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FOREWORD

Th1s report is for persons charged with the responsibility for our
nat1on s schools -- teachers, administrators, schoel board members, and
policy makers at the state and national levels. It is a]so for any
other ﬁnterested persons - pupils, parents, and members of local
communities.

The basic data for this report came from two sources: (a) direct
observation of classrooms (K-9) and conversations with school personnel
in 42 schools, and (b) eva]uation'qata, research reports, and descriptive
articles and books on the subject of individua]ized instruction.

Some eér]y school visits were made by both authors of this report,
after which each author made other visits independently in brder to
accomplish Qisits to as many schools as posgible. The joint visits helped
to set the observation and inférview proéedures to be followed ddring the
later visits. The schools visited are listed in Appendix A.

The literature reviewed was far more extensive than is suggested

by the items listed in the Selectéd Bib]iography,section of this report.
Only the most ex;ensive or mosf relevant reférences are‘citedvin this
report. Both the ERIC System and conventional 1;brary seafch méthods
were employed to locate the some 200 books and articles which were
actually read and abstracted dur1ng the course of the proaect

This report, in general,is organized to go from ‘the more descr1pt1ve
aspects of specific 1nd1v1dua11zed 1nstruct1on programs to the more’
analytical examination of specific components in such systems. Thus
the early chapters deal w1th desrr1pt1ons of general features and purposes

of 1nd1v1dua11zed instruction and with brief descr1pt1ons of specific



programs, both ]oca]]y-deve]oped and nation-wide proérams. The
remaining chapters identify the component steps necessary for planning
and 1mplement1ng individualization, and they air some issues and
problems relating to individualized instruction. One chapter presents

a "hypothetical composite p1cture” of how an ideal program might operate,
~drawing from the best examples observed of how each component might be
1mpaemented.

The authors wish to thank the many superintendents, principals,
_teachers and other schoo1 personnel who welcomed them to their schools.
lThose persons made it possible that their successes as well as thefr
problems could be shared with others by means of this report. >Thanks
are also expressed to the persons who read tne first draft of this
report and made comments designed to correct errors and to 1mprove
the usefulness of the report to the intended readers A

Finally, the authors are indebted to the pup11s in the many
1nd1v1dua11zed - instruction classrooms visited. These pupils answered
all questions the visitors asked, and since many of them had béen
taught to regard all adult v1s1tors as “teachers s the authors thus
were sometimes ca]]ed upon for "help" such as the ass1gned teacher or
aide would provide. It was a happy experience to step into these
classrooms” to find thatv90 per cent, if not all pupils, were busily
engaged and ‘on task." In each classroom, a few pupils -might look up,
and smile or wave or speak to the visitor, whereupon they would return
at once to théir study. The pupils appgared to be happily busy, ‘whether
working alone, {n pairs, 6r in smali groups, with little evidencerf

racial_tensions or other disturbances. The presence of the visitors



éppeared to create almost no disturbance of pupils' attention to their °
studies. | |

In this report, an attempt is made ‘to blend the obsérvatidns
made in the 42 schoo]s with research data, and to interpret the total
data in a form that will help school personnel make decisions and plans

for the future.



Chapter 1:

The Importance of Individua]ized_Instruction

Why should the topic of “individualized instruction" be of current
importance to the nat1on s schools? Have not good teachers always
tried to give attention to each pupil's interests and needs? Why is
this topic especially timely now?

:~f\\ This topic is of'specia1 time]iness because of somé of the current

‘prob1ems facing the schools at the same time that public expectations
of the schools are increasing. More‘is'being expected of the schools
at the very time that new problems are facing the schools. This
situétion might seem impossib1e to resolve except that new tools are
now available to the schools. One of tﬁese tools consists of a wWhole
vat%;ty of dechniques for developing organized systems for indfvidualizing

_in;truction. Other tools will also be mentioned. The purpose of this
chapter is to relate individualized instruction to other tools which
may be employed singly or in combinaticns by schoo}s to solve current
problems to the degree required by good professional practice and

expected by public opinion, and hence by public policy.

Current Problems of Schools

Increased Heterogeneity

The typical school, as we11 as the typ1ca1 classroom, now has a
wider range of pupils than ever before.
| Within schools, this results from racial intergration, higher mobility
of families, closing of smaller schools, moré bussing of pupils for

greater distances, and many other factors.
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School is no Tonger only for the wealthy, the academically elite,
or.pupils whdse backgrounds permit them to learn by a single conventional
group method of instruction. Also, schqol is no longer restrigted
to preparation for either farming, homemaking, manufacturing, or the
professions, as was the case earlier in our history.

Within the c1ass§oom, heterogehity is also increased, not only
because the total school popuiation is more varied, but also because
of the shift away from "Sectioning" or “tracking" of pupils at a given
age or grade level into different classrooms, each composed of either
'"hfgh,” "middle," or "low," pupils. While the shift away from "ability
grouping” is justifyable on both phi]oéBBﬁ?ca],aad empirical grounds,

it does reguire new roles and new ckills of the teacher, and new tools.

A Changing Society

Many current writing; COmhen£ upon the speed of change in our
present society as compared to earl{er times. Comment also %ocuses
upon the pluralistic nature of our present sociéfy. The public school
curriculum presumably musé be fiexible énough to prepare a heterogeneous
pupil population for many different future adult roles, including some
future occupational skills not yet fully.identified. A1l these factors
require a degree of flexibility in both curriculum and methods, that
apparéntly was not needed in the past when changes came more_slowly and
wheh fewer people were to be prepared for fewer kinds of adult roles.

It would be difficult for the school curriculum to adjust fully to
aﬁy one of these factors; yet it musf attempt to adjust to all --
hetérogeneou$ pupils, p]ura]istic values, multiple adult roles, rapid

change, and uncertainty of the direction of future change.
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Clearly no one tool or set of tools will make all the adjustments
needed, but individualized instruction appears to be one of thé needed

techniques.

Other Prob]ems

These include racial tensions, drug usage dropouts, d1scontent

with curriculum ard methods, and general public dissatisfaction with

* school _programs and results. Some schools are criticized for not teaching

bas1c skills; others for not offering vocational programs; and others

for disregarding the welfare of chi]drenlwho differ from pupils who

previohs]y attended the school. And not the least of problems is public

reluctance to increase taxes to meet rising costs or new needs.

- Public Expectations ‘

In spite of the above probiems, many of which are re]atﬁve1y new

“to the schools, the public is asking for: (a) a more varied curriculum

to meet thp need for vocational as well as academic programs; (b) higher .

'degrees of pupil achievement, especially in basic skills; (c) more attention

- to individual pup11s to insure qua11ty education for all; (d) direct

accountab111ty by the schools; -and (e) reduced expenditure per pupil. One
is almost tempted to conc]ude that "never before was so much asked by

so many of so few at s¢ little cost."“

The Schools' Response

: whi1e-ho claim is made that all schools are moving as systematically

as might be desired to solve the dilemma of the present problems vis-a-vis

the present public expectations of schools, certainTy many schools are

taking a variety of steps to meet the challenge. These efforts may be ”

c]aésifed as to methods and classroom organizatfon; on the one hand, and _

9



as to.curriculum content, on the other hand, as Tisted below.

r)

Methods and Classroom Organization Lo

1. Team teaching

*
K

2. Ungraded classrooms

3. Open space c]éssrooms (pods)
4. Differentiafed staffing

5. Learniég reéoUrce centers

. Flexible scheduling

Individualized instruc?ion

. Group dynamics

. Computér—managed diagnosis and remedial instruction

10. Work-study programs ) v N

Curriculum Content

11. Drug education
12. Cultural studies
13. Career education woven into basic studies
14. New vocational thrusts i
15. Inclusion of pefsonal development otjectives
This report, of course, focuses upon 1item7 in the above 1ist,
but in the schools Jisited,'individuaiized_1nstrhction was often seen"

in combination with some of the other arrangements listed above.

A

Varieties of Individualized Instruction

~The varieties of individu.lized instﬁuction discussed in this

report include only those found in the 42 schools visiped. The total
! - 10 ) \

\
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grade span represented lS K-9; the individual gchools visited 1nc1uded many

specific leve] combinati ons,'such as: K-2; K-3; K-4; K~5; K-6; K-8;

5;8; 6-8; ano 7-9.

This report thus includes only those types of organized inoividualtied
programs of instructionvseen at ‘the above levels, By organized is meant
that efforts'made by individual teachers, dlone, were not included.

The programs observed were orgahized efforts of at least several teachers
in a school or several schools in a distr]ct Excluded, then, are
techn1ques of 1nd1v1dua11zat1on which individual teachers emp]oy as a part
of conventional procedures. _ |

As will be seen”invlater chapters, these forms of»organized

individualized programs require many cooperative efforts, different

- kinds of support, and a variety of ways”of shéring space, materials,

; _
techniques, and experiences. Some schools began by importing either entire .

instructional systems or- components of them, from ongaing programs which
originated elsewhere. Other schools developed their own programs, using only
some materials or eomponEnts designed for a system operating-elsewhere.

Some of the importing was from systems developed at universities or

R&D centers or laboratories; other 1mport1ng was from other schools,
e1ther by v1s1tat1on, spec1a1 tra1n1ng, workshops, or adoption of qnpr1a11y- ‘

designed mater1a15 . L

Roots from the Past

It is not 1ntended here to present individualized- 1nstruct1on as

someth1ng new. Attent1on to the special needs of individual pup.1s

‘has been emphasized in the past wr1t1ngs in educat1ona] theory and ‘practice -

11
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and in the psychology of individual differences. As seen in the

school, the familiar Winnetka Plan and many chers'were the historical

forerunners. And ifﬁis not that the early school programs failed;

rather interest in them shifted as new points of emphasis in education

waxed and waned. brief]y said, the popular trend eeemed to shift from

skills, to adjestment, to science after ]auhching of the Soviet Union's

Sputnik, and now to whatAhight be called & "new humanism" -- an interest
— ‘ in each pupil and ai] aspects of all pupils' needs -~ their aspirations, their
fkﬁst%atiohs; their past mistreatment or disadvantaged status, their
present problems and their future plans. While this new kind of interest
in the person seems to be %Qe result of social and political tfends'of
recent years, d1fferent1a1 teachlng for different pup11s is not new.
But recently developed tooTs, 5% We11 as public demand, may make the
present trend toward 1nd1v1dua11zat1on more permanent than were past

efforts. -

New Tools
For a century, at least, textbooks used in teacher training exhorted
the would-be teacher-to pay attention to the interests and needs of each
pupil, but fey.toole for doing this were offered, and few mode]inge of such |
.ka methéd were demonstrated by the teacher‘trainers. -Now; however, there
are new tools and there are opportunities for .observations, demonstrationé
and workshops to.help prepare teachers to use 1ndividua1ized ‘methods.
Some of the specific tools usefu] for des1gn1ng an 1nd1v1dua11zed
5nstruct1on program are 01d, and -some are new For examp]e d1agnost1c

-

“tests were preva]ent in school pract1ce 50 years ago. Then}they faded

out. Some of the technlques on wh1ch those old tests were based'are

]

| 12




still va]id, and some refinements have since been made. Other tools are
more recent in origin, but-almostvall-have.many historical roots. Some
currently useful tools for an individualized programuihclude:

1._Techn1ques for classifying and analyzing goals and objectives.

The:taxohomy by Bloom and others is oerhaps best known. Another_ by Gagne
/ ' , .
and Briggs (i974) covers objectives.in the following domains: attitudes;

motor sk1lls, intellectual skills; cognitive “strategies; and information
\ .

hY

or substance 1earn1ng o h RN
. : \

2. Techniques for needs analysis. These incfhoe use of data from

forecasts of the future; study of community needs and resources; study
of national polfey ahd:educational goals; and study of the pupil and
his family. 4 '

3. Techniques for determining;learning sequences. The specifics vary

with the doma1n of 1earn1ng, but one example, the skill hierarchy, has
been used to derive’ obJect1ves and sequences for 1nte11ectua1 sk111 areas

of the” curr1cu1um .- gﬁ .

7/

4. Techniques for group interaotion analysis. Various methods of

interaction analysis help describe on-going processes, and the results
can“suggest-iﬁprovements for small- and-]arge-groop methods.

5. Technigues for d{agnosis and prescription. Various kinds of tests

and other assessment instruments can be the basis for p]ann1ng a course
of 1nstruct1on based on pupil's current status w1th respect to a given
curr1cu1um

6. New types of instructional materials. These 1nc1ude audiovisual

presentat1ons, tape record1ngs, special workbooks, programmed 1nstruct1on,
and a variety of other materials which, once se]ected by a pupil or

assigned by the teacher, permit the pupil to progress, 1arge1x‘w1thout

-
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direct help from the teacher. This frees teacher time for planning
programs for each pupil, for diagnosis and’prescribihg learning objectives,
and for personal tutoring whe- {rouble with the assigned

materia]s.

7. Computer uses. In some scnouls, computers are used either to
store cumulative data on-the 1earnihg sty1es and modes of each pupiT,
.or to suggest'abpropriate new assignméhts; or both.' In some systems tﬁe
computer shows the varieties of maferia1s, media, and activities available
for each objective, so that the teacher can match the material to the
pupil (Harnack, Toepfer, and Sullivan 1974). In other applications the
computér.he1ps-mafch m%teria]s to pupils (Fianagan; in Harrief‘Té1mage
[Editor], 1975). In a minimum use, the computer can keep the cumulative.
record of pupil progress. | |

- 8. Keyingfof materials Snd tests to objectiVes. In a]ﬁ schools

_visited, some form of "keying"'ﬁas‘done either by the system developer,
by-district,pefsonne1,_of by the teachers. This brings "congruence"'among
objegtives, evaluation of progress, and 1earﬁing materials and acfivities.
This keying cad be accompiiéhed for commercially available materials or
for locally developed materials, and the process of keying can He]p
.Spot gaps in needed resources. |

The above tbo]s represént somé of the key reasons why organized
individualized instruction prograﬁs are a’current reality. Continous
improvement in the tbta] process can be.expected‘to;yie1d increasingly

better results in the future,



Exclusions
Some educational procedures which might well be designated as

"individualized instruction," but which were not observed and hence

are not discussed here, include: credit bv mxamination; honors programs;

independent study programs; séminars for . gifted; taking academic

“over]oéds,“ and the English "free"schoqlf concept (e.g., the Summerhill

school) -and the English opén "“infant schools."

~ .

I}cluﬁions

Thé meaning of individua1ized instruction as treated in this
report was derived by observiﬁg, in the schools visited, cbmbinations »
of any or all of the following practices.

1. _Some proportion of class time is spent for use of se]f-iqstructiona]
maferials, such as programmed instruction booklets or workbooks. The pupil
fworks alone during these periods, so the work.is se]f-paced by the

'pupil‘ . | .
2. Some proportion of‘class time is spent by. pupils working 1ﬁ

pairs -- readihg aloud to each other or working out,prob]ems'together.

Sometimes these pairs arfually amount to peer teaching -- a ch11d.who has

. mastered an objective helps Aﬁothetichild to do 50.

3. Sohe pro;brtion of‘class time is devoted to small group activities.
Typically these groups consist of fivé or six pupils, and the‘activitie§
may be introduced by the teacherﬂand then 1eff fbrlthe pupi]s to carry on
to comp]eé?on. Such groups are formed and reformed at frequent intervals
depending upon eacﬁlpupil's progress in the overall scope and sequence of

objectives.

4. Some small-group work is automatically paced by audio recordings.

15
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Each chi]d in SUcp a grouP hears the d1rections as to hog/to prpceed
through a pair Of earphones. Often the audio direCtionSJbace the group
through exercis®s in workbooks. While the grouping is thus malnly for
convenience of dccess to earphones Tocated in one corner of the classroom,
often the children obtain cuyes by watching each other, and feedback to
each problem in ty- © s proVidéd by the recording.'

5. Large-groy, often devotqd'to 1isténfn§ and ora].
communication ski11s whicﬁ can be so conducted for a group whose sreading
levels are widely varied. Thus.reading.and mathematics skills are
déVe]oped'by‘a Ssquencé of individual and small-group study, because
sequencing is iMpgrtant, while other skills.and enrichment experiences
can be achieved ip larger groups.

6. Large oPen areas (pods) often involve still larger groups of
bupi]s and severq) téacheFS. Within the total area, somebspecialized areas
are designated for‘individualrand small group work, while certain periods
are scheduled fon total-grouyp activities, film viewing,-énd the like.

7. In mostVQf thg“above modes of study, the specific materié]g uéed.
are often seiected/on basié of teachers' kﬁbw1edge of the learning styles .
that appeér to Charactefize each pupil, 'Most of the objectives are
keyed to several kinds of print and non-print mater1als, to aid teachers
and pup1ls in making ChOICES of ma;er1a1s and activities.

8. While iNdjyidualized instruction could include pupil choice of
objectiVes, this kindiof Pupil choice was hot fréquént1y observed. Perhap§
since most of the {ndividualized programs observed weké_fof reading and
mathematics, suCh pupiT chojce maylbe less apphopriate?than it would be

- for other curriCujym areas. More pupii options as to choice of objectives

16
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‘were observed in some areas of science and sociai studies programs.

9. Free periods were observed during which pupi]s cou]d_chobse"
p]ay or enrichment acti?ities, or cou]d continue wﬁrk in basic skills.

10. Regardless of type of learning mode,.ﬁupils were often given
-the means for making self-evaluations of progresé before-asking for
further eva]uatién by the teacher. |

T iften pe;mitted to inter: ipt work on skii]s which'
are more d1fficu1t or demanding by use of a variety of break actiVities.

12. Pupils in some schools are bermitted to choose Between a
self-contained, dngraded classroom, managed by one teacher, or an open-
space managed by several teachefs. In the open-space cﬁoice, pupils 6fté}
are free to seek help from the preferred teacher.

13. In all the above arrangements, teachers -onduct initial -
placement assessment, and they carry on contin diagnosis znd pre-
‘scriptiz— for jndiVidua' p:pi?s, regardless of ther the prascriptiqn
is for *wﬂividqal or Zroup work on a particular jective. ‘

1- ‘nyall the above modes there is frequer: assessment of pupil
progress, and continuous adjustment'in plans.for a2ach pupil. ‘

The above practices were those most frequently obserVed; others .,
will be specified in the description of specific procrams in later
chaper:, which wi}] also snécif& the planning activities that are
nece:zzar Tor carrying out —ie above 1earning moEes ,

oo apparent from tk= above Tist of fregus-tly obServed modes of
apereaTIT fhat the term imcividualized instruction can be somewhat
mislezz— :. Certainly, in the present context, the term does not mean

that a -cacher directly instructs one pupil at a time as the major

17
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mode of operation. Typically, a pupil spends as much (if not more)
time in group activity as in solitary study. One field reader of.the |
draft of this report suggestedvthe term "individualized learning", a very
reasonable alternative. In any event, the more familiar term js

retained here, but perhaps it should be considered to mean "individual

~ diagnosis and prescription followed by an appropriate mode of learning."

Select on of ‘Schools for Site Visits

The school districts and 1nd1v1dua1 schools visited were selected
on the bas1s of the following se]ect1on criteria: _‘\

1. A desire to sample both national and 1oca11y\deve1oped-progfams

2. A desire *~ ‘include schools: which began with ; national program
but SW1tcr o & lczally developed- program, and vice versa.

3. A Do re T2 v1s1t schoo]s from their first year of 1mp wentat1on

on to severa szar: of 1mp1ementat1on This factor rathee\automat1ca1ly

led to class ~— “:_.rvatvcns of teachers in their f1rst year of such
experience, © I TTE most exper1enced.
4. Ac T T see a Cross section of schools in terms of city,
_ smali town “owi. aigh, med1um and low income of the constituency;
Jla]] raeia1 . i o0ld and new phys1ca1 fac1,1t1es; schools zided by
ESEA Title ~le I;i funds, or neither. trogramsAadop;ed E: z single
sehool jh « dizz=7z, by a few schoo]s,\and roall scheols; and -=rious

7

reQions of the ==Tion (excluding Hawaii and A aska).

o ”)is. A desir=-" see a variety of ways of “ndividualizing instruction

v

in conjuncti=z- - use of other tools listed in this chapter and in
comb1nat1on w ~ - ariety of innovative practices and a variety of

1oca1 conditir
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6. tha]]y, it waS decided not to visit the same schools whose

programs were summarized by Edling (1970), as he saw them from 1968—70.‘

~ The selection of schools for the present project was facilitated
by lists of adobting schools provided by three hation—wide programs, namely -
PLAN*, IPI, and IGE, by persistent use of the telephone, by personal coritacts,
and by assistance from area coordinatdrs of the three nation—wide .

i programs. These three programs are described ih Chapter 2; the term
“nation-wide" or "nat1ona1“ simply means that these programs have been

widely adopted, not that they have the approva] of any governmenta]

agency.

Special Terminology of Importance

Throughout this repbht, terminology whichvis peculiar to a single
school, district oh type of indiVidua]ized program has been avoided.
In each-case of such unusual or esoteric terms, it was possible to
find a more commonly understood, generic termzwhich would serQe the
purpose. For,examp]e: in the opening.section of'Chapter 4 there are

“1isted 22 eteps (or stages'pr cohpdnents) which app1y to planning and
operating an individualized ‘instruction program. It is believed that
the meaning.of those is either-already wide]y understood, or that the
~‘meaning is made c1ear by the context in which it apbeare in this report.
Thus, item 14 on that 1ist, "task plan," is a genera] term the
equ*va]ent of which may be called by various other terms by var1ous
schools or 1nd1v1dua11zed-proghams, e.g., "daily prescr1pt1on,"
© "lesson assignment," "module," "learning unit;“ "teaching-learning unit,"
etc. The reader who wishes to become fami]jar with the special terms used

by'national systems may find these in items listed in the Salected




Bibliography.

T In this report, indiv-iualized "programs" and “systems" have been
used interchangeably. It wa: not the intent to place the word' “systems"
in the now widely used?context of "systems. ana1ysis" or “systems approaches

» to the des1gn of 1nstruct1on " However the reader fum111ar w1th that
) f1e]d of study will see a crude para]]e] -- in this report, by both
: ppogram“ and "system" is meant a planned, integrated set of compor ts
for operating inaividualized instruction, 1ncTUd1n§ components such as
those listed in Chapter 4, in contrast to mere‘parts_of'a system, '
such as "irstructional materials," "classroom organizetion," and the
Tike. | -

In spite of the above effort.to use conmonly understood terms, there
are three terms often uszd in th1s report wh1ch have a d1st1nct1y literal
mean1ng, and hence need to be made clear at the outset A discussion

‘ of objectives, »obJect‘vw~refefen§eg~tests,#and norm-referencad tests{‘

follows.

Objectives
Since goalts'and obZ=ctives often become confused or merged in_usage,
the meanings here need to be specified. The term gozls is reserved to
mean such long-term outcomes of education as mi@ht be realized at the
~-,-:_(.e.nd of an entire K~1é curriculum. Such goals may include "good citizen-
ship." “education for leisure," "vocational competence," "skills in
reac g and mathematics," "indepencznt learning," et=. .
;bjeotjves, on ‘the other hand, refer to much shorter-term outcomes
- of *~struction such as may be acquired by a oup11 in onthour or one ' |

weet of study. Another distinction here is that an objective refers to

o0 /-
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what the pupil can do and can be observed to do, on a test or evaluation

3

exereise, at the successful:completion of a learning task. An dbjective,
in the present context, does not refer to what a.teaeher'doesjpr to ,ﬁg
what content is presented to‘the student. It refers rather to a new
outcome of learning that can be identified as a new kind of performance
.on the part of the pupil. ‘

For examp1e,'“adding whole numbers, "auuing fractions, "adding
ininEL number,,” and "“adding decimals" would all appear as separate
objectives in an entire 11st.3f objectives for a given 1eve1 W1th1n
the szope and sequence of a mathematics'curricu1um 70 be sure, passing
separate tests over each of these different obJect1ves wou]d requ1re the
prior learning of a still.mors basic set of skills, such as "carry1ng,“
which wou]d be found as earlisr objectives within the total sequence[
A1l ¢ these, howsver relatec, can be identifieu as‘separate skills and

can be measured as such.

