
Text 1

New educational strategies  

versus the traditional method:

What are the differences?

Scientific discoveries on the functioning of the brain

and the learning process!

Ulric Aylwin, pedagogical development coordinator at Cégep de Maisonneuve in 1992, responds to the above question in La pédagogie diffé​renciée fait son entrée au collège. The text reproduced here is taken from volume 5, No 3 of Pé​dagogie collégiale, which appeared in the March 1992 edition (pages 30-37).  Before proceeding however, let us hear what Jean Piaget had to say in 1969 in a chapter of his book Science of Education and the Psychology of the child in the chapter entitled The new methods: Their psychological foundations.

“… the active methods are much more difficult to employ than our current receptive methods. In the first place, they require a much more varied and much more con​centrated kind of work from the teacher, whereas giving lessons is much less tiring … 

… Secondly, and above all, an active pedagogy presupposes a much more advanced kind of learning, and without an adequate knowl​edge of child psychology (and also, where mathematics and phys​ics are concerned, without a fairly good knowledge of contempor​ary developments in those disciplines), the teacher cannot properly understand the students' spontaneous behaviours, and therefore fails to take advantage of reactions that appear to him quite insig​nificant and a mere waste of time. The heartbreaking difficulty in pedagogy is in fact, that the best methods are also the most difficult ones: it would be impossible to employ a Socratic method without having first ac​quired some of Socrates' qualities, the first of which would have to be a certain respect for intelligence in the process of development.

… The new methods are those that take account of the child's own peculiar nature and make their appeal to the laws of the individual's psy​chological constitution and those of his development. The criterion upon which a distinction between the two kinds of education is to be based should therefore be sought, not in the use made of any particular feature of the child's mentality, but in the general conception that the educator forms of the child in each case.. …

… From such a point of view even the most individual kinds of task performed by students (writing an essay, making a translation, solving a problem) partake less of the genuine activity of spontaneous and individual research than of the imposed exercise or the act of copying an external model; the student's inmost morality remains fundamentally directed toward obedience rather than autonomy. Whereas, on the other hand, to the degree in which childhood is thought of as endowed with its own genuine form of activity, and the development of mind as being included within that activity's dynamic, the relation between the subjects to be educated and society becomes reciprocal: the child no longer tends to approach the state of adulthood by receiving reason and the rules of right action ready-made, but by achieving them with his own effort and personal experience; in return, society expects more of its new generations than mere imitation: it expects enrichment.”

Differentiated instruction makes its entry in colleges 

Ulric Aylwin
In the classroom, student diversity assumes many forms: levels of intellectual development, learning styles, culture, age, degrees of motivation, etc.  The teacher can, to a certain extent, respect this diversity by varying a number of elements: the way information is dispensed, the cognitive capacities required of the students, the content, the exercises and the teaching strategies.

The term “differentiated instruction”,  MERGEFIELD pédagogie_différenciée  adopted officially in France in 1979
 refers to a pedagogical organization destined from the start, to allow professors and students at high-school level to overcome problems resulting from a return to mainstreaming, as opposed to the previous academic classification system where students were oriented toward a “reduced”, “full” or “enriched” curriculum.

Differentiated instruction as seen in the French model focuses on diagnosing student competency level, in each subject matter.  With this information, sub-groups are formed which can take advantage of a “different” style of learning,  MERGEFIELD différente  based on their identified needs.

The four principal works on this subject are those of Louis Legrand
, Philippe Meirieu
, Sylvie Mersh-Van Turenhoudt
 and Halina Przesmycki
. 

There will be no references to these works in this section because the difficulties we are beginning to encounter in our colleges differ from those encountered in the French college system.  For instance, the differentiation strategy recommended by the four French authors only stresses certain aspects of group heterogeneity. Also, the proposed pedagogical organization is not compatible with the existing administrative framework in our cégeps.  

On the other hand, our colleges are now facing the same widespread phenomenon that permeates our secondary levels, that is, vast differences within student groups.  Differences that are forcing an ever-increasing number of teachers to try and “differentiate the teaching”  MERGEFIELD différencier_la_pédagogie they dispense.  

