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Abstract

How to reach and teach all children is the maimceon of differentiation.
Therefore, the thesis not only provides a genatabduction to differentiation as a concept
in relation to historical and social backgroundt moreover, attempts to offer an insight
into differentiation in terms of individual diffenees, and mainly, provide an overview of
directions based on which teachers may furtherldpuheir own effective differentiation
strategies.

Furthermore, the research is conducted on two rated levels. The first level
should answer the question whether any differaohias used, and if yes, to what extent
and, subsequently, specify the strategies applldok second level is not only based on the
quantitative aspect, as the first one, but equatiploys the qualitative aspect of research to
answer the question whether teachers know abofgreiitiation strategies - both on the
conscious and intuitive level and thus provide samiespection into teacher thinking in

relation to differentiation.

Abstrakt

V popedi diferenciace je otadzka, jak propojit ¥guani s jednotlivymi pdebami
vSech Zak v heterogennirtdé. Cilem této diplomové prace je nastinit diferaocijako
koncept, ktery je nejen v Uzkém vztahu k histonokévyvoji a k sotasné spolkenské
situaci, ale hlavé predstavit diferenciaci ve vztahu k individualnim dd#m, a hlavi
rizné moznosti, na jejichz zakkage mozné rozvinout efektivni diferen¢id strategie.

Vlastni vyzkum ma dv integrované arowh Prvni Uroveé je zandiena na otazku,
zda-li witelé diferencuji, a pokud ano, do jaké miry, sledsou specifikaci pouzitych
strategii. Druha Uroweje nejenom ¥novana kvantitativnimu pohledu, jako tee@chozi,
ale je zde wvyuzit i kvalitativni vyzkum, jehoZaih je zjistit, co titelé wdi o diferenciaci

na wdome, ale i pod¢ddomé Urovni, a tak odhaliist profesnihoddéni witel.
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When we teach the same thing to all kids at the same time, 1/3 already know it, 1/3
get it, and, 1/3 never will. So 2/3 of the kids are wasting their time. (Scott Willis)

1. Introduction

Our society is undergoing many changes and the requirements and
pressure on individual performance are increasing. Why are we often taught the
same things, in the same way, at the same time? Why are we excluded if we are
different? Today's society is opening its gateways towards the differences that our
world encompasses. However, the question is how much our educational system
reflects these changes, and to what extent we are bringing up individuals able to
cope effectively with the diverse and increasing demands on every individual in
today's society.

The objective of this work can hardly cover such general and broad
questions. But it may offer certain points of view on the phenomenon of
heterogeneous classes and de facto on addressing the needs individual learners in
today's diverse classrooms, which should be a gateway into the world of today and
tomorrow.

Obviously, the aim is not to give a precise formula for teachers but to offer
some directions in which teachers, when armed with a range of ideals and ideas,
may set off and develop their own differentiating strategies based on their
knowledge, experience, and reflection. Thus differentiation aims at addressing the
needs of all learners, while recognizing individual differences, needs, and various

directions and stages in terms of development.



2. Historical & Social Background

Education is changing - and in some aspects very significantly, but at the
same time it retains certain stable, or universal features. (Pricha 2001:10) Thus,
many of the changes implemented in school education have the character of
deeper tendencies, which are "interconnected with new phenomena of today's
civilization." In other words, school reflects society. (Pricha 2001:12)  Although
differentiation is not a completely new concept, or a subject of current trends, its
rationale is in accordance with current integrative tendencies. Nevertheless, the
synchronic view on the current integrative, learner-centred strategies is not the aim
of this thesis. *

In terms of the diachronic point of view, it was already suggested above that

the elements of differentiating strategies have appeared in various forms
throughout history.
Although we could dig much deeper to find elements of differentiating strategies
(Kasikova & Valenta 1994:5), the fundamental period is probably connected with
the concept of education that is based on a child, i.e. concept, which started to
develop mainly at the end of 19 and beginning of 20 century. (Kasikova, Dittrich, &
Valenta, 2007:153)

An important role in the numerous attempts played Dalton Plan, which is
based on the theory of J. Dewey, Individually Prescribed Instruction - esp. in the
USA, Mastery Learning drafted by B. S. Bloom, etc. (Skalkova 1999:214)
Moreover, Ph. Merieu in 1988 formulated the Idea of Dynamic Differentiation,

which is based on the fact that learners do not learn in the same way even when

2 More In:
Stewick, E. W.Teaching Languages, A Way and WayS§A: Newsbury House Publishers. 1980
Skalkova, JObecna didaktikaPraha: ISV. 1999
Piicha, JAlternativni Skoly a inovace ve viavani Praha: Portal. 2001
Kasikova, H. - Valenta, J. Reforméd witel aneb Diferenciace, individualizace, kooperace ve
vywovani. Praha: Sdruzeni pro tiuwu dramatiku. 1994.



they are engaged in the same task under the same conditions given by the teacher
(Skalkova 1999:215), which forms the foundation of this thesis.?

Finally, it is important to realize that differentiation as such is in accordance
with current integrative or inclusive tendencies and therefore, should be
understood and applied not singularly as an alternative, but should become an
integral part of learning and teaching in regular heterogeneous classes.

To sum up, education, reflecting our society is changing, also due to a
number of influences. Thus differentiation should not be viewed as a matter of
trends that is "coming and going", but in relation to a long historical development,
mainly connected with learner - centred tendencies of the twentieth century.
Moreover, differentiation should be perceived as an effective means of current
integrating attempts in regular heterogeneous classes and its role in "mainstream”
education should be acknowledged. Nevertheless, the insight into the current
situation and the actual employment will be the focus of the practical part (See

chapter 9).




3. General Overview

The aim of this chapter is to introduce some ohyndimensions of differentiating
strategies. Firstly, differention, as the cent@bcept of this thesis, is clarified here, and its
meaning established in relation to other perceptiom this topic. Furthermore, due to a
number of differing viewpoints on the concepts iffedlentiation and individualization, this
chapter not only attempts to discuss them, but @ssome degree evaluate their positive
and negative aspects in terms of external vs.natedifferentiation, and quantitative vs.
gualitative differentiation.

Moreover, based on the nature of this thesis, ghg called Implications &
Considerationswhich appears several times throughout the thieaftepart of the thesis,
should provide a more detailed and many cases pragtical points of view on the subject
at hand. Nevertheless, this section is includetl, when the specific need for that arises.

Here, it is devoted to the concepts of differamdiaand individualization, which is
partly in response to the findings of the practjuait.

3.1. Concept of differentiation.

Schools are like airport hubs; student passengeigseafrom many different backgrounds
for widely divergent destinations. Their particutakeoffs into adulthood will demand
different flight plans (Levine In Tomlinson 2003:1)

The natural and crucial attempt to grasp and afyy@ywhole concept of differention is
not straightforward as to the number of varyingidBbns. Here are some examples of
different definitions concerning internal differeaiton, which is the main focus of this
thesis:

0 The objective of differentiation is to change "thece, level, or kind of
instruction [which is provided] in response to widual learners' needs,
styles, or interests". (Heacox 2002:5)

o "Differentiation is the process by which teachersvple opportunities for
pupils to achieve their potential, working at th@wn pace through a variety
of relevant learning activities." (Convery & Coyl899:4)



0 "The process by which curriculum objectives, teaghnethods, assessment
methods, resources and learning activities arenplduto cater for the needs
of individual students.” (Convery & Coyle 1999:4)

o Differentiation is the process, which goes on iassfooms, which enables
pupils to achieve their maximum potential. It iboat meeting the
educational needs of all pupils and giving themeascto their curriculum

entitlement.” (Visser In Convery & Coyle 1999:4)

To summarize the above definitions, the conceptdifferentiation is learner-
centred, students are acknowledged as individwai®se differences are cherished and
built upon. Teacher offers learners to make aertdioices in learning by the means of
providing a variety in terms of instruction and rculum. Therefore, "differentiation is
essential if all pupils are to have the opportesitito achieve their full potential.
Differentiation is linked to progression.” (Conve&yCoyle 1999:5)

However, teachers need sufficient support andvatitin in finding effective ways
to pursue the concept of differention and thus Ipelpils to grow into independent, self-
reliant and responsible individuals, who can coafeeeffectively with others to attain their
goals in today's society. In that sense, diffeosnis on the crossroads of individualisation

and cooperation, borrowing certain strategies airgtiples.

3.2. Differentiation vs. Individualization.

Various sources do not again present a homogen@otuse on individualization
and differentiation. The discrepancies may besitated on the view of Skalkova,
Tomlinson. Whereas Tomlinson, the guru of difféiaion, suggests that "differentiated
instruction is not the "individualized instructiaf 1970s", when the approach required
teacher to prepare a different activity for everydsnt in the classroom (2001:2), Skalkova
views individualization and differentiation in araplementary function in the present day
classroom. According to her, individualization da®t mean that "all students work on
the same task individually"; she views individuation as closely related to differentiation.



(1999:212) Tomlinson, on the other hand, associdifferentiation with "one-room-
schoolhouse" rather than with individualizatio20@1:2)

The meaning of individualization and differentiatiis shifting with time and place
due to their natural development. Although theaglare in certain aspects contradictory,
what unifies them is the focus on the developménindividuals in the framework of
cooperation, which corresponds to the goal of mdkdifferentiation in today's classroom.

Nevertheless, individualizatidn as a means of internal differentiation within
school, is nowadays frequently (but not only) emgptbin the form of individualized plans
for students adjusting the learning-teaching preegdased on specific needs of individual
learners. (Kapralek 200% As mentioned below, such a concept, if not vaglblied, may
bear some hidden dangers. Therefore, it is muche nii@neficial to cater for the
differences and needs of all learners rather tlynane or several learners; and view these
differences as enriching rather than adverse. (ihison)

3.3. External vs. Internal Differentiation.

Although this thesis is primarily concerned withternal differentiation, external
differentiation, which is probably a more familimoncept of today, should not be
neglected. As suggested above, differentiationasdally of two kinds - external and
internal. The difference between the two typeslifferentiation plays a significant role.
When differentiating externally, the more able stus are usually separated from others
based on some outer criteria of performance. Batedifferentiation, according to
Kasikova, presupposes differention by the typenstitution, by homogeneous grouping
based on quantitative criteria, e.g. streaminginggttracking. (1994:8-10) This concept
may apply to specialized classes (math, Engligh);etpecial needs classes, children in the
same grade divided into classes according to saescpbed standards of performance;
gifted secondary school children floating to eigh&r grammar school etc..

Having a number of drawbacks, many consider eaterdifferentiation

controversial, if not undesirable. Such non-acept stems from a possible creation of a

% More on individualization In: Geddes, M. & G. Stuige.Individualisation.Hong Kong: Modern English
Publications LTD. 1982. ISBN 0-906149-21-5



negative model of anomalous society lacking comatiie competence, tolerance, and
understanding the differences among human being®. learn to live together and
cooperate is the underlying concept of integrasuategies (including differentiation),
nowadays being preferred by educationalists toemddthe needs of individuals as well as
the whole society. (Kalhous & Obst 2002:79-80)

On the other hand, internal differentiation, dosst attempt to be divisive.
Reflecting our society, it is built on learnersndividuals with varying strengths and
weaknesses requiring "different avenues to acqyigantent, to processing or making
sense of ideas, and to developing products sodaelh student can learn effectively".
(Tomlinson 2001) Acknowledging and building on ooutual differences is in the centre
of differentiating attempts, where no one is seetstupid or smart" but is respected for his
or her abilities and skills, and thus contributitagthe process of teaching and learning.
Internal differentiation is the primary focus ofghhesis, as already presented in 2.1., and

is further discussed throughout the paper.

3.4. Quantitative vs. Qualitative Differentiation

Another distinction may be made between quanigatiand qualitative
differentiation. Quantitative differentiation igp@ied by the means ajuantification of
certain criteria in relation to learners. This magncern 1Q, test scores, grades; which
become major criteria for such differentiation. @ other hand, the primary focus of
qualitative differentiation are learners' abilifiesterests, personal goals, etc. (Kasikova
1994:8) Although in many institutions the quariita criterion still prevails, current
practices concerning differentiated instructiorss giimarily concerned with qualitative and
internal differentiation, and as such, they aresuggested above, the main concern of this
thesis.

Differentiation and Individualization: Implicatior®& Considerations

As apparent, the distinction between differertiatand individualization is quite
blurred. And their role in the classroom shouldfin¢her discussed, also due to their role
in the practical part. Given large heterogenedasses, the teacher may both differentiate

and individualize. Alternatively, just apply oné the two strategies. One of the main



benefits of differentiation strategies is that tezxcin a manageable way may reach out to a
much greater number of learners in comparison wmitlividualization. And this may be
done on regular basis without exhausting the tegac®m the other hand, individualization
is indispensable, when targeting learner that neayire a small hint, or great amount of
help, esp. in case of inclusion. It is obvioud tttaldren require different approaches in the
framework of differentiation or above, where indivalization may be the only right
choice. And admittedly, "many teachers would arthe every learning situation involve
some degree of individualisation." (Geddes & Sidige. 1990: 1)

Thus, the classroom should reflect one-room dchooese (Tomlinson 2001) but at
the same time allow for additional guidance, whitifierentiation may call scaffolding,
while others may advocate for individualizatioragdgies. The aim though stays to a large
extent the same - to provide more guidance anadtaitewhen needed, while taking into
account the needs of other individuals. Thus,te@on shifts in the classroom, so does
the need for differentiation and individualizatiawgmplementing each other. (Skalkova
1999)

3.5. Conclusion

Admittedly, the ideas about what differentiatis ar is not differ. This work
considers differentiation as a strategy that isnleacentred, thus acknowledging the needs
of individuals, while taking into account the mageadility of the process of teaching and
learning. This is largely based on changing "tleep level, or kind of instruction” in
response to individual needs of variety of learnékteacox 2002:5) The perceptions of
the relationship of differentiation and individuadtion differ. Though this thesis primarily
concentrates on the notion of internal qualitatifeerentiation, individualization strategies
are acknowledged, esp. in terms of today's inciularner-centred classrooms, where the
need for individualized approach often arise.

Although external and quantitative differentiatimay admittedly play a significant
role in our educational system, these strategeesarrin the centre of attention of this work
as they are not viewed as primary means of diftesen based on the meaning of

differentiation as perceived here.



4. Basic principles of differentiation in relationto individual differences

"Children are the living messages we send to a timevill not see." (Unknown)

4.1. Introduction: Individual Differences

According to Tudor, "individual differences are $leofactors of a psychological,
cognitive or attitudinal nature which influence they in which learners perceive and
interact with their language of study." (2001:12hdividual differences in relation to
second language learning may cover a variety afacincluding motivation, anxiety,
tolerance for ambiguity, learning styles and sge®, etc. (Tudor 2001:12) Moreover, as
teachers, we seldom consider the "diverse leameegls of our students”. Often, in the
centre of our attention is the content rather thiaam learner. Therefore, shifting our
emphasis from the content amde-size-fits-all teachingo "a more effective teaching
model [differentiation] - one that reaches all fe=s” makes instruction more effective and
meaningful for our learners. (Heacox 2005:10-11)

Nevertheless, before looking at the problem thhotige lens of differentiation, it is
first necessary to "identify and explain what esii@to educational processes as something
given and decisive". (Rcha 2002:104) This task is not made easier becatighe
hundreds of variables, both subject{eeg.learning styles and strategies, attitudes towards
learning, motivation) and objective (e.g. age, g@@ndcultural background, and
socioeconomic situation) that the teacher neetlsk®into account.

Besides that, determinants may also be relatedufuls, teachers, educational
constructs, and school institutions, nevertheliss,well beyond the scope of this chapter
to survey the great extent of determinants entesoigol educational processes. uPia
2002:104) Even if educational constructs and skchiostitutions in terms of
facility/equipment availability are recognized aslispensable factors influencing effective
learning and teaching (More in®#ha 2002); however, without demeaning or ignoring
these factors, differentiation is primarily builh ahe interplay between two subjects
actively participating in educational processeackers and learners. As such, they are
often viewed as the primary creators and catabyfstiifferentiated learning.



In the learner-centred classroom, which diffeéegat classroom certainly
aspires to be, the learner occupies the centre.st&gicha looks at the learner from the
perspective of cognitive, affective, physical, aadial and socio-cultural determinants that

influence educational process.

4.1.1. Cognitive determinants
"Cognitive diversity accounts for differences ie thiays people take in information, use
that information, and interact with others.” (Dalg005:13)

In other words, cognitive determinants shape aagnitive styleswhich may be
defined as "characteristic ways in which peoplecg®e, remember information, think,
solve problems, and decide" (Mare$ 1998:50), andua, they are crucial factors in
learning and teaching processes. Among some ahtist important determinants belong
intelligence; learning styles and strategies, whiabugh in real life function in a mutually

interconnected manner, here are to some extentadedalue to the need for clarity.

o The Phenomenon of Intelligence.

Although at the beginning of the twentieth centufyfred Binet's measuring of
Intelligence Quotienbecame very widespread and populesting some of the intellectual
abilities of individuals (Rircha 2002:107-108). The real milestone is the thebHarvard
psychologist Howard Gardner, who documented thexietlare up to nine different types of
intelligences (Heacox 2005:89). "All people halleodthese intelligences, he said, but in
each person one (or more) of them is pronouncéHdrmer 2001:46) If we accept the
fact that people have varying strengths in comnatof intelligences (Tomlinson
2001:62), then the implications are "that anythimgortant enough to learn could and
probably should be taught in more than one way'bdd@® 2005:17), which is one of the
strategies that differentiation uses to targetriees.

