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THE DYNAMICS OF ROMANIAN STUDENTS’ PERSONAL GOALS:
INFLUENCES OF EDUCATIONAL LEVEL, PREVIOUS WORK
EXPERIENCE AND GENDER

OANA NEGRU"’

ABSTRACT. The present exploratory study focuses on a cragmsal analysis
of personal goals dimensional assessments in a amatudent sample, at three
educational stages: 12jrade, first year in university and final yearusfiversity.
Using the Personal Goals Investigation Proceduesexamined goals in three life
domains: school, professional development and peatdie. On the one hand we
aimed at analyzing between-subjects differencegoad dimensional assessments
due to educational level and previous work expedsn On the other hand we
were interested in investigating possible gend&#eminces in the assessment of
personal goals. The results of the study bring émdawaluable information on how
students define their ecological intentional pussuand can be integrated in
applied intervention programs for this age-group.

Key-words personal goals, life domains, achievement orieoativork experience,
gender.

ZUSAMMENFASSUNG. Die vorliegende exploratorische Forschung befdsht s
mit eine Querschnittanalyse der dimensionale Salsthéatzung personliche
Zielsetzungen und und hat als Untersuchungsgegehsier ruméanische Student,
in drei Ausbildungsstufen: zwoélfte Klasse-Gymnasiwerstens Jahr —Hochschule
und letztes Jahr -Hochschule. Durch die personligieée Erforschung Prozedur,
wir haben Ziele in drei Lebens Bereiche analysieehule, berufliche Ausbildung
und personliches Leben. Einerseits, wir wolltere athdglichen Unterschiede der
dimensionale Selbsteinschatzung der Ziele anadysielie durch Ausbildungsniveau
und vorheriges Arbeitserfahrung bestimmt sind. Aadeits, wir waren interessiert in
eine Untersuchung der Geschlechtsunterschiede In Sgdbsteinschatzung der
personliche Ziele. Die Ergebnisse des Studiumgénnwertvollen Hinweise voran,
Uber wie Studenten ihren ©kologische absichtliclezfolgungen definieren. Diese
Ergebnisse koénnen in praktische Interventionsprogra fur diese Altersgruppe
integriert werden.

SchliisselwortePersonliche Ziele, Lebens Bereiche, LeistungsmtigivaArbeits
Erfahrung, Geschlecht

" Department of Psychology, Faculty of Psychology Bducational Sciences, Bak®olyai University,
oananegru@psychology.ro
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Investigation of individual projections of the frducan offer researchers and
practitioners valuable glimpses into the mannertiich people construct intentional
pursuits, in terms of what they want, desire oivestto achieve. Psychological
discourse has slowly integrated approaches of huntantional pursuits, following
decades when terms like motivation, goals or imastwere rather rare occurrences in
theory and research (Austin & Vancouver, 1996; Brstadter & Lerner, 1999).
Acknowledgement of the control individuals exereptheir own development has
prompted the concept afitentional self-regulationBrandtstadter & Rothermund,
2002), which focuses on how individuals shape tbeth for personal growth, through
the goals they set and gradually implement for Sewes. Hence, information on
personal representations of the future help sstsrdéind practitioners understand how
people project their intentional development anddegyuthem in constructing
intervention programs. Such intervention prograresbased on a beneficiary focused
needs analysis and a contextual diagnosis of hale gontents and structures shape
the perceived development, for different life damsai

A brief view on personal goals

The analysis of goal structures and processe®logical settings represents a
tempting endeavor in Psychology. The term persgoal, as an ecological indicator of
individual intentions and representations of théurki has entered contemporary
Psychological discourse in different conceptudtirat Main operationalizations of
personal goals include: personal strivings (Emnb886, 1989, 1996, 1998; Emmons
& King 1989), personal projects (Little, 1983, 2DQ¥rsonal concerns (Klinger, 1987;
Klinger & Cox 2004) and life tasks (Cantor & Blanfd.996; Cantor & Fleeson, 1994,
Zirkel & Cantor, 1990). Capitalizing theoreticaldamethodological tenets of these
conceptualizations, we derive several statemedptsre for an analysis of personal goals.

Firstly, regarding idiosyncratic goal contents, so@al goals encompass
subjectively relevant contents, highly activatedthie present and reflecting current
concerns or pursuits of the individual. These cdatean be tracked on domain-specific
aspects or related to developmental task requitsm@tegru, 2008). By accessing
idiosyncratic goal contents of individuals, reskars can tap into: (a) personal
conceptualizations of orientations for foure (b) themes that give structure to the lives
of individuals in thepresent (c) specificitylevelsin goal verbal content formulation.
Each personal goal can be specified through a nuohlgeal dimensions, which reflect
goal structures and are usually self-assessedskByggparticipants to appraise their goals
on multiple dimensions, research studies: (a) eeafimch goal omomplex coordinates
which can be compared within and between indiviju@d) detectdiscrepanciesor
similaritiesin goal dimensional assessment, at individuahlsatat group level.

Secondly, regarding goal dynamics, in a multiplelgparadigm with
individuals holding more than one goal at a tinle, generation of personal goals
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and their subsequent assessment on variable donemsgfers a more elaborate approach
on ecological intentional structures. Through asffiessment of goal dimensions for
different life domains, we can tap into differehtepresentations of intentionality.

Thirdly, for an approach on personal goals andcaidis of individual
functioning levels, analysis of personal goalsaféer an initial diagnostic for individual
ecological goal structures. Furtheormative assessment&n link personal goals
(contents and dimensional assessments) with indicaf individual functioning, like
well-being, global self-regulation strategies, @spion indicators, procrastination and so
on. From this perspective, the value of personal generation and self-appraisal is
immense, as they can link specific idiosyncratientional contents with more general
human processes.

Educational level and previous work experiences ihience on goal
dimensional assessments

The three educational levels we selected for tesemt exploratory study
reflect critical periods in educational developmanthe Romanian school system,
marking the end (last year in high-school, last yeauniversity) and respectively the
beginning (first year in university) of an educatib cycle. We chose to investigate
personal goals of students in these educationaterefe points, because we believe
that they reflect critical periods in personal depment, from a normative perspective.
This means that critical periods normatively reguirdividuals to take more active
decisions regarding their future, and project tbeirelopment on coordinates referring
to school, professional development and persdeal li

Previous studies mapping personal goal structurdsggaal dimensions have
pointed out the importance of contextual affordarmed limitations in shaping goal
pursuits. In a 10 year longitudinal study on peasgoals of emerging adults, Salmela-
Aro, Aunola and Nurmi (2007) found that changegaal contents reflected changes
in developmental tasks, role transitions and lifeasions. A shift from education
related goals to work, family and health goals wlaarly detected, with exit from an
educational system and entrance in the work-freitating a high decrease in school
related goals. As personal goals are consideredrien for the manner in which
individuals represent their future development aptbct paths of action (Cantor,
Norem, Niedenthal, Langston, & Brower, 1987; Nurf®89, 1991), comparisons of
individuals at critical points of educational de@hent can reveal useful information
on developmental trajectories. In regard to thiseas Nurmi, Salmela-Aro, and
Koivisto (2002) revealed that young adults who daigh importance to work-relevant
goals were more likely to find work according teitheducational preparation after
university graduation and were less likely to beraployed.

As inclusion in an educational system offers alstiym of comparison, with
all students at one educational level with simdarricular requirements facing the
same type of hormative demands, comparisons anwaigiguctures of students at the
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three educational critical points can bring forwaetv and more specific information
on personal goals. In the Romanian educationasysbrmative demands at each of
the three educational points refer to:

a) Last year in high-school — the Baccalaureate exdwm, first complex
examination high-school students face, with foljestt matters from all years
of high-school study included in a series of onadl avritten examinations,
during a period of two weeks; the results of thedddaureate exam are an
important criterion for admittance to universityRomania;

b) First year in university — the first exam sessiencompassing different
types of oral and written exams (depending on gezific faculty) which
assess the knowledge students acquired duringntive semester; it is a
new type of examination for students, because quires more self-
regulated learning during the semester and the ama@omplexity and
novelty of information required for these exams argignificantly higher
compared to previous school learning experiences;

c) Last year in university — the graduation exam, Wiliga written and/or oral
examination of knowledge acquired during the umsitggrin most faculties
students present a graduation project, which liearétical or applied written
paper on a subject matter students find of interdisis paper is a criterion for
the level of domain-specific knowledge comprehemsaiod applicability.
Studies on educational transitions have shownpifeatious work experience

is important factors in how students represent asgbss their goals, because as
individuals gain more educational experience, aework experience aids them
achieve an age-adequate level of career adaptaffldvickas, 2005). This is an
important assumption for emerging adults, becaugerdification of life domains
through direct work experiences is presumed tosshggresentations of goals and goal
dimensions. Hence, we were also interested if theralifferences among students in
the three educational levels regarding appraisatirgvelty and difficulty, because of
previous work experience. We asked students totHistnumber of months they
worked and we counted as work experience not onlitifne or part-time
employment, but also project based work experieledo our knowledge there are no
previous studies on Romanian students using a naigptbach of personal goals, we
hypothesized that there is a difference in the gieed difficulty and novelty of
personal goals in the three life domains due taca&ihnal level and previous work
experience, but we presented it as a bidirectidnglothesis. Developmental
approaches do consider that as the individual adgin educational structures and is
involved in more work-relevant experiences, charggear in the manner in which he
represents personal pursuits, with involvement iaremcomplex life situations
influencing how he assesses and interprets themdt,2005; Savickas, 1997; Super,
Savickas, & Super, 1996).
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Self-others comparison focus or ability/knowledge elvelopment focus —
differences related to previous work experience

Self-other comparison is a key element for a pewmce goal orientation, while
focus on ability/knowledge development is a cemipahponent of a mastery orientation.
In introducing these elements of self-assessmergdch representative personal goal,
we aimed at tapping into how students perceive tugls on each dimension, from a
goal-driven perspective. As most research studiestandard sets of goal orientations or
types of goals, our approach was different, in ithfatcused on personally salient goal
structures, verbally formulated by the individual.this study we were interested in
analyzing whether previous work experience hasffeoteon how students view their
school and professional development goals, in tefrfacus on self-others comparisons
and ability/knowledge development, respectively. ¥iese to dwell only upon these
two goals, as they are more achievement orientetititte personal life goals.

Developmental studies investigating achievememntations of elementary
school students before and after entering junigh-school, have uncovered that as
students advance in the educational system, tbkiexement goals change from a
mastery focus to a performance focus (Koller, 20@®) research on achievement
orientations of personal goal in older studentgaiher scarce, for our study we
hypothesized that previous work experience inflasriow students perceive their school
and professional development goals, in terms ddpaance versus mastery focus.

Gender differences in achievement relevant dimensis of personal goals

Though Pintrich and Schunk (2002) note the pauoitygender-related
characteristics in research on achievement maiivasome studies did approach this
topic, with mixed findings. Some researchers hameovered gender differences
related to academic goals, indicating an incredseds on competitiveness in boys
compared to girls; on the other hand, girls seemsetohigher level goals, with a
dominant mastery orientation (Bouffard, Boisverz¥au, & Larouche, 1995; Elliot &
Church, 1997; Harackiewicz, Barron, Carter, Lel&dEklliot, 1997; Meece & Holt,
1993; Nolen, 1988; Pajares et al., 2000; Spencekknkdich, 1983). Other studies did
not reveal significant gender differences in setf-goals (Barron & Harackiewicz,
2001; Fukada, Fukada, & Hicks, 1993; Gernigon &Bags, 2000; Pajares, Britner, &
Valiante, 2000). In reviewing both lines of reskartdyde and Durik (2005)
summarized that task domain and life domain musmbee carefully addressed, in
order to track gender differences in the concejgatan of goal representations.

Relying on these findings, we wanted to analyzeunstudy possible gender
differences in the self-assessment of achievensdayant personal goal dimensions:
self-others comparison focus and ability/knowleddgvelopment focus. Also, as
previous research has often introduced goal inuudve as a dimension relevant for
achievement motivation, we wanted to investigatetiadr ideographically generated
goal contents are attributed differential involvetray girls versus boys. For each of the
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life-domain goals: school, professional developmemi personal life, we analyzed
possible gender differences for the above mentigoad dimensions. Information on
gender differences for idiographic personal goals apen new and complex lines of
research, as self-assessments made on the seleotisions stem from individual
goals, not from nomothetic contents identical fbrparticipants, but perhaps non-
significant for some of them.

Objectives of the study

The first objective of the study was the investaabf educational level and
previous work experiences differences in goal dsimral assessments. In this
objective we integrated two bidirectional hypotlsedeirstly, we were interested in
investigating whether the perceived difficulty amdspectively novelty of the
professional development goal and school goalfiisenced by students’ educational
level and their previous work experience. Secondlywanted to see whether students’
previous work experience influences self-others gamnons and knowledge/ability
development focus for the school and professiomatidpment goal.

The second objective of the research was the sisady gender differences
in goal dimensional assessments, and it also atehitwo bidirectional hypotheses.
Firstly, we wanted to investigate whether there gemder differences in the
procedural involvement and ability/knowledge depetent focus for the school
goal, professional development goal and persofeatjbal. Secondly, we examined
whether there are gender differences in self-otieenparison focus in the school
goal, professional development goal and persoigagbal.

Participants

A number of 360 participant®N(= 360) were recruited from six educational
institutions, three high-schools and three unitiesi from Cluj-Napoca and Arad,
Romania. Participants’ socio-demographic charagttesi are depicted in Table 1.
All participants entered the study on a voluntaagib. At the beginning of the
procedure they were informed on the confidentiatifytheir responses and the
mean length of completing the whole procedure.

Table 1
Socio-demographic sample characteristics
12" Grade T Year university Final year in university
n 106 119 135
% of Total N 294 % 33.1% 37.5%
Age (in years)
M 17.98 19.09 22.72
SD 41 .50 1.50
Gender
Male 57 (15.8 %) 41 (11.4 %) 98 (27.2 %)
Female 49 (13.6 %) 78 (21.7 %) 37 (10.3 %)
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Instruments/measures

Personal Goals Investigation Procedure (PGIPYr the present study we
used the PGIP, an instrument we previously develgpegru, 2009), capitalizing
on existing personal goal methodology, in orderagilitate the generation and
appraisal of individually relevant goals (Elliot Briedman, 2007; Emmons, 1986,
1989, 1996, 1998; Emmons & King 1989; Little, 19&%07; Klinger, 1987;
Klinger & Cox, 2004). Figure 1 succinctly presetit® contents and processes
involved in the completion of the PGIP.

Assessment of each goal dimension was conductadisrpoint Lickert scale
from 1 to 6, with the minimum of 1 and maximum ofrarked by a brief statement
regarding the meaning of that extreme.

-

Definition and characteristics of personal goals ]

Il

Generation of four personal goals for each of thentee life
domains: school, professional development, personal life

- u J
Self-selection of one representative personal gdal
each life domain

I

Dimensional sel-assessment of personal go (difficulty,
novelty, procedural involvement, performance o&gan,

\

s

mastery orientation)
N u J
P
Selfassessment of personal goals p-wise relations
(facilitation, independence, confli
.

Figure 1. Content and process description of the PGIP

Design and procedure

The instrument was filled in by participants durioge group session of
approximately 45-50 minutes, which took place #irtschools, before or after classes.
Participants were first informed regarding the gelneurpose of the research and were
assured of the confidentiality of their respond&®& gave technical details on the
manner in the instrument is organized before thayesl it filling in.
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Results

We analyzed the data using SPSS 17 for Windowsalpha level of .05
was used for all statistical tests, if otherwise specified. For effect size we
computed partial eta squared valug® (

In order to assess previous work-relevant expegiem@ created a new
variable in the SPSS data file, and coded with @neeious work experience, with
1 work experience on a full-time or part-time bafis less than a total of 12
months, and with 2 work experience on a full-timngart-time basis for more than
a total of 12 months. Coding was conducted basedhendemographic data
participants filled in at the beginning of the pedare.

Educational level and previous work experiences ddrences in goal
dimensional assessments

In analyzing the impact of students’ educationakleand previous work
experience on the appraisal of perceived difficaltyl novelty of the professional
development goal, we computed a Factorial ANOVAthwprofessional goal
difficulty and respectively novelty and dependeantiable and educational level
and previous work experience as independent vasabl

We found a significant interaction effect for thesassed level of the
professional goal's difficulty between students’uedtional level and their
previous work experience, F (4, 351) = 2.20= .05, #2 = .025. Figure 2
graphically presents this interaction effect. As d& depicted in the interaction
graph, students who have more than one year wgrkrsnce present a different
pattern in the difficulty of their self-selectedopgssional development goal,
compared to their counterparts with no or reducetkwexperience. In the last year
of high-school and last year of university thereaistrong tendency of students
with increased work experience to appraise theaifgssional development goal to
a higher level of difficulty than how their colleags with no or reduced work
experience assess their goal in that categoryrdstiagly enough, in the first year
in university, students with increased work expmre view their professional
development goal as having a more reduced lewdiffatulty than their colleagues
with no or reduced work experience. These diffeeentan arise from the manner
in which professional development is perceived eind a salient life domain in
each educational moment. Hence, it seems thatrgsidppraise the difficulty of
their most relevant professional development gdtdréntially at each educational
level, depending on their previous work experietas.the difficulty of the school
goal, we did not find a significant interactionexft between students’ educational
level and their previous work experience, F (4,)351.67,ns 2 = .019.

10
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Lenght of work exp.

— None
=== Under 1 year
== Over 1 year

4.5

Difficulty of professional dev. goal

T T T
highschool final univ. first univ. last

Educational level

Figure 2. Interaction effect of educational level and lengttprevious work
experience on assessed difficulty of professioraktbpment goal

For the difficulty of the professional developmegbal we found a
marginally significant main effect of educationali¢l, F (2,351) = 2.76 = .06,
n2 = .016, though HochbergGT2 post-hoc tests didengal any significant mean
differences between the three educational levegdh{school final, university first
and university last). For the level of novelty iretprofessional development goal,
the main effect of educational level was not sigaift, F (2,351) = .61ns #2 =
.003. For the difficulty of the school goal no dfggant main effects were found,
neither for educational level, F (2, 351) =.18,42 = .001, nor for previous work
experience, F (2, 351) = 1.44s, #2 = .008. For school goal novelty main effects
of educational level and previous work experieneeenalso not significant.

The main effect of work experience length on pesmgidifficulty of the
professional development goal was not significen(®, 351) = 1.85ns #2 = .010;
for goal novelty we also found a non-significantimaffect of previous work
experience, F (2, 351) = 1.965 2 = .011.

Self-others comparison focus or ability/knowledge evelopment focus —
differences related to previous work experience

In order to investigate the impact of previous wesiperience on self-
others comparisons in the pursuit of the profesdiatevelopment goals, we
computed a Univariate ANOVA, with appraisals offsghers comparisons and
ability/knowledge development respectively as ddpahvariable (in the professional
goal and then the school goal) and previous waopkence as independent variable.
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For reported self-others comparisons in the prasass development goal
we found a significant effect of the length of doeis work experience, F (2,357) =
3.76,p < .05,4#2 = .021. HochbergGT2 post-hoc test showed thatestisdwho
have been employed for more than one year repsig@ificantly more self-others
comparison in the pursuit of their representatirafgssional development goai (
= 3.60) than students with reduced work experidhe 2.97,p < .05). Reported
self-others comparisons in the school goal were sigmificantly influenced by
students’ previous work experience, F (2,357) sn31y2 = .002.

A differential focus on ability/knowledge developmtedue to previous
work experience did not yield significant effecteither for the professional
development goal, F (2,357) = 1.01s #2 = .006, nor for the school goal, F
(2,357) = 2.01ps 2 = .011.

Gender differences in goal dimensional assessments

For reported involvemenin goal pursuit we found a significant effect of
gender for the professional development gt{858) = -2.59p = .01, with female
students il = 5.04) reporting increased involvement compacechale students
= 4.71). For the school goal we found a marginsignificant effect of gender on
the reported involvement(358) = 1.70,p = .08, with girls M = 5.05) declaring
more involvement than boy#/1(= 4.85). No significant gender differences were
found for involvement in the personal life ga#B58) = -.18s.

For thefocus on ability and knowledge developmeatfound significant gender
differences for the representative professionatidgment goak(358) = -2.80p = .005.
Girls reported significantly higher focus on agiland knowledge development in the
pursuit of their professional go&l(= 5.01) compared to boyll(= 4.76). We found no
significant gender differences regarding focuslityaand knowledge development for
the school goat(358) = 1.46nsor the personal life god(358) = -.06ns.

For thefocus on self-others comparisoirs goal pursuit we did not find
significant gender differences for the school gt{&858) = -1.01ns the professional
development goal(358) = -.46,ns or the personal life goal(358) = -.13,ns This
indicates that the level of perceived comparisoth wihers in the representation of
representative personal goals in the three lifeadiosris not influenced by gender.

Discussion
Educational level and previous work experiencesfeiénces in goal
dimensional assessment

Data analyses pointed out that students appraésdifficulty of their most
relevant professional development godifferentially at each educational level,
depending on their previous work experience. Weo dlsund a marginally
significant main effect of educational level on ttificulty of the professional

12
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development goal. For the school goal we did mat finy main effects or interaction
effects of educational level and previous work epee, neither for goal difficulty,

nor for goal novelty. These results indicate thelf-appraisals of the professional
development goal are more sensitive to changesdutagional level and work

experience, compared to school goals. Our initigbothesis was only partially
confirmed, on the coordinates detailed above.

Normative requirements become more salient whedestts approach the
end or the beginning of an educational cycle, withv contextual demands urging
individuals to reconsider current goals and prepmgagement in others. The
indicators of goal novelty and difficulty reflectedow students perceive their
representative and important pursuits, with thefgsgional development goal
apparently being more clearly influenced by edocati level and previous work
experience. This is an interesting finding, becawseinitially believed that school
goals also reflect new and difficult challenges, tattms of complex forms of
examination students at the three educational misnveh face in the near future. It
seems though, that in the school domain no sigmifidifferences appear, which can
be explained by educational level or previous wexgerience. Perhaps the school
life-domain is more saturated in cognitive and beral routines that lead students to
convey lower levels of goal novelty and difficuliy,spite of contextual demands.

As for the observed changes in professional gdatdliy explained by a
joint effect of educational level and previous wenperience, the interaction effect
depicted in Figure 2 indicates that last year gh¥school students with more than a
year work experience perceive the difficulty ofittehosen professional goal as much
higher than those with reduced, or no work expegewhich have very similar mean
difficulty levels. In first-year students, incredseork experience is associated with
lower appraised difficulty levels of the professibmgoal, compared to those with
reduced or no work experience. In last-year in ersity students, those with
increased work experience assess their professamalopment goals as more
difficult, compared to those with reduced or no kverperience.

These differential patterns of interaction sustdiat increased work
experience influences appraised difficulty of thef@ssional goal, but the direction of
the influence seems to shift with educational leVéle fact that first-year university
students with increased work experience appraisedl professional goal as less
difficult than their counterparts with reduced orwork experience could reflect that
they do not focus on the professional developmémemkion at this moment, as
entrance in a new educational cycle centers theseluwol-related pursuits.

Self-others comparison focus or ability/knowledge evelopment focus —
differences related to previous work experience

For reported self-others comparisons in the prasass development goal
we found a significant effect of the length of domis work experience, with post-
13
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hoc tests showing that students who have been gewblimr more than one year
reported significantly more self-others comparison the pursuit of their
representative professional development gaddl £ 3.60) than students with
reduced work experienc®(= 2.97,p < .05). Reported self-others comparisons in
the school goal were not significantly influenceyd &tudents’ previous work
experience. Focus on ability/knowledge developmdone to previous work
experience did not yield a significant effect, heit for the professional
development goal, nor for the school goal.

It seems that an increasing work experience moeliiat manner in which
students perceive their representative professidesklopment goal, while this
change does not appear in the school goal. Thifddadicate that self-others
comparisons are an important dimension in the sgmtation of the relevant
professional goal, but for our sample at least ipresswork experience does not
significantly influence the representative schoohblgfor this dimension. This
supports the domain and task specificity of achieyat orientations (Elliot, 2005)
and brings forward the relevance of previous waxgegience in differentially
shaping such orientations.

Gender differences in goal dimensional assessments

Analyses of gender differences in goal involvemeatf-other comparison
focus and ability/knowledge development focus shibwat for theprofessional
development godkemale students reported increas®glvementcompared to male
students, with the same pattern emerging irstheol goglwhere girls declared more
involvement than boys. No significant gender déferes were found for involvement
in the personal life goal. Girls also declared naditity/knowledge developmefaicus
for the professional development goal, while f@u® on self-others comparisons we
found no gender differences in any of the thredsgoa

As previously mentioned, research on gender difiees in achievement
motivation is rather scarce and contradictory. fldings regarding the increased
levels of focus on ability/knowledge developmentaided by girls in the school
and the professional development goal bring forwandinteresting issue. As
students assessed personally relevant goal conthigsmastery relevant focus
indicates an actual tendency of girls to conceatran what they learn from
pursuing a goal or is it an indicator of self-prgs#ion effects? Can we advance a
hypothesis of positive illusions constructed onrdotates of a mastery orientation?
Further research on gender differences regardiagetldimensions will have to
focus on the translation of goals into action asskasment of goal pursuits during
action implementation, in order to verify whether dindings reflect a behavioral
tendency or just gender specific positive illusiomisich help the framing of a
pursuit in terms of self-development.
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HOW CAN THE MODERATOR TEACHER CARRY OUT HIS/HER
DIDACTIC ACTIVITY

ROMAN IOANA *!

ABSTRACT. The professor-student relations have passed —ajtkel of time-
through several stages; thus, numbers of yearséhef@ood university professor was
thought to be the one who managed to keep thergtudeiet in the lecture room
while they were diligently jotting down notes thalseying what they were transmitted,
via dictation. The relaxed atmosphere in the lectureseminar room, as well as the
students’ personality and the now barrier-lesshieag desk and student’s desk is
proof of the university-professor’s role as modarathus, the student will turn from a
mere listener into a shape-giver of himself. Howgire order to accomplish such a
desideratumthe guidance of a teaching cadre is necessary tie. moderating
professor’s-to guide the student towards understgndhat is essential or important
in a field; how to measure information or, find ¢l practical value of the material
studied. The study attribute to the present pidagook is based on the necessity of
bringing the Romanian university teaching systerthéostandard levels extant in the
European Union so that the lecturer does not f@adeliver just another lecture but to
actively imply the student in the deduction of kiexige.

Key words:involvement; student; motivation; didactical adtiyipolemics; constructive
criticism.

ZUSAMMENFASSUNG. Wie kann der Moderator Lehrer acrry seine/ ihre
didaktischen Téatigkeit. Die Lehrer-Schiler Beziehungen gingen im laufeZst in
verschiedenen Phasen vorbei, so dass vor jahrergutér Universitatsprofessor
derjenige war der in der lage véllige Stille in d€lasse wahrend die Studenten
Notitzen nach Diktat schrieben behalten konnte. télcheweisst die entspannte
Atmosphére in Klassen-oder Seminarraum, die Heabusiy der Personlichkeit des
Studenten und die Abschaffung der imaginaren Bergwischen Katheder und Bank
die wichtige Rolle als Moderator des Universitatépssors. So verwandelt sich der
Student aus einem einfachen Zuhdrer in seinemeigéreiterbilder. Dafur braucht er
die Leitung eines Lehrers-der Professor als Modeds#r ihm zeigt was wichtig oder
essentiell in einem Bereich ist, wie er die Infotiorabearbeiten soll oder welche die
Anwendbarkeit der studierten Begriffe wéare. Died&tibetreffend diese Arbeit stiitzt
sich auf die Notwendigkeit der Anpassung der Hdohibiddung in Ruméanien nach
den Normen der Européischen Union, so dass wahdesdUnterrichts sich der
Professor nicht nur auf eine einfache Vorlesundgebézsondern den Studenten aktiv
im Schluss der Kenntisse ziehen beteiligt.

! Senior Lecturer DPPD USAMV Cluj-Napoca
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SchlusselworterBeteiligung, Student, Motivation, Lehrtatigkeibl€mik, kostruktive
Kritik

Introduction

Like any thing submitted to change, the ways torycaut didactic
activities have undergone —in time— several ali@nat Some time back, the
professor —on his first lecture- stated the thernaind bibliography of the subject
to be dealt with, whereas nowadays —with the haszenlarged- the Internet will
aid the student with the syllabus to be run thro{Dbepner, T., M. Scott, S.
Mason, 1997). Thus, he will be able to acquireinmetdocumentary evidence on
the themes to be tackled thus succeeding in djrbdthging his contribution to the
respective lecture. Through such steps one doedtans to see the professor
deprived of his primordial role but rather the pbiisy of his transformation- from
the classical professor- into the moderating psigsthat is. The implementation
of such a process needs that the two dialogue grartithe professor and the
student- radically alter the mentality towards itheructional act.

The moderating professor is to us a person capdbbading, directing a
debate (with the lecture), or a round table (wimiars), and draw conclusions
(Bonwell, C.C., J.A. Eison, 1991). Although govetn®y instruction bears
distinctive features. When rules and focusing otheme, the professor-student
interaction with the professor is playing the pafrtmoderator, there takes place a
spontaneous alteration in the part of broadcasigreceiver cast to the two partners.
The system of taking the floor during the specialpsses does not follow a pre-
established hierarchy.

The group of students —university aggregate-, igdliye makes up an
instrumentality for communication between the psste and the student, an open
communication bereft of restrictions and formalisuch a position heightens the
confidence in the virtues of the group and, imgiciproductiveness. Barring
communication by means of cold-, red- tape relatinom the part of certain
professors only cause the efficiency of communicatind active assimilation of
information go down (Ewell, P. T., 1997). On nornfahctioning, based on the
principle of the 360 degrees feed-back, the prooés®mmunication will allow
for the carrying out of the task, value per eacimponent of the group and act as
homogenizing factor.

Material and method

The study pertaining to the present report is dbagwon the necessity of
bringing the system of university instruction extamRomania to the level of EU
standards. Thus, during classes the instructorobamymore forced to deliver just
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another lecture but actively imply the student mowledge synthesis. In such way,
the student will turn from a mere listener into #t@pe-giver of his own being.
However, that such an aim be reached the guidafica teaching cadre is
necessary, i.e., that of the moderating professegnt to guide the student discern
what is essential or important in the respectivmaio, as well as how to dole out
information, or find the applicability of the knogdge acquired.

A questionnaire of 30 items (of these four of opwvaracter)has been
conceived and distributed to a number of fifty #feaphomore students, as well as
to twenty-three members on the Staff of the Unitgersf Agricultural Sciences
and Veterinary Medicine, Cluj-Napoca (seven prajesstwelve senior lecturers
and four lecturers.)

The questionnaire was meant to reach out to thewiog objectives: the
extent of both students’- and professors’ readites®-operate; to be involved in the
didactic process; to turn the class into open conication (no restrictions, no
formalism); to obey the rules pre-established toycaut an efficient and constructive
dialogue. Also, there have been underlined thésttai be proved by a would-be
successful moderating professor. Thus, there has Ibeached the phase when
advantageous- or disadvantageous features ark Esigposed to be possessed by this;
as well as the importance of such a part in theeas/e lecture- or seminar classes.

Results and discussions

The assignment of the moderating professor isrgroitant factor not to be
sneezed at in following the metacommunicative sege® within the didactic
process. Formulating the questions is essential tfug structure of the
lecture/seminar, and it is efficient in testing #tedents’ opinion; it is also relevant
for the teacher’s personality.

The professor as moderator is that of presentiegtheme, or case, by
allotting the time and announcing the right to médduof the participants in
accordance with their free will, by challenging somr others, keeping to the
initial theme and presenting his/her own opiniorerecorrecting one or another of
the students. We are now amidst an universe oftaative criticism and of
polemics. Within such a tackling, the professothe one who has the task of
instigator, following that the students pass thitothie process of initiation and the
professor moderate the dialogue.

When the professorvia his conduct- makes himself “accepted” by
students, the conditions that the entire group imecoeceptive and open to co-
operation are created.

After announcing the theme, substitute theme, pregentation of the
objectives, the professor -as moderator- will gfirpolemics, establish and sustain
interactive relations by granting his studentsright to have a word. Besides the
role of moderator (institutionally speaking), theofessor has to play the part of
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guide, of therapist, of referee and interlocutarstinevealing —deliberately or not-
certain facets of his personality (preferencespatities, sympathies, a.s.o.)

The sample questioned has perceived some waysctdir indirect- the
professor as moderator can challenge his studemespond:

- have you read the bibliography concerning thegrelecture? if so, then we
can talk.

- who wants to respond? | mean, please do, as’t adend to interfere
each and every time.

- let’s try to carry out a discussion by not belngho’s asking questions
all the time and anyone, who wishes, has the ygrstepping in.

- I'm going to reveal my point in time; howevehnl waiting for your
opinions, too.

- What's your opinion?

- What arguments are you leaning against?

- Let’s see the conclusions you've reached to...

- Before that, I'd like you to refer to...

By means of such strings of woraehp wants to.. )2he professor has in mind
granting free hand to his students. By applyinigtErruptions (of positive value, that is)
he will monitor interaction by the imposition otartain order in its development.

The metacommunicative formulatidet’'s seeis stressing the professor's
(moderator’s) leader portrayal, attempting to pinvd the targets of the discourse.
The fake imperativdet's seeis the appeal addressed to the students is meant to
involve them to converse and shows up in the conirational process which is
attempting to introduce the debate theme.

Due to their stereotypical structure the metacomioaiive statements
directly refer to what has already been said am@ kesser extent, to the manner
they are being conveyed and receipted (Dunn, RlI,&t995).

Metacommunicative statements allow for studergttmlent, as well as
student-to-professor exchange of words and, algdaix conditions which lend
comprehensible shape to what is being said, bywdlg the interlocutor in his
own discourse or, check whether he is on the vefganderstanding; or, is granting
contact-or even an understanding with him; he dwmeas to participate and, is on
the verge of understanding his interventions (Bmri., 1985).

There has been noticed that in seminar classesadvent of some
contradictory discussions consisting in two or mpo@ts of view confronting one
another, regarding some problems in debate in amehrow light on various
aspects of the theme being treated (trying to gdbrtexpose the truth), so that
those witnessing the confrontations be able totcoagheir own truth. The teacher
will now be similar to an orchestra conductor whigting free the spirit of every
one to be seen and the sound reach the ears qfiedcth harmony.

Namedverbiagein Searle’s theory of language acts, metacommume&at
statements introduced ligat is,accompany as inserts, the teacher’s vacillations
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regarding the manner he is conceiving his role ofdenator and stressing the
corrections he spontaneously administdiisat is followed by the interactional
signal pleasefunctioning as an appeal addressing his studentsviave in the
conversational act, and the conjunctive mood aegumperative valu® respond
which expresses a teasing , however already atethuay the initial will to
accomplish the request.

Another rule to be heeded by the moderating professthat of receiving
differing answers to a single question, if possibiem the majority of the students.
Thus, the communication activity receives the disige label ofdiscussionwhich
presupposes the creation of premises allowinghfediberty of expression and are
aiming at an exchange of opinions efficient throughunciation, in the given
situation, to th&) & A pair which become® & A diverse and personal.

Metacommunicative statements organize the fluxhef ¢onversation by
granting the adequation to the partner of the comicative behavior and counting
on the successive reciprocal understanding (Hyléd,1998). The discursive
labels, the metacommunicative statements, are thallacompulsory but the
explanation they bring is felt as an efficient heighe controlled evolution of the
discourse on one hand —under the aspect of eladmoraand on the other, under
the aspect of understanding.

The opinion poll with sophomore students at theversity of Agricultural
Sciences and Veterinary Medicine, Cluj-Napoca, destrates that the teacher’s
attitude is making the whole difference betweentigidiked and what is not liked
by the students. Thus, in order that the relatimdent-professor be based on
reciprocal trust and sympathy, the students thowghdrawing the mechanical
portrait of the moderating professor.

In the students’ view, should first of all be cortgrg and a fine educator
able to communicate efficiently with the them; tenthnd them to be activity-
involved; be a trustworthy friend who knows howdet close to their way of
thinking; to develop a friendly relationship anddh them* things you bang into in
life, not by all means trade knowledge.” Patienod anderstanding, tranquility,
honesty, rectitude, seriousness, port during ctaasd, last but not least fun, are
traits that the moderating professor should ndt.lac

The moderator's leader adroitness is what detesnitie fluency of
dialogue; an instructor lacking experience wilggier a less productive dialogue
while moderating either because he isn't succegsfoking listened, or —even if he
will succeed in being listened-, he won't possdss intransigence needed in
making decisions; thus, he not only loses his bilityi but also the authority he
may still have.

Verbal fluidity and firmness are also fundamenthilites a moderator
professor should possess; otherwise, studentha a slack position to dialogue
or, be overwhelmed by a strong personality shaduding his self from social
point of view (Roman loangoimita Komives, 2008). The students’ intellectual
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strength should be highlighted in contentious shemed the ensuing dialogue
should reveal the value of the argument and nefystthe social interaction.

Excess of authority —on many occasions- does rgtbise but alienate the
student from that professor and, implicitly, frohetrespective syllabus. Perhaps it
would be better if at least the professor remerttimronce he himself sat in the desk
and had encountered difficulties. He should avie@rtegative models highlighted by
stiffness and lack of understanding as all thedenegjatively touch the students. Part
of the interviewed students evoked with fear sofrihe syllabi (matter of factly, the
didactic cadre as such) or even dreaming of exhaiscannot be passed by them, in
spite of the fact that in reality they have obtdigwod marks. So that's the way the
didactic style is printing its finger marks upore thtudents’ state of mind triggering
stress with them. It is well known that within sseconditions efficiency goes down
and the aim of university education is that to atfiand instruct, to shape and develop
plenary the human personality. Thus, it is a prahérg that the moderating professor
will obtain much better results as to the same tinie being perceived by the students
as a real model, as an authority in the respeiitick as well as a friend.

Similarly, one of the most important qualities tisabuld be proved by a
moderating professor is neutrality. All studentowdd be equal in the rights
considering the dialogue, and any sympathy of tleelerator towards a certain
interlocutor can irreversibly transform the dialegimto a confrontation of wills,
instead of confrontation on the field of knowledquataining to the theme. In order
that this principle be observed more strictly, stimportant that the moderator
professor refrains from frequently expressing lpmion; however, when he does
it then his opinion should correspond with thasoife of the students.

Objectiveness is another essential trait of theeratthg professor; he will
have to judge the ideas launched in accordance tvili own value and avoid
completely their being influenced by consideratitinked to the personality of the
student who had forwarded the ideas (Roman loa@88)2 He will prove his
pedagogical tact so that those who, due to themiams, style and intellectual
vision diverge, will be branded as heretics by st of the group; those should
enjoy the moderator’s protection so that he doeéscampromise his neutrality. A
professor should make himself respected due todrypetence, as well && his
manner of communication with the students, sowWeare all equal as beings and
each one of us should be valued for what he/slresepts as entity.

In what follows, there are introduced some opinilimised to the vision of
the interviewed ones (both students and professorgjhat a successful moderator
professor is.

- Being a moderating professor you are presumedl&beréo the students
and not to you;

- It is necessary that you set out in advance thpesand objectives of the
lecture and its connection with the general thernthe syllabus; see to
whether there are possibilities of creating intgeigilinary connections;
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The students will be induced to honor the modeiajmersonality as well
as the opinions of his colleagues;

He won't agree to interventions liable to go fotaeks, either direct or
indirect ones, at any of the members of the grasgudsing;

He has to use a constant inflection and not evise rthe voice at the
student; neither should he express his dissatisfactr variance with the
ideas issued save he is agreed by the majority;

The teacher will never allow for approaching distoss of discriminatory
character or/and inciting to hatred and violence;

He has to address the interlocutors correctly. Hfoiibidden to mock at
their names, to nickname or use epithets;

The professor will render himself update with thbject in: concept; statistical
data; best practices; things that might seem solito their problems, etc;

He should refrain from pocking fun at the particifsin the dialogue as
irony is ambiguous in nature and will trigger casiin within those
engaged in it;

He will conceive the purple thread of the discoudspending on the
participants and what they have got to stresshab the discussion run
smoothly and logically;

He will draw up a list of the contents of the caufse., what follows to be
discussed)and spread it out in the class room thihstudents who have
missed to inform themselves but have the list retmyhelp them in
expressing opinions;

It is he who opens the discussion (greeting; at shimoduction to the theme,
etc), announce the theme and a brief bibliographgmmended for study;
The teacher will carefully listen to every idea fpatward by the students
and construe the dialogue starting from what thdiesnce has to say; he
will also give the floor and also interfere where ttiscussion deviates
from the subject proposed and bring it back ontithek it should be so that
it reaches the targets of the course;

He should be objective without turning into thetjsan of any of the ideas,
i.e., be an adviser who critically explores all thees of the problem;

In expressing himself he will correctly utilize thpeofessional language
built upon the simplest and most conventional orex eossible; he should
refrain from linguistic embellishments; also, frarsing argot;

He will speak as little as possible and that onhewthe dialogue goes out
of balance ore when the discussion is in need aftahémpulse. As to the
rest, he should be a very discreet presence antbrforget that cutting
short of a student’s discourse is a mistake;

He will gather ideas, impressions, and processthngeyed information;
He will draw conclusions and put an end to disamssby expressing gratitude
for the interest shown and for the participatit (tourse is not compulsory;
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- He will promise follow-up and send the gathereaiinfation to all of the
participating students.

Conclusions

There has been kept in sight the synthetisatioseotral advantages, or
disadvantages respectively, of the teacher’'s apprt@the role of moderator, in
the didactic activity.

The advantages of approaching the role of the ratmfdny the teacher within
lecture classes of seminars: developing the stsideotoperation spirit; intensifying
the communication with personal responsibility arrging out the tasks assumed,;
stimulating the output of thinking; getting familiavith research and investigation;
overcoming complexes of psychosocial nature, egprein refraining oneself from
participation to activities. Also, the teacher amlarator stimulates the interaction among
students; generates sentiments of acceptance mpatsly; encourages comportments of
enabling others’ success; raises the level oestdem; develops the confidence in one’s
own capacities; cultivates positive attitudes talgastudy and teaching staff.

Disadvantages: there is the risk of fragmentatiomdquiring incomplete
formative cognition of certain rudiments of slowimpwn the rhythm of the
intellectual development of the students with pasults, who may profit from the
industriousness and results of the other mates.didoeissions carried out are huge
time consumers and their moderation needs experieom the part of the teaching
cadre. Similarly, the adequate didactic materi@ensary to carry out the activity in
such manner is lacking, more often than not. Stsdeeed time in getting familiar
with such a new type of study; it needs effort epkated encouragement to convince
them that something else is expected from themasranian students are used to
ready-made lectures and information services.

The part of the moderating teacher is, on one hiduad of making aware of
the various aspects of scopes that can be reatinedgh the study of profile
syllabi (professional knowledge, social- and edocal aspect, etc)and, on the
other, to facilitate the harmonization of persosebpes with the general ones, of
the appertaining group. The best means of makidg ereet with these interests is
that of organizing a discussion —as open-mindegassible- on all problems
coming up with each syllabus, group of studentspeetively. The moderating
teacher is the one who organizes and conductsihgamnables and moderates the
activity of study; helps students to understand lamdble to explain things; makes
the students responsible as to the best functiarfitige group; creates for students
certain social potentialities which favour intefaotand co-operation in achieving
learning; the teacher also accepts and stimulbtesxpression of diverging points
of view within a problem; he is also a partnertundy.
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UNDECIDED STUDENTSAND CAREER EXPLORATION COURSES

LINDA TAYLOR’

ABSTRACT. This study explored if there is a difference indstuts’ career decision
making confusion, commitment anxiety, and exteanalety (as measured by the Career
Thoughts Inventory) after completing an eight weateer exploration course, using a
pre-post test format. The study also explored efdhis a difference between regular
admitted undecided students and underpreparedidedestudents. Data was analyzed
using paired sample T-tests and one-way analysiar@nce. The results indicate that
this style of a career exploration course decreasddcided students’ decision making
confusion and commitment anxiety. It did not desegheir external conflict.

Keywords: career, vocational learning, career courses, decision making, external
conflict, internal conflict.

Undecided Students and Career Exploration Courses

Transitioning from high school to higher educatisnan exciting and
anxiety provoking time in one’s life. The typicalastion an entering college freshman is
asked is “what is your major?” This question ofpeavokes many emotions when the
student is undecided about what to major in. Rebebrdicates that 30-50% of
students entering college are undecided on thejormih must also be noted that
75% of students entering with a decided major chahgir mind after entering
college (Kramer, Higley, & Olsen, 1994).

Entering undecided freshmen are different fromHhnesn entering higher
education with declared majors in various perstynaharacteristics and career
exploration issues. Undecided students have beemtifiéd as having situation
specific anxiety (Apple, Haak, & Weizke, 1970; FagiNewman & Seaworth,
1988; Hartman & Fuqua, 1983), generalized decisiaking difficulties (Apple et
al., 1970; Bergeron & Romano, 1994; Taylor & Bet®83), concerns with self
identity (Peterson & McDonough, 1985), and lackaotlear sense of identity
(Holland & Holland, 1977; Jones & Chenery, 1980hddcided students tend to
have less ego-identity development than decidatksts (Gordon & Kline, 1989).
This is revealed through undecided students’ issuiéls lack of identity and
having an external locus of control (Hartman & Faiqli983). Undecided students
also exhibit a lack of self direction (Mair & Hermdl974) and have more dependency
issues (Peterson & McDonough, 1985). They tendktmbre timid of experimenting
and apprehensive, along with being conscientiodgrasting.
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Common vocational exploration issues among unddcitlidents are a desire
to seek data on occupations and majors. They atgbtb have multiple of interests
and a humanitarian orientation (Apple et al., 19@ddecided student were also found
to have a significant difference in career selfcaffy along with educational and
vocational career indecision (Bergman & Romano419aylor & Pompa, 1990).

To assist with these issues, undecided studaditaitad a desire for assistance
with identifying life goals (Baird, 1969), seledira major, selecting a career, and
implementing their choice (Goodson, 1981; WalterSa&ddlemire, 1979). Undecided
students have also identified a desire for facifgrmation sessions about majors,
talking with career counselors, and taking a carearse as ways they would like to
explore careers (Goodson, 1981). Students preéar thformation via individual
career counseling appointments, attending workstwpgading pamphlets (McBride
& Muffo, 1991). Generation X students have ideetlfthat they desire career services
that are fast, include concrete information of irdiage and practical use, and are
directly relevant to their personal situation (Gamn1992). Undecided students
reported self exploration, support, and educatotha most helpful career counseling
tools. They identified least liking counselor stured activities (Anderson & Niles,
2000). Undecided students also benefit from intgioas that use effective goal
setting strategies (Young & Valach, 2003; Wehmelattimore, Jorgensen, Palmer,
Thompson, & Schumaker, 2003).