THE CONCEPT OF DIFFERENTIATED INSTRUCTION
The expression “differentiated instruction” MERGEFIELD pédagogie_différenciée  is relatively new. It was originally popularized by Louis Legrand and then by Philippe Meirieu, to emphasize the need to take into account the many “differences” MERGEFIELD différences  between students.  

We can use the more traditional wording of “personalized instruction”
, = <  MERGEFIELD note_6  >\* MERGEFORMAT 
 but there is good reason to stress the “differences” MERGEFIELD différences  that exist not only among individuals, but also among sub-groups.  

What is personalized or differentiated instruction?
“The personalization of instruction” is the creation of conditions that maximize the odds that each student will master the learning objectives, because they take into account his prior knowledge and enable him to arrange a good part of his learning activities in space and time, to proceed freely at his own pace and to easily receive an abundance of feedback (both quantitative and qualitative) which is useful for him
.”  

“The differentiation of instruction is a diagnostic and adaptation activity that takes into account the reality and diversity of its public
.”   =AND(AND(,  MERGEFIELD à_un_moment_donné ,  MERGEFIELD dans_une_classe ,  MERGEFIELD les_élèves_s ' MERGEFIELD adonnent_à_des_activités_diverses ,  MERGEFIELD précisément_définies_pour_chacun_d ' MERGEFIELD eux ,  MERGEFIELD correspondant_à_leurs_ressources ),  MERGEFIELD à_leurs_besoins...  )<  MERGEFIELD note_9 >\* MERGEFORMAT 

“Differentiation [is] the fact that, at a given moment in a classroom, students engage in diverse activities that are precisely customized for each one and correspond to their resources and needs… 
.” 

Differentiated instruction was officially defined in 1979 as that form of education which, “while working with the same total number of students in the classroom, forces the teacher to vary the vocabulary he uses, the methods he employs as well as the nature and difficulty of the exercises presented to the students
.”

In short, differentiated instruction offers simultaneous learning activities that vary according to the differences present in the group.

A VARIETY OF DIFFERENCES

Teachers have always noticed important differences between students; but several factors have recently broadened the range of these differences and accentuated them.

Recent studies on the brain, the nature of intelligence and learning processes have identified a number of hitherto unknown differences.

In addition, the disappearance of groupings by skill levels (reduced, full and enriched) or by vocational guidance channels has saddled teachers with integrated groups that are highly heterogeneous.

Also, the democratization of education has led to classrooms of students from different social groups, with cultural interests and ideals vastly different than those of formerly identified minorities.  

Fourthly the return of many adults to school introduces dynamics that can be difficult to manage for the teacher.  

Lastly, the increasing number of students from vastly different ethnic groups accentuates the variegated character of the student population.

Let us examine in greater detail the diversity resulting from all these factors.

Gestalt and the levels of cognitive development

Seven multiple intelligences (Gardner)

After numerous observations, psychologist Howard Gardner identified seven multiple intelligences relatively independent from each other, seven categories of cognitive skills and, consequently, of academic interests
; they are: logical-mathematical, verbal-linguistic, musical-rhythmic, visual-spatial, bodily-kinaesthetic, interpersonal, and intrapersonal.

Unfortunately, teaching practices currently in use are primarily of the verbal-linguistic and logical-mathematical types, which constitutes an intellectual handicap and demotivation factor for students more endowed in other forms of intelligence.  
Field dependent (Witkin) 

Herman A. Witkin and his collaborators
 have shown that students are divided, relatively speaking, between two modes of perception of reality: those who are influenced by the stimuli of the situation (field dependent), and those who retain only the information or environmental stimuli that are relevant to what they consider to be the goal of the study or the work (field independent).  Consequently, a teacher needs to be more explicit for “field dependents” MERGEFIELD dépendants_du_champ  as to objectives and limitations, while allowing greater freedom to roam, so to speak, to those who are “field independent” MERGEFIELD indépendants_du_champ .  