Although "MI theory seriously challenged the natithat all students receive an
equal opportunity to learn in a traditional, teaebentred classroom with largely auditory
instruction and pencil-paper exercises" (Dodge 2005 however, significant changes

seem to be still ahead of us. "School has so fadgminantly targeted the first two



dimensions (verbal-linguistic and logical-matheral and has not respected individual
dispositions and thinking styles of individual lears". (Gardner In Bcha 2002:110)

The need to introduce information using stratetfies appeal to all intelligences is
becoming critical if effective differentiated leang is to take place.
MI: Implications & Considerations:

Integrating multiple intelligence-based activities the lesson is one of many
effective strategies facilitating acquisition of ntent, information processing, and
demonstration of understanding. The question vg tootransform the theory into practice,
and Dodge offers the following example:

"l began to integrate multiple intelligence basetivities in class work and
homework. Instead of one research paper assignmerovided students with a
choice of several project options and worked teatw different types of
assignments that helped students show what thegtded" in a variety of ways.

Toward the end of a lesson, | would give stud#émgsoption of summarizing
their learning: (1) making a sketch (visual leas), (2) designing a graphic
organizer (logical-mathematical learners), etc.

(adapted, based on Dodge. 2005:17-18)

On the other hand, although children have learpirggerences with regard to Ml,
"research shows that teaching all content in thest modality does not equal greater
achievement.” (Willingham, In Dodge 2005:16) lEaample, having a learner read about
Dvorak's music is far less effective than having thestenh to it. (adapted, based on Dodge
2005:16) Nevertheless, "teaching to a child'sngfit®' should translate into greater
motivation. If you combine both strategies - adiieg to the content's best modality, while
sometimes addressing the learner's preferred fepstyle, "you can set the stage for even

greater achievement". (Dodge 2005:17)

0 Learning Styles & Strategies
Another area of research is learning styles arategfies, even if there is some
disagreement in terms of the status of this conceffdne perspective (Oxford and
Ehrmann, 1993) is that learning style is an indralddifference alongside others. Another
(Willing, 1988) sees it as a more powerful conogbich encapsulates the combined effect

of a number of individual differences as they elat language learning.” (Tudor 2001:12)



On the way towards respect of individual learnerquiry into learning styles and
strategies plays an important role. However, iiital to realize that learning styles are not
detectable at once, they can be only observedeiriatiig term based on the "reoccurrence
of activities in many different learning situatingMareS 1998:65) Tomlinson also
provides a definition of learning style; which frdmer perspective, denotes "environmental
or personal factors". Sternberg, on the other hdnds not emphasize the environmental
dimension and maintains that learning styles amdtesiies are "more tendencies than
abilities", he points out "they are ways, on whiclellect leaps forward, so that an
individual would feel content". (Sternberg In M&rE98:72)

Admittedly, it is not possible to influence allettiactors in the way that would be
conducive to learning of every individual, buti§tpossible to give learners some learning
choices", or "to create a room with different 'lebkn different portions of the room, or
with different working arrangements”. (Tomlinso®02.:62)

4.1.2. Affective determinants

Unfortunately, affective factors such as motivatiatiitudes, or needs are not easy
to define, as a result, they are also "extremefficdit to measure, and it is almost
impossible to specify the contribution they maketihe learning process". (Richards
1996:208) In spite of their fluidity, they are eymesent in the classroom influencing
crucially learning and teaching processes and el saforce our attention. One of the
mostly mentioned affective determinants is undodilgtemotivation, which will be
discussed in a greater detail.

"Eric Jensen claims that there is no such thimgm unmotivated learner.
There are, however, times when students experikwe motivation in response to
a particular learning situation, and these timas lose a daily source of frustration
for teachers. When they are unmotivated, studesually do little or no work and
often act out in class. Motivated students ondtieer hand, usually turn in high-
quality work, learn well, and behave responsildgin In Dodge, 2005:50)

Motivation, the driving force, or desire, of o@alning, is an ever-present issue in
the complexity of teaching and learning. From aegal point of view, motivation may be

characterized as "the outcome of interaction betwbe personality of learner, teacher,



classmates, subject matter, etc." (Kalhous & Q2302:367) But it may also concern "the
reasons or goals that underlie the involvementar-involvement" in learning. Unless
learners feel motivated, effective learning at sthwill not probably occur. (Fontana
1997:153)

Apart from differentiating between sources of mation based on their
instrumental or integrative character (Gardner &nmbart In Hedge 2000:23), we may
make another, probably a more significant distorctibetweenextrinsic and intrinsic
motivation. "Although teacher may be heartily encouraging ckihd there are times when
their intrinsic motivation will be insufficient anthe teacher will have to turn tatensic
motivation! This usually includes grading, grade reports,stestal assessment, and
definitely appraisal. (Lynn 1991). However, em§ic motivation requires many
considerations: "Instead of success, many childréy experience failure" (Fontana 1984)
with the consequence of lower self-esteem, refosathool, etc. Therefore, it is important
to keep offering possibilities for success in ordey help child build higher aims"
regardless of how low the level of performance@mpetition may be considered another
effective motivator between children. But if itogrs out of proportions, it may lead to
harmful effects of experienced failure. Therefoiteis much more beneficial if child
competes against himself building on his or her abitities and talents. (Fontana 1984)

On the other hand, when teachers inggénsic motivation "they inspire the natural
drives within the learner, thus creating the caods for their students to be motivated and
assume some of the responsibility for that motorati(Erwin In Dodge 2005:50). Or, in
other words, intrinsically motivated students do autivity "for its own sake, for the
enjoyment it provides, the learning it permitstlog feelings of accomplishment it evokes".
(Lepper 1998; Internet 1)

To sum up, although extrinsic motivation may pdasole in successful learning, the
predominant driving force should be "self-motivatiof individual learners” (Richards,
1996:209): the desire of oneself to learn, whiclals one of the underlying aspects of

differentiated learning.



Motivation: Implications & Considerations:

As teachers, we sometimes wonder, "What am | dairang with this class?” No
matter how much we attempt to activate our learnmesthing seems to work. The reasons
may be many, within or out of our scope of teactang learning. Nevertheless, informed
insight and reflection in creating conditions tostir intrinsic motivation may prove
helpful:

When you allow your students the choice of wagkatone or working with
others, you address their need for belonging. Mffau put students in charge of
choosing which activity to complete, you addrdssrtneed for power and freedom.
When you offer students creative ways to show-wihey-know, you address their
need for fun. The more we address these nekdsmbre we foster intrinsic
motivation in learners. (Dodge, 2005:51)

To summarize, in order to arose and maintainrisiti motivation, learners should
engage in activities that are intriguing (Tomlins2003:63), "personally meaningful and
appropriately challenging". (Dodge 2005:52) Maren to allow children to learn, evolve,
and improve in their own ways; teacher should ntedta children his belief in their
abilities and teach them how to succeed not onlyjearning, but in life in general.
(Kalhous & Obst 2002:372)

Nevertheless, the number of affective determindh& play an important role
cannot be simply reduced to motivation. At the samme, the aim of this thesis does not

allow for more details. (More on e.g. motivatiaitjtude, anxiety in footnof

4.1.3. Physical, Social and socio-cultural deteenta

Apart from cognitive and affective determinantshygical determinants are
undoubtedly very significant as well, as in casge@fder-based preferences, or age, which
often predetermine external differentiation.

Moreover, social and socio-cultural determinantgich include factors like
education of family, cultural background and etltgicsocioeconomic family status,

learning environment, family values, education afgmts, influence of country vs. city

“Nunan, D. & C. LambThe Self-directed Teache€ambridge:CUP. 1996.
Dornyei, Z.Motivational Strategies in The Language ClassroGambridge:CUP. 2001



environment, process of upbringing, etc. (More ImicRa, 2002:123-136) are vitally

important. And their role in society may be evanreasing, thus they may be potential
factors in case of classroom differentiation, whishould be though based on
differentiation internal, rather than external. ri@ha 2001, Kasikovd & Vanlenta 1994,
Kalhous & Obst 2002)

Nevertheless, the extent and nature of this theses not allow for more details,
which does not suggest that these factors would lesa significance. Nevertheless, in
relation to internal differentiation cognitive amadfective determinants are considered of
primary importance here. (More Intfeha 2002:110).

Individual differences: Considerations & Implicat®

"The teacher should establish the fact that fait miean that all of us must live by the class
rules, all of us must work hard, all of us mustpexs one another and encourage one

another. It does not mean we'll do the same thalighe time." (Tomlinson 2001:40)

As suggested above, it is vital to introduce akitdto the idea that we are all
different and unique. And being different is nobwg. Quite the opposite, we may profit
from the differences if we create the atmosphemawatiual respect in our classes.

Naturally, not everyone has to be doing the sdnmgtat the same time. As will be
explained in the following chapters, learners maycbmpleting different tasks during a
lesson. The class should discuss "how their dhiassto function if different things are
going on in a single class period, and they hegptédacher establish rules for a class like
that." The assessment needs to be agreed upachefatt that "everyone is graded on the

individual progress, not in comparison to everyelse". (Tolinson. 2001:39-41)

4.1.4 Conclusion

All determinants play a decisive role in how wek learn, and the most effective
blend, or route, is specifically bound to everyiwdal. (Tomlinson 2001:60) They may
be divided into subjective, and objective; or cogei affective, physical, social and socio-

cultural determinants, as presented here. Newueshefurther inquiry into the complexity



of determinants in relation to learners is beydrmadcope of this thesis and thus have been
discussed only in a limited way.

The reasons for studying individual differences amany. Firstly, they play an
important role in learning and instruction helpenery learner "filter instruction through a
set of individual difference filters or lenses". ecendly, awareness of individual
differences may make educators more sensitive &ir ttole in learning (Johanssen,
1993:VIIl), as learners with different traits aretrvery likely to respond similarly to

instruction and the non-differentiated instructiomay result in variable success in learning.

4.2. Introduction: Basic Principles of Differentai.

"What we share in common makes us human. Howffee oiakes us individuals. In a
classroom with little or no differentiated instrigot, only student similarities take centre
stage. In a differentiated classroom, commonaliiee acknowledged and built upon, and
student differences become important elementsachiteg and learning as well.”
(Tomlinson 2001:1)

"To say that there is a single, perfect examplaifferentiated instruction is a
contradiction of terms" (Pettig; Internet 2) Andndittedly, various works offer many
differing viewpoints. However, this work does nattempt to present an exhaustive
overview of all the perspectives presented in theent literature, but rather to provide
some of the key principles forming the frameworladfifferentiated classroom:

First of all, it is important to realize that whdifferentiating instruction, learners do
not learn "different things". The core knowledgeds to be explored and understood by
all learners. Focus on the core knowledge conselyuéenables struggling learners to
grasp and use powerful ideas and, at the same Bmmurages advanced learners to
expand their understanding and application of thg &ncepts and principles”. Such
instruction, if well applied, encourages the precetsense-making within the boundaries
of varied learning options. (Internet 2)

Secondly, continual and varied assessment raflgdtiarning is an inseparable part
of a differentiated classroom. (Tomlinson.2001:4eachers should not automatically
assume that "all students need a given task ograesa of study", but incorporate ongoing
assessment of individual students into the proogédsarning. Having reflected on the



outcomes, teachers provide scaffolding (individewgbport) for those learners who benefit
from more instruction and support, and extend studgploration when students are ready
to progress. (Internet 2)

Moreover, differentiation "is not just another wdg provide homogeneous
grouping” (Tomlinson 2001:2), but is largely basedthe use of flexible grouping, which
plays a significant role in the process of systérratd intentional learning throughout the
unit. Among the major grouping criteria essenyialelong: readiness, interest, and
learning profile of individual learners. (Interrit

Students are seen as active explorers. Similddgchers are not just mere
"dispensers of the knowledge but organizers ofniegr opportunities”. (Tomlinson in
Dinnocenti) Such student-centeredness, and pweaepproach evoke the feeling of
ownership, conducing to independence in thouglainmphg, and evaluation. (Tomlinson.
2001: 3-5) "Implicit in such instruction is (1) @esetting shared by teacher and student
based on student readiness, interest, and leapnaiide, and (2) assessment predicated on
student growth and goal attainment.” (Internet 2)

On top of that, differentiation is based on a Holeof whole-class, group, and
individual instruction” (Tomlinson. 2001:5); thidexibility of instructional patterns is
considered a “critical management strategy in demintiated classroom”. (Heacox
2002:85).

However, when differentiating instructions, ituseful to think in terms of certain
categories - readiness, interest, and learningl@roff individual students, which enable us
to provide "multiple approaches to content, processl product”. Having differentiated
these three elements, "teachers offer differentcgmhes tavhat students learrhow they
learn it, and how they demonstratbat they have learnéd (Tomlinson 2001:4-5) Thus,
the teacher "carries out varied approaches to ngrieocess, and product in anticipation of
and in response to student differences in termeadiness, interest, and learning needs."
(Tomlinson 2001:2-7)

As suggested above, "differentiated instructigoidglly involves modifications in
one or more of the following areas: content, precesd product based on the criteria of

readiness, interest, and learning profile. Thotlggse curricular elements are introduced



separately here, it should be emphasized thatalityeghey are interconnected: "students
process ideas as they read content, think whilg ¢theate products, and conjure ideas for
products while they encounter ideas in the matetiay use". (Tomlinson 2001:72)

In the subsequent part, Tomlinson is consideredptimary source of information
in terms of the division applied below, this isgaly due to the fact that other sources
available often simply and uncritically take ovemdaaccept the distinctions used by

Tomlinson.

4.2.1. Differentiating Content.

Content refers to the "what" of teaching: prinegl topics, and concepts that
teachers want students to learn. Such differeoiat closely linked with its relevancy,
grasp of the essentials, or with the complexittheftask. (Heacox 2002:10)

Differentiation by no means suggests that evemildearns something different.
According to Tomlinson, students should be giveceas to the same core content, which
means that e.g. struggling learners should be tatlgh same essential ideas as their
classmates, not given "watered-down" content. Wimatneed to alter is "the degree of
complexity”, Tomlinson believes, providing the fmlling example: "the same concept can
be explained in a way that is comprehensible toegy woung child or in a way that
challenges a Ph.D. candidate". To illustrate plisit, she cites the example of a professor
teaching successfully Shakespearean sonnets tiosthgraders.

When differentiating content, adaptation may condsoth subject matter and the
means of accessing it. On the other hand, as stegh@bove, content also refers to the
means or vehicles, which teachers use to give sta@decess to skills and knowledge, such
as texts, demonstrations, and field trips. Teaclsan vary these vehicles as well while
keeping the content relatively the same, Tomlinsags. Similarly, teacher may find
additional time to support struggling learners aadffold the activities at hand, while other
learners already work independently on their tagk®mlinson 2001: 72)

Finally, the aim is to focus on the concepts, @ples, and meaningful
understandings instead of predominantly on factefijle offering minimal drill and

practice of such facts.” (Tomlinson 2001:74)



4.2.2. Differentiating Process.

According to Tomlinson,process means "sense-making or, just as it sounds,
opportunity for learners to process the contentleas and skills to which they have been
introduced” (Tomlinson 2001:79). Heacox moves e@p sturther towards combining
process with readiness, learning profile, and deofaterest. Process, in her point of view,
can be modified by "adding greater complexity ostedrtness to tasks, by engaging
students in critical and creative thinking, or bgrieasing the variety of ways in which you
ask them to learn.” (2002:11)

Therefore, an effective activity is "essentiallgense-making process, designed to
help a student progress from a current point ofeustdnding to a more complex level of
understanding”. To enable students to processmisknowledge and skills, activities
should be in accordance with the following critefrgeresting, proactive, making learners
use their essential knowledge and skills to bupdru Moreover, differentiated activities
should "provide a range of modes at varied degodesophistication in varying time
spans”, or in other words, allow for a higher coexl of thinking, address various
learning styles, and last but not least, offer i@ty in terms of timing. (Tomlinson
2001:79-80)

4.2.3. Differentiating Product.
"Products reflect what students have understoodlzeh able to apply.”
(Heacox, 2002:11)

Product assignment, or "the end result of learhifideacox 2002:11), differs
extensively from process in the way that sense-ngakactivity is "typically short and
focuses on one, or just a few, key understandingsséills”, differentiating product, on the
other hand, usually involves a long-term efforfTorfilinson 2001:85) Products may be
tangible (a report, or brochure); verbal (a dialmgdebate), or involve action (mock trial,
performance). (Heacox 2002:11) Learners, worknaividually or in groups, are steered
towards critical thinking, examining, applicatioand extending what they have learned

over a period, ranging from a unit, to a semesteeyven a year. (Tomlinson 2001:85)



Tomlinson further emphasizes that "products areamdy important because they
represent students' extensive understandings gidatpons, but also because they are the
element of curriculum students can most directlyn'®. Accordingly, such ownership
bears an immense potential for intrinsic motivateord as such should be fully exploited.
In addition to that, in combination with more traoinal tests, it may offer learners
maximum opportunity to demonstrate what they haaerled. (Tomlinson. 2001:85)
Content, process, and product are differentiatsgdan key characteristics of learners:

We know that students learn better if tasks acéose match to their skills
and understanding of a topic (readiness), if tagk#e curiosity or passion in a
student (interest), and if the assignment encasatudents to work in a preferred
manner (learning style). (Tomlinson. 2001:45)

