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INDIVIDUALIZATION NF INSTRUCTION:

THE ELEMENTARY SCHOOL

Introduction

Man is a vroduct of his heredity and his environment. Because of
hereditary factors transmitted through the genes, each man is more
like his fellow men than he is like other primates. Yet each man is
not like every other man nor is he exectly like any other man, There
are differences which are determined at the moment of conception,
differences which are then molded, shap=d and accentuated by the
environment. These are differences for which we should be thankful.
Certainly one of the characteristics that makes man man is his infinite
tendency tuwérd variety. Not only are there differences in color,
in body build, in visual gcuity, and in other physical features,
all of which when added together really add up to very little, but
there are also differences in the ability to think thoughts and to
react differently in similar situstions. Thess are diffevences of 5
major charecter because man himself, in the process of acting and
behaving, affects his own destiny. Because man can think, mar differs.
Men is a product of himself just as much as he is a product of
his heredity and his envirénment. He has a will and he has the capacity
to reason. He acts and though the acts may be forced upon him by
needs and drives somewhat beyond his control, as when some primal
urge moves him in to search for a mate, his eventual choice will be
determined by those characteristics which, his reason tells him, he

prefers in & partner.




Therefore, heredity, environment, and man himself, or at least
his conception of himself, all ccmbine forces to make him different
from his fellows.

It is really these differcnces we should be concerned with as
teachers even thoug!. we often try to act as though they did not
exist. Aside from their common humanness, about the only other thing
two children born or the same day at the same time have in common is
their birthdete. Wevertheless, we grou? pupils in school on the basis
of their chronologiceal age and then attempt to treat them as though

they were alike in all other respects as well.

Individualized Insturuction

If there are any two tonics about which more has been written and
less done, they are the two related tonics of individuel differences
and individualizaticn of instruction. We have wuch data on the extent
of differences. Pupils differ in their canacity to learr and in the
rate at which they learn. Cookl has shown that the range of mental
age scores of a group of entering first grade pupils will be from
L4 years MA to 8 years MA, il the.unper E%Uand the lower 2% are excluded.
Including those at the extremes would meke the range even greater.

By the time these pupils enter the seventh grade the range for this
"middle" 96% will have increased and the range will be from 8 years MA
to 16 years MA. Thus, the need to nrovide a varied program becomes

greater as pupils nroceed through school. Good teaching should increase

the range of achievement in a class. It should not decrease it!

lcook, Walter C., "The Gifted and Retarded in Historicel Perspective,"
Phi Delta Kappan, 39:250, March, 1958.
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A secnnd grade teacher will strive to make sure that all of the
pupils in her room comvlete the second grade reading vrogram by the
time the schocl year ends in June. If they do not, she may regard
herself as having failed or, worse yet, blame the pupils and label
them as failures by retaining them in the sSecond grade unother year.
Such an attitude evidently is based upon the belief that it is both
desirable and possible for all children to arrive at approximately the
same levél of achievement after a veriod of instruction. Instead of
searching for methods whereby individual punils cen be taught differ-
ently, such a teacher apmarently believes that it is nossible to find
a method whereby it would be mossible for all children to learn ebout
the same amount and‘at the same rate. The preponderance of evidence
suggeststhat what she wants is not desireble even if it were possible,
Ohly poor and inadequate methods result in uniform rates of achievement.
If the nupils all do complete the program in second-grade reading
during the year, one of two conditioﬂg may have prevailed during that
year. It may be that the program is so easy that even the slow pupils
cannot help but comvlete the program satisfactorily. But, if this is
the case, then the average and bright pupils must have been bored to
death. They could have gone on to much more difficult materials at
a third or fourth grade level of difficulty. If they were not permitted
to do so, the teacher and the n»nrogram have failed. On the other hand,
the materials meay have bz2en more difficult and tne teacher may have
devoted so wmuch time and ef'fort to the slower learning wupils in the
class, in order to bring them to grade level, that she neglected those

at ‘the upper end of the scale. Aga.n, those bright children could have
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gone much farther but since the teacher's efforts were directed toward
t¥inging the glower learners up to grade level she had no time left
to take the bright beyond grade level.
Yet, paradoxically, it is the orimary teachers who usually do
the best Jiob of »nroviding for differences. More sub-grouping within
the class, especially in reading, is found in the primary grades than
elsewhere. Primary teachers nrovide more time for individual help
and in general seer to be more concerned with individual »upil neceds.
As the punils move into the intermediate grades and the range ol
differences beccmes greater, fewer and fewer wmrovisions are made for
these differences. Teachers are more ant Lo use a singlz-textbook
approach although it is inevitable that the te=xt will be too difficult
for some and will be lacking in challenge for cthers. Even in those
intermediate grade classrooms in which teachers may be using small
groups for the develommental reading program, they will often continue
to use a single text in science or social studies. It would seem .
obv£Ous that if it is good practice to group nupils for reading, it is
a mistake to have them all use the same text for social studies.
Teechers do, of course, recognize the inability of many pupils
to read the malerial in the text but often resort to such inefTective
techniques as oral reading in which punils talke turns réading aloud
the material from the text. The assumption is that the poorer readers
will at least zain something from hearing the material read and may
thus be encouraged to narticipate in class discussion following the

reading. The trowble is that this procedure reduces the assignment

O
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to the level of the lowest common dencminalor in the class and ¥ills
the interest of both the bricht students and the slower learners. In
addition, such a procedure lcaves liitle room for the develonment ol
process and inquiry skills nor do the nupils !.ave the opportunity to
develop research and language skills in a meaningful way. What is
needed, of course, is a large variety of materials of different levels
of difficuliy. A school would be well advised, if it is the desire
to provide for individual differences, to take the money that would
be sment for workhooks in the social studies, for example, and use
this money to add books to the school or classroom library.