Universities offer various services to assist it students with their
career exploration. Services range from career sahimg (individual and group),
vocational inventories, and career exploration sesir Research indicates that career
interventions are successful at increasing setfeefy for making career decision (Betz
& Schifano, 2000; Betz, Harmon, & Borgen, 1996; tazHasper, Albert, Bibby, &
Martinelli, 1999). However, different career expltton methods have garnered
various degrees of effectiveness. Least effectivibe student trial and error method
(Babcock & Kaufman, 1976). Individual counselingconjunction with a vocational
inventory (Strong Interest Inventory) was equaffeaive as individual counseling in
conjunction with the DISCOVER computerized caregal@ation program (Barnes &
Herr, 1998). Group career counseling has been faube equal to or more effective
than individual career counseling (Babcock & Kaufimd976; Fretz, 1981; Round &
Tinsley, 1984; Spokane & Oliver, 1983). No sigréfit difference was found between
the effectiveness of career exploration coursessemadl group counseling. Both group
counseling and career exploration courses are nmaffective than individual
counseling (Davis & Horne, 1986). However, it mostnoted that Whiston, Sexton,
and Lasoff's (1998) research indicates that caceerses were less effective than
individual and group counseling. Successful carne#grventions are structured,
supportive, intensive, and provide hands-on expeeie (Flores, Scott, Wang,
Yakushko, McCloskey, Spencer, 2003).

Individual career counseling has been found teedse student undecidedness,
increase career certainty, increase certainty ofetaand academic goals, along
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with increasing the clarity of career identity student values, interests, and
abilities as related to the world of work and camanning (Barnes & Herr, 1998).
However, there was no significant difference onitidices of career planning as
measured by the Career Decision Scale, My VocdtiSitaation, and the Survey
of Career Development (Barnes & Herr, 1998). Thisearch correlates with Fretz
(1981) in that combinations of inventories and/omputerized career exploration
programs did not result in superior effect compat@dadministering only one.
Career exploration interventions based on conteamainh (Fretz, 1981),
interpersonal context and structure, assisted udegstudents in decreasing their
career uncertainty (Jurgens, 2000). However, ittnigs noted that there is a
significant difference between the effectivenessintérventions based on if a
student has an internal or external locus of cofitnazzo, Funk, & Strange, 1996).

The National Association of Colleges and Employsmyey revealed that
over 50% of universities and colleges offer cadsmision making courses to help
undecided students with their career decision ngakiuring a career exploration
course many positive changes occur for the studgodents who participate in
career exploration courses show greater careececlugirtainty, increased academic
major certainty, increased maturity, and are mik&lyl to use academic advising,
career counseling, and personal counseling (C&r@&mart, 1985). Career exploration
courses have been found to increase self knowleddethe understanding of the
relationship between self knowledge and occupatibhese courses also facilitate the
students to engage in a greater number of caraenipf activities to become more
informed. This enables the students to have anedsed gain in expressed
occupational choice and the students reportedngettiore assistance in making
comprehensive appraisal (Babcock & Kaufman, 19Z@yeer courses based on a
cognitive information processing model have beamébto increase self-efficacy
in college students (Reese & Miller, 2006). However significant difference has
been found in an undecided students’ self condepitver & Smart, 1985). Carver
and Smart (1985) did not explore if this is duséti esteem or self-efficacy issues.

Students participating in a career exploration ssuevealed no difference in
the impact of the class when evaluated for agegander of the student and instructor
(Rayman, Bernard, Holland, & Barnett, 1983). Thadshts increase in vocational
identity is independent of the personal charadtesisf the instructor or student. It has
been identified that there is a difference in tbeational learning curve between males
and females. Male vocational identity significaritigreased the first half of a career
exploration class, while the females’ vocationahiity increased in the second part of
the semester. Therefore vocational identity accagess the entire course but not
uniformly (Bergeron & Romano, 1994; Rayman eti#l83).

Successful career courses and selected careendreathave three common
elements; obtaining occupational information, bitingf from group treatment,
structure/advance organization from career theosied inventories, along with
increased benefit from educational activities (Rayrat al., 1983). Career exploration
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learning experiences should include values clation strategies, decision making
exercises, and exploration of the world of work.eTstudents have a better
experience if the class is for credit (Babcock &uKnan, 1976).

Many universities offer career exploration courgesassist students with the
career decision making process (Carver & Smarts18ney, 1978; Kern, 1995,
Rayman et al., 1983). Career exploration classesalale to assist students to learn
more about themselves, life planning, the worldvofk, and develop decision making
skills. Each of these components may assist steidiertheir current decision making
and also into the future (Kern, 1995). Making aeearchoice should not be the
expected outcome, but may result from the inforonatind skills developed through
the course (Kern, 1995). Career planning and decisiaking courses have become
imperative since 30-50% of students enter colleggecided and 75% change their
major after entering college, and people change @wbaverage of five times, careers
an average of three times throughout their lifel{§v& Saddlemire, 1979).

M ethod
Participants

Undecided freshmen university students registéoedhree sections of an
eight week two credit hour, career exploration seuat a public university in the
midwestern region of the United States (12,000 esttag] commuter campus). The
university uses a sixteen week semester. The nya@irthe students had previously
completed an eight week Freshman Success coursedaredit. Thirty-two students
are included in this study. The sample consistetiéofemales and 16 males. Seven
students (21.9%) were regularly admitted undecitedents and 25 (78.1%) were
undecided, under-prepared (conditional admit) stisddJnder-prepared students are
defined as being deficient in two out of the thedenission standards (SAT/ACT score,
class ranking, units of high school math, Englitience, or foreign language). With
regards to ethnicity, 6.25% were African-Americarmsnts and 93.75% were Caucasian.
The mean age of the participants was 18.69. Stdelfitselected into this class.

Measures

The Career Thoughts Inventory (CTI) was used im ¢dlass exclusively as a
research tool. It was developed using a rationglhécal approach (Sampson,
Peterson, Lenz, Reardon, & Saunders, 1996). The i€Hased on a cognitive
information processing theoretical approach. Thd &3sumes that dysfunctional
thinking in career problem solving and decision imglcannot be measured directly
but can be inferred by an ones endorsement ofnstats reflecting a variety of
dysfunctional career thoughts. This assessmemtimsnt defines career thoughts as
outcomes of one’s thinking about assumptionsudti, behaviors, beliefs, feelings,
plans, and/or strategies related to career proldeiving and decision making
(Sampson et al., 1996). The CTI is comprised ofT& tGtal; a global indicator of
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dysfunctional thinking in career problem solvinglaiecision making, along with three
construct scales: Decision Making Confusion (DM@)mmitment Anxiety (CA), and
External Conflict (EC). The CTl is a self adminisi#, objectively scored inventory of
career problem solving and decision making. Itdmprised of 48 item statements
using a four point rating scale (strongly disadeestrongly agree). It has been shown
to be a reliable and valid measure of dysfuncti@aaeer thinking for high school
students, college students, and adults. The soakbe CTI are internally consistent
and exhibits reasonable content, convergent, iontaelated, and construct validity
(Sampson et al., 1996). Scores are reported inEs@®1=50,sd=10).

Higher CTI global scores indicate students whaltenhave one or more
of the following characteristics; less likely tovieaa clear and stable perception of
their goals, interests, and talents as well as tes¥ident in career decision
making; less certainty in career/major; less knogke about occupations and
required training; more likely to be in a statarafecision about career choice; and
less comfortable with their progress in career sieni making and worried about
their choice. Higher CTI global scores also reflstidents more susceptible to
psychological distress and more prone to disruptivetions that interfere with
career development tasks such as: being more pooinetional ideas concerning
career choice, less able to control their impulaesl, less able to cope effectively
with stress. They are also more likely to percdlvemselves as unable to cope
effectively with stress, and more likely to becodependent, hopeless, or panicked
when facing involuntary employment change. High @ldbal score for college
students also indicate students who are; lessidecraore depressed, and tending
to be easily discouraged.

The Decision Making Confusion (DMC) scale refexs difficulties
initiating or sustaining the decision making pracebligher Decision Making
Confusion scale scores suggest; a lack of clamitynderstanding how to go about
the career decision making process; being overwdetlby the magnitude of the
decision making problem which makes the studehtdabegin the actual process;
negative emotions that impede engaging in the probolving process (e.g.,
anxiety, depression, or discouragement); and/epatitive cycle of being aware of
a career problem, attempting to understand thelgmgbbecoming overwhelmed,
and returning to an awareness of the problem shaoti solved.

The Commitment Anxiety (CA) scale reflects thehitity to make a
commitment to a specific career choice, which maycbmbined with generalized
anxiety about the outcome of the decision makirmg@ss. This anxiety perpetuates
the indecision. High scores on the Commitment Atyxigcale suggests students
have one or more of the following characteristas;jnability to commit to a single
choice after appropriate alternatives have beentifted; inability to release less
appropriate alternatives in favor of a potentiatigre appropriate choice; inability
to let go of the state of indecision, including fhegential secondary gain resulting
from being undecided; and an inability to prioetiZrom a set of plausible
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alternatives; a repetitive cycle of being awar¢hefneed to narrow options, failing to
commit to a best choice, and returning to an aveseof a problem that is not solved.

The External Conflict (EC) scale reflects the ilitglto balance the importance
of one’s self-perception with the importance ofuihfrom significant others. This
results in a reluctance to assume responsibilitgdéoision making. High scores on the
External Conflict scale suggests students have amenore of the following
characteristics; confusion about the appropriatanba between pleasing others and
pleasing oneself (internal vs. external locus aftad, dependent vs. egocentric
decision making); inability to differentiate the rpeptions of others from self-
perceptions (weak identity); and/or an inabilitydifferentiate which perceptions from
others are important input for decision making.

Design and Procedures

The Career Thoughts Inventory was administerethbyinstructor on the
first and last day of an eight week (2 credit) earexploration class in a pre-post
test format. Inventories were hand scored.

The objectives of the course was to assist théests in learning more
about themselves in relation to the world of wal&yelop decision making and life
planning skills, along with learning about the vdodf work. The class focused on
the premise that career decision making is a lifglorocess. This course reviewed the
ten basic steps of the career decision making gsodecome aware and committed,
generate alternative, gather information about patonal choices, learn about
yourself, study the environment (labor trends, eoan, political, geographic location,
social environment), explore educational objectied options, make a plan and set
goals, make a decision, implement the decisionfegetback and reevaluate if this is
not the right choice (Locke, 1992). The instruaoiphasized that what is the right
occupation at one stage in a person’s life maybeathe best occupation at a later
stage in life because as people develop and chthngeghout their life so do their
goals and values which may influence their chofoecoupations.

The class met for 50 minutes, three days per we&¥k minutes two days
per week and used the téBdilding Your Career: A guide to your future (Sears &
Gordon, 1998). In addition students were requirechttend five out of seven
weekly, one-hour presentations from professionalshe community, interview
two academic advisors (one undecided advisor arel iona specific field of
interest), and complete two informational intervéear job shadow in fields they
were considering. The career exploration courdezedi a values auction to assist
in clarifying personal values, administration ot tKiersey Temperament Sorter
(online) and the Self Directed Search (Holland,@9During the course students
explored careers through DISCOVER (a computerizedar exploration program)
and the world wide web, along with reviewing goettisig and decision making.
Students also began to identify their ideal workiemment.
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The students were required to write three fourepaapers. The first paper
was a descriptive paper synthesizing their invgntesults, class discussions, and
homework assignments exploring their values, istsrgersonality, and ideal work
environment. The second paper was an informatipapér requiring the student to
interview two academic advisors. The first acadeatwisor was an academic
advisor for undecided students where they explostbus majors of interest. The
second interview was with an advisor in the majur student was considering
strongest. The student then wrote about coursereaagents for their potential major,
the GPA required, the career outlook, positives aedatives about pursuing this
major, along with their overall impression of theajan/career and what they had
learned. The third paper was a compare/contrastr pelere, the student was required
to complete two job shadowing or informational mi&ws in potential careers they
were interested in. The students described thdesitieis and differences between the
two work environments of the people they intervidijgd shadowed and also
compared-contrasted themselves, their intereshisesjaand personality to each job.
Students were encouraged to discover what eachgsiohal liked and disliked about
their job, their goals, and how their personaligsweflected in their job choice.

Results

A paired sample t-test was conducted to test theetfeness of the career
exploration class. Means and standard deviations walculated for both the
pretest and posttest global Career Thoughts Invemtalex M=55.66,sd= 8.05;
M=51.06,sd= 9.69, respectively). The scores were analyzet wit-test for the
difference between dependant means, which revélad¢édhe posttest scores were
significantly lower than the pretest sco§3{)=3.65,p=.001). Therefore, it is
concluded that the career exploration course dserganeral dysfunction thinking
career problem solving and decision making. Effsize was calculated via
Cohen’sd paired samples t-test was large@.637).

The global Career Thoughts Index is comprised @fetlempirically derived
constructs of career decision making. The firgiolais Decision Making Confusion. A
paired sample t-test was conducted to test thetisffi@ess of the career exploration
class with regards to the students’ career decisiaking confusion. Means and
standard deviations were calculated for both tleéept and posttest Decision Making
Confusion scaleM=56.28,sd= 9.74; M=51.31,sd= 9.43, respectively). The scores
were analyzed with a t-test for the difference leetw dependant means, which
revealed that the posttest scores for decisionngaianfusion were significantly lower
than the pretest scorg31)=3.53 p=.001). Therefore, the course significantly lowered
the student’s career decision making confusiorede§ize was calculated via Cohen’s
d paired samples t-test was ladyd.627).

The second factor of the Career Thoughts Indexois@itment Anxiety.

A paired sample t-test was conducted to test tliectefeness of the career
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exploration class with regards to the studentséeadecision making confusion.
Means and standard deviations were calculated dtn the pretest and posttest
Commitment Anxiety scaleM=55.375,sd0= 7.13;M=51.09,sd= 9.45, respectively).
The scores were analyzed with a t-test for theedifice between dependant means,
which revealed that the posttest scores for comeritranxiety were significantly
lower than the pretest scoté3(1)=2.73p=.01). Therefore, this course significantly
lowered the student’s commitment anxiety. Effezesivas calculated via Cohen’s
d paired samples t-test was mediwm@.469).

The last factor of the Career Thoughts Index issEwl Conflict. A paired
sample t-test was conducted to test the effectsenéthe career exploration class
with regards to the external conflict. Means aaddard deviations were calculated for
both the pretest and posttest External Conflickes@a=58.5,sd= 9.61;M=56.9, sd=
10.19, respectively). The scores were analyzedanittest for the difference between
dependant means, which revealed that the posttestssfor external conflict were
not significantly lower than the pretest scor@X)=1.255,p=.219). Therefore, this
course did not significantly lower the student'seemal conflict.

A one way analysis of variance was conducted tatifjeif there was a
significant difference between males and femalekilé\there was no significant
difference between each group it is interestingdte that the females were higher
in Decision Making Confusion at the beginning o€ tblass (femalesM=58.88,
s0=11.73; malesM=53.69,50=6.65) and lower than the males at the end ofahese
(females: M=50.94, s0=8.75; males:M=51.69, sd=10.33). While not statistically
significant the females were also higher in themmitment anxiety level both at the
beginning of the course (femal&4=57.38,sd=8.45; malesM=53.38,sd=5.02) and at
the end of the course (femal&$:52.19,50=9.76; malesM=50.0,50=9.32). It must be
noted that effect sized for gender were all laigjegieta squared to measure effect size
(CTI pre=.604, CTI post=.729; DMC pre=.531, DMC 1p0367; CA pre =.359, CA
post=.225; EC pre=.160, EC post=.303). This suggtsit with a larger sample
group significant differences would likely be found

A one way analysis of variance was conducted tatifgeif there was a
significant difference between regularly admittedecided students and under-prepared
undecided students. Undecided regularly admittegestts were significantly higher in
the commitment anxiety at the beginning of the seyf(1,30)=4.45p=.043). Effect
size for was calculated using eta squared (.41ghwhflect a large effect.

It must also be noted that the regularly admittedecided students’ means
scores were all higher than the underprepared gt students for all scales pre
and post test. The effect sizes (eta squared)ctedléarge effect in each category
(CTI pre=.482, CTI post=.65; DMC pre=.482, DMC pos£5; CA pre =.412, CA
post=.354; EC pre=.213, EC post=.446). This suggtsit with a larger sample
size undecided regularly admitted students woule tsgnificantly higher decision
making confusion, commitment anxiety and extermadflict than under-prepared
undecided students.

36



UNDECIDED STUDENTS AND CAREER EXPLORATION COURSES

The findings support that this eight week caregtaation course does assist
undecided students with career decision makingedsmng the undecided students’
confusion and commitment anxiety. Therefore we camnclude that by taking this
eight week course the students decrease theirrayisfoal thinking in career decision
making and in career problem solving. They alsaadse their confusion about the
career decision making process and their anxieputalmaking a career decision.
However, it does not decrease their external @inflindecided students continue to
have difficulty balancing their own self percepsowith the input from significant
others and are still reluctant to assume respditysiior decision making.

Discussion

Previous studies have concluded that career exiploreourses are beneficial
(Reese & Miller, 2006; Kern, 1995; Carver & Smdd85, Babcock & Kaufman,
1976). However, the previous studies of careerceafbn have used the: Career
Decision Making Self-Efficacy Scale (Scott & Cia@Q08; Reese & Mille, 2006),
Tennessee Self Concept Scale (Kern, 1995; Carve®n#art, 1985), the Career
Decision Scale (Kern, 1995; Davis & Horne, 1986n€n & Smart, 1985), Career
Maturity Inventory (Davis & Horne, 1986; Carver &n@rt, 1985), Revised Career
Development Inventory (Babcock & Kaufman, 1976)ydent Involvement Survey
(Carver & Smart, 1985), Career Decision Making @aesaire (Reese & Miller,
2006), and the Counseling Assessment Form (Bal&é@ufman, 1976).

The results of this study concur with traits commormndecided students
identified in previous studies. The statisticalignéficant difference in undecided
students decreasing their decision making confusiditates this course assisted
students with their difficulties making career aes. This concurs with previous
studies identifying problems with decision makirgyaatrait common to undecided
students (Bergeron & Romano, 1994; Apple et alf01Faylor & Betz. 1983).

While the students became less anxious and condimed the career decision
making process the students were still stronglyéniced by significant people in their
lives. Undecided students have documented difficwith and lack of self identity
(Peterson & McDonough, 1985; Jones & Cherry, 18&fland & Holland, 1977; Apple
et al., 1970). They also exhibited less ego-idewtitvelopment than decided students
(Gordon & Kline, 1989) and stronger (than decidéadents) dependency issues
(Peterson & McDonough, 1985). This is reflecteth@nfact that there was no significant
difference in the undecided students external icorstore. This makes perfect sense
when looking at the undecided students from a deweéntal advising and
developmental career theory perspective. Fronpthispective it would be unrealistic
to expect an undecided student to process throbighdevelopmental stage and
external conflict in eight short weeks.

The results of this study should be interpretechvagaution due to the
relatively small sample and lack of control grolipreats to reliability and validity
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of this research is that the inventory was handesteo it is subject to human error
in scoring and the students’ self selected thisscl&nother threat is the fact that
the instructor administered the inventory.

While this research must be viewed as preliminay 1 the limitations of
the sample size, it is worth looking into more apth. Does a sixteen week career
exploration course give the students enough timeddwelop emotionally to
decrease their external conflict? How does thereateconflict score compare to
the Career Maturity Index? Could these two instmimde used together to target
undecided students in highest need of intervention?

This research could be expanded and developed werehanges in the
sample, types of interventions, longitudinal res@iiom interventions, and typology
analysis. Future researchers could replicate thidyswith a larger and more diverse
student population. A random selection of partigipavithin specific career decidedness
levels may strengthen the study. A longitudinaldgtwf participants in a career
exploration class with a control group could addhter insight into the similarities and
differences between decided and undecided studemither area to research that has
very little data is if there is a difference betwdeaditional age undecided students and
non-traditional undecided students, gender, grade average, and matriculation rate.

Identifying if there is a difference between unded students who take a
career exploration course, do vocational testingj/ax utilize individual career
counseling, in their test results would be illuntimg Measuring student satisfaction
with various interventions could provide useful oimhation for counselors and
administrators. Longitudinal studies identifying ewhstudents declare a major, the
number of times they change their major before gmtidn, length of time to
matriculation, and attrition rate could be enligtibeg.

Identifying Myer-Briggs Type and/or Holland Codgeesific to undecided
students or if certain typologies tend to stay widkd longer than others or
matriculate faster or slower could prove helpfulidentifying target populations
most in need of interventions.

The implications this research has for other usities and colleges is that it
is statistically effective to offer career explimatclasses to incoming students even if
the results aren’t immediately evident in studeletdaring a major. This is an effective
way to handle larger number of students when thershortage of staffing and funding.
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TRAINING GENERATES COHERENCE INFERENCES IN
STUDENTS WITH LESS-SKILLED READING ABILITY
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ABSTRACT. In this research wexamined the rolef feedback strategies induced by
explicit instructions in producing text-based ieferes. We analyddwo theoretical
positions regarding the process of generating enf@s based on the experiment
outcomes. The first position argues that a simptiate of selective information in the
text can guarantee that the inference was effégtiaborated with the view of
generate an inference. In contrast, the secondiqositates that, although the less
skilled readers recalling the inputs in order tartsian inferential process, they
encounter resistance when they combine those inpuienerate an inference. The
results sustain the second position regarding thgect's ability to transfer the
procedure (generated some inferences) to newisitgatluring the experiment had
improved when the instructions given to the ledfeskreaders were clear.

Keywords: coherence inferences, elaborative inferences,caxtprehension.

ZUSAMMENFASSUNG.Der wissenschaftliche Artikel untersucht die Ralles
Feedbacks bezuglich eines Trainingsprogramms, daZiel die Erzeugung von
textbezogenen Interferenzen hat. Wir nehmen unszwveei separate theoretische
Standpunkte experimentell, im Bezug auf dem Prozss Erzeugung der
textbezogenen Interferenzen, zu untersuchen. Ber $tandpunkt behauptet, dass die
einfache selektive Aktualisierung der Informatiom&is dem Text eine Garantie fur die
wirksame Ausarbeitung der textbezogenen Interferergei. Stattdessen sagt der
zweite Standpunkt aus, dass, obwohl die Leser raisténdnisschwierigkeiten die
nétigen Inputs fur den Beginn des Interferenzpeeeaktualisieren, treffen sie auf
Schwierigkeiten, wenn es dazu kommt, die Inputkarabinieren, um eine Interferenz
zu erzeugen. Unsere Resultate unterstitzen deriennStandpunkt und betonen
die Tatsache, dass Menschen mit Verstandnisscigk@tén, im Gegensatz zu
denen mit einer guten Verstandnisfahigkeit, von dBrainingprogramm mehr
profitieren. So gelingt es ihnen, die gelernte Meth auf neue Inhalte zu
transferieren und anzuwenden

Stichworte: Koharenten, Abzuge, Verstehen von Texten.

The ability to comprehension a text is dependemntondy on vocabulary,
word recognition, and syntactic knowledge, but aedhe ability to read between
the lines A central premise in current theories of comprelmmis that reading is a
meaning construction process. But what does ityr@atan to construct meaning?
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Much of the information we derive from texts is mbivays stated explicitly but is
deduced - via the making of inferences - from elei:én the text and from our
background knowledge of how the world, and textstkwThe inferences we are
called upon to make during the reading processatenecessarily the deductive
inferences. Understanding a text must go beyondstine of the sentences in the
text. This going beyond the sum of the sentenddisgfin the gaps between text
elements, linking information across textual unitsreferred to as inferencing.
Inferences perform text-connecting functions duniegding. Indeed, in the early
days of artificial intelligence and the modeling lahguage comprehension on
computers, Schank (1976) say inferencing to be titwee of the understanding
process”, and text comprehension has itself beatritbed as “an inferential
activity” (Rickheit, Schnotz & Strohner 1985).

The ability to make connections, to perceive pdegiblationships, to see
likely links between text entities is a cornerstaidanguage processing (Singer,
1988). In reading, this ability to construct meanina the making of inferences is
particularly important, since the reader does ratehaccess to other modalities
that help meaning construction, such as intonatspeaker gestures, and facial
expressions or asking a speaker to repeat oryclahft has just been said.

Cain and Oakhill (1999) discriminate between texirecting or intersentence
inferences and gapfilling inferences. The diffeeenthey specified was that
intersentence / textconnecting inferences are sagefo establish cohesion between
sentences and involve integration of textual infation. Gap-filling inferences, by
contrast, make use of information from outsidetthe, from the reader’s existing
background knowledge. In a more recent studiesatitbors like Calvo (2004),
Bowyer-Crane and Snowling, (2005) adopted the noareent terms of coherence
versus elaborative inferencing, which roughly eguattext-connecting and gap-filling
respectively. Coherence inferences maintain a eabetext and involve adding
unstated but important information such as caisles,| e.g. Mary left early for the
birthday party. She spent an hour shopping at thk.frreaders will be compelled to
explain why Laurie shopped at the mall. When aigafit explanation for the focal
event has not been explicitly provided in the teedders often maintain coherence by
constructing an inference (in the example, therémfee that Mary went to buy a
birthday present). It is essential to establismeation between these sentences, and as
a result, only minimally affected by knowledge asibility because cognitive activity
will keep going until the necessary information nake the inference is found.
Elaborative inferences embellish and amplify. As unnecessary atthieve
comprehension, these inferences will be influertyedccessibility of knowledge.

The vast majority of research and studies on thekvad investigating
comprehension interference based scheme (resggdivegeneral knowledge of
the subject). It is still relatively little knowrbaut the actual process of text-based
interferences and implicitly about the skills neszry induce them (McNamara and
Kintsch, 1996). However, this interference is aidastivity of reading. Interference
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based on text (or allegations) refers to rules jaddments about components of
texts. It is identifies two diametrically opposeakjions, relatively to points necessary
to induce interference based on text. First acisdoke idea that the ability of selective
update knowledge of the text (the premises), whitltombination may result in an
interference, the security initiation process iet@ntial. The second position, in
contrast, postulates that even weak readers rdicglsstic sites input necessary to
generate allegations but which presents difficsiftiedinking these input links (Oakhill,
1994). Because of these difficulties the generatioimterference involves more than
simple activation and combination of these two gse®f information. It is a
combination of surgery and involves the idea olialitptive leap. Although the less
skilled comprehenders (LSC) shows performance ainil skilled comprehenderrs
(SA) in memory tasks of the text, they fail to cangbthis information (Mih, 2004).
If we add these results throughout our approacliasowe opt for the second
theoretical position. From this perspective we psapto test the extent to which some
powers of generating text-based interferences eamjproved. Strategy which we will
use similar methods used in previous trainingeigred on technical feedback map.
There is a significant quantity of trials and seWezxperimental studies
that emphasizes the key role of feedback in thégdesf effective programs of
reading instruction. Show some general princiglesymarized the literature related to
providing feedback (Weaver, 1994)
It is therefore:

a) Providing a feed-back immediately after the corraoswer given by
students for their feedback should emphasize simggponse accuracy
(Harvey, Stephanie & Goudvis, 2000).

b) Providing feedback after an incorrect response lshbea: immediate; to
emphasize the correct answer, for reasons to dtwatethe latter is the
correct answer;

c) Where a task aimed at understanding how a given (auich as learning a
concept based on examples of discrimination couexemple), feed-back
must illustrate on examples / counter example tiomality rule in question.
Starting from the studies of Collins (1987), Kuc&nBeck (1997) and

Winne, et al. (1993) we designed an instructiomakcedure that uses a relative
feed-back to the explicit construction a text-baseerference. We intend through
this procedure shape to establish:

a) the role of feedback in the development of explaryaskills generation of
assumptions, and

b) the extent to which these skills be transferredth@r materials processing.
The main objective of the present study concerasptitential transfer of

the following aspects:

a) identifying the modalities of the premises and @fstraints of a passage;

b) procedures for the formation of chunks links premisased on the
combination and coercion. The two elements musirbeltaneously activated
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in working memory because the subject can provitavars to pertinent

interference questions;

c) procedural knowledge necessary to generate interéer independent of
the passage.

Carnine et al., (1982), gave students the taskdd some passages which
contained two specific components of informationstiuted as allegations. Thus,
the first gives the information base for an evamd gerhaps a call right. | usually
describe either: (a) an objective that tries tehieane of the characters of a narrative,
or (b) a process that generally takes place withesgegularity. The rule in this latter
sense corresponds to what we called Kintsch (18€&egy or algorithm. The second
type of information is coercion and contextual @ne the application of the rule,
specifically establishing the limits which could bpplied for that specific rule.
The interference resulting from the combination tbé two premises is an
approximate trial. Events contained in this couet a certain probability. Moreover,
this type of interference is virtually an extensidrthe facts of everyday life.

Based on this principle we created several pass&gegxample in one of
the passages - stimulus of experiment, the ruleasdsllows:” two boys wanted to
plain somewhere near water”. The constraint resyliffom the response monitor
camping, he told the boys not only have two camgibgs, one of which is near
the lake, and the other is near a store.

Linking rule in (intention) with constraint, the swdting interference
plausible: “the boys have decided to rather plartrio the lake than the shop.
This conclusion is certainly questionable, but eord the event with the increased
chance of achieving.

If you do a little field trip to semiotic, you camake the following
comments: normally in everyday life most thingspepwith a certain probability.
Very few times this determines the direct and unigadus on B. There are two
different models of abstract understanding of cahdsequence of events. Diadal
an event in which A causes B without any mediatlar. example, hit the leg of a
person with a hammer and it moves its feet. Uspalhart from pathological cases,
it appears that the person can not refrain from ivement reflex. The process is
one diadal. Suppose that the same people say &lease your foot”, and then
wait. Still want to chance what the recipient wilspond. It seems that the time
period of my command and his response is packddmitny intermediate steps. If
you would ask ten different people to move and ey | would probably get ten
different interpretations of my order. Thus, thems® model is a triad in which the
A and B there is an unpredictable series of C. @ mspace of choice, and in-
determination that implies, while non-space betw&emd B a space of inevitable
determinations. Most of our human deeds are godelnethe second model.
Based on the experiments shown in different afeaskample, that when | drop a
glass vase on the floor it usually breaks, of cewvith a certain probability that if
the foot is stretched a thick sponge, likely todbrevill be much less) trying to
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formulate a rule. Then seek an explanation capmabieake an event very clear in
order to avoid any ambiguity a communicative evén. the basis of rules and
constraints of implementing a rule, we can laughdvent, on the example above,
that “Michael will camp near the wateand chose this interpretation.
Given a rule and a constraint induction of intenfee deck (by answering the
guestion Where are the guys camp#igwhich implies the fulfilment of three conditisin
a) First, subjects must recall the passage of infaomagpresented by the rule;
b) Secondly, students must also update the approjimfai@nation constraint,
namely the condition that makes possible to agmyrtile;
c) Finally, students must be two independent sitesldhof information, which
maintain them simultaneously activated in memorgiad text (Kintch, 1998).
The two chunks links the input form cognitive prdeee called interference-
based text, and combining results from the comdtmaile. The third condition
concerns procedural knowledge. This knowledge ofgaural rules in the form of
information processing is performed by an adultially the automatic. In contrast,
in the case of children and especially childrerspnging a deficit of understanding,
this assumes that procedural knowledge is not wgrkiffectively. Logically all
three conditions-terms of both access and appdicairocedure, which transforms
the two input links are necessary and sufficiemdtttons for the construction of a
plausible interference based on text.

Case study providing a feed-back on terms detailed explamatof
interferences (rule +constraint) enhances the g¢inar of the bridge inference
students with comprehension difficulties.

Method
Participants

Lot of subjects consists of a number of twenty-students presenting
comprehension problems — less - skilled text cohgders (LSC). Participants were
aged between 9-10 years; students were in classrée schools in Cluj-Napoca. Half
of the students were integrated into the experiahambup and the other half in the
control group. Students selected in the experimeame in the first three classes of
normalized Test of Reading Comprehension (TECC)h(N2i004). The score for
reading comprehension was based on the numbengirebension questions that the
child answered correctly from the passages. Acagrih their teachers, none of these
children were dyslexic, or had cognitive impairnsemt severe learning difficulties.

Material

Ten passages of approximately 150 words were writbefit a template
develop by Carnine et al. (1982) and Winne, e(18193). Each passage contained
(@) a problem, (b) a rule that require a probletnisg, (c) a constraint that
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developed in correlation with the right problemvead), (d) an entertainment, which
apparently could resolve the issue (s) irrelevaotination. Pre-test and post-test phases
were formed out of six passages (three for eacheph@he other four fragments that
remained were used in the training sessions. Qamegg to each passage five
guestions has been written. The first questiondaBken a student generation inference
was based on text which had two parts: the first getually own visa inference
(Where Michael is camping?)he second part of what was required from studeass

a justification of the assumptiong/fiy?). The answer to this last question requires a
reactivation of both the rule and coercion. Itngortant to note that the two chunks
links information Peel is not mutual, in other wardo information (explicit element
of consistency of the text) present in the quedtioes not facilitate recall inferential
rule or constraint. The answer to the questiany?” ensure that the student is able to
associate and to update knowledge of the texatkeatecessary inferential process.

Procedure

Two group of students participated in the: an eérmEmtal group of subjects of
a training phase in order to generate learning feotext-based interference, and a
control group. Initially the two groups of studentgre equivalent relative to the
performance of comprehension, (t = 0.45, p = .@@icating insignificant differences
between groups at TECC). All students were sulijdtael a preparation time. In order
to establish baseline performance of the two graopaediately after preparation
phase, both groups were given a pre-test. Theeptezbntained three passages and
three sets of questions of six questions each. thatedy after, the subjects were
reading passages to answer those questions.

In the training phase of the experimental studeme trained during eight
meetings by a group of three tutors (each of theimgtxthe tutor assigned to a group of
four students). To reduce the heterogeneity oftinbnal procedures, which would
implement the three tutors during the training isess a standard protocol was
convened, which surprised the main sequence pHasaiming. Additionally, the
tutors have been provided with a second protocbictwincluded (a) items that
guestion would be asked students and (b) respordbese questions.

Finally, students were given a similar post-tegtg-test (basically a form
of parallel pre-test) record for procedural knowledransfer. Collection of statistical
data under review resulted from the processing@ftwo types of protocols (initial
test and pos test).

The preparation phase was designed to avoid patestinflict between
groups and, for levelling the differences betwadnjects, relative to understanding
pregnancy. The role of this phase was to help tidests to familiarize with the
task, namely to clarify it in terms of student lo&ar this purpose we developed
two passages similar to those used during thegsteand post-test. In this phase
the student supervisors steps in. Thus initiallg gupervisor read aloud each
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passage to prevent some problems decoding some diffjculties in processing.
Meanwhile, the students are looking for each wdmde/ of text read a copy of the
passage, which they have received in advance. Inatedgthe tutor (a) reads first
item and ask the interferential question, (b) répéae inferential question, (c) the
student repeats the answer, (d) the students quéed to emphasize the passages
from the sentences which contains the answer. Ghefiact that students aged 9-
10 years do not yet have a capacity for providirgl-structured arguments (in
particular the children with lower understandingliibs) to enable them provide
answers to the ,why” question we conclude thattthe phrases which they chose
are indirectly answering the questions concerneel .o postulate that the proper
emphasis by students of the two expressions reflbeir ability to recognize the
default rule and coercion, which is developed iefee.

Control group. In the preparation stage of the control group,tther was
repeating the inferential questions and was iniigathe right answer after the
child stressed the answer. There were two situsitigiven that the student’s oral
response to the question was correct deductivetliieeinference was made, based
on a para-phrase of the rule and coercion), ther ttitanked the students for
listening the text carefully and for choosing anaerlying the answers. If the
student response was incomplete or incorrect,utoe tvould indicate the correct
answer. In both situations, the tutor uses a celbypencil to highlight on the
student’s sheet the information given by the rulé by the critical fact.

Experimental group. In comparison with students from control group,
students in the experimental group were given didaek on the basis of repeated
explanation (Duffy at al., 1987). Thus, as a generaciple, tutor explained and
demonstrated to the student’s rule which can bdiepmand the way in which
coercion can be used to generate a correct infereaeed on text information. This
process involves (a) the student awareness ofsthe iraised by the passage, and
(b) and rule emphasis and coercion (tutor indicatigain the two components,
even if the student has made the right choice)nduttie reading voice hard. Also
discuss why the constraint was considered in oglato the problem and put
surrounded every expression that is found in tkie te

Each student's response was discussed in déthié &nswer was incorrect,
the tutor explains why the answer is incorrectangied the correct answer. Given the
difficulty of understanding by students of thirdade the concept of inference, the
supervisor used a terminology appropriate levalraferstanding of the student. The
question was called inferential in terms of studeiairk that it must guess / discover in
the text. “Rule” and “coercion” (which makes théerto be applied) were designated
“things / words to be looking in the text.

Thus, “rule” is information that tells us “how taugss the answer” using
information “that makes the rule to could be appli@ o ensure that (a) the answer
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understood by the student and not only indicateddemly and (b) the

identification of the information used by arguindwywa particular answer was
chosen had to be clear enough; the tutor was itidgcagain the sources which
were containing the declarative relevant informatfoom the text. This method
was functioning in a similar way with the some mgaition patterns for identifying

the information necessary for elaborating infersrz@sed on a text.

The tutor encircled the answers which was in aceotid the rule and those
who were in accord with the constrained were caeaelsy a drawing a line between
them while he was describing and explaining howrtlle and the constraint were
connected and functioned. The explanation incluredxplicit description of the way
in which a deduction can be elaborated based siyie of information.

Then the five comprehension questions were expasred the role of
every single type of information in providing thight answers. Thus the focus was
on the role of the distracting information and loé tirrelevant information in the
inference generation process. The repetition afrimftion necessary for inducing
the inferences resulted in a sort of informatiogeguration and overloading with
explanations regarding the inference induction @ssc The method used, called
the explanation strategy it is similar with the hwt elaborated by Winograd &
Hare, (1988) and Winne, et al. (1993).

Explaining strategy involves the following compoten(a) defining the
strategy, (b) what strategy should be used, (c) thewstrategy can be used and (d)
when and where it can be used.

Thus, “rule” is information that tells us “how tauess the answer” using
information “that makes the rule to be applied.€hsure that (a) answer the student is
understood by him and not only indicated the chaacel that (b) identification
information for the reasoning behind the resporsesiifficiently clear; tutor
indicating again that the sources contained deolaranformation relevant text.
This method also works for pattern recognitiondenitify the information required
to prepare text-based inferences.

The tutor encircled the answers which was in ateath the rule and those
who were in accord with the constrained were caexesy a drawing a line between
them while he was describing and explaining howrtlie and the constraint were
connected and functioned. The explanation incluredxplicit description of the way
in which a deduction can be elaborated based thisafype of information.

Then the five comprehension questions were exgd@and the roles of
every single type of information in providing thght answer. Thus the focus was
on the role of the distracting information and loé tirrelevant information in the
inference generation process. The repetition afrimftion necessary for inducing
the inferences resulted in a sort of informatioséduration and overloading with
explanations regarding the inference induction @ssc

The method used, called the explanation strategg #&imilar with the
method elaborated by Winograd & Hare, (1988). Exjhg strategy involves the
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following components: (a) defining the strategy), hat strategy should be used,
(c) how the strategy can be used and (d) when dnedenit can be used.

Results and discussion

Results are presented in Table 1 and summarizapghepriate standard
deviations and the different variables evaluated daperimental groups and
control the stages of pre-test and post-test

Table 1.
The standard deviations and the number of update ksed on the variable type of
group and the test

Experimental group Control group
Pretest Post test Pretest Post test
Inference M 1,21 1,75 1,10 1,32
c (0,72) (0,47) (0,93) (0,47)
Updating rule M 0,76 0,83 0,81 0,72
c (0,42) (0,33) (0,77) (0,61)
Updating constraint M 0,43 0,54 0,43 0,88
c (0,50) (0,52) (0,65) (0,63)
Motivation rule M 0,53 0,96 1,10 0,87
c (0,31) (0,50) (0,87) (0,59)
Motivation constraint M 0,39 0,88 0,48 0,65
c (0,42) (0,48) (0,76) (1,10)

The processed statistical information indicatest ttizere were not
significant differences in the pre-test in compamigo the number of inferences
generated within the two groups of subjects (cogtaup vs. experimental) (F24<1,

p = ns). Thus we are justified in believing thanfrthe start, the two groups of subjects
were equivalent in terms of inferential capacitigerie haven't been significant effects
in the control group between pre-test phase arstitpst at any of the variables

taken into account (fr.4 <1, p = ns).

Given that the hypothesis requires evaluation efittipact of training on two
groups of subjects, we examined the differencepdriormance pos-test for the
following variables: the inferences, the motivatwinthe inferences and the recall of
the ,rule” and ,coercion”. The compare betweenrdmults of pre-test and post-test of
the experimental group showed a significant pradit the following variables:
inferences (Rui24y = 5.12, p <.05) and motivation rulei(lz) = 6.94, p < .01) and
motivation constraint (f.4)= 7.63, p <.01). These data confirm the hypothesis

It is important to note that there were not obvidifierences between pre-
test and post-test between the recalling perforemo€ the ,rule” contents and the
»coercion” contents in the two groups of students.

This outcome somehow contradicts the outcome optheious experiment
which was indicating a significant increase of themory performances including the
content which were not part of the initial prepara(literal inferences).
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It is important to note that there were not obvidifierences between pre-
test and post-test between the recalling perforemo€ the ,rule” contents and the
»coercion” contents in the two groups of students.

This outcome somehow contradicts the outcome optheious experiment
which was indicating a significant increase of themory performances including the
content which were not part of the initial prepara(literal inferences).

Discussion

We would like to analyse the two theoretical posis presented in the
introductory part regarding the process of inductheguctions based on the
experiment outcomes.

(1) The first position argues that a simple upddtselective information in
the text with the view of creating an inference barguarantee that that inference was
effectively elaborated.

(2) In contrast, the second position states tH#tpagh the less skilled
readers recalling the inputs in order to startrdarential process, they encounter
resistance when they combine those inputs to genanainference.

Given a rule and a constraint induction, the inducof an inference based
on the text information (by answering to the questiWhere the boys have
camped?” implies three steps through inference x&bi@sed information (the
answer to the question: “Where the boys are cargipg-irstly, the subjects must
recall the information represented by the rule.o8dty, the subjects need to
update relevant information related to the constraiamely the condition that
makes possible to apply the rule. Finally, it icessary that to establish two
independent sites chunks of information that shweldgimultaneously activated in
long-working memory. The two chunks links form tlimput of a cognitive
procedure which is called “an inference based tex#. This inference is a result
of the combination of the “rule” and the “constitain

The third condition concerns the acquisition afgedural knowledge. The
procedural knowledge is represented in forms @srillprocedures and they represent
information processing which are automatically pssed by high performance
readers. In contrast, these procedures don't fimatffectively when it comes to
children and in particular children with low undeargling abilities. Logically all three
conditions represent the necessary and sufficiezmipes for the creating of the
“plausible inference” based on the text contensdBzon these arguments we can infer
a certain resistance demonstrated by the SD camgbthe two sets of information
and make them compatible them simultaneously.

The absence of the training statistically signific@onsequences of the
update performances of the corresponding “rule” ‘@odstraint”, suggests that the
students from both groups (the experimental graugpbthe control group) have an
equivalent representation capacity with the twanévérom the text.
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This fact is proved by the fact that the groupssabjects achieved quite
similar performances in respect of the explicitagiams regarding the “rule” and the
“constraint”. In spite of this equivalence on upaigtthe two components necessary to
develop a inference, in the control group the @riee generation hasn’t occurred
which demonstrates that the semantic knowledgeusixely are not sufficient to
generate the inferential process.

There are three factors which can be held resplensds the educed
inferential performances of the students of the-pest control group:

a) an inefficient access of the information corresppgdo the “rule” the
relevant information inefficient regulation;

b) an inefficient access of the information correspogdo the “constraint”.

¢) an inefficient functioning of the procedure whishrésponsible for accessing
and combining the content of the “rule” with thentant of the “constraint”.

When an inference based on a text is elaboratischiécessary to activate
simultaneously of the two terms (declarative knalgk) in working memory
(Kintsch, 1998). Generating an inference involveserthan a simple combination
of two informational contents. It's about an apilib operate at a superior level
which implies the concept of the qualitative leap.

The subjects from the experimental group who haaenled how to relate
information in the two text and who were offeredangoing feed-back regarding
the inferential components achieved higher perfoaaa than the subject from the
control group.

It was observed that the subject’s ability to tfanshe procedure to new
situations during the experiment improved whenitis#ructions given were clear
and when the elements which contributed to thetiagahe inferences were
stressed appropriately along with rewarding thgesitb whenever they gave the
right answers. The interaction subject-tutor arel phocedure of emphasising the
key expressions helped the subject to understang iwhimportant that an
information to be updated. We can state that theulsaneity of the verbal and
imagistic codes is improving the learning capacitiie second objective of this
study was to compare the effects of explicit irdtams vs. the implicit instructions.
During the pre-training, phase we used implicitdieeeck which was highlighting
the essential information necessary to generageentes. It was observed that the
subjects who have received an explicit feed-backiezed better in creating
inferences. There were no significant differenaetsvieen the two groups in respect
of the other variables.

Important conclusions which emerge (in conjunctigth the other outcomes
of other researches) are the fact that providinigtailed feed-back in the inferential
process based on the information from the text daecalized effect (Day &
Zajakowski, 1991). This effect materializes only the tasks which are similar to
those used during training. One of the suggestidnish emerges from this study is
that the teachers should use specific methodpémifec acquisitions procedures.
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One of the reasons for the inducing inferenceshat sdtudents being
difficult is that the ordinary instructions from asisroom doesn't require the
generation of such inferences.

The lessons which are been provided for the leksstibdents are focused
mainly on the ordinary reading skills and on redsigiy words. Thus the
temporarily resources which are to accompany timepcehension instructions are
reduced to minimum (Kos, 1991); an even smalleppriion of these resources
are allocated to the inferential process baseth@mext contents.

