether the needs of bilingual children, and particularly those children who are native speakers of English, are being met in the regular English classroom. The purpose of the thesis is to explore ways which could help teachers understand the children’s needs better and to meet their needs in an appropriate manner. With the help of the British curriculum, authentic British teaching materials and a book on differentiation, new sets of materials for bilingual children have been created and tested. The findings resulting from this research are included in the conclusion.
While the number of children who speak English at a native speaker level is currently relatively small, the number of children who can be considered bilingual in Czech and English rises each year. There are at least 14 kindergartens in Brno alone offering to teach children English through total immersion. Even if there were only 5 children leaving each of these establishments each year, that would bring around 70 children bilingual in Czech and English into the first year of Brno schools each year.  While these children might not be of the same level and fluency as native speakers, their ability to understand English and to communicate in English would be considerably higher than the ability of their monolingual peers. However great or small their number, these children also require an individual approach in their English lessons.

The work also touches on the subject of teaching English to children who are already bilingual (for example Romany children who speak Romany and Czech; or Vietnamese children who speak Vietnamese and Czech) for whom English is their third language.

I. The Theoretical Part
1 Bilingualism
1.1 The term bilingualism
“Bilingualism is best studied as an interdisciplinary phenomenon. The concept of bilingualism is a relative notion.” (Romaine 22)

There have been many studies conducted on bilingualism and many scholars have developed a wide range of definitions of bilingualism. One extreme opinion is expressed by Bloomfield who describes bilingualism as “a native-like control of two languages” where “perfect foreign-language learning is not accompanied by loss of the native language” (55-56). However, even he recognizes that “one cannot define a degree of perfection at which a good foreign speaker becomes a bilingual: the distinction is relative” (56). As Baker states in his Encyclopaedia of Bilingualism and Bilingual Education in the simplest terms, “most people would say … that a bilingual is a person who can speak two languages” (2). And as he points out, that explanation raises more questions. We could ask: How well can they speak the two languages? Can they only speak them or can they read and write in both of them too? Are they equally proficient in both of them and in all four skills (speaking, reading, writing, listening)? Are they proficient in either of them and in any of the four skills? There is no easy and straightforward answer to these questions. However, the following seems to be generally applicable:
Few bilinguals are equally proficient in both languages, even though this is often thought to be the case. One language tends to be stronger and better developed than the other. This is described as the dominant language. It is not always the first or native language of the bilingual. … Few bilinguals possess the same competence as monolingual speakers in either of their languages. This is because bilinguals use their languages for different functions and purposes. (Baker 3)
This view has been further developed by Grosjean who represents the other end of the scale and who states that bilingualism is “the ability to produce meaningful utterances in two languages, the command of at least one language skill (reading, writing, speaking, listening) in another language [or] the alternate use of several languages. … We will call bilingual those people who use two languages in their everyday lives.” (1)
While Grosjean might be viewed as somewhat extreme in his generous use of the term ‘bilingual’, his paper offers many insights into the reality of being bilingual. He corrects some general misconceptions as to what it means to be bilingual and how bilingualism works:
Bilinguals acquire and use their languages for different purposes, in different domains of life, with different people. It is precisely because the needs and uses of the languages are usually quite different that bilinguals rarely develop equal fluency in their languages. The level of fluency … will depend on the need … and will be domain specific.

Bilinguals have been described and evaluated in terms of the fluency and balance they have in their two languages; language skills in bilinguals have almost always been appraised in terms of monolingual standards; research on bilingualism has in large part been conducted in terms of the bilingual’s individual and separate languages.

Researchers are now starting to view the bilingual not so much as the sum of two complete or incomplete monolinguals but rather as a specific and fully competent speaker-hearer who has developed a communicative competence that is equal, but different in nature, to that of the monolingual. (2)
Bilinguals develop their languages to the level of fluency required by the environment. 
Code-switching … is not simply a haphazard behaviour due to some form of ‘semilingualism’ but … a well governed process used as a communicative strategy to convey linguistic and social information. (4)
The attitudes and feelings that monolinguals have towards bilingualism … are extremely varied, ranging from very positive attitudes to very negative attitudes (such as surprise that many bilinguals do not master their two languages perfectly, that they cannot translate automatically from one language to another, etc.). (7)
The emergence of a wholistic view of bilingualism is encouraging researchers to move away from the monolingual yardstick and develop a true linguistics of bilingualism. (Grosjean, 8; emphasis have been added.)
There are not only many definitions of bilingualism but also different ways of classifying bilinguals. These classifications divide bilinguals according to various criteria. 
This paper is mainly interested in the development of children and, for that purpose, Romaine’s division of bilinguals has been included. Romaine divides bilinguals according to the way they acquired their two languages in childhood:

Type 1: ‘One Person – One Language’

The parents have different native languages with each having some degree of competence in the other’s language. The language of one of the parents is the dominant language of the community. The parents each speak their own language to the child from birth.

Type 2: ‘Non-dominant Home Language’/’One Language – One Environment’

The parents have different native languages. The language of one of the parents is the dominant language of the community. Both parents speak the non-dominant language to the child, who is fully exposed to the dominant language only when outside the home, and in particular in nursery school.

Type 3: ‘Non-dominant Home Language without Community Support’

The parents share the same native language. The dominant language is not that of the parents. The parents speak their own language to the child.

Type 4: ‘Double Non-dominant Home Language without Community Support’

The parents have different native languages. The dominant language is different from either of the parents’ languages. The parents each speak their own language to the child from birth.

Type 5: ‘Non-native Parents’

The parents share the same native language. The dominant language is the same as that of the parents. One of the parents always addresses the child in a language which is not his/her native language.

Type 6: ‘Mixed languages’

The parents are bilingual. Sectors of community may also be bilingual. Parents code-switch and mix languages. (Romaine 183)

In this thesis, the following terminology assembled by Baker will also be used:
· Simultaneous bilingualism – appears in those who “are exposed to two languages from birth and learnt to speak them at the same time” (36).

· Consecutive (also called sequential or successive) bilingualism – appears in those who “hear one language in the home and come into contact with another later. Three years of age is generally regarded as an approximate borderline between simultaneous and consecutive bilingualism.” (36)
· Codeswitching – “the term used to describe the subtle and purposeful way in which bilinguals switch between their two languages” (37).

· Mother tongue – usually refers to “the original language of an individual”, “the language that the mother speaks to a child” or “the language that a child learns first” (47). “Many bilinguals learn two languages simultaneously” (47) and thus become native speakers of two languages. In the Cambridge Dictionary, a native speaker is described as “someone who has spoken a particular language since they were a baby, rather than having learnt it as a child or adult” (1244). 
1.2 Languages and the Czech Republic

Romain states: “Bilingualism is too often seen as incidental and has been treated as a special case or a deviation from the norm.” (8) While, nowadays, many Czechs might be inclined to think this way, it has not always been so. When we look at the last one hundred years of history in the Czech Republic, or the former Czechoslovakia, and the Austro-Hungarian principalities of Bohemia and Moravia, we see that its people have been predominantly bilingual to multilingual all throughout that time and that it is only in the last 19 years that the country has become officially monolingual. Historically speaking, that is a very short time. Aside from Czech, the official languages of the Czech people included German and Slovak, and, not so long ago, many people used to be able to communicate fluently in Russian too. 
There have also always been minorities speaking their native tongue whether at home or/and at work. The largest minorities (numbering from approximately 300 000 to 5000 people) currently include: Romany, Ukrainian, Vietnamese, Slovak, Russian, Polish, German, Bulgarian, Moldavian, American (USA), Chinese and British. (See ‘Foreigners’ and ‘Romska narodnostni mensina’) 
The total number of people belonging to the various minorities currently comes to around 700 000. That number includes a great portion of bilingual or multilingual children attending Czech schools, some of whom are native speakers of English requiring an individual approach in their compulsory English lessons. However, for the majority of the minority children, English may well be their third language and while some of them might also require an individual approach, it will be for different reasons (for example, varying levels of mastery of both the native tongue and Czech; possible vocabulary issues; cultural differences resulting in different approaches to education). 

It is true that “the rampant bilingualism of today’s world, and the pockets of monolingualism within it, are the product of billions of … choices” (Baker vi).
2 Talented children

2.1 The definition of a talent or a gift and to what extent it applies to bilingual children
While the Concise Oxford Dictionary describes a talent as “a special aptitude or faculty” or “high mental ability“ (1244), the American educational act dealing specifically with talented children, Javits Gifted and Talented Education Act (1988), uses a description directly suited to the purposes of education:
Children and youth with outstanding talent perform or show the potential for performing at remarkably high levels of accomplishment when compared with others of their age, experience, or environment.

These children and youth exhibit high performance capability in intellectual, creative, and/or artistic areas, possess an unusual leadership capacity, or excel in specific academic fields. They require services or activities not ordinarily provided by the schools.
Outstanding talents are present in children and youth from all cultural groups, across all economic strata, and in all areas of human endeavour.
Bilingual children are perhaps not gifted or talented in the strict sense of the word because a talent or a gift is expected to encompass an entire field or area of abilities or capabilities. For example, a linguistically talented child would exhibit talent and high performance in all languages, not just one. Bilingual children do not fit this expectation because, even though many of them have a well developed feel for languages and outstanding language awareness, others can be talented mathematically or in some other field and perform relatively poorly in languages
. However, when speaking of children who are bilingual in Czech and English in the context of their English class in a Czech school, their ability in the English language fits the description perfectly – they show outstanding talent; they perform at remarkably high levels when compared with others of their age, experience, or environment; and they excel in a specific academic field, as narrow as it may be. As such, they should certainly be entitled to the services and activities not ordinarily provided by the schools. 

