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CORE FUNCTION EFFECTIVE INDICATOR

The district supports a student-centered

approach and provides an instructional
Instructional Excellence and framework based on learner profiles

Alignment that inform individualized learning paths

and competency-based progression in a
flexible learning environment. (6829)

Dimension A

Explanation: Student-centered learning offers the potential to help students engage in deeper learning to acquire the
competencies needed for 21 century success. Personalized, competency-based learning can provide an instructional
framework to individualize learning pathways and allow students to achieve mastery, progressing at their own pace with-
in flexible learning environments. While very little research exists on whole-school personalized learning models, exten-
sive support can be found for the individual components of these student-centered models. Districts must identify and
select those components with rigorous research backing, monitor and identify implementation successes and barriers,
and monitor student performance to ensure equitable student outcomes.

Questions: Does the district’s published instructional framework reflect each of the four pillars of personalized, com-
petency-based education at each school level (elementary, middle, and high)? What evidence can the district show to
demonstrate that it supports a student-centered approach in each of its schools? How can the district collect information
to document how each school is using student-centered approaches? Who can or will be in charge of monitoring imple-
mentation and tracking results? How will the resulting information be shared and used to support schools? What process
does the district use to identify research-supported student-centered innovations? Do teachers have the data and training
they need to personalize instruction, and do data systems operate as intended to maximize student learning and the pro-
ductive use of teachers’ time? What processes are schools using to identify suitable instructional materials for personal-
ized learning ? How will the district monitor student performance and ensure equitable instruction and student outcomes?
What steps are district leaders taking to work with state leaders to ensure that mastery learning approaches do not
conflict with age- or grade-based assessments, standards, and accountability? What other district policies and practices
must be reviewed to ensure their consistency with, and support of, student-centered learning?

Many researchers and educators are calling for a move away from traditional, one-size-fits-all factory approaches in
which students move from grade to grade with a wide range of competencies, with many advancing with large gaps

in their knowledge and skills that cause them to fall further and further behind (e.g., Haynes et al., 2016; Le, Wolfe, &
Steinberg, 2014). Students are often entering the workforce with insufficient knowledge and/or skills, or entering college
unprepared for rigorous academic work, and ultimately failing to attain a college degree (Frost & Worthen, 2017; Ham-
monds & Moyer, 2018). To thrive in the 21 century, students need to develop an expanded set of competencies that
include “the mastery of core academic concepts, as well as analytical thinking and problem-solving skills, intrapersonal
and interpersonal skills, and the capacity to transfer learning to new problems and contexts” (Surr & Redding, 2017, p.
1). These new competencies have been referred to in the literature as “deeper learning” (e.g., Hoffman, 2015; Mehta &
Fine, 2015; Noguera, Darling-Hammond, & Friedlaender, 2015; Pellegrino & Hilton, 2012) and “personal competencies”
(Redding, 2014, 2016).

In order to expand competencies to better prepare students for college and/or career, many researchers and educators
are calling for student-centered instructional approaches that individualize instruction to meet each student’s strengths
and challenges, while continuing to hold high expectations for all learners (Friedlaender et al., 2014; Le et al., 2014).

Student-centered approaches are based on evidence from the cognitive and learning sciences and youth development
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that demonstrates positive learning outcomes for students when 1) education is personalized to their needs; 2) they
advance upon mastery of clear learning targets; 3) they are provided with a range of both in- and out-of-school learning
experiences; and 4) they can exert voice, choice, and agency into learning experiences (Hinton, Fischer, & Glennon, 2012;
Jobs for the Future, 2013; Le et al., 2014; Toshalis & Nakkula, 2012). Personalized Learning (PL) and Competency-Based
Education (CBE) movements overlap in practice and are based on enhancing the degree to which K-12 education is
student-centered to ensure positive and equitable learning outcomes for all students. North Carolina’s conception of stu-
dent-centered learning rests on four pillars of PL/CBE: learner profiles, individualized learning paths, competency-based
progression, and flexible learning environments (see Glowa & Goodell, 2016). A review of these components and how
they are complementary and intertwined, as well as an overview of research, follows.

