. _ DOCUNEET RESUAR .
-"ED 130 828 _ - 95 , EA 008 813
i, 'AUTHOR .- Heathers, Glen; Ploor, lucretia
TITLR Training for leadership in lLocal Bducational

Improvement Programs. Onit 4. Individualization,
Mastery, and Student Self~Direction as Themes of
¥ducational Reform, with Related Imnovations.

INSTITUTION -Research for Better Schools, Inc., Philadelphia,
o - Pﬁ.. . .
spogb'lezncr National Inst. of Bducation (DHEW), Washington,
) D.C. ) @ .
BUREAU FO RT-3~-0001
PUB DATE 75 -
CONTRACT NE~-8-00~3-0001 ) .
ROTE 142p.; Por related documents, see EXA 008 809-819;

Pages 50-53. and 122-126 of the original document are »
copyrighted and therefore not available. They are not
included in the pagination; Pagés 89-92 may not
reproduce clearly due to small type size

EDRS PRICE N¥P-3$0.83 HC-$7.35 Plus Postage. .
DESCRIPTORS *Bducational Improvement; Educational Innowvation; .
Elementary Secondary Education; Homogeneous Grouping;
° *Individualized Instruction; Instructional Programs;

*Leadership Training; Nongraded Classes; Open
Education; Self Directed Groups

ABSTRACT .
On coampletion of this urit, one should be capable of
performing each of the following unit objectives: describe individual
differences among students; define individualized instruction, list

modes of individualization, and present a general instructional model

of individualization; justify student self-direction as a learning .
goal and as a reguiremént for individuvalized instruction; describe

three modes of student self-direction and show how each contributes

t0 individualizing instruction; review your own experiences with
self-directefl learning within and outside of school; define .
mastery-referenced instruction and state *he advantades of employing

a mastery criterion for students and teaching staff; state the
requirements for employing a mastery criterion in individualized
instruction; describe and evaluate varieties of homogepeous grouping

as approaches to individualizing instruction; describe and evaluate
nongrading, cooperative teaching, and the open classroom as

approaches to individualization; compare individually prescribed
instruction, Program for learning imn Accordance with Needs, and the .
open classroom in teras of their provisions for student

self~direction and mastery; identify or describe an individualized
program you would recommend to a school district and justify your

choice; and state your view on the values for the student's

intellectual and personal developmrent of individualization,
self-direction, and mastery learning. (Author/IRT)

Documents acquised by ERIC include many informal unpublished materials not available from other sources, ERIC makes every

effort to obtain the best copy available. Nevertheless, items of marginal reproGucibility are often encountered and this affects the
quality of the microfiche and hardcopy reproductions ERIC makes available via the ERIC Document Reproduction Service (EDRS).

]
{

Q notresponsible for the quality of the original document. Reproductions supplied by EDRS are the best that can be made from
al ’ .




-

E0130428

COs 813

«
=]

TRAINING FOR LEADERSHIP IN LOCAL
EDUCKTIUNAE IMPROVEMENT PROGRAMS

1

UNIT 4. INDIVIDUALIZATION, MASTERY, AND STUDENT SELF-DIRECTION AS
THEMES OF EDUCATIUNBL REFORM, WITH RELATED INNOVATIONS

~ Unit Authors

Glen Heathers
- Lucretia Floor o

Project Director

Glen Heathers

U S DEFARTMENT OF HEALTH.
EOYCATION AWELFARE
NATIONAL INSTITUTEOF

¢ EOQUCATION

THiS DOCUMENT Has BEEN REPRO-
OUCED EXACTLY A% RECEWED FROM
THE PERSON OR ORGANIZATION ORIGIN.
ATING T POINTS OF VIEW OR QPIMIONS
STATED DO NOT NECESSARILY REPRE.
SENT OFFICIAL HATIONAL INSTITUTE OF
EOUCATION POSITION OR POLICY

Research for Better Schools
1700 Market Street
Philadeiphia, Pennsylvania

Robert G. Scanlon
Executive Director

1975

Published by RESEARCH*FOR BETTER SCHOOLS, INC., a private nonprofit corporation.
The opinions expressed in this publication do not necessarily reflect the

position or policy of the National Institute of Education and no official

. endorsement by the National Institute of Education should be inferred.

The woirk upon which this Bublication is based was performed pursuant to
Contract NE 8-00-3-0001, Project RT 3-C001 with the Mational Institute of
Education, Department of Health, Education, and Welfare.

2




in Local Educational Improvement Programs. Development of the program . .
-was begun at the Learning Research and Development Center’at the P
University of Pittsburgh and has been carried forward at Research for .

;-
PREFACE . e

This is one of 10 units in a pfggram of Training for Leadership

»

Bette; Schools in Philadelphia.

+

If you have in hand the Instructor's Guide to the program, or Unit 1

entitled Training Program Introduction and General Study Plan Guide, yBu

will have sufficient introduction to the nature and purposes of the .

&

training program. If you do not have access to one or both of these items,
the following paragraphs will introducé you io this unit of the prognmm:
. 4
This unit is designed for use by 1nyone holding a position calling

for leadership in planning and conducting 19531 educational change programs.

This means school district leaders - central office administrators, building

& -
principals, curriculum specialists, or teachers involved in change project

»

teams. Alsc it means graduate students in curriculum, administration, or
supervision. In addition, curriculum specialists or field personnel of
state education departments or other educational agencies may find the unit

of value in their work with school districts - as in the conduct of workshops -,

involving local school personnel. -
The unit can be studied on a wholly self-instructional basis, or with . *
an instructor's direction. It requires about & to 10 hours of. study-time. "

You wilI'fEEgEHEZEA£he themes of the unit - individualization, mastery, and

student self-direction - as major purposes underlying a great many innovations

in instruction developed and introduced into school programs during recent

years.
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. UNIT 4. INDIVIDLiALiZA‘i‘IOP{, MASTERY. AND STUDENT SELE-DIRECTION AS
THEMES OF EDUCATIONAL REFORM, WITH-RELATED INNGVATIONS

-
-

Introduction

Three related educational themes that are centra] purposes of mani
innovative products, -procedures, and programs are individualization, mastery,
and student self-direction (or self—managed learning). Particularly since ®

1965, various approaches to indivfdualiihtion ~-°matching instruction to the
individual learier -~ have beem‘invented and introduced in manj schools:
/Ih?ﬁughout the country. Most of these ekproaches place reliance on the
student to perform learning tasks with a'high degree of independence or self-
direction. Also numerous individq?lized prpbrams have'set out to enable -
every student to master the learning tasks he undertakes rather than-accepting
that many students will fail their.studies. ‘ )

Because these three themes are prominent in current innovations in
learn1ng materials, instructionai procedures, and instructional systéms, i% is
eseential that leaders of local educe;ional change understand their nature
ehd importance, and are capable of assessing traditional and innovative

instructional products, procedures and programs in terms of them.

- Since the three themes are strongly 1nter-dependent as will be shown,

' they are treated together in this unit.

.Upon completing study of this unit, you should be capable of performing
what is called for in each of the follow1ng unit objectives. (Ov course, it

is likely that you already are prepared to exhibit mastery of some OF these

objectives.) ¢

Cbjective 1. Describe individual differences among students of the same
age in achievement, learning rate, learning "style" and
interests.

Objective 2. Define individualized instructicn, 1ist modes of
individualization, and present a general instructional
model for individualization.

.

[
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: Objective 3. Justify student self-direction as a learning goal afid as
A requirement for individualized instruction.

Objective 4. Describe three modes of student self-direction and show how
each contributes to individualizing -instruction.

2 R . . . .
43b3ect1ve 5. Review your own experiences with self-directed learning:
within and outside of school. . - @

Objective 6. Define mastery-referenced instruction and state the
advantages of employing & mastery criterion for students
and teaching staff. S . *

Objective 7. State the requirements for employ1ng a mastery criterion in
individualized instruction.

Objective 8. Describe and evaluate varieties of homogeneous grouping as
- approaches to individualizing instruction.

»
Objective 9. Describe and evaluate nongrad1ng, _cooperative teach1ng, “and

ok

0bJect1ve 10. Describe and evaluate IPI and PLAN as approaches to
individualdizing instruction.

r
\
Wb

. Objective 11. Compdre IPI, PLAN, ‘IGE, and the 'Open Classroom in terms of

—

their provisions for Student self-direction and mastery.

> Objective 12. Identify or describe an, individualized program you would
recommend to a 5chool district. and justify your choice.

Objective 13. State your view on the values for  the student's intellectual '

and personal development of 1nd1v1dual1zat1on, self- -direction, '

and mastery. .

- ~ - -
-




Unit Study Plan

require the grestest amounts of your ti.e and concentration.

. Anit 4 « 3

> Before beginning study of this unit, you shou?d detenmine how 1ntensively
you want or need to study each objective. After a careful diagnosis of your
needs and bresent estainments, if you judge that study of some of.the unit
objectives is unnecessery! xbu are free to omit them from your stu@y plan.
Below is a guiee fof"grriving at your siuqx plan, either with help fsom
your instructor (if you h3ve one} or on your own. The quide calls for a
four-step procedure: assess your needs to study the uaﬁt objective, decide

how to study them, assess your mastery of the unit obJectives after study of

*

. the unit, and evaluate the unit

1. Personal assessment of needs to study the unit.- First, turn the

»

pages of the unit quickiy te acquaint ycurself with, the objecfives and their
contents. Twenty minutes'should be sufficient for skimming the unit for this

E
purpgse.

Next, perform the Pre-Assessment Exereise that follows 'to obtain a basis
for estimating your prasent- level of mastery of the unit objectives. The
exercise contains guestions giving you the oﬁperiqpity to review }od} knowledge
as related to most of the objectives. For Objectives 8-11 that geal with hajor
approaches to individualization, you are asked merely t¢- indizate how familiar |

youﬁare with each approach rather than to write details about them. In doing .

the Pre-Assessment Exercise, use it simply as a way of determining what.

parts of the unit you need to study. It is not expected that you will pass the

Pre-Assessment, though ycu may find that you can answer some of .the questions

adeguately before studying the unit. ’ N '
When you have completed the Pre-Assessment Exercise, check your answers

with the Pre-<Assessment Answer Kay at the end of the un%t. geep in mind that

this exercise is for your use in determining which parts of this unit will

"

7




Unit 4 - 4

. o - PRE-ASSESSMENT EXERCISE - UNIT 4

Directions: This pre-assessment serves two purposes - it gives you the
opportunity to demonstrate mastery of some unit objectiyes before
study1ng the unit, and it orients you to the unit as preparation for
studying it.

Y Feel no obligation to answer a ﬁuest1on It is not expected that you will
necessar1l& be able to answer any of the questions. However, if you can
give a fully adequate answer to a question on this pre-assessment, you have
no need to study that part of the unif to which the question refers.

Probably you will need no more than one-half hour complete this exercise.
When you complete it, turn to the Pre-Assessment Afswer Key at the end of”
the unit. to check your answers, then turn to the page following this
Pre-Assessment Exerc1se to tont1nue with your un¥t study plan.

Objective 1. Describe individual differences among students of the same age
in achievement, learning rate, learning "style," and interests.

Achievement differences

l .
[}

Differences in learning rate

Differences in learning style

Differences in interests

-~

Objective 2a. Give a one-sentence definition of individualization.

- ~
. ° . s‘ ’




‘ C Lo e “Unit 4 - 5
il - b ﬂ‘
Objective 2b. What are several ways ("modes") in which instruction can be *
‘ conducted to take account of individual differences?

* ‘Objective 2c. What steps should a teacher foilow in planning and conducting
’ instruction offered an individual student?

;

Objective 3. Justify student self-direction as a learning-goal and as a
rcquirement for individualization.

»
i,

Objective 4. Describe three wéys of having student self-direction in an
instructional program.

-

v 9,
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Objective 5. This%bjective deals with Your ‘personal eXperien'cés. It is not
, appropriate for this Pre-Agsessment. ’

+ ‘Objective 6a.” Define mastery-referenced instruction., =
v b - . . . s , X
P 1 - . . .
- - - . . - * ’ -
- . > / - + [ .

Objective 6b. State the advanfages for students of instruction based on
having all studénts master .their Tearning tasks.

L 3 - -

s -
> - 3 >
Objective 6c. State the advantages for teachers of instruction whé(; all
\ students master théir learning taskss
< _-.....".' *

- * ¥
"
- o

Objecti ve' 7.7 State the requirements an instructional program must meet if
: all students are to achieve mastery of their learning tasks.

-y . -
-
L]

Objective 8. TEvaluate homogeneous or "ability" grouping as a way of- meeting
individuat diff'erences among-students.

oty

;/' - ‘ +
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; Pre-gssessment <
. " Objective 12. . This objegtive 'calls for a statement of your conception of

-
.

Objective 10. Indicate by checking how familiar you are wlth these two

‘Objective 13. This objective also asks for your personal judgmerts and is

‘.
. 5 +Unit 4 - 7
Objective 9. Indicate by checking below how well acquainted you are with each
of these approaches to‘gnd1v1dualization "H = highty familiar;
. M = moderately familiar; L = Tow familiarity; 0 = unfamiliar.

. . T . H M L 0.
a + - . . .
Hongrading3(nqn-gradé—leve1~advancement)

Cooperative teaching in Individually Guided Education {IGe)

Open classroom plans for organizing instruction |

L

program$ for 1ndiv1dua1121ng instruction. Use thessame code.

T

. - . £
L . H M L 0
Individually Prescribed Imstruction {IPI) . o ¢
Program for Learning in Accordance with Needs {PLAN) - ‘ . \\

o

Objective 11. This objéctive, calling %or a Spec1ffc comparison of four
approaches to 1nd1v1dual1zation, is not appropriate for this

individualization and is not appropriate for this Pre—

Assessient.

not apprdpriate for Pre-Assessment.

11
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Havlng completed the Pre-Assessment Exerc1se, you (with your 1nstructor,

1f You have one) should’ check yodr dnswers w1th those given in the Pre-

- -

Assessment Answer Key at the end of the un1t Compara the QUal1_y and deta1l

of xour answers with those offered \n ‘the Answer Key. There is no one r1ght

# answer to any of the questions but rather key po1nts that are requ1rcd for 7, .

an adequate answer, with those po1nts st 1_ your own words. The_Answer
Key prob““ly contains fuller answers to most of the questions-in the exergjse"

-«

than you can g%ve before studying the unjta‘; . o . v
. L . ,

In the.following table, you are;asked'to cneek the estimates you’(and

your -instructor) make of your level of mastery of each obJectave or part-
objective. Check HIGH 1f yoU‘Judge‘your answer to bE‘Iight on target and 1n
adequate detail. Check MODERNTE if you be11eve-your answer “to be good but _
" lacking some points needed*for a fully adequate answer. Check LOW 1f you find

your answer to be 1nappropr1ate or 1ncomplete, or 1f‘you 4id not answer the - ,

» LI

question. _ _
After checking your level of mastery ofneach obJect1ve, check at the
right whether the obJect1ve, or part-ohgect1ve, requ1res merely rev1ewu or
b careful stddy It 1s-not a sound procedure for you to study the Answer Key- as
“a way of leaming answers to 1tems on the Pre-AssesSment Exercise. Instead, ". .
you should study the unit materials since they are meant to prepare you.to .

give an adequate answer based on an understandino derived from reading and ‘

pract1ce exerc1ses K . ‘

Note, for the objectives not fnciuded in the Pre-Assessment Exercise’ * .
(5, 11-13), that there are no spaces for check1ng level of mastery. Also note

that these obJect1ves Fave been checked for you 1in the NEED TO STUDY column.

Rl
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OBJECTIVE TPIC -

. v 'l.
» 2a. Definition of individualization
2b. Modes of individualization 1
2¢c. Teacher's steps in individualization
3. Justifying se{f—direction“as a goal
3 ways to get student self-direction

. Not 1ncluded 1n Pre-Assessment Exercise

6a. Define mastery referenced instruction
6b. Advantages of mastery for the student
6c. Advantages of mastery ‘for the teacher
s 7.

8. Ability groupinrg and individuq]%iation.

Requirements for mastery instruction

'9a; Familiarity with nongrading
- 9b. Familiarity with cooperative teaching
9c. Familiarity with open classroom plans
10a. Familiarity wimh IPI program . ~
=" " 1bb. Fami?iar1ty uﬂth PLAN program
1. Not included in Pre-Assessment Exe;cise
- 12. jkuLjn;luded_in_Ergzﬂasessmgﬂi_ﬁzgﬁglig
‘13 Nni_1ncluded_in_Ere_ﬂssessmenI_Ex2££1§g

Individual differences among students

Unit 4 ~ v
PRESENT

MASTERY | REVIEW NEED TO
H M L [ ONY  STUDY
-, Y,/

e

v
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Unit 4 - 10
2. Study procedure. In studying the unit, you will gain by doing the

objedtives in the order in which they abpeSP since each part of the unit
assumes a level of unde}standinj‘based on the prévioﬁs parts. ‘It is a good
idea to at least skim each part of the unft even though you Jjudge that you
already ﬁaye mastery of somerparts of it.

You may wish to stqdy all or part of the unit with one or more fellow
students. Alsp, your instructﬁr may elect to conduct growp sessions either

to introduce or review parts of the unit. And, of course, you could study the

unit entirely independently.
You will note that, under each objective, explanatory material is given
that is usually supported by il]ustratiods-ana most often is invplved in
- - R L]

exercises you perform. The exercises are either followed immediately by ‘
explanatory materials to help you check and round out your answers, or they
are provided with an Answer Key,

* You probably will take.hne orotwo days to study this unit, depending. -
on how intensively you need or want to study any or all of its objectives.
It is best to go through the unit in its entirety first, then make plans for
later and more intensive study of any areaé of particular interest to you.

When you complete study of the unit, you will find directions for the
Post-Assessment Exercise. Also included with ihe unit is-an eva]uatioﬁ form.
: r

It will be helpful if you complete and return this foém to the address given

as an aid in making any revisions of the unit.

14
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Objective 1. Describe individual differences among students of the same age
in achievement, learning rate, learning "style”, and interests.

<

The term individualiz}ng instruction, whenever it -appears, has to do with
-Ways of adapting instruction‘to differences among learners. U;ually the tenﬁ -
is used in connection wﬁph differences among students of the same age or grade
level. It }s such differences, rather than those found.in comparing age
groups, that are the focus of Objective 1. ‘ .
o What sorts of differences will be fbund'aﬁong students of the same or °
grade placement, and‘huw large are they apt to be? To understand the ngeds )
for differentiated instruction given age or grade mates, you need to have a.
good understanding of the gypes and_maénitudés of such-learning:re]ated

" differences.

:° Exercise 1

It is 1ikely that you already have at least a géneral grasp of(individual
differences among children of an age group. Exercise 1 asks'ybu to }eview
your knowledge of this topic in terms of four types? FolTaﬁing the exercise, °
you will find a discussion of the topic that will help you check, and round
out, your basic knowledge of these sorts of differences.

Turn now to the Exercise 1 -~ Worksheet, do thé exerﬁise, then check your

answers with the discussion following.




Unit 4 - 12
. _ EXERCISE 1 - WORKSHEET

Learning-Related Differences Among Students of the Same Age or Grade Level

Directions: Under each heading below, write a sunmary of your Knowledge or
opinions on differences to be found among age or grade mates. Where
appropriate, comment on both the nature and magnitude of differences to be
found.

ACHIEVEMENT IN SCHOOL SUBJECTS

LEARNING RATE

16




-+ . EXERCISE 1 = WORKSHEET (Cont'd.)
- LEARNENG “STYLE® ..

IRTERESTS IN SCHOOL SUBJECTS

17

Unit 4 - 13 °

W
*




Unit 4 ~ 14

- " ] -
2

Review of Learner Ditferences

Differences in achievement in school subjects’

-

-

There s émpie evidence that children of the samé grade or age differ

greatly from one .another in achievement levels reached in any schooT subject.
¢ - e

In almost every school, one can find standardized test data that reveal such

"differences. A representative finding is that children in the same grade in

an elementary school differ as much as four or five grade levels 1in achiave-
ment scores in such subjects as reading and mathematics. For example, c¢ne
third-grade class representing lower-class. and. middle-class families, tested

in March, showed a range of grade-level test scores as follows: Tord meaningy-

1.7 - 6.0; paragraph meaning ~ 1.7 - 6.0; arithmetic computation - 2.7 - 4.2¢
% , ‘

and arithmetic reasoning - 2.1 - 4.8. The class rangéh in chronological age

from_ 8 years and 2 months to 9 years and_]1 months. The oldest chj1d+1n _the.
class had the Towest average achievement scores.

r Another important fact is that the same child shows Jiffarent levels of
achievement in different subjects. Thus, {n the third-grade Plass referred
to above, one child had an achievement 1level of 1.7 in word meaning, 4.1 in
arithmetic computation. Another child in the'same class had an achievement
level of 6.0 in word meéning, 3.9 1n ﬁrifametic cﬁhputation. Such diffeirences
within a child's performance profile should be taken into account in individu-
alized instruction as well as }aking account of child-to-child differences.

As children proceed from elementary through secondary school, the ranbe
of differences between most and least advanced students of a graae level
increases. In one junior high school, sébenth-gra&ers given the Stanford
Achievement Tegts had grade equivalent scores ranging from grade 1 to grade 11
in word meaning, grade 2 to grade 11 in paragraph meaning, and grade 2 t¢ 10

in arithmetic reasoning.

13 ’
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* In senior high school there may be found some students reading at a college

level while others are reading at a level as Tow as third-grade. One study
found that 10 Percent of college seniors when tested on a comprehensive
generalacylture exam scored below 75 percent of college sophomores. The top
io percent of high school seniors, scored better than 50 percent of college

seniors. T

Differences in learning rate

Differences in'qchievement among students of the same age or grade level
reflect differences in learning raté, assuming thét the students being compared
have had about the same exposure to learning tasks. Another way of considering
learning rate is to observe that, for any learning tasks they undertake,
different students will require very different lengths of time to accomplish
the task.v fﬁus Bloom has noted in analyzing achiedement test scores in the
primary grades that a 1evel'of achievement reached by the top 20 percent of
students in a given year will probably be attained by an additional 60 percent
of students two years later. The time required to.learn is apt to be at least

five times as great for the slowest as compared with the most rapid learners

in a class made up of a random selection of age mates drawn from the general

population. (Bloom, Benjamin S, "Time and Learning." American Psychologist
1974, 29, 682 - 688.)

