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ASSESSMENT AND THE TEACHING - LEARNING PROCESS IN
INCLUSIVE SCHOOLS

ALINA PREDA, VASILE PREDA

ABSTRACT. This article presents the findings of a stuatythe comprehensive,
ecological and dynamic assessment of people witlabdities and on the
strategies of teaching-learning processesinclusive education. According to
psychologists working in inclusive schools it isestial that theeomprehensive
assessmentind the elaboration andevelopment of cognitive structures
intellectually disabled pupils be first done in tbentext of practical conjectural
actions. Cooperative activities involve the condian of new ideas based on
personal and shared foundations of past experiegm@ainderstandings, so they
naturally apply some of the principles of constitistn. Cooperative learning and
collaborative learning are the strategies that c¢aiéarly aid in the classroom
management. The modern theoretical direction andmhbst efficient practice in
inclusive education are based on the Socio-Cortsteud heory; the Learning
Potential Assessment Device; Instrumental and Giwgrnviodification; Mediation
Theory; Collaborative Teaching and Interactive Ing@y Environments.

Keywords: comprehensive assessment, teaching-learning ggpcenstructivism,
cognitivism, cooperative learning, collaborativarl@ng, knowledge construction,
inclusive education.

ZUSAMMENFASSUNG: BEWERTUNG UND DER LEHR-LERNPROZESS

IN MITEINBEZIEHENDEN SCHULEN Unser Beitrag prasentiert sowohl die
Ergebnisse der Forschung, in was eine allumfassesctienend behandelnde und
zugleich dynamische Bewertung der Behinderten fitetals auch die Strategien
die im Lehr-Lernprozess einer miteinbeziehendeneBung vorkommen. Laut
den Psychologen, die in miteinbeziehenden Schutbeitan, ist es besonders
wichtig, eineallumfassende Bewertungnd eine Ausarbeitung undusfiihrung
von kognitiven Stukturenn was die intellektuell unterbegabten Schiletritie
erst in einem vermutlich praktischem Kontext zulziehen. Miteinbeziehende
Aktivitaten behaupten unter anderen den Aufbaun@men Ideen, die sowohl auf
der Basis personlich durchlebten, als auch auf dr@men Erfahrungen begriindet
sind, so dass diese Schuler natirlicherweise mapratepien vom Konstruktivismus
benutzen. Das kooperative und das kollaborativeeresind Strategien, die in der
Klassenorganisierung besonders behilflich sein kdniDie moderne theoretische
Richtung und die wirksamste Praxis in der miteindlgznden Erziehung beruhen
auf der Sozial-Konstruktiv Theorie, auf der von @mwertung der Lernfahigkeit
bestimmten Verfahrensweise, auf der instrumentaieh kognitiven Beeinflussung,
auf der Vermittlungstheorie, auf kollaboratives teshund interaktives Lernmilieu
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SCHLUSSELWORTER: allumfassende  Bewertung, Lehr-Lernprozess,
Konstruktivism, Kognitivism, kooperatives Lernengllaboratives Lernen,
Kentnissaufbau, miteinbeziehende Erziehung.

1. Introduction

One of the major reform issues facing the fieldedtication is that of
inclusion. The concept of inclusion involves bringing seeddo students, rather
than moving students, who will benefit from beingtihe class, rather than having
to keep up with other students in the class.

Many researchers and policy markers have advocateihcrease in the
extent to which students with disabilities are gnéted into regular education
setting. They advocate a shared responsibility @mdmitment between regular
and special education and the use of effectiveiapeducation techniques beyond
the special class setting.

Opponents of Regular Education Initiative (REI) raised a number of
important issues and concerns, including the gbitf students with mild
disabilitiesand other students with special needs to succeeshinar classrooms,
the ability of regular educators to cope with tieendnds of the proposed initiative,
and effects of what they saw as wholesale mainsirea

Proponents of RE| of inclusive education,suggested a variety of reasons
for merging regular and special education. Theseudled inadequacy of
conventional methods, problems with categorial pots, and the disjointedness
of current efforts and programs.

The Regular Education Initiative and the inclusiveeducation presents
an opportunity for regular and special educatorsvtk together to develop
effective instructional options for diverse studpapulations.

Full inclusion is based on the premise that students with disabishould
be educated in regular classrooms in their neididmm or home schools. It is
assumed that instruction and technological supgreravailable for students in the
neighborhood schools, which makes it unnecessatéon to attend other schools
(Olson, Platt, 1996, p. 13-14).

Inclusion is justified for several reasons: it is a rightatifstudents; students
with disabilities learn social skills and benefdrh friendships with peers; nondisabled
students also benefit, as inclusion permits fribigs among diverse students; all
children can learn to understand human differefBeth, Ainscow, 2007).

According to psychologists working in inclusive eols, it is essential that
the comprehensive assessmanid theelaborationand development of cognitive
structuresin intellectually disabled pupils be first donethe context of practical
conjectural actiondHemmingsson, Gustavsson, Towsend, 2007). The modern
theoretical direction and the most efficient preetin inclusive education are based
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on the Socio-Constructive Theory; the Learning Rk Assessment Device;
Instrumental and Cognitive Modification; Mediatioheory; Collaborative
Teaching and Interactive Learning Environments.

2. Comprehensive Assessment in Inclusive Education

Assessments complex process that needs to be conductedultydiaciplinay
teams of trained professionals, as it involves Wotmal and informal methods of
collecting information about the student. An evéhua for inclusive education
should always be conducted on an individual ba#diben completed, it is a
comprehensive assessmepf the child’s abilities. The child must be assesi
all areas related to suspected disability, inclgdiwhere appropriate, health,
vision, hearing, motor abilities, general intelihge, academic performance,
communicative status, social and emotional status.