Many, perhaps most, of the changes and suggestions fér change
in elementary school organization, curriculw: and teaching methods
have had individualization of instruction as their focal point.
Some recent (and some not so recent) mroposals have been general
ability grouping, departmentalization, the dual progress school,
the nongraded school, team teaching, flexible scheduling, unit teaching,
nrogrammed instruction, process approaches, inquiry teaching, indivi-
dually prescribed instruction, wultiage grouping, individualized
reading, computerized instruction, and the list could go on and on.
The viewnoints represented by these terms are by no means identical
and in some instances are quite diverse as, for example, general
ability grouping and multiage grouping. If all were placed in scme
vast curriculum hownper and shaken down in an effort to screen out the
differences and arrive at common characteristics, it would probably
be found that the only sieve that all woul'. go through would be one

lrbeled "attempts to provide for individualized differences."

ERIC
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o
As can be seen many of those listed do not revresent particularly

new ideas. Many can be used in the graded school or in a self-contained
classroom just as well as they can be used in newer organizational

nlans. "Socme 40 ren~resent radiczl departures frcm tradition. The

nongraded school is an example of one mucrh break with the past.

Patterngd and Uhpatferued-Anproaches
 It is possible fd;:purposes of discussion té identify two
differing points of view concerning how nrovisions can best be made
to individualize irstruction in the“elemenfary school. We might call
one approach pat@ernqg and the other unnatterned. 'In actual practice,
teaching methods seldom fall into one category to the exclusion of

the other, but nrocedures used in a school maey lie someplace in between

and may exhibit characteristics of both.

The Patterned Avorgach

Thosé who advocate the mnatterned aéproach emphasize that there is

. a logical, inherent, »redetermined sequence within a subject. They
believe that if is necessary first of all to.determiné oﬁjectives Toxr
the curriculum in terms of subject matter, to identify basic concepts

in some logicai order, un state“the objectives in béhavioral terms and

- then make some determination as to'how instruction.may be in@ividualized
within this ordered sequence. Such a procedﬁré usuélly involves consi-.
‘derable testing to diagnose where aléhild stands-in relation tg the
curriculum that is to be taught. Once this is knoﬁn, the teacher may
make assignments or develoo prescriptions appropriate to eaéh pﬁpil and

move each through the curriculum at his own rate.
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The common develonmmeniel reading nrogram centering in a ceries of

-

basal texts and aSSocigted materials is an exampnle 87 an early attempt

to atilize this annroach. Réading skills 7ere identified and ordered

from those that were supnosedly simple to tHe highey levcl more com-

plex skills. The program was then suverimposed on the existing age-

IS

graded achool and certain skills- became grneeciato>d with work for
different grade levels. Educators and teachers, who recognized that
children differed in background, versonality, and learning rate, P

attemnted to devise ways of moving children through the wmrogram at _
: 2 . )
different rates. The usval nractice was, andnétill is, the use.oi
three subgrouns within the clasérbom composed or thoselfﬁo could move
fépidly through the work for a grade, those who could noﬁ me-e éuitc
so fast, and those who could only mové slowly. The wrogram became so
aénociated with grade levél standards, howevér, that these attémpts

at individualization were herky-jerky in nature at best and a fraud

at worat. Even though attetnts were made to teach pupils according to

‘their reading ability within a grade, each grade seemecd to be regarded

as an entity of-its own having little or no relationshin to grades
tefore or after. If puprils in the slower moving subgroups did not -

meet end-of-year gradz level standards, they could be retained and
. N "o "f' B
doomed to go through the same waterial a second year

To overcome the inadequacies of such a system, attempts have been-
mede to organize the reading nrogram around smaller groupings of skills,,
) . o : . B
called levels.. The total reading program in an elementary school may

be divided into fifteen or twenty levels, and pupils move from one level

R Y
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to anothier as lhey Sinist the work in one and become, ready for the next.
I a nupil is moved througin the levels at his own pace, and eaclh: teachen
tekes each child at ihe level she “inds Iim at the beginning o7 the
school vear and permits im to move fror thai poini, then the level
concent can make & contribution to the indiyidualization of insiruction.
As such, the notion of levels has been used_extensively in nongraded )
schools, but it may add little to the wnrogram in a graded school if
retention in grade continuves to be nracticed in the school.

As they are usually found withia Lhe schogl}the recding nrogram
organized around a series of basal readers and the reading ovrogram
organized around a series of levels are both examples of a sequenced
or natterned curriculum develoved along subject maiter lines. The
program is "individualized" by moving ounils through it at different
rates. -

Other examples of natterned anproaches would be some nongraded
schools thrat place considerable emphasis unon levels, individually

nrescribed instruction, most departmentalized schools, and schools

that use general ability grouping. .