In the Czech Republic, the Framework Education Programme for Elementary Education (further on the FEP EE; 115) defines a gift as “a collection of abilities which make it possible for an individual to attain performance beyond those of the average population”. This definition allows for a wide variety of interpretations and is most certainly applicable to all children who study a language in which they are bilingual as their second language. Then the FEP EE gives several specifics which can help teachers identify a talented pupil. Of these, the following can be applied to bilingual children (115):

• the pupil’s knowledge exceeding the set requirements;  

• tendency towards perfectionism and a corresponding approach, sometimes contentious, to communication with the teacher;  

• creation of his/her own methods for solving tasks which allow for creativity;  

• quick orientation in learning methods;  

• a need to demonstrate and apply his/her knowledge and skills in the school environment. 

When we consider the abilities of bilingual children, not only does their knowledge exceed the set requirements, but their knowledge can, in many respects, often exceed even that of their teachers. When that is the case, the teachers have to develop strategies for managing that pupil in a way which would not cause them to lose the respect of the bilingual child and the other children in the class. Most teachers acknowledge the child’s ability and use them as a helper or an assistant to help prevent embarrassing situations. For the teacher, it is a difficult position to be in though, and it is one of the reasons why these children should be given special care and attention before they are even placed in a class. 

Bilingual children might not always lean towards perfectionism as far as their own performance is concerned, but they can be rather contentious when communicating with their teachers, especially when they feel the teacher has made a mistake or did not understand them correctly. They can be inclined to offer unsolicited advice and correction to their classmates too. 
When given tasks, bilingual children might find it difficult to follow the instructions meant for their monolingual peers as their knowledge goes much deeper and in itself offers a great variety of solutions for most tasks they are to complete. Just a simple vocabulary translation can cause discord as a bilingual child might know several expressions which could be used for one word and this could cause them confusion. They will often find their own creative ways to cope with this and solve tasks in their own manner, but then it is up to the teacher to respond to that with sensitivity and support, rather than with criticism.
And finally, the last point from the FEP EE, “the need to demonstrate and apply his/her knowledge and skills in the school environment”. Most children like to show off their skills and bilingual children are no different in this respect. Many of them exhibit a need to demonstrate their knowledge and abilities to their peers and to their teachers. They are aware that they are at an advantage in the English classroom and understandably try to make the most of it. For a bilingual child, it is very easy to have the right answer for almost any question the teacher asks the monolingual children. This means that either the rest of the class gets very frustrated or the teacher has to ask the bilingual child not to participate in many of the exercises in order to allow the other children to take part. Even if we leave out the fact that bilingual children learn very little in a regular class with a regular curriculum, as we can see, there are still many other valid reasons for making sure bilingual children are kept busy and challenged in their language lessons.
2.2 Current trends in elementary education in the Czech Republic

The FEP EE states it encourages and supports the following trends in education:

· to take the pupils’ needs and potential when attempting to achieve the educational objectives at elementary schools into consideration;  

· to apply more variable organisation and individualisation of education in accordance with the pupils’ needs and potential and to utilise internal differentiation of instruction; 

·  to create a wider offer of obligatory optional subjects for the development of the pupils’ interests and individual capabilities; 

· to create a positive social, emotional and working atmosphere founded on effective motivation, cooperation and engaging instructional methods; (6-7)
These trends are very comprehensive and give teachers some very good and valuable points to focus on and to be guided by in their work. What it does not offer, and possibly cannot offer, is practical examples and practice in achieving these commendable goals. That needs to be supplied by those who teach and train the teachers, provided they themselves have at least some experience with that.
Further on, the FEP EE states that elementary education is based on acquiring new knowledge, respecting and developing each pupil’s individual needs, potential and interests (including pupils with special educational needs). The teachers are to achieve such by using suitable methods which would motivate pupils to further learning, guide them to active learning and help them seek, discover, create and find suitable ways of solving problems. If bilingual children are not treated as talented or gifted, then there is little likelihood the teachers will be able to achieve all of the above.
The FEP EE goes on to express the need to create “a challenging and creative environment which stimulates the most gifted and talented pupils,  ... and which ensures that each child, through instruction adapted to his/her individual needs, develops optimally in accordance with his/her own learning capabilities; ... and provides them with space and time for active learning and for the full development of their personality”(9). This whole section calls for the use of extensive modifications to all regular lessons and the implementation of the principles of differentiation in all the classrooms; however, many teachers repeatedly voice their concern that they do not feel they are able to provide this kind of instruction. 
2.3 Implementation of the trends

In order to implement these trends, the FEP EE (116) gives the teachers several options through which they can modify their lessons so as to ensure that the gifted or talented child’s needs are met:

· individual education plans;  

·  complementation, augmentation and amplification of the educational content;  

·  assignment of specific tasks;  

·  inclusion of the pupil in independent and more extensive work and projects;  

· internal differentiation of the pupils in some subjects;  

·  occasional (temporary) creation of groups for selected subjects with a possibility to choose on the part of the pupil;  

·  the pupil’s attendance of some subjects with older pupils.

As far as bilingual children are concerned, the first four points can be applied very well, especially if combined all together; and they should provide sufficient variability to fully satisfy the needs of a bilingual child. The last point, in particular, is not usable at all with bilingual children as their abilities in the language generally exceed even those of a higher class and, on the other hand, their mental capacity and development and their areas of interests are usually not very compatible with higher classes. 

The overall impression is that Czech teachers have the right legal tools to be able to deal with bilingual children in their lessons, but the fact that it is not happening tells us that something is missing. Inasmuch as there are provisions made for all the pupil’s possible needs, there is little in the way of offering teachers consistent and continual training, hands-on practice, and individual assessment and support, which would teach the teachers how to work with these new trends, and, equally importantly, which would motivate the teachers to do so.
2.4 Bilingual children in English lessons

A recent study conducted by Pavla Kantova as well as my own efforts in this area uncovered that teachers do not respond to the needs of bilingual children in the manner suggested above. None of the teachers Kantova approached and questioned with regards to modifications made to their lesson plans in order to accommodate the bilingual children in their classes, used any of the suggested modifications. During my research, the English teachers I approached presented me with the following reasons for their inability to provide bilingual children with the suggested measures:

· The issue of time: there is not enough time to prepare special materials for just one pupil; there is not enough time in the lesson to do different tasks (reading, speaking) with just one pupil

· The issue of ability: the bilingual children do not need to develop any more as their English is above the required standard already; while there are other children who need more time and help in order to reach it, so those children need to come first

· The issue of attitude: the bilingual children are happy in the class, they do not require any special tasks and work; or alternately, the bilingual children are not willing to do any special tasks assigned by the teacher

· The adjustments that the teachers feel are adequate for the children: the teachers stated they give the bilingual children opportunity to help them with providing explanations, with reading and pronunciation

Are the teachers’ adjustments valuable to the class or to the bilingual child?

A bilingual child, while proficient at speaking a language, is generally unable to simplify their speech in order to make it understandable for their non-bilingual peers and is also prone to making numerous ‘native speaker mistakes’ in their speech. Baker explains: “Native speakers of the target language do not usually know how to adjust or simplify their language when addressing language learners.” (667) Any explanations they might offer could easily be misunderstood by their peers and confuse them further or make them feel frustrated. Their reading might sound very natural and proficient but is again most likely too fast and contracted for the beginners’ understanding and can also contain mistakes which the teacher needs to watch out for and check for. And finally, is this sufficient for the bilingual child to develop their potential and interests; to motivate them to further learning, guide them to active learning and help them seek, discover, create and find suitable ways of solving problems? Are they learning anything new in this environment? Are they even being supported in at least retaining what they already know? The answer to all these questions is: no. 
Some teachers might object that as the bilingual children already know all that is required of them by the FEP EE, it is not essential for the teachers to work with them any more. The teachers might feel their work has been done for them. However, all bilingual children need to work on their English further so as not to forget it while living in a predominantly Czech environment. The need of a person to constantly work on their ability in their language can be demonstrated by the forgetting curve (see fig. 1) by Hermann Ebbinghaus
, which illustrates the decline of memory retention in time.
Fig. 1 The Forgetting Curve
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As can be seen in the graph, the less often we recall a piece of information, the sooner we will forget it. If the teachers do not provide the children with adequate materials and stimulation, the children will gradually forget all the previously acquired English knowledge that they are not using any more. Baker supports this view: “If [the bilingual] person moves away from the neighbourhood or area where the minority language is spoken, or loses contact with those who speak it, he or she may lose fluency in the minority language.” (3)
3 Differentiation

In the Czech Republic, there is a real need for English teachers who practice and understand not only the theory and reality of bilingualism but also the principles of differentiation. As integration becomes more the norm, the regular English classroom will be filled with pupils of vastly varied levels of English. At one end of the scale, the minority pupils for whom English is effectively their third language and who need support tailored to their very specific and individual needs; then there are pupils with various disabilities; pupils whose English is advanced because they have attended English kindergartens or lived with parents abroad; and, right down to the other end of the scale, bilingual pupils operating at a native speaker level. That is a lot to cope with and teachers need to be prepared for that. The FEP EE gives sufficient legal structure but teachers do not appear to understand how to implement it and put it into practice. Future teachers should be encouraged to obtain practice in differentiation.