A comprehensive assessmeshould normally include many of the following
(Pierangelo, Giuliani, 2006, p. 10):

* An individual psychological evaluatiorincluding general intelligence,
type of intelligence (Gardner, 1993), learning etyhstructional needs, learning
strengths and weaknesses, and social-emotionaiigsia
* A thoroughsaocial historybased on interviews with parents and students;

* A thoroughacademic historyvith interviews or reports from past teachers;

* A physical examinatiorincluding specific assessments that relate to
vision, hearing, and health;

* A classroom observatioof the student in the current educational setting;

* An appropriateeducational evaluatiospecifically pinpointing the areas
of deficit or suspected disability including, bubtnlimited to, educational
achievement, academic needs, learning strengthsvaalinesses, and vocational
assessments;

* A functional behavioral assessmentdescribe the relationship between
a skill or performance problem and variables thaiticbute to its occurrence. The
purpose of a functional behavioral assessment igatber broad and specific
information in order to better understand the dpeceasons for the student’s
problem behavior;

* Auditoryandvisual discrimination tests;

* Speeclandlanguage evaluationsyhen appropriate;

* Physicaland/oroccupational evaluationsvhen indicated;

* Examining school recordsnd past evaluation results;

* Assessment oflassroom performance;
* Evaluating curriculum requirements and options;
* Evaluating the student’s type and rate of learnilging trial teaching periods;
* Evaluating which skills have been and have not beasteredand in what order
unmastered skills need to be taught;
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* Interviewing the student and significant otharshe student’s life;

* Using information fronthecklistscompleted by parents, teachers, or the
student
* Collecting ratings on teacher attitudeward students with disabilitiepeer
acceptance, and classroom climate.

This information can be gathered in a variety ofysval hese may include,
but are not limited to: norm-referenced tests,rmfl assessment, criterion-referenced
tests, standard-referenced tests, dynamic assdssawagical assessment, curriculum-
based assessment, curriculum-based measuremdftjip@ssessment, authentic/
naturalistic/performance-based assessment, tagfs@nautcome-based assessment,
and learning styles assessment (Pierangelo, Giuliaf9).

2.1. Ecological Assessment

Ecological assessmerntvolves directly observing and assessing a child
the many environments in which he or she routirghgrates. The purpose of
conducting such an assessment is to probe howiffaeedt environments influence
the student and his or her school performance.

Critical questions to ask in an ecological assessnmelude: a) in what
environments does the student manifest difficultiesare there instances in which
he or she appears to function appropriately? c)twha&xpected of the student
academically and behaviorally in each type of emment? d) what differences
exist in the environments in which the student fest$ the greatest and the least
difficulty? e) what implications do these differeschave for instructional planning?
(Pierangelo, Giuliani, 2006, p. 39).

As Wallace, Larsen and Elksnin (1992, p. 19) remé&kk evaluation that
fails to consider a student's ecology as a potewtaisative factor in reported
academic or behavioral disorders may be ignorimguéry elements that require
modification before we can realistically expectmfges in that student’'s behavior”.
According to Overton (1996, p. 276), an ecologasdessment analyzes a “student’s
total learning environment”. A thorough ecologiealsessment should include the
following: a) interaction between students, teashand others in the classroom
and in other school environments; b) presentatfiamaierials and ideas; c) selection
and use of materials for instruction; d) physicabagement and environment of
the classroom or target setting; e) student’s augns in other environments.

Ecological assessment can also draw on: a) thareu#tind beliefs of the
child; b) the teacher’s teaching style; c) the wime is used in the classroom; d)
academic, behavioral, and social expectations withé learning environment; e)
the overall tone of the class (Bigge, Stump, 1999).

The purpose of conducting such an assessmenpisle how the different
environments influence the student and his or tleod performance.
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2.2. Dynamic Assessment

Dynamic assessment may be framed asoastructivist approachto
assessment. That is, the goal is to determine stbeents do, can do, and manage
to set standards or to norm-group performance iati@mpt to identify deficiencies.
In dynamic assessment “the assessment focuses waenst learning and
performance over time, and comparisons are madeebata student’s current and
past performance. Additionally, dynamic assessnerdoncerned with learning
what a student is able to do when provided suppdhe form of prompts, cues, or
physical supports, some of which naturally existtle environment” (Bigge,
Stump, 1999, p.182). Dynamic assessment refergveral different but similar
approaches to evaluating student learning. The gb#iis type of assessment is
“to explore the nature of learning, with the objeetof collecting information to
bring about cognitive change and to enhance insbnic(Sewel, 1987, p. 436).

Typically, dynamic assessment involves a testr@iest approach. The
examiner begins by testing the student’s abilitypeédform a task or solve a problem
without help. Then, a similar task or problem igegi to the student, and the examiner
models how the task or problem is solved or gitiesstudent cues to assist his or her
performance. Dynamic assessment is a promisingti@ddio current evaluation
technigues. Because it incorporates a teaching@oemp unto the assessment process,
this type of assessment may be particularly usethl students with disabilities. One
of the chief characteristics of dynamic assessngetitat it includes a dialogue or
interaction between the examiner and the studémt.ifteraction allows the examiner
to draw conclusions about the student’s thinkirgcesses and his or her response to
the learning situation (i.e. whether, with promgtifeedback, or modelling, the student
can produce correct responses, and what speciimsnef instruction produce and
maintain positive change in the student's cognifiwactioning). The interactional
aspect of dynamic assessment also contributes astiby to developing an
understanding of the student’s thinking process mdblem-solving approach and
skills (Pierangelo, Giuliani, 2006, p.42).

