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COMPUTER-ASSISTED PROGRAMS OF ASSESSMENT AND
STIMULATION OF VERBAL COMPREHENSION FOR STUDENTS
WITH HEARING IMPAIRMENT

RALUCA PETRUTA (MARE) *, MARIA ANCA 2

ABSTRACT. The study investigates the effects of adaptedpoten program on
training the verbal comprehension at students hdé#ring impairment. Participants:
10 students with different degrees of hearing impaint were pre-tested for verbal
comprehension with an adapted vocabulary scale. fofmwving 10 sessions of
computer-assisted training offered an alternativethod of learning. Final results
revealed that further stimulating and developingeybal comprehension for students
with hearing impairment can be achieved by diwgrsif the topics approached in
schools through alternative methods and materials

Key words: verbal comprehension, auditory trening, compptegrams, informatic
means

ABSTRAKT. Bewertungsmoglichkeiten durch Informatik und stimulierende
Sprachverstandnis bei den Schilern mit Schwerhdrigéiten Die vorliegende
Studieuntersucht die Auswirkungen der Verwendung vonreigemputerisierten
Programms angepasst fir das Training des SpracBmdrésses bei Schilern mit
Schwerhorigkeit. Die Teilnehmer sind 10 Schiilert umterschiedlichem Maf3e von
Horschwierigkeiten, die anfanglich durch eine aagste Probe evaluiert wurden um
ihr Sprachverstandnis bewerten zu kénnen,. Esefol@® Trainingseinheiten durch
Ubungssammlungen auf dem Computer, die eine ditgeridethode reprasentierten.
Die endgultigen Ergebnisse zeigten, dass anreged antwickeln des
Sprachverstandnisses bei Kindern mit Schwerhorigkéann durch die
Diversifizierung der Themen in der Schule

Stichworter: Sprachverstandnis, Hortraining, Computerprogranetektronische
Maglichkeiten.

INTRODUCTION

There are over four thousand spoken languages a@rntworld — and all
use words and sentences in organizing ideas angyltt® The human being has
the capacity to organize sounds in words and seeserwith meaning. The
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2 Senior Lecturer, PhD Faculty of Psychology and dadion Sciences, Bap®olyai University,
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interpretation of this is, actually, a form of corapension (Carrow-Woolfolk and
Lynch, 1985).

In the case of children with hearing impairmengthave difficulties in
understanding language, expressing ideas, formengesces because of the
disfunctions of the auditory analyzer.

The ear uses the acoustic informations for a betteommodation of the
human being to the existential problems (Plack,528fter Darwin, 1859). In the
case of children with hearing impairment, they hdiféculties in understanding
language, expressing own ideas, forming words awerything that means
development of language (Anca, 2001). The abibfydecoding the verbal
information received through oral or written modtialas to be designed, trained to
ensure an appropriate efficiency. In a researchemay Miller (2002) it is
highlighted the role of the context (oral commutima/gestural communication) in
which the hearing impaired child was educated bgrking differences in
recognition of verbal structures. Since 1985, Kiletser and Kretschmer defined
comprehension on two levels: the first one impttes recognition of the lingvistic
particularities and the second one, the understgndf the principles that the
person can use in grammatical judgements. Therstaoheling of the processes
and factors involved in the comprehension of teatschildren with hearing
impairment is unprecise and fragmented and the ceimgmsion of texts is
dominated by the semantic and syntactic processirtge reader (Miller, 2000).
Gormley and Frazen (Miller, 2000) sustain the féztt many hearing impaired
readers have the tendency to recreate the finalesefithe text by interpreting
words through prior knowledge without giving atientto the syntactic structure.
The comprehension difficulties, the low level ofcabulary can be observed in the
reading tasks because of the fragmentary phonabgimwledges (Miller, 2002).
Another idea of this author is that the patterraafoncept reflect its properties.
This way, the pattern is directly associated wité meaning of the word and can
be quickly reactivated so that it can provide farthasier processing. This way, the
stimuli represented through pictures are procefastdr than those represented in
written form (Miller, 2004).

The educational computer programs, specialized omoraain can raise
attention and interest of many students, also iming contribution to learning for
students with different deficiences, implicitlyudents with hearing impairment. The
alternation of the traditional system of assesn@tt intervention with computer
programs has positive effects in the developmientrbal auditory function.

The present paper is part of a larger project baiuglved students from
Special Education and from the Speech Therapy atdcdional Audiology
master. With this project we propose by using campassisted programs to
improve the functionality of language and hearirigchildren and adults with
hearing impairment.
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The study presented in this article consists irbaiation of a training

program for students with hearing impairment witte taim of improving the
comprehensive language.

1

Objectives:

Elaboration of computer-assisted program for improving the
comprehension capacity at students with hearing impairment after the
model of Ecosse program.

Improving the capacity of verbal comprehension at children with hearing
impairment from the fourth and fifth class with the use of a computer-
assisted program elaborated after the Ecosse model.

Hypothesis:

The use of the computer program for stimulation and assessment of the
verbal comprehension at students with hearing impairment will improve
the capacity of verbal comprehension

Participants:
The participants of this study were 10 student$ wigaring impairment,

with the age between 9-14, attending the “SchooDieaf Children” Cluj-Napoca.
According to their medical paper, they all had camitpl sensorineural hearing loss
with different levels of severity, from moderatepafound.

Participants quantification
of hearing loss

20%

40% | m Moderate
« B Severe
Profound

Picture 1. Participants quantification of hearing loss

Research

The research had four stages:

The initial stage- assessment of the developmenthef language at
students with hearing impairment. There were ingagtd two major
aspects of the development of the language:

Lexical development- through the oral and/or sign language in the

explanation of words
Semantic_development through the capacity of recognizing and defining
words.

5



RALUCA PETRUTA (MARE), MARIA ANCA

2. The elaboration of the adapted instrument for dtimg and assessing
language comprehension (AISALC) at students withring impairment
AISALC has three sections: DATA, EDITOR and TEST.

The DATA section contains all the materials usedciieating stimulation
exercises and assessment of verbal comprehensiostudents with hearing
impairment: pictures, audio records, exercisds.ithportant to mention that the audio
recordings were made with a high quality microphionavoid background noises.

Picture 2. Record of sound with background noise

Picture 3. Record of sound without background noise

In picture 2 it is represented the visualisatiorawodlio record that contains
background noise. It can be noticed at the endhefrecord that the line has
distorsion that means noise.

In picture 3 it is represented a sentence withaekground noises. It can
be noticed that the final straight line is continesocomparing the first picture
where the line is not straight because of the backgl noises.

The EDITOR section is addressed to the Special &éhrc teacher who
creates the set of training exercises. The cor@edtnumber of the sentences for
one set is selected taking into consideration tithvidual particularities of the
participant. There can be three tasks:

» written sentence - the participant has the pogihidi read the sentence and
then select the appropriate picture response.

» audio sentence — the participant has the posgilidlihear the sentence and
then select the appropriate picture response.

» mixed sentence — the participant has the posgitiithear and read the
sentence and then select the appropriate pictaponse.

The last section, TEST, represents the interface .
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1. Deployment of the training
Before starting the test, there are introducedittitéals and age of the
participant. The instructions are given to the stidrerbally accompanied
by sign language:

» For written sentences: "You will see a written s&iee on the top of this
page (I pointed the exact location). Please reaari¢fully and select the
correct image”(I pointed to the four places whenages will appear)

» For audio sentences: “You will hear a sentencehé headphones. Please
listen to it carefully and select the correct imélgpointed to the four places
where images will appear). If you want to heagdia press the Repeat button
(I pointed to the repeat button to show its locata the screen)”

» For mixed sentences: “You will see a sentence erstineen and also hear
it in the headphones. Please select the corregartiapointed to the four
places where images will appear). If you want taritbe sentence again,
press the Repeat button (I pointed to the repedribto show its location
on the screen)”

The comprehension of these instructions was testiede starting the training.

Each correct answer was rewarded with a smiley tla@eappeared on the
screen. For incorrect responses the feedback \wad &ace. At the end of each set
it appeared a princess with a magic stick flashed grize. Also, | gave them
stickers for their good work.

| designed 10 training sets of 5 sentences baseth@rlist of words
designed for the assessment of the semantic asptne language at students with
hearing impairment and grammatical structures dfterEcosse model, but taking
into consideration the specific of the Romaniargleage. Each set was presented
once a week to every participant in all three typegitten, audio and mixed. Also,
it was monitorized the progress of every partictpan

2. Final evaluation
The final evaluation contained a set of 22 iten®fgang the grammatical
structures of the Ecosse model, but taking intosictration the specific of the
Romanian language. The instruction for the finalleation was: “This is the final
evaluation. There will be more sentences than usbame sentences will be
written, some audio and some mixed. Please paptatteand select the correct
picture. You can click on the Repeat button if ymed to hear the sentence again.
You can return and change only one answer.” Thal #waluation was applied to
every participant in one session.
The sets were scored using the following scaleh(btioé exercise sets and
the final evaluation):
» Each correct answer was awarded 2 points.
» If the audio record was repeated, only 1 point awarded.
» No points were given for incorrect answers or i¢ taudio record was
repeated more than once.
7
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RESULTS

After the analysis of the results at the verbal p@hension task adapted for
hearing impaired, it was found that 48% of the wonetre identified and definied by
participants. The words correctly explained bypaliticipants were “carrot”, “dress”,
“truck”, “bed” and “morning”. These words are past the participant's active
vocabulary. On the opposite pole, words that cowdt be recognized at all were:
“patch”, “harvest”, “raw”, “precipice”, “fulfill”, “perform”, “victory”, “echo”.

The morphological characteristics generally idéedifby the participants
were nouns, verbs, and then adjectives and adverbpositions and conjunctions
are seldom present in their active vocabulary.

The sets of practice exercises had the purposeénmalate and develop the
language comprehension of hearing impaired childigng AISALC. During the
training process the mixed sentences scored theestigpoints. Sentences with
pronouns recorded the greatest average while wegs¢htences or sentences with
preposition scored the lowest average.

120 +
100 -+

Summed Points
3

12345678 910

Set of exercises

Picture 4. Participant’s result at the practice exercises

For the final test an average score of 67% wasrdeco The top scores
were registered for nominal sentences, simple Beege with prepositions,
direct/indirect speech sentence, and relative emu3he lowest average was
recorded for negative sentences which were presémthe audio form.

Conclusions

Students with hearing impairment have difficultiesemembering studied
words, especially when are not integrated in a extntThey operate with
predominantly concrete and not abstract words, fédis being noticed in their
telegraphic speech. The sign language predomimatEsnmunication, which creates
confusion, because they use the same sign foratitfenorphologic categories.

8
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The active vocabulary of children with hearing inmpeent contains nouns
and verbs that are linked with daily activities @ilass and/or at home). Another
observation indicates that children with hearingp@inment encounter difficulties
in operating with the notion of gender For exampies items that contained the
word “carrot” had a better score than words likedetables”.

Using computer programs as a modality of stimutadind assessment, had a
benefic effect on the development of the comprdherside of language at students
with hearing impairment. AISALC constituted a maigalof training of verbal
comprehension and a modality of developing the baleay of students with hearing
impairment. All the participants manifested intetesollaborate, the program being
seen by some of them as a game.

At the reading task, nine out of ten participargsduthe dactyl language as a
source of self-control and self-appraise. Wherristy to audio exercises they faced
difficulties: most of the incorrect answers wer@sdn by recognizing just one word
from the entire sentence. Also, as a consequenceimiorization, some of the wrong
answers persisted to all next types of the sentefibe high number of audio
repetitions proved to be necessary, because thigemts’ poor comprehension
ability triggered by the hear impairment. For theed sentences, the majority of the
participants gave their answers based on the wpiet of the sentence.

In conclusion, it is imposed the development of weebal comprehension
at students with hearing impairment by diversifimatof the topics approached in
schools and using alternative material and metimatljding informatic means.

Acknowledgements: This work was supported by CNCSIS-UEFISCSU,
project number PN-II IDEI 2449/2008
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Appendix 1
AISALC Sentences- Stimulating Exercises for Heatimgaired Children

Nominal sentences Dan is joyous. joyous, diamond, garden, small, drass
Singular adjectives The ring has a blue diamond

The apple is red.

Nicu has a small garden.

The dress has black dotted pri

Simple sentences In winter | skate on the ice. house, dog, melt, closer
Simple negative Inside the house is not cold.
sentences Santa Claus brought me a dc

The Snow Man melts at heat

Christmas is getting closer.

No, only, The disobedient child doesn' receive, flame, reveal, gift, patch,
sometimes receive gifts. vanish
Simple sentences The candle has yellow flame.
with prepositions Santa Clause does not reveg
the gift list.
Santa's bag has a white patc
Santa's sleigh vanishes in nigt

No, only sometime When there is a storm, storm, strike, stir, answer, haste
Sentences with ~ sometimes there are strikes.
personal pronouns She stirs in the pot.

He answers the phone.

He gets scared easily.

Sometimes haste makes was

But, no, neither  No carrots grew in the gardeigarden, carrot, ship, house, burgla-,
Sentences with ~ No ships arrived in the harbo bed, television
prepositions (in  There is a burglar behind the

front, behind, house.
inside, outside)  There is a mouse underneatt
the bed.
Dad is reading in front of the
television.
Sentences with ~ The song that she performs i perform, boring, rest, airplane,
prepositions (abov boring. dictionary
underneath) A frog rests above the water.
Relative pronouns An airplane flies above the clouc
(that) The dictionary that I'm lookin

for is in front of me.
The cat rests underneath the ta

=
o
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Reduced to relativi That who claps will be punishe clap, punish, courage, expedition,

pronouns, That who has the courage caargue, lock, metal
Reduced to the  go in expedition.
relative "than", Salute politely raising the har

Ambiguous to the hat.

pronoun Argue without a reason.
The door that I'm locking is
made of metal.

Active sentences The battle that I'm writing abol battle, write, say, harvest, praise,
was with the Turkish soldiers. work, echo, precipice, dream,
The elders said that this year morning
we will have a rich harvest.
Mom praises his hard work.
They say that you can hear
better the echo in precipice.
| was telling the dream that |
had this morning.

Appendix 2
AISALC Sentences- Assessing Test for Hearing Ingeahildren

The mouse drives a car. mixed
Cannot catch him. mixed

11
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BILINGUALISM-ITS IMPLICATIONS IN STRUCTURING
MORPHOLOGICAL AND LEXICAL ABILITIES IN
ROMANIAN LANGUAGE

CAROLINA HA TEGAN®

ABSTRACT. This research is divided on two different sectiagheoretical and an
experimental one. The theoretical background undsrthe extension of the concept of
bilingualism and its subtypes. A short descriptifirthe main psycho-pedagogical tool
(PRGCRL) used during the research is also offeréidd part of the study. The experiment
is focused in establishing differences in acquigrgmmatical and lexical abilities in the
case of two categories of participants: bilingural aon-bilingual, with ages in the rage 8-
11 years old. The results underline the fact thiiigbal children proved inferior
morphological and lexical abilities in comparisottmhe non-bilingual ones. The research
also focused on the way in which bilingual childean improve their linguistic abilities at
morphologic and lexical level through interventimograms focused on morphological
competence subcomponents. This research sectlaodeésdwo case studies.

Keywords: bilingualism, coordinated bilingualism, sub-coorated bilingualism,
composed bilingualism, lexical abilities, morphdlbgompetence.

ABSTRAKT. Zweisprachigkeit- lhre Auswirkungen an Gliederueg horphologischen
und lexikalischen Fahigkeiten in der RumanischeracheDiese Forschung ist in zwei
verschiedene Abschnitte geteilt: ein Theoretisamed- ein Versuchsteil. Der theoretische
Hintergrund betont das Konzept der Zweisprachigkeit inre Untergruppen. Es wird in
diesem Teil auch eine kurze Beschreibung gegelmrdah Haupt-psycho-pédagogischen
Hilfsmitteln (PRGCRL), die wahrend der Forschungligser Studie benutzt werden. Das
Experiment ist versucht Gegensatze zu ermittelialds®i Erwerb von grammatikalischen
und lexikalischen Fahigkeiten im Falle von zweilefimerkategorien: zweisprachige-
nicht zweisprachige Teilnehmer mit dem Alter zwesti8-11 Jahren.

Die Ergebnisse betonen, dass zweisprachige Kinderiesen untergeordnete
morphologische und lexikalische Fahigkeiten im o zu den nicht Zweisprachigen.
Die Erforschung konzentrierte sich auch auf die #tl Weise in der, an einer
lexikalischen und morphologischen Ebene durch Vitlungsprogramme
konzentriert auf morphologische Teilkomponente demi§etenz, Kinder ihre
sprachlichen Fahigkeiten verbessern kénnen. Diebeit der Erforschung
beinhaltet auch zwei Fallbeispiele

Stichworter: die Zweisprachigkeit, geordnete Zweisprachigkeittergeordnete
Zweisprachigkeit, zusammengesetzte Zweisprachigheiikalische Fahigkeit,
morphologische Kompetenz.

» PhD. Junior Lecturer, Faculty of Psychology andudion Sciences, Bap8olyai University,
Cluj-Napoca
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1. Bilingualism

1.1 Bilingualism-concept description

Bilingualism, for hearing persons, implies learngngultaneously two distinct
linguistic codes, two distinct languages. This bardefined as two languages practice,
definition from which derives the “bilingual acqfiisn” concept. This concept refers
to child’s exposure to two distinct language, siemdously and regular, after he was
born and in his first year of life (De Houver, 199095; Lanza, 1997; Quay, 2000
apud Attariba; Heredia, 2008).

Bilingualism, for hearing impaired persons meane tlonsequence of
introducing sign language in children’s educati@no@, 2000; Virole, 2004). This
method is very common in the case of the hearingaired child, it referring to the
presence of two significant persons for the chifdl gor his communication
abilities development, one person using constantbommunication only the oral
code and the other, the sign language code.

1.2. Types of bilingualism

Weinreich (1968 apud Susanne; Deuchar, 2001) resilled the fallowing
two distinct types of bilingualism: coordinatedtijjualism and composed

In the context of the coordinated bilingualism the linguistic codes are
acquired in distinct communication contexts. Thirgjuistic labels for a certain
object are separately, distinctively stored, eddin@m keeping their own meaning.
In these circumstances, languages present therasehviadependent entities.

In the case of composed bilingualism languagesnéegelated, the bilingual
person proving one set of significances to whicl whstinct linguistic codes are
connected. Having into consideration this dichogbmperspective it can be underlined
the necessity of the third distinct bilingual catgg the category entitled sub-
coordinated bilingualism. In this situation is ghe bilingual person who transfer
significance to a word from his first language,atovord from his second language.
Thus, sub-coordinated bilingualism implies the pneg of a single set of significances
properly acquired within the first language to Whamnother linguistic label in another
language is attached.

The features of those three types of bilingualisenta be illustrated in the
following table (the example emphasize an EnglisgnEh bilingualism).

Tabel 1.
Types of bilingualism
Types ofCoordinated Composed Bilingualism| Sub-coordinated
bilingualism/Manif |Bilingualism Bilingualism
estation level
Conceptual level | book | livre book=livre book
Intermediate level L '/ \ /bik/
A A
Lexical level fouk/ | flive/ /buk/  livr/ Nivr/

14
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2. Probe for assessing the receptive abilities ofarphologic categories
in Romanian language- construction principles (PRG®L)

Through the curricular analyses performed in thevious stage, and
through the theoretical approach of the issuesapémg to the language and
communication from a psycho-pedagogic, psycholisiimi and linguistic
perspective (Neatn, 2008, 2009; Bishop, 2003; Bachman, 1990) wetedea
probe for assessing the receptive abilities of molggic categories in the
Romanian language this chapter describes the mialberated for the conducting
of the research base don the following coordinates:
the presentation form ;
the structuring of the material;
grammatical content;
lexical content;
the target group.

YVVYYY

2.1 The presentation form

In order to evaluate the capacity of comprehensiolinguistic structures
which display a lexical and grammatical content,ag® representations
corresponding to these structures have been ugedsidbject’s task is to identify
the image representation corresponding to the giugguistic structure. The
subject’s answer has to be selected out of fousiblesimage variants.

2.2 Sructuring the material

The probe is made up of 92 items, through whichntywanorphological
aspects are evaluated, which are relevant forsthe=iof morphologic competence in
the Romanian language. The sentences on which#ggstic material is based represent
the items of the probe. These were elaborateddingdo the following criteria :
length;
complexity degree;
phonemic composition;
syllabic composition of the words in the sentence;
the usage frequency of the words;
adquetion of the lexical content used to the agedanelopment peculiarities.

YVVVVVYY

2.3. Grammatical content
The morphological aspects approached are groupedenty blocks of
variables, which in their turn, are separated ino twategories: flectional
morphemes and derivational morphemes. The compnsifi the two categories is
unbalanced due to the particularity of the Romatéaguage. Thus, the flectional
morphemes category comprises the following morpiiolaspects:
- article morphemes;
- number morphemes;

15
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- gender;

- diathesis morphemes;

- time morphemes;

- mode;

- pronoun number/ gender morphemes;

- gender/ number morphemes with the adjective;

- comparison degree morphemes with the adjective;

- adverb/ adverbial phrases;

- comparison degree morphemes with the adverb;

- simple prepositions;

- compound prepositions;

- coordinating conjunctions;

- subordinating conjunctions /relative pronouns;

- cardinal numeral;

- ordinal numeral;

- suprasegmental phonemes;

- morphemes through which the animate/inanimate otmtre rendered.

The category of derivative morphemes is represebyed single block of

variables, namely that of prefix- derived words.

2.4 Lexical content and target group

The probe aims at children aged between 6-11 yéath, valid children
and children with disabilities, the linguistic ma# and the morphologic sample
being selected according to the development cheniatits of children having the
previously mentioned age ( the most frequent aee dbncrete lexical contents
expressed through nouns- 90, also, the verb cateigomwell represented by
approximately 50 verbs. There were also used appedgly 30 adjectives, 15
adverbs, 10 numerals, 12 pronominal forms, 10 mi&pas and 5 conjunctions).
The most frequently used words are: “mother”, “Gath“girl”, “boy” and “to be”.

The probe can be also used with the help of a ctenpad interface,
which simplifies the data recording procedure.

For the elaboration of this assessment tool, twtiiments were considered,
instruments which investigate the same dimensiorthef language, namely the
morphologic dimension: the TROG te$eét for Reception of Grammaj) (Bishop;
Bright; James; Bishop; Van Der Lely, 2000; Bishdp)03) and ECOSSE
(experimental program for the investigation of oraland written comprehension)
(Lecocq; Leuwers; Casalis; Watteau,1996).

3. Experimental design

3.1 Research objectives

1. Establishing the way bilingualism interfere wittorphological language
structuring in Romanian Language.

16
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2. Establishing the way bilingualism interfere witaxical language
structuring in Romanian Language.

3. Stimulating language development within the rigilial context by
elaborating and implementing intervention programegjarding morphologic
competence development in Romanian Language.

3.2 Research Hypothesis

1. learning to languages in the same time can vedatinterfere with
developing morphologic competence in Romanian laggu

2. learning to languages in the same time can ivefjatinterfere with
developing lexical competence in Romanian language;

3. elaborating and implementing intervention proggafor developing
morphologic competence throughout its componentglé noun; gender/number-
noun; person/number-verb; time-verb; mode-verbthdis-verb; homographs) can
improve both morphologic and lexical abilities inrRanian language

3.3 Participantsin the research

Within this research were included 63 bilingualtiggzants and 141 non-
bilingual participants. Hearing impaired childreghgse using sign language for
communication were placed in the category of bili@gpersons, based on the
theory elaborated by a series of researchers infithd among these we can
mention: Tucker and Powell, (1993); Anca, (2000iok, (2001, 2004, 2006). In
the case of the hearing impaired children the atipm of the two linguistic codes
could be put in evidence from early developmentages, aspect that underlines
the fact that these participants in the researeht@be considered as part of the
category of coordinating bilingual persons andaurhposed bilingual persons.

The distribution of the participants in the reskaaxccording to their
second language is illustrated in table no. 1.

Tabel 2.
Bilingualism- underlining the second language
Frequency |Percent |Valid Percent |Cumulative Percen
Valid participants using only

Romanian Language 141 69.1 69.1 69.1
Roma Language 39 19.1 19.1 88.2
Spanish Language 3 1.5 1.5 89.7
Hungarian Language 13 6.4 6.4 96.1
French Language 1 5 .5 96.9
Sign Language 7 3.4 3.4 100.4

Total 204 100.0 100.0
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3.4 Tools used during the research
During this research were used the fallowing psypoagogical tools:
- the probe for reception of grammatical categoriefRomanian language
(PRGCRL);
- alist of twenty words that the participants hadi¢dine.

- others tasks conventionally used during educatiasaéssment, tools that

will be described along the results presentation.

3.5 Theresearch results
3.5.1 Morphological features in the context of bilingualism in Romanian

Language

In order to test the fist hypothesis of the redeairt order to establish the

differences, referring to the global construct afrphologic competence, among
the bilingual and the non-bilingual participants time research, it is used the

normalized distribution of the scores obtained pplying the PRGRL probe.

Tabel 3.
Mean and standard deviation values in the bilingmal non-bilingual context
Non-
bilingual/bilingual Mean N Std. Deviation
Non- bilingual 70.021% 141 11.4614
persons
bilingual persons 62.555¢ 63 13.7051
Total 67.7157 204 12.6459¢
In order to calculate the differences between thans t test was used.
Tabel 4.
Independent Sample Test report
Levene's Test
for Equality of
Variances t-test for Equality of Means
95%
Confidence
Sig. (21Mean Std. Error| Interval of the
F Sig. T Df |tailed) |DifferenceDifference Difference
Lower| Upper| Lower| Upper | Lower| Upper | Lower | Upper |Lower
Scor Equal
total variances 521 471 -4.173 199 .000 -.91933 .2203(-1.3537€-.4849(
assumed
Equal
xiz'ances -4.214123.06] .000 -91933 .2181¢-1.3512]-.48741
assumed
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The fact that the score in Levene™ s Test (Levehe& for Equality of
Variances) is not significant from a statisticaliqioof view proves that the two
samples are homogenous, thus “Equal variances as8uralue of the t test is to
be analyzed. According to this value the mean wiffees are highly significant
from a statistical point of view, p<.01 (t=-4.17S8ig. 2 tailed=.000). This proves
the fact that bilingual participants in the resbascore inferiorly comparing with
non-bilingual participants, referring to receptiveorphological abilities. The
bilingual participants in the research have a lowman of the scores, and the
differences were calculated between their resufid the results of the non-
bilingual participants, thus the t value is a nagabne.

The t test results indicate significant differemnéem a statistical point of
view between the bilingual and non-bilingual papEnts in the research, regarding
the way morphologic competence was structured.

This aspect demonstrates that the fist researcbthggis is confirmed, this
facilitating the inclusion of the bilingual parfpznts in the category of subtractive
bilingual persons. Subtractive bilingualism seemsbe a delaying element in
linguistic development, in our case at morphologi@manian language level.

The correct answers frequencies and the frequedifesence for the two
categories of participants in the research; bilaigand non-bilingual participants
were calculated at the level of every block of &hkes included in the probe for
reception of morphologic categories in Romaniarglege, psycho-pedagogical
tool used during the assessment. In this way tbanebe underlined the different
acquisition features of the morphological abilitidgt are component parts of
morphologic competence in Romanian language.

Our research starts from the assumption that iyemgi significant
differences between the means of the two experamhgnbups scores, at the level
of the global construct of morphologic competerit&iill also be put in evidence
significant differences in the component blocksvafiables. In order to test this
assumption chi square test was used for calculatirg frequencies and the
frequency differences.

Significant results were obtained at the level led following blocks of
variablesarticle, gender, number, diathesis, time, mode, pronoun, comparison degrees
of the adjective, compound prepositions, derivative morphemes, suprasegmental
mor phemes, animate/inanimate category. This indicates that bilingualism prevents the
acquisition of certain morphologic abilities. Theabilities, however, represent
fundamental elements of the morphologic competém¢be Romanian language,
according to the value of the t test.

This result indicated the fact that certain morpla aspects are of a
greater importance for influencing morphologic catgmce development in
Romanian language, but also the fact that bilingaalariable can be understood
as a hidden variable for these measuremdritss, a new research perspective
depictsin order to control bilingualism variable, a paired sample based research.
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3.5.2 Lexical featuresin the context of bilingualismin Romanian Language

In order to test the second hypothesis formulatethis study learning to
languages in the same time can negatively interfere with developing lexical
competence in Romanian language, were compared the results obtained by the two
categories of participants: children who displalnigiualism and children who
do not display bilingualism, in the probe which uegd the defining of twenty
words.

Table 5.
Distribution of the variable ,number of defined wist for the entire lot of participants
Std.
N Minimum | Maximum| Mean |Deviation  Skewness Kurtosis
Std. Std.
Statistic| Statistic | Statistic | Statistic| Statistic|Statistiq Error | Statistic Error
Number o
defined 204 .00 20.00 12.52458 4.63701 -.584 170 -.306 .339
words
Valid N
(listwise) 204

It can be noted, from the above table, that th&idigion of the variable
~-humber of defined words” is normal (according twetskewness and kurtosis
indicators), which allows the realization of théeinded comparison.

Table 6.
Descriptive indicators of bilingual or non bilinduzarticipants as per the number of
defined words variable

Group Statistics

Std. Error
Non bilingual/bilingual N Mean | Std. Deviation Mean
Number of definec Non-bilingual 141 13.680¢ 4.2059¢ 35421
words
Bilingual 63 9.9365 4.5396¢ 57194

The data in table 5 indicate a much smaller valtighe average of
correctly defined numbers, compared to the avenageaes of non bilingual
participants. In order to check whether the diffiees obtained are statistically
validated, the t test was applied on independemiptes. The test results can be
found in table 6.
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Table 7.
The report resulted from the application of “Indepem Samples test” in the context of
bilingualism and its absence according to the a@effiwords variable

Levene's Teg
for Equality
of Variances t-test for Equality of Means

95% Confidencq
Sig. (21 Mean |Std. Errof Interval of the
F Sig. T df |tailed) Difference Difference  Difference

Lower| Upper/Lower| Upper |[Lower| Upper | Lower | Upper | Lower

Number Equal

of definedvariancey .891 .346 5.731 202 .000 3.74434 .6533722.456135.03251

words assumed
Equal
variances
not
assumed

5.566111.42¢ .000 3.74434 .672752.411315.07734

Considering that the results obtained upon appltimg Levene's test
indicate that this is statistically insignificarf<.891), it can be noticed that the
distributions are homogenous. In the light of tt@sult the first value of the t test
+Equal variances assumed” is considered. Thusnthma noticed that the t test is
statistically significant (t=5.731, p<.01). Accondi to this value, it can be
concluded that the differences between the two do¢ssignificant, which means
that the bilingual participants define fewer waiftin the non-bilingual participants

This result confirms the stated hypothesis, empgh&sgithe negative
impact of bilingualism on the structuring of theital level of the language. These
results are compliant with those that can be foumdhe specialized literature
(Pearson; Fernandez; Oller, 1993).

3.5.3 Implementing programs for developing morphological and lexical
abilities

The development of morphology based interventiargimmms results in an
improvement of acquisition at the morphologic aechantic level of the language.
Thus, the research also focuses on the analysthamaterpretation of the intervention
programs results. The elaborated programs wereeimggited on bilingual children,
their functional feature being emphasized withttelp of two case studies.

The table below contains the concentrated restiltheotwo participants,
E.D.P and T.S.S,, in the pre-test and the retagestat the probe for morphologic
categories reception in the Romanian languageasteliminated the variable taken
for the familiarization of the participants withetlprobe as this was given, for the
pre-test stage in September 2008, and for thetrgge in May 2009.
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Tabel 8.