Cognitive development stages (Piaget) 

Among the various stages involved in the development of intelligence, the concrete-operational and formal-operational stages are crucial for college studies. However, it has been shown that student development varies on these points, i.e. they can be at the concrete stage in a given field and at the formal stage in another, hence the need for education which works on both levels.  

Cognitive structures (J. Bruner) 

Jérôme Bruner
, one of the founders of cognitive psychology, brought to light the knowledge that during the first months of life, a child is constantly seeking to understand the world around him, by building models, forms and categories so he can interpret the realities he encounters.

When a student arrives at school or college, he has already constructed tens of thousands of “interpretative models”  MERGEFIELD schémas_interprétatifs exclusive to him.  All the more reason to implement an academic system that will enable each student to access his own explanatory models!  This type of education is characterized by the fact that each student will be able, in most cases, to access knowledge in his own way.

Learning styles 

The distinction between forms of intelligence and learning styles may be debatable, but considering the abundance of theories and models in this field, we will cover this subject separately.  

The four learning styles of Kolb  

David Kolb created a model that breaks down the “learning cycle” =' MERGEFIELD apprentissage \* MERGEFORMAT 
 into four stages: Concrete Experience, Reflective Observation, Abstract Conceptualization and Active Experimentation.

Kolb noted that individuals find it easier or have a propensity to invest in one stage or another of this learning cycle, which led him to identify four learning styles
.

The diverging style lies somewhere between the experiential and reflection stages; this person likes concrete situations and many different viewpoints; this person prefers to watch rather than do.  

On the opposite side is the converging style that combines conceptualization and experimentation; this person seeks concrete application of theories and is gifted at problem solving.

The assimilating style combines thinking and conceptualization; this person is skilful at developing abstract concepts and excels at synthesizing highly diversified information; this person is keener on cognitive activity than on social interaction.

Finally, the accommodating style combines experimentation and concrete experience. This is a hands-on person who wants to be part of the action and who is able to rely on information and assistance provided by others.

The sixteen types of Briggs Myers  

Isabel Briggs Myers identified eight tendencies or cognitive preferences for processing data: extraversion or introversion; sensing or intuition; thinking or feeling; judging or perceiving.

By combining these eight dominants, Briggs Myers defined sixteen psychological types
.

For example, type ISTJ (introversion, sensing, thinking, judging) is serious, calm, concentrated and applies himself. He is practical, methodical, logical, realistic and reliable.  He is very different from type ESFJ (extraversion, sensing, feeling, judging) who is warm-hearted, loquacious, well-liked, a born collaborator, committee member and eager to serve, not very interested in abstraction and technical details.  

From these examples we can see the complexity arising from sixteen different types of students. It creates the necessity, on one hand, to successively vary teaching approaches to support the various types of learning and, on the other, to allow the student to master the learning process as much as possible on his own by allowing him to study according to his own style.

Auditory, visual and kinaesthetic personalities

The distinctiveness of the Auditory-Visual personality was demonstrated by Doctor Lafontaine
; and again by Garanderie
; it is also mentioned, in a different form, by the founders of neurolinguistic programming who identified the body-kinaesthetic dimension
. 

Culture

Let us first distinguish between two cultural types: ethnic groups and social groups.  

Ethnic differences are obvious.  It is important however, to note the rapid growth in the number of students coming from increasingly varied cultural minorities.

The expression “social cultures” encompasses the differences in cultural references among students from very different physical, financial, cultural, social, and professional environments.

Age

The school population is evolving rapidly; in certain technical programs, more than half of the students are adults who come from the labour market with expectations and experiences that are very different from students fresh out of high-school.

Other individual traits

Preparation

Prior knowledge and competencies vary from one student to the other.  

· From a quantitative standpoint: depending on the school of thought or on the professors who taught the preceding courses, the range of knowledge can vary significantly.
· From a qualitative standpoint, students are distributed over a long continuum that ranges from simple memorization and mechanical application of knowledge and formulas to the comprehension of principles and theoretical assimilation.  