.l\ 1 : -Different progr ams 1{st chjectives tn different degrees of detail.
One program might show a separate obJect1ve on pronounc1ng the d1ffereqy//’—_‘—-.
sounds of the letter "a," while another program may 11st a broader objective ‘
‘of pronounc1ng vowe] sounds. For this reason, the number of QbJGCt]VeS
for a year of study would vary great]y among:programs'in‘the same ski{1-

. area. -Buz however narrow or broad the objectives ﬁight be, the
indrvidualized instruction praogram provides both 1earn1ng materials (an
‘>\\\§CLTV1t1ES) and tests for each objective. Thus the task of keying mater1a1s.

ang-tests to objectives is a critical one in‘a11 the school programs
obser;ea\in operation. The objectives describe the desired outcohes, the
mazerials and-activities provide the means for-]earning, and the tests
'provide the mecnantsm\ipr placement, diagnosis, prescription, and monitoring

of pupil progress.
21
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However narrowly or broadly therobject1Ves are stated; they are
N osually provided to the teacher in a recommended sequence, which may
be followed quite 11tera11y or departed from to some degree, depending
on the perception of the teacher as to the degree to w’ sequence .«
be varied; It is this vari. on 2gard tu aeqoence whici., in opar .
leads some teachers t0'prPscribe more individual study and others +0
prescr1be more sma]] group ‘work for pupils who are near the same point

in the sequence but not at the exact same point.

Often objectives make clear ‘only yhat the pupil is to learn to do,
such as "add fractions." -Sometimes the objectives‘are written tov
include how the pupilfwi11-be tested for'mastery of'the objective, and

“how well he must perform to be cleared to go on to ctudy of the next
objective. Regardless of how the entire purpose. is commun1cated the
:key to 1nd1v1dua11zed programs is to frovide the teacher with the
obJectlves, the tests, and appropriate materials. The teacher, in turn,
often - then commun1cates the objectives to, the pupils so they will under—'
stand the"purpose of,the.assigned work, i.e., so they will know

precisely what they are expected to learn to do next.

'Objectﬁve-Referenced Tests - -

.J The term ochctlve referenced test refers to a test des1gned to

determine whether or not a pupil has mastered 2 spec1f1c ob3ect1ve

Other authors use the term "cr1ter1on referenced test“ because such test
results are interpreted in terms of the 1eve1lof.pup11 performance that
is used to define acceptable performance or mastery of the obj:ctive.

The two terms are used interchangeably in this_ report, xnd they carry
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the foTlowing.imp1icafions: |
1..The'test ie *Q determine_whe; nr not a. ;1Y has
mastered a8 specif..

“2. The test thus permits early detection and diagnosis of failure
to learn, helding to identify the need for remedial study, and it he]pa
to verify mastery when the pupil has succeeded. | )

3. The. test normally is not used to rank order pupils or to derive
percentiles, letter grade§, or to perform other, “normative" purboses,
nor is it'used to cpmpare one schopl,df classroom with énpther. Thus
the test does not need to yfe]d a-&ide range of scores, and it does not

have to "dfscrimihate well all along the line," so iong as it provides

a basis for the ﬁastery or non—masteky decision for each pupil.

Norm-Referenced Tests

On. the dther hand, the. fefm "horm4referenced" test (for either a
teacher- made or standard1zed test) is reserved for tests cover1ng 1ong
blocks of 1earn1ng time (such as a year) and which hence measure m1xtukes
or‘compos1te sets of obaeétives, whethef or*not the objectiVes arem
identifded The features.of a norm-referenced test, thus are'

1. The test is no£ usable for d1agnostic purposes or for da11y
‘mon1toring of pup11 progress. as it does not show which spec1f1c obJect1ves
a pupil passed or failed.

2? If the test is a starmaardized test, it may not have been designed
to measure the-objectives adopted by & particular school. | S

3. If the test is a standardized test, it'haﬁ‘been designed to yield

high variabi1fty‘of scores; jt thus discriminates among var1ous degrees

of 1earndng. The interpretation of scores, for e1the{ 1nd1v1duals or
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groups, 1s made‘by reference to norms which represent performance for large
numbers of pupils. Scores on such tests usually correlate highly with
intelligence, and they'hay or may not measure the objectivgs adopted

by & given school.

~ Use of Tests for Program Evaluation <= - .

| It may be noted that both types of tests mentioned above m __x_be
s usefu] for program evaluation. Use of obJect1ve-referenced‘tests‘can'Ehow .
how many pupi]s'mastered which‘objettives (and how many) during the year.
' ; . . Such data are also useful for determiniﬁg just Qhere thelbrogram'ﬁeeds
'improvement. ”Norm;referenced testsnmay bé uéed to compare the‘new‘
“program with»éome other program,_ or to compare average'scoréé'to
national norms. A strong note of caution is 1in order at this point,

however If local cglect1ves are. very different from the’ (1mp11c1t

or nxp11c1t) obgect1ves on which a norm~referenced t%St was based, then
results from that test would be "invalid" for evaluating the program.

On the other hand, 1f a 1oca1 schoo] 's obJect1ves coincide c]ose]y w1th

E

‘ . thase measured by the test then the test cou]d be used as an aspect

of program eva]uat1on.
" Due to the above consideration, if there is rather good'agreement

nationally on what objectives a K-6 reading or mathematics program should

empiay, and if Icat teachers,direct their efforts to hastery of those

objectives,‘then esults from a norm-referenced test (interpreted by use .

of national norms) c , indeed. If, on the ather hand,

a K-6 reading or mathehav' ogram eﬁgloys objectives d1fferent in

nataregﬁrom those of most schools, jthen a norm-referenced test (des1gned

for‘most_schools) would not.be ¢ evant for evaluating the local program, \F

\
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unless 1t were to show what was not achieved while the locally- va]ued
obJect1ves were being achieved (as measurad by obJect1ve referenced tests.)
The public-and the media need to understand these matters when standard1zed"
test nesu]ts are quoted as evidence of the effectiveness.of local school;

otherwise gross misinterpretations may result leading to mistaken conclusions

as to the value of the local program..

For a more complete discussion of "objective-referenced" and

"norm-referenced" testing see recent measurement texts or Gagne and Briggs -

(1974, Chapters 9 and 12). For aspecﬁs of prqgramiévéluation other than .

\
J

* test scores see EPIE (1974).

SUmmarx

This chapter has dealt with the importance of individualized . o

“instruction in terms of prob1éms.now facing the nationﬁs_schoo]s and

in terms of public exbectations‘of the schools. Many too]s‘available

to teachensyfor meeting-the pregént cha]]engé.haVe been listed. Most

of these too]s are and have been emp]oyed in various comb1nat1ons a]ong
with 1nd1v1dua11zed 1nstruct1on Var1et1es of 1nd1v1dua]1zed 1nstruct1on

7/

were 11sted show1ng ‘those whizh were and were not observed 1in operat1on/\

Ujﬁ the visits to 42 schoo]s

The cr1ter1a which ]ed to the se]ectibn of these particular schools

and school d1str1cts were spec1f1ed, and termino]ogy of distinctive

-1mportance for this report was d1scussed
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: because these thrée systems are, to date, the most h1gh1y organ1zed and most A

% Chapter 2:

Three Nation- w1de Programs. ir_Individualized Instruct1on
I

S~
of the 42 schools v1s1ted, some were 1mp1ement1ng one of three

nation= wide programs deve]oped e1sewhere, some were cperat1ng a Ioca]]y

deve]oped program,. and some represented a comb1nat1on“cons1st1ng of

some comporients of an imported program and some<1oca11v developed
components. In the 1atter tase, the imported components were somet1mes ™~
from one of the three nat1on-w1de programs and at” other times from JREE |
another Tocally deve]oped program ‘ | .

In this chapter, attent1on centers upon the three nat1on-w1de
programs. An effort is made, to present a c0mpos1te p1cture of
how each of the three operates in typical adopt1ng schoo]s

Chapter 3 deSCr1bes the var1at1ons that are seen in how specific
schoo]s 1mp1ement the three nat1ona1 programs, as well as how ‘ ' R 3
]ocal]y developed programs 3perate, and m1xtures of locally deve]oﬁbd
and adopted~program-components. Furthermore, there are. d1fferences‘ ' <‘
among teachers and among schoo]s in details of how a Ebtal program 1s

operated w1th1n a general framework coord1nated by the d1str1ct off1ce

Capusle descr1pt1ons of the three nat1ona1 systems are presented here

[3

'w1de1y disseminated efforts in 1nd1v1dua11z1ng 1nstruct1on in pub11c

e1ementary schools in the Un1ted States, and because, taken together,
SRS

~ ‘these systems embracelmost of the elements of any system of individualizat{onf“

Also, cont1nu1ng consulting assistance is provided by the deve]opers, or

the d1ffusers end PUb11Shers, or bOth The descr1pt1ons given here are ‘ L
1ntended to present only the most sa11ent features of each sx&tem For " ot

‘ further deta1ls about the” programs,,the reader shou]d consult the ‘

: appropr1ate references in the Se]ected B1b1llography in this report
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Origin and Current Status of the Three Systems

Each of these three systems wasifhitially deve]oped in a university
or'pr%vate research oréanizat%ch During p]ann1ng and initial. deVe1opment,
seiected school personne] and subJect -matter experts were a part of the

- team. Then after small scale school tryouts, the programs were further
developed and refined with the aid of publishers or other d1ffusion
‘nwf agencies. _
- The origih of the three systeﬁs was as follows:
1. Program for Learn1ng in Accordance w1th Needs (initially known
-as PLAN, and 1ater changed to PLAN*). Initiated by John C. Flanagan
. at the American Instjtdtes for Research, Palo Alto, California.

2. Indfvidua]]y Prescribed Instruction (IPI). Initiated by Robert
Gfaﬁer at the University of Pittsburgh. o _

" 3 I'ndivi‘d_ua.]]'y Guided Education (IGE). I_m't'iatediby Herbert J.
K]ausmeier at the-Uhivérsitybof Wisconsin. |
After initial development and field test;, other organizations
 became inQo]ved for furtﬁer development and d1§semination Westinghouse
Learn1ng Corporat1on is now completely respons1b1e for further development
) and market1ng of - PLAN* \—Research for Better Schoo]s, a non-profit .
organ1zat1on, is respons1b1e for d1ssem1nat1on of IPI, and is now cooperating
. With the Un1vers1ty of P1ttsburgh in. deve]opihg new products which are.
'conceptually 1ike IPI but when marketed will not carry the IPI label.
The. Institute for the Deve]opmen* of Educat1ona1 Act1v1t1es, an affiliate
of the Ketter1ng Foundatlon, and the. Un1vers1ty of W1scons1n, are both

1nvo]ved in dwssem1nat1ng IGE. The developer of IGE is now heading a
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project sponsored by the Séars Roebuck Foundation to devé]op pre-service
ard in-service teécher preﬁaration materials for IGE; Various publishers
are assfsting-in these activities for IPI and IGE. |

-Continua1'revision and 3;ve1opmenf have charaéterized PLAN*, IPI, and
IGE, in paft because the original plans required that the system be field
tested and revised before being mafkéted, and in part Because of

“increased interest in individualized programs by school personnel.

4

Description of the Three Systems-

Program for Learning in Aécbrdance with Needs (PLAN*)
Description. PLAN* is a system that proviaes a way to individualize
;he entire basic curriculum at all grade levels, K-12.. The mosﬁ'comp1ete
part of the program is for the elementary level. The_system includes
lists of 6bjectives for eachﬂcurricu1um area (language arts, mathematics,
sb;ia] studies, and science), tests for placement and monitoring pupil
progress in each curricalum area, and sets of detailed directions to the
student'and to the teachér‘as to whicﬁ instructional materials to use -. |
and how to use t%em. The deve10per of PLAN* have keyed spécific bages
Qf_existiné commercja11y avaiiable instfgqtiona] materials to the objectives.
When a school purchases PLAN*, it buys the objectives and the task plans
-which direct the student to.the materials. If a school does not have
the materials which are keyed to the b]ans, then these materials must be
purchasec, too, or the task plans mdst be aﬁended‘to éef]ecf relevant
materials th§t are available. |
,To_assist the teacher and Student in se]ecting'and scheduling objectives
to'bé_mastered, a cdhputer-support system is used. Eéch day. the children

and teacher submit answer cards to tests over completed work through a




terminal in the scnhool or distritt office to the computer, whtéh is
located in Iowa, and the computer prints out various types of data which
are avéi]ab]e the fo]]owing day. Daily monitoring of each child saves
the teachervmuch work and facilitates qrouping children with similar
needs. | ‘

ﬁLAN* offers a]ternativevcourses of instruction in 5Some subject
areas. These alternatives are called "strands"; each strand utilizes
materials from different_pub]ishers, although the intended outcdmehis
the same. Since the basic approach is to designqinstrdction for the
objectives around available materials, a school needs to plan for a few.
cogies of many differeht textbooks, for example, rathervthan édopting
a single text for all pupils. The program thus avbided the development

~of new materials except when no suitable ﬁaterial could be found. This

strategy would presumably keep development cost down, but the cost of
ihsta]]ation of the system énd the cost of materials purchased may not
have been significantly influenced by this strategy

PLAN* is f]ex1b1e and adaptable in that participating schoo]s can
deve]op Tocal ob3ect1ves, key their own materials to them, and tie these
local packages.into'the_cbmputer'support system.

An important advantage of the PLAN* approach is that the producers
are constantly revisiﬁg thé task plans to include newly published
instructional materia]s, and they continue'to work with schoo1s to make

the system compatible with local conditions.

PLAN* in operation In a typical day, the teacher begins by scann1ng

the computer print- outs that were de11vered at 7: 30 a.m. These show
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the students' progress on each of”their in&ividue1 programs of study.
During the opening period the pupils follow directions in their task
plans, reading specified pages in.different texts or listening to
‘tapes and completing accompanying exercises. When a task is completed |
\“‘\the,pupi1 consults the print-out to see whtch objective is scheduled,
- and writes his or her .ame on the‘tiackboard under’the column headed
“ready for new task plans.™
The computer priet-outs‘are for each-cgrricu1um areé, and they
list all the children alphabetically fdr each classroom. After each
‘ch51d‘s name apbear the numbers of the objectives the child completed
and waS tested upon as weil as those started deleted, or scheduled,
\based on a program of studies for each curriculum area developed by
“the teacher and the child. Most of the objectives are-teacher—ass1gned
but some are chosen by the child.
The computer then keep§ a record of each ehi1d's progress eéi1y.f
For examp]e,”one_of the print-out§ avaflab]e from the previous dayi

may {ist all the mathematics objectives dealing with fractions, ard

*eath objective appear. the names of the -children who are scheduled
lrt‘&he objective as well as those who are working onmit or have
ted'it. ’

hen Eupils‘are.on schedule or ahead of schedule in one subject
they{@ay next»se]ectfeither skill or enrichment objectives in

rite grea. When two or more pupf]s are wbrking on the‘same
obJect1ve they may decide to work together depending upon the nature of

the act1v1ty& Some game-1like activities may typ1ca11y requ1re two or

more participants.

\
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By consulting the chalkboard to note whicr pupils are ready to start

a new objective, and by consulting the print—OUtz to néte wh £ r-y be

undertaken next by eact nu»i' - @ teach » is able . .xe both -ndividua
ar  grec ignments i :7 e* cient manner. Wr-- introductory

exzlan. 5. or directions are required for an ob: :ive, th? teacher

car . =° :nge to avoid haying to -repeat them ¢ g the same dayi

Then th .. .cher has %ime fbr individﬁa1 conferer -es . Thecking progress,

and adve:: : planning.
| wher oupils are ready for tests over various : .signed or self-chosen
objectives, they use soft pencils to mark answer cards which are taken
to the computer terminal for proceésing; résults will appeér on the
print-outs the next day. - -

Once each‘ﬁeek a Summéry print-out is also delivered to the teacher.
This summary shows how many objectives each pupil completed the previoﬁs
week.v This -information a]ertékthe'teachér to pupils“needing'priority
attention either because they scored low on tests of because no objectivés
were completed. Thé signatures on the chalkboard a1$o notify the teacher
of pupils ready for new fnstructions. | .

"Thé weekly print-out records-whi;h objectives were passed on

: basié of the tests provided by the program and‘which objectives were |
certified as passed by a personal evaluation conducted by the teacher.
-This gives the teachers the freedom of substituting their own evaluations
for the tests prévided, or to use both means for monitoring of progress.
Teachers sometimes write.COmplimentary notes on these brint-outs as
a reward device. o

Every nine weeks, the computer provides a record of objectives

completed and scheduled, a record that the school uses to report
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progres \iso periodically the ‘cipal receives : __mmary

of prog: , in each teacher's class. :nd.at the end of e
year, th T PSS the principal determir2 the number and « ~ds
of materia. at - " be needed the following year.

Evalue - - ~ts, Ir the EPIE'report (1974), the objectives
adopted by iescribed as having a strong cognitive_Orfeﬁtation
but Tittle - 2on affective objeotiveé. Objectives in social
studies and 1: srts were said to focus on activities "froma "
disintereste- i clinical approach which appears to lack personal
involvement - _-——ittment." At the same time, the cognitive objectives

were said to ..cus almost exclusively at lower ‘levels of cognitive
aotivity. The report also indicates that there 15 Tittle stress upon
alternative learning outcomes, and that the tests prov1ded reflect this
consistent focus upon only the act1on verbs spec1f1ed in the objectives.
The evaluators raised the quest1on of whether the spec1f1c obJect1ves
are consistent w1th the broader goals soch as self-direction, responsible
decision-making, intrinsic:motiVation, and .positive attitudes toward
schoo]t | ' |

The evaluztion report suggests that d1fferent schools ‘may use
PLAN* in e1ther a r1g1d or a. flex1b1e manner; this very matte may .
determine how w21l tme broader goals are met. Teachers were quoted
as reporting <= ey could 1earo to adjust to PLAN*;sldemands and prescribed
instructﬁona? iz within two years, and pupils were reported having
‘a positive fe: abmuththe control they have over their oWn time end

learning pace - ministrators reported a clear need to be botﬁ

instructional leaders and communicators of the program to parents and
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nori-PLAX™ teachers.

‘Sinzz PLAN* is not sased on any single learning 'r ‘struc: :>nal
theory, this provides the strength of openness in app 1.7 -ion bu-
it .may also bring a weakness in a lack of a cbnsietent - -hodology.

In the judgment of the_EPIE evaluators, there are ~ :onclusive
studfes to indicate whether PLAN* students achieve mor: less tnan
do other students But atter reviewing ava11ab1e data. Tne eva1uators‘
conc]uded that there were shifts in both the positive and negative
d1rect1ons when achievement data weré compared both witnir schools
(before and after adopt1ng PLAN*} and between PLAN* and non~-PLAN* schools.
Some of the more pos1t1ve data were for grades up through 6. The
recommendat1on made by EPIE was that a school should examine PLAN*

' and ask whether it represents the type of curriculum and the form

of 1nd1v1dua11zat1on that the sch001 desires.

»

Qggt;__No data on program development costs were obtained for any
_programs discussed in this report Therefore all costs to schoo]s
refer to installationlcosts andnyearly costs of continuing the program.
- In the case of PLAN*, the major expenses after the intial purchaée_
of any materials not already on-hand are for the computer se-ices,
lease of terminals, and for replacement of instructionai mate~ialis.
After the first year,.the costs drop. In .]973-74 it nas =a-imated
that a school already in PLAN* for several years’would spemt zbout $42
annua]ly per child for all contractua] services, as compareo T3 The
national average of $18 per pupi] (See EPIE, 1974) . In Aursra, Z’]inois,v

where most of the eleven schools in the Eastside district use PLES*

the cost per pupil is only $4 per year because of the economies of
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@win o greazar numbers of p: T sersaT

[ndiv-duall. Prescribed Instru:tion (1”1}

_ascrizzion. 177 repressnts a somswhat differant zpmroac- to

tndiv zuat zation in that in :zdition to providing objecttves, tests,
and tzzk pians, the 1nstructtnra1 matericls are also suppiied with
the system. The most complezas nrograms zre in read1ng, mathematics,
and science. Users of IPI have found thet a1des are essential in
'helping to keep records, since IPI daes not now include a computer
support system-(a]tﬁough such a system is planned).

IPI 1s known for the hxghly organ1zed way in which each pupil is
gu1ded through the f0110w1ng procedure. The pupil 1s tested and placed
at the proper enz-: level on a series of objectives in meading or .
mathematics covering six years of school. .The pup11 is testad further
to diagnose spec1f1c sktlls that need to be mastered in the ievel.

Then the pupil is given drrect1ons as to which mater1als‘to use and
in which order (this is the prescription). - Both the pupil and the

~ teacher participate in eva]qation of <—he pupil's)progress. Many of
the materials used by tne pupil are sel“<instructional. Finally, the‘
pupil is civer a posttEst on the skill ::ind a new prescriptionAbased,on
the test razults.

The instructional ~==mterials are at preseht undergoing extensive revisicn
and exzansion so thz ~uture zmerationz deéC%iptions, sspecia}iy of the
IPI readirs program, wi]T be ::msiderab vy different even thouga the
basit agproach u—idjaghosis, Jrescription, and evaluation — will be

. continead. Frocedures will thus .differ somewhat among first, setond,

and third generations of materials, and among the different subject
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-reas Tne efore the following + cription of an IP. science program

is gi- = since no one composite escription would accurately reflect
all tr= - t.ztions. )

I" . = -oeration. These prc:edures were observed in one classroom
using t=z 7 science program cailed Individualized Science:

Tw=-" -tnree children enterad the room which was set up as a science

center, ar: tney opened their folders and began working - some in
groups »>f <wo to five, others independently. The children were following
directions :n zask plans to accomplish gpegffic objectives assigned
ohvthe basis.pf placement test resu]ts.‘\SZhe children were being‘
in:tfucted by audio tape, whefegs many had opted to use the written
form of the same material. Meost oflthese seifeinstructiona] lessons
incorporated many manipulative activities, incladiﬂg use of
cher:za’s, msasuring devices,_mndé]s,and'scales. ,

~is, withou: assistance from the teacher or aide, had just read on:
his =3k p]ﬁn whict lesson hs was supposed to start. He remqved from
the itk where the ssson s~z==ts were stored, the apprs..miate -one
as * vicatecz on hiz tass clar. He then removed‘from e tape storage‘>
&2z = bl zontai~ing weightr and a cassette tape. Goihg to a tab]é on
=17 we rclacec a taze -laver and a scale, he put the tape on fhe
¥ma  _..a=tte recorder zod 1istehed to the detailed instr.ctions on
use 2% 7= .weights. Chr - answeréd ;arious questions in writing on
his anze~=r sheet and later cmecked them himself. He was obviously able .
to marzage much of this learning by .himself even though he was iny in
the third grade._‘ | |

During'the hour-long science period, the teacher me: with students
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1ndividha]1y to answer quazstior: , to assiét in some of the more
involved exPervments, anc to prrvide follow- -up work to/nh11dren who
had redched a similar point in -neir programs. )

Other stUdents had rez:zhe: points in their plans that permitted a
choice ¢ the type of addit on w0r5 each wi§hed to pursi: related
to the previous lesson. (- tuy, ﬁﬁchae?, chose an illustrated folder
which c.ve directions for making a wheel out of a small a’ uminum pie
pan as cart of a system for cenwarting heat energy into ikinetic
energy. The fo]der also included pertinent and cha]]enging questions
about tnz experiment. At each stea in the experiment, Mizhael wrote
‘h1s observations in his notabook.

Two students were maxing shapes out of t1nker -toxs; several children
had chosen to read stories re1ated to the1r ~ork; and some were p]a}}nc
a sc1en;g learning game. +n aide assisted students ir setting up
equfpment; this pner<an & was observed keeping a runnimg inventory

;of supplies, -an. c¢f whic «#-e consumable.

In addition to check ~heir own work, pupils wers also meintainir.
records o7 ‘he1r progras: ~ : profle sheet in their :ndividual
-folders. Tne teache =ul. ~eadily check any pupil's print in

,pr6giess_by looking © < the rogress chért.

The tea:hef had . separate.record for each child, too, But this did
not requ1re S great deal ¢* time: sin\? S0 much was being handled by
each ghild. dhenever possible, cn1]dﬁéq\were also deciding for themseves
which ‘sequence they would follow in a glven set of act1v**1es ‘where ne
order was rot citica” As a rssu]t”of the responsibili-v given children

forkmany o7 tv prozadural aspect: (and they had\to be zzugh~ all these
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activities in a thorough orientation program), the teacher spent

most of the tfme interacting with chilaren on substantive rather

than proéedura1 matters. while the noise level was rather nigh,

1£ was mostly "productive n.-ie' that one wculd expect from interested
learners involved in a mult-tude of differer: instructional activities
at the same time.