Concentration of results in the pretest and pasttage of the probe for morphologic
categories reception

E.D.P. T.SS
No. of items with incorrect answers/|No. of items with incorrect answers/
percentages percentages
Pretest 29 31,52% 20 21,73%
Retest 12 13,04% 10 10,86p0
Differences 17 18,48% 10 10,86P0

As it can be noticed from the above table, progressere made in both
cases after the intervention, at the level of thmicturing of the receptive
morphologic abilities. This aspect underlies thepamance of structuring of
intervention programs of this type, even when laggu troubles due to

bilingualism are identified.
Regarding the two children on whom the interventmmograms were

applied, progresses were recorded in terms ofdéxigilities as well.

In the following table, the situation at the twartg@pants’ lexical level is
illustrated from a numeric perspective, during tihve stages (pretest and retest) of
the research, in order to bring forth the quanugadlifferences.

Table 9.

The number of correctly/ incorrectly defined wolxsthe two participants, in the
pretest and retest stage

E.D.P.- E.D.P.- T.SS- T.SS-
no. of correctly|no. of incorrectly/[no. of correctly|no. of incorrectly/
defined items partially  defined|defined items partially  defined
items items
Pretest 8 12 13 7
Retest 15 5 17 3
differences 7 7 4 4
Conclusions:

Bilingualism in Romanian language influences, hgvimto consideration
the group of participants, included in this resharéin a negative way
morphological and lexical abilities. This aspecinigportant to be underlined (both
at the assessment level and at the interventiohamthe social dynamics from our
country forces teachers and speech language therapicome across the bilingual
phenomenon, in different combinations, in a gredégree nowadays.
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SOME FEATURES OF SOCIAL COMMUNICATION PROCESS AT
PREADOLESCENTS WITH MENTAL DEFICIENCIES

UREA ROXANA!

ABSTRACT. During his entire life, a people have a lot of abeklationships,
based of the social communication process. The lsoaiamunication is a form of
total communication process and has specific mstaifens related to ages,
gender, social experience, etc.

Therefore, | have made an investigation, on 40 Rdsnapreadolescents
with mental deficiencies. Our investigation has liael following goal: to reveal
some features of social communication process eadmescents with mental
deficiencies.

The psychodiagnosis instruments that have been aisdtlis research are:
The Social Conversation Questionnaire that has besated for Romanian mental
deficiencies pupils by R. Urea in 2008, The Zazzh ¢ similarities, The verbal
associations test.

The results that came through have revealed at @ewpth mental
deficiencies some features of, of social convergatével, of verbal functional
activism, of flexibility of social communication.

Our conclusions allowed us to create an importahto$ psychological test
that can be use in differential psychodiagnosisgsse.

Key words: mental deficiencies, social communication, socialversation.

ZUSAMMENFASSUNG. EINIGE MERKMALE DER SOZIALEN
KOMMUNIKATION BElI PRETEENAGERS MIT GEISTIGE MANGEL.
Wéhrend seines gesamten Lebens, haben die MensdbeEnvon sozialen
Beziehungen, der sozialen Kommunikation basie®. $diziale Kommunikation ist
eine Form der gesamten Kommunikationsprozess urdihnan spezifischen
Auspragungen im Zusammenhang mit Alter, Geschlecdzialer Erfahrung usw.

Daher habe ich eine Untersuchung gemacht, auf 4Mamische
preadolescents mit geistiger Mangel. einige Merkmater sozialen
Kommunikation bei preadolescents mit geistiger M#ngffenbaren: Unsere
Untersuchung hat folgendes Ziel hatte.

Die psychodiagnosis Instrumente, die auf diesersdfamg verwendet
wurden, sind: Die Online-Konversation Fragebogee,fiir ruméanische geistiger
Méangel Schiler wurde von R. Urea erstellt im Jab@& Die Zazzo Test von
Ahnlichkeiten, die verbalen Assoziationen zu testen

Die Ergebnisse, die durch bei Menschen mit geisfigigngel gezeigt haben,
kamen einige Features, sozialer Gesprach Ebeneveltralen funktionalen

! Lecturer Ph.D., Bucharest University, Faculty sfyéhology and Educational Sciences, Special
Education Department
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Aktivismus, der Flexibilitdt der sozialen Kommuniicm. Unsere
Schlussfolgerungen konnten wir einen wichtigen Satz psychologischen Tests,
die Nutzung im differentiellen psychodiagnosis Rs®sein konnen.

Schlusselworter:geistige Mangel, soziale Kommunikation, sozialeéch

1. Theoretical background

Human’s communication is, first of all a social pbmenon. Communication
between people defines social relationships, am@vlty how society is organised.

The social communication is the fundamental waypefson’'s social
interaction and is done through the social's symbahd significations and
determines specific behaviours.

During the process of social communications theredme information’s
exchange. Social communication presumes emiss@msrission and reception of
information and sometime it can be assume as irdbom's transmission. But, in
reality, the process of information’s transmissionly when the message is
understand by the receiver and it is follow by aper response.

Social communication’s features depend by the wyfpsocial interaction
between people, by the people’s personality types.

Because of the mental disabilities and the delaybimlogical normal
development, the children have not the proper taslito a proper response to
social stimulus and will develop a social and s¢hoaladjustment. These not
developed abilities are also in the social commatioa area and will increase the
personal insecurity and in time, it can determimgia isolation.

At children with mental disabilities the main gaslto be integrated in the
society. For that goal it is necessary that thmittg process of these people to be
focus various aspects, including social commuracetiabilities. But it is important
to know the features of social communication aldchin with mental disabilities

2. Investigation research

The theoretical aspects that we have just preséntadhort manner were
the reasons that determined us to investigate sufntke social communication
features because knowing those features we cakteqgpeaper programs that will
develop at pupils with mental handicap the sodahimunication abilities that can
facilitate social relationships and integratiorsotiety.

Our research had the gdalinvestigate at preadolescents with mental hagdic
the features of social communication in formal grdior elaborating the proper
individual counselling programs that will facilithe future labour integration.

Our objectives were to investigate at preadolescetth mental handicap
the following aspects: the social conversation'sele the verbal functional
activism, the social communication’s flexibility.
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We made in our research the following assumpticnagsumed that based
on the specificity features of mental handicap’sspmrality, we can see different
ways of manifestation of social communication skith formal group that will
depend by 1.Q and the social communication expeeen

We did our research on 30 subjects, aged 10-1&ywdy 17 boys and 13
girls from Special School nr.5 Bucharest with 1.&veeen 50- 75- medium level of
mental handicap..

In our research we have used the following psyagiohl instruments: the
Social conversation questionnaire, which was ccemt€008 by R. Urea for pupils
with mental handicap; the Vocabulary Test; the \derbsociation Test. The last
two instruments was adapted for romanian pupil$ witental handicap and the
coefficients of fidelity were:. 675, and . 744.

2.1. Investigation of social conversation level
All the collected data from the social conversatiurestionnaire were
evaluated on three levels: low, medium, high. Tae dre presented in table nr.1.

Table 1.
The levels of social conversation at our investédatubjects

Levels of evaluation
Low Medium High
[Number of subjects ( %) 55,7 42,2 1,1

The dynamic of social conversation at our invedBd subjects is
presented in figure nr.1

60 1

50 7

40 A

30 +

20 4

Number of subjects (%)

10 4

-‘/

Low Medium High

Levels of evaluation

Figure 1. The dynamic of social conversation at our investidaubjects

As we can see, most of our subjects have a loal [&vsocial conversation
and can explain by the fact that the social coratans strategies are not operative
due to a limited social experience communication
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The qualitative analyses of the subject’'s answaditsved us to see some
nuances of the social conversation process: ifstt@al conversation is done in
school or if the social conversation’s partnersehtfive same status, the level of
social conversation is medium because the typeassages that are between them
is focus on daily activities; if the social convatien is done in large social groups
where people have different social status, thel lefveocial conversation is low.

The skeness coefficient (.397) revealed that #sk twwas done by our
subjects in an easy manner and the kurtossis cieefti(2.037) revealed that the
features that we have found is relevant at ouresibjas a group.

The correlation analyses revealed a direct cdroelebetween the social
conversation and the 1.Q of our subjects (r= .3640.05)

2.2. Investigation of verbal functional activism

First of all, we have to define the verbal funotibactivism. This concept
represents the level of performance that a personreach during the social
communication process as an expression of opdsabflfunctional vocabulary

The collected data from Zazzo's test of vocabulaeye evaluated on there
levels: low, medium, high and are presented iretaipl2

Table 2.
The verbal functional activism at our investigatadjscts

Levels of evaluation

Low Medium High

Nr. of subjects (%) 54,54 36,36 91

The dynamic of verbal functional activism at onvestigated subjects is
presented in figure nr.2

60
50
40
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20
10

o]

Number of subjects (%)

Low Medium High

Level of evaluation

Figure 2. The dynamic of verbal functional activism at ourastigated subjects
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We can see that at our investigated subjectsyeh®al functional activism
is at low level and can be associated with_thehtliof intellectual effort and with
the limited area of functional remaining potahtiThat means that our subjects will
be used in social communication process a limited pf vocabulary, especially
those words, those verbal structures that had lprenticed long enough to
guarantee some success in social area.

There are some subjects that have a high levetrblal functional activism.
That should be meaning a high level of developnemsiocial conversation. But, in
reality it is really about the process of tintingwerbal structure in the process of
social relationships in a way that are more suitdbla new context which was not
practiced. It also mean that those subjects hal&rger social communication
functional activism) and can avoid in better marthersocial blaming

We also revealed the behavioural rigidity on verhadctional activism
through the way how they repeated some sentences.

The skeness coefficient (.797) revealed that tis& i@mas done by our
subjects in an easy manner and the kurtossis cueffi(.211) revealed that the
features that we have found are relevant at oyestgbas a group.

Based on statistical processing we have found edligtion coefficient
which value was 14. That means that, at pur ingattd subjects we will see some
improvemts on verbal functional activism after 1éeks after we will start the
therapeutical process.

The corelational analyses have revealed the fatipworelation: a direct
corelation between the verbal functional activisnd #he social conversation (r=
.296, p= 0.05); a direct corelation between thdakfunctional activism and 1.Q (
r=.376, p= 0.05)

2. 3. Investigation of social communication flexibility
The collected data from verbal association testewevaluated on three
levels: low, medium, high and are presented iretabl3

Tabel 3.
The social comunication flexibilitaty at our invegtted subjects

Levels of evaluation

Low Medium High

Nr. of subjects (%) 50, 25 42,00 7,75

The dynamic of social communication flexibility aur investigated
subjects is presented in figure nr.3
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Figure 3. The dynamic of social communication flexibility airdnvestigated subjects

We can see that at of social comunication fldixjbis low level at most of
our subjects and follow up with a little diferenog the subjects that have had the
social comunication at medium level. This situtisra reflection of the impact of
the educational process on the subjects with midaiatal handicap and mean that
is the expresion of verbal behavioural lability.

But, there some subject that had a a high levelsotial comunication
flexibility and had a value of 75 at the 1.Q. Thatan that those subjects had
operative inductive strategies and can anticipg#rénert’s reactions and can have
proper behaviours suitable to social comunicatiomtext. In this process of social
interaction, the mesagess will be understand bgetlsubjects.But, even they will
undersand the mesagess due to the features of Intsificiencies, they can't
anticipate to play the corect role in social enwiemnt.

The skeness coefficient (.002) revealed that tls& tmas done by our
subjects in an easy manner and the kurtossis cffi (.587) revealed that the
features that we have found are relevant at oyestgas a group.

Based on statistical processing we have found digiren coefficient
which value was 10. That means that, at pur ingattd subjects we will see some
improvemts on social comunication flexibility afted weeks after we will start the
therapeutical process.

The corelational analyses revealed; a direct cooelabetwwen social
comunication flexibility and social conversatior=(r147, p = 0,05), a direct
corelation between social communication flexibilityd verbal functional activism
(r=. 223, p=0,.05)
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3. Conclusions
Our research found, at out investigated subje&ddhowing conclusions
as features of social comunication process:
1. The social conversation at subjects with middlelesf mental handicap
is a consequence of a genetic viscosity and hisafagvealing is limited
to social contexts that give to our subjects a-seturity; in other social
contexts the process of social conversation usgesfies that are not
suitable with current moment;
2. The verbal functional activism at subjects with dié& level of mental
handicap is the expresion of insuficient operastmicture related to the
contex’s moment. The limited social experience ichaitee poor strategies
with limited operative objective criterias.
3. The social communication flexibility at our subjecs mark by the limited
thinking process, by the limited operativity of xieo- grammatical
structures and determine a limited social competenc
The psychological instruments that we have usedhis research for
revealing some features ofocial communication process at preadolescents with
mental deficiencies, can also be used in diffeabrdiagonossis process of the
levels of mental deficiencie.

These conclusions confirm the assumption that wee hmade at the
beginning of our research.
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CLINICAL NEUROPSYCHOLOGICAL ASSESSMENT BY USING
TEST OF MEMORY AND LEARNING (TOMAL) IN THE CASE OF
CHILDREN WITH BRAIN INJURIES

ADRIANA CANDEA !

ABSTRACT. The aspects concerning memory from the point of aéwlinical
neuropsychology seem to be unclear. Almost everifumgtion of the central
nervous system (CNS) associated with problems persor cognitive functions
has also been associated with a type of memoryifmpat, this being a usual
problem underlined by the patients (Reynolds, 2Gd8¢cher, 2004). In the cases
of traumatic brain injury (TBI), memory impairmenteem to be the most
common among patients' problems (Mellick, 2004; iéys, 2005). This research
emphasizes several aspects concerning the asséssnmeemory functionality in
the case of children that suffer cerebral traumafiaries, by using the assessment
tool TOMAL — Test of Memory and Learning. It also urlahes the way children's
cognitive abilities change due to the traumatiarip;

Keywords: memory, traumatic brain injury, TOMAL, memory perftance

ABSTRAKT. Klinische neuropsychologische bewertung durch getés- und
lernenstest (TOMAL) bei kinder mit traumathischapferletzungen.

Die Gedachtnisprobleme scheinen allgegenwaértig én klinischen Praxis der
Neuropsychologie. Fast allen Unordnungen des zentrBlervensystems (SNC)
assoziiert mit Stdérungen der héheren kognitivenkfomen wird eine Form der
Gedachtnisstdrung assoziiert, registriert als éiicties Problem bei den Patienten.
(Reynolds, 2003; Fischer 2004;). In den Fallen v@chadel-Hirn-Verletzungen
(LTC), die Gedachtnisstdrungen sind die haufigsten alle Problemen der Patienten.
(Mellick, 2004; Reynolds 2005).Die vorliegende S$tudersucht einige Aspekten der
Bewertung der Abruf-Funktionalitdt bei Kindern, d&chadel-Hirn-Verletzungen
erlitten haben, durch Benutzung der TOMAL — TesMaimory and Learning (Test
fir Gedachtnis und Lernen)-Testbatterie um die Mizéungen der kognitiven
Leistungsfahigkeit von diesen Kindern nach deré&fedng zu markieren.

Stichworte: Gedachtnis, Schadel-Hirn-Verletzung, TOMAL, Abruf-$teing.

Memory is almost always an important aspect fomabge rehabilitation
or retraining (Skeel and Edwards, 2001). However, ré-establish memory
functions after a traumatic cerebral injury hasetallace is less predictable than
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the way others, more general, cognitive functioms de rehabilitated, this

probably being because of the attention deficigd Hve characteristic for cerebral
injuries. Memory deficits are the most persistanpairments in TCI (Skeel and

Edwards, 2001). While certain memory functions (fstance, immediate recall)

are annulled both in the context of functional asrdanic impairments, other

memory aspects (e.g. delayed recall or memory less) establish a clear

difference between psychiatric impairments sucdegwession and TBI and other
CNS injuries. Most of the TBI cases can be groujpethree distinct categories

from the point of view of age-the first group refdéo the age range between birth
and 5 years of age; the second group, 15-24 yé&dramd the third, over 75 year

old; males numerically exceed in females, 2 to afAcrash is the most common
cause for TBI, while other accidents and violemespectively, come second and
third (Langlois, Rutland-Brown and Thomas, 2006).

Taking into account the importance of memory inlydéasks, especially
during schooling period, as well as its importandgle assessing brain functional
and physiological integrity, it does not surprise that memory assessment in
children and adolescents is an extensively-stualspect.

To a certain degree, assessing memory in childrdradolescents must have
been considered as being important beginning Wétitst modern test for intelligence
(Binet, 1907) and continuing with a more importest for assessing intelligence, the
Wechsler Scales. These tests, within their diffevamiants for children, included at
least one or two short assessment tasks for ghrortshemory. All in all, major texts
about child neuropsychology written during the 19@0Ad 1980s (for instance Bakker,
Fisk and Strang, 1985; Hynd and Obrzut, 1981) db discuss about memory
assessment, although it was pointed out that 808 epresentative group of clinicians
who use memory assessments emphasized the faotghadry is an important aspect
of the cognitive and intellectual functions asses®m(Snyderman and Rothman,
1987). In 1995, only important textbooks took ircount memory function
assessment in children (for instance Rourke, Baklisk and Strang, 1983), as well as
its relationship with different medical malfuncting (Baron et al., 1995), or even
neuropsychiatric ones (Gillberg, 1995) is commdnbluded in major papers about
child neuropsychology.

Brain injuries (Bl) and their effects represent ajon problem for public
heath, they being the cause for approximately twas from the post-traumatic
deaths and the most frequent generator of permatisability condition post-
traumatically. Recent statistics from USA and Germneounted 200-300 cases of
Bl reported for 100,000, the incidence peak cowadgmg to the 15-24-years-old
people. The ratio between the CCl in males and liegria 2—4/1.

In the case of the patients with multiple injurie®% are Central Nervous
System injuries, while brain injuries are presenthe case of 75% of those who
died in car crashes. In Romania, the data revdafed preliminary investigation
developed byNeuroTrauma Group of SRN in 1997 emphasized that brain injuries
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can be found in a proportion of 25-95% in the splemed department, with a
mortality average of 60-90% in the cases of sebeain injuries, while the ratio
corresponding to the same indicator in the Eurof@@anmunity in 1996 was 31%.
Ever since the times of Hippocrates it was knowat tfrain injuries in

children are different from those in adults notyofibm the point of view of their
frequency, of their producing mechanism or of thilumatic types, but also from
the point of view of the brain reaction or the matof the late traumatic consequences.
These differences were better investigated durimeg last decades, especially in
complex papers belonging to Matson (1969); Med®68); Jennett (1970); Arseni,
Horvath, Ciurea (1980); Millan (1999); Zumann, (2)irsch, (2006).

Memory neurobiology

Attention leaves traces or indicators in the br#is becoming memory.
Memory, in the most common perception, is the Bbit recall an event or a piece
of information of various types and forms. From ialdgical point of view,
memory functions on two major levels, one of théividual cell, and the other of
the system. Once memories appear, they imprint gggmvithin the individual
cells (Cohen, 1993; Diamond, 1990; Scheibel, 198@)Jusively within the level
of the cell membranes and within synaptic physiglog

The median temporal lobe, especially the hippoaargnd its connecting
fibers within the limbic and para-limbic structurds of great importance in
developing associative memory. The limbic systeragiiy the posterior regions of
the hippocampus) also mediates the developmentraditoned responses. Thus,
certain patients with posterior lesions locateflippocampus do not respond to the
operating paradigms when the bi-directional prografar consolidation are
missing. The medial injury at the level of the temg lobe and of its connecting
fibers or at the level of median diencephalic dtrites causes difficulties in
building new memories (retrograde amnesia), buse¢hean also unlock recent
memories, ones appeared before the time of th@negietrograde amnesia).
Different regions within limbic and para-limbic sttures play an important role in
building certain types of memories and simply ctioded memories may appear
at sub-cortical level. All the interactions takipéace at the level of the above
mentioned systems are to be controlled by the taiterconnected mechanism
situated especially at the level of the brain stard frontal lobes, this leading to
directly and indirectly facilitating memory developnt. Memory is a complex
function resulting from the interaction of diffetecerebral systems (with unequal
contribution). If one of this system is injured maggatively influence the capacity
of developing new memories.

In the case of right-handed persons, verbal andesgiil memories may
be affected to a greater extent as a result ofrjuey from the level of the left
temporal lobe and its connected regions. Injumethée right hemisphere interfere
in a negative way, especially with visual and sgatiemory.
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Research objective:
Assessing the functionality peculiarities of themneey in the case of two
brain injured patients by using TOMAL (Test of Memand learning) probe.

Hypothesis:
Traumatic brain injuries highly interfere with mema@erformance in the
case of children afflicted by this type of trauma.

Participants:

Two participants were included in this researcmgithe following criteria:

a. participant diagnosed with acute isolated catabjury or with a brain
injury part of an associated trauma, case in wthiehbrain injury is responsible for
the patient's serious health problem;

b. neurologic status situated between 12-9 ranigeseing assessed by
using GCS (Glasgow Coma Scale);

c. neurologic status situated below or on the @eaiit being assessed by
using GCS (Glasgow Coma Scale) during the primagsessment, patient who
required intubation.

Tools used during the research

a. Glasgow Coma Scale (GCS)

This scale assesses three distinct component® afaihiscience estate: the
patient's ability to open his eyes, verbal, andano¢sponse. The scores obtained
on those three levels are added being obtainedah 4core between 3 and 15
points. The GCS score has a diagnosis and prognedi®. It is easy to be
calculated by adding the score obtain for oculactien (OR), verbal (V) and
motor (M) — the normal score is 15 points. Comadgresponding to a score <8
points, going till lack of reaction, it being notad GCS=01V1M1=3 points.

b. TOMAL-Test of Memory and Learning

TOMAL is a complex battery of probes, composed 4f miemory and
learning tasks (eight main sub-tests and six supghdary sub-tests), standardized
for people with ages within 5 years 0 months O days 59 years 11 months 30
days. Its eight main tests are divided into vedrad non-verbal memory content
areas. These areas can be mixed, thus making ap@osing test.

Specialized literature identifies two main reseagcithat investigated the
relationship between gender, ethnic variables dra gerformances scored in
TOMAL test. Mayfield and Reynolds (1997) comparekiter and black children's
performances with those obtained by the normatarepde used for standardizing
TOMAL. The results obtained proved that white atatk children scored similar
performances with those of the normative sampleiaking into account the main
factors of the probe, Reynolds and Bigler (1996yg&sting that “the task is
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perceived similarly by two testing groups” (p. 12Burthermore, the researchers
investigated all those 14 sub-tests as a wholdlsst,showing global significance.

Mayfield, Lowe and Reynolds (1998) investigatechimother research the
performances obtained by males and femald®e results proved that female
participants obtained higher scores in verbal tasksle male participants had
higher scores in spatial tasks. Authors mentiomadrey their conclusions that the
results obtained correspond to similar tasks usedi$sessing intelligence, these
showing that despite the identified results “thesr@a common base both for male
and female participants”.

The standard TOMAL scores per age are made upuwfrhain indexes
and five supplementary indexes. The main ten ssis-tere divided into Verbal
Memory Index (VMI) and Nonverbal Memory Index (NMIhe Composite
Memory Index (CMI) is derived from the ten main debts. The Delayed
Response Index (DRI) is made up of the responstetiour sub-tests in the first
30 minutes after testing.

The supplementary indexes include Verbal DelayechRéndex (VDRI),
Attention/Concentration Index (ACI), Sequential Mam Index (SMI), Free
Recall Index (FRI), Associative Recall Index (ARNd Learning Index (LI).

The Verbal Memory Index (VMI) includes five sub#&sMemory for
Stories, Word Selective Reminding, Object Recaljrétl Recall, and Digits
Forward. The optional sub-tests such as Lettersvéaat, Digits Backwards, and
Digits Forward are considered to be verbal measen¢immstruments, but they are
not included in the Verbal Memory Index as parthed Composite Memory Index.
Each of these sub-tests is presented verbally eordpis for a verbal answer from
the examiner. These sub-tests vary in terms of semeomplexity and/or need for
language understanding. This allows the examinerestablish whether the
language or the meaningful context improves orriwstes the child’s ability to
recall the information he or she was presented.

The TOMAL sub-tests

The 8 core sub-tests, the 6 supplementary sub-testisthe delayed recall
trials take approximately 45 minutes for an experél examiner to administer.
The sub-tests were chosen in order to provide adbavaluation of the memory
functions and, when all are used, to provide thestnommprehensive memory
evaluation available.

The presentation and the responses format in th@nédration of the
TOMAL sub-tests vary systematically in such a way@sample the verbal, visual
and motor modalities and the combinations amongntire the format of the
presentation and of the response. Several tesgg@vaed for a criterion made up
of several sub-tests, including selective recall,such a way as to determine
learning or acquisition curves. Multiple tests grevided (at least five are
necessary according to Kaplan, 1996) in the sekectecall sub-tests for an
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analysis of the processing depth. In the formatedéctive reminding (in which the
examinees are reminded only the "omitted” or uralled stimuli, when the
articles which have been recalled once will notdumlled in the subsequent tests,
problems are revealed in the transferring of timawt from the working memory
and the immediate memory to long-term storage. ifisertion of cues is also
allowed at the end of Delayed Word Selective RemgndThe reason for this is to
increase the examiner’s ability to test the deptthe® processing.

The established memory functions (for instancertfeanory for stories),
which are related to academic learning, are indydéong with tasks that are more
common in experimental neuropsychology and whicletehigh (Facial Memory)
or low (Selective Visual Reminding) ecologic relega. Some sub-tests use very
meaningful material (Memory for Stories), while eth use very abstract stimuli
(Abstract Visual Memory).

Apart from the review of the memory function, therpose for including
such a factorial series of tasks on multiple level$o allow for a thorough and
detailed analysis of the memory function and ofeptial memory deficits which
could be discovered. The neurophysiologist’s tastoiadminister sub-tests which
are very specific and variable in terms of pred@naand response format and
which sample from all the relevant brain functionorder to solve the complex
puzzle of brain-behavior disorders. Kaufman (19W@s the first to present a
detailed model for the analysis of test data irommrehensive format (elaborated
later, Kaufman, 1994), which make the clinicianask similar to that of a
detective. The detail, breadth and variety of tii@&VIAL sub-tests, together with
their excellent psychometric properties, make TOMAéeal for usage in a model
for “intelligent testing”, especially in the analysof brain-behavior relations
associated to the memory function.

Case Studies

Case study no.1: Tiberiu

At the age of 14, Tiberiu suffered an acute carbwmoxide poisoning.
The gas installation in the closed garage whereeriibwas playing was not
working properly, releasing carbon monoxide in #iea. His mother found him
unconscious, in cardiopulmonary arrest. An NMR edee a basal ganglion lesion,
which is a classic sign of carbon dioxide poisoning

Before the accident, Tiberiu was in good health.whs a bright student,
with grades averaging 9.8. Tiberiu is now in thegrade and he has difficulties in
Mathematics and poor eye-to-hand coordinationslbelieved that his current
condition indicates a decline compared to the prevperformance.

Figure 1 represents a summary of Tiberiu's TOMAbres 15 months after
the accident. The format was obtained from scorfévame designed by Szasz,
Reynolds, & Voress, 2007. The first section ofsthenmary presents the scaled score,
the percentage hierarchy and a quality descriptaging from Very Deficient to Very
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Superior for each sub-test. The details of thexrsimres are provided in the second
section. This includes trust intervals for the mdeores and comparisons of the
various index scores. Tiberiu's DVRI (83) is belawerage and is considerably below
the performance of immediate recall, as it is otéld on the VMI (107). This clearly
indicates a significant deviation from his abiltibefore the accident and a common
sign of an organic memory deficit associated wahbon monoxide poisoning. The
Attention/Concentration Index is also low comparned other scores. Therefore
memory indicates a general decline from the levedere the accident.

His WISC-IIl scores were VIQ =109, PIQ = 82, arsl® = 95. The WRAT-
3 indicated reading at 110, spelling at 107 anchitattics at 95. Fluency was slightly
below the expectations for his age. The TOMAL-2riesy curves showed an obvious
inconsistency during the test, indicating a considle variability in the attention
processes. The learning curves are presented thitisection of Figure 1.

Subtest 3. Selective Word Reminding Subtest 7. Paired Recall

—— AWET30E NUMBEr of reminded Word  sem—" Average number of recalled objects

The subject's pefarmances ——— The subject's performances

Subtest 7. Paired Recall Subtest 10. Visual Selective Reminding

r— AYETA0E NUMBDEr of paired recalled sess—— Average number of reminded positions
The subject's performances —————— The subject's performances

Figure 1. Subject Tiberiu’s performances on the TOMAL Battery
Test of Memory and Learning

Case study no. 2 — Maria
At the age of 5, Maria was the victim of a car brasd suffered an acute
closed head trauma. She was unconscious aftectideat and she was in hospital
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for several weeks. The EEG testing indicated phggioal abnormalities in the

area of right temporal lobe. Before the accidenarill went to kindergarten, and
no difficulties related to school performance ohdedoral attitudes were noted.
Mary is now 7 years old; she is in first grade. lmcher has indicated that Maria
has difficulties related to visual processing aretmory.

No intellectual assessment was performed beforadtident, but considering
the history of Maria’s development, it was assurted she had at least an average
intellectual level before the accident. The red@BC-I1Il scores were VIQ = 95, PIQ
=112, and FSIQ = 102. Figure 2 shows Maria’s sLoreTOMAL-2. Maria’s 88 VMI
is below the average, against a 71 NMI, whichesaudy in the below the average area
of memory performance. The total CMI of 77 is ditdhin the deficient area of
memory performance. The comparisons of the globades indicate that the VMI
differs significantly from the NMI. It is obvioufiat Maria’s non-verbal test results are
generally poorer than the verbal test results. [Eagning Index was lower than
expected, considering Maria’s educational histdhe learning curves are presented in
the third section of Figure 2. The low level of thearning Index confirms the
teacher’s observation that Maria has difficultiesdataining new information.

Subtest 3. Selective Word Reminding Subtest 5. Object Recall

Average number of reminded word p—— AVETAQe number of recalled objects
The subject's performances —————— The subject's performances

Subtest 7. Paired Recall Subtest 10. Visual Selective Reminding

Average number of paired recalled

Average number of reminded positions
The subject's performances — The subject's performances

Figure 2. Subject Maria’s performances on the TOMAL Battéfgst of Memory and
Learning
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Summary of findings

Memory evaluation has a lot to offer to the cliaitiwho investigates the
neuropsychological processing in children and at@ets, especially in those with
CNS system. TOMAL is the most detailed and compmsive test which allows
also an attentive evaluation of the way in whiclidcen process and memorize
information.

There are many things to be learned about chiklraemory and especially
about the use of delayed recall indices, which haeeed so valuable in the case
of adults as well. The current efforts are focusadletermining the diagnosis and
the implications of the test results in the treattnall with promising results. The
crucial role of the clinical memory evaluation hettasks of the neuropsychologist
is determined by the nature of memory in everydayand the problems related to
memory in CNS disorders.

In the specialist literature, researchers claint thamory is not just a
singular function, or an entity, but rather tha¢ term “memory” encompasses a
complex system of cognitive processes, includinguaing, keeping, memorizing
and updating the information (Gross & Mcllveen, 999Reynolds and Bigler
(1994) claim that there is no uniform terminologed to describe the functionality
of the memory. Up to now, specific memory elemdrage been identified based
on the theoretical approach of the researcherseSithese elements include the
working memory, recognition versus updating, verbalsus nonverbal, abstract
versus figurative. Irrespective of the definiti@ken into consideration, memory is
clearly essential for the cognitive processes. hiegrin particular displays a direct
connection to memory. This is why it is considefadelative, permanent change
in behavior, as a result of experience” (Gross llietiveen, 1999), and without a
memorization of these experiences, learning coatdake place.