Defining Personalized Learning and Competency-Based Education

PL has been defined in various ways in the literature and overlaps with CBE in several features, which has often led to a
lack of understanding among educators seeking clarity (Cavanaugh, 2014; Twyman, 2014). Twyman and Redding (2015)
describe learner-centered, or PL as “a teacher’s relationships with students and their families and the use of multiple
instructional modes to scaffold each student’s learning and enhance the student’s personal competencies” (p. 3). The
student is actively involved with the teacher in co-constructing their individualized learning pathway, and the location,
time and pace of learning may vary from student to student (Redding, 2016). PL also enables student voice and choice
regarding what, how, when and where they learn, while also tailoring learning for their individual strengths, needs, and
interests; all of these practices are consistent with research on learning, motivation, and engagement (Gross, Tuchman,
& Patrick, 2018; Le, et al., 2014, Patrick, Kennedy, & Powell, 2013; Toshalis & Nakkula, 2012). In order to implement PL
and CBE at scale, the use of technology is often (but not always) essential (Patrick et al., 2013). Attributes of a PL model
include (Pane, Steiner, Baird, & Hamilton, 2015):

e Learner profiles that capture individual students’ strengths, weaknesses, skills gaps, and interests and aspirations;

¢ Personal learning paths that provide diverse learning experiences matched to students’ needs and consistent with
their learning goals and objectives;

¢ Individual mastery of learning goals and objectives with continuous assessment of progress and advancement based
on demonstrated mastery (competency-based progression); and,

¢ Flexible learning environments with multiple instructional delivery approaches that optimize available resources to
support student learning.

PL and CBE go hand in hand, as described by Lopez et al. (2017):

Personalized learning relies on the competency-based structures that produce consistency in validating
proficiency based on student work, and careful monitoring of pace and progress. This consistency and
monitoring is important for districts and schools becoming accountable for student success. Personal-
ization without a competency-based system has the potential to perpetuate and, in some cases, even
exacerbate inequity. Competency education without personalization means that students will not receive
the instruction and support they need to learn. While the design of competency-based structures and
personalized learning practices naturally support equitable education, realizing this goal requires inten-
tionality. (p. 15)

Personalized CBE frameworks often include flexible uses of time both during and outside of the traditional school day
and in formal and informal settings, and places an emphasis on learner agency by giving students some choice in how
they engage with core content and demonstrate their competencies (Le et al., 2014). PL often necessitates the use of
technology in order to implement practices at scale; however, digital tools should never substitute for the student’s
relationship to the teacher and other students, but instead should serve as a tool to enhance already proven effective
pedagogy (Le et al., 2014; Pane, 2018; Redding, 2014). In fact, some schools are incorporating social-emotional skills and

1 Personal competencies refer to the cognitive, metacognitive, motivational, and social-emotional research-based
learning habits necessary to propel learning regardless of context. The personal competencies framework was developed
at the Center on Innovations in Learning (CIL) (see Redding [2013] for more information). Personal competencies can

be compared with deeper learning competencies advocated by the William and Flora Hewett Foundation (see National
Research Council, 2012; Pellegrino & Hilton, 2012).
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nurturing stronger relationships with students’ families, which are also important predictors of postsecondary success, as
strategies within PL (Pane, 2018).

Research on Personalized Learning Models

Proponents of PL acknowledge that the research support as a schoolwide model thus far is sparse (e.g., see Herold,
2016; 2017; Pane, et al., 2015; Pane, Steiner, Baird, Hamilton, & Pane, 2017; Pane, 2018). However, indirect research
support can be drawn from studies addressing several of the foundational components of CBE and PL. An overview of
the research on student impact and implementation at the state and national levels is presented below, followed by a
brief summary of research support for the underlying components of PL and CBE, and important considerations for their
implementation.

Several studies conducted by RAND Corporation researchers examined the impact of PL approaches on students’ math-
ematics and reading test scores in a series of quasi-experimental studies (Pane et al., 2015, 2017). Schools were funded
through a variety of Gates Foundation initiatives that emphasized PL as a key school-wide approach, and were located

in urban areas with large percentages of low-income minority students. Schools were free to select PL approaches (e.g.,
learner profiles, personal learning paths, competency-based progression, and flexible learning environments) appropri-
ate for their contexts and student populations, and implementation varied across schools. The researchers found that
students in PL schools outperformed similar students in non-PL schools by approximately three percentile points on
average in both reading and math, although only the math estimate was statistically significant. However, effects for in-
dividual schools varied widely (Pane, 2018), suggesting wide variation in implementation across schools. Implementation
challenges have been reported in a recent study of PL implementation (Gross & DeArmond, 2018).