In conclusion, we can state that the study cosfiamd reinforce the fact that
the students who are exposed to the explicit legrimistructions of inferences will
understand in a much shorter period of time thke desnands and consequently the
text meaning.
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ZUSAMMENFASSUNG. Die unermeflliche und wichtige Problematik der
Uberklugheit, verursacht besonders in der letzt@mzehnten, das theoretische
und praktische Interesse der Spezialisten fur ddau der Terminologie, des
Inhalts, der Methodologie der Untersuchung und Fllamen der Organisierung der
instruktive und erzieherische Aktivitdt. Auf dem uBde der psychopadagogischen
Literatur und auf der Basis der Untersuchung deshmeechenden Phanomens, das
Werk prasentiert einigen Anblicke, von der Natwr dnbietet die Struktur einigen
theoretischen Daten und die Ergebnisse eines Stadinternommen mit der Studenten.
Man hat festgestellt dal die Studenten haben einkoniplette

Wiederspiegelung beziglich mit der Hochbegabung,rdees ist notwendig daf
sie mussen vorbereitet und ratgeschlagen seirdiéii atigkeit mit der Schdler,
die beweisen Uberklugheit.

Schliissel Worter Uberrkluge Kinder, Exzeptionelle Kinder, Begabkénder,
Schopferische Kinder, Nichtgleichzeitigkeit, Ungatisation.

ABSTRACT. In this article the author presents a short testogical approach
concerning exceptional children and the way themtehange in time, having into
consideration different psychological paradigmsusita psychological profile of the
highly gifted children it is also shaped in ordemnderline their great complexity. In
order to emphasize the fact that although the d¢xecep children as a psycho-
pedagogical area can be individualized, teachanitng to work with them can be
improved, the author organized a short researckdbas a questionaeer among 1st
year students, those being in their first didattregning program.

Keywords: exceptional children, highly gifted children, psgepedagogical profile,
intellectual abilities.

1.Conceptual limitations

The term “exceptional children”
According to the psychologists Tiberiu Bogdan amiéhh Nica (1970) the
term “exceptional children” includes:
» The highly intellectually gifted children or havisgecial aptitudes;

" conf.univ.dr.Universitatea ,Petru Maior” din Tirgu Muge
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» The under gifted children (mentally challenged lbfyges);

 The sensory deficient (people with eye sight defici, blind people,
people with hiring deficiency, deaf-mutes);

* The people with movement deficiencies, the speattefizient (stutters);

* The personality disordered (children in risk of alodisorder, deviant
behavior, juvenile delinquents etc.).

A first remark: all of these children differentiatea way or another from
the ordinary norm, they contradict in a certain wag socially accepted pattern for
the children of the same age as them, so theyxaeptons — positive or negative
— vexing the parents’ and teachers’ expectatiaising extra problems. From this
it results that every exceptionality type givesedies of differentiating educative
techniques, because these children’s evolutioovi@la certain path.

It is specific for this category of children thhey raise unordinary problems;
some authors are inclined to consider that an ¢éroeb child can become a factor for
family unity disintegration (we refer to the negatiexceptionality, as well to the
highly gifted children (M. Jigu, 1994)).

Another characteristic of all these children (tixeeptional ones) is their
difficulty to adapt and integrate generally, amdihg people with the same age, as
well the tendency to isolate from the others.

In the case of the gifted children the situatioexplained by the constant
study, by the precocious specialization; they céind an adequate language to
communicate and they usually isolate themselvas, fétt setting backwards the
maturation process socially and morally (as impurées the physical or intellectual
maturation). The children with special needs (ttieeo category), after the first
social failure tend to isolate, fact that consétwn unwanted addition to the
feelings of inferiority that appear in these cleldis case.

The fourth characteristic is their difficulty totégrate in the social life. The
programs are put together statistically with a vigsthe physical and mental evolution
of the “average child”. After Gauss’ curve 75%lué pupils are average, 12,5 % above
average, and other 12,5 % are below average. A86uif the scholar population are
the gifted children, and another 5% cannot fullihatiand the school’s requirements. It
is estimated that 10% of the total are childrernwpiecial needs: some having a high
assimilation rhythm, the other a slow rhythm. Fathicategories, special measures are
necessary, from school as well as from the fartily positive relationships with them
and the realistic spirit being essential.

The term “highly gifted children”

High giftedness has always been associated witlers kigh level of
intelligence, having a remarkable cognitive deveiept which is way ahead of the
chronological age, and with the presence of rentdekspecial abilities. According
to the statistics, the highly gifted represent agjgnately 2% of the population. It

56



THE PSYCHO PEDAGOGY OF ENDOWMENT

has been determined that this percent is growingh@ developed societies,
because of different educational conditions that loa chosen by these children,
and that can offer them a proper development aguptd their abilities.

At the beginning of the 0century, with the enhancement of research in
the field of evaluation methods based on psychameteasurements, intelligence
is associated with the intelligence quotient (I@hich represents the ratio between
the mental and chronological age, multiplied by.100

Having in mind the results of one of the intelligentests of the time-the
Stanford-Binet scale, the well-known American psjobist Lewis Terman considers
the children with an IQ of over 130 as “gifted dnéin”, the children with an IQ of over
140 as “highly gifted children”, and for the oneghaan IQ of over 170 he uses the
term “genius”. Terman opened one of the directitmsesearch and interventions
regarding gifted children: the use of 1Q tests that still used today, mainly for
tracking down the children with high potential, being the only criteria in this way.

Over the last years, because of giving high credibis area, and from the
desire of giving an adequate and flexible defimitad “high giftedness”, there have
been particularized many types of over giftednédse Marland report also
includes performances concerning the ability tadl¢lae others, creativity and
psychomotor skills; in his “Theory of multiple itligence” H. Gardner points out
that high giftedness can also appear in non-sctiolaas of interest; through his
triarhic model of high giftedness, in which anagli synthetic and practical
elements are involved, Sternberg suggests that people can be considered as
highly gifted or having a potential of high gifteehs. (G. Kelemen, 2008). We
consider that only by combining these points ofwige can elaborate a definition
for high giftedness, that is applicable in a praiteducative way.

Although in general they have the same needs akealbther children, it
has been noticed that the highly gifted are difiefeom the ordinary children, as
well as from the other gifted children, becausey te:

» Children with a very high intellectual development;
« Children that outstand themselves by abilitiegieciic areas;
« Children with extremely high developed talents.

The terms “talented and creative”

For defining the gifted children, the French psyobst Remy Chauvin
used a different terminology from the one usedhnegyAmerican psychologists. He
uses the terms “talented” and “creative” to empteashe necessary differences.
Americans used the term “gifted” for children wihod performances in all school
disciplines, and the term “talented” for the oneghvepecial results in a small
number of school disciplines, or just in one diBog Referring to the “creative
child”, Chauvin uses the definition “the origindmaginative, non-conformist
individual” (apud, C. Crei, 1997).
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2. A synthesis of contemporary theoretical modelsgarding the superior
giftedness

The specialized literature (C. Cretu, 1997) offarsynthesis of theories
and models regarding high giftedness that put amhasis on its specific
characteristics. In a complementary vision, theysaructured as following:

* models that consider the phenomenon as a relatitale capacity, independent
of historical cultural developements , socio-ecoiesr(Gardner, Taylor)

 models targeted mostly on cognitive components haf phenomenon

(Sternberg, Davidson, Jackson, Butterfield, Ruppeho considers the

quality of processing information more relevantdiagnose the level of

intellectual performance than the result of a ¢égntelligence (1Q).

* models oriented on performances accomplished amdsittual (Renzulli,
Feldhausen, Gagné). Demonstration of differencesdsn high abilities ,
accomplished, stated and only virtual ones, hdatantion to diversify the
strategies of support for gifted education, in sthwactice.

* models oriented on the socio-cultural environmemt psycho-social action
(Tannenbaum, Csikszentmihalyi, M6nks). On theseialigs opinion, the
political climate, economic situation and publidrign determine the quality
of fields like research and high priority educagibintervention of the psycho-
pedagogy assistance for individuals with high i
F. Heller and K. Monks have proposed a classificattf contemporary

patterns of:

a) descriptive models and

b) explanatory models.

This classification demonstrates interdependentedsn theory and the
methodology of identifying and cultivating high hties.

a) In descriptive models, superior endowment is imetgd as an ability or
talent, expressed in multiple areas of knowledgd Buman practice.
~Taxonomy of multiple talents” defines high-abiligs an individual and
social resources compaosite which establishes oxrage achievements in
one or more areas of activity, characterized b¥iadif theoretical and
practical tasks (Heller, apud C. Cretu, 1997).
~Multiple intelligence theory”, developed by H. Gaer, limitsand describes

seven cognitive components, relatively independdaitiguage talent, logical-
mathematical, spatial intelligence, musical ingghce, kinestezical intelligence
and interpersonel intelligence and intrapersonel.

The model developed by G. Gagné distinguishes lestylaigh gifted"and
.alent” emphasizing that the first expresses acpelogical reality existent or only
potential, while talent refers to social performanabilities recognized. The
structure of highly gifted presents the followirmpgplex components:

» Abilities (intellectual, socioaffectives, sensonoois )
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« Domains of expression of talents (academic, afistierpersonal, sports),
» Interpersonal ,Catalysts” (motivation, curiosityitanomy, perseverance),
* Environment variables (family, school, colleagifesnds).

Multifactorial model developed by Heller and Hamlertifies five areas of
talent (intellectual abilitiy, creativity, sociabmpetence, artistic ability, psychomotor
skills) and some areas of performances (languagghematics, science, technology,
art craft, commerce, arts, sports). The descrigimhanalysis of interrelations between
potential talents and performances expressed segl loan a multifactorial causal model
of talent and performance, including cognitive dast noncognitives, preconditions for
the development of personality, situational andesdactors and moderating variables,
meaning the catalysts of F. Gagné .

b). Explanatory models examine the developmenigif bifted ability more
by analyzing the process rather than the produttastinguish between each other by
the importance attributed to personality factorsd asocio-cultural factors in
determining intellectual excellence. The best knomauels of this category belong to
the authors: Renzulli; Renzulli and Reis, Monks)dau; Tanenbaum; Sternberg.

The model of the overall success developed by u@neoretically grounds
projects adapted to the realities of our countfyidentification and organization of
education opportunities afferent to curricular tbemAmong the theories listed in the
contemporary stage of the psihopedagogical fieig,rhodel uses especially the models
of the authors JS Renzulli, F. Monks & Van BoxgllL.andau, F. Gang and H. Gardner.

3. Psychological profile of highly gifted children.

A series of research done on the characteristichiglfi endowement
manifested in childhood highlights common opiniamsthe defining aspects. The
analysis of these conclusions made by Walberg, éamid Hase (apud C. Cretu,
1997) mentionsthe cognitive domainintelligence higher than average, high
concentration ability, persistence, communicatiomlifies such as precision and
expressiveness andffective —attitudedomain increased general senzitivity |,
optimism, charismatic qualities, receptivity towsurdorale principles.

Significant studies on psycho-pedagogy concernihg intellectually
exceptional gifted child emphasizes other psycHwmbmural features specific to
high endowement. Realizing that theye different from the rest of others
generates some internal conflicts. Because of #pacial cognitive ability, higher
than chronological age, many conflicts install teetwes at conscience level,
leading to the emergence of problems.

Asynchronous development different levels, determines emotional reastion
and a specific indaptation, sometimes inducing ela incompatible with those of
normal children. Desynchronousis the term proposed and theorized by the French
Professor JC Terrassier, 1989, to designate theajamen cognitive / intellectual and
emotional development . A child with this syndrooan easily understand what his
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age colleagues will understand of just over 3.5 gears, but he can not stand, like
them, even the most common frustrations and ctsflaf everyday life. The
arrhythmic evolution of cognitive and emotionatlihakes him much more vulnerable
and, contrary of expectations, more dependenttarst

The unsyncrhonization between intellectual and Ipsywotor development
establishes the inability of some gestures. Theemawnt abilities reached later the
intellectual level, motivating the large intervafdime between the formation of reading
and writing abilities (relative grafo-movement detand other learning difficulties).

Exceptional learning abilitfor education is a distinct characteristic of the
gifted child. The rapid rhythm of educational aratial learning predisposes the
child with high intellectual ability to the boredasituation, which leads essentially
to an underevolution given the personal possasljtif cognitive and compensatory
affective stimulus are not offered. It must be wped thatunderstimulation
manifests not only by the frustration from an eigree register diverse in content,
but also by untraining of deeper levels of undewditag and feeling.

The specialized literature certifies the fact thatterms of personality
factors, compared to students with high intellekcakilities who have very good
school performances, students intellectually giftegt who are in a situation of
underachievement manifest in a larger measure:

+ social infantilism, emotional disturbances, antisbbehavior, diffidence,
low school motivation, strong motivation of afftlian to extracurricular groups;

e tendency to attribute success to inborn talenhgpiiation (contrariwise, the
students with performances attribute success plynampersonal efforts);

» tend to assign failure to hazard or destiny;

» the lack of perseverance;

* inadequate autoexpressing, inability to establisitive social relationships.

Other charatceristics of the psychological profiechildren with high
intellectual abilities will be emphasized in thexnsub-chapter.

4. Study on the perception by the student of the gsho behavioural
characteristics of gifted students.

Preparing future teachers to work with gifted studebecomes, in our
view, an imperative of modern education.

To know the students image on the gifted’s persgnale undertook an
investigation on a sample of 198 subjects, studéntthe F' year at various
specializations in the faculties of ,Petru MaiorhiMersity of Targu Mures.

The students were asked to respond without memgjahéir name, based on their
own observations and findings to a questionnainga@iwing six questions, as follows:

1. Mention 3 features of the behavior of the higjifted children

The opinions expressed regarding this aspect teefielatures such as: special
interest for knowledge (40,63%); high intelliger®&{75%); creativity (20,63%).
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Although in the works destined to this subject ¢hare mentioned as
dominant features of individuals with high intelieal abilities, cognitive features,
the answers of questioned subjects put in frontntleéivation for a discipline, “
very much interest for what they like”, "the cuiitys, the need of permanent, not-
required practice,”

2. Mention 3 positive features of the behaviohefhighly gifted children.

At this requirement, the subjects mention persex@raand self-control
(17,24%), for example: “they take responsibilititidy, independent”, “thorough”,
“calm in difficult situations”. Other two featuresentioned are a high self esteem
(15,52%) and extroversion (17,24%). Some of theiops mentioned regarding

this characteristic: “talkative”, “restless”, “thdiie to be the center of attention, to
be noticed”, “noisy”, “active”, etc.

3. Mention 3 negative features of the behaviohefttighly gifted children.

The questioned subjects see as a negative fedtthe bighly gifted: non-
sociability (53,33%). Other significant statemefitbey are interested only in school
and study and don't do anything entertaining”, ythmass through childhood, doing
mature things”, “a childhood lived with a scholadgtitude, surrounded by books
instead of playing”. Other negative features mewibare introversion (36,67%) and
impulsiveness (7,78%). We present some suggestpirions regarding these
features: “paying attention to their own persorifaving suicidal tendencies”, “short
tempered”, “can have different conflicts becaustheir egoism” etc.

4. Mention at least 3 risks the highly gifted chéld are exposed to.

Among the risks the highly gifted persons are egdds, mentioned by the
investigated subjects, are: the danger of beindud&d from the society/failure
(39,41%), “the danger of getting sick “(17,73 %diyuStration” (22,66 %) and the
under-fulfillment (8,37 %).Related to this lastsition we come across these opinions:
“the decrease of self-confidence”, “lack of motiwat, “he/she faces the risk of
becoming passive to what happens around, to breakreality”, “they find it hard
to adapt to life situations that don’t match theipectations”, and others more.

5. In your opinion, how is the teachers’ pedagogivanner regarding the
highly gifted children supposed to be? Mentiorvaveys of action and intervention.

Regarding the psychology of over giftedness, theniops of the
questioned subjects tend to be much more geneighowt including actual
methods, and differential training techniques fog tipper segment of the school
children. We come across opinions such as: "teaclséould understand the
behavior of the highly gifted, should listen toithgroblems, should communicate
with them and should stimulate the other studemt$otthe same thing, in this way
avoiding the ignorance of the student from a sograup. These students often
need psycho pedagogical counseling”, “the pedagbdiehavior should be more
special, the teachers should be better prepared|dshave as much knowledge as
they can, to avoid experiencing difficulties wherhighly gifted student has a
question or a doubt; methods — many games andnadtiointeraction better with

61



EMILIA ALBU

each other, but at the same time develop in nocaaditions”, “the teachers need
to be prepared to match the requirements of thiegkeists, and at the same time
they must suggest new tasks not to get them bored”.

From the answers given by the majority of studamthe research, comes
up the idea of recognizing the need for the specihing of teachers who will
have activities with highly gifted children.

In our opinion, the difficulty the students face emhpresenting special
methods/techniques can be replaced by adding bpmuiizs regarding the psychology
of the highly gifted to the primary psycho pedagedbitraining program, and by
making the curriculum appropriate also for studeritts high intellectual abilities.

Likewise, for informing the teachers, and for pdiwg them with actual
techniques of differential training for the higlgifted, we can find place for discussions
about special psycho pedagogy subjects into théntmus training program.

As a conclusion we can specify that the image made Bydar university
students who will be teachers, referring to ovdtedness is incomplete, which
determines us to emphasize the necessity of spriihg and psycho pedagogical
counseling regarding the subject.
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DYNAMIC EVALUATION

RODICA POPESCU

ZUSAMMENFASSUNG. Dynamische Bewertung versichern erfolgreiche Chance
des Themas durch die Berticksichtigung jeden regtési Fortschritte. Feuerstein-
Methode ist, sich durch die Forschungen metakogmitigefolgt Berihren eines
Gewissens-Ebene von einem Mann und die Kontrolle sidbst kognitiven
Fahigkeiten und Verhaltensweisen. Der Erfolg vorudfstein-Methode wurde
durch die folgenden Fakten:

- Das Verfahren, die Flexibilitat, die Mdglichkélitre Aplikation in verschiedenen
enviromentes;

- Das Programm der Préazision bei der Entwicklungkegnitiven Fahigkeiten und
der kognitiven improuvment Intervention;

Die Grundséatze, die auf der Grundlage von Feuerdteithode sind:

- Kognitiven Bereich die Prioritat, als ein Ort detervention;

- Intelligenz ist eine Kapazitat im Dauerbetriebd&nung.

Schldissalworter: Feuertsein Methode, Instrumental Enrichment Progiaarschungen
metakognitiven, kognitiven improuvment intervention

ABSTRACT. Dynamic evaluation assure successful chances dubject through
considering each realised progress. Feuersteiriisothés joined through metacognitive
researches which followed touching a consciencel lefza man and of controlling
the self cognitive abilities and behaviours.

The success of Feuerstein method was possibleebfpllowing facts:

- the method’s flexibility which made possible hpliccation in various enviromentes;
- the program'’s precision in developing cognitivedities and cognitive’s improuvment
intervention;

The principles which are at the basis of Feuersteithod are:

- cognitive sphere’s priority, as a place of in&antion;

- inteligence is a capacity in continuous changeing

Keywords: Feuerstein’s method)nstrumental Enrichment Program, trought
metacognitive, cognitive’s improuvment intervention

1. Directions in formative psychodiagnosis: R. Feustein - Learning
Potential Assessment Device

Learning Potential Assessment Device - LPAD, elaisor by R. Feuerstein,
represents one of the actual and modern directibfemative psychodiagnosis.
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The clasical psycometry allows a statical evalumtid person’s general
intelectual abilities. By definition,the redactioand interpretation must be
standardized, the situation has to be conformatrieedch subject and whichever
the result is, the psychologist forbids an inteti@mfor the adult, this could lead to
errors in the evaluation. The clasical tests favilir rapidity of the evaluation,
more than the action process of observing the pefstanini, 2003, p. 59).

Dynamical evaluation of learning potential discatee¢hese rules, for the
elaboration and for the choosing the situation.al$@ situations aren’t caught, for
their conformity to school and professional atiédg, but for their heuristic value
about their potential and for the understandingthaf rules and concepts. The
psychologist interfers for augmenting the subjeptisibilities to succeed, leading
his action, sustaining him whenever he needs dodialg him to elaborate some
concepts or the procedures of which he is deprive notable difference to the
traditional evaluation is the fact that each pregrés considered a positive
coefficient of a posible evolution. Regarding thaditional tests the smallest fail
leads to a shadow of doubt about the others pedioce (Feuerstein, 1995).

It must be mentioned the fact that the progresbeged aren't artifficial,
but revealing for the subject’s ability of learnjrigr his potential.

Learning Potential Assessment Device has 3 times:

T1 or the pretest is the moment when the subjeevaduated for what the
subject can do by himself. The mediator interférthe beggining and analyzes all
the difficulties. So, this T1 shos the present lexfethe subject, than starts the
mediation when the subjects is in difficulty,tile moment T2.

The difference between T1 and T2 represetiis proximate level of the
development’ T2 can be fixed by a retest, which goes aftel¢hening situations.
This difference reveals what the subject can lehispotential. It's important to
underline the fact that, in general, this poterisatot correlated with the subject’s
performance, so it can be evaluated starting froenstudent’s daily results. The
difference between T1 and T2 is not an evaluafidre third one T3, after many
weeks and months, compared to the pretest andaiheng, must verify in different
situations, what the subject is doing by himse¥ has in view five qualities, it implies
not only the keeping, also the structural dimensibthe inherited information. These
five qualities are: continuity, the resistance, gyatization, the transfer and the
flexibility of the inherited information.

The real evaluation of the learning potential ie thfference between T3
and T1, these two times being the subject’s agtiVlihe interccurent steps are very
important, because are full of indications aboetrtiythm and learning modalities,
about the reactions to difficulties and mediation.

2. Instrumental Enrichment Program

The aim of the Instrumental Enrichment Progranoigsiévelop an already
potential, showed by LPAD, and to determine itgifidity.
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The Instrumental Enrichment Program is the resfilthe studies and
researches leaded by Feuerstein after the Secarat @far, when he focused on
getting back the teenagers whose social-cultughitsihave been deprived of, and
they weren't well developed, as the persons witindove disabilities.

The positive results of the method leaded to iteagting in many countries
and its adaptation in different contexts. The tkdoal part and the interfering
program where defined and systematized completgélyot of ideas can be
identified in many proposals about metacognitivieirea

Feuersteins’'s method success can be assignedlgpcgome factors:

- the flexibility of the method which allowed its application infeliént
situations. The method is addressed to the distalyeah teenagers from the social-
cultural point of view and the persons with disébg, also. The method was applied
in the special education and general education, alslomain that has in view the
development of the cognitive abilities and the wiugl the normal people. In the last
years the method was applied also in the produstetion, in the training programs
for some companies, a district characterized by dRigence of responding to
technological and organizational challenges. Tisiclgoal of the method is to develop
the person’s ability of accommodation to new anuex situations. The flexibility is
due to the basic characteristic, the focus ondlgeitive processes: attention, memory,
a logical reasoning, which can be applied in déffeéicontexts.

- the precisiorof the program about the development of the cvgritbilities,
and the intervention of cognitive amelioration. Froany times the metacognitive
programs don’t present operational indicationstheoeducational cadres can meet
difficulties in the application of these method$ieTFeuerstein method previews
instruments and materials very well defined, stig® also to use them to
guarantee an uniformity and coeherence in actiame dy the academic people.
Feuerstein emphasizes the fact that the superfamia mechanic use of the
proposed materials can lead to pitching in its ise.necessary to know very well
a theoretical and conceptual part on his prograpased on.

The precepts the whole Feuerstein theory is basede

- the cognitive sphere priority, as a favoured @latintervention;

- intelligence as an ability which is always modity;

The cognitive sphere priority

Feuerstein attention is focused on the person’sitieg sphere: attention,
memory, logical reasoning, abstract way of thinkifbis choice is sustained by a
lot of reasons:

-in the first place, the cognitive abilities areved as the basic instrument
through which the person can control himself arapatb the environment;

-the nowadays society is characterized by rapidenghs imposing for
each person the ability to adapt himself to new @mdplex contexts. Only a well
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developed cognitive ability may permit the effidienteraction with places in
permanent changing. This aspect is in concordamdtiet situation that is present
nowadays in our school where we always have a nethadology, based on the
use of informatic tehnology. So the pupil is askethe cognitive abilities more
and more complex and sotisficated. It is obviouat ttvhen some potential
cognitive programs are absent, the children withrrimg difficulties or with
cognitive disabilities can risk to be more disadaged.

- the cognitive sphere presents a high level aftflity compared to psyhical
sphere or to emotional one The last one reprefamtise subject a very familiar part,
so less available for the outside. The intervendgibthe cognitive level has important
repercussions about all the others spheres: themmaut one, emotional, motivational,
so the development of some new cognitive abilittest lead to the self esteem
augmentation and pupil’s self-control. The cogmitsubsystem may be considered as
the basic way through which we can reach to thersthystems: the behaviour one,
emotional and their modification. The most imparteontribution of Feuerstein is the
fact that he focused on the cognitive functions iwed control processes. So, the aim
of the educative interference is not to furniskthi child knowledge and new abilities.
Attention focused on process and not on the restilthe activity is the one that
differentiate the Feuerstein theory to tradition&tlligence tests.

I ntelligence as a changeabl e thing

The each person intellectual level is the resulthef interaction with the
social environment, due to the learning experiefee. Feuerstein is different from
Piaget, he is not agree with the cognitive develamnin successive stadies, for all
people. The approach between them consists imthéiat they consider intelligence a
process and not a measurable thing by psychontesis. So, intelligence is a
modificable ability which permits to reach some @dton levels bigger and more
complex. So Feuerstein realized The Theory of &tracCognitive Modificability. He
explains the difference between “change” and “somat modification”. The first
concept reffer to changes limitated in time ancdesligial which don’t become a part of
the cognitive structure of the subject. The modifan implies an evolution of the
whole cognitive system which leads to creationeaf structures and new connections.
One of the people’s characteristic is the intrinsimence to evolution and permanent
change. So, the cognitive system is considerecgpan system, which can't reach the
stability and it is in interaction with the envimment. The classical intelligence tests
are criticized because they are about the cognjitotential of the student. It must
be mentioned the fact that if something is not beegepted doesn’'t mean that the
emotional communication with the subject with digb based on: empaty,
respect, it refers to the risk of an passive atétand renouncement. Sometimes the
disable child’s parents have as a basic goal tredamce of some stressful
situations for him. In this case the result is of datic, artificial circumstance
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which doesn’t stimulate the child in the directiohchange and of the cognitive
level evolution.

Feuerstein emphasized the fact that the human bsiadple to change
himself also in the situation when he presents sdefeciency. People cultural
disadvantaged or those with disabilities are ntg¢ aba spontaneous modification,
because they need an intensive and systematieabémition.

Feuerstein method is characterized by a strong lsepof action and
operationality. Feuerstein emphasizes the facttti@icognitive abilities potential
is always possible apart from:

- age: even for the adults we can induce sometatalcchanges in their
cognitive system. Feuerstein is not agree withdba of a “critic period” after that
the disable person can't develop a semnificativg wfalearning. He sustains the
idea that the dynamic intelligence is a permanemtgss. The cognitive decline of
the disable person is caused by the lack of someagi@e interventions, which are
specific for the adults and is not considered ay \difficult situation. If the
educative intervention is efficient also for adwits can’t subevaluate the necessity
of an early intervention. So when we are babieshaee to valorify all the
opportunities regarding the early intervention toeHorate the quality of the
person life. So the cognitive alteration of thegosis with Sindrom Down is not
due only to the specialists’ passive attitude froms field, but also from the
neurophysiological processes. Only by recognizimsé causes and processes is
possible a multidimensional intervention;

-disability etiology: many times the specialistsnifest some incapacity when
they face to some persons with austere organiciglefies. Feuerstein sustains that in
such circumstances it is possible an interventioicdgnitive improvement.

-the gravity of the deficiency: in such a case weehto make some structural
changes.All the educative methods and rehabilitafiod their justification in the
possibility of cognitive and behaviour potentialtbé subject. In Feurestein method
this possibility is confirmed. It is necessary &sitate any potential risk that consisting
in subevaluating the tipology of the deficienciesrrpitting an optimistic and
miraculous attitude. In such circumstances thehtzaend the parent can try any
frustration feeling because the child’s evoluticeswt been a fast and profound one as
they expecting for. It is recommended to combinetimistic attitude focused on the
aim with the consciousness the limits and the problregarding any disability.

Feuerstein considers the human being as a systata macomponents
which are in a interaction: one change for a corspphas important effects for the
others components of the system. For example, #velabment of the students
motivation determines an improvement of the memurich also have repecurssions
for the self esteem and its control. The changes Itistrumental Improvement
Program proposes are not superficial but appeastradtural level,so they must
encourage the development of some cognitive newtstiarough them they can
interact with reality,in a flexible way.
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3.The teachers’and specialists educative competence

The Feuerstein’s instruments application by teachand specialists
implies a training and a development of some coemets. The mediators
theoretical beliefs must be in agreement with tikempetences and abilities. The
educative intervention suposses the specialist rhast some personal and
professional abilities. A taxonomy of the abilities needs in applying Feuerstein’s
instruments are:

The personal abilities:

- communicative abilities;

- problem solving and decision making;

- stress control;

The professional abilities:

- observing;

- schedule;

- verifying.

We can add some abilities according as some odongafor example for
the teachers we can add:

- expositive abilities;

- managerial abilities;

- the ability of motivating the students.

The teacher must be available to change himse#fvéosr improving his
cognitive and behaving abilities: only in this whg can adapt himself to each
pupil. If not the pupil has to adapt himself to thiernational styles.

4. Self - control processes

The quality and change direction can't be previewsdctly at the
beginning of the educative intervention such aasitun can be due to the self-
control ability of the cognitive system.

For example, in a solving problem strategy, atitbginning the pupil must
be beware when he organizes informational dates.ifiportant task consists in
the entrainment of the attention and memory. Grigdiee pupil will succeed to
follow the steps of the solving problems algoritaster and in a competent way,
reducing the attention and the memory. In this veayne cognitive resources are
free and the subject can lead them to the othéienactasks.

Some rythmes of the structural method are impraretithe generalization
of learning is verified.

It is mentioned the fact that one of the biggegnitive disabiled pupils’
problems is about the difficulties of a spontanegeseralization of learning when
some specific interventions from the specialistadysent.
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5. Conclusions

Learning Potential Assessment Device - LPAD, elalgol by R. Feuerstein,
represents one of the actual and modern direadiothé formative psychodiagnosis.
The dynamic evaluation of the learning potentialeexis the classical psychometry,
augmenting the subject’s chances to succeed, guhigactivity, sustaining him
when he has problems and letting him to elaborateepts or procedures which
are absent. The semnificative difference to tx@ulii evaluation consists in considering
each progress (even the minimum one),as a posiief#ficient of a possible evolution.
About the traditional tests the smallest subjectal lead to a “shadow’of doubt
regarding the future performance (Kopciowski Canig#002, p. 35).

The Feuerstein method, supposes that the cogsitivect's reorganization
to be the basic modality through which to obtairarades in all the others
subsystems: behaviour, emotional, motivational.s€hehanges could be reached
only if the subject is implied in specific exercicéAccording to Feuerstein, this
intervention improves the rythmes of the structanitive change.

The Instrumental Improvement Program implies theettgpment of the
potential, LPAD, and its change also.
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ASSESSMENT AND PREVENTION OF BRAILLE
READING DISABILITIES

VASILE PREDA

ABSTRACT. The procedure used to evaluate and identify Eraibading
disabilities involved two essential componentshieé-task set, meant to help us
identify the symptoms, and a fourth task for evahgathe reading technique by
using a standard observation chart.

Based on the results of this research three pdisedaprogrammes were
proposed: a) to facilitate the development of tadtinaesthetic abilities starting
from pre-school age; b) to speed up the developroktite two-handed Braille
reading technique; c) to solve phonological defiribblems by encouraging the
development of phonological awareness.

Key-words:Braille letter, Braille reading technique, tactilénaesthetic abilities,
Braille reading disabilities, phonological awaremsephonological deficit.

ZUSAMMENFASSUNG. Einschéatzung und Vorbeugung der Braille-
Lesebehinderung.Das Verfahren, das fur die Evaluation und die Idieigrung
der Braille-Lesebehinderung verwendet wurde, unfassei grundlegende
Komponenten: eine dreiteilige Aufgabenstellung fiie Identifizierung der
Symptome und eine vierte Aufgabe fir die Evaluatien Lesetechniken. Bei der
Evaluation wurden standardméfige Beobachtungshastertzt.

Anhand der Ergebnisse dieser Untersuchung wurdgnndiividuell angepasste
Programme vorgeschlagen: a) das erste Programrdérderung der Entwicklung
der taktisch-kindsthetischen Fahigkeiten schoneh Worschulalter; b) das zweite
Programm zur Beschleunigung der Entwicklung deillBraesetechnik; c) das dritte
Programm zur Bewaltigung der Probleme, die von neimqghonologischen Defizit
verursacht werden, durch die Anregung der Entwinlues phonologischen
Bewusstseins.

Schliisselworter: Braille-Buchstaben, Braille-Lesetechniken, taktikolésthetische
Fahigkeiten, Braille-Lesebehinderung, phonologisctizefizit, phonologisches
Bewusstsein.

1. Introduction

The procedure used to evaluate and identify Braglading disabilities
involved two essential components: a three-taskmseant to help us identify the
symptoms, and a fourth task for evaluating the irmpdechnique by using a
standard observation chart.
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The task set contained three different types df, tase for identifying the
letters, the second for decoding the words, anththafor reading and understanding
the paragraph. At the letter identification levebllems occurred during perception
or during cognitive processing. At word readingelethree types of error occurred,
learning to complete loss of meaning, to alteratitbrmeaning, but also errors in
recognition which did not alter the meaning of terd. At text reading level
problems occurred either when a clause’s subjecpeaticate were wrongly identified,
or when the readers could not grasp the logicapasgimatic implications of the text.

2. The objectivesof this paper are: assessing blind primary scpagils’
Braille reading abilities and identifying their odag problems; determining the
mechanism of identifying the Braille letter by Vgig the patterns of template
matching and by detecting functional features; migiteing the relationship
between Braille reading disabilities and the phogilal deficit.

Specifics objectives:

1) to identify the blind pupils who have diffiesgtwith Braille reading and writing;
2) to detect the types of errors in Braille reading

3) to propose a pre-Braille training programme mig@ndevelop tactil skills;
4) to propose a programme meant to develop phoigdbgwareness.

3. Participants:

The research was carried out with 44 bliffdadd 4' grade pupils from the
School for the Blind in Cluj-Napoca. The choicesobjects was made based on the
fact that it is at this particular level that theaiBe reading technique becomes automatic,
though there still are pupils who face difficultieBraille reading and writing.

4. Methods:

a) The observation method:observing the reading technique with the
help of a chart in order to obtain information d@raille reading skills, reading
fluency, error typology, techniques for reading nimkn words and pseudo-words.

b) The exercise method:as part of the pre-Braille training programme
meant to develop tactile-kinaesthetic skills angbat of the programme meant to
develop phonological awareness

5. Characteristics of Braille Reading Techniques ahError Typology

1. We started our data analysis with a careful idemation of some Braille
reading characteristics: the ability to efficiengan a vertical format of Braille
dots, one-handed or two-handed reading, the nuofdergers used, the amount of
pressure applied on the Braille dots, the abitityallow the line of the Braille text,
and regressive hand movements.

72



ASSESSMENT AND PREVENTION OF BRAILLE READING DISABITIES

The ideal is said to be a two-handed reading teckenivith the help of four

fingers (the index and the middle finger of botimdis) with a suitable pressure on
the Braille dots, function of the quality of theate text imprint, with no or very
few regressive hand movements.

1.
2.
3

According to Sally Mangold (1982), the good Braiéader:

exhibits few regressive hand movements (eitheroadly or horizontally);
uses very little pressure when touching the Braides;

utilizes a two-handed reading technique in whioh kft hand locates the
beginning of the next line, while the right hamidhes reading the previous line;
uses at least four fingers at all times;

demonstrates the ability to scan efficiently wheading both a vertical
and a horizontal format;

demonstrates the ability to read letters accuratélyout confusing letters
which are mirror images of other letters.

In the case of the blind pupils on whom our redeavas focused several

patterns of finger-movements were identified:

1.

Two-handed reading: the pupil uses both hands cemehtarily, on the
whole line:we noticed that very few of the pupils who emplbg two-
handedechnique use both index fingers for identifyintjdes. Usually one
is used to identify the letters and the other tplane the tactile field, by
moving it ahead of the reading finger or by follogiwith it the index which
perceives the letters and the words, so as t@gdtlfack on the identifications
made. In most cases, even if both fingers were @raglwhile reading, only
one did the reading proper, while the other heddaibsition on the text line.
One-handed reading: a) the right hand reads anddithe next line; b) the
left hand reads and finds the next line.

Regressive hand movemestew down the reading speed, even though

with some pupils they prove to be efficient in #ef-correction of some letters or
words. With others, regressive hand movementsraffidient, these pupils facing
difficulties in Braille reading. Frequent loss dfettion in following the rows of
the text to be read also slows down the Braillelirggaspeed.

Braille reading speed is higher in the case ofaeadho employ two-handed

reading techniques, and they also have greatdtiesbidf scanning both a horizontal
Braille format and a vertical one. Moreover, theselers employ an efficient strategy of
perceiving the distance between the words and einméorward on the lines of the text.

6. Errors in Reading Braille Words

Three types of error were identified:
Errors in recognition thato not change the meaningf the word;
Errors in recognition thathange the meaningf the word, leading to the
pronunciation of a different word,;
Errors that lead to theronunciation of non-words, causingotal loss of
meaning
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The error categories that clearly distinguish tbedyBraille readers form
the weak ones (t = 3,84; p<.05) are: rotationsgprerdue to the technique of
scanning a certain Braille format, simple additiormgnitive confusion, and errors
due to the omission of certain Braille dots.

The above-mentioned problems in the identificatidrietters and words
during Braille reading determined us to draw up padinto practice some error-
prevention programmes as well as programmes forirtipgovement of Braille
reading in the case of weaker pupils.

7. Prevention of Braille Reading Disabilities
7.1. Developing Tactile-Kinaesthetic Skills

The Developmental Programme of Tactile Perceptind Braille Letter
Recognition designed by Sally Mangold has proven to be efiicieThis
programme features exercises like the following:

- following from left to right identical symbols placed rathetoseto one
another, with very little room in between;

- following from left to right different symbols placed rathetoseto one
another, with very little room in between;

- following from left to right identical symbols separatedby one or two
spaces;

- following from left to right different symbols separated by one or two
spaces;

- following from top to bottom(downwards)identical symbols placed
rathercloseto one another, with very little room in between;

- following from top to bottom(downwards)different symbols placed
rathercloseto one another, with very little room in between;

- following from top to bottom(downwards)identical symbols separated
by one or two spaces;

- following from top to bottom(downwards)different symbols separated
by one or two spaces.

The use of the above mentioned exercises with \Bealke readers lead to
an improved reading speed, to more accurate readlidgo a better understanding
of the words and of the text. The difference betwte pre-test and the post-test
was significant (t = 3,79; p < .05).

On the other hand, the results of this study enipbdshe need to take
into account the role of early education in engutimat blind children acquire the
necessary pre-acquisition skills required by Beai#tading and writing. Thus, early
intervention facilitates the prevention of Braitkading disabilities.

Consequently, in order to develop the tactile-lsitzetic skills of pre-school
blind children in their final kindergarten year aafifirst and second grade pupils,
under our supervision (Preda, 2004), Roxana Cz#fmrcial education teacher, and
Silviu Vanda, blind teacher, have drawn up 11 vasrof tactile images comprising:
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the vertical line; the horizontal line; the oblidiree; the curved line; combinations of
vertical and horizontal lines (the square and ¢élotangle); various geometrical figures;
the fundamental group and configurations of dot&f bnstructions regarding the
formation of some tactile images (the house, that,lithe car); the identification of
missing tactile images; the identification of paifstactile images; the identification
from memory of identical images (an adaptatiorattite images o he Geometrical
Figures Recognition Tedeveloped by André Rey).

7.2. Types of Exercises for the Development of Pblogical Awareness

The interrelationship of reading and phonologicalageness requires a
view of phonological awareness as a central element of iegdather than a merely
simple pre-requisite of reading. Phonological awess is involved especially in the
development ofxpressive loud readindinked to the use ofppropriate stress
patterns and of asuitable intonation. Moreover, in the case of Romanian students
phonological awareness is essential for the adopnsof reading and writing skills
in English and French. The reading process fatghtéhe development of reflexive
phonological awareness which, in turn, enhancefingabilities.

The exercises used as part of the phonological emeas development
programme require two different types of phonemiowledge: a) computational
phonemic knowledge based on simple tasks of phanegrithesis; b) reflexive
phonemic knowledge, which refers to the abilitgtmsciously use the phonemes.

These were the oral and written exercises in thmgramme for the
development of phonological awareness:

a) Exercises involving the detection of the word’stiali consonant or
consonantal group (oral);

b) Exercises involving words that rhyme (written);

c) Matching pairs of words that rhyme (oral);

d) Assaciating different phonemes to form words (\eri)

e) Segmentation of words into the appropriate phongovad);

f) Exercises involving the elimination of initial anél phonemes (oral);

g) Chorus repetition and individual recording, in v, of a stanza or of a
riddle dictated by the teacher (oral and written).

These types of exercisage based on the ones featuredhi phonological
awareness development programraed used in various experimental activities with
blind pupils (Maclean, Bryant, Bradley, 198Webster, Plante, Convillion, 1997;
Monson, Bowen, 2008).

In order to assess the effects of the training narogie aiming towards the
development of phonological awareness comparatisthads were used for sample
pairs of pupils working on tasks such as word raitimy, text reading and text
comprehension. The word recognition task yieldgdificant differences between the
pre-test stage and the post-test stage both anhible (t = 3,81; p <.05), and on group
level in the case of pupils with poor Braille-reaglperformance (t = 3,99; p <.05).
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The phonological awareness development programmerbgen its efficiency
in reducing the number of errors in word recognitio the case of both good Braille-
readers and weaker ones. Thus, both groups ospyigitied fewer false identifications
and the frequency of non-word readings decreasedseQuently, the Braille-text
reading comprehension of blind pupils increasedrapdoved significantly.
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THE REPERCUSSIONS OF INADEQUATE VELOPHARYNGEAL
FUNCTIONING (VPI) ON CHILDREN'S SPEECH

MARIA ANCA, IOANA CLAUDIA POPA

ABSTRACT. Although the best-known modifications of resooatare owed to
VPI in conjunction with cleft palate, in speechrdqgy there are often also other
situations, in which VPI is accompanied by divessenptoms that affect the
quality and intelligibility of pronounciation andpsech. In the following we
present a case by means of which we would liketeal the existing relationship
between the complex examination and the rehaldlitahtervention programme.

Key words:Velopharyngeal insufficiency (VPI), pronounciatidisorders, speech
disorders, hypernasalisation, phonetic inventorygmpensatory articulation
movements

ZUSAMMENFASSUNG. Auch wenn die am haufigsten auftretenden Verandemn
der Resonanz eine Folge der velopharyngealen inmuff (VPI) als Resultat von
Gaumenspalten sind, begegnet man in der logopdaisémaxis auch anderen
Situationen, in denen die VPI von verschiedenen [Bgmen begleitet wird,

welche die Qualitdt und Versténdlichkeit der Ausspe und der Sprache
beeintrachtigen. Im Folgenden stellen wir einerl Fat, anhand dessen wir die
Beziehung zwischen der komplexen Untersuchung and Rehabilitationsprogramm
beschreiben mochten.

Schlusselwdrter: Velopharyngeale Insuffizienz (VPI), Aussprachestgen,
Sprachstérungen, Hypernasalitat, phonetisches tavekompensierende Artikulations-
bewegungen.

There are diverse conditions that determine velopiggeal inadequacy,
the choice of the surgical procedure and the spdeatapy specially adapted to
children with VPI, who show hyper-nasal speech airdloss through the nose
during the speaking process.

According to Peterson-Falzone et all (2006, p.th&)most frequent cause
of VPI is the cleft palate (before surgery and stimes also after it, if some
difficulties persist), but there are neverthelels® ather less frequent causes that
affect speech, i.e. anatomic and neurologic camshearing loss.
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In figure 1 we present the classification givenRgterson-Falzone et all
(2006, p. 18) that reveals the most important cafmeVPI both in the presence as
well as in the absence of cleft palate.

Velopharyngeal Ina

dequancy (VPI)

(Velopharyngeal Dysfunction)
| |
Cleft VPI Non-Cleft VPI
Velopharyngeal Velopharyngeal Velopharyngeal Velopharyngeal
insufficiency insufficiency incompetency misleaming
Unrepaired palatal clefts ~ |Mechanical Primary motor/ Phoneme-specific -
Overt interference neuromotor control —>  |iass emission (selectiv
Submucous Tonsils DYSARTHRIA HPCs)
Occult submucous Adenoid Congenital
Posterior pillar web Cerebral palsy Persisting
Postsurgical insufficiency Myotonias postope'ar~. nasal
Post-palatal closure Palatopharyngeal Dystrophies emission .. —
Post-adenoidectomy  |disproportion closure ability)
Post-pharyngeal flap or Cervical anomalies |Acquired
sphincter pharyngoplasty Flattened cranial bas¢ Closed head injury (TBI) Compensatory

Complicated by fistula

Ablative palatal lesions

CVA/brainstem stroke
Progressive disease

misanre (VPI cause
by ma gestures)

Cancer
Traumatic injury Motor association/
motor programming —->
APRAXIA

Speech (AOS)

Oral non-speech

Deafness/hearing

Fig. 1. Classification of velopharyngeal inadequacies.
(Modified from Trost-Cardamone JEleft Palate }26: 68-70, 1989.)
HPCs,High pressure consonaniBl, traumatic brain injury;
CVA, cerebrovascular accide®®0OS,apraxia of speech.

The impact of VPI on speech

According to Guu (1975, p. 311-315) the nasalization of a largaler of
oral sounds (rhinolalia), the incorrect pronounomtof sounds due to a modified
articulation basis (dyslalia), phonetic insuffiggr({rhinophonia) and the accompanying
rhythm disturbances all affect the intelligibiliby speech.

The insufficient tone-controlling activity of thefs palate deforms vowels
by means of nasal resonance, whereas the insaoffwatrol on the air flow deforms
the consonants due to the insufficient air presswiee the oral cavity. Gu, 1975
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(p. 326-329), Moldovan, 2006 (p. 117-121) and Tamed996 (p. 42-52) describe
the specific features of the pronounciation of viswend consonants in children
with palatolalia.