Even though the science orogram is the-z.ghly and carafully |
structured, there'seemed to 2 many ways for roviding each student
-withgthe opportunity to m=zke choices and ta 2e respons:aie for his
or her own learning. In sur the emphasis ir the class was definitely

on learning rather than cr teaching.

Evaluation comménts. “he tPIE evaluatic- =gport (7374 ipoasts
that IPI may be described 2+ =ma=zer:al:z-cents - rathz~ -hz- teacher-
centéfed, iﬁdividua]-orienvg; Cnuner TmEn o dp-orienteZ.  ad based
on the theory uncerlying proc smmed frztruictoon. Thus = of the
instructional materials are - f-instruct-onal, not remo-— g frequent
help from the teacher. Prc.= v PLAN* 'nd 77 are similz~ ~ relating
objectiVes to tests and ingr-.=-ional materiais. PLANT ut 1ies

,,exiétjng materials while IPI rslies more upon newiy-deve10f5d materials.
The sequencing emphasis among objecéivesris somewhat haavier in IPI
than in PLAN. ' |
“Wﬁi1e PLAN* organiz: mstruction z-ouna selected rs t=r—als, IPI
created'héw packages consTzing of abjectves and new me—=-ials. IPI
was rated as using more seif-instructional materials than did PLAN*.
The EPIE evaluators Found tmat IPL pupi’= came to zreter

individual over group activities, and this r~eference was reinforced
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ih tha program as individual progress thru the program was plotted
on record sheets. The reading program requires more group activity |
than the original mathematics or science program, but EPIE could not
determ1ne whether ch11dren s attitudes were different among programs.
EPIE descrlbed IPI activities as reactive rather than initiatory due
to the lack or pup11—1n1tiated projects. IPI was said by EPIE td be
committed to the concept of fixed, pre-selected goais rather than
to ehergent.goa]s. If this characterizatioh is correct, a school might
wish to consider which'orientation it prefers as a part of 1ts.deéision-
.makiﬁg procedure If pin-pointed goals are preferred to more vague goals,
- & school might incline toward IPI. u
lost schools report.that the burden of record keeping is the most

sericis operational problem with IPI. Money for aides or other added
perstnnel is usually required. - Few scheols -adopt all available IPI

currs zulum areas because of the burden of record keeping. One school

may a10pt the reading or mathematics and another school may choose
science or social studies. - V |

4 tPIE noted in IPI, as in PLAN*, the absence of affective objectives.
EPIE described the outcomes as “"limited but predictable" i; reference
both to the emphasis on lower 1eve1$bof cognttion and the idtk of
affective objectives.

EPIE reported that .the pupils were reluctant to deviate from

sk111 sequences in order to work on extra 1earn1ng activities, as the
- ‘extra act1v1t1es were viewed as retarding progress on the goa] of
comp1eting a segment of objetttves. EPIE judged that such a procedure

‘might in some_instances'reduce generalizing experiences and thus interfere

33



33‘:4
i
\f‘with full mastery of concepts in favor of learhing a. "verneer ... of
right answers." On the positive side, Ho@ever, EPIE conceded that a
carefully developed skill sequence may reduce the amount of l"fi/~epet1".fj~--r1
without learning" that is often encountered in conventional instruction.
Later versions of IPI material vary the programmed response mode to
break up the repetitious responding called for.in earlier materials.
“In science, the addition of manipulative materials helps accomplish
- this aim. - | |
Summative evaluation ré;ulks quoted by EPIE‘indicate that IPI pupils
score as well or better than non—IPI:pdpi1s on starfdardized tésté,
achieve_higher scores dn iPI tests, and hévé a pdsitive'attitude
toward schoo? and'learning Pareht'reactions also ire fixgpeﬁf :
IPI.V These f1nd1ngs need to he we1ghed aga1nst the ;z;;r jssues CQ!E[Eﬂi>

by the EPIE evaluators.

Costs. Suggested producer's costs for IPI as reported in an EPIE
report (1974), ‘are as follows: for 150 children, the average cost per
child for IPI math for the first year %ould be approxim%fe1y $7.50, not-

1nc1udin§ manipulative materials. For science, it is $10.80, including

supplies and equipment. These figures do not incidde infservicevtrainlng
for teachers or salaries for teacherbaides. It would be é éeveré jolt

to the school budget if a%%choo] adopted all IPI curricuium areas, and

© it would be a burden to teachers. Gradual implementation théreforg
:appea%s wise. - ' |

Individually Guided Education (IGE)

.

instructioﬁ. Basically, IGE is a model for changing the organization and '

Descffgtioh. IGE is still another approach for individualizing

w

/o
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psycho]ogica1 climate of a school in.ways that may fati’itate any chosen

N

specf1r method for 1nd1v1dua11zat1on The organ4zationa1 mode1 encourages .. -

differentiated staffing that permits flexibility in meet1ng children's.

" needs. Psycholog1ca11y, the IGE model emphasizes shared jec1s1on-mak1ng
at different levels -- among teams of teachers and aides responsible for
100 or more chi]dren; among team leaders and the‘principal, and"gmong
different schoois in the same reg1on With respect to %grrlg\1um, one =
system wh1ch ‘has been deve]oped for use in IGE schoo]s %S a beg1nn1ng
reading program including a sequence of objecties, tests, a record
keeping system, and files and teacher qu1des and. some student act1v1ty

sheets. However, most schoo]s key tne1r own ex1st1ng materials to the

object1ves Like IPI, the IGE reading mater1als are stj]] being

\\

Aeveloped and refined.

Awe ) . s

IGE in\operation. A typical-operation for an IGE schbol%dnvolves

teams of three to five teachers planning jointly for instruction matched;
to the needs of.each/of 90 tu 150 children. An observer sat in on one
planning session by a teaching team. Three teachers (onr oflwhom was’
the team 1eader), an aide, and a student teacher were present to p]an for. o
reading 1nstruct1on for 90 ch11drén

The team leader had a card for each‘pupil Which‘showed'progress in
elementary word attack skills as measured by objeetdve-referenced tests.
The cards had been arranged into fifteen groups by an aide in advance
of the meeting. This had been accomp11shed by threading a skewer thnough

v

coded ho]e§ in the side of the cards, each hole correspond1ng to one sk111
-/

'  If the skill had been mastered the ho]e had been punched open and the
card_wou]d fall out, leaving only cards for ch11dren who had not mastered

the skill.
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Factors other than skill mastery were being cons1dered, such as whether
the chi]d could best rece1ve.the 1n1t1a1 1nstruct1on in a group mode, or
if he or she would profit more from independent study using a taped
program or from tutoring by an aide or read1ng spec1a1ist "The teachers

. decided that a few ch11dren shouid be retested, and for othErs who
appeared to have some type of 1earn1ng d1sab111ty, it was dec1ded that
the schoo] psychologist wou]d be asked to give special tests. A(ﬂ f1ve
people at the meet1ng seemed to know a]] 90 ch11dren well, and when -
any one ch11d:s_prob1em was discussed, each teacher and even the aide

. contributed information based on experience with the'chi1d‘

The fo110w1ng day the: ch11dren were in the d1fferent sk111 groups
that had been organized ear11er Each teacher had two groups of 9 to
18 children. Each teacher worked with one of the assigned groups for

‘ about 30 minutes and then w1th the other group. Chl]dren ﬁn each class
who were not rece1v1ng teacher-directed instruction or pract1ce worked
1ndependent1y on act1v1t1o& na*ated to the assigned sk1lﬁs Thglschool 1s-

organized so . that each.chitd® 1n the‘pr1mary grades rece1ves approximate.y

. .'5 -. .
30 minutes of skill 1nstruct1on da11y . ! //‘ R

Wh11e most of che children were in their $k111 groups work1ng elther
1ndependent1y or with a teacher, other chi]dren were béing tutored by
one of three reading spec1a11sts . -If _
In the 1ibrary/materials center, which 1ncﬂuded a 1arge number of
nonprint mater1a1s, several chi]dren were working independently or in
small groups. Some had been ass1gned to spec1f1c tape programs wh1ch
their teachers had decided wou]d be more effective than group 1nstrUct1on,
and other children were in the materials center because they had mastered
Qo the(sk11ls being taughtwin their groups earlier than had the other

ERIC * | |
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It thus seems diff1cu1t to escape the conglusion that EPIE evaluators
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ch11dren, these faster learners were reading supp]ementary mater1als
or p]ay1ng games re]ated to the skills recent]y mastered.

In this school the teachers normal]y test their reading groups

'after two weeks of’ 1nstruct10n, and then they re-group the children

accordingly. Unt11 this t1me, the da11y planning sessions wi]] be devoted |

to-other curriculum areas.

Evaluation comment. The EPIE report (1974) agrees-with the earlier -

comments in this chaper in" describing IGE as an approach to team
decision-making and reorgEnizihg the classroom environment. Thus there

is less emphasis than in PLAN* or. IPI upon specify1ng the learning
obJectaves and mater1als, and there is less emphasis on specific methods
for 1nd1v1dua1121ng 1nstruct10n | The focqs on the needs of the 1nd1v;dua],
however, is the common e]ement amdng a1i three systems.

Due, perhaps to the less Prescriptive nature »f IGE, the EPIE eva]uators
made fewer criticisms than they made of PLAN* and IPI. The reader must
Judge for himself, however, whether the EPIE evaluators were g]so biased
against PLAN* and IPI. When a-program commits itself to the task of
specifytng»objectives, materials, and procedures, it opens itself to
more specific criticism than if a']eés Prescribed curriculum were offered.

While EPIE criticized the level of cognitive activity growing out of

‘both PLAN* and IPI, it appeared also to react somewhat more strongly against

the:behavioristic theory uhder]ying IPI. Yet it 1abe1]ed the absence of

a cons1stent theory base in PLAN* as both a strength and a weakhess.

were looking for more of an open or humanistic system, which perhaps.they N

~ found "in IGE.



Summative eva]uation data for IGE cited by EPIE were considered

less extens1ve than des1rab1e. but one study of results of the read1ng

/

program for 23 schoofls indicated better word attack skills for IGE

Pupils than for comparab]e pupils 1n,the‘same schools as measured a

year earlier withodt the word attack“prbgram. Other eva]uatidns relate

to the ‘attitudes of’pupi]s and staff toward IGE as a whd]e hThese
‘reactions are genera]]y favorab]e but as the EPIE report conc]udes,

. probably correct]y, “IGE is whatever a school makes of it."

Cost. The stconsin Research and Deve]opment Center suggests that
to.start in IGE, at least*$10. OO‘per pupil for two years'w111 cover

the added ‘costs of one a1de for every 150 ch11dren. higher pay for team

" leaders, and add1t1ona1 1nstruct10na1 materials This figure does

not include any teacher-tra1n1ng materials or consultahts' fees.

The Proh]em of Classification of the Three Programs

To conclude this overview of the three nation-wide individda]ized
instruction systems observed, two points need emphasizihg. One is the
great amount of variation in the.Ways prpdrams are jmp]emented in\schoo]s;
the second point provides one reason for the variation: 1mp1ementatidq
and operation_are in the hands of people who u]timate]y"determine not
only the local flavor of a brogram, but how well the resources are
utilized to enhance chi]dren's learning.

Due in part to the above factors, the.authors decided against presenting
a classification ;scheme by which one would check cells in a matrix to-
attempt to summarize the main features of the three national systems

described in this chapter. - Many such classification schemes were
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considered, but the conc]usion was reached that it would be‘necessary
to use the scheme only for a specific schooi or c1assroom; not for

- the program in genera] ‘Another prob]em was that to be comp]ete and
:accurate such a scheme would requ1re “too many descriptive categor1es --
probably at 1east 100 rather than the dozen or so that would be more
manageab]e |

.Qther wr1ters ‘have attempted such a c1ass1fy1ng scheme, 1nc1Jd1ng
Edling (1970). However that scheme appeared too genera] to be very
‘descriptive, and the present wr1ters did not feel they cou]d apply it
unembigiously to these,three national systems. Since this conclusion
was reached, for the national systems described in this chapter, no
attempt was made to use a c}assiftcation scheme for the Tocally deve}oped”ﬁ,
programs described in Chapter.3 However, readers who would like to.

‘see such a c]ass1f1cat1on effort may refer to the Ed]1ng report or the
one by Hull (1973). f/ \

In place of a c1ass1f1cat1on attempt, ear11er\1n this chapter comments
on the three national systems have suggested some other poss1b]e descr1pt1ve*
categor1es which might be of use to others who may wish to try a classifying
scheme. These are:

1. Degree of specificity in deftning‘the object;ves.

2. Range of levels of cognftive activities associate with the objectives.

3. Frequency and adequacy of tests-used for pTacement and for
monitoring of pupil progress. |

4. Number of alternate materials ahd activities provided for each
objective. . / ‘ .

5. Degree of prescriptiveness or openness in specifying sequences

and methods. /
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6. Degree of emphasis upon-team“teaching and shared decision -
making among school staff membera,'

7. Degree of pupil ’choice 5n se?ection‘of objectivea.

8. Degree of eﬁphasis upon enrichment vs. basie skills.

9. Degree of pupil.self-initiated activity.

10. Method of record keeping; use of computers.

-11. The type of theory base for the curricuium.

12. Degree of use of se]f 1nstruct1ona1 mater1a]s

{

13. Use of new materwa]s VS. on-the-she]f mater1a1s.

e,

14. Methods for avoiding wa1t1ng time or "down t1me“ When a pup11
needs he]p from the teacher. e

15. Frequency of making new prescr1pt1ons for the pup11

Wh11e some of the above descriptive.variables were used earlijer
in this chapter to make some compar1sons and contrasts among the three
systems, the authors wou]d not feel comfortable in attempt1ng to }'
put this in the form of a classification scheme in summary chart form,
for either the national or the 1o¢a11y-deve10ped programs.' °

In.summary,'it appears that the detai]swof application of any system
vary so much from school to school and from teacher to teacher that
' carefu] efforts to descr1be fully are preferable to attempt1ng to
descr1be by merely c]ass1fy1ng The authors preferred to attempt to
give composite pictures of typica] app11cat1ons of the national systems -
and to desch1be specific schools and c]assrooms_1n the case of IQca11y-
developed systems. The field reviewers have helped to make these.

descriptions as accurate,as possible.
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-Chapter 3:

. ‘ )
Descriptions of Selected School‘Programs/

In this chapter ﬁhgre is.a change from “composite" or "tybica1u
applications of the_three natibnal systems to descriptions 6f specific
app]jcatidns by se]ectéd schools. -Aiso described are some'lqpa11yw
developed systems, and mixtures of n?tional/ahd 1oca11y-deve16ped

Components as developed by particular schools or school systems.

Walter T. Moore Elementary School (K-5)

Tallahassee, (Leon County) Florida

History of Prograh

AT

The school bdi]ding was qonstruéted in 1967 in the "pod" or
"open space" construction style. .

-Undef a Title III project, program development was funded from
1970 thru 1973 under the name "New Adventures in Learning" (NAIL). This
'fs-a:1anguage ants.program, K13. In the spring of 1972 the project
was evaluated by USOE és innovative, successful, cost effective and -
exportable. It‘was funded as a National Demonstration/Diffusion‘Center"‘
_from July 1973 to June 1975.

The school has conducted one-week training sessions for the ﬁersonne]
of adopting schools from several states, and it will next turn to training
of teacher trainers for sf;ll broader diffusion effects.

This school was the first open space school const}ucted 1n‘Leon
County. It is a model in arrangement, furnishings, materials, programs,
and personnel. Its location brings'a balanced mixtufe of black and white

and urban and rura? pupils; thus' providing fhé heterogneous .pupil”

’

population needed for a real test of an individually determined learning

N
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program. | . /
The school is arranged into 7 large areas, or pods, of which 3

are demonstration areas and 4 are non-demonstration areas; each area P

-

s

is.comprﬁsed of at least two grade'1eye1s;‘ Special areas for‘music,'@a
art, etc., are-separate ffom the other 7 areas. - ‘ . 2

Social ‘studies and ézience ére an integral part of oral language
in the language arts program. Mathematics is a]so_jndividua]fzed.

A first year trial of a complgteTy 1ndividug1ized brogram wi th
extensive personal conferences beiweén teachers and pupils was abandoned
due to achievement.gains no better than under conventional inst;uction.
Under the present combination of individual study énd larse and ama]i group
inétructibn, gains in measured skills pecame much more impressive.

o

t

Componerss = the Program
Key commonents of the present program are:

1. Initiza: o1qgnos1s, based ona variety of appropr1ate tests and

observat1ons, to deuerm1ne each child's level of 1anguage development. .

2. Ind1v1dua1 prescr]pﬁ]on of activities in read1ng appropriate for each

>

child's 1earn1ng needs and learning style, all keyed to a permanent 1nd1v1dua]
reading,ski]]; record extending to grade 8.

3. Usage of oral Ténguage, reading, and psycholinguistic exercises,

as appropriate for each child's profile:

4. Continous monitoring of progress, permitting formation of small

~groups for short periods-of time as an improvement over the conventional

o

"tracking" extending over ai entire year.

5. Use of behavior modification techniques to encourage academic and




social maturity dnd to minimize discipline;prob1ems.

6. Frequent dse of Friday .as_a child-planned day'to provjde.opbortunity

for either more enrichment or for catching up in sk1lls progress.

__7 Use of a1ternate mater1als and sequences as a second from of pupil
'cho1ce and as a fac111tator 1n form1ng groups. |
3. Self Qac1ng for 1nd1v1dua11y prescr1bed act1v1t1es but group pac1ng

i for teacher conducted activities.

Project Findingsh

Of’310_pupi]s. K-3  ==e number scoring belcw 1.4 an G*Imore Oral
-kzading Test dropped fr=m 58 per cent to 27 per cent b~ the end of the sroject.
By the\first year. 20.7 per cent were not expected to read dUe to ow
mental age; th1s was recuced to 10 per cent by tne third year.. |

[

In 1970, on]y 10 per cent read at or above grade Tevel, th1s was -
‘increased to 50 per cent by 1973. h
Further conclusions were:
1. Without adequatebdirect teacher instruction, no hnown materials
produced satisfactory gains'for pupils of- this school.
2. Word attack must be combined with Vocabulary and comprehension
deve]dpment to achieve satfsfactory'results.‘
3. Signiticant growth in all measured skills {including IQ) was
experienced by the prog~am regardless of the degree of retardation
‘ - at the outset. (This does not include permanently handicapped
' chi1dren,l5uch as the blind and deaf, who receive special attention,

’

and ‘whose gains are not included in the above results.)
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Dougherty County Schoo]s, Albany, Georgia

‘Program Description

' This school district 'wfth Tit]e H fundlng aid, developed a
compensatory program in, readlng skills for the most d1sadvantaged
children whose tested reading 1eve1 was far below grade norms’. ‘The |
selected children go to the Title I classroom for 50 minutes per day
nf individualized inst-uction as a supplement to the basic read1ng/
languazs arts program conducted by regu]ar teachers

There is one T1t1e I ciassroom: in each of 16 public schools plus |
on= g=ircchia)l schpool. Eacr of the 17 teachers, assisted by'a paraprofessiona1,
teazhz  an average of 102 students.per day in.groups not exceeding ’
17 pzzils each

/

These 17 teachers had an 1n1t1a1 workshop on how to conduct the.- |
program, supp1emented by/cont1nu1ng ‘in-classroom training and ass1stance o
by consultants and superv1sors.

| Pupils are seiected for the program on the basts of-reading test
scores and recommendations of teachers Some pup11s stay a year or more
in the‘specfa] program. Some children achieve 2 or 3 years' gain. 1n
skills in a one-year period or sooner, but a few gain no more than in regular
classes. | |

The program operates by individual diagnosis and prescription.

"This enables teachers to assign tasks that children need and are' ready
.to master. A permanent record_card, K-8, is used to record mastery
of skills listed on the card. »th]e there is a genera1 orderly pattern
of progression from elementary to advanced reading ski]]s, this program
:1s by no means a linear; 1ock-step patternt Teachers have fodnd that

different children can progress by somewhat different sequences of
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prescriptﬁoost. Teachers use various‘options in sequencing as well as in
: se]ection‘of materials, - ;. i A
A prescription sheet enables the teacher to plan the work for each
child for as much as a week at a time. The child 1earns‘to'locate the

\

assigned mater1a1s by read1ng the codes written by the teacher on the
- prescr1pt10n sheet Somet1mes the ass1gned mater1a1sqare programmed
| instruction book]ets, tut sound tapes comb1ned with workbooks are a]so

used, and also books for read1ng pleasure. - C0mmerc1a11y avai]ab1e
materials are used as much as possible. |

Chi]dren new to the program receive smal] group instruction on
how to follow the prescriptions and howuto 1ocate materia]s and operate -
simple sound recorders The younger ones, of course, requ1re more he]p
in- these matters than do older children, but all soon 1earn to do these
things w1thout help, thus a110w1ng teachers and aides to concentrate
on g1v1ng.academ1c help rather than procedura]' help.

A given set of materials is oftenr used in different ways for different
punils. Fu, example one chi]d ‘may use a programmed book1ét~to master
an objectfve with no help from the teacher Other children must be
led through the same program by the teacher repeatedly, so that they
]earn both the procedure and the read1ng skill. Some children will receive
such persona]rtutor1ng severa] t1mes during an hour; others need no such
help. . y

It is common, in both conventional and'individua1ized~c]assroom',ufor
teachers to speak of "eye contact" as an important way of monitoring the

pupi]s’ activities; In this Title I program, some teachers use "ear

contact " They ask all pupils to do all the1r 1nd1v1dua1 reading aloud,
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S0 the teacher zan detect when a pupil needs help. To the visitor
un1n1tated in such a procedure, it appeared amazing that the teacher,

wh11e he1p1nq one ch11d in a tutor1nq fashion, could hear arm reqister

.the needs of other children for the teacher's he]p. These vaungsters
. often all read-at top voice, yet the teacher and the aide wers attuned

to the cJes;sighalling need for correction or help' Apart Trom its

use as a mon1tor1ng deylcewmthrs ‘technique m1ght be usefu] T Tevive

the prem1um wh1ch years ago was placed.upon oral read1ng sxills.

Results |

_ This program hasvbeen validated by USOE as -an e*emp]ary Title I.
program. | | -‘ | ‘ S | |
o Morgan (1574)>summarized the results of this Title I‘program for the
3-74 school year, for ?190 Tit]e I pupils in 12 elemertary schools,
grades 1-6. Resu]ts are quoted here, first in terms of reading ga1ns,

and then in.terms of dollars per ob3ect1ve gained. '

S1nce the ch11dren were selected for the compensatory program
because the}\gere the Towest ach1evers in read1ng, there could be no
control droup W{th1n the d1str1ct for compar1ng the reguYar program
with the spec1a1\program Therefore gains scores were used, so that gains
for the puplls in the Titie I program dur1ng 1973- 74 cou]d be compared
with' the1r own gains do\]ng previous years in the regular program

Since there was no gain score: for the previous: year,for those who
were first graders in 197§¥74 the differences quoted .between prior
years and the 1973-74 year refer to grades 2-6. However gains during
| grade‘I were measured. | \ ) |
- ' Signifiéant differences at the .01 A]pha level or better were

. , .
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| 46
obtained between the gain scores for the compensatory program and prior .
gains for the same pupils in the regu]ar'program,'at a]]fgrade;1eve]s,

on each of the. following tests: Gray Oral Reading Test, Slosson Oral Reading

"Test,kand the CREAD Test, Form A. These differences were not only

£

stat1°t1ca11y s1gn1f1cant but they seem 1arge For examp]e,,tak1ng

gains on .the Gray 0ra1 Read1ng Test (Morgan, 1974 p 45, Table 1), here

_are. tne d1f‘erences

Mean months Previous mean’

Grade - Gain per month of . Gain per month
Treatment : -1n School |

1 .799 0

2 1.151 - 247
3 1.244 441"
4 ' 1.768 / 261
5 1.673 ;7425
6 1.298 ’ - 462

———— -

Cost per pup11 of the regu]ar language arts .program was computed
at $16. per month, and the spec1a1 treatment was. calculated at $24 38

per month. Norma]]y only the cost of keeping a pup11 in school is

| computed.