Haynes et al. (2016) conducted quasi-experimental research that compared the implementation of CBE practices in
CBE-focused high schools and similar comparison schools that had not implemented CBE, and examined changes to ninth
grade students’ learning capacities (academic mindsets and dispositions, self-regulated learning, and academic behav-
ior). CBE practices, including the provision of clear learning targets, credit-earning opportunities beyond the classroom,
and use of varied instructional strategies, were strongly linked to increases to students’ intrinsic motivation. Steele et

al. (2014) also used a quasi-experimental design to examine implementation and outcomes in three pilot technology-in-
fused CBE programs within five urban school districts serving large proportions of low-income or minority students.

CBE models that emphasized student choice and project-based learning were more successful than those emphasizing
proficiency-based grading or flexible pacing; however, the researchers were unable to make causal connections between
these practices and student outcomes.

Much more research is needed to address the impact of PL/CBE schoolwide models; however, support for components
of these models can be found when examining research from the learning sciences and motivation fields.

Research Support for the Components of Personalized Learning

While there is little research on CBE/PL itself, theory and research within the cognitive/learning sciences and motivation
fields support many of the components of these structures, suggesting that they have the potential to positively im-

pact student learning (Laine, Cohen, Nielson, & Palmer, 2015; Lopez et al., 2017; Summit Learning, 2017). For example,
mastery learning, a key component of PL/CBE models (individualized learning paths, competency-based progression), has
been shown to enhance student achievement, particularly for academically weaker students, and short- and long-term
retention of what is learned (Kulik, Kulik, & Bangert-Drowns, 1990, as cited in Laine et al., 2015; Pane, Griffin, McCaffrey,
& Karam, 2014). In addition, Hattie’s most recent meta-analyses of research demonstrates that mastery learning-based
instructional strategies have potential to accelerate student achievement (Hattie, 2018). Vygotsky’s (1978) theory of the
zone of proximal development is consistent with mastery learning and also supports the use of learner profiles, and sug-
gests that students learn best when they attempt to learn content they are ready for because they have already acquired
the prerequisite skills. Many low-performing students in non-mastery-based learning environments work frequently
outside of their zone, leading to knowledge and skill gaps (Pane, 2018). Pane (2018) describes the potential benefits for
PL for these students:
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In contrast, personalized learning instruction, which is designed to have students work in their zones of
proximal development and master material before moving on, could lead to better learning and reten-
tion. In this approach, students should experience greater success, gain confidence in their abilities, and
be better prepared to continue experiencing success on the material they move to subsequently. There
are also possible benefits for high achievers who might not be adequately challenged in non-mastery-
based systems if they are constrained to work at the pace of their peers. (p. 7)

Allowing students to engage primarily in self-paced learning will likely be ineffective; flexible pacing ensures that stu-
dents learn academic material at a suitable breadth and depth (Kirschner & van Merriénboer, 2013).

Student-centered systems have the potential to contribute positively to students’ motivation. For example, PL provides
an opportunity for students to have some degree of choice and control over their learning, as they are involved in the
creation of individual learning pathways that honor their interests and aspirations (Redding, 2016). Motivation and
engagement are likely to increase when students are given some (but not too much) choice, control, and appropriate
challenge to meet and exceed learning standards (Goodwin, 2010; Patall, Cooper, & Robinson, 2008; Toshalis & Nakkula,
2012). A meta-analysis of 41 studies revealed a strong link between providing students with choices and their intrinsic
motivation, task performance, and willingness to accept increasingly challenging tasks (Patall et al., 2008). In fact, a re-
cent study demonstrated that competency-based practices were associated with increases in intrinsic motivation in high
school students (Haynes et al., 2016). Providing some choice within personalized learning systems may also positively im-
pact students’ sense of autonomy within the learning process (Ferlazzo, 2017; Stefanou, Perencevich, DiCintio, & Turner,
2004); however, too much choice can be detrimental (see Kirschner & van Merriénboer, 2013). Developmental psycholo-
gy evidence suggests that students entering middle and high school are ready to assert their autonomy; however, often
few meaningful opportunities are available for them to take ownership of their learning (Farrington et al., 2012).

What Should Districts Consider When Implementing Student-Centered Personalized Learning Approaches?