Although the particularities of phonetic deformitiean be established only
after the speech analysis of every case, thers@ame categories of VPI effects
that determine these patrticularities:

- particularities of speech resonance as a congsegus a disturbed balance
between oral and nasal resonance;

- hypernasalisation, hyponasalisation, mixed reeain, cul-de-sac resonance.
All these lead to particular speech patterns, ifchvivicariant sounds appear due to
compensatory articulation movements, one of theactexistics being the displacement
of the articulation basis. In the case of fricatbemsonants, especially of ,s” angf,,
there have been noted the most serious deformatfopsonounciation due to their
orthophonic particularities; these disturbances tanrevealed by means of
spectrograms. As a result of the displacement ef dtiiculation basis, explosive
consonants are altered or replaced with glottpharyngeal stops.

Research description

We selected six patients of the Cranio-maxillodh&8urgery Clinic No. Il of
Cluj-Napoca, Romania. Based on their interviews amainneses, we tried to identify
the factors that might have a positive and negatili@nce on their social insertion (at
school level or at the social and professional [Jlewd/e formulated a plan of
rehabilitation measurements for each case, foaussipecially on the medical and the
speech therapy. The anamnesis and the clinicavietewere structured according to
the examples and indications of Qjuri(1973) and Burlibga (1999), and the gathered
information was used for the completion of meditala. The psychopedagogic and
complex logopedic examination was structured basddgopedic records and on the
descriptions of the examinations of language distuces in children elaborated by
Guu (1975), Jurau (1989), Visma (1997) and Moldovan (2006), which led to the
elaboration of the pronounciation and speech pattef the studied patients. In the
following we present one of the studied cases bgnsmef which we would like to
show the existing relationship between the dataidd as a result of the complex
examination and the elaboration of the individuahpf rehabilitation intervention.

Case presentation

Subject No. 5, female, five and a half years olds\worn in Cluj-Napoca.
Her parents hold academic degrees. The girl alsaahgunger brother. The birth
process went normal and there are no other pewitimgnalformities in her family.
The completion of anamnestic data was made afterviawing her mother, who
declared that the girl had started speaking dfierage of three, when she attended
kindergarten for a year. She is a child, who adapsily to new situations, and she is
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sociable. The child permanently wears a smalldrarfasking the facial asymmetry.
Although her mother admits the difficulties thatrevéaced by both parents after the
child was born, when they learned about the didagnhasd then during the period
of medical investigations and surgical treatmehng still has an optimistic attitude
fuelled by the good postoperative evolution and glegchomotoric development
that reduced the discrepancy between the girl'seldgwental stage and her
chronologic age.

Medical diagnosis: Goldenhar syndrome (hemifagipbplasia or microsomia),
controlled elongation of the ascendent ramus ofdfienandible.

Left ear: deformed pavillion without auditive comtluear plastic surgery
will follow.

Right ear: The girl was examined by using pure tandiometry (PTA).
The audiogramme must be repeated, because tha@btdata is not exact due to
psychomotoric agitation and to the spare behavioesponses to auditive stimulation.
We are suspecting transmission hypoacusia dugéated otitis.

The aspects of psychomotoric development were exanivith the Sans
Paroles Test (Borel-Maissony) that revealed a Ieeetesponding to the mental
age of about 4-4,5 years, her resulsts being affdoy psychomotoric agitation and
attention disturbances. The girl exhibits the temgeto execute tasks rapidly and
superficially, what affects the quality and preaisiof the execution. The patient
went through the items of the test in less thamithutes, whereas the majority of the
children with the chronological age of five needat?20-30 minutes to go through it.
Among the most evident difficulties were those rduy spacial coordonation and
organisation, which were revealed by several itengs,constructions of cubes after a
tridimensional model or based on a bidimensiontiepa (drawings).

The tests that investigated the phonematic capamiigated a disturbance
of the auditive attention and also a weak capaxfiguditive discrimination, which
is easy to explain based on the one-ear heariegpdissible diminuation of the
hearing capacity in the right ear and the generhhbiour.

Her voice is of low intensity and with a strongaialic feature, without
any melody (broken voice), what leads to the gdriemaression of unclarity. The
pronounciation of oral vowels and consonants ioepanied by a remarkable
nasalisation.

The pronounciation of the sonants is disturbedistinclear, fade, and the
pronounciation of “r” is made with slight vibratirfa monovibrant “r’ accompanied
by nasalisation, what also reduces the intensitthefsound). In the case of the
posterior explosive consonants “c” and “g”, duéht® general intense nasalisation and
their articulation basis being velar and posterplad, the contrast between voiced
and voiceless is diminished and they cannot béndisished during pronounciation
also due to a diminished explosion. The lack otremh between voiced and voiceless
sounds and, as a consequence, the absence of euaimal distinction is also seen
for the couple of fricatives-g, although their articulation basis is a centrad;ahe
nasal air loss leads to the diminuation of theimtistfeatures. Pronounciation
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disturbances occur also in labiodental, interdeamdl bilabial consonants. The general
impression was that of a child trying to learnpgeak and who does not know yet how
to pronounce certain sounds, hesitating in cecases and in the others managing only
an unprecise articulation. During the administratif the tests for examining the
articulation and the speech of the patient, shequits reticent and followed instructions
only after repeated sollicitations. The vowels@mounced in a prolongated way, like
a child who needs attention. The vocabulary she issguite poor for the age of five.

In establishing rehabilitation measurements, wesiclamed the indications
of Zajac, D. J. (2004), Stengelhofen, J. (1989)tdBhesky, L. E., Homeier, B. P. (2005),
based on which the following multidisciplinary plafh rehabilitation intervention
was elaborated:

Medical measurements:

« continuation of the surgical treatment: orthogmatsimaxillar surgery;
« commencement of the orthodontic treatment for teligining, harmonisation
of teeth articulation;
» left ear plastic surgery:
» costal cartilage transplant for ear reconstruction;
» ear modelling;
» corrections.

Psychopedagogic and logopedic measurements:

» audiometric examination and elaboration of the ayrdimme for the right ear;

» retesting of phonematic capacity and systematieatises for the improvement
of attention and auditive memory as well as forreising the capacity of
phonematic discrimination;

* psychomotoric education:

» consolidation of the body scheme and of body symmet

» utilisation of the concepts of form, size and col@and their
differentiation;

» spacial orientation and structuration within a érgnd also a
narrow space.

» therapy of language disturbances:

» diminuation of the negative attitude towards spegki

» exercises for the development of general motricity;

» exercises for the development of the fine manual digital
motricity (object grabbing, constructions of cubgathering textile
and rubber balls, puzzles, etc.);

» exercises for educating correct non-verbal and alerispiration
with a clear differentiation between oral and nasedpiration,
control of the expiratory air wave and the progressmplication
of the soft veil;
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exercises for the improvement of the phonoartiofatnovements,
focussing on the labial, lingual and soft veil mments;

correction of the disturbed sounds (emission, Cclicestion,
differentiation, automatisation);

language acquisition and activation;

rhythm and expressivity exercises.

vV VYV 'V

For monitoring the status of the participant’s namciation, it is advised to
use a table that, after its completion, will camiai,phonetic inventory” (see Fig. 2).

According to the regions where the consonantstizelated or according to the contact points ef th
tongue with the palate during the articulationasfsonants

Bilabial Labiodental | Dental (Al- Prepalatal | Hard palate| Soft palate | Glottis

veolar)
Voice{ Voiced Voice- | Voiced | Voice-| Voiced| Voice{ Voiced | Voice-| Voiced| Voice-|Voiced Voice-
less less less less less less less
So- |Nasal
nants
Lateral
Vibrant

Non- [After the
so- [type of

nants|articula-
tion

Constric-
tive
Occlusive

Semioc-
clusive

Fig. 2.— Phonetic inventory: * adaptation after Grunw&gmela, 1985honetic
Inventory and Jurgu, E., Juréu, N., 1999 Classification of the Consonants
of the Romanian Language

In this table, for the phonetic transcription oé thronounciation, including
that of persons with VPI, there can be used either international phonetic
alphabet (see fig. 3) or the symbols suggesteeaigrson-Falzoneet all (2006, p.
32) for recording the pronounciation of substitotisounds often owed to the
displacement of the articulation basis (see fig. 4)
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(=}

Glottal stop ? In case the child produces a
syllable that starts a glottal sto
Pharyngeal fricative ¢
Voiceless labial-velar approximant M
Voiced labial-velar approximant w
Strong articulation f
Weak articulation y
Velopharyngeal fricative fy
Nasal escape _
Silent articulation 0 ®
Voiceless ° °
Voiced ” ”
Labialised w tw
Palatalised I'sau ° t
Velarised \Y; tY
Pre-voicing - z
Post-voicing ” z
Partial voicing ")
Pre-aspiration h "p

Fig. 3. The International Phonetic Alphabet (Revised @520

Compensatory Articulations and

Target Phones They Replace

Phonetic Symbol Target Phone Substitutions and Co-productions
Compensatory Unvoiced  Voiced Substitutions Co-productions
Misarticulation
Glottal stop ? Any pressure conson: Any pressure consonary:
(typically stops) (typically stops)
Pharyngeal affricate ?S ??  Oral affricates Affricates
Pharyngeal fricativ S 7 Sibilant fricatives + oral Sibilant fricatives,
Pharyngeal stop i affricates affricates
k!, g/ None
Posterior  nasal  fricati A Any pressure consonant Any pressure consonarit
(velopharyngealfricative/'sno
Nasal fricative* mnq Sibilant fricatives + oral stops None

Mid-dorsum palatal stop

i, 1df, Ik, Igl

None

Fig. 4. Substitution sounds caused by the compensatiraykation movements.
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Modified from Peterson-Falzone SJ, Hardin-Jones MA, Karnell MJ: Cleft
palate speech (3rd ed). St Louis: Mosby, 2001. *Throughout this text, we have used
the symbol /~/ to indicate both hypernasality and nasal air emission; when placed
above a vowel or oral sonorant, it indicates hypernasality; when placed above a high
pressure consonant, it indicates nasal air emission.

Implication of the parents in the complex medical and psychopedagogic
rehabilitation programme of the child:

e In a first stage, the mother will receive information regarding the actual
situation and also the plan of intervention, including details regarding the
complex treatment of the child;

e Sollicitation of the agreement and of the implication of the parents in the
therapy programme of the language disturbances by assisting logopedic
therapy, continuation of logopedic exercises at home and monitoring of
verbal behaviour and pronounciation status of the child.

e Participation in mutual help group meetings for the parents of children
with malformities and clefts. These meetings should consists of discussions
and short lectures (given by the members of the therapy team or even by
parents) meant to analyze problems that are of high interest to the
audience, and to answer the diverse questions formulated by the parents of
the children with such conditions.

Conclusions and perspectives

Although the best-known modifications of resonation are owed to VPI as a
result of cleft palate, in speech therapy there are often also other situations, in
which VPI is accompanied by diverse symptoms that affect the quality and
intelligibility of pronounciation and speech. A control element of the resonation
changes is hearing, which needs to be completed by objective analyses of the taped
speech of persons with VPI. One of the objective means is that of spectrographic
analysis that allows the visualisation of the formants and their modifications. This
may lead to the awareness of VPI symptoms not only for the therapist but also
for the patient, and it also gives the possibility of monitoring the evolution of
pronounciation and speech.

The results presented in this paper were developed in the frame of the PN II - IDEI,
CNCSIS 2449, no. 761/2009
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INDIVIDUALISED AND FUNCTIONAL ASSESSMENT AND
DEVELOPMENT OF COMMUNICATION.
A CASE STUDY

ANDREA HATHAZI

ABSTRACT. The present research is the result of the yeatheofprofessional
experiences in the education and intervention wlitidren with deafblindness. The
preoccupations in the domain of assessment andogevent of communication at
children with deafblindness has appeared as aresttef the practitioner in achieving
results in the intervention approaches. Theseegfey maximising the learning and
development for this category of disability andedfig the teachers examples of good
practices, but also the instruments they need tinige the strategies used in the
learning but also corrective- compensatory proc&bg main interests refered to
identifying the ways to improve assessment and Idpweent strategies in
communication at children with deafblindness, ideorto assure a better inclusion in
the community, towards independence in persoreddations and relationships.

Keywords. functional assessment, communication, speech and language impairments,
individualized communication program.

ZUSAMMENFASSUNG. Die vorliegende Forschungsarbeit ist das Ergebnis
jahrenlanger Facherfahrung mit der Aushildung wem &ingriff bei hdrsehbehinderten
Kindern. Die Beschéftigung mit dem Bereich der Aegung und Entwicklung von
Kommunikation bei hdrsehbehinderte Kinder n ist #ielge der Interesse der
Praktikantin um Ergebinsse bei den Eingriffen agiigen. Diese bezogen sich auf die
Maximalisierung der Lern-und Entwicklungsmadgliclrifir diese Art Behinderungen.
Weiterhin darauf, den Lehrern Vorbilde von guterakitken und Mitteln zur
Optimalisierung der Stragtegien im Ramen vom er&eh-korrigirend und
ausgleichenden Arbeitsvorgangen zur Ferfigung zellest Hauptinteressen
bedeuteten die Optimalisierungsmethoden der Ausagstund Entwicklungsstrategien
fur die Kommunikation bei hdrsehbehinderten Kindemdass eine gute Integration in
die Gemeneinschaft deren Mitglied sie sind, veesiciverden kann. Damit wird eine
Selbstsandigkeit auf der Ebene der sozialen Irtterag&rzielt.

The assessment of sensory, communicative, social eognitive
functioning is extremely difficult in defablindneéShen, 1988). This is primarily
because of deficient communication skills, lackamiguage, the lack of experience
and information of the assessors concerning conuativé behaviors, intentionality
and interpretation, general and specific functigniof the child, alternative
communication modalities and systems, aspectseof-imck and motivation. This
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is even more difficult if there are multiple assded impairments that are not
assessed by members of a multidisciplinary team \Whwee the specialised
expertise and who can together elaborate a prafillee child.

The complexity of deafblindness makes it almost dsgsible to use
standardized tests, although in some situations we=re used but only after adapting
the items, administration modalities, recording antérpretation of results. The
assessment of the development level and functassgssment represent two other
types of assessment, more frequently used in theidoof deafblindness. Functional
assessment is about basic abilities, adaptatisndial life, development of self- help
skills, personal abilities, orientation and mokilithis assessment can be carried out in
schools and day centers in order to develop intéiore strategies to encourage
participation of the child to activities in the teimg process, but also to the
development of social abilities. The child is olusdrin his familiar environment, at
home or at schools, carrying out activities. Obation files, ability inventories and
interviews are used. The most important aspectuditgtive interpretation of the
individual results. Systematic observation carr@g for a long period of time
emphasizes the progress achieved by the childferetit development areas.

Communication presents some unique assessment empmbl First,
communication skills are very related to cognitiveel social skills, so these aspects are
approached inevitably almost at the same time (Ch@88). Cognitive development
dictates the content of communication.

Symbolic communication allows a greater flexibilapd the approach of
conversational themes that are present or absemtiextualised or de-
contextualised, past, present and future. If adabéinnot make sense of his or her
environment, then that child cannot generate conicative content to share with
another person (Chen, 1988). Social developmenvide® the motivation to
communicate but also the social network that pesvitie communication parteners.

The research- action has as an aim the developinggiementation and
evaluation of the efficiency of some individualigg@grams in the development of
communication at children with deafblindness in vieav of developing functional
communication skills, their use in the educationahtext, and social context,
assuring communicational and social independendeeothild with deafblindness.

Objectives and hypotheses of research

General objective

The evaluation of the efficiency of individualisedmmunication program
emphasized through the longitudinal case study.

Specific objectives

1. Identification of level of development of comnication with specific
instruments.
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2. Evaluation of efficiency of strategies and sfie¢echniques used in the
development of communication.

3. Developing an individualised communication pewgy with the identifying
of communication levels and strategies that detegnthe development from the
pre-symbolic communication to the level of symb@@nmunication.

Hypothesis of the research

1. The use of a individualised functional assessnmgmn determins the
identifying of technigues to develop communicasikilis at children with deafblindness.

2. The implementation of the approach and methggl@btotal communication
in the intervention at children with deafblindndssermins the acquisition of functional
communication skills.

3. The continuous and individualised monitoring@mhmunication development
through the method of systematic observation assieeachievement of objectives, but
also the identification of difficulties and obsein the using of intervention programs.

The research methods the longitudinal case study and in the procdss o
assessment the following instruments were used:

1. Callier Azusa developmental scale (G editiothe-domain of Cognition,
Communication and Language
. Portage scale- Language
. Manchester Pragmatic Profile
. Communication development Profile — logitudiassessment
. Team Assessment form of communication
. Abilities of the child form
. Chart of needs
. Receptive communication map
. Expressive communication map

10. Observation forms of communication

The case study presents functional assessment itiesgladstablishing the
level of communication development, objectivesatsgies and specific techniques,
using the resources comprised in the individualisgetvention plan, evaluating the
efficiency of the monitoring program and continuodaynamic and formative
assessment, total communication being considednttst efficient approach in
the development of communication.

OCO~NOOOUTA,WN

I. Personal and family data

MP is born on the 29th of May 1992 in Salicea, Glopnty. She comes
from an organised family, formed by the parents aim& children, MP being the
11th child, two children being deceased. The secimnomic status of the family is
above average, the relationship between the memlbé¢nge family are harmonious
and the attitude of the family towards the impaintmef the child is of a highly
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protective one. The parents are interested, theyopen to cooperation with the
intervention staff.

II. Diagnosis

MP was born prematurely at 7 %2 months, with ceteheanorrhage and
asphyxia, G=2600, h=48cm, Apgar score 7.

Diagnosis: cerebral palsy, visual impairment, mepfimpairment, epilepsy,
disartria, language disorder.

Ophtalmological diagnosis: convergent strabismusiizbntal pendular
nystagmus.

Audiological diagnosis: mild hearing impairment

Presents acute respiratory infections, delayed maaiguisitions.

Educational situation: in the first four years sts included in a class in
the School for the Visually Impaired in Cluj Napoedere she followed the
National Curriculum. Beacuse of the learning diffiees that she presented, at the
reccommendation of the special education teachithanspeech therapist, she was
transferred to the special unit for deafblind ctilt where he is able now to work
at his own pace, with specific methods and stratedilis state of health is good, at
the present he takes medicine for the convulsinergme.

lll. The aim of this case study is to evaluate the initial l@fetommunication,
the identification of the communication areas iniclhintervention is necessary, the
identification of the systems of communication theg going to be learned and used
actively, the development of the individualisedgreanme and finally the assessment
of its efficiency.

IV. Initial assessment

In the process of initial assessment a developprefite was elaborated using

the information that was obtained after applyirgftilowing assessment tools:

- Developmental Scale Callier Azusa

- Manchester Pragmatic Profile

- Oregon Inventory

- Map of Needs

- Receptive Communication Map

- Expressive Communication Map

- Functional Assessment Sheets

- Inventory of longitudinal assessment of communarati

Callier Azusa Developmental Scale

In the domain of cognitive development MP anticgpaecommon event using
visual, auditory, tactile indices, can differerdgiabbjects by size, shows curiosity
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towards objects, exploring them actively and usiagy modalities to play with them
uses a variety of objects understanding their fonctises gestures, vocalisations and a
limited number of signs to represent objects oiviges, imitates new behaviors or
activities after a longer period of time, plays gimary games. In order to be used the
object must be in the child’s functional visualdieknows that an image represents a
real object, even if the representation of the abjiéfers as dimension and colour to
the real object, identifies the difference in sizeseveral objects that MP uses in play.
Identifies the resources necesary for an actigdyries out activities after a set of
images, indicates events that recently happenad ggjns, images and gestures.

In the area of receptive communication MP undedsathe verbal
messages, follows two succesive instructions, \gtaieds questions that start with
what,where, why and who.

In the area of receptive communication MP can naljects, uses imaginary
game using objects to represent other objects mnodecing activites that are
usually used in a different context, combines twordg, signs or gestures, is
interested in learning new words. Development efesh: uses 50 words actively,
draws attention by vocalising.

The receptive language is superior to the expresahguage. The vocabulary
is poor and reduced in comparison to age. The lefvédnguage development was
identified around the age of 3,5, with a higheitliofithe age of 7 at the task of naming
colours, and the inferior limit of 3 at the taskdiliing in the gaps and antonymes.

Manchester pragmatic profile

Transmitting intentions: draws attention on self and an event, action, gbjec
person, draws attention verbally and nonverballpriter to communicate, asks for
information, asks the repetition of the event, seflian action, event or task if doesn’t
think that can succeed, protests that can be cmedjmgreets, ofers information of self,
events and persons, offers help, adjusts socithctosnd conversation.

Social organisation of communicationintegratesattention from a person to
an object, involves in joint attention, draws aftam before communication, initiates
communication and conversation, regulates nonVedadl verbally a misunderstanding,
offers feed-back, asks for explnationas and répetif message.

Presuppositions is aware of the needs of the communication partne
content and previous conversation, adapts commiimnictd context and partner of
communication, understands the effect of commuigoabn others, is aware of
differentaspects of communication: politeness, ipnitx to the partner of communication
and shared experience with him.

Map of needs

The most significantt need of MP is to develop ptise and expressive
communication skills, that will also encourage thequisition of necessary
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knowledge for better school results. The adaptatiothe learning environment is

necessary, the structuring of daily programme,nteréase control and safety, to
encorage the devlopment of cognitive abilities. Biggest challenge of MP is the
development of cognitive abilities, to form coneefitat MP can operate with and
to form strategies of solving problems. Another ligdmge is to adapt the

curriculum to the learning and communication nedt® decrease of the effects of
disartria is another thing to consider in speeelapy programmes.

The map of social support

Family and school are for MP the main referenc for the social ancdqeal
development. Brothers and sisters spoil him ani$ irethe centre of attention. He
attaches quickly and presents good social shiligaies and maintains interactions. At
school he is attached to staff and wants to béencenter of attention. The support
services that MP beneficiates of are speech theeaquy physiotherapy for the
development of general and fine motricity. Hyrdestipy is reccommended, but is is
difficult to achieve, even if the activities in watwould be effective for the motor
development, but also for the deviopment of comeatiin and interaction. Medical
services and the cooperation with the neurologisiraportant for the control of the
convulsive syndrome.

Oregon Inventory

In the cognitive domain the child presents genesaktepts such as, telling
his name, understanding yesterday, today, tomorsaying the days of the week,
knowing body components, spacial concepts, soffs objects according to a
criteria length, height, width, knows numbers ie thnge 0-9, operates within this
interval, knows letters of the alphabet A,B,M,C,NJE.

Visual functioning: draws vertical and horizontaids, copies the circle
and square, associates similar images, names Grspknd completes a puzzle of
4-6 pieces.

Fine motricity: uses the left hand with predileatim complete tasks, tears
up paper, cuts with scissors, plays with doughhaidifficulty in using fingers in
apprehension.

General motricity: goes up and goes down the stdiesnating the feet,
jumps on both feet, jumps back and forth.

Language: imitates sounds, uses word with sigmfiea responds to
questions using gestures, controls the intensityofe and uses onomatopoeias.

Social development: hugs and gets closer to a i@nperson, plays with
2-3 children, but prefers adults, has favouriterats, follows the rules of a group
play, works alone in a favourite activity for 10-ffbnutes, asks permission to have
objects, consoles upset persons.

Daily living skills: he is independent in eatingdadressing cannot use
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buttons and zippers, can make his own bed, insistompleting tasks on his own.

The results of the Oregon inventory situates MRuadiothe age of 5-6,
higher results in the cognitive area and inferestult in the area of fine motricity
around the age of 4.

Map of receptive communication

The map of receptive communication shows that MBesrtand speech
but the messages must be repeated. Significanaessured by gestures, tactile
indices and objects. The images and signs perpeittar integration of information, so
these will be the next objectives.

Mao of expressive communication

Speech and writing, even if they are formed astasi) they are deficitary
and mesages must be transmitted using visual stijpparh as images, objects,
visual calendars, signs with the aim of total comioation.

V. Intervention plan

The individualised intervention plan focuses on ttevelopment of
communication skills by the introduction of symhdls this view the intervention
plan consists of several stages: the establishofemtsignificant environment, the
identification os interests and needs, the degmniglf interaction and communication
intent, assessment procedures, learning symbolsaatieely using them, using
visual calendars in school activities.

The individualized intervention plan contains olijges and identifies the
activities and the resources that determine thesldpment of communication,
severely affected by the combination of severe ihgaand visual loss. The
intervention strategies refer to:

 Communication forms (objects, gestures, signsileéaadices);

e Social and functional aspects (request, refusat) social interactions
(realising the attachment to interveners, initigtinteractions, maintaining
joint attention, turn —taking);

* Implementing the use of objects of reference atehdar systems, learning
the routines and establishing relationships wighiterveners (Chen, 2000).
The most efficient modality to develop communicatiis within daily

activities, natural contexts in which the child eggs. The environement was
structured to offer communication oportunities,using attractive materials that
motivate the implication in activities and taskattbecome significant.

The activity that is chosen for the child lastsha beginning around 10
minutes, but in time it gets longer for about 20wmtés. The second stage is about
the identification of needs and interests of thddchHn this way the favourite
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activities are identified these being used asistagioint in communication, being
real opportunities.

The particularities of interaction are observe@ thodality in which the
dialogue is initiated concerning the use of objemtsl resources, but also the
modality in which the interaction between the childd adult is established, the
intervention being individualised. The general goélobservation is to obtain
examples of the child’s actions and reactions, lfiti@s, participation and challenges
in typical learning and social situations.Obsepratiare conducted to focus on specific
areas of intervention (e.g., social interactiorhwpeers, participation in classroom
learning activities, ability to express needs).

The next stage consists in alternation of thee rof receiving and
expressing communication. The teacher will showohject or an image to the
child asking him to name them or the teacher waline them and the child must
indicate correctly. The indices that the child cheee noted down, that means the
visual, auditory and tactile indices. Feed-bacloffered throughout the whole
process. The assssment is realised using assedsn@nribries or chechlists using
the method of observation. The symbols are predefue each of the activites
included in the previous stage. Every symbol wélbnesent an activity. For MP
symbols are used to represent the activities fioendaily schedule. We will start
with more symbols such as, a magnet letter fordagg, a magnet number for
mathematics, a tape for music, a paintbrush fowithga The symbols are used
firstly within the activities, and then distancing encouraged and the objects
attached to cards are used within the daily scleedul

After a period of time the objects are replacethvinages that represent
activities and become parte of daily calendar. i$® of calendar is an opportunity
for communication and determins the acquisitioncohcepts of temporal and
spatial structure and organisation. Starting whth daily calendar, the number of
cards with images increses and different categaiesused such as activities,
fruits, toys, food items. Communication becomes enfluent and rapid in
satisfying needs, and the child is not only a paskstener.

The images are concrete and realise more eagilyrdmsmission of the
message, these are accessible to the child and affedimediate satisfaction. The
feeling of control on the environement is develahpthe images becoming an
instrument that the child uses every time he wanteeeds. The presentation of
images is always associated with speech.

The total communication approach, by identificatand use according to
context and the child’s need of a system of comgatitn, its association with
other systems that could detrmine the increaseve lof representation and use of
symbols, intentionality that represents a factoswdcess of the plan. The need of
anticipation and control is realised by using itimmaly the modalities of
communication with effect on the communication pert and upon the
environment that becomes predictible. The encounagé of any initiative of
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communication realised by the child is importarifering positive reinforcements
and confirmations of communication trials so thattiration will be developed
and the understanding of achieving dialogue betweepartners of communication.

VI. Final assessment

Longitudinal communication inventory. She responds to three verbal
instructions that are associated with signs andy@mauses speech, bu sometimes
communicates through physical manipulation, usgisssand gestures to sustain the
message and obtains what he wants, presents iestialmabilities of reading and
writing, even if he needs one to one support, cmafiion of answers and trial and
error strategies. She makes sentences of teo-tlres, these are repeated by the adult
showing that he or she understood. The grammartwtes that he uses are simple,
formed by a noun and a verb or noun and an adged®sponds to questions that begin
with what, who, where, why, when, whose. Uses \&mi#ns to draw attention, the
pronounciation of the wotrds is deficitary, peopiao are not familiar will give
significance to the words that he uses, he writeadme, name of the parents, staff and
colleaguses, uses visual calendar, identifies isaayenbols for familiar objects and names
then, initiates and maintains dialogue, reads qatintords, does not read handwriting,
verbalises images from a book, initiates commuinitébr conversation and company.

The Callier Azusa Developmental Scaleevidentiates the following
progresses in devlopment: in the domain of cogaitigvelopment he demonstrates
the converstation of number, understands that apgod objects can be sorted on
the basis of more than one characteristics, orésnatore items in a series. In
receptive communication the level of developmenthe same. In expressive
communication he presents an oral or sign vocapaib0 words or signs that are
used spontanously and adequately, expresses refiilsg the word ,no”, uses
ownname when refers to own actions, needs or fgelidevelopment of speech is
at the same level of development.

The graphical representation of the recorded attmuis evidentiates the
progress in the domains of cognitive developmeateptive and expressive
communication, but also stagnation in the develoyproéspeech. The observation
on communication shows that he initiates and eistedd communicative
relationships, expresses needs and desires, stappinéss at the appearance of a
familiar person and tries to draw attention, presenreaction of anticipation and
directs everyone around on what will happen, efdéetuthe sequence that follows in
an activity even if verbal indices are not givengws the sequences of a routine, uses
images to indicate activities that he wants toycant, responds to a verbal instruction,
imitates sounds, gestures and movements, reactshvelaes own name, communicates
using images, language, uses writing in commumicatises one word sentences, in
some contexts associates two words, repsonds shiapgethat start with who, what,
where, how, when and why, anticipates verbally wmethat will take place, reads
and writes words.
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Callier Azusa Developmental Scale
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Portage developmental scale

In the domain of language and communication, Mipaed nonverbally to
simple questions, names correctly familiar objelotg, pronounciation is deficitary
due to disarthria, reactes to words pronounced thers by vocalising, offers
objects or indicates them when asked, shows imades she is asked, knows
body concepts, says name when she is asked, a@ssowiords with gestures to
express needs and interests, responds with yescamthes not use the plural form
of the words, uses this, that, identify picturetth@es not belong to a group, asks
about the sense of the words that he is not famvilito.

The map of receptive communication indicates tlatihderstands verbal
messages, but these must be repeated and themaditlimake sure that the child
understood. Images and symbols sustain the veresdage.

The expressive communication map indicates tha¢cdpés present, but
communication is better if he also uses imagegotbjand signs to trasnmit interests
and needs. The rgister of communication systemslagped, these can be used in
combinations according to needs and context. \&atains and physical manipulations
are still used if the communication partner doesmoderstand. Using symbolic
communication is still difficult, MP sometimes mfihg to presymbolic communication
in expressing needs. The objectives in developpmygmunication must refer to
consolidating the existing communication skillssrease of communication partners
and contexts.
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VII. Conclusions and reccomendations

The case study presented in this paper emphasizes the importance of
functional assessment and the developing an individualised intervention plan in
the view of acquiring and developing communication skills. The establishment of
the level of communication and the realization of the communication profile
reprezent the first stages of intervention. In this purpose different assessment tools
can be used, like developmental scales, functional methods of assessment, files of
observation, the results being coroborated with information from the parents and
the professionals that carried out activities and coordinated previously an
intervention plan of the child. The continuous assessment of communication
determins the objectives and the specific strategies that must be applied in order to
reach the finalities that we want in intervention. Eachh child is unique, but also the
context that he or she functions is also unique. The context of intervention, that is
learning environement, staff, family, period of intervention must all be considered
and evaluated so that we meet the specific and really individual needs of the child .

The results presented in this paper were developed in the frame of the PN II - IDEI,
CNCSIS 2449, no. 761/2009
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ASSESSING THE RECEPTION OF VERBAL CATEGORIESIN
ROMANIAN LANGUAGE

CAROLINA HATEGAN

ZUSAMMENFASSUNG. Durch diese Forschung “Auswertung des
Empfangsfahigkeiten des rumanischen Verbale kagggoerweist sich der Art in
dem die spezifisch rumanische Verbale Kategorieswerdet sein kdnnen. Die
Auswertung dient fur Definieung die Funktion desbé&te Kategorien im Rahmen des
Entwicklung der Morphologiekompetenz. Auf diese $eeiin diese Richtung wurde
eine Forschung gemacht. Die Forschung &uRlert diestdfz eine, aus
Statisticher Sicht stark bedeutsames Zusamenhaisghen Empfangsfahigkeiten
und Begriffsvermdgen des Verbale Kategorien (Zett, Diathese) und diejenige von
Empfang und Versténdniss der Aspekte des gramimatisdexions die Ruméanische
Sprache. Die davon ausgehende Perspektive zieBpdiehwissenschaftlische mit die
Psychopadagogische Einstellung zusammen fiir dielltrg des Pramisses von eine
angemessene und funktionelle Projektion des Intdoresprogramme, deutend auf das
morphologische Niveau die Sprache.

Schlisselwdrterdas Morphem, die Verbale Kategorien, die empfahigé Sprache,
die Art, die Zeit, die Diathese, das Verstehen.

ABSTRACT. Through this research, it is emphasized the walyalecategories
specific for Romanian language can be assesseadién o establish their role in
developing morphologic competence. Thus, in thipeet it was developed a
research through which it is proven the significaationship, from a statistical
point of view, between the abilities for receptiand comprehension of verbal
categories (time, mood, voice) and those for rémepand comprehension of
flexional grammatical aspects specific for Romanlanguage. The assumed
perspective combines linguistic and psycho-pedagbgipproaches in order to
create the premises for projecting appropriatefamctional intervention programs at
morphologic language level.

Keywords: morphemes, verbal categories, receptive languagmd, time, voice,
comprehension.

I ntroduction

Verbal categories are one of the most difficultphologic categories having
into consideration the situation both of the cleidnormally developed concerning the
language and communication abilities and the ahildvith disabilities. In this respect
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it can be mentioned the researches developed byieofil994), researches through

which he underlined the fact that while the norypndkveloped child acquires all the

morphemes during the period 3-10 years old, the roaetally disabled keeps on

showing a significant delay at this level of langeiaPruthi (2007) emphasized the fact
that these delays are not caught up with, not ten after the age of 14-15 years old;
the mentally disabled child does not prove any lahdicquisitions concerning the

grammatical language level. Rondal and Seron (1888) underlined the fact that in

the case of the mentally disabled child the lexgzammatical classes are unstable,
especially: article, pronoun, verb, preposition aadjunction). The flexionary aspects

of the verbal category, especially those for time aspect (grammatical category
specific for French) can be mentioned many diffiealas the verb seem to the most
difficult to acquired lexico-grammatical categomhus, the abilities to put the words

together are inferior, the mentally disabled chiihg able to combine no more than 3-
4 linguistic structures around the age of 8/9 yelats

Pufan (1972, 1982) and Anca (2007) mentionedabethat in the case of the
hearing impaired child the lexical-grammatical sésthat are to be identified in their
speech are those from the nominal group: the rtbargdjective and the pronoun. The
child with hearing impairments faces many diffiast related to verb and to all its
main morphologic categories. Thus, in most of thses the child tends to use
linguistic structures without the verb or linguiststructures without establishing
grammatical relationships between words. For igtdhe hearing impaired child uses
structures such as: ,Craciun nastere Isus” (Chastborning Jesus-instead of the verb
to born he uses the noun), ,tu face rau” (you ntaathings-instead of using the verb
“to do” accorded with the pronoun “you”, as in Raiaa there are different morphemes
for all the persons in a certain verb paradigmgtiilel keeps on using the word without
establishing the required connection pronoun-veterims on number, time, person).

As in Romanian stress as part of the suprasegimentaponent of
language is flexible concerning the verb categstseés has to be moved from the
root to the inflexion during the conjugation progesThis can be an important
cause added to other causes that delays verb dategequisition in the case of
the hearing children, but also in the case of ottetegories of children with
language difficulties (Hategan, 2009).

In the context of learning difficulties relatedtivianguage development can
be identified deficits in establishing the verbgitement, deficits in recepting several
complex structures. Despite the normally develageldiren’ s language performance
the adjectival, noun, verbal and adverbial morpticlaspects are less developed and
acquired in the case of the children with learmificulties (Paul, 2007).

Having into consideration these aspectes througtlrasearch we want to
achive the fallowing goals:

- to establish if between the main verbal categomeRomanian (time,
mood and voice) there can be identified a relahigns
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- to identify those grammatical aspects that sigaiftly influence the
acquisition of the verbal categories in Romaniaariter to establish their role within
Romanian morphologic competence.

Materials;

In order to reach the mentioned objectives it wasd the “Probe for
Assessing the Reception of (PRCMLR). This probeiges on twenty morphologic
aspects specific for Morphologic Categories in Roiaa Language” Romanian
language. Among these, a special interest is shmwthe three morphologic
categories concerning verbal class: time, moodvaiak.

Procedure and participants:

The above mentioned and shortly described probeappbed in the case
of 204 participants selected on the fallowing cidte

- children having the age between 6 and 11 yedrs ol

- children inscribed in the fallowing categoriesrmally developed children,
hearing impaired children, children with low and decate mental disability and
children with learning difficulties.

After the probe was applied, it was calculated ¢herelation coefficient
between those twenty morphologic categories induitethe probe by using as
statistic test, the parametric correlation testr&ma(having into consideration the
fact that the scatter plots proved homogeny reggrdhildren’s responses for the
items included within the probe).

Results and discussions:

In our study we place the interest on the resubtscerning children’s
results at the level of those three verbal categdtems: time, mood and voice.

The hypothesis from which we start our researctpétiveen the morphemic
blocks of time, voice and mood and the ones thplyifitexion after number and
person, but also the ones that imply a relations#figrammatical dependence (we
refer in this particular case to the situation betnon-flexional lexical-grammatical
class of the adverb) can be underlined a strongarance relationship. The co-
variance level should be very low between the Ver@izgories and those blocks of
variables that characterize non-flexional lexicatpmatical classes and those that
are not based on a grammatical relationship verdderbial one.

Voice

Voice is a grammatical category through which st éxpressed the
relationship between action and the grammaticajestibin Romanian language,
there can be mentioned three types of relationgkipteanu, 1974; Bejan, 2001):
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- active- the relationship shows that action isedeped by the grammatical
subject, it affecting either persons or objects;

- passive- the relationship shows the fact that greemmatical subject
suffers the action whose author is the logical ecthjthe subject complement);

- reflexive-the expressed relationship underlirtess fiact that the subject
does and, in the same time, suffers the consegsi@fitiee action.

Having into consideration this theoretical perspecconcerning voice in
Romanian and the above-mentioned hypotheses baset] the results of the
correlations between the blocks of items that @&sdbe reception and the
comprehension of the voice and the other 19 blo¢ktems included in the used
probe, most of them are highly significant fromtatistical point of view (p<.01).
Between the block of items assessing voice reaeptil the block of items of the
preposition is registered a correlation significkioim a statistical point of view
just at the level p<.05 as r=.170).

The less intense correlations are registered latior with the class of
coordinating conjunctions (r=.250, although therelation is significant at the level
p<.01), of subordinating conjunctions (r=.303, [@d3.0of the simple prepositions
(r=.329, p<.01), of ordinal numeral (r=.243, p<,04f) adverb/adverbial prepositions
(r=.246, p<.01). It can be seen the fact that biies for receiving voice are not in a
tight relation with the abilities for receiving npdwologic categories that have
functional value, although all the calculated datiens are significant from the a
statistical point of view. For strengthening thessults and assumptions, it can be
mentioned the research that focuses on the exelydinctional value of preposition,
research developed on aphasic pathology and tllerlines the fact that the lexical
component concerning prepositions as a grammatass lacks (Froud, 2001).

The high intensity of correlations with the catggof the morphemes that
express number for nouns (r=.438, p<.01), numbeadjectives (r=.454, p<.01),
number for pronouns (r=.439, p<.01) confirm thertstaypothesis. The most
intense correlation, the one with the adjectivalssican be explained by the fact
that in the case of the items assessing passive \{thie probe includes distinct
items for passive voice), verbal structure requihesauxiliary of the verb “to be”
+ the participle (the third form) of the verb, peifile with adjectival value. This
participle requires a similar flexion with the ooiethe adjective.

Time and mood

Time expresses the form that the verb presentwdar to underline the
moment when action takes place: present, pastwndef(for indicative); present
and perfect (for conjunctive, conditional optatiaed infinitive). Between these
past and future (as times belonging to indicaiive$ents the fallowing subdivisions:

- for past: imperfect, perfect simple, perfect counpd, more than perfect;

- for future: future | and previous future (futufe(Gruita, 1998).

Mood is a grammatical category that expressefotine that the verb takes
in order to show the way the speaker considersattion he expresses, real or
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possible. According to the way person can be egprbsand according to the
possibility to form an enunciatively nucleus (pde), moods divide into personal
ones (the ones that conjugate according to persamg)non-personal (they are
invariable after person and they claim for the eneg of another verb in a personal
mood in a sentence) (Bejan, 2001; Neamtu, 2009).

In our research the interest is put on personabdwoand on the
morphemes through which is ensured their recegimhcomprehension. Personal
moods are also predicative ones, these being Hosviiag: indicative, conditional
optative, conjunctive, imperative and presumpti¢ith the exception of presumptive
and conjunctive moods, all the other verbal moodsild/ be approached, from a
psycho-pedagogical perspective in our research.

Times classify in simple and compound ones, ateir morphematic
structure. From this perspective, the relationdd@ween verbal times and moods
is a strong one. Thus, simple times, those timas rniaterialize through a single
word, with the given segmental morphemes are (B&@@1; Irimia, 2008):

- from indicative: present, perfect simple, impetfand more than perfect;

- imperative.

The compound times are times that express throwghwords (auxiliary
verb and verb to be conjugated). These compourabstame:

- from indicative: perfect compound, future | amduie I1;

- from conjunctive: present and perfect;

- from conditional optative: present and perfect.

The items included in the assessment probe irhplylistinction present-past-
future, on the temporal coordinate and the distindhdicative-imperative-conditional
optative, on modality coordinate. There are notr@gghed within this research the
conjunctive mood and the other verbal times, ireorobt to increase the complexity of
the task. Thus, this fact can be explained havitm ¢onsideration the fact that there
are researches that underline the fact that margiwohbilities are to be structured
during the entire schooling period (Nagy et al939 but there are also restrictive
reasons concerning the graphical/pictured presemtat the assessment probe.

The specific hypothesis is: the co-variance basgdtionship between
those two morphemic blocks (verbal time and mosedjnore intense with the
flexional lexical-grammatical classes and lessmstwith the non-flexional ones.

Being calculated the correlation coefficient, thewe mentioned assumption
can be proven, it being strengthened by the inteagelations:

-with the lexical-grammatical pronoun class (therelation time-pronoun
is r=.429; the correlation mood-pronoun is r=.434);

-with the block of variables through which it issassed number in nouns
(the correlation time-number is r=.421, while therrelation mood-number is
r=.443). All these correlations are highly sigrdfit at the level p<.01.

The correlation between these two morphemes blogkbal time and
mood is a significant one, too, in the statistiealel p<.01, it having the values
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r=.369. There are also calculated positive andligignificant correlations among
those three verbal categories: time/mood/voicepetsthat underlines a highly
significant co-variance relationship among these.

The relationship between the reception and thepecehension of the
morphemic aspects in Romanian language, placintpefirst position the verbal
morphemic categories can be illustrated in thevatg figure:

Verb

—
// \ cariance

no. noun gender noun no./gender pron. no.&yesadj.

Figure 1. Relations between the reception of the verbalgraites and
other morphologic aspects in Romanian

Conclusions:

The results and the discussions presented in tbeeafection, based on
specific verbal theoretical aspects concerning aledategories time, mood and
voice in Romanian language are very concise exgdassfigure 1.

From the presented figure can be underlined ttiettat, in the case of the
experimental group from this research, the recaptiod comprehension abilities
for those three verbal categories time, mood arncevare in a tight relation of co-
variance. This means that their acquisition is #ismeous. Thus, through this
aspect we can underline the fact that in Romaraaguage, both in the case of
normally developed children and in the case oftdéshone (in our case children
with language impairments) verbal categories amgeddent one on each other.
This aspect can be used in order to design theutagegtherapeutically sessions,
but also the methodological language approaches.

Through our research it is also underlined thengtrrelationship between
verbal categories and those morphemic categonesgh which the nominal class
in express (morphemic categories that are mentiongglre 1.). This tight relationship
stresses on the fact that even if verbal categaresnore complex and more difficult
acquired, their acquisition should be based on nahtéxical-grammatical classes.
It is also underlined the fact that there can metidentified cases in which the
morphemic categories such as number and genddfispecthe nominal lexical-
grammatical classes (noun, pronoun, adjective)papperly used in flexion and
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verbal morphemic categories are completely inadequate used and acquired. From
this conclusion can be drown another one- verbal categories (time, mood, voice)
and nominal categories (number, gender) seem to be the key morphologic aspects
responsible for structuring morphologic competence in Romanian language. The fact
that we can identify this strong co-variance relationship among them leads us in
formulating another research premise, a premise that should be tested in a different
research, after developing an intervention program for developing morphologic
competence based on the three mentioned verbal categories and the two nominal ones.

Through this research, being combined the linguistic and psycho-pedagogical
approach on morphologic aspects it is also given a direction for developing another
language level, the syntactic one, having into consideration the fact that the final goal
of all curricular documents concerning language acquisition and development, in
Romanian education system is the development of communicative competence. In this
respect, grammar seems to be an important starting point, necessary to be taken into
consideration.

The results presented in this paper were developed in the frame of the PN II - IDEI,
CNCSIS 2449, no. 761/2009
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LEGAL WRITING AND THE AMBIGUOUS
NATURE OF AMBIGUITY

ALINA PREDA

ABSTRACT. Whereas in the literary and artistic realms amibigs often willfully
employed in order to provide more fecund opporemifor interpretation, in fields
such as physics, mathematics, logic, medicinepgdiiihy and law it is considered an
error to be avoided. Disambiguation is of pivotaportance in law, since the legal
discourse still is in dire need of clarity and s&mn, but these are features that can
only be reclaimed if ambiguity is avoided or, ade resolved. The purpose of this
study is to differentiate between the two relagih&milar concepts aimbiguity and,
respectivelyyagueness, and to discuss the variotypes of ambiguity that feature in
an assortment of legal writing samples, in ordesiow that, more often than not,
ambiguity can be shunned from legal drafting.