Differentiation provides one of the best ways to include bilingual children in the regular English classroom, but it is also useful for ensuring that all of the children (bilingual or multilingual; children with special needs; and children who do not have any special needs but are simply at a different level in a particular area of the curriculum to the other children) receive the individual teaching and instruction described in the FEP EE.
3.1 Differentiating Instruction in the Regular Classroom
“The model of differentiated instruction requires teachers to be flexible in their approach to teaching and adjust the curriculum and presentation of information to learners rather than expecting students to modify themselves for the curriculum.”(Hall)
In order to determine the best course in preparing materials that would cater for the needs of both bilingual pupils and their classmates, a book on differentiation was consulted. The book was written by Diane Heacox and the title is Differentiating Instruction in the Regular Classroom. The book offers many simple and effective ways in which teachers can gradually learn to incorporate differentiating techniques into their everyday classroom and make it a more fulfilling experience for both themselves and the children. It is recommended that the changes be taken step by step and one at a time, so as not to be too demanding for the teacher or the children. 

The first step is to get to know the students better, establish their preferred learning styles, their multiple intelligences, areas of interest and preferred styles of assessment. Once we know that, it is time to create a curriculum map which will help us define the so called ‘essential questions’. Then there are several ways in which a teacher can tier the instruction and activities in the classroom: 

· tier by resources (it involves choosing materials at “various reading levels and complexity of content”) 

· tier by process (one student can search magazines while another can interview people) 

· tier by product (works well for different intelligences; students can produce a speech, a picture, a graph, a pantomime) 

· tier by outcome (do a visual representation of a speech or compare two speeches) 

It is important to make tiering invisible by offering choices even in situations where we make assignments: we can let students choose a group but assign the task or we can assign students a group but offer them a choice of tasks (Heacox 99). 

On the subject of gifted students Heacox says: “The interests and passions of gifted learners often lie beyond or outside the general curriculum. … Some gifted students are considerably out of alignment with their grade-level curriculum. … Some answers from the field of gifted education are curriculum compacting, individual planning and the assistance of mentors or subject area specialists.” ‘Compacting’ is further described as examining “a particular subject area and [identifying] content or skills that could be accelerated, eliminated, or preassessed” (136-7). 

3.2 VAK Learning Styles

One of the tests suggested by Heacox is a VAK Learning Style test. Heacox describes learning styles as “individual preferences for where, when, or how a student obtains and processes information” (8). There are many theories on learning styles and each of them focuses on a different aspect of learning. The VAK test helps people determine which style of learning suits them the best – visual, auditory or kinaesthetic. The people using these individual styles can be described as follows:

· Someone with a Visual learning style has a preference for seen or observed things. These people will be best able to perform a new task after reading the instructions or watching someone else do it first. These are the people who will work from lists and written directions and instructions.

· Someone with an Auditory learning style has a preference for the transfer of information through listening. These people will be best able to perform a new task after listening to instructions from an expert. 

· Someone with a Kinaesthetic learning style has a preference for physical experience. These people will be best able to perform a new task by going ahead and trying it out, learning as they go. 

People commonly have a main preferred learning style, but this will be part of a blend of all three. Some people have a very strong preference; other people have a more even mixture of two or less commonly, three styles.

When you know your preferred learning style(s) you understand the type of learning that best suits you. This enables you to choose the types of learning that work best for you. (Chislett and Chapman, “VAK Learning Styles”)

3.3 Multiple Intelligences Test 

Howard Gardner came up with the theory that people do not have only one kind of intelligence but a whole set of intelligences: “As human beings, we all have a repertoire of skills for solving different kinds of problems. … Every cultural role of any degree of sophistication requires a combination of intelligences.” (Gardner 26-27) He defined intelligence as “the ability to solve problems, or to fashion products, that are valued in one or more cultural or community settings” (Gardner 7).
He believes that at least seven different intelligences can be defined and found in people and he described them in the following words:

Linguistic intelligence is the kind of ability exhibited in its fullest form, perhaps, by poets. Logical-mathematical intelligence is logical and mathematical ability, as well as scientific ability. … Spatial intelligence is the ability to form a mental model of a spatial world and to be able to maneuver and operate using the model. … Musical intelligence is the fourth category: Leonard Bernstein had lots of it. … Bodily-kinesthetic intelligence is the ability to solve problems or to fashion products using one’s whole body, or parts of the body. … Interpersonal intelligence is the ability to understand other people. … Intrapersonal intelligence … is the capacity to form an accurate, veridical model of oneself and to be able to use that model to operate effectively in life. (Gardner 8-9) 
Gardner appeals to teachers to make full use of these intelligences in their classrooms to help all children reach their full potential. 
In the book on differentiation, a multiple intelligences test was suggested to ascertain what types of teaching methods should be adopted when preparing materials for individual children. The multiple intelligences test assesses the following areas: linguistic, logical-mathematical, musical, bodily-kinaesthetic, spatial-visual, interpersonal, and intrapersonal. The results of this test help teachers understand which methods work the best with each individual child. While it is good to use all of the methods equally in order to provide for all the children and also to help the children develop even in those areas in which they are not naturally good at, it is helpful to know where the child feels the most comfortable and confident.
II. The Practical Part 
4 Introduction

The aim of the practical part is to put the theoretical knowledge of bilingualism, talent and differentiation into practice and, with its help, provide a bilingual child with instruction and materials tailored specifically to her needs. At the same time, an effort has been made to lighten the load of the teacher who has the bilingual in her class, and also to demonstrate to the teacher what kind of work would be appropriate for the bilingual child in the future.

The practical part of the thesis consists of a section which compares the Czech and the British curricula and explains how they complement each other and where they differ; it includes the results of a survey (conducted via a questionnaire) which outline the views of several parents of bilingual children with regards to their English education; it contains a case study which, using the example of one bilingual child, demonstrates how much more advanced a bilingual can be and how to use differentiation to help teachers manage these children better; and finally, a set of sample worksheets is included and discussed in order to ascertain whether the modifications made to the teaching materials have been successful or not, and to what extent they can be applied and used by other teachers. 
4.1 Understanding the needs of children speaking English as their mother tongue
When asked how he would adapt his lessons for a native-speaker level bilingual child and what he could offer her, an English teacher working at one respected high school in Brno answered: “What do you mean? We don’t do anything special for them. You know, I taught a bilingual boy last year and he didn’t have an A. These children have lots to learn here in regular classes. Just ask them about the difference between the use of ‘going to’ and ‘will’ and you’ll see. And besides, they can use English classes to relax because the rest of the classes here are very demanding.” 

This statement can serve as an example of the way many teachers perceive bilingual children and their needs. Instead of finding out what the children can do, the teachers tend to focus on what the children cannot do and then come to the conclusion that the regular curriculum, with perhaps some enhancements (i.e. getting children to assist the teacher), is appropriate for them. While the child might not be able to explain the difference between the use of ‘going to’ and ‘will’, that child will most likely be able to use them correctly, and that is the primary reason for which non-native speakers learn grammar rules. While native speakers also learn grammar rules in their English lessons, they often approach them from a different angle than we do, and sometimes learn them even in a different format (see Worksheet 11, Plurals).  
Teachers who acquired their English as a second language might find it difficult to make the connection that, for these children, English is their first language, and therefore, they approach the language in a different manner. Baker states: “When young children learn a first language at home they receive many thousands of hours’ exposure to the language. They acquire language within real contexts and for real purposes. Many visual and contextual clues help them understand language.” (667) Their vocabulary is usually quite large but it is domain specific and it might not always correlate with the vocabulary studied in Czech schools. The way in which they learn to read differs greatly too. Monolingual children in a foreign language class learn the pronunciation, the spelling and the meaning of each new word at the same time. Bilingual children usually learn how to pronounce a word first, then they figure out the meaning, and in due time and when appropriate, they learn to read and spell it too. Reading and spelling is usually taught by grouping together words with similar spelling or containing the same sounds. Insisting that bilingual children memorize the spelling of random words and then produce it in writing, ideally with one hundred percent accuracy and often out of context, is highly inappropriate. To put it simply, children speaking English as their mother tongue need the equivalent of Czech lessons taught in English. In my view, children speaking English as their mother tongue should be taught according to an individual education plan based on the British/American curriculum.
4.2 Comparing the curricula and adapting the Czech curriculum to native-speaker needs

In this chapter the three different curricula will be looked at and compared – the Czech curriculum for a foreign language, the Czech curriculum for the Czech language (used in order to identify the parts of language knowledge which can be transferred from Czech to English) and the British English language curriculum. The curriculum presented first is the Czech curriculum for a foreign language for stage 1 (end of year 5, 10-11 year olds). The children leaving year 5 are expected to be able to do the following in the foreign language:

· create a simple written message, short text and response to a message using correct grammar and form; fill his/her basic personal data in forms  

· reproduce, both orally and in writing, the content of a text of appropriate difficulty and a simple conversation  

· modify short texts while preserving their meaning

· participate actively in a simple conversation, greet and say good-bye to both an adult and a friend; provide the information required  