4.2.4. Differentiation according to readiness.
"If a man does not keep pace with his companioexgps it is because he hears a
different drummer." (H. D. Thoreau)

When differentiating based on the aspect of ressdin or the current point of
learner's understanding and skills, the aim isrewige tasks that would be a close match to
learner's readiness level. In other words, thé igazot to match exactly student's readiness
level but more importantly, to extend student'swdealge and skills, which can be attained
through raising the ceiling of comfort zone slighthbove the student's reach while
simultaneously providing needful support, or sddifay. (Tomlinson 2001:45)

The following continuum of various criteria is ugsketo be born in mind when
developing a range of learning tasks through resditbased adjustments: (1) concrete to
abstract, (2) simple to complex, (3) foundatioraltransformational, (4) fewer facets to
multi-facets, (5) smaller leaps to greater leap¥,nfore structured to more open, (7) less
independence to greater independence, (8) slowgritier pace. (Tomlinson. 2001: 47)

At the same time differentiation by readiness rhaye some hidden dangerous.
Firstly, all students need lessons that are engaayid meaningful, not just saving those for
more advanced learners and consigning others Hoadd practice. (Tomlinson 2001:49)
Secondly, learners should be encouraged to stimtgiond their comfort zone (Dodge

2005:13) in terms of "knowledge, insight, thinkindgpasic skills, production and



presentation skills, and affective awareness". hRicategy offers genuine challenge and
awakens "the sense of self-efficacy, which comemiflearners' recognition of their power

after accomplishing something" they first thouglaswnot within their reach. (Tomlinson

2001:49)

4.2.5. Differentiation according to interest.

Generally, teachers are well aware that "engagemennonnegotiable of teaching
and learning." (Tomlinson 2001:52) "Two powerfahd related motivators for
engagement are student interest and student choig®ess & Brandt In Tomlinson
2001:52), which represent a great power for legnirHowever, the challenge lies in
transforming different interests and choices intee tprocess of learning without
extinguishing any of them. One of the possible sydyomlinson suggests, may be through
differentiation. (Tomlinson. 2001:52) She ideietf certain goals in terms of promoting
both existing student interests and its expansidn:helping students realize that there is a
match between school and their own desires to |édjrdemonstrating the connectedness
between all learning, (3) using skills, (4) enhagcstudent motivation to learn”. (2001:53)

Moreover, it is necessary to link interest-baseglaration with key components of
the curriculum, provide structure likely to leadstodent success, develop efficient ways of
sharing interest-based findings, show opennessrt®vearners' interests. (Tomlinson
2001:57, 58)

4.2.6. Differentiation according to learning prefil

Such differentiation basically involves "encouragistudents to make sense of an
idea in a preferred way of learning”. (Tomlinsd@®02:80) "These preferences for learning
are shaped by a constellation of overlapping andrlotking student factors." Those
include individual differences that were mentioried4.1., like intelligence preferences,
learning styles and strategies, culture, and gerder If classrooms can offer and support
different modes of learning, it is likely that mastudents will learn more effectively and
efficiently (Campbell & Campbell, 1999; Sternbeiimrff, & Grigorenko, 1998; Sullivan,
1993 In Tomlinson. 2003:63).

"The goals of learning-profile differentiation at® help individual learners

understand modes of learning that work best fomthand to offer those options so that



each learner finds a good learning fit in the a¢lass1.” (Tomlinson 2001:60) Thus, this
type of differentiation may be one of the most @rajing, as it requires teachers to invest
time, energy, interest in the quest for the leanpersonalities. If well and sensitively
applied, they may be also the most rewarding, bmmthe feeling of mutual understanding
and respect thus functioning as catalysts of legrni

Certain general guidelines may be conducive tar@mg the responsive classroom,
they include planning for different learning prefeces, providing complex instructions
and varied approaches, helping learners understamdl reflect on their learning
preferences, and using both teacher-structured samdient-choice avenues to learning
profile differentiation. (Tomlinson 2001:63 -64)

4.2.7. Conclusion.

This chapter has dealt with basic principles ffiedentiation related to a number of
aspects. It is true that "in a differentiated stasm a number of things are going on in any
given class period”, (Tomlinson 2001:14) thus cbim@zing basic principles is always a
matter of selection. Nevertheless, it is vitarealize that students are active explorers in
their classrooms completing assignments in vargrosiping patterns. Scaffolding is used
when needed, continual and varied assessment décared on student growth and goal
attainment. Goal-setting should be shared by wraeimd student based on student
readiness, interest, and learning profile, andssssent to provide multiple approaches to
content, process, and product; as to offer diffeegaproaches tawhat students learrhow
they learn it, and how they demonstrafeat they have learned "Because there are many
different things happening, no one assignment dsfinormal’, and no one 'sticks out™.
(Tomlinson, 2001:15)

° However, the interrelationships of content, process, product on one hand, and readiness, interest,
and learning profile on the other, are often quite unclear and inconsistent, therefore | have designed
a matrix based on Heacox and Tomlinson's distinctions to provide a more transparent picture of
these categories. (See Appendix 1)



5. Specific strategies and techniques of differeratiion.

5.1. Introduction

"Challenge does not mean simply more work, esggaiat more work of the same kind."
(Heacox. 2002:67)

Many of us advocate differentiated instructiont tibe challenge lies in translating
that belief into action”. (Heacox 2002:7) This tg@mt is by no means exhaustive;
nevertheless, it should provide some basic ideascfmoking in a differentiated kitchen".
As suggested above, "in the early stages of difteaton, Tomlinson advocates "using
student readiness, interest, and learning profiledifferentiate content, process, and
product”. (Tomlinson. 2001:66) These individud¢neents make the whole process
towards differentiation more manageable along wittumber of other strategies, which are
naturally grounded in knowledge and skills. Amangreat number of others, these may
include a clear rationale about differentiatioratggies, helping students and parents to
understand and benefit from differentiated classroattending to issue of classroom
management, and planning based on challenge anetyvar([Tomlinson; Internet 5],
Tomlinson. 2001, Anderson & Krathwohl 2001)

5.2. Clear Rationale For Differentiation

"While the image of a 'standard issue' studenbmfortable"”, it denies all that was
already said about differences and uniquenessdofidual learners. The belief that "there
is no substitute for high-quality curriculum andtiuction in the classroom" is essential to
help us progress and overcome initial difficultie$lowever, no matter how good the
curriculum is, it will fall short "of the goal oféiping each learner build a good life through
the power of education unless we build bridges betwthe learner and learning".
(Tomlinson. 2001:9) The bridges must built on @aclrationale about teacher's conduct in
the classroom, philosophy behind his or her teaghand the objectives it encompasses (see
Tomlinson 2001:9, Heacox 2002:5-10, Dodge 2005:6Mreover, teacher should be able
to communicate them effectively and convincingly anoly to learners, but also to parents,

and often even to a wider community.



5.3. Prepare Students & Parents

In a differentiated classroom, some of the baslesrand the overall rationale, as
suggested above, change. Students and parentsiniillly require support in
understanding and accepting the changes taking.pldtis support should be based on
"developing a clear, positive understanding ofet#htiated instruction and how it benefits
their children” (Tomlinson 2001:42), namely, somk tbe key principles should be
emphasized and clearly explained, e.g. (1) engundividual growth in all key skills and
areas, (2) assessing and monitoring skills, knogdedearning profile, etc. and planning
lessons accordingly (3) openness in communicatitim students and parents. (Tomlinson
2001:42)

Moreover, the issue of fairness definitely app&srshe agenda, when learners take
part in various activities. Heacox answers by pgshe following questions:

0 Is it fair that students who need more time, pcagtor instruction fall further

and further behind as the class moves on?

o Is it fair that students who have mastered mateniast sit through review or

wait to move on while other students catch up?
"What is fair is differentiated instruction - prodg what individual students need.”
(2002:15) Thus, it is necessary to establishfdiaimeans that "all of us live by the class
rules, all of us must work hard, all of us mustpext one another and encourage one
another. It does not mean that we'll all have dotlte same things at the same time."
(Tomlinson 2001:40)

5.4. Classroom Management.

Managing differentiated classroom is definitelyt no easy task. As Piaget (1969)
noted, "The heartbreaking difficulty in pedagogy jadeed in medicine and other branches
of knowledge that partake at the same time theasdit science, is, in fact, that the best
methods are also the most difficult ones.” Newdebs, many teachers may be
unconsciously to some extent differentiating alyeashile "attending to multiple signals
and juggling a variety of roles". Here are, thuesented some of the key differentiating
strategies and ideas that may be a review for sbotenew for others, including how to

start differentiating, time differentiation to sugrpstudent success, providing support in the



form of scaffolding, flexible groupings, and finalbngoing assessment as an indispensable
part of differentiation.
5.4.1. Begin differentiating at a comfortable pace

Many experienced teachers may feel "frustrateddigyg methods that have worked
in the past but no longer seem effective with amraasingly diverse student population”.
(Dodge 2005:7) Moreover, the prospect of addirgt ‘nother set of ideas to their already
full plate” may feel overwhelming. (Dodge 2005:7)The answer is to start small,
differentiating one subject or targeting specifigts for revision." It is useful to remember,
"you are starting with what you have and then mog your instructional plan - you are
not throwing out your units and starting over." e@idox 2002:14) We might have never
learned to view teaching this way, but we are leggntoo. "We may not be able to transfer
our image of ourselves in a flash, but we can chaoger the course of a career.”
(Tomlinson 2001:16)
5.4.2. Time differentiated activities to supporidsnt success

Some students can manage group or independent faotkng periods. Others
cannot. Teacher should plan activities with leesnattention span in mind, nevertheless,
there will always be differences and teacher shbalde a plan for quick finishers, while
allowing enough time to those still working. Neteless, even if time is used flexibly in
the classroom, there is a time when it is necedsalyring closure to a lesson sequence, or
unit". There may be still students not yet findh€Tomlinson 2001:37) Therefore, to
smooth the transition, it is useful to have cledateda of good-quality assignments to
prevent quick finishers to hand in bad quality wddkprovide deadlines ahead of time, and
allow for "alternative homework assignments” faeléinishers. (More in Tomlinson 2001:
32-38)
5.4.3. Scaffolding

One possible option for helping learners in thardeng process is through a
technique calledscaffolding which is used to provide support needed for aesitito
succeed in challenging work. (Feldman 2003:6, Tisoh 2001:23)

The term "scaffold" is borrowed from constructiomhere a structure is
erected when a project extends beyond workershredhe scaffold is dismantled



when the job is complete. The same idea apptiesducation. As the student

masters the work, the teacher's guidance candbedsback. (Feldman, S.)

Challenging work is based on tasks that are $jighgyond learners' comfort zone
and thus some sort of supporting system is usefuerisure growth and successful
completion of a given task. Thus scaffolding steénasn strategies like well-structured
directions, re-teaching / extended teaching, modglbroviding clear criteria for success,
multiple-mode instructions and teaching, use oflgiguides, etc. (Tomlinson 2001:23)

Here scaffolding can be perceived on the borderloi individualization and
differentiation. And it depends to a large extentthe teacher, how he or she approaches

the need of learners for individual growth withite tframework of the supporting systém.

5.4.4. Flexible Groupings
"The flexible use of student groups is the headifférentiated classroom.” (Heacox, In
Dodge 2005:105)

Dodge characterizes flexible instructional grogpas "the thoughtful and deliberate
match between students and their specific nee@®%204), which is based on "a blend of
whole-class, group, and individual instruction."Tofnlinson, 2001:5) Although many
teachers use different instructional patterns, idiféerentiated classroom, the flexible
grouping is marked by informed choices in termseafdiness, interest, or learning profile.
(Dodge 2005:105)

According to Silver, Strong, and Parinni, "A refjoene of effective teaching
strategies is one of the teacher's best meansaohireg the full range of learners in the
classroom and of making learning deep and memofabktudents." (In Dodge 2005:106)
If we use flexible groupings throughout the coursé a unit, we may ensure
accommodating "students' dominant learning stydsswell as challenge them to work in
their less preferred style”. (Silver, Strong, &adinni, In Dodge 2005:106)

® More about individualization: Geddes, M. & G. Sturtridgredividualisation.1982.
More about scaffolding within the framework of tierim@pdge, JDifferentiation In Action2005.
More about scaffolding as a form of assistance:Feldmayilgling scaffolds in your classrogn2003



5.4.5. Assessment In A Differentiated Classroom.

Assessment "is not just 'tailoring the same shitlothes”, or "trying to stretch a
garment that is far too small; or, attempting toktand gather a garment that is far too
large is likely to be less effective than gettingtices that are the right fit at a given time."
In other words, being too easy or too hard on setudents, or letting some students to
skip a test or answer a more complex questiontisseffective as providing "the right fit".
(Tomlinson.2001: 3) Thus, ddifferentiated classrasrauilt on work at different paces and
assessment according to different learning goals.

Two important features of a differentiated classnoare "students' right to begin
where they are and to expect to grow as learne(3.6mlinson. 2001:93) Moreover,
assessment is no longer primarily perceived as gongethat takes place towards the end
of the unit to determine 'who got it'. (Tomlins2801:4) Rather, emphasis is placed on
ongoing assessment to diagnose learners' needstomi@arners' progress, and provide
space for a child to show what he or she has ledromlinson adds:

Assessment routinely takes place as a unit begindetermine the
particular needs of individuals in relation to that's goals. Throughout the unit, in
a variety of ways, teachers assess students'apengl readiness levels, interests,
and modes of learning. Then the teachers desigmihg experiences based on
their best understanding. Culminating producteenforms of ‘final' assessment,
take many forms, with the goal of finding a wayr feach student to most
successfully share what he or she has learndakindurse of the unit. (2001:4)

Obviously, all learners need feedback on the tuatif their performance.
However, Heacox highlights that teacher shouldbethe only one providing feedback.
Students are likely to learn "to assess their ovamkwand to provide and receive peer
evaluation”, using teacher's criteria for high gyalork, e.g. in the form of checklists to
ensure fairness. (Heacox 2002:120) Moreover,eaxhr the goal of providing diverse
assessment, we may employ a variety of tools, fikarics, portfolios, checklists, etc.

(Dinnocentiy

" More on collection of assessment data: Dodge 2005: 135-6
More on grading, evaluation, self and peer evaluatioaljty criteria, etc.: Heacox 2002: 120-4, Tomlinson
More on formative, summative assessment, specific strategis, étc: Tomlinson 2001, Kdl&. & R.
Sikulova. 2005.



5.5. Planning For Challenge & Variety: Gardner Indn

Naturally, beside a number of other factors, défgiation is in a close relation to
planning based on specific objectives and assedsniére aim of this chapter is to present
one way of planning based on challenge (Gardned) \ariety (Bloom) in hand with
objectives, and continual assessment that wasstisdiabove.

"In education, objectives indicate what we wantdsnts to learn; they are ‘explicit
formulations of the ways in which students are etge to be changed by the educative
process™ (Handbook,1956:26 In Anderson & Krathw2®01:3). In the revised taxonomy,
objectives are classified along a continuum, whechthe major organizing principles of
the framework”. A statement of an objective camaa verb (cognitive process), and a
noun (knowledge to acquire). (Anderson & Krathw201:4)

"In contrast with the single dimension of the ora Taxonomy, the revised
framework is two-dimensional (App.2)." The cogwidtiprocess dimension contains six
categories:Remember, Understand, Apply, Analyze, Evaluate, Create, whereas the
knowledge dimension contains four categoriEactual, Conceptual, Procedurahnd
Metacognitive' (Anderson & Krathwohl 2001:5)

Dodge and Heacox, have replaced the knowledgengiime with Bloom's multiple
intelligences thus creating a new matrix: "GardmeBloom"(App.3A), which is aimed at
linking multiple intelligence-based activities tagher levels of thinking. The goal is "to
create complex and rigorous learning opportunities link the curriculum, standards, and
assessment with multiple intelligences" and provifiel engagement in personally
appealing, sense-making activities that requirddrigorder thinking." (Dodge 2005:92)

The higher-level thinking should be emphasized"many of us assign more
arduous tasks when what we mean to do is challetgkents with more rigorous tasks".
(Dodge 2005:77) Therefore, the challenge lies ovimg away from pure remembering
and understanding to a greater complexity of tmgkapplying, analysing, evaluating, and
creating.