But Morgan also computed the cost per pup11 for each month of ga1n

in reading skills; on this basis; the special program actua]]y cost less
/

than the regu]ar;program' As Morgan expressed it, "It actua]]y cost less

to teach better." . | .'E' - !

Morgan pointed out. that the above results are for a compénsatory

program offered to ch11dren for 50 m1nutes per day in add1t1on to regu1ar
\

1nstruct1on “The resu]ts should not be generalized to other situations.

i
“
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~ Even so,- ‘the mean ga1ns were impressive, as well as cost effectlve,
{1f one counts cost in terms of ach1evement gains rather than s1mp1y
time spent in school. o -
The data for 1973-74 were only for grades 1-6. The'program is now
_1n effect in some schools through grade 9. The observer formed the - subJect1ve
1mpress1on that for the 1onger ach1evement retarded ninth graders, only.
small gains may be brought about Any poss1b]e ga1ns in 11teracy are of
course des1rab|e for those pup11s but the advantages. of starting at a
younger age are probably greater, and m1ght be demonstrated by later.data.
The ninth graders had probably experienced failure in reading skills |
for so long that their’ mot1vat1on for the program was lower -- at least
it seemed so to the observer. The ninth" grader° appeared apathetic as
compared to the younger pupils. | 0
Morgan s report (1974) cited ev1dence that other compensatory
'programs typ1ra11y have not produced the magnitude of ga1ns found in th1s
‘ program Th1s fact makes this program's resu]ts of added s1gn1f1cance N
and worthy of c1ose study by 1nterested schools. Wh11e other programs
-reported here may be equa]]y successfu], often the carefu1 research
documentat1on made - by Morgan is not done. This program would appear to
merit the status of a demonstration program, just:as its merits have
a]ready been off1c1a11y recognized by the designation of exemp]ary

N

program.

Duva] County Schoo1s,

Jacksonv111e Florida

Program Description o E

‘Individua11y Paced'Instruction (IPI --.not to be confused with the

s —
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48
"P1ttsburgh developed Ind1v1dua111y Prescrlbed Instruct1on) has been

Joca]]y developed dver the paSt six years by 1nterested 'K-6 principals

_and teachers under the 1eadershdp of an associate super1ntendent who .

\

.provided’ the 1n1t1a1 plan and con\fnues to provide resources for

development and implementation. '

3

"The'suhject area most thoroughly individualized is reading.

R

:Mathemat1cs instruction is now be1ng\1nd1v1dua11zed following. the bas1c ,
o \

(\d‘ i

system used for 1rd1v1dua]121ng read1n At present 31 elementary |

schools are us1ng the IPI program for read1ng (of 130 elementary schools

s

in the d1str1ct) o .

\‘

A sequence of reading objectives has been prov1ded hy the d1str1ct

with a-series of criterion- referenced pre- and posttests Teachers in
schools 1nterested in developing the IPI°system have part1c1pated in work~/
shops to "key" ex1st1ng materials to the obJectives The d1str1ct

_has then prov1ded schools. part1c1pat1ng in IPI with cata]ogues stt1nd

the? “keyed“ mater1als Teachers also “key":other mater1als they have
ava11ab1e in their respect1ve schools As a result of the plan to involve
.classroom ‘teachers 1n select1on of mater1als, there is considerable variation

among tedchers even in the same school in the materia]s and‘methods they
7
use to attain the obJect1ves, a1though the obJect1ves themselves do not

vary among schoo]s ’ . v
" The organ1zat1ona1 structure for the IPI schoo]s has ‘not substant1a11y

"changed -- students are placed 1n classes at different grade 1evels as in

a convent1ona1 system Within each ciass students are tested to determine -

where each child is on the sequence of obJect1ves r read1ng, and 1n

R

any c]ass at any grade -level there is cons1derab1e var1at1on among .the

td
. . Y

ot
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objective assigned 1o various pupils. W enever'possib1e students
who are workingaon the. same objectives ar grouped together to rereive
initial 1nstruct1on -- often teacher-dire ted. Then the students work
1ndependent1y until they master the obgecthve and are regrouped. . The size
of groups d1ffers as well as the 1ength of‘t1me any group stays together
Some teachers group on the tts1s of a s1ng]e ob3ect1ve whi1e others use
their judgment as to when severa] objectives, which are c]ose1y adJacent R
in the sequence, can be used for grouping. |, | . ’ \
. An important feature of the program is the provision for aides
to he]p keep records and to organize and assemble materiads fot the
teacher. Aijides were also observed conducting individual tests and
perform1ng direct tutor1ng funct1ons under the supervsision: of the teacher.
Also cath IPI SLhFO] visited has a master teacher who he]ps coordinate the
test1ng, assemb11ng of materiais, ut111zat1on of aides, and tra1n1ng

of teachers 1n implementation-of IPI This person also serves as a, Y

L11a1son between the district’ IPI d1rector and the school.

Stages in Implementation

Since this school district is a very Targe one, and since the
1nd1v1dua]1zatwon program was developed 1oca11y beg1nn1ng with 1eadersh1p
in lhe d1str1ct office, 1t may be" usefu] to readers to note the stages.
oy wh1ch this program deve1oped o ‘ | s‘ -

1. In 1968, the assoc1ate‘superintendent‘for curriculum began to
1ntroduce nine principals to the concepts under1y1rg individualized
1nstruct1on ‘ |
2. During}the‘next year, a set of ohgecﬁtves and-tests were developed,’

partly by modifying existing materials. _Pe%sonne1 of nine schools were

o]
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were %/\ N Oppoftumty to examine or make 1imited use of these materials
as pa %y %f th &1y oﬁeﬂtahon | |
N qv/% ’\Shop bz S cOnduGted; With asSistance from consultants, to
furth & Q}%Qh t.SchpM pel‘gohn'&] in methods of systematic planning.
Al *h/‘dvistri‘:\ hireg ceMtral ;taff Personnel "for Teadership foles,
and o W3 V2 ﬁupp]@mgn;‘ary funds (local, State, and Federal). |
. }/ M‘dxv]ﬂuahzm rédding Program was introduced into one
schap ¢ %\/Wﬁt, tmn into other v°1unteer schools.
A4 ey funds war€ obtained, the program was expanded into
non- ~yA) /nt/&b Sthoms vhere 1t was also WeH received and 1mp1emented.
/tI/]UYng trf“rﬂng 585510Ns are Offered by district staff for
\pefﬁoﬂlf /t /‘emy ﬁdODt”\g 5Chools. '
@ Th/ bﬂgraff' $5 continlousty assisted, monitored And coordinated
by thA /hbj Iz di;«@qtor of 1Pl and a master teacher at each participating
SChOO/]\ | :
A gwh /I‘Str4Qt and schP01 personnel continue to "key" new mat°r1a]s
made ﬁ\./ b A For Qach Objective, |
N, X\u”p‘b (‘;émenmr.y‘funds have beeﬁ apProved by the school board to
prowicy NG' %V;“terf ed récord keeping system to reduce the améunt of time

N | ~' \
teachBry hy Fbend 10 kéepind recOrds.

- 1N t] \IEI/}:SS Data _' \

‘ @Wﬁ m/ qed/hy the d1sth1ct office 111ustrate the pr1nc1p1e

Cost Ang
thaz f*tﬂ % h}ewement Is not always directly proportional to costs
Lo " o -i*nvolv’W\ %hmg s £ho0l s which f]rst mp]emented the 1nd1v1duahzed
prog%m \d W7 ha\/ﬁ ’Che Gdd1tlona1 personnel and assistance later provided
to foVﬂ ch/ﬁr , thoO]S undey the Emergency Sch001 Aid Act (ESAA) yet in

o ,/ 56 ]




the associate superintendent's view, the quality of instruction
and the use of the IPI system are higher and befter in the nine dfigina]
,schdols Th1s difference may be due in part to the "vo]unteer" status
of the dng]nal nine schoo1s, and in part to school population
d1ffereﬁces. Yet the achievement data do indicate some improvements
from the IPI program in the other four schools, as summarizéd below.
During the 1973-74 school year, for the four ESAA schools mentioned
abové, the district set the objéctive of increﬁsing reading achjeyement
through use of the IPI reading system. Speciéily designed objettivé-
referenced.tests whigh meééured vocabulary, word .analysis, comprehension
and.oral reading skills w;fe used to determine whether this objective
was met. Based on desired gains set as criteria, first and second gradé,
pupils mét the objective, but for grades 3-5, only the fobr;h grade of H
one‘school and the fifth grade of ‘another schoo]vmet the objéctive. The
older pupils (grades 3-5) achieved more ‘objectives than did the younger
pupils (grades\l and 2), but since their criteria were higher, they did
not achieve‘the'dbjective. Yet on the Stanford Achievehent Test (SAT),.
fourth and fifth graders were growing in reading achievementgat a faster
" rate than first and second graders.  Thus the criteria for "success"
| may have beenvset too high for the olde; pupi]g‘ or they>may have had a
large achievemeht'deficit'to Svercome. In gene::}}\groupsAWhich scored

well on the'IPI‘tesfs aTso scored well on the SAT. AN

AN

_ L ) N _
Special IPI costs for the ESAA program for the four schools (2,110

pupifs), averaged $186.54 per pupil. A poéfible hypothesis, not

‘, testab]e by these data alone, is that it takes more money to remedy iargg

‘ach]evement def1c1ts than- 1t does to sat1sfactor11y operate either a convent1onc

N\ .
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or an individualized program for more normal schcol populations.

The re]atiVély high costs cited for four schools for this 1d§a]1y
developed program may become less as costs are armortized over more séhoo]s
each year. Also fewer aides will be needed as record keeping becomeS’computerized.'

~The district office estimates that after the districf acquires its own
compufer, oneftime installation cost wi]l be $7,500.. per school, and

subsequent yearly operation will cost $3,000. per school.

Manuel de Vargas Elementary School

Cupertino; Ca1iforn1a

Manuel de Vargas is one of five schools (in a district of 42 schools),
- participating in a Differentiated Staffing Project. For this prbgram,

the State legislature has allowed schools to increaéé the state;
mandatea teacher/pupil ratio of 1:30 to as high as I:AS. This 1is done
by reducing thé number of certified teachers and allowing the schools to
use the monies saved to employ aides -- usually three aides for each
teacher rep]acedﬁ The total effect is to decrease the paid adult/pupil
ratio to as low as 1:18 w1th no additional funds required for personne]

The program, in effect since 1971, has been evaluated by the district.
Two of the findingé are that (15 over 70 per cent of the teachers' time
is spent providing instruction fo children individuaiiy or in grdups
of 10 or fewer ahdf(Z) teachers g%ve-tw1Ce fhe amount,of instruction
in a one-to-one re]ationshipAas that given in the conventionally staffed
schools. |

.F]exib]e:use'of~personne1‘is characteristic of the de Vargas pfogram;
For e#amp]e, the team responsibTe for all the\chi]dren'in grades 2 to
4 is composed of threé coofdinating teachers.(with each resporsible for

either the "budget, the objectives, or the curriéu]um), two regular
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full-time teachers, two part-timé teachers, and six instructional
aides. For this particular team the adu]f/pupi] ratio ié 1:12.

Partly as a result of constant monitoring of each child's progress’,
there is much re-grouping (sometimes daily) of children for.reading,
mathematics and langquage ‘arts 1nstructioh. The principal reported that
differentiated staffing permits the teacher to direct learning rather
than to teach EEI_§E;

Learning centers are an important part of the de Vargas program;

|

|
s

they are used both for enrichment activities and for providing the .“
major instruction in areas such as English. | |

De Vargas Schoel is one 6f several schools in the district begiﬁning \
to use the System for Objective-Based Assessment Reading (SOBAR), !
which was developed by the University of California at the Los Angeles \ o

_ Center for the Study of EQa]uation. The teachers in the Cupertino )

schools made some modifications in the systqmi The réading.system includes
obje;tives.and tests which are brgaﬁized to be readi]y.computer mahaged.

This school uées a system for planning each child's yearly'gbals. In
every curricu]um.area, the student, the parents, and the teacher work ,.
out a plan early in the school year fof the child to fo]]ﬁw. :The'plan
inc]ude§ objectives selected by the teacﬁer accerding to the chi]d'skneeds
as well a§ objectives the child selects for enrichment. L -

Then durihg fhg year‘the student‘s:progress is noted on the chart
Which shows how much hés been accomplisbéd as\well As‘what is projected.
The projection chart is not binding; it can be\modified during the year
depending on how the student progresses or how interests change. The

. charts are used by teachers and students to set goals, to monitor progress

59




in attaining them, and to report progress to parents.

Differentiated staffing, teamvteaching, computer-managed
instruction, learning centers, and long-term planning, then, characterize
the practices 1ncorporated into the de Vargas program of 1nd1v1dua11zat1on

"Although the program has been in operat1on for several years, it is

still developing and changing.

The 111th Street School, Los Angeles, California

The 111th Street Schoo] 1s in Watts, a severely depressed, all-
black section of Los Ange]es Maintaining ‘staff and generat1ng enthusiasm
in the schools in Watts are difficult. Until the present:principal came
to this school sevenlyears ago, there had been five principals in the /-
previoue’four years. | ‘ ) ' ‘ : /
| Now the school has been designated by the State Department of o

/

Education as one of two statewide models for individualized instruction. /
The school is an IGE school, but many aspects of the instructional program
had been developed at the school before it became involved with the IGE
program. The principal feels that IGE provided the thread of continuity
in the program aiready de9e1oped, ;speciaﬂly with respect to the
record-keeping system and organfzation of the school.
The present principal- has become the leader of the staff and Students
of the school and changes and improvements have been worked'oot'jojntly
by him.and the staff. ; ‘
The school follows the IGE system of dividing the pupils into
primary,.middle and upper units, and p1anning instruction tor af] the cnﬁTdren

in one unit, often nongraded, utilizing a team of teachers and aides. Each

©unit is led by a teacher who coordinates act1v1t1es and ass1sts the

oy
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skills.,

princihal in providinglinstructiona] leadership. The unit leader normally
does no direct teaching. | '

The integrated reading program is partly fhnded by ESEA Title I funds
and partly by the district. Some rooms are set hp as-reading centeré where
intensive remedial instruction is provided for &ll ch11dren who score

Aithin the Iower quart11e of the standardized read1ng test used in

"California. _wh11e instruction is provided in the regular classroom,

usually in-small groups, the weaker readers work on a one-to- -one bas1s
w1th a specialist in the center.

Peer tutoring is encouraged; it has been found that grouping‘fastb
fourth-grade children with slow sixth graders is beneficial to both
age groups. -

Even'though there is team teaching and movement of children from
one teacher to another especially in the reading skills part of the
proqram the schedule does not seem to be rigid and conf1n1ng word
attack and comprehension skills are taught in the same block of time
(1 1/2 hours), and a child who tests out of a skill group_can work
on a comprehension objective and will net have to mark time until new
groups can be formed.

One innovative feature of the ‘program invelves packets of simple

.readers that each child takes home and keeps. Another procedure is

to involve parents in tutoring their children. In parent-teacher
conferences, a plan is worked out whereby the parent is given

responsibility and instruction on ways to help the child attain specific

The most ambitious project that will soon be operational is a new ,



program. in social studies, arranged in modules so that reading skills
are practiced and measured in various content areas\in normal studies.
Each module contains an objective, an objective-referenced test, a
learning guide,ﬁand books which are keyed te tnhe learning guide.

In brief, the 111th Street School is exemp]ary in implementing

on-going programs and in continuing to expand the program into new areas.

Talbert School, Fountain Valley, Califorhia A

el

A1 19 schools in the Fountain Valley School District have
implemented the district's program for 1nd1v1dua11zat1on wh1ch includes
distinctive features as observed at Talbert Scnoo]

A large open area serves as a learning center adJaceht to

classrooms. In the center, zhildren work in groups or 1ndependent1y on | : ,
tasks assigned Ly the classroom teachers. Pupils' study is monitored
by a teacher, who is permanently assigned to the center, and by aides and S
parent volunteers. The center houses a large number and varhety of
v.instructional‘materia]s, print and nonprint, as well as varidus audiovisual
devices.

C]assroom teachers and the teacher in the'1earning centerldeve1op

conmmon 1earning prodrams for small groups of children having simi]ar

- needs. Most schools in the district emp]oy three 1earn1ng center teachers

each work1ng with children 1n either the primary, m1dd1e or upper grades.
The center prOV1des work in reading and mathematics as well as a series
of learning stations in other curriculum areas.

Some of the activity stations in the center are used-as rewar@s for

- good behavior. These stations are monitored by'a classroom teacher on a

’ ' ) \

scheduled basis. - \



The learning center teachefs have a variety of duties. They work
with four to seven teachers in deve10p1ng and implementing the regular
individualized program, conduct reading clinics for children with serious
reading problems, and organize appropriate prograhs for gifted children.
'The learning coordinator serves as a team leader in chairing the weekly
p]anning session with the teachers and aides on the team.' One‘day a week 

| is shortened to provide this time, although the children's total time at
school each week is not decreased. |

&

In Talbert School the pr1nc1pa1 has encouraged each of the three '

| 1earn1ng coordinators to work with his or her group of teachers to develop
da plan for assess1ng needs, setting pr1or1t1es among needs, developing
0b3ect1ves, d1scuss1ng a]ternative so]ut10ns, setting a time schedule
for tacﬁﬂlng each problem, and planning for regular monitoring of progress.
%he principal develops a plan for the entire school based on eéch team's
plan. ! |

- 4These prdcedures he?pﬁéeachers to focus on important, mutua]iy}

~ ~ agreec upon problems and solutions. As one learning coordinafor said,

“There is less talk about 'neat' ijdeas and'mere positive action.”

[3

vLearning eoordinators-are important also in implementing and expanding
‘the Fountain Vaj]ey Read;;g Support System, which jhclddes é'serjes of
reading ski]]s,-bbjectives, criferion-;eferehced.tests,fénd a system to
monitor childrens' progress as they move from one skill to another. A |
guide is prov1ded key1ng commerc1a1]y available mater1als io the obJectlves.
" The Lests are presented via audio- tape cassettes, and the responqe sheets

are d951gned so .that an aide can easily tell which skills have or have

: not been mastered. This Reading Support System and a similar system for.

/
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ﬁathemdtics were developed, tried out, and revised by teachers in
the district, before-being made ayai]ab]e to other schools. These
two sysfems have been adopted:by schools in almost every State. .

. The schoo1 bu1]d1ngs in Fountain Valley have been designed to
fac111tate/the smooth, eff1c1ert operat1on of the 1nstruct1ona1

program.. Children can move very qu1ck1y from the c]assroom to the

learning center, and each classroom can easily be sealed off from the

" others or from the center, thus providing great flexibility in the use

s

of space. ' The school buildings in Fountain Valiey are basically the same,
all having'beeh construeted since_1963; Vthey combine the best features
of open-space and conventionally designed schools. .

* In conclusion, the Fdﬁntain-Va11ey program is noteworthy in the way
the 1earninq.center is being utilized as an integral part of the instructional
prograﬁ, in the manner'iﬁ which the staff is organized into teams lead by
the Tearning center coordinators, and in the functional design of the physical

t

facilities to facilitate the instructional program.

Costs

Cost data provzded by this d1str1ct are total costsq and do not.

Separate out costs for special features of the program. The per-pupil

cost for 1974-75 was quoted as $825.

>

St. Bernard Parish (County) Chalmette, Louisiana

This program 1nv01ves 1nd1v1dua11zat|on in a number of curriculum areas
including read1ng, language arts, social studies, mathematics, and science,
as represented.in-a comprehensive set of tdrrjculum guides that include

objectives and detailed activities. Each school in the system is nongraded
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to facilitate continuous learning. Generally, the teachers-specialize
in one curriculum area, and the children movevduring the day to different
»teachers‘ rooms: Although the program has been 1arge1y deve]oped and
d1ssem1nated by the distr1ct, each school has 1mp1emented it in d1fferent
N'ways and w1th d1fferent degrees of success.
The superintendent emphasizes that the program is not dependent on
supp]ehentary funds. In fact, vhe pahish (county) spends less per
chi]d per year than any other parish ih'Louisiana. On the other hand,
teachers' salaries are the third or fourth highest in the State. |
Th{s economy has been achieved by good management. For example,
the district now plans to provide duplicating services to the schools

through a prihting Shop established under e~federa11y funded program

to prodee vocational-technical tvaining. The vocational-techniee?"
studente will be learning a trade and at the same time producing needed
QUantities of printed materials. Teachers in the schools will ne Tonger
have tc¢ dup]icate their own materials. |

There are fewer aides jn-thie district than in most districts with
_individua]ized programs. Te make the program work, %eachers supp1ement“
the one assigned planning hour peh day with many additional hours qﬁtside
of class. A1l the teachers working in the same subJect area have their
p|ann1ng per1ods sC heduled at the same time.

Morale is very h1gh in the school wh1ch has gone farthest in
ine1v1dua11z1ng. The principal of this school is an instructional leader.
He woFkS'with teams. of teachers during the p1anning:periods'and helps

‘ maintaintthe spirit of hard work and dedication which pervades the

district. This spirit includes cooperation and an openness for ideas.




‘ndt operate any busses. The pupil population is 37 per cent b]azb\

Teachers are given the opportunity to visit different schools, to

gather new ideas, and to expand on them.

4

Plans are continuously made for bringihg about further improvements.

Conwell School, Philadelphia, Pennsylvania

The Russell H. Conwell Middle Magnet School is the only "magnet"

* school visited during this study. The term "magnet" means that any child

lin Philadephia of the appropriate age:(fOr grades 5-8) may apply for

admission. The actual enrolliment includesApupi1s from all sections of
the city. . | |

-Applications are screened by a faculty committee, and one ground
rule is that at least two members of the committee must have interviewed
ahx sucpessfu] applicant. The schoodl seeks children of normal rather
than exceptiona]_ability.} The school doeé:not specialize in methods for
either—the 16w achiever or the high achiever.

While the observer did:not discdver'what motivate§ pupils (or their
parents) toward this school, it may be inferred that it is the program,
not the school plant, which is an impoftant attractioh. The school plant

is old and it is located in a white,flower—midale-class neighborhood

.that is a mixture of homes énd.manufacturing'buildings, many of both type

buildings standing unoccupied. Children who live over a mi]é\from the

- school are provided free public transportation” tokens, as the §qhool does

. , N
The school program has been carefully designed to provide achievement

. in both basic skills and enrichment pursuits. To insure achievement in

skills beforé graduation, a11‘pupils are given special tests in the seventh

grade. Then those who'need special study enter 5-c0mputer—managed skill
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program, in which the computer receives test data and 555ues prescriptions.
The pupil uses the prescription to 1dcafe keyed self-instructional materials
stored near the comﬁuter terminal. In this study area, operated a few hours
per day, a teecher is ‘availble to provide needed assistance. Most of the
study units were prepared by £eachefs in the school. Due to this skills

y program,(grEduates are reported to do well when they go on to other schoo]s:

Within the regular instruction fer grades 5-8, ‘there is a heavy emphasis
upon both enrichment and individualizatioh Art work by students is
evident. on walls throughout the school bu11d1ng {and 1n an Annex bu11d1ng |
two b]ocks from the school). The cultural arts program among others, is
located in the Annex. There, children study foreign languages integrated
with the study of the foreign cujtures. Art work is used especially to
illustrate the. cultures. Base ﬂén these introductions to 1anguages and
cultures, a child in the eighth grade can e]ect more aduanced study of
one fore1gn ]anguage by more conventional methods. )

In courses in business, industrial arts, and home economics, the pupils -~
can design prcjects of themr own interests, Such as learhing how to write
- a letter to app1y for a j?e, cooking, sewiné, woodwork, etc. This form
of individualization through projects complements the more prescriptive
. form of indiVidua]ization'&escribed above for skill deve1dpment.\

A third form of adopting to individual differehces in this school s
the operation of the same basic program in large team te ching'arees
(where old wa]]s have been removed) and in the norma] -sized self conta1ned
ung;aded classroom. A pup11 may remain in either as long as he fee1s}
secure, end he may change from one environment to the other when.ready.

It would appear that the thfee forms of individua ization descrived

for this'schodﬁ are well designed to meet the goal of jthe school -~ to

K
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give a well rounded:education to average children.