On the systemic level there is a division betwaamory formation and
memory storage. A large amount of evidence sugdeatsassociative memory is
stored distributively throughout the cortex, allagyifor manifestation in a statistic
function (Cohen, 1993). At the same time, thereuglence indicating a more
localized storage of certain memories and the exést of localized centers for the
formation of memory, both in the classical anddperating conditioning.

The entire brain takes part in the functioning leé tmemory through the
distributive storage of the memory. The recall wbisg memories tends to be one
of the most robust neuronal functions, whereasfohnmation of new memories,
prolonged attention, and concentration, tend tarheng the most fragile neuronal
functions. Most types of neurological disorders associated with an abnormal
decrease of memory performance along with dislonati of attention and
concentration. This has more important consequemngesn temporal-limbic
involvement appears, of the cerebral trunk or of frontal lobe. However,
different psychiatric disorders, particularly degsien, can suppress the fragile
anterograde memory systems. An attentive analySism@mory, forgetfulness,
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affective states and a comprehensive neuropsycicalogsting may be necessary
before concluding that the memory related disordezof organic origin.
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STIMULATE THE CREATIVITY OF THE PRIMARY SCHOOL
ADHD STUDENTS THROUGH ACTIVITIES OF COMPOSING

DANIEL MARA !, ELENA-LUCIA MARA 2

ABSTRACT. In this article there are presented the experiematsized after a
study on stimulating the creativity of the primasghool students with ADHD
through activities of composing. In the last dectii®e have become visible the
Romanian school efforts for adaptation in ordeerisure the respect of the right to
education for all children and to equalize theiragbes of success. The
integration of the students with ADHD syndrome dmnrealized successfully
if it is adopted by a complex committee made uppEcial psycho-pedagogues,
pedagogues/teachers, doctors, kinetotherapists,sivbiald work in close relation
with the family. Hyperactivity and attention defiaire two different characteristics
of the syndrome, which are often found simultanboas the same subject, but
can also exist one without the other.

Key-words: stimulation, creativity, students with ADHD, prinyarschool,
composition, integratian

RESUME. Dans cet article, sont présentées des expérieratesfiées a partir
d'une étude sur la stimulation de la créativité @leses atteints de TDAH du cycle
primaire par des activitts a composer. Au courdadderniere décennie, sont
devenus visibles les efforts de I'école roumainaddptation pour assurer le
respect du droit a I'éducation pour tous les esfahpour égaliser leurs chances de
succes. L'intégration des éléves atteints du synelfdAH peut étre réalisée avec
succes si il est adopté par un comité complexe osgges psycho - pédagogues,
pédagogues/enseignants, médecins, kineto-theragistsdoivent travailler en
collaboration étroite avec la famille. L’hyperactéviet le déficit d’attention sont
deux caractéristiques du syndrome, qui se troueeplus souvent simultanément
au méme sujet, mais ils peuvent aussi exister s lsautre.

Mots-clés: stimulation, créativité, enfants atteints par/du TH)Aycle primaire,
composition, l'intégration.

1. Integration of students with ADHD in main streamschool

In the last decade there have become visible theaR@n school efforts
of adaptation in order to ensure the respect ofigie to education for all children
and to equalize their chances of success. It hexs @mphasized more and more the
need to change the vision on students with spediatational requirements and the
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attempt to offer them a normal life by transformithg social representation and
renouncing to social tagging and stigmatization.e Tétudy concerning the
development particularities of children with ES@gdartaken in order to determine
the educational strategies adapted to their néedshecome one of the priorities of
preparing specialists in the field of special po/pledagogy. Special education
requirements refer to the necessary support giverhitdren in order to overcome
the difficulties they face; these difficulties repent obstacles in the process of
social adaptation. The specialist should know theblems faced by those in
difficulty, find and determine concrete ways of\ényj them, promote alternative
methods of overcoming the obstacles. The integratib students with ADHD
syndrome can successfully be achieved if it is e@gimed by a committee made up
of special psycho-pedagogues, teachers, doctarstiokherapists, who should act
in close relation with their family.

Hyperactivity and attention deficit are two diffatecharacteristics of the
syndrome, which can often be found simultaneouslih@ same subject, but can
also exist one without the other (Cirneci, 2000).

a. Attention disorder represents the central element of the syndrome,
considered as being the physio-pathological bdgiysfunction. It is illustrated by
a difficulty to concentrate and a quasi-constastrdctibility with the inability to
grasp the relevant information when there are factd diverting the attention
(background noise, conversations, television). @il indispose their parents and
teacher by their inability to maintain their atient over time. It seems that they
don’t pay attention to their teacher, start aaigit(various tasks or games) which
they don't finish and do not fulfill their schoolutles. The inattentive child does
not follow the instructions that are given to hievhneglects the details, tends to
lose the items necessary to perform a task anasiyyadistracted by events that do
not disturb the others. Sometimes, although hatség be involved in an activity
he/she likes, he/she doesn’t hear what it is said raore. The attention deficit
disturbs especially his/her learning ability.

b. Hyperactivity disorder manifests in different ways depending on age —
that is why it is often difficult to determine wihet the incriminated behavior is
inappropriate for their age. The child is alwaysniotion, unable to remain seated
(in the classroom, during family meals, etc). THegve a disorganized, non-
constructive and less coordinated activity. Like little babies who learn to walk,
they occupy the space environment, because theytdildiscover. They run and
jump, fidget constantly, and are unable to remaiated at the table or get some
rest. Restless, they can not play alone and cezbelsolicit the adult to whom
they spend all the time. In general, they receiamyrremarks from school related
concerning their behaviour, call the emergency isesvfor minor but repeated
injury. They can not stop talking and have a teogield make noise during calm
activities, disturbing the others. If they are sleal, they apologize, promise it
won't happen again, but they resume. They fidgethal time and are not able to
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keep still at the blackboard. If their teacher atsiesn to stop balancing or moving
in their desk and try to fulfill their task, theikthwill devote all his energy to stop
balancing, being thus unable to do his homeworkremg. For this child
hyperactivity is a risk to physical health (Cirne2®00).

c. Impulsivity is a dimension that is found at the motor, cogaitand
social level. This disorder is especially foundhe attention deficits, as well as in
the provocative oppositionism and conduct disorBeth cognitive and behavioral
impulsivity stand out. Cognitive impulsivity is daterized by a rapid and
incorrect manner of answering to a task, withouiting the end of the advice or
being able to follow the successive stages in atertr manner. Behavioral
impulsivity corresponds to the inability to corrextinhibit the inadaptable verbal
or physical behavior. Impulsivity is translated dydifficulty to obey, a search of
immediate pleasure, an impatience which becomelslgmatic: to wait for their
turn. There are known the following types of imnity: impulsive behavior
without precise purpose (the child stands up withaoy reason), inadequate
behavior with precise purpose (they sharpen theicp amiss) and impulsive
behavior with positive attention seeking (they amswwithout waiting for their
turn). Therefore, there is a non-intentional impudsbehavior (which touch the
property, the subject himself or another persomyd aeliberately offensive
behavior (aggression, opposition, conduct disordinpulsivity should not be
confused with qualities such as spontaneity andidility. It is related to
entertainment. Most often associated with hyperagtiimpulsivity is responsible
for the fact that the child is rejected by his/becle of friends. It disturbs his/her
driving functioning (impatience, rudeness) and dtgm development (the
difficulty to anticipate the consequences of tlaaits). Impulsive child is unable to
wait for his/her turn (when he/she plays, or infei#nt situations and school
activities, including sports), answers forgettirg raise his/her hand and often
hurries to answer without being asked, breaks la#f conversation of adults and
interferes with their discussions. He/she abandonsctivity before finishing it.
His/her great difficulty to comply with the ordeis immediately interpreted as
rejecting the rules and indications. Intolerantctmstraints and aggressive when
frustrated, he/she seems insensitive to rewardspangéshments. Impulsivity has
consequences on the emotional level, producingdrapd frequent changes of
mental status. He/she has no strategy. It is harchiin/her to organize his/her
work, he/she needs a list of priorities and plaihaadion. Impulsivity embarrasses
him/her especially on the social level.

These behavioral problems end up in school learniisgrders, family
disruptions, secondary psychological disordershald loss of self-confidence)
and may also be the source of various accidents.

There are cases when, although the child seemsod fr present the
ADHD symptoms, such a diagnosis will not be essdidd. It is about situations in
which another psychiatric diagnosis would expldia symptoms better. Also, in
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the case of associated disorders (bipolar disordexiety, specific learning
disorder) each diagnosis must be established deparén the case of mental
retardation, diagnosis ADHD is not established smkbe behavior is inadequate to
the mental age of the child. This diagnosis willdstablished independently of the
psychiatric diagnosis. That is why the differentidiagnosis and associated
disorders are particularly important.

Depending on the field of expertise and to somdouar extents, the
physician or psychologist assessment must allowé¢h®val of health, social or
psychological problems which can:

- Simulate an ADHD (for example: physical or sexubluse, diabetes,
thyroid problems, learning disorder, deafness),etc.

- Involve/entail an ADHD (for example: perinatal agpia, meningitis,
cranial trauma, fetal-alcohol syndrome, fragileyXdrome, etc.),

- Coexist with an ADHD (for example: oppositional aider, conduct
disorder, learning disorder, language disorderjcarsxdisorder, depressive
disorder, etc.).

2. Composition - The way of stimulating students' reativity in primary
school

The analysis of the primary school education cuhluig highlights the
main objectives pursued in this stage of schoolifis training aims at the
following competences:

- transversal competences - concerning the attitbidkildren, the construction
of fundamental concepts of space and time and tffadelogical acquisitions
(initiation in the techniques of intellectual waakd learning activities);

- competences in the field of the disciplines conicgyrihe acquisition of
some knowledge, abilities, skills and methods djweiti each large field;

- competences in the field of learning the Romanggliage (tongues) and
modern language (oral expression, reading, wrilitgyary composition).

- the teaching staff aim to ensure the instrumemtdrmative and formative
character of the their activities by achievingfthiwing objectives:

- to ensure a harmonious development (physical,léstekbl, moral-volitional
and aesthetic) by stimulating the artistic and tiveavalences of students
taking into account firstly the level of culture edich one;

- to inure students to understand the phenomeneaeaitterial and cultural
environment, and to initiate them in the learniaghiniques, by stimulating
positive attitudes in the activity of learning;

- to give students the opportunity to form their oattitudes, to imprint
them the respect for the opinions of others, toetigy the spirit of
tolerance and solidarity, the feelings of belongioghe communities in
which they live.
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The study of the Romanian literature and mathematiccupy together
66% of all the educational activities during theirfgyears of primary education.
The students’ creativity can be stimulated duritigeducational activities, but
especially during the courses of Romanian litegtiyecause their importance is
greatest (Magheru, 2003).

Education is the result of the complex contributioh all educational
factors and disciplines. Stimulating the creatildity is an objective to be pursued
in all disciplines of study. The art of educatingativity supposes on the part of
the teacher the existence and intuition of a baatec equilibrate the support
necessary for writing the composition and the fomedhat must be given to the
student in order to express his/her own impressimeas, feelings, in a style as
close as possible to his way of being. Neitherftee compositions stipulated in
the 4" class curriculum, can be absolutely free. It isassary the intervention of
the educator even if it is reduced.

Written or oral compositions are also used durifig4? classes, oral
activity preceding the written one. This is the tmmgtable way of carrying on an
activity, especially during the"®and & classes. Time and curriculum permitting,
it is ideal to reserve two hours to write a composi In the first hour, there will
be done a series of preparatory exercises. For @eamew words and artistic
expressions will be selected from texts and intoeduin new sentences and
contexts. There will also be created texts whichy ne used in the next
composition or in the plan of the next work. By rimagkoral compositions, students
have the chance to apply the aforementioned arahig their ideas in a story as
credible as possible. In doing so, during the sédawur, there will be given more
time for thinking and evaluating while writing tle®mposition. Students can find
out what they did well and wrong, what they coudtvdé made to elaborate a better
and more beautiful composition. Thus, in the futdhey will be able to elaborate
their next composition in better conditions. Grdtyathey will acquire the
capacity of self-analysis and self-evaluation @fittown works.

In accordance with the written expression levelstidents, there are
elaborated the following types of compositionshia primary school:

1. depending on the material support, they are diviohd: compositions
based on illustrations, pictures or slides; conmpwss on students'
observations, impressions and imagination; comioosit based on a
known literary text; compositions based on somevenos, sayings and
riddles; compositions by analogy, compositions wilready given
beginning; composition with already given endingimpositions with
support sentences and words;

2. after giving the students the working techniques @aborating the written
composition, it is time to make free compositions;

3. in the 4" class, there can be elaborated compositions-gmmelence and
official composition;
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although they are especially elaborated during gramclasses, the
grammatical compositions contribute substantiatiythie development of
students’ written expression.

Another classification of compositions is the faliag:

depending on their agent or on the participatioellef students: collective
compositions (when the plan and the elaboratiothefcomposition are
realized with the contribution of all the studentsthe class); semi -
collective compositions (when the plan is realizzdlectively and the
elaboration is made individually), individual congitions (when both the
plan and the elaboration of the composition areemadividually)
depending on the content or on the material upoictwifne composition is
based: free compositions, compositions based oerafliy texts,
compositions with special destination.

3. Scope, objectives and research hypotheses
Scope of Research:
Become aware of the importance and efficiency odfugating the

creativity of the students with ADHD, of educatiimgthe creative spirit of students
through composing lessons.
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Objectives of research:

know and apply the rules concerning the content #mel form of
composition;

express correctly, orally and in written, from tpeint of view of the
linguistic structures;

elaborate compositions - description and charaetgon,;

realize original and creative compositions by retipg the techniques of
elaborating a composition: documentation, drawipgthe plan of ideas,
elaboration, composition analysis.

Specific objectives

identify the level of knowledge, skills and ab#ii from the very beginning
of the experimental period,;

optimize the process of creativity /stimulate ctells creativity through
methods, means, strategies of improving the ADHRIextits’ process of
integration;

highlight the school progress of the students WIEHHD.

Research hypotheses:

the elaboration of composition is an effective waycapitalize the life
experience of the students with physical disabditito give free rein to
their imagination and their creative fantasy;
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- the stimulation of developing the creativity of dgmts with physical
disabilities by elaborating compositions, emphasiflee value of their
creative potential.

4. Research methodology

4.1. Groups of subjects

The experimental group consists of 20 studentshithv7 have certified
ESC, issued by the County Child Protection. Theugris homogeneous in terms
of age and all children speak Romanian.

The group of control is also composed of 20 stuglehitincludes two
students with ESC and 18 students with good angl geod results at school. The
children have approximately the same age and alllsRomanian.

The research was conducted during the first semes&007-2008 school
year in the School with the classes I-VIII No. ZSipiu. The activities were
planned and established by the class teachershanslipport teacher who carried
on their activity in that school. The creative waitiies were alternated with ludic-
therapy activities and activities of psycho-pedagalgcounseling for children and
their families.

4.2. Instruments (methods) of I nvestigation

The students’ creative potential was highlightedusing several related
methods: the method of analysing the studentsiigcproducts, the biographical
method, the observation method, the study of patsdocuments, the anamnesis,
the free and directed conversation, the creatteiys, case study.

4.3. Experimental design

Stages of research

The psycho-pedagogical investigation was conduci¢iaree stages:

A. The observation stage (the investigation stagdjhis stage was conducted
over four weeks and aimed at knowing the groupshdfiren, at making individual
observations concerning the personalizing of caildtheir physical development,
deficiencies, condition of health. It was also ainme apply a test both on the
experimental and control group in order to find the students’ creativity level
(originality, innovation, beauty of expression). efé were used exercises and
compositions based on some support materials (2603).

B. The experimental stage (the formative stage)The main method
applied in the research was the experimental metiib@ dependent variable
consists in the subjects' responses, which repiexsdine object of the observation.
The independent variable was represented by thdéauetof stimulating the
creative abilities of students with ADHD throughngmositions. The experiment
was conducted over three months, aiming to stiraulhé creativity of students
with ADHD through compositions. The experiment wassed on developing a
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wide range of compositions which ensured the céiltdr active participation and
increased their interest in creation.

C. The final stage (the evaluative stageheld at the end of the first
semester, consists in applying an evaluating tasbath the experimental and
control group.

5. Analysis and processing of data

5.1. Presentation and analysis of data

Initially there was used the method of observaiiororder to know the
students and their behavior towards the childrah ®5C. There were also studied
the products of students’ activity. Additional datare obtained from teachers and
other members of the team work: doctor, specialcipgypedagogue, parents,
support teachers. The psycho-pedagogical evaluafitime students with ESC was
realized by means of the tests of intelligence.eAfhaving determined the
experimental and control group, it was applied st te evaluate the students’
creativity level before starting the activity oinsulating the creative abilities.

The program for stimulating the students' creatiuiicluded four psycho-
pedagogical counseling sessions conducted by tmehées and support teacher.
The activity of stimulating the creative abilitiexcluded the following topics: the
beginnings of composing activity, the relation betw composing and reading, the
improvement of speech and grammar as methods rotilsing the creativity by
means of lessons of composing: compositions basedupport materials, free
compositions, others activities which are carried during the composing class
(description, characterization), grammatical coritjpos, correspondence compositions.
The students' creativity was also stimulated byyeay on extracurricular activities
such as trips, visiting the art museum, listeniogmusic during the drawing
classes, walking in the park (Molan, Pgriz004).

After having implemented this program, it was highted a real progress
in the students’ capacity for creation. It was gieinted out the distinct value of
the works of some students educated for this perpaier having compared the
results of the two groups, there could be noticezliastantial increase of some
cognitive capacities, such as: the use of somstiaréxpressions, correct and clear
wording of sentences, correct writing of punctuatioarks, respect of paragraphs
and compliance with the writing requirements (nécel neat), and creative skills:
logical sequence of ideas and logical combiningcdptions, the creative use of
the known figures of speech (Stoica, 1983).

5.2. Interpretation of results

The first stage began by gathering the resultsirddafrom tests applied
on children which, after being calculated and tfamsed into percentages, led to a
better processing of them. Taking into accounfdbethat the experiment consisted in
solving a test, in the first conclusion there wesmpared the results of the two groups

50



STIMULATE THE CREATIVITY OF THE PRIMARY SCHOOL ...

obtained after applying the test during the obdesmastage of the experiment. The

results of the initial test pointed out the levetre children at that moment.

The results of the investigation in the observasitage (initial test):

Class Qualification
Very good Good Enough Insufficient
Experimental group 5 8 5 2
Percentage 25% 40% 25% 10%
Control group 9 7 3 1
Percentage 45% 35% 15% 5%

The chart with the students’ results obtained aitiniftial test:

Very good

Enough

OExperimental group
B Control group

It can be noticed the fact that more studentserctintrol group got "very
good" qualifications. A number of 8 students in éx@erimental group got "good"
qualifications. Also, the number of students who'gafficient" and "insufficient"
qualifications is greater in the experimental grecompared with the control
group. After multiple ways to stimulate creativeaaities, it can be seen the value
of formative activities; that is why the studemniglie experimental group obtained
better results than students in the control group.

The results of the investigation in the final te:

Class Qualification
Very good Good Enough Insufficient
Experimental group 10 8 2 0
Percentage 50% 40% 10% %
Control group 8 7 3 2
Percentage 40% 35% 15% 10%

The chart with the results of the students fromgegroups obtained in the final test:
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10

O Experimental group

B Control group

oON MO ©

Very good Enough

In the final tests, several students from the emprtal group got "very good"
and "good" qualifications. No student in the exmemtal group got "sufficient”
qualifications. It underlines the importance ofrstiating the creative capabilities
through composition. For a better observation efdbalitative leap registered by the
students of the two groups at the initial tests andhe final test, we will present
graphically and tabularly the qualifications ingmmtages obtained by the students.

The results obtained in the initial test (in peteges):

Experimental grou Qualification
P group Very good Good Enough Insufficient
Percentage 25% 40% 25% 10%
Control group Very good Good Enough Insufficient
Percentage 45% 35% 15% 5%
The results obtained in the final test (in percges:
Experimental grou Qualification
P group Very good Good Enough Insufficient
Percentage 50% 40% 10% %
Control group Very good Good Enough Insufficient
Percentage 40% 35% 15% 10%
Initial experimental group chart
10%
%
OVery good
25% B Good
OEnough
Olnsufficient
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Final experimental group chart

10% 0%

O Very good
B Good
O Enough

O Insufficient

50%

Initial control group Chart

5%

OVery good
B Good
OEnough
Olnsufficient

Final control group chart

10%

159 OVery good
B Good
OEnough

Olnsufficient

35%
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By making a comparative analysis between the seetithe initial test and the
results of the final test, it is noticed an incesasthe results of the experimental group
who got "very good" marks, in a rate of 50%. At faene time, it is noticed a decrease
of the number of students who got sufficient arslifficient marks. The results of the
Research outline the importance of stimulatingtiriga

6. The necessity of treating students differently

The necessity of treating students differentlyamrts of mass education is
supported by three basic aspects:

- from psychological point of view - in a group otidents, the intellectual
abilities and skills, the possibility to intercegifferently some disciplines,
the speed of learning, the motivations and attgudevards learning, differ
from one individual to another.

- from social point of view - the influence of thevamanment in which the
child is born and lives, causes different reactionsdapting him/her to the
activity of the group;

- from pedagogical point of view- the efficiency adueation reaches the
maximum level provided that the training and edwcatstimulate at
maximum the possibilities of each student.

These conditions make necessary the organizatiorthef curriculum
according to the particularities of students. Tiféekntiated activity ensures the
active participation of students and the acquisittb an own and individual speed
of working. It stimulates their interest in leargimnd creates a positive attitude
towards working. The main features which define dinganization, conduct and
content of the differentiated activity are the daling:

- it is conducted according to the organization o tieaching-learning
process (classes and lessons);

- it covers the entire group of students (those wiaoenter difficulties as
well as those who have great possibilities);

- itis characterized by a unitary and common comeaterialized in unique
school programs/curricula;

- it is carried on by adapting the teaching techniel®ego the individual
particularities;

- the educational objectives and tasks are mainlyizesh through the
activities carried on during the lesson;

- the frontal activity is combined and alternatedhatite individual activity
and with the activity on groups of students.

The tools that proved to be effective in knowing #tudents’ training level
and which were within each teacher’s reach, were fibllowing: the oral
expression verification, written work analysis, gmarison of students' knowledge
with the curricula requirements, typical mistakesard, study of the causes of
these mistakes.
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The differentiated treatment must be realized ftben very beginning of
the activity of composition. Those who aren’t albée write correctly are not
involved in elaborating the composition. They may dsked to develop an oral
composition. For those who have a poor vocabulémgre are used specific
exercises for improving their expression. For exangome phrases may be
selected from literary texts and use them in o#tierctures. Those students may
also be asked to develop simple sentences or naakenses with certain words.
Not all students can acquire the technique of mgita composition at the same
time because their level of training, their speedarking is different. In this case,
students are divided into groups. Depending on ldvel of assimilating the
knowledge, some students may receive the contetttla® ending, others are
offered the introduction or the plan of ideas. Tavd these materials within their
reach, the teachers shall keep different modelsonfpositions from the previous
series. Aiming at acquiring a correct expressionl aechnique in making a
composition, the same topic can be realized inrabar of variations equal to the
number of students in class.

7. Conclusions

Regardless of the type to which it belongs, the mmsition should be
verified and noted by the teacher. The verificatioorrection and assessment of
the composition are very important in forming thedents’ habits of expression.
Recurrent correction removes and prevents mistaitesting a positive attitude
towards work. Due to it, a permanent guidance sused and the students’ skills
for assessing their work are formed in time. At firet forms of the primary
school, there is usually made a first verificatiohthe composition during the
respective lesson. After reading one or two of shiedents’ compositions, the
teacher and the class make observations concetiéngontent and the form of
those compositions.

When teaching Romanian, teacher must take intousmtdbe fact that the
lessons of composing represent activities adequaterm skills and abilities of
independent work. In the case of an organized iagtithe students with ESC may
elaborate imaginative and sensitive compositiohg Jtudy highlights the role that
the lessons of composing have in improving the esttad language and way of
thinking, their spirit of initiative, independendée work and creation, which are
absolutely necessary for forming their personality.
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EXPERIMENTAL DATA ON THE ROLE OF METACOGNITION IN
GAINING SELF-ASSESSMENT COMPETENCE OF HIGH
SCHOOL STUDENTS

FLORENTINA MOGONEA *

ABSTRACT. Within a learning sequence, for solving a task gilg the teacher
himself or assumed by the student himself, thisifiesr at the same time,
knowledge, capacities or general abilities necgsgarsolve a task, but also,
metacognitive knowledge, capacities and abilitiwkjch allow him to control
monitor and regulate an activity performed, acimg\wat the same time actions
which allow him to self appreciate, self evaluate.

In this study, we are analyzing the implicationsohtthe development of the
metacognition has in forming the self evaluatiompetence of the high school student.
We are presenting the results of an experimergabreh, within which we intended to
demonstrate the dependency relationship betweeataggtition and evaluation.

Keywords: metacognition, competence assessment, self cosaiblregulation, self
monitoring.

AUSZUG. Innerhalb einer Lernphase werden bei der Losurey éinfgabe, die vom
Lehrer beauftragt- oder von dem Schiler selbselkrsturde, die allgemeinen
Kenntnisse, Fahigkeiten und die Fertigkeiten sodie metakognitiven Kenntnisse,
Fahigkeiten und Fertigkeiten von dem Lernenendeefctgermalien verwendet, die fur
die Losung einer Aufgabe notwendig sind. Diese efitlien ihm eine
Selbstkontrolle, eine Uberwachung, eine Anpass@ng/orgenommenen Aktivitaten
zu realisieren und gleichzeitig Handlungen durdiifzten, die eine Selbsteinschatzung,
Selbstbewertung ermdglichen. In dieser Studie aman wir die Auswirkungen, die
durch die Entwicklung der Metakognition auf die Kmetenzentwicklung der
Selbstbewertung bei den Gymnasiasten auftreten. pkisentieren lhnen die
Ergebnisse einer experimentellen Forschung, inrdesredie Abhangigkeitsbeziehung
zwischen Metakognition und Selbstbewertung zu deti@en verfolgen.

Schliisselworter: Metakognition Selbstbewertungskompetenz, Selbstkontrolle,
Selbstanpassung, Selbstiiberwachung

1. Metacognition issues. Importance and timeliness
The efficiency of any activity undertaken by thealiindual is provided
largely by the possibility of stimulation and tumgito account the metacognitive
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capacities. Most times, success is determined byptissibility of monitoring,
controlling, regulation of own activities. Represieg knowledge of knowledge, a
knowledge of the act of knowledge, metacognitiorcoagpanying learning
activities, giving the learner the opportunity &flect on it and collect information
useful for a specific work, activity for other twe ones. Metacognition involves
not only knowledge but that we collect in connectiwith the student's own
cognitive activity, but requires the use of contesid regulation mechanisms.
Metacognition involves making the learner consciolkis own mental activity.

Given the role that metacognition plays in studsotk through training
process monitoring, control, regulation, we con®denecessary and useful to take
into discussion the relationship which is estal@istetween metacognition and
self-evaluation, this in turns assuming self-analyself control, self regulation.
Thus we infer that an important direction in tryitay develop opportunities for
self-assessment is made by involving, stimulatirgawognitive capacities. In the
classroom, the teacher has the opportunity to lisentany situations to develop
students' metacognitive capabilities, they, likengnather types of capacity could
be formed and developed with practice by placinglents repeated stimulating
situations.

The exploitation of metacognition in the work ddmestudents is obvious
and has immediate implications in achieving sefieasment as:

« favor analysis and awareness of their cognitiver@ggh taken, of their
actions, operations;

» allows identifying and defining the steps takenswiving a given task,
awareness of the sequence, order and chaining toemlentify the
characteristics of each stage separately;

« ensures the identification of their inaccuraciesprs, failures and the
causes which have generated, creating the posgithik student to avoid
their repetition in future cases;

e provides the identification of their successes,ceases and formulate
generalizations of lessons conclusions about howperate in future
similar situations;

» allows comparison of the approaches made to vadiisuiplines, establishment
of similarities, differences, the setting of thdi@ént constant action,
procedural, methodological, transdisciplinary, sstul;

» creates opportunity for selection of the most effit learning techniques,
from a specific learning situation;

» favor drawing conclusions on the most efficienatggies used in solving a
task, to make a decision;

» favor the transfer of knowledge (intradisciplinaapd interdisciplinary),
their use in other contexts than those in whicly twere acquired (Doly,
2002), through a better knowledge and their constm;
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allows the anticipation of obstacles, some diffied, but also the design
of efficient steps to eliminate them;

allows comparisons between the personal work ardeaements and
those of the colleagues, thereby enhancing seliviedge, knowledge of
his/her own limits, his/her place in the community;

contributes to the improvement of the learningcpss, especially for
students in difficulty (Grangeat, 1999; Doly, 2000)

allows the development of autonomy, the indepenel@fche learner, due
to the possibility of acquiring their own strategjifer verification, control,
this being an important condition for success aldarning process;
facilitate training and development of the appraf@i motivation for
learning and the development of self-consciousness.

2. The purpose and the objectives of the research
This pedagogical improvement research aims to develeta-cognitive

capabilities, in order to achieve a self contradelf regulation, a self monitoring, a
more objectively self-evaluation made by high sdisbadents. Research objectives
can be shown on each stage oThie certifying stage:

Identifying the opinion of students and teacheremfr high school
education towards the role of metacognition in gihgphe power of self-
assessment for high school students;

Knowledge of methods used by teachers to train esiisd for self-
assessment, to stimulate self evaluative opportisnétvailable to students,
their previous experience on this issue;

Identify ways used by teachers to stimulate and stdents metacognitive
capacities;

Recording the results achieved by the studentghatschool subject
"Romanian language and literature”.

For the experimental stage, (the formative intetig):

The development of a formative intervention program collaboration
with teachers in experimental classes, its impldatam;

Tracking the progress of students from experimetitsses compared with
those of students of control classes, by repetiimget of assessment tools;
The establishment of efficiency of the trainingléoased in the stage of
formative activities (tests, rubrics, handoutsf-assessment questionnaires,
the exploitation of metacognitive capacity, etcfoy, the development of
the metacognitive and self-evaluation capacities;

The registration of difficulties, obstacles arousethe process and
identification of some ways to overcome them;

The formulation of new hypotheses, ways of actgirands, depending on
conducting research.
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For post- and re-test stages

* Recording the results of two sample subjects (eéwxpgrtal and control)
and making comparisons between them, at the saage sf research, but
also in the same sample (either experimental otrahnat different times
of the research (pretest, experimental stage,gsbste-test);

« Identifying the implications of developing metaciiiye capacities of
students on gaining self-assessment competence.

3. Basic assumption of the research

The conducted research was guided by the followgegeral hypothesis,
which we planed to test in the educational practice

The frequent use, in the act of teaching, of sone¢hods and tools for
training the metacognitive capacities of studestahle to determine the formation
of self-assessment competence and to increaseffibierey of their activity,
improving the educational realization.

4. Independent and dependent variables

In the present research, the independent variabfess to all procedures
proposed and presumed to be efficient for high gcbimdents in their development
metacognitive capacity (scales, questionnairessqmed diaries). It is clear that
these variables were introduced only to classakdrexperimental group and not
in control group.

By reporting to the independent variables, the ddpet ones clearly
represent "the impact and results recorded by mtv@duction of independent
variable, namely to produce the change” (Bo@803, p. 66). In other words, these
variables are the results obtained by means ofniineduced change, their value
having to aim to confirm or not the working hypatrseestablished.

The dependent variables, from the present researehthe results of the
tests, grids, schedules, instruments applied tcstheents, and their results at the
school subject "Romanian language and literature”.