Heacox provides some guidelines how to start whffgating unit using a matrix
plan: Firstly, consider and keep the activitieatthave worked and write these 'keeper'

activities in the corresponding cell in the matvexsed on the criteria of MI (App.3B) and



the complexity of critical thinking (App.3A). Subguently, analyze the overall challenge
level and distribution of MI; and then, redesigml grossibly modify existing activities as to

balance the levels of challenge from low to hightmincrease the challenge level if there
are too many lower-level activities. (Heacox 20@2 Finally, Heacox reminds us, that

all students can think at all levels. "Gifted aatgnted students find their most challenging
activities at the analysis, evaluation, and synghiesel. Other students may need more
practice with these levels of challenge.” (Hea2082:76) When all the 'keeper activities
are well distributed, new learning activities neéede designed "using levels of challenge
that are missing or are under-represented”. (He20®2:76) When the activities are

planned, they are numbered in order they will bedug the classroom. If teacher gives a
choice within a certain number of activities, thesgivities, then, have the same number.
(Heacox 2002:76)

To sum up, concept Gardner in Bloom is closelkdoh with planning based on
clear objectives and continual assessment. It sgaye as "a differentiation insurance
policy" (Heacox 2002:84), thus allowing to reflemt each unit by interconnecting the
cognitive process dimension and Bloom's MI. Morowt helps to check that we "have
reached more students by providing greater vairetyie ways students learn”. (Heacox
2002:84) We should remember that "all studentstbak and work at high challenge
levels. All projects should be available to alidg#nts." Teachers can use the matrix or
taxonomy table to analyze assessments as welkasgtional activities and objectives and
thus "look beneath the surface elements of thesassmts to infer the deeper levels of
student learning being assessed”. (Anderson &hirall. 2001:250) It is important to
realize that "different types of objectives requuldferent approaches to assessment.
Similar types of objectives likely involve similapproaches to assessment." (Anderson &
Krathwohl. 2001:8-9)

Nevertheless, Anderson & Krathwohl remind us @dhframeworks, including this
one, are mere "abstractions of reality that simpiif order to facilitate perceptions of
underlying orderliness. The value of a concepfteshework such as this one lies in its
applicability - the breadth and depth of its usd &g impact on the field." (2001:259)



5.6. Instructional & Management Strategies: BrigEfyiew

Although a variety of useful strategies have beemtioned, nevertheless, this work
would be somehow incomplete without at least priogjchn overview of some other very
specific, practically oriented techniques, stragegior tasks; which are designed as to
promote and ensure that effective differentiatioayntake place. These may include
Compacting, Independent Projects, Tiered Asignmetasatracts (Tomlinson 2001, Dodge
2005, Heacox 2002)

o Compacting

This is a three-step processed based on pre-as=m@siefore starting a new unit to
find out learners' strengths and weaknesses. §uésty, teacher plans for what needs to
be learned, and excuses students from what thegddirknow. Finally, teacher plans for
freed-up time to be spent by enriched studyingon{linson 2001:98) The purpose may be
to "eliminate repetition of mastered content”, @ase challenge, and "provide time for
investigation of a curricular topic that is beyahe scope of regular curriculum”. (Heacox
2002:137)

0 Independent Projects

Independent projects seem to be quite a favostitgegy (See 8.2.), however, it
may not always be employed along with principles differentiation. Tomlinson
characterizes projects as a "process through wgtiakent and teacher identify problems or
topics of interest to the student.” Then they pdamethod of investigation, identify a
product the student should develop based on sogiehlevels of critical thinking. The
quality criteria, as always, must be establishealdvance. (Tomlinson 2001:99)

o Tiered Assignments

In a heterogeneous classroom, teacher uses Vanets of activities to address
students' readiness by matching an instructionak taith a student's skill and
understanding of the subject or topic. Althougidshts work on different tasks to explore

ideas based on their prior knowledge, they all $oon the same essential understandings



and skills, but at different levels of critical mking® (Tomlinson 2001:101, Dodge
2005:127-128)

0 Learning Centres

Learning Centres can be viewed as stations oreaahs of materials where
learners explore certain topics or practice cewd&ilis. These centres can be adapted based
on the criteria of readiness, interest, and legrrofile to address the needs of learners
without having them do all work at all centres. relaver, learning centres assist in
developing independence, even if learners firstdnte be taught to record their own
progress, need to be monitored and supported in ¢uest, and clear guidelines with
criteria for success have to be provided. (Tomlin2001:103)

o Contracts

Contracts allow for the right fit for every learnm terms of variety of aspects
incorporating flexible time use, complexity, intstevaried level of independence, etc.
They are based on a prior agreement of teacheleamder: "The teacher grants certain
freedoms and choices about how a student will cetaplasks, and the student agrees to
use the freedoms appropriately in designing and péetmg work according to
specifications.” (Tomlinson 2001:106)

5.7. Conclusion.

This chapter has been very specific targeting rdvestrategies valuable for
establishing and developing effective differentiatstrategies. Admittedly, the possibilities
of setting off in different directions are immeras®d no direction can be considered right or
wrong. These directions cover the rationale ofedéntiation strategies, communication
with students and parents, classroom managemedtthenlast part: Gardner in Bloom.

Finally, brief overview of a few instructional andanagement strategies giving
practical ideas about how and what to do in a dhiffdated classroom should assist in the

actual pursuit of individual growth within the framork of school education.

® See 5.5. Planning for challenge and variety: Gardner in Bloom



6. Conclusion
A person who never made a mistake never tried amgytiew. (Albert Einstein)

When dipping and diving into the waters of teaghiit immediately becomes
obvious that "one size does not fit all*. There ahildren with various skills, abilities,
interests, etc., who need our help and supporhemgy to the imaginary other side of the
river. If swimming in the river, it would feel natal that no child should be left behind
without any support, and closely watched, when ibdly approaching the other bank.

Nevertheless, this seems to be often taken fartgdaat schools, which frequently
target "the middle, or the average learners"; boatwabout the other swimmers, should
they be left to drown...? Thus, differentiatiomaiat helping all our learners to get safely
to the other side, while facilitating their own imdual growth at a comfortable pace. This
is closely linked to the objective of the theoratipart, which aspires to offer some
directions in which teachers may further develogirtbwn differentiating strategies based
on their current knowledge, experience, and raflactwhile advocating "proactive”
student-centred approach to teaching and learmiily,an emphasis on active planning to
address a range of learner needs.

Abraham Maslow said, "If the only tool you hageai hammer, you will tend to see
every problem as a nail." Therefore, it is vimkeep expanding oumstructional-delivery
systemgo include new tools that address the needs @lrigty of our students (In Dodge
2005:106) as this is to a large extent our own alsibility to seek "effective ways of

dealing with these needs". (Covenry & Coyle 1999)

Push me! See how far | go!
Work me 'til | drop. Then pick me up.
Open a door, and then make me run to
it before it closes.
Teach me so that | might learn,
Then let me enter the tunnel of experience alone.
And when, near the end
| turn to see you beginning another's journey,
| shall smile
.(Fourteen-year-old Kathleen. A Poem To Her Teacheilomlinson. 2001:97)



Il. PRACTICAL PART

7. Introduction of the research

The research as well as the whole thesis may bert@ extent motivated by current
learner-centred tendencies in school educationrammdasing pressure on teachers to adjust
the learning-teaching processes to individual learn their heterogeneous classes.

It has been suggested that there is no singlaigktforward solution to teaching
heterogeneous classes. But pretending that indaVidifferences and the need to address
them do not exist, would be only denying our owins&nce. Therefore, this part of the
thesis attempts to capture a glimpse of the curpeattice and view it in the light of
differentiation. To be more specific, the reseaaohs to identify the extent and nature of
the use of differentiation strategies, and thusvanshe first set of questions:

o Do teachers use differentiation strategies?

o And if yes, to what extent?

o And which strategies?

Moreover, the second question attempts to uncemeie of teacher thinking behind
the teaching practice in relation to differentiatgirategies:

o What do teachers know about differentiation striategboth on the conscious

and intuitive level?

The research is divided into three phases, whrehta a great extent mutually
interconnected: Research 1, which attempts to andhe first set of questions, is
quantitatively oriented, and the research tool eygad here is non-participant observations
of individual teachers. Research 2, and 3, asesigd above, should uncover some of
teacher thinking behind the teaching practice. Binereas the research 2 turns to
gualitative approach using interviews of obsenaathers, research 3 combines qualitative
and quantitative approaches in the questionnaistshdited among those teachers. Thus,
the sample stays relatively the same throughouhalphases of the research (P) 1, 2, and
3. Nevertheless, both qualitative and quantitatipproaches and corresponding tools are
integrated here as to provide a complex picturetlom current practices in today's
heterogeneous classes in relation to differenhagicategies.



The research is conducted exclusively in Englestguage classrooms at three
ordinary elementary schools with the total numbkes@ven teachers in the city of one
hundred thousand inhabitants in Eastern Bohemlse aje of teachers ranges between 26
and 58 years. The research is carried out fopéned of six weeks beginning 5 February,
2007 and ending 16 March, 2007.

7.1. Research Methods

"Traditionally, writers on research traditions banade a binary distinction between

qualitative and quantitative research.” (NunarQ128) Both of these have their pros and
cons. Quantitative research works with numbersdafthes amount, scale, or frequency of
occurrence of certain phenomena, while viewingityeas a single entity. (Gavora
2000:30, 34) Moreover, such quantification is pered as "controlled, objective,
generalisable, outcome oriented... ". (Nunan, Z)01

"Qualitative research, on the other hand, assuhasall knowledge is relative, that
there is a subject element to all knowledge andame$, and that holistic, ungeneralisable
studies are justifiable." (Nunan, 2001:3) Thecoutes of the research are presented and
justified in the verbal (non-numerical) form. (Gas 2000:30, 34)

Qualitative and quantitative researches are sddnmentally distinct, that it raises
the question whether it is possible to use botbnie research. Some radicals oppose this
viewpoint, however, some other researchers belieakit is possible, even advantageous,
to use both and thus outweigh their positive anghtiee aspects. (Gavora 2000:34) This
belief is in the line with the research of thisdise which attempts to integrate these two
approaches and obtain a complex insight into actmaployment of differentiating
strategies.

7.2. Phases of the Research - Introduction.

Although this research is integrated in terms ofalgative and quantitative
approach, it still executed in three phases, wtdaoh based on the tool used for the
particular phase. In the first phase, the quaiwdaapproach is employed and the
corresponding tool is a set of observations. Tde®isd phase is based on the employment
of qualitative approach in relation to semi-struetlinterviews with the identical sample of

teachers as in case of observations. Finallyhenthird phase, qualitative and quantitative



approaches are combined in the form of questioesawhich are distributed to the above
mentioned sample of teachers.
7.2.1. Quantitative Approach: Observations (P1)

In case of the first question, | used non-paréinipobservations based on the self-
designed observation sheets. | decided to usediegosheet 1(App. 4), where | noted all
occurrences in the lesson based on individual iievin relation to time and instructional
patters. Only after the lesson was the informatransferred onto the recording sheet 2
(App. 5), which represents a matrix of relationstedention of content, process, product
based on readiness, interest, and learning praffiiedividual learners. In order to ensure
reliability and validity of obtained data, | desaghanother matrix with a definition of every
section of this matrix (App. 1). (See 4.2.)

Subsequently, a pilot research of all these natewas conducted; firstly, using
two of my video-recorded lessons, then during thuik® observations. Since no problems
occurred, these materials were further used foratttaal research. The total number of
observations reached forty-three. Forty obsermatiwere equally distributed among eight
teachers. The ninth teacher became ill, so thdecgt observations could not be
completed. Another teacher did not make himsedilalle for the subsequent phases of
the research; therefore, the results of his obsens are not included in the overall
findings.

7.2.2. Qualitative Approach: Semi-structured Intens (P2)

In order to uncover some of teacher thinking inmt of differentiation strategies
both on the conscious and subconscious level, ducted semi-structured interviews of
seven teachers; these interviews were in Czech petent misunderstanding. To follow
a format of a semi-structured interview, some & thasic areas of concern related to
differentiation were identified. (See below) Omnaglly, | planned to interview teachers
after every observation. Nevertheless, during mg pilot interviews, this assumption,
proved quite naive, and | had to resume to condgcthe interview only after all
observations took place, which proved beneficimoabecause teachers could not be
influenced by the interview. This interview haaotintegral parts. The first, longer part,

looked into the conduct and opinions in terms &fedentiation and individualization on the



subconscious level, with the argument that teachesy be already differentiating or
individualizing to some extent, though they may betfully aware they are doing so, and
the second part studied the explicit knowledge,asdeand opinions concerning
differentiation (or individualization). The questis touched the following areas: (1) lesson
planning and preparation, (2) teacher-learner iogighip, (3) assessment, (4) individual
learners (5) teaching materials, (6) instructionphtterns, (7) differentiation,
individualization.

The actual Phase 2 was conducted with the tatalber of seven teachers as a
follow-up to the observations. The aim of the imiews was to acquire some insight into
teacher thinkingin relation to differentiation, or individualizath. The termteacher
thinking applies to: "A complex of ideals, attitudes, expéons, wishes, and
preconceptions related to profession, which forenlisis for teacher's actions, perceptions
and realization of educational processes"ag¢Ra, 2002:195)

7.2.3. Combination of quantitative and qualitat@moroach: Questionnaire (P3)

Nevertheless, to verify and refine my findingsised a questionnaire as a final tool
of my research. The questionnaire is based on ¢*&a¢2002:19-20), however, it is
modified to suit the needs of this particular reska The pilot phase was conducted with
one non-participating teacher, no problems weratified, and thus the questionnaires
were distributed to six teachers as T1 was unavaila

This questionnaire (App. 9) is based on a scalthéninterval of [-5; +5], where
[-5; 0] denotes tendency not to differentiate, fxd+5] shows tendency to differentiate.
Which means that the higher the index, the mordi@xpendency to differentiate (positive

index), or not to differentiate (negative index).

Moreover, to ensure that the questions were nsumdgierstood, and/or to obtain
some more specific information, qualitative appto#@ here combined with quantitative
and the teacher is asked to explain his or heriapin Nevertheless, in many cases
teachers did not make use of that possibility erplg that the scale itself reflects
accurately their opinions.



8. Presentation of obtained data

This chapter aspires to present data obtainedilmasall three phases of the
research. The first part provides an overviewheffinding of observations, including
instructional patterns, differentiation based dmatrix of relations”, individual support,
and time differentiation. The second and the thad provide an introduction to the

findings regarding interviews, and questionnaivdsch are further discussed in 9.2.

8.1. Presentation of Data: Observations

During the observations, a number of indicatorsramation to differentiation
strategies were monitored, including instructiompaltterns; differentiation of content,
process, and product based on readiness, inteaadt,learning profile of individual
learners; individual support, and time differentat Moreover, all the data are also
graphically represented in the form of tables araplys; often accompanied with a formula

showing the calculations that had to be done iemora obtain at particular results.

8.1.2. Instructional patterns

The data presented in the tables and their grappiesentation in the graphs next
to the tables show different types of instructiopatterns (IP) in relation to individual
lessons observed in the first part of the resegkplp.6)

Different types of instructional patterns are swad in minutes, and their sum
equals the total length of the lesson (LT = 45 jninthe number of observed lessons per
one teacher equals five = 5). The length of one instructional pattern (& one
lesson is represented hgssoR. Thereforey LessoR / nmaxexpresses the average number
of minutes corresponding to actual employment @& imstruction pattern in the lesson.

To obtain the percentage of one instructionalepat(IP) in relation to all IP, the
average number of minutes is divided by the lergthhe lesson (LT = 45 min.), and

subsequently multiplied by 100.



Percentage [%] ;XLessom, / Nmax) * (100/LT)

lv ... lesson variable index
LessoR, ... length of one instructional pattern per the deds
Nmax --. NUMber of observed lessons per one teacher
LT ... total length of the lesson
First set of data, presented here in the fornablies and graphs (App.6), are related
to individual teachers using the formula descriaed explained above. The findings show
that the teachers observed employ a variety ofuoBbnal patterns, however, the most
dominant pattern in the absolute majority of lessgnwithout any doubt frontal teaching.
The table (fig.11) and the graph (fig.12) provateoverview of all IP in relation to
School 1, 2, and 3. All schools show relativelyywsimilar distribution of IP in the lessons
of teachers from three different schools.
The total percentage of individual instructionattprns per all teachers is given by

the sum of partial percentages of IP divided byrthenber of schools.

Percentage [%] {Teache.r/ n

i ... variable index
Teacher... percentage of one instructional pattern of teaclumbei

n ... total number of all schools

frontal

—- group work | pair work | indiv. work other

Schooll | Percentage 67,3 1,6 7,0 231 1,0
School2 | Percentage 58,0 12,0 7,3 22,7 0,0
School3 | Percentagd  60.4 8,4 12,0 18,0 11
Percgntage 61,9 7,4 8,8 21,3 0,7

FIGURE 11
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FIGURE 12
As apparent from this pie chart (fig.13) summagzail the above data, the most
distinctively dominant instructional pattern (ofl # in all lessons observed) is frontal
teaching equalling 61.9%, other patterns are mash Used. The second IP — individual
work constitutes 1/5 of all IP reaching up to 2%3 Pair work is used only in 8.8 %, and
group work is almost least employed IP — 7.4 %he®tP, those that did not match any of

the above categories of IP, reach 0.7 %, which séaat this IP was used in 3 lessons by 2
teachers for the total of 12 minutes.

other
indiv. work 0,7%

21,3%

pair work
8.8% frontal teach.

group work 61,9%

7.4%

FIGURE 13
8.1.3. Differentiation: Matrix.

The chart fig. 14 (App.7) portrays differentiatiad content (C), process (Pc),
product (Pd) in relation to differentiation by ra@aess (R), interest (1), and learning profile
(LP) of individual learners. (More In 4.2.)

The following chart (fig. 15) illustrates the datancerning employment or non-
employment of the above mentioned differentiatiblategies quite vividly. It is obvious

that differentiation was used only by two teachefd: in S1 (S = school), who



differentiated content based on readiness of idda learners, and T5 in S2, who
differentiated content based on interest of indialdearners.

@ Schoall - Teacher?
O Schoal? - Teacher?
W Schoal? - Teacher3
[ School? - Teacherd
M School? - Teachers
W School3 - Teacherf
B Schoold - Teacher?