Pane (2018) suggests several guiding principles as districts and schools work to incorporate student-centered approaches
such as personalized learning:

1. Look for teaching/learning innovations with demonstrated positive effects (e.g., adaptive learning products); use
sources such as IES’s? What Works Clearinghouse for innovations with rigorous research support.

2. When research evidence is scarce or nonexistent, evaluate potential PL components based on how they support
what is known about cognitive/learning sciences and motivation, and rule out those without support.

3. Make sure instruction makes productive use of students’ time and attention, through research-based processes
such as “individualized attention, content at an appropriate level, and pacing based on mastery, along with quality
interaction, guidance, and nurturing from educators” (pp. 7-8).

4. Maximize the use of teacher skill by freeing teachers up to focus on individuals or small groups while other students
are engaged with technology (Staker & Horn, 2012). Effective data use is critical for PL (Bingham, Pane, Steiner, &
Hamilton, 2018), and technology systems must function efficiently and effectively so that teachers’ time is not spent
on technical support issues. Recent evidence suggests that these issues may represent significant implementation
barriers in some schools (Bingham et al., 2018).

5. Use rigorous instructional materials but do not necessarily shelve traditional ones; consider how they may be adapt-
ed and reused in a PL classroom. Apply a quality rubric to evaluate new materials before adoption.

6. Monitor implementation of PL components and be prepared to make changes as necessary. For example, mas-
tery-based approaches will need careful monitoring to ensure that students who are working below grade-level are
not excluded from learning higher-level content. Districts and schools must also take steps to ensure that stu-
dent-centered learning does not increase learning inequities among students. For example, metacognitive strategies
that allow students to self-regulate their learning are strong contributors to student academic performance, and
are essential for success within CBE and PL learning environments in which students are expected to manage their
own learning to some degree (Farrington et al., 2012; Hattie, 2018; Lewis et al., 2014; Redding, 2016). Low income
or low-achieving students may be less likely to possess these skills (Howse, Lange, Farran, & Boyles, 2003; Pappas,
Ginsburg, & Jiang, 2003; Stevens, Lauinger, & Neville, 2009), which could lead to further inequities (Lewis et al.,

2 Institute of Education Sciences. See: https://ies.ed.gov/ncee/wwc/
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2014). District and state leaders will also need to grapple with the conflict between mastery learning approaches
and their incongruity with standards, assessments, and accountability that are age- or grades-based.

The U.S. Department of Education’s Office of Educational Technology (2016) provides district-leadership related evi-
dence-based practices for PL implementation:

e Ensure clearly defined district- and school-wide learning outcomes (based on competencies and alignment with
teaching and learning standards) that guide instruction;

e Establish district policies that provide educators with tools, professional learning, and support that enable them to
collect and analyze ongoing student learning evidence;

e Make sure policies allow students to develop and demonstrate their competencies through personalized learning
paths that challenge them and reflect their interests;

e Make sure district policies enable students to learn through diverse learning activities;

e Ensure on-demand access to high-quality and diverse content and tools aligned with learning outcomes and activi-
ties; and,

e Establish a district team-based culture in which teacher teams are encouraged, supported, and recognized to take
leadership in developing learning outcomes, designs, pathways, and assessments.

REFERENCE AND RESOURCES

Bingham, A. J. (2016). Drowning digitally? How disequilibrium shapes practice in a blended learning charter school.
Teachers College Record, 118(1), 1-30.

Bingham, A. )., Pane, J. F., Steiner, E. D., & Hamilton, L. S. (2018). Ahead of the curve: Implementation challenges in
personalized learning school models. Educational Policy, 32(3), 454—489.

Cavanaugh, S. (2014). What is ‘personalized learning’? Educators seek clarity. Retrieved from https://www.ed-
week.org/ew/articles/2014/10/22/09pl-overview.h34.html

Farrington, C. A., Roderick, M., Allensworth, E., Nagaoka, J., Keyes, T. S., Johnson, D. W., & Beechum, N. O. (2012).
Teaching adolescents to become learners. The role of noncognitive factors in shaping school performance: A criti-
cal literature review. Chicago, IL: University of Chicago Consortium on Chicago School Research.

Ferlazzo, L. (2017, March). Student engagement: Key to personalized learning. Educational Leadership, 74(6),
28-33.