The Unpatterned Awprosach

The second, or unnatterned annroach rejects the idea that
learning nroceeds in an even, orderly sten-by-step nrocess. Further-
more, this approach takes the position that it is foolish to assume

that any narticular arrangement of steps or levels is aopropriate for

all children, even if an attemot is made to vary the rate of vrogress

RIC
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through the siens. Tt is assumed that the sequence and nattern of
learning are in the child, not ir the subject, and that the intexests of
the »unil should be used in determining what should be taught. The
unnatterned annrca-h ofter emnhasizes sélf-reilection and self-actuali-
zatior. on the oart of the »oumils. It is the resnonsibility of the
teacher t> provide a stimulating environment, to vrovide a variety of
materials, bto guide the chi.dren, and heln them learn 2ow to nlan,

make decisions, and evaluate. The teacher should be a skillful
questioner., He should heln nuvnils clarify »urmoses and state problems
well.

It is the teacher's role tc encourage self-direction 2. indeven-
dence nrt the mart of each learner. The nunils should learn to take
aver more and more resoonsibility {or their own learning and pursue
marentheir own individual interests. The teacher will hold conferences
with individuals and small grouns and:there wi%l be occcasions when the
entire class will meet as a groum, but there wiil be much inderendent
study and small groun work with ihe teacher moving from puoil to
pupil.

Entirely consistent with this ammroach is the notion that part
and parcel of individualizaticn of instruction is heluiﬁg.children
learn to think {or themselves. The more the teacher can do to stimu-
late the child's natural curiosity and to encourége independent
thirking, the more canable all ounils will become at working Qgt
solutions for themselves. Isn't this what individualization of

instruction is about after all?

ERIC
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Most schﬁoiing tends to stifle thé vital, internal curiosity that

is natural\ip;chilaren. T, order to leérn, we demand that they conform.

Instead of énéburagiug'individual initiatiye,schbél curricula, especisally
the patternéa;sﬁ}gdiﬁred'nrograms, ténd to try to fit evéry child to
the same pattern. we “re not really nrov1d1ng for individual differences

i all we do is vary the rate at whicb chlldren move through a constant

o

curriculus. . ‘v.-;” . .

~ John Hol% asks-ﬁhht hannens'tb_the extraordinary capacity for
learnlng and 1nte11ectual growth that the pre-school nossesses and

R POy S

then‘answers his own questidqs.

_ "What happens is that it .is)destroyed, and more than by eny
other one thing, by the process that we misname educetion -
a nrocess -that goes on in most homes and schools. We adults
destroy most of the intellectual-and creative capicity of
children by the things we do to tkem or make them do. We
destroy this canacity. above . ;all by maklng them- afraxd afrald
of not doing what other. peonle want, of not nleas1ng, of making

: mlstakes, of failing, of being wrong'"‘ Come
' Latef on he edds: . B 'f .
"It is subject ratter that makes some learning more -

valuable th_t others but the spirit in which the werk is
~done. If a2 child.is doing the kind of learning that most
childrer dc¢ in school, when they. learn at all-swallowing _ ,
words, to snit back to the teacher on demand - he is wastlng ¢ N
" his time, or rather we are wasting it - for -him. - This '
learning will not be permanent, or relevant,,or useful.
But a thild who is learning .neturally, following his . ;o :
curiosity where it leads htm, adding to his men$a1 mode oy o .
of reality whatever: he needs and can find a nlace for,
and regeétlng_wlthout‘fear or guilt wha* he does not .
need, is growing - in knowled§e, in the love of learning-
and in the ability to learn." }

\

-

. - . ' B
hd . . -
.

-

%Holt, John, How Children Feil, New Yérk: Pitman Publishing
' Corporatlon, 190h »n. 167. . e

 3Ibid, p. 178. L oo - e
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The ideas of John holt are much closer to the unnatterned anproach
to individualizing instruction than they are to the natterned. Anouther

concent that is close to this a»nroach is muliiage grouning.

It is possible to develop a curricalum that is more structured
in some subject areas than in others It is not at a2l1ll unusuel to
find that the readin~ and mathematical nrograms are highly organized
with the skills in these subjecis presented in & deTinite order. On
the other hand, the social studies program mal be organized much more
loosely with the punils given many more oonoriunities %o engage in
nlanning and the content may be based much more un on the exnressed
interests of the children.

Within the field of reading some annroaches may be more highly
orgéﬁized than others but all tend to have some degree of order, and
all nunils go through the same r.ogram but at different rates. Witness
the emnhasis placed unon concepts o 'developmental reading' and
"readiness' in most reading programs. The first term assumes that
all g;owing children vass through stages in their nhysical, mental,
emotional, and social gfowth and that the various skills in reading
can be ordered ard related to this '"normative"” srowth vattern. The
secénd term assumes that children will not go through these steges
at the same time or al the same rate and that it is.necessary for the

teacher to identify the desree to which each punil is "ready”" for the

skills that are associated witﬁja varticular stage of develomment.
The teacher should nace the child's progress through the program at
a rate that is commensurate with his ability or his readiness to
profit from the program,

ERIC
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An examnle af a more highly structured and organized progrem would
be a program develowned with e basal reading series as a core. Such a
"brogram may tend to be more inflexible:and.make fewer vrovisions for
individual differences than does thé "exgeriehce reading" nrogrem.