Keywords:vagueness, latent ambiguity, patent ambiguityialeambiguity, external
ambiguity, phonological ambiguity, syntactic amliigand lexical ambiguity.

ZUSAMMENFASSUNG. Wahrend in den literarischen und kinstlerischen
Reichen Mehrdeutigkeit haufig absichtlich eingesetdrd, um fruchtbarere
Gelegenheiten fur Interpretation zur Verfiigung ®llen, auf den Gebieten wie
Physik, Mathematik, Logik, Medizin, Philosophie u@ksetz gilt es als einen
Fehler den man vermeiden sollte. Disambigiusierishggon Angelbedeutung im
Gesetz, da die legale Darlegung noch im dringerBkmharf der Klarheit und der
Préazision ist; aber diese sind Eigenschaften, die zuriickgefordert werden
kénnen, wenn Mehrdeutigkeit vermieden oder wenigstgeldst wird. Der Zweck
dieser Studie ist, zwischen den zwei verhaltnisg&iinlichen Konzepten der
Mehrdeutigkeit zu unterscheiden und beziehungswdigkestimmtheit und die
verschiedenen Arten der Mehrdeutigkeit besprectiienin einer Zusammenstellung
der legalen Schreibensproben kennzeichnen, um Zgerzedass meistens
Mehrdeutigkeit vom legalen Entwurf gemieden werkann.

Schlisselwdrter:Unbestimmtheit, latente Mehrdeutigkeit, Patentmehtigkeit,
interne Mehrdeutigkeit, externe Mehrdeutigkeit, pblogische Mehrdeutigkeit,
syntaktische Mehrdeutigkeit und lexikalische Mebtidgeit.

The problem with the notion of ambiguity lies inetifiact that the term
itself is generally employed in highly ambiguousysaDespite being a pervasive
feature of natural language, the study of which basn so far undertaken by
numerous disciplines, from syntax to semantics@admatics, and from literature
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to psychology, philosophy and law, ambiguity i#l sth elusive concept, in need of
a more precise definition and classification. Theppse of this study is to differentiate
between the two relatively similar concepts afmbiguity and, respectively,
vagueness, and to discuss the variotygpes of ambiguity that feature in an assortment
of legal writing samples. Disambiguation is of paloimportance in law, since the
legal discourse still is in dire need of claritydgprecision, but these are features that
can only be reclaimed if ambiguity is avoided ofgast, resolved.

The adjectiveambiguous for instance, is taken to be synonymous with $erm
as varied asvague unclear unintelligible indeterminate indistinct equivocal
puzzling enigmatic cryptic, questionabledoubtful dubious obscureandtenebrous
The nounambiguity enjoys a similarly rich companwaguenessunclearness
indefiniteness inconclusivenessindeterminacy indeterminatenessuncertainty
equivocation equivocality equivoque equivocacy nebulousness cloudiness
imprecision obscurity puzzle enigma doubt dubiety dubiousnessdoubtfulness
tergiversation prevarication suggestivenessnddouble-entendreThis abundance
of synonymous forms, in both cases, which, on teettand, comes as no surprise,
given the natural parallelism usually encounterdtenever synonyms for such
closely related terms are sought for, poses, ownttier hand, a serious challenge to
definitions such as “Ambiguity is the property aditeg ambiguous.” Of course,
most, though not all, definitions beginning thisywedlow for at least some degrees
of ambiguity resolution, as they further providermar less clarifying details in
their description of the concept:

A). Ambiguity: 1. the quality or state of being ambiguous; 2. an gonis
word, statement, efc.

B). Ambiguity: 1.a. the quality or state of being ambiguous esgfigdn
meaning; b. an ambiguous word or expression; Zentmiaty?

C). Ambiguity: The quality or state of being ambiguous; doubsk or
uncertainty, particularly as to the significatioh language, arising from its
admitting of more than one meaning; an equivocabives expressiof.

D). Ambiguity is the property of beingmbiguous, where a word, term,
notation, sign, symbol, phrase, sentence, or dmer foirm used for communication, is
called ambiguous if it can be interpreted in mb@ntone way.

E). Ambiguity: 1. characteristic of an ambiguous expressiorgxamession
whose meaning cannot be determined from its cqgrifexquivocalness (unclearness
by virtue of having more than one meaning).

1 Webster's New World College DictionabpveToKnow, n.d. Web. http:/Amww.yourdictionacyna/ambiguity
Retrieved on 17 October 2009.

2 Merriam-Webster Online Dictionan2009. Merriam-Webster Online._http:/Aww.merriarbster.com/
dictionary/ambiguity Retrieved on 17 October 2009.

% Porter, Noah (ed.) (1913}ebster's Revised Unabridged DictionaBpringfield, Massachusetts:
C. & G. Merriam Co.

* http://en.wikipedia.org/wiki/Ambiguity Retrievedhd7 October 2009.

108




LEGAL WRITING AND THE AMBIGUOUS NATURE OF AMBIGUITY

F). Ambiguity: Uncertainty of meaning, usually caused by words o
phrases that convey more than one meahing.

G). Ambiguity: 1. the possibility of interpreting an expressiantwo or
more distinct ways; 2. vagueness or uncertaintpedning’

H). Ambiguity: A statement which can contain two or more measting

). Ambiguity: A statement with two or more meanings that magnséo
exclude one another in the cont&xt.

J). Ambiguity: the possibility of more than one interpretatidracspoken
or written expression; doubtful meaning. Ambigugymuch used in poetry.

K). Ambiguity: The presence of two or more possible meaningmyn a
passage. Also, a fallacy in which the same terusésl in more than one waly.

L). Ambiguity: Something which admits of interpretation in twonsore
possible senses. In logical and critical texts, igoity is usually something to be
avoided, but many creative works capitalize oruiteyeffectively*?

M). Ambiguity: Openness to different interpretations, or an imsain
which some use of language may be understood argiways viewed by modern
literary critics as “a source of poetic richnegtiea than a fault of imprecisidn.

N). Ambiguity: use of words that allow alternative interpretatidndactual,
explanatory prose, ambiguity is considered an énroeasoning or diction; in literary
prose or poetry, it often functions to increaseritieness and subtlety of language and
to imbue it with a complexity that expands thediteneaning of the original stateméht.

Even a cursory look at all these definitions shdwddenough to conclude
that they display various degrees of ambiguity thelwes, or, better said, various
degrees of imprecision, the ones that feature Eeshg less explicit than those
listed towards the end. But a close examinatioteflist presented above points to
some of thdeatures required of an appropriate definition of the term “ambiguit
One issue refers to the exact items that can be marked by ambiguity: thus,

5 http://wordnetweb.princeton.edu/perl/webwn?s=amityg Retrieved on 17 October 2009.

® peterson’s Practically Painless Guide: Writing anning College Application Essayy Wilma
Davidson, Ed. D. and Susan McCloskey, Ph.D. Copy@tmerican Education Services, 2009.
http://www.petersons.com/education_planner Retdewel17 October 2009.

” Collins English Dictionary- Complete and Unabridged 6th Edition 2003. WalkiperCollins Publishers.

8 http://mww.tnellen.com/cyberengl/lit_terms/termsérary. Terms.html#Ambiguity Retrieved on 17
October 2009.

% http://my.uen.org Retrieved on 17 October 2009.

19 The Qpb Dictionary of Idead996. New York: Quality Paperback Bookclub.

1 http://grammar.about.com/od/terms/g/ambiguity. hmtry by Richard Nordquist. Retrieved on 17
October 2009.

12 hitp:/ithebookmann.blogspot.com/2007/01/postmodienms-absence-to-curtain.html  Entry by
Richard Bolai. Retrieved on 17 October 2009.

13 Baldick, Chris (ed.) (1990)The Concise Oxford Dictionary of Literary Term@xford: Oxford
University Press.

14 Encyclopedia Britannica, IncDictionary.com http://dictionary.reference.comflvee/ambiguity
Retrieved on 17 October 2009.
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some definitions make reference only to “words’hegally, (N), others to “a word or
expression’(B, C), some to “an expression” on{ig, G), or to “a spoken or written
expression’(J), others to “words or phrasefF) or to“a word or statement{A), or
even to a “statement” on({H); some use the more general word “term” but sketeit
may occur “in any passagdK), while others employ the indefinite pronoun
“something” (L), or are a tad more specific, mentioning insteaoimés use of
language”(M), only one of the selected definitions thorougldying “a word, term,
notation, sign, symbol, phrase, sentence, or amr dorm used for communication”
(D). A definition should provide a clear descriptiohtlee notion in question, and,
consequently, the words it contains must be cdyefhbsen. “Words” is ambiguous as
it refers to (one or) more words taken individuatiyt may also refer to the words in a
phrase, or, more generally but less frequentliheéavords that make up a sentence. “A
word or expression” and “words or phrases’ not normally cover sentences, and
neither does “expression” alone. “A spoken or emitexpression” has the advantage of
making a distinction between the two different mewi of communication, but it is
rather vague, as it does not necessarily covdatfer unit called “sentence”. “A word
or statement” and “statement” alone are also tomwa failing to cater for situations
in which an ambiguous question or command mayteeaat Since a “term” is defined
as a word or group of words used in a construdiantterance, it is definitely a wiser
choice than “something”, while “some use of langgidds even better, being neither
too narrow nor too broad. However, taking into actdhe fact that language is but
one of many means of communication, and givenahstiguity can be displayed by
photographs, paintings, drawings, and other arn$oas well, probably the best
choice would be to decide upon a rather specificnyare complete list such as
word, phrase, sentence, term, notation, drawingyrsisymbol, or any other form
used for communication

Another essential aspect is the one pertaining to theontext, or the
situation, which was mentioned in only one of the definis@bove. Definitior{l)
views ambiguity in a radical fashion, as “a stateimeith two or more meanings
that may seem to exclude one another in the cdntByt employing the term
“statement” and then making reference to the cantkis definitionis in tune with
the opinions put forward by those linguists whoided that words in themselves
are not ambiguous, since they are to be used itexpnand that only those
statements whose potential meanings are mutuatiyigive and whose ambiguity
cannot be resolved by resorting to the linguistid/ar non-linguistic context may
be said to be truly ambiguous.

One additional issue concerns the manner in which the phenomenon of
ambiguity is viewed by representatives from various fields. Thus, whereas in
the literary and artistic realms ambiguity is oftilifully employed in order to provide
more fecund opportunities for interpretation, ields such as physics, mathematics,
logic, medicine, philosophy and law it is consideaa error to be avoided.
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The domain is quintessential when it comes to the classifinabf the
different types of ambiguity as well. lihe legal domain, for instance, the main
distinction made is that betwekatent andpatent ambiguity, but recently the notions
of internal andexternal ambiguity have been contrasted. Thus, if the anitlyigs
hidden, namely if it is1ot caused by the language employed in the drafting of the
deed, contract, will or other instrument but orégés in an extraneous fact or extrinsic
evidence, in a collateral matter out of the insteanmit is calledatent ambiguity. For
instance, if a man leaves in his will part of tistate to his cousin named John Brown,
when two of his cousins have the exact same ndmme,darol evidence is required to
solve the ambiguity. If ambiguity results from flaeilty drafting of the deed, contract,
will or of any other instrument, which containtsscure or unclear wording, then it is
calledpatent ambiguity. In such a case parol evidence is admissible fiytio order
to explain what has been written, not what it wésrided to convey. In Constitutional
Law, for example, statutes containing ambiguouguage are “void for vagueness”.
The phrasing of such laws is viewed as uncleaoasdure, making it impossible for a
reasonable person to determine exactly “what the parports to command or
prohibit”. Such cases of statutory ambiguity depivperson of “the notice requirement
of Due Process of Law”, and, consequently, refidestatute unconstitutional

According tolegal practitioners, ambiguity resides neither in the use of
peculiar words, nor in the use of ordinary wordshva peculiar sense. Words are
considered ambiguous only when their meaning igtain to reasonable persons,
who are clearly endowed with competent knowledge skill to understand them,
being familiar with the practice, usage and terrdgg of the respective field of
activity. Thus, Professor Anup Malani (2009) frohe tUniversity of Chicago’s
Law School, distinguishes betweatiernal andexternal ambiguity. A text may
be ambiguous because “the person reading it isrtaiceabout its meaning” — the
internal view on ambiguity, or because “the person readitiginks others would
disagree about its meaning (even if the reademisuncertain)’ — thesxternal
view on ambiguity. Malani (2009) concludes thatfeliént people might view
different texts as ambiguous “depending on whidind®n they are using®.

Ambiguity is a term often employed to refertaguenessalthough these
two words should not be used interchangeably. ®hedr does not subsume the
latter, and the differences between them are legalportant. Nevertheless, the
confusion has been signalleden in the case tighly regarded legal writings:

“[A] written constitution must be enormously ambigs in its general
provisions.*” (Levi, 1972: 59)

15 West's Encyclopedia of American Lasdition 2. Copyright 2008 The Gale Group, Incpiftiegal-
dictionary.thefreedictionary.com/ambiguity Retridwan 19 October 2009.

16 Nathan Richardson, blogpost dated June 4, 2008://btthicagolaw.typepad.com/faculty/2009/
06/what-are-judges-supposed-to-do-when--statutesiaabiguous-this-question-is-the-source-of-
endless--quantitites-of-legal-s.html Retrieved 8rOctober 2009.

17 Levi, Edward H. (1972 [1949JAn Introduction to Legal Reasonir@hicago: University of Chicago Press.
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“A wise draftsman, when he is dealing with noveliss in course of uncertain
development, will deliberately retreat into ambigit® (Gilmore, 1974: 76)

In the case of the two statements quoted abovehwmelds readvague and,
respectively,vagueness instead ofambiguous and ambiguity, since not only is
ambiguity something to be avoided in legal practimg it also cannot be deliberate,
there being no such thing as “deliberate ambigui@arner, 1995: 49). Dickerson
(1975: 48-49) points out that the uncertainty obauity “is central, with an ‘either-
or’ challenge”, while the uncertainty of vaguendiss in the marginal questions of
degree” and, thereforambigguity is “a disease of language”, whereaguenessan
often be “a positive benefit™

The list of ambiguities that feature in legal wrdiprovided by Bryan A.
Garnef® can be divided into three main categorigBonological syntacticand
lexical. The first category, that gfhonological ambiguity contains examples that
contain the structunmay not, as in

“Even if a merchant sells a product, if he was emgaged in selling that particular
product in the normal course of business, he mblgenbeld liable.” (Garner, 1995: 49)

Here the structure can be interpreted eithériaghe case thahe merchant is
immune to liability(if the stress falls onof), or simply ashe merchanmight or might not
be immune to liabilitgin case the stress falls oray). Given that the intended meaning of
the expressiomay not in drafted documents is generally the formerptiesious example
should be rephrased as ‘tmeistnot be held liable"Mustis a better choice thatall in
such texts due to the fact that the latter may avmany as eight different senses in
legal writings, despite the common view that thisdal verb is used to denote
mandatory actions. In fact, as Garner explains§19490), this verb has been used to:

1. show that aduty isimposed on the actor/subject of the sentence:

The judge shall issue a restraining order.

2. show that a duty is imposed on an unnamed actor that is different
from the actor who isthe subject of the sentence:

The abuser shall be ordered to leave.

3. show that a duty is imposed on an unnamed actor, as concerns the
abstract entity that isthe subject of the sentence:

A time shall be set for the judge to look over flagers.

4. state a conditional duty imposed on the party that desires to take
action in a certain respect:

A restraining order shall be filed in the courthelelonging to the county
where either the petitioner or the respondent live.

5. namean entitlement (not a duty):
The delegate shall be fully reimbursed for thedtand living expenses.

18 Gilmore, Grant (1974)The Death of Contract©hio: The Ohio State University Press.

19 Dickerson, F. Reed (1975)he Interpretation and Application of StatutBeston: Little, Brown.

20 Garner, Bryan A. (2001 [1995]p Dictionary of Modern Legal Usag&econd edition. Oxford:
Oxford University Press.
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direct one to follow certain requirements which are by no means
mandatory, unless oneintendsto take that specific course of action:
The respondent shall, within 30 days from the ddtservice, request a

hearing if s/he wishes the restraining order tatopped.

7.

8.

negate permission (not duty):

The deadline shall not be extended unless propsedeas been demonstrated.
express futurity in retrospective when outlining the necessary conditions
required beforelegal action may betaken:

The petitioner shall have provided the court withrent addresses and current

telephone numbers in order to be notified of theetand date of the hearing.

Garner (1995: 939) pertinently points out tishall is a “chameleon-hued

word”, more likely to be coloured by the linguistiontext in which it is used, rather
than to clearly control it.

The examples o$yntactic ambiguityare caused bproblematic verbal

cor respondences, by the garden path effect, by dangling adverbial modifiers, by
misplaced agents, by poorly placed pre-modifiers or bypoorly placed post-modifiers.

problematic verbal correspondences:

“The parties shall make every reasonable effosigi@e on and have prepared
as quickly as possible a contract ...” (Garner, 199%.:

There are three possible interpretations, atdiggtt, for the statement above,
depending on whether the syntactic counterpattenfe is shall, make or
agree The most likely meaning seems to be the one gaavéy the
following rephrase: “The parties shall make eveaspnable effort to agree on
a contract and shall have a contract preparedieldygas possible ...".

the garden path effect:

“The artificial entity may sue or be sued as thoiigliere a person, it pays
taxes, it may apply for business licences in ite o@me, it may have its own
bank account, it may have its own seal, and sh.fd@Garner, 1995: 49)
Despite the fact that the antecedent of the thindgm singular pronouns is,
clearly, the head nouentity, the position of the first one after the structase
thoughcauses the reader to expect, at first, paraligtates to follow. However,
the reader is simply lead along the garden pattguse instead of a series of
subordinate adverbial clauses the text actuallfacea sequence of coordinated
independent clauses. Disambiguation may be achimvesivording the sentence
and omitting some these pronouns in the procebs: &ftificial entity pays taxes,
may apply for business licences in its own namg, mage its own bank account,
may have its own seal, may sue or be sued as tiougie a person, and so forth.”
dangling adver bial modifiers:

“The court concluded that literacy tests had almddthe right to vote on
account of race or colour.”

The prepositional phrasen account of race or colouseems to post-
modify the infinitive phraséo vote but, in spite of their proximity, the two
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structures do not belong together. On the contthg/jntended meaning is
thatthe right to vote was abridged on account of racd aolour so the
prepositional phrase actually modifies the Viesld abridged

misplaced agents:

“This chilling tale, told in a 13-page report reded today by Edward F.
Stancik, the Special Commissioner of schools, dadsgious questions about
the detection and reporting of child abuse by Sclfftcials.” (Barbanel,
guoted in Garner, 1995: 49)

Due to the position of the agent, the sentence séemiscuss instances of
child abuse by school officialsvhen it actually refers to the inappropriate
detection and reporting by school officials of drélbusecases

“Israeli police officers pulled tires away from arhing fire lit in response
to the slayings by Jewish protesters Tuesday.”I¢tdeli Police Gunned
Down”, Daily Texan 31 March 1993, at 3; quoted in Garner, 1995: 49)
Here there are two possible interpretations: eithdyurning fire lit by
Jewish protesters in response to the slayings batteid to some other
group or a burning fire lit in response to the criminal agisrpetrated by
some Jewish protesters on a slaying spesiéhough the proximity rule
would suggest that the latter should be the mé&styliintended meaning,
the authors actually intended to express the farmer

poorly placed pre-modifiers:

“A divided panel ... reversed [defendant’s] convinop holding that her
detention violated the Fourth Amendment [...] becdaheecustoms inspectors
did not have a ‘clear indication’ of alimentary ahamuggling at the time she
was detained.”l.S. versus Montoya de Hernandéz3 U.S. 531, 533 (1985)
guoted in Garner, 1995: 50)

Although the U. S. Supreme Court employed the nglmase “alimentary
canal smuggling” in order to refer to “smugglingntraband goods by
concealing them temporarily in one’s gut” (quotad3darner, 1995: 50), this
noun phrase seems to mean “the smuggling of alanewanals”, following
examples such adrug smuggling cigarette smugglingarms smuggling
human smugglingr people smuggling

poorly placed post-modifiers:

“As such, the court would be correct in orderingaatial distribution of the
amount of the fund that has been sought in theombtjadapted after Garner,
1995: 49)

There are three possible interpretations for th&estient above, since the
relative pronourthat may have as an antecedent not only the rmoaount
(the one that most probably conveys the intendeahing), but also either
of the other two nouns, the head nodistribution and, respectively, the
complement of preposition, namehe fund
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The examples déxical ambiguityare rooted in poor word choice, such as the
use of the verledit in a statement such as “No one has ever told th@mto edit
syntactic confusion into clear prose” (Joseph Wfili§, Style: Ten Lessons in Clarity
and Grace 4-5 (1981); quoted in Garner, 1995: A8)Garner (1995: 50) points out,
the verbedit followed by the prepositiomto seems to “read as if it wenasert ...
into” and thus may distort the writer's intended megninherefore, it should have
been replaced wittransform for instance, in order to avoid ambiguity.

Since ambiguous texts fail to offer definitive aess, leading, more often than
not, to litigation for the sake of litigation, ldgdrafting should be done with greater
care, by choosing, whenever possible, words thatotiteave room for interpretation.
If the language used to give form to a statute, lawmtract, deed, will, or any other
instrument is not conclusive enough, then subjiegtias well as bias and prejudice are
encouraged. In most cases ambiguity can be avadedbmonstrated, throughout this
study, by the disambiguating rephrases suppliethéndiscussions following each
example. And even though neither scholars, noepsafrs, neither lawyers, nor judges
can ever succeed in devising a theory of interpoetainanimously accepted for all
possibly ambiguous phrasings, the mere trimmingdrafting techniques as advocated
by Garner (1995) is bound to provide a rather a@aftecorpus of legal writings, one
marred by much more tolerable degrees of unceytaint

REFERENCES

Baldick, Chris (ed.) (1990). The Concise Oxford Dictionary of Literary Tern@xford:
Oxford University Press.

Dickerson, F. Reed (1975). The Interpretation and Application of StatutBeston: Little, Brown.

Garner, Bryan A. (2001 [1995]). A Dictionary of Modern Legal Usag&econd edition.
Oxford: Oxford University Press.

Gilmore, Grant (1974). The Death of Contract®©hio: The Ohio State University Press.

Levi, Edward H. (1972 [1949]). An Introduction to Legal ReasoninGhicago: University
of Chicago Press.

Porter, Noah (ed.) (1913). Webster's Revised Unabridged Dictiong®pringfield, Massachusetts:
C. & G. Merriam Co.

*** Collins English Dictionary — Complete and Unabridged 6th Edition. 2003. Waihi
HarperCollins Publishers.

*** The Qpb Dictionary of Idead996. New York: Quality Paperback Bookclub.

Encyclopedia Britannica, IncDictionary.com http://dictionary.reference.comilise/ambiguity
Retrieved on 17 October 2009.

Merriam-Webster Online Dictionary2009. Merriam-Webster Online. http://Aww.merriam-
webster.com/dictionary/ambiguity Retrieved on 170ber 2009.

Peterson’s Practically Painless Guide: Writing arWing College Application Essdyy Wilma
Davidson, Ed. D. and Susan McCloskey, Ph.D. Cdpy@American Education Services,
2009. http:/Aww.petersons.com/education_planretriéved on 17 October 2009.

115




ALINA PREDA

Webster's New  World College Dictionary LoveToKnow, n.d. Web.
http://www.yourdictionary.com/ambiguity Retrieved &7 October 2009.
West's Encyclopedia of American Laedition 2. Copyright 2008 The Gale Group, Inc.
http://legal-dictionary.thefreedictionary.com/amiity Retrieved on 19 October 2009.
http://en.wikipedia.org/wiki/Ambiguity Retrievechd 7 October 2009.
http://grammar.about.com/od/terms/g/ambiguity.htntrfEby Richard Nordquist. Retrieved on
17 October 2009.
http://legal-dictionary.thefreedictionary.com/amlity Retrieved on 19 October 2009.
http://my.uen.org Retrieved on 17 October 2009.
http://wordnetweb.princeton.edu/perl/webwn?s=amibjgiRetrieved on 17 October 2009.
http://www.tnellen.com/cybereng/lit_terms/termsérary. Terms.html#Ambiguity
Retrieved on 17 October 2009.
http://thebookmann.blogspot.com/2007/01/postmotEnms-absence-to-curtain.html Entry by
Richard Bolai. Retrieved on 17 October 2009.
http://uchicagolaw.typepad.com/faculty/2009/06/wdratjudges-supposed-to-do-when--statutes-
are-ambiguous-this-question-is-the-source-of-esdiggantitites-of-legal-s.html  Entry
by Nathan Richardson, blogpost dated June 4, Rtfieved on 19 October 2009.

116



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, LIV, 2, 2009

L’EDUCATION POUR LA CITOYENNETE DEMOCRATIQUE ET
LA PHILOSOPHIE DU MULTICULTURALISME

ION ALBULESCU "

ABSTRACT. The democratic citizenship is related to the cdntexthe environment
where the individual lives and exercises his leggits. In the contemporary world,
there are many politic, economic, social and calltyghenomenons which develop
depending on certain relation systems, which dotaie into account the borders,
especially the politic and administrative ones. Thatexts are the ones where the
individual exercises his citizen status. Witholirig them into account, the education
for democratic citizenship loses its plain sig@ifice and its applicability. For a better
understanding of the education for democraticerithip and of what it is supposed to
do, we have to circumscribe it to a well definedadesocial and cultural contexts. The
opening to other cultures represents one of theitpesrientations of the education for
democratic citizenship. School is a proper placéhie cultural harmonisation requested
by the perspective of constructing a European mnitpace and also by the
phenomenon of globalization of the economy, teawoklnd information. Therefore,
the students must develop their capacity of reeogmivarious cultural codes, of
communicating in an intercultural context, of shapitheir own identity without
becoming victims of several stereotypes and prepsdi of understanding the
peculiarities of the everyday life in various coig®. That is why we are approaching
the multicultural context of achieving educationdemocratic citizenship in this work.

Keywords: education, multiculturalism, democratic citizenship

ZUSAMMENFASSUNG. Die Demokratische Erziehung und dé Filosofie des
Multikulturalismus. Die Veranderungen der modernen Gesellschaft sielit neue
Problematik fur die Bildung da.

Die wichtigsten Werte sind: Demokratie, Verantwogu Anteilnahme, Toleranz,
Kooperation, Komunikation etc.

Die Erziehung und Bildung zur Demokratie ist diechtigste Deviese, die nur durch
teoretischen und praktische Bemuhungen zu bewdltige Die Erziehung zur
Demokratie hangt vom kulturellen und sozialen Kzintdes Individums ab. Im
aktuellen Kontext, viele Fenomene der politischesrtschftlichen, sozialen und
kulturellen Natur finden im Sozialsystem statt, dagch unabhéngig von Grenzen
jederart maniefestieren. Jeder Birger manifestieit in einem bestimmten Kontext.
Die Debatte um "Erziehung zur Demokratie" hélt @asma wach und aktuell. Um es
besser zu verstehen was die Erziehung zur Denwkizideutet und welche
Erwartungen daraus resultieren, muss mann denm&mreext sehen, dass eine Reihe
von wirschaftlichen, sozialen, politischen und lgtlen Aspekten beinhaltet.

Das folgende Thema handelt von Multikulturellem #&ahder Erziehung zur Demokratie.

" Université ,Babg-Bolyai” de Cluj-Napoca
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Schlussalworte: die Erziehung, Multikulturalismus, Demokratischigdgrschaft

Introduction

Les changements survenus dans le monde contemmmraiengendré une
problématique nouvelle pour I'éducation, axée sw série de valeurs considérées
prioritaires: démocratie, participation, responk#s, tolérance, coopération,
communication etc. les développements théoriquesetie problématique et les
démarches pratiques gu'ils incitent et qu'ils senrient sont exprimées par le syntagme
«L’éducation pour la citoyenneté démocratique>.

La citoyenneté démocratique est liée au contesst-a-dire au milieu ou
I'individu vit et fait usage des droits dont il liditie. De ce fait on doit tenir compte
aussi dans la réalisation de I'éducation pour tayenneté démocratique. Dans le
monde contemporain beaucoup de phénoménes pditigoenomiques, sociaux et
culturels se développent en fonction de systemesldtons, qui ne tient compte de
frontiéres, spécialement de frontiéres politiquesdeninistratives.

Les contextes sont ceux dans lesquels I'individwnifeste son qualité de
citoyen. Sans en tenir compte, I'éducation powitayenneté démocratique perte
de son clarté de signification et de l'applicabilitC’est pourquoi, pour mieux
comprendre I'éducation pour la citoyenneté démaguatet ce qu’on en attend, on
doit premiérement I'encadrer dans un set clairemdéfinit de contextes
économiques, sociaux et culturels. A la suite, an aborder le contexte
multiculturel de la réalisation de I'éducation pdacitoyenneté démocratique.

|. Repéres axiologiques de I'éducation pour la citoy@eté démocratique

L’éducation pour la citoyenneté démocratique mroe but de former et
développer a l'individu des compétences de pagtap actives dans la vie
publique, de la participation au vote, aux intetwars spécifiques pour influencer
la décision politique, a la défense et promotiosekedroits ou a la manifestation d'un
comportement responsable dans la société. Elleosappn seulement «savoir» mais
aussi «apprendre a vivre avec les autres», «appranétre» et «apprendre a faire, a
agir». Chaque individu doit en bénéficier, ainsiilgentende que la démocratie
n'apparaisse et ne se développe pas de soi-ménseellralépend sur la contribution
de chacun, que seulement par l'implication de tlmss citoyens on obtient des
résultats exprimés en termes d'efficience publigiepersonnelle, prospérité
économique, justice sociale, accomplissement iddafi moralité.

L'éducation pour la citoyenneté démocratique prowait la culture de la
démocratie, le partage des responsabilités, I'émtedciproque, tolérance et le
solution pacifique des conflits. Ses objectifs megesont la transmission d'un
systéme de valeurs (le pluralisme, les droits d®ntime, la coopération, la
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participation, la tolérance, le respect etc), lanfation des capacités de dialogue,
d’initier des changements, de prendre des décisesponsables, la formation des
attitudes responsables, comme la responsabilit lsecommunauté, solidarité et

confiance dans les siens, flexibilité dans les oaigpavec les autres, respect pour la
culture des autres, I'option pour des solutionsfigaes des situations conflictuelles.

Les valeurs culturelles insérées au niveau desligestivité humaine ont
une valeur orientative pour I'individu, elles s@nta base des modeéles actionnels
dans de diverses circonstances de la vie. La s&atiah de I'individu a la base
inclusivement la transmission d’'un systéeme de valelune génération a l'autre.
Le systeme social peut étre regardé comme unegtwafion de modeles culturels
qui fournissent a l'individu des techniques de eie groupe, d'interaction et
d’intégration sociale, conformément aux expectation demandes indispensables
dans la perspective de la cohabitation socialete€echaque culture a ses propres
modéles de comportement, qui peuvent étre étraageshommes provenant
d’autres milieux culturels. Pour cette raison, eltgt étre étudiée dans les termes
de ses propres entendus et valeurs, mais en éltinmtocentrisme, qui représente
«le jugement d’autres cultures par comparaison esie a laquelle on appartient» (A.
Giddens, 2000, p. 33). Au niveau de la société eat [identifier des structures
axiologiques, qui englobent des valeurs, normagittdes généralisées.

Le processus d'intégration socioculturelle dedhndu peut étre compris
en termes d'acquisition et d'intériorisation de éf&ments structurels, généralement
humains ou spécifiques pour ses groupes d’appadendne fois sédimentées dans
la structure de sa personnalité, ces valeurs, roahattitudes lui servent pour des
repéeres dans la vie quotidienne, pour des critdi@gluation dans les relations
interpersonnelles, pour des standards en foncesnukls on prend des décisions
actionnelles. Elles vont se constituer dans ce Qu€ucg appelle «référentiel
axiologique», un terme qui désigne «... la totaligs dnobiles individuels et des
normatives surindividuelles, intériorisées par Uges qui se actualisent dans tout
acte de valorisation. Il entraine les aspectsivelaient stabiles, consubstantiels de
lindividu (traits de personnalité, degré de cudtuetc) et aussi les éléments
variables concernant le contexte de la valorisafidimat socioculturel, cadre
idéologique ou éléments accidentels)» (2000, p.Aldys cet référentiel qui assure
a l'individu autonomie et compétence axiologiquesrhéme une valeur culturelle
acquise, s'institue par I'assimilation individuékisdes repéres valoriques désirables a
un moment donné, mais reste cependant perméablecarneaux stimuli culturels,
aux nouvelles adaptations.

Un but fondamental de I'éducation pour la citoyeéndans une société
démocratique est la promotion de la «culture d#élaocratie» et des compétences
qui font possible I'exercice effectif du statut citoyen. La citoyenneté est liée au
contexte, dans le sens qu’elle peut avoir simuttear® un contenu culturel divers
déterminé par de mentalités et des identités diffiss. On souligne toujours, au
niveau de différentes types de discours, I'impaeade I'identité de l'individu, pour
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laguelle le component culturel est trés import@atcomponent pose le probleme de la
qualitt de membre de certains groupes, communapéigles, qui construisent
l'identité de chaque individu et qui représentehéritage et aussi une perspective des
futures évolutions. Les droits culturels, justifipar la nécessité de respecter la
diversité, sont considérés comme une nouvelle gépnérdes droits de I'homme,
apres les droits civiques, les droits politiques,droits économiques et ceux sociaux.

Il. Le contexte du pluralisme socioculturel

Les recherches des psychologues et des sociolagaésaussi I'expérience
quotidienne prouve gue les hommes sont différentsgles besoins, intéréts, points de
vue et conceptions différentes. Par extension, ent mlire que leurs groupes
d'appartenance aussi présentent de telles casticideis. A lintérieur de chaque
société coexistent des communautés différentes eooomtumes, normes et valeurs.
Une société dominée par un systeme politique taitali(autoritaire) est moniste. Elle
est dominée par un centre d'autorité unique eevast \aspect normatif, qui établit la
modalité dont les hommes doivent vivre et les futds doivent poursuivre. Dans les
sociétés pluralistes les influences viennent, d'onagiére légitime, de la part d’'une
multitude de facteurs : la famille, la communawtéale, la culture traditionnelle, la
sphére politique, etc. les hommes ont le droitre'différents, et les systemes sociaux
qui respectent I'étre humain prennent soin de selipater la diversité, parce que le
conformisme, I'homogénéisation, I'uniformisationnsa@onsidéres comme des traits
négatifs (J. Karpinski, 1993). Les sociétés déntiogras sont celles qui assurent les
conditions optimales pour la manifestation de \ewiité, du pluralisme social, culturel
et politique. Les citoyens ont la possibilité deish le meilleur pour eux et ce gu'ils
considérent justifié a suivre comme principes gbria de vivre.

Bien que le pluralisme représente une valeur imesdale des sociétés
démocratiques, sa signification reste encore cenftsloin d'étre suffisamment
théorisée. Les différents aspects culturels, pokts et sociaux pris en considération
par les théoriciens augmente sa complexité et neéndifficiles les essais de la
surprendre. On pourrait dire par exemple que dams aociété démocratique le
pluralisme semble étre une question de I'hétéragéetede mobilité socioculturelle, de
différenciation entre segments culturels ou deaaiation des identités culturelles des
quelgues communautés ethnigues. Pour H. Eckst®86)lune société plurielle est
divisée par des «clivages segmentales» de natigieuse, linguistique, idéologique,
culturelle régionale, raciale ou ethnique. Lesipanlitiques, les groupes d'intérét, les
medias, les associations volontaires et méme destont la tendance de s’organiser
au long de limites entre ces «clivages segmentales»

Des nos jours, la création d’une sphére publiquealiste est de plus en
plus dépendante de la cultivation de la diversitéde pluralisme au niveau
international, parce que toutes les sociétés serplus en plus affectées par les
fluxes d’information et de communication sur ledtpgetout état a seulement un
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contrble limité. Accepter la pluralité des culturelsdes discours constitue une
dimension essentielle de la condition postmodere. centre de la culture
postmoderne se trouve I'accepte du caractére igharales expériences sociales, des
identités et des standards de vérité ou de camegtorale. L'existence de la diversité
de valeurs et de pratiques culturelles ne garpatt par soi-méme la légitimité du
pluralisme, parce qu'il est possible que les diffiées sociales ne lui soient dues.
Plutét on peut affirmer que les pluralisme exiateyrai sens du mot, seulement quand
les différences culturelles se trouvent au niveam dystéme de pratiques sociales
institutionnalisées, qui séparent les groupes eeug dans la formation de
lorganisation d'état. Une clarification synthétmude la signification du terme
pluralisme dans le contexte de la société conteampoest offerte par McLennan, pour
lequel «...le pluralisme indique, parmi d'autres, watitude humble et relativiste
d’'accepter le fait qu'il y a une multitude de vakewgulturelles; le rejection de toute
forme d'impérialisme culturel, le libération de mmi mortes du scientisme et
rationalisme illuministe, une féconde diversité méblogique, le support des
différentes modalités de connaitre et d'étre; miéatet ouverture dans le cadre de la
théorie, faire attention,sur la scéne de la paltignoderne, a une gamme vaste
d'intéréts sociaux et intéréts de groupes, partergupeut démontrer sur aucun gu'il
soit primordial dans un certains sens; souterdelaocratie comme but en soi-méme;
faire attention a la complexité des croyancesiqoés, le sentiments que nous plutot
héritons de nos identités sociales et politiqueslgs choisir; des horizons politiques
anti-utopiques, le garde du principe égaux mai@mints (1998, p. 31). Ainsi la
pluralit¢é semble étre devenue un phénoméne globalladvie postmoderne,
indentifiable au niveau de la formation des congegititudes et pratiques sociales
des institutions de la société civile.

Selon le pluralisme socioculturel existent et sanifeatent de nombreux
types de relatons sociales importantes, de nomdsesiscultures, identités et egos
multiples. Le pluralisme politigue promouvoit I'athement pour la diversité dans
I'organisation politique: la reconnaissance de IHédknce socioculturelle, sa
facilitation et représentation dans toutes lescttres importantes de prise de
décision. Ce que G. McLennan veut démontrer eghétisé, par lui-méme, dans
la conclusion suivante: le pluralisme n’est seuleme riche filon de la pensée
scientifique sur la société, mais aussi une exmmessportante de la condition
intellectuelle et morale de I'homme qui vit dans lsociétés démocratiques
contemporaines. La reconnaissance et I'acceptdtiguluralisme signifie traiter la
société et tout ce qui se passe a son intérieurmeordiversité, multiplicité,
hétérogénéité, signifie un déplacement de I'acdentliscours axé sur ce que est
abstrait, général et universel vers le discoursaggrofondit ce qui est concret,
particulier, spécifique, contingent, contextualestten changement continu. Les
anciennes croyances au centrisme social, au déisma@ économique, a I’horizon
culturel eurocentriste, au conservatisme psychajumexuel sont inadéquates pour
les sociétés contemporaines de type démocratiguetyut prise de position est
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regardée comme une option et pas comme une dogrhesieiste. Il n'y a plus des
vérités absolues, mais seulement de points de plussou moins plausibles, plus
ou moins convaincant, en fonction de situationadsubjectivité de chacun.

lll. Le multiculturalisme, la citoyenneté et I'éducation

C'est le discours de la modernité tardive qui gmées reconnait, interpréte et
re-évalue I'expérience sociale de la diversitéestdifférences. Dans la construction de
l'identité sociale, le multiculturalisme s’opposexastratégies homogénéisantes de la
modernité, considére oppressive et met I'accentesudifférences et la diversité. Ch.
Taylor (1994) a mis en discussion le probleme diiquees de reconnaissance, attiré
premiérement, par I'explication des sens la coasierv ou de I'acquisition en mode
égale, au dela de la diversité et des différemtzelg dignité par tous les hommes dans
la société contemporaine. Il préte une attenti@tigfe a la théorie des différences,
constatant que les distinctions ont été souvenbrégs, négligeant ainsi lidéal
d’authenticité. Taylor notait, au méme temps, gigela méme maniere, il est devenu
possible le processus d'assimilation a 'identéthante ou majoritaire. Dans le cas
des communautés qui revendiquent I'application alicept de multiculturalisme,
la tendance fréquemment rencontrée (certes, phs lda démocraties occidentales)
est de tenir compte de références sociales padiidpcales.

Une société démocratique multiculturelle se careset par le traits suivants:

a) la coexistence dans le méme espace des différgnteges culturels,
ethniques, nationales, religieux;

b) la compréhension et I'accepte des différences commoéalité d'éviter la
discrimination;

c) des relations d'interaction basées sur la recosenaie réciproque des valeurs
et du fagon de vivre;

d) des relations équitables basées sur équité eirokéactive.

Quand on parle de multiculturalisme on ne faitngéérence exclusivement au
communautés ethniques. Grace au systéme mass umediaultiplication étonnante
de Weltanschauungedes visions sur le monde s'est passée dans upstem
relativement court. Des minorités de tous le typesinent la parole et présentent
aux autres des cultures et de subcultures lesdphasses. Cette pluralisation rend
possible la conception du monde selon des pointaidainitaires. Le monde de la
communication généralisée «explose comme une ricitdp des rationalités
locales», selon le philosophe G. Vattimo (1995f h@norités ethniques, sexuelles,
religieuses ou culturelles ne peuvent pas étreiteda la silence, ne peuvent plus
étre réprimées par l'idée qu’il y a une seule fordiehumanité a réaliser, au
détriment des particularités, des individualiténitées, éphémeres, contingentes.
Cette libération des diversités est un acte pardles minorités prennent la parole
et se présentent aux autres, ainsi qu’elles sentmedconnues et acceptées.
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Les précheurs de la philosophie du multicultunaéigpensent que toutes les
cultures doivent jouir de lintégrité, de bénéficidu respect, de n’étre pas
marginalisées ou soumises a I'oppression par lksres dominantes. Selon cette
idée, les idéaux personnels ou des sociétés semigrement des idéaux des
cultures particulaires, elles sont des aspiratigfes aux traditions locales et se
basent sur la capacité de conserver le habitatehdeis générations précédentes.
L’idéologie du multiculturalisme représente une g@mn fondée sur des traits
psychologigues distinctes des communautés régnalationales, sexuels ou
raciales. Quand il avait étudié le probléme du itwituralisme, Taylor avait eu en
vue l'idée selon laquelle les politiques des difies se développent organiquement et
en extérieur de celles concernant la dignité uselgr. En prenant comme repére la
société ameéricaine, il allait avancer I'hypothesderslaquelle I'organicité culturelle est
capable d’éliminer les conditionnements socio-énuqoes.

Il y a une pluralité des cultures et aucun critébgectif ne nous permet
d’'affirmer que l'une est supérieure a l'autre. Ealogie du multiculturalisme
promouvoit le soutien des communautés dans I'affion des leurs cultures
différentes. Cette chose ne signifie que le mutticalisme s'oppose au changement.
Le multiculturalisme libéral reconnait que le chemgnt dans le monde contemporain
est inévitable, donc le but de cette politiquetrpas la conservation des cultures a leur
état primaire. Il surgit du désir se succes deshmesrde la société, et ce succes dépend
du respect pour la prospérité de diverses groupbsrals. Le multiculturalisme
demande du respect et de laJappréciation de ladparindividus et des groupes pour
d’'autres groupes dans la société, demande la noérd’'une communauté pour
'autre communauté et, au méme temps, demandeoieddr I'individu de quitter
son groupe culturel pour rejoindre un autre.

Le multiculturalisme se manifeste par hétérogénéiar des différences
culturelles, d'identité et politiques. Les innomitiess groupes réduits au silence
essayent d'obtenir leur reconnaissance: minoritésqies, les femmes (mouvements
féministes), minorités sexuelles. Le terme de roultiralisme n’a pas un entendre
clairement établi. Il peut faire référence a laralité des groupes culturelles
distinctes ou aux conceptions sur les différencétsirelles et, au méme temps, sur
les réponses politiques et individuelles donnée&scas problémes.

Tout discours qui assume les exigences de la mitéletardive va
approcher la notion de multiculturalité comme étaantrélative avec celle de
interculturalité. Une culture sort en évidence qlealte est rapportée aux autres, un
rapport qui peut signifier des transferts valorgwpii engendrent de nouvelles
pratiques, en devenant ainsi une source d’enrietmest réciproque. Dans une
société multiculturelle les individus ont la podléi® de s’alimenter de registres
valoriques de plusieurs directions, de s'inscringx glusieurs appartenances
dépassant ainsi les particularités qui risquentddeenir de stéréotypies. Les
séparations et les clétures réciproques, dévoilédgcondité et qui engendrent de
conflits peuvent étre dépassées par la connaissi@ncempréhension, I'accepte et
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le respect pour la culture de l'autre. Abordanptebleme de la communication
culturelle, C. Cucos (2000) montre que celle-cispppose deux components : la
communication personnelle et la communication $eclaa premiére demande une
certaine compétence de la part des individus stréetsur trois dimensions:

a) cognitive (la capacité de connaitre les créatigmzgadenant a la culture
avec laquelle on établit le contact, I'histoires teaditions, les institutions,
les croyances, les conceptions, les meceurs et |eklités de relation
spécifiques aux ceux qui lui appartiennent);

b) affective (la disponibilité d’adaptation intercuitlle par la preuve de la
capacité, émotionnelle et motivationnelle d'empathec les autres);

c) opérationnelles (la capacité de lindividu d’agiume certaine maniére,
d’expérimenter des conduites interculturelles paestetc).

La communication interculturelle est un échangeonalie qui, plus il
devient profond, plus la connaissance et I'accepteeux appartenant aux autres
cultures obtiendront de nouvelles dimensions.

La citoyenneté multiculturelle ne doit pas étréeiprétée comme une
citoyenneté proprement dit, qui implique des dreitsles devoirs pour un certain
état. La citoyenneté multiculturelle expriment plutine appartenance (qui peut
étre basée aussi sur la choix individuelle) a utaices groupe, ce qui n’exclut pas le
respect et la tolérance vers d'autres groupesu(elst ethniques, politiques, religieux,
sexuels) de la méme société.