5. The place and time of the research
The research was conducted in a few high schoota olj, Mehediti
and Teleorman, being selected the students fromrh r@nd tenth grade of these
schools. The experimental approach itself, of improent type in this case, based
on a solid theoretical approach, consists in follmithese stages:
e The pre-certifying stage;
« The certifying stage / pre-experimental stage teRig
e The experimental stage;
e The post-experimental stage / fast;
e The re-test stage.
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The present research was conducted during thres péachool, namely
2004-2005, 2005-2006 and 2006-2007. The staggstages throughout this time
span, and the important objectives pursued in stge are listed below:

6. The sample of subjects

It was composed of students of IX and X grade aadhers from 6 high
schools from Mehedinti, Dolj and Teleorman. Sulgeatvere selected by
randomization at several stages. The represematgewas achieved by the large
number of subjects, by the selection of classes fdifferent profiles, taking into
account the insurance of equivalence in terms dfil@y for both types of samples:
experimental and control, so each of the two tgiesmples should include classes of
the same profile. This was also a condition to ensample homogeneity, along with
the ones that have considered the intellectual kve the academic performance of
students at the school subject "Romanian languadyditarature”. In this regard, it has
been applied an initial test to all these clasedsatso there were recorded the entrance
grades of the students at the same school subjgtfor students of ninth grade) and
the averages obtained at this school subject iprndgous year (only for tenth grade
students). Also as a landmark, to ensure the homedtgeof the two types of samples,
there were taken into account marks obtained laests up to that point.

7. Sample content

Generally speaking, the sample content refers & dsitientific content
which will be exploited in the research. It mustretated with the chosen theme,
with the present field, with the objectives and thgothesis of the research. It
must also be related to the curriculum framewortt &ith the reference objectives
of the school subject which is the subject of ekpental activities, and to be
updated with the new amendments specified in afficurricular documents.
Choosing this content also depends on the per$pnatid experience of the
researcher, the psychological characteristics of #ubjects involved the
psychosocial characteristics of the environmenivimch they work, and also on
the material, financial, ergonomic resources abégla

The scientific contents used were in accordancé wie curriculum for
"Romanian language and literature”, IX and X gradee themes chosen were
both language and literature themes.

We specify that in addition to the content usethinclassroom, there were
also used scientific content on the issues ofasdessment tools, to help students
to self-verify, self-note, self-control themselnasorder to monitor and adjust their
cognitive steps taken in learning activities.

8. Research Methodology
In our research, we used the following researcthatkt: observation, self
observation, investigation based on questionnaimgestigation of curricular
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documents and other official school documents, ahalysis of students work
products, pedagogical knowledge tests (these methade been used in all stages
of research), psycho-pedagogical experiment (osgdun the experimental stage),
statistical methods for processing and interpretigresearch results.

Among these methods, we insist on psycho-educh&opariment, giving, in
short, learning activities undertaken by studenite psycho-pedagogical experiment
consisted of activities in which students werenedi to build meta-cognitive skills.
There have been used different models, methods, ttostimulate the meta-cognition
presented below. Thus, during the course of thererpnt, we sought:

* The use of specific training programs in explicita@eness of learning
strategies;

e The training of self monitoring and self-evaluatfon self-regulation;

* The education of self motivation;

e The initial assessment and the explicit formulatibniasks and criteria for
implementation and completion;

* The periodic self-assessment;

* The explicit tracking progress and the method teroome difficulties;

« The own checking of the methodology in order ttaobperformance;

e The use of a learning journal;

e The involvement in discussions with the subjecthea or peers;

« The appeal to a continuous feedback;

* The practice of self-assessment level of understgnd

« The self appreciation of outfit to scientific prebis and others. (apud

Joita, 2006, p. 190).

The teachers of the experimental classes have edredifferent and
multiple situations in which students should beedbl capitalize on metacognition.
These situations either preceded the learningipgctior they were simultaneous
with it, or post learning. Here are a few examgtem the first type:

« the assessment of the level and quality of studemisvious knowledge
and capacities, skills, needed competences to selwetasks;

« the assessment of difficulties, of obstacles thayehalready encountered
in similar learning activities and the ways of ax@ning, removing them;

e anticipation of the degree of difficulty of the kabat students are to solve;

» the appreciation of success degree through detatimm of the
expectations, aspirations level and opportunitietheir own, between the
objectives given by the teacher and the potengiehetudent has;

« the inventory of strategies, practical ways of apghing and solving the
task proposed, based on previous experience;

« time anticipation for solving the required proposask;

« appreciation of attitude, motivational levels oe tiew workload / activity
to be trained;
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establishment of a learning activity goal to be entaken by the students
themselves;

tappreciation of a theoretical contribution and r/ praxiologic task /
activity the students are to solve / undertakeathdrs.

During the learning activity, metacognitive skillwere involved in

situations such as:

Students comparison of the response given by thdests using the
textbook or other support material or those ofeamues;

Reporting the response to the criteria given byte¢laeher;

Identifying their own mistakes or those of a cofjee, from a given
response;

Summarizing a text or a document;

Identify key words from a text;

The wording in their own language, of ideas, thakigories;

The explanation, the argumentation, the analys&aiflleague's response;
Construction during the course work, of a schemechviwould give
synthetically the taken steps;

Awareness and recording of the progress made duhiegactivity with
reference to criteria imposed on colleagues achiews, in its own work,
considered from different temporal perspectives;

Proper management of time allocated for solvingpttogposed task;
Explanation, argumentation of ideas, theories, etc.

At the end of the learning activity, students weatde to capitalize on

metacognition in situations such as:

Assessing the difficulty level of the task perfodne

Identifying difficult moments, and those that hdeen easily overcome in
solving the task;

Assessing the knowledge acquired from completethileg experiences;
Establishing clearly the blur incurred in acquirimgw knowledge;
Identifying issues or elements to be incorporatadfuture learning
activities, to ensure proper and full acquisition;

Identifying the usefulness of knowledge acquired;

Appreciation of the efficiency of strategies usedolving the task;
Identifying the opportunities to integrate new asgions into already
existing notional systems;

Drawing conclusions on the learning style efficieraf the student and
others.

In the specialty literature, there have been oedimecently, numerous

models of training aimed at training and develophgdents' metacognitive skills
explicitly or implicitly. Of these, we can remindgud Jaia, 2006) several models
which have been used in formative activities comelliby students:

63



FLORENTINA MOGONEA

* The E-R-R (Evocation-Making sense-Reflection) - each ofitfigals that
name this model represents one step in the proogdsuilding the
knowledge by the student. Therefore, Bvecation corresponds to the time of
updating and valorising the previous experiencknomwledge Updating -the
meaning corresponds to the learning sequence ispiesented by the actions
of research, exploration, investigation, analysestructuring, combining,
commissioning correlation, reasoning, evaluaticsstlsequence, the one for
the Reflection, is assumed to appeal to metacogrétipacities for awareness
of their cognitive approach undertaken for idemtdythe errors, difficulties,
obstacles, as well as the solutions adopted tocowss them, in order to
draw conclusions, make assessment.

* Model of the 5 E- is one of typical training patterns revealingnstouctivist
idea that learning is not a linear process but mpbtex one, structured in
several stages, each involving deepening, nuartrapelation, returns. Such
learning, realized progressively involves both, ghmaple thinking but also of
the complex, superior ones as well as the metatiegnEach of the 5 E is
illustrative for the capabilities they entail, bgialso considered stages of
learning: Engage (employment)Explorer (direct exploration),Explain
(explanation, argumentationlaborate (drafting, generalizatiofvaluated
(evaluation). Each of these steps involve actidrh® students, from those
regarding the theme or problem orientation, probldemtification, to the
exploration, research, investigation, then anatysosomparing, generalizing,
and, finally, the assessment, evaluation of pragaehieved in the last step
in particular, students then could practice thestanognition;

« The ETER (Experience, Theory, Experimentation, Reflectierthe last
step in particular, provides opportunities to siimbe metacognitive
capacities, through reflection;

e The CETP/ SIS- like the 5 E model, this model also proposedaémpentation
of a constructivist learning on 6 separate stagash stage involving the
production of specific actions such as updatingwtadge on that topic or
issue, identifying and analysing the necessaryrinédion (first stage),
identification of errors, misunderstandings, pré&ad on the issue called
into question, making them the starting point & tiproblem- situations,
the formulation of hypotheses (for the secondejtagiplementation of new
knowledge, concepts and “anchoring” of their predsors (the third stage),
making associations, correlations, allowing a béittation of new knowledge
(fourth stage), making personal reflections aboetundertaken approach, the
actions undertaken, completed (The Fifth Stagelizieg some opening to
other situations to allow the continuation of wivais done (last stage).

Those models contribute indirectly to stimulate asegnition students,
especially through training personal reflection.efieh are also models that aim
explicitly at stimulating the student metacognitiaith a view of developing it.
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Such a model is the metacognitive facilitation fatating questions (White and
Frederiksen, apud laj 2006) and contributing to the formation of tlgestific
thinking in the constructivist style, of knowleddkerough research. As tools
intended to be used there are three categoriesiadtigns to take into account:
questions about how to build, design of the knogéeactivity (their role is to
facilitate the students learning of steps, methodaditions in which the scientific
knowledge takes place), questions about contralesssnent based on reflection
(regarding their own learning activity, quality fieiency, steps taken, difficulties
encountered, the organization and management c@dtiens, methods and tools
used in learning) questions on general aspectsofvledge and reflection on it
(they are used especially for repetitive situatiosgidents are now able to
formulate their own questions).

To stimulate highschool students' metacognitivélssikand capacities of,
has been used a variety of instruments: criterayais records, books of records
and reflections, thematic papers prepared in thfecsgcal spirit, self-portraits,
reviews of resolving situations, comparative analym issues of metacognition
evolution, own evaluation guide, evaluation anriotabn the learning of manual
or from other sources, self-assessment scales tacagnition issues, comparing
the auto-evaluation with the standardized evalunatmmparative and dynamic,
mistakes and causal analysis, the self evidenddeoluccesses and the helpful
factors, analysis of the sociometric techniquediego the group (Jak, 2006, pp
242-243). These instruments are available espgdail older students as high
school students, which manifest better the po#s#sl of self control, self
monitoring, self-organization, self-regulation,fsglimulation learning activity.

An efficient and easy to use instrument is dey in which students can
record various relevant aspects of their activiag (What are the steps taken to
solve the task X "?, "What are the obstacles ftvisg the difficulties encountered
during the task?", " How were these difficultieseoxome?”, "Which are the
successes of this approach taken?", "How can theyrdzovered in other
activities?" etc...). Students used to bring forwamlevant aspects of their
learning, to bring forward the importance of substd analysis, reflections on it,
which will allow an effective control.

All these models, methods, tools have been useckssfully in the work
with the, adolescents, given that all variabletheftraining situation are observed.
Used to enhance metacognition explicitly, they cantribute, by default, and to
stimulate self-discovery, self-esteem, self-evadunabf students.

9. Presentation and interpretation of results

Starting from the premise that students' metacivgnitapacity building
can lead to a more objective self-assessment ostiligents, students have been
given a knowledge test, asking them to self-astiessselves before and after
solving tasks. The results are presented, compahation the three main stages of
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research (pre-test, post-test, re-test) and twegoaies of groups (control and
experimental), below:

Comparing notes given by ateacher with those
given by the students of ninth grade before solving
task
8.5
8 4
7.5 -
7 4
6.5
Pretest Posttest Retest
O IX-aC teachers grade m IXC students grade
O IXEteachers grade O IXE students grade

Chart. 1. Comparing notes given by a teacher with thosergbyethe students of ninth
grade before solvintask

Note: IXC = control sample consists of classes IX
IXE = experimental sample consists of classes IX
XC = control sample consisting of classes X
XE = experimental sample consists of classes X

Comparing notes given by ateacher with those
given by the pupils of tenth grade before solving

task
8.5
8 B
7.5
7 J
6.5
Pretest Posttest Retest

@ X-aCteachers grade m XC students grade
0O XEteachers grade O XE students grade

Chart. 2. Comparing notes given by a teacher with thosergixethe pupils of tenth grade
before solving task

As it can be seen from the data presented, therdifte between the marks
given by the teacher and the students themselMegpusly reduced at the
experimental classes in the posttest and retegesteompared with the pretest,
while the control classes the difference remainetiveen the same limits in the
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three stages of research. We can also notice ithatase of the experimental

classes, the small difference recorded betweeneteher and the student's marks
indicate, however, an over - appreciation of thedshts when it precedes the
confrontation with the school task proposed.

Comparison of the grades given by the teacher to
the ninth grade with those given by the students
after solving the task

7.5 1

6.5

Pretest Posttest Retest

O IXC teachers grade m IXC students grade
O IXE teachers grade O IXE students grade

Chart. 3. Comparing notes given by a professor with thosergby the pupils of ninth
grade before solving task

Comparison of the grades given by the teacher
to the tenth grade with those given by the students
after solving the task

Pretest Posttest Retest

@ XCteachers grade m XC students grade
0O XEteachers grade O XE students grade

Chart. 4. Comparing notes given by a teacher with thosengbyethe students of tenth
grade, after solving the task

The data presented in graphs 3 and 4 show thi,the case of even self-
evaluation of performance, experimental studentge h@ade tangible progress,
while for the control classes, the students seHlwative opportunities did not
undergo great changes. The progress reported iaxgperimental group is due to
the formative interference performed on this trainiwhose lines of action were
presented in the previous chapter. Developmentelffassessment (Stan, 2000,
2001) of the students performance in experimentases is a consequence of
improvements in self-discovery, and meta-cognitbe@acities, which allow self
monitoring and cognitive self-regulation of the tetaken.
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The formation of self-assessment of students' ctenge was reflected in
obtaining better results in the subject "Romanamlage and Literature, a point
highlighted by the average recorded in this subject

Evolution of grades in "Romanian" in the
ninth grade
8
~ ./7/._7_7_1_' 708
7 A2 —e— IXC
676 <683 —e 6.79
6.5 - —m— IXE
6 : :
Pretest Posttest Retest

Chart. 5. The average change in "Romanian”, in the nintdgra

Evolution of grades in "Romanian" in the
tenth grade

8
: 7.71

7.5 1

7 =695 ——XC

b4 668 o

6.5 | —& 6.65 —m—XE

6 ‘ ‘

Pretest Posttest Retest

Chart. 6. The average change in "Romanian”, in the tenttegra

The progress of the students belonging to the @xpetal classes can be
better emphasized by means of statistics calcgldonrmulae. In order to do this
we used test Z for large groups based on the fatigw

With the ninth graders in the pretest stage theevaf Z was 1.45 meaning
that, in this case, the difference between thedremps was irrelevant statistically
speaking. The next thing we have to do is to cateulhe values of Z for the other
two stages (post-test and re-test) in order to lchiedhe results confirm the
effectiveness of the experiment applied to the grofuthe ninth graders. The value
obtained is Z=5.27 which is statistically relevaby an accepted level of
significance of 0.01.
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The following procedure is to draw a comparisonveen the two groups
of ninth graders(the experimental and the controlig) based on the results from
the re-test stage in order to see the stability \aaddlity of the acquisitions and
check the progress from the post-test stage. The wae obtained for Z is 4.36
which is statistically relevant by the same acogpdgel of significance.

With the tenth graders in the pre-test stage theatsdon is similar: the
difference between the experimental and the cogtalip is statistically irrelevant
(Z=0.71). The value of Z obtained as the resulcomparing the experimental
group with the control group in the post-test w&gl 3vhich is statistically relevant.

The same calculating method was used for the seshtained in the re-test
stage. The value of Z was 3.64 which is statidticalevant by the same accepted
level of significance 0.01.

The data presented by this research confirm thergeassumption of our
work. Taking into account the biunivocal relatiogtlveen metacognition and self-
assessment which we tried to demonstrate, we cansitht a very effective
method to use is the development of the studen&tacognitive abilities if we
want to achieve an objective self-assessment oftilndent, an assessment which
can reflect the relation between the expectationtha students’ achievements and
the relation between the information the studestdtsout his achievements and the
information the teacher offers him. Due to this agegnitive abilities the students
possess they can become aware of the cognitivegses they resort to as well as
the measures they take in order to solve the téslnathe teaching-learning stage.
They can also identify the errors very easily eyt are also able to notice the
good aspects of their work and, thus they can ingitbeir learning using all the
information and learning more efficiently. In orderdo this, all the teachers must
be constantly interested in creating a favourabieational frame system.

10. Conclusions

The development of the self-assessment/self-el@uadmpetence constitutes
an essential purpose of the educational system deysaif we take into account
the importance it bears for the students’ actiitityschool and for the success of
their activity. The metacognitive abilities play assential role in the process of
forming this competence. This process is very cemplnd therefore, it requires
the involvement of all the teachers who must takee cof creating a good
motivation for the students and make them act actrén properly designed
situations. Thus the main courses of action useduinexperiment and proven
effective can be largely applied to other subjedtshe educational syllabus. We
feel we should put an emphasis on the necessitpltaboration: al the teachers of
a class and the form-master must work togetherrderoto know their students
better and to concentrate their efforts on makiment know themselves better so
that they can perform better in class.
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GENDER DIFFERENCES IN HIGH ACHIEVERS’
ATTRIBUTIONAL STYLE

NICOLETA LAURA POPA *

ABSTRACT. The present study focuses on variations in attidimati style among

high achieving adolescents, in relation with geratst level of achievement. The
sample included 113 Romanian high school studeviis, completed an adapted
version of Attributional Style QuestionnairéSQ). Results suggest that gifted
girls tend to display an internal, stable and glaibutional style, which leads to
a self-effacing attributional pattern. High achiayiboys show similar attribution
patterns, with a more positive tendency. Althougfietences among the four
subgroups are inconsistent, the findings suggedisadvantaging attributional
style in both high achieving boys and high achig\girls.

Keywords: giftedness, high achievement, gender, attributishydé

Inhaltsangabe. Die vorliegende Studie konzentriert sich auf digi&tionen des
attributionalen Stils unter Jugendlichen mit holhefstungen, im Verhaltnis mit
dem Geschlecht und das Niveau der Leistung. Die Abbwschloss 113
rumanische Schiller vom Gymnasium ein, die eine tadt® Version des
Formulars Gber Attributionalen StihgQ) ausgeflllt haben. Die Ergebnisse haben
angezeigt, dass begabte Schilerinnen die Tenderenhatabiler und globaler
attributionaler Stil ab zu bilden, was zu Uberteigbm bescheidenem attributionalem
Muster fuhrt. Schiler mit hohen Leistungen zeigkenliéhe attributionalen Muster,
mit einer positiven Tendenz. Obwohl die Unterschidbdteiten unter der vier
Untergruppe inkonsistent sind, zeigen die Ergebniegeen attributionalen
Benachteiligungsstil sowohl bei Schiler mit hoherisiumgen als auch bei
Schiilerinnen mit hohen Leistungen.

Stichworter: Begabung, hohe Leistung, Geschlecht, attributiortiér

Introduction

Although this study aims to partially uncover effemf gender and
achievement level on students’ attributional stifie, theoretical background of the
research is larger in scope for several reasorsityfi giftedness issues tend to be
very specific, and identification problems persidespite researchers’ efforts to
explain processes, methods and to develop vald rm@tiable instruments;
secondly, gifted/high achieving girls have a distipersonality profile, mainly due
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to socialization influences, which affects theiruedtional track and career
expectations; and thirdly, there is a need to mevéudies on gifted students’
attributional style, and associated characteristigsproaching these matters is
relevant especially in the context of the growingterest for gifted students, and
appropriate counseling and educational provisi@msthe other hand, attributional
style, as isolated personality variable or combiwétl other characteristics as self-
efficacy, self-concept, self-esteem, decision-mgldtyle etc. may have important
effects on academic achievement in both averagdighdachievers.

There is a rather large body of research on highodc students’
attributional style, but less work has been doneldoument attribution patterns
among high achieving boys and girls. Therefore, ghesent study addresses the
research problem of gender and achievement levehfagencing factors for
students’ attributional style. Gender-related agsions in the field lack the
support of sufficient empirical data and our resbaattempts to answer this
specific need, searching for particularities inthigchievers’ attribution patterns.
We explored the issue through a rather simple reBedesign, and due to study’s
limitations (mainly the size and the composition tbE sample, the lack of
longitudinal information on participants) findingsay be generalized with caution.
Additional information is also needed for doubtlgssoncluding on effects of
gender and achievement level on attributions’ mdéty, stability and globality.

Our approach of the research problem includes tamsixe literature review,
concentrated on three issues: explaining the qpedéthe terms giftedness and high
achievement, summarizing available research outsoomegender and giftedness,
discussing present scientific knowledge on gendfarences among gifted students,
in terms of attribution patterns and related peabiyn features. Previous studies
reviewed in this article support our research obsiiche samples of high achievers
and average achievers have been established basednwulative information
gathered through intelligence tests, academic dscoand results in various
academic competitions; and attributional style basn explored with an adapted
version ofAttributional Style Questionnaire (ASQ, Peterson et al., 1982). Results
are discussed against the literature reviewed esrdtical background, and final
conclusions are provided.

Gender and giftedness: the scope of research intats

Giftedness / High Achievement. Although avoided in the titlagiftedness is
one of the central concepts in the present studynay be considered a quite
confusing term, due to the variety of accepted nitefins. Several theoretical
models of giftedness are currently used as fouodaif giftedness’ identification
and education processes (Gagné, 1999; Gardner, M&%s, 1992; Renzulli,
1998, 2000; Sternberg, 1990). Most of the conctrrderfinitions accept that high
achievement in one or multiple academic domains beainterpreted as giftedness.

72



GENDER DIFFERENCES IN HIGH ACHIEVERS’ ATTRIBUTIONAISTYLE

One of the most influential definitions within tfield offered by Marland
(1972, p. ix) indicates high performance as parnahifested giftedness: “Gifted and
talented children are those identified by profesaly qualified persons who, by virtue
of outstanding abilities, are capable of high pennce”. In the attempt of defining
giftedness from a developmental perspective, relsees identify a theoretical category
— the so called achievement-oriented models oédyitss (Monks & Mason, 2000),
which support the idea thathievement is the observable output of giftedness. The
most influential achievement-oriented model of egifiess is the “three-ring
conception” of J. S. Renzulli (1998, 2000), whichphasizes that high achievement is
based on outstanding level of ability, task comraitirand creativity. The model has
been improved by F. J. Monks (1992), who placedttinee rings in the context of
environmental influences on gifted adolescentsettsyment (school, family and peers
are named to be most influential environmentabfacat this age).

The achievement-oriented approach in defining difesss and authors’
distinction between potential and realized capesithay be questioned, but it has
several advantages: it serves both high achieveds umderachievers, provides
opportunity for educational interventions and elguatlients theorists and practitioners’
attention on human potential and processes assodatits full achievement and
recognition (Monks & Mason, 2000).

Based on contributions discussed above, the terigh“lachievers” is
preferred, and identification of participants hagib conducted by considering both
intelligence tests results and students’ leveloaid@mic achievement.

Gender and giftedness high achievement. Gender differences among
gifted individuals have been subject of numerousliss, most of them searching
for explanations for gifted girls’ and women’ prehis in fulfilling their potential.

Early and recent studies underline that giftediesvident in the girls at
an earlier age than boys because gifted girls are fikely to show developmental
advancement in a variety of areas: gifted girldikety to speak earlier, to read earlier,
and to write earlier than gifted boys (Silverma®8@). Gifted girls outperform gifted
boys in classroom achievement throughout the sgleaok, maintaining higher grades
in all subjects (Gallagher, 1985), but the agedolescence seems to bring changes in
gifted girls’ aspirations, expectations and achmesst (Kerr, 1997).

However, gifted girls may have career interestser@milar to those of
gifted boys (Silverman, 1986) and tend to be leiggd rin their sex role
identification than average girls (Hay & Bakken919Kerr, 1997). Although the
number of gifted females interested in math andnaasciences is increasing, they
continue to avoid the physical sciences, computgense, and engineering
(Campbell & Clewell, 1999).

A study of adolescents’ attitudes toward their agiftedness notices that
gifted girls were evidently concerned about the astpof their giftedness on
others’ attitudes (Kerr, Colangelo & Gaeth, 1988)hough most of them believed
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that there were some social advantages to beingdgiffemales saw more
disadvantages than their male peers. There wasmatabivalence about the label
gifted as well as concern about negative images otheghtnhiold of that label.
There is also evidence that gifted girls are alsimerable to loss of self-esteem
(Lea-Wood & Clunies-Ross, 1995) and to risky bebesvihat can jeopardize their
goals and dreams (Kerr & Robinson-Kurpius, 1999).

Researchers agree upon the idea that social stpesoaffect dramatically
the lives of gifted girls and women: they have beraluded to a large degree for
their contributions and accomplishments becauséetabcrules restrict women's
opportunities and achievements within society'sciire. Personal goals are often
compromised for the sake of family and other resjtilities, and lost opportunities
become the norm as women fail to pursue originalgyélollinger and Fleming (1992)
studied career choices made by gifted young woiTiesir examination revealed that
at age 29, young women "have yet to achieve theatidnal, career, and lifestyle
aspirations they identified in adolescence" (p.)28old (1987) noted similar results
from her study: by their final year in college, wamhave already compromised their
original career goals, and have changed to fitith their perceptions of the multiple
roles they would have as wives and mothers. Canditisuch as these can limit
women' realization of their potential, and, if rgodion does occur, it may come
late in life (Heilbrun, 1979; Rubin, 1994).

Barriers in social affirmation of women’ giftednesan be discussed either as
internal factors or external determinants, botegates being extensively analyzed in
previous research. This study will focus on attitmal style, as one of the internal
factors which can make the difference betweendjifiales and females.

Gender and attribution style in high achievers. Although numerous studies
have been conducted on students’ attributionakestidss effort has focused on
gifted students’ attribution patterns.

Gifted girls and females are considered underservedhe present
educational systems, especially in the programented toward sciences, and
attributional style, as an important type of salfnition, has been suggested as one
of the underachievement factors.

Factors associated with gifted girls’ underachiegetrduring school years
and adulthood are multiple, either internal (peadibyn factors) and external
(mainly explicit and implicit influences of parerasd teachers). One of the most
influential works on gifted females and their sglegto fulfill their potential,
written by B. Kerr (1997), reveals some of theseribes in gifted qirls’
development: sex-role stereotypes which determiiidren by the age of eleven to
lose their assurance in themselves and their iaBilitdifficult psychological
adjustment of gifted girls and women to societyjsestations.

According to S. M. Reis (2002), the factors maylude dilemmas about
abilities and talents, personal choices about fgnsihoices about duty and caring
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and nurturing the talents in oneself as opposequltting the needs of others first,
religious and social issues which consistentlycffieomen across their life-spans,
poor planning, hiding abilities and differences;fpetionism,attributing successto
luck rather to ability, poor choice of partners, and confusing messages fiome
about politeness.

Although the causes for gender differences aredstputed in the literature,
the focus of research has shifted during the &gtyfears towards explanations based
on differing self-related cognitions and more slocdion oriented approaches.
Noteworthy among the latest explanatory theories & overview see Ziegler &
Heller, 1997; Beerman et al., 1992) is the amodininportance attached to various
differing socialization experiences attributed ender which can, to a certain extent,
be effective even before formal instruction hagetia

According to Broom et al (1998) these socializatexperiences can be
subdivided into two components: self-related cagnd, particularly attribution
style, self-concept or implicit theories of abéi, and previous experiences.
Research shows that boys prove themselves to higicimtly more adept at both
of these components (Ziegler, Heller & Broome, 188éd by Broom et al, 1998).
The results of their study on physics achieveméoinsthat shutting the gender
gap in physics by compensating for the deficitprior knowledge among the girls
is illusionary. As depicted by the regression asialyconducted within the
mentioned study, neither prior knowledge nor talemel can explain the gender
differences evident in physics course grades. Thedengs strongly support that
gender differences in physics/science achievementnaore influenced by the
second component of physics-related socializatioqpegence: self-related
cognitions, such as domain specific self-conce@twibution style connected with
achievement results. Based on this conclusion,ocasithecommend intervention
treatments aiming changes in self-related cogrstiohthe girls, particularly an
improvement of dysfunctional attribution styles.

Similar findings are also reviewed by S. L. Hang@896): personality
characteristics that vary by gender and have amdnpn achievement especially
in sciences include confidence and self-esteem, -radex attitudes,
educational/occupational expectations and locus cofitrol. These personal
resources persist in their importance through tbleosl years, and influence
achievement even after the high school years. NMgtabe's perceptions of one's
ability in sciences and attribution of success bditg have been reported to be
important predictors of participation and perforrm@rnn science during college.
Authors suggest that men have the advantage odifasnhsions discussed.

Social stereotypes encourage girls to adopt seléeations and values that
demote science interest and achievement. Thesew®ieptions lead to a pattern
of learned helplessness with respect to science naathematics, with success
attributed to luck and failure to lack of ability girls, this pattern of attribution of
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success and failure with respect to science anchenwdtics increases from
elementary to high school (Hamilton & Tindall, 2004

Reviewing the literature available at the time, @8] Milich & DeMers, S.
(1993) support this body of research suggestinggdsader differences in attributional
styles are linked to social learning factors suglsex-role stereotypes and differential
evaluation feedback from parents and teachers. ra@lgndemales tend to attribute
negative events to internal, stable, and globatesguwhile males tend to attribute
negative events to external, unstable, and speeifises. Their empirical study proved
no difference between attribution scores for baikitve and negative events among
high achieving boys and girls. Beyond these resattabutional style was shown to
correlate significantly with creativity and depiliessin gifted students.

Several studies on gifted psychology and educaiophasize that gifted
girls’ achievement and processes associated witlteecaorientation and
development in adulthood are liked with some synmdr®, which may be also
identified in non-gifted population, but are comtha reported for gifted girls and
females. One of the syndromes studied in relatigh gifted girls and women —
the “fear of success’ (first introduced by Horner in 1970) — illustratéheir beliefs
according to which their success and achievementldveventually lead to
rejection by their pears and families (Rakow, 2005)

Two relevant studies are to be mentioned in relatigth fear of success
syndrome: Arnold's (1995) work on high school stitdeand Ludwig's (1996)
research on Olympic contenders. Arnold reported bhool girls loosing confidence
in their ability after few years of college, anaviering assessment of their intelligence.
The author suggests this phenomenon to be a caushanging college plans, goals
for graduate study, choice of career or of a partngwig (1995) found fear of both
success and failure in participants, but fear ofess has been proved to be primarily a
female issue: “Fear of success for women seemsittaté from a cognitive belief
system that sometimes becomes an insurmountatiketeb® success” (p. 31).

A related issue well documented in the literatsréhieimposter syndrome
(Clance & Imes, 1978; Clance, 1985), which deserihe low sense of self-esteem
that occurs when gifted females attribute theircess to external factors and judge
their achievement as accidental or undeserveddiffieulty experienced by many
gifted women in understanding the complex relatiigmbetween effort and ability
is related to the imposter syndrome (Johnsen & Kekd005).

The two phenomena previously described are direlitliged to high
achieving girls’ attributional style, and this lingf reasoning emphasizes the
importance of the feature in studying the psychicltlgand behavioral profile of
gifted females.

The present study
Based on the literature review, we tested the gérspothesis that girls
(with average and high level of achievement) temaneke more internal, stable
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and specific attributions than boys, especiallthim case of negative events (higher
scores for locus of control, stability, and gloladtribution, and lower scores for
differential locus of control and differential stkty).

Specific research hypotheses derived from the ometioned above have
been tested, using descriptive and inferentiaissics.

