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ABSTRACT

[N

: L INDIVIDUALIZED INSTRUCTION AS A MEANS OF IMPROVING

- THE TEACHING/LEARNING PROCESS IN VENEZUELA ‘ :

4

: : . Marijelena W. Nunez Blanco -

£ ’ S

: A slide-tape show on individualizéd instruction was produced in order ¢
{0 foster<a boéitive chande in attitude by means‘of information dis-
semination. The target population was high-school Vengéuelan teachers,

chosen because pf their misunderstanding of the céncepts and functions °

of individualized instruction, and their direct ‘influence on the at-

\
9 v .

titudes of the general Venezuelan student population, The effect{;e-
- “ness of tﬁe média produced was ‘tested at thnee dﬁf%érebt Tevels, coé- )
nitive, affectivé' and production variables, with a/different set of; i
'materials for each. The sample cons}sted qf thirty individug]s, five
being professors and fhe rest 'student-teacher volunteers from the Ins-
. _.‘ : . tituto.PeQagogico de Caracas.“The §9bjects were hendoﬁ]y distributed .
' iqfo’control and experimental groups. Two types of design; weff em-
ployed: a production’design which dealt with the actual préductioﬁ to
meet the nesearch question, ;nd an evaluation design, which included -
-an experimental segment. The results obtained from the eva]dation \
RN strongly suggested that the slide-tape show positively affected both
teachers'level of knowle&ge regarding Wdividualized instruction, and ’
their attitude. Additional teaching experiénce was observed to con-
ltriﬁute‘favorably to their disposition toward the approach.v As a

’ part of the,thesi; equivalent, a copy of the slide-tape is available

in the non-print section of the library.
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Discussion regardmg the past and preserit educational sﬂ:uation

1n Venezuela c;rries poHt'lca] overtones. Although the critical -
situat‘lon fs seen and felt by everybody, there is a diversity of
opinions which depend generally on each one's political view. In
many cases citations are not available “and/or mot easy to supp]y,

pleasej excuse their omission. ’ Cos

¥
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. the excuses for not changing.

& CHAPTER

STATEMENT OF THE PROBLEM T

. ‘ . i ‘ . ' N

vWidespread hisun@erstanding of the purpose'and function of -

A

1dd1v1dua11ied'1nstru€t10n pﬁesently exists among Venezuelan teachers.
They prefer to work with the traditiona] apprqach 50 teaching even
though the quality of the educationa1 system se//; tg be uecreas1ng
(Sosa Hernandez, 1977). Their 1nstructjon 1s aimed at the avehage Lo
student,‘and they cite lack of time, Tesources ehd f1exibj1t§§ as-

in Yet jt is obvious thatuedch individual-
student Teerns at his/her own rate, has a unique style for 1earn%ng,
and requires di fferent sources of mot?vatioh. Whe on1y“%ay to meet
‘the individual needs and abi11t}es of each learner is to personalize

the instructional system. , This-can be done by using 1nd1v1du311ied
) o ‘ . 3
“Instruction.

o, «

As the demand fogﬁqualified 1nd1v1dua1s to p1ay different roles

_ in Venezuelan society 1ncreases, so the need for educating and

-’

training them b&omes greater. .In recent' years, numerous attempts

have been made to develop methods, techniques and materia]s wh1ch

will meet this need. But each attempt has been 1ncorporated 1nto

.
('\

existing educational and training systems and, " because the. systems ® -

- -

themse1ves are tnadeqbate, this 1ncorpqratlgn has not been successful. N

The major problem has not'’ necessar11y been due to the inappropriateness

bt 4

l

2
ran i o -t gt




. - e v
B LT vm———
- .

. »
T e e

N : . )
e e Al a e b B DR S ot i+ i s

Fn -
of,aﬁy°part1cu1ar%ﬁethog or technique, orvto'the poor quality

" of any parficu1ar materials. Ratheé, difficulty has dften been
w;;h.the'failure of the existing systems to deal with the differiﬁZ»
abilities and réquirembnts of tgy students. Of cou;se, there are
‘many facto@s that cannot be qverlooked in this .problem such as socio-
eéqnomic factdr; (1nd1vidqa1s come from~different strata of §oijety
with different backg;ounds and different economic positions); |
indiv{ﬂual difference; (some individuals are slower than others,

~

(’ , .
health problems, etc.); environmental influences (probably the

Aininiduq] has the cababi]ity of 1ear61ng but. the environment in

. which he/she interacts is not rich epough to develop all his/her

’ , . 1
potential). A1l these problems have resulted in low achievement

by.Venezue1an students and -the main intention of this study is to
show some of the aspects of how to improve their achievement and
’ o
increase the quality of the téach1ng/1earn1ng process. If in fact
o ;

individualized instrugtion might help Venezuela solve some of {ts
aiv . 5‘ on ' !

educational {11s, clearly the first step n 1ntroduc1ngqit will have

to be 1n'chang1ng the attitude of educators toward it. As stated
above,'teacher;, as well as the general populace, tend to hold
tenaciously  to tr;ditional methpds qf,1n;truct10n. The school, bx
ysing old techniquess teach stuaepts to prefer it. In addition,
trpdi%ional-methods aré seen as the erecf means to ecoﬁomic,success.
Doctors, lawyers and businessman did not attain their status via

: "cbrrespoﬁdgnce courses". Attempts to introduce such-accepted

LY - L
»

°
. -
-

- .
-
4 ta

&




- 1nd1v1dua112ed instruction systems as that of the Open Unicersit
failed because no -one believed they coutd achieve the desired st:i\\\\
’that way. " ‘~“ ! °
In order to foster a positive change in attitude toward
ind1v1dua1ized 1nstruction among Venezuélan high school. teachers,
a sldde-tape show on the subject was produced. ‘The high schoo1
ieve1‘was chosen because solutions tc our educational probiems are
-usually handed from the un{versity‘1evei doy;'to the elementary
i'{eve1, treat1gg each part as'a different system with no‘c00pd1nat1on
or relation among them. It was thought that it was necessary to
‘attack the problem as c105e to its roots as possible. The earlier
a’%ew concept is fntroduced, the more Tikely its acceptance, and the
easier it 1s to 1mp1ement Apart from this, high school teachers
are more res1stant to the idea of change. S11de—tape was chosen
,,'as the media to;presentthe_1nformat10n because of practicat and
instrdctional‘reasons, but also because the equipment necessary foc
th: presentation (a s1;de projector and a tape recorder) are usually °
found in every school in Venezuela.

{
The following section discusses in greater detail the problem

as perceived by the author and the rationale for the‘s01ut10n.
. . . \

..‘ ’{~— . ' . K, . ) . ! B'
o . RATIONALE - ‘

0 MY AN
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In Venezuéla, as in many other countries, education has become
1 { . .

-
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' had no means; it functions AS‘SH equalizer in this type of free

"much on the so-called "hidden curricu{um“. I111ch says that the

a major component’ of its citfzensj lives. itiis eésy to‘gge how its
society moves toward a common goal, to obtain education’in the
%ormal sensé. As western societies are now consumer-orienteth, .
education has become a big b&siness, as a means to an end.
Venezyelan soéiety is characterized by a strongly marked class

stratification, and the only way people from lower strata can enjoy

f @ Lo
some of the benefits of richer people is through education (Mart:)

Sosa: 1978)." Thus, education.is a.means for those who preyious!

¢
3

enterprise system. L
If the average Venezuelan were askéd about his aspirations and

desires, his answer would be related to money. , Money is the key
that will open the doors of the world, he will obtain more status,
will enioy the pleasures of 1ife. The primary "so;ia11§ acceﬁtab1e“
way-of obtaining £hese goals 1;,to becomg_a professional, a techni-
‘cjan.'or a skilled person.'{On the other hand, a degree certifying
your qualifications does not come‘in detergent boxesi‘nor do you
become a dqftor via osmosis. It 1s necessary to attend school to

-

obtain a degree, and, then...'you are ready to cope with 11fg,”and

v

to enjoy your success. Education and success (money ) have become
insebarab]e.. Though a somewhat simplistic view of the situation,
such is fhe predominent attitude.

. -

"Authors such as I11lich (1973) and Fuller (1962) have written

i
¥ .

e
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degree of success of the individual in society is d1rect1y propor-
tional to the.amount of learning he consumes. Learning passes from
an-activity to a-commodity. The more knowledge an individual has,
the higher ,he can rise in the hierarchy of power,- prestige, and
income. He aiso mentjons that the existefice of technology has
created.a‘soc1ety of experts on which'we have become extremely |

dgpendent. The system is highly specialized. and people are no

_longer self-sufficient, so those who have access to the skills haye

also access to power.and money. Asa result, most young Venezuelans

0 ?

want to enter a university and obtain degrees in careers that imply

status, such as.medicine, law, or engineering. Parents would not

1ike their children fo suffer from the lack of the thinbs they have '

done without; and”és education is free, everyone has the right to
acquire the much-needed knowledge. ‘

The combined attitudes and opportunity for education have’
présented serious problems. Marta Sosa "(1978) has identified five
major obstacfes to 1mprovéd education stemming from‘the problems

mentioned above. The first one is a high demand for registragjon

in -the Gﬁ?Versisies. There are more ;}udents,asking for places in

tﬁe post-secondary educationa1 institutes than places ava11ab1e.
Second, manx students suffer from poor or inadequate preparation in
secoudary .school, and carry the Tegacy of Tow grades. This, ‘of

course, affects stsequent achievement in ‘the universities. The

. individual has not‘been g;gpared to face the different task demands

" ~
l'—*‘ .\ .

e
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and meth&dologies unique to!ﬁgher education. Third, eQucation
generally 1acks'any curricular structure, plan gr goa{s. Instead
of befng cénnected, each 1eve1{of‘£he educatioqa]:sy?£em works on
_its own with very 1ittle relation among them. Fourth, there is
_not enough concern for the social demand; of the country. As was : <?

l

stated ear11gr, so many people wapt to study to becoﬁe a doctor,
/)/; lawyer or an engfneer that these fields have chome crowded.
On the other hand, fields that are™necessary for the development
of the cognéry have not been pursued. )

In the mid 1970's the government Ségan coﬁsidering the high
demand for régjstration and the lack ofn}elation between cﬁreers
and the needs of the country. Their "semi-so]ut;Bn" was the
creation of the Institutos Universitarios (a sort of college) and
"thé U.N.A. (National Open University, hereafter refé}red to as the L,

Open University). The Open University was designed to solve many
problems, and as it worked in many othér countries, it was thought-
it was the right solution to the Venezuelan 6r€5iem. However,
the magazine RESUMEN (April 8, 1979) published an anonymous paper
which summarized some of the aspects of how tht@ institute purportedly
'works.~ First T1isted are the characteristics of how the QOpen’
. Un1vers1§y i{s presdently funct1on1ag according to the article.

1. It-is a classic (non-flexible) model which is not

functional in tﬁg country.

-

1'

\
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C ""~“-’ . 2. It does not take into account the reg11£f‘of an
; W o - -Jnderdeﬁeloped country which jacks human resources.
~ = and 1nfras¥ructure. . '
,——i::::> 3. There 1yL no'adequate laboratories or workﬁhops in
‘ the learning centres (which are too few in number).
' ,‘ ‘ ' ‘ 4. It is very eipensive to support ;conomica11y. ‘

i

| C ) 5. The selection of the instructorsqis not based on
”necessary competencies. C e S
6. There is no planning in tpe acquisition of resources.
" ) 7. The pramotion of facylty members {s not made qpcor&ing
| to one's merit but because of friendship. ’

Lees L ’ ‘ 8. ‘It is a .good example of administrative corrbption.

e

L, . 9. It promotes "p011t16a1'ﬁ§{ty grants" and political .
' i '“' leaders. ‘ ‘
. 10. The model employed is for highly developed countries.

¢

. 11. The individualized instructional process is not

<proq§r1y fbi1bwed, and does nat account for creativity
. 'and a1l the other features that normally characterize
. thes approach. -
12. 1t has no 1ink with the "original” higher education

. system. N -
13. 1Its maiq'characteristics include: ‘ o
.- o a) It is autocratic (there is no'partfcipagion of the
o -

*faculty in the decision-making process).

\ . . .

g
-
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" b) The bureaucracy creates functional,
deformation . | N
c) There is na appropr1ate sdlection of the 1ns§ruc-
0 . tors. Friendship influences the Joh.
d) M?st of the materials are produced ggg of the
?country under a very rigid scheme which has 1ittle
relation with thé reality of the country.
e) The cooperation’treaties with foreign uni%e?sities‘
. are not prepared or/and plannqd They are us?d ”
to provide tourism for the instructors.
f) Its courses are very expensive fo; the~sthdent,
(Bs 400 or 100 dollars). S -
g) There is an excess of fbreign personnel.

'The article carried an obviously negative tone, and 1ikely has

overéfated the actual problems. Nevertheléss the Open University
does not appear to be functioning invferms of content or enro]Tment
Tike 1ts Eng11sh counterpart, irrespective of the spec1f1c causes. /

Among these considerat1ons, it s clear that the average individual
does not believe that a career can be obtained via corresponden/; |
As a consequence,this type of instruction does not {mply stw€us .and
" has no acceptance among Venezuelans (apart from the 1ntern;1 problems
of the 0.U. that influence a potential student's decision) . -

~ When the Keller Plan was utilized for its first time fn 1974 fn

the Instituto Pedagogico de Caracas, its purpOSQ/ﬁas to introduce
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the concept of hdstery, and offer achievement for anyone wha*

per severes. Unfortuately, many students thought‘of it as a means
to obtain high marks and as a competit%on'(who finishes first), not
as ﬁ means of improving each one's self—achievement.l In general,
it was concluded that students and teachers suffered, and still

E

do Suffér from a,l of belief in 1ndividuafizgd,instruction.

In 1974, the average .mark of pre-registered students ip higher
education was 13 points (out of 20). It decﬁeaseﬂ7every year, and
: - ! J._ foa '.' p
by 1977 it had dropped to 11.9; and only 15 students in 100,000

had mark$ over 19 points (Heydra, 1977). This average was the same

for pdblic and prtvate-eduéat1on. A U.D.O. study (1976, Universidad

de Oriente) suggestedvthat these problems are due to a failure of

,T&wer gducational'levels to serve as fuhctfonaL/stepp1ng stones to -

higher education. The student who enters university -lacks

preparation and analytical bases which are necessary to perform at

his/her best in this sector of’education. \fhe relation of this

" achievement is proportional to the type of instruction that is

planned for the student. It is not a mafter of. the instructor or
thg subject, it is a matter’of individual differences. The normal
planning of the instruction is made having in 'mind the average
student, although in real life we find a diversity of 1n&1viduals.
Up t111 now three things have been identified:
o' . 1. There is low achievement in genera1lamong Veﬁezue]an

" students due to the lack of preparation in content

S
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W~ aﬁd proce§§,(ana1yt1cal thinking).
2) Due to a diversity of factors, among tﬁem 1h;kﬂof
\;Lstatus,xrenezue1ahs are hard to convince about the
advantages of an individualized instrﬁctf@na] system..
ﬂ3)‘ It is believed that.if you have education, you may
‘h&vg the key to progréss in different aspects of lifé. <
. Thus, if educﬁtion does indeed provide:the individual with aé
morg‘hopeful future, and if that individual 1s,be1ng'debr1ve¢ of
‘fhat opportunity in part due to low achievement, then\avpossﬁbie
so1ut10n may be the introduction of 1nd1v1dua1ized instruction which
offers equality of opportunity to a11 “who are w111ing to work for
1£.0 This—is a claim which traditiona] 1nstruct1on cannot make.
Traditional instruction does not reward the 1earner for hard work
and persistence in kind or degree to the extent that individualized ‘
instruction does. Probany‘the fact that examples of 1n&1v1dualized ‘ Y
instruction are not working properly in the Venezuelan context
promotes a Tack of confidence in the method. Hopefully, with additional”
information about it, some doubts can be dispelled. ° .
" Research has shown that this approach could be utilized in
secondary education so‘thét the academic performance of the student
would increase, and at the same time he would obtain the necessﬁry
tools for working on the acquisition of knowledge (Nawaz & Tanvéer. ’
1977) . Indfvidualized instruction assist§,the learner both 1n\presen£

learning and fosters the development of study skills wh1ch‘w1115¢rove
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useful in future eduqaéiona? environments. .
N Q . . s X . ‘
In order to provide necessary information about individualized

~

,Ainstruction and to correct prejudices regarding its fgnct1ons and

character1stics a slide-tape- show was” produced. “The target
audience was high-schoo1 teachers. They were chosen because, as

mentioned above, while solutions are sought from the hiyher

- education. system. many of the prob1ems come” from the elementary. and .

secondary levels, So1utions will also need to come from these

sectors“~H1gh school teachers are generally more’ resistent to
changes.' They have been using the traditional approech for some
t1me, and fee1 *comfortable" with it, even though there is not a -
1ot of progress in the teaching-learning process. The behavioral
problems Unique to the high school environment add to their
hesitancy about academic achievement. Most of the ti?e, fear for
change is a product of lack of information (Loucks & Hall, 1977;
bwyer, 1977). Ffor this reason, the audio-visual media prepared
algo served as a motivationa] device which tried to 1ntroduce them
to some aspects of 1nd1v1dua11zed instrucf1on - .