· rules of communication in common everyday situations – greetings, expressing thanks, introductions  

· simple messages – addresses, congratulations, holiday greetings and letters, apologies, requests  

· thematic areas – home, family, school, leisure time and hobbies, clothing, shopping, nature and weather, traditions and customs, holidays, important geographical data  

· vocabulary and word formation – synonyms, antonyms, word meanings in context  

· basic grammatical structures and sentence types, the basics of the lexical principles of orthography – simple sentences, formation of questions and negation, word order in a sentence

· understand familiar words and simple sentences related to the topics being studied  

· understand the content and meaning of simple authentic materials (magazines, graphic and audio materials) and use them in his/her work  

· read simple texts containing familiar vocabulary aloud fluently and respecting the rules of pronunciation  

· find necessary information in a simple text and create an answer to a question  

· use a bilingual dictionary (FEP EE 23-24)

It is evident that children speaking English as their native tongue are not going to be particularly challenged by this curriculum; especially, if we compare it to the curriculum this same 11-year-old child would be expected to master in an English class in a British school (English: Key stage 2). The British curriculum provides an ideal source but cannot be taught exactly as listed for a variety of reasons, some of the principal ones being: it might be too difficult for a child living in a foreign (non-native) country; on the other hand, the child might already know some of it due to transference from Czech language classes; there are also significant differences in both cultures which would make it difficult for Czech teachers of English to teach some of the aspects of the British curriculum; and Czech teachers’ education and job expectations differ from those of their British counterparts which also influences the outcome of the teaching. In the following section, the British curriculum will be looked at in detail and which parts of it need to be taught and which can be transferred from Czech language classes will be determined.
The British curriculum for Key Stage 2 expects the children:

1. To speak with confidence in a range of contexts, adapting their speech for a range of purposes and audiences, pupils should be taught to:
a. use vocabulary and syntax that enables them to communicate more complex meanings
b. gain and maintain the interest and response of different audiences [for example, by exaggeration, humour, varying pace and using persuasive language to achieve particular effects]
c. choose material that is relevant to the topic and to the listeners
d. show clear shape and organisation with an introduction and an ending
e. speak audibly and clearly, using spoken standard English in formal contexts
f. evaluate their speech and reflect on how it varies. (English: Key stage 2)
As far as speaking is concerned, the children could transfer most of the abilities listed from their Czech language classes, apart from points: a. and f. Point a. is taught in Czech classes but it differs from the English use and point f. does not get taught at that level either in Czech or English classes. 

The next part of the curriculum states:
2. To listen, understand and respond appropriately to others, pupils should be taught to:
a. identify the gist of an account or key points in a discussion and evaluate what they hear
b. ask relevant questions to clarify, extend and follow up ideas
c. recall and re-present important features of an argument, talk, reading, radio or television programme, film
d. identify features of language used for a specific purpose [for example, to persuade, instruct or entertain]
e. respond to others appropriately, taking into account what they say. (English: Key stage 2)
Listening skills could all be transferred if the pupils were given adequate English expressions and practice. While it is quite easily provided, it might discourage the teachers as it could appear too time consuming. This kind of practice will most likely be provided by the English speaking parent or other English speaking family members; however, the teachers could design an exercise which would start off as a short discussion with the pupil and then proceed into a reading and writing exercise which would keep the pupil occupied for the rest of the lesson and prove very effective for both the pupil and the teacher.

The speaking part of the British curriculum is defined as follows:

3. To talk effectively as members of a group, pupils should be taught to:
a. make contributions relevant to the topic and take turns in discussion
b. vary contributions to suit the activity and purpose, including exploratory and tentative comments where ideas are being collected together, and reasoned, evaluative comments as discussion moves to conclusions or actions
c. qualify or justify what they think after listening to others' questions or accounts
d. deal politely with opposing points of view and enable discussion to move on
e. take up and sustain different roles, adapting them to suit the situation, including chair, scribe and spokesperson
f. use different ways to help the group move forward, including summarising the main points, reviewing what has been said, clarifying, drawing others in, reaching agreement, considering alternatives and anticipating consequences. (English: Key stage 2)
As far as talking in a group is concerned, only a. and b. could be transferred. Points c., d., e. and f. do not get taught in Czech or English classes at that level. They could perhaps be provided for in the individual education plan, but providing this kind of speaking activity might prove very difficult for the teacher, as it is often only the teacher who can effectively communicate with the bilingual pupil in the English class. For this reason, this part might need to be left up to the parents. 

Drama is also a compulsory part of the British curriculum:
4. To participate in a wide range of drama activities and to evaluate their own and others' contributions, pupils should be taught to:
a. create, adapt and sustain different roles, individually and in groups
b. use character, action and narrative to convey story, themes, emotions, ideas in plays they devise and script
c. use dramatic techniques to explore characters and issues [for example, hot seating, flashback]
d. evaluate how they and others have contributed to the overall effectiveness of performances. (English: Key stage 2)
All of the above is mostly non-transferable as drama is not a part of compulsory education in Czech schools. Those pupils who take voluntary drama classes might be able to transfer some of these skills but it would be highly individual. As Czech teachers of English are not always trained drama teachers in Czech schools, they could hardly be asked to provide this kind of education. 

The writing part of the curriculum states that:

1. Pupils should be taught to:
a. choose form and content to suit a particular purpose [for example, notes to read or organise thinking, plans for action, poetry for pleasure]
b. broaden their vocabulary and use it in inventive ways
c. use language and style that are appropriate to the reader
d. use and adapt the features of a form of writing, drawing on their reading
e. use features of layout, presentation and organisation effectively. (English: Key stage 2)
Where writing is concerned, points a, b, and c could be transferred, but points d and e are taught only in a limited manner in Czech classes. The Czech language curriculum prescribes the following “types of written expression: addresses, congratulations, holiday greetings, written apologies; messages, notices, invitations, notes, advertisements, letters, descriptions; simple forms (application forms, questionnaires), narrations”. (FEP EE 24) The British curriculum, however, focuses on: writing speech, clichés, exciting vocabulary, writers creating moods, writing instructions, persuasive writing, writing a report, writing a recount, poetry, and the story writing process (getting started with stories, clustering, characters, plotting, and writing the story). (Huggins-Cooper, L. Revision Guide 3)

There is another paragraph on writing in the curriculum:

2. To develop their writing on paper and on screen, pupils should be taught to:
a. plan - note and develop initial ideas
b. draft - develop ideas from the plan into structured written text
c. revise - change and improve the draft
d. proofread - check the draft for spelling and punctuation errors, omissions and repetitions
e. present - prepare a neat, correct and clear final copy
f. discuss and evaluate their own and others' writing. (English: Key stage 2)

Apart from point f, the technical side of writing is taught in the same manner and is therefore transferable. Point f is usually not done in Czech schools on a regular basis, but it is something that should be incorporated into the regular classroom practice for all pupils, as it provides the pupils with invaluable feedback and natural learning opportunities. 

As far as grammar is concerned, the curriculum states:

Pupils should be taught:
a. word classes and the grammatical functions of words, including nouns, verbs, adjectives, adverbs, pronouns, prepositions, conjunctions, articles
b. the features of different types of sentence, including statements, questions and commands, and how to use them [for example, imperatives in commands]
c. the grammar of complex sentences, including clauses, phrases and connectives
d. the purposes and organisational features of paragraphs, and how ideas can be linked. (English: Key stage 2)
Grammar is somewhat complicated. The basic theory is the same in both languages (for example, the definition of a noun; simple, compound and complex sentences), so here the pupils would mainly need to learn the English grammar terminology. However, the definitions of word classes and types of sentences vary to some degree and contain many exceptions which would need to be addressed. 

One of the most challenging parts of the British curriculum concerns spelling conventions and understanding the construction of English words:

Pupils should be taught:

a. to sound out phonemes
b. to analyse words into syllables and other known words
c. to apply knowledge of spelling conventions
d. to use knowledge of common letter strings, visual patterns and analogies
e. to check their spelling using word banks, dictionaries and spellcheckers
f. to revise and build on their knowledge of words and spelling patterns

g. the meaning, use and spelling of common prefixes and suffixes
h. the spelling of words with inflectional endings
i. the relevance of word families, roots and origins of words
j. the use of appropriate terminology, including vowel, consonant, homophone and syllable. (English: Key stage 2)
While points a and j would be applicable to some degree even in Czech, the remaining points require not only that they be taught, but that they be taught in the right manner. The Czech way of teaching reading through individual letters, connecting them to form syllables, and then joining the syllables to form words does not work for native English speakers. A father of a bilingual child and an experienced English teacher explained: “When you read in English, it’s all done on word recognition, visual, don’t pronounce the syllables at all.” English children learn to recognize whole words by their shape even before, or whilst, they are learning individual letters and sounds. The words are then grouped by similarities in spelling and/or pronunciation: 

Most schools teach reading in a combination of ways:

The Look and Say method (sometimes known as the Whole Word or Sight method) where a child learns to recognise a word by sight through looking at it a number of times.

The Whole Sentence method is similar to Look and Say except a child memorises a whole sentence which usually has an accompanying picture.