In Feuerstein’s model of dynamic assessment (19[8)examiner is
encouraged to interact constantly with the studant,interaction that is called
mediation which is felt to maximize the probability thaetlstudent will solve the
problem. Experiments with th@rogram of Instrumental Enrichment (P.L.E.),
carried out in many countries in the world, haveved that intelligence is not
invariable (Feuerstein and collab., 1979). The lpsgenetic principle of accelerating
the stadial development of intelligence should denghrough the lens of Gardner’s
theory of multiple intelligence (1996). This ideafurther supported by research
that employs activating cognitive methods, propdsegdroject didactics.

Research icognitive psychologgnd inmediation psychologyith a focus
on the teaching-learning process, especially orb#sés of Feuerstein’s theory and
methodology put forward in 1987, have stronglyueficed the understanding and
the implementation of didactic principles. Thesepbasized the interaction between
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the degree of functionality of the cognitive prassand the amount of knowledge
accumulated, as well as the role played by rnietacognitive processeas the
activity of learning (Doly, 2002). Feuerstein araflab. (1979) defined the didactic
relations in instructional activities as basedneediation,which allows educators
to evaluate and mould their attitude dadching styldbased on the particularities of
cognitive architecture and function of stedent'scognitive styles and learning styles.

2.3. Learning Styles Assessment

Learning styles theory suggests that students may learn and problem solve
in different ways, and that some ways are more rahtior them than others.
Learning style theory is concerned with how stusdetirn, with the personal
abilities they apply to learning tasks, and with theans by which they accommodate
and assimilate new information.

Some of the common elements that may be includeel Wweuld be the
way in which material is typically presented (vibgaauditorily, tactilely) in the
classroom, the environmental conditions of thesttzam, the child’s personality
characteristics, the expectations for success ttlatchild and others hold, the
response the child receives while engaging in ¢élaening process (e.g., praise or
criticism), and the type of thinking the child gealéy utilizes in solving problems
(e.g., trial and error, analyzing). Identifying tfectors that positively impact the
child’s learning may prove very valuable in devétgp effective intervention
strategies (Pierangelo, Giuliani, 2006,p. 44).

A learning style assessmentthen, would attempt to determine those
elements that impact on a child’s learning and tdug be an integral part of the
individualized prescriptive process all special @tion teachers use for instructing
pupils” (Berdine, Meyer, 1987, p. 27).

That said, it is important to discuss aspects wemity among students
with respect to learning from two additional themwa perspectives that bear some
similarities to the earlier processing deficit thes. The first, focusing olearning
styles, deals with the context and nature of instructanggesting that the instructional
environment and teaching methods should be seléatedpport the learning style
of each student. The second perspective, thatubtiple intelligences, focuses on
individual students and their innate and varyinglitsds to solve problems
(Raymond, 2004, p. 334). In the tradition of cogmitstyles research, Gardner
(1996) has advanced the theory that each individosgesses at least eight distinct
ways of thinking, learning and solving problems: liguistic intelligence; 2)
logical-mathematical intelligence; 3) musical ifiggince; 4) spatial intelligence; 5)
body-kinaesthetic intelligence; 6) intrapersonateliigence; 7) interpersonal
intelligence; 8) naturalist intelligence. Gardneftamework suggests that each
person will vary in the means by which learning s most effectively and by
which achievement in demonstrated most clearly.
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Gardner (1996) proposed that the difficulties sonaividuals experience
in our current schooling process may actually be tuthe fact that their stronger
skills and intelligences lie in areas not genertdjyped by common school curricula
and practices. Gardner voiced caution, howeveapjplying the theory of multiple
intelligences in a restrictive manner. When corréige the theory of multiple
intelligences, teachers may want to consider wayseating learning environments
that recognize and value all the intelligencesemathan focusing exclusively on
the linguistic and logical-mathematical form (HQelr®96). It is possible to identify
the particular learning style of a student and thelect methods instruction that
match that style, increasing the likelihood thatiaction will be successful.

The work of Rita Dunn (1995) has provided the bdsismost learning
style assessment and procedures. They suggese#udiers need to consider the
characteristics and preferences of learners asréfeye to the physical environment,
the method of instruction, modality preferencestivation and feedback, and types of
working groups when making instructional plans. cheais who plan instruction in
accordance with principles of universal designléarning make classroom activities
suitable to most learners, despite disabilitiedifferences irlearning styles.

3. Cognitive Teaching-Learning Strategies
3.1. Cognitive Constructivism and Cognitive Learning Strategies

Cognitive constructivism views learning as a process in which the learner
actively constructs or builds new ideas or concdyatsed upon current and past
knowledge. In other words, learning involves camding one’s own knowledge
from one’s own experiences. The teacher acts amciditdtor who encourages
students to discover principles for themselves @maonstruct knowledge by
working to solve realistic problem€onstructivismemphasizes the importance of
the learner being actively involved in the learnipgocess, unlike previous
educational viewpoints where the responsibilitgdswith the instructor to teach
and where the learner played a passive, receptifee Learners do not simply
mirror and reflect what they read, but construeirtlown understanding, look for
meaning and will try to find regularity and orderthe events of world even in the
absence of full or complete information.

The constructivist researchershave increasingly acknowledged the
importance of social interaction for developmenttioé individual's cognition.
Thus, the focus shifts toooperation and interaction@brami, 1993; Slavin, 1995),
and the importance of environmental effects onitigividual (Bronfenbrenner,
1993). Researchers describe the function of shacédities (Rogoff, 1990), and
highlight the influence of the context on learnargd development (Bruner, 1983;
Fischer, Bullock, Rotenberg, Raya, 1993).