Pupils enter, nass through, and graduate frég—schools. The organi- |
zation o7 the schoo} te facilitate the nassage of children through
it is referred to as the vertical orgeanization of the school. Several
plans for the verticel orgenization of the el§§§ntary scbool have R
been developed.- The two ﬁost common are the graded school aﬁd the
nongraded school. At any given iﬁstant in time nupils will bezdis-
tributed throughout the;schobl within the various teaching sﬁations
of the school. This is the horizontal organization éf £ﬁé schéol.

Any discussion of individualization of instruc{ion will includeﬂum
descripticn of some topics that refer to the vertical organization o

o' the entire school and some topics that refer to what goes on in.

classrooms with particular groups of ¢hildren.

Vertical'Organization and Individualization of Instruction

The traditional nlan for the verticael orgenization of the_elementéfy
school has been and still is the éradedﬂschool. Advaﬁtages of this plan
of organization are:

1. It is traditional and therefore understood and accented by
the public and by teachers.

_2. Most of the waterials of instruction that have been develowed
to-date have been developed with the age-grade structure
of the school in mind.. K Thus we have graded textbooks, graded
courses of study, and sb on, ' & :
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Disadvantages o7 the graded school:

1. The graded standards that have developed over the years have
tended to become the objectives that all punils have been
exnected to achieve.

Teachers -have tended to teach for the "average" pupil within
each grade and »rograms have been too difficult for the slow
learnsrs and lacking in challenge for the bright. Individual
differences among learners often have not been nrovided for.

r

3. Pressures on all pupils to reacﬁ what are inevitably imwossible
goals for some have resulted in aliemnation, disinteresc,
school dronouts, or emotional unset.

Aé more and more information_was brought forfh doncerning the
growfh'énd develobhent of children and as mcre and more was.discovered
about how human beings learn, there developed at the same timz a feeling
that tﬁé-age-graded elementary school with its self-contained class-

- rooms was not the best vehicle to be used to facilitate learning.
Several practices developed in the graded school that were inimical
to the idea of individualized instruction. One of these was an over-
emnhasis on rigid standards per grade coupled with the use of marks
as incentiYes to get pgvils to achiéve. Another, éfteﬁ resultirg
when the standards were not met, was nonpromotion or retention in
grade for a second &ear. Thus schools tended to set up a situation
that waé intolerable and could only result in aliemation or emotibnal
upset. When impossible gqals are,established.and at fhe same time |
strong“moti&ation is nrovided to reach these goals, the result can
only be stress, strain, and anxiety. |

Antoine de Saint Exupery hes stated the case in Flizht to Arras.

S "Here is a runner engaged in the race of life ageinst other
runners of his owm class. The starter fires, the runner springs
forward - and he discovers .that he has a ball and chain attached
to his leg. C ' '
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He gquits.
'The race doesn't, count,' he says.
"It does thougrn, it does!' you wrotvest.
.What are you going to tell & man tv make him nut his heart
into a race ubat is not a race?

- The "Nongraded Element&ry School

.~ One answef to the criticisms of the graded school was the nongraded
school. A separate monogravh in this‘series is devoted to the nongreaded
or continﬁous nrogress échools,uthefefore, they will not be described
hero. |

4A noint that should be emphasized is that it is oot neafly as

ouch the form o school organizalion as it is the spirit of thé teacher
thgp counts. It is nrobably true %hat the nongraded school organization
dcestmake it easier for & teacher to provide an gducational program
nore suitoﬁ:forfhe neéﬁs’of iodividual oppils; Nevertheleég} é teécher
* who beiiévos;wholeheartedly in the necessity for teaching different
chiidren differently can and will make such provisions even though

“0.18 teachlng 1n a self contained classroom in & graded ctructure,

ond te may. be more successful than hlo brother teacher who thinks

more tradltlonally even chough the latter flnds himself- teachlng in .
a nongrgdéd school. Indeed, the self-contained'CIassroom can be used
_in maﬁi ways‘to facilitate good teaching and can bé adapted to the
'nongreded school as well as the graded school. One advantage Of the
selffco?toined classroom is the possibility_for flexibility in |
soheduling.; A single teacher workiné‘with thé same group of punils
‘can ofganize tée program in about any way'hc sees fit. If he wishes

to Sﬁend more time Tor social studies today he may do so and make up
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“he time taken {rom arithmetic tomorrow, ir such would be annronriaie,
I” he wishes to snend ihe entire mérning with the class on a i'ield

trin, plans can be made without disrunting thevschedules of other
lteachers and punils.