· From a perspective of cognitive capacity: some students do not know how to study or use reference sources, some read and write with difficulty, whereas others readily acquire the capacity for cognitive work. 

Motivation  

Certain students are intrinsically motivated. They want to know and assimilate as much material as possible. Others only study if external pressure is applied.  

According to students, this is because studies in general and some courses in particular do not relate to their personal values.  

Moreover, the professional orientation of each student means that courses do not carry the same weight for all.  

In addition, subjective interests differ even among equally motivated students:  each will react differently to the subject matter, the work and the methods used.  

Learning rate

For all the reasons mentioned above, individual rates of comprehension, memorization, assimilation, problem solving, writing and more, will vary considerably from one student to the other.  

The preceding information clearly shows that differences between students are numerous and profound.  We will see how a professor can take up the challenge of creating learning situations that will allow all these differences to co-exist and thrive within the same group of students.  
OVERVIEW OF DIFFERENTIATED INSTRUCTION  

Differentiation can take various forms; we have identified four pairs.  

Simultaneous or successive 

Differentiation is simultaneous when different exercises are given at the same time to various sub-groups, according to their interests, competencies and learning rate. Some may be working on case studies, others responding to questions about a text, or comparing and correcting their respective tests, endeavouring to solve a problem, etc.  It can also be simultaneous when the professor uses different media:  speech, transparencies, texts, objects; or, when students perform several tasks at once:  reading, discussion or writing in sub-groups, which call upon a variety of cognitive capacities.  

Differentiation is successive when variety is occurs in stages: lecture, then individual exercises, then discussions in sub-groups, then plenary sessions, then tests, then homework, etc.; or, in the sequence of cognitive capacities: definitions, case studies, applications, problem solving, etc.; or, in other variations spread out over a given period of time.

Simultaneous differentiation is obviously more difficult to realize but it is the form of differentiation that respects most closely, in a continuous way, all the individual disparities present.  

Collective or individual

When all students are subjected to the same form of differentiation, it is said to be collective, as in the case of media used by the professor in front of the entire group, or identical tasks required from all the students, or the same stages for all, etc.  On the other hand, when each sub-group or student has its own objectives, content, exercises, form of expression, allotted time and more, differentiation is said to be individual.  

It goes without saying that individual differentiation takes personal characteristics into account more so than collective differentiation.

In the classroom or outside the classroom

Differentiation in the classroom requires complex organization since it is necessary to manage a variety of activities taking place at the same time, in the same place and lasting the same amount of time. 

Differentiation outside the classroom takes place simultaneously but in several locations (library, laboratories, workrooms, classrooms, etc.) or at different locations and times other than regular classroom hours. This differentiation is easier to manage since each student or sub-group is responsible for their own work.  

Minimum or maximum

Differentiation is said to be minimum when it limits itself to offering collectively, in the classroom, a variety of means of information, styles of interaction, intellectual operations, learning approaches and exercises. 

Maximum differentiation offers each student the choice of teaching strategy (course, tutoring, teamwork…), content (based on choices offered), rate of study (within the trimester), form of evaluation and production (based on conventions), and so on.

For example, we could say that a professor, who presents the course contents to students using a variety of media, encourages the students to use their cognitive capacities and varies the aspect of the subject matter, is practicing a collective and simultaneous differentiated instruction in class but at a minimal level.  

On the other hand, a professor who offers a choice of tutoring or teamwork outside the classroom or meetings in the classroom, the choice of five subjects among a list of fifteen, a choice between three kinds of final productions, and the choice of the duration of the learning… could be said to be practicing maximum differentiation.  
THE NATURE OF DIFFERENTIATED INSTRUCTION

No professor, regardless of how skilful or experienced he may be, can take into account all the differences among all his students if he is the person who carries out most of the cognitive activities in the classroom.  

As shown above, the quantity and depth of differences between students is such that any academic organization centered on the professor can only offer differentiated instruction on a very minimal level.  Thus, it is important to transfer this responsibility to the student, by allowing him to assume responsibility for the stages and aspects of his own acquisition of knowledge.  Each individual thinks and learns in a unique way that respects his own natural form of intelligence, cognitive style and learning rate as well as all other characteristics exclusive to his personality.