+

The first goal in 1nf¥oduc1ng the approach waslto explain why

individualized instruction shoutd be chosen over alternative methods,

including those presently used. Individualized instruction was
stated as a matter of increasing the individual's learning with the

resources ava11ab1e; Instead of planning for the average student,

it takes into account individual differences. This approach presents

¢
! )
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advantages for both student and teacher. changes the role of the
teacher, and seems to be superior to the traditiona1 approach to
teaching. Individualized instruction not only provides the student
with the necessary tools for mastery 1earn1ng, but also increases
the lefrner's self-achievement. . It’promotes knowledge ehr1qhhent,
a variety of learning techniques and allows self-pacfng. This
approach to 1nstruetion q;réet; jts attention to individual ‘
differences and provides feedback (Goforth, 1975). Regarding the
teacher, he/she:will have new Toles; -he/she will be a- diagnostician,.
a social engineer, a facilitator of learning, a consultant, and a
program designer. But what is most important is that this type .
of approach can take place in any structure. One does not need an
open c]assrooh or an open space school, but rather en'open
philosophy about an 1;d;v1dua11zed'program of continuous progress.

In addition to the production and presentation of a slide-tape
program on—individuwlized instruction, extensive eva]uat1ve data were

collected from three domains: cognitive, affective, and producfion

varf;bles. The achievement tests and questionnaires designed to tag this

", information provided both a descr1pt10n of the present state of

)
o individual instruction in Vénezuela, and a prescriptive analysis of

how the detected problems might be rectified via instructional

technology.

'
PR
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, fﬁﬁ?i e
* Teachers in Venezuela have Tong nursed a deep m1sunderstand1ng
* of the nature and function of 1nd1v1dua1ized ?nstruct1on (Sosa
"Hernandez 1978) An educational system is ‘as respons1b1e for
instructing 1ts teachers as it is for informing its stJdents Thus,
it is often necessary to prov1de information about a part1cu1ar »

approach to 1nstruct10n, and to correct prejudices regarding its ‘

’ . functions and charac ristics. ‘ ) )
y " This chapter firs attacks the probfem by citing the relevant

-

content and research reqarding individualized instruction,
treating ‘it as both a methodological approach and as an attitude '
toward education. The second section addresses how instructional

technology has been used to propagate in81y1dqa1 instruction.

Individualized Instruction as a Methodological Approach °

The first task in undnrstanding 1nd1v1dqa1ized instruction
"requires a knowledge of its conceﬁts charan;erist1cs,\funct10n§
and 1mportance as a means of 1mprov1ng the teaching/1earn1ng S
process in any stage of the educational system. Individqalized '

instruction means 'ersonalizing”the instructignal process so as to

meet 98 individual needs and abilities of each learner. Thnveer.
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(1977) said that this approach répresents a synthesis. of philosophical

i

and psycholog cal thought and a- meet1ng ground for instructional
theory and practice Being supported by techno1ogy and research,
this type of instruction supp11es the student with systematic
patterns of learning alternatiyes. Due to its succe;s around‘the
wpr?d, many. tpachers think of it as a means of, first, meeting
current demands of accountability, and éecond, improvinp‘theﬁqpality\
of classroom instruction. Frazier (1968), when tp%i?pg about the
ways of meeting the individual needs of the learner, explained
that an 1nd1p1dua1ized learning system is a highly flexible system
of mulfipie materials and procedureQ; in whicthhe sfupen; is
given substantial responsib111ty for plann g and carrying out

his own organized program of studie;; witﬁéghe assistance of his
teachers,~and in wpicﬁ his progressxig'péférp;ned so\;ly'in terms

- . i
vidualized. instruction;, Nawaz

of those plans. Ip a review of 1
and Tanveer (1977) cited s :hmore specific 3u§t1f1cat10ns for 1t§'
.use. .- _ . '
' " 1. Individuals learn through various perceptual structures;
They assimilate varying amounts of content pp. |
—_ different rates of speed and vary in tpeir relat1vg.
«yabiTities (Dunn, 1973). : L
2. Learners need to pevelop a wide variety of learning

styles for effective learning outcomes (Joyce, 1975).

Al

LN
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The.coﬁplex1ty of‘§oc1etyynecessitates thatgch11dren
should learn on their own., The emphasis shou]d"be on

the structure of knowledge and the ‘modes of ecquiring

. information rather than on ‘the content itself (%laser

’ ) R [l ,
and Cooley, 1973)., . RN
- ’ ‘e
Factors such as cost- effect1veness of education,

ccountability, negative effects of ab111ty grouping

and teacher turn—over (espeq1a1}y at the e1ementary .

2

. 5.

level) provide 1ncent1ves for multiple routes and

,a1ternative'Ehwfacteristits of individualized

instruction (Glaser and Cooley, 1973). :
4 : ¢ -

Learning takes-place on an individual basis, and

tperefnre school exberiences should be ofganized R

1

around each chﬁld Thus the educat1ona1 program must -

-

be flexible, adaptable and capable of meeting the

. demandsaof the individual and thqse oﬁ a complex;

I
"

6.

7.

‘dynamic soctely (Bishop, 1971). RN

o .~ ¢
Learning is an act1ve,,not a’passive process. It must
1nvo1ve participat1on in a task rather than'mere f
absorption of 1nformat10n (Stahl ‘and Anza10ne, 1970) »
Each 1nd1v1dua1 needs to deve1op qualities of

¥

1nd1v1dua11ty in order to cope with the complexities,

. contradittions and uncertaihties of mass §oc1etyn

(Heathers, 1974). L

'
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In each of the’ above mentfoned premises, the emphasis has been

\1 <

made on -the uniqueness of each 1nd1v1dua1 This type of instructional
apprdach is characterized by its humanity, flexibility, openness )
and adapt&bi11ty; and may be considered as an a1ternnt1ve to the . .

e\pragitional approach to teaching and: 1earn1ng

’ .

Research in, and-the acceptance of 1earn1ng theory has a1so

inf]uenced the growing recognit1on of a philosophy of individua11.ed

if the conditiqns provided could really foster the effective
acquisition of knowledge .and prepare studen;s for constructive roles
1n society. Many of the concepts under‘ly,jng 1nd1v;dua11zed\?nstructiqn
have grown out of the 1dens of B F. Skinner (1954), who 1ntroduced
the teaching machine. The use of such.a method was based on the
be‘li{f that the environment in which’ the learner 1nteracts could be
arranged to maximize 1earn'ing in a non-aversive way, with the
student an active particjpant. Some other characteristics of this
method wefe mastery,of content and skills, constant monitoring,
self-pacing, and ceva"(uatiqn. In the early s‘lxt‘les., an offspring -
of the tﬁﬂwijg machine w;; extensively used and was ceﬁed

'Progrhmmed Instruction. - It had all the chavfncterisﬂcs of its

predécessor'but emphasized more active responding and self-pacing

-' by tlze student From then on an 1nquis1t1ve restless seed

p1anted and educator’s’ attention was“drawn to novel ways of. :

.
1

A

1nstruct10n. Educators took a careful look at the lecture format t
¥ system @nd found it lacking in mdny areas. They began to question \
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increasing student pérformance. Programmed instruction fﬁp11e& the

use of all the fundamentals of behaviorally based instruction which

" are: (1) specifying objectives of the coursé; (2). student's

active involvement.in-the process of learning; (3) managing
éont’lngencies to insure a pnsitive épviroment; (4) assessmenat and
immediate student, knou]édge of vp(erfomance; (5) sequential material
presénta%ion;‘(ﬁ) mastery before further advance; (7) written:
materials; and (8) stude;t se1f-'pacipg (Johnson and Ruskin, 1976).
Teachers who usé thfs apb}oaéﬁ make the assumption that all students
are able to a;cquire the cc;ntenﬁ of a courie, and that .individluﬂ
differences are logically expresséd in the time necessary to attain
mastery.. ‘

Ind'1v1c§ua1'lzed 1r'u‘struct‘fon is not a sing]e; uni form procedure;
and, although the general orientation 1; the same (i.e., toward
the individual fnstead of the group) the .imptementation of that
orientation takes many forms 1n'9ctua1 pfacticev Each“instruqtor is
free to modify the original technique by using some or all -the

features mentioned above, 'or by combining the technjques of more

than one method. Individualized instruction programs do not need

‘to estabtish either a common learning objective or the means to

4

attain efther common or unique learning objectives; but many p;'ograms X

do est?b"lish \;:hem. Among many examples of 1ndiv1dua.1ized 1nstruétion/'

- the fo]ioMng are especially worthy of mention:

]

-

. - - Computer-Assisted Instruction (CAI). A,,comSuter assisted

. ’ v i

4

-
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instruction system is one which aids learners by performing .

the following operations: (a )‘ présentatiop of prob’lemsb or =~
. statements to the learper; (b) acceptance of statements and

queries from the learner, (c) analysis of data received from

the student, and other students in order to choose the next '

presentation, and (d) recording and analysis of ei;éh
- student's progress to provide feedback for both students and:
CAI system, anc{ data to faculty for use in counselling and
grading (Note 1). . To work with this approach it is nece"ssary
to have ;ccess to facilities, and some students feel this
me£hod is too mechanized. ‘
o .~ Individually Pre'scribéd Instruction (IPI). It shares aliso
| the tjheoret'lcal fedtures of programmed instructiop (Hess .
and Léhman, 1976); but, there is emphasis on the assessment
of initfal level of knowledge for each student and the con-
struction ‘of a learn ing sequence appropriate to_th‘e status
_of the individual: - A
- Contingency Manigement (Cf{). It deals with a wide range of
behaviors and is not I.imited to academic purposes'. (Snelt;ecker, )
1974). 1t wds first ﬂuseld in classes where learning, socia]A
‘ and ‘béhavioral probl_en)s were equal jn importance, 'and instruc-
: tors” began applying behavioral techniques to the students’.
' ¢

behaviors, without resorting to punif;lve medsurjes. ‘This

- method involves "contracts” betweéen the teacher and the ..
. w0 .

ar

.
[+



student’. a A .
T Audi’oéTutorial (A-T). It has features of programmed in-
struction ‘but ( according to Hess and Lehnan 1976) does
not attenpt to implement CM techniques. -There js use of o
- med,ja- for the pr;sentation of material, and it is the
student whn sel ects according to his 'pre‘feren\ce.“ Mastery
is included. as a component of its stratedy (Postelthwait
Coetal, wme) . :
" - Precision Teachmg (PT) ‘It uses the princip'les of the
| other methods (wmch are based upon learning theory) but
stnesses the development of a eurmcu]um for each’ student.,
and actively involves the teacher and thﬁe: student. There
‘ is'emphasis on monitoring the degree of improvement 1;n rate‘ of
» ., desired behaviors as compared to the student s .entering P
status. A daﬂy behavior chart is. utﬂ:zed s a. mot'lvatwnaa
monitoring device (L1nds1ey,1971) .
.- Learmng Activity Package (LAP). The primery function of this
method is to guide the student through a highly structured
program df learning materials. Each contains a brief rationale
as well as a statement of the per‘formance objectiveS' there
are pre and post tests to evaluate student progress. As an
'important feature‘ the objectives can be attamed using
| severa] paths. These paths are determined by the individual's

abﬂities needs and 1nterests (Arena 1970)

-~ - ; - * "
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According to Hess et al. (1976) individuatized }nstruction
{mplies an alternativg philosophy of education becadse it incorporates
the following beliefs: | b
' 1. Education should focus upon instruction rather than

‘selection as its primary function. |
2. Instruction shou]d be evaluated.on the basis of change
. in syudentiperfbrmanpe rather. than' on the basis of
statements of an instructor's good intentions.

3. Differences in stﬁdent per formance are more closely
reiated to the speed of acquisition than to absoldté
differences in the level of difficulty or cgmpléxit&
of outcomes which a student can master, |

- 4, Learning is facilitatéq by a c]ose'matéh betwéen )

b 1nstruct16na1 activities and studénts'abilities, interests

and prior expérience. ‘ _

5. Effective instruction is buift upon a sqcial interaction

between students and learning fact1itators who monitor,
prompt and assess consequent changes in student befiavi 3

6. An 1nstructor s primary ro]v is not that of a conteﬂ€/95

expert but that of a manager of educational resources.

.To summa;izex it éouid.be said that.indiviaua1}zed 1nstruction

is char&ctgrized by providing the student with the npcessarQ'too{s

M
A .
. . v

‘
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._for mastery learning. Unlike most systems presently in use, the

author emphasizes that I.I. (’c be persondlized, ad;ustmg the—
procedures for individual learner characteristics. It increases
the learner's self-achievement, prom.otes enrichment 'and a variety
of learning i:echniques, is self-paced, directs its attention to
individual differences, -and, pros)ides feed-back.

Empirical studies show that thiJs kind of 'approaChlworks. In
fact, there are innumerable research studies from which just a few
will be briefly mentioned here. For instance, in a stt; y by Kulik
and Jaksa n 97"7) compar ing conventional college teachig: and alter-
native approaches, 'the results shéwed that PSI (or Keller Plan)
and other behavioral systems of college teaching are effective in
pramoting student achievement. These methods led to better student
final pel;'formance and-:longer retention than conventional appr;oaéhes
to college teaching. ’“Computer—a"ssisted instruction, programmed
instruction, and the Aucfjo-Tutorial System also appeared to be
somewhat more gﬁfectivg than conventional college instruction, but .

their effects wére Tess rel 1ab1ev and smaller than those of the

behavioral systems. The} also stated that effectiveness of PSI and

other behavioral systems of 1nstruction seeme«i to be based on three

emphases of these'teaching approaches: frequent quizzing, immediate

feedback and mastery requirements.
Dauwn (1970) described an 1n¢w1dualized instruction program
which the Pont,ja&-( ated in Michigan) schoo1 system designed

A\
-
] .

™~
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especially for potential dropouts.. The assessment showed that it
was e;fective‘in changing studeﬁt behavior ‘and in improving academic
aéhievement. There were positive relationships between,pérticipa-
tion in the individualized instruction proéram and a change of

,; pehavior by the participants. School attendance, student achievement,

-

&

dropout potential, dropéut rate, student opinions, and a graduate
follow-up study all attested to the merits of the\program.'.Student

self-concept shbwéd no significant gains. Although personal

- charaqterist1cs-ré1ated to teacher adeqﬁacy showed no sigﬁﬁfiéant
qifferences. it appeared to be one ofxtﬁe most insightful items

of £his research. | ‘

Hoberock, Koen, Ro;h & Wagner (1§72) evaluated (from experimental

data and.observation) five é%eoret1cal features of P:rsonalized-
broctor1a1 System of Instruction for eng1neeriﬁg'educatjqn; This
sysfem was tested in courses in nuclear, mechanical, electrical,

and operations research engineering at the university of Texas at
Austin. The authors found that students easily took adviﬁ%age of
the features of the approach and adapted it to their own needs,

~that thejd%njoye& 1earn1ng‘by the method, and that éhey ie;rned more

" than in éonventional courses. The results 1nd1cited that se1f—~’
pacing and mastery 1earn{ng were extremely appropriate for engineering
educatioﬁ; that ;he emphasis on written-ﬁurd 1e&rn%ng and the use
of)mroctors were definite assets; and that the qot1vgtiona1 ]écture

4

feature was of lesser value.
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A critical counter example of the effectiveness of individualized

instruction was the atteméf(&ﬁ the part ‘'of the Venezuelan government

to institute an Open University system througﬁout Venezudia. Unlike

most individualized instructional systems which have been competently

initiated, the Venezqelan Open University has been reviewed ¥

extremely negatively.

“ . -

Escotet (1978) cited four major reasons for the poor function-

ing of the Open University not only in the Venezuelan Casé, but also in

other Latin American Countrfes. Educational projects labelled as

"open" or/and "at distance" have appeared without considering the

objectives, goals and resources which generated them. He based

his reasons on one main topic, the i
technology from other cultural m11i .

where this transfer has failed:

1.

ppropriate transfer of

01lowing are the points

Course and material design. /Courses and materials

which contain high cultural)y based content are

. extreme1y difficult to translate directly into Sbanish,

and are usually produced without taking into account
socio cultural variables. ]

Distribution of materia1 The communication services
available in thelcountry should be taken into account

As the mail serv1ce is so 1neffect1ve. this kind of
university should use ‘'some other methods of distribution.

Academic evaluatfcn It should be carried out according

to. the 1earn1ng and testing patterns of Venezuela.

e
]




. 0f course, if the materials are not ygry well prbduced,
the process of evaluation will be more d1ff1cu1t. ’

4. Degrees of certification. The types of degr%es given by
the Venezue}an Open University are completé1jAdifferent
from the ones given elsaewhere; it-gives degrees in
Economics, Finance, Psychology, etc. ’

Escofet believes that this univgrsity shéu]d either transform

and reduce its expectations in order to avoid a collapse in the

programs offered, or redefine the principles upon which it was

originated, especially those of finance and instructional methodology.

According to .the same author there are also external factors such
‘as: monetary considerations, po13t1ca1 influences, €g§1stancer£o
‘innovation, learning stjles, time constraints within the student -
population, institutional organization and st}uctures; human
ne;ources and communiéation«systems;

On the other hand, Marrero'(1977) and Mendoza(3977) contend
that the Veg;éuelah Open University (ULN.A.)~works from the
instructional standpoint, suggesting that the problem is p&11t1g31

rather than 1nstruc¥1onal. Clearly, thg matter remains unresolved,

a contributing factor for the present study.

Individualized Instruction as an Attdtude ,
" The question to be addressed in this.section is the attitudinal.

aspect of individualized instruction as an approach..