Slavin (2000, p. 256) refers to Vygotsky's theoniesen he speaks about
constructivist theories of learning: “Modern counstivist thought draws most
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heavily on Vygotsky's theories, which have beenduse support classroom
instructional methods that emphasize cooperatiamieg, project-based learning,
and discovery. Four key principles derived from Wigky's ideas have played an
important role”.

Two of them are very important for cooperative téag. Children learn,
he proposed, through joint interactions with adaltsl more capable peers (Doise,
Mugny, 1981). While working on cooperative projecisidren are exposed to their
peers’ thinking process and this method makesedhming outcome available to
all. Vygotsky (1971-1972) noted that successfulbpgm solvers talk themselves
through difficult problems. In cooperative grougmsildren can hear this inner
speech out loud and can learn how successful probidvers are thinking through
their approaches. The second key concept is treethi children learn best the
concepts that are in therone of proximal developmentVhen children are
working together each child is likely to have amgerforming on a given task at a
slightly higher cognitive level, exactly within thehild’'s zone of proximal
developmentAccording to Vygotsky (1971-1972), tlzene of proximal development
is the difference between what a student can doeadmd what he/she can do with
supportive collaboration. There are implicationsdooperative learning situations
in a technology class in relation to this theorystof all, it seems that according
to Vygotsky (1978), all learning must take place dooperative settings as,
cognitively, connections cannot be made withous ttollaboration. Realistically,
in a technology classroom, or in any classroom,athly instance of cooperative
learning that can take place is through collaborati

Teaching strategies usingsocial constructivisnas a referent include teaching
in contexts that might be personally meaningfustiadents, negotiating taken-as-
shared meanings with students, class discussioall-gnoup collaboration and
insist on valuing meaningful activity over correctswers. Emphasis is growing on
teacher’s use of multiple epistemologies to maintéélectic tension between teacher
guidance and student-initiated exploration, as wasllbetween social learning and
individual learning Ifttp://wik.ed.uiuc.edu/idex.php/Soci@lonstructivists’ Approach
to Classroom Discipline).

For constructivistslearning is not the result of developmel&arning is
developmenfFosnot, 1996, p.29). Interindividual differenege usually expressed
during higher level processes, namatgtacognition processeshich, however,
can only be generalized if they may be put intactica in a wide array of domains.
Metacognition is essential in knowledge acquisitiand in problem-solving
learning (Corkill, 1996; Doly, 2002).

3.2. Teaching through Cognitive Apprenticeship

Cognitive Apprenticeship is aimed primarily at teaching processes that
experts use to handle complex tasks; the focusnidearning through guided
experience, building on cognitive and metacognitikdls and processes. It requires

10
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externalization of processes that are usually edrout internally and encourages
development of self-correction and self-monitorakgls.

Good teaching demands that the student with learning disalslitie
encouraged to explore learning alternatives antbdesr new relationships.

For exploration:pushing students into problem solving alone; faydimem
to explore and set and revise their own goals.

For articulation: any method of getting the students to articuldieirt
knowledge, reasoning, problem-solving processes feenquiry teaching); teacher
leads articulation; encourages students to arteuks they solve problems;
students assumes critic or monitor roles.

For reflection: enabling students to compare their own problemisgl
processes with those of experts, or with thosetlérostudents, and, ultimately,
create their own internal cognitive model.

Various methods within a framework ofCognitive Apprenticeship are
proposed by Wood, Bruner, Ross, 19B&wn, Collins, Duguid, 1989; Rogof, 1990):
* Moddling: theexpert carries out the task; the student obsengebulds a conceptual
model of those processes; this requires extertigizaf internal processes.

* Coaching: the teacherobserves the students while they carry out a teffkrs
hints; scaffolding, feedback, modelling, remindarsl a new task to bring them
closer to expert performance.

* Scaffolding and Fading: the teacher provides support to help the studemny ca
out the task; the teacher does the part that test cannot manage and then
gradually removes support from student. Initialye tteacher models the process
but then turns over to students: he coaches thepndwdingscaffolding.

Constructivists who favour Vygotsky's theory (1962, 1971, and 1978
suggest that social interaction is important faariéng because higher mental
functions such as reasoning, comprehension andattihinking originate in social
interactions and are then internalized by individughildren can accomplish
mental tasks with social support before they cathdm alone. Thus, cooperative
learning provides the social support and scaffgidimat students need to move
learning forward (Woolfolk, 2001, p. 44).

Mediated learning is related to cooperative learning and to collatieea
learning, which are both based on the socio-coasérst model (Vygotski, 1978).
Collaborative interactionsare characterized by united effort and continushesring.
Interactions marked by independent activity, onater hand, are typical to situations
in which participants construct their understandvidually. The basic elements of
cooperative learning can be considered essential to all collaboratiteractions,
interactive methods and collaborative activitieair® (1991, p.101-102) describes
the methods of training student tutors and aided, @ovides a review of sample
tutor programs and tutor teaching scripts.

The tutor first adopts an interactive approackxplores student competence
with two general questions; verifies exact miscqtios in the next two; attempts
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to repair misconception with a tactic called “graintruth correction” Expository
tutors maintain focus and coherence; they cover the stubjatter paving the way
for the supports retrievaRrocedure tutorsorder subskills by selecting exercises
and examples to reflect the order. A curriculumuttiadivide the material to be
learned into manageable units. It should sequeraterials in a way that conveys
its structure to students and ensure that instuatigoals presented in each unit
are achievable. Tutors should have mechanisms vVatuating the students’
reaction to instruction on a moment-to-moment basid for reformulating the
curriculum when needed (Wood and collab., 1976;kGow collab., 2000).

3.3. Research Methodol ogy

This research is with pragmatics applications ailisive education.

Objectives. 1. Making an inventory of the opinions of itineranyiport
teachergeagrdingthe role played byhe educational strategies that facilitate the
inclusive education of children with cognitive amdlearning disabilities.