In concrete terms, this means it is necessary to transform the current schooling environment where the professor is responsible for 90 percent of the preparatory work, presentations, content management and evaluations, into an organization where 90 percent of all these operations will be assumed by the individual student.  There is a simple criterion to use for measuring this: every teacher knows from experience that knowledge they thought they had acquired as a student often had to be re-learned when it was needed for teaching. This criterion consists simply in verifying that the student can accomplish for himself or his peers, the tasks or cognitive activities of the teacher.

POSSIBILITIES OF DIFFERENTIATED INSTRUCTION

How can we differentiate instruction? What aspects can we vary? There are a number of opportunities or sources of variation.  We have listed several below. It will be up to the professor to combine these elements into various strategies to achieve a concrete differentiation.  

Groupings

The students can work in various configurations: together, in plenary sessions; or the class can be divided into two groups or various sub-groups based on group makeup: strong and weak, male/female, younger students and adults, ethnically diverse and homogeneous; sub-groups can vary in size: 5, 4, 3 or 2 persons; or students can work individually.  

This aspect of grouping may seem commonplace or even irrelevant as regards differentiation, but this is not so.  Cognitive capacities, learning styles, ways of interacting, assimilation rates, levels of responsibility and others vary greatly from one group to another; and allow for the development of very different personal potentials.  

Communication means

This subject may also seem commonplace, but again, not so.  Different channels used to transmit information are “charged” with MERGEFIELD chargés  cognitive significance and cultural experiences that differ greatly:  the spoken word (of the professor, peers, lecturers or various guests); texts; the blackboard or hard copies; transparencies; slides; audio tapes; videotapes; films; course materials; objects, various apparatus and models.  Different means of communication call upon different habits, abilities and intellectual resources.  

Actions

Any activity undertaken by students offers them an opportunity to put their own resources to good use. And, despite the apparent simplicity of these actions, it is important to ensure a variety of them in the classroom.  

Actions such as listening, moving around, changing places, looking at, imitating, speaking, drawing, reading, sensing, handling and even tasting objects relate to the dominant behaviours mentioned earlier in the section on learning styles. These actions also touch upon another kind of variation and source of differentiation: cognitive capacities.
Cognitive capacities

The study of the forms of intelligence (as seen above) led us to become aware of the diversity of perception modes and ways of processing data. It is therefore important to create a sufficient number of cognitive activities that will allow students to use their own way of thinking:  memorization, recall, observation; to identify, name, describe, define, analyze, compare, classify, summarize, synthesize, schematize, make, demolish, remake, reformulate, transpose, interpret, foresee, extrapolate and finally, imagine the situation as though the goal were reached; and then evaluate, critically assess, create, induce, deduce, conclude, use problem solving, find fields of application, apply and examine the mental process used (metacognition), meditate, and visualize.

The above list can be used as a checklist for assessing to what extent our pedagogical organization either confines itself to certain operations or truly challenges the different facets of intelligence on a regular basis.  

Contents

There are two ways to view contents:  variation and differentiation.  

 
Variation consists in not having the student’s brain focus on the same type of content for too long a period of time.  This prevents fatigue and loss of interest, and also avoids addressing for too long the same “type” of learner.   We can consider, for instance, the following list of possible contents:  Facts and data.  Ideas, concepts and terminology.  Principles, laws, rules and theories.  Approach, method and process. Examples, applications and transpositions.  Viewpoints, attitudes and values.  Historical and prospective aspects.

By examining current teaching practices based on this list, we see that the tendency, in a two-hour course for instance, is to spend the first hour on facts, concepts and principles; and spend the second hour on examples, applications and transpositions, instead of following a successive spiral approach where all the bases could be covered during the presentation of each idea or concept.  

The differentiation of contents is another thing entirely:  it is the attribution of different contents, in whole or in part, to each sub-group or student based on their objectives, interests and capabilities.  This type of differentiation can be done for all the students or only a few, for the entire duration of the course, or a portion of the course content.