The Phonic method uses the sounds of letters or letter groups. By learning the sounds a child has a strategy for de-coding a word which can be 'sounded out'. (Spolton)

Phonics books and workbooks represent a large portion of language work for younger pupils and should form an essential part of the individual education plan. The workbooks do not need to be compiled by the teachers, though; they should be provided by the parents who can easily obtain them in Britain or the USA. These workbooks are usually very straightforward and easy to work with. Some of them could even be adapted for the use of the monolingual children as they clearly demonstrate the spelling patterns.

Literature is approached in the British curriculum in a slightly different manner too:

4. To develop understanding and appreciation of literary texts, pupils should be taught to:
a. recognise the choice, use and effect of figurative language, vocabulary and patterns of language
b. identify different ways of constructing sentences and their effects
c. identify how character and setting are created, and how plot, narrative structure and themes are developed
d. recognise the differences between author, narrator and character
e. evaluate ideas and themes that broaden perspectives and extend thinking
f. consider poetic forms and their effects
g. express preferences and support their views by reference to texts
h. respond imaginatively, drawing on the whole text and other reading
i. read stories, poems and plays aloud. (English: Key stage 2)

Points a-e could be to a great extent transferred from the Czech classes; points f-i could be included in the individual education plan if the teacher feels capable of teaching them. Some of these points are not routinely practiced in the Czech educational system until the students attend university.

Further reading suggestions in the curriculum:
5. To develop understanding and appreciation of non-fiction and non-literary texts, pupils should be taught to:
a. identify the use and effect of specialist vocabulary
b. identify words associated with reason, persuasion, argument, explanation, instruction and description
c. recognise phrases and sentences that convey a formal, impersonal tone
d. identify links between ideas and sentences in non-chronological writing
e. understand the structural and organisational features of different types of text [for example, paragraphing, subheadings, links in hypertext]
f. evaluate different formats, layouts and presentational devices [for example, tables, bullet points, icons]
g. engage with challenging and demanding subject matter. (English: Key stage 2)

This part is covered by the Czech curriculum only to a limited extent and in the Czech context; therefore, most of it could be included in the individual education plan.

All of these suggestions are made for an 11-year-old pupil, whose English is of about the same level as that of their English peers. 

4.3 Summary of the main adaptation points
The British curriculum could be divided into two parts; one part would contain those parts of the curriculum which correspond to the Czech curriculum in the Czech language, i.e., knowledge which can be transferred from Czech to English (for example, recognizing a noun, learning punctuation rules, learning how to write a plan and a draft of an essay); the other part would contain those parts of the curriculum which either cannot be transferred or are not taught (some do not exist) in the Czech language (for example, the basic English linguistic terminology, alliteration, types of poetry, presenting an argument, English spelling). This second part could then be used as the basis for the individual education plan.
Some of the more general differences between the foreign language and native language approaches to learning English are as follows:

 Czech children in English lessons focus on acquiring new vocabulary and mastering simple grammar rules, whereas English children develop and refine their expressive skills both in writing and in speech.

Czech children learn to spell and pronounce each word at the same time as they learn its meaning, while English children learn spelling in groups of words that have similar spelling patterns. In Czech classes, spelling is considered one of the key skills; in English classes it is much more important to be able to express yourself well and to develop your ideas and thoughts in an organized manner.

Czech children read sentences out loud in order to practice pronunciation, the English children read mainly to extend their vocabulary and understanding.

Varied forms of creative writing form the basis of the native speaker English classes, whereas many Czech teachers use English writing exercises mainly for grammar and vocabulary practice. 

4.4 Questionnaire for parents of bilingual children

A questionnaire was created to find out more about the needs of bilingual children from those who know them and their level of English the best: their parents. Ten native speakers who have children in Czech schools were approached, of which five responded. Two fathers filled in the questionnaire via a structured interview; and another two fathers and one mother filled the questionnaire in writing. Four of the parents were British and one father was American. All of the respondents work in higher level English teaching, so they have a good understanding of sound teaching methods, approaches and techniques. 

The complete findings from the questionnaire are not included as the size of the bachelor’s thesis does not give it enough space, but relevant parts are given.

· One of the most relevant findings is the fact that all of the parents would prefer their children to study a different language at school rather than English. They feel they can teach their children English better themselves because they, as native speakers, learnt the language in the same manner as their children. They stated their own instruction is more natural and appropriate. They would also appreciate it if their children could learn a truly foreign language from a young age, to add to their Czech and English. This might, in fact, be the easiest solution to the situation of these children.

· None of the parents has been offered an individual education plan for their child/children or even knew about that option.

· Three of the parents said they occasionally supply additional materials for their children to work on in their English classes, which they later check at home. All of them feel the teachers are not linguistically and methodologically equipped to deal with their children’s needs in the ways the FEP EE suggests. Three of the parents strongly object to the way English is taught to the Czech children (in particular, with the methodology and level of language) and two are very happy with the way the teachers teach the Czech children. 

· Four of the parents strongly expressed that they would not want their children to take any EFL exams as it would be a very odd thing to do for a native speaker, but one of them felt it could provide them with motivation for further learning.

· Four parents would be happy if their children could study from authentic British or American materials but one of them does not think the teachers are up to the challenge. One parent does not want his children to be taught from the authentic materials at all as he feels “the teachers don’t have and won’t have the skills for that”.

The expectations of the parents varied depending on the individual needs and character of their children. For example, one father would have liked his son to be encouraged to do more creative writing in a motivating manner; while in his daughter’s case, he is happy for her to ‘just help the teacher’, as she has a learning disability, and being able to help her teacher and her classmates builds her shaken confidence. 

Overall, if the children cannot study a different language at school, the parents would very much welcome it if their children could be taught by somebody who understands their needs and is able to provide instruction at the appropriate level.
5 A case study

5.1 Introduction

The aim of the case study is to offer support to the theory that bilingual children should be treated as talented by establishing the fact that a bilingual’s level of English can be way above the standard required by the Czech curriculum, and to demonstrate how meaningful work with bilingual children can be achieved. 
In this part of the thesis a bilingual child, Anya, is examined and the following questions are answered: 
· What type of bilingual is she and what is her background with regards to English? 
· What level is her English?

· Is the teaching she receives at school in harmony with the standards set in the FEP EE? 
· What is her preferred learning style and what are her prevalent multiple intelligences?
· And what can be done in order to help her gain more from her English lessons?

Later on, special tasks created specifically for Anya are presented, and the concept of if and how well they fulfilled their purpose is explained. Suggestions for further improvement and further research are also made.
5.2 Anya

Anya is a 12-year-old girl who could be described as a simultaneous bilingual for whom both English and Czech are her mother tongues, which makes her a native speaker of both English and Czech. She falls into Romaine’s Type 1 category of acquisition: ‘One Person – One Language’. 
Anya’s mother is Czech, her father is British and although she was born in Britain, she only lived there for a short time. Her family moved to the Czech Republic when she was 18 months old and they still live here. Anya visits Britain with her family twice a year, spending about 8 weeks a year there. British relatives visit Anya’s family regularly too, bringing the total of exposure to native speakers of English to about 10 weeks a year (if we disregard the time she spends with her father). Anya speaks Czech with her mother and English with her father. She has three younger brothers all of whom are bilingual to some degree, and even though they mostly speak Czech to each other, they switch into English when their father or any other native speaker is included in their conversation. The parents encourage the children to practice their English by reading books in English and watching films in English, and they also actively teach them from a variety of English workbooks and textbooks to keep their English as close to a native speaker’s standard as possible.
Anya attends a regular Czech Primary school in a small town and has three lessons of English every week since she started year 3. Her teachers initially did not respond to her parents’ pleas to provide Anya with more appropriate materials in her English lessons and some teachers even refused to use the materials provided for Anya by her parents for the reasons listed in the section Bilingual children in English lessons. Eventually, with the aid and cooperation of the headmaster of the school, it was arranged that the teachers would provide an unofficial individual education plan for Anya. As this worked only temporarily, Anya’s mother decided to try to provide the teachers with ready-made and custom-made materials which the teachers could use in the lessons with minimal previous preparation, so as to make it as easy and undemanding for them as possible. In order to create these materials Anya’s mother gathered the required resources from which and with which to work. Those included a textbook on differentiation which was used to provide some basic knowledge and understanding of how to work with different levels and how to understand children’s individual needs better; Anya’s school book onto which the tasks were fitted; an English workbook designed specifically for her age which served as a source of theory and a template for practical exercises; and a series of tests to help understand how Anya learns and what is the best way to teach her all these things.
5.3 National Curriculum Assessment test
For the purpose of this thesis and to assess Anya’s level of English, Anya was given the English language part of the National Curriculum Assessment test. The National Curriculum Assessment tests “are compulsory national tests for primary school children. Children in England are required to take Standard Assessment Tests (Sats) at the age of seven and 11 and again at senior school at 14.” (‘What are Sats?’) While the value of these tests is questioned by both parents and teachers in England alike, the government uses them as an assessment tool for comparing schools. “The results of 11-year-olds are used to compile league tables. The Department for Education and Skills has stressed that national targets are an important lever in raising standards at primary level.” (‘What are Sats?’) Despite its unpopular nature this test seemed to be a good tool to test Anya and to compare her abilities in English to English children of her age.