A second advantage o7 the sel”-contained classroom that is some-
times nepglected in other iymes of school or clessrocm organization is
the oponortuniiy nrovided Tor the integrated teaching of language skills
with the other school subjects The 2bility to use the English language
with Tacility is not develomed by endless drill on its nunctuation,
its conventions, or iis syntax. Proficiency in exnressing ideas well
in either snoken or written mode comes a&s & result of practice in doing
Jjust that in a conftext that is important or that has meaning Tor the
nunil. Such context can be found in science, social studies, reading
or other content areas. To atitemnt to teach language skills avart from
such context can only result in inadequate develomment of the skills.
The teacher in the self-contained classrocm has many ovpportunities to
teach language skills in context. Punils can make up individual smelling
lists based uvnon words they have missnelled in written work in other
subjects and the teacher can be ;ware of their needs in snelling based
unon his observation of their work. In the same fashion language

:
exercises can be based unon observed weazknesses rather than umon a

sequence in a languare arts textbook thaﬁﬁpupils are nut through whether

theyv need it or not.

) /
. ' /
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Individually Prescribed Instruction

Not all progrems fit nicely into either & vertical or horizontal
category. Individually Prescribed Instruction (I P I) is one of these.
Essentially, it is a nlan whereby instruction may be completely indivi-
dualized in four subject areas: reading, science, spelling, and mathe-
metics. Other subjects rre oresently taught in traditional weys although
plans are being develoned to apply I P I to other subjects. An indivi-
dualized program suited to ¢ech pupil's instructional needs is planned
and immlemented in each of the four areas. All of the punils may be
working at different levels in any one subject, and any particular
nupil may be working at a different level in one subject than he is
in another. Purils move through the programs at their own rates.

In developing I P I programs, it was necessary to develop a care-
fully sequenced and detailed listing of objectives for each subject
These objectives were stated in behavioral terms. Within various
sequences or topics subsequences of related objzctives were placed
together in units.

Testing is a vital part of the I P I program. Flacement tests at
the beginning of the year indicate each student's position in each
subject and indicate the unit at which he should start. A unit pre-
test is given to locate n1is particular needs within the unit. ©On the
basis of the diagnostic pre-test the teacher begins to write indivi-
duel prescriptions for each student. These include procedures he is
to follow and materials he might use. The final exercise in each

nrescription is called a curriculum embedded test, over what he has
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completed, If he completes this satisfactorily he may proceed
to the next prescription covering the next skill., A post-test
is given at the end of each unit, If the student passes he may
procesd to the next unit. If he does not he is given additional .
prescriptions in the old unit until he can pass the post-test
with a score of 85%.

The writing of daily prescriptions for each pupil is the
heart of the teacher's role in an I P I program. To do this
teachers have the assistance of computers and teacher aides.
‘Computers are used to collect, analyze, and feedback data. Such
a retrieval system places at the teacher's fingertips a full
record of each pupil and makes the job of prescription writing
easier,

I P I utilizes materials-that have been developed specifically
for the program, but it also utilizes any commercial materials
available that can be used to help pupils attain the curriculum
objectives. It is important fo: the program that a variety of
materials be readily available fir use in writing and carrying
out individual prescriptions, Tac program makes use of a
variety of wmedia--teacher prepared worksheets, textbooks and
library materials, listening centers with tapes and headsets,

8 mm cartridge films, filmstrips, or any and all available
v2aching materials, »

Pupils may be grouped for instruction or assistance if they

have similar needs. The teacher may assemble small or large




18
groups to present new ideas and processes. The groups comej
together for the short term only ancd when the purpoac for which
the group has been called together has been accomplished the
group ceases to function,

Advantages:

1. I P I appears to be the closest to a truly individualized
prograin of the patterned type for group instruction that
has yet been developed.

2. Teachers must be aware of the needs of individual pupils
in order to write the best pupil prescriptions. Teachers
must accept each child where he is.

3. The program appears to permit schools and teachers to
function more nearly in accordance with principles of

child development and learning than do other programs.,

Disadvantages:

1. The program is expensive, It has been estimated that
I P I costs from $37.00 to $115.00 more per pupil, des
pending upon the gquality of education already offered
in a school.

2. It appears to meet the necds of bright children somewhat
better than it meets the needs of the slower learner.

3. In order to adequately carry out the function of developing
individual prescriptions, access to a computer is ap-
parently necessary.,

4, Sowe retraining of teachers to work in the program will

be necessary.

Horizontal Organization and Individualization of Instruction

In order to provide for individual differences it is best
to try to group pupils of like ability together, or should pupils
who are guite different in interest and ability be placed in the

same classroom? Can the individual needs of pupils hest he met
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in classes that are grouped homogeneously or in clesses in which
heterogeneocus grouping is practiced? There is no clear-cut
ansver. The approach that a teacher may wish to use will be
based more upon his values and his philosophy than upon any hard
rvidence as to which approach will yielq the best results. School

and classroom practice will be found to vary from general ability

grouping on the basis of intelligence test results, on the one
hand, with those pupils at the upper end of the IQ score range
in one room and those at the lower end in another room, to

multiage grouping with pupils whose chronological ages differ as

much as three or four years placod in the same room.

Educators who use general ability grouping assume that there
is a positive and fairly high correlatinn among traits and
abilities and that a pupil who does well in reading is gquite
likely to have the aptitude fo do well in mathematics as well
as in other subject arec-, Therefore, they feel there is jus-
tification in placing pupils of like sbilities in the same room
in order that the teacher may be better able to develop a prog%am
that willi be more suited to their individual needs, These ed-
ucators would argue that the most practical way to individualize
instruction is to place pupils together who are alike in ability.