2. Making an inventory of the opinions regarding tble and the required
competencies of the itinerant/support teacherctusive schools.

Participants: 45 special education teachers and 20 psycholofiste
Cluj-Napoca and Sibiu.

Hypothesis. The special education teachers who graduated dthimdpst
10 years are open to inovation regarding the userofative educational strategies
in iclusive schools.

Methods of investigation: the opinion questionnaire.

3.4. Data analysis.

The analysis of the data revealed the following rmabjectives and
competences of itinerant/support teachers in inauschool.
The good teaching-learning process for children wit cognitive
disabilities demands:
1) Perceiving learning as an active/interactive process
a) favouring experimentation and discovery on tae of the child,;
b) encouraging child activity and contribution;
c) offering discreet guidance of learning attempts;
d) favouring active child participation in classno@activities.

2) Focusing on the most significant learning activities

targeting the achievement of the fundamental objest

proposing tasks that are significant, useful, fiomatl and immediate;
maximising real situations that may be used inpiteeess of learning;

informing the child of the expected results anthefusefulness of the accumulated
knowledge.

coow
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3) Acknowledging the contribution of previoudy acquired knowiedge in the
process of learning

a) taking into account the knowledge previously aceghiby the child when
planning the new learning sequence;

b) providing clues that favour the reworking of prawsty acquired knowledge;

c) ensuring the semantic stability of the informatjionterms of meaning and form).

4) Privileging the visual circuit

a) amplifying the object’s significant indices;
b) pointing out the significant indices in the vars images, charts, posters;
c) arranging the environment so as to facilitagualisation of the stimuli.

5) Drawing and controlling attention

a) employing significant and attractive materials;
b) eliminating or monitoring inappropriate stimuli;
¢) making the most of verbal imagery elements.

6)Favouring learning by reducing task complexity

a) adapting properly the materials and activities;

b) simplifying the task;

¢) employing “elementary schemes” that facilitate asae knowledge;

d) resorting to all available competent resourceserothildren and teachers.

7) Introducing to the child increasingly difficult tasksin a reasonable way

a) experimenting success in order to prevent/overdaihge feelings and fear;
b) offering the child the opportunity to choose théwty or the materials;

C) pointing out any successful outcome, no matber small;

d) reducing child dependency on the tutor/ the taghgidiator.

8) Offering learning guidance

a) presenting models to be followed;
b) supporting child action and reflection by meidiat
¢) modulating the guidance and mediation intergaTgi

9) Providing transition activities

a) finding contexts that are closest to the natooaitexts in which the acquired
knowledge and skills are to be used;
b) making sure that the transition conditions dear
¢) cooperating with parents in order to ensure thattwie child has learned is put
into practice in everyday life situations;
d) de-contextualising knowledge.
13
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10) Maintaining motivation

a) making the activities meaningful;

b) pointing out all instances of success and pasgre

c) congratulating the child on his/her efforts;

d) constantly encouraging the child (retroacti@petition, rewards);

e) offering the disabled child the opportunity mwhat other children of the same
age do.

11) Ensuring the consolidation of learning by means of repetition
and autonomous practice

a) gradually decreasing the amount of support ambving help so as to allow for
deeper involvement on the part of the child, legdmmautonomous activity;

b) increasing child involvement in activities, vars contexts of autonomous practice
(increased frequency, varied situations);

¢) consolidating and ensuring the stability of atrga and social skills management;

d) providing everyday opportunities of social adjustirend insertion.

Psychologists and special education teachers mention the following
sequences meant to facilitate the formation an@ldpmnent of cognitive structures,
sequences that are most obvious especially whelmematical or other “scientific”
types of knowledge is acquired:

- various psycho-motor actions that, by involvingpre analysers, allow for
repeated perception;

- differentiation, the acquiring of knowledge viartdling different objects;

- diversified representations: completed, restmactiand gradually detached from
context-specific elements;

- intuitive/inductive reasoning;

- operations spring only if supported by percejon

- symbolic acts (schematic drawings of objectsjristance);

- concrete activities of comparison, selectionuging, based on specified required
criteria and assisted by verbal support;

- concrete activities of ordering, serialising, ssliflying, accompanied by the
deduction of defining elements for each notion;

- mental operations as a result of the interiaosatf concrete, objectual operations.

4. Conclusions

The opinions expressed by special education teacrat by psychologist
are pertinent and appropriate, many of these fisgtuim fact, in many research
papers in the field, published in western countugih extensive experience in
inclusive education (Olson, Platt, 1996; Hemmings§iustavsson, Towsend, 2007).
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Cognitive learning strategies focus onhow children learn rather thamhat
they learn. In short, the teacher’s role is to leblidren learrhow to learn Learning
is aided immeasurably by the use of internal medsafThe condition fundamental
to the acquisition of basic elements is the orgditia of learning experiences that
favour children’s access to concrete examples liytipg out the ensemble of each
concept’s essential features.

Operative structures are the result of guided development and learning,
based on systematic activities and practice, desic application and assimilation.
A feature characteristic of operative structuresthe fact that they can be
transferred to and practiced in a wide variety pécific tasks, and thus they
influence significantly the level at which the chi#olves the new learning tasks.
The basic incentive in the formation of a child’'emal operation rests in the
external actions with concrete objects. If, at beginning, the level of material
activity is objectified in external movements, a@ns and actions, the process is
later transferred from external action to extedlaaljuage, to thinking “out loud”.
Eventually, the action process gets transposedch@miental level, and operations
are thus realised as act of thought/thinking.