The test used was the 2009 English Key Stage 2 SAT paper. The test was implemented by Anya’s mother and marked by Anya’s father in May 2011. While Anya’s father is not officially qualified to mark the paper, he is a certified Cambridge examiner and coordinator for EFL exams such as PET, KET, FCE, CAE and CPE, and, as such, has a lot of experience in learning marking schemes, interpreting descriptors and applying them. 
The result table (see table 1) gives the number of points needed to reach each level. Children take the Key Stage 2 test at the age of 11 and are expected to reach level 4 or level 5 at the time.  
Table 1: 2009 Level Threshold for Key Stage 2 in English
	Reading
	
	

	Level
	Points Range
	Anya’s result

	N
	0-11
	

	3
	12-18
	

	4
	19-30
	

	5
	31-50
	41

	Writing
	
	

	Level
	Points Range
	Anya’s result

	N
	0-10
	

	3
	11-24
	

	4
	25-35
	35

	5
	36-50
	

	English overall
	
	

	Level
	Points Range
	Anya’s result

	N
	0-19
	

	2
	20-22
	

	3
	23-43
	

	4
	44-66
	

	5
	67-100
	76


Anya reached level 5 in the test which put her at the same level as the majority of her British peers. The test does not assess listening and speaking skills as those are not being routinely tested in native speakers. Anya’s parents felt confident Anya was about the same level as her British peers in the areas of speaking, listening and reading; however, they were concerned she might be a year or two behind British children in the area of writing. This test proved she has so far reached the same level as her British peers. Her parents are aware that some of the things which were tested in the paper Anya did not learn while studying English but transferred from her Czech lessons – for example writing an outline for an essay or a letter, skimming text for information, enriching simple sentences by adding adjectives and using conjunctions. Nonetheless, there are still areas that Anya would have studied in England that cannot be transferred as they are not studied in the Czech language classes or they do not even appear in the Czech language – for example alliteration, shape poems, varied forms of creative writing, and the English linguistic terminology. All of these provide wholesome materials and ideas which could be used in the individual education plans.
5.4 Differentiation

In order to determine the best course in preparing materials that would cater for the needs of both Anya and her classmates, a book on differentiation was consulted. 
Unfortunately, it is beyond the scope of this thesis to conduct a thorough assessment of Anya’s classmates. Anya was tested and assessed in the VAK learning styles and she took a multiple intelligences test.
In the VAK learning styles test Anya discovered that she does not have any one preferred style, but that all three styles are more or less balanced in her: visual 10 points, auditory 9 points and kinaesthetic 11 points. That would suggest that the best lesson for Anya would be a lesson in which all three styles would be equally represented. 
In the multiple intelligence test Anya gained the most points in the areas of musical intelligence (20), linguistic intelligence (18) and intrapersonal intelligence (16). The results point to the areas where Anya feels the strongest and most comfortable. Since she was shown the results and the meaning of the findings was explained to her - i.e. that she is naturally good at and inclined to learn through music and language, and slightly better on her own rather than in a group - she decided to use them to her advantage and started studying physics (a subject which she finds difficult to grasp and master) by singing the rules and propositions of physics to herself to a familiar tune. 
In creating the tasks, differentiation was further applied in making a curriculum map consisting of two lists (one from Anya’s school book and one from her British workbook) the purpose of which was to identify areas where the two lists would overlap. These overlapping areas were then used as the basis of the tasks.
6 Creating the Tasks

Anya’s parents bought a Key Stage 2 study book and workbook for Anya to work on to help fill her knowledge gaps. At the suggestion of the thesis supervisor, it was decided that additional materials should be created for Anya to work with in her English lessons at school. The materials were created as a combination of the Key Stage 2 book and workbook, Anya’s school book, Project 2, and miscellaneous materials from the internet and some original materials. The idea was to adapt the Key Stage 2 materials to fit in with the Project 2 book. 
There were several aims when creating the materials:

· to help Anya develop her English further and to provide her with challenging and stimulating tasks at the appropriate level and difficulty
· to make the materials fit in with the Project 2 book, so that Anya could still be a part of her class and work with similar materials
· to make alternate versions of the materials so that the whole class could use them together with Anya
In the process of the creation of these materials these steps were taken:
· a list of topics Anya needed to cover was made

· a list of topics from the Project 2 book was made

· the topics were matched together as well as they could be
· where possible, the materials were modified for the use of the whole class by using the principles of differentiation, so that Anya could work as part of the class
There were some concerns when creating the tasks. Anya’s materials had to be a little simplified in order to make them fit in with the Project 2 book, and then simplified even further in order to make them usable by the class. The materials usable for the whole class could enrich the lesson but they could not truly assist the English curriculum of the Czech children as they often dealt with vastly different concepts. The tasks that Anya needed to practice the most, namely the more creative side of the writing process, had to be partially abandoned as that would require deeper understanding, personal involvement and more time on the part of the teacher. Also, in order to make full use of the principles of differentiation, all the children in Anya’s class would have to be assessed on their learning styles, multiple intelligences, interests, needs and preferences, and the teacher would have to create a curriculum map that would take all of that into account. Only then would the teacher be fully able to integrate Anya and her materials into the lessons without it taking away from either her or her classmates. 
6.1 Sample Worksheets

Five worksheets were chosen to serve as examples of the types of tasks that both Anya and the whole class got to work on. Some of the tasks did not work entirely in the way they were supposed to. There are several reasons for that:

· The tasks were prepared by an outsider who does not know the whole class and who could not tailor them to the needs of the whole class. If the tasks were to work for everyone and to be truly integrated into the lessons, they would have to be prepared by the teacher herself, using the principles of differentiation.

· The teacher possibly did not fully understand the way these tasks were meant to work; she sometimes did not use the worksheets which contained the most important part of the information for Anya, and thus Anya did not learn quite as much by completing the tasks as she could have.

· The teacher did not appear to use the suggested evaluation methods, therefore, the keys to exercises and evaluation suggestions do not appear in the later tasks. As evaluation is an essential part of the learning process, the tasks were somewhat devalued by that.

· Even though the teacher was most kind and willing to cooperate and to implement the tasks, it seems that she would have to give the preparation much more time than she had available in order to study the tasks properly and to truly integrate them into her lesson plans. Perhaps more previous knowledge and understanding of differentiation and bilingualism would be of help here.
· The teacher works very well with the rest of her class: she uses various activities and projects with her pupils to make the lessons varied, so the main area of improvement needed would be in gaining an understanding of how bilingual children work and learn, and addressing varied levels. 

The teacher’s overall comments on the tasks: “Anya was looking forward to working on the tasks and she enjoyed working on them. I used some tasks for the whole class and some were done solely by Anya. All the pupils worked on the following tasks: Writing new words for a song; Research; Writing a report; and Improving writing skills. The remaining tasks were completed solely by Anya and, as I already mentioned, she was enthusiastic about them.”
We can see from the teacher’s comments that even though the tasks did not work quite as well as I would have liked, Anya most certainly benefited from them and they made her lessons more enjoyable as she was finally learning something new, and she was approached and challenged at her level. 
6.2 The Worksheets, Notes for the teacher and Comments
Worksheet 1: Nouns

What do we mean by nouns?

A noun is a naming word. It may be a thing, a person or a place. There are three types of nouns you need to know about and identify:

Common nouns
Proper nouns

Collective nouns

Commnon nouns – are general names of things: dog, cat, cow, horse, boy, girl, man, woman, table, chair, computer

Proper nouns – are the names of particular people, places or things. They have a CAPITAL LETTER: Bethany, Luke, London, Brighton
Collective nouns – name groups of things. They have special names for different groups, but some of the most common include: army of soldiers, herd of cows, flock of seagulls
Task

1. Read text on page 8.

2. Find 5 common nouns:

3. Find 3 proper nouns:

4. Match the animals to their appropriate collective noun. There is only one or two animals for each collective noun (the number is given in brackets). Some first letters have been provided to help you.

Animals: bees, birds, cattle, crows, dolphins, dogs, elephants, fish, flies, geese, lions, kittens, puppies, sheep, snakes, wolves

Collective nouns:

(2) Flock of ………………………………………..

(1) Gaggle of ………………………………………

(2) Herd of …………………………………………

(2) Litter of………………………………………….

(1) Murder of c……………..…………………….

(1) Nest of s………………………………………

(2) Pack of …………………………………………

(1) Pod of ………………………………………….

(1) Pride of ………………………………………..

(1) School of f……………………………………

(2) Swarm of ………………………………………

Worksheet 1: Nouns – notes for the teacher

This task is meant to replace exercises 2 and 3 on page 9, Unit 1. Anya can probably do exercises 2 and 3 quickly on her own and then work on this worksheet. 

Key to task 2:

Friends, bus, stop, school, uniform, photo, computer, homework, picture, town, garden, brother, dog, mum, dad, magazine.