Costs and Results

The -schoo]l receives no Specia1 funds for its program Students are
presumably highly motivated because they must app1y for adm1ss1on ;Atﬁ
t1me of entry pu*l]s read at the 41st percent11e (compared to the city
average at the 30th- percentile). When they ]eave, they read at the 54th -

percentile (compared to the city'average at the 30th percentile).

Powel Schoo]; Phi]adephia, Pennsylvania

- The Powel School, in Phi]ade]phfa; Pennsylvania, has children
‘from 3 to 14 yeare of age in three different“programS' traditional (K-6);
open classroom’ (pre school - 8), and a prOJect program
Under the prOJect program an ent1re groupﬁhay work on the same
“project, but spec1f1c;tasks and 1eve]s of«expectancy are set for d1fferent
pupils according'to-the{r entry»capabiiit%eé' Thusjchi1dren have some"
'opt1ons in se]ect1ng strateg1es and med1a for subojectives ass1gned as
a part of a group prOJect Eva]uat1on of sk111 deve]opment for each
,ch11d is accomp11shed within the\context of the prOJectc
Wednesday afternoons are reserved for fun and enr1chment activities

of the child's cho1ce The ch1]d may take a wa1k1ng field trip, work on j

electric circuits; or make works of art

oo . n

yal o L

s In the se]f—conta1ned classroom, -where»sk11ls'are convent1ona11y
taught, there is a play per1od each day. - Act1v1t1es inciude arrang1zg

4 E bu11d1ng blocks, str1ng1ng beads, p]aying chess, mode11ng .clay, weav1ng,_
and sewing. No cost or achievement data were obta1ned for this school..

\. .) :
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o Chapter 4:

Planning, Operating, and Evaiuating

4 System of Ind1v1dua11zed Instruct1on - ~ Some Recommendat1ons

The purpose of this chapter is to list and descr]be critical
aspects of p]ann1ng, implementing, and evatuating systems of:
individualization end to euggest some practices either observed -

'jn the 4¢ schools visited or sugeested by‘the observers as a'resuTt\
of those visits. | .

To suggest-a simple formula for successful individuanzation is,i i
of course, impossib]e..end the tOpicsr1isted be]dw and discussed in |
this chaper are not simply a serias of steps to beﬁeompleted one \
after another. Rather they are tteted\in|a gereral sequence divided

into three parts -- p]ann1 G, uperat1on, dnd evaluation -- for

“. convenience of discussion. Many of the ste eps : are on—go1ng processes;

the sequence may vary, or, more 11keﬂy, topics may be t\eated cyc11ca11y '

w1th cons1derab1e over]app1ng

The P]anniné Stage

/

1. Or1g1n of 1nterest Some schoo]s have begun thinking about an

individualized program as an outgrowth of discussion of their present
problems and poasible so]ut1ons Sone schoois have opened d1scuss1ons
based on read1nqs or visite to other schoo]s §omet1mes‘a problem
with a specific segmen1 of the school population was of concerh -- how
to he]p non-readers or poor readers, or how to reduce dropouts, or

how to adjust teach1ng methods for different portions of a more

heterogeneous pupil population.
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\BQQ Federq].
>®Q€‘thrust of this change strategy thus concerns enlistment of
fiscal and moral support and committment; other thruéfs involve plans
for developing of installing the systém, and for preparing teachers

and others for the roles that will be offered to them.

3. Needs assessment. In an ideal procedure, needs assessment

could well be the first step rather than the third step. In any

event,'once some significant committment by the initators and/or ad-

:'ministrators has been made, decisions need to be made as to whether

to start individua]izing'in on]y one curriéu]um area and'on1y in one
séhoo],‘or in sevéra1 areas and several schools. (Chapter 5 discusses
the factors to be considéred in makfnq these decisions.) The areas

of greatest need might be attended to first, with plans for later

expansion.’

4. Cbjectives and achievement measureéz_ Again,Mijectives and
the necessary associated p]acemént tests and tests fof»monitoring
pupil progress may be adopted in whole or in part, or locally
.developed. If is in this area that much uunecessary dup]jcatioh
of effort imay be taking place, especially in core 5ki11_aréas where
thelnéeds have been widely agrée upon. Perhaps much local development
of objéctives and tests in reading and mathemétics,“as it hﬁs taken

place to date, could at least have been deferreg until it codid be

determined that no existing components available elsewhere were

suitable for local needs. It is very expensive, and often §tressfu1,

to ask teachers to develop these two system components, and it probably

should be avoided when an adopted component (or.a modification of it)
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offered for an objective. Almost all schools

'55

- will meet loca]l needs. Of course if no available program cffers the

kind ofnobjectives desired l1ocally, then local deve1opmen£uof them
is clearly required a ' x

Kex1ng Every individualized system encountered employed some
method of key1ng tests and study mater1a1s to the obJect1ves - In some
systems it requires a thick document to record all e keying that
was done. . Such documents often list as many as a dozen or.more mater1a15‘
for each obJect1ve even if some entr1es are s1mp1y page numbers in

\

various books. In other cases, only one or two alternatives may be .
Tdo some keying of local
materials even when the‘developer supplies other'materia1s.

6. Evaluation plan. Placement tests need to be prepared so that

the entry/]eVel for each-child can be identified in terms of the total

‘sequence of objectives. Tests are also needed over each objective

in order to monitor pupil progress, even though some teachers may
substitute their own evaluations for some of these tests. In
addition, there should be plans for us1ng results of these tests to
detect parts of the program need1ng 1mprovement (format1ve,eva1uat1on
of the program). Finally, after a year or more of operation,‘there
should be a plan for one or more summative -evaluations of the program l

in order to decide whether to keep the program.

7. Classroom organization. Before a method of operating the

program is attempted,‘there should be developed a set uf assumptions

‘about how space in the school will be used. These‘assumptions can guide

the architectural pians for new schooly, and they can reflect present

realities for existing school buildings. Particularly needful are decisions

- about self-contained classrooms vs. open spaces (pods), libraries, learnirg

centers, and method of access to stored materials. Methods of grouping pupils
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need to be planned, and decisions about scheduling and staffing need to be made.

- 8. The management System;_A system for manaéing the 1earnihg
needs to include monjtoring of pupiI\progfeSs, pfescfiption of new
aqtivities as each bbjective is.completed, and a method of recording
pupil progress. Al] pupiis must be aséigned such combinations of
individual and group activities as the teacher can -manage without

conflicting seriously with the success of the learning.

- 9. Texiner preparation. Plans for preparing teachers and others
for .ew roles must be made carefully, allowing sufficient time for
an orientatioﬁ phase as well as.for observations and gradual introdution
of chahgesf. When possible, teachers should have the experience of
assisting teachers a]féady'accﬁstomed to individualization.
Inadequate preparation of personnel can lead bbth to féu]ty imb]ementatioh
and negative attitudes. Seeing a program in operation appears to /
be far superibr to lectures or other didacfic Presentations as a method

of teacher preparation for first acceptance "and thén'application of

a new teacher role. If, after such careful preparation some tcachers

resist acceptance of a new role, experience appears to indicate that

those teachers should not be coerced into the role. This is one of
several reasons why some districts introduce a new system in'only one
school, with later expansion into others. Transfers can be arranged

when it is desired tB;k an'entire school operates the same program.

~ Many schools have both conventional and individualized instruction,

thus reducing the number of transfers. _ .,

"mawlOTMOthehvrolemchangesTﬂSchoolwprincipa1sﬂa1SOWneed'time'tOM”““'“”“”'”"““*“w"“

change roles when a new program is introduced. Ideally, they should

receijve preparatioh early so they can assist with teacher preparation.
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fhe'role changes needed by teachers are so.drastic for the uniniatiated
that they need strong psychological support from the principal. Informed
suppart is'prefefable to_"b?fnd" support. The priﬁcipa], in turn, needs
strong suppoft from the district; this support may be given by a(l
superintendent or by other central staff personnel ‘who themselves

may f1rst need to be given add1t1ona1 training. Most programs A
require a]sq the training of teacher aides. This is sometimes handled

by a haster_teacher or curriculum supervisors who may be located either
in»the'sehool or'in the district office. Some teachers even need
training to accept anveide, especially when the aide is to proeide

more than clerical support.

The.Operation'Stage

11. Pupil orientation. It is the fortunate pupil who is introduced

to the new program in the first grade,v1f rot in k1ndergarten Such

_pup1ls do not have to overcome conventional habits of dependence on

a teacher for all learning 1n_the school. Theéy also accept the new
progpam as the on]y-known coneept of "what school is like." The
procedures of the program are easily learned, although they must be.

directly taught by the teacher. For older children, the transition

‘must be made from conventional methods to the new methods. While

enthusiaém for the program on the part of the teacher is desirable

as an influence upon pupils, the mechanics of the program should be

-”learned‘by doing" more than by exhortation. It does appear that

even in the most highly prescriptive program the pupils do -learn

- more self-reliance for learning than is achieved by conventional
more selt-reliance tor lea A

instruction.

12. Diqgnosjs and placement. When a new program is introduced,
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pupils need to be‘placed at whatever point in skill progress

that is indicated by placement tests; Thislessentia11y identjfies

the opJeCtive or group of'objectives which‘become the learners'

first prescribtion. Then after thé_learning is started, frequént
tesfing verifie§ progress or indicates néed.for rémediai work. Frequent
monitoring of progréss is needed not only to keep the pupil placed
corréctly in the"program, thus accomplishing individualization, but

monitoring is also needed to jinsure continous success in learning.

~ 13. Program of studijes. Most_brograms-encountered emphasiée the
need to design an ovérall'study plan for each pupil, even in highly
prescriptive programs in which a fixed sequence of objectives within
skill blocks is typical. It ié possible tﬁat this step in planning
represents the grgétest disérepancy between thecry and practice. In
project PLAN*, for example, the developer intended éhAt each pupil's
‘program be "tailor made" fqr'the pupil, even though the program
, itself offers only a finite}nUmber of options. But some teachers
undoubtedly use ‘the same fixed series of objectives for all pup1ls,
so that in practice, all pupils rece1ve tne same program, although
the 1nd1v1dua11y dete' mined entry po'nt and se]f pac1ng are retained
as planned, and perhaps materials for each objective may vary somewhat
vfrom pupil to pupil. So regardless of thp‘brigiﬁal intent to allow
variations in programs of study, sequencing, and materials used, some
tegchers may neglect aﬁy'one or all of these. intenaed nptions. The
result cbuld be merely a self-paced program. No quantitative estimate’
can be made'as to how many teachers follow all details of the original
plan. .
/Whatever the prograhs of study, dai]y'p1anning is needed to %eep

all students in accordance with the programs.
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‘ 14, Task Qlan.h Some schools develop a standafd form CalledAa task
plan. This. is the form the teacher uses to communicate to the

pupil the néxt assignmenf when the pupii has passed a test'over
the brévioUs $ssignmeht_(érescription of objectives and materials).

The prepératjon of a néw task plan supposedly is an indicator
that the teacher has made a-”diagnoéis and préScription“ as thef
_basis for the d:cisions recorded in the task plan. Again, in ﬁractite,
the prescriptions may be a standard set; for ail pupils, or they may
teuly _Sé preceedgq by individual diagnosis and prescription.
Consujtahts—for.the I?I_syétem indicate that Téarning to make a good
diagnosis and prescriptio. in-a highly f]exib]e:méﬁnér fof eqch
pupil is ope'of the most demanding tasks the.teachér faces. -Whatever
the basis for the teacher's decis{on, the task plan is usea fo convey
" that decision to the pupi]) | ‘

The frequency with which a new task plan is written varies among

systems and among teachers from several per hour for a pupil to 6ne
per week for a pupil. This Qariation in itself may reflect differences
in the détai] in which objectives are described,land the degree of
flexibility in sequencing. These two factors in turn inf]uentev
" the ratio of individual work to.grouﬁ #ork. High freouency of writing
task plans can be a signal that the teachar hasn't yet learred the
‘ system, resulting in more solitary study by pupils, while moderate
frequency will tend toc be associated with moré work in small groups.

15. Maintenance activities. These include plans for storage,

access, and sharing .f mucerials, replacement of expendable materials,

_indexing materials to match code systems_used in_task plans, and. ... ... .

storage ..d maintenance of equipment. Some general estimate needs

to be made of the number of dyfferent activities that may need to take
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place sihultaneously as individual or group activities, so that °
potential magagemenf problems may be foreseen. If the humber of
activities equals the number of pupils, ah inflexibie interpretation
of sequencing has been made. If on]y one or twe activities are
typical in the p]an, insufficient 1nd1v1dua11zat1on is reflected.

An 1nspect1on of such plans cou]d d1st1ngu1sh between des1rab1e |
variations among teachers and misconception of the ‘intent of the
deve]oper of the systemi '

16. .Task changes. Teachers must be prepared to modify a program

of study when a pupil experiences failure or becomes listless. The
teacher needs to dec1de the probab1e source of troub]e, and change
plans to prov1de a correction. A]ternat1ve1y, the teacher may ass1gn
- new materials and activities when the’ previous ones Tailed to jead
to maStery of ‘the objective. .The teacher also needs to monitor
pupij-chosen-aetivities to provide for the pupil's ]eaEEing s§y1e,
yet also to lead to a variety of act1v1t1es A pupil who wants to
- sit for a week w1th ‘the earphones in one corner of the room may need
careful direction to other activities. .Other changes in Plans may
be made to solve discipline problems o? to'promote social interaction.
| Observations of the mos: Sk1]]fu] teachers in reading programs
suggesf the fo]]ow1ng as a compos1;e view of a well- operat1ng program:
in one corner, a smel] group is listening to earphones and making
responses in workbeoks; in another corner, a group is listening to
.recorded storiesi/in another corner fhe teache. is introducting a group’

to a new tusk; in the central area of the room, some children are -

i ——q

studyin§7a1one, some are reading to each other in pairs, some are

playing games, and others are reading stories in books or taking
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letter-discrimination exercises by,programmedbinstruction. The
~eacher, while conducting the one gfoup activity, sees and hears

what_other children are doing. Occasionally the teacher must

/

~inter?upt the group sessioh,tb‘speak to a child across the room, and

if ‘necessary, go to another area to correct a situation. Some teachers

rely upon positive reinforcement for control and discipline; others

‘use conventional correction methods. In perhaps:a typical situation,

a ‘teacher may turn attention only for a moment from the group and -
say quietly to.a child assigned. to study alone: "Why am I hearing

you, Joe (or Mary)". | /

- 17.. Record keeping. Fach time a child comp]efes’a task‘p]aq
succeséfully, this fact is're;orded iﬁ one or more p]aceé —-.fn a
folder kept by the pupil, or by thé teache? or an aide, or on.a
charc on the wa]], depending on the practice of private or public
records. - Some schools aveid wall-chart records to insure privacy.
and/to avoid cdﬁpetition; others consider them as motivating devices.

When the same event is to be recorded in several places, clerical ;"

help is needed or computerized record keeping. The burdén of record

' keeping was the most frequently heard complaint from teachers.

18. Contact with parents. Sometimes the record of objettives

accompTished is used for reporting of progress to parents. In other

instances an overall summary is given, either in writing or in a

neeting with the parents. Beyond thié, parents need to be informed
of the nature of the program so that they can interpret tffe reports

received. They alsc need such information as a preparation for

~neise level is higher than in a conventional program, or they may

misinterpret the pupi1js freedom of movement as an unplanned rather
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than a p]anned.activity.

The Evaluation, Revision and Expansion Stage -

19. Evaluation of retention.‘deyond the tests given after

study of each objective, other evaluations are needed to insure re--
tention, transfer, ?nd consolidation of skills. If the program does
not provide such ev%buations,‘they need to be designed by the

teachers. -

~20- System-evaluation. This form of evaluafibh should be done
at ¥requent interva]é as a baéis for_program.improvement, and'at"
less ?requent 1nte;vals for program decision making: Often the developer
has conducted the firs% type of evaluation (formative evaluation),

but such evaTuations also need to be made by the schoqls.

The developer or a network of schools may conduct summative evaluations

. 0¥ the program,"but each shcool should also be surevto know how

well the program is succeeding locally. School district personnel‘“*““*'

often also conduct both forms of evaluation. Whether these should

be based in part upon use of standardized tests depends oh factors

discussed in Chapter 1.

© 21. Communications. ‘The public and the school board need to be

1nformed oi the nature of ‘the program and of qts resu]ts Ihdiscriminate

pub11cat1un of the results of standardized tests by..the media should

be avoided; otherwise a good program may receive an unfair public

image. The d1str1ct office may need to request an opportunity to ciscuss

the relationship’ of Tocally adopted obJect ves to sk1lls or knowledge

measured by standard1zed tes: which yuor may_not_| b“_CJosely e

related to local objectives. ‘Such briefings could lead to more

sdund release of information to the public.



Schools often form networks to exchange information and

ideas for program imprevement-and—evaluation. Some developers

. assist in forming networks.

22. Diffusion. A school or school district may or may not be
iotereétedrihmencouraéing other schools -to adopt a program. But
one value of announcing exemolary'programs is. to encourage yisits
by personne] from other schoons Ihe next step of establishing-a

-

program as a demonstration program is an even more direct invitation

. to other schoo]s to. “come and qee", and if . 1nterested to observe

“\and part1c1pate in the program w1th locdn teachers as a part of a

ra1n1ng program.
Deve]oper< are a]so interested in d1ffus1on of the1r programs,
th y may cooperate with other agencles, 1nc1ud1ng publishers, in

di fusxon and training efforts - By a sernes of such diffusion efforts,

sevaral thousénd’schoo}s have, to dote,e‘adopted fndividualized_programé

of 1@struction. : ' " o h

‘ )
§ o . r
| : \ o : a

! - A Hypothetical CaseStudy | i

‘Tht-fol1owinq monologues are 1ntenoed to represent a possible

!
app|1cat1on, in cne schooi, of the 22 components of 1nd1v1dua11zed

1nstruction discussed above. This hypothetical school represents

_a’composite program as derijved from~vi%its to the 42 schools. No

one schoo] is represented, and no spec1f1c persons are reflect_o by
the monologues. It,s1mp1y.appeared useful to attempt to emp]oy

more informal conversational 1anguage’as a way'of i]]ustrating, in
I
context , how the 22 system ‘components. may,be~y1ewed _by._. schnolm_»eA,

. |
personne]. : _5

The monologues are placed in quotation marks because they
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reprasent utterances of the hypothet1ca1 persons, and thus are

an. abrupt change in sty]e from the other port{ons of this report.
(

Numbers -in parentheses refer to the aspects/of an individualized

7

Qyogram as they were numbered 1n the open1ng’port1on of th1s chapter.

The hypothet1ca] schoo] is named Breékdale It is an old building
“with Se1f~conta1ned classrooms, K-6 It offers 1ndividea1ized‘
read1ng, ]anguage arts, mathematics, and science. Presently work

is progress1ng on deve]op1ng a.system for individualizing parts of

the social studies LUFFTCU]Um. The princpal exp1a1ns how the staff

went about individualizing.

i
'

E'The Pr*nc1pa1 Speaks

”Le, me first make a few genera] comments about the change process
in schools. It is 1mportant to look carefu]]y and thorough]y at each
element -of a scho6l and. to ana]yze how a change in one componenq
will affect the others. Eh11dren, their parents, teachers, d1str1ct

adm1n1strators, schoo] goa]s, instructional programs, mater1a1s, and

fac111t1es must be seen in totality. o . ] {

I

- R

"Next, I want to emphasize that a program of individua]ﬁzétﬁon, no
. matter how carefully p1anned, is dependent in the last ana]}si§ on

m how well it is jmp]emented and improbeg by sch001_personnel. .Thisl.

. leads to the next point -- a system of }ndi§1dua1ization isas
imuch @ process as a product, for even with the varijety of-materia1s
:availab1e for deve]opihg a system + -ally or for even‘adopting ehe

bf the nat1ona1 programs, srhoo1s succeed1ng w1th 1nd1v1dua11zed
71nstruct1on are constant]y eva1uat1ng, ref1n1ng, and expanding their

programs. As soon as one goal is atta1neo, a“higher one can be set.

MIn oyr situation here at Brookda]e School, the 1nterest in
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4individua1dzation (1) came as a result of a series of meetings chat
. the super1ntendent orqanized He 1nv1ted al] interesiea schoo]
personne1 to attend. Several principals, teachers, and d1str1ct—'
U 1eve1 personnel began to discuss what couid be done- to: he]p ourc
ch1]dren 1earn more nn 'school. We read what was ava11ab1e thenf
’for someone start1ng now I would- recommend many of the books ,

‘wr1tten in the last few years (See *he Se]ected“B1b11ognaphy.at‘

" the end of thns report.) : . o . - - f' oL
| "As a result of our initial inquiries, we realized that if
we were to significant1y change-any of our schools, wevwou1d havelﬁi .
to deve}op a strategy that would 1nvo]ve the peop1e who wouldau1t1mate1y
fbe affected ‘by the kind of changes that were env1s1oned (2) At the. -
schoo] level, we had a series of meettnggbhnvo1v1ng a serwes ofts
fl]mstr1ps,.guest soeakers, and Tots of discussion. Teachers came;'%
, . :to me for more deta1]s on how we might change our program. /But'our
" 1( Kt‘?strategy for change was to be developed by a]] of us{workﬂng togetherr
. } . As chh as I wanted to cause change and 1mpose my jdeas_of'what [ felt
. fair1y certain would help, I learned thatIJUSt as a;sa1esman"cannot
sell a product for which a client has no need, solfﬂcouid not sell my
ideas on indﬁvjdda]izing inatruction_unti1 the teacnersxwere‘ready.
I came to realize that my waya alone would not~have'worked..for'the
program we have deveiooed is truly a resu]t of all of our efforts -
teachens,-principa]s, and district personnel. We plannéd at the -
outset to spend an ei:tire year p]anning and gathering the needed
1nstruct1ona1 mater1a1s,'to °p°nd the following summer do1ng what |
cou]dn A be done dur1ng the school year, and to attempt to 1nd1v1dua11ze

at, f1rst in only ona curr1cu1um area. _
/ . ’ 7/

Y




“The‘district brough{’in & person who assisted the schools
in formulating plans. This pereoﬁ, the district'faci]itator, hqs
been important fo all of-us by being in a poéitipn to see how al],
the details fit togethe% and from this perspectiJe; to see_theé‘
neeQ§ of the total sysqem An impmrtant part of our efforts ha§‘
always been 100k1?g for ways to 1mprove the S)stem (6 ,20). The
facilitator has assisted teachr‘ in each school not only )n
accomp11sh1ng school obJect1ve; but in coordinating work -among
schools and reducing dup11cat1on of effort .

"I would stress that not all of the teachers agreed on the
desirabifity of indiviaualizing, once they realized the.magnitude
of the_changes plannad. Since we had given ourselves e'full year
of lead time, }t'was\possible for several of these teechers to
-relocate in more‘conventionai schools.'-Their positions were filled
with teachers who were 1ntere<ted in our prograw _

"We agreed that as part. of our strategy for change we shouxd
assess our needs (3). “Instead of.my telling thecteachers how
_valuablebd procedure this is, and how learning objectiveé'and?acﬁivitfes
for accomp1ish1ng them could be tackled systematically, I invited ,
a teacher from a neighboring school to‘exp1a1h the procedure as
'pract1ced in that school. (See Chdater 3, the descr1pt1on of the *
'Ap:aqn1eg~procedure“1n Talbert School, Founca1n VaTley, Ca]1€orn1a)a§
"~ "Using a syétemétic planning_gfgcedune;Was He1pfu1 in several
ways. Frr?t;'it_forced us tollook criticale ac ous needs and‘tor
put them in rank order. Then we found that developing curriculum
objectives was much easier and mgre relevant. Discussing alternative

ways of attaining the objectivee forced us to be realistic and to plan

‘within the financial and other constraints that were imnosed. We
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dec1ded that when the number of pup1ls 1ncreas d we would increase

the number of a1des rather- than the number~of teachers. A large
"part of our t1me was spent investigating h¢w oth r d1str1cis with
f'needs and budgets similar to ours were attempt1ng to meet. them.

/"Our p]ann1ng sessions had an unexpected benef t -- teachersv

had an opportun1ty to talk with one anothe# and to share problems.