The new paradigm of teaching is based on theory and research that have
clear applications to instruction. In the new payadof teaching knowledge is
actively constructed, discovered, transformed,exttended by students. The teacher’s
effort is aimed at developing students’ competendiearning-work involves the
cognitive processes of assimilation — intake obtinfation from the environment,
accommodation — restructuring to fit new into thie, gpresent structure, and
integration — directly fitting information into esting structure. Education is a
personal transaction among students and betweehete@and students as they
work together (Johnson, Johnson and Holubec, 1988pperative learning and
collaborative learning are highly effective stragsgthat could clearly aid in
classroom management. Cooperative activities irvahe construction of new
ideas based on both personal and shared foundatiopsst experiences and
understandings — so they naturally apply some@ptinciples of constructivism.
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THE INFLUENCE OF THE VERBAL MATERIAL PARAMETERS
INWORD IDENTIFICATION TASKSIN THE CASE OF THE
HEARING IMPAIRED CHILDREN

MARIA ANCA

ZUSAMMENFASSUNG. In den Aktivitaten fur die Forderung des Sprechkai
den Kindern mit Hormangel wird die Entwicklung deralyse- und Synthesefahigkeit
der sprachlichen Strukturen auf der Grundlage dasTirhinings empfohlen. In der
vorliegenden Studie haben wir die Art und Weisdolgt, in der die Wahrnehmung
des verbalen Materials mit Bedeutung der Hor-Famkéntspricht.

Stichworte: sprachliche Strukturen, Hor-Training, semantiscBeite, Prothesen,
Audiometrie

ABSTRACT. During the activities developed for stimulating fieg impaired
children” s language, it is recommended to devalmdyze and synthesis abilities
regarding linguistic structures based on heariaqimg sessions. In this study it
was focused on the way in which the perceptibitifythe meaningful verbal
material correlates with hearing functioning- iassessed through verbal audiometric
measurements.

Keywords: linguistic structures, hearing training sessiolaguage semantics
level, prosthesis, audiometric measurements

1. Language semantic level. Terminological clarifications

The central unit of lexemic, semantic language $sdeord or part of a
word that is the support for the minimal significanit being called lexical morpheme
or semantem. The lexeme or the semantem is the laisy of a word, of a lexical
family (often equal with the word root) carryingetineaning, the lexical content.

The fourth central units of language sides: thengime, the morpheme, the
lexeme and the word can be divided in two categomeono-plane unities (the
phoneme and the lexeme) and bi-plane unities (thrpieme and the word). In the
expression plan are characterized the phonemesiesunnade of distinctive
features. In the content plan, the unities are nd®mantic distinctive features.
There can be distinguished two major categorieseafantic features: lexical and
grammatical. For instance, the lexeme “boy” is maflenany lexical features;
changing the masculine/gender feature, with theabrfeminine-gender feature, can
be reached another lexeme, this lexeme being ‘gdfammatical meanings are
more abstract than the lexical ones, they beingentbificult analyzed (Goga,
2001, Gruia, 1998, Gtu-Romalo, 1967).
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Morpheme is made of phonemes, at the expressieh knd at the content
level lexical morphemes are made of lexemes, fetamce the lexeme “lucr-“from
the word “lucra-to work”, designates a certain @atiThus, analyzing the above
example, it can be observed the fact that a wondocasent itself as a combination
of phonemes, from the expression perspective aadcambination of grammatical
and lexical morphemes, from the content perspective

Being underlined the main feature of linguististeyn, that of concentric
configuration it is extremely necessary as in tldviies developed with the
hearing impaired children, but also in those awiprojected for mentally disabled
children, to be underline the language processbhdodeveloped analyze and
synthesis abilities in relation with linguistic @ttures, abilities for using, applying
or generating new linguistic structures based erott ones.

In what the particularities of the semantic larggiaide is concerned in the
case of hearing loss, the fallowing can be mendorew vocabulary level,
fregvent usage of concrete words, the relatiorestictsemantic is a poor one, aspect
that leads to difficulties in writing-reading, aseliv as difficulties of oral
communication, the usage of stereotype formulas. mMbst frequent errors found
at this language level influence the comprehenkdwal, both in oral and written
communication. Thus, for training and assessing limguage level, in the case of
the hearing impaired children, but also in the aaisthose mentally disabled can
be enumerated the fallowing methods and procedtoestefine new words, the
phonetic-analytical-syntactical method, blendingrae to fill in the gaps with
suitable words, to give synonyms and antonyms uittl mew words, to associate
the words having into consideration one semantiwrasn, the method of the
associative-verbal experiment (Slama-Cazacu, 1969).

Gregory and Mogford (1981, apud Webster and Wo889) developed a
longitudinal research by analyzing the languagepsesnbetween hearing impaired
children and their parents. They observed thathéheging impaired children also
rearch the stage of combining two words, when tteached the level of a 50
words vocabulary, in the same way as the hearintfdreh, but the major
difference is the one that for the hearing impaikidren it takes longer to reach
this stage, two of the children that participatedhe research acquired 10 words
only when they were 5 years old. Thus, it can bdedmed the fact that the
vocabulary level of the children with hearing impaénts is a very low one, even
after the auditory-verbal therapy begins. The augtlttmncluded that in the same
ways the hearing children, the hearing impairedsdaows, in general, the same
developing lines, but with major delays (MogfaidSadler, 1988). Verza (1977)
underlines the fact that, in general, the verbadlsy- the word, is tightly connected in
the beginning with the concrete reality, aspectblésin building the words for
naming, for offering features and for expressingoas, and dependent on the
psychological development, mental operations beamare and more independent
from the concrete and the words obtain new featlmeke case of the hearing impaired
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children in order to be acquired and used certaindg; is a permanent need to
establish connections with the image correspontdirthat certain word, as they lack
the hearing contribution in building language b&ithm articulating-phonological
and self-control perspective, and from the perspeatf the acquisition of the
word meaning, due to the limited and restricted mammication contact (Nicholas,
Geers, 2003).