Those who believe ability grouping is the path to individ-
valizing instruction sée this primarily as a convenience for the
teacher., The teacher needs to have a group of pupils who are
as nearly alike in ability as possible in order that all may be

doing the same or similar things.




20
This does not mean that the program will be identical for

all. A class of bright pupils may engage in a variety of science
projects, for example, The entire class may also be working in
more difficult materials in reading but each child way be reading
books along his own line of interest. Social studies projects
may be an important part of the curriculum and committees may
be at work in unit activities, What is different is that segre-
gation is practiced, not on the basis of race or color, not on
the basis of sex, but segregation by reason of intelligerce.

at the other extreme, multiage grouping is also justified

by its proponents as the best plan to develop the individuality
of pupils. They argue that if a teacher really wants to indi-
vidualize instruction a multiage group with its broad range of
abilities is the best plan of organization within which to do
so. The teacher can utilize the variety of interests and skills
to provide a broad spectrum of activities within the classroom,
Pupils can learn to plan with one another. They can learn from,
with, and about one another. They can attack a topic from many
angles., There can be a variety of materials and a variety of
pfojects. The sequence and pattern of learning is in the child
rather than in the subject matter, According to this view it is
not possible to predetermine a sequence that would be appropriate
for all learners., Grouping pupils by ability or according to
achievement levels is contrary to the idea that the individual

should be prized for his uniqueness. What is necessary is to
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help each child learn how to develop his individual talents to
the fulles*. To do this he will need to develop certain skills,
but he will also need to learn how to plan and evaluate and to
leafn how to attack problems and make decisions.

While it is possible to use either general ability grouping
or to practice heterogeneous grouping in a multiage class, it
is more common to find teachers using heterogeneous grouping.
The teachers who believe in multiage grouping also tend to believe
in a non-patterned program and that pupils of different levels
of intelligence can learn from one another. They usually believe
that in a pluralistic, democratic society it is wvitally import?nt
that people who have different abilities and interests. cowe to
respect, undc.rstand, and appreciate the diiferences of ofhers.-
They believe that such understanding will not come if pupils

are segregated in different classes on the basis of intelligence.

Providing for Individual Differences in the Classroom

The ability of>the learner tends to be related to particular
subject areas, That is, one pupil way learn rapidly in reading
but that same student mey learn mathematics more slowly because
of lower mathematical aptitude; therefore, adaptation,of teaching
wethods and materials needs to be mide for individual pupils
within different subjects; Children learn best in an atmosphere
in which they can be active thinkers and doers. ILearning is
never a passive; receptive act; it invélves the students in .3is-

cussions, projects, and other activities,

&
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Pupils in the classroom will engage in a wide variety of
activities; planning and discussion, using audio-visuél materials,
reading, arranging exhibits, writing leiters and reports, con-
structitg plays, singing. working with maps, finding information
in reference materials, playing incoor games, working with pro-
grammed materials, painting or using pther art media, engaging
in scienpce experitents and demconstrations. Tlexibility of
equipment and space uill be needed so that students work indi-
vidually, in small groups, and in large groups.

Since pupils differ in their rates of learning, all of the
materials will not be used by all of the pupils at the same time
but will be used by different pupils at different times. This
in turn weans that many different materials will be in use at
the same time by individual pupils or by pupils working in small
groups, |

Primary grade pupils are not particularly uonscious of subject
matter designations nor is there any need that they should be,
Children bring to the classroom three resources that are char-
acteristic of their growth and development. ¢ These resources

1 .
are curiosity, energy,.and play.* These are regcurces that should

be utilized to facilitate learning., It is the wise teacher who

hM.orse, William C. and G, Max Wingo, Psychology ahd Teaching,
third edition, 1969, pp. 120-128.




takes advantage of the natural curiosity of pupils, who realizes
that enevgy is soumething tg be creatively channeled inte proper
avenues for learning, who uses play activities as an educational
technique.

Primary pupils are not aware, necessarily, whether an activity
is a science lesson, a social studies lesson, or a lesson in reading
or arithmetic. If properly handled, the activities in which they
engage suould be interesting and exciting to them precisely
beceuse they are learning something that is Jimportant to them at
the mement,

For example, first graders are bothered by an overabundance
of green algae in their aguarium, They discuss why this is
occurring, look at books that +tell thewm about aquariums, ask
at home, or consult someone in the community who might be able
to help them. They learn thattoo much direct sunlight will promote
the growth of algae, and they come to the conclusion that the
tank should be cleaned and moved to another location in the class-
room, This initial problem may lead to further study of how the
aguarium can be kept in balance and to a study of the kinds of
plants and animals that will accowpliash this.