School3 - Teacher?
School3 - Teacher6

Schooll - Teacher2
Schooll - Teachert

FIGURE 15

8.1.4. Individual Support. Time Differentiation.

The marginal data presented hereiadévidual support (Sandtime differentiation
(T). Supportdenotes that the teacher (T) provided individugdpsut to learners once or
more times in the lesson, no other criteria or etspe&ere included. (More In 5.4.3.) Such
occurrence is depicted &swhereas absence of support is representéd Iy case ofime
differentiation (More In 5.4.2.), as to making flexible use of tilnased on the needs of
individual learners, no such differentiation wasetved in the total number of 35 lessons
presented here.

As obvious from the table fig. 14 (App.7) and greph below (fig. 16), some form
of individualized support occurred in 29 out of I8Ssons. This means that in 29 lessons,
teacher once or repeatedly provided some form dividualized support, e.g. further
explanation, guidance, etc. Apparently, such stpp@as quite consistently applied: 3
teachers provided some support in all 5 lessonsvikee observed, 2 teachers in 4/5 of
their lessons, and 2 remaining teachers in 3/5heir tlessons. Thus all teachers used
individualized strategies in the majority (if ndk) af their lessons.
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FIGURE 16
This last pie chart (fig. 17), which is based ba table fig. 18, provides the final
results for all participating teachers (7) in altete schools, while comparing differentiated
activities with non-differentiated. Undoubtedlyifferentiated activities are extremely

scarce constituting less than 2 % of all obsereadhing and learning strategies.
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FIGURE 17
Differentiated = I/C + R/C =1,21% + ,76% £,97%
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1 1 percentage 53 0 0 0 0 0 0 0 0 4/5
2 percentage 0 0 0 0 0 0 0 0 0 3/5
3 percentage 0 0 0 0 0 0 0 0 0 5/5

2 1 percentage 0 0 0 0 0 0 0 0 0 3/5
2 percentage 0 0 0 8,4 0 0 0 0 0 5/5

3 1 percentage 0 0 0 0 0 0 0 0 0 5/5
2 percentage 0 0 0 0 0 0 0 0 0 4/5

diferenciation | 0,76 | 0O 0 (121] O 0 0 0 0 29/35

FIGURE 18



8.2. Presentation of Data: Interviews

As suggested in Part 7.2.2., the second phadeeoivhole research, which makes
use of qualitative approach, is based on semitstred interviews. These seven interviews
were recorded and transcribed. There is no poiptrésenting all interview transcriptions
here, therefore one example of such transcripi@nclosed in Appendix 8.

The data obtained in these interviews are furtisrussed and interpreted in Part 9.

8.3. Presentation of Data: Questionnaires

This section is based on Part 7.2.3., which coewiguantitative and qualitative
approach in the form of questionnaires. The gaestires collected provide a variety of
evidence that is not easily generalisable eveantrif @f the data are of quantitative nature.

As explained in the chapter 7, the quantitative pathe questionnaire (App. 9) is
based on a scale in the interval of [-5; +5], whi#® 0] denotes tendency not to
differentiate, and [0; +5] shows tendency to défgrate. Which means that the higher the
index teachers marked, the more explicit tendeadifferentiate (positive index), or not to
differentiate (negative index) on the side of thachers. The figure 31 below provides the
overall results of all six teachers participatimgthis phase of the research. In the green
left-hand column, there are statements that sigt@fidency not to differentiate with a
negative index, whereas on the right hand side, pheple column provides the
corresponding statements indicating the inclinatiowards differentiation strategies and
the index is thus positive. It is apparent thaicteers provide a variety of answers with
little or no specific inclination. Therefore, anethway of presenting the same of data, that
may be more transparent are individual graphs suimimg the answers of all the teachers
in relation to the particular set of statementse(®@p.10 / fig.19-30). Finally, fig. 32
indicates average index of differentiation/non-eliéntiation per all teachers in relation to
every individual set of statements.

Nevertheless, more detailed information, includingterpretation of both
quantitative and qualitative data based on thisela the research provide chapter 9.2.,
which attempts to integrate all three phases ofréisearch and interpret the findings in a

more complex way.
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9. Interpretation of obtained data

The first phase (P1) of my research is to a laxgent similar to the research of
Krupickova (2005), therefore, Part 8.1. not only atteniptiterpret the results, but also
compare these with the findings of Kraipova.

Part 8.2. subsequently aspires to integrate akethphases of the research
(P1- Observations, P2 - Interviews, P3 - Questioeap and corresponding quantitative
and qualitative approaches to obtain a more conamste picture of teacher thinking
behind the practice. In other words, the aim isamdy to survey the superficial level of
current teaching and learning in relation to déferation strategies, but also to uncover the

underlying attitudes, beliefs, opinions, etc. af thachers participating in this research.

9.1. Observations

The observations proved the expected minimal dsdifferentiation strategies in
relation to content, process, and product, and daselearner's readiness, interest, and
learning profile. This corresponds to the initigpothesis, which is based on the findings
of Krupickova (2005), even if she uses slightly differenecpum of criteria for the
occurence of differentiation strategies and inctuiskethe total percentage of differentiation
evensupportandtime differentiation(analyzed separately here):

The results of the study have shown that the ICeedacational system still
has a long way to go before differentiation become everyday technique in the
school system. The data | have gathered hem 8tad, in terms of time, 22% of
all learning and teaching has been differentiaiesbme way.

In terms of my research, these strategies werdogeg in only two lessons (out of
35) by two different teachers (out of 7). The fiditferentiation of content based on
readiness of learners was only unveiled in the embsnt interview: teacher paired the
learners and assigned them different questions tnoenexercise. But the observation itself
could not look beneath the surface and uncovertligateacher was assigning the questions
with a clear objective in mind, as to match différquestions to different pairs of learners
based on their readiness. This intention was dmiyd in the subsequent part of the

research - interview. In the second case, thénezadifferentiated content based on interest



of individual learners giving them a choice of saedopics they may be interested in,
again in relation to content. In other cases, ifteréntiation occurred based on the
relations in the matrix.

Though, it may seem that Kr@gbva's differentiation is much higher reaching
22%, as compared to my results, she explains: &lesamination suggests that almost all
of this differentiation happened in just two arghgse being differentiation by support and
differentiation by flexible grouping." However,dividualized support is not included here
in the overall graph as this support was usualigetng just one or two learners and thus
cannot be perceived as differentiation, whose aito iaddress the needs of all learners, not
just one or two. This is largely the same with tlkationship of instructional patterns and
flexible grouping. Flexible grouping as a part differentiation is said to be based on
informed choices in terms of groupings, this héx@ugh cannot be uncovered and will be
the subject of further inquiry in P2 and P3 of ragearch.

My data are thus in accordance with Krupickovi@idihgs, where differentiation by
support reached almost 35%. She adds, "The resiltshis research show that
differentiation by support is the most commonly diserm of differentiation..." Though
here,Supportwas not calculated in the total time of differafitn, it is also clear that the
results are similar as individualized support opediin 29 out of 35 lessons.

In terms of flexible grouping, Krugkova notes: "Flexible grouping actually did not
take place at all..., just convenient cooperatiaseldl upon classroom geography”. (2005)
Here it is assumed that observations themselvesotasufficiently uncover teacher
thinking in terms of instructional patterns andkibde grouping behind, therefore it is to be
further researched in P2 and P3.

To sum up, the first phase (P1) of my research¢hvto a large extent corresponds
to the research of Krugiova (2005), confirms the hypothesis that the dsdifferentiation
strategies at Czech schools is minimal. My findihgse arrived even at lower percentage
of differentiation than Krugkova's but this is largely due to different criéedpplied for
observations. Moreover, both researches indidade individual support is used quite
extensively, even if the point of view on this pberenon slightly differs.



Although Kruptkova assumes that flexible grouping as a part Germdintiated
instruction did not take place, here it is beliewhdt observations as a quantitative tool
used here, cannot uncover the rationale behingradasy dynamics and are therefore the

subject of study in phase 2, and 3.

9.2. |Interpretation of All Three Integrated Plmse

This chapter attempt to summarize and intercontiectiata obtained separately in
phase 1: observations (P1), phase 2: interviewy éP2 phase 3: questionnaires (P3), and
relate them to the theoretical part, while takingpiaccount the aims of the research.

It covers a variety of topics related to diffeiatiobn including lesson planning &
aims, teacher-learner relationship, individual efiéinces, teaching materials, instructional
patterns, assessment, relevancy of learners' gtteend, finally, differentiation &
individualization.

9.2.1. Lesson Planning & Aims

The results of P3 and P2 reveal that five outioteachers set their teaching aims
same for all learners (average index -3.4); expigithat their planning is primarily based
on e.g. curriculum, aims (T2, T6), specific neéueed for more practice" (T3), needs of
the class, a specific situation, or a learner splecific educational needs (T6). On the
other hand, in P3, four out of six teachers tenthdbeve that their teaching is primarily
based on the needs iofdividual learners (Average Index [Al] +2.8). These disampes
seem to be based on the fact that teachers ggnplafi the whole lesson based on "what
the class is like" (T5), or on "talents of parteutlass” (T7). Thus, they may feel they are
addressing the needs of learners, even if thifadf) relates to the whole class rather than
individuals. Nevertheless, it may be suggested plaaticular differences of individual
learners (and planning with these differences indnare to a great degree neglected and
differentiation strategies are not in this resgedticiently exploited.

Moreover, in terms of organisation of lessons timé differentiation, four teachers
claim that all students in their classes move thhothe curriculum together at the same
pace (average index -2.8), which is also suppoaoiedPl, which indicates that no time
differentiation occurred in any lessons observeutl@ other hand, teachers are split on the



question whether to emphasize mastery of contedt skills (Al -1.7), or whether to
underline critical and creative thinking and apglion of learning (Al +3.7), which is in
accordance with differentiation strategies.

Overall, it is apparent that in terms of lessoanping, aims, and time, teachers
generally do not differentiate, while primarily gating the class as a whole, rather than
individual learners. The only exception is thusplasis on creative and critical thinking,
which half of the teachers prefer to mastering enhaind skills.

9.2.2. Teacher-Learner Relationship

Among the diverse qualities on which teachersdoudlationship with children,
teachers in P2 include mutual trust, positive apenorelationship, understanding, friendly,
fair-play, consistency, equality of T and SS. Thisthat good relationship pays off, T2
emphasizes that it is necessary to enforce regamesmwhile attempting to understand
learners' reactions and responses. T5 also emplaSinterconnection, partnership”
between teacher and learners: "If children tellthed they have bad day, | am willing to
tolerate ...."

Moreover, some teachers complain about the grownudplem of misbehaviour:
"we had never had such problems with misbehavasinow" (T4), and in that case some
teachers resume to extra assignments, reprimanthbes to parents, grading (T1), or
testing (T2). On top of that, T7 highlights positirelationship, respecting and requiring
respect, and adds, "When he does not respectw lsimo the same patterns of behaviour to
make him understand that this is wrong". Thiscading to her, depends on the learners'
attitude towards the subject - if they work hahiyt are granted greater freedom, if "I have
to push them, so | push them, because there'sheo way".

To summarize, most of the teachers consider thetual relationship with learners
important, nevertheless the real partnership amge@tion as to promote learning based
on the philosophy of differentiation is quite quesable. If problems occur, teachers
resume to extrinsic motivation, enforcing their uggments by extra assignments,
reprimanding notes, grading, etc, which may alseate negative attitudes towards
learning and school in general. (More In 4.1.2.)



9.2.3. Individual Differences

Results of P2 indicate that teachers seem to baiplg their work based on the
whole classroom - perceive the class as being ghyeat the same level, without
addressing particular interests, readiness, onilegrabilities of individual learners. |If
further inquired about individual differences, thayention, e.g. attention span,
comprehension, behaviour, attitudes, family backgdy and cooperation with parents, or
abilities. Nevertheless, teachers also see sornep@gns to otherwise "homogeneous
classes" and have a variety of experiences, attudnd approaches to addressing these
individual differences:

As in the case of motivation and dyslectic chifgr€5 shares her problems:

If 1 give them special, easy work, they do not elen that ... there's a
problem, half of the class want and half not. ¥YWoeado with the half that do not
want to learn if they cannot be expelled fromdlass. | can have them come at 7, |
can keep them in the class during the break ...

T2 in case of dyslectic and struggling childreledrto involve them in the class
work using shortened exercises, T6 also attemptadtiress individual preferences by
doing something "extra™ "If someone prefers writtesting, | do not test orally, but |
attempt to have him or her practice that duringdes, the same with skills. If | make an
agreement with parents to help the child, | amimglito do something extra to help him."
T7 also feels that differences have impact on Bssdns: "If the class is weak with no
interest in the subject, there's a drill and teaks) almost nothing else."”

T1 admits that individual differences do not imfhce her teaching significantly
(child gets extra work, if finishes early), onlykaowledges giving easier exercises to
dyslectic children. T5 makes an important remas&ud great differences in the family,
esp. in terms of motivation, or attitude. She shgs.

there are children who are grateful for help enein within the boundaries
of their abilities, they are trying hard, and thbare are children ... | will be the
only one trying, but he does not try at all, mipgfis then none, and | tell myself
why to invest time in preparation for him if heegonot react in any way. | think
that the main reason is that children are motd/&i@m home, to learn it.



To sum up, as suggested in 9.2.1., teachers sebenptanning their work based on
the whole classroom as if generally being at thmeséevel. Most teachers also see some
"exceptions to otherwise homogeneous classes" andide a variety of individual
experiences, attitudes, and approaches to addgesdse differences; especially dealing
with struggling and/or unmotivated learners: easyortened exercises, addressing
individual preferences, cooperating with parentd] dnd textbooks. If students on the
other hand finish early, they get an extra exercib® then mentions that if learners do not
cooperate and there is no support from family,glies up trying....

This situation seems to be quite complex addngsai great variety of factors in
different areas: ranging from family backgroundyrteng profile, changes in education and
whole society, to personal beliefs, experienced,atitudes of teachers. It seems that most
of the teachers are struggling to teach the whekerbgeneous class, while taking into
account individuals. They strive to target on twaed "the average learners”, and on the
other, some individuals or groups of individualatthdeviate from the norm", even if this
primarily concerns altering the quantity rathemttyguality of given assignments, and more

or less resembles individualization rather thafed#ntiation.

9.2.4. Courseboook and Other Materials

In P2 teachers mentioned using a variety of mate(textbooks, various resource
books, internet, video, pictures, recordings). tmother hand, five out of seven teachers
remarked that all students use the same matetitie gaame time. (T1, T2, T3, T4, T7)

T6 explains the reasons why she is sometimemeéttto use the same materials:

| am just a human being, when | corrécta give them a choice is
really time consuming and when everything is adive them a choice, but there are
times, when | know that | will have lots of work.So, there are days when | do not
give them choices, plus at our school no noises alowed coming out of
classroom, and this may get louder..."

T5 also sometimes gives a choice of materials,wbpn using a jigsaw with group
work: "for every group | have some materials predathen, for example, they exchange
the materials. There are lessons when everyon&swwith the same material for the
purpose of competition.... Then there are taskeres everyone gets something different



and must inform others and vice versa.” In comttazh with these findings in P2, four out
of six teachers in P3 have expressed the belig¢fdifierent sources of information are
available for learners and they can make choicemgrthem (Al +2.5). This inconsistency
may be explained by the fact that most of the teecmentioned project work as a means
of providing a choice of materials (usually applerdy twice a year). (P2)

Therefore, it seems that although teachers wotk waivariety of materials, the
choice of materials may be for learners often gliuibéted. Most teachers here seem to be
the ones who in many cases make the decision dfyarticular materials and the whole
class work, learners thus work in unity on the s#as& at the same pace (possibly with the
exception of project work). Nevertheless, TS5 andsEém to be seriously attempting to
provide choices in terms of materials, but as Tiditg] there are a number of other factors
that may prevent using differentiation strategreshie lessons of English, including school

climate, and overloading teachers.

9.2.5. Instructional Patterns

Although observations reveal that the most domimasttuctional pattern is frontal
teaching (61.9%), all teachers in P2 and P3 men#ioansing variety of instructional
patterns. This may indicate overestimation onsitle of teachers in P2, and P3.

Most of the teachers mention using frontal teachiegause of the concern with
teacher control, and three teachers mention thefibesf "fast explanations”. Frontal
teaching is further said to be used for presemtatibnew unit, practice (T3), warm-up,
explanation, "transmission of information” (T7). Thentions using frontal teaching
primarily for writing a test, otherwise she prefether patterns to keep children interested
(FT = 36% of her LT; (P1)).

Two teachers also use IP based on "what childrerused to", e.g. independent
work is hard to establish as children are not useit, so they tend to avoid it. T7 uses
group work only when she knows "that the childret work in the groups; with the older
ones it is not usually possible, because of belaVio Alternatively, she uses groups if

there is some tangible end-product, "not only tloeds ..."



Moreover, based on P3 two teachers mention thgttéred to group children as to
where children are sitting, on the other hand, fmachers maintain that they organize
instructional patterns primarily based on learneegds, interests, which would indicate the
use of differentiation strategies as to "makinginied choices" in terms of grouping. At
the same time, the flexibility of instructional fganhs is doubtful, as based on P2, teachers
often tend to group the same students in the leng-partnerships. Thus, this only partly
corresponds to the findings of Krdgova. (See 9.1.)