We found that a]] of us became more open about our problems once
We realized how many we had in common. qu district f cilitator
' //’he1ped us to dev1se our schooi pian, and dnce each schopl in “he
~district had done th1s, representatives from each schoo] met with the
facilitator tc tjnd_ways in which schoolﬁicou1d cooperaté and ways in
~which the‘dtstntct douid help. We found that tnere were resources
ava11ab1e 1n the district that we had prev1ous]y been unawhre of.
”Among the major needs we spec1f1ed were reading objectives for
;‘ chiidren from k1neroarten through grade six (4) We disco&ered : \
; | that several 1 sts ‘of such obJectlves had been deve]oped add we - - \
! ; analyzed these to see if they Fit our needs. This 'survey wa
"h/ | ooordtnated by the d1str1ct Ue found a ser1es of obJect1ve and

|
| ;, + tests which we adopted and planned to rev1se dur1ng the fo]]‘wing

; 7 j summer.” In genera] we have tried to import as much as we.co 1d
- - ~

e

\ N t . Usually, if we look hard\enough, we can find a system that we|can J

i expand upori. Seldcm havé other systems been exactly what we
] _ LT
need. but we have been able to make adaptations without too much

P \

trouble The key, of course, is stating our objectives c]earpy and
» , . ” .
having a way for measuring whether the materials chosen do, 1n1fact,

-
help children attain tiiose objectives From the beginning of our

| i program, we have been work1no on our tests, w' ch we find haveAto be

| .{ veferenced to specific learning ooJect1ves Standard:zed, nor
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referenced tests are used, but comparison of our children to nationa}
norms has not been very useful for diagnostic purposes. For these
purposes er locally produced criterion-referenced tests ara most

" useful.

“Once we decided on the objectives and had some tests referenced
to them, we undertook the process of k;ying_isntructiona1 materials
td thoge objectives (5). Using a commercially available reading_
system as the basis, we added 10t§gof materials to fill the gaps
we found existed in the materials. So ours is a multitext approach.
We also realized when éna]yzing our needs that soﬁéMStudents would |
benefit from different approaches, and Qe keyed in alternative
materials accdrdkggly. We have found that we~ana1yze instructional

materials quite differently now since we use our Tlearners' needs

and the objectives we want thém to attain as our-criteria for

selection,

"From éxperince we have learned that our keying process is a con- «
tinual one, since new curriéu1um materials ére available, each. year.
It s important for the district to’be'cpnstant1y réviewing new
fmater1a1s.' When something is found that should be keyed, this is
‘done. When classroom teachers find sbme pater1a1s-or develop
something, it is then disseminated throdghout the district.

"Since manyj%f the materials keyéd to the objectives are not
intended for independent.study and few matériaTs are truly self-
instructional, teachers develop taék'p]ans to accompany the
‘objectives. Typically, a task b]an inc]udeé cne to_ﬁhfee objectives,

and it provides directions to the pupil in locating and using needed
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material. Most task plans include a self-checking exercise. Sometimes
there is a pretest and a posttest for each plan. |
"Once the.b;sic task plan is developed, it is often revised
based.on problems that children experience. You wbﬁld be surprised
how many task plans that we thought were really gré?t when f%rst
~developed turned out to need extensive rev151on once they were tr1ed
out with ch11dren (6). Ch11dren s performance is the best indicator
of the quality of a plan. In the summer and during the year, the
district contracts with teachers td key materials to objectives (5),
to develop the apprbpriate task plans (14), and to revise previously
written plans.
. ‘“We knew that a management system was necessary to keep track
of each student's progress, so we adopted a checklist that has a»'
summary statement of each objectivé_and a p]acé to indicate when an
objective is introduced and mastered (8). To 1ndi§ate progress in
mastevy of sub;sk111s, each child has a tolder which contains a
’ moré detailed Eécord of progress whichbis summarized weekly on}the
checklist for eaéh class. These class check]ists are not posted
in classrooms but are used only by teachers and aides so that
students are not encduraged to compare their progress witﬁ-one
another. | | \
~ "Tn practice we found that while each teaéher used the basi-
system and forms supplied by the d1SLr1ct, in add1t1on each teacher
tended to keep records in his or her own way.
"Our record keeping system evolved gradually through efforts
of the s;hoo]yand the district facilitator. My criteria for the
‘{nanagement systém is that I.can look at the teacher's checklist

and any child's folder and see immediatély\what the child has
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completed, and what comes next.

“Once the objectives and materiaTs had beeﬁ determined, we_began
to considef various ways to organize the school to facilitate the
smooth operation of the instructional program (7). Large quantities
of instructional rzterials had to be stored but made easily accessib]e
to teachers, aides, and chi]drenl Materials and equipment that do
not have to be stored or operated in a central 1ocat1on\shou’d be
stored where they are used -- in the classrooms.

“Scheduling of classes had to be worked out to minimize the :
amount of ‘time children would spend'moving to and from the ni.terials
center where most of -the hardware (such as filmstrip projeetOrs and
| tape recorders) are used. Also, the schedules had to be arranged so

that aides in reading could be sharad by different teachers. We

have a combination of -independent. and_small'groub instruction. Teams =

of twc or three teachers diagnose reading needs of all the students
they have and form groups ef 4 to 10 pubi]s-on an ad'hoc basis.

| Because of the numbears of students 1nv01ved there are more group1ng
pos 1b111t1es This is espec1a11y 1mp0rtant in formtng groups for
read1ng comprehension. We nave found that_group1ng‘students who
have simi]ar needs is an effective and efficient way to meet students'
| individual needs, which may in fact require group intsraction. ,fpr '
:parts of "the curr: “lum, we use essentiatly 5e1f—e0ntained c]assés\'
so that scheduling for team teachino in reading doesn't restrict i
f]ex1b111ty in scheduling, other subJects "

The pr1rc1pa1 suggested that the teacrer "3 eparat1on is extremely
important. kere i- - statement from one of the teachers on that

component (9).

Q7
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A Teacher Speaks

“The best preparation was Seing ihvolved:in the planning of
the program. Even though I did ndt participate in the original
plarning, I have been involved in plans for revision and expansion.
For examp]e; this year f am helping to »rite our socia] studies
objectivesAanq to locate matéria]; cext summer I will be
writﬂng tesis and fask pléns. Another impbrtant wéy I learned

the operation of the program was by being assigned an aide who

“knew many of the details.

~ “We have had to learn several new ski?is, such as how to ;
diagnose a child's problems so th§t the instruction I give or
the $atefia1 I assigr meets the child's needs and doesn't
just.pasé time (12). Now T spend much more of my time working
with children, diagnosing-their needs, often on a’dai]y basis,
and providing instruction af that time. .At first, I moved aroun;

a lot feeling I had to see everyone a]j the time. But we

. arranged"that the aide would answer certain procedural questions;

aides also helped children who finished one task to go on to

~ another withoutvcheéking'with>me first. This meant that I could

spend more time with each_individgal. quuiring a detailed

knowledge of all the instructior:1 materials took us all some time.

The district faciltitator dup]icated'COpieS of all the various

teacher‘sAmanuals so-that each teacher«cou]d have a copy. In
general all the teachers have become more concerred with children's
learning than with teaching without knowing what each child 15_
learning.

"Some teacners have taken dn added ~-3ponsibilities and help

to coordinate the various cuyrs72ule - »3, doing for the individual

v .

NGO
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school what the district faéilitator does for the district. “And,
of course, the principal.is‘an instructional leader. It is not at
all unusual for the principé] to diagnose needs aﬁd work out é
study plan for individual children. So there Have been new roles
for everyone in the school (10).

"Teachers in our school have had to learn how to interview
teachers and aides who are hired tz work with us; it is one of the

tasks that ‘the principal lets each team of teachers do. It makes

~sense that we should determine who we will work with, for we know

- our needs test. For example, since none of us on our team types very

w211, we were anxious to hire an aide who could type. And of course,
we have learned how to use‘aideé well; it took a while for me to

realize that a great amount of work I tHought oﬁ]y I could do could

.actha]]y be handled by an aide. We have specific descripttons of

duties,:bofh clerical and instructional, so there is nu Confdsion.
“It is important to orient children to various parts of the

program gruadua11y (??). For example, some of the agdio-visual

machines are:more'difficu}t to master than ofhers, And, of course,

children may vary with feépeét to héw quickiy theyfleérn to use

the equipment properi: and'résponsfbly qhd to return itjwhen

finished. 'We now have an organized'individpalized system for

 teaching the children how *0 use the equipmert. We have much more

variety in-materials now, but in most cases fewer copies of any
one set, since féwer chi]dren need to use ény one set at the same
time. The children help by locating and v 'turning materials to thefr
proper p]aceé. | - |

"Our teacher planning tfme is cnc of the most important features

of our system (13). Three of us who work together regu}arly'have

~
|
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arranged our schedules so that two days a week there is an hour wheh
all three 6f us are free at the same time. Other teachers arranged
arf and music instruction to fit this schedule. We use that time
to regroup children in each of our classes and to plan units of.work
where rach of us will be resbonsible for planning, designing
1earn1ng activities, and evaluating 1earn1ng 1n onu area for all the
i ch11dren in our three classes. This approach is common in social
studies. o |
"When planning together we discuss an individual child's progress,
using the test results and our own boservationg of the child. Each
-éhi]d has the berefit of three teachers' suggestions for helping
him. 0f course, for reporting to parents and for prov1d1ng a home
base for each child, espec1a]1y the younger ones, each child is
ass1gned to one of us as 'his or her teacher'
.f ;" “ . ‘ “In brief, our program works probably becqyse of our interest
in making it work and because of thé extra time all of u5zspehd in

planning and organizing. .You should talk with children about many -

~of the operational details of our system." - ~
Fred, a fifth grader at Brockdale descrfbes the way his subjects
\\\\< are taught»and how fheuprOgram operates on a‘daily basis (12, 13 1
\\ 14, 15, 17). |

A Child Speaks

o really 1ike it when Miss Mason gives me one .of those pretests
and uses the results tc help me fearn. I used to hate tests. Now
toey are fun. The teachers {n this school spend more time with me
'individually or v ‘th a few of us together than the t%achers in fhe

school I came from, where tl»y just talked to all of the class most
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of the time. I feei we kids used to a]wajs be grouped to make
things easier for the teachers; now I think we afe'groubed to help
us learn. I-just Tearned a new word that I think describes the
¢lass now -- humane. |
"Here 1svmy program of studies, which my pargnts, Miss Mason,
‘:gandﬁi worked out last year (13). We have made some changes, though.
Like I needed mpreAWOrk in subtraction before I went to division so
Qe added some‘onectives this year. It's greét being able to choose
gome of my own objectives - like this one I'm working on now.--
for Tearning about hamsters. Do you know that a mother hamster takes
only siXteeh days to have a litter of babies?
" j '“This is my planning sheet. I write in a lof of the séores fork
“the exercises myself. I_use)the answer keys on the desk over there
to correct my work. This sure béats havfng to wait for the teacher
fo correct everything"wi can often decide by myself what I need |
to work on, Héfe is my folder for readfng and my task p]ans’for the
‘objectivés I'm working on now. Lofs of the kids in here qo many
of the same tasks, but, of course, we all work at differeht rates.

Some of the task plans are chosen by each of us according to our own
interests. This one on té]escdpes 1 chose myself. | |

. "Another thing I Tike ébcuﬁsthis way'of'leérnjng ig that
everything I Havé to do and use is clearly writgen here on the“tésk
plan, and ‘I can-gg get the books, filmstrips, and tapes mysé]f.
And I know what I am supposed to be' learning because-éach task plan .
has "an objecfive. " The record-keeping . rms‘gﬁd the task plans ére
set up the same way for each subjcct so 1 doﬁ‘t havé 0o lean: “ifferent
ways of doing thi gs in each subiact.

"We uéua]]y‘work on reéding; spelling, and grammar in the

l;ﬁkl(;‘ ' : o ' ' _ i




86

morning. J{f 1 finish a task plan and am ready to take a test on it,
.I write my name on the boa-d aﬁd Miss Mason or our afde, Mo, Wallace,
gives me the test. Sometimes if I have to wait before taking é test
or to have a question énswered, I witl work on oné of my own objectives
‘which are kept in this folder. Or Miss Jones lets us work on our
mathematics task plans. Most of us also feel free to ask friends.our
questions. We have 1earhéd that duestions about where things are
and. about how to follow the plans can usually be answered by other
kids. For some tHings we go to thé éide -~ 1ike when wé need to
watch a te]evision!tape or a 16 mm film. - The 8.mm films we can
handle ourselves. T o
"1 1ike this school and’thé way we learn. It's fun."
"' Back in the school office, the principal talked about
vévaiuaffon, revision, énd.the expansion of the individua]izedv

program at Brobkda]e School (19,20).

'fhe Principal Sﬁeaks Aﬁain ) v

s T mentioned ear]ier«in.the day, there are different kinds

of evaluation that we are interested fn:Aevaluation of student
o 1earnﬁng is one, and.e?a]uation af'cur‘ehtire’system of instructidn
is another. I‘tdld y9u thét we have found fhat norm-igferencég ygsté
are not,-we‘feel, valid measures of ogr-bbjectives,vadd instead
we use a‘series-of,tests.developed w{fhin the district to evaluate'Our
studeﬁts' achjevement. These tests are made and keyed to our spe&ific
| “objectives. | ' ‘
\“The\othEr’kind of evaluation, that concerned with the ertire

cystem, is very important, for we must know which:éreas need to be

improved. There are several ways we evaluate the system. One is a

N
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detaited questionnaire sent to the .parents; another is a/suggestion
box where teachers and students can suomit their ideaé 0f course,
I meet with the teachers regularly and get 10cs of feeﬁFack this
way, especially when we meet 1nd1v1dua11y
o "Communication is an essential part of our program, ﬁot only
wizhin tﬁé Schoo?Abut also among the schoo}, the parents, and the
community (21). We héd'special back—to—scﬁoo1 pngrams for parents
when we f1rst began, and every yes- ‘e prov1oe special ‘orientation
programs for parents new to th:s cormun1ty We also encourage
parents to visit the school, and we nhave found that the many
pareht‘vo]unteers we have wofking in the school are a gcod *\\\
liason between the school and the community.
"Schools need to commuricate among themselves too. The district
faci]itator arranges wbrkshops fbr ieachers periodita]]y ‘and I
will often take a teacher's place fof a whole day in ordér to allow i
that teacher io visit-a'schoo1 in another city. Of course, I 1like
fhe opporthity to be in the classroom. An‘insFructiona] leader
cannot lead as effectﬁve]y by staying away from the classroom.
" : Severa] schpo]s which are individué}izjng,inleitins“in this part
of thé state have én organ{iationvéponsoréd Dy one ‘of the teachér ,
training co]]eges “The news]etter of this organization d1ssem1nates
~ ideas to.a11 the teachers 1q/the part1c1pat1ng schools. b|t1mate1y,
‘we hope that;schoo] in this organization will’ ‘be able to share such
thinés_as task plans and objectivés. |
3 - "In concfusion,.1et me say that we have a great,desire tO"%MpfoVe
the qua11ty of instruction for our ch11dren here, and that 1nd1v1dua11z1ng
has helped. As you have 1earned from your visit, changes have

occured gradua]]y and only after careful and thorough planning."

03/
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”/hSo concludes a hypothetic51 case study of one school's

} egﬁerieﬁce with individualiz.d instruction. Almost all of the
examples presented in the stddy We;e actually observed in $t Teast
one of tBe sites visited during the research for'this‘repo}t,

and they Qefe included in Brookdale's experience because, fn

~the writers' qudgment, they.are exemplary anq WOfkabie.praﬁficés.

i
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o Chapter 5: °

selected Issues, Problems and Alternative Practices

- - The Risks of Going it Alone

One school visited typﬁfied'the difficulties encountered when only
one schoo] in a district attempts to individualize 1nstructvon
For two years, under the 1eader=h1p of the pr1nc1pa1, the teachers

in this schoo1 attempted to- deveiop their own objectives in ors ~ub3ect,

~and to work toward a locally- developed system of implementatior." They

then. became d1scouraged with the magn1tude of the task, and noting that
ava11ab1e materwa]s Titted their obJect1Ves, they simply adopted them.

Two of the teachers were trc ned by the mater1ais supp11er, the two
|
teachers, in turn, trained other teachers in the school Eventua]ly,

four cubJects Were 1nd1v1dua11zed

i

, After Jeveral years the school -had- obta1ned neither special support
from the d1<tr1ct/nor externa. (Federal or State) funds .

There were aJso other complicating factors: :

1. An accredHtation\problem was encountered due to emp1oyment of
i

' accrediting cr1ter1a which conf1¢cted w1th some of the schoo] s procedur

’ for 1nd1v1dua11z1ng

2. A chang]nc pup11 populat1on introduced pup11s who were not ready
for the materials 't! Jt were appropr1ate for the earl1er populat]on

- 3. Opposition came from other schools, resu1t1ng presunab]y in

dféruption -of perfsonal rea1t1onsh1ps and a11enat1on ‘of per#onne] in the
S S - - \ . : -

-insurmountable is unds and moral support had been ava1?€b1e /

school. . o : : f

1

While thﬁs‘School had encountered some problems in. sharing and

safeguarding mater1a]= and otner management- problems these wou]d not ha

Due to the above nroblems. only one 1nc1v1dua11zed'qub3ect is now/

,i ., K : ' ' 4 /
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functioning fu]]y Individualized materials in the other three
subgecf areas are being used only whwle the supply lasts. Teachers remain
conv1nced of the vaiue of 1nd1v1dua11g1ng, but th: and the pr7hg1pa1

are understandao]y-unhappy about the total exper1ence.

LS

Alternatives to Going ithlone

The school exper1ence reiated above involved great effort by
{

the principal and teachers. - No 1ack of ded1cat1 accounts._for the '

al 100 ,

discontinuance of that program. The personnel of the school are now !
< !
keeW1y aware of the need td seek other ways to >upport such an Undertak.ng

Some of Jhd se alternatives are d1scu~,-d be]ow

Kl
\

In the Duval County program, described in Chapter 3, the sttr1ct
\

oxflte prov1ded the 1eadersh1p both in obta1n1ng supp]ementar funds
(1ocal, State, and Federal) and in program deve]apment‘ Be¥ ng q Iarge

. district, it-also appo1nted a full_ time project director for the

- /

_1nd1v1duo. zed program and a master teacher for each of thi paft1C1pat1ng

schaols. The d1str1it also ma.nfa1ns a tra1n1ng program, US1n9 both

-

broadcast and t te]ev1s1on, and prov1des a w1de range of teChn1ca1

f“ 7 assistance. Th1s d1str1rt began w1th reading and then ont Bn to;

i —_

) mathematics.'y/' o

i : o .

- In the so@oo]s of Dougherty County, Georg1a (Chapter 3), the ,

person who became the Title I PrOJect D1rector tooh the 1n1t1at1ve in -
d1>tr1ct 1ev 1ﬂf§ﬂ£LlQnsvslm11ar t0 those’ descr1bed above for Duva1 County,

Florida. Be1ng a sma]]er d1str1ct, .one Title I supe visor ass1stg
'[ /
the Proaect D1rector in coord1nat1on and support of the . sch001)\ ‘ !
It may be reca]led,ibat<¢h1s sopp]ementary (compensatoryj read1nq skw]]s DqufaE

' has been declared ‘p1ary Title I program by USQE.
e / ,
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“In the Walter T. Moore Elementary School in Tallahassee, Florida,
the schocl obtained Title III funds to develop an innovative language
arts program. This program Has been validated by USQE as an exemp1ary
Title 111 program, and the school is now 5 Nationa] Demonstration/
Diffusion Center.

In the schoo]s>of St. Bernard Parish (County), Louisiana, a variation
of individualization based on team teaching within subject specialities
has managed to survive without federa]lfunding. ‘As seen in Chapter 3,
this began as a loosely structured<pr§gram using a rather erimentary
curriculum guide.. Teachers were a]]oWed‘freedom in implementing the
program. While this district began its program in all elementary schools .

in all subject areas (a novelty in itself), perhaps the absence of fine-

- grained objectives or rigid sequencing of objectives, and the use of

evaluation by teachers rather than evaluation by use of tests permitted
a gradual implementation that did not make the:teachers feel overburdened.
Thus, while one school failed in its effort to individualize in several

éubjeét areas without supplementary funds, one district was able to put

" a new program into operation without supplementary funds. Since

pérscnne] in both cases were hardworking and dedicated, one might suppose

that the twd contrasting experfences might be accounted for by a difference

in the nature of the two programs and in the number of new details to be

learned and managed at.ohce by'teachers.

Taking these four succéssfu] experiences together, it seems reasonable
to conclude that:

1. District office psychological support is é]ways helpful.

2. A singte school can ‘take the initiative, but like the one that
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tried unsuccessfully to operate independently the type of program
desired may require additional funding.

3. While most s;hoo]vpersohhe] interviewed advocated stafting a
program in only one subje;t area and in only a few schools, with
gradual expansion later, one district implemented & program in all schpois
and all .subject areas without suppiementary funds. It must be presume&

that the type of program in part determines thé need for supplementary

funds and the need for gradual implementation.
4. The distrfct &St. Bernard Perish) that implemented a prbgram in
several subjects in many schools withodt supplementary funds began with
a loosely structured program and other details were developed gradual]y,
5. Supplementary funds are most neededrwhen aides and other personnel
must be added, and when larger quantities of materials are needed, and when the.
plan requires careful monitoring of pupil progress through a detailed
testing and reporfing system. Some backlash effects have been observed
when school policy leads to decreased or constant budgets in some schools
and increased budgets in others, within tﬁe same district. (Local
justification of such a situation is cften based on the fact that schools
with the most heterogeneous populations need the greatest Variefy of

materials and teaching methods.)

The Frequency of Making Prescrigﬁions

Almost all schools visited used some system for initial placement

of the chtld. This does not refer to assignment to classrooms or to
sectioning. In reading and mathematics, parficu]ar]y, a set of
diagnostic and placement tests is used to determine the place of each

pupil in the overall scope and sequence of the curriculum. The result
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of such testing reveals the grade'leve] td which the child has progressed.
More importantly, it places the child's position in a series of objectives
ranged either\rigid]y or more flexikxly in a series.

The matter of how‘rigidly or huw flexibly a linear series of printed‘
objectives is interpreted often is the key to how the system operates.
If a teacher perceives thatl a series of objectives appearihg on a perinanent
~ record Card and numbered say., from, 1 to 250, means that some author1ty
has 1ntended for this to be a fixed sequence, then severa] things result.
First each child in a group will be assigned to work on a different
- objective: if there are 19 children, 19 different objectives wi]i be
. essigned; and 19 apprapriate materials and activities prescribed. If{ in
addition, these objectives are minute ones, 1ike discriminating a “p" frem
a "g", then the teacher is faced with a heavy burden. Eaeh pupil will
master several :uch minute ob3ect1ves in 45 minutes, making necessavy

saveral” prescriptions for edtugpup11 “In such a case, even when an a1de

o tests each pupil or otherw1se evaluates mastery, the teacher can do 11tt]e

more eaeh hour than write prescr1ptlons. Teachers were observed literally
not moying from their desks for an entire period under such a procedure.
Furtﬁermore, all the study is solitary study, for there is no.basis (or
teacher time) for forming groups for direct instruction and group
activities. '
When, on the other hand, the teacher is aware that what appears as

a f1xed linear sequence of ob3ect1ves may safely be departed from, if _
done Jud,c1ous1y, the teacher forms ad hoc groups composed of pupils who

next need similar objectives or objectives near to each other in the

printed sequence. The teacher, under these conditions, may have time to

.
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introduce to small groups the overall purpose of a cluster of objectiveé,
and the pupils can carry on from there. (The reader aware of the nature

of intellectual skill hierarchies for objectives will reeognize'that
subordinate compentericies on the same level of a hierarchy‘permit options
{n sequence, while objectives at a lower level are prerequisite to learning
of the objectives at the next higher level. Mahy teachers grasp the
“principie involved even withouE knowledge of formally designed skill
hierarchies, which apply only to objectives that represent intellectual
skills.)

Thus, sma]x group activities are likely to be prominent in an
~\1nd1v1dua11zed instruction system only if the objectives are larger than
the minute objectives mentioned above, or if the teacher perceives when the
sequence may and may not be altered. In either of these latter cases,

‘one is likely to see individual study, paired study, and small group

study all going on at once in a classroom. In addition, one may see
wnd1v1dua1 tutoring, peer tutoring, or- tutoring by an o]der pupil or an_
alde o \

.The size of the objectives and the teacher'g perceptio&‘of.sequencing
options together determine how many prescriptions must be made B} the teacher.