-the teacher 1n‘thg same respect as the printing press. This
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Many educators when faced with a change from a traditional to

an ‘individualized approach think.that by utilizing the Metter

- programs, their role will evenfual1y become unnecessary. Apother

reaction 1s that prepared materials dehumanizevlearning. But, it

is interesting to remember that teachers in the fifteen century |

felt the' same fears when the printing,pres§ywas invented. Individual-
ized instruction Qisély used will -eventually enhance the role of
approach gives the teacher a different status and rofB%ﬂn the
classrogit. Studies made by Loucks and Hall (1977), Dwyer (1977a),
Rutherford (1978), and Dywer (1977b) show that the- primary reason °

-

for these negative reactions is 1agk of information. Whenever a new

. idea is implemented in the schools, teachers show increased concern

Sbout what the use of the innovation will mean to their professional
status, rewards and roles. Generally, with more information, time

and experience, thus feeling more comfortable and secure, teachers

, turn their attention toward what effects the approach will have

upon learners.# It becomes apparent that an individualized

. instructional program benefits not only the learner but alsb the

instructor. ) '
According to Ruskin (1977), Davis (1977), Hess (1977),

Thiagarajan (1977) and Frazier (1968), the use of such an apprgach

‘tol1nstruct19n changes the role of the instructor in the following

”

ways: ‘

[
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i, Frees the tgaché} from teaching many of the routine
"basic skills of a subject. : *
. 2. -Enables the teacher fo ﬁéef more accurately. the
instructional needs of each Tearner. . ' ;
. 3. Furﬁ&fhes thé teacher with.diagnostic devices.
4. Allows h1m/ﬁer to spend more éjme witﬁ,the students -
'who need thefmost help. -
5. Enables the teacher to br{ng a structured, carefully
‘thought .out program to thé.étqﬁents.
6. Brings about a higher degree bf job satisfaction.
7. Helps the teacher to- serve not only as a 1ecturef but
. o also as a gquide to the'students in their efforts to
increase their knowfedge,of a given subject. |
,Teacﬁers generally accept thatsuch a change will 1mprqve not
only the achievement of the students, but also the whole educational .
system. What {is hard .for them to see 1;Jthé 1mportaﬁce of their
role‘as agents of change. That fs why it is so important to make
them understand that change in the edycational process can gglp fhem
upgrade their profeésiona1 and personal qualities. Individualized
{nstruction offers new roles for the classroom teacher including those
of diagnosfician; social engiﬁeer, consultant, mggjy specialist,
fhci]itatér of learning, and program designer. The teacher's ‘
~ .principal' competence is placed in thé utj1izat10n and refinement of

the instructional skills needed for achieving a variety of eduéationa1' ‘




ihterest in academic activities; the enthusiasm of parents;
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\objectives, and reaching a.wide range of léarners (Nawaz & Tanveer,:

1977).

A#other type of attitude found toward individualized instruction
‘among educational administrators.is that such a systaq will not
work well for some students and some teachers. They may be <orrect;
but fhe tradt;}onal system does not work well fo} some students and

-teachers either. This type of attitude is common in communities

which react negatively against change. There. are some studies on the

reactions of schools which have made even a partial transition to
. +

individualized education§1 progﬁams, and the ré§u1ts are very positive.

Fiyhn F"d Chadw{ck (1970) and Steward and Love t1970) found that
these favorable reasons may be attributed to factors such as: the
genera11y positive response of the students; the satisfaction of
the éeachers'(even though they have to workoa Tittle harQﬁr) with

-respect to discipline, student achievement, attendance, student

communities and school beards. It was also found that some adminis-

trators discovered that this approach could be a partial solution

to or proyide a means for slowing down school costs, as it provides

.
3

for the more efficient ut1117ation’of teachers and.support personnel’.

\
N~ | ‘.
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Instructional Technology in Individualized Instruction SR D

" therefore, boring formg? (Kozma, Belle & w1111ams, 1928). While *

‘.1§m1ted in instructional options, the individualtzed program must

The ef%ective“grohth’of individualized 1nstcucfion‘w111 become
1ncreasing1y dependent upon the recognition and utilization of
media and technology. One of the weaknesses of Prdgrammed .

Instruct1on was its excessive use of print in a repetitive and

programmed instruction and traditional classroom approache§~are

. offer a variety and r1chné§s of learning choices. The main 0

‘ assumption 1s that there is a wide variety of methods, techniques,

sty1es and structures which can be uti]ized to help the student to

“learn. The factors that determine the nature of such choices are

" the ‘student's developmenta1 1eve1, the quality of background ledrning

experiences, intellectual status, his interests and emotional maturity

. (Torkelson, 1972). The learner's freedom of choice permeates all .

;cbnsiderations regarding the selection of these alternatives. It

{s important to clarify that media is understood, as used in this
;tudy; to include any form of communication that the instructor uses,
either directly or 1nd1rect1},'so that learners may be’qffecfed and

acquire knowledge (Kozma, Belle & Williams, 1978). o

LN

As was mentioned above, the roles media play in an 1nd1v1dua11%g¢"

instruction program are considerably different from their roles in
. b

~traditional. group oriented instruction. 1In an 1n31v1dua11;ed

1nstruction.program media are handTed_by the'1earner~(d1rect1y or
rel \ € -

B s
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'1nd1rect1y) and are integraT parts of the cu:riculum .» Media gECOMe "
vehicles used "to compensateiand to pecvide alternative means to

acdhieve objedtives. The diversity and richness of 4nd1vidualized-
ﬁnstruction as an approach is.made possible by a sens‘pive usé of, -
media (Hooper, 197T). . . o ] n ‘

Generally, medja use-is Tinked with iostructional technology,

* ’ )
- g A ' .

and many educators expect.th?s "new technology"”.to be the, panacea

for solving educat1dna1’p;ob1ems; <The potentia15'of‘the new.
: tec,hno1ogy for, 1nd1v1duaHzat10n are realizable o‘ly from an, adequate
_perception of what is rea11y meang‘by the new techno]ogy and-upon

a system of 1nstructionfwh4ch organizes consc1ous]y to-détermine the
'uniqueness of: a11 means of media of 1nstruttion for ‘a variety of

1earners and for f variety of educat1ona1 objectives. *A11 forms of
media are capable of. he]ping students to acquire sk11ls, to under-
stand concepts and to shape feelfngs (Kemp, 1971) In this context
instructional techno\ogy’should be understood as the systemat1c
treatment or process of: ana1yz1ng a problem and. then deriving a .
, system of logistics and support (personnel and materials) to. so'lve\S
that probjem., So meoiaois on?y a part of the array of ava11ab1e L
resources:fbr so1v1ngh1nstroccional problems, and shoulo not be .
confined: to new hardware, aod/or’the software they require.

Given well-prepared’ mater1a1s (1ndependent'of continuous. teacher
Y

d1rect1on), the potentﬂa1 for the 1nstructor to .act as counselor, guide,

evaluator, and creator of.unique‘materia]s GrROWS with increased instruction=

-~
- . ©

-
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-
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al effectiveness and efficiency (North, 1969).This does not mean \
that the teacher will be'repiaced by machine$, or that the {ndividual-

" 1zed instruction _process is dehumanizing. Humanity will ‘be

'present whep persona1 or particuiar attention is given to each? 5

1earner it will be present when teachers adJust theig'abiiities

. and assist in the decision-making process (Heisgerber 1971).

Individuaiized instruction requires a frésh look at media and '

-

mediation processes, even to the point where part of the teacher s
\

responsibility is to supply alternatives among mediation forms from

which the 1earner chooses to suit his/ber hearning style, abilities

t

.and goals. ' .

N

The era of instructional technology has produced numerous
Tearning resources, Some are commercially produced, othgrs conceived,

designed,and produced Tocally. As a result of coliaborative efforts

on the’-p&rt of universities, schgol systems and research agencies,

carefully tested instructiona1 materiais have been generated

'Examples of programs discussed eariier which incorporate the india

.vidua1ized fnstruction concept and educationa1 technology are IPI

(Individua]iy—Prescribed Instruction), PLAN (Program of Learning
According with Needs), CAI (Computer Assisted Instruction) ~Hitﬁ'

an effective use of hardware and software, modern technoiogy can

«

‘be adapted to accomplish specified instructional objectives. - .

Educators may use community resources and classroom projects to suit

individua] patterns of abilities and interests.
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The second aspect to be essed in the discussion of ‘media

~is the consideration of technicah features which influence the

';ype of media most appropriate for a given learning environment.

A Unfbitunété]y, despite the, widespread use of media for instructional
i ’-~

purpoSes. 1ittle- is known relative to the effectiveness of different

* types of media. According to Mielke (1968),techno]ogy of .transmission

.simpiyndoes not make any difference in learning. On the other hand,

there are "obvipus" findings that show that “some media reach large

“popuiations and are therefore considered more effectiv. This

advantage is not unique if one considers that the printed book was
the first mediUm to reach 1arge audiences Some media permit the

students- to control their own 1earn1ng pace, while others provide

the instructor with more control over students' learning abilities

(Kemp, 1975; -Minor & Frye, 1577). Looking at the question of medié

'from another viewpoint, suppose some chiidren'heve difficulties with

reading; they will not read better or worse if the:material-is

“printed instead of projec¢ted. Changing the media through which the

material is transmitged to them makes 1itt1e_difference. That is, a

television program will not be mone effective than a live pnoduction

because it is televised. Neither research nor theory -has shown that
»

media per se makes a difference (Chu & Schramm, 1967; Dwyer, 1978).

. According to Salomon (1972) some assertions about nedia cafi be made:

1. Media differ in terms of .their technologies of

transmission contents and symbolic codes

- 14
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O 2, Technologies of transmission make hardly any

difference in 1earn1ng, contents make a difference
but are not part and parcel with the media; "it is
the symbolic code into which a message is dressed
that affects learning". ‘
3. Codes (i.e., message formats) affect learning as much
as they call upon different mddes of information
) processing, that is, mental skills, which in turn
~ govern and produce 1eefning.
4. Learners differ as to their mastery of relevant ment;1
ski11s, and hence, cognitive effects of media attributes
interact uith fndividuat differences. ’
5. The effectiveness of a presentation depends on the
o match between mental skills act1vated by the presentat1on s
code or format, aihd the requirements of the 1earn1ng
task.

Points two and five appear to contradict dne another udless one

J ,recegnizes the distinction between what has been empirica11y

demonstrated and what is suspected to be the actual nature of events.
Inspect1on of exist1ng studies would suggest that their experimenta1

validity is suspect. Specific variables such as the effect cf color

are tested, while consideriticn df the match between task and

medium are hpft as "obvious assumpt1ons" A Gagné or Bloom-type .

~hierarchy is usually used and accepted as empir{ca11y sound, or 1n

-
i
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many cases,‘miéused. C . v

Leaving this matter aside, a variety of other factors have,
however, been researched in conjunction with media selection.
F1eT1ng and Levie (1978) maintained that when a learner encounters
an instructional message, three kinds of responses may occur:
perception, learning and acceptance. In order to obtain those
respdnses from the Venezuelan audience, factors such as one way ore
presentational media, redundancy or multiple channel communication,

external pacing, cueing, and use'of colors must be taken into

account. The instructional requirements of the present sthdy'1ed

the author to-select slide-tape as the medium bf presentation. The
selection was basesﬁon the appropriateness of the media for the ‘
séated{objectives. the iccess1bi1ity ?f raw information, the availa-
bility of the materiafsn»anq th? attracgiveness of the fini;héd
product. ‘ ' \

fhe fb110wing.discussion is on all thé\aboyé factors, and tbé
attempts to justify the choice J?fé11de-tape. [t is important to _
realize that while the intent of thjs study was to provide 1nformaéioﬁ
to 1érge groups of learners simultaneously, the principles

enumerated are no less applicable to the generation of Individualized

» N 1

| .
I C )
‘

One-way media.

Taking into consideration the classification made by Ronmald

-

AN
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Havelock (1969), the sr11de7-tape’show which was produced belongs to
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the one-way media (in-terms of reciprociﬁy of flow in c“omunication).
According to ,Havgl,ock, there is probably" no more efficient way to
tralnémit 1argé q;:antfties of 1nfom;tion to'1arge numb;rs.of peop?e
in the shortest possible time. This kir}d of presentation can be
highly motivational ahd stimulating in solme situations. In the

Venezuelan-directed situation it was very important to present the

information in a motivational and pleasant manner in order to

achieve the objectives of the research through the use of medid.

3

!

\ ' ' »
‘Multiple channel communication | - .

Restarch on multiple channel communication fhdicates that "information

which is redundant, simuTtaneously presented by the audio and print
channels is more effective in producing learning than is the same
1{nf6r-ma't'lon in either channel aTone" (Hartman, 1961, p. 42). Multiple

channel use has been found to impprove the 1n&1v1dua1's. acquisition -

1

of information. _For example, Hoban (1949) said that the power of

a ‘medium can be perceived when 1’t. produces a reactifon in the audience,

.and that reactfon is détermined by . the richness, or bérceptuﬂ ;nd

conceptual cues used in the medfum; he said "... the more cues to |
meaning that are 1nc1uded,' i.e., the greater the variety of rela!:ednéss '
of the symbols used,  the ’greater the res"ponse‘of,o the audience to
the medfum, other things being equal.:." (p. 9). The meaning of
this is that using redundancy or repetition min'the coﬁtent of a

['{
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message influences the improvement of communications. Hsia (1977),
in a study about redundancy as the key to better communication,
says that one of the crucial problems in communication is how to

N Lo
achieve the maximum commuqication efficiency and dependabjlity, and

how to reche error in communication redundancy. Hartman (1961).

.in researchjpg single and mb1t1p1e channel -communication, concluded

. that- the meaning of a visual message is often ambigudus and subject
to personal interpretations; th;t is why the use of words to direct
attentjoﬁ 1s.essent1a1. Gropper (1966), studying the relation of
viguéls and words, found that while cpncepts Qnd principles can be
acquired on the basis of visual presentation,'re}ying only on visual ,

lessons is ingfficient. He concluded that words serve an important

cueing role and should be incorporated into a visual presentation

. . i
(this study was made for developing programmed audio-visual materials).

To sum up, comﬁinatibﬁs of audio-visual experiences which
reinforce one anotﬁer provide %or a more effective mastery oé .
uhderstanding.céntént; concepts,and‘princ1p1es. The justification for
u;;ng both channels {auditory and visual) was to provide the subjects
with the opportunity to receive information altéfnately from either

chanhel, and decrease loss of information.

A

External pacing. ' d .

Another techn}quﬁvgsed in tﬁe show was ex;ernal pacing, first,
- g /

because it had to be viewed out of Canada, and second, an expeyfmehter

*
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or evaluator, who had no relation with éhe panuction, had to handle
the media in question. The fact that the media was externally
pgced 1mb11es thatithe céhtent mate;ial is lin;ar1y programmeé and -
presented §equent1a11y. The assumptions assdc1ated with 'this method
of presentation are that, (1) all the subjects vﬁewing fhé show are

« at the same level of sophistication, and, (2) all the students view

‘ the same thind.at the same time. _ \
B In three studfes made by Dwyer (1973) analyzing the effect1veness'\
of te]evision; slide/tape and prog}ammed‘instruct » the author
concluded that when visuals are used to complement oral 1n§truction,
the level of success with which a student understands the information
éepends oﬁ how readily he can integrate the linguistic and pictorial
ipputs to form a common conceptual unitf and the kéy for doing this
is to provide adequate amounts df time in order to 1ptegra£e ghe

information via two sources.

Color.

Color s generally used not only bec#use 1f m@kes 111ust;ations
- moré attractive and emotjénally dppea]ing, but also because it
. . facilitates sthent achievement of specific kinds of learning bbjgptivgs.'
A survey of 11ferature made By Dwyer (1978) shqwed that  color is abIe
’to arouse definite emotional and aesthetic reactions, 1ikes.and
d{;likes, and pleasant and unpleasant associations. Scanlon (1976),

in analyzing viewer perception towards television, found that' -

“
’ A -
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) students who viewed coIor programs 1nc1uded more emotional content

Py P

{n—fneir wr1tten description of the programs.
A number of studies have been conducted about the use of color

. in a situat1on in which&color did not contribute td the message

. content but functioned on1y as a cueing or coding device for

facilitating the retrieval of essential learning cues. These studies

found that this use of color facilitated student learning of both

.« paired associate and concept tasks (Weiss & Margoluiss 1954; Bourne

& Reslte, 1959; Saltz, 1963).-

-One of'the primary beliefs for using color is that it increases .

‘the effectiveness of the material by making it more attractive, thereby

king pore attentive behavior on the part of the learner. : This

assunptionghas been supported to a certain degree by the Burke

‘Marketing Research Study (1960). They investigated the effectiveness

of ¢color T.V. commercials versus commercials viewed in biack and

white, It was found that color commercials rated higher and that the “

use of color prompted gréater recall of the commerniaI. Also, the
viewers were able to rame%ber spegjjig details o} the presentqfion . .
better. Additional research investigating the preferences of the .
learner have fbund that (1) students across 2 wide age range

express a consistent preference for comp]ex1ty and variability in
vis;§11zation (Stevenson & Lynn, 1971 Baltes & Wender, 1971), and,

(2) studgnts. prefer color in visua1s (Dooley & Harkins, 1970; Dwyer,

1972). 1In- general, reviews of coIor research show that students: ..
a - A\
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prefer color in 11lustrative as well as live materials.

3

B ‘.

. Cueing. ' ' -
\ o Qgeing is "the manipulation of stimulus environment, thef
purpose of Qh1ch‘1s to incite the extarnal motivation of the s;udents
so that thQ¥ will attend to and interact with the selected st1ﬁu11 dn%
evéntuglly acquire sufficient information to perform adequately on
tests designed to‘measure knowledge acquisition" (Dwyer, 1978, p. .159).
L . B In this Venezuelan case, cueing dtd not provide additional infor-
A p mation to the subjects but functioned to insure that the intended
| stimul{ were emphasized. A1ien (1968) foqnd in research about
~ learning theqry and d;fferent media that it is useful tQ/direcg the

learner's attention to particular e]eﬁents of instructional messages

through visual cueing or other attention - attractin; devices.” Cues

_ : of specific materials (Ausubel, 1968).

" also function as advanced organizers, which facilitate the acquisition '
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_ip: CHAPTER IT1

. METHOD ' ' ' : “

Evaluation Process . , < _—

-

The present study consisted of the design and production of an
“audfo-visual presentation aimed at influencing the attitude of,
Venezuelan teachers toward individualized instruction.