In order to learn to pronounce words, in the cdsth® hearing impaired
children, firstly the word is acquired as a stsiginbol for only one object or image, he
associates to that certain object one single ndmese features are the result of
acquiring sign language and its usage by the shitdder to establish communication
with those around, those that use the same wagsnafmunicating.

Through sign language, a sign denotes only ondesimigject or event or
more objects that have the same features or thapat of the same category of
objects, this aspect influencing the acquisitiod #me usage of the words by the
child (Anca, 2007, Merrison, 2005). Through gestwa¢hough it is far from the
word as social and psychic value, are expressednthi@al actions, the gesture
enriching the thought in the knowledge process.aAslement of language, the
sign symbol becomes step by step a factor thatéssine accumulation and the
expression of an experience related to a certgigclor to an entire category of
objects. Here is to be identifiable the so calip@rational immobility of thought
and languageThe hearing impaired children™ s language can laeacherized as
being reduced as vocabulary and semantics, lingustucture is reduced as
dimension, the expression being elliptical, sitmtithat requires complex and
sustained activities for reporting the same woradljects or images in as various
as possible situations, in such a way that evemdwo be as various as possible,
regarding its meanings and as operational as pessmthin communication
process (Verza, 1977).

In the fallowing are presented the results of @aesh through which it is
aimed to underline the way in which the lexical aethantic aspects influence the
detection and the identification of the words ia tase of the children with hearing
impairment, children having conventional hearinggthesis.

2. Tasksfor identifying wordswith meaning

The participants in the research are pupils withring impairments; their
detailed description is to be identified in table 1

Objectives:

1. Assessing the efficiency of the prosthesis for ganes.

2. Assessing the ability for identification of the hieg verbal stimuli.

Hypothesis:

The fallowing parameters of the verbal materialduse hearing training
are important: the frequency structure of the Viesbiuli, the length of the verbal
structure (syllabic patterns), the complexity af tlerbal material.
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A first criterion in selecting the verbal matengith meaning in order to be
used as stimulus within the task was the phonatidileration. In order to do this there
were used series of ten words phonetically eqaiidal from the verbal series proposed
by Constantinescu (1964). The second criteriorsébecting the verbal material with
meaning was the syllabic pattern. In the same way the previous task the children
were asked to use dactylics in presenting what thesr, the psycho-pedagogue
positioned in front of the child having the jolrémister their answers.

In table no 1 are presented the number of the cidentifications made
by those 15 hearing impaired children for mono-alid three-syllabic words.

a. We intend to verify if the usage of the heanmgsthesis determine a
significant improving in the case of the identifioas regarding the verbal material
with meaning. The calculated values of t test iatichat by using the prosthesis it
is significantly increased the hearing impairedldriein possibility to correctly
identify the monosyllabic words (t=6.136, p<.01);shllabic words (t=7319,
p<.01) and three-syllable words (t=5260, p<.01).

b. In the fallowing lines it was intended to unaelthe existence of certain
influences from the prosthesis on children™ s Imgafields but because of the
almost linear characteristic of amplification sigbnsignificant correlations were
obtained between the identifications made by tlgests in those two experimental
settings (with/without hearing prosthesis). Theueal of the correlation coefficients
between those two types of identifications, onedéht types of verbal material are
significant under the circumstances when, for thenosyllabic wordsp=.683,
p<.01, for disyllabic wordg= 540, p<.05, for three-syllabic worgs.640, p<.05.
The highly significant correlation identified inghcase of the identifications in
monosyllabic words (with/without using the hearipgosthesis), despite the
correlations that are less significant in the cabédi and three-syllabic words
indicate the fact that, in these two last casesideehe amplification effects due to
the prosthesis come in, in a specific way the ¢ffexf speech suprasegmental
elements (the syllabic pattern). Thus, it is walbln the fact that the nature of the
used prosthesis influences in a certain measuratitity to perceive the segmental
and suprasegmental elements. As all the investigatgils have retro-auricular
conventional prosthesis that aspect couldn’t behasiped in this research. (Table 1).

c. The existence of a certain correlation betwherrésults obtained on tonal
audiometric measurements and this type of verhahatry leads to the conclusion
that certain verbal structures can be better pexdeby the hearing impaired
children and that despite the profoundness of #aihg loss, the syllabic patterns
and the length of the words have to be focusedcésgering the hearing training.

Despite the identifications in the case of the u@eeinds where nothing can
be said about the pupils’ performances on the batisal audiometric measurements,
aerial conduction, in the case of words identifmat it can be made a prediction on
the success, aspect allowed by the values of s trrelation coefficients:
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Table 1.

Thenumber of the correct identifications made by those 15 hearing impaired children in
the case of mono-, bi- and three-syllabic words

No. [Grad|Partic| Age The The The The The [I The
e |ipants identifica |identificati | identificaf identifical identificaf identifica
tion of | on of the | ion of the ion of the ion of the| tion of
the mono-| monosylla | disyllabig disyllabid three- |thethree-
syllabic |bicwords-| words- | words- | yllabic | yllabic
words- with without with words- | words-
without | prosthesis | prosthesiq prosthesiy without with
prosthesis prosthesigprosthesis
1 |[VIIA| CR 13 0 5 0 3 0 6
2 |IVB]| BG 11 8 8 8 8 9 10
3 |IA]| VZ 10 1 6 1 6 4 10
4 (IIB| NM 11 0 6 0 8 0 10
5 [IIA]| SM 9 3 9 6 9 10 10
6 [IVA| RO | 11 0 5 0 7 0
7 |IVC| GF 11 3 7 4 7 7
8 |VB| GR | 12 0 4 0 7 0
9 |VIIB| GL 14 0 1 0 5 2
10 | IVC| BC 11 4 7 3 9 3 10
11| VB| VB 12 9 10 9 10 10 10
12 | IB| BR 9 0 6 0 8 0
13| VB| PC 11 0 6 0 9 0
14 | B| TS | 10 6 7 4 10 7 10
15 |VIIB| MR | 13 0 10 4 8 7 10
Table 2.