Le civisme multiculturel est un concept assoclé diversité ethnoculturelle
de l'intérieur des démocraties libérales et quigi&sun nouveau type de participation
civique. Cela suppose I'accommodation des groupesritaires dans I'ensemble de la
société majoritaire, un changement dans les tedieéss reconnaissance de la pluralité
d'identités ethniques, religieuses, culturellestade, de gendre etc. ce type d’hypostase
du civisme promouvoit I'égalité entre groupes,ilteerdté a I'intérieur de chacun et la
materisalisation de la différence dans la vie $mcig@conomique et politique.
Alternative du processus de construction de laonatie civisme multiculturel
consideére périmée I'évaluation des chances degeaodans la société seulement en
fonction de I'appartenance a une certaine ethnigutiure sociétale. Dans ce contexte,
chague individu ou groupe dispose de la libertpatticiper dans la société civile de la
maniére que sa propre identité ethnoculturelle sapo

La multiculturalité des sociétés modernes engage problémes de
compréhension des différences, de respect du déstonservation des identités
culturelles, de besoin de la connaissance et doecedd’autrui. Dans une telle
perspective, I'éducation pour citoyenneté démaguatdoit s'assumer un double but:

a) rendre les jeunes capables a reconnaitre 'inéghiliustice, les stéréotypies
et les préjugées;

b) transmettre aux jeunes les connaissances et déotengr les compétences
nécessaires, pour leur permettre de réagir positmé a ces attitudes
guand ils s’y confronteront en société.
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L'identité a beaucoup de facettes, qu’'on découvrese rapportant aux
autres et qui sortent de réles multiples et deatsiins contextuelles dans lesquelles on
agit. Acceptant cette multiplicité de I'identitérpennelle on peut comprendre a celle
de l'autrui. Il y a une infinité de formes d'expsem des différences sous I'aspect de
la facon de compréhension des facteurs impliquéss tieducation, de la
conception de I'activité de formation initiale ertout continue, différences exprimées
dans des modalités de penser et d'interpréter, diemsomportements quotidiens de
travalil, alimentation, vétements, mentalités, emueconcerne la vie privée, avec ses
problémes familiaux, sexuels, de natalité et d’é@dan des enfants.

Le concept d'éducation multiculturelle désignetdtealité de programmes
éducationnelles qui répondent aux nécessites irapgsér la coexistence dans un
milieu multiethnique. Son but est de faciliter lanpaissances des groupes
ethnoculturels minoritaires et par conséquentctammodation et I'ouverture de la
société majoritaire aux modéles culturels spéafgaux groupes minoritaires. La
construction européenne, comme processus a |aati@i duquel notre pays veut
apporter sa contribution, présuppose une interdi&pee de plus en plus accentuée
entre nations, ce qui implique de nouvelles orteta des politiques éducationnelles,
explicitées au niveau des documents curriculaitg@®e nouvelle citoyenneté européenne
n'est plus une utopie des nos jours, et I'écoleapgelée a préparer les éléves pour
pouvoir devenir citoyens compétents dans I'espagaeal nous voulons appartenir. Les
nouvelles dimensions de la citoyenneté mettentemipr plan le valeurs, les objectifs
et les stratégies de I'éducation multi — et intlwocelle, comme moyen de valorisation
positive des différences et d’enrichissement réqipe, par la connaissance d’autrui, a
l'intermédiaire des échanges et de la coopératam@do sur respect réciproque» (D.
Georgescu, 1999, p. 189). Tout programme éducatiani prend en considération
I'idée de multiculturalisme doit se fonder sur lenpipe de I'élimination de la
dichotomie entre la culture des majoritaires euliture des minoritaires, en faveur de
d’'une conception plus élargie sur la diversitéuralte et sur I'ouverture de la société
contemporaine. L'idéologie du multiculturalisme m@uvoit la reconnaissance de la
variété culturelle existante dans une société etséne de démarches qui peuvent étre
faites pour la conservation et la valorisationadsgécificité.

IV. Conclusions

L'ouverture vers d’autres cultures représentedewepossibles orientations
de I'éducation pour la citoyenneté démocratiquel'étole représente une lieu
propice pour harmonisation culturelle, demandée [@arperspective de la
construction de I'espace européen communautairis, anasi par le phénoméne de
la globalisation de I'économie, de la technologie des informations. Par
conséquent, on doit développer aux éléves la d#pdei reconnaitre des codes
culturels différentes, de communiquer dans un ctataterculturel, d'affirmer
leur propre identité sans étre en proie des sygiéstet des préjugées, de comprendre
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les particularités de la vie quotidienne des dipargs. L'éducation pour la citoyenneté
démocratique a le role de diriger I'attention damps vers I'expérience d’autrui vers
leur propre identité, et aussi vers les valeursdimes universelles. Une démarche
adéquate faite dans ce sens doit se baser surcdemneessance du fait que
'appartenance d’'un individu a une communauté nfesd équivalente avec son
identification compléte avec la communauté respectsur l'idée d'égalité des
opportunités éducationnelles pour tous les grodpelintérieur de la société, sur la
promotion des membres des groupes ethniques mainesitdans la qualité de
pédagogues, sur une innovation curriculaire quingresn considération les
particularités communautaires. L'éducation pew éinsidérée, grace a ses démarches
antiracistes, anti-xénophobes, anti-discriminasoie¢ de relativisation des cultures
existantes, le garant d'une société multicultureliable, facteur de stabilité
démocratique et de diminution de la conflictualité.
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ABSTRACT. From several years Romanian educational systeemdgaged in a
large reform process, first of all about the resite of educational content at
many levels such are: scholar programs, manuals, adso the innovation of
didactic methodology and evaluation system. Thiclarmeans to emphasize the
most important ideas which are the basis of ertineception about reform and
their goals. Educational system must do not preddily abstract contents despite
the formative aspects, it is necessary to surplassehcyclopedic knowledge,
difficult to accomplish in our days, to a culturkeaocontextualized action. Despite
numerous changes in latest years, the Romaniarsatahal reform continued,
because of many factors which maintain discountemanf desideratum.
Characteristics of old educational system like: sspmationism, self-centered,
excellency, intellectualism, elitism, depersonalaz&l inequality of chances still
remained present in new configuration.

Keywords:elitism, intellectualism, reforming the curriculum.

ZUSAMMENFASSUNG Die Verwandlung des rumanischen Salisystems von
Elitismus und Intelektualismus zu einer einheitliclen Grunderziehung. Eine
Kurzfassung Uber Programme und Schulmaterial fir Gundschulen und
Gymnasien. Das rumanische Schulsystem befindet sich seit Jalme einem
Veranderungsprozess der Erziehungsmethoden. DestarRurierung betrifft in erster
Linie das schulische Curriculum, die Schulbiichet oitht zuletzt die Benotung.
Dieser Artikel handelt von Grundideen der Restnigttung und von den wichtigsten
Zielen. Die allgemeine Meinung ist, dass das Sghtdm nicht die abstrakten Werte
propagieren, sondern fiir ein Allgemeinwissen ieraiverstandlichen Kontext pladieren.
Obwohl im ruménischen Schulsystem viele Verandezanstattgefunden haben,
gibt es immernoch Bereiche die sehr kritisch bbteic werden sollten. Die
significanteste Veranderung kann mann in der Rdsitierung und Modernisierung
des Schulsystems erkennen. Leider immer noch zersind die Werte des alten
Schulsystems wie: Konservatismus, Elitismus, Egoienus, Exklusivismus,
Intelektualismus, Depersonaliesierung, Chancenistdieit.
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Introduction

Les transformations profondes qui se passent dassciété contemporaine
imposent a linstitution scolaire de nouvelles exiges d'éducation de la jeune
génération. En s’assumant les responsabilités aeafmn des citoyens, I'école
doit s’adapter toujours, par des projets curricalRinovateurs, aux changements
économiques et sociaux rapides, qui influent d’'umaniére décisive sur la
conception sur le role du systeme d’enseignemeptesA 1989, la reforme de
I'enseignement en Roumanie a été une des prialéisrées de tous les gouvernes
qui se sont succédés. Jusqu'a présent, un grarisfea® changements |égislatifs,
institutionnels et de contenu ont été faits. Parséquent, I'enseignement roumain
est orienté maintenant vers le développement d’passonnalité autonome,
dynamique et créative, fixée dans les réalitésasesi Pour sa réalisation, I'école
doit s’assumer ces objectifs formatifs, par la iségilon desquels l'individu est
conduit vers une intégration rapide et efficierdaglla sociéte.

Dans tout processus de reforme de I'enseignement,réflexions sur
I'élaboration d'un nouveau curriculum occupe unacpl centrale. D’ailleurs, les
reformes actuelles de divers pays se déroulentcipafement dans le zone
curriculaire ou impliquent inévitablement des aspamncernant le Curriculum.
Au premier plan se trouvent l'actualisation et lad®rnisation du contenu de
I'éducation, au niveau des programmes scolaireslest manuels, mais aussi
l'innovation de la méthodologie didactique et dstéyne d’évaluation.

Malgré les nombreux changements faits, la reformael’@hseignement
roumain continu, les causes qui empéchent la edmliisdes desiderata n'étant peu
nombreuses. Méme si les succes dans la restructuett la modernisation sont
significatifs, des caractéristiques de lI'ancientéyg®e d’enseignement, comme le
conservatisme, l'auto centrisme, I'exceptionnalisftiatellectualisme, I'élitisme,
la dépersonnalisation et I'inégalité des chancet encore présentes.

I. Quelques directions de I'innovation curriculaire

On a considéré longtemps qu’'un homme instruit ekti qui posséde un
grand volume de connaissances dans de diversesraimnan « encyclopédiste».
On négligeait le fait que toutes les habitudes dmvoir faire» et « savoir étre»
contribuent a la configuration du profil de persalité qu'on veut éduquer chez
éléves. L'éducation intellectuelle a été souvegardée d’'une maniére unilatérale,
comme une accumulation d’'information, étant parfdentifiée avec l'instruction
ou l'apprentissage. Selon cette vision, I'appreatie se limitait dans une grande
mesure a l'enregistrement, le maintien et la repctdn des connaissances
considérées par le professeur, nécessaires péomtation de la culture générale
des éléves. Leur raisonnement et leur action ¢ta@ientées et dirigées
rigoureusement de I'extérieur, I'activité éducateedéroulant sous la forme «sermon-
interrogatoire». On n’encourageait pas suffisamnienécherche et la découverte,
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la réflexion personnelle et la créativité, maistdi@el exercice reproductif.
L'expérience de vie des éléves et le quotidien m@iréaient ignorés.

La surévaluation des connaissances dans une eep@iinde au détriment
de la formation complexe de la personnalité n'a qiterdé de montrer les effets
négatifs c'est-a-dire la rupture entre I'enseignemee la réalité, la considération de
I'éducation intellectuelle comme supérieure auxesuaspects de I'éducation et la
formation des gens unilatérales et incapablesattapter facilement aux demandes
sociales (D. Salade, 1995, p. 56). Les auteurscifanes programmes et manuels
scolaires partageaient « le mythe intellectualisseton lequel on doit assurer aux
éléves une culture générale plus étendue que poskibpoint de vue quantitatif,
considérant que celui qui tient les informationsitpgussi opérer avec eux a un
niveau acceptable. Cette conception a engendrécdatasns cas des performances
supérieures, mais au niveau de la masse d’'élevesnmyistré de grands échecs.

Par I'enseignement et I'apprentissage des divatseiplines scolaires on
vise, comme on l'affirme dans les documents culaices, le développement des
capacités intellectuelles, des compétences de comation, de relation et de
participation efficiente dans la vie sociale, écoiue et politiques, indispensables
pour I'assumation par les éléves des expectatiendld a la part de la société. Par
exemple, danfrogrammes scolaires pour les classes V- VIII. igaurriculaire
Langue et communicatian montre que le but pour étudieriacipline La langue
et la littérature roumainelans le cycle gymnasiale est de former un jeunant®a
une culture communicationnelle et littéraire deebasapable a comprendre le
monde, a communiquer et inter actionner avec ksssia utiliser efficacement et
créatif ses capacités pour résoudre des probléoreseats de la vie quotidienne,
pouvoir continuer le processus d’apprentissageoate tphase de son existence,
étre sensible a la beauté dans la nature et a@éée par 'lhomme. L'étude de
cette discipline est orientée d’'une maniére paoet vers le développement aux
éleves des développement des compétences de cooatmmi par le
développement des capacités de réception et d'ssipredes messages orales et
écrits, par la familiarisation avec des diversasasions de communication orale et
écrite, avec des textes littéraires ou d’autrensamdéquats a l'age.

Si on définit 'apprentissage comme «le processugrdparation pour faire
face aux nouvelles situations» (. Ne&c1990, p. 16), alors on peut considérer que
la récente reforme curriculaire dans I'enseignemeninain a été nécessaire, pour
répondre aux transformations économiques social@plexes de notre pays. Dans
ce sens, la restructuration du processus éducatiatans toutes ses sphéres et
articulations, a apportée au premier plan la dinoensformative de l'instruction,
une instruction capable a préparer les éléves ltke m@mniére qu'ils fassent la
preuve de compétences fonctionnelles, adaptabiitgponsabilité, initiative et
créativité, des caractéristiques considérées ashentdans le développement de
leur personnalité. Son impacte modeleur doit seréiser dans des personnalités
ainsi formées, qu’elles correspondent aux exigedtmsire culturel, scientifique,
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professionnel et moral civique. Tout Curriculum lag@ pertinent projette ces
exigences formatives au niveau des programmesismlamposant des objectifs
éducationnels adéquats a I'évolution de la société.

La vision curriculaire qui a été a la base de Bélation de nouvelles
programmes scolaires a orienté la pratique dedignement et de I'apprentissage
en rapport avec « objectifs de formation qui visdes compétences de niveau
supérieur, de I'application des connaissancesstdmpétences dans de nouveaux
contextes et de résolution des problémes théorigupsatiques» (A. Marga et D.
Georgescu, 1999, p. 3). D'une telle perspective,clentenus ne deviennent moins
importants, mais ils sont considérés des véhiqoes la formation des compétences
intellectuelles et relationnelles de niveau supérides attitudes et des comportements
nécessaires a un jeune homme dans une société rddiooe de notre temps.

Une projection curriculaire dans la perspectivd'@ucation qui réalise
efficacement une fonction sociale implique une agaation continue des objectifs,
contenus et stratégies d'action, comme dépassementenouvellement des
modeles ou des principes considérés désuets. Beemahiere seulement on peut
promouvoir un profile de formation adéquat a un dea un changement rapide.

Les objectifs éducatifs ne visent seulement I'asitjoh des connaissances,
mais surtout le rapport réflexive, critique et tiféa celles-ci, le développement
des capacités intellectuelles (I'analyse, la sysehéa généralisation, I'abstractivité,
la définition, linterprétation, le résumé), le @dappement des habiletés, des
habitudes et des attitudes positives. Certes nfemts assimilent des connaissances
factuelles dans une forme verbale relativement fe® gardent et les reproduisent
qguand on le leur demande, mais telles acquisitt@sont pas suffisantes pour
pouvoir considérer que linstruction souhaitée sf@eduite. Il est plus important
ce qu'ils peuvent faire avec les conséquences sExjua maniére dont ils les traitent
pour pouvoir résoudre des problémes. Alors I'apgssage ne suppose seulement
I'acquisition des connaissances, mais aussi latrcmtion d’'un systéme interne de
coordination, qui donne la possibilité de dévelopee opérations mentales.

L'acquisition des connaissances par l'apprentisssgmaire n’'est plus
considérée un but en soi-méme, étant liée plu@fa@armation et le développement
des compétences et des attitudes désirables aws@tdal. Les connaissances ne
deviennent pas du tout sans importance, mais kpigsage scolaire présuppose
plus que la simple acquisition des concepts etddéss factuelles offertes par des
diverses sciences. L'apprentissage scolaire reiesen processus de nature
formatif informative, dans le sens que le but poiins’est plus celui d’obtenir une
culture générale de type encyclopédique, mais dtiba I'acquisition d’'une «
culture fonctionnelle», adaptée aux intéréts du emnou de perspective. Les
nombreuses analyses faites dans les sciencesdied®on sur le rapport entre
I'informatif et le formatif dans I'’éducation desegks ont donnée gain de cause au
second aspect. Par conséquent, le Curriculum seatai Roumanie a modifie la
hiérarchie des objectifs de la triade classiquecdinaissances; 2) habiletés et
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habitudes; 3) compétences et attitudes, qui adamug orienté le processus instructif-
éducatif. Ont devenues prioritaires les compéteetdss attitudes, suivies par les
habiletés et les habitudes et puis I'acquisitios dennaissances. Cette conception a
mené a I'élaboration des programmes scolaires gungitent la centralisation du
processus éducatif sur la formation et le dévelmepe des compétences fonctionnelles
de base. En feuilletant une de ces programmes merapgue « Le desideratum qui
s'impose a étre considéré vise la dotation devkéla un ensemble structure de
compétences de type fonctionnel. Ceux-ci margequassage de I'encyclopédisme de la
connaissance impossible a atteindre dans les iomsdd’aujourd’hui, a une culture de
l'action contextualisée, qui suppose I'applicatiptime des techniques et des stratégies
adéquatesRrograme scolare pentru clasa a X-2000, p. 5). Dans les programmes
scolaires sont prévues seulement les connaissessestielles a apprendre, ainsi qu’'on
évite le sur chargement informationnel, qu'on pmuifsire face au rythme rapide
d'augmentation de la connaissance humaine et, asertdmps, qu’'on puisse réaliser
les objectifs de nature formative. Les compétertdas habitudes se forment aussi
pat le processus d'assimilation et application cmaissances, a cause de cela il
est absolument nécessaire la corrélation des ammtarec ces buts formatifs.

Comme on a montré antérieurement, le desideraturéase moderne est
de former I'individu et pas seulement de I'informee qui suppose un déplacement
d’accent de contenu de I'enseignement sur sestibjet ses taches formatives.
Autrement dit, un passage de I'enseignement aXxésaonnaissances a I'enseignement
qui articule les connaissances, les compétenclks eittitudes dans une structure
formative complexe (G. dideanu, 1996).

L’acquisition des connaissances essentielles vi&@spar I'enseignement
des diverses disciplines scolaires est sremepbriiante. Mais le développement
de la personnalité n’est pas seulement une acctionudinformations, suivie par
un exercice reproductif, et, a une grande mestfexté par I'oubli. Il implique la
formation des capacités et des habiletés intekdlet ('orientation dans la
bibliographie, la recherche et obtenir indépendaninismformation, I'utilisation
de celle-ci dans la résoudre des problémes), Istieation des stratégies de pensée
et d’action, le développement des attitudes makédjees, le développement des
compétences de communication, de transfert et lié@pion des connaissances
dans la résolution des problémes, de rationnenteld prise des décisions.

Il. Réticences, inadvertances, difficultés

Méme si on ne peut pas minimaliser les progrésgesirés dans la
réorganisation et innovation des programmes cuaii@s et manuels scolaires,
'enseignement roumain n’arrive encore a assur@ineient I'évolution de
I'identité personnelle de I'éléeve par intégrité, tmuaffirmation, réciprocité,
habiletés comportementales. Pour 'achévement e gymnasiales, les éléves
doivent faire la preuve de l'acquisition d’'une ordt comprise plutdt impersonnellement
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que fonctionnellement. De plus, cette culture guibnt déterminée a acquérir
dépasse par sa complexité ce que doit savoir uisenqree qui achéve ses études a
cet niveau. A la fin du lycée, les éléves passemxamen de baccalauréat homogéne,
avec des épreuves axées trop sur mémorisatiomduegiion fidéle, raisonnement
algorithmique. Les connaissances demandées pat égseuves représentent un
but eux-mémes, leur utilisation contextuelle étamdins visée. Or la culture
générale ne peut plus étre envisagée comme un blesatios et rigide de
certitudes et de solutions définitives, acquises p&e simple accumulation de
notions, idées et théories, mais plutdt comme uientation et une formation qui
réorganise l'information, la valorise et la rafidic

L’action éducative ne se résume seulement a candes éléves vers
I'acquisition des connaissances. La simple conaaiss de principales dimensions
conceptuelles et thématiques des divers domainesadéestation de I'esprit humain
n'est pas suffisante surl'aspect éducatif. Il eétessaire le développement du
raisonnement divergent, capable a opérer d'une amarinterprétative et créative,
'acquisition des capacités qui permettent a l'él@obtenir indépendamment des
connaissances, leur traitement et leur utilisat@riprmation des attitudes désirables
dans la perspective de la vie sociale actives.igaification actuelle du concept
pédagogique de culture générale désigne, en plosdttain volume de connaissances
acquis, un ensemble de compétences et d'attitugieis,complétent I'horizon
formatif de la personnalité de I'éléve.

Du Curriculum & I'évaluation des performances déses, I'enseignement
roumain reste en grande mesure élitiste. Les mancmhtiennent encore une
grande quantité d’informations. Les programmesesgtrhanuels sont congus ainsi
gu'ils sélectent une minorité et qu'ils ratent lzance de réalisation compléte de
plusieurs éléves. Les prix représentent un butusAT@&mes pour toute école. Les
rapports du Ministere de I'éducation indiquent wang nombre d'éleves médiocres,
d’abandon scolaire et de redoublement. Ces rappoadent le probléeme comme
chiffre statistique et puis I'anéantissent au nivdas causes et des solutions.

La passe sur la classe supérieur a 'examen deitdpaassé par les éleves
aprés la fin de Ben trois disciplines (mathématiques, roumain &t discipline a
option entre I'histoire et la géographie) et quadibtionne I'accés au lycée, a été de
76,89% en 2006 et de 80,86% en 2007 (http://wwwrefluLes résultats de
'examen de baccalauréat au fin lycée sont singigaiDans la session juin juillet
2006 le percent du passer a été de 19,53%, et paumi qui ont passé I'examen
13,08% ont eu des moyennes situées entre 6-6,4%a(t la note minime pour
passer I'examen). Les pourcentages peuvent étisfagsdnts pour ceux qui
administrent le systéme d’enseignement, mais ilsotérent qu’une bonne partie
d’éléves ont échoués.

De l'analyse des manuels de gymnase et de lycée comstaté que dans
leur élaboration on tient compte plus des contemmoposés par la programme et
moins des objectifs, surtout des objectifs d'orfinenatif. Bien que les objectifs
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d’ordre formatif prévus dans les programmes sonéggux et plusieurs d’eux ont
un caractére transdisciplinaire, sont trop peuxdiamarches explicites des manuels
pour la réalisation de ceux-ci. lls sont laissédesgompte d’'une réalisation implicite,
comme une conséquence de la réalisation des @bgotidre informatif.

Les programmes et les manuels scolaires ont eweswrtout I'intelligence
logicomathématique et verbale et trop moins celigtive, relationnelle, communicative,
empathique, affective-émotionnelle, artistique. rseauteurs partagent encore « le
mythe intellectualiste», selon lequel la seule lfécumentale véritable soit celle
rationnelle. Les systémes d’évaluation sont axéssskvement sur la mémorisation et
sur les capacités déductives, contribuant a lati@néales cohortes « d'éléeves
médiocres», dont les facultés mentales différentesont pas mises en évidence
suffisamment. Un homme instruit est considére cgliliest fidéle et conformiste
dans la reproduction des connaissances. L'évaluasb de type constatif et pas
qualitatif au progres individuel. Elle se réduitugent a la notation de type
récompense punition.

L’élitisme et I'exceptionnalisme sont le produismécessairement intentionné,
du sur chargement, de l'intellectualisme hypertiégt des critéres d’évaluation.
lls produisent et sont produits par le penchantfaet®urs de décision de se mettre
les mains sur les yeux face aux situations incombies, en perpétuant le
triomphalisme non critique. Leur fierté croit etcddit selon le nombre de prix et
de médaillés aux Olympiades internationales. list&'essent profondément aux
matieres d'étude avec des prix aux Olympiadesémuthération de médailles, et
moins aux causes de I'abandon scolaire ou au dieitagpres I'achévement d’études
les jeunes grossissent le nombre de chGmeurs outildes carences sur I'aspect de
la formation civigue.

L’étude signifie de I'effort, mais pas n'importe ejweffort, mais un effort
torturant, docile et humilie, matérialisé dans dgarcité de résister tranquillement
et concentré a sa place un grand nombre d’heunesggrihde nombre d’heures
demande la résolution de devoir a la maison. Corhieurrait-il apparaitre, dans
telles conditions, le plaisir d’apprendre? Dansctdlectif scolaire, le plaisir
d’apprendre devrait arriver du contenu thématiqiee la forme d’'activité, de la
coopération collégiale, de lI'acces au partage dertgpre expérience avec les
autres, du réle facilitateur du professeur, deahilité des limites entre ce que les
éléves doivent étudier et ce qu'ils veulent étudidais dans beaucoup de cas, les
éléves n'apprennent pas pour l'utilité d’'apprendgrarce gu'ils ne se retrouvent
eux-mémes et leur monde dans les programmes gtdesels scolaires. On arrive
ainsi a un enseignement qui est aliénateur pampsestés : le devoir est plus
important que le développement personnel, la progra plus importante que les
éléves, les connaissances abstraites plus impestante celles applicatives, les
habiletés théorique- discursives plus importantes gelles comportementales,
linformation plus importante que la formation. Léeves apprennent trop peu,
dans le Curriculum officiel, sur eux comme persanhes disciplines d’étude sont
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axeées sur les problemes abstraits, introuvables bexpérience directe. Ainsi il
arrive que, aprés de plusieurs annéastude de la physique et de la chimie,
beaucoup d'éléves qui ont finit le lycée ne peuvas expliquer les phénoménes
physico-chimiques a impacte directe, comme il arque, apres I'étude de I'anatomie,
ils continuent a pas connaitre ou pas protégemiganisme. Dans les programmes et
les manuels d'histoire sont introduits des thénm# dn considére que le contenu
scientifique peut étre valorisé de la perspectevéadiie privée: 'homme préhistorique
(outils, armes, occupations), I'homme médiéval doorhme a [I'époque de
Illluminisme. Dans quelle mesure ces thémes peueentribuer a un tel but est
discutable. De plus, dans tout ca, le mot hommatiisg plutét au sens générique, les
hommes concrets, les personnes réelles étant cemmagt absentes, parfois des
occupations et des modes de vivre étant décritaedmaniére générale. Les
liaisons ne s’établissent pas, la majorité de feigre les gens, mais entre états et
elles sont d’habitude, conflictuelles, en termaydiedomine qui.

Les auteurs de manuels devraient étre plus atieslik rapports entre le
général et le particulier, dans la constructionategenus didactiques. Il est nécessaire
dans tout manuel de réaliser un équilibre optinteedas éléments de généralité et
ceux particuliers. Il est vrai que les éléves anta au général par la factualité proche,
mais il faut faire attention, leur prééminence pelouer quelquefois la voie vers
l'universel. C’'est pourquoi il faut réfléchir afi@@quence et I'extension des éléments
circonstanciels, surtout si ceux-ci sont accidenfatrissables.

En général, I'éducation intellectuelle doit étriaite en liant la problématique
des disciplines scolaires a un contexte axiologigugant qu’on vise seulement la
transmission du nucléé explicative d’une sciencla érmation de I'échafaudage
intellectuel sans mettre en évidence la genéséwatlition des idées scientifiques,
les valeurs spécifigues a chaque pays, et, auedeimstant, sans la formation
d ;une culture véritable, on croit que I'éducatiest affectée dans sa propre
essence: la dimension formative hypostasiée a@nddt (G. Visceanu, 2002). Par
exemple, la maniére dont ils sont offerts par lggpsrts curriculaires actuels, les
mathématiques restent «une discipline reine», feamsée dans une tour d’ivoire,
sans aucun envoi vers le monde réel, auquel I'tafacces.

I1l. Conclusions

La tendance exagérément intellectualiste encyclsf@de peut plus
satisfaire les sollicitations complexes auxqudlesseignement actuel est soumis.
Slrement, la valeur des connaissances dans largtiépades éléves ne peut pas
étre niées, mais il est spécialement importantpéas formatif, axé sur le
développement des compétences et des attitudesldési La simple acquisition
des connaissances n'aboutit pas, par soi-méme,dgvwaloppement des capacités
et des aptitudes intellectuelles. Dans la persgectie nouveaux buts de
I'éducation, le réductionnisme spécifique au syst@raditionnel d’enseignement
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ne peut étre que contre-productif. La limitation'daseignement a la transmission
des informations, I'identification de 'homme cuwii avec 'homme informé, la

transformation de I'encyclopédisme dans une rémaitaa la cause pour I'éducation
des jeunes conformément aux demandes de la société.

On a reproché a I'enseignement exagérément intedkste du passé le
fait qu’il a produit un dogmatisme sur le plan sturel et cognitif, et sur le plan
affectif et interrelationnel de I'autoritarisme.rlla jamais été suffisamment formatif,
parce qu’il a surévalué le réle des connaissarides’a pas stimulé un développement
complexe de la personnalité de I'éleve. L'écoledni pas privilégier les contenus
abstraits au détriment des aspects formatifs. as®ms ne se référent seulement
aux exigences de formation, mais visent aussi bissibilité d’entrainement dans
un effort d’acquisition de plus connaissances quossible dans des diverses
domaines, dont le volume augmente a un rythmeaggde.

Les initiatives pour la modernisation de Il'enseigpe@t roumain se
heurtent & une série d'obstacles, a la cause destueépassement en fait de
I'élitisme et de l'intellectualisme se laisse ere@ttendu. Ce qui nous manque
aujourd’hui sont les politiques fermes et cohérenie comptabilisation entre I'état
de fait et les standards a atteindre. Ces standartasent sur la philosophie d’'un
enseignement démocratique, pragmatique, capablépandre clairement a la
guestion: que fait I'école pour la réussite sopimfessionnelle de chaque éléve qui
finit un cycle d'études?
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EFLECTION ON SCIENCE CURRICULA OF ROMANIA, BASQUE
COUNTRY AND TIMSS 2007 TESTING

LILIANA CIASCAI “, JULIA IBARRA ™,

ABSTRACT. The results of Romania and Basque countries & 200 2007 TIMSS
testingsshow a very different evolution: the results ohfgmian eighth-grade students
remain constantly poor while the Basque students mproved their results, reaching
close to the international average. Most explanatfor this difference are attributed to
science curriculum. In this paper is carried oabmparative analysis of eighth-grade
science curriculum tested by IEA testing/assessin&@07 and those of Romania and
Basque country. This analysis uses the taxonongbjctives adopted by TIMSS
2007 testing. The results indicate that there iffierehces between the curricula of these
countries relative tothe objectives and the scientific conteliso, they emphasize the
curricular revisions that should be made so thesetries can focus on problem solving
approaches/in order for these countries to focuproblem solving approaches

Key words:TIMSS 2007, Science, school curricula, Basque ttpun

ZUSAMMENFASSUNG. Die Ergebnisse von Ruménische und Baskische Land,
im Jahr 2003 und 2007 in die TIMSS-Tests, zeigate eehr unterschiedliche
Entwicklung: die Ergebnisse der rimanische Studemedem achten Semester
sind stdndig schlechter, wahrend die Baskische edted verbesserten ihre
Ergebnisse. Sie erreichen der Nahe des intern&ioriaurchschnitt. Die meisten
Erklarungen fir diese Situation finden Sie in dds&®nschaft Lehrplan.

In diesem Artikeln wird eine vergleichende Analys® Ruménische und Baschische
Land gezeigt, im Wissenschaften Lehrplan IEA, Tekisyefurt im Jahr 2007.Die
Ergebnisse zeigen die Unterschiede zwischen derplésien dieser deider Lander,
Uber die Ziele, aber auch Uber die wissenschadttidnhalte.

Fir eine Inhaltliche-Lehrplan Revision sollten id_&ndern begriinden lhrer
curricularen Revisionen mehr auf die Problemltsalsgauf Konzepte.

SchlisselworterTIMSS-Studie 2007, Wissenschaft, Lehrplanen, Bk

1. Background

In the last TIMSS assessments Romania and Spa# eaticipated only
with eighth-grade students. In theagesessmenthe results of Romanian students
were constantly below the internatiomagéan scoresin contrast, Spain, represented

" Babes-Bolyai University, Romania
™ University Public of Navarra, Spain
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by the Basque Countrias reachedh 2007 a score which does not differ significantl
from the international average:

510 4 500 500 498

500 1 489
490 - O The Romanian score

4801 470
470 462 O International average
460 -
450 - O The Basque country
440 A score
430 r )

TIMSS 2003 TIMSS 2007

Picture 1. The results of Romanian and Basque students irSHK003 and 2007 testings
(Gonzales & all, 2008, p. 33; Gonzales & all, 200415; ISE-IVEI, 2008, p. 6-7)

As is shown in the picture presented above, thelte®f Romanian
students are lower than those of their Basque aglies. Alsothe differences on
the performance scalaf Basque country and Romania increased, fromol®tpin
2003 to 36 points in 2007 testing.

500 498
489
I Romania
480
I Basque country
470
460 : 462
TIMSS 2003 TIMSS 2007

Picture 2. Difference between the scores of Romanian andgastydents (idem)

These differences could be explained by a comparatialyse of the science
curricula of these countries and TIMSS testings.

2. Science curricula of TIMSS 2007 testing
2.1. What is TIMSS 2007 testing?

TIMSS is a project of the International Association the Evaluation of
student achieveme(EA), headquartered in Amsterdam. This projededsby the
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international study center TIMSS and PIRLS, in aodiration with a global
network of organizations and representatives digpating countries.

TIMSS 2007assessmeris the fourth international test, in a comparative
assessment cycle dedicated to improve teachindeanding in mathematics and
science for students around the world. Conductestyefour years at forth and
eighth-grades, TIMSS provides data about trendmathematics and science. At
the same timein order to informeducation policy makers in the participating
countries, IEA usually collect extensive informati@garding the quantity, quality
and content of teaching. TIMSS 2007 has collecegdild information about the
application and implementation of curriculum of hrerhatics and science, and also
information about teacher training, resource abditg and the use of technology.

Science curriculum of TIMSS testing comprises anitbge domain and a
content domain.

2.2. The cognitive domain of TIMSS 2007 testing

The cognitive domain of TIMSS 2007 science cumioul includes 38
competencies distributed in three cognitive categorKnowing, Application and
Understanding (Gonzales & all, 2008, p. 35). Kn@xomprises eight skills concerning
facts, information, concepts, tools and procedtinas students need to know about
scienceApplying level regards tstudents’ skills of using knowledge to solve peois
or to answer questions and comprises seven $Kitlst skills (23) are distributed at the
level of Reasoning. This category goes beyond dumitive processes involved in
solving routine problems amatcludescomplex tasks and complex problems resolution:

25 23
20
15
02007 TIMSS Curricula

10 8 -

5

0 T T

Knowing Applying Reasoning

Picture 3. Distribution of TIMSS 2007 competencies on theotaomy

It is important to mention tha part of somecompetences of cognitive
domain is necessary involved in the scientific ingumore specifically in
formulating questions and hypothesis, designingstigations, representing data,
analyzing and interpreting data, drawing conclusiand developing explanations.
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The eighth grade students should also possess &dg&labout the nature
of science and about the scientific inquiry (what ii, typology etc.). This
knowledge could be gaineplicitly or implicitly, by learning the content topics.

2.3. The content domain of TIMSS testing

The contents that have been subjected to TIMSS 286tihg of eighth-
grade students are presented in the following t@tdlis & all., 2005, p. 53-67):

Table 1.
The content domain in TIMSS 2007 testing

Biology Chemistry Physics Earth Science
Characteristics, Classification and |Physical states and Earth’s structure and
Classification, and Life composition of changes in matter; physical features,
Processes of Organism;  |Matter; Energy transformationsEarth’s processes,
Cells and Their Functions; |Properties of Matterjheat, and temperature;|cycles, and history,
Life Cycles, Reproduction, |{Chemical Change. [Light; Earth’s resources,
and Heredity; Sound; their use and
Diversity, Adaptation, and Electricity and conservation;
Natural Selection; magnetism; Earth in the solar
Ecosystems; Forces and motion. system and the
Human Health. universe.

Each content domain (corresponding to a schoolest)bfomprises several
main topic areas, each topic being accompaniedibtyai objectives. The total number
of objectives is 70. In the following picture iduditrated the distribution of these
objectives:

21%

OEarth Science
EPhysics

23% OChemistry
OBiology

279

Objectives

20%

0% 5% 10% 15% 20% 25% 30%

Picture 4. Percentage of objectives per school subject

As can be noted from the figure above, the distidimuof objectives per
school subjects is balanced.
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The cognitive domain of TIMSS 2007assessment reptegaxonomy as
an useful instrument for the analysis of Romaniash Basque country curricula

3. Analysis of the science curricula of Lower Secdary Education in
Romania
3.1. Romanian secondary education

Secondary education in Romania inclugempils aged between 3 and 19
years. Students follow 14 grades of study, groupetive cycles based on the

major learning objectives (CNC, 2000):

Table 2.
Curriculum cycles of Romanian education system
= = School
% o) 29 Age |Education levels Grade subjects in
o < = the area of
£° s Natural
O Sciences
Accomplishing 19 Lyceum Xl -
c pre-specialization with &
o view to an efficient
© integration in the upper cycle
= specialized higher
S education or on th
3 labor marke 18 [Lyceum Xl Biology,
upper cycle Physics,
Chemistry
- (Science/
The in-depth study 17 Comple-tition Xl integrate
= in thg c_hos_en proflle_and year curriculum)
an specialization, ensuring
Q at the same time a 16 [Lyceum Arts and X
5 general instruction lower cycle
S based on the comm
& core and on the optio Trades
in the other curricula school
_ areas
T 5 g To orient pupils in ordg_ 15 IX
OE) = gto optimize their scho| 14 [First cycle of lowe VI
2 < gloption and subsequg 13 |secondary school VII
O g|professional caret
S Developiry the basi{ 12 \ Biology,
g_ skills  necessary f Physics
% pursuing one’l 11 \Y Biology
3 education 10 |Primary school v Natural
o 9 Il Sciences
S |The pupil’ adjustmenttd 8 Il Knowledge o
%% |the requirements of the| 7 I the
g 2 [School systerandinitial| 6 |Kindergarden Preparatioh €nvironment
& |literacy year
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Pre-university education in Romania follows uniquans which include
subjects of seven curricular areas: (1) Languagecammunication (2) Mathematics
and Natural Sciences (3) Man and Society (4) Abjs Khysical education and
Sports (6) Technology and (7) Counseling and guidan

Preparation in the field of Natural sciences atlével of primary school is
made in the frame of school subjd¢howledge of the environmeffirst and
second grades) aridatural sciencegthird and fourth grades). In most of upper
grades the place of Science as integrate appr@achkén by school subjects:
Physics, Chemistry, and Biology. Sciences studyigher school comprise special
situations; one of them is that of specializationliterature (theoretical chain,
humanistic profile). The students who are followitigs channel are studying
Sciences (integrated approach) in the eleventhhaalfth grades. Another case is
that of schools of Arts and Trade, this case /in the case of whithe sciences
study stop at the eleventh grade.

The subject’s curriculum is the main didactic ingtent that describes the
ideal conditions for successful learning. In Roraatinere is a curriculum for any
teaching subject. The curriculum specifies longntegoals (named framework
objectives) and medium term goals (named referasigjectives) and provides
suggestions for learning activities.

The framework objectives refer to the developmdrgkils and attitudes
specific for a subjeatatterand they could be achieved after several schamisye
The reference objectives state the expected ouwahéarning and follow the
progress in the acquisition of skills and knowleétgen one grade to another.

Their role is to support teachers in selecting fanchulating the operational
objectives of lessons taught.

3.2. Distribution of objectives specified in the Ranian Science curricula
for eighth-grade level

Eighth-grade students learn Physics, ChemistryBaoldgy. They acquire
few notions on Earth science in the fifth-gradeeleat Geography.

The analyze of objectives mentioned in Romaniaer®e curricula, based
on application of TIMSS 2007 taxonomy, is carried at two levels:

a) the level of long term objectives:

As it can be seen in the picture above the didinhuof the framework
objectives is less balanced, theoportions being: 1/2 (Knowing/Applying); 3/2
(Knowing/Reasoning) and 4/3 (Reasoning/Applyind)eTevel of Applying is the
less represented.
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Reasoning 2 | 1 | 1 |

OPhysics
Applying | 1 | 1 | 1 | O Chemistry
i O Biology
Knowing 2 | 2 | 2 |
T 1
0 5 10

Picture 5. The distribution of framework objectives
(Romanian science curricula) on TIMSS 2007 taxonomy

b) the level of the medium term goals of Physidsei@istry and Biology:

Reasoning 3 | 5 | 3 |
7 O Physics
Applying 4 | 6 | 4 | O Chemistry
4 O Biology
Knowing 5 | 6 | 4 |
T T T 1
0 5 10 15 20

Picture 6. The distribution of reference objectives
(Romanian science curricula) on TIMSS 2007 taxonomy

At this level the distribution of objectives is mobalanced. Also, the
decrease of the number of medium term goals with ititrease difficulty of
cognitive processes involved in Applying and Reaspis normal.
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3.3. The content domain of Romanian science curtof eight-grade level

Physics, Chemistry and Biology content that teacHwve to teach at
eighth-grade students is set in the school cugicul

Table 3.

The topics of school subjects (Physics, Chemistrynd Biology) of eighth-grade level
Physics Chemistry Biology
Fluid Mechanics; Simple substances with |Plants and animals in different life
Heat; practical uses; environments;
Electric charge; Substances compound witRactors in the spread of living
Electric circuits; practical uses. organisms;
Electromagnetism; Trophic relationships in ecosystems;
Optical instruments; Equilibrium in ecosystems.
Radiations.

This content is mainly mono-disciplinary. Teachestudent are responsible
to identify/for identifyinginterdisciplinary themes and if they fail to finslich
developments - and it happens very rarely to haweh dnitiatives — the students’
knowledge remain fragmented.

4. Science curricula of lower secondary educatiomiBasque country
4.1. The secondary education curriculum

The educational system in Spain is organized itesyand levels, including
students aged three to 18 years old. (Mullis & aD08, p.652).

Table 4.
Curriculum cycles of Spanish education
Varsta Stages
3-6 3 levels Infant education
(levels)
6-8 1st Cycle Primary education
8-10 2nd Cycle (6 levels)
10-12 3rd Cycle
12-13 1st Cycle Compulsory secondary Biology, Physics, Chemistry and
13-14 Education (2levels) Earth sciences
(Sciencelintegrate curriculum)
14-15 2nd Cycle Compulsory secondary |Biology, Physics, Chemistry
15-16 Education (2levels)
16-18 Baccalaureate (upper secondary) or Vocatgindles (2 levels)
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As it can be seen in the table above the scienchy sts school subjects in
Basque country starts in the secondary educatieel, l€omprising the subject
maters that arassessed TIMSS 2007.

The science curriculum in the 2th year of Secondariducation in the
Basque Country (Spain)

Compulsory Secondary Education goes from 12-13syend6-17 in four
academic year courses. In third and fourth yeaidestts choose among various
subject alternatives. This education system andeExgntal Sciences aim to
enable all students to become scientifically literand, to do so, traditional
subjects are taught, namely Physics, ChemistryloBjoand Geology, without
forgetting other new branches such as Ecology,eBluiology etc. and others of
indubitable interest such as Astronomy, Medicing Bietetics.

The central theme of the second year (corresponttingighth level in
Romania) is the change in subject matter and thedinction of the concept of energy
as the driving force, allowing us to move towardsiritial qualitative explanation
from a clearly global focus. In particular, terredtchanges are analysed from the
perspectiveof their relation to the Earth's energy, both ewkand internal. Changes
in living beings and environment, and the relati@tween them are als¢aken into
accountwith serving as a stepping stone to ecologicehss.

In Physics and Chemistry the first interpretativedels of the structure of
matter are introducedollowing simple atomic models, making it possible to
explain the macroscopic properties of matter ad aglits physical and chemical
changes. With regard to the content of Biology &®blogy, they start out from
the unit of structure and organisation of livindgrggs, from the cell as basic unit of
life to a complex organism such as the human béiig unit of structure and
function of our body is focused from the perspecttf education for health,
establishing the importance of healthy behaviouriadicating the relation of each
organic system to hygiene and the prevention ohas illness. Finally, the course
concludes with the relations between Science archrii@ogy, Society and the
Environment: the electric current, its productidis, use and relation to scientific
and technological development as well as envirotahgroblematics from the
physicochemical point of view; in Biology and Gegyo human activity and the
environment examined from the analysis of natugaburces and their use, as well
as the waste generated and its impact on the deasys

Therefore, the area of Natural Scienesaphasizethe developmenof
student'spower of observation, analysis and reasoning, el as intellectual
flexibility and methodical rigour, in this way enemging him to think and
elaborate his thought processes more independéntiyghout life.
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4.2, Distribution of objectives specified in theragula for eighth-grade level

The science curricula of Basque country follow tainment of 69
objectives of which 32 objectives are formulated Rinysics, two objectives for
Chemistry, 21 objectives for Earth Science and fjeactives for Biology. The
distribution of these objectives is presented srnbxt figure:

Reasoning 8 '
| OPhysics
. OChemistry
Applying 15 |1| 1 | ! | OEarth Science
i O Biology
Knowing 9 |1| 7 | 6 |
T T T T T T !

Picture 7. The distribution on TIMSS 2007 taxonomy
of objectives (Basque country science curriyula

As it can be seen in the figure above Chemistrthés less represented
schoolsubjectin the Basque country curricula.

Unlike the Romanian science curricula (picture é)¢epting Chemistry,
the curricula of Basque country are focused orahel of Applying:

22%
20% A

16% OPhysics

13% [ ]
0,

— 10% 10%

12% O Chemistry
__9% [ ]

O Earth Science
OBiology

P 4%

U e | P
0%

Knowing Applying Reasoning

Picture 8. The distribution of objectives by subject matemsTéMSS 2007 taxonomy
(Basque country science curricula).

More precisely, half of the objectives formulated €ach school subject are
placed at the level of Applying and the other rsatfistributed at the other two levels.

146



EFLECTION ON SCIENCE CURRICULA OF ROMANIA, BASQUE@JNTRY AND TIMSS 2007 TESTING

3.3. The content domain of Basque Country sciencgricula of eight-
grade level

The science curricula of Basque country for thedestts of 13-14 years
comprise four school subjects, the same with theleeted for the TIMSS investigation.

Table 6.
Subject areas in the 2nd course of ESO (13-14 years

Physics Chemistry Biology Earth science
Optical and sound Classification andCharacteristics, Classificatiotmospheric changes
changes; composition of  |and Life Processes of and meteorological
Heat and temperature;|Matter; Organism; phenomena;
Electrical phenomena,|Chemical change|Cells and Their Functions; |Earth’s structure and
electric charges, Life Cycles, Reproduction, |physical features;
conductors and and Heredity; Earth’s processes,
insulation; Ecosystems. Trophic cycles, and history;
Energy conservation a relationships in ecosystems;|Earth in the solar
degradation; Protected ecosystems in the system and the
Consumption and Basque Country. universe.
sources of energy.