The prodpct1on and evaluation was designed to measure three

_—

levels of effectiveness. St;ted in the form of research hypotheses,

Y
LN

they were as follows: ' ‘ -

.1. Venezuelan teachers who viewed: the slide-tapé
- presentation would show a better understanding of thay
‘concepts,_aﬁvanfages and limitations of 1ndiv3dualized
instruction (cognitive level).

i

P ‘ 2. Venezuelan teachers who viewed the show woﬁ1d exhibit .
signifigant]y higher” positive attitude toward fndividual-
ized instruction (affective lavel).

3. v;ne;uelaﬁ teachers who&viewed the show would express

. ’ posftive opinions about the attractiveness of the media -

‘ péesentation (product1qn Qariables).

- Having identified the three levels whicﬁiwould be taken into considera- - -

tion for the evaluation of the product, f} was necessary to establish

. v/
evaluative tools. In order to accomplish this, a set of differeqt

-

é‘:ﬁﬁ:"”‘ " R
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materials was designed for each level: (1) a pré/post objective test
for the cognitive segmeﬁt; (2) an attitude qdestionna1re for the

affective portion; (3) a general information questionnaire for the

_aesthetic section. Within the affective measure, énrexperimental

\

study was conducted to further tap information regarding the thesis'
primary goal; that of attitude change. The method section discusses

both the pa%ameters surrounding the design and production of the
' . . . 4
slide-tape presentation, and the entire process of evaluating the
, ,

-

[4
production.

\

Target Popu]étion ¥ )
- The slide-tape %as‘designed'and developed to be directed at;high-
school teachers. They were chosen as thé target poﬁulation due to the
widespread misunderstanding of the purpose and function of individual-
1zgd instruction that is supposed to presently exist among them.
Because of this, it was attempte& to foster a positive change'in attitude
;oward'this type of teaching/learning abproach. As was mentione&
earlier,- the high-school Tevel was~ého§en, first, because it is '
necessary to implement tﬁe new concept as early in the progess of
edqcation'as,ppssible; and, second, because the teachers who wbr@ at
this Tevel are more resistant to the idea of change, even if it is

Y

/

_to improve learning. ’

o

Sample of the target population. ‘
The sample consisted of thirty subge¢t§.'five ﬁeing professors,

s

. N ' H
"
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N
and the rest student-teacher/v01ungeeers from the Instituto

Pedagogicd de Caracas. Their ages ranged from 21 to 32 ‘years, four

“be1ng males and twenty six females. Their teaching experience

ranged froﬁ 1 to 10 years. The levels they taught were primary

school, secondary school, and higher educat1on (college and '

univers1ty levels). They were distributed Linto two groups

group "A" (coptro1).w1th 16 persons (thirteen females and three

males), and group "B" (experimental) with 14 persons (thirteen

females and one male). In order to counterba\ance against the possible
)

effect of test quest1on order, the two forms (A and B) were randomly

assigned to subjects in each of the control and experimental groups,

" one half of the sué)@cts receiving each.

‘ Apart from the above, two more persons were involved in‘the
process' an experimenter (the person who carried out and supervised
all activities) and a monitor (a helper who recorded the beginning
and ending times of each activity, and alsoc distributed and col1ected/ '
the envelope with the materials).

Although the subjects were Spanish speaking, the product1on was

presented in Eng1ish both because they were more familiar with the

terminology in its English form, and because their major was TEFL.

Design .o,
;:;;e are two types of designs in this study. The production . <
design“dealt with the creation of the actual productioh to meet the

Y

il . .
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‘research question. Tﬁe'evaluation désign 1nc1uged‘an"exper1menta1

) o - .
segment as a part of the assessment of effectiveness. y

i

. ‘ \ o - { -

Production Design

5\

Content selection. ' :

_Reflecting the principle research hypothesis, the selection of

content was based on the improvements which individual ized instruction’

can bring—te the‘Menezue1an“edycatjona1 system.. The production

1

presented information to develop ang foster a positive attitude tonnrd

e

the use of this approach in instruction.

(4

i . , ¥

Brief description of the content.

The content of the program was separated 1n§o t%p paﬁts.

1nstruct10na1 (cogniﬁﬁw\;, and attitudinal (affeétive) The
1nstruct10n dealt with the characterist1cs advantages, p1ann1ng,
preparation of materials, and the new role of the teacher within an

individualized instruction framework. The affective segment presented

persuasjve and motivational content which attempted to begin a change
in both the attitude and subsequent behavior of teachers in their
instruction (seg%script,'Append1x A).

" . ! (8
2 .
-

P;oduction techniques and rationale for media selection .

‘A s1ide~tape of approximately fifteen minutes was produce&. o
There were informal shots of students (co11ege and pr1mary school

students in their environment), magazines, and draw1ngs created for

1
\

r
4
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this produttionnto impact 1ts\meisage£ Narration and musjc
accompanied the visuafs.

practical and instructional reasons.

43

°

(a) Practicdl reasons:

(a.1)

"

N

(a.2) " A slide projector is a type ¢f hardware which can be

(a.3)

*distance.

&

Precision,'pacing,'sequencing and aesthetic qualitj are

much easjer to control by a teacher,‘experimeﬁter or

8

evaluator.

. found in most educational institutes as opposed to other

types.

The s1ide-tape medium was chosen for .

- Ld

3

The material was testeﬁ out of Canada, and this type of

package is both easy to transport and contro] at A

L

Instructional reasons:

" (b.7)

(b.2)

(b.3)

fil a

Research 1nd1cates that with the exception of, content

which explicitly 1nvo1ves motion or change, there is

generally no difference in 1earn1nghbetween a still and

2 motion, picture presentation (Levié and Dickie, 1973).

.There is a uniqueness about projected media that anqusés

and matntains high student interest (Kinder, 1959).

The combination of sti11 projected media (in this case .

. slides) and an audio recording has been found to be

B > M 1
powerful both in transmitting fggtua1 knowledge ‘and |

fncreasing motivation.

This kind of production is often



designed“ft:o eecompl‘ish objeceivesein the affective domain,
. \ o \ > or et least 1s~deﬁsigne§!b ‘toa produce positive respdnses fron:
students to the formal 'cbnfent pv:esented (Kozma' Belle

! g : "‘and HﬂHams 1978). Furthermore this kind of medium has

A
. been successfully designed’ to arouse emotions on matters

e

‘of social significance (W'Ittich and Schuller, 1973).

K o (b.4) “V1sua‘l memory seldom wor}s in 1e"o1at1en of verbal memory.”:
~ o The' verbal connections and cues which the instructor |
p;-oviées are important .1vn the stﬁdent;‘s memo.ry ,brocess

(Levie and Levie, 1975). -

2

« " Research and Evaluation Design .~

v . Tﬁree separate, dengn "questui;ggs .were addressed, each empfoyi ng
a different methodology. The production was thus evaluated for:

instructfonal effectiveness, affective effectiveriess,,and aesthetic -
‘quality. ' - - . ‘

o
t .

4 3

. . - - d

N

@:wﬂ

A pretest/postte#‘t design was employed whereby sub:}ects served -

¥ Instructional effectiveness

A .
© e’ as their own control. Threats to validity such as history or

: o _ maturation were eliminated due to the short 1ntrqtest 1ntervel ». thus
further d1spe111ng need for a contro1 group " The_ irﬁructiona'l i
g Co '- g evq,luation of the ste-fape prﬂsentation is not to I:e viewed as f
true experimental procedure but rather as a measure of o
’ . N | ’ .
. \ . -
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learning, (i.e.,‘relqﬁive instructional effectiveness). For .
analytic purposes, the design had to consider the procedural
difference, between the two éroups, even though the 1nstruct10néal
sequence was the same (pretest-presentat1bn-bosttest). In dther
words, the affective questionnaire position may have influenced the-
instructional value of the presentation: and thus had fo be tested
for. Therefore, the design was a 2 Atti%ude (questionnaire befqre
vs. after instruction) X 2 Test Pusition (pre vs. posf test), with 7
repeated measures on tpe Test Position factor. The dependent ///
variableg were gain scores which reflect the Tevel of learning
attained as a’'result of watching the program, and actual scores on
tﬁgbpre and post tesfs separately. These scorés were also compared
rélat1vé to two biographical data, age and teaching experience.
~Analyses of variance and t-tests were emp]gyed as anmalytic procedﬁres.

[

Affective effectiveness.

The design provided a means of measuring the attitudes of the
1nd1§1dua1§ at two different times. Group "A" filled in thg
questionnaire before shown the ‘audiovisual presentation. This measured
the attitude that yenezuelan/geachers have toward individualized ~
41ns?¥uct10n. Group "B" received the s;me questionnaire byt completed- :
it fbliowiné a viewing qf the presentatjon.'thus assessing tﬁe
jmpact of the production.. The desigﬁ was thus a 2 Attitﬁde

(questionnaire before vs. after instruction) fixed model. Again,
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ANOVAs and t-fests were used to anaI}ze these data.

.

The dependent- variable was the level of responsa of the students

- as registered on a Likert-type scale for thirty one questions, the

hypothesis being that those who viewed the program would display|a

_more positive attitude toward the concept of individualized 1q5¢r c-

tion. Again, attitude was further analyzed acéording to blocked age

{ghd teaching experience of the subjects.

N

Production qua]ity

The evaluation of this segment was drawn from quéstions asked

on the information sheet. The model used-was based on a similar

a

evaluation carried outﬁby the ELS Evaluation Staff (1978).

‘mafn intention of these questions was to gather information about

the génega1 appeal of the program (students had to rate the show

.on a 5-point scale, from very interesting to very boring), main
yidea of the program, comprehension of the facts presented, reactions

"to "the content, how effectively the “information wa$ presé’hted. how

it would influence their way of teaching, 1naccuracLes in’the e

content of the presentation, and general opinion of the show as a
whole (1nc1ud1§g the aesthet1cs) The .results are tabled in a
descriptive format 1ist1ng the percentage of students who felt the
product1on was poor, average, or good on each evaluation point.
Comparisons were also made between relative attitudes towards

individualized instruction and biographical 1nf@rmitioﬁ with quality

<

\
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ratings. That is, it was supposed that learners with a positive
attitude toward 1nd1vidualize@ instruction would judge the’
ﬁresentation more aesthetically desirable. :

’

Materials
There was a set of nine different materials designed for the
.expériment. ,They are described in fhe order of their apbe&rance in

-the evaluation sequence . A1l materials can be found in Appendix A.

Instructions for the experimenter.

As\‘the evaluation of the materials had to be done outside Canada

‘ to retain validity, special instructions on how to carry out the

'
(3

evaluation were sent to the person in charge of the experiment. They

[N

dealt with the whole process of evaluation of the package, and
described the entire proceduré in explanatory deﬁail.‘ Antic1bat1ng
possib1e‘méchanical problems, instructions on how to hand]g ;he show
manually were also sent. 9 \ '

™

Directions for the subjefts. L

This part provided an ;:Yroduction\of the package to the studen

The directions gave thé@ information about the évg1uat16n process in

. which they wére going to take part, 1nc1hdiﬁg the purpose and basic
/.sequencé‘bf events. The,studentg were also told to continqg workihg

_ throughout each section, often reiiawing. and to ask qugstjons

\ \ -

A .
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\ . - 5
individually during the session: Students were told in the directions

"to ask questions regarding the procedure following its initial

e

reading.

fime sheet .

" The time sheet was designed for recording the beginning and ending

. .. times of eech activitys
! ) ~
e Questionnaire. :
///,/‘/ The qlestionnaire had th1r£§>bng\sta;ements whith were ranked
//;/f’// . aoOna Sapoﬁné scale from strongly agree to strongly disagree. The
- \ . Likert-type scale was used because it easily permits students to
\\a: express the extent of agreement or disagreement wfth a particular

statement of an attitude, opinion or judgement (Tuckman, 1972).
:PFinéiple'subfopihs within the questionnaire included the advantages
for both teachers apd students, the role of the teacher, and the |

purported 1mdfovements fndividualized instruction offers the
“educational system. The questionnaire response labels used the
following key: strongly agree (SA) = 5, agree (A) =4, undecided
(U) = 3, disagree (D) 2, strongly disagree (SD) = 1. Individual

®statements were constructed in both positive and negative fors to

id response set b& the subjects (Tuckman, 1972). There were 31
from thch twenty had positive direction, and eleven negative
direction. The "advanteges for the students™ had six statements; the

4 - .
"advantages for the teacher" had fpur; the "role of the teacher" ten;

4 *
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and "the importance of individual instruction as an approach" - had

A : v

twelve.

_Placebo. ‘
- A reading on an ﬁrrelévant top}c was chosen for this segment,
It dealt with'Tangyage learning by primates, in this particu1§n
case .2 gorilla. The top1? was chosen, first, because it has td do
with psycholinguistics,. and therefore had expef%mgnta1 créd1b111t¥3
Ahd, second, because it was thought to be entertaining and \
interesting to the subjects. The reading was aﬁ extract from an

article published in National Geogrghi§ﬁzcﬁgkober 1§78, bi'?;éncine

"Patterson.

. s ' ’ ) ) . ~’-': \

Pre/post tests.

Lot
The main intention éf these instruments was to meagure‘ghe }
.subjects‘ knowledge abdut individualized 1n§trpct1on both priértté ;ﬁd
s aftgr the presentation of the show. The questions on'Phé.fegts.were ~\é;p,"
systematically drnug\from the content gomain of the presentation, o
Eachqtest had fifteen items, thifteen,tguafoy false ané éwg free
response. Tﬁ; férms (A and B) were generated for each’t;st, diffgr{ng .
only in the order‘of ‘the questions to eliminate bias due to, question
sequence. A11 quistibns were paraphrased forms of the ;nstrucfjon
. to insure measurement of comprehension (Anderson, 1972). - Change§
jfom the pretest to posttest‘refiected sgquehce df fferences but

" retained identity in substantive ;ont&nf to create parallel forms. "

¢

!




Co uﬁderstood by a viewing or reference to the écript (the reader is

— B e e e

Presentation.

»
The content of the slide-tape show was the product of research

on the topic. It tried to be 3nfbrmat1ve and, at the same timé, N
. moti&itiona1. Its aim was to produce a changé in attitude towards a

different approach to the teaching/learning process, and to provide

certain information about the process itself. The technic;1 components

of tﬁ1s production yere;° the audio paft, which was a narration of

the information on 15d1v1dua1ized 1nsxruct16n as well as music,~and

. thé video portion, which consisted‘of 115 slides on d\ffereqt aspects
of the teaching process. The shots: were taken from real. 11fe acffvi-
ties, and from drawings and magazinevpictures depicting majpr aspec;s
of 1nd1v1dﬁa11zed instruction. The duration of the show was'féurteen‘

minutes and ten seconds. The content of the production is best

recommended to read the script in Appendii_A).

-

Inférpo]ateﬂ task .

This segment of'the‘evaluatién consisted of three arith@éth:
problems wﬁich followed the presentation of the audio-visual show.
Its intention was to elfminate‘shortfte;n,memorn (Atkingon & Shiffrin,
1968). That is to say, it was probable?that the subjects could retain’
some of thevinfbfmation to which they had just begn‘exposed withoup
comprehension. This task provjd;d a distraction before going.on with
the post-test. '
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Infoﬁmgtion sheet.

‘This part was designed to obtain two types of informption.

First, biographical data were gathered on the subjects themselves,

‘such as age, teaching experiénce, and exposure to this approach to

Tearning. Also Bbtaﬁned was information about the quality and
aesthetics oé theumedia presentation. Subjects' opinions on the
program, its ef?ect1§eness, confusing parts, and their personal .
commé%%i were used'as a formative evaluation, a critical segment of

the oh-going 1nstructiopa1 design process.

Procedure

The process had seven stages: questionnaife or placebo, preftest,
presentation of the show, interpolated task, post-test, information
sheet, and placebo or quéstionnaire. Figure1 provides a pictorial
display of the experimental procedure. The total time to accomplish

.

the ta§$ was one hour and three minutes.

The subJects were brought to a room where all the apparatus were

prearranged. Envelopes with the prepared set of materia]s were dlstrlbuted

to assure egual groupqrepresentation, randan assignment of subjects to

groups, and counterbalancing (see appendix A). After they were seated and

" quiet,. the ekpérimentgr asked the subjects to open their respective

envelopes, and to take out the directions sheet. The instructions
were read aloud, and ‘time was given so that doubts could be clarified.

Having finished with this, the first part of the evaluation began.

‘y
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Group "A" filled in the attitude questionnaire while group "B" read
the placebo (engt minutes and 25 seconds). Both éroubs then a
completed the pre-test (six minutes and 25 seconds) and viewed the
presentation. An interpolated task consisting of three arithmetic
problems followed the presentation (one minute). Subjects then
completed the past-test (six minutes and thirty seconds) and\fil]ed
}n the information sheet which asked for persén;1 data as well as
opinions about the media used (eight minutes and £ fteen seconds ).
Finally group "A" did the reading while group "B" filled ou£ the
questionnaire (seven minutes and 55 ;econds). Subjects in both groups

s , é
therefore had the same activities except that the position of the

quest1onnq1re was reversed. The starting and ending times of each

segment were recorded by the monitor. The students were given enough

‘time to complete each parf such that the experimenter watched the

group, and provided a one mfﬂuﬁe warning Qhen virtually all the

hsubjects appeared to have finished. The 1nstructidg§ directed the

students to revigz their work {f théy finished prior to the’edd of

each section. When the final sect}on was completed, the students

placed back the materials in their respective envelopes and handed them
in to the experimenter, wholdT§m1ssed and thanked the subjects. All

the envelopes were arranged and sent back to Canada.