To sum up, although the teachers claim employingréety of IP, the ruling IP is
undoubtedly frontal teaching. The reasons varygluting teacher control, or time
constraints; FT is then used in various phasegsdgadn, including warm-up, presentation
(explanation, "transmission of information"), oraptice. The choice of IP may be also
based on other factors: habits, age, and disciphingngibility of end product.

Thus, it may be suggested that the absolute pregome of FT is not in accordance
with differentiation, which advocates a flexibleebtl of IP. The flexible grouping is
doubtful as the long-term partnerships prevail,nefethis is based on "making informed

choices".

9.2.6. Assessment

In P3, teachers are divided on the question séssmnent tools; as one half of the
teachers maintain that they use the same assestokntor all learners (Al -2.0), whereas
the second half claim that every learner, indivigydas a possibility to demonstrate the
knowledge and skills in a variety of ways, whickytoften choose (Al +2.7).

In P2, four teachers out of seven denied usingapsessment. This is in
contradiction with P3, where four out of six teashementioned a prior survey of
knowledge and ideas (Al +4.5). Thus, this maycat® overestimation on the side of the
teachers, when compared with P2. Some teacheesrhantioned that if they pre-assess,
they consider the class as a whole and adjustasiedaccordingly "so that everyone would
manage". (P2)

In terms of individual differences when assesse#agners, teachers generally agree

that when assessing orally, they pay attentionnttividual differences and attempt to



support the child and grade him or her also intiatato his or her own progress. But when
assessing written work, teachers agree on haviagsétme criteria of performance for
everyone, except for children with dyslexia, ortwindividual educational plan.

T5 highlights individual growth in relation to @sment: "l assess them so that the
child can see how he or she is progressing, thairlshe has some perspective, because
they have to see their own direction..." Thistatke, though quite solitary, is very valuable
and is in accordance with differentiating strategi€See 5.4.5.) But as T6 admits assessing
and celebrating learners' individual growth maybeas easy as it may seem:

| definitely have no support from my colleagueschildren are not used to
it, and then they look at me..., the parents shagpreciate individual approach.
But they do not care. For example a note to pgardike: He has improved a lot
over the last month. Even this is important. Bs is not common. | try to
distinguish this from grades. But children arediso grades and are eager to get
them... It is more important for them than ifelltthem that they have improved.
This is also based on parents, when parents diildren money for good grades,

or they do not have to vacuum, you have five "bne& will buy you new shoes.

This is every day... By using oral assessmeninl going a little bit against
parents and this is also related to intelligerfoganents, if they say that appraisal
iS more important than "one".

This example may have greater significance imsepof the minimal support of
colleagues, as well as the amount of externalenibe parents use to motivate their children
and the extent to which this phenomenon may ouwast the best teacher's intention and
significantly influence their teaching.

To sum up, great inconsistencies are manifestedrelation to assessment;
consequently, it is quite hard to deduce some rgereeralisable data. Anyway, it seems
that the teachers are somewhere on the verge betliféerentiation and non-differentiation
as half of the teachers seem to apply differeotiasitrategies as they advocate that every
learner has a possibility to demonstrate knowlealge skills in a variety of ways, which
they often choose. About the same number of teaati@im using pre-assessment, even if
this often means, in their point of view, considgrihe class as a whole and adjusting the
task accordingly; which is not, though, in accoawith differentiation strategies.

Nevertheless, it is quite interesting that thgamiy of teachers pay attention to

individual differences only when testing orally tmo case of written assessment.



However, T5 highlights individual growth in relati to assessment, which is in line
with differentiation. But as T6 suggests assessind celebrating learners' individual
growth may pose a challenge in terms of negatititudés of colleagues, parents and the
amount of external influence which may outcast ettem best teacher's intention and

significantly influence his or her teaching.

9.2.7. Relevancy of Learners' Interest

Most teachers acknowledge that learners' integgstselevant as long as they suit
the requirements of curriculum, addressing ther@stis of the whole group, e.g. teenagers,
girls, or boys, etc. On the other hand, they dtenoviewed as something extra, or
additional to "what has to be taught”, and majootyteachers admit that they do not take
them into account regularly: T7 explains, "they agkevant but only at a particular phase.
You cannot always take them into account, we wgefdnowhere... If | include them, it is
usually the interest of the group... No, not induals”. T1, who is the only one pessimistic
about interests, expresses the same opinion a®ttver teachers: "Textbook is made to
correspond to children's interest, plus we useeptsjwhere children can choose ..."

To sum up, although teachers consider learneey'eist to some extent important
and relevant, it is not regularly included, anget, it is primarily the interest of the whole
class or group, which probably does not resultidrassing individual interests and overall

differentiation.

9.2.8. Differentiation & Individualization

In P2 one teacher expressed no familiarity wite terms: differentiation and
individualization. Other teachers were able tovfte quite well fitting explanations of
these terms, ranging from "grouping students” {bl)attempting to adjust teaching to the
needs of learners, so that everyone can find, tilegtprefer” (T3).

T1 assumes that this mainly applies to gifted stndggling learners (competitions,
individual consultations), T2 mentions children lwispecific educational needs, T4
struggling learners; only T3, T5, and T6 have hgjited that differentiation means



targeting all individual learners, not just certgiroups: "every child is different, and we
have the task of supporting them, not discouratiiegdifference”. (T5)
Moreover, some teachers made interesting remarkisese approaches:

o0 "...itis probably necessary but it requires aotiaime" (T2)

o "..very good for learners, but difficult for thegparation of teachers, | cannot
imagine such lessons” (T1, T3)

o "Individual attitude is rare; it is more to meeettequirements on the papers (about
colleagues). | am trying hard; some parents hiaaeked me for that." (T6)
Generally, teachers seem to be quite aware ofathms of differentiating and

individualizing approaches. Nevertheless, almoalf lof the teachers reduce their
application only to certain individuals, or groupsindividuals (and thus individualize).
Only three teachers acknowledged that differetiatneans addressing the needs of all
individual learners. Moreover, some teachers séenbe concerned about the time-
requirements, difficulty, connected with differeatton strategies, attitude of colleagues.

On top of that, two teachers expressed that ttenat imagine differentiating
strategies in practice. This may be quite a sicgnit phenomenon, as it is true that no
Czech literature cited in this work offered anyqi@al advice resuming to pure theory.

Thus, it seems that teachers are asked to ta&eagdount individual learners in
their heterogeneous classes but no one seemsiseddem on how to do that ending thus

in a vicious circle with no beginning and no end.



10. Conclusion
"We appear to work in a system in which a normraefithe parameters of our practice."
(Tomlinson, 2004)

This thesis has attempted to provide an insigiottime complexity of differentiation
strategies in relation to the growth of individledrners in our heterogeneous classes. As
already suggested, differentiation offers immensssybilities in terms of addressing
individual learners, but at the same time, it maydly provide "all the tricks of the trade".
It rather points in certain directions in whichdbkar may leap forward based on his or her
knowledge, experiences, beliefs, and ongoing riedlec

Moreover, the practical part of this thesis attesnip capture a glimpse of the
current practice and view it in the light of diféettiation. The research integrated
quantitative and qualitative approaches to surtieycurrent situation as well as to uncover
the layers that are often neglected - teacher itignk

Thus, the first part of the research aimed totifiethe extent and nature of the use
of differentiation strategies: as obvious from tieservations, differentiation reached less
than 2% in the total time of all lessons, whiclmishe first case related to differentiation of
content based on readiness, and in the second diffeeentiation of content based on
interest of individual learners. Other strategiémttwere employed in relation to
differentiation included grouping (IP), and indiual support.

Apparently, frontal teaching is still the rulingstructional pattern, leaving far
behind other IP; and moreover, the exploitatiofiefible grouping is very much doubtful
due to the prevailing long-term partnerships. @e bther hand, individual support is
provided regularly and to some extent may be gllthe gap of differentiation, which on
the other hand, as suggested above, is extrenrely ra

Based on the overall results, it is also obviduat tdifferentiation is minimally
employed; generally, the class is targeted as deyhather than particular differences of
individual learners as advocated by Tomlinson. @a other hand, the teachers are
apparently aware of the individual differences due to a number of factors, including

time constraints, manageability, unfamiliarity wisipecific strategies, or unwillingness;



they seem to resume to targeting only certain iddads or groups of individuals, and thus
to some extent individualize their teaching, whghemarily addressing their image of “the
average learner”.

The only exception may be T5, who seems to beesyaically going in the right
direction towards differentiation strategies andldde in many aspects a model for others.

Obviously, highlighting one or two major causestod current situation would be
easy and convenient, but as suggested above,dbarch indicates that the situation is, as
probably always, much more complex. The findinggh&f integrating part thus point in
many directions.

Firstly, the causes may be related to school ¢émesp. relationship and limited
mutual support from staff members; as one teadm@racterized it: "It is my treasure, why
would | tell others how to do it. They won't tefle." (T5) Or the unwritten rule at one
school that "no noises should be heard from thestlaT6) All that may capture the
underlying message that the school climate mayoftenh be supportive towards changes.
Moreover, my impression is that there seem to lm af taboos and insecurity in terms of
acknowledging that teachers may need more infoonadr help when dealing with the
problems they face, thus often blaming learnersgrga, etc. as to avoid admitting that a
problem exists and the solution may no be immelyiatehin their reach.

Additionally, inconsistency, insufficiency, and/oinefficiency of teacher
development may be another problem. Although theag be seminars sparingly available
to teachers on the topic of differentiation; fostence, based on T1's experience, a seminar
she attended provided no useful information andhatend, it might have been rather
contra-productive ending in confusion and demoibrat Nevertheless, it may be
suggested that the teachers are striving to comtinufurther development within the
possibilities available, but they seem to be offgovided with bids and pieces of
information; and thus no consistency in terms otfhfer development appears to be offered.

This observation is in accordance with EImore Bndchey (1999) who confirm this
assumption, "...it appears that when the professidavelopment of teachers is aimed at
specific objectives and programs instead of genkargle-scale innovation projects, the

chances of sustained change increase consideraliyvan den Berg 2002:592)



This is interlinked with the problem, which waseady suggested by Krujiova
(2005) concerning limited availability of practibabriented resources on differentiation
strategies in Czech, and “the difficulty to imagiha practice” (T3).

Finally, among many other causes, we may idem#stain social determinants in
relation to upbringing and family values, as mastiéel in the emphasis of parents on
extrinsic motivation, thus, outcasting even thet bescher's intention

However, it is easy to blame teachers for noedéitiating, but as suggested above
the situation is more complex. On one hand, sointleecteachers feel that "thaye toldto
differentiate and individualize", which may signisgome amount of external pressure
which may result in "decreased feelings of efficacythe part of teachers and numerous
concerns". (van den Berg 2002:595)

On the other hand, the teachers do not seem &uldguately motivated in terms of
further development (and de facto differentiatiomy. my opinion, the Czech educational
system does not provide an effective and systema#ig of rewarding teachers, the
quantity in the form of the years of experiencprferred to the quality of teaching, which
is by itself in contradiction with differentiatioas argued here. Thus, ironically, it seems
that teachers are not receiving what they are agkgd/e. As a result, it may come as no
surprise that differentiation does not reach mbeattwo percent.

Nevertheless, these assumptions stemming fronrabearch are still to a great
extent on the verge of hypothesizing and definitedguire separate investigations into
individual aspects, as suggested in the practaslgd this thesis and subsequently to some
extent in the conclusion.

Moreover, the research worked with enormous amotimformation that had to be
selected, and due to the extent of this work, neatfld not be integrated. On top of that,
there is also a lot that has not been disclosethéyteachers. And these gaps bear their
meaning as much as the information expressed;&Righards explain:

...there are some questions that respondentotwant to answer, others
they circumvent, and most significantly, aspedcttheir experiences are so taken for
granted that they are not reported. In such titas, the silence on these issues in
itself becomes powerful data ... (2003:6)



To sum up, we need to be aware that "every tedwm®ia set of opinions that may
clearly differ from those of his or her colleagugs/an den Berg 2002:589) Therefore, this
thesis presented a microscopic tour through tloblied waters" of the current situation at
three elementary schools. The data obtained, $edma extremely valuable indicators of
the existence of some of the phenomena mentionegeabNevertheless, the more general
assumptions drawn on the findings are, to a grdahg on the brink of hypothesizing, and
will require further investigations with a more spge scope both in terms of
differentiation and teacher thinking, as to asw®stchers in their challenging mission of

reaching and teaching all individual learners miithheterogeneous classes.



RESUME

Tato diplomova prace s nazvewtyuka anglického jazyka v heterogenfidd se
vénuje otazce diferenciace, a tudiz i individualizage vyuce v Bznych heterogennich
tiidach. Teoretick&ast shrnuje saiasné poznatky o diferenciaci publikované u nas i v
zahranki. Prvni ¢ast vymezuje vyznam diferenciace tak, jak je chapanéto praci. .
Diferenciace je zde tedy nazirana z pohleduinhiiferenciace sidazem na kvalitativni,

spiSe nez na kvantitativni slozku.

Zarovei, druha kapitola, rozebira historické a speleské pozadi ve vztahu k této
otdzce. Zdraziuje se zde, Ze diferenciace neni otdzkoucasmych trentl prestoze
odpovida sotasnym integrénim snaham, ale naopak se zde podtrhava nutnyribisto

vyvoj, hl. ve vztahu ke dvacatému stoletikw ditte.

V prvni ¢asti ¥eti kapitoly jsou konkréthuvedena a vymezen@zna pojeti jiz
zminované vnitni diferenciace, jezifspivaji k dotvéeni celkového obrazu o vlastnim
pojeti tohoto fenoménu. Nasledige zde ¥novan prostor vztahu mezi diferenciaci a
individualizaci, jez je jakymsi Uvodemciastilmplications & Considerationsle pravda, Ze
néazof a interpretaci, které jsou zde demonstrovany trdegda Tomlinsonové a Skalkove,
je opravdu mnoho a jejich zé&tje velmi Siroky. Proto i na zakladeflektovani vzhledem k
vyzkumu, jsem se rozhodlaémovat ¢ast utenou vice prakticky:Implications &
Considerationspraw této otazce. Tatdast se objevuje v teoretick@sti vzdy, kdyz si to
situace utitym zpisobem vyzada a je nutnéco blize vys¥tlit, ¢i prakticky predstavit.
Nejde tedy o pravidelnérispivky ke kazdé kapitole, ale spiSe se jedna dtaur sondu

vzhledem k danému tématu.

Dale jsou zde déale charakterizovany rozdily medtini a vrjSi diferenciaci, a
kvalitativni a kvantitativni diferenciaci, jez jsosignifikantni k vymezeni vyznamu

diferenciace, tak jak je zdégqustavovana. Nicménje nutné si usdomit, Ze diferencini



snahy by nerly byt vnimany jako okrajové ve vztahu k procesudgvani, ale naopak by
mely byt integralni so&asti vy@ovani v EZnych heterogennichidach.

Ctvrta kapitola se &nuje diskuzi o individuélnich odliSenostectiaich se zék ve
vztahu k diferenciaci na zakladkognitivnich, afektivnich, fyzickych, socialnicta
socialré-kulturnich determinant. Jsou zde zahrnusdevsim otazky inteligence¢ebnich
styla a strategii, a motivace (hl. vimf a vrEjSi), jez hraji vyznamnou roli v procesech

uceni.

DalSi ¢astctvrté kapitoly navazuje na individualni rozdily gedevSim na zaklad
Tomlinsonové rozliSuje diferenciaci podle ¢iych kritérii, jez se vztahuji jak k
individualnim rozditm mezi Zaky, tak k samotnému Wavacimu procesu. Tomlinson
rozcluje diferenciaci na zakl&dobsahu, procesu a vysledku (produktu) doméni a
zarover ve vztahu k "pokrélosti, zdjmim, a individualnimu profilu jednotlivych Zék

Toto rozliSeni, jez je dale zpracovano v této pdic formy matrixu vzajemnych
vztahi a propojeni, je hlaundulezité k aspSnému a postupnému zvladnuticgtanich
snah v ramci diferenciace, ale zamVeaje i dileZitou roli v dalSim rozvojiéchto technik
a strategii. Dale je nutné si &domit, Ze veiiid¢, kde se diferencuje,iipozere probiha
n¢kolik aktivit zarover a tak i vykEr urcitych zakladnich princifp, je vZdy otazkou vyéru
vzhledem k dané situaci. Nicme&fe dileZité si uedomit, Ze diferenciace se za&fuje na
individualitu Zaka a jejim prostdkem k dosaZeni cile je aktivni poznavéani a objénwd
jednotlivych zak. Dil¢i cile jsou tak ustanovovany na zakladzajemného dialogu a
potreb jednotlivych Zak za pomoci pkbéZného hodnoceni a reflektovani na dosazené

vysledky vzhledem k pt¢bam Zak.

Pata kapitole se nasledmeénuje konkrétnim strategiim a technikamiakem na
praktické vyuziti ve vyuce anglického jazyka. Jdeneé si u¢domit, Ze moznosti a sfry
rozvoje konkrétnich diferenaimich strategii jsou opravdu bohaté a ve velk&emaalezi
praw na samotnémditeli, jak je pojme, a fizpisobi potebam svym a svych zak



Zduraziuje se zde peeba si utvét jasnou pedstavu o tom, co konkrétrpro
kazdého diferenciace znamena, a co obnasi jekaagliv praxi nejen prociiele, ale i pro

Zaky a jejich rodie, Wetre pakivych otazek fair play jejich moznydeseni.