Friedlaender, D., Burns, D., Lewis-Charp, H., Cook-Harvey, C. M., Zheng, X., & Darling-Hammond, L. (2014). Stu-
dent-centered schools: Closing the opportunity gap. Stanford, CA: Stanford Center for Opportunity Policy in Edu-
cation. Retrieved from https://edpolicy.stanford.edu/sites/default/files/scope-pub-student-centered-cross-case.
pdf

Frost, D., & Worthen, M. (2017, August). iNACOL Issue brief: State policy & K-12 competency-based education.
Retrieved from https://www.inacol.org/resource/inacol-issue-brief-state-policy-k-12-competency-based-educ-
ation/

Glowa, L., & Goodell, J. (2016, May). Student-centered learning: Functional requirements for integrated systems to
optimize learning. International Association for K-12 Online Learning (iNACOL). Retrieved from https://files.eric.
ed.gov/fulltext/ED567875.pdf

Goodwin, B. (2010, September). Research says.../Choice is a matter of degree. Educational Leadership, 68(1),
80-81. Retrieved from http://www.ascd.org/publications/educational-leadership/sept10/vol68/num01/Choice-
Is-a-Matter-of-Degree.aspx

Gross, B., & DeArmond, M. (2018). Personalized learning at a crossroads: Early lessons from the Next Generation
Systems Initiative and the Regional Funds for Breakthrough Schools Initiative. Seattle, WA: Center for Reinvent-
ing Public Education. Retrieved from https://www.crpe.org/sites/default/files/crpe-personalized-learning-cross-
roads.pdf

©2019 ACADEMIC DEVELOPMENT INSTITUTE



WW

Gross, B., Tuchman, S., & Patrick, S. (2018). A National Landscape Scan of Personalized Learning in K-12 Education in the
United States. INACOL, Vienna, Virginia. Retrieved from https://www.inacol.org/wp-content/uploads/2018/06/iNA-
COL_ANationalLandscapeScanOfPersonalizedLearning.pdf

Hammonds, V., & Moyer, J. (2018). From vision to reality: Personalized, competency-base learning for all kids. Knowledge-
Works. Retrieved from https://studentsatthecenterhub.org/resource/from-vision-to-reality-personalized-competen-
cy-based-learning-for-all-kids/

Hattie, J. (2018). Hattie ranking: 252 influences and effect sizes related to student achievement. Retrieved from https://
visible-learning.org/hattie-ranking-influences-effect-sizes-learning-achievement/

Haynes, E., Zeiser, K., Surr, W., Hauser, A., Clymer, L., Walston, J., Bitter, C., & Yang, R. (2016, June). Looking under the
hood of competency-based education: The relationship between competency-based education practices and students’
learning skills, behaviors, and dispositions. Nellie Mae Education Foundation and American Institutes for Research.
Retrieved from https://www.air.org/sites/default/files/downloads/report/CBE-Study%20Full%20Report.pdf

Hinton, C., Fischer, K. W., & Glennon, C. (2012, March). Mind, brain, and education. Students at the Center Series. Re-
trieved from https://jfforg-prod-prime.s3.amazonaws.com/media/documents/Mind_Brain_EducationPDF.pdf

Hoffman, N. (2015). Let’s Get Real: Deeper Learning and the Power of the Workplace. Students at the Center: Deeper
Learning Research Series. Boston, MA: Jobs for the Future.

Howse, R. B., Lange, G., Farran, D., & Boyles, C. (2003). Motivation and self-regulation as predictors of achieve-
ment in economically disadvantaged young children. Journal of Experimental Education, 71(2), 151-174.
doi:10.1080/00220970309602061

lobs for the Future. (2013). Putting students at the center: A reference guide. Retrieved from https://www.nmefounda-
tion.org/getmedia/7fe89c01-dc9c-496f-80ed-1a53f25d593f/NMEF-sclreframeweb?2

Kirschner, P. A., & van Merriénboer, J. J. G. (2013). Do learners really know best? Urban legends in education. Educational
Psychologist, 48(3), 169—183. Retrieved from http://ocw.metu.edu.tr/pluginfile.php/3298/course/section/1174/D0%20
Learners%20Really%20Know%20Best.pdf

Kulik, C. C., Kulik, J. A., & Bangert-Drowns, R. L. (1990). Effectiveness of mastery learning programs: A meta-analysis. Re-
view of Educational Research, 60(2), 265-299. doi:10.3102/00346543060002265