Differences in learning rate are no longer accounted for simply by

atiributing them to differences in native aptitudes or "intelligence." Instead,

such differences are seen as resulting in jarge part, if not mainly, from

differences in experience that produce differences in background knowledge,

- learning skills, and interests or motivation to learn. Bloom has shown that,

" when students are taught to master learning tasks and in the process develop

improved study skills and motivation to learn, differences in learning rate

19

L]




“most effective or preferred ways of learming. Many-teachers have taken such

L. s
aspecially with children in_phe preschool and.elgmentary-schoo] years.

‘claimed that some students learn better through'their ears, others through

' their eyes. Some like to learn by memorizing, while others like to think and

)

Unit 4 - 16.

become sharply reduced.

Differences in learning “style"

-

-

Educators long have recognized that learners differ greatly in their
differences into account by varying learning materials, instructional settings, °
and teaching methods to match what:thay considered to be the characteristics _

of different learners. Different provisions for learning have been offered
“concrete" and abstract learners, as well as independent and social learners. v

Recently the concept of learning "style" has received much more attention

than previously. A good deal of reasarch has been done on the subject,

“Reflective" and “impulsive" students have been differentiated. It has been

experiment. MNumerous Other dimensions of learning "style" have been claimed

jncluding di fferences related to socio-economic and ethnic backgrounds.
A limitation is that research on learner characteristics such as those -
listed is quite new and the results of such research are not well established.

Further, in most cases, there are no dependable and convenient ways of measuring.

a student's learner characteristics. Also, equally serious, the relationships

between learning-style characteristics and effective instruction have not
been adequately worked out.

- Because the éomain of learning style is just now Seing charted, educators
need to continue doing the best they can,to recognizerand take account of
individual differences in this domain. Any improvements in arrangements for
individualizing instruction should make it easier to take account of such

learner. characteristics in planning and conducting instruction.

20
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One approach to suiting learning style to instructional method is outlined

in a recent article by Rita and Kenneth Dunn, entitled "Learninfi§tyle as a

Criterion for Placement in Alternative Programs." (Phi Delta Kappan, December,

1974, pp. 275-278. See also, by the same authors, Practical Approaches to

Individualizing Instruction: Contracts and Other Effective Teaching Strafégiéb.

Englewood Cliffs, N.J.: Parker Publishing Co., 1322.) . .

The Dunns point out that'in order to match students' .learning styles with
a particular instructional program, one must first identify and understand
the learning style, identif& the learning style requirements pf selected
programs, and compare the student's learning profile with the demands of the
program. (Emotional, social and physical characteristics, and responses to
envifonméntal conditions, are involved in léarﬁing.style. Examples of these
include motivation, attention sﬁan, and needs to interact with others; needs
for inferactioﬁ with an "authority figure"; differences fﬁ_généa}y reception
to learning materials, and most effective time of day for tearning; and
illumination, room temperature, and furniture design.

To adapt instructional programs.to these variables in learning style,

the Dunns suggest four types of program-style relationships. These are:

1. Open classroom - (Students select their own curriculum and pacing;

they may study alone, or with one or more students in small groups; the
envirorment is rich in multimedia resouréés'and encouraées student involvement -
with materials; evaluations are made, not in terms of grades, but by the ,
child's demonstrated growth.) - Adaptable to students who are motivated,
responsible, peer-criented, and able to function without an imposed structure.

2. Alternative programs (such as open campus, use of community resources,

mini-course electives, etc.) - These are seen as more appropriate for secondary

school students who are motivated, responsible, self-oriented, and do not
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. * - require imposed structure. . _ . . \
3 Trad1tional classroom (where the teacher is responsiblie to help

students ach1eve minimal grade-leve-‘} standards‘. and students are expected to
achieve through teacher-selected methods) ~ For students who do not require
mobility, can concentrate for structured time periods, an- ire not disturbed
by having to ask the teacher to fulfill their needs. -

4. Individualized classroom {in which the teachker recognizes differences

in learning style and allows etudents to work independently as much as
r possible, at the same time programming for individual differencee) ~ Suited
. to groups of students with varied levels of responsibilit‘y;' perceptual

si:reni;ths, motivational levels, and degrees of self- or authority-orientation.
. . ¢,

The above summary 01; the Dunns' article presents one way of suiting
. o“teat'm‘ng styles to instructionalnethods.. However, it appears to be a more
. demo'tdmg approach than most school districts mﬁ‘lﬁ_geﬂa—tﬁ;to a_c;:‘oqmﬁeda* LT
N since it implies that a given district can supply four types of instructional
approaches and match these appropriately with each stident throughout the system.
A simpler approach to matching instruction with learning style woild be. an
‘individualized system providing diverse learning settings and instructional
materials, and offering different degrees and types of structure.
Another criticism that can be‘directed against the Dunns' propo:al is'that
it .focuses entirely on accommodating instruction to whatever learnirg styles C
students currently reveal. However, it may be important to modify a student's
learning style, as in the case of one who prefers to learn in a-highly
structured, authoritarian setting that does not call on him te show initiative,
planning ability, or any degree of self-directi;n. Teaching the student to
. learn effeci:i\fely in an individualized, open classroom or an "indepen'dent
study program may be what he most needs. |

22
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D1fferences in motivation to learn (]nterests)

Mot1vat1on to learn, or interest, is at least.as 1mpertant as any other )
factor‘in determining lgarning outcomes. Differences_in school-related
motivation to learn are very large; rang{ng from general boredom or apathy
toward school learning to enthusiasm for all school subjects. Some students o
are eager to lgarn with some teachers but not with others. Some like co-

- curricular and extra-curricular activities but not regular school subjects.»

Some are motivatéd to study selected subjects but not:Bthers. Most students
have g:;cial interegis related to certain topics. ‘At the ‘secondary levél,
career or cbfﬁege interests guide and motivate school learning--except for

. .the tune-out or dron-out whose motivation is directed toward escaping school

and tog@rd other interests.

EY

. Implications of learner differences for instructiod

tach of the four types of student differences described above has
important 1mp11c;+1ons for organizing and conducting instruction. Differences
in achievement level and learning style clearly call for ass;gning students
within a grade different learning task:z and providing for their taking
di fferent lengths of time to complete these tasks. Differences in learning

style, interests, and motivation to learn call for creating a match betyeen

each student's characteristics and instructional arrangements.
The succeeding sections of this unit will examine problems of adapting
instruction to take account of these sorts of student differences with the

various solutions that Kave been worked out.
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. fObjective 2. Define individualized instruction, list modés of individualization,
.and present.a general instructional model for individualization.

. ! ' e
Pefining individualized instruction ’

Several volume; have been written bearirg the ?itle “Individualized
Instruction," yet none offers a generql.defini{ion of the: term. One‘of tﬁége
votumes, ‘the 1964 Yeérbook of the Association for §upefgision and Curriculum
Development , makés an approacg to a defﬁnitioé by claiming "the chiéf object
of individualization to be release of potentﬁﬁl in the individual learner..."

g

(p. 13), But note that this merely offers a purpose for individualization ¢

-

without sgying what it is.

A first step toward arriving at a definition is to note that instruction .
t H -

refers to any purposeful, planned efforts to’teach people. Individualized

°  jnstruction refers to purposeful, planned efforts to teach individuals.. One )
. way of arrivmg at a satisfactory definition of 1nd1v1duahzat1on requ1res

considering various approaches to adapting instruction to 1ndiv1dual

F]

differences, then makinga statement that coveérs their comonality. -
] . - : . -

Exercise 2 D

On the Exerc1se 2 - Horksheet that follows, try your hand at writing
down a brief def1ﬁ‘t1on of individualization that, in your Judgment, says what .
it is--not what it is for. Make your definition general‘enough to cover any .
sort of ﬁrovjsion that can be made in an instructional péogram witﬁ the purpose‘
of taking individual differences into account.

When you complete your try at a defihition; gheck it against the
Tist in ppe middle of the Worksheet giving types of approgcﬁés to adapting
instruction to indi;idual‘differences If you decidé that your definition is,

. not general enough to 1nclude all of thesc approaches, try rewriting it at

-

the bottom of the Worksheet. G




st

.ﬁ . - -
After completing the Worksheet, turn to the discussion on defining

1

individualized instruction that follews the Horksheét,

- . -~

L
-

.
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EXERCISE 2 = WORKSHEET '

Directions: Below, in the space prov1ued write your first try at a definition
of Andividualized instruction before examining the list of. approaches to
indfvidualization given at the middle of this sheet. After writing your try
at a definition, test-it against the list to see whether it covers all items
on the list. If not,- try. rev131n9.1t at the bott""‘?‘th1s worksheet. ‘

YOUR DEFINITION oF INDIVIDUALIZETION

_Individualized jnstrUCtion is (refers to)

H .h ) T
Check your definitiom against this 1ist of approaches to individualization.
Does it cover allsof them? If not, your definition is not general enough.

Approaches to individualization (there are many more): '
Tutoring _ . . Special education
«Remedial programs, » Honors program ‘
Independent_study . . - Enrichmént

Abi]ity'grouping ) Individual or group projects: °

Nongrading ot continuous . progross Cozresponderce schools

’ Computer-a1ded instruction o . .Open
\'-' »
Do you Jjudge your def1n1t10n to be general enough to cover all of these? If

c¢lassroom

ﬁot, Lny revising it in the Space below.

YOUR’REVISED DEFINITION OF INDIVIDUALIZETION,

Individualized instruction is (refers to)
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-

Now that you have given your definition of individualization, compare it

* ]
with the one used in this unit. Here is our definition and our discussion
T * L] - - "./ e
[ a - . - [ -~ -
oof it
3 ' . ‘

“Individualized edueation refers to any procedures. used to ensure that

L]

the ipdividual student learﬁs in ways that are spec1f1cally appropriate for

» *

.him. A general defin1t1on ﬁs tbis Individualized edueat1on occurs when the
.y
student pursues_g_neral prdg_gms of study and dqy-to—dax_}essons that match

his Jeqrn1n9 needs i?? h1s character1st1cs as a learner. Note that this
" definition focuses on the.individual, not the group, in the decisions made
;_ghodt what is to be learned.
The geheral definition of 1nd1v1dual1zed education just given is ﬂot
limited to situations 1nvolv1ng formal instruction. It covers also s1tugt1ons

in which an 1nd1v1duql learns ent1rely independently. However, this unit

focuses on individualized instruction occurrfing within school programs. v\

Obviously instruction in today's schools only occasionally satisfies the
requ1rements of our’def1n1tqon Most instruction is planned for groups.
Schools ord1nar1]y individualize thh some students some of the time,

particularly by draying them out of the total group for special, remedial,

honors , or enrichment instruction. R

N

The definition of individualization. offered above is meant to apply to

achieving any type of learning goal in any curriculum area and within any type

of individualized program. It can cover education directed toward acquiring

knowledge, toward developing learner competencies, or toward developing
*attitudes, interests, values, or interpersonal behaviors. It can be used in

des’igning, or in analyzing and assessing, diverse types of individualized-

P

programs as illustrated by Individually Prescribed Instruction (IPI), Program

. of Learning Accovding to Needs (PLAN), the Montessori appranh, the British

-

L Y
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. g Infant School approach, the project method, alternative schools, or programs
~ of ‘independent,study.

»

. It is a mistake to identify individualization merely with tutoring or
tindgpendent study. Tutoring is just one way to achieve individualization.
. Independent study, such as that made possible by programed instruction or

that occurring when students conduct individual projects, also is just one
»

form of individualization. _
Group teaching 'is not ru;éd out by individualization. Hhenever, at the
same time, different students are ready to spudy the same tasks in a similar
Hay.through grouﬁ_presentat}dnJand°discussion, it isldes?rgble to assemble
. and'teacﬁ them as a group. Such groupings should be temporary and only for
teaching learning tasks on which the.students in the group are well-matched
in terms.of. specific learning objectives, appropriate study mé;hodsg and

' . X the timi ng of learning, . . - -

Administrative grouping differs'frum instructional grouping. It is

Jd
L]

proper and necessary to assign a gfoup of students to a teacher (or to a

team of Feachers). The teacher assumes certain administrative responsibilities
for the Qroup as well as responsibilities for' teaching members of the group.
Individualization requifes differentiating instruction offered members of the
assigned group by planning with and for each member separately, tﬁen carrying
out the requirements of thg plans made. .Thqse plans should determine what

sorts of individual or group learning provisions are to be employed.

\/]._a PRI L
- i

To summarize what we have said in offering our. definition of individual-

ization, these sre key points:

o

--Individualization requires planning‘for individuals, not groups

&

--Long-term and short-term plans for individual students should take into
’ account the student's Jearning needs and characteristics as a learner

--Individualized instruction can occur in different sorts cf settings:
independent study, a tutorial relationship, or in groups

e 28
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" =-Individualization in group settings requires.that the different members
of the group are ready to study the same things at the same time and
in the same way - - L

o« -

Hodeg of Individualization

In planning and conducting individuglized instrﬁétion, it is essential
“to take into account those aspects of instruction that can be adapted to the
individual student. When you'%hiﬁk of any instance of instruction/learning,
- these aspects. (varinbles) should come to mind: Tlearning goals, learhing
materials and equipmént, the learning setting, the instructor, instructional
methods, and the pacing of instruction. Each of these asﬁects can be varied’
from student to student; this gives rise to thé'fo]iuwiqg six "modes" of

T

_individualization.

1. Different students of the same age or grade can work toward differen__goals )

. T In this mode, some students study things that others’ do not. TYhe required
curriculum of a school covers learning goals (tasks) that all students
undertake at some time or other. This first mode of individualization

refers to eléctivé or selective goals suited to individual learners.

Examples are instances when students work on independent projects, when
they take special péograms of study {as in high school specializations}, or

when they elect certain courses. .

2. Different students can study the same task using different materials or
* eguipment. i

It is easy to think of many instances of this mode of individualization.
Students may use different texts in studying the same topics. They may or
may not use certain supplementary materials. Instead of studying texts,
they may turn to othei sources. Many varieties of equipment could be used:
. - audiotapes, videotapes, films, film loops, overhead projectors, microscopes,

typewriters, even computer hook-ups or electronic calculators.

Q 29
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Different students can study the same task in different learning settings.

The location of learning settings can vary; they can be at school, at
home, anywhere in the community, or elsewhere. At School, a student might
study 1n a classroom, 1;1 a laboratory, in the library, in a hallway, or
elsewhere. A student may study alone, in a tutorial conference with a
teacher, in an informal group of his peers, in a seminar'éroup under the

teacher's direction, ov in different-sized formal classes.

-3

Different students can be assigned to different teachers to produce
effective teacher/student match-ups.

It is a fairly common practice in elementary schools for students to be
assigned to work with certa&n teachers, perhaps as a result of student
preferences, perhaps as the result of teacher judgments or preferences in
the interest of better learning or better interpersonal ralationéhips. In
secondary school, students sometimes can choose the teacher they prefer to
work with in a given curriculum area. One educator, Herbert Thelen of the
University of Chicago, has developed a system of matching students. and

teachers that he describes in his book titled Classroom Grouping for

Teachability (New York: Wiley, 1967).

h
Different students can study the same task with different instruction/
1earning methods.

Thére is a great variety of instruction/learning methods, many of them
|
overlapping with different learning materials or equipment, or different

learning settings. The methods include independent study, tutoring,

- . . . . . .
seminar discussions, whole-class discussions, small group discussions or

lectures. Drill with memorization is one method. The preject method is

another, including both individual and group projects.

30
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6. Different students can advance in a curriculum sequence at different rates.

This mode«involves departing from the traditioral gfadg~level advancement o
on a hnongraded" or "ungraded" basis, penmittipg "continuous progress” by

veach student. The learning pask a student undertakes depends or his
actual_level of achievement rather than on the grade-level curriculum.

Aso, the student is permitted to proceed through learnzng tasks at what~

_ever rate, fast or sloﬁ, he can master the tasks. _

Exercise 3 .
These six modes of individualization take into éccount the sorts of

differences amoné students that were discussed above {pages 14-19). Four sorts

" of differences were distusﬁed on those pages: .1" achfevement levels, in
learning rate’, in.learning "style," and in motivation to learn. ‘A useful
exercise is to check which of these four-sorts of differences each mode of
individualization takes into account. Exercise 3 offers practice in making
such match-ups. When you have filled in the table on the Horkshegt, turn to
Exercise 3 - Answer Key, on page 29, and read the material on pages 30-32

that explains the check marks made on the Answer Key.

31
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. EXERCISE 3 - WORKSHEET
Modes of Individualization as Related To Types of Student Differences

Directions: This exercise calls upon you to check opposite each of the six
modes of individualization those types of student differences that rode is
‘especially well suited to take into account. Place only one or two check
marks opposite each mode, indicating the one or two sorts of student
differences that mode is best suited to deal with. -

You probably will need to re-study the description of each mode of
individualization before you fi11 in the table.

This exercise is rather tricky. -Don't let it fool you.

STUDENT DIFFERENCES IN:

. "

MODE OF INDIVIDUALIZATION ACHIEVE- | LEARNING LEARNING MOT IVATION
MENT LEVEL _ RATE' - STYLE TO LEARN

1. Different learning

. B goals or tasks ,

2. Different learning
materials or equipment

3. Different leaning
settings

4, Student assigned to
a particular teacher

5. Different instructional
methods

6. Different rates of )
advancement (nongrading)

. Check your answers by turning to Exercise 3 - Answer KeY on Page 29 and
to Exercise 3 - Explanation of Answer Key on pages 30-3Z.
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EXERCISE 3 - ANSWER KEY

Unit 4 - 29

between modes of individualization and learner charac&qr1stics in the
Judgment of the authors of this unit.

A discussion of reasons for these check marks is given on the Exercise 3 -
Explanation of Answer Key that foilows.

¥

MODE OF INDIVIDUALIZATION

STUDENT DIFFERENCES IN:

ACHIEVE-
MENT LEVEL

LEARNING
RATE

LEARNING
STYLE

MOTIVATION

—
-

Different tearning
goals or tasks

v

TO LEARN

v

Different learning
materials or equipment

ﬁifferent tearning
settings

v/

Student assigned to
a particular teacher

v’

Different instructional
methods

()

NN NN

(V)

Different rates of
advancement {nongrading)
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EXERCISE 3 ~ EXPLANATION OF ANSWER KEY
Obviously, rational and informed people will disagree about which boxes
to check in Exercise 3.. What is important is thinking through the relation-
ships between the sorts of individual differences and the six modes of

individualization. Here is an explanation of the check marks on the Answer Key.

Mode 1 (different goals or tasks): Check achievement level and motivation to

iearn. ‘

The choice of elective goals or tasks should be influenced most by the :

student's 1interests or motives. Also, his achievement leve) éhoula be
taken into account since he should not take on tasks for which he lacks

the pre-requisite knowledge or skills.

Mode 2 (different materials or equipment) : Check learning style.

The chief reason for offering different students different Jearning
materials or equipment for study of a given task is to take account of
differences in Jlearning style, that is, in prefer}ed or most effectiée
ways of learning. Also, you could check any of the other three sorts of
individual differences. The materials or equipment one uses can influence

motivation to learn. Differences in learning rate may call for different

Tearning materials or equipment, but mainly because they are related to
differences in learning style. Similarly, differences in achievement

level are related to differences in learning style.

Mode 3 (different learning settings): Check learning style and motivation to
« jearn. : .
Once again, the chief reason for offering different learning settings is

-

to suit the student's characteristics as a learner. A second reason is
to take his interests (motivation to learn) into account by providing an

apprbRriate learning setting.

N

TR
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4 {assignment to a particular teacher): Check learning style and

Mode

motivation to learn.

When one says that a given student works better with one teacher than
with another it usually means that that teacher can deal better with the
student's preferred ways of learning and his motivation to learn than

ancther teacher. However, you could quite properly have checked

achievement level or learning rate since some teachers work better with

1ess advanced or stower learners than do other teachers.

-

5 (different instructional methods): Check learning style and either

Mode

learning rate or motivation to learn.

"The reason for checking learning style seem obvious. The reason for

checking 1eafﬁing rate is that, in thé view of many educators, siow and
rapid learners differ in that stower learners require more concrete
approaches to learning, more rEpeti§iont and more continual guidance.
Di fferent instructional methods ~1so may be important for appealing to

di fferences in interests or motivation to learn.

6 {different rates of advancement}: Check achievement level and learning

rate.
A1l approaches that break away from the grade-level system of advancing

through the curriculum and provide for nongraded advancement do so because
students of the same grade or age differ greatly from one another both in-

achievement levels and learning rates.

35




¢

Unit 4 - 32

For the student who wishes to explore further the topic of modes of
individualization, an excellent treatment of the subject wi]l be found in
Lee J. Cronbaéh, "How Can Instruction be Adapted to Individual Differences?"

'%his paper can be found in two publications. If appéar;'as a chapter in
Robert M. Gagne (ed.}, Learning and Individual Differences {Columbus, Ohio:

Charles Merrill Publishing Co., 1967). It has been reprinted in Rebert A.
Weisgerber (ed.}), Perspectives in Individualized Learning (Ifasca, INVinois:

Peacock, 1971}.

- b

Without attempting to summarize Cronbach's chapter, it is-possiSIg to
convey a notion of its contents by listing the titles of the chapter sectioﬁs.
These are, "Adaptation within a Préqetermined Program," "Adaptation by
Matching Goals to the Individual," "Adaptation by Erasing Individuale
Differences," and "Adaptation by Altering Instructional Method." Examiping
phese four sections will reveal that Cronbach cover§ subétantially the same
sét of modes of individualization as that presented above, thouch his way ;f

presenting the modes differs considerably from ours.
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A General Instructional Model for Individualization

A general model for individualizing instruction should sat1s.y the |
requ1rements set forth in the definition of 1nd1v1dual1zat1on offered above. .
The heart of that definition involves planning with each student what he is to .
learn and how he is to learn through the provisions made for employing the
appropriate modes of individualization. Instruction, once a lesgon plan has
been made, becomes a matter of assisting the Student with his individual
lessoq and monitoring h;; progress with the use of appropriate aésessment
procedures. _

Hhiig theré is no generally accepted individualization model; the following

‘ . 8-step model states the requirements for fully-individualized instruction in
curricula having specific learning objectives andha definite sequence of
learning units. It is particularly appropriate for. learning the basic skills
of reading, language arts, and mathematics. The eight steps also call

attention to requirements that should be met by individualized instruction in

less structured curriculum éreas, though in these areas (social studies,
scieﬁke, the arts, or pergonal/social development) teacher and student'
judgments, as well as student preferences, are more prominent in decisions
as to what to be learned, and how.