Exercises

Identify key words/concepts, write one or more questions dealing with the previous course, on the text..., find the critical incident, write a summary sentence, identify the fundamental concept, define key words/concepts, build a concept pattern, undertake the construction of a concept, identify the question which would have led to such or such an answer, find examples of a law, create exercises for the application of a principle, identify a law or principle, solve problems following such or such an example, separate and reconstruct each description starting from a list where statements relating to two cases are mixed up, do a case study, assemble montages, build and invent situations, case studies, sequences, possibilities, find the missing pieces, the errors or foreign elements, do some brainstorming, identify the ins and outs of a situation, organize a debate, make use of material imagery, have the students prepare questions for an interview with their professor.
Each type of exercise calls upon the students’ intelligence and experience in a different manner, hence the importance of varying the activities. The majority of these exercises can be of short duration, a few minutes; or they can extend to more than one hour, be done in the classroom or outside the classroom; they lend themselves well to both oral and written formats; they can used for formative and summative evaluations; and finally, they can be differentiated, in terms of content or requirements, for different sub-groups.  

Teaching formulas

This is one of the most important sources of opportunities for differentiation.  

As regards teaching formulas, we cannot overemphasize that each one has specific conditions of use and effectiveness.  In the absence of these conditions, failure is almost assured and the dissatisfaction of all an inevitable result. Each formula requires specific documentation and the appropriate “student guidebooks” =' MERGEFIELD élève \* MERGEFORMAT 
.

These teaching formulas are:

The presentation (formal or abstract, with or without media, continuous or in sections) Questioning (open or closed questions, structuring questions, rhetorical questions) 

Teamwork  

Tutoring  

Modular learning 

Programmed instruction 

Self-managed learning

Panels  

Seminars 

Discussions, debates

Games and simulations, role playing

Demonstrations  

Laboratories  

Training courses  

Projects in the work environment

Investigations  

Case studies

Research

Individual reading

Logbook

Various written productions

Learning rates

For many, the hardest difference to manage among students is their individual learning rates.  This difficulty is experienced on two levels.

First:  the unfolding of a lesson.  

Let us consider two typical methods: the presentation and work in sub-groups.

One of the disadvantages of the presentation is that it attempts to reach students who differ widely in preparation, interest levels, cognitive styles and learning rates in a similar manner. The solution is to systematically interrupt the presentation, every twelve or fifteen minutes to take an “assimilation-break” =- MERGEFIELD assimilation \* MERGEFORMAT 
.  These breaks can be used to work on exercises provided beforehand to the student.  They also take into account individual learning rates as each individual can regain a firm footing during these periods. 

Work in sub-groups is also characterized by an even more noticeable contrast in individual learning rates.  The solution is threefold:  Initially, limit the duration of the work stages.  For example, instead of assigning three questions during a 45-minute period, assign one question for study every 15 minutes so as to be able to frequently assess and reorient the group from a common starting point. Then, plan for additional instruction and guidebooks for sub-groups that are more or less at a disadvantage vis-à-vis the contents.  Finally, prepare more difficult or complex questions for the sub-groups who have finished the work more quickly.  

Second: during the trimester

The challenge here is to give slow learners with gaps in their knowledge and those who need more time to assimilate, the opportunity to stay “abreast” without slowing down the overall group and making sure that every participant is present at the finish line.  

We would like to make two comments relating to the above. First, there are limitations to the gaps in prior knowledge that can be taken into account: students who are too weak should be steered towards the required academic upgrading.  Secondly, we cannot guarantee that all will benefit from differentiated learning rates and achieve the minimal course objectives at the finish line.

Having expressed these reservations, here are some ways to take into account the diversity in learning rates.  

The initial and ongoing diagnosis  

During the first week of courses, it is important for the professor to identify where each student stands in relation to the knowledge and skills required for the course, and that the student himself recognizes this.  On the basis of the diagnosis, the professor will offer suggestions and instruction to the student and make his final decisions regarding the organization of the trimester.  