<

D

4 v
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_were found in any of the comparisons.
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CHAPTER 1V g
. RESULTS
The data were gathered from three sources: . instructional tests,

an affective questionnaire, and an aesthetic and biographic

evalystion. The evaluation of the production's effectiveness (which

utilized all three components) also included an experimentai

1
!

component that involved only the attitude questigpnaire as a sourée
of .information. The results of the product evaluation are reported
in the order in which it was felt they~wou1d {nfldence behavior; b
i.e., a change in knowledge level would indirectly affect the attitude
of the learner. \

v

Instrdctiondl Effectiveness

° performance in the pre and post tests was used as the dependent

measure for instructional effectiveness. Both tests were scored for

<

_the number of correct answers. It was first necessary to test for

»

the equivalency of forms A™and B and for the counterbalancing
procedure between the control and experimental groups.

It is fmportant to make clear that evén though the whole sample
received the same cognttive treatment (i.e., pre-test, show and post-

test), the overall experimental procedure differed for the control

o, &

M :iﬁ M

Np differences

. A




.

. with 2 to 3 years in teaching (n = 9); and: the third group hade s,

55
v -

‘and- experimental groups. An analysis of variance with repeated

measures on the Test Position factor was applied to the experimental

versus control groups, and the pre versus post tests. Means and ‘
¥ .o

' The results showed that there was a significant difference between

standard deviations are p}esented in Table 1.

pre and post tests(F (1,28) = 15.08, p<.05). No other effects were
significaﬁt. . l .

Two biographical fa?tors, age and téach1ng experience, were
exami ned for their possfﬁ1e efféct on‘the subjects' responses in the
pre ;nd post. _tests. Those factorS'were'Fonsidered because they were
thohght to influence fhe type of learning‘resu1tant from the
presenfation ef tﬁe show.

The first step in doing this was to divide all subjects into
three groups according to their age. Control and experimental grodps‘

were cqmbined as: there was no interaction between groups (a t-test

on gain scores also ggested no appreciable learning differpnces[.

2

The first group had individuals with ages ranging from 21 to 23 ,' "
.{n = 9); the secoﬁd‘group consisted of ages 24 to 2§ (n a 9); and,
the third.group 27 to 32 years old (n = 11). y
4 Fo;)teaéhiné'experiengg. subjects were.aISO rearranged into .
three groups. The f1rst-§;6up had individuals from 0 to 1 year of

teaching_exper1eétg\(n = 8); the second group consisted of subjects

individuals with 4 to 9 years of,teach1nglexper1ence (n = 12). Means

A3
B -
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TABLE 1 o
MEANS AND STANDARD DEVIATIONS ‘ON "
‘PRE_AND POST TEST SCDRES

Control Group

X 11.56 14.31

) °

O 5.08 amn
o~ \ [ o

.

o . Experimental Groyp o

X 13.00 £16.79 !

2.9 1

- .

SD . 4,06

Pre - " Post . , &

atr
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and sta:\d'arq deviations are listed in Table 7. A one-wey ANOVA

| on gain scores showed no d%ffere:\ce for. age. When pre and post- '
teste were examined separate1_y, overall pre;test l?y blocked age v
also showed no difference among- groups. -On t:,he other hand, the B .

. ‘scoﬁ!parison made in the post-test showed that there was-an inf]uence, , . se;:‘

- of ‘the a'ge"f;ctor on the amount of learning by the 1nd1vidua1us
(F(2,88)=4.149, B <.0273).
Ga1n scores again provided no 1nfor-mat10n when teaching experience

was considered. The comparison on pre-test scores by blocked -
! ¢

teaching experience showed a significant difference (F, (2,29) = 4.0325,

©

P <.0294), while the post-test results also seemed to suggest .The
i{nfluence of teaching experience by achievement (F ' (2 29) 5.9576, i
p_<.0072). The negatixe values on spurious gain scores resulting-in .

abnormal variance would appear to account for the d‘lscrepanc\y/n

- N . . v A

'res&:n ts. ,
_ Post hoc Newman-Keuls were performed on the overall pre and post

tests blocked by age and teaching experience (see Table 3 for the

‘ resultsy. The comparison of the overaH post test by biocked age

N showed that C>A =.B, In other words, there was an influence'of

‘the age factor on the amount of learning by the individuals. The

q
comparison on pre~test scores by blocked teaching experience showed a
" - signiﬂcant differen/ce suggesting that teaching experience of the
individuals' had an influence on the, scores obtained (C>A>B) In .
the post-test the results alsc seemed to be infTuenced by, the e .
1 l .

’ \ h P any R %;;
o0 g R ‘ ,,;\3
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v TABLE I = .

\ \ -

- P .
MEANS AND STANDARD DEVIATIONS FOR GROUPS
REARRANGED BY AGE' AND

© -TEACHING EXPERIENCE ON COGNITIVE TEST SCORES .

\

n Group
R

8
" e

|

.

Overall Pre-Test by Blocked Age

WX
.44

- 81,67
14,36

, ’

<

NI

4,30
rd

4,00

[2

3.9

*

Overall Podt-Test by Blocked Age

Growp-

- Group X

~A .~ 4m
B ,, 14,44 -

c * 17.85

X

12.13.
9.50.

' 14,58

*

o

L]

/

30
3.42
2.01

oy

I

L 2.21 b

. Overall Pre-Test by Blocked Teaching Experience

N
[ Ve '\ ~
5.62

N . ¥ .

341

3.65

.a
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TABLE II (Cont'd) - |
Overall Post-Test by Blocked Teaching Experdience <* ‘
f :x: §-g ‘ olen * .
-~ 3.8 3.01 -

"A
B 13.90:
¢

’ 2.92
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TABLE III
NEWMAN-KEULS COMPARISONS FOR MEANS '
\ Overall Post-Test by Blocked. Age
AT S , ¢
A - ©0.33 3.01 *
8 - - 2.63 *
Tt
*» <.05 [ .
" A
! Overall Post-Test by Blocked Teaching Experience
-l . -
8 . A . ¢ . y
B - ‘ 2.8 * ) 5.08 *
A - . L= 2,46 *
. “ ) ‘ . \ . i
*» <.05
| 0ve;~a11'Pre-Test by Blocked Teaching Experience
' B ) A ' . C
B - &  2.63*% 5.08 * -
A - - 2.6 *
. ) \ !
i . <
1 /. .
(ﬂ‘
- i e - ‘ .
Ky ‘\ .




teaching experience factor (C>A = RB).

%Affective Questionnaire ‘ b

’

The questionnaire items were scored utilizing the 5-point scale
ffom stroﬁgly agree to strongly disagree, with 5 points assigned
"to sponses expressjné a favorable qredisposition tbward individual-
ized instruction; to 1 for unfavorable responses. The thirty one

o

‘1tems were divided 1h£o four subtopibs and analyzed separq}eiy as

well as overall, ~Means 9na standard deviations are 11sted'in Table 4.

First analyzed were comparisons between control and experimental

'éroups with the combined responses and the four subtopics separately.
Al1 t-tests'utilized one-tailed probabilities, as the only desired
directfon of attitude change was positive. The results of the

6vera1] questionnaire sho&ed'that there was a marginally sigﬁifiéant

+

difference (according to conventional levels)/in favour of the \

experimental group (t = 1.64, p<.0561, df /= 28). The first’
subtopic comparison took. into consid;ra on "the advantages for the ,
sthdent“. The rgsults showed that the experimental group again
demonstrated a more positive attitude (t = 1.73, p<.0473, df = 28). |
Thg;comparison taking into account the “"advantages for the te{cher“
again showed thé.experimental group to be superidr‘(g.- 2.38,
p<.0122, df = 28). | ' o
fﬁe third ;nalyzed sub-topic uaé the "advantages of utitizing

1 - : '
1nd1v1qualized instruction® avey the traditional approach. The - ’ ‘

8 .
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_TABLE IV L
MEANS AND STANDARD DEVIATIONS FOR THE
_ AFFECTIVE. QUESTIONNAIRE

&

O“veran f)uestionna ire

‘Gggug 1 - Group 2

111.25 120.00 .

13.& ' 15.29

Adv.ahtages for the Studént

Group 1 | Group 2
. 22.25 24.00
2.82 S 2.69

Advantages for the Teacher

Growp 1 . . Grow 2

e 16,93 -

2.32 - hug
Role of the Teacher

Group 1 ', Group 2

ras | 32.86

5.98 9.17
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) > ' s . < h
. X ' ‘Individualized Instruction as ansApproach
» \
Group 1 Group 2
X 42.94 46.21
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>

. results in this area showed marginal Significance, the -experimental

over the control group (£ * 1.1, p<.0593, df = 28). \

The sub-topic "role of the teacher” was not found to be '
significant. k

The ‘second segment of the affective evafuation explored two
external factors which'probably influenced how the subjects felt,
age and teaching experiepce (see cognitive evaluation for the !
distribution of subjects into grougs).

It should bg noted that even thouqr subjects were randomfy
gssigned to each group, a disproportionate number of subject§
with more. teaching experience were found in the experimental
group. COmparisohs within separate groqp!'were thu; all non- .
significant with both age and teaching experfence as blocking varfables.
Comparisons with combined g;oup scores yielded no effect for age )

differences, but when all subjects w;re blocked by teaching experience,

there was a significant difference (F(2,29)= 4.7587, p<.0170).~

‘A Newman-Keuls test ranked the means C:>A = B (see Table 5 for .

i '

Beneral Information

The general 4nformation results provided data that were used for =
the cognitive and affective parts, ‘as well as data for thie aesthetic
evqluation. These data are reported by percentages. This .. s
questiommaire had three d1§€1nguishdble parts. The first one consisted

A
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i | TABLE V \ o
o MEWMAN-KEULS «
, ‘ OVERALL QﬁESTIONNAIRE BY
BLOCKE_D TEACHING EXPERIFNCE »
[ © Group A ] c
A - 1.98 16.38 **
t B - -- 14,40 **
i\ 4
**p <.01
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of biographi¢ data (such as sex, age, teaching experience, experience
with 1nd1v1d;a1 ized instruction). The second part dealt with the
general appeal of the program (how subjects fe1-t'abou‘t the program);
and the last part was about the comprehension of the general content.
The production vari-al;le data came from the second and third ;;arts of
the questionnaire. First di‘scussed are the biographic data followed

by the production variable data.

- Blographic data.

The sample was composed of thirty'subjects, being 87% female
and 13% males. Their age's ranked from 21 to 32 years distributed in -
the following way: ‘

Number of subjects | . Age
S = A
, ’ 3 22
o . 5 23 |
4 & . "2
: 3 25
’ 2 o ' 26
2 ER) 3
. ,4 28 .
2 30 -
1'_' <1
-, ‘3?
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In relation to their teachiny experience, B7% of the subjects

_had taught whil'le 13% had no-.experience whatsoever. The years of

experience of the subjects who had taught were distributed as

follows: '

L

Yedrs of Experience. - Number of Subjeci:s

2

1 - -4

'
. . T e 7 ’
’ 3 \ 3 o
4 3
5 2
6 : 1
7 ] .
8 1 U )
cl R |
) | 10 1
Their téaciﬂng 1eve1‘/; were: | ‘ ) -
‘ b3 . Mumber of Subjects Teaching Level
3.84% o . 1 - Primary school
38.46% . 10 - A Secondary school
30.76% - o : 8 i 9 hoHege or/and‘ university
3.84% . 1 ‘ , Primar;y and seé‘t'mdary schools
- 3.84% .- 1 & Primary and university |
. 1i,.53'4' ' | 3- ‘ .,Ser;o,ndary and -university
3.84% K 1 : Primary, secondary, and
s B ‘ o unjv?rsh'lty '
'3.84% T -d1d not specify

4
. . . : . . .
.
’ . i
- B f
’ . . .
. CoL 2 {
s 1
v N . £

% JURIRE
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There‘were two questions regarding their experience with individual-
ized instruction. The first one was whether they had taken any ‘
courses taught by The Keller Plan or any other type of individualized
instruction approach. The results were: |

67% had not (20 subjecfs) S

33% had (10 subjgcts) ‘ )
The courses they had tak%n with ;he approach were:

Evatuation I (3 subjects) ‘ *

Modular instruction (2 subjects)

Tutorial semester (1 subject) -

Audiovisual instruction (1 subject)

Teaching techniques (3 subjects)4 ‘
The second questiﬁnqwas whether they had taught using aﬁy type of
1nd1v1du§}1zed instruction, the fésu]ts Qerezl o '

. 90% had not (27 subJepts)v

10%.had f3 subjects)

The courses taught.by: those who had utilized t%is éggroagh were:

British Culture (1 subject) - ]
A . v.

g

Modular Instruction (2 subjects)

Production variable data ' ‘ o T

General appeal.. The overall appeal of the program was high, .with

67% of the students finding the program véry interesting. -
. y .

¥ . ‘ 1

VR




)

, .
.o . e e ITTEEE -4 . - B (PSR Y
-

69 CL s N

ﬁh'you think thd';rogqum is?

67% Very interesting

30% Interesting °
a 3% So-so | . - o
When asked whether there had been any parts in the program that were
confusing, their answers were: ‘

" 73% Not at all o |

3% was confusing

e . 7% "You have to see 1t twice"

AL 3% Some difficu]ty with the 1anguage

A 3% "I don’ t\h§h11y know 1f the teacher. will be
| able to consider all the indfvidual differences"
3% h little fast J‘ . *
' 7% Did-not answer | ’
Regarding their general opinifon on the aesthetics of the program, —~—
. the open remarks are érouped as follows:
. 20% gfce11ent/very w§11 presented | ) . "

20% very good
3% really intedeing - T

;& o, 13% attractive _ S Qf )
I 13 good , | C
!J? | o " 10% 0.K./good enough o .
= Lo  20% had np opinion A
T L
. ." \ i Q.i‘
| LR, L |
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JAs to specific questions:

[ e e s o

L]

. . . . ; . v
Comprehensfon of instructional content’ Studenfs_wgre Ask:E~ .
what they had learned from the program wifh questions which follow. ‘
Overall, a majority of the students perceived that the 1nstruct10na1
message of the program was appropriate to their needs and 1nterests

"What do you-think the program is trying

" ® ’ . . ",
. to tell you? ‘ $ . . . -

" . 7% did not know ) | L ]

‘?I . f ) - learning is easier (1 subject) .

. L R .= 1in theory classes (1 'subject) J

. | 0:‘ ‘ B 1ts'1nteresx1n§ (2 subjects) '
. ' ‘ T © - better than thg traditﬁonal way (2 subjects) :

¢
80% Advantages of using individualized instruction

|

133" Ind1v1dualized instruction is better than the _
v : o
\ ‘ . “

5trad1t10na1 approach

®

7% gImportance‘éf takiné fnto account students™

d1ffgrences and the' needs of each individual

)
-

"Would you use, this approach, to teach 1n your class?" | c e

?04~;;ﬁwered posit1ve1y

When asked'

it. 15 motivating (5 subjects) e
- gives good results (4 subjects)
-'improves knowledge (4 subjects)

o = ™f I receive more iqf&mmaiion“ k1 subJech

. 10% ‘answerednegatively: - no exptapation (1 -subjéct)

- §roups too large (2 subjects)
7% "I would but I can't"’ ]
;7% It depends on the subject and/or éontent to be tayght
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‘When asked: "In what curriculum areas would you use: this type of

instruction?® | o o
a0%"  all areas

300 language ’ _
10% information areas such as-history, geography,

f § ~ ~
: . science, etc. ‘

.* 3% . evaluation course ,
3 1are;s that do not involve dewelopment of skills.
3 areas where the presence of the teacher is not too
' necessary - : o | k?,‘~ -
10% did ngt answer at all

The fb11ow1ngg§uest1on ask. the 1earners if they felt that the
1nd1v1dua11zed instruction approach was suitable for the1r~respect1ve
turricu%um areas. "What part1cq}ar facts in the presentation make
you think it is suitable for that curriculum area?": ‘

: 13% all the facts give; in the show were,apprépriite

10% 1individual pace and needs ‘\

10% the use of media

7% . students working at own pace, eva]uative-measuremeng,

| feedback, ,

¥

3% ‘the goals - I ’ : "

3% student can’ obta1n 1nformat1on outside the c1ass or without

o needing the teacher s

3% it can be adapted to the. materials ava11ab1e

R

-
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; [ \ 3% research and problem-solving : \
- , ) o \)
"' 40% did not answer - : ’ \ N
t ' \, T
: o ' Khen .asked whether the concept of 1nd1vidualized 1nstruction had -
‘ ( \been presented effect1ve1y, their-answers were: et
- o &
o 93% answered posTtivel y - »
- ; v et " 3% 1€ can em}]asize the way of teach1ng through it"
G | /
P e 310 A ttlebit fast but attractive"
!
- s . - - The last quest'lon of this part (comprehensfon) was whether they
‘ ' :“\ ) . - perceived any inaccuracies or inconsistencies in the content of
: » “ R the program, they answered as follows: )
,47 LI o . 80% said they had not perpe'lved any . :
A N » *,
L . R | Nz it was somg,what fast L -
) Lo Y L 3% "I don’ t understand many of'the pfctures in the sense
T R that I feel it wuld be the same without mst of ‘then”
- i CT 31 “I don't know" 7
o ) 0% -did not answer at all | -
\5 . . A4
i it . In summary, the student& felt, first that the progrw was .
P ‘
PN Ty cweld done, second, that%vtdualized 1nstruction as an approach 4
}. N , " y ¢ 1}
St o ‘ W 1s desirable and useful: in any educational env1ronment, and, third,
:‘ I that given the opportthy tho.Y would utﬂ‘lze this approach so as
. N 1) improve. ~the teaching/learmng process. !
- ~ '\e s . o, i j 1 . . D
N b C 3 ' . s <
. e .,’,: » ‘(‘ N , . N /\/ ’.
. s " . . .. , ! . - . « . ' ' ’ .
! ¥ * ¢ . ‘ - ;/ N
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“teachers' attitude via instruction.

" for its actual 1mp1ementat1on were discovered

.
. pnsentation .