Most activities in the primary grades bring together in an
integrated program concepts from mar- areas, The pupils may
not be aware of the longer term objectives, but the teacher is

very much aware, She realizes that it is important that the
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pupils develop reading, writing, and speaking skills; but she glso
realizes that these skills are not developed apart from some content,
Language skills, as a prime example,‘do not have "content", We
dqn't‘speak "speaking' or write‘”writing“ or read'“reading”rbut
when we- speak or write or.read, we must speak or write or read
about'somethiﬁg. Therefore these skills must be devéléped around
some content, whether the cbntenf be tri&iél or profound. Since

it would seem to make sense that the content should be more profound
than trivial, moét teachers attempt to develop the language skills
around activities igusubjecg\areas that do have content such as
science: soéial studies, heai%h, ;r literature. It is important

that science and socia;{studie' concepts be introduced in the primary

h
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and intermediate grades for théir own sake., However, it is also

¥
{

important that they are taught{at this level because they provide
an essential vehicle for the adequate deveioément of the language
skills., , s - |

One more examplg may be given, A group of secog@ grade pupils
is engaged in a, study of "The Dairy," Many ygungstersimay already
have somé rudiméntary knowledge of the source and production of
milk. ”Tﬁéy may have sqme knowledge of a dairy farm, but they
will know very little ébout the~product%gn and distribution of
such-a.perishable commodity. In the course of such a study, 2
trip to a dairy farm may be in order, . Pupils may examine maps
to seé vhere important dairy-producing regions are locé%ed. They

may cven construct crude maps of the local community to locate

& .
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milk processing plants, dairy farms, and retail stores, They
nay learn about the various kinds of milk products and ways of
processing milku-whoie, powdered, skim, half and half, ice cream,
cheese, etc, They begin to understand pasteurization and the
health values of milk and a balanced diet., They may learn that
other animals are used to produce milk in some other countries
and locate these places on a globe. They may learn of a whole
host of occupations associated with milk productior. and dis-
tribution,

In the course of this study, they will have had many occasiens
to examine books to learn more about milk, They will have done
research, written letters thanking farmers or dairy owners for the
opportunity to visit, developed charts, pictures, booklets, and
maps, They will have viewed films and filwmstrips or listened to

tapes or recordings.

Reading

Much of the reading program and many reading skills will be
deveIOped in a functioﬁal p;ogram. However, it is still necessary
to have a formal program of developmental reading skills,

The traditional approach has been to organize small groups
within the class, DPupils are assigned to these groups according
to an éppraisal of their general readiné ability. Consequently,
students who are achieving at one level will be assigned to
onevgroup, those pupils who_are achieving at another level to.

another group and so on., While the teacher is working with one
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group, the rest of the class will be working on other things.
They might be working at individual study carrels using programmed
readiné materials or engaged in library reading in the reading
center. Another small group could conceivably be working on
science or sncial studies projects at some other place in the
rooms

The small group approach to reading has been widely used.
Usually one or more basal readers are an integral part of such
a program., Different groups proceced through the readers at
different rates,

Such an approach is an attempt to provide for individual
differences, but it hac certain limitations. 1In its best form,
the grouping is flexible, A child may be assigned to a group,
not as a permanent assignment, but on the basis on his needs.

If he lacks phonic skills, he may temporarily join the group
that is working on these skills. I, however, he excels in
his reading achievement, he may be changed to a different group
which reads wmore rapidly.

However, teachers do not always use achievement groups as
they should be used. When they are poorly used, achievement
groups fail to make adequate provision for individual differences,
A limitation is the tendency for these groups to become permanent;
Consequently, the child remains in the group regardless of his
emerging abillties, A second limitation of achievement grouping

is the tendency not to permit pupils to go beyond the grade
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level in reading. All pupils in a third grade are confihed to
a third grade reader. The spread of ability in most classrooms
i8 not confined to one year, but usually extends to a spread of
four years and beyond. If individual differences are really
being taken care of* some pupils will be far beyond the grade
reader into more difficult materials, while others will be con-
centrating on simpler skills which they have not mastered.

As John Goodlad and Robert Anderson put it:

To expect two children, who begin their school careers
several years apart in readiness, to be at the same place
several years hence is to do an injustice to both.2
The ultimate purpose of any reading program should be to

encourage pupils to read. It is not enough to teach pupils- how
to read, we must alsc get them to read. A reading program that
develops skill in reading 18 only half a program if the pupils
have nothing to read or have no interest in books. Students
must have an opportunity to experience the joy and excitement
that can come from reading. In large part, this opportunity
comes through the functional reading done in science, aocial
studies, literature, etc. There must also be the additional
opportunity for free or recreational rsading. A school should
have an instructional materials center at the heart of its
instructional program, Each classroom, however, should provide
some space for a bright, inviting reading center or library corner

with displays of books and a place to sit and read them.

5'Goodlad, John I., and Robert H. Anderson, The Nongraded
Elementary School,
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Social Studies

Much that applies to social studies, science, and .cther aubJeet
areas has already been described. In the elementary school much
"reading" is taught in the ociul studics, and concomitantly
social studies is used tc develop reading skili. The same couid
be said of language arts or ~ommunication skills. Language skills
in the past have been tuurht m.ny tines in a rote, mechanistic
fashion apart frowm any ronl con 2no abid devoig of any real
purpose as far as the learncrs ucre concernzd.

A program that is concerned with individual development
within the socizl studies prograon cannot te limited to assign-
ments in a single basic textbook. A range of abilities will
exist within a classroom, Socome pupils will not be able to read
the text successfully. Some will find it lacking in challenge.