¥

1. Determine with each student.what learning task he should next pursue -
“in the given curriculum area.

2. Assess the extent to which the student already has mastered the
objectives of the task chosen for him.

3. Assess the student's learner characteristics as they relate to his
performing the learning task effectively and efficiently.

4, Desidn with the student a legson plan that specifies what he will
study and how. .

5. Make the necessary arrangements (space setting, materials, equipment,
. etc.) for class members to undertake their individual ass1gnments.

6. Assist individual students as needed in performing their learning tasks.
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* 7, Monitor each student* s progress, reV1SIng his lesson plan if required .

for his achieving mastery of task obJect1Ves.

8, When the student demonstrates mastery of his learning task, re-cycle
. back to Step ! t6 begin planiing his next task. .

;Each of these steps requires some elaboration to make clear its functidn.
This is done in the paragraphs'that follow. - Further clarification will be
offered under later unit objectives that offer practice in,applying the model

_lo the analysis of different-approathes to individualization. ,

,Step 1. Select the student's learnjng'task. Planning with an individual

student requires that the learning task he undertakes at any given time De

- chosen as apprepriate for him, net:tbr'the gnade and class to.which he.happens
. i)

to belong.' In a required curriculum whose units are sequenced in a particular
order, the appropriate task is the next unit beyond the highest one the student
has mastered.: Where the required curricuium lacks such sequence, the-task

chosen can depend on the student's preference and/or the teacher's judgement

-.as to which task best suits the student's current learning needs, If the

task to<be chosen is in an elective area, again some combination of the
student's preference and the teacher‘s judgement should decide the choice.

Step 2, Assess the student s extent of mastery of thg_chosen task

Merely because a student has not studied’a giVen task under the teacher S

guidance is no evidence that he has not already mastered all or part of it.

He could have encountered the task efsewhere. Pretesting is essential to

determine what parts of the learning task require study. Where formal pretests

are not appropriate, teacher or student judgments must be relied on.

Step 2. Assess the student's learner characteristics ﬁn reTation to the

task. A teacher who has worked with a student for a period of time should haVe

a good deal of information about his learning style and his motivation to learn.

Often, however, a new learning task may require'gathering new information about .

38
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. how the student can work most effectively or enjoyably. Inforiation on learner

. student's progress with his task. When the assessment‘data obtained indicate

e Unit 4 -3 . -
characteristics is needed in deciding how to employ several of the modes of

individualization (naterials and eugipment, setting, and instructiona] methods

>

in particular). o . ‘.
Step 4. Design the student S 1nd1vidual lesson plan. cEactzé?twgnths plan

for study1ng a given task should be based on the data obtained in<Steps 2 apd
3. It should specify what the student is\ to study and bow. Properly, it will

'ba
L)

be a contract .entered Jnto by student and teacherxrather than merely an g

assignment decided upon by the teacher.

Step 5. Make tnstructionat arrangenerits. ¥Usually the teachef. will need y
to run a many-ringed instructional circus. | The problem the teacher faces in

conducting, individualized instruction is that of making effective use of

E .

learning resources, 1ncluding his ouh time, in making arrangements for each
student to proceed with the individua ]esson plan.- Frequently, the teacher .

win cluster students who have similar learning tasks and whd can benefit from.

working together. ) ‘

Step 6. ‘Assist individual students as needed. , Since individualized

instruction means that different students will be working on different tasks,
#

at different rates, and in different ways, a teacher will need to offer

assistance much of the time on an 1ndiv1dual basis. Of course, when two or
more studentsware working on’ the same task and have similar learning problems,
the teacher can offer them help together. Students can also help .each other

Step 7. Monitor each student's progress toward mastery of his task. In

k]

individualized instruction, the teacher needs to keep close track of .the

that the student is not going to master the task with the initial lessoJ plan,

-

the teacher needs to offer a revised or supplementary plan.
.
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5, &

Steph8. Re-cyclelto the next learning task when the current task is
mastered. This step assumes that each student ?iIl achieve mastery of the
objectives of a leamning task before proceeding to'thé next task. Also it ~ .
assumes that each gtudenf hﬁfl exhib{t mastery of a task according to his ‘
learqing rate. The teacher determihes.wﬁén a‘sxudépt h;s reached ﬁastery,
then p;bceeds promptTy to planning the next task. (The justification fore
using a mastery criteégon,-and the procedures for employing it, will be o

o

) treated‘in detail\undér'ohjgctiyes § and 7,9f this unit.)

L

v The 8-step model of individualization just presented focuses on the
* process 6f planning and conducting in&i&idua]%zed instruction. Sycﬁ.a model

shoﬁld not be confused with*models for ndividualized instructional systems

that go beyond the conduct of instruction to include such concerns as

curr1cu1um oqoanization and uses of techno]og¥, Including electnonic computers

L.
- . . '
r L8
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y ObJectIVe 3. Justify student self-direction as a learn1ng goal and as a
' . : . reqmrement for individualized instruction. _ g

L3

Definition and description of st%ent self-direction

L ' " - Stuuent self-directed learning refers to the‘?ktgnt to which the student

A =‘plans and conducts ’leam\ing tasks on an indepen& basis f‘afher than with
help from someone -in an instﬁuctiona] capacit&? Student self-direction cén
exist in varying degrees rather than being a11—or-ﬁong. Thus, a student
can be self-directing in performin§ some parts of a learning task but not
others. : : ’ - ‘

#

There is no one official or correct list of aspects of a learning task.

o

Below is a suggested list.of 10 aspects of any task. Each of these a
; . student might or might rot perform onr an independént basis: For example, a
teacher might choose the learning task but call upon the studeni to plan
.' and conduct the task independently. As another i l'lustration the student
might be called upon to judge when he had completed the tas\, orathe teacher
might assume this responsibility. "
1. Choosin% the learning task.
Planning how to perform the task.
Budgeting one's time in performing the task.
Conduct1ng the task, step by step, w1thout assistance.

Assess1ng one's progress and 1dent1fy1ﬂg difficulties with the task.

ch W A W N

Analyzing the d1fficulties_encountered. .

Revising one's approach to the task to overcome difficulties.
.8. Persisting in the task tu..rd alsolution, despite difficulties.
9. Communicating one's progress 2;d problems to the teacher.

10. Judging when one has completed the task.
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If a student performed all of these aspects of a task without assistance
from a teacher, a high degree of self-direction w;uld be shown. - Most often,
the teacher offers direction or assistance with several aspects of a learning
task. Choosing a learning task, and planning how to 5erfonm it, represent a
high d@gree of self-direction. Analyzing one's difficulties and revising
one's approach to the task also call for a high degree of self-direction.

In addition to performing aspects of a Tearning task independently, a l‘

student-can exhibit self-direction in other ways.as listed below.

. 1. General competencies in use of learning materials and equip ~nt

Exhibiting conceptual knowledge of how to use materials and equipment
Employing skills in appropriate manirulations

Exhi?iting trouble-shooting skills (making adjustments, minor repairs,
etc.

Exhibiting resPonsihility in caring for materials and equipment

2. Capabilities in following directions for learning tasks

L

Showindiunderstanding of oral and written directions
Remembering directions vhile performing tasks
Organizing and monitoring one's behavior in terms of directions

-

3. Acceptance of mastery criteria

Exhibiting understanding of criteria for tasks by offering justification
for them N

Working to achieve mastery

Judging progress in task according to mastery criterion

4. General personal-social management competencies

Taking care of one's person and possessions (cleanliness, hanging up
wraps, etc.)
Conforming to school rules:

Being where one belongs

Being on time

Moving from place to place as permitted

Using learning materials and equiPment as directed
Exhibiting acceptable inter-personal behavior

5. Expressing self-assertion

Standing up for one's rights
Contributing to decision making in groups
Expressing one's views, wishes
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Some of the items_listed above mas; seem to you to contradict self-

- direction. Thus, ~apabilities in following directions. may strike you as the
opposi;e of self—dtrection: You may think the same is the case for conforming
to school rules. The justification for including these on the 1ist is that
thgy vefer to the capability of perfo;nﬁng these activities without supervision. -

As has been noted, self-direction can occur in varying degrees. It
need not always involve cbmplete independence on the part of the student; in
fact, the ability éo initiate a search for help ov information from appropriate
sources is an important form of self-directed behavior. Students may exhibit
self-direction in their use of the library or oLher learning r;SOuréés, and

- in their ability o work in the classroom or study hatl without continual

prodding or assistance. Completing homework assignments is another example
of self-directed activity, especially if 1t¥is accomplished with minimal

< reminders or assistance from parents.

Justification of student self-direction as a learning goal

The particular value of self-direction as a learning goal is its potential
appljcation throughout 1ife to a variety of situations, especially in terms of
an individual's coping with problems met in a rapidly changing world. Since

the major part of one's 1ife is not spent in school, competencies developed

through pei forming self-directed learning‘tasks in the school setting can
obviously also be utilized in the home, on the job, or in planning for leisure
time.

Unfortunately, most of today's students are critically lacking in self-
direction skills. They are unable to take responsibility for choosing,
planning, and cbnducting their learning activities, or for applying what
. they have learned. This lack is due in large part to failurés of the schools,

which so far have not PPﬂmitt&d'self-direction among other than the most gifted

Q. . 43 )
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_ students. What has not been realized is the importance of teaching self-
direction competencies to gjl_stu&entb regardless of -academic abiljty.
Indeed, it is crucial that those students of lower academic standing be
particularly helped in developing self-direction -- since these are the ones
who need it most. .'

Self-direction is not effective unless the student is able to transfer
his knowledge into new problem situations. To accomplish this he must be
tzpable of self-directed problem solving. - An essential feature here is that
he can develop his own solutions rather than relying on those developed

by others.

Self-direction as essential for individualized fnstruction

Normaily, it is essential that student: emytoy self-direction a large .
proportion of the time if instruction is’to be individualized. The only
exceptions to this statement occir with a very low student/teacher ratio
which permits the teacher to spend a gveat deal of time with each student.
Classes in remedial reading or special education often provide for sufficieﬁt
attention from the teacher for each child to allow for individualization.
-without an emphasis on student self-direction. Of course, when a student has
a private tutor, self-direction is not essential for individualization.

) Individualized instruction calls for each student to work on his own
lesson at any given time; for his having learning materials and equipment,
a learning setting, and instruction suited to his learning style; and for his
taking the time needed to master his task.

Consider the demands such instruction places on the teachér, assuming
a student/teacher ratio of 25/1. To plan, manage, guide and evaluate
individualized instruction with this number of students, the teacher can

average Jess than two minutes of personal attention to each student during a
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. ‘normal daily period of instruction in a given subject. With individualized
¢ instruction, the téacher's time needs to Se divided among the activities of
testing certain students, planning lessons for other students, making class-
room assignments, and individual tutoring. Sometimes the teacher .-firds it
appropriate to help a cluster of students who are studying similar tasks; this
permits a bit more time for working with some students in the class.

' Th:is analysis of the teachef's role ir an individualized instructional
program makes it obvious that instruction of the s;)rt descr:ib'ed can occur
only when the majority of.students.“during a considerable portion of class
time are able to carry on their learning tasks without interacting with the
teacher. The teacher needs to plar with l13.he student thé extent to which he
will é_mploy highly-structured learning materials, the extent to which he will
be able to assume the responsibility of planning and conducting his learning

. task independently, and the extent i:o which he should count on help from his

Cclassmates.
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Objective 4. Describe three modes of student self-direction and show how each
..contributes to individualizing irstruction,

I -

* Since student self-direction is essential for individualized instruction,
it 1s important to identify ways in which self-direction can be achieved.

Three basic modes of self-direction are described below.

1. Student self-direction may occur with use of highly structured materials.

This form &F self-direction requires that the learning méterials contain
specific instructions or cues to guide the student, step-by-step, while
performing the task. . The student does not need to poséess more than, the

capability of following precise and complete directions; the materials make

. all the chojces for him. HNotice that some textbooks offer the student this

so:% of guidance. Study guiﬁes provided by the teacher may offer comparable
directions. T

Theé progranmed instruction movementlduring the past quarter century has
contributed a rich variety of instructional materials designed for student
self-managed 1earnipg. In 1954 B, F. Skinner, in an article in the Harvard

Educational Review, described his development of teaching machires. His

“article, entitled "The Science of Learning and the Art of Teaching," .presented

a description of his application of learning theory to the design of materials
for student-managed learnirg. Since 1954, programmed instruction has become
commonplace in education at all levels of schoolinpg. It is also widely used
in irdustrial and military training programs.

Programmed instruction is characterized by breaking each learning task
into a sequence of steps or “frames" to be studied in a particular order. Each
step calls for an immediate response from the student, applying the information

supplied him in making the required answer. Immediate feedback on the

correctness of his answer is given in an answer key that is part of the
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. learning materfal. Successive frames provide practice in what has been taught
" in earliér frames as well as introducing new material. -

The following exercise gives you an example of programmed instruction

that may justify your attention.

Exercise 4

In case you are not familiar with this approach, an exercise in lingard: »

EY a0 -

- . * * . T .r,,.,;i:: g, - }. ;.En",‘.‘!
programming is given below. If you wish to do the,;e,&mise,‘°§?lsfﬁer e four

frames in Exercise 4, noting how the materials give you all the cues- you need
to wake correct responses; note also how there_ are answers given for use in

i ‘
che;:kin?-’y’our responses, frame by frame. These features enable you to study

7 t;he program on an independent basis, using self-direction that depends on the
cuas given you.

. * There is no answer key to this exercise.
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EXERCISE 4 « WORKSHEET

Example of Programmed Instruction*

Directions: In studying the material in this exercise, first cover the entire
right-hand column with @ sheet of paper or cargboard. Read frame number 1
and write on the blank lines the words you think will make the statement
correct. Slide the answer cover, down just far enough to read the correct

answer for step 1.

If your: answer is correct, go to the next and following

steps in the same manner. If your answer to any step is different from the

" next step,

one in ‘the rightthand column, draw a line through yours,
"~ and write th? correct answer next to your original answer.

1.° The subject matter in a programmed text
using the linear technique is presented in
small steps. Learning is easier when you
study new material in

-

2. Each step in a linear programmed text is
called a frame. Since the subject matter
is presénted in ‘ s the
text contains many

3. Each frame is_designed to help you make
the correct response. Blank spaces are
provided for your .

. 4. Your answers are called “construtted
responses” because you write them out.

Your response to each:small step, or

in a linear text is called a

-
"1

rerdad the step,
Then go to the

small steps .

small si:eps
frames

responses or
answers

Al

frame
constructed
response

*Taken, with slight modifications, from Programmed Learning, Air Force
Training Manual No. 50-1. Washington, D.C.: Department of the Air Force,

January 1967, Page 22,
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.2, Pupil-team learning is another form of student self-direction.

This may not seem to be a form of self-direction. However, it is if
one views it as a matter of students solving their own leaming problems

without the help of the teacher. This applies to students of the same age

_working together or to older students helping younger ones. -

The ﬁupil-team learning plan was developed at Boston University
under the direction of Dr. Donald Durrell, and is described in his artiéle,

"Adapting instruction to the learning needs of children in the intermediate

grades” (Journal of Education, 1959, 142, 2-78.) The following is a resume
of Dr. Durrell's article, describing the key features of the pupil-learning
approach: '

Pupil-team learning consists of dividing pupils irto pairs, or slightly
larger groups for mutual aid in learning. Tasks are set in which pupils work
together, sharing thinking and planning,.exchanging methods of approach, and
evaluating each others' answers, resulting in either individual products or
2 single group product.

Team learning should be used only when it is more effective than other
methods. It is not a panacea to replace all other classroom activities. Whole
class instruction is often 2 more efficient way to present some types of
learning, while others require each -pupil to work alone. Team learning is a
way to serve the needs of pupils, such as differences in achievement levels,
rates of progress, and special difficulties. Children are grouped on the
basis of abilities, usually in the basic skills of arithmetic, spelling and
reading. As soon as each student feels ready to do so, he can take a mastery
test to determine his readiness to move into another group on another level.

&

The problem of course arises as to what to do with those teams who finish
the year's work in record time. Durrell suggests (1) Unlimited team progress,
in which teams work through the program as fast as mastery permits; this is
best suited to an ungraded ‘system, where pupils can move along at varying time
rates; (2) Limited team progress, in which the year's work i$ divided into
sections with set dates for introducing new sections; those who finish one
section before the next is introduced are given enrichment work, independent
study, 'or the opportunity to help slower learners; {3) Combination progress

- patterns ‘in the same subject; high achievers follow unlimited progress design,

average achievers follow a limited pattern, and low achievers are given extra
help by pupils or teachers; (4) Temporary or alternating use of Jimited
patterns; teacher can combine above patterns, varying them according to
different subject areas, sometimes combining whole class, when necessary,
other times giving enrichment or remedial help in certain areas.

. Team discussion provides the opportunity to use knowledge acquired by
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‘team product; the other teams check their answers and make additions and N
_corrections. '
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_ NE
other methods. Teams of three to five pupils are presented with questions . - .
bqsed on knqmﬂegge acquired through various resources, and are asked to AN
dictate their answers to a team secretary; one ‘team secretary tien reports the

The effectiveness of the discussion technique depends on the quality
of questions asked and the problem set for discussion. Varying degrees of
intellectual effort are demanded by questions requiring multiple choice or
relationships; inference is required whep the questions go beyond the
materials presented; integration is called for to relate new knowledge to old;
critical thinking when questions ask for evaluation. Team thinking is
developed only through the design of queitions requiring various types of
intellectueal practice. * . )

Discussion teams may be made up of pupils with differing abilities;
once all pupils have been exposed to the same information, every child can
contribute to the discussion. Even those wha provide wrong answers add to -
the learning, since others must discover why these answers are wrong.

Team planning calls for many suggestions; it is an-ideal situation for
pupils fo work together, since one suggestion sparks another and the team
product is likely to be better than the sum of individual products without
stimelation by discussion. Room decorations, exhibits, assem>ly programs,
field trips and other class projects call for team discussion. This is better
than open class discussion, since many timid individuals will speak up in a
team who would remain silent before the whole class. The ultimate decision,
after all teams have voiced their suggestions, may be by class vote, or may
be made by the teacher alone. In any case, teamwork has contributed to the
final product.

in ﬁis.discussion, Durrell points out that the Winnetka approach and its
successors in individualized skill learning have made excellent educational
contributions. He sees team learning as an adjunct which adds the advantage
of motual aid of partners. "This increases incentive and security as well as
exchange of techniques and understandings. If one pupil can aid another,
there is no need for the teacher to provide the assistance; teachers often
report that children are highly effective in explaining processes to their
mates." . .

Durrell's plan represents a formal, well-structured approach to student
teamwork. More commonly, such teamwork occurs in less formal ways. Thus,
two or three studerts may choose to work together on a learnming task, helping
one another with difficulties and checking one another's work. Group project
activities obviously are a form of pupil-team learning.

Pupil teamwork contributes to individualization by bringing together two

or more students who are prepared to work together on the same learning task.

50
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. It provides each student in the team with individual tutorial assistance
whenever needed. When group projects are conducted by student teams, the

members of the team are‘chosen because of their common intetest in performing

the particular-project. When new group projects are undertaken, new project

teams are formed to retain the emphasis on suiting the learniﬁg needs of

1ndividuél students. . | .

3. Student self-~direction of the h1ghest form occurs when students select,
plan, and conduct 1earn1ng_§gsks independently.

The sign of a competent student is the ‘ability to manage one's own . 1
learning without depeﬁding‘on proérammed materials prepared by others. In .
other words, the comp;tent student is his own programmer, capablé of séledting
appropriafe iearning tasks, planning how to conduct theﬁ, and carrying them °
forward to complet1on independently. 0bv1ously there would be many times when
it is Fssential to turn to others'for help with learning tasks. Kn0w1ng when .
to seek such help and where to seek it are aspects of“bgﬁng competent in self- ‘

d1rected 1earn1ng

In 1918, William H. Kilpatrizck at Coluymbia University descr1bed an

approach to self~directed 1earning in his famous brochure titled The Project
Method: The Use of the Purposeful Act in the Educative Process {New York:

Teachers College, Columbia University, October, 1918. 18 pages). Kilpatrick
differentiated four types of "hearty purposeful“&cts“ or projects. In Type 1
. “the purpose is to embody some “idea or plan in external form, as building a
boat, writing a letter, presenting a play." In Type 2 "the purpose is to enjoy -
some (esthetic) experience, as listening to a story, hearing a symphony, '
appreciating a picture." 1In Type 3 "the purpose is to straighten out some
_ intellectual difficulty, to solve some problem, as to find out whether or not
. . dew falls, or to;ascertain how New York outgrew Philadelphia." In Type 4 “the

purpose is to obtain some item or degree of skill or knowledge as learning tc
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‘write grade 14 on the Thorqdike Scale,~oﬁ learning_ihe irregular verbs in .