.3 s1.gn1f1cant {ncrement n learning..

¥ «) » * \
* - T !
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! CHAPTER_V ‘

" DISCUSSION ! | N
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The'prelimmnry results offered in the present evaluation
strongly suggest that the slide;tape presentation positively effects .
The initial supposition that

- Yenezuelan teachers -harbor misgivings about individualized
N »

1nstruc§10n was upheid dnly'm pa\rt, and a variety of obstacles _

ThN'l scussion

to follow 1s divided using the same conceptua'l headings that have been

used throughout this studys. cognitive, affective'and aesthetic.

It includes some conjectures and queries stemming from the results

obtained at. each ‘level. ! -
y

i

Irnstructjsm'l -Effectiveness = ' /

/ . . - .
" The primary goal in the plduction of .the slide-tape presentation

¢
*on individualized 1nstg~uc«tion per se was to convey a specific body of

knowledge in a motivating and effective manner. The results obtaiped

B through comparing learners’ perfor'mance on the pre and post tests.

- determined the amount of IQarning which occurred as a result of the
Both the expermental rand the control groups dispIayed

The results were even more

" gratifying when, ~1:a'k1ug“ into account.the fact that thq’ﬂlnfnmatﬁn, ‘

<
St W

s dand

.’..
i
A M
i
e
e
£
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.very effectively.

but not in the same manner that was hypothesized

74

*

\

provided in the show turned out not to be largely novel for the

subjects ( a 60% correct response rate in the pre-test). From a

pupe1y jnstructioné‘l standpoint, theirefore, the productfon functjoned °
, The cenfirmation that significant learning would occur';as fot

surprising, but the subsequent biographica} comparisons on

echfevement data ¥1e1ded pesh]ts contrary to the belfef held et the

design stage of this study.. It was initially thought that older

teachers would be more resistant to changes. In this particular level

(cognitive), 1t would have been reflaected by their poorer attainment .

. of the 1nformat10n provided in the show than the younger teachers.

)
However, age had no influence in the amount of content acquired

Thisaresult supports the satisfying conclusion that Venezue1an_teaehers

~ of a1l ages are open to receiving inﬁovativéginformation. even though

later on they may not: use or apply 1t. T ;,

»

Apart from tﬁe age factor, in the rationale it was also hypothe-
sized that teaching experience would have had .a big influence in the
way teaqhers responded. That 1s tolsay, teachers with more‘teabhiné
exper1ence w6uid have been more negativer oriented due to amount of.
time they had taught with the traditional approach due to their
trainidg, and die to the, years of q?'eali sm" which were thought to
convert idealists into realists.. The results showed that-indeed,

teaching experience played an 1mportant role in the way they responded,

L] {
t 5 -

, 4

-
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more from the show than the ones with less experience. It is

75

™ 1
.

Individuals with more teaching experience seemed to have learned
suppo§§§ that tnewer” teache;s have not yet had ;he opportunity either
to perceine the differences in learning styles of‘their students, or '
they are still very 1nf1ex1b1e or rig1d with their teaching perspect-
1ves. '

o~ The cause for this state of affairs could very we]] 1ie in
tra1n1ng Many 1earners in the sample were student~teacher volunteers

with 1ittle or no teaching experience, though the distr1bution was.

fairly well proport1oned throughout the experience range. Naturally,

_there was a relation between age and teaching experience. Individuals

whg were older and with more teeching experience performed best. On
the other hend, the younger individuals did not perform as well as
theii'counterparts; This pant1Eu1ar fact has led us to bel1eve

that pnobably teacher training in Venezuela is not offeriag the
necessary amount of information,and developing the skills needed to
deal with the classroom's individual differences. It should be .

emphasized in teacher-training programs that the traditional approach

. 1s not fne only way. to cope with the classroom situation, and that -

'there wide variety of variables that w11] undermine a non-flexible

pattern of. transm1tt1ng 1nformaﬁfbn. Student teachers should be

”»

gimen the opportlinity to deal with a number of approaches’ to teaching,

to see that there is more than one wéy to deal with a clagsroom filied |

o

*. with other human beings who are different from each” other From that

o



' the way the supervisor does his/her work. Then, they think that the

76 -.'l

& ’ ) .
exé:rience the student-teacher would also learn that his/her role \\\\\\\\_-

changes }ccord1ng to the approach chosen. As the problem is seen,

when a teachtngrtraining session comes, the student-teachers "{mitate"

methdﬁ employed in that situation is the one which can best accommodate

all subsequent situations. OF course they are told to plan their |

classes "stating behavioral objectives" and'to use a variety of media. -

But, if one looks at the situation fro& a realistic point of view, it

is uﬁlike]y that the gadgetery and objective statements will help '
the students in the classroom 1éarn unless the student<teacher can . -t
"see" them and "try" them. During internships more/é;phasis is

G;;a11y pﬁaced'on tﬁ¥ee factors: (1) to please both the supervisor

of the internship and the teacher of the classroom the student-teacher
was assigned; kz) to obtain the credits required for the-cert1f1CA§10n

degree; and (3) to experience the taste of success or ... failure.

Most of student-teachers have an enormous potential t6 deal with

their future pupils. For that reason it is thought/that their

performance, not only during training but from then on, w0u1d .be more, ‘:
successful 1f instead of teaching them a few notions on 1ndfv1dua11:ed ,
instruction or taking a course ysing the Ke]ler Plan studénts be

. , , P
aliowed to experience by themselves what an individualized approach

t0 geachjng'means. Not all areas of a curriculum may be taught

®.

- . ( | N .
*througi™this approach, but training programs should strive to open the .

doors of experieqcing g‘variegy of means for imprpving“the e@uca}ionalt o .
. ‘I . B . . i . . ¥ . ' -
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system. In any case, f1ex1b111ty°and persopa]ization\must,be emphasized.
While the above treatise on teiching-training is on1yvpart1a11y

supported by the results of the cognitive section alone, the equally

Tmpqrtaﬁt affective component covered next provides additional

strength to the argum;nt;

< v

Affective Effectiveness

!

oy One of the goajs in produéjng a siide-tape show on individualized
1nstruct1oﬁ was to foster an attitude change among Venezuelan high-
school teachers. The reason for wishing ;uch a change in attitude
was due to the widespredd misundefstanding of tpe concepts, character-
jstics, and principles of this approach. Tﬁt'was believed that one
of the causes for the negative reaction pn the part of the genera)
populous toward individualized instruction ;as due in .,part to the lack
of proper information, espeé1a11y tﬁét concerning with the advantages
for the 1earner‘and'the‘§oc1ety, and 1dd{rect1y the néw roﬂé of the
| teacher. It was thought that although teachers recognize that not all .
students are the same, they have a genufhe fear of being replaced by
the me;hod or being forced to learn a whole'new bag of tricks. To
tap the attitudé of teachers both influenced anq uninf1uence§ byltﬁe
:presentation, data were gathe;ed by a questionnaire and compared in an
gx?erjmentaI fashjon.‘ It was found that the experimental dnd control
-« groups perforped.sién1f1can;ly'different, with the postlpresentatfon

L]

2 S (experimentil) subjects exp(essing~d more positive ;ttithde, especially

" .
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in the areas of the advantages for both student and teacher, and the
advantages of 1ndividualized instruction when compared to '‘the
-~ traditional approach. The results of the four subsections of the ~
questionnaire are discussed in conjunction with the free;response |
questions from the information sheet. Overall, assuming that the
questionnaire provided a reasonably valid, interval-scale neasure
of attitude. all learners did express a somewhat high positive attitude
toward the various goals of the method, ‘ -
Hhen considering affective effectiveness, as with instructional S i
effectiveness, it was, hypothesized that factors such as age and teaching
experi:nce would have an 1nf1uence in the way subjects felt.
Sunprisingly. the exploration of age in the questionnaire yielded ‘no ;
~effect for that factor. That is to say, individuals of the three age~
groups were equally open to a _positive change in attitude. |
On the other hand, again similar to cognitive achievement teakhing
0experience made a big difference. The more ;ime subjects had been ~
teaching, theymore positive an attitude they professed. As articulated
in the cognitive'section. the more favorable performance on the part of
the more experienced was unexpected This fact again 1edfto a concluﬁﬂon .
' regarding the differences or perhaps better said, lack of differences
. among teacher training programs over the past ten years. Actual . <
classroom teaching experience seems to have made teachers aware of the
limitations and benefits of various approaches: All of them in one . B
way or another, perceive and realize chat not°a11 the students are the - | 0. ‘x\‘

same. Some are faster, others-are slower, though all are treated as a
. o 4 . M ' 3,‘
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" Both 1ikely influence the apparent differences found in this stuay,

19

dsing1e group. They know that it is absurd to pretend that their *
l .

students wi]l learn the whole program and will manage to be promoted
to the next level ﬁithout any d1ffereht3a1§§reqtmént. They kngw
that all that was pr;senqed in the slide-tape program is useful but
what they do pot know is how to handle those differences to cope with
the .learning situation. It may also be that experi(‘enced teachersf
after years of frustrafion, hungrily seek any relief, and try new
methods out of desperation rather than as ; result of seasoned wisdom.
but 1f results for the bétter octur, the motivati;n behind them becomes

less important. The lack of difference in knowledge of content seems

' to support, nevertheless,’ the trainiﬁg problem argument.

’ 4
Production VYariable Evaluation

An overall view of the information sheet data indicates fhat the
program was successful in tigyareas of student appeal and comprehension
of 1nstruct10nal content. The fol\ow1ng are some conclusions about g
the data gathered' | |
1. Students who viewed the program were attentive- to the content
'prasentéd Ninety seven per cent rated it as very 1ntErest1ng
_ or interesting. ‘
" 2. The majority (80%) had a vd‘? good opinion in regard to the
aesthetfcs of the program, and from the whole Sample only

13% had some diff1cu1ty understand1ng some parts of it.
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3. Twenty-one suﬁ?ects (70%) concluded that the approach would
‘ be valuable ﬁbr use in the classroom. The others felt that
the approach was not appropriate for their pa}ticd1ar area,
but responded favorably to the concepts presented.
4. The majority of fhé 1nd1§1ddals perceived the instructional
. message which the prog;am's contené intended. Most students
. . emphasized the concept of the advantages of using individualized
“instruction over the traditional approach. These were the |
1daas central to the attempt to change attitude, and were thus
strong subjective evidence that if a change in attitude were
to occur, it wopld do so as a result of fhe independent '
. variable. \ \

7 . 5. Subjects evidenced a high degree of recall and comprehension

R of the infbrmatipn in the program (71% correc on the post- :

test on tre average). .
6. The curriculum areas where they felt 1ndiv1dua11zed 1nstruction
' could be used were diverse, but forty per cent thought that
Fhe approach was gooq’;or all areas, especially 1nformat1Ln'
w0t . courses. One of the teachers even suggested that it should
be utilized in areas that do not 1nvolve deve1opmentagf~skills.
7. The facts that led them to believe that this particular '
approach was suitable for thefr particular curriculum area

were centered around the advantages for the 3tudent. No body ‘

answered anything related to the function and/or advantages for

s . . ) - «
s . Y- . s
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B ~ . .
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: >
the teacher 1in an individualized instruction setting, even
though the presentation carried this message.

H
The vast majority (93%) felt that the concepts were presented
effectively, and did not perceive any inaccuracies or

fnconsistencies in the content of the program.
9.’

Two teachers said that they needed to view it twice in order
to understand it better

10. A1l the aspects which were dealt with in the information

questionnaire Yinformation sheet) provided a very highly
&
positive answer from the target audienca

-

From the above premises it-could be said that the program seemed

to have ‘achieved the obJectives stated -at the beginning of the study

Referring to the cognitive segmentnif the study, through understanding
and digesting the instructional message presented

ed, individuals ‘
demonstrated an increment in learning as evidenced by the results
obtained.

b
These results also showed a high degree of recall by the
individuals. ‘ "

1

The attitudinal

findings provided by'this aesthetic quest1onna1re'
were very interesting.

For instance, even though some subjects said.
that they would not use'indivjdue1ized instruction in their particu

147 «:
cases, they were open to receiving the'information which was 1ntend§;::;“
to foster an attitude change. At the same time, even though it seems

cnntrad1ctody. a high percentage of subJects thought af this approach
as suitable for all curriculum areas.’

‘Another very interesting finding
- d
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éreater miscong&ptions exist, and this area where the greatest resistance ?}

82 "~
. Com

fn this aesthgc section was the fact the responses'of the subjects
were centered around the advantages for the students. In othér words,
they recégnizeA?ndjvidua1ized instruction as bene%1€%a1 fbr’;he
students, but there was a total lack of recognition (egarding(the )
desirable change in role from'the standpoint of the teacher, even
though the show carried the message. This fact 1ed1us to believe that
prqbably,tea;hers accept thgt individualized instruction is useful
and ?easible‘for the studentt but that its édoption would be,di;ruptive o "
and perhaps even detrimental to their qwﬂ position and role. Essentii]Iy,

it would amount to a lot of hard work. The more succéssful they were

at completing the task the more endangered their job would be, and its

‘corresponding security. Indeed, in a highly competitive environment
4 . ‘ y X

such as Caraéas, job security becomes a paramount issue. What
researchers stipulate as being an upgrading in job requirements, that
of coordinaior, ?uﬁde, resource person, is in fact v!ewed negatively.
Of the four subtopics &n the questionnaire, only the area of the

teachers' role showed no effect. In that it is this area where the

to learning exists, the 11kefﬂhood of change is somewhat diminished.

TZdhhérs'are thus positively disposed to individualized instruction as
an {nstructional method, but'cainy strong negative opinions regarding
gﬁe part ‘which they as individuals must play. The failure of teacher

training programs to provide a complete bicture‘zs again evidenf.:

Pague i~

The aesthetics ggg,gg,weré Judged,to be as effective as they were
oo % ’ L (; N :
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ﬂ,pianned to be. A sma11,perceﬁtage_of the learners had any difficu1ties
}1n,understaneing some papfs of ﬁhelprogramm An overall eva]uatjon

. rated 1t as very 1nterestjﬁg, It was thus#eoncluded that the cqncept%

were effectively preéented and undepstood, not only fromlphe results

in the learning segmene but also #rdm the subjective opinions gathered

on thelinfbrmation’sheet. The slide-tape format, present%ng approxi-

mately 15 minutes of useful and carefully preséhted\information, was -

apparently appropriate choice for the stated objectives. .

o : ! :‘ o A’
. SUMMARY
7
: ‘ ‘ \ ’ y
! The results obtained from measuring the three levels of th
* , ' . . * production showed that there was.a'significant increment 1n learning, ,
I | - a positive change in attitude plus a very highly positive opinion on
S © ' the aesthetics of the preserftation.
- AIthough individualized instruction was accepted- aS\useful and
J j?;‘,' feasible as an instructional approach as Qeachers the subjects still
i | exhibited strong resistance to accept their own new role. The !
’}‘ K | ‘;?',‘ lbenefﬁts,'they belieped. were primarily for the student. Additional
é;w o e ,teachipg'expeﬁience was observed,to contribute favorably te their
;‘, f " .1 " 'diéposition foward.individualized 1nspruction. It was concluded that

more information and experience is needed at\the’teacher-training level .

. it effective and widespread 1mplemedtation of individualized 1nstruction

‘llﬁol is to become a reality in the. future.
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(1)

(2)

(3)

(4)

(5)

(6)

)

I have included enough materials for up to 60 students. 40

< v

would be ideal, 20 is okay. Any less woul

Get'everyone seated, and have them spread

possible.

#

»

s
~

d not be good.*

out as much as

-

Before you begin passing out the’envelopes, announce that you .

are passing out materialt for the eva]uat1on. and tell them

not to open the envelop unt11 you 1nstruct ‘them to.

'Pass them out in the order that I ‘have arranged them<{ from the

top down) unt11 everyone has one. The order must be: 1,11,

21, AN, 2, 12, 22, 32; 3, 13, 23, 33, 4, 1
Essentially, there are four groups, 1-19,

31-49.

4, 24, 34, and so on.
11-20, 21-30, and |,

Next, tell them to remove all the contents from the envelope

at one t1me, turn upside-down on the envelope, and place the

pile on-the floor on the left side of thei

r desk. (Everyone

should have the ent1re pi]e faced down exactly as it came out

of the enveltpe), (It would help to demonstrate).

-

Tell them to pick up the "top”" sheet. "It must be a single sheet

of paper with the word "Directions" at the top.

Read through “the d1rect16ns out Toud while the class follgws

along silently. If they have any questions about what to do,

repeat what to do, as they work through the session. Don't tell

them any other &etails of what is to come.

v
KN

Emphesize(that if



R

(8)

(9)

tell them to pick up the top sheets from their;léft.

- package mﬁst,have,a Targe letter A circled at the top.
¢ . L.

‘more than 10 minutes.

~ until all the time is up.

they still have questions as they are work1ng through the
mater1aﬁ5f1to raise their hand and ask the monitor for help.

If there are no more questions, tell them to place the
directions upside-down on their right side, on thg/floog,'and
This

p .

Ask the
class if anyone.dpes'not.have such a package. }f so, have your

helper check the student's pile so that it is arranged

0«propérly (packages marked A-F from top-to bottom when faced

down.

, 7- / . -
Be supk to write down all the beginning and the ending tﬁhes

on the sheet provided.:- In all cases, let them work ap.the1r

own pace.

L Y 4

(10) One half of the students‘y111 be. read1ng the placebo passage,

the other half comp1et1ng the questionnaire. It is critical

. that those -with the questionnaire“have\epough time to finf;h.

Na]k around the room as'they:are‘#gyking, and wﬂen you not1cé

.~

that everyone witgpﬁhe questionnaire is finished announce
" that they are going to have one more miniute, and then stop
thep. You wil] have to play it by ear, bul it shouldn't take
‘ When people begin finishing, remind the
.group as a whole that they should continue reading or working

v A

Be sure no one starts ta]king or

-

working on other parts of the evaluation.