As one teacher put ¥t, "A child doesn't heye to know the entire alphabet
~ to begin work on wbrd recognition."

Some schools which report excessive difficulty in keep1ng up w1th
needed prescriptions and maintaining records of pupil progress may have
trapped themselves into tak1nq too 11tera11y sequence requirements among

fine-grained obJect1vesf

The Teader of an 1ndividua1ized:program needs to ponder these matters

~in order not to have teachers spend gexcessive time on.prescriptions and

N,
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record keeping and in order that soTﬁtary study is not the oﬁ]y

resulting mode of operation.

Duplicate Record Keeping

The above dual problem of minute objectives and too rigid an
interpretation of sequencing can wérk to exacerbate another probiem --
record keeping.

Each time a pupil compietes an objective, this fact must be recorded
somewhere. But in some schoo1s; each time a pupil masters an objective
through successful 6omp]etion of a prescription, this accompiishment
is recorded four times: (1) on the pupil's own recofd of progress for
his information and guidance; (2) on a wall chart, which shows the progress
of each pupil in a series of objectives; (3) on the pupil's permanent |
record card, K-8; and (4) on the teacher'svp1énning bogk, 6ften ased for

_ 0
planning each day or week of work for each pupil.

Such dupli;ation may be the source of teacher complaints about too much
record keeping, and hence, the need for more aides or for computerized record
keeping. If this problem is solved, the system runs more smoothly,
aaiowing more teacher time for other activities, such as tutoring,
conferences,'and progrém planning. Since these complaints aré not made
in some schools, more than one so]ution"éeems to have been found: larger
objectives, flexible sequencing, simblified record_keéping, of automation
of record keeping. )

In Project PLAN* the above problems were foreseen at the outset,
and tbé combuter Was’used'hot;only for record keeping but also for scoring
tests and as an aid to the teacher in selécting bbjectives and éppropriate

media, materials, and activities to mathagupil learning siyle. When
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alternative sub-objectives within an objective were also tried, the s&stem
was overtaxed or the teacher cou]d not handle the more compliex decisfon
making, and changes were made.

In summary, the above interacting problems can be and have been solved
by different schools, some with a computéf, and somé (presumably more) with-
out a computer. Nothing said here, however, fs intended to discourage

the further exploration of useful assisting roles for a computer.

Self-Directed but Highly Structured?

An apparent paradox in the literature on individualized instruction
is»represénted in the twin statements\;hat "Individualized instruction
leads to an indepéndent, self—manéged 123rqgr“ even though "highly
structured materials, sﬁch as programmed insg;ﬁétiqgj or éudio-tape’
directions with workbooks, are employed." fhis parad;;\ajsggpears if the

procedures are analyized into their separate components, as foT%ogs.

S

A pupj1‘s responsibility for learning can be enhanced in;these‘
respects:r

1? The pupil can have a part in decisions concerning which objectives
are to be undertaken;‘

2. Tge pupil can have a choice of types of materials, media, and
activities for each objective. A

3. The pupil can learn to locate the appropriate mgtéria]s, after
being taught the storage énd coding systems.

‘4. The pupil can be responsible for operating simpfé equipment
prdperly and returning materials to théir proper place.

‘5. The pupil often can select the type and‘number of activities
needed for mastery, and conduct se]f—éva]uatfqn before taking the‘fihal

mastery test over an objective.
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6. Theipupi1 often ca. °nter test results into records and record
prog}e;s made. n

7. The pupil can determine when to meet only the required portion of
objectives and when to branch out to enrichment exercises ratheﬁ fhan :
‘taking anothér éore objeétfﬁe next.

These and other se]f-directfng ahd.independent éctions do take place
in individualized systems, and presumably they are desirable. Thase
responsibilities of pupils can be achieved gradually, with as much help
from others as is necessary, SO that the pupil becomes increasingly self-
sufficfent. Such iﬁdependent actions presumably helb develop self-esteem,
as does success in the study undertaken. ’

The above benefits appear in no way diminished by the fact that the
matei;a1s usgg are largely "self-instructional" in two respects: (1) the
diréE%ions fdr how to proceed are in the materials themse]Ves, as in a
prbgrammed instruztion unit which £élls the pupilvhow to use the slider to
cover up.the feedback until the pupil’g response to a frame has been written,
or as in an.audiotape thatvtells the student -how to use the coordinated
wérkbook; and (2) the materials are carefully designed to insure mastery;
by éarefu] design of vocabulary, prempting, sequencing, and alternation
of teaching frames with testing.frames. Such predesigned, self-instructional
materials, accomplish more teaching for each individual than can be expected
when a teacher conducts a lesson for a highly heterogeneous c]ass, in'
which some of thelpupils do ‘not have the prerequisites for mastery of
that lesson. Thu; teacher time can be uéed for planning the program,
helping those experiencing difficulty, and cha]]enging tﬁe fast, jearner

with advanced or enriched experiences.
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In summary, nighly structured materials seem appropriate,
especially for young learners. They‘increase independence and freedbm
and decrease dependence upon the teacher.'“Such materiais contain more
of the needed instructional events than are containeg in conventional
textbooks and supply those events to each pupil at a more appropriate
time than a teacher .can supply them to a iarge group taught together.
Such caref&]]y designed materials seem far.better than a recommendation
frequently read in the literature -- to tear the textbook apart and put

each page in a folder.

The Importance of Oommdnity,quport

One district visited had used a national system but was forced to
discontinue it, largely due to opposition from a small but vocal group
of parents. The district now feels; that a better public informatidon effort

!
A
. . ek : .
might have been made. While there were some interal problems, those

j
mith have been;so]ved were it not for}parenta! opposition.

Some parents did hot Tike the new reporting systeﬁ based on accompiishmentr
of objectives; they preferred the old way of reporting. (Some districts ‘ |
'combine the old and new types/of reporting to parents, including conferences
with parents,) |

Other parents were concerned about the freedom of movement pupils
had among areas in the school building, and still-others objecteﬁvto“_
‘the increased noise level. ‘The majority of parents were not aware of the
type of brogram either before or during the individualized progrém. When
asked if this unfortunate experience h;d any desiratle residue, thé
 admin1strators felt that the bries use of individualization.served as.a

VA

\  catalyst for change for the teachers.




The principle is that parents and the community ehould be informed
better and earlier, and careful efforts made to exp]ain more fully the
purposes of those aspects of thé program most objected to or least
understood.

In contrast to the above experience, the princﬁpa] of-the St.

Gregory Parish Schoel in Philadelphia reported_100 per cent attendance

‘by parents at Sunday afternoon demonstration seesions in which the
individualized (IPI)vprogram.was epenated during shortened periode in
‘reading instruction. Presumably these parehts;ettend such-a sessioe once
per year, at wnich time questions cén:be'anéwered ehd any changes from

Jthe previous year explained. This principal alép‘informs parents of
proposed changes, and regular faculty meetings awe convened for centineus
training pufposes, This is a smaT] parish school, so the program may have -
benefited from e'rather homogneous neighborhood constituencyyin which
parents were suff1c1ent1y 1nterested t9 pay tuition when they were able.
Th1s is, however, a low-income const1;uency Tuition pays only for faculty
support; the parish pays for bu11d1ng upkeep, and Federal runds are obta1ned

for spee1a1 1nstruct1ona1 mater1a]s

Team Teaching and Rigid Schedules

In many schools which used team teaching to individualize instruction,
the most rigid schedules were obserVed. This was not due to the overaill
echool schedule or to the principal but to hdw the teams operated. _
Especially when each team was cemposed of teaehers~eoncentrating on a single
subject area, pupils' work, however well managed during a period, had to
Bé terminéted on schedule so that the_pupi]s could go to the next

subject'managed by another team in a diffefen; part of the bui]ding.: This
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‘team specialization makes for efficient use of materials, but often

at the price of rigid scheduling. '
e _ _
On the positive side, however, all teachers dn the team can fooperate

s,

tn planning for each pupil's needs, and the pupil (an work with the
teacher best suited to his or her needs. in one teaw planning session observed,
each teacher en the team cou]d make snec1f1c d\ignost1c and-p]ann1ng
comments for each of the 125 pupils the total team was hand11ng Thus
team diagnosis and prescription may be one of the greatest benefits of
team teaching. It is then a matter of Judgment as to whether these
benefits ou;~e1gh the rigid schedu]es wh1éh often impede the momentum

of-pupil progress.\

Matching the Learning Environment to the Pupil

not a&] pupils work weliﬁih the same environment. The above discussion_
of team teaching suggests that a pupil tends to work better with one h
teacher than with énother. A further corrolary is that one pupil works
we11Aiﬁ a self-contained classroom while another benefits from a 1argebl
pod with several teachers and many pupils.

Just as reasearch has not yet revealed general principles dn‘the
basis of which pupiis could be grcuped in order to match ]earnihg styTe‘to
type_of instructional materjials, so research has not yet revealed principles
Jredicting which dypi]s need the.security of the se?f—containedAc1§ssroom
and which pupils can benefit from the 1afger groups associated with team
teaching. f;lfé therefore upjtovthe teachers to help make this determination
& for eéach pupil rather than for small qroups of pup1ls hav1ng similar

observed character1st1cs In short, no basis exists for classifying

pupils to select media, type of learning experience or type of classroom.
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The alternative, tnen, is to utilize teachers' knowledge of each B
individual pupil. .This meaﬁs that for a transfer pupil, it takes time
‘for tezchers to make‘enough_obserVations to assign the pupil to—B}s

or her best 1eé;ning environment. For non-transfer pupils, of course,
‘teachers share information from prévious years so that sﬁitab1e.decisions
may be méde at the opening of a new school year.

The issue of learning environment just disgussed igvhot diréct]y
related to.pupii “grade norms." One child several years behind grade
norms may need a se]f-contéined classroom;. another-child at the séme
achievement level may benefit from the team teaching drfangement.

The Russell H. Conwell Middle Magnet School in Philadelphia,

Pennsylvahia (See Chapter 3) maintains two ungraded, self-contained

classrooms for children needing the security of a-small group and interaction

with only one teacher. The majority of §Upils work in an open spaée,
team feachiné arrangement. .A child can change from one environment
to the other when there are indications of readineséAfor change.
w1£hi%.one team teaching school, pubj]s are c1assified:so that
teachers can provide the appropr{éte degree of freedom of'movément of the

pupil‘within areas of the school. Pupils are designated as either

4

“independent,” “Iimited/f or "restricted." Badges are worn by the

: : ; : .
"imdependents," to help manage movement and to encourage and reward

independence.

The Issue- of Competition Among'Pupj]S

In one school district visited, almost every'c]assfodmudisp1aygg\
a wall chart 1ﬁsting the naméS of the pupils and fhe\objecfives each

had mastered to date, with space remaining for listing objectives yet
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to be accomplisned. R N . . ~
. Other schools avoid using chh peblic records of individual pupil
progress in order to distourage competition among pupils. Rether, each
pupil is encouraged to compete wifh his or her own past record. ;
Still other schools attempt to djsguise>the Jeve]s.of different'groups by sucn
-group labels as "red birds," “bieelbﬁrdéf”-etc, Most teacners in such-
schools admit that-chi]dren see tneeugh such disguises, and they feel
,pupiis‘are awere of thei%{own‘prdéfees‘relat}ve,to\thet of other pupils
no matter wnat teachers do. |
In short, competition seems tc 5e‘encoura§ed in some schoq]s;
— discouraged in others, and disguised. insofar as possible in sti]]zothersl
In spite of the above vaé{atidne in séhho[ practices, teachers in
most individualized programs intheir dealings with pupiis de appear to : B
assign only those objectivés for Whicﬁ‘the pupil is ready.. In this respect,
almost all teachers observed in.fhe ;arious‘programs appear to show a
| deeper undefstanding of the extent of indivjdua]’differehces and there-
fofe more humane expectations of pupils. *
| In fact, one ot the most striking overall impressions gained from
school visits was the genuine concern for pup]ll d1sp}ayed by a11 school
staff members, 1nc]ud1ng a1des teachers,zpr1nc1pa1s, and the schoo]
CUstodnan. Overt acts of k1ndness,'concern,’ahd helpfulness were’observed
everywhere in these schools -- in the ha]]s; in_the brineibal's;offjbe,.
ahd in the ctassrooms. No child who was;crying‘or showing other signs |
“of d1stress was observed to be w1thout the attent1on of an adu]t for long
Teachers anc others were seen to stop 1n‘the ha]]s to find out why a
- -

child was.s1tt1ng‘1n’a corner or nogfattend1ng~to his assigned factivity.

- It did not matter that a pupil did not belong to thaf teachef's class;

! \
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the concern was for ai] pupile Teachers were heard conferr1ng on what
was best to do, and they 1nformed other teachers: so that the source of-

‘the problem would be understood by others. Sometimes it was a family
upheava1 the night before; sometimes a conflict With a teacher or

’.another pup11, somet1mes sheer d1scouragement over a learning d1ff1cu]ty --

&

K in any case, it rece1ved attention,
wh11e it would take a spec1a] study of the behavicr of teachers in
'\\ convent1ona1 programs as compared to individualized programs to determine
\whethtr or not there is a d1fference in overali. concern for each child,
a reasonable hypothesis might be that experience 1h 1nd1v1dua1 diagnosis

of learning needs results in a fuller awareness of a\pupi1's total needs

on the paht of the teacher in an individualized program,

7/

Conf]1ct1kg‘V1ews Concern1ng Supplementary Funds

As noted in Chapter 3, most programs visited had obtained some
vsupp]ementary fuhds which were used for various_purposes: hiring central
staff, master teachers,ﬁcoordinators and aideei training qf pehsonne];‘
purchasing additioral materials; and keying of materials and tests to the
/ﬂa dbjectives."lh the case of 'smoothly operatihg programs, the personnel
1hterviewed usually said they cduld not have the individualized programs
without‘special funds. In programs where problems were reported (ihsufficient
méteria]s or too few aides), ‘additonal funds was oftenvcited as a means for
remedying the brob]oms. In Chapter 2, the'amount'of special fuhds needed‘
was estimated .for the operation of the nationai programe in the schools.
| Yet,.in Chapter 3, at least three prdgremsbwere described which
operated without supplementary funds (St. Bernerd Parish and the two

schools in Philadelphia).
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How can these éiffering experiences and reports from'personnel

visited be harmonized? Two possible explanations present themselves:

(1) there are differences among typeé/v v~ apd (2) there are
differences in management approac %111 next be discussed
separately.

Program Differences

:The small and more rigidly iequenced the objectives the greater
the number of separate learning activities that must be prescribed and
- managed in -a gfven hour in the classroom. This would require access'to a
wider range of materials at a given time and would increase the humBerf
of préscriptions to be made and monitored. Thus the need might arise
for more materials, more aides, and more record keeping. Some of these
variations were discussed earfier 1n‘the chapter. It is under these
~conditions th&t teachers apﬁelréd to be (and feported being) almost
frantic in the%r efforts to keep th%ngs moving. If, in addition, there
are several alternate matérials and “learning activities for each objective,
the number of possible prescriptions for each child increases, thus
rquiring more decision time in making prescriptions-and_éti11 more .
.separate activities and materials to be managed.

Whén the converse of the abové conditions exists, there is more
opportunity for ad hoc grouping, thus redhcing the number of simu]faneous
activities to be planned and monitored. This converse set of conditions
may tend fo be associated‘with team teaching, thus bringfﬁg'a sharing and
specialization of functions for teachers, although a‘greater fiumber of
pupils are in a groub, which may explain why St. Bernard Parish (Chapter 3)

~could operate its program without special funding.
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Management Differences

Di fferent districts‘introduce individualization in different ways.
Some begin with only one subject area énd only one school. Others begin
‘with a few schools and expand gradually. This makes teacher preparatidn
é more gradua] process which éan take pla. with district rather
than requiring travel to workshops conduéted o’ aere.  These condipions
could hold down costs, egpégial]x in the kind of program having the nature

°

, just describhed. ) o
NIntroducing %ndiVidUa]ization in one squect'area at a time lightens /

the burden of 1earning to manage a new system and reduces extra record

keeping. -These conditions would seem to.help most in the most highly |

pkescribéd and highly structured program. Yet St. Bérnard Parish, using

a team teaching strategy, wés éble to start the indivfdua]jzed program

in several subjects in all schools. This may have beeaipossib]e by a

kindiof gradualism -- beginning with less structure énd¥working toward

more structure. In any event, that approach was used without increASing

costs. The superintendent feeis that beginning W}th a single pilot school

indicates a 1ack.of total commitment which may retargiimplementation or

create an atmosphere'of either favorifism or envy.

| In general, fhen,_it apbears possib]é that the type of program adopted

or developed determines the feasibility of making a district-wide start

wifhout additional funds. Then'flexible management? such as deciding .

the ratio Uf teachers to aides, can contribute to effective budget con;ro],

“ as well as a plan for making fu11 &se of any special materials or computer

services planned. These later factors are rélated.also to a plan for

grouping, scheduling, and space utilization.

A
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Generalizing from Experience with Individualization
At least three distinct kinds of changes occur in schools as a
consequence of a first zxparience with an individualized program:
program thanges, subject area changes, and changes in teacher attitudes

toward pupils.

Program Changes

Two schools in the ° now brictxid Saﬁ Car1b$, Cé]ifornia,

'were among the 14 schools in wi.ch PLAN* Was field tested in 1967-70.
After the field test, the district decided to develop its own modified
Verdiqn of PLAN*. The changes included new objectives and a sUbétitute
for computerized record keeping.

The reading objectives were modified from those’dgéd by ahother'district
in the state; the mathematics objectives were gathered from several
Eodrces. For both areas, the distriét.deve1oped its owd tests and
instructional gu1des Theée new devé]opment activ{ties cost' more than
was estlmated, S0 the district has not been able to expand the system
to all subJect areas, as planned.

- It appears, then, that experienée with any individda]ized pfogram can
1ead a school to re-examine 1ts goals and procedures, and to gradually

mod1fy the program to f1t newly-defined goals.

Subject Area Changes

In many schools visited, after teachers first gained experience with
ah individualized reading or maiﬁematics program, they then (as individual
teachefs) gradually introduéed aspects of individualization into their
other subjects. It is possible that this gradudl, voluntary approach, being

free of pressure, may result in highly creative innovations which could
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then be considered for adoption by other teachers.

- - Changes in Teachers

As previously mentioned, it is possible that experience with

. individualized teaching methods sensitizes the partiéipéting teachers
to a-greater concern for the total welfare of individual pupils. This
.conéern may even carry over to- personnel in'the school who have hot

ot

been participant- ividualized instruction. program. Research
is needed to s..., .ne toual change in behavior of both teachers and pupils

as a resuit of participation in an individualized instruction program.
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Chapter 6:

Reflections, Recommendations-, and Conclusions

~ Reflections

Various schools and schooi districts have employed organiied systems
~of individualized instruction by‘faking threg different approaches:
(1) adoption of a nationa1'$ystem; (2) deveiopment of»ﬁ‘loca1 system, and
(3) a combination of the two. '

The three national systems have been adopted by several hundred schools
'1nvolv1ng thquéandg of bupi .. Expefience of these schools with the
" national systems, either as a part of field fésts or §S’outright adoptions,
_ has'provided the impetus 1eadfng many schools to a moré se&rching and
continuous review <f thefr needs, goé]s, and programs . Regard]essiof the
specific strength: :  w=z.i2ss of eacr of the three national programs,
their existence is igez =z be worthwhile due to their 1n(luences upon the
scnools. Even wher. « schnzl finds reasons to modify one of these programs

to adjust to local n :az = even to abandon the program in favor of

~ developing a new one. .= mmact has been useful.

It i§ of dist”  tiz —=dit to teachers trained in conventional methods
that they have res -z  izment about an alternative method unt{} they
tried the alternat - “#-s2r a sufficient ﬂrié} period, usually of about
two years, these t= - ﬁaQe a good‘basis'for fz :~1ng or not favor:: .
individualized ins coor |

As more teacher tw=ming institutions offer mor: preparation for

employing individuai == ==thods, the easier it shouid become for teache-s
to adopt the new roles - srocedures required by these programs.

Most of the nat-—-. :3d locally developed individuaiized programs
observed in the visiz. - . schools appear /to represent an innovation
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in methods more than an innovation in the objectives of the curriculum.
tlowever a greater variety of materials was thus introduced —; programed in-
struction, souhd recordings integrated with workbooks, games, .materials
_for small groupé activities@ etc. This in itself increeses-the probability
that some materials can be‘fbund that are suitabte—for eacﬁ pupil. The

major effect_of these programs is to start instructipnAat the point in the .

AN

curriculum for which the child isfready, and to select materials and , ™
_adtivities approptiaté for each child; many of these activities are self-
paced'by the pupil, but some are éroup paced.. Then by cérefu1~moniﬁpring
of progress, failures are detected and cdrreCted before they become-
proiOnged; fhus Tong periods of failure are avoided, and both achievement
and cupil morale are sustaiqed at acceptable 1eve1s. A vafief;-ofitoofs
and techniques make it possiblé for each child to'be.given |
app}opriate objectives, whether these.objectives are feund in \the
~overall sequeﬁce to be aboVe or be]o& the norm for“the age or.grade level.
Therefore pupils need not be “sectiohed“ by ability or achievement level;
a teacher can successfully gufdecthe brogress for_a heterodeneous grouh.
Now that the eXpe%iencegof hundreds of schools attesté to the

present feasibility of individualized instruction as. a meﬁns for enhancing'

© pupil progress, it is reasonable to 1istrimprOVements that are needed.

~ Continuous Needs Analysis
| Moét of the programs observed represent effective mechanisms for.
achieving conventional curriculum objectives. It would be time]y.nowAto
ask whether conventional objectives are adequate. Much of schooling
follows the traditional content of the various subject areas. Do conventional

objectives in the sepérate subject areas represent the best that can be




done? Is sufficient a£tention.pa%d to the study of projections of the
nature of the future of society arc its implications for curriculum change?
Do the people most concerned have :n inflﬁenée upon the objectives that

are selected? Are pupils given ensughviatitude in selection of their
bbjectives, or is a standard curriculum provided for all, with only the
learning procedure'béing individua]ized? Are school personhé],éo taxed
with.the management detai]é of the new method that nobody has time for
continous review of needs and goals? The next genération of individuali-
programs needs to attend carefully.to these questions; and others that

might be raised.

The Theory Base 07 Programs

"

Only some of the programs-reviewed in this report appeared to have
/ wad a clear theor/ base; e.g., IPI is based on behav1or1sm and the theories
related to prggrammed,nnstruct1on, wh11e PLAN* and IGE have nQ such

identifyable theory base; at lezst w{fﬁ“respegthtg the curriculum azpect

of the program. #hether this : good or bad is debatable, but-evaluators

R

such as those who prepared the ZPIE report (1974) seem to be able to respond:

—
better when there is a theory rase.
It may not be entirely. necessary that teachers be aWafc'of the theory
base of the program, since they are pragmatic in their sear~n of scme
materials and actiwities that will be succes sfu1 for the individua’l
pupi].' While originators of new brogfams are often interested in the
merits of behaviorism vs. humanism, the teacher is more inzerested in
finding so~wzthing suitable for each chila. For those inte*ested in theory
Of.1nStPUCT':n, uniike fhe‘case of fhe TV westerns, "the drama of the

educationz showdown increases as the distance between the two protagonists
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increaseSf (Fox and De Vault, 1974, page 7). But more important,
Fox and De Vaul= go on to show that the most'practica1 educational programs
rate high on criteria emphasized by both techhocrats and the humanists.

It is possible that the hext generatidn ofvprograms.coqu employ thé |

best -that is offered by opposingntheoretica1 camps.

: pohélusions
1. When a "national program" is "adopted" by a di'*?fcf oy
sees yrvat :~iatic: 5 among-schools and among teachers within a school in
just how the system is operated. This applies to differences in:
grouping pupi]éi\mgterials used; seguencing of objectives; monitoring

progress; making task “plans; and record keeping.

2. Except fcr the use of computer, actual procedures in how PLAN*, IPI and
IGE are app’ ied differ among teachers and schools almost as much within

‘one of thesz systems as among the tnree systems.