'hrts'qnd crafts, homemaking, anJ shop. The project method currently holds a
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French, " ;

e Kilpatrick gives patticular attention to Type 1 for'whi;h he proposes the -
§teps of purposing, planning,oefgéuting, and judging. He proposes that, R
insofar as possible, the students take each step independently, though careful
teacher guidance may be necessary to prevent failure.- Type 3 he identifies
as problem solving, employing the familiar model proposed by John Dewey. Both"
Types 1 and 3 clearly have much in common in thatoboth call for a_process of
analyzing, planning, and creating or testing.l

]

Since 1918, the performance of prdjects has occupied an increasing part

of the instructional‘prﬁbram in both elementary and secondary school. In the

elementary school, projects are to be found'partichlarl§ in the areas of social

'studieq, science, and language arts (ind@bendent reading and creative writing). -

In. secondary schosis, additionaliareas émphasizing the project approach are

| 2
central placé,w%thin many of the, new enquiry=focused curricula in science,
mathematics, and social studies. ’ " g

In assessing the manner and| degree of ind!vidualization character{zing

the project methods-it should be| noted that {t provides well for five of the

‘six modes of individualization presented on pages 28-27¢ -

Different.students can workltoward different goals °

w

Different materials and equipment can Be employed in §tudying a given
topic N j -

Students can study in difféant settings R

Instructional methods are 1n?ividualized . L

Students can work at different rates toward completing their projects

By its very nature, the project method contributes to individualization

by departing from whole-class teaching. It is of particular interest that

. 52
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Kilpatrick, in his Type 4 project provides for the student to learn needed

skills on an individual bas;s
In elementany schools, the project approach to 1nd1V1dualization.1s

prominent in the Ketter1ng-funded work of Johh Goodlad and colleagues at

Un1Vers1ty Elementany School of UCLA and the associated Leajue of Cooperating '

Schools. Also, it veceives marked emphasisain the current] pular open

classroom“'approach within elementary education In high schools the method
s especially ident1f1ed with 1ndependent study, honors programs, or advanced

' placement. Generally, in'both elementary and secondary schools, the project

approach has been used much more often wﬁth relatively gifted students than -

. with those of average or-lower ability. An example of the project approach

in a secondary school 1s found in *The Independent Study Program at Me]bourne

¥
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Objective 5. < Review your own experiences with self-directed learning, within
and outsidé of school.

3 helpful for you to examine how self-direction was provided for in your scheol

. exﬁérience and how you employ self-direction in your life.outside of school.

5f the extent to which self-direction was involved in your studies at the

j secondary and college levels, then to review ways in which you employ seif- o

-

In considering how student self-direction should aﬁd can be involved in

the instrqctional-programs of elementary and secondary schools, ‘it will be

Exercise 5 offers you a ffamework'for conduciing this self—examinaiion.

et ———1

Exerr1se 5

& The Exercise 5 - Worksheet invites you to jot down your recollections

direction in your 1ife outside of sch001.h It will not be surprisiﬁg if you

find that Spportunities for self-direction were fewer'in school than in dayv-

to-day living outside of school. If this is the case, it may lead you to

: conclude that schools should increase their emphasis on having students léarp,

and employ self-direction competencies while in school.

Since this exercise involves your experiences, ok /iously there is no

.

answer kgr. ®
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. EXERCISE 5 - WORKSHEET

Personal Experiences with Self-Directed Learning

- Directions: In response to the following questions, describe and evaluate
yeur experiences with self-directed learning both in school and in your
daily 1ife outside of school. Your answers will necessarily be sketchy.
The purpose of the exercise is to guide you in making a quick over-all
review of your experiences with self-managed learning.

1. As you recall your high school studies, to what extent was self-directed
learning involveds:

a. In the choice of learning tasks?

b. In the conduct of learning tasks?

3
——

2. Reviewing your undergraduate college work, to what extent was self-directed
learning involved- -

a. In the choice ¢f learning tasks?

-

b. In the conduct of learning tasks?

3. What recomsendations have you for increasing the emphasis on student
self-direction in schools?

56
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EXERCISE 5 ~ WORKSHEEY (Cont‘'d.)

4. Qutside of school, how have you exhibited self-directed learning in
hobby or recreational activities (reading, music, dramatics, photography,
golf, bowling, etc.)?

5. Fillihg out your income tax statement requires studying and following
a complex set of instructions. Do you fill out your statement
independently or do you seek help? Comment on this as an example of
programmed instruction.

6. On your job, you doubtless are called upon to learn things with self
direction. What are some of the sorts of tasks where you ne=d to select,
or plan, or conduct learning tasks independently?
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. Objective 6, Define mastery—re?erenced instructiﬁn'and state the advantages
of employing a mastery criterion for students and teaching staff.

Befinition
o I'L_“’ ey L N

A relatlvely new, radical and memonly misunderstood concept in education

mam

is that of mastery-referenced instruction. What is meant by this term? Here

is a definition: Mastery-referenced instruction means that instruction is

planned and conducted on the working assumgtioﬁ that é]l students undertaking

———  — a given learning task will achieve its learning objectives ét the same_high

level of proficiency specified in the performance criteria set for fhat task.
If you are not %amiliar with thisAdefinition, it galls for your careful
study. Notice that it does not say that all students in a grade or class will
master -the same tasks at the same level. What it does say is that, with
mastery-referenced instruction, when any student undertakes a diven learning
. ) task, it is expected that he will master its objectives at essentially the

same level as any other students undertaking the same task.

' Feasibility of mastery-referbnced instruction

Many educators, while agreeing that it‘yould be highly desirable for all

students to master their learning tasks, doubt-that this is possible.
Teachers' experiences are that a considerable proportion of students never
master learning tasks and apparently are incapable of doing so; Most
educators who draw this pessimistic conclusion are basing it on instruction

. within the grade system when all students of a grade are assigned the same
tasks and are calle& upon to complete them in the same amount of time. |
Obviously, under these conditions, a large proportion of students will fail
to achieve mastery.

. tonsiderable evidence has accumulated in recent years to demonstrate

that instruction can be conducted in ways that enable a high percentage of
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. students to master the learning task-s they undertake. This outcome has
- been achieved in individualized instructional programs such as IPI and PLAN
in which each student works on tasks specifically suited to his learning
T readinesses and learning style. Also it has been obtained in research
conducted by Professor Benjaminks. Bloom of the Uniyersity of Chicago., In his
studies he found that 90% of students, given proper instruction, can learn
to master leaéning tasks. Also, he found that initially some students
—— e e -—éequired three times as much study time to achieve mastery of a task as pthér
students, whfie at the end of a semester of masteé& learning, the differences
were reduced to 1.5-1 or less. This reduction in time required to achieve
mastery is evidence that students can learn how to use their time effectively

fn achieving mastery. ({Bloom, Benjamin S. and Conner, James E., EVERY KID CAN -

Learning for Mastery. MWashington, D. C.: College/University Press, 1973.. See
. also Bloom's chapter, "Learning for Mastery", in Bloom, Hastings and Madaus,

Handbook on Formative and Summative Evaluation of Student Learning. New York:

McGraw-Hill, 1971, 43-57; and his article titled "Recent-Developments in
Mastery Learning", Educational Psychologist, 1973, 10,.53-57. Other key

references, containing articles by Bloom and others, are Block, James H. (ed}.

. Mastery Learning: Theory and Practice. New York: Holt, Rinehart and Winston,

1971; and, by the same editor and publisher, Schools, Society, and Mastery

Learning, 1974.)
It is also true that many educators doubt that it is possible, with high

student-teacher ratios, to conduct instruction in ways that enable all students

to achieve mastery. A solution to this problem has been found in various

individuclized programs where teachers are enabled to differentiate instruction,
‘ student-by-student, in ways that take account of differences in level of

achievement, styles of learning, and rate of learning. Instructional programs
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permitting this to happen include IPI, ﬁLAN, Individually Guided Education
(IGE), and thé open classroom. The characteristics of these programs that

permit mastery learning are dealt with under Objective 7 of this unit.

Advdntages of mastery learning for students and teaching staff

Exercise 6 _

In considering the advantages of mastéry instruction it will be helpful
for you to set down your views on_the benefits of this focus on all students
achieving excellence. The following exercise asks you to list the advantages

that occur to you. On the page inmediately after the worksheet you will find

suggested answers.

»
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| EXERCISE 6 ~ ORKSHEET o

Advantages of Employing Mastery-Referenced Instructionr
for Students and Teaching Staff °

g —————— o — -

Directions: In this exercise write down all- the advantages that you believe
mastery instruction holds for students and for members.of the teaching staff.
There is no answer kay to this exercise, but you will find followirg it
comparison:lists that will help you clarify your ideas.

1. Benefits of mastery-referenced instruction for students: ¢ R

L -

2. Benefits of mastery-referenced instruction for the teaching staff:
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Review of Benefits from Mastery Learning

" Now that you have offered your 1lists of benefits that are likely to
fresult fbr both students and teqpkers from mhstery:reférenced instruction,
comparison lists are p;esented here to a;sist you in“dgveloping a fuller
conception of these potential‘benefits. These Tists have ‘been derived both
from research evidence and %rom conceptualization about the logical )
consequences of employing a mastery criterion with all students.

1.' Benefits of mastery-referenced “instruction for students

T

Lenger retention of material studied

Increased success at learning other tasks for which the task just
learned is a prerequisite

Increased ab%lity to apply what has been learned in situations
’ to which this learning is applicable

Improved rate of learning (supported by Bloom's evidence)
Increased enjoyment of subjects studied in this manner
Increased motivation to learn

Er;ater liking for schoo;bin general ‘
Development of more positive attitudes toward taking tests
An improved self-concept

N 2. Benefits of maétery-referenced instruction for teaching staff:

Relative freedom from burdens of remedial instruction

Satisfaction derived from succegding with all ;tudents
Improved competencies in teaching individual students

Improved relationships with students

_ How do these 1ists correspond with yours?
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Objective 7. Stite the requirémeﬁts for employing a mastery criterion
in individualized instruction.

-

The two most fundamental requifements for mastery-referenced in;truhtion
are that the objectives of the learning task must be clearly specified and
that standards must he set indicating the level at which the objectives are Fo
be achieved. Each of these requjrements meriis discussion.

Every learning task dgals wiih a £0pic {the 1aw of gravitation, culturdl
differences, use of prepositions, etc.). The statement of the task must go
beyond naming the topic by indicating what the task requires the student to
know or be able to do (explain why gravityscauses objects to fall, demonstrate

£

skill in thg use of a microscope, etc.) )
The same topic can be represented in different learning ta;ks having
different objectives. For example, consider phe topic of “finding the
missing addend" in mathematics. Answering the problem, 6 + 7 + X = 21, couid
require merely filling in the X without specifying the method used; it could
‘require achieving the answer by adding 6 and 7 énd subtracting the sum from
215 or it could require demonstrating three or more ways of gétting the answer
(6+7=13and 21 -13=8;21 -6 =15and 15 - 7 = 8;.0r 6 + 7 + 9 = 22,
and that's one too many, so it has to be 8.) In gach case, the topic is the
same but the task is different since different objectives are set (each task
requires arriving at the correct answer by use of a different method}. It is
essential to mastery-;;ferenced_instruction that the specification of the
learning task be clearly identified. These specifications must not only
identify the task topic, but must indicate just what obJectivé the student is to
achieve in mastering the task.

Frequently one sees the statement that task objectives must be stated in

"behavioral" terms, meaning the behavior the student demonstrates in
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accomplishing the objective. The point is that evidence of such accomplishtment
must come from the student. -Behavioral evidence can consist of performing .

what the task calls for, answering questions orally or in writing, and (

presenting products created in doing the task. The task objectives should

indicate what sorts of evidence are required. '

Setting standards of mastery that all students are expected to satisfy
is relatively unfamiliar in education, where it 15 assumed Fhat only a smail
percentage of students will achieve;higﬁ levels of excellepce, while the
remainder will range from "goodf through "fair" to "poor" or "zero" performance.

In other lines of endeavor, mastery criteria are more familiar, particularly

b3

-

when performance really counts. For example, certifying a person as a life

guard requires evidence of ability to swim strongly, break a strangle hold,
toﬁ a person to shore, and perform artificial respiration. Passing a driviﬁg
test ﬁequires deinonstrating knowledge of driving regula@ions,and skills in
driving, sigrialing and parking. Failure to meet the set standards calls for
furth;f practice and a second test.

A reason many educators doubt tﬁat all students can master more
traditional leafning tasks in schéol is that they think in éerms of "grading
on the curve", in which some students must automatically fall below the
average for the student population; and they also think in terms of the grade
system where all students of a given age or grade level are presented with the
same learning {asks. Obviously, under these conditions not all students can
master the tasks assigned to them.

Essential to mastery-referenced instruction is the use of "criterion-
referenced" rather than "norm-referenced" tests. Most achievement testing
heretofore has been norm-referenced, indicating an examinee's relative position.
in a population taking the same test. Scores on such tests are typicall}

reported as grade-equivai~mt values. In mastery-referenced instruction,
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however, there is a need for diagnostic testing that will tell specifically
what the student does and doesn't know, and thus enable his placement at an

appropriate task level. (Distinctions between norm-referenced and criterion-

referenced tests can be found in Robert Glaser and Anthony Nitko, "Measurement .

in iearning and-Instruction", R. L. Thorndike, (ed.), Educational ﬂeasurement,
Washington, D. C.: American Council on Education, 1970). '
Besides callihg for criterion-referenced testing, mastery-referenced
instruction adds a specific standard of accomplishment that the student is
expected to attain. Most often{the standard approximates 100 percent. In

other words, the student)is not judged to have mastered a learning task until

performance on 2 criterion-referenced test.

While the word "test" implies pencil-and-paper exercises, it should néf
always be conceived in this manner. As has already been pointed.out, actual
performance of a task, or exhibition of required behaviors, must be evaluated
through observation, ratings, and judﬁments of the instructor. (Ratings by
other students and sélf-rating by each student may supblement the instructor's
rating of task performance.) It is vital that the criteria for satisfactory
performance on any type of test be clearly stated beforehand. In p?ograms
requiring students to choose and perform their own projects, criterion
spec%fications are otten delinéated in the form of a student-teacher contract
in which certain task achievements are clearly required and agreed to.

L

The dependence of mastery-referenced instruction on individvalization

is one of logical necessitys It has already been noted in Objective 1 of this

unit that withia any class group, there are important differences in achieve-

ment level, learning rate, learming style, and motivation to.learn. These
differencéE will be found in so-called homogennus as well as heterogenous
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groups. If instruction is organized and conducted in terms of every student
mastering the learning tasks he undertakes, it is essential that such import-
ant individual differences be taken into account. This calls for meeting the

-

following requirements:

pifferent students will undertake different tasks reflec%1ng the : /i?,

achievement levels they individually have attained in each subject
area under consideration.

A1l students must be allowed vary1ng amounts of time to complete the1r

. tasks cotresponding to differences in their rates of learning.

Lesson plans for individual students and the 1nstru$tion they receive

must take account of differences in their m0t1vat1ongl patterns and

fearning styles.

If these ?eQUireméhts are to be met, some form of individualized
inst}uction is called %or. A summary of the individualization model presented
in‘Obdectfve 2 iincludes the following points: placement testing of each
student in a given curricuium area to determine his level of achievement in
that area; pretesting to determine the extent to which‘ﬁe‘alreadQ has -mastery-
of the task to be studied next; diagnosis of individual learning styles;
creation of individual 1esson plans, specifying task objectives, materials),
and procedures; arrangement by the instructor_for the student to carry out the
individual lesson plan {e.g. provision of needed materials, appropriate”
Yearning settingl etc.); provision of time and help needed for mastery either
from the teacher or other students; checking the student for mastery on a post-

test; and planning for restudy if needed to bring the student to the point of

mastery.

Exeggise 7
' You may find it helpful in your study of mastery-referenced i:-truction

b

to examine your own educational experiences in relation to mastery. Exercise
7 offers you an invitation to do this. The exercise is optional, and

obviously requires no answer key, since your responses are entirely persenal.
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e

EXERCISE 7 ~ KORKSHEET '

‘Personal Experiences with Mastery Lé;rning

3 N
- ~Directjons: If you choose to.do this exercise, use the space provided on
tﬁ? k

_ worksheet to state your reactions to the questions and describe your
experiences, : - .

1. In your school experience (élementary, hécondary; and college levels)
to what extent, and how, were you required to master learning tasks (rather
i than getting average grades, or merely passing)? z

*

T

————— e oo .

[
2. To what extent, and how, was the instruction you received organized
and conducted in terms of your achieving a high level of masteny?jy
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EXERCISE 7 - MNRKSHEEY (Cont'd.)

3. What personal standards in your course work did you set for yourself in

terms of level of mastery? .Did you set higher standards in some areas than
others?, . et

¥

4. Did you part1c1pate in co- curr1cular activities {science fairs, dramatics,
instrumental music or chorus, compet1t1ve sports, etc.) where you ach1eved
higher standards of mastery than in your course work?

<
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EXERCISE 7 - WORKSHEET (Cont'd.)

5. What criticism have you of the way universities prepare school leaders
and teachers to foster mastery in their students? The following is one
college professor's view of current standards of achievement in higher
education.

‘ In a recent article in The New York Times (Dec. 28, 1974) Steven M. Cahn
of the University of Vermont criticized the lax standards imposed on
today's college students in meeting academic requirements. The following
is a resume of his remarks. R Q

American higher education faces a crisis Stemming from the increased
acceptance among faculty and administrators that students should not be
required to do work that displeases them, to take examirations, or to
earn better grades. Students have been led to believe they can achieve
without effort or self-discipline. They do not realize that the
satisfaction of learning must be earned through overcoming challenges,
accepting criticism, and setting personal standards.

'...the success of a, democracy depends...upon the understanding and
capability of its citizens...In the complex world..., to acquire
sufficient understanding and capability requires a rigorous education.
If we fail to provide that education, we shall have only ourselves to
blame, as misguided policies in our universities contribute to the
decay of our democracy." .

Is his criticism true of university course-work in libera?l arts and
education according to your experience? . If so, what changes would you
recomnend?

69




Unit 4 - 69

Objective 8. Uescribe and evaluate varieties of homogeneou§ grouping as
‘ appﬁQQghes to individualizing imstruction.

By far the most frequert way educators have sought to provide for
individualizing inst}uction is that of setting up class groups yﬁat are
relatively homogeneous in ability or achievement level. The aﬁéumption
made is that the teacher is better able Eo adjust instruction %o student
differences when the range of such differences within a clasg is reduced.

What methods of homogeneous grouping have been employed, wh#% is their

' potential for individualization, aéd under what conditionsfcan their

potential be realized? 'Hhat are Qbmmon failures to achieﬁe individualization
via homogeneous grouping? {

Varieties of homogeneous grouping

Probably you already are generaliy familiar w1th forms of homogeneous
- grouping. In this case, the bn1ef review that follows' w1ll simply refresh
your memory in preparation for! exam1n1ng such group1ng in relation to
individualization. If you despre a more detailed tregtment of the topib,
four valuable general referencgs are-available. The?e are:

Yates, Alfred (ed). Group1ng in Education. Neh York: Wiley, 1966.

Heathers, Glen. “Group1ng‘“ In R, L. Ebel (og) Encyclopedia of
Educational Research. 4%h ed) New York: Hacm111an, 1969.

Findley, W. G., & Byyan, M, .M Ab111ty Grouping 1970. Athens, Ga.:
University of Georgia Center for Educat1ona} Improvement, 1971.

Heathers, Glen. "QOverview of Jnnovations 1n‘0rgan1zat1on for Learning."
Interchan ¢, 1972, 3, 47—68. _(Ontario Institute for Studies in
Education.) \ , -

Each of these references not only su?veys group1ng practices but also reviews

the research literature evaluating thé1r instructional outcomes.

Grade-level ability grouping. Thé commonest practice of homogeneous
grouping is that of dividing students in a giveh grade into classes of low,

middle, and high *ability" on the basis of tests of general intellectual
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performance, scores on academic achievement tests, teacher judgment, or a
csﬁhjnation of‘these cr?teria. At the elementary level, performance in
reading\and mathematics provides the chief academic data for setting up
groups. This practice at the secondary level usually is called "tracking"
in this country, "streaming" in o;her countries.
Usually the student groups remain the same for study of all of the

major sudbjects. However, sometimes difrerential grouping, subject-by subject,

-1s employed. At the elementary level, the Joplin plan illustrates this
practice by taking students out of homeroom groups and placing them in ability
Qrdups for reading. The Stoddard Bual Progress Plan fdr the elementary school

_ provides for grouping students differentially for study of the Engljsh-social

studies core, ma;hematics, and science. (Heathers, Glen. Organizing Schools

Through the Dual Progress Plan. Danville, I11inois: Interstate, 1967.) In

* secondary schools, differential grouping, subject-by-subject, is quite a
frequent practice.

intra-class ability sub-grouping. In elementary schools, very often the

teacher divides the class into two or three achievement-level sub-groups to
-help in accommodating students' differences in reading level or math
achievement. This sub-grouping is especially likely to occur in heterogeneous
classes but it will also be found in classes that result from grade-level

ability grouping.

Grouping for remedial instruction in reading pr speech. Most elementary

schools have the services of a special teacher in remeaial reading and speech.
Students are taken from their regular classes periodically and assigned to

small groups for svecial instruction in one or both of these subjects.

Special grouping for the intellectually or physically handicapped.
. Virtually all school systems either conduct or have access to special
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educatibn for the intellectually retarded or the physically handicapped.
Often the range of differences in special-education classes is large and the
classes can be'called homogeneous rnly in that the students have in common
types of problems that call for taking them out of the regular class groups.
Normally, because of the severity of their educational problems, these
students are taught in classes having a véry high teacher/student ratiec.

Special grouping for the intellectually gifted. Many school systems

make provisions for exceptionally talented or advanced students through
setting up special groupings for them. This is more apt to happen in

secondary than in elementary schools since the high-ability groups at the

earlier level in effect constitute gifted groups. However, some school
systems that employ heterogeneous grouping in their elementary schools
modify this practice by setting up within-grade gifted groups. In secondary .
schoofs, provisions for the intelleqtually gifted are illustrated by honors
programs that stress independent study. | '

The forms of homogeneous grouping just described by no means exhaust
the 1ist of methods uééﬂ. One impor;ant additional form, multi-age achievement
grouping, will be discussed under Objective 8§ as an aspect of ncngraded

' programs, sometimes combined with team teaching.

The potential of homogeneous grouping for individualizing instruction

+

Essentially, homogeneous grouping seeks to adapt to individual differences
among students while retaining an emphasis on group teaching. The chief
justification offered for ability grouging is that students at each level have
much in common with respect to achievement level and learning rate. The claim
is made that such commonalities permit the teacher better to adapt learning
materials and equipment, and teaching methods, to the characieristics of

individual students assigned to the differenti sroups.
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Proponents of homogeneous grouping go beyond claiming that the practice

permits adapting instruction in ways that improve learning in groups at all

levels. They claim also that such grouping impraves both motjvation to 1earn
and students' self concepts,ﬁbecause students now are competing with their
academic peers; and that students in the low groups now can experience success
much more often. i .