5. Comparisons between science curricula of Romani8asque country
and TIMSS 2007

In the TIMSS 2007 assessment the readisevedby students in Romanian
and Basque countries were very different as meatiseoreseachedat the levels
of taxonomy.In fact, the differences between students in Ramand Basque
Country can be seen at every level of the cognitbraain.

500 500 499 500 499

490 ] ]
490 A

O The Romanian score
470 .
O International average
460

451 ’*
440 |_

O The Basque country score

Knowing Applying Reasoning

Picture 9. Comparison of scores obtained in the cognitive aiarby Romania, Basque
country and TIMSS 2007 students
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If we analyse the histogram we could observe tliferdnces in scores
between the two countries. These differences asepted in the table below:

Table 5.
The biggest values of the scores’ differences
The biggest difference between scores Taxonomic Level Value of difference
Romania and Basque country Applying 48
Romania and TIMSS testing Applying 49
Basque country and TIMSS Knowing 10

The most important differences in scores to disameghose identified at
the level of Applying.

To find out an explanation of these differences lvage to analyse the
three science curricula.

The first level of the analyse concerns the comquete specified in the
TIMSS 2007 curriculum, the reference objectives tiomed in the Romanian
science curricula and those of Basque countryawei This analyse is carried out
using the TIMSS taxonomy.

100% -

50% 61% O Romanian curricula
04 - 0, .
50% 1 38% o a3, 35% 289 002007 TIMSS curricula
189 18% |@Basque country curricula
0% T T ,
Knowing Applying Reasoning

Picture 10. Comparison between Romania, Basque country
and TIMSS 2007 curricula of the eighth-grade levels

The comparisorrevealedthe fact that each curriculum &entreon a
different level of the taxonomy. For example, thestrepresented level for each
curricula are: Knowing in the case of Romanianicuta; Applying in the case of
Basque country curricula and Reasoning for TIMSSicuia.

Taking into consideration the fact that the fiestdls in the TIMSS 2007
taxonomy concern the simple problem solving #rmehigh onghe solving of the
complex problems, the aim of the Romanian and Basmpuntry curriculum is
solving of simple problems while TIMSS curriculum ¢entered on solving the
complex problems.
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0, 0,
100% 73% 83% .
399 61% O Romanian curricula

0, .

50% 28% 18% 02007 TIMSS curricula
O Basque country curricula
0% + T 1
Knowing and Reasoning
Applying

Picture 11.The distribution of objectives
on levels correlated to simple or complex problems

The analyse of the content of these three sciena&gla emphasizethe
next important aspects:

- The Basque country curriculum is very similar tatttof TIMSS 2007
curriculum.

- In the TIMSS 2007 and Romanian curricula therecanlg few topics that
could help students to succeed in the TIMSS testinghic relationships in
ecosystems; optical instruments; fluid mechanigbstances compound with
practical uses.

It has to be mentiothat TIMSS 2007 tested knowledge on Earth scieBagh
science is not a school subject for the eighthgrRdmanian students. In fact,
students who participated in 2007 assessment heare $tuding elements of Earth
science in their fifth-grade level at Geography #004) and developed their
knowledge at Geography, Physics and Chemistry.

550 -

O Romanian score
02007 TIMSS mean

514
500
498 500 500 293 50
472 47 OBasque country score
45 463 45
450 T T T 1

Biology Chemistry Physics Earth
science

Picture 12. TIMSS means and scores obtained
by Romania and Basque country at each content ciomai
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These interdisciplinary contributions and the fiwett geography is one of
school subjects included in the process of natierams could be the explanation
of the score obtained by Romanian students at Earémce, where they reached
their best results.

Conclusion

The results of this analyse confirm the possibitiby attribute the poor
results achieved by Romaniatudentsn international assessments to the science
curricula, firstly because its focuses on the Ievafl Knowing and Applying and
secondly, because of the differences between tlentdic content studied by
Romanian students and the subject of the TIMS$tgsst

This analysecould also consider thahe increased performances of Basque
country students in TIMSS 2007 testing can bebaitied to the interegfiven tothe
level of Applying by curriculum authors. Despite tact that this level regards simple
problems solving, these skills applied to a conteny similar with that of the TIMSS
testing could assure the succces of the studelaarining science.

To increase Romanian and Basque Country studemt$brmances in
international science assessments it is necessaeyisethe existing curricula and
their adaptation to international practices. Itldolt be necessary to propose a
study of a similar scientific content. Most impantas /a right focus of curriculum
objectives on the levels of Applying and Reasoris@ condition of the substantiation
of a curriculum based on problems solving.
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STUDY ON THE FEATURES OF 6 AND 7 YEARS OLD
CHILDREN’S DRAWINGS

MARIA ELIZA DULAMA', OANA RAMONA ILOVAN?,
CORNELIA VANEA®

ZUSAMMENFASSUNG. Studie iiber die Eigenschaften der Zeichnungen, die von
6-7jihrigen Kindern erstellt sind. In dieser Studie finden Sie Antworten auf den
folgenden Fragen: Welche sind die Eigenschaften der Zeichnungen, die von Kinder
zwischen 6-7 Jahre erstellt sind? Haben alle Zeichnungen von den Kindern in diesem
Alter dieselbe Eigenschaften? Es wird die Hypotese gepriift: wenn in den frithen Jahren
die Zeichnungen eines Kindes bestimmte Merkmale aufweisen, dann werden diese auch
spéter, bei 6-7 Jahren, auftauchen. Wir haben die Zeichnungen von 12 Kindern aus einem
Kindergarten gepriift. Bei der Erstellung der Bewertung sind die Eigenschaften der
Zeichnungen der Kinder von 6-7 Jahren aus der Literatur und eigene Beobachtungen.
Aus der Analyse der Zeichnungen kommen wir zu folgenden Schlussergebnissen:

1) das Vorhandensein der allgemeinen Eigenschaften (Exemplaritdt, Transparenz, die
Wiederholung der Zeichnungen in anderen Formen, die Ubernemungen von Ideen
anderen Kindern, Vorliebe fiir ein bestimmtes Thema; Wiedergabe von Entfernungen
durch Straflen und Eisenbahn, die falschen Grofenverhéltinisse);

2) die Zeichnung der Person hat besonder Merkmale (genaue Umrisse und die
Einteilung des menschlichen Koérpers in Unterteile, Differenzierung zwischen
ménnliche und weibliche Gestalte; die Angaben der Gesichtseigenschaften)

3) die 6-7 Jahre alten Kinder benutzen bei der Erstellung von Zechnungen die
Vorkenntnisse und das bestétigt unsere Forschungshypothese: die Zeichnugselemente
sind am unteren Rand der Seite erstellt, nicht in Breite, sondern auf eine Linie oder
zufillig integriert.

Schliisselworter: Transparenz, falten, biegen, enthaltenden Formen.

ABSTRACT. Study on the Features of 6 and 7 Years Old Children’s Drawings.
Our purpose was to find answers to the following questions: Which were the main
features shared by drawings realised by 6 and 7 years old children attending
kindergarten?; Did all children’s drawings, at the respective age, share the features we
identified? The hypothesis we wanted to test was the following: were there several
phases to be identified in children’s drawings and if that was the case did 6 and 7 years
old children had features characteristic to other phases too? We analysed drawings
realised by 12 children attending a rural kindergarten and we used an assessment sheet
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where we included features of 6 and 7 years old children’s drawings that we
deduced from the literature we researched and as a result of our observations.
After analysing drawings we reached the following conclusions: 1) there were
several general features (exemplarity; transparency; bending; schematism;
irregular character of the drawings, copying other children’s drawings, preference
for a certain theme, representing perspective through winding roads and railways;
not observing the rules of proportion for the represented objects); 2) drawing
people required observing certain rules (drawing clear borders and differentiating
the body parts, differentiating men from women, drawing certain face details,
representing arms and legs with a double line, additional structure of drawings); 3)
in children’s drawings we identified also features characteristic of other phases,
and thus we verified our research hypothesis: placing the elements they drew at the
bottom of the page as well as on a line, either at ramdom or in an integrated way;
representing “little persons — the Mr.”; using a series of integrating ways:
referenced forms, embracing forms, and stop-repeat forms.

Keywords: exemplarity, transparency, bending, schematism, referenced forms,
included forms.

Introduction

Our purpose was to find answers to the following questions: Which were
the main features shared by drawings realised by 6 and 7 years old children
attending kindergarten?; Did all children’s drawings, at the respective age, share
the features we identified? The hypothesis we wanted to test was the following:
were there several phases to be identified in children’s drawings and if that was the
case did 6 and 7 years old children had features characteristic to other phases too?
Through this research we offered teachers certain information on the features of 6
and 7 years old children’s drawings.

Theoretical Basis

Similarly to language, drawing is a means of communication based on a
system of signs. Children combine features, put forms together, represent through
symbols. Interpreting drawings means translating them. The graphic system that
children use bases on forms that children learn and these forms are preconditions to
a whole system of representations, a system of rules that children have to observe.
In order to produce images, children use a few words, a code that they develop as
they grow up while trying to reproduce the signs that they grew up with. So that we
could interprete the drawings that 6 and 7 years old children produced we had to
research literature on phases of children’s production of drawings. In this paper we
put forward only the features of phases included in the above-mentioned age.
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Luquet (1927) defined the period between 4 and 10 years old as years of
“intellectual realism”. During this phase children chose between features of a
certain object, features that could be noticed and the ones that couldn’t, the details
that expressed a certain degree of knowledge characteristic of their age. Children’s
drawings had three features:

- exemplarity — it was considered that this characteristic underlined the
main features of the process of identifying images, as children drew each detail
without flaw, they drew the elements of the image successively and these elements
were indispensable for understanding a certain drawing;

- transparency — when children drew what they knew about objects,
ignoring any restraints of the visual world: they drew the heart in the human body,
but also added elements that they did nor plan ahead in the spatial organising of the
visual structure;

- bending — this was defined as a sum of graphical procedures that allowed,
as a result of changes in view angles, representing three dimensional spaces on
pieces of paper; children drew wheels and legs of tables on both sides in an
impossible visual perspective; one could change the verticality of objects:
chimneys perpendicular on the oblique line of roofs, trees and houses neighbouring
roads, pastures surrounded by hedges, etc.

Lowenfeld (1947, 1952, apud Cambier, Anne, 2008) established phases
taking into account the way people perceived reality. He identified the period
before schematism for 4 up to 6 years old children and a schematism period for 7
up to 9 old years children. This author considered that the lines that children used
in order to represent the real were not very connected to reality. Frequently,
children used forms and lines that lost meaning when separated from the entire
image. At the age of 6 and 7, children established spatial relationships between
elements and they perceived their own persons as part of the environment. If, in the
beginning, children drew objects on the lower margin of pages, at that age
appeared “the basis line” symbolising the basis where drawn objects resided. That
line could be part of a landscape (e.g. a mountain).

Osterrieth (1976, apud Cambier, Anne, 2008) defined four levels: the blot
period, the schematism phase, the conventional realism phase, and, in adolescence,
differentiating individual evolutions. Representing people was varied: “little
persons — the Mr.” represented by oval or rectangular shapes, with long legs and
hats, or “little persons — the Mrs.”, represented by round or triangular forms,
wearing short or long hair. The schemes of houses got richer with differentiating
elements (e.g. curtains, door handles), modifying the number, position, and style of
drawing windows. For children between 6 and 9, from a graphical point of view,
one could notice the progressive loss of addition and moving on to the integrative.
Children maintained proportions when drawing people, people were in certain
relationships (they held hands or were involved in certain activities: they played
games, picked flowers, worked). Children also picked colours carefully, paying
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attention to conventions, they were interested in naturalist types of compositions. If,
before, the elements of drawings had been scattered on paper or placed at the bottom of
the page, lacking the representation of space, and only evoking it by drawing the sky or
the sun, when children were 6 or 7, they also drew the soil line or a basis surface
allowing the placing of objects and people in a certain environment, they
conceptualised space. Children started to use procedures such as representations in
elevation or aerial views, mixing different ways of representing in the same drawing.
When children were 10 their drawings were considered less schematic, less stereotypic,
more elaborated. They also tried to represent perspective, to indicate a certain visual
perspective, such as diminishing the dimensions of objects with distance and taking into
account visual coverage. Frésard’s study (1981, apud Cambier, Anne, 2008) showed that
9 and 10 years old children represented perspective through diverse strategies: roads
disappeared inside tunnels or behind hills, roads hosted kilometric signs, panels, children
drew winding roads, longer roads than the longest margin of papers.

Eng’s (1931, 1957, apud Cambier, Anne, 2008) and Lurcat’s (1974, apud
Walon, Ph., 2008) underlined the irregular character, similar to a jigsaw blade, of
individual production, therefore somebody’s drawing had a variable number of details
from one production to another. Anne Cambier (2008) sustained that in the evolution
of representing a character one could identify changes, mutations, deteriorations,
oblivion or returns to previous schemes. Graphical features organised and reorganised
observing certain rules. Drawing a character appeared as a system including synergies
and conflicts between additions of elements, changes of lines and structures. This
researcher considered that each child had a personal style in realising a production, an
obvious style, a certain manner of representing the character’s features, but it was very
difficult to define this style. Children of 5 and 6 drew characters while observing the
following: clear contours and differentiating body parts (head, body, arms, and legs),
differentiating the male characters from the female ones, indicating face details,
representing arms and legs with a double line, additional structuring of the drawing.

One of the conclusions of Abraham’s study (1963, apud Engelhart, D., 2008)
was that children from 6 up to 17 years old first drew a character having the same sex
like them. Osterrieth and Cambier (1976, apud Cambier, Anne, 2008) discriminated
between two graphical successive ways in the course of drawings’ evolution as
children grew old and these researchers named them “ways of integrating”: “an
additional — inorganic way, by juxtaposing geometric elements that if taken one by one
did not evoke that part of the body that they represented; “an organic, synthetic,
integrative, non-geometrical way where isolated elements of the whole kept their
representative power”; “a joint way” that combined the previous two. Philippe Walon
(1987, apud Walon, Ph., 2008) studied these ways of integration: “referenced forms”
(additional lines) (when a new line referenced itself to a previous built one),
“embracing forms” (Goodnow’s embracing lines, 1977, apud Cambier, Anne, 2008)
(the contour line was apparently continuous and included body parts) and “stop-
repeat forms”.
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Method

We realised our research in the 2008-2009 school year, in a kindergarten
group with 6 and 7 years old children, in the rural area. Our sample included 12 girls
and boys in the Normal Programme Kindergarten in Floresti commune, Cluj County.

We tested the following hypothesis: were there several phases to be
identified in children’s drawings and if that was the case did 6 and 7 years old children
had features characteristic to other phases too? The independent variable of our
research consisted of given tasks (the stimulus method) when we asked children to
realise drawings observing certain rules. The subject variable was represented by 6 and
7 years old children that had a certain level of psychic development and characteristic
individual features. The dependent variable of our research consisted in children’s
drawings where we could identify obvious features that were characteristic of
certain phases.

During our experiment, children received the following tasks that they
solved along several days: Draw “little persons™!; I draw my family; Draw what
man has inside his body!; Draw objects that we do not have in our classroom!; Draw
things that one may put in a bag!; What can you draw using lines and geometric
figures? (task 1 and 2); What can you draw using straight, parallel, vertical and
horizontal lines?; “The golden window” or “The open window”; How can you
integrate a house, a child and three trees?; Feel this thing inside the little sack and draw
what you think that is!; Draw a thing that the toothbrush is similar to!; Flying spoons,
forks, and knives; Continue that drawing!. During the experiment, children worked
individually, each child had a piece of paper and coloured pencils.

After researching literature and doing some observations, we elaborated an
assessment sheet where we included features of 6 and 7 years old children’s drawings.
This assessment sheet included the following categories of features: general
features, display, type of drawing, representing people, representing perspective, space
awareness, ways of integration (table 1). With help of the assessment sheet we
analysed children’s drawings and marked with an “x” the identified feature. In this
study we assessed only the existence of a feature not its weight in one child’s series
of drawings.

Results

In table 1, we mentioned the features of children’s drawings that we
analysed according to the assessment sheet.
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Table 1.

Features of 6 and 7 years old children’s drawings

. . | De- | Ser- |Nar-| Timo-|L.An-|Ro- |M.An-| Io- | A- |[Raz-| Sa-
Categories |Features Alin| . . . .
nisa | giu | cis | tei |dreea|xana| dreea |nut|lex| van | nyka
exemplarity X X X | x| x X | x| x [x]|x]| x X
transparency X | x X X x| x
bending X X X | x
schematism X X X | x| x x | x| x [ x|x| x | x
irregular character of
. X | x| x | x| x X | x| x [x|x| x| X
drawings
General - -
repeating certain
features L= X X X | x| x X | x| x |x|x| x| x
drawings in other ones
copying schemes from
X | x| x | x| x X [ x| x [x|x]| x| X
colleagues
preference for a certain
X | x| x | x| x X | x| x [x|x]| x| X
theme
personal style X X X | x| x X | x| x |[x|x| x| X
at the bottom of the page X X X X | x
bottom line X X | x| x X | x |x X
Display |at random on the page X X | x| x x| x X X
integrated in the page X X X | x| x X | x| x | x|x| x| x
aerial view X X
drawing clear borders and
. - X X X | x| x X | x| x [x|x]| x| X
differentiating body parts
differentiating men from
X X X | x| x [x|x| x| X
women
indicating face details X X X | x| x X | x| x |[x|x| x| X
representing limbs
- . X X X | x| x X | x| x [x|x]| x| X
using double lines
. |representing limbs
Drawing P £ X | x X | x| x
cople  |using one line
peop additive structuring of
. X | x| x | x| x X | x| x [x|x| x| X
the drawing
representing clothes - X - - X X | x| x | -]|x] - X
representing shoes X X X | x| X X | x| x | x|-] x| Xx
people represented as
. . X
part of a relationship
little persons — the Mr. X | x X | x| x
little persons — the Mrs.
Representing |winding roads X X X |
perspective |winding railways X I
Representing in space X X
Observing the rules of proportion | x X X | x - - X X | x|[x]| x X
Wavs of referenced forms X X X X X X X | x[x]| x
vays o embracing forms X X X X X | x
ntegrating
stop-repeat forms X X X X X X X | x
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Discussions

1) Study of general features

Exemplarity could be considered proof of children’s capacity of
conceptualising as it underlined essential features for identifying images. After
some of the tasks, the teacher asked children what their drawings represented and
wrote on the drawing what they said. During our analysing of drawings, we
assessed what each drawing represented and if we could accept that the respective
drawing represented what the child said it did. Almost all children’s drawings were
characterised by exemplarity and each child manifested this feature even if in not
all of his/her drawings. They drew in an exemplar way representing the main
features of the sun, of tables, chairs, and houses (figure 13 and 14).

Transparency. Only in six children’s drawings (that we marked in table 1) we
could notice transparency, when they drew, without any explicit requirements, houses
and trees with fruit (figures 9 to 12). When they drew “what man had inside his body”
(figure 1 and 2), they did not represent clearly the internal organs meaning that children
had no correct representations of them. They also drew the heart symbolically in 7 out
of 8 drawings, the lungs in one drawing and the kidneys in another. Children also drew
bones (figure 1), representing ingested food (three cases). In five drawings they drew a
red circle on the forehead, and in two drawings they represented a yellow surface that
could be associated to the brains. When drawing “what one can put in a bag”, all children
put objects in bags making use of transparency. Some children put in one bag objects of
different kinds (fruit, vegetables, clothes, bread, meat, milk and similar products, sweets,
and toys) and that was rarely according to reality. Some children grouped the objects in
their bag on categories: fruit and vegetables (one case) and toys (another case).

Bending. Only four children used bending when drawing chimneys perpendicular
on roofs (figure 14) or when they drew hedges around sheep (figure 19).

Schematism. All children realised sketches. Some children drew rectangles
(figures 1, 3, and 8) or ovals (figures 2 and 5) in order to represent a person’s body
or head, parallel lines (figures 1 to 6, and 21) or single lines (figures 7, 8, and 22)
in order to draw sketches of arms, legs, and fingers.

We identified the irregular features of the drawings in all children’s
drawings. They drew the same type of house, tree or man, but the number of details
varies from one production to another, because of diverse causes (lack of time,
motivation, children were tired).

Repeating drawings from other productions. Children drew certain objects
or persons for several times, in different drawings, in a certain way that allowed
others to identify the author. For the task “Continue that drawing!”, children
realised collective drawings by continuing for three minutes their colleagues’
drawings. We noticed that a child drew the same horse in three different drawings
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(figure 17), another one drew the same house with a sloping roof in two drawings
(figure 14), another one drew snowdrops in the same way in three drawings,
another one drew similar trees in four drawings (figure 9), poplars in two drawings,
trees with a winding shape in two drawings, and still another one drew the same
black bordered house with a lateral chimney in two drawings and a coloured one
and with a lateral chimney in a different drawing.

Copying certain schemes from their colleagues could be identified especially
when drawing trees with branches and fruit and similar houses (figures 9 to 12).

Preference for a certain theme. Several children preferred drawing cars
(figure 17), rockets, trains, other drew domestic animals (figure 19) and a rural
environment as they were strongly influenced by the environment they lived in.

2) Display. In the case of five children we noticed the placement of objects
and people at the bottom of the page (figure 21), while others placed people in the
centre of the page. Eight children drew the base line where they placed objects and
people (figure 22), without doing this through imitation. Other eight children placed
objects and people randomly on the page in some drawings, where there was space
enough. When the teacher required children to realise a drawing on a certain scheme,
all children placed component elements of their drawings in an integrated way, in
spatial (topological) relations, without overlapping and interactions between elements
(figures 17 to 20). Two children drew their compositions with an aerial perspective (as
seen from above) (figure 19).

3) Drawing people had several features according to children’s age. We
identified the features of those drawings realised by 6 and 7 years old children by
taking into account the following: clear borders and differentiating body parts (in all
children’s drawings), discriminating between males and females (not present in four
children’s drawings), indicating face details (in all children’s drawings), representing
arms and legs with a double line (not present in two children’s drawings), additional
structuring of drawings (in all children’s drawings). Children drew people wearing
clothes (seven children), wearing shoes (eleven children), wearing long or short hair,
sometimes moving, with necks connecting heads to bodies, with arms continuing
shoulders, with fingers from three to five in the shape of sticks or semicircles.
Sometimes they drew eyes with clear contour, with lashes, and eyeballs. Sometimes
girls drew jewellery attached to women’s ears or necks (figure 6). During the task
“little persons”, all girls drew little girls (figure 6) and all boys represented boys, which
was characteristic of that age With one exception, all drew feet oriented to one side.
They drew palms and fingers similarly to flowers (figure 6), with one exception, when
one child represented fingers as a zigzag. Girls drew more face details, especially for
eyes (figure 6), in comparison to boys, and girls’ clothes were more complex (figure 6)
as compared with the ones that boys represented, characterised by simplicity or
absence (figure 5).
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Several drawings had features characteristic of previous age groups: five
children represented arms and legs with a line (figures 7, 8, and 22) and drew little
men — the Mr. with rectangle and circle type body (figures 1, 2, 3, 5, and 22). Three
of them drew arms and legs with a double line (figures 1 to 6, and 21). Three
children represented less adequate figures to proper representations, with no
respect to form or dimension (figure 4, 7, and 8). Two children did not represent
people’s hair, and their characters’ legs were not equal in size or similar as form.
When they drew their families, children drew families of four to ten members. They
included in the family: the father, the mother, the grandfather, the grandmother, the
sister, the brother, themselves. In some cases they mentioned their brothers’ and sisters’
first names. Children drew the members of their family separately, only one child
represented them holding hands (figure 22). Two children represented only the
borderline of each family member, and the other coloured inside borders. They
represented faces in a simple way: eyes and noses through circles, mouth with a
single line. Their face expression was a smiling one in all drawings. With one
exception, all others represented family members with their arms down. Three
children placed themselves in the centre of their families, while others placed
themselves to one side (three to the left and one to the right). Family members had
different heights: as a rule, parents were taller. In order to pay attention to parents,
a child placed parents in the upper part of his page. Three children paid no attention
to representing feet. All drawings were characterised by cheerful colours.

4) Representing perspective. The only strategies that we identified for
representing perspective in the analysed drawings were represented by winding roads
(three cases) (figures 17 and 18) and winding railways (a single case) (figure 20).

5) Representing in space. Two children represented hedges as if one saw
them from above but through bending (figure19).

6) Observing proportions. In the drawings “The Open Window” and
“How Can You Integrate a House, a Child, and Three Trees?” we noticed that two
children did not observe the proportions of the represented objects, especially when
they drew people as big as houses (figure 21).

7) Ways of integrating. All children drew referenced forms (figures 1 to
14), six of them drew in several cases embraced forms when drawing people and
animals (figures 15, 16, and 17). In several drawings, we noticed that they drew
stop-repeat forms (figure 18).
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Conclusions

After analysing 6 and 7 years old children’s drawings we drew the following
conclusions:

1) there were several general features (exemplarity; transparency; bending;
schematism; irregular character of the drawings, copying other children’s drawings,
preference for a certain theme, representing perspective through winding roads and
railways; not observing the rules of proportion for the represented objects);

2) drawing people required observing certain rules (drawing clear borders and
differentiating the body parts, differentiating men from women, drawing certain face
details, representing arms and legs with a double line, additional structure of drawings);

3) in children’s drawings we identified also features characteristic of other
phases, and thus we verified our research hypothesis: placing the elements they
drew at the bottom of the page as well as on a line, either at ramdom or in an
integrated way; representing “little persons — the Mr.”; using a series of integrating
ways: referenced forms, embracing forms, and stop-repeat forms.
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MEDIATED LEARNING.
APPLICATION OF INSTRUMENTAL ENRICHMENT PROGRAM

DANIEL MARA, ELENA-LUCIA MARA

ZUSAMMENFASSUNG. In diesem Artikel werden theoretische und prak#sch
Aspekte der Methode Feuerstein. Durch die Anwendumg Tools Instrumental

Enrichment - Programm Ich habe die Entwicklung deistigen Fahigkeiten der
Studierenden in die Forschung. Das Prinzip der iEklmng dieser Methode ist, dass
Intelligenz nicht einer vorgegebenen und stabikekiér, sondern ein Element, das
kann sich, was bedeutet, dass die Rolle der Erwaehbildung in dem Plan ist von
entscheidender Bedeutung. Studenten, die in descliiang - Aktion haben

beschlossen, die Aktivitateter Psychologie Unterricht Spald

Schlisselworter: Methode Feuersteirinstrumental Enrichment Program, Forschung-

Action.

ABSTRACT. In this article are presented theoretical aspeudspaactical method of
Feuerstein. By applying tools Instrumental Enrichm&rogram | followed the
development of mental capacities of the studenttuded in the research. The
principle underlying the development of this methedthat intelligence is not a
predetermined and stable factor but an elementribgitevolve, which means that the
role of adult education in the plan is crucial.d&tots involved in research-action have

decided to designate the activitiegpsfchology lessons fun

Keywords: method Feuerstein, Instrumental Enrichment Prognasearch-action.

1. Mediated learning

By applying the method Feuerstein is to developriieatal capacities of
individuals. The principle underlying the developmeof this method is that
intelligence is not a predetermined and stableofabut an element that may
evolve, which means that the role of adult educatio the plan is crucial.
Feuerstein explains the role of adult interventiorthe child by the following

scheme (Feuerstein, 1995):

/ \
S H O H R
—_ o —

stimul mediator factor organism mediator factopmse
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How the intervention of the mediator (the humanias in assault student
with stimuli, but the selection (checking, reordeyiexplain) them.

Thus, knowledge, information is transmitted on dumtary basis and
realized by adult and child intelligence is develdp

The “filter” that a mediator should be done witlsdetime, since a good
mediator is one that aims primarily to achieveghhéevel of student autonomy.

An educator is prepared to assume the role wheariginced that human
beings are changeable, a person who educates amdraé able to change the
person that educates, he can (and should) be mbldifsociety can and should be
amended by the contribution of individual persom®wompose.

2. Structure Instrumental Enrichment Program

Instrumental Enrichment program is composed oft afsexercises divided
into 14 tools that are used as means for developigal capacities. The disciplinary
content not because they do not concern the atguisi specific knowledge, but the
acquisition of mental skills, concepts used inadéht situations. Each instrument is
focused on specific cognitive functions and prosideurchases for developing
cognitive capacities necessary for solving taskribguires a high level of abstraction.
The Instrumental Enrichment Program are: Organizafioints; Spatial Orientation |.
Comparisons; Analytical Perception; Pictures; Spdrientation Il, Classification,
Temporal Relations, Instructions, Family Relationslumerical Progression;
Syllogism; Relations Transferable; Sagome (Vard03, pp. 72-73).

Exercises instruments in addition to images angteah relations, which are
organized differently and provide a gradual inceeiasdifficulties so as to encourage
the progressive acquisition of purchases necedsasplve successive years, thus
strengthening the feeling of competence, autonamgrganizing intrinsic work and
motivation. Recommended the granting of a widdec&bn on the mechanisms that
led to solving the tasks, so that subjects becamageaof the importance and need for
discussion about the work done and to make transferthe basis of principles
formulated during activity. Develop principles amplementation of transfers are very
important elements. Finding a synthesizing primciplvalid in a concise sentence and
all the details of the page caught analyzed. Rilmaian highlight a problem that has
been exceeded, a newly learned information, acpéati reflection exercises that
generated it, or a necessary element to resolvpabe. The transfer is create a link
between the principle result of reflection necgs$ar understanding and addressing
pregnancy and everyday life.

During the activity, will use two or more instrunterio avoid monotony
that may occur after using for a long period of saene type of exercises, or the
feeling of failure resulted from difficulties in Ising an exercise instrument . Also,
instruments are studied so that purchases made ysaument to strengthen up
the use of other instruments. A particular routehis way the images, which is
composed of humorous stories independent from etddr. Each page contains a
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story that can be chosen depending on the requitsnaf the group that works
brought at any time of the work after being goree@rganization Points.

Each instrument begins with a picture page (covdromepage), which is
used for placing the instrument, creating a hori@brvaiting for motivation and
development through the page.

Cover pages have certain features that remain ageldafrom instrument
to instrument to highlight the continuity of wotkyt each instrument is distinguished
from others. Ombudsman oriented subjects to cansiide symbol on the cover to
deduce the exercises that will resolve the issueshat they will discuss.

3. Organize an activity of the Instrumental Enrichment Program

Organize an activity of the Instrumental Enrichmé&rbgram provides
respecting some rules and some key moments: thedinttion, individual work,
discussion and conclusions (Kopciowski CamerinQ2@p. 74-76):

a. Introduction

By going through this phase mediator seeks awalemterest in the
group over the work which will develop and defiheit problems they will solve.
Revision begins with data from previous lesson. Tediator shall ensure that
they were well understood concepts, requirementls amsimilate the vocabulary
necessary to solve the task. Students will learantyze the page autonomously.
Earlier work trainer guides students in oral obaom and development objectives.

b. Individual Work

After a brief introduction to the work to be doséidents will be asked to
solve an individual task, after which they are iweol in a discussion aimed at
highlighting possible strategies for solving paljestarts with solving the task on
an individual, autonomous. While students workiigtlially monitoring is required
for their help and encourage those who have difizsu It is recommended to avoid
frustrating situations and competition. Studentstnomderstand that it's important not
to finish quickly the page. Is important to undanst how to resolve a task and how
they form and develop their implementation of gerfowers them. Activity based on
reflection, even if not fully effective, may be raauseful than the one made in haste,
because it allows analyzing the processes thaefbim

c. Discussion

When most students have completed the task indillidstart discussion.
Being patrticularly interested in mental processes ked to finding the solution, it
is appropriate to insist on correct answers andmtosg, to understand the mental
processes through which solutions were found.

167



DANIEL MARA, ELENA-LUCIA MARA

Choose an element of the since-along activitiedfotoulate a general
principle, then the transfer will be achieved. Tiyio the insight to get to generalization.
This discussion allows comparing the strategies aghitive functions involved in
solving the problems and errors, to find examplesweryday life, the subjects,
extracurricular activities. At first it is recomnued that the mediator to identify the
link between work and other applied situationsntstudents will gradually create
these connections between the instruments anditfeeigding reality. Each transfer is
built on a solid and appropriate explanation of tyj@e of connection between the
example and the proposed developed.

d. Conclusion

At the end of each lesson there should be a retaptivity. Even if it is
short it should highlight the steps taken to achidkis objective, the words
acquired in November, targets and strategies dealmwve for the purchase. It is
possible to encourage the value of activities termeine individually or in small
groups the utility obtained by applying the tools.

The research project on the application method Bs&ia School in the
“Queen Mary” in Sibiu was accepted after submittingir teachers, school directors,
students and their parents. An important and psigelavas micro changes list that
may occur in students' thinking and behavior.

4. Application of Instrumental Enrichment Program

Organization Points
Project Activity — Cover
Objectives:

- To create a standby horizon;
- To explain the “thinking”;
-ldentify the role of thought in human activity.

Mediation:

Mediation criteria applied in the work are:
- Intent and reciprocity;

- Transcendent;

- Meaning.

Strategies Work:

- The cover shows students, are asked to obsergéulta, then try to find
all important information. It aims to identify thmages.

- It states that the phrase, “One moment”, meaainggue and inaccurate,
“a moment” indicates something undefined, is diférfrom “one minutes”, which is
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a measurable time. Implementation activities mayire a period of time different
people different time the same person at diffeiers and in different contexts.

Principles:

- Browsing time involves aspects of subjectiveevalu

- Conduct an organization and requires a systenaatitrol of all phases of work.

- No human ability to order and organize realithetuniverse could be
considered an incoherent agglomeration of objentbevents.

Organization Points
Activity — Cover

Date: 22.11.2007

Class: lll-a

It presents students Organization cover instrurpeintts.

It focuses on the top of the page.

Teacher: What to see this picture?

Michael: | noticed that a star is made of stars.

Vlad: Could be big cart.

It focused attention on the square and wonder Wéed?

Alex: A guy who thinks a boy who imagines.

Teacher: How did you inferred that the guy thinks?

Michael: Because he closed my eyes and put a perfug mouth.

Serban: He imagines that he has closed his eywsswiBi his head in one hand and
smiles.

Are lips.

It focused attention on the star image.

Teacher: What else notice in this picture?

Alexander: We see a group of stars at night.

Anastasia: sky with stars.

Stefan: Ursa small.

Teacher: What led you to believe that the cartrial®

Michael: The one that has less than a cart has.more

Vlad: Because the stars that are united.

Teacher: We see exactly small cart if you looklenright sky?

Mihaela: Rarely seen it.

Radu: The stars of heaven do not appear together.

Sorana: just see the stars.

Teacher: If we imagine that a line drawn to appEsishown. The sky not seen
lines like this picture.

Some are closer and more distant.

Teacher: Look carefully the two images. In whatipas are the two figures?

169



DANIEL MARA, ELENA-LUCIA MARA

Michael: One is rectangle, a square is.

Alex: The images are very close. One is above aedbelow. I'm stuck, overlap in
the corner.

Vlad: Could you think the boy sets out alone lines.

One moment | think.

Alexandra: We are above the boy, which my colleaguweve said they think how
to draw lines in the rectangle to form small cart.

Teacher: What is time?

John: Let's wait a little, little.

Teacher: What are synonyms for a moment?

Dacian: One second, one minute, one cure, one hour.

Teacher: How long a time?

Michael: One time is one minute.

Vlad: It can take it any time.

Teacher: Why is it a moment's thinking?

Michael: Do not know how long to think. Do not kndww considering us.
Teacher: Each of us have our way of thinking. Thifiiterently and each time
differently. A moment can be anything. If everyaldenly started writing activity,
for example, every sentence ends in a differeng,tiwe will never finish all at the
same time because each thinks differently and eaith other, neither as fast as another.
Michael: It's important to reach the same resuligalid and what we write.

Organization Points
Project Activity - Page 1
Obijectives:

- Create a virtual relationship through reprodutfigure model;
- To develop strategies to solve;

- Organize a desktop;

- Identify the advantages and limits of a recovandel.

Mediation:

- Slow impulsivity;

- Removal performances of the type-test error;

- It fosters a feeling of confidence in the other;

- Stimulating subject in careful observation of ffzaye;

- Recommendation to use the time to understand tohdd.

Strategies Work:

- It shows page 1 students, are asked to obsergtiltg then try to find all
important information.

- It focused attention on the important data (itpgase and triangle);

- It stresses the need for precision and accureityeireproduction of figures.
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Principles:

- Given a model that helps us in solving a tasétefore helps us to learn.
- Given a model that helps us in solving a taskthecefore should value it.

Organization Points
Conducting business - Page 1

Date: 29.11.2007

Class: lll-a

Teacher: What notice in the first window?

Alexandra: A square and a triangle

Teacher: What led you to say that is a square dndrayle?

Dacian: |, | realized that | was a square and angfie are arranged as points.
Square has 4 points and the triangle has 3 points.

Daniel: We have some points, if | get a mergedstigare and a triangle.
Anastasia: the square and triangle are some geiorabapes, with 4 equal sides of
the square and triangle with 3 sides.

Teacher: What you see in the next window?

Marian: | see a triangle.

Article: May 3 points still see black.

Alexandra: If we unite we make a triangle.

Serban: lines overlap.

Teacher: What shape are the faces?

Vlad: I'm equal, similar to figures from the fiigtage.

Michael: If lines drawn between points get a square a triangle.

Michael: Drawing from one point to another line, wan make a square and a
triangle because we thought of a square and ayteavith equal sides.

Teacher: What made you face first?

Alexandra: First | did the square.

Marian: The first time | did the square.

Teacher: | did the first time the triangle?

Vlad was the first time the square to find thengitz.

Teacher: specifies that the first working model.anMs a model?

Open discussion with Dani and addresses the questibat sports do you like?
and further detail is what model football playdc,. are.

Michael: | want to become a doctor, but do not kivawo | neighbor.

Alexandra: Lady teacher is a model for us becawstarn many things.

Article: Lady teacher is a model that is like a guter with a lot of information.
Vlad: He wants to be like his swimming teacher, wifas national champion.

Alin wants to become an expert builder and hisdfither because he earns money.
Marian florist wants to be, he helps his parentwarking together.
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Spatial Orientation |
Project Activity — Cover
Objectives:

- To explore the instrument through his analysisywhbols;
- Explain the concept of orientation in space;
- To acquire the concept of a personal reference.

Mediation:

- Mediation the intention, reciprocity, and transgent meaning to
introduce a spatial reference system relative gbligjht the need for representation
and the existence of alternative routes to reaglséime result.

Strategies Work:

- It will underline that the cover resembles thgamization of the instrument
Organization Point. Difference lies in the uniguesidn of the adjacent boy who
thinks. Do not know the contents of his thoughtd emformulate hypotheses must
analyze this differential design of the previouatab

- It achieved a “brainstorming” to lead studentassess the significance of
terms introduction trying arrow: symbol, sign, sign

- Arrows indicate routes could, can discuss asigeusal arrows used to
indicate direction: the origin of the arrow in tlyge is the subject: “I” as the central
point. The arrow goes right where the subjectémpeyes, long committed to reach
that point look at already reached with the spddiiat. Direction is determined by
topic (also proposes the concept of space anatysation to the subject).

Principles:

- There are many alternatives to reach the sameltres

- Is it possible to provide some aspects of theréuvithout being guessed.

- It is necessary to eliminate the behavior of tst-error evaluation data
are available and in route planning.

- It is necessary to think carefully and seek tedicted all alternatives
before deciding.

Pictures
Project Activity - Page 1 frogs
Obijectives:

- Identify the thoughts, sensations and attitudgzeople;
- To differentiate an achievable aspiration fouanealized ambition;
- To transfer the principles derived in other catgeof life.
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Mediation:

- Mediation the intention transcendent meaningiatetpretation are given
in actions and reactions of the two frogs. The rteezbntrol the behavior becomes
obvious conclusion disengaged from the previousiesecg.

Strategies Work:

- The look of the four successive images. It isessary to understand the
relationship between various events to understardstory: even private things
may be indispensable for a correct interpretation.

- Targeting students to deduct some conclusionthenmages. Signs are
an economic and world to communicate.

Figure 1

- Frog on the left not only the elephant but asessictim". Helpful
Items: line that starts from the eyes of frogsluding elephant back in front.

- Elephant go, not stop, which explains that neptigures. Frog on the
right is not involved. We can not extract any cdesation regarding the report
with her character.

Figure 2

- Frog on the left that they see to want to be igsals elephant to give

orders.
- Frog right see what happens, but do not undetsfamobably more than
is getting alarm. Helpful Items: perplexity changédiip position, standing.

Figure 3

- Frog on the left continues to grow.

- Seems to be a danger. Helpful Items: frogs firgesitioned as a sign of
warning.

Figure 4

- First frog has grown so much that explodes.
- Other frog is sad. Helpful elements: expressibaliscomfort frogs and
tears falling.

Principles:

- An event can be seen in isolation but must be gethat context of what
precedes it and follows it.
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- You have to differentiate between dreams witmogges and reality,
between what is possible and what is impossible.

- You should be aware that our objectives worttwedtments to make and
the risks that may occur.

Suggestions for discussion:

- You have to appreciate and enjoy what we havendrad we have? When
should "play something safe and when the exchangg risk to achieve a result?"

- Human progress is the result non accepting statos- of the desire for
progress and persistence in meeting objectives. Hoavaluate which of these
targets are achieved and possibly not?

- Until you can determine the social, moral, beforetual interference in
the freedom of others.

- Action of a single person in either direction door bad is felt by the
collective.

5. Conclusions

After going through a considerable number of atési have been based
application tools in the first of the instrumengarichment program were required
students to write a brief letter that a personelashim say what he learned, what
you liked and take what Why not take the fun atitiéi that were Feuerstein
method. We will present some excerpts from theseerte that will ensue in
attitudes, opinions, results and issues relatesirotions and feelings of students.
Students have decided to designate thasg@sychology.

Since | started my psychology classes were mowyaple, even if | did
not really answer the questions Mr professor. Thistnpleasant thing was to say
principles, which they write on some sheets.

| was very much enjoyed the psychology. At fiditiinot know what will
happen and | was very nervous but in time | leanrmedhy things.

| want to tell you what | did last time at schadtarned many interesting things.

The more | liked it when written on some sheets.

In psychology | liked that we could say our vieW#hen circumstances
were amusing lark could. When the teacher did egi.h

In psychology | liked than Mr teacher taught usltecover new things, to
describe what we see and stories. Best was whéasikee and | discovered geometric
forms.

To tell you the things | learned at psychologyald a teacher so great,
named Daniel.

Taught us so much that | want to meet you and l&am him.

| liked that we nine hours. Which | liked is that do every day.
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1 liked more time psychology. At first I did not know anything but then [
understood what to do.

1 liked that much work with cards that say principles.

1 learned to point, to analyze geometric figures, to be honest.

I want to say first that I was very excited at psychology. While I liked. Why
do not I liked was that we do more hours.

Dear Bogdan sorry that you have not been able to come forth to our school
"Queen Mary". I want to tell you about a very interesting course, psychology course.
In this course I learned to be more careful to get our minds and contribute to
describe images.

The results presented in this paper were developed in the frame of the PN II - IDEI,
CNCSIS 471, no. 882. 19.01./2009
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A COMPARISON OF THE NATIONAL TESTS ON MATHEMATICS
FOR 12-13 YEARS OLD PUPILS IN ROMANIA AND SINGAPORE

IULIANA MARCHI S

ABSTRACT. Romanian pupils have constantly obtained resultsabine average on
international tests. Pupils from Singapore havesistantly done well on these tests.
The goal of this article is to compare the Mathéragiroblems given in Singapore at
the Primary School Leaving Examination (for 12 geald pupils) and the national
tests in Romania for"grade pupils (12-13 years old).

Keyword:Mathematics education, international test, probkypes.

ZUSAMMENFASSUNG.Rumanische Schiiler haben an internationalen Préfung
immer Leistungen unter dem Durchschnitt erziehtthiBer von Singapur hatten
konsequent gute Ergebnisse. Der Ziel dieses Astiktles die Mathematik Aufgaben
die in Singapur an der Grundschulen Abitur(fir &Bré@ alte Schiiler) gelést werden
mussen mit den Rumanische nationalen Testen zleiagrgn, die fir Schiler aus
der 7. Klasse bestimmt sind (12-13 Jahre).

SchlusselwdrterMathematik Bildung, internationale Teste, Probl&gpen.

Introduction

The Trends in International Mathematics and Scigdtaly (TIMSS) is
conducted under the auspices of the Internatiosabgiation for the Evaluation of
Educational Achievement (IEA). In Figure 1 the Mathatics results of Romania
and Singapore are presented. Singapore was therirs995, 1999 and 2003 tests
and the third on the 2007 test. Romania has olstamech lower scores than
Singapore, being in the second part of the list.

These poor results obtained by Romania have masons. Analyzing the
Romanian school curriculum, it stops at the analiestel of the cognitive domain
taxonomy of Bloom (Marchis, Ciascai, Ciomos, 2008easoning, which is
present at TIMSS test, is not covered. The realdibblems are missing.

In (Marchis, 2009) the problems given at PISA and#1SS test are
compared with those given at Romanian nationas.t€sbblems given at international
tests (PISA, TIMSS) are related with everyday Meast of these problems have a long
description of the situation, and pupils have &caover the data needed for solving
the problem in this text. These problems covethadllevels of Bloom’s cognitive
levels. Most of the problems given on national Mathtics tests in Romania cover
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only theknowledge, understanding and applicatioognitive levels, to solve them
it is required to apply formulas or algorithms. $aegroblems has a mathematical
formulations, they don’t have any connection wehlrife.

TIMSS test results

700

609 604 605 593
600

519 500

400 - mRomania

300 | Singapore

200 -

100 -

0 T T T
TIMSS 1995 TIMSS 1999 TIMSS 2003 TIMSS 2007

Figure 1. Comparison of the results obtained by SingapodeRomania on Mathematics
TIMSS test (Gonzales et al, 2004; Gonzales etG8p

The goal of this article is to compare the Matheesaproblems given in
Singapore at the Primary School Leaving Examingfion12 years old pupils) and
the national tests in Romania fdf grade pupils (12-13 years old).

Mathematics Education in Singapore

In 1991 the problem-solving curriculum was implemeehin Singapore
(MES, 1990). According to this framework, mathematproblem solving requires
skills (computation, visualization), concepts (nuiced, geometrical, algebraic
concepts), processes (reasoning, communicatinginmalonnections, modeling,
using thinking skills and heuristics), attitude andtacognition.