>~ N [e )

2 cowcetan

('n Y

-
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(11) As soon as“ypu call time on package A, tell them to place 1t

‘upside~Jown on thﬁ?right side and pick up package B. Aga1n’

‘make sure everyone has the right sheets. It is the pretest.

Ask fhem to answer the quest1ons as best as they can, and not

>

to: worry if. they don t know the answers, but at least try.
&\

Use the same strategy as’ the first package for setting the. -

 time. Make sure everyone finishes, unless it gets unComf%rt-

ably'lor‘q§ and give them a one minute;warning to f1n1sh Up any
he

ideas t h&ven t written down. Use*your own Jjudgement. Be

FUN
Hhen the time is up for package B, have them place it upside-

sure to have yogr helper note the times, if possible.

_ down to their right on the floor and tell them that they are
now going to be shown a 15 m!nute production about individualf{zed
fnstruction. Ask them to please pay close attention to the
presentation,'and learn as much as they can from it. It should

be both interesting and informative. Remind them that'there .

= o

will be a short posttest fo110w1ng the presentation on {its

content. Then start the presentation.” If thé'students start
talking among themsa‘ves while you are preparing to start the
,’ presentation, ask them to please not talk. (You don't need to
record “this time.) - o L. - "
As soon as the presentatien is over, asK:them to pick up the “
. next top sheet on their Teft, this one marked C. Ask them to

- read the instructions and work on the problems until you tell

them- to sto e thfs part for one (1) minute on your weteh,

ok




“(14”)

(15) When they have completed the posttest, have them put it to

. " 100

)

and stop them when it has passed. It is not important that they

* finish. When the minute is up, ask them to set it to their

right and not to worry if they didn't finish. Humor them.
Now tell .them that they will get their chance to show how much

they learned from the presentation. Ask them to pick up the

next package on their left D. This is the posttest. Ask them

.toJcbmpIete it just as they did the pretest, and to please €;y

to do as well as they can. Remind them that all the questions
were answered in the presentation, and that they should base

their responses on that. Wish them luck. Time this one just

S

1ike the pretést- giving them'enough time to finish without

.

being too 1ong. and include the one mindte warning.

, ‘their right, and pick up package E. Tell them that we would

. 11;? io.get some basic information about their previous teaching

experience. Ask them to please respond as comp]ete1y as possiple,

but that fhey don‘'t need to write a lot, Just brief, concise

' <
"statements would be very helpful. Again, give them enough time.

¥
s

There will be a lot of variation in the amount of time required
#

‘for this section, so it will be more difficult to know when to

stop them. Don't let it run on too long. To help, give them
a two minute warning instead of one minute if several people
are still working. Use your good judgement, and ask the helper

1

to indicate thdL::mes on the sheet. 8

g -~ T e e e e e T

%

.
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(16) F1ha11y, have them set‘déwn the infprmation sheet and pick-
»yp patkage F. Again half the class will be readiﬁg,‘xhe |
other half workfngton the questionnai%e. Ask them to either
"read or work oﬁ their own materials carefuily, and to pleagé
do a good job. :Time this section as you have the others.

It is important that all the questionnaires be completed.

': (17) When all the questionnaires are done, ask everyone to bick

up ;11 the packages and put tﬁem in the envelope. Then?ask //
them to print their name on the envelope. This is tb insure’
authenticity. Tell them we will not be connecting their
" name with what they do in the sessfon. T1f someone objects

to writinghis nime, tell him to print Pedro Perez. Then
co{1e§t all the,enve1opes. T - o

(18) Announce that a copy of the text from the presentation is
avai]é&le. or s1mp1y pass them out. Thank everyone very much
‘for'their cooperation, and tell them that I will be forwarding
the results to)you, so tﬁey.caq ask how it turéed out Z1f you

are so inclined), o ~ : t

—

*1f horeuthan'forty‘peopie show- up, pass out the envelopes to those
in the front part of the room. Then tell the rest of the students

that they will be part of a separate group.

Ask them to complete

the dittoed questions I have sent.

If there is another room where

they can go and complete the form, that would be perfect.

Bring

| ' them there and tell them they can leave when they are finished.
b ‘Otherwise Just ask them to either %eave, quietly when they are done,
: C or welcome them to stay until the presentation is done. Then ‘ask

" them to go. : _ N




. - J % .. . . . R
\> ‘ + ) . . ¥ R - - — P .

i o e st b
:
- - ¥
' . T . e,
.
.- - i . 4 o .
. . . L ST .
. . R y - . . N - , .
-+ ' ~ , - , A . \ L. o
. , . N . . ‘
' . 5 - . ) . . s
l . * Ve ' .
4 M . -
. ) . . . ) , (
‘ : : 102 S 2
' - B ! ) o N . R y
* B
- N 2 s ' -
. P )
. . . J .
L\ . N ]
o v . R : . ‘ v
. ' . . N N . ’
s " * [ 4
. . - .
. - 2 Vo, ) . . ,
‘ . (X3 A Y LN
. . . .
. . 3 (\r\(
.
. . « O . . 5 , . . e .
. , . . N ‘ , .
- . N . ,
’ . . B . t 3 s
- - . W/ . .
’ -
. .
N - . .
. 3 “w oy .
! . v ’ B
. ’ R . .
[t . ' P
' .
. . . 4
N . )
P . L) N ' . » . "’
. . [ . .
. 4 . 3 '
¢ ' . , .
N B R v
. . ‘
. . . i B}
M o RS '
- v . - N . . < T .
. , .
0 ) s . B “ . #
L] . - v . -
R R . 1 ¢ — N
-
. . / ) .
. R - « v
. . . ? - ' .
N ' N . Y
' * N Ve
' ¢ . . C ’
. I . .
13 - -
" \\ . .
% - . , .
.
' ’ ' : _INSTRUCTIONS FOR THE STUDENTS.
’ . . » N # T 1
, ) ¢ . ) ;
B ' \
. . 3 .
' \ , R N a * R
° -
N Y . N £ 1
. X . ) .
. [ ‘ . , R 1
. ’
v .\ * . " ! 4 ,' * - B v
: . ° ,
! + . 4 [ B
. . N o . .
* . . . .
. 2 4 . -
’ E P Con . [ : :
N
] - R
) . ,
- N . . T i . - . a -
' : ' ! . A ” N -
' - e - . . - 2 , i
. - - ! . ) ©w
’., , v, co- . . . N ~
¢ - N T . Al R 0 'n ,
s . . ., 3 ra [y .
’ . L ' . . b -' . .
id -
» . .
1 * - > .
1 v - L . ‘ . . N .
. . e . LN
e ~ . ‘ Lo . “
. P AR ! e ' R . . ”
' : N . . . - _
. ’. Yol B . ‘ N 2 -
. X : ) . . A . R , ,
. ’ N ©
. . . ‘e .k . . . .
4 f - . ! * ' f .
. . R v " . . . R . .
c ] . N ° ‘e . N . P . . .
Ly . ts o, . .
) B , . . - .
3 [l ‘.‘ , - [N . ' . .
" * - e 3 -
. ) . : - . , . N P
" . N - . - . .
* " - - » . .
!l -, - [ -3 ) BN .
. 7‘ M ‘ . N
. . 0 o . . 3
A [ ) i ‘
.o .7 K S ¢ . . .
- : ‘e « - . . .
N . : ~ © v ¢~
. - B . . B . ¢ -
‘a8 . B
. d .

.
- L 7
- ’ ‘ - - 1
. - . . . . .
. t EE . o - . - C -
N ¢ . + .
. ,)_Axﬁ-“ ‘ - ¢ . - 4
* ! A . M Ll 4 * . . . L
' ' - N N . v . t X =
. . ) , '
. . . 3
. . . S A . B
3 . . L . \ . :
‘ 4 ‘ - ' - ' . . B r .
a . .
. B i
" . . 0
LI S SE LN EL e

¢
L8



O

103
DIRECTIONS

, A i ’ ) ' .
IS

»

*You are about to participaté in a formative evaluation of a unit about
individualized instruction.The exercises will be divided into fouyr major

; parts. ’ . .

ff Firsf. yoﬁ will be asked to read or .answer some questions
& .

about your familiarity and att1tudes regarding individualized
instruction. - !

.

gecond. you will be shown a slide/tape presentation.

. -

Third, we will ask you to comp]ete a short posttest and .
an information sheet q?out your educational experiences.

And finally, you will be given a section to either read
"or .complete.

4

Please ¥ollov the directions given bf the moﬁi or closely, as it is very ' \
important that you understand exactly what we/would like you to do. Each
package will. be clearly marked with a circfed red letter in the top center
" of the page. VYou will work on one package at a time. There are many
di fferent versions of this.evaluation heing tested nere, so you will probablx :
- not be working on the same task as your neighbor. ’ﬁ%éﬁse just attend to your
ovn materials.

If you have any questions during the session, simply raise your hand and a
monitor will help you. ODon't ask another participant. If you comp1é€;
any package before the time is up, please go back and check over your -
answers or continue reading on that parf#cu]ar package until your time

is up. Do not go back to previous packages.

)

Once again, please follow the directions carefully. wé very much appreciate o °

. your time, help, and cooperatipn.

: Gracias, amigo!

e +

If you have any gquestions at this time, please ask.

-

4 s

. \ . o \
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PLEASE RECORD THE FOLLOWING TIMES- Fil1 in each ﬁ the .spaces ,
+ using both minutes and seconds (e.g., "begins"<—1:05:30,"ends"- 1:09:45)
Be as accurate as possible to the quaﬁxér minute. Thanks: '

Session begins . . . . . . .. ... __t

T e " A P A S A R O et AR A R YE W T  TE W T n S TS TP A SR D ey 0P D MDA ey SR O D G S G SO N e
»

Questionnaire or Placebo begins . . . . __ : !

ends . . . . . e e e e e e e

-
P T R L e L P T R P L L P R L L LR L L L LD LR Lt Ll T g
>

Interpolated task begins . .'.". . ..
(1asts one minute)

- [

- D " DD AP D e D R A S P ED WP R e YD WRGD S G R S G AR G MR TP G WD G Y WP R N 4D S TR DS TSGR D OGP EEAD WS GV TH 4RGP WRAE SRS S YD W e

“\\_ Posttest begin§ . . . . . . . . R

D L L I T e e L L L ey e R T R R Y P e e )

‘Information sheet begins . . . . . . .

e

cends .. ... L. e . A

t { ',"c(lf'r. \

LU T X T R 1 R T K 2 K T A L K L A K 1 X 1 L L X 2 & T K T XA T N L X 2 A L B L A L K L K L 2 d A T I B d o B L Bl gl L Rl ol b s i ’

Questionna}re or Placebo beginﬁ e

ends . . . . . : : : Q ///

“THANK YOU VERY MUCH,FOR YOUR HELP®' /

| R . I ’ /‘ )

. \~ © i /

—
\\
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® PRE, TEST FORM A, POST TEST FORM B

’ Check True or False in the space provided for each of the following fit@%»

N -statements. " (T\for true, F for false)
1. Concern for t#e individual and meeting his needs {is a
Fécenf development in education. |
— 2. Individualized instruction permits the student to proceed
. at his own pace without pressure on his rate of progress.
’ . 3. Lectures are the best overall type‘pflinstﬁyction.
. Tq be doﬁe properly, the materials for teach{ng a course
) \ with individualized 1nstruction~must usually be produced
f EbmmercialTy because of their-\complexny.w
a\w:_:___ 5. Instruction is usually p1ann;d so as to take into account
v all the students' differences. | ‘ J
) 6. ;ndiéidua11z;d'1ﬁ§truction is app]icab]evta both larde and
Cy " small group instruction. ) .
e .—————. 7. Individualized instruction requires the teacher to accept
. - the concépt of mastery. .
_____ 8. Planning a course for ihdividualized instruction is
S 3

necessar11y different from planning by the traditional

[

~approach. -

: 4 9. Individg:1ized instruction not only increases the learner's

é

' self-achievement, but also'promotes knowledge ‘enrichment,

! ¢




0

14. Cite¥four reasons why individualized instruction is considered

~

15.

10.

108

~than the fast 1earner

1. Activfgkkt such as drill and practice and diagnostic

_ remediation are assumed by individualized 1nﬁtruction.

12,

]

Individualized 1nst%uction benefits the slow learner more

[

By using individualized instruction, the role of the teacher:

changes from 1eading the learning activities to observing

and remediating 1nd1v1dua1 problems.

13.

to have an open c1assroom or an open space school.

§uper10r to the traditional apprdach.

(1)
(2)
(3)
(4)

|

-

o~

How does the teacher S ro]e change when the transition is made

L

wa Y .
(M) \,
(2)
(3)
(4)

from the traditional to individualized 1nstruction?

.

List four

In order to use individualized instruction, 1t is necessary
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B, POST.TEST FORM A

’

PRE TEST FO

Check True or False #in the space provided for each of the,ﬁb11owing

statements. (T for ~}ue.. F for false.)

. .
1. By using individualiz 1nst;uct10n, the role of the /
teacher changes from leading the learning activities to j{
obserV1ng and_remedjating individual problems.

2. Individualized jnstruct1on bénef1ts the slow [earner more //

than the fast learner.

3. ‘Individualized instruction permits the student td proceed
at his own pace without\ﬁressure on his rate of progress.
4. To be done properly, the materials for teaching a éodrse
with 1nd1v1dua1i£ed instruction must usually be produced
» compercially because of their compléxity.
_'. 5. Indfvidualized instruction is applicable to both Targe and
' small group instruction. ' .
6. In order to use individualized 1nstruct10n; it 1; necessary
5 to have an open classroom‘or an open space school.
Individualized instruction requires the teacher to ac;ept {
the concept of mastery. A | |
8. Activities such as dr1f1 and p;actice and diagnoszic reme-
. diation are assumed by 1nd1v1duplfzed 1nstrﬁction.
9. Concern for the individual and meeting his needs is a ;//KIXIJ

recent development in education.

8y
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10. Instruction is usually planned so as to- take into account
- all the students' differences. . ‘
Q@ t

11. Lectures are the best overall type of instruction.

te 12, Inqxﬁﬁdua1ized instruction not only increases the learner's

se1f€g§ﬁ1evement, but also promotés knowledge enrichment.
13. Planning a course for 1nd1v1dua11géa dnstruction is-
necessarily different’fromwp1annin5\bywthe tradiﬁiona1
‘appr;ach. L _ . L . F
Cite four reasons why ind1v1du9112ed instruation is considered
superior to the traditional approach.
(1) . ,
(2)
(3) N\ .
OF | / »

How does the %eacher's'role change when the transition is made

' from traditional to individualized -instruction? List four ways:

@ v |
(2) - ‘
(3 : s
(4)

[

P
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~ Bafore we éontinde on to the ne:gf section, would you 'pleasé complete -
, 7, the following "s*lu;ple math problé’mg as quickly as ygu can. -
.J Y . ‘ 2 ' .
"N B . ~ r (
‘ & ) : i .
& ‘ ‘ \ ’ . o )
2847 ‘ .. =% M78 / 223 ‘ :
- 1938 . X 42 . + 196, i
. e 2 . B78 »
. ? ' ' R —_— ,

: ; » i
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. Conversations With a Gorilla

* by Francine Patterson

e

Koko is a 7-year old "talking" gor111a.° She is the focus. of .

my ca}ebr as a developmental psycholoist, and also has, become a.

'dear friend. . -

Throubh the mastery of sign language - the familiar hand speech
of the deaf - Koko:has madé us, her human companions, aware not only

] % .
that her breed is bright, but also that it shares sensitivities

. °

commonly held to be the‘prerogative of people.

Take Koko's touching empathy toward fellow animals. Seeing a
horse with a _bit in its mouth, she signed, "Horse sad". When asked
why the horse was sad, she signed "Teeth". Shoﬁh a photo of thé

famous albino gorilla Snowflake struggling against having a bath,

—

- Koko, who also hates baths signed, "Me cry there", while pointing

at the picture.

I fully agree with Koko, if ohe meant that she is good even in

<

a bad situation. I've come to cherish her lies, relish hgr
arguments, and Took forwaéq to her insults.’ While these behaviors
demonstrate occasionsi lapses. from sweetness, they also provide

reassuring benchmarks in the formal and controlled scieptific
7

testing that has monitg;adQ::fo's progress since .I began to teach

her American Sign Language in*July 1972,

-

0f course such subjective behav1or as lying is difficult to #

7
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prove empirically, but Qhep Koko uses language “to make a poiné, to
Jjoke, to express displeasure, or to 1}e her way out of a jam, then
she is exploiting 1§nguage thé way we do as human beings. Certainly
that is 11nguis§1c, though perhaps not'mnr$1, progress. .

What makes all this awesome is that Koko,"by all accepted

concepts of animaJ‘and human nature, should not be able to doﬁany of .

. this., Traditionally, such behavior has been considered uniquely

A%

human; yet here is a language-using gorilla. (Two years ﬁgo she

,was joined by another of her species, a young male named Michael,

who is the subject of similar study and training )
Enrolling at Stanford in 197& as a graduate student, I chose
nonhuman primates for my research. In 1971, R. Allen and Beatrice

Gardner came to ‘spéak.. They were by then wg]l-kﬁown for their
‘ \

success in two-way communication with Washoe, a female chimpanzee.

fhe Gardners' preakthroug was to‘pgrcgive tﬁat the qhimp's

difficulty in acquirin langu ge might not Bé'stypidity, but rather
an 1nabi11ty to control 11ps tongue. So they decided to try
to teach Washoe Amer1can SigL[Language used by an est1mated .200, 1000

¥ -~

deaf Americans. The language consists of gestures, each of which
Y

signifies a word or idea:’ Naghoe endorsed ‘the Gardners' choice by

1earnfng 34 signs during the first 22 months. This was more than

eight times the number of spoken woras }hat the chimpanzee Viki, the
subjett of Ketth-and Cathy Hayes's $ix year effort, learned to

’utfer§ After fqur years of Project‘uashoe,:By 1970, Washoe had
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‘acquired 132 signs, and she used these signs in combinations

T

similar by those employed by qhderen during the first stages of
learning to talk. ' o y

Hear%ng the Gardners tell their tale per%uaded me that attempt-
. -

ing to teach a chimﬁ sign Tanguage would be to pursue the ultimate

animal. At that time 1 held no brief for gorillas.