Key to task 3:

Edward, Saturday, Bella, Barney

Key to task 4:

Swarm of bees, flies

Flock of birds, sheep

Herd of cattle, elephants

Litter of kittens, puppies, 

Murder of crows

Pack of dogs, wolves

Pod of dolphins

School of fish

Gaggle of geese

Nest of snakes 

Pride of lions

Works Cited

Huggins-Cooper, L. KS2 Success, Revision Guide. London: Letts Educational, 2007. Print.
Comments:

Worksheet no.1 was intended for Anya only as the rest of the class would find it too difficult. The definitions are authentic and in the format provided for British children. Anya was already aware of the different types of nouns from her Czech lessons, so she was mainly learning English terminology and vocabulary connected to collective nouns. The teacher did not do any further work on it with Anya, so her mother checked the task for her at home, pointed out her mistakes and encouraged her to find the appropriate words in an English-English dictionary.
Anya found the first three tasks very easy and she did not make any mistakes in them. Task number four was the most difficult for her. At first, she filled in the answers she felt she knew and then she tried to guess the rest. When she was told she got some of the answers wrong, initially she was surprised. She used an English-English dictionary to look up the right answers and to correct her work. Anya is very keen on animals, so she found this task interesting and even entertaining to some extent, as some of the collective nouns (for example, a school of fish) gave rise to amusing connotations and images in her mind. 
The teacher did not comment on this task.

Worksheet 2: Acrostic Poem

An acrostic poem uses the letters from a word written down the side of the page as the first letter of each line of the poem. An acrostic poem can describe the subject or even tell a short story about it. You can write an acrostic poem about your name, a favourite hobby, or something or someone who is important to you!
This is an acrostic poem about Susan:

Seven years old,

Unique,

Super,

Always fun,

Nice!

You can write a shaped acrostic poem:

Task:

1. Read all about an acrostic poem. 

2. Choose a name, a thing or a number that you like.

3. Write the word down, one letter on each line.

4. Think of a word that starts with the letter. You can write several words or a sentence. This word or words describe the name, the thing or the number.

Worksheet 2: Acrostic Poem – notes for the teacher

This task can be used as a part of or an extension of exercise 7b on page 11, Unit 1. 

You can give this task to Anya only or you can give it to all the pupils. 

The explanation can be too difficult for some pupils to understand but the example is very clear and can help them. If some pupils find it difficult, perhaps Anya could study the explanation in English and then explain it to the other pupils in Czech. You might like to explain that in English, poems do not need to rhyme to be called poems. Each line can have a single word, a phrase or a sentence. It’s up to the pupil.

When evaluating the poem, first ask the pupil to tell you, what is the poem about and why they chose to write about it. Then praise the things that you like about the poem (for example: an original idea, good word choice, nicely written, imaginative). Then point out the areas that might need some improvement (for example spelling errors, grammar mistakes, wrong word) but do not correct it for the pupil, ask them to work on it some more by themselves and give them a chance to find and fix the mistake on their own. If they can’t, you can ask them to help each other in pairs or you can offer to help. The poems do not need to be perfect though, the most importance should be placed on creativity and on expressing an idea. 

At the end of the activity you can ask those who would like to share their poem with others to read it out loud. They can also decorate it, cut it out and put it in their notebooks. If you are pressed for time, you can explain the activity in the lesson; get the pupils to help you do one poem on the board and then set the task as homework.

Works Cited
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Comments:
The task from worksheet no. 2 was done by the whole class as part of one of their regular lessons but the suggested format was not followed by the teacher. The pupils did the task on their own without the worksheet. The task was explained to them orally and Anya was later told that her work was very good but no suggestions on how to improve it were made. 
This task did not entirely fit in with the Project 2 book as the children were learning about numbers in this section, but the thought behind it was that they could write an acrostic poem about their favourite number or perhaps a number that carries some meaning for them. 

As this task was meant for the whole class, a very simple acrostic poem (both in format and in content) was chosen as an example. If it had been meant for Anya only, a much more complex and verbally stimulating poem would have been chosen in order to encourage Anya to expand her vocabulary and to push the limits of her understanding. Having said that, Anya reported she wrote a long and complex piece anyway. She also mentioned her teacher offered a lot of praise for her work. It would have been interesting to have a closer look at Anya’s work and to comment on it further, but unfortunately, the teacher has not returned it to her. 
The teacher did not comment on this task.

Worksheet 4: Research (Anya version)

Carrying out research

What does a researcher do?

Lots of people do research every day, at school and at work. It means finding out more about something. If you were doing a history project about Vikings, you would look in the library and on the Internet for information. Researchers do the same thing to find information on the topics they are working on.

If you were a magazine researcher, one of your jobs would be to find out about topics for articles. You would look in books and on the Internet, but you would also look in newspapers and magazines. You could also find out about people’s views by doing interviews. This means asking people questions.

Task: Be a researcher

Imagine you are a researcher for a magazine for children. You are going to do some research for an article. Choose from these topics:

· Where does the U.S. president live and what does he do?

· How does a calculator work?

· What do you know about penguins?

· Why do we sleep?

· What can you find out about Armenia?

· When does summer start and end?

Use the following sources of information to research the article you want to write: books, magazines, newsletters, interviews with friends and family, television programmes, videos, radio programmes.

Organize your ideas and then write the article. Make sure it has a beginning, middle and an end. It seems obvious, but many articles just peter out and never come to a conclusion.

Top tip: Use quotations from people you have interviewed, or facts you have read, to make your article lively and interesting. But don’t copy the whole article from your source, use your own words! Do not forget to use quotation marks (“these are quotation marks”), and say who said what!

Worksheet 4: Research (class version)

Research is finding information about people, things and places. You can find this information in books, in magazines, on the Internet or by speaking to family and friends.

1. Choose one of the questions:

· Where does the U.S. president live?

· How does a calculator work?

· Where do penguins live?

· Why do we sleep?

· What language do they speak in Armenia?

· When does summer start?

2. Find the answer in books, magazines, on the Internet or by asking your family and friends.

3. Write the answer down.

4. Share it with your class.

--------------------------------------------------------------------------------------------------------
Worksheet 4: Research (class version)

Research is finding information about people, things and places. You can find this information in books, in magazines, on the Internet or by talking to family and friends.

1. Choose one of the questions:

· Where does the U.S. president live?

· How does a calculator work?

· Where do penguins live?

· Why do we sleep?

· What language do they speak in Armenia?

· When does summer start?

2. Find the answer in books, magazines, on the Internet or by asking your family and friends.

3. Write the answer down.

4. Share it with your class.

Worksheet 4: Research (Anya version) – notes for the teacher

This task is meant to go with exercise 1a on page 14, Unit 1, but it needs to be set as homework IN ADVANCE, while working on page 13. 

Give the worksheet to Anya and ask her to write her research paper as homework.

Ask her to share the information in class once you get to exercise 1c on page 14.

Collect her work and mark the following areas:

Does the research paper have a beginning, middle and an end?

Does she use her own words and ideas?

Did she put quoted material in speech marks?

Did she write the name of the author of the quoted material?

Are there spelling mistakes?

Praise her for the parts she did well and point out the areas where she could improve her research paper. Ask her to improve the weaker areas.

Worksheet 4: Research (class version) – notes for the teacher

This task is meant to go with exercise 1a on page 14, Unit 1, but it needs to be set as homework IN ADVANCE, while working on page 13. There are two copies of the task on the page to make it easier to copy it for all pupils.

Divide the class into 6 groups and ask each group to choose one of the questions (you can have them printed or written out on separate pieces of paper). You can let the pupils discuss the question for a minute.

Ask the pupils to tell you where they can find this information and list the sources on the blackboard (for example books, magazines, the Internet, interviews, TV programmes, and documentaries).

Ask all pupils to copy their question into their notebooks (or you can give them the worksheet for class) and look for the answer in the sources listed on the blackboard as homework. Would you please give Anya her worksheet to work with to help her learn a bit more about research?

When you get to exercise 1c on page 14, ask the pupils to compare the answers they came up with in their groups and then get a spokesman of each group to share their answers with the rest of the class. 

Tasks adapted from

Huggins-Cooper, L. KS2 Success, Revision Guide. London: Letts Educational, 2007. Print.

Comments:
The task from worksheet no. 4 was used by the whole class as it was almost identical to the task from the Project 2 book on which it was based. The class worked on it without the worksheet, but the suggested format was kept to a great degree and Anya was given her worksheet to do the day before the rest of the class. 
The theoretical part of Anya’s worksheet was considerably shorter than the original. It was shortened in order to bring it closer in size to the work the other pupils were expected to do; but in hindsight, it would not have made much difference if the original longer format was adhered to. The vocabulary and sentence structures were only slightly simplified.
The teacher’s comments on this task: “The pupils were divided into groups, each group chose one question, and then they discussed where they could find the answer as a group. Finding the answer was their homework. Some groups managed the task better, some worse. Anya got the question about penguins, she researched and worked on the topic at home and then shared her paper with the whole class.”
While Anya did get to study the worksheet, the task was not evaluated in a manner which would allow her to learn more from the experience. The teacher did not return the work to Anya.
Worksheet 5: Writing New Words for a Song

Auld Lang Syne is an old song written in Scottish dialect. It can be hard to understand.

We can write new words to go with the music. For example:

It’s Christmas time, it’s Christmas time,

Let’s sing and dance and smile,

It’s Christmas time, it’s Christmas time,

The old year is ending now.

For good old times, my dear,

For good old times,

Let’s sing and dance and smile today

For the happy good old times.

1. Think of the things you like about Christmas. What do you like to do at Christmas?

2. Write all the words down.

3. Put your words in the spaces. One space is for one syllable. For example, the words: 

O    -  pen   pre – sents   have four syllables.

It’s Christmas time, it’s Christmas time,

Let’s ____  _____  _____  _____  _____,

It’s Christmas time, it’s Christmas time,

The old year is ending now.