The implementation of this new curriculum had diffties at the beginning.
There was a mistaken view about Mathematics Educatiupils have to memorize
formulae and practice routine procedures in oméetgood in Mathematics. Thus for
many parents it was difficult to accept this prablsolving emphasizes (Lim, 2002).
Another difficulty is the big number of pupils itassroom (above 40).
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Teachers have the main role in implementing theblpro-solving
curriculum in schools. Fai (2005) studied the teagphpractice of two ¥ grade
Mathematics teacher. Fai's conclusion is that theenved teachers spend more time
on learning the concepts and skills acquisition k&sd time with problem solving.
Yeap (2007b) presented the teaching techniqgueshwdan be used in developing
Mathematical thinking: providing, telling, modelingnd coaching. Foong (2002)
considers that “there is a need to equip teachéhs avbank of greater variety of
mathematical questions for problem solving”. Foprgsented a classification scheme
of mathematical problems. Two main type of probleare presentedclosed
problems and open-ended problemsBoth type of problems are important to be
used in order to develop pupils’ mathematical thigk Open-ended problems are
often considered ill-structured problems, in whisbcause of missing data or
assumptions a correct solution is not guaranteethyMeal-life problems are open-
ended. These problems enable teachers to se@tipdis’ thinking.

Primary school Mathematics textbooks introduce ribev concepts with a
simple explanation, often like in few words onlyofkén, Garelick, 2007). Yeap (2005)
found, that beside giving a strong foundation irthdenatics, textbooks help to develop
pupils’ creativity. These textbooks extensively gephical representation. Tasks, which
develop creativity, can be organized in the follywategories: tasks, which have more
than one correct response; which require constructi verbal responses or generation
of data; which encourage observation of a patterra agelationship and use of
strategies. In case of some problems, pupils &exlas solve the same problem using
different methods, strategies. A common method usedproblem solving in
Mathematics textbook is theodel methodThis method helps students to handle
information and solve complex problems by visuditira(Yeap, 2007a).

Primary School Leaving Examination in Singapore

In Singapore the Primary school has 6 years, pbpiaeen 6 and 12 years
old attend it. At the end of these 6 years themnigxamination on Mathematics,
English, Science and Mother Language (Chinese, WataTamil), thePrimary
School Leaving Examinatidi®?SLE).

The Mathematics exam is a two-and-a-quarter hoapgpand-pencil test,
which containes 50 items, from that 15 are selestegonse type. The remaining
35 items are constructed-response type. From tibeses 15 required pupils to
write down their solution methods.

Yeap (2008) analyzed the released items from PSidechassified them in
procedural itemsand challenging itemsThe procedural items assess knowledge,
computational skills, and routine procedures (segrE 2). The challenge items
require problem solving, the ability to handle wmlsand new situations where
routine procedures or algorithms can’t be appleek(Figure 3). Yeap concluded
that among the 196 items about a quarter are ciutig.
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The first procedural item presented in Figure 2inex only computational
skills. To solve third problem pupils only neecktmw how to calculate the area of
a right-angled triangle. The second problem is edvwoblem, which can be easily
solved by two steps: first calculating how much hymas to pay for booking the
court 30 times, then adding this sum to the menhiefse.

. 3.
Find the value on +6.

=3

Lynn joins Tang Fitness Club. She pays a memberseipf $45. She also pays $5.50 ead
time she books a badminton court. She books thg 86uimes. How much does she pay th
club together?

[¢]

D

A piece of wire is bent to form the right-angledhtigle shown below. Find the area of the
triangle.

20 crr
16 cn

12 cn

Figure 2. Procedural problem from PSLE (SEAB, 2005)

The solution of the challenging problem presentedrigure 3 is not so
straightforward. Pupils have to construct the stepssolving the problem; they
can't apply a known routine procedure.

Siti started saving some money on Monday. On eaghfrdm Tuesday to Friday, she saved
20 cents more than the amount she saved the dayebeShe saved a total of $6 from
Monday to Friday. How much money did she save omdiégy?

Figure 3. Challenging problem from PSLE (SEAB, 2007)

Another challenging problem is presented in Figlre

A toy-maker has a rectangular block of wood 30 gnié cm by 10 cm. He wants to cut as
many 3-cm cubes as possible. How many such cubkecant?

Figure 4. Procedural problem from PSLE (SEAB, 2005)
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National tests for 13-14 years old pupils in Romaai

In Romania there are national tests two times a f@a7" and & grade
pupils. Mathematics is present between the teatbgeats. In the following, we
analyze the 7 grade problems. On this test the first 4 problewi#) 3 questions
each, are very simple, the last 3 are a bit morapticated. For the first four
problems pupils have to write down only the resuts the next three problems
they have to present the way in which they solbedaroblems.

For this research, problems given in 2007/2008 2808/2009 school
years are studied. The goal was to find out if ehpsoblems are procedural or
challenging problems.

In Figure 5 simple procedural problems are presdenide first problem
requires computational skills, the second one kedgé (to know what is a
guadrangle), the third one routine procedure (lmaotve a first order equation), and
the fourth one application of a formula. The nunsbier the brackets shows how
many points from 90 pupils can obtain by solving itiem.

The result of the computation 12 E5is .... (4/90)
Draw a quadrangle. (6/90)

The real solution of the equati@u+2=6is ..... (4/90)

A square has the side equal V\BN/E cm. The perimeter of the square is equal with ....(4/80)

Figure 5. Problems given at Romanian national test (RNCOBBORNCC 2009)

In Figure 6 we see two word-problems. These problemre from the
second part of the test, so the pupils had to vaiten in which way that have
solved the problem. These problems can be considamcedural problems, as
they can be solved using a simple equation.

The first problem is a routine problem, there asnynsimilar problems in
the Romanian textbooks. In this problem we can tkebgx the smaller number.
Then the bigger number 1&x+2 (using that “if we divide the bigger number with
the smaller one the quotient is 17 and the remaiisd2”). The sum of these two
numbers is 110, so the equation, which have tohed isx+17x+2=110.

In the second problem the unknown is the numbé¢hefyears after which
father will have twice of the age of the son. Waate this number witkx. The
equation i2(18+x) = 42 + Xx.
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The sum of two natural numbers is 110. Find thesebers, knowing that if we divide the
bigger number with the smaller one the quotiedfZiand the remainder is 2. (5/90)

The son is 18 years old, the father 42 years ofterAow many years the father will have
twice of the age of the son? (5/90)

Figure 6. Problems given at Romanian national test (RNCO8a0RNCC, 2009)

The problems presented in Figure 7 are also proakdems. In the first
problem pupils have to writa® + n? = n?(n + 1), then simplify byn+1. In this way

under the square root only’ remains, so the result iis In the second problem the
have to know the formula f@a-b)(a+b), then the calculations are simple. Even they
do not know the formula, they can calculate thet finultiplication.

[3 2

n°+n

Show, that for all natural numberthe numberA = —1 is natural number. (5/90)
n+

Show, thatA = (2\/1_3 - 1)(2\/1_3 + l) — 4(3-1) is a natural number. (5/90)

Figure 7. Problems given at Romanian national test (RNCO83a0RNCC, 2009)

Most of the problems only require to know some epig and/or to apply
some routine procedures. Some of them are a bé difficult, but all of them can be
solved by methods learnt in school. So non oftilndiesd problems are not challenging.

Conclusions

A quarter of the problems given at PSLE exam irg&more are challenging
problems, while non of the problems from the nafiorests in Romania are
challenging. In Singapore pupils’ mathematical kimg is developed by these
challenging problems, they develop skills to satea-routine problems. In Romania
the main goal in many classrooms is to practicéimeyrocedures, and this approach
is encouraged by the national tests.

International tests use challenging problems taooi® of the reasons, why
Singapore has good results on these tests and Ronw@ns the type of the problems
solved in classrooms. As for many teachers the maah is that their pupils obtain
good results on national tests, the problems ginghese tests have to be revised.
It would be important to include challenging prahbke at national Mathematics
tests in Romania.
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THE ROLE OF COOPERATIVE LEARNING IN
ENVIRONMENTAL EDUCATION

ADRIENNE KOZAN-NAUMESCU,
SIMONA VASILCIU, ROXANA-DIANA PASCA

ABSTRACT. This paper follows the role of cooperative learrimghe approach of a
very important subject for pre-university learnireflucation for protection of the
environment.

The original contributions have been pointed outtbg realization of certain
projects through extra-curricular activities, apglin two schools belonging to the
Apuseni National Park (the school from Rachitelel #me second from Garda).
Cooperative learning has proved to be a structameldsystemized teaching strategy in
which small groups work together to achieve a aetammon goal. The base of
cooperative learning is that subjects who work #saan are capable to apply and
synthesize knowledge in various and complex wagarning at the same time
better than through individual work. In this waymnajor goal of our days is being
achieved: the student becomes its own “perfectienti.

Key words:cooperative learning, environmental education, egalal education.

ZUSAMMENFASSUNG. Diese Arbeit hat als Ziel das Lernen durch Mitatrlirei
das Herangehen einer Thema mit grosser Bedeutunglds Preunivarsiterer
Schlwesen: die Erziehung fur den Umweltschutz. @iginelle Beitrage wurden
durch ausserschulische Projekte durchgefuhrt. Diagelen in zwei Schulen aus
den Nationalpark Apuseni Berge angebracht ( dieuchus Racchtele und die
aus Garda). Man hat beobactet , dass das Lerneh Mitarbeit eine strukturierte
und schematisierte Strategie ist, in deren kleingpfen zusammen arbeiten um
ein gemeinsames Ziel zu erreichen. Die Voraussgtdes Lernen durch Mitarbeit ist
dass die Teilnehmer welche in eine Gruppe arbeitgdrg sind, ihre Kenntinisse in
verschiedene Arten zu benutzen, so dass sie zusaimesser lernen als alleine. In
diese Art erreicht mas ein Desiderat der aktudltappe: der Schuler kommt dazu,
dass er sein eigenes “Perfektionisierugsagent”.wird

Schlisselwdrterkooperatives Lernen, Erziehung zum Umweltschutp)diksche
Bildung.

1. Introduction

Ecological educationis the process of recognizing values and undetistgn
concepts, in the aspect of forming and developiagacities and attitudes,
necessary for the correct understanding and ai@tiof the interdependence
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between human being, culture and the environmdéatédrs. The education for the
environment involves not only developing a corrdmhavior towards the
surrounding environment but also active and welugit involvement in the process
of taking decisions connected with environmentD&mocrit used to say long before
our era “nature and education are similar, becadseation transforms the man, and
through this transformation it creates nature” (Wef@.ro).

During time, ecological education has received meaw@anings: the study
of nature, education outside school, educationutjitopreservation of nature,
education for the environment, about the envirortiiarthe environment, through
the environment. Many authors consider it more thathool subject even if in
some countries it is a school subject, a prepardto life and an aspect of life in
which youngsters can interfere through direct acteople must feel that they are
part of nature, and develop a sense of resportgibavards it. They also must to
have choices. The first step must be taken thrdaghal educationEcological
education must not be reduced to the study of biologicakmces, it is also
necessary to be focused on a better understanfliegvoonmental issues and the
fact that practices which damage nature are nlog taccepted in a modern society.

The accomplishments nowadays show that tHeczhtury is a period of
“great discoveries” and transformations of the haneavilization, but also of
complex and unexpected effects upon life.

2.1. Environmental education - a very debated topic

A presentation of environmental problems must begih the causes of
the phenomena and it must end with the positivradtives and ways to solve.

In other words the environment as a subject of atiloc for the environment
includes not only nature but also society, cultemmnomy and politics.

The surrounding environment appears as a multidiinaal reality that
includes not only the natural environment, but #teoactivity and creation of human
being on a double position: one like a componenhefenvironment and the other a
consumer of it.

The education for the environment:

» Awakens and develops the feeling of love for theiremment

» Offers information about the environment

» Practices, through school policy and family pap@tion, throughout
behavior, the careful usage of water and elegjricéicycling of paper and
other materials, the consumption of naturally pamtb food and
sometimes even the production of it, a favoratiieude towards nature.

The concern for the environment must be an es$eotaponent of moral,
spiritual, social and cultural development of trmurng generation. In developed
countries, one of the main criteria for elite ingions consists of the importance
given to ecological education. From the youngestadldren must be familiarized
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with environmental problems, problems they shafifaant again in the future. We
first need to develop ecological education, in otdedevelop children’s ability to
make well thought and environmental friendly demisi. To our biggest regret,
ecology as a subject and ecological educationcasrgonent of general education
haven't been included yet in school curricula.His tvay the opportunity for young
people to learn about the environment, about then naal, regional or global
ecological problems, is missing which is why theg aot given the possibility to
create a positive attitude and an attachment tesidnel environment in which they
are developing. It is for these causes that theathnal role of Non Governmental
Organizations is growing, being called to fill ihet gaps of national strategy
concerning ecological education.

Ecological educationcan be done through any kind of activity: school
activity, during biology classes through the introtion of nature preservation
elements (knowing rare species of plants and asjmatlemic species, trees living shells
species, glacier relives) after school, scientifierary, artistic, sportive, activities. The
forms of that are diverse: observations, experiseuientific tales, drawings, practical
activities, walks, excursions (students get to knibw ecosystems, the relations
between the organisms and the environment), moveganes, tourist orientation,
ecological maze, exhibitions, TV shows, expediticasnps, ecological plays, contests.

2.2. Principles followed in the education for the mvironment:

» Approaching the environment as a whole: naturalaatificial, technological
and social, economical and political, cultural dastorical. The education
for the environment is a continuous process, béginwith kindergarten
and continuing in all formal and informal stages.

* Exploring major ecological problems from a locaggional, national,
international point of view so that students getkimw environmental
factors from other regions.

* Focusing on present and potential environmentablpro, taking into
consideration their historical evolution.

* Promoting local, national and international valaesl necessities in order
to prevent and solve environmental problems

» Discovering the symptoms and the real causes df@maental problems

* Promotion of cooperative learning

3. Cooperative learning

Cooperative learning is a learning structured aystesnized strategy in
which small groups work together in order to ackiawcommon goal. The base of
cooperative learning is that subjects who work &saan are capable to apply and
synthesize knowledge in various and more compleyswat the same time
learning better than in the case of individual gtud
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Johnson, D. W, and Johnson, R. T. had written ataut cooperative learning.
Their study (1989) involves 193 cases, comparing diffects of cooperative
learning with the ones of the so called “traditibnin only 10% of the cases the
results of individual methods have been more dffectTeam work develops
students’ capacity to work together- an importaomponent for the life and
activity of future citizens.

Many names have been attributed to illustrate bolative group study,
such as:

* cooperative learning
» collaborative learning
» collective learning

e community learning
* mutual learning

* team learning

* group learning

» circular learning

Cooperative learning determines personal development through self
conciseness activities in small groups. It requictsrance towards different ways
of feeling and thinking, valuing the students’ néedvork together in a friendly
environment.

Cooperation (co-work, work together with someboitiyplies collaboration
(active participation in realizing something, basedoroposal and idea exchange).

Even if these two notions are synonymous, we cdh rabke some
meaning delimitations, by collaboration understagdihe form of relationship
between students, which consists of solving commorblems, and in which
everyone contributes actively and effectively, dydcooperation understanding a
form of interpersonal/inter-group learning, studytoal action, which results from
the mutual influences of involved agents. Coopeealitarning implies conjugated
efforts of many persons (pupils, students, profe3sa order to achieve common
goals throughout influences benefiting everyoneived.

Collaboration is focused on attributions and thepssation is focused on
the process of realizing the demand.

By comparing and contrasting cooperation and coliaion we can
highlight the following characteristics:

Competition and cooperation are practices met éspemn contemporary
school and are both necessary. Competition becadessuctive for the harmony
of his educational climate when it is exacerbated hecomes a goal in itself.
Teachers should balance the two forms of orgawizaif the educational activity,
by creating group learning opportunities that fawsrd maintain constructive
competition (Naumescu A., 2008)
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3.1. The principles of cooperative learning:

Cooperative learning is based on the following giples:

» Positive interdependence, according to which tbeess of the group depends
on the effort of all its members. Students are eplibwards a common goal,
stimulated by collective appreciation, the resalhg the sum of all the efforts.
Each student has to believe that he depends atlttemembers of the group
for the learning activity and above all that hedsponsible for its success.
Students who have a positive interdependence atilbnly be responsible for
their own formation but they will also encourage dthers to learn.

* Individual responsibility that refers to the fadiat each member is
responsible for the task to solve. Students armuesito find out which is
their responsibility and weather the others asswvesponsibility or not.
This well structured activity shall bring successhbth the individual and
the team. Each member of the team has a well defroée and is
responsible for realizing a small part of the greupsk, but with the help
of the others. The group as a whole bares the negplity for the success
of all its members. If grades are to be given, ttiemre should be two of
them: one for each individual and one for the whetm.

 Forming and developing social skills, stimulatiorf ®terpersonal
intelligence which refers to the ability to commeatie, receive support
when you need it, offer help, capacity of solvirapfticts. Students are
being thought, helped observed in their usage ofakand collaborative
skills which increases the efficiency of team work.

* Face to face interaction, which implies a directtact with the work partner,
arranging the seats in the classroom so that sntatbction groups where
students can encourage and help each other, coalgated.

» Dividing tasks inside the group and reflecting be tvay these tasks will
be completed by each member and by the whole group.

In cooperative learning the following principle® doeing respected: equality,
anti—hierarchy, anti-authority and tolerance towardch other’s opinion and avoiding
labeling. The teacher integrates himself in théaborative activity of the students,
taking part as one of the members or by offerisgielp animating and stimulating the
activity. Educational agents regard each othereaplp not as roles. Evaluation is a
democratic exercise of power inside the teamwosdtualents and teachers.

3.2. The group- the focus point of cooperative leaing.

The direct involvement with the task is a conditifor activism and
insurance of a good study.

It was stated that “students learn better when tiaeg about what they learn,
when they are directly motivated to do somethirgemthere is a goal, a responsibility, a
commitment towards what they have to do” (AtkinsbnRaynor, O., 1974)
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While debating on the structure of the student-chea relationship
(Deutsh, M., Horstein, H. A., 1978) asked themsebne following questions:

When is study more productive, when students wéwkeaor when they
are part of a group?

Which are the differences that appear in the ioteéna between students
and in the quality of the learning process, duecdtiaborative or competitive
relations between them?

The complexity of the matter, determined many redeas to analyze the
factors that facilitate or prevent group actividere are some of the factors which
facilitate cooperative study.

« Stimulation regarding the task is better due topleesence of others.

» The resources of the group (memory, attention, siipg space) are better
than in individual cases.

 There are big chances if among the members of thepgsomeone is
capable to discover the solution.

» Mistakes are being compensated: despite the mistakegeneral result of
the group will be more precise than that of theviidial taken separately.

» Blind spots are being corrected. It is easier m spher people’s mistakes
rather than your own.

» The stimulation of new ideas is a result of cumadanteraction “because
every member develops the ideas of an other”

* One can learn from other people’s experience. Tagrenany proves that
one of the most usual and effective forms of leagnis the observation of
the activity of others in the process of solvinglpgems.

Among the factors that could bring difficulties in group activity, we
remind the following:

» The opposition of goals, interests and customBeohiembers can sometimes
make collaboration extremely difficult.

» The difficulties in communication tend to increasethe group grows larger,
and for the shy it is harder to participate acjiwehen in a large group.

» The difficulties in coordination also grow as grsuget bigger, so it gets
harder and harder to make a joined and integrdfed,evithout spending
a lot of time on solving or preventing coordinatitifficulties.

» Excessive dependence on other members can be davpigroup activity.
The fact that some members of the group rely orrstimore capable,
leads to laziness and avoiding their own respolitssi
The superior quality of group products is beingtained by some

researchers in a very optimistic way (“the levelaleed by the group out passes the
one of the smartest student that uses his own res®exclusively”) and by others
in a more moderate way (“although the group is Iguzetter than the average
individual it rarely beats the best one”)
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Comparing work in a group with individual work (Wabrd, B. F., 1986)
specify that “according to the nature of the table individual resources of the
group members and the way they interact the worl gfoup could be inferior,
equal or superior to that of the individual contethwith the same task.”

Analyzing the group dynamic as an instrument otpegocial action (Dubal,
G., 1969) specifies that “a dynamic field basedheninterdependence of the members,
who at their turn take all its effects is being stoacted”. This fact opens the way
for using the group as a system of developmentpagdhological change” (Hare,
A. P., 1962)

There are three general types of groups:

» informal study groups.
* Formal study groups
 Team work (adapted after Johnson, D. W., et a119

Informal study groups are created at once, temporarily, throughout the
solicitation that students should form a team bypdy turning towards their desk
mates and discuss about a given theme for a fewtegnSame as rapidly groups
of 3-4 students can be created in order to solyeohlem, find solutions for a
situation or answer a question.

The teacher can at anytime create informal gromke classroom, of any
size, in order to appreciate the degree of undatstg of the students regarding a
certain material, or for offering them the charnz@pply what they have studied or
maybe even just for changing the organization ef ¢kass in order to increase
motivation and attention.

Formal study groups are teams that have been previously established in
order to solve a certain task, make an experimerhé laboratory, and write a
research repot.

Students work together more time (a few days orkajeer until they have
finished the research project.

Team work implies the development of collaborative work &long period
of time (even one semester).Teams establish theirrales and responsibilities and
also the work plan. The activity is based on coafpen between members and
mutual support.

The final evaluation is usually made by giving thié members the same
grade resulted from the measurement and appretiatithe common result. This
fact stimulates co work and mutual help and doé€noourage competition inside
one team but between different teams.

There area few rules one must respect when organizing study groups
(Johnson et. al., 1991)

* The elaboration of a work plan which contains: ithgortant elements to
study, the tasks for each member, sub-tasks, apiplis, placement, study
sessions.
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» The teacher’'s explanations on the importance otdpé, the advantages
of team work for solving it.

» Offering the students a socially relevant themadok on, a problem with
large applicability whose importance should stirteikeir participation.

» Choosing an optimal number of members of each g(éth) and creating
an heterogenic team, in order for everyone to lagepportunity to learn
from each other, offer something and bring his gbation where he is
better prepared.

« Creating the possibility for every member to beisel#, guided, and have
accessed to information and materials.

» Creating a proper work atmosphere and space.

» Explaining the way of evaluation for collective Wkpand for each individual.
To avoid the situation in which some students workothers (Walvoord,

B. F., 1986) recommends the following strategy: tdacher could ask students to
present under anonymity the situation registere@dwh of them , regarding who
made special efforts in the activity and who didl no

If most students indicate that one team membeth®dmallest contribution,
that one shall receive a smaller grade than theofdke group.

In this way, each member will be mobilized. Thatsgy works, especially
if students have the opportunity to discuss aldaistihside the project, and the one
involved has the opportunity to change his behafiéalvoord, B. F., 1986).

The interactive group methods determine and stirawdallaborative work
developed by the ones involved in the activity (shedents), in which everybody
comes with something and nobody leaves withouirayth

The profit belongs both to the group (solving thelgem, finding the best
solution), and to each and every single individtia¢ results obtained, the effects
appeared in the cognitive plans, emotional-affectavnew knowledge).

3.3. The steps of cooperative learning:

Cooperative learning implies a dynamic and a cowtiisly sustained
activism. The steps of team work strategy invokddrg into consideration some
factors for collectively solving problems.

The first step consists of forming the work grodipe members have to
have certain qualities in order to facilitate sotyihe problem: be tolerant with the
opinions of the companions, have good communicalalts, they should not be
selfish, give and receive help when needed.

The second step takes place when the participaonfront with the
situation to be solved and are being stimulateadrk together in order to solve it.
This is where the familiarizing with the elementdh® problem, the analysis of the
priorities and responsibilities takes place.
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The third step is destined to reflections, incudmatiattempts. This is the
faze of documentation and research that can tékegatime or a shorter one.

The fourth step is for debates, when ideas aregbmnfronted, errors and
strong points are being analyzed. “the quality @bperative learning depends on
the quality of democratic debate between studehts double request for
intellectual correctitude and communicational ethflistening and respecting the
partner, trying to understand his opinions, his wéyhinking, needing different
points of view in order to build your own way ofritking” (Bocos, M., 2002)

The fifth step refers to structuring the end of debate, drawing conclusions
and solving the problem. The integration of newugsitions in the existing system
by restructuring the old ones according to the naes.

The conditions for the development of effective pemation refer to good
relationships between the member of the group,eusal agreement on the work
plan in order to touch the common goal, adoptingramon way of communicating
results and evaluating the solution.

3.4. The advantages of cooperative study:

The strategy of cooperative learning gives studdér@pportunity to work
together in a climate of mutual help and suppohie Group gives the opportunity
to test ideas, revise opinions and develop intsgel intelligence.

Cooperation facilitates an open relationship betwpartners, develops
attitudes based on trust, helping the formationagbositive attitude regarding
school and learning. Team work has important effext the personality of the
students, the presence of interaction partnergesepting an intellectual stimulus
and a start for the exchange of opinions and indion.

The abilities of the teacher necessary for sustginboperative study:

Cooperative study requires intellectual and prattéffort from both the
students and the coordinating teachers. The tedw®eto possess the following
qualities:

» Energizing competence: giving the fact that hetbatetermine students to
get involved in solving the problem.

« Empathic competence: ability to work with studetresposing in their
situations. The teacher gets to know his studeetseib and improve
communication.

» Playing competence: capacity to respond to studgatmes that make
study more attractive.

« Organizing competence: ability to organize the grimio teams an impose
and maintain rules regarding cooperative study. tEaeher can intervene
in critical situations.

* Interrelation competence: will to communicate te #tudents, in order to
develop social abilities for optimal integration angroup. Tolerance and
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opening towards the new and encouraging of originafill create similar
qualities in his students.
Along with these abilities the ones necessary f@reteacher should not
be neglected:
» Scientific abilities
» Psycho-pedagogical abilities
» Managerial and psychological abilities that invabgicational management
The role of the teachers get a new dimension, rdiffiefrom the traditional
vision where he was just a supplier of informats®oatcompanies and guides the
students on his way to knowledge.

4. The teaching experiment:
4. 1. Motivation

The major objective of didactic research consistsupplying teaching
process with practical activities of cooperativedstin the frame of environmental
education.

Original contributions have been materializedebtra-curricular activities
realized in two schools belonging to the Apusentidiel Park (the school in
Rachitele and the one in Garda).

In this teaching experiment have been involved fd@ents and teachers
from the above mentioned schools.

This experiment followed the interdisciplinary asggebetween different
areas (geography, biology, chemistry, drawing, musathematics, physics).

The role of cooperative learning according to aifferdnces (7-14 years)
regarding sciences has been highlighted by exindcalar activities.

4.2. Elaboration of didactic materials:

The objectives of extra-curricular activities ahne following:
* The contribution at the formation and developmehtcommunication
abilities, as a base of positive attitudes tow#ndsenvironment.
 Forming a system of knowledge, developing partitigacapacities, a
sense for esthetic.
» Getting to know the human beings and phenomendeénenvironment,
plants and animals protected by the law.
» Gaining knowledge about the man- environment m@tatiip and education
of children in order to maintain the health of grevironment.
» Knowledge of the possibilities to protect and covseature.
In the process of elaboration of materials sevetigs have been made: a
projecting step, a documentation step and a lagt st practical development of
teaching materials.
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The projects for extra-curricular activities have @riginal structure and
elaboration, an accessible and applicable form.

4.3. The projects for after school activities:

Project 1. — 7" grade
Theme of lessonThe pyramid of life
Objectives:

O1- Describing the elements of an ecosystem
O2- Establishing relationship between the elemehte ecosystem
O3- Deduce the importance of equilibrium in thesysbtem.

Methods: problematization, didactic games

Materials:

Small cardboard boxes covered in white, colorecigrglue, “pyramid of
life” game.

General considerations:

The ecosystem is a unity that exists in a ceriaie and space. It has the
following components: physical components (non Gemponents- solar energy,
climate, rocks, water) forms of life (living compamts, man) and relations between
them.

The wordecosystenderives from the combination of other two termeso
(house) angystem(interdependent elements that function as orgdnid®le). So
theecosystenis an interaction between living and not livingraents in the nature.

Development:

Give a box to every child in which he should dramkeep as a secret, an
animal that lives in our country. Discuss aboutrgy@nd food: “Which is the source
of energy for the earth? Who uses solar energyétiReships inside an ecosystem.”

Plants will form the base of the pyramid becausardmals rely on them,
directly or not, when food is concerned. Everybtust drew a plant shall arrange
their box at the base, those who drew an herbigbedl put it on top, then the
carnivores, and then “third range consumers”. Aggé most children shall be on
the top as they find it funnier to be a wolf orpeod, than flower or mouse. The
more boxes on the top the harder it will be to dwl stable pyramid. Some
predators will have to give up their position. Ghage children to build the
pyramid once again so that it can sustain everybody
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Evaluation:
Shall be done by completing the crosswords “Theumy of life”

A
1.
2.
3.
4.
5.
6.
7.
8.
9.
B

Answer the following questions:

. Elements with or without life in an area form.an.

. The atmosphere consists of a mix of gases called.....

. Small organisms that decompounded vegetal anthhremains are..........
. The terrestrial layer that contains all livingature is ..............

. Animals that feed on plants are...........

. The support in which plants fix their roots is..........

. The hunteris the...............

. The solid form of water...................

. According to the way he feeds manis an............

Finalizing the experiment, the results:
Based on the evaluation papers a top has been aradighe first 20

children have won a trip to the mountains. The esion had a didactic purpose
and we planes visiting a cave.
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CONCLUSIONS:

After the application of extra-curricular activitgrojects and teaching

games the following conclusions can be drawn:

The environmental education has very special ingpae in developing
positive attitudes towards the environment andibasart at early ages and
continue throughout the learning process.
The protected areas are still seen by many pedapld®ir “conservative”
meaning, being considered real oasis of wild naiaréhe context of
economical development, which have to be proteotéd for conserving
the populated species. This is why this kind ofitaénhas to be approached
by the education for the environment.
In the nature there are leaving creatures with commoot, having
morphological, physiological, biochemical and egutal special features
that have a relatively high stability which areheat stable along the
generations. Such natural units have been callediep In biology, the
specie is unity at the base of biodiversity.
Pollution appeared in the same time with the hubmeing, did but it has
been developed and diversified with the evolutidnhaman society,
becoming one of the most important preoccupationsdientists, specialists
of different areas of science and technology, staitel governments and all
terrestrial population.
The elaboration of conceptual maps, self observatiod using the gaining
during evaluation, are favorable uses of studenteced evaluation, his
process of learning more than on the results.
Cooperative learning is a structured and systemieathing strategy in
which small groups work together to reach a commoal. The base of
cooperative learning is that those who work in teare more capable to
apply the accumulated knowledge in various and ¢exnpays learning
better then in the case of individual work.
The advantages of cooperative learning include:

» the knowledge on individual differences

» -the development of interpersonal relationships.

e involving students in the learning process

* more occasions for feed- back.
Practicing different methods for teaching is impottto discover the power of
understanding of the students. Using cooperatigenileg as a tool gives
students the chance to develop social and intemparscapacities that
determine them to express easier their thoughtspingns.
The importance of environmental education duringhary and secondary
school is essential for the future of a teenager @on’t forget that our
youth will be the “tomorrow society” (Naumescu, 2006).

197



ADRIENNE KOZAN-NAUMESCU, SIMONA VASILCIU, ROXANA-DIANA PASCA

REFERENCES

Atkinson, J., Raynor, O. (1974)Motivation and AchievementVinston, Wanshington

Bocaos, Musata, (2002).Instruire interactivi. Repere pentru refl@e si actiune Editura
Presa UniversitarClujeard, Cluj-Napoca

Deutsch, M., (1968)The effects of Cooperation and Competition GroupcBssin

Cartwright, D., (1968). Groups Dinamiques: Research and Theory, Harpem&Rew York

Dubal, G., (1969).La dialectique des groupgem Education et Development, nr. 46

Johnson, D. W, and Johnson, R. T., (1989Cooperation and Competition: Theory and
ResearchEdina, Minn.: Interaction Books

Johnson, D. W., Johnson, R. T., and Smith, K. A.,1091). Cooperative Learning:
Increasing College Faculty Instructional ProdudjyiASHE-FRIC Higher Educ.ation
Report No.4, Washington, D.C.: School of Educatamd Human Development,
George Washington University;

Naumescu, A., (2006)Cercetiri si direcsii cu privire la evaluare n didacticatiingelor Tn
invaramantul preuniversitarEd. Casa @xtii de Stiinta

Naumescu, A., (2008)Science teacher competencies; The profile of ficiezft teacher in
organizing group activitieS§tudia Universitatis Babes-Bolyai Psychologia-
Paedagogia, LIlI, 2.

Walvoord, B. F., (1986).Helping Students Write Well: A Guide for TeacharsAil
Disciplines,(2nd ed.) New York: Modern Language Association wigfe.ro.

198



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, LIV, 2, 2009

THE IMPROVEMENT OF THE DIDACTIC COMPETENCE
PROFILE THROUGH EDUCATIONAL INTEGRATION OF THE
NEW TECHNOLOGIES (Part I)

CATALIN GLAVA

ABSTRACT. The experimental research we undertook with thepqse to
improve the didactic competence profile through ékducational integration of the
new technologies is situated in the pedagogicadl fag the investigation-action
that have in view the improvement of some didadirategies through the
experimentation of new methods of action, as aareber directly involved in the
didactic process. The study regarding the developriteough the modelling of
the didactic competence profile has as supportthbkeries, the models and the
considerations met in the specialized literatuigarding the development of the
professional competence profile for the didactireea the principles of efficient
introduction of the new technologies in educatioritexts and the modelling as
training environment of the competences.

Keywords:didactic competence, new technologies, e-learmmagelling.

ZUSAMMENFASSUNG. Wir durchgefiuihrt eine experimentelle Forschung was d
didaktische Kompetenzprofil durch die péadagogiscimegration der neuen

Technologien zu optimizieren. Unsere Forschung igetes padagogisches Bereich
der Aktionuntersuchungen. Dieser Bereich zielt @i Verbesserung einiger

didaktischen Strategien, durch das Experimentideemeuen Methoden der Tatigkeit,
als Forscher aufgestellt, der direkt mit dem didakien Prozess gewesen wird.

Die Studie betreffend die Entwicklung durch das Bligten des didaktischen

Kompetenzprofils hat als Unterstitzung die Theodi Modelle und die Betrachtungen
trafen sich in der Fachliteratur Uber die Entwingludes Berufskompetenzprofils fur die
didaktische Karriere, die Grundséatze der effizieitmfuhrung der neuen Technologien in
den padagogischen Kontexte und die Modellierungralsingsumwelt der Kompetenzen.

SchlusselworterDidaktische Befugnis, neue Technologien, E-lereatwerfend.

1. Conceptual and methodological foundation of res&ch

The experimental research we undertook with th@gae to improve the
didactic competence profile through the educatiomaégration of the new
technologies is situated in the pedagogical fidldhe investigation-action that
have in view the improvement of some didactic sgias through the experimentation
of new methods of action, as a researcher dirgoilylved in the didactic process.



CATALIN GLAVA

The study regarding the development through the effind of the didactic
competence profile has as support the theoriesmtbaiels and the considerations
met in the specialized literature regarding theettgyment of the professional
competence profile for the didactic career, thagples of efficient introduction of
the new technologies in educational contexts arel rniodelling as training
environment of the competences.

Here are, briefly the theoretic assumption, whiohstituted the support
for the realization of the experimental steps:

The didactic competence profile represents a sebwiplex acquisitions of
learning with operational and instrumental valudjclv is structured around some
cognitive accumulations, but also emotional-atiital accumulations, and it is the
object of the permanent recrystallization, speaif® and evolution, generated by the
integration of the practical and theoretical exgrezes, which appear on the way.

This process of continuous acquisitions and crijsadions represents in
fact the process of professionalizing for the didacareer, step which begins in
the initial training stages and continues whilecficing the profession, through the
integration of the direct professional experierug, also through specific steps of
permanent training;

The didactic competence has a dynamic charactenddy: addiction of
the way in which the professional competence gradilunderstood by 1.educational
values, policies and strategies, the present gituah national level, the semantics
of the concept of quality in education and theaidi principles of insurance of the
quality in education, 2 by the competences addictim the way in which the
official imperatives on local level are understaafcthe institution which pursues
the satisfaction of the beneficiaries of the edanat program and 3. the competence
addiction to the approach imperative of the futawelutions of the society and
knowledge.

A viable model of construction and developmenthaf didactic competence
profile it structures in turn of two essentialsriatites of the didactic career: the
action and the reflection. Both of them have asdbfomponents of the external
environment, of the context in which the didactiofpssion is practiced, but also
of the internal environment, personal. The actiod the reflection guided external
have in view the consolidation efficiency of thesidm steps of the didactic
activities, communication, the organization and tleading of the learning
activities, the class management and of the examgttisituations. The action and
the reflection guided internal reflects the teacheerest for his professional
evolution through storing of knowledge and continclassifications and for the
indicatory respecting of the didactic services iualand of the officials
professional standards.

The reflexive capacity of the teaching staff repnés a particular competency
field, the reflection having the force to secure thremises for the constant
development of all the others professional competen
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The management competences of learning and ofdke bave in view the
creation of an educational context inside the dlaggigh the efficient management of
the interactions and of the learning activitiedrythe didactic process.

The curricular design competences integrate theaaiBp to design
efficient learning situations through the identifion of the prior finalities that
interacts with the contents, with the didactic roeiblogy for outline an
educational context with real instructive and fotimevalences.

The usage competences of information and commumicdaechnology
does not reduce to a set of accessing techniquigtealof the new technologies,
but also to the capacity of the ICT applicationsstauction and unrolling which
encourages teaching and learning. The educatiasattion of new technologies
does not justify if it is realized with a scopef lomly in situations in which those
resources provide an excess of quality to the tegchrocess and improve the
learning of students.

Consequently, for the assuring of the efficienteitisn of the new
information and communication technologies into #ducational program is
necessary the description of the ICT usage compesein the context and in
relation with other components of the didactic cetepce profile: e.g.: intrinsic
relation with the design and management competesfdbe learning situations.

The recent trends and tends in the educationahythead practice are on
the one hand, determined by the wide acceptanak tihe acting fields of the new
information and communication technologies andthenother hand, it constitutes
into a favourable environment for the implementatad this technologies in the
learning system.

Generally, the education and especially the dewedop of the didactic
competence profile presume a totality that canret“de-structured” into his
constitutive elements, and for this reason the kedge and the possession of the
whole group, of the global significance can realim&der optimum conditions
through modelling.

The identified development models are more tharigdegechniques of
some didactic efficient activities that presumeittsertion of new information and
communication technologies into the activity withudents. Their educational
usage implies the re-thinking and the re-struciomaby the teacher of the entire
set of classical design models but also of perenasiegarding the teaching and
the efficient learning, the teacher’s role and loé resources into learning, the
importance of continual training.

Because of the fact that the searching theoretiehises that had been
presented at the end of chapter three and haditcwedtthe base of the researching
ascertain start, we will expound further on theeblagpothesis and the secondary
adjacent hypothesis. This hypothesis that had eenulated starting from the
theoretical premises mentioned above and from theiges obtained because of
the undertaken searching results.
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The Basic Hypothesis:

The usage of a design model for the didactic agtihiat presumes the usage of the
Internet resources and of a model of organizinglags on a virtual level contributes
to the development didactic usage competencesioaid offers favourable context to
the significant development of the curricular dasigmpetences and the management
of learning and of the class belonging to thehiwy staff.

We thought to analyze experimentally the way inchiithe introduction of
some educational contents that have in view thesldpment of some didactic
competences through two technological models — B&DWWebQuest — into the
training curricula of the teaching staff, will stilate not only the technological
competences of the new technological usage indbeational context, but also the
competences of curricular design and of class mamaagt.

Secondary Hypothesis

SH1: The usage of the model of virtual classrooferedl by the cooperation platform
BSCW determines the development of competencespecation, team communication,
learning control and supervision, time managenaamd,implicitly the development of
learning competences and students class managdagtnhich is objectified in the

quality and incidence of the platform’s activities.

For the beginning we think of analyzing the impafcthe BSCW platform
in the development of the interrelation, communaatnd cooperation abilities,
analyzing the quality, quantity, type and incident¢he subjects activities on the
platform. These data will permit us to draw out soconclusions regarding the
efficiency of the usage of a platform on-line ier to form didactic competences
necessary for learning management and a studdass management.

SH2: The usage of the WebQuest model of the didladtivity design using the
Internet resources, leads to the development ofesepecific competences of
didactic design, fact that is objectified throudie tdidactic quality of the design
products realized.

The second aspect that we think of demonstrateigact that the WebQuest
model, used for design the didactic activity whiabuld capitalize mostly the sources
of information on-line, contributes to the develamnof some abilities of design of the
learning tasks, of the instructional context, oé tteal learning process, of the
evaluation step, abilities integrated into what eedl the didactic competence of
curricular design.

SH3: The parallel usage of the two techniques deters the significant
development of the teaching staff's competencassofg the information and the
communication technologies in the educational cdnte

The third researched aspect refers to the demdiostraf the fact that
using the work platform through BSCW cooperatiod éme design model which
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capitalize the Internet resources, WebQuest, wecoatribute to the improvement
of the technological teaching staff competences.

We mention that, between the bounds suggestedebgptbcific hypothesis

already mentioned, we thought of validate througpeeiment the theoretic model
of the didactic competence profile described athe of the first chapter.

Actions hint by the researched.

The selection of the contents’ units from the psypkdagogic curricula
for the teaching staff training that will be modellthrough the medium of
BSCW and WebQuest;

The integration of the two implementation modelsha selected contents
teaching.

The didactic efficiency analysis of the two implertaion models through
the performance guides observation that proves tthi@ing of some
didactic competences.

The experimental investigation developed through rtedium of some

content unities from the area of the Educationr8as, the subject The Theory and
the Instruction Methodology.

From the content unitdhe Management of learnirand of the students

classwe used the following themes:

the whole class organization

ways of didactic cooperation and communication

levels of interaction

time management

time guiding and mediation

From the content unite designatedrtee Didactic Activity Design

the formulation of the work tasks

the anticipation of the learning process imposethkylearning task

the sources selection and management

the formulation of sets of evaluation and auto-eatbn criteria and
performance indicators.

The third modelled content wa$e Reflection over the Didactic Activity,

with the stress on themes of feedback and autasatrah.

In this context, théndependent variablegere the simultaneous introduction

and manipulation of the two ways of didactic maddgll of the educational
implementation of the new technologies briefly desd at the end of the third chapter:

The didactic design technique WebQuest — a moddesign the didactic
activities organized around the information Intémasources.

The work on-line platform BSCW—is a virtual claseadel. Through the
medium of this platform, we recreated a class orrtaal level, so the

203



CATALIN GLAVA

subjects were in the situation of, interaction, oamicate and cooperate
as in a real classroom, but having additional comipational facilities.

The dependent variablespeaning the variables, which we expect to change
because of the independent variables, are:

- The quality and the level of development of the petances, sub-
competences and didactic abilities of educatiomaivity design, more
precisely of the abilities of learning tasks foratidn, of describing the
instruction process, of searching and offering ibdaphic resources, of
outlining the evaluation system and of reflecti@garding the didactic
activity.

- The quality and the developing level of the compeés, sub-
competences and didactic abilities of learning rgangent and students
class management, meaning the abilities and competeof inter-relation,
of communication through various channels, of coaiien for solving the
individual and group tasks, of sharing the resaaisr® of a judicious time
management.

- The quality and the level of competences’ develapmeub-competences
and didactic abilities of using the new technolsgmrepedagogical contexts.

Being given the experimental conditions and the meanature, we
decided to realize an intra-subjects experimentasijn. We took this decision
because of the fact that the attendance to theiricaicourse that we proposed,
course which practically becomes the experimentgam did not have a
correspondent in another type of development cosisdar from the point of
view of the objectives and content, so it would éndoeen impossible for us to
constitute a control sampler that would respectpietaly the conditions imposed
by pedagogic investigators’ demands.

We thought to realize a combined sampler, usingh bmtobabilistic
sampler and rational selection of the subjectsuttjinche population stratification,
for increasing the relevance level of the samgigocas, M., 2003, pag.61).

After analyzing the ascertain investigation resulte decided to appeal to
with subsequent sampler of a few selection criteriathe subjects, through
stratification.

The criteria in the subject’s selection were:

- active teaching staff in education

- didactic degree: minimum the exam confirming a adaoy-school teacher
in his post

- the minimum level of operation on the computer:ibdsowledge and
practice about writing a text in MS Word, directar®ation, documents
management, e-mail communication.

The total number of the involved subjects in theeziment wasl15
teaching staff and students from the cities Clupdta and Targoyie. Among
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these61 subjects, made part of the group from Cluj-Napaeahis group being
included all the students of the sampler, &ddsubjects formed the group from
Targovite.

Following the stratification criteria, we obtaindgte following assignment
of the 115 subjects involved in the experiment

Professionalization: Oldness at the department,catanal level Curricular
aria: Gender representation Place of work: urbaara

CONCLUSIONS

Our research intention was that of verifying if tbelactic design and
management competences modelling of the educatamtblity are possible and
efficient in the context of using new didactic dgsiand learning and class
management models unprecedented through noveltyeals, which integrates.
These didactic models have in common the educdtiosage of the new
information and communication technologies andsthates one of the most
important contemporaneous trends and accumulatiatos the theoretical and
practical field of teaching and learning.

The WebQuest didactic design model and the oneS&\WB learning and
class management were selected starting from shemgion according to which
the teaching staff confrontation with novelty elensesuch as ICT educational
usage determines them to reconsider their own togsiand beliefs regarding the
didactic design and learning and class managenpecifie, on the one hand and
their own practices of educational design and mamegt on the other hand.

Putting in correlation a new educational paradiggnagated by the usage
in the learning system of the new technologies wathnew methodological
approach in the field of the specific didactic catgmces development- didactic
modelling permitted us an integrate approach ofdigactic competence profile
and also the complexity and dynamic understandirigi® construct.

Quantitative and qualitative analysis of the restdisearch step rolled was
oriented in three major directions, those are:

1. The outlining of the didactic competence profiencept extents, of its
complexity and dynamic and the experimental validadf the explicit model of this.

2. The efficient verification of the didactic desigompetence modelling
and of the learning and class management througB8CW virtual class model
and WebQuest didactic design model.

3. Verifying to what extension is the developmehti® competences of
education employment of the new information and mamication technologies
efficient inside the integrated context of the depment of the teaching design
competences and the management of learning ahe afdss of students.
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