Method

Participants. The sample included 113 Romanian high school stsdé0
males and 53 females, 58 with average achievemsntellectual ability and 55
identified as high achievers / above average eualll ability. The level of
intellectual ability was estimated based on irgeltice test results (under and
above the score of 120), as reported by the satmatselors. In addition, school
achievement and participation in various academideasts has been considered in
including students in one of the two groups (See @kble 1 below).

Table 1.
Crosstabulation: Gender * Achievement level
High/Average Achievement Total
Average Above average
Gender Male 32 28 60
Female 26 27 53
Total 58 55 113

Instrument. Attributional Style Questionnaire (ASQ, Peterson et al., 1982)
with positive and negative events adapted to ppdits’ age was applied for
measuring the dependent variable. The instrumerst pvaviously adapted and
piloted; computed reliability (Cronbach's Alphay fine resulted version is 0.77.
Attributional style involves two aspects of an evethe valence (where the
outcome is experienced as positive or negative) anether the event involves
individual achievement or affiliation (relationship others). The perceived cause
of the event is a function of a) the extent to vahilse individual believes that the
causes of the event are internal or external andhgther the causes are seen as
stable or variable. There are four attributionatteras: a)self-effacing - external
attributions for good events and internal attribng for negative events; b)
external - external attributions for good events and baehéy; c)self-enhancing -
external attributions for negative events and maérattributions for positive
events; djnternal - internal attributions for good and bad events.

The questionnaire asks respondents to make cantaprietations for
twelve hypothetical situations that might happenatostudent. There are six
affiliation events involving relationships with @ people (example: “I had an
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argument with my best friend in the class”) and atkievement events (example:
“I got a bad grade in one subject”). Half of eaclbset is positive in outcome
(example for positive affiliation situation: “I mea friend, who compliments me
on my look”; example for positive achievement ditia “I finished an important
project, and it was appreciated”) and half is negafexample for negative
affiliation situation: “A friend needs my help, buitdon’t offer any support”;
example for negative achievement situation: “I aanfinish all school tasks
assigned to me”). Individual respondents are adkeienagine the outcome if it
were to happen to them. They indicate their perorpif the major cause for the
event on 7-point scales representing locus (frototafly due to other people or
circumstances to 7=totally due to me), stabilitpifi 1=will never again be present
to 7=will always be present), and perceived gldpaidf the cause (1= influences
only this area of my life to 7= influences alsoathreas of my life).

Locus for events (the overall tendency to attribevents to internal or
external causes) is computed by averaging thenialigy ratings for all twelve
events. Differential locus (the tendency to peredhe causes of positive events as
more internal than the causes of negative eventxdrmputed by subtracting mean
locus ratings for negative events from those fositpe events. Positive scores
indicate a self-enhancing pattern; a negative sicalieates a self-effacing pattern.
Stability of causes is computed in a similar faghi& positive score on differential
stability indicates that good events are attributednore stable causes than bad
events (optimism). A negative score indicates tiad events are attributed to
more variable causes than bad events (pessimissmeiRed globality of events’
causes is computed by averaging all correspondengs for the twelve situations.

Procedure. Participants have been included in the sample asmjred to
one of the subgroups according to the intelligaeséscore, reported by the school
counselors (participants with scores under 120hi& group of students with
average level of intellectual ability and partigipg with scores above 120 in the
group of students with a high level of intellectadility). School achievement and
other academic performances have been also coedider

All participants completed the ASQ form in one aggion session, and
scores have been computed respecting the compufatbcedure described in the
previous section.

Results

Scores fottocus of attributional style for positive and negative events have
little variation among the four subgroups of thenpke; however, highest mean
(M= 4,84; SD= 0,73; respectively, M= 5,05; SD= (,93r these dimensions has
been computed for high achieving girls (they teadattribute causes for both
positive and negative events more to themselves] @ss to external
circumstances). Scores faability of attributions for positive and negative events
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can be described as more diverse, means ranging Me 3,73 (SD= 0,93) for
high achieving boys/positive events, to M= 4,95 £SP14) for high achieving
girls/positive events, and from M= 3,94 (SD= 0,63 boys with average level of
achievement/negative events to M= 4,50 (SD= 0,68) high achieving
girls/negative events.

Scores for the global/specific dimension of atttibwial style indicate a
certain variation according to participants’ gendard level of achievement,
indicating girls’ tendency to more global attribarts. Scores for high achieving
girls (M= 4,72; SD= 1,21), and average achievingsgiM= 4,95; SD= 0,21) are
higher than scores obtained by high achieving bd¥s 4,01; SD= 0,76) and
average achieving boys (M= 3,95; SD=0,41).

Mean levels for differential locus of attributiorstyle (See also Figure 1)
indicate a self-enhancing pattern for boys withrage level of achievement (M=
0,16; SD= 0,76), and self-effacing attributionaktean for high achieving boys
(M= -0,26; SD= 0,87), high achieving girls (M= -@;1SD=0,93) and girls with
average level of achievement (M= -0,26; SD= 0,73).

L

«Q
Girls— =

<3}

o

=
Boys — 2

)

=

(%)
Girls — 8 >

> <

o X

< Q@

D «Q
Boys — o @

I I I I I
-0,30 -0,20 -0,10 0,00 0,10 0,20

Figure 1. Mean /Differential locus of control

Scores for stability of attributional style (Seesalfigure 2) indicate
optimist patterns for both girls with average anghhlevel of achievement (M=
0,01; SD= 1,11, respectively, M= 0,46; SD= 1,98\ doys with average level of
achievement (M= 0,01; SD= 0,60). High achieving ayanifest a pessimist
attributional style (M= -0,77; SD= 1,08).
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Figure 2. Mean/Differential stability

The investigation of the significance of differes@nong participants through
an univariate analysis of variance revealed thioviahg: there are not main or
interaction effects of gender and achievement lemelocus and differential locus of
attributional style; there is a main effect of gendn stability of attributional style
[F(3)=10,98; p= 0,001], but no interaction effetgender and achievement; there is a
main effect of gender on differential stability aftributional style [F(3)= 6,52; p=
0,012] and an interaction effect of gender andeagiment level [F(3)= 6,34; p= 0O,
013]; there is a main effect of gender on globibattion [F(3)= 10,98; p= 0,001], but
no interaction effect of the two variables conssder

Further statistical analysis reveals that girlsdtéa make significantly
more stable attributions [t(111)= -3,33; p= 0,0@ib[d to display more optimism
[t(111)= -2,41; p= 0,017/]. Gifted boys are sigecéintly more pessimist than those
with average level of achievement [t(58)= 2,75; @808] and manifest a more
self-effacing pattern [t(58)=2,01; p= 0,049]. Thdseno significant difference
between high and average achieving girls in termsattvibutions’ locus and
stability. However, data suggest that gender imftes gifted adolescents’
attributional style: high achieving girls expressorm stable and optimist
attributions [t(53)= 2,38; p= 0,021, respectiva(p3)= 2,60; p= 0,012].

Generally, girls produce more global attributionart boys [t(111)= -3,33; p=
0,001], but no significant difference have been poied for either high or average
achieving participants, or the four sample’s subgsoconsidered in the study.

Discussion

The findings of our study support to some extergvimus research
outcomes on gifted students’ attributional styléghhachieving girls attribute
failure mainly to internal factors (their own abjl, and relate their success to
external factors, which leads to a self-effacingtaitional pattern. Similar results
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have been reported in early and recent studieg @dtributional style as variable.
Thus, the pioneering study of Seligman et al. (}9@ported that gifted students
rated themselves as having more negative attribaitistyles; there is also some
evidence that bright females develop maladaptivdepes over time if they
continue to attribute failure to ability, rathematheffort (Dweck, 1986), generally
in areas where males traditionally perform bettantfemales such as the sciences
and mathematics. A study conducted by Assoulinal.e€2006) noted that boys
were much more attuned to ability as a basis fairtlsuccess while higher
percentages of girls focused on working hard.

However, our findings are to some extent inconststgiving the fact that
differences among the four subgroups are not s$ogmf for some dimensions;
gender rather than achievement level seem to detersignificant effects. Similar
contrasting findings can be also identified in othesearch (Assouline et al.,
2006). One may speculate that this outcome maytalp®or educational support
for girls nowadays in family and school environngeer®ur results would stand
against this way of reasoning, as high achievingstare found to be significantly
self-effacing and pessimistic in their attributio boys face new challenges in
today’s social and educational environments, dyaréoccupations within general
public for girls’ achievement and intellectual patial fulfillment? Or is this a
feature of adolescent boys, either gifted or ndted? This type of questions may
arise in interpreting research results, and givappropriate and well-founded
answers remains a point of reflection for futurgp@ioal inquiries.

As high achieving students (mainly girls) includadour sample display, to
some extent, disadvantaging attributional style, may suggest some educational
implications of these findings. The literature u#s several recommendations for
specific intervention strategies to be conductedbbth teachers and counselors:
promotion of incremental ability of students, artlilzutional retraining techniques
(Heller & Ziegler, 1996, 2001). The first interviemt assumes that teachers can
encourage students’ beliefs in their abilities, alihcan determine the move from
internal and stable locus control to an uncontiicdiad flexible. Attributional retraining
techniques cover the previously described intefgantbut add some more
structured approaches: teachers and counselor ngsg eanodeling or commenting
techniques. Modeling techniques are based on ammoliel, acting for the person
whose attributional style has to be changed, whibalizes the desired attributions
or informs the person of a desirable attributiosgtle. The other attribution
technique is using clear written feedback on honrkworojects and tests, giving
precise information, positive but truthful.

Attributional retraining has been proven to be effe in the case of gifted
children. A study on attributional retraining inettarea of physics (Heller &
Ziegler, 2001) examined the attributions of gifgids whose intelligence was at
least one standard deviation above the averag# bigh school students. These
gifted young women attributed success in physidadk (or other external factors)
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and attributed failure to ability (internal factoBoys responded with an opposite
attributional style; success was attributed toigb{internal factor), and failure to
bad luck (external factor) or insufficient effoibternal factor; Heller &Ziegler,
2001). Attributional retraining produced signifi¢gpositive effects, and authors
supports this approach, based on the premise gbdtential negative impact on
self-efficacy if attributions of success are madduck or attributions of failure
made to ability (Heller & Ziegler, 1996).

Although attributional retraining may be importaittaims only to provide
individuals with an accurate image of their own petencies and abilities, and
therefore the technique should be combined witleroithterventions which aim at
improving knowledge (Heller & Ziegler, 1996).

Finally, some comments are to be made on limitatiand cautions in
interpreting our research results. The samplingcgutare has been based on
counselors’ reports on results of intelligencedeand also on school achievement
analysis. Both counselors and teachers may beeimfled in their decision by their
own beliefs and conceptions; therefore more cautioald be advisable in future
research on high achieving students, and morerirdtion sources should be used
for including participants in the gifted/non-giftegroups. Findings should be
generalized with caution, not only because of smmplveaknesses, but given the
specificity of the Romanian educational settings| the emerging status of the issues
of giftedness and gender in Romanian psychologimdipedagogical research.

Conclusions

Our study aimed to focus on the problem of genderachievement level
as influencing factors for students’ attributiosajle. Although the study findings
are consistent with previous research outcomederdiices among the four
subgroups (high and average achieving boys, highagerage achieving girls) in
terms of attribution patterns are not significartdome dimensions of the attributional
style (internal/external locus, stable/ unstabiebations, global/specific attributions).
Based on these results we can report that gerttier than achievement level seems to
determine significant effects. No significant imtetion effects of gender and
achievement level on attributions’ locus and sigbilave been found, while the two
variables influence significantly the global dimemsof attribution. Both high and
average achieving girls tend to make more stahigbations, and are more
optimistic than boys. They also make more glob@ibattions, generalizing causes
of an isolated event for all potential similar etgerHigh achieving boys are more
pessimistic than average achieving boys and alt gircluded in the sample,
regardless their achievement level.

The outcomes partially cover our initial generasuamption, stating that
high achieving girls would show internal, stabled agiobal attribution patterns,
while boys would attribute events to external, abhk and specific causes.
However, no specific attribution pattern has re=iltfor average and high
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achieving individuals, and gender effect is sigmifit only for some attributional
dimensions. Unexpected findings also resulted froma study, namely the
pessimistic attribution pattern in high achievingy®. Although the data collected
offer some empirical support for explaining effedfsgender and achievement
level on attributional styles, a more complex resleadesign is needed for
clarifying the present results. Having as rationaleviously mentioned research
limitations and some confusing results, we may kate that further research is
needed in order to confirm and sustain the presmtings.
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ABSTRACT. Romanian Agricultural education in the general aoobntext and as
against the requirements of the economic developatdfuropean- and world level is
regarded as an important link in the consolidatéind organization of the agricultural
industry, as well as the superior valorization ofrlan- and material resources. The
activities referring to education in agriculture aneant to signal the necessity to grant
an adequate status to this basic economic sectohahthis time is suffering image
degradation with the tendency to aggravate. Inraaé@entify where to act to solve
the problems felt in the system of the agricult@@lication, the Ishikawa and arbor
diagrams have been used. The problems submittadaysis were: adjustment of
agricultural education to the present demands a€wdtyre; enhance the efficacy of
the practical part on the field of agricultural edtion; human- and material resources
of the agricultural school groups and universittesput into practice the knowledge
acquired in the process of agricultural education.

Key words: development, priorities, qualification, instruatjgerfecting

ZUSAMMENFASSUNG. Analyse der Probleme im rumanischen
Agrarunterrichtswesen und LosungsansatzeDas rumanische Agrarunterrichtswesen
wird sowohl im allgemeinen sozialen Umfeld als auich Bezug auf die
euopaischen und weltweiten Anforderungen der Whigfisentwicklung als ein
bedeutender Bestandteil betrachtet, fiir die Kodmoling und Organisation des
Agrarbereichs ebenso wie fur die hochwertige Vetweay von menschlichem und
materiellen Potential. Tatigkeiten die sich auf diadwirtschaftliche Ausbildung
beziehen haben die Aufgabe eine dringende Notwkailigu signalisieren, und
zwar dass dieser grundlegende Wirtschaftsbereiokneientsprechend hohen
Status zu geniessen hat, angesichts der Tatsacheuwageit ein sich mehr und
mehr auspragender Imageverlust zu vermerken ist.dignHandlungsrichtungen
fur die Lésung der im landwirtschaftlichen Untertmliesen erdrterten Probleme
festzulegen, wurden Ishikawa- und Baumdiagrammewemdet. Folgende
Probleme wurden in der Analyse beriicksichtigt: Aspag der landwirtschaftlichen
Ausbildung an die heutigen Anforderungen der Lantbeiraft, eine héhere Effizienz
der praktischen Ausbildung innerhalb des AgronohaacUnterrichtswesens, die
menschlichen und materiellen Resourcen Uber wettibelandwirtschaflichen
Berufsschulen und Universitaten verfligen, die Umsa in die Praxis der im
Rahmen der agronomischen Ausbildung angeeignetantKisse.

Stichworte: Entwicklung, Prioritaten, Qualifikation, Trainingerbesserung
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Introduction

Agricultural education in the general social contexd as against the
requirements of the economic development at Europeand world level, is
regarded as an important link in the consolidatemd organization of the
agricultural industry, as well as the superior vialgtion of Romania’s human- and
material resources. The activities referring tocadion in agriculture are meant to
signal the necessity to grant an adequate statilsstbasic economic sector which
at this time is suffering a degradation image il tendency to aggravate.

Education represents the most important sociabsettRomania. Besides,
approximately 20% of its population actively pagpate in the development of this
sector and the future of the country is preparedethThe compulsory Romanian
education of today is a true “industry” of knowleggforging for the next
generations; thus, 12% of this country’s populatoa in grades | to VIII sheltered
by 13,000 schooling units, being implied well ove$5,000 teaching cadres
(Vlasceanu, 2001). No other social sector includes @ulption or a number of
institutions comparable to those in the compulsedycation system. On taking
into account the social responsibility that goethvit, the image obtained is one
demanding quite special attention regarding thebcekted policies applied
nowadays and their future impact (lvan S., 2008).

Materials and metods

According to a 2010 opinion poll carried out onfédsh- and sophomore
students at the University of Agricultural Scierzoel Veterinary Medicine in Cluj-
Napoca, as well as on 126 high-school students8&ngrown-ups the defaults in
the organization and functioning of the system weighlighted by these. The
interviewed ones have pointed so many failuref@Romanian education that we
wouldn’t have ever expected. The problems—in brigaes—are the same as the
society’s meaning that the two areas mirror back edher.

In order to identify where to act to solve the peobs felt in the system of
the agricultural education, the Ishikawa diagramsveh been used. These
instruments are allowing for relieving and gradihg causes- either real or just
potential- of a given effect. The effect may be ether positive or negative
characteristic, such as: the engaging degree s fgeaduates from the agricultural
high schools/universities or, school desertion iwithe same territory. Ishikawa is
also an communication method that allow the trassion of a structured message;
cognition of a general problem waiting for a salati visualization of a situation,
enabling the differentiation of key problems totbeated with priority. By means
of the Ishikawa diagrams, there have been obtasredexplicit- and rational
correlation of the main-, secondary-, and minorsehwlements as the Romanian
agricultural education is regarded. A number ok¢hto five causes have been
selected to be acted upon with priority for findjpgsitive solutions.
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The arbor diagram has been utilized to indicateréiations between one
subject and its component elements. This diagrafreajo the systematic decomposition
of a subject in its components to reveal the ldgarad sequential links.

Results and discussion

Analyzing problems of the agricultural education sgtem by Ishikawa
and arbor diagrams

The problems submitted to analysis by means dfds¥a- and arbor diagrams
were: adjustment of agricultural education to tmesent demands of agriculture;
enhance the efficacy of the practical part on igld bf agricultural education; human-
and material resources of the agricultural schamljgs and universities and to put into
practice the knowledge acquired in the procesgridudtural education.
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In order to adapt the agricultural education to fihesent requirements for
agriculture, there should be created —first of alknters of differentiated
preparation and orientation in vocation meant taretate the university
preparation with the present demands on the warkfomarket and expectation in
Romanian. Also, there should be re-oriented then&tive programs in the
agricultural universities based of the feed-backuaed from the rural socio-
economic surrounding, in order to establish someticoous and lasting relays
between universities and economic operators in Reanamproving the national
system of qualification in the vocational and techheducation is also important,
as well as the university education, by correlaiingith the European frame of
qualifications. Thus it is being imposed the idicdition of solutions regarding the
development of the agricultural high-school andfgssional education in view of
creating a technical personnel with medium-leveldsts able to competitively
respond to the present priorities.

To enhance the practical part in this industry digactic farms should be
re-activated (by using European funds); also, tplément the programs meant to
form agricultural professionals (according to Ednstards, adapted to the specific
of the Romanian agriculture), and treat this aas& bf priority in the professional
formation (qualification, instruction, perfecting.)

The structure of agricultural education system in Rmania

University level studies

Short-term university education (3 years) is orgadiseparately or for the
first two years as an integral part of the longrtemiversity education. Short-term
university education leads to the Graduation Digomccording to Law no.
288/2004, the last cohort of students enrollingainshort-term program was
2004/2005. Long-term university education (duratbto 6 years) is provided by
universities and equivalent institutions. Long-temmiversity education leads to a
License Diploma, an Engineer Diploma

The duration of the long-term studies varies adogytb the field:

» 6 semesters (3 years) for biology

» 8 semesters (4 years) for horticulture, agriceland forestry.

» 12 semesters (6 years) for veterinary medicine

Postgraduate university studies

Postgraduate education offers specialization or eatension of the
education provided in universities. Postgraduatdysprograms include:

- Advanced studies (1-1, 5 years) for universigdyrates;

- Master studies (2 years) for university graduates

- Doctoral studies (3-6 years) offered by univésiand research institutes
accredited, the doctoral courses are settle ascdayses or night courses. The
scientific title of doctor granted by the institni is validated by the National
Council for the Attestation of Academic Titles, Maiisity Diplomas and Certificates.
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Distance higher education - a National Centre foer©and Distance Education
has been created, with centre in 8 universitieshasdhe full support of 12 universities
within the PHARE Program for Multi-Country Coopésatfor Distance Education.

Lifelong learning - national authorities, commetoi@mpanies or other
legal entities, jointly with education units or segtely, run adult training and
refresher programs to improve qualifications ofrtipeesent or future employees or
re-train them. These training courses grant oeatifis of professional competence
recognized on the work market.

What the agricultural education system needs?

In what follows there will be introduced some oésle needs as felt by the
interviewed:

- There is too much theory implied meant to indoette (so to speak) the
students and only too few practical applicationsrase attention is dedicated to
quantity, i.e., to quality’s disadvantage;

- Perfunctoriness proven by students, their maier@st is that of getting a
diploma instead of knowledge; lack of one clearizar as to the future of the
young generation;

- The too often alterations in the system and laicKiscipline within the
education units;

- Lack of conception, incompatibility of planningidhsyllabus/curriculum
with the demands of work-force market; flimsy thetar- and practical instruction
of the graduates;

- Teaching methods are leaning against expositibiciwultimately leads
to lack of communication between instructors arabéhbeing instructed;

- The handing over of obsolete information; at iehe dynamic domains
require ceaseless pursuit of specialization anarindition; the informative trait is
much more important than the formative one;

- Lack of flexibility and of instructor cadres whaeyond shaping specialized
persons, have to shape characters;

- The system fails to prepare human beings for tifsither are there real
projects; students conceive projects that will ggicbe implemented;

- The extremely low level of instruction—for bothigh-school—and
university students—is decided by some of the urestrrs’ lack of interest;

- There is no continuity in making homogenous dents however, the
incoherence is present as we are trying to ape sylstems without having a real
basis for them whatever;

- The teaching staff being underpaid prompts itfdous on negative
motivation (stress, threat, and disregard);

- The Romanian style/specific of knowing a littlie @f everything mostly
“specialization in general” and the futile row néé forced upon students to
assimilate knowingly, will lead to no end;
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- Tack of team work and cooperation lead to woisdividualism;

- Lack of sustainable strategy, trying to turn dfeh into geniuses
overnight, overlooking their talent;

- Absence of professionalism with some members eafching staff;
presence of substitute instructors or even of thaxddng qualification for this side
of the industry (the proportion of unqualified pmmael mostly in rural areas is
unsettling). Numbers in teaching staff are fludgngwvith every year regardless the
students’ count.

- We are confronted with too many alterations @f sfystem, i.e., with each
year curricula and syllabi change, the method eftking students’ progresses are
modified and so the teaching methods, too; mamgsruanish, others utterly futile
come back. An eleventh- grade student can neveube that he will be able to
have the school-leaving examination (appr@Xevel) from the same syllabus in
the previous three years as these can be suspd#diethg altered in the following
year. Owing to so many alterations in the law andistries (departments) of
education it is almost impossible to create a st@dghdation for the education
system and, the lack of a reliable foundation eal lto its hindrance;

- Many of the syllabuses taught are one way or rotbéle from the
student’s point-of-view. With high schools, musitdaeligion are studied in a less
or more useful manner at least so for the all-roaddcation. Logically, such a
situation leads to turning the teaching prograrmedwakier than it is. This is so as
not all students have a knack for music or belomgatcertain religious cult;
moreover, there would probably be a lack of quadifpersonnel for the purpose;

- Financial funding allocated by the state for edion is much lower than in
other countries. Therefore, most of schools dodetdin proper endowments needed
for higher training of students. Sometimes, thaifure and equipment extant within
classrooms date back to the 70" and 80'. DuringdHast years updating of schools
has been started but its speed of implementatittisr low as funding is too short as
well. Beside low budgetary allocations there i®dfse lack of effective stimulants
capable of attracting non-budgetary funds (Romaagg

Let's hope for the best that in the future the Roiaia system of education
will be less deficient than now.

Many of us have been born and bred into this sysieeducation. Even
from the beginning of the general school up to fire university year we have
navigated on a sea of generally futile items obiinfation entirely so—in most of
the cases - all along, till graduation.

Most of the students prove superficiality due tcajpacity of following an
overburdened program. When a syllabus starts totlae reason of it being taught
as well as the feed-back, they’ll also give up gingl it or, the ambitious ones will
start learning it mechanically as only results eratlisregarding the utility for
future purpose (Bogo 2007).
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More often than not, students will forget absolatall what they have
learned in the twelve years once they passed ttealzureate examination. All the
information left with a student after graduatingrr high school is the average
mark and not the knowledge.

An excessive burdening of the Romanian high-scetalent with a 38-40
hours program/week and a too-much developed theakdiasis, as well as the
absence of a practical side will ultimately leadhe birth of a generation excelling
in the numbers of acquired diplomas and not inctwaponents necessary for an
active development of society and economy. Suclulgest is being treated
everywhere nowadays, under the roof of each asgemattl within the Ministry of
Education but halas, not too many things will esiesinge!

Grave accusations have been brought and still ereglbrought forward
vis-a-vis the shortcomings in the ways the entiotacation system is conducted,
beginning in the grammar school up in the univerditlls of indictment are being
brought forward not only by some critics but algonbost outstanding educators at
home - in touch one way or other with the Romaméathing - and abroad.

The educational method which should prevail is dhe of investigative
character, as well as analytic-and critic, allowifog the instructor to lead the
research and guide the student towards acquiring kiewledge. Such subject
matters would be:

- Biology which can be studied both outdoors andoors (classroom,
laboratory). However, some students graduate fragh-schools of biological
profile without having ever seen one of the tenglaints studied over the four
years of study.

- Chemistry. The laboratory offers the student nigte for analysis and
researchvia substances. In the chemistry high-schools studgatly subjects which
are taught to American sophomore students; howeerAmerican high-school
student is capable of mixing two substances inramget the desired combination,
whereas a Romanian one is finding the solutioméochemical equation at the black
board. A Romanian high-school student is at hontke almost all of the acid-, base-
and salt formulas as to the American one who krimwgto use them.

- History: on studying this subject the student dalubt the confessions which
have never been contested before and search fbook$ and documents in the school
libraries. The study of history provided him withtd, events, a mental historic map;
maybe it also offered him the strength of the saht tell truth from fake, history
from myth in the old legends. However, not manyeneffered the understanding of
the significance of events, a new comprehensidiglat regarding the true reason of
man'’s life on Earth. History might also be studigdmeans of documentaries so as the
student get a global image of the way one eveotiar took place.

- Literature: the poem the student read only for go digest will now be
submitted to investigation as whether it is realflyalue, why it is beautiful, how
to class its rhyme; the manner its characters werestrued. It is interesting to
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know whether at graduation he spent more weeksesearching the syntax and
grammar of the language rather than acquire anldi&eathe thought and spirit of
classical authors.

Counting might go on for every subject matter whsittldents will get over with.

For instance, in theoretical high schools- thavgiten Cluj-Napoca—only on
rare occasions a subject matter shows up which laj@verify the practical
competence of a student and when it happens talassof physical development or
an optional one practiced after the regular classeen a student after 6 or seven
classes of theory prefers to walk home and refaguth cases one can notice the low
degree of importance granted to practical apptinati Even classes belonging to the
curricular area of Technology, on many occasidresd are not being developed within
appropriate spaces (workshop, lab, etc.) but irgtieel old classroom where students
take down notes about what should have been peartbimma practical manner.

One can compare the allocations in the frame-progra in Romania
based on mean hours calculated for The EuropeaonUkiowever, we underline
that such mean figures should be treated with sacggrecaution as the education
system in each of the Union’s countries presuppesasa rule—much local
adaptation and flexibility. Outlining of the conslans will follow.

The duration of school year expressed in numbeiags of activity, is one
of the smallest in Europe. This finding—correlatith the mean average number
of all classes leads to the conclusion that, atdkel of grades VIl and VI, the
Romanian high-school student is overloaded. Tablatioduces the numeric
evolution of the mean total-houpsr annum depending on the student’s age.

Table 1.
The numeric evolution of mean total-classesig$déanu, 2001)
7 years 10 years 13 years
Romania 646 748 1003
EU 773 887 922

At the level of school subject matters, one cad Significant differences:

Table 2.
The numeric evolution of classes of study with vasigubjects in Romania and EU
(Vlasceanu, 2001)

Subject matter 7 years 10 year 13 years
Mother tongue in Romania 255 204 136
in EU 200 180 130
Mathematics in Romania 119 119 136
in EU 110 117 105
Natural- and humane Studies in Romania 34 93,5 204
in EU 84,5 132,5 110
Curriculum by School Decision in Romania 85 85 51
(CDS) in EU 298 259 570
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The evolution of numbers of classes centering thdysof mother tongue
is presented in Table 2.

- The evolution of numbers of classes centeringstiney of mathematics
reaches 136 in Romania as to 119 in EU.

At the level of grammar-school education, the Eesspmean expresses a
more judicious balancing between the two subjegtereas with the high-school
education the difference may reach 31 claspes annum of mathematical
instruction to the Romanian high-school student.

Natural- and humane studies (reference is commah #®U) show an
significant difference coming - for Romania - froemvery small weight of the
socio-humane subject matters in elementary schadl \ry high weight of
Natural sciences in the terminal years of the gysium.

The variation in the number of classes allocatefirte and Sport manifest
contrary tendencies with us to the variation of dpgan mean. The highest
difference is shown in the CDS.

Of the data introduced above one can notice ttgt-bchool students in
Romania are surcharged and congested; in spitéspfthey are less prepared in so
far as the practical side is concerned.

However, it is true that from the view point of ttieeoretical preparation
high-school students in Romania are always in tbatfranks with home- and
abroad competitions and Olympiads but we do nosgessthe information linked
to the evolution ulterior to these.

Due to the too high quantities of information stuideare not able to
assimilate everything lingering behind studies wditissipated fragments of an
entity, thus knowingust a bit of everything, nothing tangible.

The American education systems lay stress uporsioigde subject matter,
the one selected by the student. With gymnasiadibersity of syllabi help the
students to take to the road they think is the reoitable to them.

In the Romanian system diversity does not disappétarthe high school
not allowing for focusing on what is desired. Theen say that high school is the
one destined to confer the students all-round daucaThus, by superficially
learning a lot of syllabi motivation goes down, mieg that the degree of preparation
goes down, too.

As we are talking about education, we should tai$ogpon the one being
the “donor” of information, then the shape-provided moderator, i.e., the teacher
who can be not only a member of a teaching stafbhiexample, too. Students are
inclined to follow their teachers, mentors so teap Those who want to illustrate
an example worthy of being followed should have ordy a penetrating mind but
also a wide spirit and large heart, all meant taratterize his integrity, honesty,
abnegation, vitality enthusiasm, dignity, tact gratience. Thus, instructors will
understand students’ needs by directing their siepards progress and the class
will turn into a large family where all its membeexert substantial effort to
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acquire sound knowledge both theoretic- and pralctoes. Quality will be more
important to them than quantity. Collaboration voi# the spirit of the class-room,
also, its law of life whereas attention will alse Individually distributed by
insisting on the importance of the personal element

The teachers activities are evaluate every yeaxtgrnal evaluation of quality
education. The Romanian Agency of Quality AssuramteHigher Education,
hereinafter RAQAHE, (in Romanian: ARACIS), and Bemanian Agency of Quality
Assurance in Pre-University Education (in Romani&RACIP), are established to
carry out the external evaluation of the qualityedication. RAQAHE represent an
independent public institution with competencieadareditation, academic evaluation
and quality assurance and its Board is composedadademic representatives
nominated by the Ministry and The National Rect@@nference. As regards quality
assurance and evaluation, the Agency establisltbsegises periodically the national
standards and performance indicators for highecagaun. It collaborates with other
institutions to develop and promote policies amategies for quality education,
provides transparently its own procedures and meshe for external quality
evaluation, has the right to use international espand provides its own register
of evaluators.

Conclusion

The agricultural education prior to university lasiew the formation and
development of the students’ personality; promdtecation for values; stimulation of
youth’s creativity and of the entrepreneurial ggay securing a solid preparation
based on all-around education and on forming psideal components which
allow the graduated students to practice a prafasgutting up his own business,
continuation of higher education studies.