If we wish pupils to develop research skills and thirvk critically
about problems, they must b2 brought into contact with a wide
variety of materials and ideas. They must learn to compare,
contrast, and evaluate ideas.

Pupils learn by becoming invi :ately involved in topics and
problems that are of concerm to “hem. They learn thrrugh inductive
procedures of discovery snd inquiny under the guidance of the
teacher. Too wmuch of cvi cduca™i~n nne cencisied of imposing
concepts freom the top dewn rothes than Faving them ewerge as

a result of natural intercsv snd native curicsity.
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A program must include a variety of activities, Some pupils
will be doing individual research, others will be working in small
groups, perhaps preparing for panel dis3:ssions or debates. ther
groups will be previewing films or listening to recordings. Pupils
follow ocut their individual interests and share findings with the
class.

Cne common plan for organization for instruction in social
studies is the unit, Space does not permit a detailed description
~f the unit, but much has teen written on unit organization and
the reader will not lack for abundant references.

A unit may be considered as a series of related teaching-
learning experiences developed by pupils and teacher together,
carriel out over a period of time, and focused on & central tnpic,
theme, or problem, The term "unit method" is sometimes used,

This is really a misnomer since the unit is not a method but a
way of organizing for learning., Many methods imay be used in thre
course of the development of the unit, Since it decs lend itself
to a wide variety of procedures, the unit is an excellent means
for individualizing instruction. As has been pointed out earlier
pupils may engage in a number of activities. They may learn to
plan together; they may work individually or in small groups;
trey may engage in research and use reference materials; they
may interview or write letters for information; they may plan

and carry out numerous projects and activities; they may share

infornation with other class members through discussions, reports, -




vanels, talks, plays, they may lea.n to state problems on which .

they are wocking with clarity; they .ray learn to evaluate what

they have done.

Science

that is true for -eading and social studies also applies to
science with additional requirements ['oc adeguate space for ore=-
paration of demonstrations and expeciments. The science prograu
comes alive in aquaciunms, science its, :icroscopes, and exver-
inents. Ocience is »articination and doing. Science is obscrvation.
Science is an attitude and a method. 1. the only way nupils a.e
exposed to science in the elementary school is through ceading
about it in a textbooi:, that elewenta.y school will have iénored a

fundamental law of learning that is wa.ticulacly true in science- -

namely, children lea:n and enjoy lea.ning by doing!

Conclusion

Ever since educators have become aace that children grow at
different rates and hecome less alile the further they vrogress
in school, attemnts have been made to lean how to treat diiferent
children difterently, while enabling each to come as close to
reaching his potential as oossible.

The most vital and essential elefent in individualized in-
struction is the basic noint of view held by the classroom teacher.
Different organizational plans, availability of a variety of
materials or the amount of time avoilable to work with children
may make little difie.ence in puvil achievement if the teacher
still believes in the archaic notions or fixed gfade standards,

Q “ingle textbook avn.oaches, and assign-study- recite methods.

ERIC

s !



31
BIBLICGRAFHY

Anderson, Robert, Teaching in n World of Change. New York:
Harcourt, Brace and World, Inc., 1966.

Association for Supervision and Curriculum Development, Individ-
ualizing Instruction, 1964 Yeurtook., Washington, D.C.: NEA,
1964,

Beck, Rohert H.,and others. Curriculum in the Modern Elementary
School. 2nd edition. Englewood Cliffs, New Jersey: Prentice-
Hall, Inc. 19€0.

Dinkmeyer, Don and Rudolf IJrukurs. Encouraging Children to Learn:
The Encouragement Process. Englewood Cliffs, New Jersey:
Prentice Hall, Inc. 1963,

Education USA, Individually Prescribed Instruction. Washington,
D.C.: NEA, 1968.

Goodlad, John I. School, Curriculum and the Individual. Waltham,
Mass,: Blaisdell Publishing Comparny, 1966,

Goodlad, John I. and Robert H. Anderson. The Nongraded Elementary
School. New York: Harcqurt, Brace and World, Inc., 1963.

Hanna, Lavone,and others. Unit Teaching in the Elementary School.
New York: Holt, Rinehart, and Winston, 1963.

Holt, John. How Children Fail, New York: Pitman Publishing
Company, 196k,

La Benne, Wallace D, and Bert I, Greene, Educational Implications
of Self-Concept Theory. Pacific Palisades, California:
Goodyear Publishing Compeny, Inc., 1969.

Morgenstern, Anne, Grouping in the Elewentary School. New York:
Pitman Publishing Company, 1966.

Multi-Age Grcuping: Enriéhing the Learning Environment, Washington
D.C.: Department of Elementary-Kindergarten-Nursery Education,
NEA, 1968.

Spache, George D. Reading in the Elementary School. Boston:
Allyn and Bacon, Inc,, 1964,

Sunderlin, Sylvia, ed., Housing for Early Childkpod Education
Bulletin., 22-A, Washington, D.C.: Association for Childhood
Education Internatiomal, 1968,

Thomas, George I. and Joserh Curscimbeni., Individualizing
Instruction in the Elementary School. New York: Random
Q House, 1967.