Thereafter, at least once a week and usually during the class, the professor should check each student’s mastery of the subject matter through the use of formative evaluation.  This enables the student to know where to exert his efforts and the professor is able to identify the type of help the student requires. 

Self-teaching 

Once individual student weaknesses are recognized, it is necessary to be able to offer the students some remedial tools.   This implies that the professor has self-teaching tools at his disposal that the student may need in connection with some of the major difficulties he is likely to encounter
. These tools can be: 

· A study guide. These guidebooks for specific learning gaps guide the student to the documentation he needs, where to find it, the order in which to proceed and how to self-evaluate.   
· Course notes on content that needs to be reviewed.   
· Various checklists on questions to ask oneself, stages to complete, criteria to respect, etc.

Inter-teaching

It is necessary to systematically access the resources offered by the students themselves.  We can resort to the timely assistance of a more advanced student, or we can regularly pair up students in difficulty with students who are better able to master the subject matter
.

Remediation periods

In this situation, the general academic organization is significantly altered.  Two levels of remediation are possible: 

· Initial remediation 

A typical example of this type of remediation for learning gaps would be that of a science course in which several students are lacking well-defined portions of the prerequisites. Once the diagnosis has been made, two options are presented for the first three weeks of the course: a) students who are not sufficiently prepared receive intensive teaching in order to bring them up to par; and b) more prepared students follow an enriched study plan with content that is not essential to the course but highly useful for their future studies. This is a solution for everyone.  And this formula can be used over a long or short period of time.

· Periodic remediation

This consists in putting aside a certain number of weeks during the trimester, during which time the course is devoted to bringing slow starters up to speed and providing activities that promote deeper learning for quick learners.  

Phasing of performance levels  

Each course includes a minimum content applicable to all as well as optional contents; and also a minimum and a maximum level of performance for each of the contents.  Differentiation can play a key role here.

In terms of content, we must recognize two borders:  one, below which passage to the next course is prohibited; and the other one, still quite a distance away, that corresponds to a desired ideal, that is not necessarily to be reached during the course.    This is a key distinction, which it makes it possible to keep students in the group who will only assimilate the minimum of contents required, whereas others will maximize their potential as regards the contents of the course.  In such a case, it is a matter of setting objectives that exceed more or less the minimum requirements for students in difficulty and to propose more challenging objectives for more capable and motivated students.

As we have seen, this can be done in the classroom through the use of enrichment exercises. It can also take place at the time of initial or periodic remediation; or it may be carried out within various work projects. It can also be achieved through the use of different-level goals among which students can choose.

In terms of requirements, we can suggest challenges that are more or less demanding. For example, certain students may be asked to use only their memorization and ability to apply scientific formulas; whereas others would be asked to master the meaning of the formula as well as the principles from which it emanates.

To conclude this long list of differences in learning rates and ways to respect them, we can affirm that it may be the single aspect that poses the greatest challenge because it raises questions about the objectives, the content and the general organization of the course.
CONCLUSION
It has probably become obvious while reading the various possibilities and suggestions presented in the text that all of this cannot be accomplished within a single pedagogical organization.

The final choices will be guided mainly by the specific constraints relative to the course in question.  However, whatever the context, it will always have to incorporate the following three major characteristics:

First, we have to vary education with the greatest number of aspects in order to simultaneously reach the majority of students, and make sure it is spiralled, i.e. that it calls into play in successive manner the various learning stages for each important concept as suggested by Kolb: a) Concrete Experience, b) Reflective Observation, c) Abstract Conceptualization and d) Active Experimentation.

Secondly, we must be able to offer the necessary means and remedial steps for students who are less well prepared and for slower learners.  As well, we must plan for enrichment work for the students who are faster, more advanced and eager to broaden their knowledge. 

Thirdly, we must always seek to put the student at the centre of the teaching activity, on one hand because only the student can actualize his learning and, on the other hand, because ultimately, only the student can differentiate learning, i.e.  by using his own brain, at his own rate, and in his own way.
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