By means of the human- and material resourceseag¢hool groups and of
the agricultural universities, these are meetirgdbmands to satisfy the needs of
the personal development of the young and aduliseimespective occupational area,
ensuring standard-level training and ability togda the present social conditions.

The knowledge acquired in the educational procaesagoicultural field, as
well as the drawn work sheets won't easily fit imtoactice due to the small
numbers of practicing agricultural specialists aedrcity of financial sustenance
of agricultural research and propaganda; the metieef agricultural producers in
experimenting new methods and means of cultivgilagts and raising animals.

To end with, the Romanian educational system shexdtle so as to position
itself to the same level as the western system#sidor now, we are confronting a
harsh bureaucratic system swarming with red-tapes rand regulations. Such an
intricate organization leads to a poor level otistu preparation fact that might have a
severe long-term impact upon the evolution of ogrety.
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L'INFLUENCE NEGATIVE QUE MEDIA A SUR LE
COMPORTEMENT DE L'ENFANT

MARIA CLAUDIA cuC *

ABSTRAKT . Die Medien wurden aus einem Zensor der sozialesstMauchs in

einem Mittel zur Manipulation der Bevolkerung, weike die Aggressivitdt so
behandeln, in dem sie die Gewalt unter den Kindéennutigen. Die Forschungen
bewiesen, dass die Medien die Entwicklung des Veshsl der mentalen
Prozessen und der Interaktionen beeinflussen, asekind in seinem privaten
Umfeld entwickelt. Es ist notwendig die Verbesserdeg Studium gewidmeten
MalRnahmen und Methoden, die die Medien entwickamm, die harmonische
Entwicklung der Kinder zu sichern.

Die vielen experimentellen Untersuchungen habea Kiorrelation zwischen das
aggressive Verhalten der Kinder und die gewalttélithalte, die von den Medien
gesendet werden, unterstitzt.

Angesichts der selektiven Belichtungs - Hypothé&ader mit psychologischen
und biologischen Veranlagung fir aggressives Vé&hal werden von

Fernsehsendungen mit gewalttatigen Inhalten angezog

Stichworter: die Medien, das Verhalten, die Gewalt, der Verbhau, sozio-
kognitiver Entwicklung

ABSTRAIT. La Média s'est transformé du censeur des abus wodans un
moyen de manipulation de la population. La méd&sente I'agressivité dans un
mode qui encourage la violence au milieu des esfangs recherches entre
reprisés ont démontré que la média influence leldg¢pement des attitudes des
processus psychique et des interactions que I'emféveloppe dans son milieu
privé. Il est nécessaire d’améliorer les mesuréssainéthodes dédiées a I'étude de
I'effet que le média a sur le développement desrenf De nombreuses études
expérimentales ont soutenu un corrélation entredmportement agressif de
I'enfant et le contenu violent diffusé par le médi@nant compte de I'hypothése
de I'exposition sélective les enfants avec une ippégition psychologique et
biologique vers un comportement agressif sontéatfrar le programme Télé a un
contenu chargé de violence.

Mots clefs: média, comportement, violence consommateur, dppelment
sociocognitif.
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1. La Média et des ainsi-dits messages

L’homme se trouve dans un combat continu avec epwlables, mais
aussi avec soi-méme; Les discordes, les disp@sgjvalités, les altercations, les
mots de chaque jour, illustre une dimension duermntle violence avec lesquels la
société se confronte. Le coeur de la société hunesinébranlé de ces altercations
de la violence, qui se distinguent aux différentdigps sociétales. La palette de
I'influence de la violence se distingue de la disien des conflits qui se contournent
entre les juridictions, des conflits d'attributidas compétences en des obligations, des
conflits au sein, des familles, des couples; daflitosociaux.

La Média et en spécial la Télé s'est transforméasdkes derniéres
décennies du censeur des abus sociaux, cultur@sligque, dans un moyen de
manipulation de la population étant un analgésipoer endormir la conscience
humaine et pour la déstabilisation mentale et tsjgife de I'homme. Cette
décennie a abusé des droits de I'homme, ainsbhé&té d’expression garantie au
citoyen est enchainée et naturellement contrbléet tue elle ne fait que
développer la méfiance et produire une désoriemtatattitude qui maitrise
plusieurs Roumains. La fausse diversité des messdiffeisés, la variété avec
laquelle les trusts média bombardent le spectatestr,en réalité fausse, et le
produit offert est en essence peu et élémentasee$paces d’émission abondent
par I' illusion du grand nombre des opinions exg@®, opinions qui sont
canalisées dans un flux unique de pensée, destif@ener de fausses messages et
gestionnaire d’ autres conceptions et des valeursaines. La Roumanie est
envahie par cette illusion de I'abondance des op®i qui a le but d'étre I
exponent de tous les couches sociaux en obtenaftet sconte de diversité et
représentativité. On pose la question si la médésgnte I'agressivité dans un
mode qui encourage la violence dans la société spécial au milieu des enfants
et des jeunes, par les images réelles agressigssmies a la Télé, journaux ou des
revues. Des spécialistes condamnent les effetstifeégas violences présentées
aux Actualités, dans les heures de maxime audidrceiolence dans la média fait
sentie sa présence sons différents aspects: crigtemtats, des rapts, des
agressions sexuelles, des séquestrations de pessetm

Les images pleines d’'une puissante violence sargemtes plusieurs fois
par la Télévision ou la presse par des cadresspdseprés. On pose des signes
d’interrogation: Quelle est I'empreinte que ces gem violentes laissent sur le
comportement des enfants? Comment est influenggersémnnalité de I'enfant?

Le théme des images chargées de violence est Laséreures de pointe
sont inondées des images avec des victimes mutdésyens écrases, tués dans des
conditions diverses; tout cela représente le cantemmordial des Télés. Les
statistiques montrent qu’en Roumanie les écranseptént des images sanglantes
chaque jour dans une proportion de plus de 70%mé&me temps sont présentées
plus largement que jusque la les pertes humainssgderres civiles et des
calamités et les événements du monde paraissentgpiives qu’auparavant, la
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famine du pays on des pays étrangers ne signifietgg@t que maintenant, quand
elle est présentée dans les images. N'importe @aeusation adressée a la Télé
pour la présentation des violences dans la videréel diminue devant le postulat
gu'elle agit comme une force pour I' humanité, étém moyen moderne de
communication, par lequel le spectateur prend corieec la vie réelle, connait et
peut contribuer a se redresser. Mais quel eststfue que nous nous assumons,
avec quel effort et avec quelles pertes.

2. L'enfant — catégorie importante de consommateumédia

Les enfants de votre société ressentent la violdaed'age fragile, et les
influences de la violence se ressentent des stascfpolitique, économiques et
normatives déficitaires, par le maintien et I'adc@tion des discrépances sociales
et économiques, par lintensification des crairge®thniques. La violence n'est
pas un nouveau phénoméne, mais son évolution dam®wveau millénium est
soutenue et parfois encouragée par intermede detha. Des pédagogues, des
psychologues, des sociologues sont étudié le phé&menen essayant d’expliquer
si la violence transmise par la media peut inddosstruire, et développer un type
de comportement agressif parmi les enfants. On i des rapports, des
communications et des études de spécialité comtefimapact de la violence de la
media sur I'enfant comme consommateur media. Laslgsions sont claires. Il y a
une puissante liaison set corrélation entre laewimg diffusée par la média et le
comportement agressif de I'enfant. La structuréaoséconomique que la Roumanie
traverse trouve I'écho dans la maniére ou réakshitation et I'instruction du petit
écolier. L'apparition de cette “ sous-culture dwsaspoir ", la centre moralise de la
society, les formes de linadaptation que I'écoliessent de plus-en-plus sont
identifiées et mentionnées suite aux analyses slea® proclames, identifies par les
conseillers scolaires. Dans cette conjoncture, decept de l'effet surprend les
influences an niveau psycho-social quelle consoeumanédia a dédié aux enfants. La
meédia influence le comportement les enfants? Langgpest positive. Elle influence et
modifie le comportement plus en comparaison avecitds catégories d'age. La
media occupe une place centrale dans la vie destenét ce groupe culturel a
construit des "patterns” distincts de consommatioedia. Les études de marketing
réalisés dans industrie de consommation ont déénoletr grand potentiel de
consommation que les enfants ont. A cause de eglaudsts media ont diversifié et
agrandi leur offerte pour le nouveau groupe-cilentifié sur le marché de
consommation. On a intensifié parallelement liétédes pédagogues, des
psychologues, des sociologues regardant 'impaeiaymedia a sur ce groupe-cible.
L’'Intensité du consommateur est variable, n’étag pohérente car les enfants sont
vulnérables aux influences. De Louche explique ecettiinérabilité grace au
processus de développement bio-psycho-sociald,enfant parcourt, en montrant
les risques aux quels est expose du point dé vagwdeloppement:
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a) linterférence avec étude sur la réalité: I'enfal@vient confus dans la
perception de la réalité, et le message transmipaedia est confondu et
assimilé a la réalité qui I'entoure.

b) linterférence avec I'acquisition des habitudesas8aires au développement:
le temps prévu a la consommation media croit, énisant substantiellement
le temps que lI'enfant a pour le contour des halsilimotrices, dans
I'apprentissage est par découverte, par la manoelegebjets et a I'aide
des jeux.

c) La privation des interactions sociales le tempsié@éddes activités et
actions sociales, culturelles décroit en compamageec celui ancré dans
la consommation de la media.

Susan McHale, suite aux recherches a démontréagoediia influence le
développement des altitudes, des processus psyshigu des interactions que
I'enfant développe dans son milieu privé. Le petihlsommateur se confronte avec
une avalanche d'images, une diversité d'informatjartant obligé de maitriser un
code de normes, valeurs morales et éthiques bferie$ connaitre des techniques
et des stratégies qu'il doit appliquer dans le dherde développement
éducationnel. Le média est pour I'enfant un moraeihant par le son, colleur,
mouvement, celui-ci I'attire, le conduit vers lesrftieres difficilement délimitées
entre le réel et le fantastique. Lemish D., Moon ddutiennent que la média est
une source centrale dans l'inspiration des enfattseux-ci en ploient la média
comme source centrale dans l'inspiration des esfattceux-ci en ploient la média
comme source de création, en créant des variantaplexes, diversifiées, face a
leur source d’'inspiration. La média comme soutlérgncyclopédie des enfants,
adolescents et la média“, devient un facteur ingmdrtdans la formation de
I'identité de géneére, en offrant a I'enfant et gemne des informations concrétes
sur l'idée de ce qui signifie étre flamme ou homm@si la média a une rble
essentiel dans la formation de I'identité sexualte|ui offrant des informations sur
les changements physiques, sur sa propre sexudligur les comportements
sexuels adéquats. La média est le sorcier d'oz, leglialphabétise avec de
nouvelles notions pas des programmes spécialiséesyutenant par les émissions
réalisées pour ce secteur d’age, la créativit€plamunication, la compétition et
en réalisant en méme temps une éducation intedlibetonorale et esthétique. Dans
ce monde de la diversité I'enfant cherche son itéeBt ca se retrouve aussi sous
I'aspect ethnique. La média est la source desnmdbtons sur I'ethnique dans les
conditions ou I'enfant n'a pas pris le contact ages origines. Il est nécessaire
d’améliorer les mesures et les méthodes dédi€ésude de I'effet que la média a
sur le développement du comportement des enfdnts, faut pas perdre de vue le
mécanisme par lequel les différents facteurs aeddia les influencent: le contenu,
le contexte social, les relations qui entourentdefants, l'influence des formes
média et I'expérience que I'enfant vit en contadales différents types de média.
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3. Les effets négatifs de’ a média dans le dévela@ppent du comportement
de I'enfant

Les recherches entreprises ont concentré leurtiattesur les effets que le
contenu violent que la média a sur le comporterderitenfant en général, et aussi
en particulier. Mais de nombreux études expérimeqtaorrélationnels et des
méta-analyses ont soutenu une corrélation enteniportement agressif de I'enfant et
le contenu violent diffusé par la média. Le cheunchidoeller T., soutient la relation
entre le comportement agressif de I'enfant et igerau violent de la média, mais on ne
peut pas affirme que les émissions Télé avec uteorviolent déterminent I'enfant
d'étre agressif. De plus extensifs études regatdamvlence de la média appartiennent
a Gerbner, qui montre que le fait de visionner fetgment des films et des
programmes Télé de type drame est saturé de violEmeproportion de 80%, celles-ci
sensibilisent les processus cognitifs, étant respoles des actions des enfants qui
prennent les actes de violence visionnés en lasgosant dans le milieu familial,
social et scolaire. Chargées de contenu informagbwiolent la pansée et la
mémoire de I'enfant sont orientées dans ce senseaprésence vont mobiliser la
cognitive. Les enfants consommateurs de progranwnésce sentiront I'insécurité
autour d’eux et ils vont avoir besoin de plus drigt et de protection de la part de la
famille, de I'école, et de la société. Robert HodgidDavid Tripp a montre que la
réaction des enfants face aux grilles de programméE implique aussi
I'interprétation de ce qu'ils regardent et de ckilgsentent pas seulement le stockage
des informations. La consommation média n'est pas activité intellectuelle, de
niveau inférieur, on réalise des interférenceglogs entre les informations stagnées
du milieu quotidien et le message transmis paplegrammes Télé.

La télé est le moyen média qui transmet le mestagdus puissant en
offrant a I'enfant la diversité. Tenant compte deypothése de I'exposition
sélective nous observerons que les enfants aveprédéposition psychologique
et biologique vers un comportement agressif saiméatpar le programme Télé
avec un contenu chargé de violence. On a obsereéoissance de l'agressivité
seulement aux enfants qui sont agressifs a la duitésionnement des émissions a
contenu violent en devenant immunes les enfantdepéd’habileté de sentir des
soucis et de la compassion, le comportement segeha@am devenant plus lents a
demander de l'aide et d'intervenir a la défensendami qui est soumis a un
traitement violent. La vue systhématique des imagekentes ou le producteur
accentue la souffrance de I'hnomme, on insiste sgr détails physiologiques
I'enfant se confronte avec un sensibilisante émoiédle en réduisant l'altitude
empathique de pitié vers ceux qui sont agress#sgee de tolérance a l'agressivité
croit et violence est accepté comme un mode naterele.

Quand on discute sur ces modifications du companterihfaut prendre au
calcul le 1Q statut socio-économique et l'influendes parents. Il ne faut pas
confondre linfluence venue de la part, des paresitssgroupe des amis, avec I’
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influence de la média dans le développement etetpgtuité du comportement
violent chez les enfants. Les enfants qui préfécentype d’émission, ont une vie
désorganisée, privée de discipline, privée deiffiité émotionnelle, tout cela
conduisant vers les indicateurs de développememt ehfant hyperactif les effets
peuvent étre annihilés par un comportement patgtifa part des parents et par une
médiation de la consommation du média. En ce guceme le statut socio-
économique les chercheurs ont démontré que lesitendai appartiennent a des
milieux socio- économique sous-développés sont grasds consommateurs de
média a contenu violent, en approuvant la violenceautre moyen de distraction.
Moeller T. a réalisé un différentiation de l'influee de la média: les formes de
violence exposées dans les revues pour enfarimilsent dans le cas les garcons
les manifestations modérées et extrémes de compamteviolent pendant que les
journaux a contenu violent développent des formaeslés de violence. L'internet
est associé a I'isolement social en attirant It sur le degré de liberté pour
obtenir des informations violentes.

Les études de spécialité soutiennent que les effiégatifs sur le
développement psychique et social de l'enfant estadx trusts de Télé, qui
transmettent I'information au niveau auditif etugs Ces effets laissent leur empreinte
sur les habiletés d'apprentissage, d’optimisatiom lthctivité cognitive, de
socialisation, mais aussi avec des implicationgigeau neuronal, I'inhibition de
l'activité de I'hnémisphére gauche du cerveau, @it ue I'hémisphére droite,
accomplisse toutes les activités cognitives, a @pmsnces graves sur la santé et
sur le développement du cerveau humain. En se basares données obtenues
dans le proses de d'investigation du psychique ntimfaon a observé que
I'hémisphere gauche du sujet n’était pas opéragthenet 90% des sujets testés
rarement ils dé codifient correctement le messeagesmis par la Télé. Dans ce
désir de connaissance psychopédagogique de I'eofaatsignalé que la média en
spécial la consommation de Télé affecte le procesBapprentissage, a effets
négatifs au niveau de développement psychophysidnechangement apparait
dans le potentiel comportement de I'enfant la deit'interaction avec ce ru ilien et
de la manque d’expérience.

Les causes sont la diminution de la durée de caratem de I'attention,
un déclin de I'écriture, de la lecture, de la cdtigade communication orale, mais
aussi avec des répercussions sur la capacité tdedestir I'habileté nécessaire pour
la compréhension du texte. La dépendance de té&énduire aussi a la diminution
du temps que le sujet va employer a trouver desnsgs concrétes aux demandes
et aux problémes scolaires. Le visionnement excdssi programmes Télé peut
conduire a l'apparition des probléemes de mémoirefféts a long terme sur le
processus d’acquisition mnésique, d’assimilatiortivac de I'information, la
formation des opérations intellectuelles, attitudebabitudes. Les enfants arrivent
a retenir seulement les sensations, pas aussorfivdtion, fait qui empéchera
I'apprentissage des stratégies actives et effiegede mémorisation.
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Dans ce contexte I'apprentissage n’est plus unceecomplexe, mental,
affectif on motrice, de réflexion profonde, & adsemultiplicatifs engagées face a
la connaissance humaine. Par cette dysfonctioomeatement I'enfant ne s'implique
plus dans le processus de traduction des nouvlasaissances, habiletés dans des
comportements cognitifs, émotionnels affectifs, iGoeorales caractériels. Les
stratégies par lesquelles I'enfant sont mis a destha cette matrice de traitement,
perfectionnement de taches d’apprentissage netgdugrmises en application.

La consommation excessive de la média est condapardes spécialistes
aussi pour la pauvre expérience que I'on offreeaféint. La nourriture du cerveau
est représentée par des stimulus de milieu, germétent I'enfant a faire face a de
nouveaux défis. Les stimulus auditifs et visuedm$smis par la Télé sont rapides,
agressifs, en mettant dans I'impossibilité la capattu cerveau de contréler ce qui
conduit l'inhibition des processus mentaux.

La partie expérimentale

L'objectif principal est I'analyse des critéres a la base desqueddless
font la sélection des programmes Télé visionésplmervant si la violence est le
facteur décisif, les méthodes employées pour llifleation des effets que
I'influence négative de la média a sur la modif@atcomportementale de I'éléve
du cycle primaire, I'implementation du processuatéfvention, prévention et de
l'assistance psychopédagogique.

L'intervention éducative-instructive est opportudans la mesure ou elle
contribue au développement du potentiel intelldetugatif et de quelques
capacités d'autocontrdle cognitif et affectif, daetjues capacités de contréle
cognitif réciproque et contribuant a 'amélioratisignificative des comportements
d’apprentissage, afectifs-attitudinales et socideEséleves.

L'angrénage de tous les facteurs responsablesituibestr, professeur,
conseilleur et psychologue, mais aussi d'autrestepaires éducationnels,
contribuent a I'anihilation des effets négatifslaenédia.

Objectifs spécifiques

e La détermination des effets produits par les @ognes a contenu
négatif sur les éléves du cycle primaire.

e L'identification de la relation existente entréntelligence émotionnelle
et 'une des dimensions de I'hostilité.

e L'identification des principaux types de difficédt que les éléves rencontrent
comme suite au visionnement excessif des progrararnestenu violent et I'appui de
ceux-ci dans I'assimination des éléments de cuaricwbligatoire.
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e L’élaboration d'un plan d'intervention au but da prévention des
troubles comportementaux.

Hypothése générale

L’identification des causes dépendentes des mogena média qui sont a
la base des troubles comportementaux peut détaermigaboration d'un
programme de prévention ou intervention précoce.

On a émis quelques hypothéses spécifiques

e Puisqu’il y a une corrélation directe entre lagfrénce des scénes de
violence inserées dans les programmes média, leamivde créativité et le
coéfficient d'intelligence, ce fait nous déterm#éavoir en vue les valeurs des trois
indicateurs qui vont constituer comme base de cwntdes modifications
comportementaux des éleves.

e |'élaboration d'un plan dintervention cohérentapté aux enfants a
problémes comportementaux, déterminera la conmasset 'amélioration en temps
des comportements affectifs-attitudinales, sociatebapprentissage des éléves.

Les méthodes de recherche

On a employé la méthode de I'observation et le tijpmsaire, comme
instruments spécifiques construits ayant a la lbese considérents logiques et
psycho-pédagogiques. On a appliqué deux questi@mnéarmées chacun de dix
questions formulées ouvertement.

L’échantillon sur lequel on a réalisé des sondages statistegieomposé
de trois classes du cycle primaire (une deuxieme,troisieme, une quatrieme). Il
a été construit aprés le critére de I'age, étardalantillon-classe.

Dans I'étape preteste on a appliqué le questioanaie, dont le but était
d’obtenir des informations regardant le nombre desures accordé au
visionnement des programmes Télé, des programm@ssebersonnages préférés,
la détermination des caractéristiques, des motifs fesquels s’identifient avec ces
personnages.

On a constaté que:

- 76,66% représente le pourcentage des mineursaqla suite du
visionnement ont développé un dialogue agressif, wilisé des invectives,
language obscene, dégradant.

- 13,33% représente le pourcentage des mineursoguinettent des actes
agressifs, deviants (des comportements indésinables

- 6,66% représente le pourcentage des mineursoguinettent des actes a
potentiel délictogéne et 3,33% commettent des afdksquents.
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L’intervention psychopédagogique s’est déroulée dans l'intervalle de
deux mois.

A la suite de la recherche on a formulé des proposi effectives
d’'intervention qui aidera les enfants a constrdgesysteme de valeurs et de
développer une autre perspective:

e On a suivi le développement des habiletés paemntdléducation,
surveillance et implication dans la vie des enfants

e Communication et relationnement adéquate et effte;;

e L’école a un rble éducatif et socialisateur; suerivention est nécessaire
dans les activités de stimulation du potentielliatéuel et créatif de I'enfant pour
lui induire des états positifs;

e Activités sportives et culturelles-éducatives paéduire le temps
accordé au visionnement des émissions nocives-tgeEat pour la sublimation
de I'agressivité;

e L’existence des centres diurnes et des prograngpésiales pour les
enfants des familles a statut socio-culturel dirdimlont les parents n’ont pas la
possibilité financiére de supporter les colts pesiprogrammes éducatifs;

e Activités de méditation, groupes de socialisatibdéveloppement personnel.

Dans I'étape postteste on a appliqué un nouveawtiQueaire qui a
élucidé le fait que la combinaison des influencespliisieurs facteurs ont mené a
une influence positive sur le comportement deseflgen diminuant le degré de
violence manifestée par les enfants. Dans cettpeétan a observé qu’un
pourcentage de 80% a amélioré les habiletés de coimaiion, a disparu le
sentiment de retirement et d’isolation sociale gu€&élé induit, en méme temps le
potentiel délictogéne a diminué. Par la concretisales mesures de prévention et
d’intervention effective, la famille et I'’école test les instances sociales de base.

Conclusions

La Média est une présence constante dans la vigpelet privée et par
'abondance informationnelle et des messages saesi@us, offrent de profondes
restructurations et des transformations an niveawamportement humain. Le
Mode dans le quel est présentée la réalité, le rdads le quel est se on conture et
on analyse de différentes problémes dans les émgsdiélé influencent le mode
pensée de l'enfant. L'enfant est vu comme un imdivpassif, et télé par ces
messages contribue a sa modulation, a ses idéda sig et sur le monde, en
construisant cette illusion-ci, que les idées ati$on sur le univers qui I'entoure
lui appartiennent. Pourtant ces explications neveeupas soutenir la relation
causale entre la consommation des programmes Tagétanu violent et le déclin
gue les spécialistes en éducation et développewmmitif ont observé a de
nouvelles générations d'élévesi. dans le cas des effets de la violence on aapris
calcul les caractéristiques personnels de I'enfastfacteurs de milieu dans le cas
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de ces recherches qui surprennent la liaison eatréaction du cerveau le
développement psycho-sociale de l'enfant on ne coreas an calcul des
particularités, qui influenceraient les résultatsteaus, motifs pour lesquels
apparait un scepticisme regardant ces dates. Muigeodoit pas oublier que le
développement harmonieux des enfants est en grameire dépendante du
domaine de développement du contexte de la médidéd’'adulte des expériences
de connaissance et des structures cognitives thdilles.
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INTEGRATION OF THE MATHEMATICS TEXTBOOKS IN THE
TEACHING/LEARNING PROCESS

IULIANA MARCHI §!

ABSTRACT. Research shows, that textbooks are important @hiteg and learning
Mathematics. The goal of the article is to studw heachers and their pupils use the
mathematics textbook. The research tool is a queestire; the sample is made of 60
mathematics teachers. The results show that teachestly use the textbook to
prepare their lessons and to assign homework éar flapils. Students mostly use the
textbook to solve the given problems. There is aetation between the teacher
guidance on textbook use and how pupils use teipdoks.

Keywords: mathematics textbook, self-regulated learning

ZUSAMMENFASSUNG. Die Forschung zeigt, dass wichtige Lehrblicheréhrke
und Lernen Mathematik sind. Das Ziel des Artikstszu untersuchen, wie Lehrer und
Schiller die Mathematik Lehrbicher verwenden. Dash&ehe-Tool ist ein
Fragebogen, wird die Probe von 60 Mathematiklefpeenacht. Die Ergebnisse zeigen,
dass die Lehrer meist mit dem Lehrbuch, um ihretetdoht vorzubereiten und
Hausaufgaben fiir ihre Schiler zuweisen. Studenteist mit dem Lehrbuch der
gegebenen Probleme zu l6sen. Es gibt eine Kooelatischen dem Lehrer
Anleitung Lehrbuch verwenden und wie die Schiiler ikehrblicher verwenden.

Schliusselwoérter:Mathematik Lehrbuch, selbstgesteuertes Lernen

1. Introduction

Textbooks are important in teaching and learninghdmatics. There are
researches in different countries, about use ohemaatics textbooks by teachers
and/or pupils (for example, Pepin & Haggarty, 20&Egis, Approva & Reys,
2006; Rezat, 2009).

The goal of this article is to present a researellenamong mathematics
teachers from Romania about the use of the textbpdikemselves and their pupils.

2. Theoretical background

Textbooks are “designed to provide an authoritapgdagogic version of
an area of knowledge.” (Stray, 1994, p. 2)

Textbooks from the same country, written basedhensame curricula can
be very different. In different textbooks the sammathematical topic can be

1 PhD, Lecturer, Faculty of Psychology and EducaBciences, UBB, Cluj-Napoca.
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presented using different methods. Also the cordédifferent textbooks can vary,
even if they are written according the same culwitu one textbook can
emphasize a subject more than other textbook; rtier @f the presented topics and
the logical connections between these topics cdadd different. Analyzing
mathematics textbooks from Sweden, Johansson (20@5) concluded, that
textbooks do not always follow closely the guidesirof the curriculum; this is also
a source of differences.

The content and how this content is presentedlacei@portant. Research
shows that usually the contents presented in tektbare more likely to be taught
by the teacher in the classroom; and teachersg/raresent contents not included in
the textbook (Freeman & Porter, 1989; Reys ef8@l03).As mathematics teaching
should be problem-orientated, one important facfoevaluating a mathematics
textbook is regarding the problems given in theko@eglédy and Kovacs (2008)
in their evaluation criteria for mathematics texdke consider important the
presents of control problems for students to evalttzeir individual learning after
each unit. Another important aspect is regarding ftoblems given in the
textbooks. These problems should be enough forsdam activities and
homework and the difficulty of these problems skdug marked in the textbook.

Textbooks doesn't replace the teacher, he/she hasnportant role to
mediate the content to the pupils (Love & Pimm, @)99There are aspects of
problem solving, which are difficult to be put intextbook. For example, the
textbook can’t deal with pupils’ incorrect solutgrcan’t reformulate the problem,
if needed; can’t give the required hints (Kang &patrick, 1992); can’'t check the
correctness of a different solution given by theipurhus it is important to know
how often and how teachers use the textbooks.

Freeman et al. (1983) categorize the ways of utiegtextbooks by the
teachers in four styles: textbook bound (progrespge-by-page in the textbook),
selective omission (progressing from the beginrmghe end, but omitting some
parts), focus on the basics (focusing on some @arisomitted other parts), and
management by the objectives (focusing on the nwdijectives of teaching
mathematics and selecting the contents from thébaek for reaching these
objectives).

Regis, Approva, and Reys (2006) have conductedsaareh on use of
district adopted mathematics textbook in U.S. nedsithools. The research took
place during two years with 51 teachers in thet fjear and 66 teachers in the
second year. Every teacher has written a textb@ekeiary in which has recorded
30 instructional days. 39% of the teachers usenl teetbook at least 90% of the
documented instructional days, 70% used their tkb75% of the documented
days, one teachers used less than half of the 8895.of the teachers used the
textbook mainly to prepare the lesson.

A study on textbooks use in France, Germany andaBdgshows, that
most of the teachers use the textbook more foexieecises than for the theoretical
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part. The theoretical part is used differently ifiedent countries: German teachers
use different worked examples than in the textbdélench teachers present the
rules differently than in the textbook (Pepin & Hagty, 2001).

Another aspect to be studied is how pupils usartathematics textbooks.
In many cases teachers are influencing pupilsbot use. For example, if the
teacher asks pupils to use the textbook to stueystiived problems, most of the
pupils will do this. But if the teacher has neveked pupils to read and resolve the
worked examples, most of the pupils will not do it.

The results of a research made in four classes@éranan school shows
that students do not only use the textbook, whewy #ire told to by the teacher.
When solving problems students look up for worke@neples or boxes with
kernels (Rezat, 2009).

Using an efficient way an adequate textbook by plgils, their self-
regulated learning skills could be developed. &djiulated learning (SRL) is an
academically effective form of learning, throughigfhthe learner set goals and
make plans before starting to learn; monitor andulee his/her cognition,
motivation and behavior during the learning procassl reflect on his/her learning
process (Pintrich, 1995; Pintrich, 2000; Zimmern200)1).

3. Research

The aim of the research is to study teachers arlspmathematics
textbook use during the teaching and learning m®ce

There are three research questions:

1) Do teachers use the mathematics textbook andtfat purposes?

2) Do teachers use the mathematics textbook anatfat purposes?

3) There is any correlation between teachers’ hnit pupils textbook use
behavior?

Research design

The survey was conducted during the second semafstbe school year
2009/2010 in secondary schools from the northpaesof Romania (Transilvania region).

A questionnaire was developed for inquiring teashieow they use the
mathematics textbooks and what they have observedtdheir pupils’ textbook
use. The questionnaire contained three demogrdpbicestions (sex, age and
teaching experience of the respondents), six itegarding teachers’ textbook use,
and five items regarding how pupils’ use the tegtso

The sample of the research is made form 60 mathesniatachers, 17%
male and 83% female. This distribution by sex i#fig¢he reality in the Romanian
educational system. Regarding the age of the regmg, half of them are between
31 and 40 years old, 18%-18% are between 25 amdsp@ctively 41-50 years old,
12% less than 25 years old. The less representedary is the 51-60 years old
teachers (Figure 1). This could be explained byféiog that some of the teachers
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from this age-group are already retired. In Fig2inge could observe the teaching
experience of the respondents. Most of the teadfsars 11-15 years of experience

(831% of the respondents); 20%-20% of the teachas<2k6 respectively 7-11 years
of experience (Figure 2).