Laine, R., Cohen, M., Nielson, K., & Palmer, I. (2015, October 27). Expanding student success: primer on competen-
cy-based education from kindergarten through higher education. Washington, DC: National Governor’s Association
Center for Best Practices. Retrieved from https://files.eric.ed.gov/fulltext/ED570497.pdf

Le, C., Wolfe, R., & Steinberg, A. (2014). The past and the promise: Today’s competency education movement. Students at
the Center: Competency Education Research Series. Boston, MA: Jobs for the Future. Retrieved from https://files.eric.
ed.gov/fulltext/ED561253.pdf

Lewis, M. W,, Eden, R., Garber, C., Rudnick, M., Santibafiez, L., & Tsai, T. (2014). Equity in competency education: Realizing
the potential, overcoming the obstacles. Students at the Center: Competency Education Research Series. Boston, MA:
Jobs for the Future. Retrieved from https://studentsatthecenterhub.org/wp-content/uploads/2015/10/Equity-in-Com-
petency-Education-103014-copy.pdf

Lopez, N., Patrick, S., & Sturgis, C. (2017, October). Quality and equity by design: Charting the course for the next phase
of competency education. Retrieved from https://www.inacol.org/wp-content/uploads/2017/10/Competency-
Works-QualityAndEquityByDesign.pdf

Mehta, J., & Fine, S. (2015, December). The why, what, where and how of deeper learning in American secondary schools.
Students at the Center Deeper Learning Research Series. Retrieved from http://jfforg-prod-prime.s3.amazonaws.com/
media/documents/The-Why-What-Where-How-121415.pdf

National Research Council (NRC). (2012). A framework for K—-12 science education: Practices, crosscutting concepts, and
core ideas. Washington, DC: National Academies Press. Retrieved from https://www.nap.edu/catalog/13165/a-frame-
work-for-k-12-science-education-practices-crosscutting-concepts

Noguera, P., Darling-Hammond, L., & Friedlaender, D. (2015, October). Deeper learning research series: Equal opportunity
for deeper learning. Students at the Center: Deeper Learning Research Series. Boston, MA: Jobs for the Future. Re-
trieved from https://studentsatthecenterhub.org/wp-content/uploads/2015/10/Equal-Opportunity-for-Deeper-Learn-
ing-100115a-2.pdf

©2019 ACADEMIC DEVELOPMENT INSTITUTE



WW

Pane, J. F. (2018, October). Strategies for implementing personalized learning while evidence and resources are under-
developed. RAND Corporation. Retrieved from https://www.rand.org/content/dam/rand/pubs/perspectives/PE300/
PE314/RAND_PE314.pdf

Pane, J. F, Griffin, B. A., McCaffrey, D. F., & Karam, R. (2014). Effectiveness of Cognitive Tutor Algebra | at scale. Education-
al Evaluation and Policy Analysis, 36(2), 127-144.

Pane, J. F,, Steiner, E. D., Baird, M. D., & Hamilton, L. S. (2015). Continued progress: Promising evidence on personalized
learning. Santa Monica, CA: RAND Corporation. Retrieved from http://www.rand.org/pubs/research_reports/RR1365.
html

Pane, J. F, Steiner, E. D., Baird, M. D., Hamilton, L. S., & Pane, J. D. (2017, July). Informing progress: Insights on personal-
ized learning implementation and effects. Santa Monica, CA: RAND Corporation. Retrieved from https://www.rand.org/
pubs/research_reports/RR2042.html

Pappas, S., Ginsburg, H. P., & Jiang, M. (2003). SES differences in young children’s metacognition in the context of mathe-
matical problem solving. Cognitive Development, 18(3), 431-450. doi:10.1016/50885-2014(03)00043-1

Patall, E., Cooper, H., & Robinson, J. C. (2008). The effects of choice on intrinsic motivation and related outcomes: A me-
ta-analysis of research findings. Psychological Bulletin, 134(2), 270-300.

Patrick, S., Kennedy, K., & Powell, A. (2013). Mean what you say: Defining and integrating personalized, blended and
competency education. International Association for K-12 Online Learning. Retrieved from file://localhost/from
http/::www.inacol.org:wp-content:uploads:2015:02:mean-what-you-say.pdf

Pellegrino, J. W., & Hilton, M. L. (Eds.) (2012). Education for life and work: Developing transferable knowledge and skills in
the 21st century. Washington, DC: National Academies Press.