Jedna z dalSich kapitol se datmuje tématuizeni tidy s ohledem na prvni iky
v oblasti diferenciace, flexibilnimu vyuZitiasu s ohledem na geby jednotlivych Zak,
individualni podpee, flexibilnimu vyuZziti organizaich forem prace a také otazce

hodnoceni v rdmci diferenciace &radzem na formativni evaluaci.

Prvni faze vyzkumu v praktickésti této diplomoveé prace ma za cil zjistit &gny
stav ve vztahu k pouzivani diferengi&ch strategii v hodinach anglického jazyka.

Na z&klad observaci sedmicitelt ve tech zakladnich Skolach a jejich naslednému
rozboru na zakladnekolika jiz zmirenych kritérii, jsem doSla k zéwu, Ze diferenciace
vzhledem k obsahu, procesu a produktu v zavistwstgFipravenosti, zajrim, a profilu

jednotlivych studerit dosahuje necelych dvou procent.

Ve vztahu k #iznym organizénim formam prace bylo zji&o, Ze i kdyZ jsou
vyuzity raizné organizéni formy, frontalni vyuka festo naprosto ipvlada. Navic,
flexibilita téchto organizénich forem je vic nez spornd, jelikoz bylo zjigh, Ze se spis
jedna o dlouhotrvajici spolupraci Zdknez o flexibilni prordinu seskupovani na zakkad
jejich poteb.

Individualni podpora byla zji&ha velmi vysoka, kazdycitel podal pomocnou ruku
v individualnich pipadech minimakave dvou tetinach vSech observovanych hodin. Tento
fakt miZe dale ukazovat na vyrovnavani nedostatku diféaeémich strategii individuélni

podporou gkterych zaki.

Tato ¢ast vyzkumu viceménodpovida Séeni, jez provedla Krupkova v roce

2005. | ges formalni rozdily ve vniméani vyznamu teriniferenciace a individualizace,



oba dva vyzkumy dochazi k porovnatelnym vystedka shoduji se na faktu, Ze
diferenciace je v hodinach anglického jazyka ugaéna zcela miniméaén

Nicmérg, dalSi ¢ast integruje vSechnyritéasti vyzkumu, jez se skladaji z jiz
zmirénych observaci, dale jsou zde vyuzity semi-struktané interview jednotlivych
vyucujicich, a na zayr je jeS€ k dalSimu roz$eni a verifikaci ziskanych dat vyuzit
dotaznik. Posledni dfaze vyzkumu navic maji za cil propojit kvantivaii a kvalitativni
vyzkum k dosazeni komple&siho pohledu nafEiny zjisttného stavu, a dale maji za cil
poodhalit profesni&deéni witeli.

Tato integrace &kolika fazi vyzkumu s pouzitimiznych metod a prosdki je
vztazena k &kolika klicovym oblastem diferenaiaich snah a zahrnuje planovani a cile,
vztah «itel a Zaka, individudlni rozdily, pouziti matetiale vyuce, organizai formy a
jejich flexibilita, hodnoceni, zajmy Zékve vyuce a v neposledidd nazory diteli na

diferenciaci a individualizaci.

Na zaklad zjisttnych vysledk je analyzovana kazda oblast samostanna
zaklad toho velkého mnozstvi zji&tych poznati jsou vyvozeny Liité zawry, jeZ jsou
ovSem znovu v mnoha ohledech na hranici hypotétykaji se nafiklad mozného
nepiznivého klimatu ve Skole, spoluprace kaleqizké efektivity dalSiho vzthvani
uciteli, spoluprace rodi se Skolou, motivaceciteli ke znénam atd.

Je nutné zitaznit, Ze tato prace se zabyvala ohromnym mnonstidt, jez zde na
tak malém prostoru nemohou byt efektiva smyslupld prezentovany, proto jsou dité
zawry tykajici se hlavé kvalitativni stranky vyzkumu pouze nasiiy.
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Appendix 1 — Observations
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Appendix 2 - Revised Bloom's Taxonomy of Educationa | Objectives

THE THE COGNITIVE PROCESS DIMENSION
KNOWLEDGE 1. %) Gl 4. 5. 6.
DIMENSION REMEMBER | UNDERSTAND | APPLY ANALYZE | EVALUATE | CREATE
A. FACTUAL
KNWLEDGE

B. CONCEPTUAL
KNOWLEDGE

C. PROCEDURAL
KNOWLEDGE

D. META-COGNITIVE
KNOWLEDGE

(based on Anderson & Krathwohl. 2001:128)

Appendix 3A - Gardner In Bloom
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Appendix 3B - MULTIPLE INTELLIGENCE-BASED PRODUCT L IST

MULTIPLE INTELLIGENCE-BASED PRODUCT LIST

VERBAL-LINGUISTIC SPATIAL
o0  Write a book, poem, news article about ... o Design a greeting card or postcard ...
o Design a checklist for ... o Create a photo journal about ...
0 Research a topic and take notes ... o Create a game that teaches the concept of ...
o  Write a travel brochure ... o Create a scrapbook ...
o Create a set of newspaper headlines ...
Use storytelling to explain ..
LOGICAL MATHEMATICAL MUSICAL
o  Conduct a survey, graph your results, and draw o0 Interpret a song from a specific period ...
conclusions 0  Gather examples of music that reflect the mood of
o  Construct a visual timeline a book, time period, place ...
o Design and conduct an experiment to prove ... o Play a piece of music to illustrate ...
o Create or play a dice game and record ... 0 Make a song about ...
Complete a graphic organizer ..
BODILY KINESTHETIC NATURALIST
0  Bring hands-on material to demonstrate ... 0  Write a photo journal about ...
0  Make a videotape of ... 0  Take avirtual field trip via Internet to ...
o Create a museum exhibit to show ... 0  Write and illustrate a postcard from ...
o Create a play, role-play, use prompts to ... o  Gather or plan a collection of objects that ...
o Create a movement or sequence of movements
to explain ...
INTRAPERSONAL INTERPERSONAL
o Keep adiary about ... o  Evaluate your group's performance
o Reflect on your own learning process ... o0  Present a news show/host a talk show ...
0  Write an advice column ... o Interview several people about ...
0 Record in a progress chart your accomplishments 0 Lead a group discussion on ...
toward a goal ... 0 Teach the class about ...
o  Complete a diagram that compares you and a o  Conduct a group or class meeting to discuss ...

character, historical figure ...

Appendix 7 — Differentiation: Matrix (Figure14)

Based on Dodge 2005:95

S| T L RC|RPc |R/Pd | IC | I/Pc | I'Pd | LPC | LP/Pc | LPPd S T
11 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 0 0 0 0 0 0 0 0

3 12 0 0 0 0 0 0 0 0 S 0

4 0 0 0 0 0 0 0 0 0 S 0

5 0 0 0 0 0 0 0 0 0 S 0
percenta 5.3 0 0 0 0 0 0 0 0 4/5 0

2 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 0 0 0 0 0 0 S 0

3 0 0 0 0 0 0 0 0 0 0 0

4 0 0 0 0 0 0 0 0 0 1] 0

5 0 0 0 0 0 0 0 0 0 S 0
percentage | 0 0 0 0 0 0 0 0 0 3/5 0
3 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 0 0 0 0 0 0 S 0

3 0 0 0 0 0 0 0 0 0 S 0

4 0 0 0 0 0 0 0 0 0 S 0

& 0 0 0 0 0 0 0 0 0 S 0
percentage | 0 0 0 0 0 0 0 0 0 5/8 0
24 1 0 0 0 0 0 0 0 0 0 S 0
7 0 0 0 0 0 0 0 0 1] S 0

3 0 0 0 0 0 0 0 0 0 0 0

4 0 0 0 0 0 0 0 0 0 S 0

5 0 0 0 0 0 0 0 0 0 0 0
percenta 0 0 0 0 0 0 0 0 0 3/5 0
5 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 19| 0 0 0 0 0 S 0

3 0 0 0 0 0 0 0 0 0 S 0

4 0 0 0 0 0 0 0 0 0 S 0

) 0 0 0 0 0 0 0 0 0 S 0
percentage | 0 0 0 84 0 0 0 0 0 5/5 0
3|6 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 0 0 0 0 0 0 S 0

3 0 0 0 0 0 0 0 0 0 S 0

4 0 0 0 0 0 0 0 0 0 S 0

& 0 0 0 0 0 0 0 0 0 S 0
percentage | 0 0 0 0 0 0 0 0 0 5/5 0
7 1 0 0 0 0 0 0 0 0 0 S 0
2 0 0 0 0 0 0 0 0 1] S 0

3 0 0 0 0 0 0 0 0 0 S 0

4 0 0 0 0 0 0 0 0 0 0 0

& 0 0 0 0 0 0 0 0 0 S 0
percentage | 0 0 0 0 0 0 0 0 0 4/5 0

~
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Appendix 6 — Obtained data — Observations

Schooll Grinndm. Schooll Gimin. Schooll G,

Teachetl E?rfl m ‘1::;‘ m other ([ Teacherd m‘ m ‘1::;‘ m other || Teacher3 ?&M m 11:-:.;: m other
Lessonl 36 0 2 T 0 Lesson 1 42 0 0 3 1] Lesson 1 36 0 0 9 0
Lesson 2 3 0 17 3 2 Lesson2 34 0 0 11 L] Lesson2 11 0 6 12 0
Lesson 3 18 1] s 1] E Lesson 3 40 1] 0 £ 1] Lesson 3 17 1] 1] 8 1]
Leszon 4 32 0 0 13 0 Lesson 4 39 0 0 [ 1] Lesson ¢ 32 0 0 13 0
Lesson 5 34 11 0 L) 0 Lesson 3 39 0 0 & L] Lesson 5 11 0 0 34 0
Mitmtes @ | 286 | 22 | 82 | 46 | 14 || Minutes @ | 388 0 0 6,2 o Minutes @ | 234 0 12| 204 | O
Petcentage | 636 | 49 | 182 | 102 | 3,1 || Percentage | 862 | 00 [ 00 | 138 | 00 Fercentage | 530 | 00 | 17T | 453 | 00

indiv. work other indiv. work indiv. work
10.2% 31% 13.8% 45.3%
pair work
18,2%
rontal teach.
group work 63.6% frontal teach. frontal teach.
4.9% 86,2% pair work 52,0%
2.7%
FIGURE 1 FIGURE 2 FIGURE3
School2 Cimin. Schoold Cimin. Achoold C i,
fronal | goup | pair | indiy. fromial | gwoup ( pair | iy fronval | group | pair | indiv.
Teacherd i g oo of e i 4 other || Teachets wah, | wordk | words| wods | 0T Teacherd wah. | word | word | word | ©HeT
Lessonl 36 n 1} 9 1} Lessonl 15 2 [ 16 n Leszon 1 T 38 1} 1} 1}
Lesson 2 30 0 0 6 0 Lesson 2 13 8 E 1% 0 Lesson 2 k1 0 10 0 0
Leszon 3 18 0 9 8 0 Lesson 3 26 10 0 2 0 Lesson 3 3t 0 T 0 0
Lesson 4 40 n 1} £ 1} Lessonnd 12 3 n 10 n Leszson 4 n n 1} 13 1}
Lesson s 37 0 0 8 0 Lesson 15 3 13 12 0 Lesson 5 30 0 0 1= 0
Mlinutes & 36 0 12 [ 7.2 0 Mirnstes 2 | 162 | 10,8 | 48 | 132 ( 0 Minates @ | 26 TH | 34 8 0
Percentage | 80,0 00 40 | 160 | 00 Percentage | 360 | 240 | 10,7 | 293 | 00 Petcentage | 508 | 162 | 76 | 178 [ 00

indiv. work indiv. work frontal teach indiv. work 1
N rontal teach.
et 20.3% 36.0% 17.8% 57.8%
pair work o
7.6%
pair work
0,
4,0% pair work roup work
frontal teach  10,7% group work ¢ 16p9°/
80.0% 24,0% o
FIGURE 4 FIGURE 5 FIGURE 6
School3 Gimin.
fromial | group | pair | iy indiv. work other
other ’
Teacher? earh. | work | words| work 18,2% 22%

Lesson 1 32 0 -
Lesson 2 35 1] 0
Lezzon 3 12 0 11 12 0
Lesson 4 31 0 4 10 0
0 0
0 1

pair work
16.4% frontal teach.
Lesszon 5 2 15 g 63.1%
Minutes & | 284 T4 | 82
Percentage | 63,1 00 16,4 | 182 | 2.2
FIGURE 7
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The following graphs record average percentagastfuctional patterns applied in

School 1, 2, and 3.

frontal | group | pair | indiv.
teach. | work | work | work other
Teacherl| 63,6 49 18,2 10,2 31
Schooll | Teacher2| 86,2 0,0 0,0 13,8 0,0
Teacher3| 52,0 0,0 2,7 453 0,0
Percentag( 673 | 1,6 70 | 231 | 1,0
FIGURE 8
frontal | group | pair | indiv.
teach. | work | work | work other
Teacher4| 80,0 0,0 4,0 16,0 0,0
School2
Teacher5| 36,0 | 24,0| 107| 293 0,0
Percentag¢ 580 | 120 | 7,3 | 22,7 | 00
FIGURE 9
frontal | group | pair | indiv.
teach. | work | work | work other
Teacher6| 57,8 | 16,9 7,6 17,8 0,0
School3
Teacher7| 63,1 0,0 16,4 18,2 2,2
Percentagy 604 | 84 | 120 | 180 | 11
FIGURE 10
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Appendix 8 - TRANSCRIPTION OF INTERVIEW

I (Interview): Byla tato hodina spiSe typicka netigpicka? Véem?

T(Techer): Dneska jsenkldla vyswtlovani - novy mluvnicky @ivo, takova hodina vic mluvnicka nez konvemg i
kdyZ toto @ivo je pon&rné obtizné, v podstatta hodina byla prodi docela zajimava, protoze je to hadslozity, takze
oni sami ndli v tom textu, ktery nili, ten novy, takze se tamdnnejdrive podivat a zjistit, co tam pra fe nejasného, to
je vlastrg to nové, takze si tam vyhledali tyiklady, giklady jsme vlast& vypsali na tabuli, takZze pracovali s tim novym
textem a vypsali ty &y v tom minulym¢ase na tabuli, kdyZ se na to koukalglinse snazit vyvodit z toho, jak minulias
vypada a jak se t¥b Co teda ratikali ty napady a navrhy, tak jsme pak z toho vylvad pravidlo. A ja jsem jim teda
vyswétlila ten princip tvdeni toho minuléha@asu. To byla jedna&ést hodiny, Ze jo? a drukdst hodiny v podstat
spaivala v tom, Ze ten text uZz si poslechli, fep poslechovouiéast néli, potom jsme pracovali s tim textem ve
skupinach, oni se roztlli na ty dw pilky, jedna pilka to zpracovavala po té strance obsahové a dskbpina to
zpracovavala po té strance mluvnické, to znameady fom vyhledavali to novydivo a ta druha skupina v tom
vyhledavala ty novy slotka, takze to byla Gpthnova ¥c.

I: Byla tedy tato hodina spiSe typicka nebo atygitk

T: Hodina byla térét typickd, nebylo tam Upthngjaka novinka, protoze takhle v podst@ou zvykly pracovat.

I: Dale by n& zajimalo, jak takovou hodinu planujete? Nebo kgigh zakladech, pdpprincipech stavite?

T: Planovani stavim spi$ na tom, podle toho jaké jEda, kdyz tutidu mam porérné jako schopnou, schopsi, tak ty
Ukoly d&lam pro & samostat¥jsi, jo? Treba zrovna tady t&itla ta je porérné celkem schopnad, tak jsem po nichétdnt
aby oni teda si sami ten minudas z toho vyvodili, aby si sami to pravidlo tagjak stanovili, takze spiS, podle toho o
koho se mMzu ogit. Kdyz se nmizu [t o ty diti, tak ty Ukoly jsou slozSi, takovy variabilgjsi, i ta hodina je pak prasn
zabavjSi, protoZe jim to jde, takZ8m vic se oni snazi, tak tim je to pak lepsi, telZi& o ty dti se pak opiram.

I: Jak tedy vidite s§j vztah k zakm?

T: Vztah k Zz&km mam viceméhtakovy kamaradsky, nesnazim se vystupovat z poejedy sily, to zalezi na nich, ze
jo, kdyz ta spoluprace je dobrd, tak ten vztahrk j@ patelSgjsi, nez jinde, kde to prasnhefunguje, ¥tSinou to teda
funguje, aZz na jeder¥ipad, mam vSechny Ugiprost pohodovy, takze i v té hodirje to kamaradsjSi. Kdyz se stane,
Ze réco zapomenou, tak jsem ochotna to prominout, nesimit opakova#, Ze jo.

I: Na¢em jej budujete?

T: Vztah k zakm buduji na takové vzajemnéndie, vzajemném propojeni, takze, kdyz oniteknou, Ze zrovna dneska
maji Spatny den, nebo Ze se jim niédeak jsem ochotna jim Z¢h pozadavik n¢jakym zpisobem tolerovat, odpustit,
prosg snazim se v té hodirvystupovat jako z pozice toho, Ze jsme si partneey aby bylo mezi nama ...

I: Jak vidite svoji roli titele? ... Ve vztahu k Zakn?