Age distribution

less than 25
41-50 51-60 12%
18% 2%
25-30
18%
31-40
50%

Figure 1. The age distribution of the respondents

Distribution by teaching experience

more than
25 years - less than 2
% years
5y, 2-6years
16-25 years 20%
17%

7-10 years

11-15 years 20%

31%

Figure 2. Distribution of the respondents by teaching expee

Results

The questionnaire contains six questions regartiaghers’ textbook use.
Respondents have to mark on a five step scale pwal for them the given
textbook use behavior is. Teachers’ responsesedoumd in Table 1.
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D

Table 1.
Teachers’ textbook use
Not typical | A bit typical | Typical for |Very typical Totally
at all for me for me me forme |describes mg
(%) (%) (%) (%) (%)

I never use the textbook. 45.00 46.67 8.33 0.00 00.0
| use the textbook 5.00 23.33 35.00 20.00 16.67
prepare the lesson.
| select problems from tk 1.67 20.00 36.67 21.67 20.00
textbook for the lessons.
| assign problems f 0.00 16.67 28.33 26.67 28.33
homework from th
textbook.
| ask my pupils to read t 58.33 30.00 10.00 1.67 0.00
theory from the textbog
during the lesson.
| ask my pupils to read t 45.00 25.00 23.33 6.67 0.00
worked examplesrém the
textbook at home.

Teachers were also asked about their pupils’ tektbose habits. The
respondents have to mark on a five step scale hany percentage of their pupils are
using textbooks for the specified purpose. Thearsgs are summarized in Table 2.

Table 2
Pupils’ textbook use observed by the teacher
Le;g(;:an 21%-40% | 41%-60% | 61%-80% | 81%-100%
(%) (%) (%) (%) (%)

My pupils don't use th 60.00 20.00 5.00 13.33 1.67
textbook at all.
My  pupils read th 68.33 8.33 6.67 16.67 0.00
theoretical parts from th
textbook
My pupils study the workg  48.33 31.67 15.00 3.33 1.67
problems from th
textbook.
My  pupils solve th 15.00 30.00 16.67 26.67 11.67
problems given in th
textbook.
My pupils search for t  41.67 25.00 10.00 20.00 3.33

formulas in the textbook.

To get the answer for the question if there isadation between teachers’ and
pupils’ textbook use, we have calculated Pearsoelation coefficients (Table 3).
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Table 3.

Correlations between teachers’ and their pupiltteok use (df=58)

read th
parts fro

My  pupils
theoretical
the textbook

My pupils study th
worked problems frof
the textbook.

My pupils solve th
problems given in th
textbook.

| ask my pupils to reg
the theory from th
textbook during th
lesson.

.26**

| ask my pupils to reg
the worked examplg
from the textbook ¢
home.

.50*

| assign problems f
homework fron

textbook.

A7

* Significance level .01

** Significance level .

Discussion

05

Regarding the first research question, we havedauwrt, that most of the
teachers use the textbook in their work. It is gaipg, that 8.33% of the

respondents said, that it is typical for them, ttraty never use the textbook.

Textbooks offer a didactical processing of thersfie content, thus it is useful for
a teacher to see this approach, even if he/shentidelow it closely. Textbooks
also contain problems, which can be solved in thescoom or for homework.

To get a summarize view on textbook use by teachershave added up

the first two options (“not typical for me” and ‘lait typical for me”) into “not
typical’, and the last three options (“typical fore”, "very typical for me”, and
“totally describes me”) into “typical” (Table 4).

Table 4.
Teachers’ textbook use
Not typical Typical
(%0) (%)

| never use the textbook. 91.67 8.33
| use the textbook to prepare the lesson. 28.33 6771.
| select problems from the textbook for the lessons 21.67 78.34
| assign problems for homework from the textbook. 6.67 83.33
| ask my pupils to read the theory from the texi 88.33 11.67
during the lesson.
| ask my pupils to read the worked examples 1 70.00 30.00
the textbook at home.
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Most of the teachers (83.33%) use the textbook ite groblems for
homework and to choose problems for the lesson [7I#ey use the textbook to
prepare their lesson (71.67%), but they don’'t usevith their pupils in the
classroom for the theoretical part of the lessanty(@1.67% of the respondents ask
their pupils to read the theory from the textbodRhly 30% of the teachers ask
their pupils to read the worked examples from &xttiook at home.

As regarding pupils’ textbook use, they mostly tise textbook to solve
the given problems (26.67% of the teachers staed between 61%-80% of their
pupils solve the given problems from the textbddk67% of the respondents said,
that between 81%-100% of the pupils solve the moll from the textbook).
Almost half of the teachers (48.33%) said, thas lgmn 20% of their pupils read
the worked examples from the textbook. Worked exampelp pupils to acquire
problem solving methods. Research shows that sigdyorked examples it is an
effective and efficient way of learning mathematiéaas & van Gog, 2006).

68.33% of the respondents said, that less than @0#teir pupils read the
theoretical part from their textbook; 41.67% of thachers stated, that less than 20%
of their pupils search for the formulas in the bexik. Usually pupils have two sources
for learning the mathematical concepts, theoremd,farmulas: their copybook and
textbook. As in the copybook they are mostly s@vmmoblems, the main source for
the theoretical part should be the textbook. Thesd results about reading the theory
and searching for formulas from the textbook igpssing. Also pupils have to learn
how to read a mathematical text, and reading teeibook could be a good practice.

Studying the correlations between teachers’ guidafmr using the
textbook and pupils’ textbook using habits, we obsdhat there is a correlation
(Table 3). There is a significant correlation (gR.®etween teachers’ guidance of
reading the worked examples and pupils studyingstiieed problems from the
textbook. There is also a significant correlatipr.Q5) between teachers’ guidance
of reading the theory and pupils studying the tegcal part from the textbook.

4. Conclusions

The results show that teachers mostly use the dektlbo prepare their
lessons and to assign homework for their pupilsd&tts mostly use the textbook
to solve the given problems. There is a correlabietween the teacher guidance on
textbook use and how pupils use their textbooks.
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THE IMPORTANCE OF EVALUATION IN TEACHING SCIENCE;
APPLICATIONS IN THE STUDY THEME: ALKANES

ADRIENNE KOZAN NAUMESCU *, MARIOARA GLODIAN 2

SUMMARY. The major aim (goal) of this didactic research ige tiole of
continuous evaluation on the two experimental eadscused on learning “The
Saturated Hydrocarbon Alkanes”. The didactic inlgagion was preceded by an
initial test having the role to diagnose the leskthe students and the differences
that persist between the two classes. As a restitteoinitial test, each class was
divided into two groups, teaching being done défdially. The investigation
(research) took into the consideration two progtests, one for each group and a
final test. The results of the experiment, the agialpand the interpretation of the
four evaluation tests were interpreted drawing hlstogram of the Gauss Curve
showing the students ' progress, which has beerhypethesis of this didactic
research. The heuristic strategies used in theriexget are made to assure that
the learning is focused on the student ( the studem the centre ). Thus the
student will be able to become professional, torowp his knowledges.

Key words:continuous evaluation,heuristic strategies,learfiegsed on student.

ZUSAMMENFASSUNG. Das Hauptziel der Didaktikforschung besteht aus das
Verfolgen der staendigen Pruefung der Schuelern Rehmen der beiden
experimentaellen Klassen waehrend der Lehretapgiensich auf das Thema
“Alyphatische, gesaettigte Kohlenwasserstoffe -Alka” bezieht.Nach dem
didaktischem Experiment folgte einen anfangsTeseiter Diagnosisrolle hatte da
es den Vorbereitungsniveau der Schueler und dieerbttiede zwischen den
beiden Klassen verdeutlicht. Im Folge des Testesdevjede Klasse in zwei
Niveaugruppen eingeteilt, und es wurde auf Gruppearbeitet. Das Experiment
bestand auch aus zwei Zwischenpruefungen Fortgootién und eine
Endpruefung. Die Ergebnisse des Versuches, die Amalysl die statistische
Interpratation der vier Auswertpruefungen wurdencieine Histogrammanalyse
der Gaussschaubilder zusammengefasst, welche disckidgtte der Schueller
hervorheben; diese werden in den letzten Teil destew Abschnittes vorgestellt.
Die Schluesse der didaktischen Forschung wurdeeiriem anderen Abschnitt
zusammengefasst. Die euristischen Strategie dietbtewaren, Vefolgen einen
interaktiven Lehrgang, der sich auf den Schuelezidht so dass, er sein eigener
Leistungsverstaerker wird und dass er tuechtig waein Wissen selbst zu
aufzubauen konstruieren.

Stichwoerter: Naturwissenschaftslehrer, interaktives Lehrgangstichen Strategie,
Zusammenarbeit mit der Klasse

1 PhD, Senior Lecturer, Babes-Bolyai University, €sylogy and Educational Sciences Department,
Cluj-Napoca, Romania, e-mail: kozanadrienne@yalooo.c
2 School Group Borsa Maramures,Romania
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1. INTRODUCTION

We need to show an extraordinary attention to theblpms that the
didactics of different branches of science presdntshis context, the evaluation
has a major role in the educational reform. Thecational reform suggests as a
main element the reorientation of didactic measares this will be a continuous
dialogue between these measures and teachers.oftrébation that pedagogues
and philosophers of education are producing sineeades recently joins the
interest in developing techniques for stimulatingdents’ intrinsic motivation in
learning science and participating in the scientdiebate.The didactic measures
means communication, the social transmission ofrtfe@mation with the student
as the receiver. The teacher realizes the dial@glects and structures the material,
conducts the most properly the student’s activity.

Teaching has importance (meaning) only if it isosenmunication with the
other two functions of the education: learning amdluation. The learning theories
offer many possibilities which are adaptable to dharacteristics of the whole
class, of each student and of each teacher whas dlan didactic measures in
conformity with the objectives (aims) and the cotepee (the abilities). The
organization of learning activities has to be imfoomity with the objectives,
competences and the contents in order to estadfishctive learning. The teacher
has different ways of organization the classroativiies in conformity with the
characteristics of the whole class, of the indigidu these activities help the
teacher to see the progress of the students initgachemistry or other sciences.
So, the Chemistry teacher has to develop the $peahifiking of his students so
that the students can be good at other scientifit #@chnological science. In
instructing and teaching the students, the teablsrto have some abilities: a
correct and scientific knowledge, a critical anaysf the scientific facts, to
motivate and stimulate the students, the projeet didactic measures of the
learning units in conformity with the students nei projection of on objective
to practice the diagnosis, summative, evaluationnitiate the students to practice
lockstep, individual work .Evaluation has to usenpy of theories and more
evaluating instruments. The forms of evaluatioralowritten and practical) are
focused on the objectives, so that the feed-bakkstglace in each teaching
sequences and thus the continuous evaluationestess

2. SOME CONSIDERATIONS ON EVALUATION IN SCIENCE
EDUCATION

Viewed from the perspective of Romanian educatioa complex reform
at all levels “educational evaluation is the sgsiéc collection, oriented by the
defined objectives, of specific data on the evatumasuggested by the situation
assessment, the contextual interpretation of tldega and the elaboration of
them”.(Stoica, A., 2001)
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As H. Pieron said “Evaluation has an important risleeducation. It is
directly or indirectly to the progress of educatidonescu, M., 2000).

Evaluation is a complex development which measargsappreciates the
results of education, the effectiveness of res@jroé conditions and operations
involved in school activities comparing the resultith the main objectives
necessary to take decisions for the activities ftioennext stage.

In education, the evaluation’s functions are egthbt in conformity with
some psychological, sociological and docimologaikria. (Jinga, I., Gavota, M.,
Petrescu, A., Stefanescu, V., 1996):

Control function — is the evaluating function of establishment and
appreciation of the results in education, by whicls established the level of
education regard the objectives trying to find thetors influencing positively or
negatively these objectives. Evaluation servesfagsdtback.

Input function - function assessment and guidance which tries
foreshadowing the activity in system and anticipatof the results as a result of
measures taken.

Adjustment function — is the improvement function of the improvement
of the results found in the common measures ofetreduators (assessors) and of
those who are examined to make the necessary tongdor the control and
appreciation to driving that execution.

Classification and selection function- function of competition to ensure
classification of the students regard the ratiaigadf performances within a group.
It gives the satisfaction and reward to the stuslégtobtaining grants, getting the
contest a place in a new profile or higher gradeduacation.

Social — economic function- that function which points out the efficiency
of education to the individual, value and perforocenf each student preparation,
the efficiency of socio-economic education thatluefces decisions on the
development and improvement education.

Educational function — that function which motivates and stimulates the
interest for ongoing study, for improvement of ealiem and for obtaining better
performances. (Naumescu, A., Bocos, M., 2004).létaluate means to measure,
this doesn’t mean that the evaluation is not oniyeae instrument of expressions
guantitative student’s performance, it is the “em&j of a learning unit, a sign for
the teacher in each moment of the lesson.

In the teaching — learning science process, the kmowledge will be
introduced systematic in an interdisciplinary agmto so that the students to be
able to realize connections between concepts,|te sarious problem situations.

In a modern didactics, we shouldn’'t avoid the edooal finalities,
especially the students role educational finalitespecially the students role to
build the new knowledge with the help of the teache
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In this way we can form and develop the young'sspeality capable of
taking decisions in different economic and sod&bk.

3. DIDACTIC RESEARCH

The didactic experiment took place at School GrBopa, from Bosa -
Maramurg, in the school year 2008-2009 the first term. Tolasses were taken in
the experiment: X-A class and X-B. The tenth classA and B, profile:
Informatics- Mathematics, with two hours classeweek., with 27 students and
respectively 28 students. Both of them were expenmiad classes.

The main objective of the didactic research was: the influence of
continuous evaluation on the study theme “The &&tdrHydrocarbon — Alkanes”.

The hypothesisof the didactic experiment was:the continuous atidn
will influence the level of the two experimentahstes and make the possibility to
follow up the feed-back at the end of each lesson.

The didactic experiment was preceded by an inigat, with the role to
diagnose the student’s level of knowledge and leN#érences between the two
classes. The heuristic strategies want to providiateractive education focused on
the student, so that the student to be able to rhékewn knowledge. It was
intended if students know:

- to do reasoning, skills, analogies, deduction

- to operate with concepts, rules, definitions

- to establish a connection between theory and peacti
- to solve different problems..

All the results were summarized in an analysis loftipg the histogram
and Gauss Curves shows the evolution of students.

The assessment objectives which are subordinate tbe initial test
items are:

1. to indicate the types of links and chains that fahe carbon, based on
prior knowledge
to define isomers and molecular formula based @r gnowledge
to identify structural molecular formula based siopknowledge
to calculate de percentage and the equivaleneafdiresponding algorithms
to identify linksc andxn based on prior knowledge
to identify the types atoms the carbon, basedrimm knowledge
The initial test was givento the students from the tenth grades, at the
beginning of the learning unit “Alkanes”:

- class X-A, Informatics — Mathematic profile fromraol Group Boga

- class X-B, Informatics — Mathematic profile fromheol Group Boga

In the school curriculum in 2008-2009 for Chemisprpvided a total of
two hours / week.The difference was done by graidpsvel classification:

- the students with score of 8-10 is the group lével
- the students with a lower score than 8 is the gteugl B

120

oA~ wN



THE IMPORTANCE OF EVALUATION IN TEACHING SCIENCE

Table 1.
The results of initial test for the tenth grade Agerimental class, 27 students)

Notation interval | Number of students|  The percentage (%) General mean
1-2 0 0
2-3 0 0
3-4 1 3,70
4-5 1 3,70 7.85
5-6 3 11,11
6-7 5 18,51
7-8 8 29,62
8-9 4 14,81
9-10 5 18,51
Total 27
Table 2.

The results of initial test for the tenth gradeeBgerimental class, 28 students)

Notation interval | Number of students|  The percentage (%) General mean
1-2 0 0
2-3 0 0
3-4 2 7,14
4-5 2 7,14 750
5-6 4 14,28
6-—7 5 17,85
7-8 6 21,43
8-9 5 17,85
9-10 4 14,28
Total 28
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Figure 1. The histograms scoring for classes X-a and X-B

Turning the two histograms in the Gauss probabdityves, the obtained
results can be compared and the following conchssiare presented below.

35
30
25

Procentage’
students

marks

‘ — percentage X-B — percentage X-A ‘

Figure 2. Gauss Curve comparative scoring for the tenth graélend B

From the analysis of the curves, it is observed fba class X-A, the
percentage is higher, the rate for the marks bet@ek0 is 18,51 compared to X-B
where the rate for the marks between 9-19 is 14\ can observe the existence
of marks between 3 or 4 for both classes. For thescX-A general mean is 7,85
higher than the general mean for the class X-B whias 7,50.

To conclude the class X-A presents a better smogtbf the curves and a
more uniform grading, it has a maximum between & &fror the class X-B also
has a maximum between 7 and 8.
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After the initial test, the two parallel classesravélivided into two level
groups, by known criteria: So in the class X-Aréhare 17 students in the group at
the level A, and 10 students in the group at thell8. In the class X-B, there are
15 students in the group at the level A and 13esitglin the group at the level B.

Table 3.
The results of final test for the group level A

Notation interval Number of | The percentage Number of The percentage ( %
students (%) students
XA XB
AL A,

1-2 0 0 0 0
2-3 0 0 0 0
3-4 0 0 0 0
4-5 0 0 0 0
5-6 0 0 0 0
6-7 0 0 1 6,67
7-8 1 5,88 3 20
8-9 7 41,18 6 40
9-10 9 52,94 5 33,33
Total 17 100 15 100

General mean 9,47 9,00

After the final test, both classes had the gemeegn over 9, more exactly X-
A —9.47 and X-B -9.00, which shows the accumutetibknowledge and progress.

60

50

40

Percentage 30
students

201

10

1-2. 2-3. 3-4. 4-5. 5-6. 6-7. 7-8. 8-9. 9-10.

marks

W Percentage X A1 g percentage X IA2

Figure 3. Histogram for the final test, group level A
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Figure 4. Gauss Curve comparative scoring for the groupl l&v@ ; and A)
—Final test

From the analysis of the histogram, it can be elesethat the percentage is
higher for X-A, between 9-10 (52,94%) and for XH® percentage between 8-9 (40%).
The Gauss Curves have a suddenly ingrase. The fefhe class X-A)
has a general mean higher than class X-B.
The progress thet has been registered is:
e 8,17 -9,47 for X-A
e 7,93-9.00 for X-B
X-A has registred a progress of 1,3% and X-B 1,07%.

Table 4.

The results of final test group level B

Notation interval Number of Percentage Number of Percentage (%)
students (%) students
XA XB
B, B,

1-2 0 0 0 0
2-3 0 0 0 0
3-4 0 0 0 0
4-5 0 0 1 7,69
5-6 1 10 1 7,69
6-7 1 10 2 15,38
7-8 3 30 3 23,08
8-9 3 30 4 30,77
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9-10 2 20 2 15,38
Total 10 100 13 100
General mean 8,40 8,07

After the final test, both classes had the gemeegn over 8, more exactly X-
A — 8,40, and X-B — 8,07, wich shows the acumutetibknowledge and progress.

35+
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Figure 5. Histogram of notation for the final test, groupdeB (B, si B,)
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Figure 6. GaussCurve comparative scoring for group leveBBsi B,)-Final test
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From the analysis of the histogram, both classes geaximum at the
notation level between 8-9. The Gauss Curves hasievaly increase class X-A
has a general mean higher than X-B.The both classgsess at A level is:

e 7,70 -8,40 for X-A
e 7,46 — 8,07 for X-B
The class X-A has registered a progress of 0,7%XaBd,61%.

4. CONCLUSIONS

As a result of this didactic experiment it was fdun

In teaching activity, the teacher has to have sepezific competences, a
correct scientific knowledge, a critic analysigiué scientific facts, he has to motivate
and stimulate the students, to make them to ermgjogmistry, to project the didactic
scheme of each unit in conformity with the studeméeds, and to practice the diagnosis
summative and formative evaluation, to learn thdestts to work in teams or groups.

The continuous evaluation is extremely important ad useful This
evaluation can be done if the teacher uses mamyidseand various instruments of
evaluation. Thehypothesis of the didactic experiment has been confirming th
level of the two experimental classes has beenrawgal by continuous
evaluation.The Evaluation is a complex process Wwhiteasures the results of
teaching, the resources’ eficacity, and the addisitused in teaching having as
goals the improvement of teaching. So, the teacheruse a different teaching, in
conformity with the students’ abilities. During téeng of a unit (lesson, or groups
of lesson, themes and chapters), this evaluatiasé$ul for the student who can
notice his own progress ( autoevaluation ) and &@l$o good for teachers who care
see if their objectives were achieved. The contisuevaluation focused on the
objectives which have a major role both for teastard students.

Using a modern didactic requires an increased digeiplinarity with
Physic and Biology. The methods used in this expeni were very useful in both
theoretical and practical knowledge of the studebist also the raising the
knowledge of the classes level taken in the study.

Lately the volume and quality of information incsed, becoming even
acute the problem of teacher-student interaction.

Using the heuristic strategy and continuous evaloain order to use a
creative didactic would require the need of “veiiin” of school curricula from
curriculum area in Mathematics and Natural sciedoegnsuring the desire to be
his own training agent.

The school curriculum is extremely loaded, and lieithers and students
have to do a gnat effort in teaching, respectiledyning it with negative effects on
their capacity to assimilate knowledge. The amouwftdours assigned to the
“Chemistry” should be increased according to tlessts profile.
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ON TEMPORARY SYNTACTIC AMBIGUITY

ALINA PREDA?

ABSTRACT. Syntactic ambiguity is a feature displayed by a plgx expression
which may have more than one meaning, due to tBsilgitity of interpreting its
grammatical structure (at one point or anothethim $entence) in more than one
way. An instance of syntactic ambiguity leads to a nekwof alternative
attachments, and temporary ambiguity occurs wheretmay be more than one
possible syntactic structure for one part of a exareg. Sentences marked by
temporary ambiguity cause the human sentence mwocés construct an initial
syntactic structure which turns out to be incorud, consequently, they require,
at a certain point, both syntactic and semantioalyais.

Key-words: syntactic ambiguity, temporary syntactic ambiguthye Garden Path
Effect, syntactic reanalysis, semantic reanalysis.

INTRODUCTION

Ambiguity is a feature that can be displayed not only byudistic
expressions, but by photographs, paintings, drasyiagd other art forms as well.
Therefore, it can be defined as a word, phrasdesee, term, notation, drawing,
sign, symbol, or any other form used for commuiacathat admits at least two
different interpretationd.inguistic ambiguityis an extremely pervasive feature of
natural language, and, consequently, it has enjalgedattention of researchers
specialising in various fields, such as syntax, asins and pragmatics, or
literature, psychology, philosophy and law (Prezi209: 107-108). Hoefler (2005)
offers a classification of linguistic ambiguity loljstinguishing betweestructural
(or compositionallambiguity, which includessyntactic and semantic types and
non-structural ambiguity which comprisespragmatic and lexical types.
Syntactic ambiguity is a feature displayed by a complex expressiorchvimay
have more than one meaning, due to the possibilitpterpreting its grammatical
structure (at one point or another in the senteimce)ore than one way. Although
a given sentence normally consists of a singleofainambiguous words, that
string of words may have more than one well-forraetof groupings, thus giving
rise to syntactic ambiguity (Preda and Coman, 2Q68:

Temporary syntactic ambiguitys a linguistic phenomenon also known
under the name of “The Garden Path Effect”. onkedsdown the garden path by

1 PhD, Lecturer, Faculty of Psychology and EducaBeiences, UBB, Cluj-Napoca.
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the structure of the sentence, as the first syiotparsing will not fit the rest of the
sentence. Garden Path Sentences are sentencesahatause an ambiguity in
interpretation, which, however, is resolved at gwnt where a disambiguating
element occurs. These sentences lead one downatdergpath in a quest for
proper understanding. For example, the utteraighile Don was reading the
newspaper ...could be continued in at least two different ways:

{[While [Don [was reading [the newspapef]]his sister knocked on the door]]}.
{[While [Don [was reading]]] [the newspapeflay unnoticed on the flodi}.

When a reader or, especially, a listener is condwmith a sentence like this, s/he
cannot be certain from the start which the rightctural analysis is, satte
newspaper'may get an initially incorrect analysis. This nophrase could be
either the Direct Object of the verb phragasreading’ or the Subject of the main
clause verblay’. Until reaching the noun phrasiaé newspapey'which can have
the syntactic function of Subject or, respectiv@iyrect Object of a verb, the parser
may go either way, so the sentence is marked bgdeary syntactic ambiguity .

There are several types of sentences that creffieulties for the parser
due to the fact that they contain elements comigatilith two different syntactic
structures (Grant, 2005: 41-49). Such instancdsroporary ambiguity may occur
when the listeners or readers are confronted withaace: Direct Object Nominal
Clause versus Defining Relative Clause, Direct Cbjef Subordinate Clause
versus Subject of Main Clause, Direct Object of iM@llause versus Subject of
Embedded Clause, and Main Clause versus ReducetiviReClause. Another
problematic situation is the presence of two prijwosl phrases placed one after
the other in one sentence: the issue known as §itepal Phrase Attachment.

Direct Object Nominal Clause versus Defining Relative Clause

The fact that both nominal clauses and definingtn& clauses can be
introduced by the word “that” often causes tempprambiguity to appear in
certain linguistic contexts. Thus, after the sege€hhe teacher told the man that
the boy hit ...the reader’s syntactic analysis is expecting agua such as “him”
or some sort of noun, such as “the girl”, to follthe verb “hit” and complete the
whole sentence analysis, as in'The teacher told the man that the boy hit the girl
on a regular basis’However, as the sentence readsT{® teacher told the man
that the boy hit that he should be more tolerantvahildren’ there is a point
where the readers unwarily pause for an instantaltiee appearance of temporary
ambiguity. This point is precisely at the momentewtthe word “that” appears
again, causing the human processor to perform a avedysis of the sentence.
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TP
DP T
T VP
t \A
\Y; IP
t DP N
The teachar toldy, that the boy hit the girl
theman o 3 regular basis
P
DP T
T VP
t, OV
vV IP
to DP
— the man that that he should be
The told, the boy hit more tolerant with

children
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As they read through the sentence, the readersraona certain pattern of
syntactic analysis; but, when they stumble uponnguistic unit that does not
belong to that particular pattern, their brain reeadsplit second to perform a re-
analysis solving the temporary ambiguity and reaghthe correct interpretation.
This type of ambiguity arises due to the fact thdtjle we process the sentence,
we expectthat the boy'to be the beginning of a Nominal Clause with thetagtic
function of Direct Object. But this is not the casece it should actually be read
as a Defining Relative Clause.

Here is one more example of ambiguity due to thebtibuse of the word
“that”: ‘The boy told the girl that he was envious of tavie is an example where
temporary ambiguity arises after reading the prigjpos‘of”, the readers expecting
a pronoun like “her” or a proper noun like “John’follow, in order to finish what
they believe to be a Nominal Clause. However, that"-clause is, in this case, a
Defining Relative Clause and, thus, reanalysigdgiired.

(3) {[The boy told the girl] Jthat [he was in enuig of hef]}. — Nominal Clause,
Direct Object

(4) {[The boy] [told [the girl Jthat he was envious {ifto leave]]}. — Defining
Relative Clause

TP
DP T
T VP
t; \%A
\% IP
t, DP
The boy told, the girl that he was envious of to leave
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TP
DP T
T VP
ty \%
v P
to DP
The boy told, the girl that he was envious of

her

This type of temporary ambiguity is neither veryoag, nor long-lasting,
but both listeners and readers fall into the tragxpecting the wrong syntactic
structure to follow, having, thus, to start agdie @nalysis of such sentences in
order to access the correct interpretation (G20Qp5: 42-43).

Direct Object of Subordinate Clause versus Subject of Main Clause

This type of temporary ambiguity occurs when thetesgce begins with a
word such as “while” or “when”. It can be contraktevith its unambiguous
counterpart, which, in writing, includes a commaliwiay through the sentence. The
misinterpretation of the sentence is caused bgupposition that the expression which
is, actually, the subject of the sentence (of taerolause, that is) should be the object
of the subordinate clause introduced by the reaisverbs “while” or “when”. For
instance, a sentence that begins whithile John was driving the car ..i$ more
likely to receive an interpretation similar to

(5) {While [John [was driving [the car]] [a man jumped in front of it]}.
But a reanalysis will be required if the senterscadtually of the type:
(6) {While [John [was driving]] [the car [blew up in flames}
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S
AP TP
Snec/‘T DP T
DP T
T VP T /IVP
d Ry
| \% PP
N |
’\ t
t, DP
While John was driving the car aman jumped in front of it
S
AP TP
Spec. T DP T
DP T
T VP T /IVP
d 7y
LN ’ l\
| Y% PP
’ |
| :
t
Whil John was thecar blew in
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The skilled worker realised his work

The noun phraséhe car’ is not the object of the clause introduced by
‘while’; it is the subject of the main clause’s verb patakew up in flames’When
processing this sentence, the listener/reader coonap to a certain point of the
syntactic analysis wher&he car’ is perceived as being Noun Phrase, Direct
Object, and, when the phrasal velbew up’ appears, a reanalysis is required to
dissipate the ambiguitythe car’ is, then, correctly interpreted as being the Stibje
of the Main Clause and not the Direct Object of $ubordinate Clause that begins
with the relative adverbwhile’. As Grant (2005: 44) points out, this type of
temporary syntactic ambiguity that may arise betwégese two concepts “is
extremely slight but can cause all sorts of semapitfalls”.

Direct Object of Main Clause ver sus Subject of Embedded Clause

This type of ambiguity appears in sentences coimgiderbs such as “to
suggest” or “to believe”, which can be analysedtagtically in more than one
way. The noun phrase that follows such a verbtsnoéxpected to be its very own
direct object but, in the end, it turns out to be subject of the embedded clause.
The unambiguous sentences feature the word “tmathdadiately after the verb,
making it clear that the reader should not expacblgect to immediately follow.
In a sentence likeThe skilled worker realised his work was probaldy the best’
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the listener’'s/reader’s syntactic construction rallyncombines the noun phrase
‘the skilled worker'and the verbrealised’, so that the noun phradds work’ is
perceived as being the Direct Object of this vamlthe very common word order
pattern S + V + DO. The reanalysis of the senténcequired by the appearance of
the auxiliary verbwas’, so that a new, this time correct, structure efg$bntence
can be provided:

(7) {[The skilled worker [realised [his work]}.

(8) {[The skilled worker [realiseflhis work [was probably not the bes}}]
TP

]

DP T
T
t

e

v
|
v

The skilled workey realised his work was probably not the best

The ambiguity in such cases arises when the Subjeein Embedded
Clause is misinterpreted, on the first syntactialgsis, as being the Direct Object
of the Main Clause. However, since the re-analiysisuch linguistic situations is
easily performed, this kind of temporary ambigugyuickly solved (Grant, 2005:
45-47).