Redding, S. (2013). Getting personal: The promise of personalized learning. In M. Murphy, S. Redding, & J. Twyman (Eds.),
Handbook on innovations in learning (pp. 113—130). Philadelphia, PA: Temple University, Center on Innovations in
Learning. Retrieved from http://www.centeril.org/handbook/resources/fullchapter/Getting_Personal_SA.pdf

Redding, S. (2014). Personal competency: A framework for building students’ capacity to learn. Philadelphia, PA: Temple
University, Center on Innovations in Learning. Retrieved from https://files.eric.ed.gov/fulltext/ED558070.pdf

Redding, S. (2016). Competencies and personalized learning. In M. Murphy, S. Redding, & J. Twyman (Eds.), Handbook on
personalized learning for states, districts, and schools. Retrieved from http://www.centeril.org

Staker, H., & Horn, M. B. (2012). Classifying K-12 blended learning. San Mateo, CA: Clayton Christensen Institute for Dis-
ruptive Innovation (Innosight Institute).

Steele, J. L., Lewis, M. W.,, Santibafiez, L., Faxon-Mills, S., Rudnick, M., Stecher, B. M., & Hamilton, L. S. (2014). Compe-
tency-based education in three pilot programs: Examining implementation and outcomes. Santa Monica, CA: RAND
Corporation. Retrieved from https://www.rand.org/pubs/research_reports/RR732.html

Stefanou, C. R., Perencevich, K. C., DiCintio, M., & Turner, J. C. (2004). Supporting autonomy in the classroom: Ways
teachers encourage student decision making and ownership. Educational Psychologist, 39(2), 97-110.

Stevens, C., Lauinger, B., & Neville, H. (2009). Differences in the neural mechanisms of selective attention in children from
different socioeconomic backgrounds: An event-related brain potential study. Developmental Science, 12, 634—646. doi
:10.1111/j.1467-7687.2009.008

Summit Pubic Schools. (2017). The science of Summit. Retrieved from https://blog.summitlearning.org/2017/08/sci-
ence-of-summit-framework-research/

Surr, W., & Redding, S. (2017, May). Competency-based education: Staying shallow or going deep? A deeper, more per-
sonal look at what it means to be competent. Retrieved from http://www.centeril.org/publications/CBE_GoingDeep.
pd.pdf

Toshalis, E., & Nakkula, M. J. (2012, April). Motivation, engagement, and student voice (Executive Summary). Students at
the Center Series. Retrieved from https://studentsatthecenterhub.org/wp-content/uploads/2012/04/Exec-Toshalis-Na-
kkula-032312.pdf

Twyman, J. S. (2014). Competency-based education: Supporting personalized learning. Philadelphia, PA: Temple Universi-
ty, Center on Innovations in Learning. Retrieved from http://www.centeril.org/connect/resources/Connect_CB_Educa-
tion_Twyman-2014_11.12.pdf

Twyman, J., & Redding, S. (2015). Personal competencies/Personalized learning: Lesson plan reflection guide. Washing-
ton, DC: Council of Chief State School Officers. Retrieved from http:// www.centeril.org/ToolsTrainingModules/assets/
personalizedlearninglessonplanreflection.pdf

©2019 ACADEMIC DEVELOPMENT INSTITUTE



WW

U.S. Department of Education, Office of Educational Technology. (2016). Personalizing the learning experience: Re-
search-based policies and practices for district leaders. Retrieved from https://medium.com/personalizing-the-learn-
ing-experience-insights/personalizing-the-learning-experience-research-based-policies-and-practices-for-district-lead-
ers-e3f9e5edadd6

Vassallo, S. (2011). Implications of institutionalizing self-regulated learning: An analysis from four sociological perspec-
tives. Educational Studies, 47(1), 26—49. doi:10.1080/00131946.2011.540984

Vygotsky, L. S. (1978). Interaction between learning and development. In M. Cole, V. John-Steiner, S. Scribner, & E. Sou-
berman (Eds.), Mind in society: The development of higher psychological processes. Cambridge, MA: Harvard University
Press.

©2019 ACADEMIC DEVELOPMENT INSTITUTE