Some formal limitations of hbmogeneous grouning as an approach to
individualization are apparent. A first one is tﬂat students seldom are so
much alike in relation.to studying any learning task that it is proper to
assign a predetermined group of them to study the same task at the same time
in tﬁe same way and at the same pace. Fxc;pt for remedial, special education,
pnd_multi-age ability grouging, it usually is true with homogeneous grouping
that the same grade-level curriculum is presented to students grouped at
different levels, though instructional methods may differ, group to group.

A second limitation is that homogeneous grouping uéually holds the same
groups together for study of different curriculum areas, even though it is
evident that students' achievement levels vary widely from one curriculum area
to another--as was noted in the disc..ssion of student differences in Objective
1 of this unit. Differential grouping, subjeét-by-subject, is requird to
take such differences into account; yet such is not the usual practice with
homogeneous grouping.

A third limitation of homogeneous grouping for individualization is that
it usually makes no speci}ic provisions for distinguishing the instruction
offered low, middle, and high groups; this is 1«ft up to the teacher to work
out. What most often happens is that elementary teachers, in the areas of
reading, language arts, and mathematics assume & remedial stance with the Tow
groups, stick to the basic curriculum with the middle groups, and offer

enrichment activities to the high groups to keep them within the grade-level
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curriculum. This limitation is much less true with formal remedial instruction
and ﬂ?th special education where there is more attempt to take individual
differences into account. The favorable teacher/student ratio with remedial
inst;uction and with special education of the retarded or handicapped makes
this feasible. In gifted groups, the stress on independent study allows for

individualization.

L]

In assessing the extent to which homogeneous grouping satisfies the
requirements for individualization set forth earlier in this unit {Objective
2), a brief checklist of features of individualized instruction can be used.

The eight questions below have been selected to represent the model of

individualization presented in Objective 2. For typical homogeneous {or
ability) grouping, answers are given opposite tha guestions. The basic
answer for homogeneous grouping, for each guestion, is NO (though some
. differentiation on a group basis is apt to occur). Note that this score
card for homogeneous grouping does not say that homogenéous grouping never
_ provides for true individualization. It merely says that, when individualiza-
tion occurs, it is because specific provision§ for it have been added to

homogeneous grouping as such.

Feature of Individualization " Answer for Homogeneous Grouping
1. Is lesson planning done for individual No. ‘
students rather than for a group.
2. Are students allowed to progress in a No. (Though different ability
subject at individual rates? groups often do so.)
3. Are cdifferent learning tasks assigned No. {Though often true for . ¢
different students ot a given time? different ability groups.)
8 .
4. Do different students use different No. {This may be true for
materials or equipment in a lesson? different ability groups.)
5. Are different instructional technigues- No. (Except on a group basis.)
used with different students?
74,
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_Feature of Individualization Answer for Homogeneous Grouping

6. Is help usually offered- students No.
individually rather than in-a- aroup?

7. When ‘group teaching ‘occurs,- are groups No.
reformed each time the- task- changes?

8. Ace students tested individualiy . No,

whenever they finish a- learning task?
The score card for homogeneous grouping, if this summary is correct, i~dicates
a low degree of formal provision for individualization. While the teacher

is still free to individualize withir ability groups in various ways, the

point is that homogeneous grouping as such offgrs the teafhér little help
: in doiné so. Other provisions for individualizaeion clearly are needed.
The research findings on homogeneous grouping that follow are to be
expected in view of the limited provisions for ingividualjzation just.

o

described.

Evidence on homogeneous groupina in relation to individualization

Research studies .of homogeneous grouping, as reviewed in the surveys

*  cited above by Findley and Bryan, Heathers, and Yates, give a generally

unfavorab® report on this approach to individualization. This finding is

_teachihg is the rule. Does your personal experience with ability grouping,
either as teacher or observer, support this conclusion? -

N ‘ﬂniy a few major research findings are listed here. If you wish to
have a fuller picture, you should thrn to one of the research survevs cited.

The F{ndley and.Byran study probably is best for this purpose. Seven general

F findings  are presented below. ’
. Finding 1. Teachers try to “cover" the grade level curriculum with all

ability groups, urging the low groups forward regardless of their inability

to master the learning tasks presented to them and holding back the high groups
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. 50 as not to invade the curficulum of the next grade level.
A
" Finding 2. With the low groups, teachers report that they have to

"stick to the basics," stressing drill and memorization, while with the higﬁ
groups they tend toqgreat learning taqEF conceptually and E? employ a project
approach. This sort of differentiation of instruction is calculated to make
school boring and meaningless to students in the low groups. (See Heathers'
report ¢n the Dual Progress Plan.),
"Finding 3. Teachers geﬁeraily dislike being assiéned low groups, having
a strong preference for teaching the high groups. Schools tend to assign
the low groups to less-experienced teachers since their status is lower on
the staff than older teachers. (See Heathers' report on the Dual Progress
L Plan.)
Finding 4. Most research studies indicate that students ir the low
. groups tearn les§ well than comparable students aséigned to heterogeneous
groups. Further, there is no consistent evidence that étudents in high groups
do substantially better than comparable students assigned to heterogeneous
groups. (See Findley and Bryan, and Heathers reports.)
Finding 6. Ability grouping resuits in a segregation of lower-class and
- - —+*“minority Students into the low groups. (See Findley and Bryan, and Yates
reviews.)
Finding 6. Students, once assigned to a low group, tend to remain so
assigned, year after year. Once caught in the ability grouping system, a
slower student has little chance to move into more-favored groups. (See
Yates review.)
Finding 7. There is a stigma associated with being assigned to low groups
that tends to have debilitating effects on both academic achievement and self-
. concept. Findley and Bryan conclude: "The effect of ability grouping on the

affective development of children is to reinforce (inflate?) favorable
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self-concepts of those assigned to high a;hievement.groups, but also to
reinforce unfavorable self-concepts in those assigned to low aéhigvement
groups." ' .

This unfavorable report card for homogeneous grouping can be taken as
evidence "that homogeneous grouping is a poor way to provide for individual
differences among studenés. The inconsistencies in research findings can best
be interpreted as evidence that some teachers or some school systems have been
successful in finding ways of individualizing instruction within homogeneous
groups as well as ways of avoiding the stigma that accompanies being assigned
'ﬁ; Tow groups. _ B
; What has been said in criticism of homogeneous grouping generally also
_heeds to be qualified in the case of special education and remedial instruction

where there is a strong tradition of individualization aided by favorable

teacher/student ratios.
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. Objective 9. Describe and evaluate nongrading, cooperative téaching, and
the open classroom as approaches to iqdividualization.

™

L

Three geaeral apprd;cﬁes to meeting student differences %hai have been
widely adopted since 1960 are nongrading, cooperative teaching; and the <
opea classroom. All th;eé have been employed mainly at the eiemeqtary
level, though nongrading and cooperative teacﬁing are repﬁesented in some

° secondary programs. " ‘ '

Brief‘deScriptions-of the three approaches follow, with-key references
supplied in case you wish to iearn more details about any of them. If you
already are familiar with aﬁy 0} the tﬁ}ee,‘you will need only to review the

o descriptive material quickly.. Your task in this objective is to become
prepared to describe e%ch of- the approaches and to evaluate it using a
_ checklist of features-of inaividuaiized instruction.

. 0f fering descr‘ipt‘ion; of representative programs for the three approaches
is difficult because of the numerous variations of each. With nongrading, the
chief focus will be on_eiementary p;odrmns, though attention will also be
given the nongraded high school program developed by B. Frank Brown.
Conperative teaching will be presented as a major feature of the Wisconsin
program of Individuallyiﬁuided Education that employs instructional teams
in the Multi-Unit School. Only a general deécription of thé'oﬁen classroom
approach is given since there are dozens of programs bearing that label, each
differing from the others in significant features. .

Following the description of each approach, a checklist on
individualization will be used in asses<ing the extent to which that approach
providas for in@ividua]izing instructic .. A copy of the checklist follows.

. ~ You will note that the first section contains the same questions that were

used in assessing homogeneous grouping. Added are sections on mastery and

self-direction.
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CHECKLIST FOR ASSESSING INOIVIOUALIZATION, MASTERY, AND SELF-OIRECTION

INDIVIOUALIZATION

. 1. Is lesson planning on an individual basis? "

»

2. Are students allowed to progress in a subject at different rates?

3. Do students in a class work on different {individual) tasks at a - .
given time? .

4. Do different students use different learning materials or equ1pment
) in doing a lesson?
5. Do teachers use different i‘structional techniques with different
students?

-3

" 6. Is help usually cffered students individually rather.than -in a group?-

e

7. Hhen group teach1ng occurs, are groups reformed each time the learning
task changes?

8. Are students tested individually whenever they finish a learning task? ;

MASTERY

-

9. Is a mastery criterion set for accoﬁplishing the objectives of a vt
learning task?

10. Are students pretested, then excused from study1ng those parts of the ' -
task on which they. showed masteny?

1. Are stdaents posttested to determ1ne their mastery of the objectives
_of a learning unit?

12. Are students who do hot show mastery of unit objectives on the
posttest required to study ?urtﬁer to reach mastery?

STUOENT SELF-OIRECTION

13. Do students conduct a major part of their‘learning on a self-directed
basis?

14. 0o students have a hand in choosing their learning tasks?
15. 0o students help plan their ways of doing learning tasks?
16. Are programed learning materials used in skill learning?

. 17. Is student teamwork used so students help one another rather than
always depending on the teacher for help?

18. Ouv teachers place stress on teaching students competencies in self-
managed Tearnlng?
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NONGRADING

a

) Nongrading refers to any approach that focuses on breaking away from
eBnVentional grade-level instruction and enables students to advance in any
i or all curriculum areas at rates that correspond to their individual
\ capabilities. The assumptions ba~ic to nongraded plans are that learning
effectiveness, motivation to learns and satisfactions at school all are
evhanced by accommodating the student's advancement to his 1earn1ng rate. With
slpw learners, placing them at the1r actual leVel of advancement and allowing

thég the time required to master tasks are meant to ensure success and reduce

hee f for remedial instruction. With rapid learners, nongrading is intended

Ao
to pe{mit moving ahead of the usual grade-level curriculum, thereby reducing

experiences of boredom and easy success associated wnth a pace geared to

. “ slower. Jearners. i : o

Most often provisions for nongrading {2lso called ungrading or continuous

progreesg occur in elementary schools, particularly -at the primary level. In

a typicallprogram in a primary school {grades 1-3), students may take between

two and fﬁur years to accomp1ish the learning that conventionally is included

in the first three grades. Grade-level divisions in the curriculum are erased

to allow fd( continuous progress. Typical]y, sequences of levels are set up

in reading and mathematics. Sometimes grouping is done separately for reading

and for mathematics. ' -

'Some secondar& schools have introduced nhongraded progrems following the

leadership of Melbourne High School, Florida where B. Frank Brown initiated

such a program. Brown's program replaces grade-level grouping with a system ;

permitting continuous, nongraded edvancement‘in mathematics, science, English,
. and history. In each of these areas, the level of work the etudent performs ’

depends on the scores hz has obtained in nationally standardized achievement
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tests, while the setting tn which he studies depends. on his learning skills.
The different learniné settings, called "phases," includes the remedial

Phase 1-in which students receive special assistance ir small classes-and
Phase 5 that allows jifted students to conduct independent ;tddy with tutorial
supervision B& their teachers. (A description of the Melbourne independent

study program by Janet Whitmire can be found on pages 50-53 of this )

unit. © : . '//
o P4 Ly . ./‘
Non-grade-level grouping and advancement assume that-teachers wills ..

differentiate instruction from group to group and from individual to - R
{ndividual within the group. Such differentiation of insfruction is especially

.
apt to occur if nongrading is combined with "cooperative teaching” or “team

teaching" as described by Robert Anderson in an article entitled “Some Types

of Cooperative Teaching in Current Use" {The National Elementary Principal,

syecial issue on Cooperative Teaching, 1965, vol. 44, pages 22-26). This :
combinativn of nongrading aqd cooperative teaching is a feature of the

Wisconsin IGE program that is described next. Unfo;;ungtely, in many nongraded
programs , there is an almosf exclusive reliance on whole-class teaching.

Further, studies of such programs have fevealed that teachers often. are

reluctant to depart from the traditional grade-~level pace of advancement

either with retarded or advanced learnefhx

" The student who wishes to turn to the literature on nongrading should

first examine the ciassic books on the subject. One is The Nongraded

Elementary School by John 1. Goodlad and Robert H. Anderson {New York:

/ .
Harsguf%, Brace & World, 1959 and 1963 - the revised edition). Another is
The Noqg}aded High School by B. Frank Brown (Néw York: Prentice-Hall, 1963}.

Another by Brown, The Appropriate Placement School: A Sophisticated Nongraded

Curriculum (West Nyack, New York: Parker Publishing Co., 1965), applies the

81




-

Unit 4 - 81:

“multi-phased“ approach to all Nevels from pr1mary school through senior high

ischool. A more recent Hork is Continuous Progress Education by Maurie Hillson

and Joseph Bongo (Chicago: Science gesearfh.Assoc1ates, 1971}). N

-- " - \.
Assessing Nongrading for Individualization, Mastery, and Self-Direction

To what extent do nongraded programs satisﬁy‘the requirements for

indiv1dualization? This is a d1fT1cult question to answer since there are

many varieties of nongraded ptograms and since 1n most such programs the
extent ¢f individualization practiced depends more on the teacher than on the
foemal structure dt the program. . ) o,

In assessing inoividualizatjon in'nongraded programs, a major confusion

to avoid is that of calling all programs that &nvolve non-grade-level

sdvancement “nongraded'programs." This term s ould oe&feserved for those
programs whose primary, if not sole, purpose ?s‘to oreak_from the usua} grade- \\\\
level pattern of advincement. Most of pﬁé major individualized programs that
are current today incarpoﬁate.nod-grade-level:advancement as one prominent ‘
feature. However, they have othet centra] features that cause them tocbear

{ther Tabeis than nongrading.

Is lesscn planning done for individual students? - s

. .t L
In most nongraded plans, lesson planning. is done, for the group rather

“than for the individual. In Browa's mulii-phase’plan, individual lesson -
planning is called for, par;%cglarly in_phase's.fnat offers’gifteq stuticnis N

’bpportunities to do independentfstudy.‘

*
-

_Are students allowed to progress in a subject at different rates?

Most generally, the answer to this'question is YES for- groups NG for

1nd1v1duals Aside from programs such as Brown' S» the amount of individual

, iL{Cariatjon Tn advancement rates depends on the teacher rather thar the program.

)
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Are different learning tasks assigned class members-at a given time?

. The answer to this question is YES if one is referring to differences
in the tasks assigned different groups set up on a multi-age or mu]ti-grade
basis. However, the answerfusualiy is NO if one is referring to individual
assignment of tasks: 1

Do d1fferent students use d1fferent learning materials or equipment in
doing a lesson?

This usually is not formally provided for in nongraded programs. [If it
occurs frqm group to group, or individual to individual, it is worked out

- by the teacher. /

Do teackers use differant instructional technigues with different students?

* - - . - - L) - -
Usually, no specific provisions are made for such differentiation, even

from group to group. It's ordinarily up to the teacher.

Is.heip usually offered students individually rather than in a group?
Usualﬁys the a&swer is NO. In some instances, with specific children,

some teachers offer help on an individualized basis. Also, Brown's

_ phases providing remedial instruction and independent -tudy are exceptions.

When group teaching occurs, are groups reformed each time the |earn1ng
task changes?

- Generally, the answer is NO. Nongraded groups tend to be kept the
same for instruction within a subject, though often students are grouped
differentlylat the elementary level for instruction in reading and math.
Also, in plans combining nongrading with cooperative teaching, grouping

often is flexible, changing from task to task.

Are students tested individually whenever they finish a\]Earning task?

The arswer is NO. Group testing is the rule in nongraded programs.
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[y

Is mastery,provtded for in nongraded programs7 "

Quest;*ns 9-12 on the checklist concern the sett1ng of a mastery
cr1ter1on, employiny pretesting and posttest1%g, and holding all students

to the criterion set. Nongraded programs orﬂ;nar1ly make no mention of

]

mastery as a criterion either for individual %r group progress, though the

i - * 3 ] F} '
concept of nongrading implies mastery as a basis for atudent progress.
' ‘\\
Is student self-direction an emphasis in nong?aded_progtams?

, Questions 13-18 on the checklist concern student self-direction in
tgrms of choosing, planning, and ccnducting the1r lTearning tasks. Generally,
‘nongraded plans are silent with respect .o employing student self-direction ’

except for plans such as Brown's where high school students are encouraged

to exhibit self-direction and are permitted to exercise it in independent

study.

Summarizing the answers given to questions on how well nongraded
programs provide for individualization, tne conclusion is that such programs

i+ {with the major exception of Brown's Multi-Phase program for the high

school) do a poor job. What 1nd1v1dua‘1zat1on there is occurs mainIy on a
group basis, or occurs in those instances where the teacher has worked

out ways cf differentiating the instruction given individual students.
With respect to the related themes of mastery and student self-direction,
the answers given also are unfavorable. Do these conclusions cotrespogd

to your knowledge of nongrading as an approach to individualization?
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. - COOPERATIVE TEACHING

While informal collaboration of two elementary teachers in teaching the
same classes of swudents has long been a frequent prectice, formal programs
of cooperative teaching (or team teaching) date from the development of the .

Harvard model about 1957 with leadership from Francis Keppel, Judson Shaplin,

t Robert Anderson, John Bahner, and others. The Harvard plan was first
installed in the Franklin Elementary School at Lexington, Massachusetts under
Super1ntendent Medill Bair Cooperative teach1ng, as defined by Shaplin,
occurs when two or more teachers, working together, share responsibility for
teaching the same group of students.

Cooperative teaching in the Harvard model, as weli as in most other
versions, has two major purposes, improving the .cademic quality of instruction,

. and taking fuller account of :individual differences among students. The
first purpose is met by assigning teachers on the team those areas of
instruction where they have the greateét knowledge and iqterest, by ‘having
senior teachers on the team hélp beginning teachers on ? e team plan and
conduct instruction, and by erploying teacher aides to perform nonprofessional
duties, relieving professional members of the team to devole full time to
teachiing.

The second purpose--improving individualization--is met through great
flexibility in grovping students, through assigning students to teachers they
can work best with, and through allowing for variations in the time students
spend on learning tasks. There is an emphasis on small-group and tuto -ial
instruction to meet special student needs. Also, it.is very common to set up

. multi-age student tecms that are taught on 2 non-grade-level basis.

<

Three major references describing cooperative teaching are the following:
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. Shaplin, Judson T., and Olds, Henry F. Jr. {eds}. Team Teaching. New
York: Harper & Row, 1964.

Bair, Medill, and Woodward, R. G. Team Teaching in Action. Boston:
Houghton-Miffiin, 1964.

"Cooperative Teaching.” Special issue of Nat}ona! Elementary
Principal, 1965, 44, No. 3.

The best current programs employing cooperative teaching combine team N
organization with nongrading and numerous specific curriculum provisions ’

for individualization. The program chosen for examination in this objective,

Individua}ly Guided Educat{on {IGE) in the Multiunit Elementary School was
created under Herbert J. Klausmeier at the Wisconsin Research and Development
Center for Cognit%ve Eearning at-Madison. According to a 1973 report, the
program then was in use in over 1000 elementary schools in 18 siates.

IGE is a system for formulating and carrying out'instructibnal programs
for diudividual students in which plannad variations are made in what each
student learns, how rapidly he learns, and how he.goes about learning. The
multiunit organization in the program provideg for cooperative teaching in
multi-age student groups. ‘

ﬁnother‘progfgm called Individually Guided Education havinﬁ most

features in common with the Wisconsin versirn has been created by the Institute
for the Development of Educational Activities (IKD}E/A) of the Kettering
Foundation. 1/D/E/A's Innovative Programs Divisior. is locatad in Dayton, Ohio
{Suite 306, 5335 Far Hills Avenue) ad is directed by Dr. John M. Bahner.
Work on testing the progrém és conducted b, the I/D/L/A Research Division
located in the University of California at Los Angeles School of Cducation
under Dean Jvhn I. Goodlad. This program alsc is used in many elementary
schools acro&s the nation.

Detailed cascriptions of the Wisconsin program are to be found in the

reference excerpted below, and in the following references:

g6
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IGE: Individually Guided Education and the Multiunit Schoel. Education
U. S. A. Special Report.: National School Public Relations Association,

1972. ‘

Evaluating Instructional.Systems: PLAN, IGE, IPI. EPIE Educational
Product Report, Ro. 58, EPIE Institute, 413 Hest St., New York City,

1974.
The following account is excerpted from Herbert J. Kausmeier and others.

L

Individually Guided Educat{on in the Multiunit Elementary School: Guidelines

for Implementation. (Madison, Wisconsin: Wisconsin Research and Development

Center for Cognitive Learning, 1971. Pages 14-22 and 25-27.} In réading
the program description, keep in mind the features of individualization,

. :
mastery, and self-direéction given on_the checklist.
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3

IGE AND THE MULTIUNIT ELEMENTARY SCHOOL

{Excerpts from Herberi J. Klausmeier and Others,

"~ Individually Guided Education in the Multiunit
tlementary School, Madisen, Wisconsin: Wisconsin
Research.and DeveTopment Center for Cognitive
Learning, 1971. Pages 17-22, 25-27:) - . .

~

W

@

IGE is a comprchensive systein of education and instruction designed o
ﬂroduce higher educational achitverments through providing well for differ-
ences among students in rate of leaming, learning style, und other characs -
teristics. Much instruction in the §GE system takes the form of a teacher .
instructing small groups of cight to twenty. There is-also considerabie
Independent self-directed study in the instructional matesials center by
childrcn who can read reasonably well and who have already acquired
funda.nental concepts. Self-instructional materials or systems are simply
one important kind of nuaterial of medium 0 be used in instruc
tiona} programing for the individual student. The major componenis of
IGE are: : ‘

An organization for instruction, a related adninistrative organization at ’ T
the building level, and another srrangement at the contral office level,

together called the MUS-E. This organizational-administeative structure is

designed to provide for educatfonal and instructiona decision-making at

appropriate levels; open commumeation among studenis, teachers, and

administrators; ang accountability by cducational persenne! at various

fevels. A staff development program 'involving the state educational

ageney, local school systems of the state, and icacher-edueation institu-

dons has been ereated to demonstrace, install, and adapt the prototyps {0

local necds. .