Main Clause ver sus Reduced Relative Clause

This type of temporary ambiguity is characterisgdhe presence of aed
verb form + a Prepositional Phrase immediatelyofgihg the Subject of the Main
Clause. While thised verb form is first perceived as a past tense vagimely the
verb of the Main Clause, followed by a Prepositidaarase, it is actually a past
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participle, part of a Defining Relative Clause thais been subject to reduction.
The Relative Clause, if present in its entirety uldohave been introduced by the
relative pronoun “that”, accompanied by the aurylithad”. The presence of these
two words marks an unambiguous sentence, as tigeylsine beginning of the
Relative Clause to the listener/reader. Howevethé&reduced version, these two
disambiguators are missing, giving rise to ambiguitius, when confronted with a
sentence likéThe seeds drifted into the neighbour's crayere a surprise for
Jane) the reader is certain to construct a Main Clauséight of the information
contained in the first part of the sentence, bat #ippearance of the auxiliary
‘were’ signals the need for re-interpretation: {fJhe seeds][drifted [into the
neighbour's crofl} is a structure thatloes not fit the initial analysis, and the
listener/reader finally arrives at the correct sgiit structure, namely (1@)The
seeds [drifted [into the neighbour’s crop]lyere a surprise for Jane.]}

TP
DP T
D NP T DP
VP
N /I
tl V’
™~ PP
\Y
The seeds drifted  into the neighbour’'s crop  were @ surprise for Jane

This occurs because, upon reaching the end of Hmersce, the
listener/reader realises that, in fddrtifted’ is a past participle, part of a Reduced
Relative Clause, not the main verb of the Main €#auThis type of sentence
structure is rather rare in the English languagd, ¢hus, more difficult to process
than almost all the other possible instances opteary ambiguity (Grant, 2005:
48-49).
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TP

]

DP T
T VP
ty \
|
\
tp PP
The seeds drifted, into the neighbour’s crop
TP
DP T
T VP
ty \
v PP
tp DP
The housewife put, the cake in the oven
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Prepositional Phrase Attachment

This type of ambiguity arises when there are maepésitional Phrases
occurring one after another in a sentence and whengfore, theiattachment to
referent objects is temporarily uncleaihe ambiguity lies in the unfamiliarity of
such a construction. It may be disambiguated byrteg to unambiguous
sentences, which contain the additiothat + auxiliary: is/was/etcbefore the first
prepositional phrase. Upon hearing/reading an elalikg ‘The housewife put the
cake in the oven on the tahl¢he addressee assumes thide housewife put the
cake in the ovenis the complete sentence, an independent clauseyten the
preposition‘'on’ is perceived, a reanalysis of the syntactic stinecis required, the
initial interpretation failing to function. On thiérst reading, the reader assumes
that the housewife put the cake in the oven buér aferforming a new syntactic
analysis, s/he realises that the housewife putdke (that had been in the oven) on
the table. The prepositional phrase which seemifirsy to refer towhere the
cake was place@ventually refers to the plagéhere the cake had been before it
was moved (in the oven). The provisional struci'®) {The housewife_[put [the
cakel[in the ovetlj} is abandoned in favour of the correct ({Bhe housewife [put
[the cake [in the oveR]on the tabld]} .

TP

]

DP T
T VP
ty v
T
S ~
to DP
The housewifg put, the cake in the oven on the table

The unfamiliar syntactic construction featuring tprepositional phrases side
by side in a sentence causes processing diffisliteause of the temporary ambiguity
pertaining to prepositional phrase attachment. T of temporary ambiguity
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appears to be the most challenging of all, given riflatively low frequency of
sequential prepositional phrases in the Englispuage, which renders the addressee’s
horizon of expectations rather opaque to such caxces (Grant, 2005: 47-48).

CONCLUSIONS

It might, quite reasonably, be argued that mogsiptfall, types of ambiguity
can be assigned to the category of temporary aibpigjiven that the insertion of a
disambiguator (a piece of either semantic or praigniaformation) would lead to
ambiguity resolution in the case of virtually arngguistic context. However, the
distinctive feature of temporary syntactic ambigligs in the possibility of identifying
the true meaning on the basis of the sentence’stit@nts only, no additional
information being required. Temporary ambiguity iform of syntactic ambiguity that
can be gradually solved upon hearing/reading th&eesentence, by taking into
account all the individual constituents of thattipaftar sentence. An instance of
syntactic ambiguity leads to a network of altereatattachments, and temporary
ambiguity occurs when there may be more than ossilgle syntactic structure for one
part of a sentence. Sentences marked by temponabjgaity cause the human
sentence processor to construct an initial sywtesttucture which turns out to be
incorrect and, consequently, they require, at &@icepoint, both syntactic and semantic
reanalysis. All the examples mentioned above datestfully grammatical sentences,
and unambiguous ones at that, if taken as a whilee there is only one possible
parsing that fits each sentence in its entiretyvebeless, due to the fact that the
information processing procedure is, necessarilgrked by temporality, some
readers/listeners may find themselves being “lethamarden path”, as, up to a point,
the initially perceived structure of the sententlews for two different parsings.
However, if the first syntactic parsing does notHe rest of the sentence, the human
processor will ultimately re-evaluate the wholdight of the new information, thus
successfully reaching a state of ambiguity resmuti

Abbreviations

The following abbreviations were used in the repmes®n of the parsing trees:
S — sentence

IP — inflection phrase

AP — adverbial phrase
DP — determiner phrase
NP — noun phrase

TP —tense phrase

VP - verb phrase

PP — prepositional phrase
D — determiner

N — noun

V —verb

t —trace

Spec. — specifier
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UNIVERSITY LECTURER ANANIE F ARCAS (1930-1990) —
80 YEARS FROM BIRTH

IOAN MARZA *, MIRON IONESCU?, ION SERDEANU?

ABSTRACT. This article deals with the life and activity (ditic, scientific and
publicistic) of Ananie Ercas, assistant professor, former member of Pedagogy
Department at “Victor Balg®"Babes-Bolyai” University, Cluj-Napoca, Romania,
who for 30 years had been an expert in generalguepgaas well as in the history

of Romanian education in Transylvania.

Key words: Assistant professor Ananiér€ss, biography, activity (didactic, scientific,
publicistic).

The information referring to Ananieafess’s life in his native village
(childhood, primary school, family) and to his sehand university years comes from
his autobiographies written on different occasiandifferent times: 28.11.1953 when
he was a student at Cluj, 25.05.1956 — studeneringrad, 12.06.1971 — university
teacher at the Department of Pedagogy, “B&myai” University.

These authentic sources reveal living conditiona ohild in the family of
needy peasants from Salaj, being described withosttmsincerity which
characterizes this son of a peasant filled witthesiasm and energy in his fight
with the difficulties of life.

However, the most authentic understandingof a nmghtas activity as a
pupil, student and university teacher, comes framheing colleagues. There was
true friendship between the authors of this artaohel the man whom we used to
call simply — Ananie.

We used to be together when we were pupils andgtetents. We used to
work side by side as colleagues of the department the institution. We used to
meety quite often, having relations of personal tamdily friendship. Our friend’s
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life, the problems that tormented him, no matteainmature, were an open book to
those who were dear to him because of his natufaleness and openness could
not hide anything from his true friends. He wasdllyeaf a confiding nature. By
sketching a mini-portrait of our colleague and-tifee friend, by presenting briefly
his activity and struggle for the good of peoplehal in general and Romanian
society, we pay our deep respect on anniversaryanoio a real fighter with the
destiny of life, a loyal and persevering suppod&school — teachers, a devoted
servant of pedagogical education in Transylvariat bf all at the Pedagogical
Department of Cluj University.

What Ananie valued most was humaneness which heritel from his
native village situated on Somdills in Slaj. Humaneness is a complex of
exquisite qualities deriving from a deep understagdf human condition. It
presupposes promoting of an ideal of permanentpetiection which comes from
this noble understanding. Humaneness representsindarmental feature of
Romanian spirituality. Here are the the qualitreshis respect which characterized
Ananie: honesty, correctness, kind-heartness, gsitgr patriotism, high respect
for man and friendship as well as thirst for knadge and learning. Generosity
presupposes magnanimity, devotion, kind feelinggatds one’s fellow persons. In
addition to these qualities, generosity which cbigzed Ananie included moral,
material and financial help which was never refusethose who asked for it. Cult
of friendship which presuppose attachment to afecabn for a person you are
connected with, constituted an important featur@mdnie’s. At school he was in a
relation of friendship with many colleagues of hifis kind of relationships did
not change till he died.

A remarkable happening in this respect was reléedne of his close
friends, lonSerdeanu: “When in July 1954 | was released frommgori- | had been
arrested on political charges — the greater pamiypficquaintances and colleagues
avoided talking to me. When coming across me irstheeet they used to avert their
faces. There were very few exceptions to this kafidattitude. One of these
exceptions was Ananieifeas. | know they were afraid of my status of political
prisoner. At that time quite a lot of my school leabues affirmed that it was
Ananie and his friends who had put me into pris¢et.| knew from the trial that it
was not true. It was others whom | knew. | thoggngy moment for me | got a
postcard sent by Ananie from the USSR where he stiadying. This gesture at
that time was risky. | am absolutely certain thataAie was not capable of doing
harm to anyone. His emotional mettle — profoundiynane — prevented him from
doing anything blameable”.

It is worth mentioning that his special preoccumasi refer to patriotism,
cult for national heroes, for the history of hisuntry — feelings cultivated in his
sons as well. The courageous deeds of a hero —r@te®randa, a schoolteacher
from the Apuseni Mountains, a participant in the@wl World War, are described
in a book written in collaboration: “Arms Deeds tine March Westward” (Gh.
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Neamu, G. Nearu, Ananie Brcas 2003). Among other things, Ananie had a
sense of humour too, trying sometimes cheerfully oteercome an almost
insurmountable situation — a characteristic featdinrmany Romanians.

Ananie Frcas was born on 30 January 1930 in the village of RAdSurduc
commune, Somethen Slaj county. His parents were Teodor (Nechita’'s Tpc@md
Terezia (Treji), born Vid, “peasants with a smalini of approximately 2 hectares of
land”, as it is written in one of the autobiograshiln Todor's family there were
children: Vasile, lon and Ananie. The youngestcthilAnanie — was the only one who
completed the course of primary school and thenhigle school and university
studies. lon died (1944) in the Hungarian army aviperforming military training —
during Horthy occupation of northern Transylvaniakile Vasile married Flota and
lived in his parents’ house till he died at homdBnaglez (1996) after many years of
hard work as a miner boring tunnels at the construsites of socialist Romania.

Fig. 1. Ananie Frcas in the garden in Braglez.

In his childhood Ananie &cas raised in a family of three children with
little weakly productive land. “We were obliged teork for sharecropping for
different rich men and for the former baron Joslkaos from Surduc. Father also
worked from time to time at the Diosi firm and i838-1939 as a day labourer at
the Cristotel coal mines. During the Horthy regime he worketha forestry of the
above mentioned firm. After 1944 he worked at défé construction sites:
Predeal, Salva-¥Yeu, Bicaz etc.” This exceptional effort of Todogarning money
was necessary to support Ananie at school amoreg a#tessities. Such were the
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extremely hard social-economic conditions Ananiedtrto get rid of. He left his
native village only to make his way to schools ializi and then in Gherla,
continuing university studies in Cluj and Leningrad

School was very important for young Ananie. Butaagupil he had to
overcome quite a lot of barriers. The audaciousafaa peasant would never avoid
difficulties in a roundabout way. The difficultieset at school in town were not
personal. They were common to the majority of chitdfrom the countryside who
came to town when the Second World War was ové&e#b. These were as follows:
the lack of literary vocabulary, generalized poyeeflected in low quality food, poor
clothing, lack of school supplies etc. Of no lespartance was the change of social
and psychic climate specific to the rural environtme which the pupil used to live by
the urban. On the whole Ananie succeeded in copitigall of them. He became not
only a correct, disciplined and hard working pigoit also remarkable in his studies.

School studiesIn 1937 Ananie &cas became a pupil in the first form of
primary school in Braglez. His schoolteacher, NaeolFanea, became his true
mentor whom he loved and respected dearly and alboin he spoke with
veneration. In all his school vacations he was ranpaent and favourite guest in
his schoolmaster’'s family. Up to 1940, when nomherdeal was ceded to
Hungary, he finished three classes, but then mpéed his studies for one year —
1941. From 1942 he continued the primary schoofsasy taught in Hungarian, in
the village and finished the classes IV, V and Me finished the VII class, in
Romanian, after the liberation of northern Tranapia, in Braglez in 1945.

The family in which he was raised lived a very hhfel Ananie realized
that his parents could not afford to send him tertdor studies and endeavoured to
fight with his own forces in order to get a schekip. He succeeded in it.
Whenever possible, he was returning to his pardrtsie, to his native village.

In the autumn of 1945, as a result of examinati@npast he entered as a pupil
in class Ill of the Mixed Gymnasium in Zal and finished it. Material difficulties
connected to maintenance in this boarding schoaeéb him to transfer in the
following year to the Boys’' Normal School in Gheiftois unit of confessional
education helped substantially poor family pupsisfar as school taxes and boarding
were concerned). In one of his autobiographies,nnavrote that he had been
admitted conditionally: ‘I was admitted on conditithat | worked at the school farm in
summer’. And he did so during his spring and sunvaeations. In connection to his
transfer to the Boys’ Normal School in Gherla, whizas under the patronage of
Uniate/Greek-Catholic Chruch Bishop luliu HossupAie Frcss related to one of the
authors of this article (I. Marza, friend and fornfench-colleague in all classes in
Gherla) the following episode rendered in the mammevhich it was told: “I was
wandering how to transfer from Zalto Gherla especially because teachers’ school
was closer to my heart. It was what Mr. Fanea, riyal teacher from Bréaglez
encouraged me to do. One evening | asked my muatheert some food in my bag and
next day, early in the morning, | went on foot tbeBa, more across the hills than
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along roads. Passing Bobalna, | arrived at Gherthe afternoon wet with sweat and
dusty as the weather was very hot. | came from haitrethe intention to go to the
bishop’s church and there | was. | was asked atlkibf questions by the doorkeeper
and by different priests dressed in lawns and hare in front of Bishop luliu Hossu
who had been told what | wanted. The bishop watingrat his luxurious desk in a
long hall. | stopped at the door and had no ideat whdo. Very excited | was staring
at him. At some moment he uplifted his eyes and vrery kind voice he says to me
“Come closer, young man and tell me what do youtivdrhen | am advancing
towards him, barefooted as | was, on some rugsoie moment a rug slips with me
on the parquet bright as a mirror. | turn a somatdaut quickly jump on my feet
ashamed of what happened to me. The bishop slightiies but at the same time he
was worried because he asked me if | was all rigitid |1 was. ‘All right’ he says and
pointing to a chair he asks me how he can help mérmed him where | was from,
that | came on foot from home, about material Hapdsof our family as poor peasants
with a child at school and my request to be helpedecome a school teacher. He
wrote down my name in his notebook and told medgietly home, young man, and
in autumn, when the school starts, go to the scbetletariat and enter your name.
Happy, | thanked him and left”.

That is how the daring Ananigif€as reached the teachers’ school in Gherla.
Obviously, at the time of communism he could natenin his autobiographies that he
had been helped by Bishop luliu Hossu — the pelisprihat read publicly on 1
December 1918 in Alba lulia the Proclamation ofdgnof Transylvania with Romania
— the one who suffered hard imprisonment in comstuyail only because he had
refused to share the orthodox rite as a Greek-Gathishop.

At the Boys’ Normal School in Gherla, Aaffeas graduated classes IV
(1946-1947) and V (1947-1948) with remarkable rssat his studies and at the
religion Circle (headed by Professor loan Chirahere he presented his paper
“Saint Anthony of Padova”.

The confessional schools were closed in 1948 byeth#cation reform
dictated by the new red power. The communist iqeasetrated and re-oriented
Romanian education of all grades. As a result,tivee Normal Schools for girls
and for boys in Gherla became pedagogical schd@dlshe Boys Pedagogical
School A. Rrcas attends three classes: second (1948-1949), tha49¢1950) and
forth (1950-1951). Here A.&#fcas was remarkable for his exemplary behaviour
and was considered to be prominent in his socibifigad activity in the pupils’
organization of his school as well as in his stagimishing the last year (V) with
an average mark 9.33 (as it is mentioned in orfesodutobiographies — 1953).

In the last years of school he took part in litgreompetitions (school and
town phases), being sometimes among the best.eAtampletion of the course of
his studies he was among the 8 pupils of the ¢asisof 42) who received from
the school directorate, for very good results m dtudies, an allocation for higher
education It was Octavian alean, a teacher from Gherla, a true Maecenas of
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schools in the years 1950-1970, who exercisedoagsinfluence on AnanieaFcss,
orienting him towards pedagogy and psychology. lf¢ same time, the general
atmosphere of education concentrated on the fasmafi the teacheslso contributed
to his choice. In 1983 A.dfcas and Gh. Neam presented a fascinating literary
portrait of the outstanding teacher and psychdliegidctavian Mhalean.

As a pupil, Ananie &cas learned with unusual thirst, firmness and wilkgrf
he had no inclination for certain subjects (math&siaalways obtaining good results.

Ananie was the pupil, the student, that paid alwaysontinuous high
respect to professors that taught him

Following the entrance examination of autumn 19%ianie Frca becomes
a student of the “Victor Baké University Faculty of Pedagogy and Psychology in
Cluj, which he chose due to his inclination forctdiag and education in general that
was to be his life-long profession. As a studentliséinguishes himself by his very
good results in his studies (average mark 9.508eaénd of first year) and in his socio-
political activity. In his second year at the umsiy, he receives the highest distinction
for good marks and behaviour — The Gheorghe Gheosfgj Bursary — that was
being allotted only to one student in the wholeulgcof pedagogy and psychology.
When finishing the second year at the UniversityCigj, in 1953, he accepts the
proposal to continue his studies in the USSR atef®as a student of the second year
at the State Institute of Pedagogy “Herzen”, pegagmd psychology department in
Leningrad. Upon graduation in 1956 he receivesDidoma of Merit for his very
good results in his studies.

He returns from Leningrad as a graduate of “Herz&®dagogycal
Institute, married to Tatiana Makarenko, graduateth® Foreign Languages
Faculty of Leningrad, a devoted wife and mothehisftwo sons — Alexandru (a
reputed lawyer) and Serghei (a renowned medicaiodac the USA), both very
well accomplished intellectuals and professionais. a pity that their father — always
very proud of his sons — did not live to enjoy thigvelopment and successes.

From the beginning of their marriage, Tania and aatruggled to build
themselves a home for their sons, Alexandru angHeerto be risen in a well
provided family with a most harmonious and lovitignate.

Coming back to Romania with a diploma in pedagogysychology, he
was integrated in the Pedagogy-Psychology ChahefVictor Babg” University
as a main preparator (1956-1957), chief of staf®57t1959) and assistant
professor (1959-1960). In 1960, he leaves his usityeposition and favourable
chances for university promotion in a departmeat #ppreciated him, including
the head of this chair — the reputed psychologrsifd3sor Alexandru Roa,
member of Romanian Academy — to pursue his docgitalies in philosophy at
AcademyStefan Gheorghiu in Bucharest. Between 1960 and I#6fasses all
exams and compulsory papers in his doctoral stuaiegalls ill and cannot finish
and defend his doctoral thesis which he had prepamneensively. All this
influenced his further promotion and for some tieven his morale.
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Fig. 2. A.Farcas and his wife Tania on a trip to Braglez, 1974.

In 1964, upon his return to Cluj, he finds that hissistant professor
position at the university was not vacant and igegi various temporary
assignments at the faculty of economics of “BaBelyai” University. Beginning
with the autumn of 1965 he is a deputy lecturethim chair of psychology of the
Pedagogical Institute and is eventually integragdniversity lecturer in 1966.

Determined to finalize his doctoral studies, he eoragain passes his
entrance exam for Ph.D. in Pedagogy and beginseamptk in archives and
publishes scientific articles about schools andchees in past northern
Transylvania in preparation of his doctoral workofRanian Education ina&j up
to 1918".

Due to his teaching and intense scientific actiyigrformed with good
results, Ananie &icas is reintegrated in the university chair of pedagadnere he
will devotedly perform his didactic mission in Wigrk with students. In this chair
he found again his place and environment for whiethad the calling, peace and
scientific research results in a stimulating groop colleagues and worked
passionately for his new doctoral thesis which Ik bt have time to defend
because of illness and premature departure franatithe age of 60.
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Fig. 3. Family of University Lecturer A. #cas (from left to right): Tatiana, spouse,
A.Farcas and their two sons Alexandru (in military servig@form) and Serghei at the
Christmas tree in their Cluj home, January 1979.

Ananie was a man of hard work, from his childhondtie village where
he had to perform difficult duties unknown to maapd through out his live he
enjoyed a good health. Only at the age of 60 anpewed health situation worries
him and he seeks advice from doctors that arelaohad by his symptoms. In this
uncertainty the fatal tragedy occurs with his destlsudden and unexpected by all
that knew this man noble of soul and kind of heart

Ananie Rrcas lived passionately his life at all stages striviogdly for his
generous goals in the teaching profession, inamsly life and in the society that he
wished to be fair to all and developing for thedjand for the betterment of man.

This is how unfolded and ended the life of Ananiecks, worthy son of
Salaj peasants, that sailed through three politieglmes in the history of Romania
and confronted social, material, personal diffiegitwith persistence and will to go
forward, to serve teaching, education and felloapbe.

His memory will remain with his friends and acquantes, Cluj University
people especially, for his kindness and remarkabtéessional, social and family
accomplishments as well as for his strife for lnetiat is for his posterity a real model
to follow. After all life’s struggles, Ananie nowests in peace in the central cemetery of
Cluj, by coincidence not very far from his beloverme.

Didactic activity

The University Fellow Ananie #cas focused his teaching activity on
general pedagogy and philosophy fields where hedaets assistant and then
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lecturer. As an university assistant he conductadisars and as lecturer he read
courses for students and wrote various chaptets médagogy courses that were
edited collectively by the chair of pedagogy foe thse of future teachers and
professors. In his didactic activity Aifeas demonstrated a refined pedagogical
tact that was recognized even at the time he wagd at the Pedagogical School
in Gherla where he taught children in primary sd¢hddis conferences were
appreciated by his students both for the powelakiction and for the clarity and
organization of arguments.

Below we present the titles of chapters wrote bjafcas in the collective
courses edited by the Chair of Pedagogy:

Farcag, Ananie: The content of moral education, chaptethe Course of
General Pedagogy"olume, Cluj, Lithography of Education, pp. 75-97.

Farcas, Ananie: The content of teaching, chapter in Qoptarary Pedagogy
Issues, Integration of Teaching with Research andWtion, Oradea, 1978-1979,
pp. 1-13.

Scientific Research and Publications

The scientific research performed by &€ was much wider in subjects
than his didactic activity. Besides themes fromftakel of pedagogy and schooling
in general, teaching to pupils and students etov&® interested in the history of
modern and contemporary events in our country,calbein Transylvania as well
as in the actors and heroes of these events.

His preferred fields of research and publicatioheke he worked in perfect
partnership with his friend Gheorghe Neamalso from Gherla, were: history of
Romanian pedagogy in Transylvania; development aha&hian teachiong inafyj
and the role of 8aj teachers; school and the building of one’s qeaility; patriotic,
moral and civic education of pupils; contributioh etlucation to the fulfilment of
Romanian national unitary state; heroic deeds ohitgside teachers on the fronts of
World War 1I; heroism of Romanians in defence oftMwoland and in struggle against
Horthy’s occupation of northern Transylvania; surmyra books.

The studies written by Adfcas alone or in collaboration were published
by prestigious reviews like Studia Universitatis atigs-Bolyai”, Revista de
pedagogie, Philosophia, Acta Musei Porolissensigalau, Steaua, Almanahul
Tribuna, Tribuna, Almanahul eduga — Bucursati etc. As to his research work we
note, without possibly being exhaustive, one bgulhlished articles, unpublished
conference presentations and book reviews. The islow contain a selection of
A.Fircas publications mainly on pedagogical issues as agllon the history of
Romanian education in Transylvania.

Book
Gheorghe Neatun, Gelu Neanu, Ananie Brcs. Fapte de arme in mgul
spre ves{Pe baz de documente inedjteEdit. Argonaut, Cluj-Napoca, 2003, 360 p.
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Scientific papers

- Farcas Ananie: Aspecte ale dezvari invatimantului din Slaj. In:
Aspecte ale dezvailtii Tnvatamantului din $laj, Zaku, 1971, p. 12-16.

- Farcas, Ananie: Din inceputurile Tragamantului romanesc inalj. Studia
Universitatis "BabgBolyai", Series Psychologia-Paedagogia, 19722 p-1135.

- Farcas, Ananie, Neanu, Gh.: Din contribtia Tnvatatorilor ardeleni la
lupta pentru deséarsirea unificirii statului naional romén. Studia Universitatis
"Babe-Bolyai", Series Psychologia-Paedagogia, 19731-123.

- Farcag, Ananie: Problemacolare in "Gazeta iavatorilor" din Simleul
Silvaniei (I). Revista de pedagogie, 1973, nr.d26-102.

- Farcag, Ananie:Scolile triviale risaudene din a doua parte a secolului al
XVlll-lea. In: Tanco Teodor: Virtus Romana Redivj\®istrita, 1973, p. 33-34.

- Farcas, Ananie: Vitejii de pe Arig Almanahul eduagi, Bucurati,
1973, EDP, p. 129-132.

- Farcas, Ananie: Patru decenii la catédRevista de Pedagogie, 1974, nr.
6, p. 12-14.

- Farcag, Ananie, Neanu, Gh.: Problema irdamantului, parte integrait
a programului revoliei de la 1948 din Transilvania. Studia Universid@abg-
Bolyai, Series Psychologia-Paedagogia, anul XIDXZ4 $. 117-123.

- Farcas, Ananie: Problemeacolare in "Gazeta Tavtorilor din Simleul
Silvaniei (I). Revista de Pedagogie, anul XXII974, nr. 3. p. 105-113.

- Farcas, Ananie: Tnceputurile Tnitamantului romanesc din Transilvania.
Revista de pedagogie, anul 24, nr. 7, 1975, p.47-5

- Farcas, Ananie, Neanu, Gh. : Un ecou alarboiului antihitlerist .
Tribuna, anul 19, nr. 34, 1975, august 21, p. 10.

- Farcas, Ananie: Bitilia de la Gurugiu Tn manualelgcolare de istorie. Tn:
Mihai Viteazulsi Silajul - Gurushu (3 aug. 1601-3 aug. 1976).

- Farcag, Ananie: Bitalia de la Guruglu in manualelgcolare de istorie
(sintez). Nazuinta, anul 9, nr. 951, 1976, sept. 1.

- Fircag, Ananie, Neanu, Gh.: Tn\a;étorul din Maguri. Almanahul educeei
dedicate printilor, 1976, Cluj, editat de Revista de pedagod¥&6l p. 89-91.

- Farcas, Ananie, Neanu, Gh.: Educga patrioti@ a pionerilor si
scolarilor. Revista de pedagogie, anul XXV, nr.4ilée1976, p. 32-35.

- Farcss, Ananie, Neanu Gh.: Cadrele didactice din Transilvania
razboiul de independeln (1877-1878). Tribuna propagandistului, Buletin de
informaresi documentare, Cluj-Napoca, 1977, p. 46-53.

- Farcag, Ananie, Neanu, Gh.: Contribtia cadrelor didactice, a eleviler
studenilor din Transilvania la @zboiul de independeh (1877-1878). Revista de
pedagogie, 1977, nr. 4, p. 12-15.

- Farcas, Ananie: Slajenii si razboiul de independehn din 1877-1878.
Lucrari stiintifice, seria B, Istorie, Oradea, 1977, p. 45-50.
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- Farcas, Ananie, Nearu, Gh.: Dasdlii transilvianenisi Unirea de la 1918.
Almanahul Tribuna '79, Cluj-Napoca, 1978, p. 138-13

- Farcas, Ananie, Neanu,Gh.: Din lupta dagdilor ardeleni pentru iriptuirea
unirii Transilvaniei cu Romania (1). Revista de pgdgie, 1978, nr. 10, p. 52-58.

- Farcas, Ananie, Neanu Gh. : Din lupta dagtilor ardeleni pentru iriptuirea
unirii Transilvaniei cu Romania (Il). Revista dalpgogie, XXVII, 1978, nr. 11, p. 12-18.

- Farcas, Ananie, Neanu, Gh.: Rolul istoriei in formarea, dezvoltargia
consolidarea cafiintei si conduitei patriotice la elevi. Buletin de inforraasi
documentare a cadrelor didactice, pentru Uz in@uj;Napoca, nr. 11/1978, p. 19-22.

- Farcas, Ananie, Neanu, Gh.: Rolul istoriei in formarea, dezvoltarga
consolidarea catiintei si conduitei patriotice. Studia Universitatis "Bakgolyai”,
Philosophia, 1978/1, p. 60-65.

- Farcas, Ananie, Neanu, Gh., Radu, 1., lonescu, M.: Competes prestigiu
pedagogic. Revista de pedagogie, 30, 1981, np.155-57.

- Farcag, Ananie, Neanu, Gh.: Profesorul Octavian Malean - un furar de
suflete. Revista de pedagogie, 1982, p. 134-136aAhhul printilor, 1983, Bucurgi.

- Farcas, Ananie, Neanu, Gh.: Dimensiuni ale foranii multilaterale a
personaliitii. Studia Universitatis "BalseBolyai", Philosophia, 28, 1983, p. 54-62.

- Farcas, Ananie, Neanu, Gh.: Epopeegirii motilor. Revista de pedagogie,
1983, p. 26-29; Almanahukpntilor, 1984, Bucursti.

- Farcas, Ananie, Neanu, Gh.: Bitdlii pentru Cluj. Tribuna, nr. 33 (1443),
16 aug. 1984, p. 2.

- Farcas, Ananie: Consendmi. Tribuna, XXVIII, nr. 19, 10 mai, 1984, p.6.

- Farcas, Ananie, Neanu, Gh.: Dasgli ardeleni militani pentru Unire.
Steaua, 39, nr. 12, 1988, p. 8-9.

- Farcag, Ananie, Neanu, Gh.: Bitalia pentru Cluj. Steaua, 37, nr. 8, 1986,
p 4-7.

- Farcag, Ananie, Neanu, Gh.: Dasdli salajeni in azboiul antifascist (I).
Acta Mvsei Porolissensis, Zal, 9, 1985, p. 693-699.

- Farcas, Ananie, Neanu, Gh.: Das#li silajeni n azboiul antifascist (Il).
Acta Mvseii Porolissensis, Zal, 10, 1986, p. 423-431.

- Farcas, Ananie, Neanu, Gh.: Secvete dintr-un jurnal de front. Tribuna,
nr. 31 (1441), 2 aug. 1984, p. 6.

- Farcas, Ananie, Neanu, Gh.: Randuri pentru o elegie efiSteaua, 36,
nr. 6, 1984, p.5-12.

- Farcag, Ananie, Neanu Gh.: Mdii Tn razboiul antifascist. Tribuna, nr. 26
(1436), 1984, p. 3; nr. 27 (1437), 1984, p. 428r(1438), 1984, p. 4.

Reviews

Together with his steady research fellow and partGéeorghe Neatu,
but also alone, Affcas demonstrated his intellectual quality as fan obksoand
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printed material by authoring a number of revievisbooks issued by reputed
pedagogues that dwell upon themes studied thorgughRAnanie.

- Farca, Ananie, Neanu, Gh.: Review to: Gal TeoddQan Slavici despre
educaie. Tribuna, 12, nr. 5 (575), 1968, p. 2.

- Farcas, Ananie, Neanu, Gh.: Review to: Gal Teodai lon Retegan,
Valorificarea instructiv-educativa elementelor de istorie localEDP. Bucurgti,
1967, 156 p. Revista de pedagogie, 17, nr. 4, 196826-128.

- Farcag, Ananie:Un preios instrument de luctdn: Revista de pedagogie,
7, XXXII, 1983, p. 64, Cluj-Napoca. Review to: SteRafila-Triteanu, Mircea
Popovici, Revista de pedagogie, 1952-1979. Indice Bibliografinalitic si
Selectv. Cluj-Napoca, 1982, editat de Univ. "BgkRolyai si Biblioteca Centra
Universitag, 444 p.

At the end of this endeavour of ours, we would like express our
satisfaction for trying to pay tribute, at the marhef his 83" birthday anniversary,
to university lecturer Ananieafcag, a demarche that highlights for the first time
the work and activity of this worthy pedagogue whkerved devotedly the
Pedagogy Chair of Cluj University for more thany&ars.
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