3. The above kinds of differéhces among teachers and among schools

~in a district also are observed for .ocally developed systems and for

- blends of national and Tocally develzped systems. -

- o ] ' TR A
4. Scme schools have managed to deveiop and implement 1nd1v1dua11zed
" “instruction without supplementary funds, but more typica]]yrsuppléhentary
SN funds have been :otained. Such funds are typically used to hire additional'

personnel. to purchasz additional materials, and to accompTish monitoring -

Shd\tiéording 0¥ pupil progress.
5. Many‘é:hpoTs and districts implement individualization gradually. Time

is taken o ortent teachers and to make preparations before implementation.

AN
~
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Also, often only one subject is individualized at first in only a few
schools. Thén tﬂe program is gradualiy expanded in grade levels covered,
subject areas, and nurber of schdo]s‘and teacners participating. Only a
few_districts implement initially in many subject areas and many scools;

these tend to be the less highly structured rr-ograms..

& Some schools have successtully operated their own individualized

programs, but more typically the district takes the initiative.

/. At any one time there is a wide rang2 in amcunt of implementation.
There may bz only one individualized classroom For ane subject. in
some schaols; in others, four subject areas may be individualized for

‘all pupiis in ail grade leveis in- the school.

8. There is great variation among programs in the relative amounts of.
time a pupil spends iq:-solitary study; working_with one other per%on;
small groun activitieég oy independent 1earniﬁ§ but .in-small groups

controlied and paced by recordings- heard simultaneously by all membars

of the group.

. 9. There are great variations in use of self containad classrooms vs.
pods composad of many pupils and several teachars who work as a team;
) - - - . . ’ - \ .‘ - ’ .
teams may be specialized or diversified as to subject matter and functions

performad by each teacher.

N

10. Sore schools use learning centers independent from classrooms. In
the classroom, teachers diagnose and prescribe tasks; then the pupil goes
to the learning center to work on the task. So~e tasis, hovsver, may

be perfornied ir the classroor
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11. Schools differ in space utilization; one school may store most

specialized material in a central area; other schools have less sharing

of materials among classro~

- 12. The greatest number of « .. ., .= i programs i <iementary schco’n

is in reading and matehmatics; fewer programs include science and social

g studies{ still fewer-involve other sdbjects.

13. Ind1v1dua11zed ‘methods appear to be appropr1ate both for highly

structured and careful]y sequenced skill areas, and for more open -
S

structured subjects in which each guﬁil may elect his objectives,

sequences, materials and activities.

14. The majority of schools visited took special care and used

specia1 (Title 1) funds to meet the needs of d1sadvantaged or’

educat1ona11y retarded pup1ls, with good (and often surpr1s1ng) results.

,However nothing in the eva]uat1on data ava11ab1e to the authors suggest

"that\these methods are any/less effective for average and fastelearn1ng'

pupils.

' 15. The-authors estimate the 90 to 100 per cent of tlidents in the

Tndividualized c]aSsrooﬁs.Visited\Mere "on task“_duringvFheiobservation |
period. Attention to study was superior-to-that observedfinreonventional'u
c]assroohe[in the‘same schools, and decip]ine problems were markedly
lower a1sdi Children aieo abpear to enjoy their studies more under

individualization, 9ossib1y because they are always assigned taks which

they are capable of learning at that particular time.
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16. Individual diagnosis and task prescriptions must account to a great
degree for the success of individuaiized programs. Beyond that, however,
eiforts to choose the most suttable materia]s, activities, and gr0up1ngs
of pup11s must also be he]pfu] The greater range of med1a and mdtering,
1nc]ud1ng especially se]f—1nstructioha1 materials. must contribute both

to the manageabf]ity and to the success-of individualized programs.

- 17. Striking evident in 1nd1v1dua11zed programs is the focas upon

—~i - the child and his lggrgl_gJ rather than focus1ng on the teachers and

" - their Wpresentat1ons". In some schqo]s, learning of reading skills
'_is highly individualized, whﬁ1e~1arge class sessions are used. for oral

expression by pupils.

7‘_‘,. 18. Individualized instruction is often used effectively in combinatioh

with other techniques,'such as team teaching and'differentiated staffing.

19 Ind1v’dua11zed instruction can now be regarded as a highly feas1b1e
means for adjusting to heterogeneous school popu]at1ons while

prov1d1ng guality educat1on for each pupil..

20. Tests which are designed to measure performance on specific
objectives are more useful for individua] diagnosis and prescriptioh
than are Standard1zed, norm-referenced tests, although the latter are

useful for zrogram evaiuation, provided that btheé standardized test

was designed on basis of 0bjectives similar to those of the local school.

ok

21. While costs of individualized programs seem to'very'among types of
~ programs and'management methods, at least one such program resulted in

mastery of more objectives_by the pupils per dollar cost than for a

| .| | - | ' o 1 2 0
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éonvéntioﬁa]‘program in the same schools. In that district, if one ~amply
counts the cost of keeping puptls 1nwschoellf0r X days per year;_the
conventional program is cheaper. If one counts pupil echievement, the
individualized brogram is cheaper. These results are for an individualized
compensatory program and conventiona] language arts prograh in the
seme schools. The results might not generalize to other contexts, but

" some fndiViﬂua1ized.programs have been‘validated aslexemb1ary, both in -~

costs and benefits, by USOE.

©

3
22. C]aésroom management.problems are semetfmeedreported in individua]ized'
:prograﬁs. Some teachers report be1ng too rushed in mon1tor1ng and
recordiﬁg of pup]] progress. Th1s appears to be reported most often
:wheh/objectives are G%ry sma]] ones and when they are deemed to..be 5
'ordered in a r1g1d teaching sequence. These two factors require more
frequent prescriptions and hence more frequent recordings of progress.
Schools in which $uch prob]ems are not. reported appear tqgeMploy eitherl’
larger objectives or more flexible sequencing, thes méking_more feasible -
greater use of smaT]—droup instrqction. Also, some schools keep
dulpicative reeords of pupil progress, thus édding-to-the'teaehers' task.
“The solution appears to Jlie in: (1) size of’objectives, (2) sequeneing
f]exfbi]ity when appropriate, (3) e11m1nat1on of duplicative records, and/or

(4) computer1z1ng the record keep1ng funct1on

23. When pupil progress is plotted for‘entire groups on wall charts,

competition among pupils often increases. Therefor many schools avoid -

, ;
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use of such public progress records. Except for the wall chart praqtiqe,

there is no reason why individualized methods should increase competition,

/;ince botn IEdrn1ﬂg and’ eva]uat1on are more pr1vate reﬁﬁen\than less

pr1vate, under .nd1v1dua11zat1on

. 24. TJeachers' exp r1ences with 1nd1v1dua]1* d 1nstruuu|nn in-one Jubgeut

o

often result in Lhoir mam1no gradua] steps- *owurd 1nd1v1duaL@z1ﬁg othor

subjects. Such e/wer1cncn also- qcoms to sensitize tLacher% to a g\eater

concern for the total heEfarc of the pupils. as individual narsons.

1

4

.

25. Hnile theorists often contributa to a polarization of "technology"

~and Yhumanism", the most successful ihstructidna] programs appedr to

o

result in out oves hﬂTCh are v;1ueJ by botn techno]ogxsu> and human1sz:.

If cutrones rather than th the ‘thoory base of tnm«pvochts ang

~

¢ . \

techﬂ1qucs cnplo/ed are att nded to, this polarization m1ght~decreasc.
3~ .
‘ S 4 Yy .
Teachnra appear to be interested in the iools and their resuits wiih

D

SN

: R , . 0
26. The indivicualizad yrcgrans seen 1n the 42 scnoolg visited represent

great innovatio. in m?tuous ard materials but little departure Fror

“cohfentional goatls of elementary'education.f Tivis may reflect general”

pub11c sa1lsfact1on with. bas' skill ‘goals; the ‘demand, pérhaps, is
\ - .
pr1mar1|y for better ach1avem°nt of those. goa]s.

27. The greatest amount of 1nd1v1duu11z1ng was seen in se]ectlng mvans
v wh1ch earh pup1l could attain the same set of obJert1ves‘l biuch 1ess
use of pup1] detern1ned obaect1ves vas observcd buL this was seen mote.
in science and soc1a1 stuu*&s tnan 1n read(ng "nd m(Lnemat1r§' This ' “*
.
_may be a'desirqb]e state of affairs; the authors offer no judyemant
,concerhing this point. | |

4

~children rathze than in the theom%,base cn wiich tha tools were developad.
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P Recommendations

In the opening section of Chapten 4, a list of 22 program components
"was presented as a recommnendation on_how programs can be deve]oped,
operated, and evaluated. Then-those recommendationéjwere i]tustratedb
{in a more informal way by monologues froh hypothetica] persons in a
hybothetica] séh;o]. Tnoge monologues represent a recommended mode of
l'-operetion, detived as a compoéite mode from all schools visited.

It rema1ns, then only to add a few recommendat1ons not made in

Chapters 4 and 5.

”

r

Better Use of'Teachers‘ Time

_ Tn even the most smooth]y operat1ng sySLems, some unnecesary

time seemed to be used because of the assumption that, each new task p]an v

must represent a new Judgment~about-the next prescr1pt1on when a pupil had |
g y

just mastered.an objective: If some objectives in a sequence have only N

re "lesscn plan® or "task plan" (or set of materials) for its accomplishment,

oo

an asterik (*){cou]d be placed opposite that objective on the list, so thatl
the pupil wpu1d.essentja1iy teceive an ”autométic preécription.“ A1l that
is necessary, in each sueh Case,.is to note the relevant materials and :
" the code es to where they may be found. :Then when a pupil.passed a test
over the prece&fng objective in tne sequenee, the teaeher onid not-hage
to make a new judgment. This would jncrease the time teachers: have wnen ™
their judgments are‘needed either because there fs'a choice in the |
sequenc1ng of obJect1ves or because there are a]ternate task plans for
a’ given’ obJect1ve _
01der children who are Aot new to the system can often make some
of these Judgments. Decision frequency could thus be reduced for the
. , . ) j} _
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teacher; the time saQing can be even greater when.objectives are larger
rathef than smaller, as discussed in Chaptar 5. Tedchers could then make
better plans when alternate "strands" are available (as in project PLAN%)
or when pupils need help in learning to "branch" (skip objectives they
can "test out" on without instructicn) and‘fo-chooge relevant enrichment
exercises. (Some pupils seem hesitant to branch,_fearing to miss‘sémething,
juét as some.teachers, at first, fear they are cheating their pqpi]s if
they reduce timé‘spent,in large grougmi%struction). In some systems

/

(Esbensen, 1968),'chﬁracts are emgﬁoyed for maximum f]exibi]ity_in sequence,

N '\\". ;
bfanching, and scheduliing study t}%e by each pupil.

Increased use of self-inst?ﬂttional materials would bring further
e )

: . b o , .
-savings in teaching ;Qq test1ng/t1me. Even-with a good "task plan,"

\ - ‘ .
children often need direct individual help from the teacher in using the

assigned matefia]s properly. Many schools using programmed instruction or
aUdio tapes to give directions as well as more frequent feedback find

less tutoring time to be needed.

AY

Avoidjgg‘UnnecessarxﬁDupTicatidn of Effort

Muéh duplication in effort has gone into preparing objectives and ‘

vkeyﬁng of materials. One finds very similar objectives, especially in
_reading and math, 1in most elementary schools. Thus the same objectives
and the same tests and materials are keyed by school after school. While

‘not recommedning restrictions on local determination of objectives or

materials, much of the keying done by ggx_schOOi has already been done
by many other schools. A school could. borrow more, either from other
schools, or from resource pools operatéd by many State Departments of

Education-and other agencies.
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Schedule Improvements

Under most systems, the school are still pretty tied to the bell that
rings after each class period.\'whi1e this is often done.because of team
teaching schdules, it is also observed in self-contained classrooms,
where all children simultaneous1y put away their prescriptions and turn
either to the basal reader'or to‘mathematics; Much better plans can be
made to make the individual pupi]'s schedule more flexible, so he can
keep work1ng when f1red up on a project, and change when interst tags.

The use of contracts, coupled with pupil 1n1t1at1ve can result in

more flexible arrangements_wh1ch would not interefere with the ptanned

program of studies for the pupil nor otherwise create inconvenience.

Real-Life Contacts

No individualized program observed did much to extend learning
outside the school. Nothing similar to the work-study programs or
other pupil exploration of the community were seen, as in some secondary
programs. While-there may be less need for this at_the*e]ementary
level, it would be desirable tf planners interested in indiVﬁdualiied

instruction interacted.with planner of those other types of programs.

o

Methods of Computing Costs

While it is impossible for a school -to ignore budget realities,
new methods of computing cost effectiveness are needed. The point,
- simply put, it this: "In counting up costs and effectiveness, the cost

of failure should be considered." If individualized programs could be

‘shown, across the board, to cost a little more but result in better‘
ach1evement and fewer fa11ures or dropouts, any consequent savings in

income loss, de11nqu1ncy, law enforcement, and imprisonment should be
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deducted from the cost increases. Unforturnately, our society separates
education budgets from prison‘budgets, but if there is indeed a direct
negative correlation betwen the two costs, better education would thus
'/cost ]ess,'aTl costs totaled together. A1l data available to the writers
‘a\\*\euggest that it costs less per year to keep a child in school ,{(in the
best pubtic schcols in the country) than to keep a person in a penitentiary.
Leaving aside human misery, pruperty damage, and persanal injury from
cr1me, it would seem we11 worthwhile to pay for quality education.
| It is recognized, of course, that not all factors are 1nc1uded in
thie discussion of problem behavior, Further, some individualized programs
costlno more than conventional ones, and some cost 1ess if dollars are .
b'\eqdaﬁed to achievement (Morgan; 1974) -This report has recommended many ways
in wh1ch 1nd1v1dua11zed 1nstruct1on can be made more eff1c1ent and 1ess
costly. Morgan (1974)vhas shown that many compensatory education programs
‘have-ndt resulted in achievement gains when the added instruction'was

“morelof‘the same" (e.g. conventional instruction) rather than individualized

instr ction.

/The Ul 1mate Benef1t A1l Children, Lower Costs

ma& be noted that many of the schools visited were réstricted,
by fed ra].ﬂaw,vto spending their supplementary funds for designated
groups |of cﬁi]dfen rather than for all. While in the shOrt‘run this is
good b cause\it focuses upon-the underprivi1edged, in the 1ong’run, it would
be beneficiai (both in humane and‘financia] ways)-to extend individua1izedlv

\

) 1nstruc 1on tn all pupils in each school choos1ng such a program. Th1s would

amortx;e more1w1de11Athe costs of special materials, one of the added

cost where 1nd1v1dua1121ng does cost more.

e
o\
(&)
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The benefits of individualized instruction have ~=2en fairly well

demonstrated especially for the disadvantaged and the .nderachiever.

The. system appears to hold as much prer se for 111 childr- . though
some var- atio: ‘m current [ -::ize. might be needed.

Looking .. e future, onz ca~ expect continued ¢~ vement in
the naturs =° o idualized programe, just as there wé‘ evo]veménts'
for présent p. ... ms. The three ﬁ;tional programs'degé*wﬁ%d in this
report have bes~ expanded in scobe and otherwise modifis< -ontinously

based.on schoo’ experiénce.' Locally-developed programs ve followed . .
a similar course of COntinous-adeStments, change, and refinement.
The téta1 évidence, based on_summétive eva]uationg and school’
visits appears to justify the conclusion that, while'still in an evolutionary
state, individualized instruction is now beneficial and feasible, and
will become less costly, and it can‘be cbnsidered'as providing a set
of new too]s‘of genuine benefit in achieving quality edﬁcation for

all.
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Cal.: Johs Mcilutchon Publishing Zc., 1975.

Reviews the theoretical hases upon which curricula may e .
based, and presents descriptions of PLAN*, IPI, and IGE. Includes
- reflections upon these three individua?j;ed_systems by a design
~theorist, a curriculum theorist, and others. Contains a final
‘chapter by a philosopher-evaluator.: : :
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s ~ Appe- {ix A

List ¢ ~ Sch-21s Visited

Of the 42 schools visited durir: this study, the breakdown as

ts type of individuaiized prograr wa: 3s follows:

PLAN* =---momsmmmmc oo e 5 sche. s
IP] ---omimmomomm oo 8 :rche: s
IGE —==-mommmmmcmcemaen 4 -hz. 3
Loca  ly- ieveloped -=~«-- 2. scrools

These four t.oes of programs ar: idenzified and desc-ined in t=& body
of the repor-
Among trzsa schools, 19 programs irvolved several teacher: in a single

school; the remainder of the prc .rams were distrizt-coordinatec efforts

7

of several scnools. Fourteen scnool districts, im 3 statez were visited.
The following chart incluzes information about the vizitations.

: - : ) . o .

Because of the variety of ways zchools individualize instruction, ir some

cases it was not possible or == zvant .o differentiate betw=en individual

‘classes. This wa: esr=z:all. -us in sthools where much inc-ruction
occurred in a i=zarning center che- centralized areas. “he amount of
time spent observing any $§ingl.  -zu- of pupils varies from to 50

minﬁtes. In oper-space b. " "dir. , tne observers usuzlly fou-d it convenient
to move from one aréa T wrathes and observe md?e\siii one g-oup of chiidren
at thé éame time. -
| Just as the amount of time gbent observing pupi}s varied, so did tHe
diségssions with zeachers. The chart shows only those interviews which

. . A
provided substantial information., In md&p\schoo]s the observers brief”
. AN
talked to many cther peoplz, such as princiﬁaIS'and master teachers.

: . oo _ .
In most distr-its, inte~views were first conducted wit” supe~intendentc.

- AN
. \\\

AN
N ] \



directors of special projects and curriculum supervisors. Then the visits

to- individual schools followed.

|
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- Schools £S89 T« o882 SES 235 5
a v E a. o = O << L Q. & M~ |
Cupertino, California .
Blue Hills Elementary X' > |4 ~&— | - Locally dev. program
de Vargas Elementary X **x 1 3 Lordlly dev. v«om«mam
Moritclaire Elementary X 4 ] 2 .} Locally dev. vxou1ma_
Fountain Valley, California
Fulton School X ** 3 5 roomddk dev. v«ounma
Talbert School X * 4 4 ronmﬂgw dev. program
Hawaiian Gardens, California o |
Furgeson Elementary X *x 3 3 Locally dev. program’
_\\zﬁwﬂams School X *kk Locally dev. program.
{Long Beach, California
Burnett Elementary X 3 2 1/2 3 IPI
Los >=mm4mm, California
" 11th Street Schoo X Gl 2 IGE
mes.nmﬁﬂom. California i
X 5 2 5 Locally dev. program

Brittan Acres Elementary

“#* These classes were in open space w:a\01 dmmwsﬁlm centers makin
,**%* Only the principal and/or assistant principal were interviewe

/

’
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Schools 58 TL o882 SES SB35 S
a O e o O NO..L < 4 0O & O~ | o
Central School X > 3 6 Locally dev. program
Tierra Linda School X 2 112 2 ] Locally dev. program .
Wilmington, Delaware
Harlan Elementary X 1 2 I >k IPT
zmwnxmoz<¢ggm_ Florida !
Ft. Caroline Elementary X 7 K: 11 " | Locally dev. program |  »
, ” - <
Northshore Elementary - X v 2 11721 1 . Locally dev. program I
Norwcod Elementary - , X . 4 2 1/2 5 Locally dev. program
San Jose Elementary School X X . 3 '} Locally dev. program
Fanama City, mdmﬁ%um _ R N : =
Oakland Terrace Elementary . X 3 2 8 IPI . | . ’
Tallahassee, Florida : . I
. .zooxm Elementary X 4 4 4 Locally dev. program
>4<m:<. Georgia ! )
) :mmm«m« Juniar mw@: _ X . ] T «... One special classroom .
ft- Highland Elementary o X [ 1 ‘n each elementary

“# These classes were in open space and/or learning centers making precise nummm differentiation not possible.
»*~ Only the principal and/or assistant principal were interviewed:

Aruitoxt provided by Eic:
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Schools Lt6o s obno. SES o235 > R
Q. 0 e Q. QO EZ 0 < ¥ O < O~ wun —
River Road Junior High » X 1 1 ] ~school in the district,
: e , - . -
St. TereS¥ Elementary X - o 1 = =] ] Each special teacher
Southside Junior High X ] 1 1 | :mm.m@<mwmd mso:vmwom.
Sylvandale Primary X ] ] 1 17 ucuﬂdm,ﬁom movSwscnmm‘
) N per day for compensatory
o/ instruction in language
- arts. Locally-dev. -
. . « | program.
Alma, Georgia |
Bacon County Elementary X 4 2 5 PLAN* (not using_
mmno:.noclﬂk Middle School X 2 1 3 presently) )
Valdosta, Georgia ) ’
Parker-Mathis Elementary X 8 4 7 “IPI . -
{Aurara, I1linois
__Oak Park Elementary X s 9 4 6 PLAN*
0'Donnell Elementary X 5 2 3 PLAN*

t

o

#* Thase nﬂmmmrm were in open space m:a\O1 Tearning centers making u1mndmm class aaﬁﬁmqmsﬁamﬁdos not UOmmacdm

K

~ Only tne principal and/or assistant principal were ~:~m1<dmzma

K3
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Schools - TW.M S Om.nau me. 0...n|u ﬂ.m W.q
] Ui QA UE Q0 Z0+ P A Z o~—un —
Waldo Junior High X *xx PLAN* .
n:mgswmﬂmm_rocﬂm%m:m T -
] : S
Millaudon Middle School - -X 4 2. -] .12 1. Locally dev. program
| Rowley Elementary_ - - X 3 2 ] 4 1////,//woomd~< dev. program
wnxt«:, Pennsylvania . o C >.. B Rt
Hillside Elementary X 4 2 3 IPI -
vzﬁgwmmgn:%m. Pennsylvania g ’
Conwell Middle Magnet School X .3 3 3 Locally dev. program
Mc Call Elementary X 1 1 1 IPI
Powell School X 3 3 3 ‘ronm_dk dev. program
t. Gregory School X 4 .mw, Tk .:.UH
Smith Elementary X 2" 1 IPI
La Crosse, Wisconsin )
amﬁﬁmwwoz.mgmsm:ﬁmﬂk X ke 3 6 1GE
Summit Elementary X ** -4 7 IGE
3 . j
; <

** These classes were in open space and/or learning centers making precise clas
*== Only the principal and/or assistant principal were interviewed.

mwaﬂﬁﬂmwm:w%mw%o: not possible.
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Mppendix B

Project Procedures _

gﬁnce this report'is~f0r séhoo] bractitioners rather than for ,
researchers, and since one of the two major data sources was observed current
school practice, two kinds of field review were sought. First, for as

~many schools visited as pdSsibTe, a draft suﬁmary’bf ébservatioﬁs made
during the visif to theféchool was pfebared, and school persohnel were
invited tc cbmmenf on tﬁe aééuracy of the sﬁmmary. Second, the tota]

draft report was sent to some of the persons vws1ted in order to obtain
the1r criticisms. and suggest1ons(as to how to improve the usefulness of

the report.

A1l school visits were made from September through early Decembér,"
1974. The first visits were made by both authors bf$ﬁhis report. During
thoﬁe early:visits, interview and'observqtioh procedures were tried
out and modified, and studies were made as to the degree of agreement
befween the two observers in recording what was observed and Qﬁat
conclusions or inferences were drawn as a cdnsequence of the observations
and 1nterv1ews Hav1ng established the procedures which seemed\to
yield the needed types of 1nformat1on, and hav1ng found an accep\éb1e
degree of agreement between observers,. the remaining visits were made
by one or tﬁe other of the two observefs.

At the oﬁtset the observers planned to develop a standard from for
recording classroom observations and interviews with feachers. However
- 5o many differences among teachers and programs were encountered that
this p]an was abandoned. Instead, the observers made §Qch notes as were

relevant to each observation or interview,

A progress report was prepared based on the first joint vfsit by
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the two observérs. Thut report described the degree of agreement between
two reports, written independently by the two observers,_based on that:

~ first visit to four schools in one district.

Apart from cne above check on égreemeht between thz two observers., }

there are no specific methodologies to report. No novel methodo]ogyl

Vi

is‘cTaiméd, This was a field study in which observers recorded and

interpreted what they observed, supplemented by the literature review. .
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