A

A model of instnctional programing for the individual student. i..
model, with related guidvnce procedures, is designed to provide for differ-
ences among students in their rates and styles of learning, leve? of motivas
tion, and ‘othe: characteristics and also take all the educational objectives
of the séhool into account. This model is ouilined in figure 1 and is used
by R & D Center personncl jn developing curriculum matesials and by
school staff in implementitg iGE,

A model for developing measiresent tools and cyaluation procecires. The
P

88 | I




-

-

miodel includes preassessment of children’s readiness, assessment of prog-
tess and final achievement with criterion-referenced tests, feedback 10 the
teacher and the child, and evaluation of the IGE design and its conn
ponents. This model is used by R & D Center personnel in constructing
criterion-teferenced tests and observation schedules and by scligof person.
nef and others in implementing IGE.

Curriculm moteriak, related statements of iniiructional objectives, and
aiterion-referenced tests and observation schedules. These can be adopted
or.adapted by the staffs of individual schiool buildings to suit the charac-
teristics of their, students. The R & D Center in 1970-71 was developing
materials and jistructional procedures in reaging, prereading, mathematics,
environmental education, and motivation. .

A program of homeschool commumnications that reinforces the school’s
efforts by gencrating the interest and encouragement of parents and other
adults whose attitndes influence pupil motivation and learving. NDJE/A],
an affiliate of the Kettering Foundation, is producing staff development
materials related to this component. ' ‘

Facilitative environments in school buildings, school spstem central
offices, state education agencics, and teacher education institutions. Help-

ful in producing these environments is 2 staff development program which_

includes inservice and camprs-based educational programs to prepare per-
sonnel for the new roles implied by the other six co:nponents. Also helpful
are stale networks comprised of the state education agency, local school
systems, and teacher education institutlons to install, adapt, and refhie
IGE practices. The Center in 1970-7) was develuping these elements ¢o-
operatively with other agencies; however, each school building must also
have its own staff development program in order for 1GE to be implenient-
ed initially and improved thereafter. JIfD/EJA] is also making a major
effort in developing networks. ) s

Continuing rescarch and developmen. "o generate knewledge and to pro-
duce tested materials and procedures. Especially needed are development
and deveiopment.based research te refine all the IGE components, and
research on learning and instruction to gencrate kno-vedge that will lead
to improved second-generavon components or their replacements, The
R&D Center 1s enpaged in these efforts. Fach school building must in-
fovate and evaluate and a'so engage in practical research in order 1o de-
sign, implement, and evaluate instructional programs for individual
students. -
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Organizational Chart of a Multiunit School
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The MUS-E Organizational Arrangements

The MUS-E"}vas designed to produce an environmeni in which instrue-
tional programing and the otlier components of IGE' can be mtroduced
and refined. £t may be thought of as an invention of organizational
arrangements that have emesged since 1965 from a synthesis of theory and
practice regarding instructiona) programing for individual stidents, hori-

. zontal and vertical organization for instruction, rols differentiation, shared .
decision-making by groups, open communication, and administrative and )
instructional accountability. Space does not permit tracing the historical
antecédents of each of these; however, the R & D Center and school per-

: sounel astempted to bring together the available research and theory in the
’ formulation of the MUS-E. . .
Figure 2 shows the prototype organization of an MUSE of 400.600
students.? Variations from the prototype are made in terms of the number .
of students enrolled jn the building, the availability of noncertified person-
. nel, the size of the school disirict, and the like. The organizational hierar "
. chy consists of interrelated groups at three distinct levels of operation: the '
1 &R unit at tie classtoom level, the |1C at the building leve!, =nd the SPC ~
or 2 similar administrative armangement at the svstem level. Each of the
first twe levels js itself a hierarchical structure with clearly defined roles
for personnel. The MUS-E is designed to prowide for acccuntability and
. responsible participation in decision-making by all the staff of a school
system. Each element, while taking the iniliative for certain decisions,
- must secure information from one or both of the other elements. Persons
. nel who serve at each of two levels, as noted in figure 2, provide the
communicatlon link. .

The I & R Unit .

The nongraded instructional and research {I & R} unit -:places the 2ge-
graded, self-contalned classroom. Research js included in the title to reflect
. the fact tha the staff musi continuously do practical research in order to - &
devise and evaluate an instructional program appropriate for eack child. In
the prototype shown in figure 2, each 1 & R unit has a unit leader, or lead
teacher, two or three staff teacher:. one first-year ot resident teacher, one
instwuctional secretary, one intern, and 100- 50 students.
The main function of each.unit is t2 plan, carry Qut, and evaluate, as a
hierarchical team, instructional programs {ar the children of the unit. Each

IA moie complete description is given in H. 1. Klaymmeies, R, Morow, and J. W,

Walter, Indwiduelly Guided FEducation in the Muliivnit Elementory School:
Guidelines for hnplementation (Madison, Wis: Wisconsin Department of Public
Instruction, 1968). . .
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unit engages in 2 continuotis on-thejob staff development programsSome
units plan and conduct research and development cooperatively with other
agencies, and some are mvolved in prcscr\rice ed ucation.

’

* e t v b
A Model of Instructional Programing
for the Individual Pupil

The mdde! of instructional programing in individually guided education is
relevant for any area in the cognitive, psychomotor, or affective domain.

Thus far it has been carried out most widely in schools that yse the Word
Attack element of the Wisconsine Design for Reading Skilt Development
and the system of individually guided motivation under development at
the Wisconsin {R & D) Center. The model may be applied to a short
sequence of instiuction for only some children—as is true for the system of
motivation-or to all the ‘children in a kmdergarlen-grade 6 sequence, as is
the case for rezding.

Individuzlly guided education is dlfferen( from programed instruction,
which involves only (ke pupil’s use of material with fittie or no zssistance
from teachers. In the. IGE system instructiopal programing is don2 by the
teachers with ass siance from the staffs of the building, central office, and
state educational agency. The instructional programing model is designed
specifically to take into account the pupil’s beginning Icyel of perform-
ance, his tate-of progress, his style of learning, his motivationa! level, and
other charaeteristics in the context of the educational program of the
building. Figure 1 was presented earlier. The sequential steps are clarified
by relating them to the Word Attack element of the Wisconsin Design for
Reading Skilt Development. In chapter.4, the sequence is described in
more detail 2 “

Step 1 involves the C setting educational objectives in Word Attack

. for the children of the building. A terminal objective for reading might be:

90 percent of the chifdren attain independence in Word Attack by age ten,
95 percent by age 11, and 99 percent by age 12, Initiative for setting this
objective is taken by tne 11C; of course, before the objective is sct, the unit
leaders consult with the unit staffs. Setting this school-wide objective
focuses attention of the unit staff on priorities, including setting instruc-

tiona] objectives for individual children and related instructional planning.

For instance, if tutoring is possible in only one curficulum area, it will
probably be in Word Attack. Similarly, criteria and mieans will be formu-
lated for assessing independence in Word Attack; and attainment of the
objective, rather than age of the child-or grade level in school, witt deter-

Y. Cito 2nd E. N. Askov. Wisconsin Design for Reading Skilt Development, Ration-
alc and Guidelines (Minneapolis. Minn.: Rational Computetr Sysiems, 1970),
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s Figure | _
Instructional Programing Model in IGE

] ’ ) -
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mine when instruction in Worg Attack /fkills ceases for an individual child.

Step 2 calls for identification by the 1& R unit staff of 2 subset of
specific instructional objectives that,/may_bc appropnate for a group of
children. Only some of the fortyfive Word Attack objectives, for ex-
ample, are suitable for children in ge carly stage of reading.

Step 3 is the actual assessment of cach child’s level of skill develop- .
ment, either by observing oral réading performances or by adininistering a
,machine-scorable group test. Afcriterion-refeserced test has been develop-
¢d and validated for use in assessing mastery or nonmastery of the skill
*described by cach behavioral objcclwe of the Word Attack ¢lement. When
the appropriate subset of objective-based tests is administered, the skili
-deficiencies of cach child a pinpointed, and instructional objectives for
the individual child can be identified. ;o

Step 4 involves setiing Jnstructional objectives for each childin the
unib. The behavioral objectives related to the skills in which the child s
deficient become the child’s instrictional objectives. The child and the
teacher should discuss these objectives in an individual conference.

+ The first phase of Step 5 involves planning an instrucilonal proram
whereby the child attains his objectives. Reasonable cost anid adequate
pupil progress are provided for by pioper grouping of the childres fo
_instruction and by utilizing the instructional staff according to the
strengths of each member. !

Once general plans for the children are set, an individual teacher com-
pletes the «e|ailed plan and canies it out for certain children, taking the.
suggestions of the other professionals in the ypit into account. Generally _
each teacher instruets one or morie groups of children who are wotking
toward mastering the same skill. Further grouping may be done within
each of these original groups, At this point materials, me}hods, use of
time, and the Jike are matched to individual pupils with consideration
given to thejr present level of skiil'deveiopment, rate of leamifig, preféked
ledrning style, and other characteristics. Personal characteristies .4 as
sociability and emotional maturity art algo given attention. To the extent
“that staff is available, individual tutoring and goal-setting conferences are
provided for children who profit from them. Some schools have also

sequence, .

A school should have an adequate supply of materials to take into
account differences among pupils in sare of attaining the same instruc-
tional objectives. Prowdmg for differences in learning style requircs audio-
visual as well as printed materials. As an example. many children ar
apparently learning to discriminate among letters and nuinberals through
viewing Sesame Sircer. Some of these children would probably have dif-
ficulty using only the marerials available in most kindergartens.

In Step 6 of the mode] pupils are agsessed to determine their attainment

.

developed other means of *carrying out ingtruction at this PG‘}N\H‘I thé.
OJJ /y-"
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o;"1L objectives. If the child has attained his instructional objective or a
configuration of objeotives—that s, if he has met the 80 percent criterion
level on the post-assessment—then he moves ahead in the sequence to the
next objective. Assessment and related regronping may, occur every four

, weeks or less.’If a child has failed to atuain the objectives, his readiness to

r.

atisin them must.bé evaluated, as should ther parts of the instructional

progsaming sequence as indicated {n the feedback loop of figure 1.
The* instructional programmg impl:ed by the model js considered by

. some critics to be simply an explicity statément of what excellent teachers

do évery day. Indecd, one of the features of the model that facilitates its
translation into practice is the familiarity of key points to teacher. Certain-
ly the ideas of readiness, frequent assessment, grouping and regrbuping, ad
hoe¢ grouping and individualization within groups, individual tutoriag, and
independent study are not new, Many. perhaps most, excelleat teacliers in
sélf-contained classrooms, however, do not have the.time to plan‘and carry
out this pattern of mstrucuonal programing, Also, many of our schools
have a rapid turnover among teachers and children, A substantisl number
of teachers are not expe: in more than two or three corriculum areasand
are unaware of individudl programing practices. The best staffs need some
help with near}y every siip in the sequence. Some of this assistance can be
provided by making ayailable criterion-referenced testc. rapid scoring of
tests, more suitable instructional materials in the various curriculum areas,
and domputer management of the testing program and the related indenti-
fication of alternative next steps in the sequence, .

L

A

Unit 4 - 94

FEY




. \ / ‘ L i . ) - - . v

- l -

$. w >
" \ . - ) .
: . Unit 4 - 95
. .- Asaessmg I6E for Individualization, Mastery, and Self-Directibn

Careful reading of the descr1ptton of IGE indicates that neariy all . /l
w . F

of the items on the checklist are provided for in the program As is true

wtfh most programs stressing 1nd1v1dualizatton at the elementary lav !, - s
provisions for accomhodating student differences are more fully worked out

in the skill subjects where it ir easier to specify learning objectives and

where curriculum units” desagned for: scudent self-direction can more readiiy

be built.. Nete that the IGE excerpq iilustrates individualization by !

descr1b1ng instruction in reading. N

Individualiza{ion - .

AN e1dh} of the items on the checXlist dealing with features of .
1v1dua‘1zation receive a YES answer fron the description of the Wisconsin
. IGE program, though the account is not detailed enough to indicate Jjust how
the features .f inQJVIdualization are carried out. Much of the time, it ~’ .
appears, planning, teachtng, and testing are done wtth small:groups of
students, rather than ith 1nd1v§ﬁuals
According to-ﬁhe account lesson planning is done for individvsl students
(Item 1), studentS»progress "at.different rates (Item 2), students work on
\ different tasks at a given time (Item 3), students worktng on a task use
a.\;ﬂ’erengmateria'ls and-equipgent (Item 4}, and teachers use different
inst. sctional methods with d1fferent students {Item 5). d

" The accoynt is less clear wtth grespect to the remaining three items.
Help is offered individual students at ‘least part of the time {Item 6),
student groups are frequent]y reformed as’ 1earn1ng tasks change {It-.n 7},

» and students are tested 1ndiv1dua1]y°upon compﬂeting thsks at least part '

. . - Of the time (Item'8): . L _ e s,
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Mastery
The description of IGE indicates that mastery is a definite basis for
planning and conducting.instruction. Mastery criteria are set (Item 9),
students are pretested and posttested (Items 10 and 11), and further study
is required if students fail to show mastery on the posttest (Item 12).
Once again, it should be noted that the illustrations given are of skill

learning.

Student Self-Direction

IGE, according to the description, employs a considerable degree of
student self-direction: students participate in choosing and planning
learning tasks (Items 13 and 14) and perform a good deal of their léSrning
on a se]f—dirzﬁted basis (Item 15}, with considerable use of programed
inst;;ctional materials (Item 17). The only item on the checklist that does
not receive mention is that of teaching students to be more self-directing

(Item 18).

In assessing the program, it should be stressed that a description of
the intended features of instruction does not guarantee that all these
featd}es are effectively implemented. It is significant that descriptions
of IGE place a major responsib{iity on teachers to work out ways Fo accomplish
the purposes of the program. As is true with other innovative programs, the
extent of implementation depends greatly on teachers' acceptance of the

instructional procedures called for, and their skill in putting them into

practice.
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. THE OPEN CLASSROOM

The movement to introduce the "open classroom" apprcach in elementary
schools in the United States has derived mainly from recent developments in
the English infant schools. A series of articles in 1967 by Joseph

Featherstone in The New Republic first attracted widespread attention in this

country to the British model. Featherstone's articles bore the titie "The
Primary School Revolution in Britain." Since then several volumes on the

open classroom have appeared including one by J. Blackie, Inside the Primary

School (Mew York: Schocken, 1971), one by A. Hertzberg and E. F. Stone, -
Schuols Are for Children {New York: Schocken, 1971), and one by L. Weber, The

English Infant School and Informal Education (Englewood C1iffs, New Jersey:

Prentice-Hall, 1971). Charles Silberman's book, £risis in the £lassroom

(New York: Vintage Books, 1970) made a strong case for the open-classroom and

. . influenced adoptions of this approach in the United States. A recent

excellent description is Informal Education, an Education U.S.A. Special

Report published by the National School Public Relations Association in 1972.

Key features of the open classroom, identified by Hertzberg and Stone as
frequent though not universal in the programs adopted in the United States are
these: the “integrated day" during which students are free to select their
learning tasks without set time periods for the different areas of instruction;
the use of vertical or "family grouping"” which brings together in a class
students of different ages; and the setting up of classroom space into
"learning bays” or “"stations" equipped for study of different types of learning ’
tasks. Blackie stresses the lack of uniformity in arrangements and procedures

in British infant schools. A similar lack of uniformity has been noted in

. this country.
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The open classroom approach does not depend on specifically structured
and sequenced learning objectives. There usually are no required subjects or
required assignments that all students must perform. The intent is to provide
a rich and varied set of learning opportunities making much use of concrete
materials and stressing interactions among students. The effort is
continuously made to let the individual student's interests, Tearning speed
and style, and abilities to relate to other children determine his learning
activities. Usually there are no examinations or report cards. Instead,
parents receive reports in terms of detailed case histories of their children's
work and accomplishments.

The following description of the open-classroom spprAach has éeen culled
from written accounts and from  nterviews with practitioners of the open
classroom. Before turning to it, it may be useful for you to remind yourself
of the quescions on the checklist for Individualization, Mastery, and Self-

Direction (pége 78). Following the description, the checklist will be used

in assessing this type of program.
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Summary Description of Open Education

The structure of the elementary open classroom is foreign to the
observer who iiac been limited to observing the formal classroom. One notes
the absence of desks or places assigned to individual students. Instead,
the room is sectioned off by dividers into various areas. The reading
corner, for example, may be a cozy nook with an easy chair and a rug. This
area 3s filled with books within easy reach. The arithmetic area may have
several tables pushed together to form a large working space. The area is
apt to be well supplied with manipulative materials. There is 1ikely also
to be a table-height sandbox and a water table for water play. The junk area
will have all sorts of boxes, paper, wocd, oaktag, etc. A play house may be
found somewhere between the music area and the science area. The classroom
spills out into hallways that are crammed with display tables and experiments,
and into playgrounds, too.

The daily schedule is as flexible as the physical layout. The teacher
has full responsibility for classzroom scheduling and she, in turn, gives a
wide range of options to the children. The teacher lists the activities that
are available. The children then proceed to activities of their choice.
There is no clear distinction made.between subjects in the curriculum, or
between work and play. Time allotments to learning activities are highly
flexible, depending on the student's interests and learning rate.

The child's role in the open classroom can be described as that of an
activist. He chooses his own activities. Me may talk freely with others.
The two basic rules the child must follow are that he must ciean Up any messes
he has made when he finishes an activity and that he must not bother other
children. The noise level of the open classroom is usually high since

children are free to move abouf and talk to one another as they choose.
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. The open classroom teacher has a very important role in helping the
students plan and conduct their learning activities. Since the program lacks
formal structure, the teacher assumes th= obligation of seeing that the
individual children select significani learning tasks and carry them out
successfully. Tine teacher needs to remain continuously aware of what each
child is doing, how he is progressing, and how well he is using his
capabilities for learning. Observing the open classroom teacher, one notes
the continual moving about the room, advising students on their projects,
listening to children read, asking questions, offering suggestions, giving
appro#al, and sometimes Prodding students to get busy.

Curriculum content and learning materials Place emphasis on the child's
learning by doing. Thus, in mathematics, stress is placed on materials and
activities whereby the child explores uscs of mathematics rather than merely

‘ memorizing arithmetic facts. The mathematics area may be sei up in such a way

e

that the seven-year-old learns:
Sorting and classifying into sets by handling different materials
Counting items or individuals in the classroom

Learning the number 1ine and understanding place value by having several
number lines to manipulate

Measuring things in the classroom and making chang:. at the grocery counter ,

Learning fractions, addition and subtractfon, multiplication and division
through working with concrete materials

Learning shape and size, including simple proportion, as by using a length

of rope and squares of linoleum on the flocy to make various shapes and

determine their areas

The reading program is not limited to textbooks. C(poortunities for
reading abound in the open classroom. Five-yeac-olds may hang around the

. library as the older children read. The teacker prepares individual experience

charts for the children. VYoucabulary notebeoks are kept. Students ask the
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teacher for needed words. Formal phonics and sign vocabulgfy are given to
children if judged necessary. There is no ability grouping and tracking of "~
¢hildren according to their reading levels. The child is allowed to proceed
at his own rate and in his own way. Teachers sometimes prod but only when
they judge that the child's capabilities are up to the task.

Other threads of content that run through the activities of the classroom
are highly individualized znd creative art, often in the form of group
projects. For example, in one classroom there is a large collage of birds
made of old pieces of fabric, straw, grass, and other things that produce a
variety of textures and colors. Physical activities are stressed.
Communication is learnod by keeping records, recording experiments, talking
with teachers and peersg, writ{ng poems or stories, and the like.

Evaluation of the child's performance in open.education does not depend
on standardized achievement tests. Mainly it involves teachers keeping diary
records on the individual children and making case histary reports. The
Educational Testing Service has proposed an emphasis on such evaluation
criteria as the child's resourcefulnéss, self-perception, interaction withl
other children, cognitive style, and general language functioning.

In studying the description given above, the.reader should hold in mind
that it offers a representative account of what is apt to be Tound in an open
classroom. Since the approach depends heavily on the teacher who is called
upon to implement a philosophy and a general set of procedures, and since
teachers differ greatly in their values and teaching styles, much variation is
to be expected from one open classroom to another. The description that has
been given here does, however, represent the core of the open classroom
approach as developed in Great Britain and as set forth by leading propcnents

in this country.
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Assessing the Open Classroom for Individualization, Mastery, and Self-Direction

In using the checklist, to assess the open classroom's provisions for
the individual student, a difficulty is that the program is properly described
as informal, meaning that great variation is nermitted in the conduct of
instruction. Indeed, a chief criticism of the approach as employed in many
American schools is that often teachers employ laissez faire procedures,
placing so much reliance on students' inclinations that instruction becomes
chaotic and ineffective. The assessment that follows is baseé on the features
of the approach described by its leading proponents.

Individualization

The program description calls for virtually all the features of
individualization on the checklist. Lessons are individual, stuéénts progress
at differeni rates, working on different tasks at.a given time. Different
tearning materials and equipment are used in performing tasks, and teachers
employ different instruciional methods with differenE students, offering help
mainly on an individval basis. However, considerable use is made of small-
group teaching, with groups continu~tly changed. Student work usually is
assessed on an individual basis. though teachers depend on informal methods

rather than tests.

Mastery
The open classroom does not employ mastery criteria in any formal sense.

Again, judging student performance is up to the teacher.

Student self-direction

The program places very strong reliance on student self-direftion.
Students choose and plan their learning tacks and conduct them mainly on an
independent basis or in informal student teams. Little use is made of
programed instructional materials; instcad studenis are expected to learn and

practice skills in organizing their learning activities.

. 109 ‘
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In summary, the open classroom is distinctive for the strong emphasis
. it_maces on student self-direction and on the teacher's role in assisting
r students to Tearn on a highly individual basis. (it is Bf interest that
the open classroom can readily accommodate the use of programed materials
for skill learning; for example, I?I materials as descgzbed later under

gbjective 10 have been effectively used for learning feading and math skills

in open classrooms. )
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Objective 10. Describe and evaluate IPI and PLAN as approaches-to -
. individualizing instruction.