1

11egues were not very sanguine about teaching Koko sign

a}

me questioned the ‘gorilla's dexterity as compared with

My
1enguage.
the chimpanzee\s. Others were skeptical abbut the anima] s 1nte11ect
In 1959, Hilda K bloch and Benjamin Pasamanick had reported
"There is Tittle quest1on that the,ch?mpanzee 1s)capab1e of Eoncept-
ualization and abstrattion that 15 beyond the abilities of tpe‘ o
gorilla". .

My experience has been t0§§11y at odds with the assumpt1on ‘
wh11e Koko has been contrary at times, I be11evg that such brattiness
may‘jndicate 1nte11igence ratber than its absence.

In 1929, the great primatologists ﬁebert énq Ada Yerkes wrote:
“It'is‘entireiyxpossibte that the gorilla, while beiﬁg distinctly
inferior to the.chimpanzee in ability to use-and fashion implements

and to operate mechan1sms 1s superior to it in certain other modes

of behaviora] adaptation and may indeed poSsess a higher order of

‘ 1nte111gence than any other existing anthropoid ape". Now, fifty

years later, Koko: is bolstering evidence of the gorilla's inte]lectua1

a

primacy.
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In1t1a11y; my work with Koko used many of the techﬁiques of
~ Project Washoe. Experts in the new field of language development
in huﬁans - part of the discipiine called psycho11ng@1st1cs -
fbund little agreement about what exactly 1anguage was, or when a
child cquld be said to have it. Linguists, however, were virtually '
unanimous that Washoe did not have a aanguage. But by the’time I
began to publish data on Koko; many early critics of the Gandnérs‘
had either recanted or softened their criticisms, in part because.
of the fresh evidenqe on the language capacities of'gpes. At the
same time as Project Hashge, Ann and Devid Premack established two-
way communication with Sanah, a (female chimpanzee. Sarah spoke
aqd was spoken to through plastic symbols. The éa;eners and
Premacks were fgllowed by Duane Ruﬁbaubh, who installed yet'another
? ' female chimp, Lana, at a computer console at the Yerkes Regional
§ | ‘ ~ Primate Pesearch Center in Atlanta. Lana gradually 1earned to
commﬁn%cate by typing out statements on an arbitrarily encodee
~ keyboard. The computer was progfaﬁmed to reject grawmafica11y
o . 1mproperasentences. | | )
The weight of all these experiments helped erode the doubts that ' \
an ape could be capab1e of 1anguage. Certainly, the pioneering work
of the Gardners, the' Premacks, and Dr Rumbaugh has ‘richly benefited(///<7
me: I have been able directly to emp1oy methods they discovered by
'.tr1e1 and error, and have not had to refight the patt1e of credibility.
Once I had estabiisheﬁ ;hat‘Koko performed at least as well as

o enrin e e A
’
-
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© Washoe - learning the signs for "drink" and “more" within the
projects's firét few weeks - I could probe new areas of the'gori1Ja's

)patent1a1 for language and th:;ght.

» . ",
\ : ) ’ !

This is part of ah article published in National Geographic,
October 1978, pages 438-465.
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This questionnaire has been compiled to sample your opinion about
educatfonal teaching techniques. Indicate how you feel about each
of the following statements byk3§§cl1ng your answer on this scale:

SA - strongly agree, A - agree, U/~ unéecided, D - disagree, SD -

'stroneg dfsagree. Please consider each statement carefully before

you respond, and try to avoid using "undecided (U)".
i Thank you! '

< ~ -

SA A U D SD 1. The lecture type of instruction implies

4
v

. - ‘more status., ,
! ' TN
SA A U D SD 2. There is no need for. improvement in our -

educational system.
SA"A U D SO 3. In order to function in an individualized

instruction setting the teacher has to

spend more time- in planning and producing \

\

—

mgteriafs.
SA A U'D SD 4. Students who. finish high school are not
well prepared to enter un1$ersfty
SA A U D._SD 5. Learning experiences in the trad{tfona] }rx‘
systemknﬁ~ﬁnstruction are 11m1teé in compa- |
. rison to the ones in an individualized ,
_ instruction system.*. ’
SA A 5U ﬁ SD 6. With a curriculum tailored according to each
individual's need, the‘achievement of the

£ - %,

.  student will increase. ‘ ¢
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(SA - strongly agree, A - aéree, U - undecided, D - d1sag;ee,

!

SD ~ strongly disagree).
SA AU D SD ' 7. 1In an environment where 1ndiv1dua1;zed
| instruction is used the 1¢portance of the
. _ teacher is eroded. ) :
SA AU D SD 8. The use of fndivjdua11zea~1nstruct19n allows
the teacher to be more creative on Fhe Job
than the 1ecturé type of instruction. .
SA A U D SD 9. The planning of'traditional instruction'is
‘ aimed at the average student.
SA A U D SD io. Good teaching means being more loyal to, your.
. own personal and professional goals than to
‘ .- the improvements of thé”educalionaI system.
SA A U D SD 11. There is no need to make learning a;
enjoyable as possible.
SA A U°D SD 12. ,Any change from traditional to individualized
’ instruction will produce confusion among
. teachers, students, and the community.
SA A U D _SD 13. Teacher time can be better utilized within an
individualized 1nstruct16n program.
SA .A u b .SD 14. Individualized 1nstr:;tion will function betéer
. ‘ - 1n private schobls. ‘
SA AU D\ SD 15, The main’@gsk of the teag@er‘is to disseminate
. | factual information.
SA A U D Sd 16. Teacher's age influencés the method of
‘ » instruction. |
“ e

<
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(SA - strongly agree, A - agree, U - ‘undecided, D - disagree,
SD - strongly disagree). |
SA A U D SD 17. The student's achievement is a refigction
of the type of instruction he receives.
SA A U D SD 18. Students are not used to working in order
to acquire knowledge.
SA A U D SD 19. Older people are more‘resistant to changes.
S\ A U D SD  20. The educational system™is an extremely
¢ compliex economic and po}iticaT organism in.
which fndividualized 1p§tructiwi11 not
be possible. “
SA A q D SD | 21. With the use of {ndividualized instruction
| in few yeari!there would not be jobs for the
teacher, '
SA“-AV U 6_ SD 22. Rather than,an open school or an open
. classroom, one has to have an -open philosophy " |
in order to accept a change.
,SA AU D 5D 23. Imported ideas never worked in the VenezueTan

o

P context, ‘ ‘ ' _
SAA U D SD 24. The traditional system of instruction protects
j ‘ the teacher's job stability.

SA\ A U D SD 25. It is not possible to use 1nd1v1dual1zed ‘

' | : {nstruction in a classroom with more than

R thirty students.
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(SA - stroﬁgly agree; A - agree, U - undecided, D - disagree,
SD - strongly disagree).
- 26.

T s T TeT

S\ A U D.SD

SA A

SA A

- SA A

SA A

" sA A

SA A

[ =S =

SD

SD

SD

" SD

SD
SD

v

27.

28.

29.

30,

N

With tﬁi.tradftiona1 approach to teaching
it is easier to improvise in class.

Even with a different approach to learning
student achievement will remain low.

The traditional system of finstruction

permits more discipline control than the

\

1nd1v1dua1{zed instruction system.’
The fact fhat,a large number of students

fail @ course increases the good reputation °

1
and téughness of the teacher.
There is no substitute for the feeling of
being a sargent in fhe classroom.

—

The optimization of the development of the
individual's personal, social and intellectual
characteristics are be&ond the teacher's
(a) control

g

(b) responsibility
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Introduction \ . )

Individualized instruction has long been’a goal bf gdﬁcatiﬂn:
Concern for the individual student and meeting his need; dates back
to the one-rogh school house. However, despite our conviction that
" the student i3 an individual, thqf’he learns at his own rate, has
a unique §ty1e for learning, and has different sodrces\of motivation,
S teachers usually continue W% usé the traditional class approach.

Their instruction aims at the mythical average student, citing lack . -

© ' ‘ of time, resources, and flexibility as the excuse. '

. o | . \\\\~J//,/’”The only way to meet'the individual needs and abi11ties‘§f
each fearner is to.personaiize the fnstructional process, and this
can be done by using individualized instruction. . AR

Ipdiv?dua1:zed inst}uction‘invo1ve§ tailoring the curriculum
to the student and allowing him to proceed at his own pace without
consi&éring ﬁis rate of progress, and 1ndiv1dqa1ized 1nst:uction does'qot
restrict the type of learning materials’orilearning strategies which

" can bg employed, This approach makes ample allowance for both -
large and small group instruction. aIt gives the. student the opportu-

o ; nity to apply skills tearned in basic programs to different mater;a1s.

It provides n&t only for specific needs but also for individual’

reading within a structured situation. CT ‘ SRS

4 -

Individualized vs. Traditional Instruction

. 4 . . .
- We have been led to believe that the lecture is the best type -\

- . ! ©
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’ ‘ .of instruction, even -though not all the students benefit from iEf
’ - Lectures have/a long history as the primery vepicle for. university«
o o, ; , ;
teaching, and are imagined to-be the instructional technique of ' .

*

= { . ‘gréat ‘teachers and famous peop]e Lectures therefore -imply ﬁigh
:’ ‘ , status. It s important to remember, however,éphat not all the’
‘ | students are”the same. .Some are s1ower,aﬁd some are faster, and ; N
‘. they will benefit more if dnstrﬁctidn is p1anned accordiﬁg to their
1ndtv1dualiueeds. .Leétures cannot attend te 1nddv1duej differences. '
o Nh11e teachers tdve always gnown this to be true'fpr younger
1eerners, the rapid’ increase in‘prqfessione1 speciejﬁlitjon has made .
1t uecessary at the secohdary end university'levé1s. Would you want
your doctor to have attended only lectures during "his training?
The princ1p?é advantage to usihg 1nd1vidua1ized instruction 15
-that 1t protides the student with the tools necessary for mastery
learning. The student is given as much time as he need§ to 1earn a
unit of sequenced 1nstruct10n and then on1y can he proceed to the \
next step. It:is-a. matter of acquiring knowledge rather than of
‘ ‘competition §k111s At the same time, the student will develop , ,
certain techniques or approaches to 1éarufng. Individualized '
. 1hstruct1on systematica11y eliminates the-frustration students fee1* v

when they cannot comprehend new information because they did not *

understand the preyious material. G

) ﬁ
“
L
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Features of Ind'lv'ldua'lized Instnuction

Individualized instruction is not something new. As we ;11
knd;n, ultimately all 1earn1ng occurs individually. As eviaence
" that 1nd1v1dua1ized instruction really works, several @pp}ied
-programs have been very successfu], amcng them the Opeﬁ Umversity,
The Kéﬂer P\an L.A. P P.L.A:N., and many othe,rs“. There are many

features that can'be included in an individualized f»‘nstruction

Y@ppr'oach,"‘but it is the teqcher' who decides which to ciiob’se according

to his prefgrences and to the limitations imposéd by practical or

4

institutional influences. The fo'l']\owing are the most fréqueht]y

f‘ cited features of individualized instruction:

(1) Adjustment of (nst;ruction based on the’

) . assessment of eptering abilities.
© . (2) Explicit behavioral objectives. ° -
s (3) Active responding. J ' ) ¢
{4) Feedback” , ‘
\" {5) Structured pres‘entation(of maf.eria]s.’ o
' k (6) self-pacing. B B
() mastery. L

The most important aspect of individualized instruction s that

. everyday. activities whfch\teaacherus are used to doin'g w1]~1‘ be }m-i'ched'

and will not be routine. This approach to instruétion will as._ﬂst‘

them in making their work more personalized according to the needs.

of each individual. Activities such as dri17 and practice and

3 s

Po
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T d1agno;t15"?@m§d{at10n'are assumed by the instructional system.
Tbe very fast stﬂdent can Penefit with more information and work,
"while the slow student is g1ven both th; time and materifals appro-u‘
priate to his needs. Some 1nd1v1dua1s need to work harder than.
others in order to acquire the same know1edge and sk111s, and
1nd1vidua11zed 1nstruc;1on allows the learner to continue working
un;11 hg does, rather than moving on and leaving him to fall hope-

lessly behind. The main intention of this approach is to make

learning as effective and enjoyable as possible. .
Preparing Instruct,ional Materials . N J
Theﬂmaterials for teathing a course with 1nd1v1dualuzed |
1nstruct1on cam be deve]oped using one or a combination of two .
different approaches. The first 1nvkoes the selection of -

commercially produced materials which can be adapted to the needs _
. of the region, school, class, or 1qd1vd&ua1.5 With the sgcqu - ?
wapproach, mater1a1§ are produced by the -teacher or by a team of

keachers. Mosﬁ often, these two approaches are combined, as would

be the ca;e wh@h you select a sing1g text but also develop supportivg

6r supplementary content and exercises.

Preparation of an Indf;iaua11zed Iﬁstruction‘Course ,

. The course plaming for 1nd1v1dualized 1nstruct10n is neither

~

different from nor more time consuming than the one we are used to

’
~
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LY .
anning is characterized by its logical structure
of content, and By its direction towards 1nd1v1dua1 needs. There

are some sf&ps which can be followed in the preparatfon of a course

using 1nd1v1du#lized instruction, and they are:

() /Establish instructiqna1 objectives. It is generally
/ agreed that objectives.which are specific, observable
and measurabie make any.instructional activity more

viable.

é) Determine performance criteria. This includes

—_~

’ / statements specifying the performance level on the
part of the Tearner as well as how the performance
is to be demonstrated.

" (3) uggest learning alfernatives. When possib1e, the

student is diven a 1ist of ava11ab1e.1earn1n

alternatives from which he selects the ones that

»  interest him. ’

(4) Desigﬁ evaluative measlives. In order to assess the
pfﬁgress of each individual Tearner through the
. varfous. learning tasks, a system of pre-post testing
Is designed. The student may also have opportunities
C . of‘§e1f-assessment aS he progresses throygh learning.
‘ Pe}iodié evaluation Tunctioqs a§ a diagpostic’ ° .
'techpique, with mtstery.alway§ the goaI.'

- 4
3
L
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M .
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n assence, the Yole of the'teacher will change from ‘a baby sitter

130

8 -
5

The adaptations of this process can be achieved by téacher initiative

and/or administrative leadership.

Dynamic Teacher's Role R

The teacher will have new role as a change agent. He will be

a diagnostician determining the strengths and weaknesses of students,
. .

Dlas well as the level of learning ability of each individual. He

will be a social engineer because he will encourage group interaction

. and will stimulate communication among students, The teacher\w111

be a facilitator of learning as he identifies the potential of

“various learning sources and helps the students select the appro-

~5f1ate 1earnin§ alternatives and identify learning goals. By virtue

of his professionalization the teacher will act as a consultant to ‘_,1
pa}ents, collegueé and the community. He also will have a . role as
a program designer as he will conduct a persigtenfkgearch for

innovation and systematic techniques to individualize 1hstruction.',

and drill master to a learning coordinator.
4{
Summa r ' ‘
"Ind1V1dua112ed instruction riot only provides the student with
fhe necessary too1s_for master& learning, but also increases the'
learner's self-achievement. It-promotes knowledge-enrichmeﬁt and

<

a variety of 4;arn1ng techniques, and allows ée]f-pacing. This

iy N »
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\approach to instruction directs its attention to individual
differences, and provides feedback. But what is most 1mportant'1s’
that it can take place in any structure. Qnebdoes not need an open

. classroom or an open spice sch?o1, but rather an open philosophy

about an individualized program of continuous progress.
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GENERAL INFORMATION

Iy
¥
4

Please respond to the following questions as comp1ete1& and

A\

.
; .
\ -
.

conctsely as you can.

(1) sex: = female

male L
(2) Age¥/ |
(3} Teaching experience:  yes : ‘
) ‘ no ' ;E%

if yes, years of experience:

i teachiﬁg Tevel (s): -

(4) Experience with 1pd1v1dua1izéd 1;struction?
(a) Have you taken any courses, taught byfke11er Plan or any
| | other type of individualized instruction? (If yes, please
specify.j -

. (b)' Have you taught using any type of individualized instruction?

e

(1f yés, please specify.)

]




-

(5) Media

(a)

N

(b)

(d)

134

'preseﬁtatibn:

Do you think the‘program is

(
(
(
(
(-

)
)
)
)

Very?interesting
sort of interesting
{e] -'§o

sort of boring

) boring

What do you thinﬁ the program is trying to tell you?

~

2

>

-~

Would you use this approach to teaching in your class? Why
v J '

P .
or why not?

. .

l

In what curriculum area(s) would you use this tfpe of

instruction? Y

!

f\—-—-—

B T

'
;ﬁj*
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(e) What particular facts in the presentation make'yod think
~/ it is ipitabie for that curriculum area?

;
/s

. ‘ .t
(£}~ Was the concept of individualized instruction presented

-«

effectively? ;

-~ [

f

(g) Do you perceive any inaccuracies or inconsistencies in the

content of the program?

ot

' (h) Were there any parts of the program that were confusing?

If so, which one(s)? .
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(1) What 1s your general opinion on th’e' aesthetics of the

A

program? ' - -
. ‘,Q i

o

| #

Thank you very much for your coopevration. It 1s sincerely appreciated.
—— - ’,
| B )

LY