For good old times, my dear,

For good old times,

Let’s ____  _____  _____  _____  _____ today

For the sake of good old times.

Worksheet 5: Writing New Words for a Song – notes for the teacher

This task is meant to go with the Song on page 17, Unit 1. Writing new words for the song can help the pupils practice dividing words into syllables and to help them realize that it isn’t the same as Czech syllables. For example, the word “dance” has two syllables in Czech and only one syllable in English as it is set by its pronunciation rather than by the spelling of the word. 

It can also serve as a practice for Christmas vocabulary. The pupils can come up with various Christmas activities, such as: put the Christmas tree up, decorate the Christmas tree, decorate the house, get presents, give presents, open presents, wrap presents, ski, skate, play ice hockey, sledge, watch TV, sing carols, bake Christmas biscuits, bake ginger bread, eat carp and potato salad, eat carp soup, build a snowman, visit grandmother.

1. Talk about Christmas and the things the pupils are looking forward to.

2. Write their suggestions on the black board.

3. Ask them to write their own version of the line in pairs.

4. Listen to all their versions. Have pupils decide which one they like the best or create one line together as a class.

5. Sing the song with the new words that you and the pupils wrote together.

Comments:
The task from worksheet no. 5 was used a little out of context. The pupils did not listen to the song and did not realize they were writing words to an actual song, it was more of a mechanical exercise for them. 
For Anya, this exercise was meant to help her practice writing a different style of poem, one that uses rhymes and a given number of syllables. Perhaps it would have been more beneficial to get Anya to re-write the song completely in her own words, as that would have afforded her more practice and a more appropriate level of difficulty. 
The teacher’s comments on this task: “This exercise is very good for the pupils, in that it clarifies the difference between the Czech and the English perception of syllables. The pupils presented their creations to the class.”
The task could have been more effective and motivating if the pupils had gotten to sing their words to practice their pronunciation and to check if their version would fit in with the music.

Worksheet 11: Plurals

Adding “s”

When you are writing or talking about more than one thing, it is called a plural. Usually, you just write a word and add an “s” to the end to make it a plural:

Cat – cats

bird – birds

flower – flowers
chair – chairs

If a word already ends in “s”, you cannot add another “s”! Instead, you add es.

Dress – dresses

mess – messes

press – presses

Words ending in “y”

Most words that end in “y” lose the “y” and add ies:

Lady – ladies

pony – ponies
baby – babies
puppy – puppies

But there are some exceptions: 
donkey – donkeys
Words ending in “f”

In words ending in “f”, the “f” almost always changes to ves.

Leaf – leaves
hoof – hooves
calf – calves
dwarf – dwarves

Words ending in “o”

In these words there is a special rule: “o” adds es
Tomato – tomatoes

potato – potatoes

There are exceptions:
piano – pianos

Task - write the plural of these words:

boy………………………………


apple……………………………

snowflake………………………


fox………………………………

fly……………………………….


party…………………………….

country…………………………


loaf……………………………...

tornado………………………..

And here are some very tricky words, see if you can find the plural of:

louse……………………….


moose…………………………

child………………………...

goose………………………….

formula…………………….


man…………………………….

Worksheet 11: Plural – notes for the teacher

This task is meant to replace exercise 1a, section Pronunciation, on page 27, Unit 2. 

Give the worksheet to Anya to work on while the other pupils work on exercise 1a on page 27, Unit 2.

Task adapted from

Huggins-Cooper, L. KS2 Success, Revision Guide. London: Letts Educational, 2007. Print.

Huggins-Cooper, L. KS2 Success, Workbook. London: Letts Educational, 2007. Print.

Comments:
Worksheet no. 11 was given only to Anya and was later checked at home by her mother. The grammar explanation was taken out of the English workbook and not simplified in any way; the vocabulary was slightly altered in order to fit in with the Project 2 book.

Anya felt this was an easy exercise, as she had been taught about the plural many times at school, but she underestimated the last section where the nouns with irregular plurals appear. She got several of these wrong and was not happy to have that pointed out to her. She searched for the correct answers in an English-English dictionary but she felt some of the words were simply strange and not important. As she only compares herself to her English cousins and friends in social situations rather than in an educational context, she does not easily recognize the areas where she falls short. Approved authentic materials are of great assistance in this matter as they allow her to see the areas in which she needs to improve.
The teacher’s comments: “I will probably use this worksheet for the other pupils at some point in the future too to revise and summarize their understanding of the plural.”
6.3 Tasks Summary

It has been a very useful and rewarding experience to be able to write and assemble my own teaching materials for Anya. I have learnt a great deal about many different aspects of writing tasks: from providing clear and understandable instructions for both the pupil and the teacher, choosing suitable resources, creating keys to exercises, grading tasks for native speakers as well as beginners, choosing appropriate evaluation methods, to giving feedback. The experience, I gained from undertaking it and from my own as well as Anya’s and the teacher’s shortcomings, has been invaluable.
The tasks are not perfect and could definitely be improved upon, but they did serve their primary purpose: they gave Anya a more appropriate and challenging materials to work with at school; they allowed her to actually learn something new and to practice it; they allowed the teacher to give Anya suitable work without having to spend many hours creating it; they also allowed the teacher to experience first hand the type of work and level Anya should be working with; and last, but not least, they allowed me to experience just how demanding it is to create custom-made materials and to use them successfully. It also enabled me to realize that it truly is only a matter of time and practice and that, if done step by step, it can be done and accomplished well. Considering this was the first experience with integrating a bilingual child into a regular classroom for all concerned, it went very well.
7 Conclusion

Bilingual children should most certainly be considered talented for the purposes of their English education and treated accordingly. As far as bilingual children of a native speaker level are concerned, the best way to help them would be to allow them to study a different language right from the start. If that is not possible, the parents need to be consulted and an appropriate form of adjustment agreed upon. 
There are several means in the FEP EE which can assist these children but the most suitable appears to be the individual education plan. The plan will always be highly individual as the children have their specific needs where English is concerned, but also their own personal needs and challenges which need to be addressed. The plan would best meet the children’s needs if it was based on the British/American curriculum and tailored to the individual pupil; however, parents cooperation, opinion and expectation should be one of the key factors in the decision making process (it would be very difficult to get a pupil to work according to an individual education plan if the parents would not support the child and had no interest in the child’s development themselves).
In order to implement these suggestions, I recommend the following:

· A course which would consist of lessons in bilingualism, differentiation, English speaking culture, creative approach to teaching and the teaching culture in other countries should be written and taught to all the future teachers as part of their university studies (the resources could include: Differentiating Instruction in the Regular Classroom by Diane Heacox; and Bilingualism: An Advanced Resource Book by Ng Bee Chin and Gillian Wigglesworth).

· The future teachers should not only learn about the principles of differentiation (they are taught in methodology classes at the university) but also practice them and try using them (they could practice it within their methodology lessons by assessing each of their co-students, by testing them for their learning styles and intelligences, and finally by creating a curriculum map which could then perhaps be used by their practical language teacher). It would teach the students that differentiation is achievable; it would give them real life experience with it; and they would be able to make their first mistakes within a safe environment which would give them more confidence in implementing it in their future career. 

· Further research should be made into the field of creating special materials for bilingual children, but this time, it would be helpful if the materials were created by somebody who really teaches these children, with the help or supervision of somebody who understands the theory and who has some practice in both bilingualism and differentiation.

· A supplement for teachers of English could be created which would sum up the British, American, Canadian and Australian curricula, and offer suggestions on where to obtain suitable teaching and practice materials that would go with those curricula. The supplement, together with an explanation of the basic differences between the Czech and English approach to language teaching, could be made available to all those who encounter bilingual children in their teaching practice.

· Further research should be made into how bilingualism affects those children who study English as their third language, and in what ways the teachers of English can help them succeed (For example: Would it help if the children had a trilingual vocabulary instead of a bilingual one to work with in the English lessons? Does their limited understanding of Czech influence their reception of English?). The Czech population is shrinking in number of births, but, overall, growing slightly due to the number of immigrants, which means there are going to be more and more bilingual and multilingual children in our schools. 
While the introduction of the theory bilingualism and of implementing differentiation in the classrooms can only take place gradually and over time (either as students come across such a course in their studies or as teachers come across bilingual children in their classrooms), some mechanism should be put into place to make sure that these children do not go unnoticed. Each of these children should be seen as an opportunity to improve the teacher’s skills; an opportunity to help a child; an opportunity to introduce some variety into the teacher’s routine; an opportunity to try out and introduce new methods and materials; and an opportunity to increase the school’s prestige by having a new field of expertise.
Our children are our future leaders, our bilingual children are those who can help build bridges and ties between cultures and countries as long as we help them retain and cultivate their talents.
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� Anya, a bilingual child examined in the practical part of the thesis, has a six-year-old brother who finds it difficult to communicate effectively in both Czech and English (he mostly uses Czech vocabulary with English grammar and sentence structure, and speaks English only if forced by circumstances) but exhibits great interest in and very good understanding of numbers and basic math principles, so his strongest intelligence might be mathematical rather than linguistic. Despite this fact, his command and understanding of English is still superior to that of his classmates.


� Hermann Ebbinghaus (January 24, 1850 — February 26, 1909) was a German psychologist who pioneered the experimental study of memory, and is known for his discovery of the forgetting curve and the spacing effect. 
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