1

Two major individualized instructional programs represent a‘high]y-
structured approach to curriculym design and instructional procedures. These
are Individually Prescribed Instruction (IPIf?bnd Program f;r Learninﬁ in
Accordance with Needs (PLAN}. Both programs follow closely the eight-step
Tode} of individualization presented in Objective 2 and both exp%icit]y
employ mastery c;iteria in planring and monifbring student tearning. Bothg

SN

programs have been extensively described in the literature and are widely

adopted. In case you already are familiar with either through reading or

observation, you will need only to skim the description given in preparation

for reading the program assessment.
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INDIVIDUALLY PRESCRIBED INSTRUCTION (IPI) .
. '~ |

The prog;am named Individually Prescribed Instruction (IPI) orjginqted,at .
the Learning Research and Development Center (LRDC)/of the University of
Pittsburgh and was designed and developed by Robert Glaser, John Bolvin,

C. Mauritz Lindvall, and associates. The program was first implemented in

Qakleaf Elementary School in the Baldwin-Whitehall School Distric: in suburban

* Pittsburgh. Since June 1966, Research for Better Schoois (RBS), an

educational laboratory located in Philadelphia, has cooperated with LRDC in
field deveiopment, field testing, and nationwide diffusion of the IPI program.
IPI has.been developed mainly for the K-6 elementary school though
extension: ¢f the program have been made, for the preschool years and for the
intermediate school, with ad;ptatiéns also in adult education (Individual
Learning for Adults, or ILA). The program's model }or individualization has °
been applied to the developmeﬁt of instructional programs in reading, spelling,

mathematics, science, and social studies.

The IPI system of instruction. iFI follows the instructional model

described by Robert G. Scanlon and_Mary V. Brown (“Individualizing Instruction."

Chapter 7 in Bushnell, David S. and Rappaport, Donald, Planned Change in

Education. New York: Harcourt Brace Jovanovich, 1971). They give the

essential features of the“system in ‘the following quotation:

“Individually Prescribed Instruction is a system based on a set of .
specified objectives correlated with diagnostic instruments, curriculum.
materials, teaching techniques, and management capabilities. The
objectives of the system are

1. to permit student mastery of instructional content at individual
learning rates;

2. to ensure active student involvement in the learning process;

to encourage student involvement in learning through self-directed
and self-initiated activities;

Cad
-

4, to encourage'student evaluation of progress toward mistery;
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5. to prov1de instryctional mater1a1s and techn1ques based on
individual needs and styles."

These authors describe the IPI “dgve]opmenta] model" as made up of
these six aspects in relation to the individual student:
"I, detailed specification of educationa]_bbjectives;

2. organtzation of methods and mater1a1s to attain these objectives,
including a var1ety of paths for mastery of any given objective;.

3. & procedure for the dlagnOSIS of student achievement in terms of
the educational obJectlves, .

4, individual daily evaluation and gu1dance of each pupil, including
a system fon individually prescribing the learning: task that the
student is ready to und:rtake;

5. provision for fregquent monitoring of student performance in order
to inform both the pupil and the teacher of progress toward an
objective; and

6. continual evaluation and strengthening of curricular and
instructional procedures.”

L

IPI learning materials. In the cirriculum areas where the IPI inodel has

been appiied, the ba;ic learning materials are organize& in terms of a sequence
of units. Each unit has an explicit set of learning objectives. For each
objective, there are learning materials designed for self-managed 1earning.

The materials may be in the form of booklets, audiotaped lessons, or unit
packets containing both written, taped, and manipulative materials. Where
appropriate, practice exercises or problems are included.

In each IPI curricu{um area, four sorts of tests are provided. Placement
tests provide a gross p}cture of each student's mastery of units along the
learning continuum. This information tells the beginning level of instruction
for each student. Unit pretests assess the degree to which the student has
’mastered the unit ubjectives prior to studying the unit. Curriculum embedded
tests {CET's) are included within the learning materials at the end of each

objective within a unit to assess mastery of that skill. The CET also contains

a second part that serves as a short pretest of the next objective of the unit.
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+ The unit posttest assesses mastery of unit objectives after study of the full

[

unit.

Key references on IPI are given below. The final reference on the 1{st
is reproduced on the following pages as a further basis for assessing IPI
ueing the checklist. -

Lindvall, C.M., and Bolvin, John 0. "Programed Instruction in the

Schools: Individually Prescribed Instruction.” “In Phil C. Lange {ed),

Programed Instruction. Sixty-sixth Yearbook of the NSSE, Part il.
Ehfbago: Un1vers1tj of Chicago Press, 1967

Glaser, Robert “Adaptlng the E]ementary School Curricuium to Ind1v1dua1
Performance Proceedings of the 1967 Invitational Conference on
Testing Problems. Princeton, N.J.: Educationa’l Testing Service, 1908.
Pp. 3-36. .

Weisgerber, Robert A, (ed). Developmental Efforts in Individualized
Learning. Itasca, I11inois: Peacock Publishers, 1971. Chapters 7-12,
by different authors, are on IPI. '

Ind1v1dua11y Prescribed Instruction. Education U. S. A. Special Report.
Washington, D. C.: National School Public Re]atlons Association, 1968.

Individually Prescribed Instruction - Vathematics. Product Development
Report No. 17 by Steven M. Jung. FPalvo Alto, California: American
Institutes for Research ]972

Evaluating Instruct1ona] Systems: PLAN, IGE, IPI. EPIF Educational
Product Report, No. 58. New York: EPIE Institute, 463 West St.,
New York City, 1974.

The Schools and Individualized Instruction: 6 Perspectives. Philadelphia,
Pa: Research Tor Better Schools, 1700 Market Street. Undated. (This
item is of special interest since it describes the use of IPI materials
and procedures within IGE and Open Classroom programs, on urban
education, etc.}

Pupils Determine -Pace. D & E Report, Vol. 1, No. 8, Denver, Colorado:
Conference for Educational Development and Research, 1971.
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Pupils Datermine Face

Individuati/ Prescribed lnstruction (1P1), probably

the best known and most witlely used individuahzed
instructional system in the country, correkites
specific objectives to diagnostic instruments,
teaching materials, and methods.

These sequenced, specific educationa! objectives
are ysed in planning most of the other aspects of
the instructional system. Lesson materials,
teaching methods, instructional settings, diagnos-
tie tests, as well as the monitoring syslems. are
geared o these objectives. Thereby. pupils pro-
ceed independently at their own pace,

Basic to IP1 is a diagnosis af pupil skills and
abilities ant! a continuous monitoring of progress.
The learner’s initial skills coming into a
particular instructional system are dingnoscd care-
fully, The system uses four types of assessment
instruments: a placement mstrument (0 l.tate
students on a learning conlinuwum; a pretest of
each unit of work 10 measure the specific objec-
tives within a unit; a postiest of each unil o
determine naster 7 and a curricuium-embedded 1est
to measure Progress.

Uniquely, IP1 requires that each pupil’s work be
guided by a writien Prescription. The teacher
communicales to the student the choicts made in
different matenials and difterent settings 1o
achieve an objective. Information about studet
progress, then, is comme vicated back to the
teacher.

For the initial prescription, the teacher generally
considers the following factors: the child's
ahility level and general maturity. the type of
learner, and the student’s reaclion t0 various
instructional settings,

The core of any individualized program resides in
the instruetional materials and the prescribed
techniques. Figure 1 of 1P| student activities
illustrates the relationship of this instrucuional
core to the rest of the program.

Historically. 1Pl onginated at the Learning Re-
search and Development Center of the University
of Pilisburgh. Research for Betier Schools, Inc.,
responsible for the fiekl development, field test-
ing, and dissemination of 1P, has hastened its
development and refinement.

In 1971, 300 schools used the IPF mathematics
system with about 80,000 children. In addition,
ABS rewained over 3,000 teachers and admanestra-
tors to work effectively wath IPY, {See "adds-
tional information” op page 15 regarding availa-
bility of IPI math }

Using the knowledge and technolegy gained
during the development of [Pl mathematics, RBS
has branched W1 mwo such seeas as 10ating,
science, und sociol stuches.

{PI STUDENT ACTIVITIES

PLACEMENT TEST
UNIT PRETEST

PRESCRIPTION DEVELQPED

Y

— STUDENT BEGINS WORKING

U
7

INSTRUCT IONAL ACTIVITIES

INDIVIDUAL WORK
IN IPI TEACHING MATERIALS
L

TEACHER TUTORING

PEER TUTORING
-»
GROUP INSTRUCTION

PROJECT WORK

-]

SUPPLEMENTARY MATERIALS
ETC.

]

STUDENT or AIDE SCORES WORK
(WHEN APPROPRIATE)

j—— STUDENT RETURNS FOLDER

TO TEACHER

\/f"*,

(7™ UNIT POSTTEST ey,

MASTERY
NOT DEMONSTRATED

MASTERY
DEMONSTRATED

NEXT UNIT PRETEST
Fiqure |
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STAGE Il

7

Pre-Reading "‘) Decoding

The IP1 reading curriculum was developed by
sequencing specific reading skills and organizing
them into units and levels of work.

»

iPl reading is buill around a set of ob:
jectives closely correlated with chagnostic in-
struments, Through daily diagnosis and evalustion,
then, a child is guided through a continuum of
skills thatl he needs to become a Lully comprehend-
ing reader. Ths is accamplished in four stages:
Prereading, Decoding, Transition, and Skilis De.
velopment and Application, {See Figure 11}

Through 1he use of self-instructional readers
and their accompanying tapehooks, early instruc-
tion in 1he reading-skills continuum occurs in
stages I, I, and 1], without the use of addi-
tional instructiongl mate! tals, Spacific tests
enable the teacher 1o pinpoins the chid’s
strengths and waaknesses in the areas of Struc-
tural Analysis, Vocabulary Development, Literal
Comprehension, Interpretive Comprehension, and
Evaluative Comprehiension Those tests also man
13in, reinflorce, and improve the child's reading
skills,

The fourth stage, Skills Maintenance and
Application, uses specially prepared nstruction-
al aids plus hbrary and commercially prepared
materials.

Two other sections round out The program.
The first, Directed Reading, brings student and
teacher together in the reading achwity. The
second, Selected Reading, #llows the student 1o
read books of his own choice ang to share his
reading experience wiith the cla- through activi-
tigs, andl with the teacher through student-teacher
conferences,

IPI reading is bewng tested i approxi-
mately foriy elementary schools This number
will increase 10 over 100 by Seprember, 1972,
Feedback from these schools will form the hasis
for further revision and developrnent of the pro
grom,

e

RBS ako is field Lesting two innovative elementary
science progams, hoping 10 oxparsd them into
complete K-12 programs,

The frest 15 Indiencheahzed Saence {15)

BBS is lreld testng, evaluating, and preparing

MnCAL 7 £ L gh VAP e vt

STAGE Il STAGE IV

Skitls Develop-
ment and Ap-
. jplication

:‘) . Directed Read-

ing
. Selec: ed Read-
ing

Transition

Figure 1t
teacher-training materials for the program, which
utilizes cassette tapes, special science kits, and
student hooklets,

individualized Science has the followingmajos goals:

~Student Self-Directed Goal in which the swident
views the lcarning process as prinkanly sebf-diz ected
and self-initiated

=Stuelent Cosvaluation Goal in which the stuclent

plays a major role in evaluating the quality, ex-
tent, and rapidity of hus learning

—Affective goal in whieh the student displays

positive attitudes toward his study of science,

scientific inquiry, and scienufic enterpiise
~Scientific Literacy Goal wa wiuch the student

acquires a foundagion of screntific Ineracy.

- The student plans and manages bhus own program
ol studies and chooses among several optio.s 1o
achieve the program’s goals,

The IS program, K.3, wil be avaiable commer-
cially in fall of 1973, {Sce page 15 for “addi-
tional information,”")

The second science program, Sctence Curriculum
for Individualized Learning, involves three in-
structional modes entitled Exploration, Invention,
and Driscovery. The st 21 selects his own
exploratory lesson from several choices. The
student’s choice, based on his own ntere, ts,
provides the teacher with ample information to
place him in invention lessons. The student then
apphies his knowledge from the . wvention lesson
16 a discovery lesson,

The fwst unit of the package, approxunately a
half year's work, 1s being field tested by tbout
160 students in the third and Tour 1h gr ades,

o

A recent addstion 10 the Labofatory’s scope
of activities involves the development of a K-12
individualized, multimeda learming J: ogiam of
the social sciences, The mterdiseipling  Social ™
Encounters and Research Curpiculum for Humaniza-
tion (SEARCH} will include origimnal mstictional
matetiaks tor studoemts, teachers, and admmistralors,

RBS goal for SEARCH 15 10 prese 12 program
that fostus the knowledae and <kslls functtongl
in the hie of the fearner relotive 1o s mdwer
dual paticens and potentiols, The student’s godl
i3 to understantd reality well ¢ ough 1o teal with g
effectively through encounter, 1caach, and acton,

feonting -
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The nationwvide netvsork of dividualized curricthm to visit and see first-hand how a school
Schools, estabhis’.cd at RBS in 1971, wtends o with an individualized curriculum operates, FHope-
demonsirate to the educatronal community that fully, these network schools can serve as training
indivecheayization is an eflective teaching and centers lor athninistrators ind teachers who expect
learning strategy, To date, a three way partner- to adopt some form of an individuabsed instruc.
ship of state education agencics, local education tional system.
agencies or dstricts, and RBS has encouraged RBS hopes to estabhsh two Demeonstration.
forty schools in twenty-six states 1o join the Training schools in each state. (See page 15 jor
network as {1 Demonsiration Trainmg Center s. "additional mformation” about hew your School

The basic objec tive of the networ k is 16 allow may participate.)
school of ficrals interested in an indivichiahzed -
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. Assessing IPI for Individualization, Mastery, and Self-Direction

The descriptions given of IPI make clear that most of the items on
the checklist are provided for in this type of program. The program makeg
explicit provisions for mastery and student self-direction within its
individvalized framework. The summary assessment in terms of the checklist

will help you review or round out your conception of the program's features.

Individualization

IPI makes formal provisions for all eight items on tne checklist
dealing with individualization. Lesson planning is dons for individual
students. Different students in a class work on different tasks at a given

time, using different learning materials or equipment often. Students

usually receive help on a tutorial basis, though often the teacher works

with clusters of students where all members of a cluster are working on
. similar tasks. Teachers use different instructional techniques according to

the student's needs. Students proceed with their tasks at different rates.

Students are tested individually when they finish a Tearning task.

Mastery
IPI1 sets high criteria for mastery of learning tasks. Students are

pretested before undertaking a task and, for any task objectives where

they show mastery on the pretest, they are permitted to omit those parts of
the task. Posttests are used to check mastery of the task after study; if
a student does not satisfy the mastery criterion (calling for nearly 100

percent command of the task objectives), further study is required.

Student Self-Direction

. In this area, too, IPI rates well. Most student learning is self-

directed, using mainly programed learning materials providing the student
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. with the cues needed for successful performance of the task. Student

teamwork is encouraged among students working on similar tasks. 1In
the skill areas, IPI curriculum materials are organized into sequences of
units that altow little choice as to which task is undertaken next. Also,
in these areas, the programed materials do not allow much choice as to the
way of studying a unit. However, in other areas of IPI, such as independent
reading and individualized science, students employ considerable self-direction
both in the choice of task and of the way of performing it. Teaching ‘
competencies in self-direction is not a formal part of IPI; however, teachers

help students improve their capabilities in self-direction through tutorial

help.
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PLAN

PLAN (Program for Learning in Accordance with Needs) was initiated by John
Flanagan of the American Institutes for Research (AIR) and developed by AIR in
collaboration with ¥estinghouse Learning Corporation. The program provides a
computer-monitored, individualized approach to instruction in four major
curriculum areas -- language arts, mathematics, science, and social studies --

for grades 1-12.

PLAN can be described as an ungraded, learner-oriznted, computer-supported
program in which objectives, content, rate and ins@ructional materials are
tailored to the indiv%dual student. Its major aims are to help the student:

Develop his own abilities, interests and values .

Estimate the level of development of his own abilities, interests and
values

Develop skills in planning and personal decision making

Take responsibility for carrying out his individual development

Formulate immediate and long-range educational, occupational, leisure

time, social and civic goals based on the information and skills

developed in the preceding activities.

To accomplish the above aims, PLAN offers both instruction and guidance.
The guidance program deals with the normal development of the student, including
awareness of his own capabilities. This includes acquisition of Tearning
skills, realistic goal setting, evaluation of personal alternatives, and
management of one's own behavior. The guidance componen% can also focus on
problem detection and remediation via prescribed Tearning experience and

special tutorial treatment.

PLAN learning materials provide Teaching Learning Units (TLU's), or

instructional modules, for each student in each major subject area. The

various TLU'S are adapted from materials the schools already have on hand,

making use of audiovisual equipment, and capitalizing on the differences in
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. instructional approaches of a number of authors and publishers. One TLU may
use tape-recorded materials, another printed materials, and another a slide
presentation. The student uses the TLU best suited to his owa learning style
to achieve mastery of module objectives.

When test results indicate that the desired mastery level has been
achieved, the student moves on to the next TLU; if tests indicate more work
is needed, the student reviews the materials or does further wdrk\before
retaking the test.

The PLAN computer is an essential factor of the program's design and

serves a number of functions; it scores tests, updates students' performance
files, provides teachers with weekly status reports, monitors students'

schedules, and recommends specific TLU assignments on the basis of empirical

data from past performances of other similar students.

. The PLAN system of instruction breaks the educational program into sets

of behavioral objectives which can be assigned as learning tasks.to individual
students. At the start of the year, the teacher plans with each student his
general educatlona! progsam for that year. There is no predetermined sequence;
rather, each student selects his own educational objectives under the teacher's
guidance. About five objectives for a given subject area are grouped in a
module, or TLU; since each objective requires about two or three hours to
master, the module is therefore about a two-week instructional segment. On
the bases of the curricular requirements of the school district plus knowledge
of each student's abilities, the teacher indicates both required and
recommended objectives. On the basis of his own skills, abilities, learning
style and Tong-range goals, the student selects additional optional objectives.
. Monitoring and evaluating individual pupil progress is accomplished
through use of test questions related to ahparticu1ar TLU's objectives.

Computer printouts keep track of test scores and performance'progress. These
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. printouts serve a diagnostic function for teachers, enabling them to spend

time in both individualized instruction and small group tutoring, as
appropriate to the student's needs.

If you are seeking a detailed description of PLAN, an excellent source
is the following:

Weisgerber, R. A. (ed). Developmental Efforts in Individualized
Learning. IJItasca, I11inois: Peacock, 1971.

A summary description of PLAN may be found in a brochure produced
as an educational service by Westinghousa Learning Corporation, 100 Park
Avenue , New York City 10017. This description, whick follows, will help

You obtain a clear picture of the features of PLAN.
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Description of PLAN

No two children are alike. And no two children learn in the same way.
Some learn quickly, others take more time. Almost all do better in one
subject than in others. Yet until recently our schools have had to act as if
all children learned alike. Success o failure for each student has been
measured against a single standard--w’th the progress of both Tast and siow
learners judged against an arbitrary :vstem of grade levels. And each child,
no matter what his learning strengths and preferences, has had to learn from
the same materials, listen to the came lectures, and participate in the same
activities as all his classmates.

PLAN (Program for Learning in Accordance with Needs) offers your child
the individualized education that best suits his abilities, interests and
goals. In addition, PLAN helps each child, in close cooperation with his
teacher, to assume active responsibility for his own learning. By encouraging
him to plan and manage his own 1ife in the classroom, it helps prepare him to
take his place in the world beyond the school.

When your child enters the PLAN program--and he may do so at any level

‘ from first grade to senior high depending upon the program available in his
school--he is given a series of tests that help his teacher determine where it
is best for him to begin work. These.tests provide information for student,
parent and teacher to use in plaaning his program. Together, student and
teacher determine what his first learning objectives should be and set up a
tentative schedule for meeting them. This program is constantly re-evaluated--
and revised when necessary--as the child moves along. The PLAN student knows
from the first exactly what he is expected to learn, and how long he is
expected to take to learn it.

The child's study is guided first by the teacher, who remains at the
heart of the PLAN system, and then by 2 series of printed study guides, or
"Teaching-Learning Units". These TLU's have been prepared by classroom .
teachers and professional educators to suit individual learning styles and to
take advantage of a wide range of contemporary learning tools and techiiques.
The teacher selects the TLU best fitted to each student’s abilities,
established objectives and interests. For example, the TLU of a student who
learn¢ best by listening might direct him to listen and respond to a series
of tape recordings. Another student who respcnds best to the printed page
might be asked to go to the 1ibrary and seek out his own source material.

. The student asks to be tested when he and his teacher agree that the

\ student has achieved the objectives set forth in his TLU. PLAN tests are
used to determine whether cr not the student has mastered his material. They
are not used to find out how he stands in relation to his classmates. If the
test shows that he has mastered all the objectives, he and his teacher may
agree that he should proceed to the next set of objectives. If he has failed

. to grasp some part, he and his teacher review it before he moves on.

When he completes a TLU, your child will have the satisfaction of having
achieved his own goals and hqring achieved them in the way best suited to his
talents,
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By allowing children to participate in decisions about their owa
education, PLAN helps them to develop both as oupils and as people, to
discovar their own strengths and triumph over thei» own shortcomings. PLAN
students are taught to become independent, resourceful adults.

The teacher is the center of the PLAN program. Studies show that in the
standard classroom, teachers are forced fec spend top much of their time on
administrative and clerical details, from *akirg attendance to grauing tests.
PLAN allows the teacher to spend virtually all of her time responding to the
needs cf individual students, helping them to he” themselves.

This new-found freedom to teach is provided by a computer which performs
most non-teachirg tasks. The instructional ma~agemeat system stores and
assesses the findings of each child's tests, suggests how he should proceed,
keeps his records Jp-to-date, grades and records tne results of the tests, that
follow each TLU, and uses the knowledge of wany experts in recommending which
TLU the student should work on next.