T: Moje role je... zaleZi teda jaka je to hodindykje to teda hodina, kdy oni maji pracovat saatasttak spiS chodim,
pribéZné kontroluji praci, snazim se jinieba ukazat, Ze tam maji chybu. KdyZ jereba test, tak neftiu jim radit, nebo
nékdy jim trochu poradim, ale spiS 8kvek snazi byt v takovym kontaktu Uzkym. Snazim se, jaib té hodirg byl
aktivni, tzn. Ze nesedime vicerdg§anom v lavicich, ale i sediigd tabuli u obrazk nebo sedime na zidkach taky u
téch obrazk, tak aby to spi$ bylo zabavny. Jsou to klasicldirhg &Si se dti.

I: V ¢em jsou Z&ci stejni adem se podle vas liSi?

T: Z&ci jsou stejni v tom, Ze neeéfitnebo tSina dti v tomhle wku nechce pochopit, Ze vyuka toho jazykajeetita,
Ze je to priorita, a Ze se majffiuve vlastnim zajmu. Oni jsou na to moc mali, @ghopili, Ze to budou pigbovat. Jsou
stejni v tom, Ze k tomufistupuji jako k pedmetu, a ja jimiikdm, kdyZz se to nebudetéiutak j& nemam material, ja
nemam siim pracovat. Jo kdyZ neumite zéklad, nemate slegebbu, neméate napsany stia, neumite ty slovka,
nemate domaci Ukol, tak ja nemamaean budovat, ja tu hodinu pak nél@mn, kdyZ na tom stavim, Ze jo. TakZze v tom
jsou stejni, je pravda ta, ze jsou skupiny, k& altomaticky udlaji a napiSou si slovka, domluvime se, ze se raaa
tyden teba tu lekci podle toho...&&inou se jich ptam, jestli jsou schopni se toditado tydne. Maji utity termin a do
toho terminu se oni sami Sibovali a ja pak zkou3/#Sinou to spini. No, ovSem¢id jsou tizné a v jedné skupirse mi
to neddi a uz vedtvrty tfidé a az do téka - skupina osmdik tam jsou fajn holky, mozna dva kluci, ktery bylsaim
mohli pridat. Zbytek kluk jsou absolutni lajdaci, nic n&dji, notabene jsou jeStejaky, maji Bjaky SPko, ale j& jim
nechci davat ..., nebo takhle, i kdyz jim davadekeé zvlastni Gkoly, které maji vypracovat tak,dyk jsou Upl&
jednoduché, tak oni nejsou schopnéladl ani ty super jednoduché tkoly, takze skmdeta vyuka je .... vzdycky sikam,
Ze ... tam je pros&tproblém, Ze filka tfidy chce a filka tfidy nechce, @&, co s tou druhoutipkou, ktera tam byt musi,
vyhodit je nenizZete, i kdyz je &dy vyhodim, tak to tu hodinu narusi, protoZze jenméa chodb, musim nechat
odeweno, oni tam &aji opicarny a nizu si je zvat rano od sedmiigu je tu nechat o velk&gstavce, musi pracovat, je
to pa‘dd prost stejny.

I: V ¢em giesre vidite hlavni rozdily?

T: Ty odliSnosti mezi &mi jsou pomdrné znané, ze jo. ProtoZzegd, které jsou z rodiny, které vedou to&di tomu, ze
ten jazyk bude pétébovat, to d& uz z domu je motivované, mam takovyati gpoustu, ze ty rodke i ten jazyk ovladaji,
to znamend, Ze srha ditmi i cestuji. To je stra¥motivaini, protoze ty &i potom chiji se it a Wi se dobe. Pak
samozejn¥ jsou dti, které absolutéianiz by byly teba ®jak handicapované tou specifickou poruchdani, tak prost
se k tomu stavi z té pozice, ze pécst @it nebudou, protoze to jsou lajdaci, nejenom v jednom gednttu, ale obecé
nejsou z rodiny k gemu vedené, jakordba napsat domaci Ukoly. Ta spoluprace tditme® zadna neni. Pak jsou
samozejn¥ ty individudlni poteby dti, ktery maji ty dyslexie, dysgrafie a tyhle tgcy;, a ¢lovék se jim snazi gak
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pomoc a tam taky vidite rozdil. Jsoétidkteré jsou za tu pomoc #&hé, Ze v ramciéch svych moznosti se snazi a jsou
déti prose ... budu se snaZzit jenom j4, ale on se nesnididoy takze ta moje snaha je nakonec dipbiova a ja stikam
pro¢ mam tenéas enovat ty gipraw pro rgj, kdyz on teda &akym zpisobem na to nereaguje, Ze jo. Jo myslim si, Ze
hlavni divod je v tom, jak jsou tydi z ty rodiny motivovany, aby se ta@ity.

I: Ovliviiuje nebo neovliuje toto vSechno VaSifpravu a vyuku?

T: Ja myslim, Ze ovlituje, jsou tidy, kam se hrozntéSim a vymyslim pro ty&i co mozZna nejzajimaysi formy prace a
tieba i témata, Ze se€ime teba o zemich, kam jedou na dovolenou atd. Neboctasekdyz teda ¢kde vyjedou, aby mi
fekli, byl jsem tam a tam. A on nam to ukazal na &énggkze stavim i hodinu na tom, #elia ja mam jednoho chlapce, on
hodre cestuje, je zcestovalej a ma hddroznatk, je hodr Sikovnej, on vlash mi dopkuje ty moje znalosti, protoze
¢lovek taky nezna vSechno, Ze jo. Takze jo. awlije. UKité.

I: Dale bych se rada zeptala na to jaké materidbZfvate k vyuce a jak, poZaci pracuji sémito materialy?

T: Materidly pouzivAmznorodé, je jich cel&ada, protoZze za ty léta uz toho mam takovy kvantéen, teda od
casopisi, pies &ebnice wkolikery. ProtoZze jsou na&sSi vydani a no¥sSi vydani, tak i kdyz mam starSi, tak si je
nechavam, protoze si z nichipd si¢erpam, takové ty moje oblibenyat, které uz vdch nowjsich webnicich nejsou.
Nové webnice jsou Upkasuprovy, ale pi@d mas co dohé&h paad nuizeS shagt ty materialy, vzdy to vite, zetlovék
nikdy toho nemas dost, tak ja i odtid takhle kdyz mamed&eké téma, tak Praha, ja jserfinesla obrovsky kalenda
fikdm dttem, jestli nemaji &gjaky takovyhle, tak &i hnedka ... a okam&ito zpracovavame, mam takové slozky, jo, Ze to
mam pojmenované, ja nevim, Praha &sta britska a americkd, ja prést, no, kupy, stohy materialNo a kdyz dlame
néjaké téma, tak kazda skupina vlastn do kazdy skupiny mantipravené prace a ty sieba potom skupiny prohodi.
jsou hodiny, kdy vSichni pracuji se stejnym maiterid aby sowili, protoZe se ptam..., Ze kdo bude pniebta. A pak
zase jsou takové prace, kdy kazdy dostaioe finého, a ty ostatni o tom zase musi informos@tponi dlali.

I: Na zaklad ¢eho rozdlujete zaky do skupin? Je to jak sedi, nebo ...?

T:Rozcluji do skupin na zaklag jak ty dsti jsou schopné. | kdyz se snazim, Ze jsou v t@iskutakové stejnorodé, a Zze
si rozeberou mezi sebe takovy ty jedincefikbejsou az tak schopni pracovat samostatnznamend, Ze oni ho do toho
vtahnou, a on se tam na tojakym zpisobem podili, ale Ze by to tedgakym zpisobem odvedl to ne.

I: Pouzivéte frontalni vyuku, nebo ...? B*dNebo mate i jiné zkuSenosti?

T: Pouzivam vSechno mozné ... skupiny, pair worka.frontalni vyuka je v podstaakorat, kdyz piSou&eky test, tak
sedi teba normalé v lavicich po jednom a musi pracovat samostginak, fikdm, i @i tom, kdyZ vysétluji néjakou tu
mluvnici, tak jsou teba ve dvojicich, Ze hledaji sp&h& v tom textu, nebo se navzajem dagl, co mozna nejménto
klasicky. SpiS se snazim, aby oni v té h&dinacovali nez ja, jéikam: ja jsem tady jenom takova Sediva eminence v
pozadi. Jé&ikam ne, vy mate pracovat, vy se to matetigjd uz to umim.

I: Co hodnoceni? Jak, co, a kdy hodnotite?

T: Hodnotim neustale a co nejvic, v podstady se to hodi, jo okaméitkdyz vidim, Ze to dé néjakym zpisobem
zabodovalo, tak to Ustni hodnoceni je okamzité, rtegkovy Zetonky a oni v fibéhu hodiny je dostavaji a potom se
hodnoti, kdo jich ma nejvic. Za tu spravnou odgbdostanou jakoby ten Zetonekikdm hodnotim v podstapaidd. Co
se tykad hodnoceni pisemného, tak je jasny, Ze mmsémkovat, no samigmg, Ze znamkuju. KdyZ sesoo nepovede,
tak fikam, kdyzZ je to jednou, taleknu dobe, dneska ti to neslo, no snazim se..., chci, alprd r& bylo ptinosny, kdyz
chci, aby to mili radi, tak je nemzu je neniZzu zrazovat tim, Ze jim davam Spatny znamky, talsge nich snazim
vytahnout mozna to nej. Nogkdy to nejde, #kdy jsou dti, ktery jsou prost tak lajdacky, Zze bohuzel majieba tu
¢tyrku, ale ... Hodnotim je, aby to éitidélo, Ze postupuje, poktaje, Ze ma pro&tnéjakou perspektivu, protoze museji
vidét ngjaky ten swj cil, Ze jo. Vzdycky, kdyz se Zmaji Wit ten jazyk, tak j&ikam, tel’ zatinate na slovkach a chci,
aby jste kouili na vétach. To znamena, kdyzénodpovidas v patyidé jednoslovi, tak ja potebuju, by jsi nd v sedmy,
osmy tidé dokazal odposdét celou ¥tou. jeSt diiv. A v osmy, devétyitdé, aby jsi dokéazal vyprat trochu souvisle, ja
nevim, souvisly textlanek, nebo, aby se dokazali vyiidHodinu WtSinou z&indm tim, Ze se jich ptam celdli véera,
jo. A ja nechci, aby opakovali, Zeiga vdili, to ne. Vy musite hledat ¥¢h slovnécich uz troSku &co, Wty na arovni.

I: Co hodnoceni na #Zatku lekce, nebo unit?

T:JeSE nez co za&nu probirat vyvozuiji, co uz ) treba se chystamgoo probirat, tak stavim na tom, co oni uz maji
umet.

I: Nebo zajmy, jsou relevantni nebo nejsou pro waik

T:TéZko fict, zajmy, snad jsou relevantni pro vyukdefa internet, nebo piiag, to je pro & dneskagislo jedna, tak
samozejn¥, Ze o to se zajima kazdy, takze kdyz pak piSemesdoailem, tak si myslim, Ze to tam v kazdyHppc je.
Kdyz jediré maji specialni ukol on v tom Zivotopise ma povygtarosku bliz o tom svém z4jmu, nebo kdyz vim, ze
hraje basketball, m& zase za Ukol o tom basketbjallu | kdyZ zase je pravda, Ze i #lanky, které j4 jim davam z
konverzaci, tak zase ¢anky vybiram podle jejich zajmu. KdyZ hraje babladi, tak dostanélanek o basketballu....

I: Setkala jste sedhdy s pojmy diferenciace a individualizace? A co pés pop. znamena;ji?

T: Diferenciace a individualizace, tak ja si myslimeclovék se s tim setkdvéa neustéle, Ze §@ky individuum a je ndm
kladeno na srdce, Ze teda mame diferencovat a reemigstupovat k individudlnim z&kn, takze samdejme s tim se
¢lovek setkava ptad. Ta individualizace, kazdy to dife jiny, a my mame za Ukol podporovat to, co fgjinesrazet.
Prost kazdy jedinec je tam za sebe a my je mame v todpqrovat, Ze on je ten jedinej, ne je vychvavatygevsichni
ted budem dlat todleto, to je to ctikd, ze kdyZ zpracovavamejaka témata a to @ik tomu teba nema zadny vztah.
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Apendix 10 — Phase 3 - Overview of findings (P3)

Teacher
Non-differentation 1. |2./3.|4.|5]|6.|7. Differentation
Vyukové cile Astavaji “izvfils L:)kt?gr? C;Itﬁ ése%"t'n v
1. stejné provSechny |NA|-4|-2|-5[{3|-1| -5 prizpusc | y stuge h
studenty el RSl
: individualnich patebach.
FIGURE 19
Teacher
Non-differentation 1. |2.({3.|4.|5.|6.|7. Differentation
Individualnt ma kazdy zak
Obvykle pouzivam obvykle moZnost
2. | stejny zfisob hodnocen| NA | 2 | -1| 3 | 3| -2| -3| demonstrovat své znalos}i
pro vSechny zaky. riznymi zpisoby, které si
¢asto sam zvoli.
FIGURE 20
Teacher
Non-differentation 1. |2./3.|4.|5]|6.|7. Differentation
Vyuka aasové Vyuka acasoveé rozvrzeni
3. | rozvrzeniginnostije pro| NA | -4|-2| 2 | 4| -2| -3 clnnostlbsg Irl]s.' \(/jza\?sl’osht
vSechny Zaky stejné na pote ach je notlivyc
: zak.
FIGURE 21
Teacher
Non-differentation 1. |2./3.|4.|5.|6.]|7. Differentation
- P Pro plreni ukokr maji
Praci zadavaditel . S -
4. | veetrs urkeného zdroje| NA |-2| 1 |-2| 4| 3| 2 Je.,d no’tlva; Z“’.‘C'.kfd'SpOZ,'c'
informaci rizné zdroje informacf a
’ mohou z nich volit.
FIGURE 22
Teacher
Non-differentation 1. |2./3.|4.|5]|6.|7. Differentation

P¥i vyuce vyuzivamizné

P¥i vyuce vyuzivam organiz&ni formy, nap.

5| hlavre frontalni vyuku. |V [ 21 5| 5 3 | 3] rontaini vyuku, ve
dvojicich, ve skupinach.
FIGURE 23
Teacher
Non-differentation 1. 12.13.]4.|5.|6.|7. Differentation
Zaky rozaluiji do dvojic Zaky rozaluiji do dvojic
nebo do skupin&tsinou ) 4| nebo do skupin&sinou
6.1 nahods, nebo podie | N[22 | 1| 4| 1| 4 podie jejich pateb, zajn,
toho, kde sedi. nebo schopnosti.
FIGURE 24
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teacher 3
teacher 4
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g . 4 4
£
Teacher é 2 - g
Non-differentation 2.03.|4.|5]6. |7 Differentation T -4u~ T
VétSinou ve vyuce VétSinou ve vyuce ,5, . L
7. vyuzivam stejné 3| 2| 4| 4| -1| 1| vyuzivam fizné vygovaci| €' T] g
vyugovaci postupy. postupy. E; T
FIGURE 25 pE
5
5
c b
g4 3
€3
Teacher E 2
Non-differentation 2.13.|4.|5.|6.|7. Differentation 51
>~ c
VSichni zaci pracuji na Zé&ci mohou pracovat na 2 .
8. stejnych aktivitach ve 2(-2|1-2|15|-3| 3 riznych aktivitach ve '-g’1 T
A 0 )
stejnou dobu. stejnycas. g ]2 2 o [
FIGURE 26 4 =
2
-5
5 5
e 5
24
Teacher £,
o
Non-differentation 2.13.|4.|5.]6.|7. Differentation = 1
=
e £,
Kladu diraz na zvladnut Zk(:g;iz\r;ﬁ{,' ;”té'f:r?iz T, L
9. | obsahu a pozadovanychNA |-1| 1 |-3|5|-1| 5 Sitel Y bvtvch £ ]
dovednosti vyuZitelnost nabytyc B
' védomosti. O ull
@
E-3
FIGURE 27 5. -3
g5
5 5 5
e
Teacher :% 4 3
Non-differentation 2.13.14.15.|16.|7. Differentation E i
2
A £
Predpokladam, ze . q a 5
studenti maji omezené eacarcaiilicuclionl ~ 0 .
PV - celku zjiguji znalosti a 3
10.| nebo Zadné p@domi o 4(5|-2|5[3]|5 vedstavy 74k o daném | E-1 4
latce, kterou se chystan P y 5.1
robirat tematu. 3 -2
p - R
FIGURE 28 5415
: 5
Teacher 5, 4
Non-differentation 2.03.14.|5]6.|7. Differentation g 3 3
@ 2
. VyuZivam piib&zné g2 ]
Zg:%i'::zr;%ﬂggﬂrgsﬁ hodnoceni jednotlivych | = 1 u |
- 74k or & i c
L1 74k na konci utitého 502115 4| 3|z Ere?* ",pﬁt.’ef‘r‘j* fpo| go
yukového celku skorcen! utiteho £ 7]
v : vyukového celku. g5 1
@
£
FIGURE 29 il
2-5
5
Teacher i P
Non-differentation 2.13.]4.]15.]6.| 7. Differentation % 4
L
Moji hlavni prioritou je Moie VyLEGvAN( ie § :
splrEni osnov a moje ovpseaielill] £ 1 1
12. LEOVAN tento cil ol 411|145 1] -3 zalozeno primarhna 3
4 o P potrebach dicich se zak cq l—l u
odrazi. 2
s
FIGURE 30 $.2 1
. £l
NA — Not available i 3
2:5 -4
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teacher 4
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