The PLAN classroom is an exciting, active place. There are no rows of
desks facing front. No teacher's desk backed by blackboards. Instead, small
groups of students cluster together for discussion. Others work alone, quietly
absorbed in reading, listening to tapes, watching films, taking tests, )
performing experiments. Still others move purposafully from one activity to
another, following the directions given in their TLU's or working with their
classmates. The PLAN teacher instructs stuaents individually or in small
groups, providing each student with guidance and encouragement.

PLAN works. Since 1967, children in classrooms jcross the country have
taken part in the PLAN program. Both childran and teachers 1ike it; children,
because PLAN respects and rewards their independence and initiative; and
teachers, because they can see a dramatic rise in the enthusiasm and
achievements of their students.

PLAN combines imaginative teaching, today's best learning m . terials and
the most up-to-date technological backing in a progrem of individualized
education, precisely suited to the needs of every chiid.
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Assessing PLAN for Individualization, Mastery, and Self-Direction ’

PLAN is in many respects like IPI in providing highly-strucéured learning
units and an explicit set of procedures for achieving individualized
instruction. Major differences between the two programs are that PLAN's
instructional units are syllabi calling for the use of existing curricula
rather than being.new curricula as is the case with IPI; and that PLAN
employs a computer in recordinq_data,on eaph student, in lesson planniné,

and in scoring tests.

Individualization

PLAN provides for al! of the features of individualization in the
checklist with the possible exception of setting up group teaching with
students who are on the same learning task. Students in a class work on
individual 1essons planned for them and proceed at different paces. They
use different materials and equipmwent in performing a task. Teachers employ
differe~t instructional methods with different students, offering help
usually on arn individual basis. Students are tested individually when they

finish a learning unit.

Mastery
As is the case with IPI, PLAN sets definite criteria of mastery and

requires students to satisfy them, with pretesting and posttesting used to o
monitor pregress. With PLAN, very often teacher judgment is relied on in

assessing accomplishing of objectives. °

Student Self-Direction ,

PLAN relies very heavily on student self-direction in carrying out
learning tasks. A feature of the program is that there is training in

self-direction as part of the guidance component. More than is the case
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with IPI, students play a role in choosing and planﬁing the tasks they
undertake. PLAN makes less use of programed materials than IPI; in PLAN,
the chief element of programing lies in the syllabus for a Teaching Learning
Unit (YLU) rather than in the structure of the learning magfrials as such.

PLAN is not explicit about student teamwork; as is true with numerous

features of the program, teacher judgment is relied on here also.
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Objective 11. Compare IPI, PLAN, EGE, and the Open Classrcom in terms of
their provisions for student self-direction and mastery.

As a way of reviewing your understanding of iﬁdividualized programs ,
this objective calls upon you to compare four of the five a.proaches covered
in Qbjectives 9 and &0. These are IPT, PLAN, IGE, and the Open Classroom.
The remaining approach, nongrading, is not included here since its defining
feature--non-grade-ievel advancement--is incorporated in the other four plans
in various ways.

The comparisons you are asked to make are limited to self-direction
and mastery since all four programs, in one way or another, satisfy the
features of individualization on the checklist. The reason for focusing on -
sel f-direction is the fact that student self-direction is essential for
individualization--as was explained in Objective 3.of this unii. Comparing
the four plans in terms of how they provide for se]f-directiqn is thus
important. The reason for focusing on mastery is that a major purpose of
individualizing instruction is to take account of student differences in ways
that enable every student to succeed with the tasks undertaken. (&bu may
wish to review the advantages from employing mastery criteria as presented in
Objective 6 of this unit.) ) t

~To help you in comparing the four plans in terms of their provisions
for self-direction, an article by Hull entitled "Selecting an Approach to
Individualized Education" follows. This article gives a summary description
of each of the four programs, and relates each to a model by Jack Edling.

Edling's model simply asks whether the school or the student selects the

-

o . -
Tearning objectives the student pursues, and whether school or student

determines the "media" to be employed in performing the learning task.

121




- — ' p #\-

Unit 4 < 12)
. In reading the Hull article, you will probahly note that decisions
about what learning task is chosen, or what media are to be used, may be
_ /; made by'the program ig;é]f rather than by the school (i.e.? Fﬁe teacher} or
‘ the student. Alse, in making your comparisons, it is important to hold in
“mind - that %ach of the programs urider review is continually undergoing change
or further davelopment. Thus new materials are constantly being built for
IPI and I¢E. Also, new variations in content or procedures occur in all of
the programs as they are placed in operation in Yarious settings.
In comparing the programs, you will doubtless draw on your knowledge of
them as géined from study of Objectives 9 and 10. If you wish to gain a
further basis for comparing three of the four programs, you will find the
following reference helpfui:

Evaluating Ingtructional_§ystems: PLAN, IGE, IPI. EPIE Evaluation
Report Number 58. EPIE.Institute, 463 MWest St., New York City,

‘II', 1974.

Exercise 8

In the following exercise, write a brief description of how each of

A

the four programs provides for student self-direction. Also indicate the
extent to which, and how, each program conducts instruction in terms of a .

mastery criterion. ' : .
P A L
When you complete the exercise, compare your answers with those given

in the Exerciser8 - Ansﬁg} Key; understanding that your answers are not

expected to agree exactly with those given.




Pages 122-126 removed due to copyright restrictions.

Contents:

Hull, Ronald E. "Selecting an Approach to Individualized Education.”
Phi Delta Kappan; v33 n3 »pl69-173 Nov 1973

b -

b

3

123

P




] -

Unit 4 - 127

. EXERCISE 8 - WORKSHEET

Comparison of IPI, PLAN, IGE and the Open Classroom

Directions: For each of the four programs, describe briefly how it provides
for student seif-direction in the choice of learning tasks and media
(materials, equipment, etc.) to be used in performing them. Are decisions
built into the programs, made by the teacher, made by teacher and student
jointly, or made by the student? Then, for each program, describe the
extent to which, and how, mastery of learning tasks 1s provided for.

STUDENT SELF-DIRECTION

IPI

PLAN

IGE

OPEN CLASSROOM
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EXERCISE 8 - WORKSHEET {Cont'd.)
MASTERY

IPI

PLAN

1GE

OPEN CLASSROOM
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EXERCISE 8 - ANSHER KEY

Comparison of IPI, PLAN, IGE, and the Open Cilassroom

STUDENT SELF-DIRECTION

IPI

In this program, the amount and type of self-direction varies with the
curriculum area. In the skill areas (reading, spelling, math}, the next
task the student undertakes is determined by the curriculum seguence.
Students often have a hand in choosing the particular materials they use
in performing a task, and in the learning setting {alone, with another
student, etc.} A high degree of self-direction is called for in working
ahead with the prescribed learning materials. Also students are self-
directing in checking their work with use of check tests.

In the science area, students have considerable choice of learning tasks
and of learning materials, as well as proceeding with tasks on a self-
directed basis.

In guided and independent reading, students have a high degree of self-
direction in choosing and conducting learning tasks.

PLAN

In this program, students share with the teacher decisions about the choice
of learning task and the Tearning materials to be used in studying it.
Study of Teaching Learning Units is conducted on an independent basis,
following the guidelines provided in the TLU.

Training in self-direction is provided in the guidance component.

IGE

IGE provides for students having a hand in choosina and planning their
learning tasks. Self-directed learning is provided for through the use
of programed materials in some areas of instruction. More than is the
case with TPl and PLAN, this program makes considerable use of group
instruction.

OPEN CLASSROOM

Student self-direction is a very prominent aspect of the open classrooi.
Students normally choose their learning tasks {(though the téacher very
often intervenes to influence the choice of task undertaken). Learning
proceeds with a high degree of self-direction, with the teacher functioning
mainly as a stimulus and quide to learning. The open classroom makes
littie use of programed learning materials; sludents, more than in the
other plans, are expecled o structure their learning activities.
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EXERCISE 8 - ANSWER KEY {(Cont‘d.)

MASTERY

IP1

Mastery is formally provided for in IPI through having 2 set mastery
criterion for each learning unit, and through the use of pretests and
posttests to check the student's accomplishment of unit objectives. If a
student shows mastery of any unit objectives on the pretest, study of those
objectives is not required. If, on the posttest, the masiery criterion is
not met, the student is given addititnal study materials on the objectives
not yet mastered, then a further posttest is given.

PLAN

PLAN provides for student mastery in much the same way as IPI. Students
are pretested to determine their initial level of achievement. A posttest
is used to measure mastery of lesson objectives. If mastery of any
objectives is not shown, review or further work is required until the
mastery criterion is reached. Often, teacher judgment, rather than answers
to formal test questions, is used in assessing masrery.

IGE

This program sets mastery criteria for accomplishing iearning objectives,
and employs pretests and posttests to assess initial levels of performance

and performance after study. If mastery is not shown on the posttest,
further study is required. :

OPEN CLASSROOM

The description of the open classroom approach does not refer to the use of
mastery criteria, or to pretesting and posttesting. If mastery criteria
are set and made a basis for Jjudging a student's progress, it is because
the teacher decides to do so. Teacher judgment is relied on heavily in
assessing a student's work since formal testing is not 2 feature of this
type of program,
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Objective 12. Identify or describe an individualized program you would
recommend to a school district and justify your choice.

From your previous experience, as well as from study of this unit, you
have your own conception of what constitutes a sound program for
individualizing instruction. Perhaps you belié&e that one of the programs
described in this unit is the best approach, perhaps not.

In this objective, you are asked to set down your own view of what would
be a good program for a school system to adopt, assuming the district indicated
the desire to introduce individualized instruction. In addition, you are

asked to give your reasons for recommending the program.

Exercise 9

In this exercise, select the level of instruction--elementary school,
middle school, or senior high school-~for which you choose to recommend an
individualized program.

Next, either identify the program if it is one of those described in this
unit, or specify features of two or more programs you would combine intio a
recommened proéram, or describe some program you would recommend other than
those presented in this unit.

After fndicating or describing your recommended program, offer a
justification for your recommendation that would help a school system see the

merits of your choice,
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EXERCISE 9 - WORKSHEET '

Personal Pzcommendation for an Individualized Program

Directions: Indicate or describe the program of individualized instruction
you would recormend to a school district and justify your recommendation
by pointing out its merits and indicating why you consider it superior to
other individualized approaches.

LEVEL OF SCHOOLING {Check): Elementary - Middle Senior High

PROGRAM RECOMMENDED
Check if one of these: IPI PLAN IGE___ Open Classroom__ Nongrading_

Pregram Description {if not one of thé above) :

REASONS FOR RECOMMENDING THIS PROGRAM

Use back of sheet if more space is needed.
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. @bjective 13. State your view on the values for the student's intellectual
- and persor@l development of individualization, self-direction,
and mastery.

This unit has reviewed individualization, mastery, and student self-

direction as themes of the instructional program and has examined various

programs designed to place those fhemes in oparation in schools. This
concluding objective of the unit gives you the opportunity to state your
view--based on prior knowledge of these themes as well as on study of the
unit--of the values for the student of instruction that is conducted in
terms of these three purposes.

Assume that the three themes were effectively implemented in an
instructional program--perhaps the program you recommended under Objective 12.
What would you expect this to contribute to a student's intellectual

. development--skills, knowledge, competencies in dealing with academic and
practical tasks, interests, etc.? Also, what would you expect this would
contribute to the student's development as a person--values, attitudes toward
self, effectiveness in relations with others, etc.?

In giving your view, think of individualization as any sound approach
that suits instruction to the needs and learner characteristics of the
individual student. Think of self-direction in terms of the use of structured
learning materials, capabilities of planning and conducting independent
learning, or student teamwork in performing learning tasks. Think of mastery
as meaning that every student achieves a standard of excellence in whatever
learning tasks are undertaken.

Since you are expressing your view, there is no Answer Key given. However,
%ollowing the exercise, some suggesiions are given as to points you might have . //

. “included. ' /
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. EXERCISE 10 - WORKSHEET

Your View on How Individualization, Self-Direction, and Mastery
Contribute to the Student's Intellectual and Personal Development

Directions: On this page, state your view on how the three themes, if
effectively implemented, would contribute to the student's intellectual
development. In your answer, you can itreat the three themes separately,
or together. On the following page, give your view on how implementing
these themes would contribute to the student's personal development.

Ed

If effectively implemenied, how would individualization, self-direction, and
mastery contribute to the student's intellectual development?
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EXERCISE 10 - WORKSHEET (Cont'd.}

If effectively implemented, how would individualization, self-direction, and
mastery contribute to the student's personal development?
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‘ Suggestions on Values of Individualization,
‘ Self-Direction, and Mastery for the Student

The student's intellectual development

Individualization, through adapting the contents, methods, and pacing

of instruction to the learner, should greatly help each student reach

his intellectual potential. Individualizing the choice of learning tasks
should ensure that what the student works on is relevant to that student's
learning needs. Individualizing the selection of learning materials,
equipment, settings, and procedures should ensure that each student makes
effective use of learning resources. Allowing for-.individual differences
in learning rate would provide each student the time necded to complete a
learning task and to proceed to another task immediately upon cumpleting

a given task.

Individualization with mastery would ensure that each student learned well
what he studied, with several benefits from this: better retention, a
better foundation for further learning, and an enhanced interest in Tearning
resulting from experiences of success. !
Student self-directioy in an individualized program would give the student

a basis for proceeding with learning tasks without depending on constant
nelp from the teacher. Also, through learning how to employ self-direction,
the student would 9ain in intellectual independence, becoming able to

deal with learning tasks outside of school as well as in school without

. having to rely on others.
The student's personal development
Individualized instruction, by permitting each student to feel that the
Tearning task was his own, should enhance the student's sense of being an
unique individual rather than merely a member of the "human herd." Also,

the experience of being helped by teachers on an individual basis should
help the student develop a sense of identity and personal worth.

Individualization with mastery can be expected to enhance the student's sense
of competence and personal worth. Nothing succeeds 1ike success and many
students who would fail in traditional instructional programs, would now,
through having success with learning tasks, experlence learning as an
enjoyable experience.

Learning with self-direction would enhance the student's sense of competence,
lessen dependence on cthers, and produce feelings of confidence in undertaking
various tasks at school, at work, or elsewhere in 1ife.
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. POST-ASSESSMENT EXERCISE - UNIT 4

Directions: The purpose of this Post-assessment is to epable you and your
instructor to check your mastery of unit objectives after study.

It is not essential that you answer on this post-assessment those questions
dealing with objectives where you showed mastery on the Pre-assessment.

If you have difficulty in offering an adequate answer to any of the questions.
it is recrmmended that you review the material under the objectives those
questions invoive.

Your instructor may wish to review your answers with you, or to conduct a
group discussion on the unit based on the Post-Assessment.

Objective 1. Describe individual differen.es among students of the same age
in achievement, learning rate, Tearning "style," and interests.

Achievement differences .

Differences in learning rate

.

Differences in learning style

Differences in interests . _ ; ’,/

Opnjective 2a. Give a one-sentence definition of individualization.
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Ubjective 2¢.

-

Objective 3.

Objective 4.

Unit 4 - 138

What are several ways ('modes") in whicn instruction can be
conducted to take account of individual differences?

»

[ ]

i
&
- %

What steps should a teacher follow in planning and conducting
instruction offered an individua! student?

~

Justify student self-direction as a learning goal and as a
requirement for individualization.

/s

Describe three ways of having student self-direction in an
instructional program..
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Objective 5. This objective deals with your personal experiences. .It is not
appropriate for this Egst—Assessment:

Dbjective 6a. Define mastery-referenced instruction.

Objective gb. State the advantages for students of instruction based on
having all students master their learning tasks.

Objective 6c. State the advantages for teachers of instruction where al?
. students master their learning tasks. a

L]

\

Gbjective 7. State the requirements an instruciional program must meet if
all students are to achieve mastery of their learning tasks.

1

r

Objective 8. Evaluate homogeneous or "ability" grouping as a way of meeting
. ° individual differences among students.
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Objective 9. Indicate by checking below how well acquainted you are with each
of these approaches to individualization. H - highly familiar;
M = moderately familiar; L = low familiarity; 0 = unfamiliar.

H ¥ L 0

Nongrading {non-grade-level-advancement)

Cooperative teaching in Individually Guided Education, {1GE}

Open classroom plans for organizing instruction

Objective 10. Indicate by checking how_féni?iar you are with these two
programs for individualizing instruction. Use the same code.

H M L 0
Individué]iy Prescribed Instruction (IPI)

Program for Learning in Accordance with Needs (PLAN)

S

Objective 11. This objective, calling for a specific comparison of four
approaches to individualization, is not appropriatée for this
Post-Assessment.

Objective 12. This objective calls for a statement of your conception of
individualization and is not appropriate for thi, Post-
Assessment.

Objective 13. This objective also asks for your personal judgments and is
not appropriate for Post-Assessment.

Q
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. PRE- AND POST-ASSESSMENT EXCRCISE - ANSWER KEY

Explanation of Answer Key. Rather than giving complete answers to the

" questions in the Pre- or Post-Assessment Exercise, this Answer Key offers
you a basis for judging your answers by indicating key points you should
have included. Full Answers to the questions will, of course, be found
in the unit contents.

0bj. 1. Describe individual differences among students of the same age.

Achievement differences

Students at any age or grade Jevei differ from one another by several
grade levels.

For the same student, achievement level usually varies considerably
from one subject to another.

As students advance through the grades,the differ es in achievement
level bztween the lowest and highest students inci_.ses.

Differences in learning rate

The key point here is that slower learners may take five or more times
longer to complete a learning task than rapid learners.

. Differences in learning style

Different students require different materials, settings, and
methods for effective learning.

Examples of learning style differences: corcrete vs. abstract materials,
individual vs. group settings, aural vs. visual modes, teacher-direction
vs. self-direction.

Differences in interests

Here you should have noted differences in interests in various school
subjects, and differences in hobbies, social concerns, career orientation,
esthetics, sports, etc.

0bj. 2a. One sentence definition of individualization.
Your definition should have referred to planning and conducting instruction

of the individual Tearner in ways that take account of his learning needs,
achievement level, and characteristics as a learner.
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Obj. 2b. Modes of individualizing instruction.

. For an adegquate answer you should have included most of the following ways
of differentiating instruction from one student to another:

--- assessing the student's initial level of achievement

-~- diagnosing the student's learner characteristics

~== planning for each student rather than for a group

--- offering students individual help as needed

-~- assessing achievement of a learping task on an individual basis

Obj. 3. Self-direction as a learning goal and & reguirement for
individualization,

Learning to be self-directing is important because many times in life we
need to learn things without a teacher's help. Also, if we are not self-
directing we have to depend on others for answers to our learning needs --
acquiring new skills, learning about jobs, evaluating political candidatces,
etc.

Since a teacher cannot give constant attention to each individual student,
individualization requires that students spend most of their time "earning

[ -/) without inmediate help from the teacher.

0bj. 4. Three ways of having student self-directior, in an instructional
prograin.

An adequate answer should include tearning with the use of structured
materials, receiving help from fellow students, and being able to plan and
conduct leaming tasks independently.
Obj. 5. Mot included in the Pre- and Post-Assessment Exercises,
Obj. 6a. Definition of mastery-referenced instruction.
Your answor should have indicated that this calls for having all students
satisfy the same standard of excellence in performing a learning task they
undertake.
Obj. 6b. Advantages for students of mastery-referenced instruction.
An adequate answer would include these points:
~-~- better retention of what was studied
--- provision of a foundation for further learning in a subject

. --- better basie~for applying what was learned

--- contribution to feelings of competence and personal wort.
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. 0bj. 6c. Advantages for teachers of mastery-referenced instruction.
Key points to include would be:
--- freedom from remedial instruction
--- satisfaction from succeeding with all students
~--- improved relationships with many students
0bj. 7. - Requirements for mastery-referenced instruction,
These are critical requirements that peed to be met:
--- standards of mastery must be set for all learning tasks

--- students must be assigned tasks based on their actual levels of
achievement

--- students' lesson plans must take account of their individual learning

styles
--- students must be allowed different lengths of time to compiete their -
tasks
. --- teachers must offer students help with thel:r learning difficulties

--- f a student does not show ﬁastery of a task, further study must be
required until mastery is reached

0bj. 8, Evaluating ability grouping as a way to individualize instruction.
No method of ability grouping can produce truly homogeneous groups because
each student differs from each other in achievement from subject to subject,
or within a subject,as well as in learner characteristics.

Whole-group or sub-group teaching is the rule with ability grouping and
thus does not take account of individual differences within the group.

Students ascigned to low groups generally feel st1gmatlzed and are apt to
have less motivatlon to learn.

Objs. 9 & 10, With these objectives your judgment of how familiar you are with
each approach to individualization was the only answer required.

Objs. 11-13. These objectives are not included in the Pre- and Post-Assessment
Exercises.
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Training for Leadership in Local
. Educational Improvement Programs

’ UNIT EVALUATION FORM

Unit 4. Individualization, Mastery, and Student Self-Direction as
Themes of Educatioral Reform, with Related Innovations

Evaluation by - Date

Position Organization

Please give your reactions to this unit by checking and writing in your
opinions and recommendations. Returning this form to Research for Better
Schools, 1700 Market St., Philadelphia, Pa. 19103 (Attention: Glen Heathers)
will help us judge the value of the unit as well as aiding in its revision.

A. Your judgment on the importance of a unit.on this topic as training for
teadership in local educational improvement programs.

Check: Very High High Moderate Low Very Low
Your comments:

{ } B. Your judgment of the quality of the introductory section of the unit,
Check: Very High High Moderate Low Very Low
Your comments:

€. Your judgment of the adequacy of the set of wnit objectives.
Check: Very High High Moderate Low Very Low

What objectives do you recommend omitting? Why? -

What objectives do you recommend adding? Why?
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Check: Very High High Moderate Low Very Low

{ ‘ D. Your judgment on the quality of the unit contents.

Your comments:

-""ﬂ'
e

. Your judgment on the quality of the unit exercises.
Check: Very High High Moderate Low Very Low
Your comments:

. Your judgment on the quality of the unit pre- and post-assessments.
Check: Very High High Moderate Low Very Low
Your comments: ’

. Aboul how many hours did you take to complete.this unit?
. How valuable do you judge this unit to be for training each of the following
categories of educational leaders? Please enter the appropriate symbol.
H - Highly valuable. M - Moderately valuable. L - Low value
School system central administrators
Building principals
Curriculum coordinators

Field consultants of state education departments

Graduate students in administration or supervision

Other:
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