The coefficients of rank correlations between the results obtained in tonal audiometric
measur ements (aerial conduction) and theresults of wordsidentificationsin those two
experimental settings (with/without the usage of the hearing prosthesis).

Monosyllabic Disyllabic words Three-syllabic
words words
Without prosthesis | .515* 454 .361
With prosthesis .583* .546* .703**
*=p<.05
**=p<.01
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In the cases of wearing retro-auricular conventipnasthesis can be made
predictions regarding children’™ s ability to peweeia certain verbal material
bearing meaning.

Table3

The coefficients of rank correlations between the results obtained in tonal audiometric

measur ements (bone conduction) and the results of wordsidentificationsin those two
experimental settings (with/without the usage of the hearing prosthesis).

Syllabic 250 Hz 500 Hz 1000 Hz 2000 Hz 4000 Hz

Pattern

Monosyll | With . .625* 677* .645* .614

abic prosthesis| 76*

words Without .500 470 541 491 .548
prosthesis

Disyllabic | With .454 473 .506 .509 .504

words prosthesis
Without 443 525 .508 .548 .508
prosthesis

Three- With .346 421 496 .498 430

syllabic prosthesis

words Without .281 .280 445 462 .508
prosthesis

*=p<.05

From the analyze of the above data, data includedhile number 3, it can
be underlined the fact thdte ability to perceive the verbal material withanéng
(monosyllabic words), in the case of wearing heggimosthesis, as well as in the
task for identification of the vowel sounds, coateb with the results obtained in
tonal audiometric measurements, bone conductiompecs that supports the
recommendation to use, during the hearing trairtimg stimulation method insured
by using the casket with vibratdt.looks that in order to train the perceptibility
the cases of bi-syllabic and three-syllabic wowgsses in which it is possible to
appear supplementary acoustic elements of suprasggimnature, are to be
developed specific trainings that in purpose aies¢helements.

d. the best results (in general) were registeredhbyparticipants in the
research in tasks of identifications of three-dyttawords wearing hearing
prosthesis. Without hearing prosthesis were alsebiglentified the three-syllabic
words, aspect that underlines that as long as toagiic composition is not a
differentiating element, the length of the words &me syllabic pattern can be such
a differentiating element.

e. We intended to underline the way the syllabittepa influences the
perceptibility of the verbal material bearing mewsni
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Theidentifications of the verbal material with meaning according to the syllabic p-)raatl?(le?r?.
No. Ideal case |With prosthesis|  Without
prosthesis
1 |Monosyllabic 150 97 34
Sum 150 97 34
The per centage of thereal identifications 65% 23%
1 |Disyllabic 150 114 39
Sum 150 114 39
The per centage of thereal identifications 76% 26%
1 |Three-syllabic 150 132 59
Sum 150 132 59
The per centage of thereal identifications 88% 39%

The results from table number 4 did not underlingphificant differences
between the syllabic patterns gs= 0,9 corresponding to a significance level of
p>.10. It looks that exactly these differentiatietements, that bring indeed
supplementary information are not enough valoribgdthe assessed children,
aspect that pleads for developing certain hearimigihg sessions that are focused
on suprasegmental elements.
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USING A STUDY EXCURSION IN ENGLISH CLASSESTO
FAVOUR THE PROCESS OF SOCIAL INTEGRATION

ANTRA ROSKOSA’

ABSTRACT. The society of Latvia has always been multicaltuPeople of
different nationalities have lived and are stiiig there. However, the fact that a
society is multicultural does not mean that theeeret intercultural communication
problems there. It means that a multicultural syciowadays could deal with
conflicts and tension. Fortunately, in Latvia tleéations among people of different
nationalities are not ill - inclined and aggressisra rare thing there but it is also
necessary to admit that society is divided into t@enmunities — Latvians and
Russian speaking people who belong not only to iBassationality but also other
nationalities - Ukrainians, Byelorussians, Poligh Such division of the society is
also characteristic for schools, universities.

Working as an English teacher at Riga Technicaléhsity the author has
observed that English could be used as a meansite Latvian and Russian
speaking students. And one of the most effectiaehimg/ learning methods to
favour the integration process of Russian spealksitaglents could be a study
excursion. Thus, the author of the article will toyexplore a study excursion as a
means improving communication and social integnaitioa group.

Keywords. perception, attitude, motivation, values, intgrakility, education, family

ZUSAMMENFASSUNG. Die Gesellschaft in Lettland ist immer multikukl
gewesen. Die Menschen verschiedener Nationalitaletdsen schon immer dort
gelebt. Aber die Tatsache, dass die Gesellschdftkulturell ist, bedeutet nicht,
nicht, dass es keine interkulturellen Kommunikasigmoblemen gibt. Auch in
einer multikulturellen Gesellschaft koennen die Hite und die Spannungen
sich bewahren.

Zum Glueck, sind in Lettland die Beziehungen zwestiden Menschen
verschiedener Nationalitaeten nicht feindlich, etk agressive Handlung ist hier
nicht charakteristisch. Trotzdem muss man auchnerke, dass die Gesellschaft in
zwei Gemeinschaften aufgeteilt ist — die Letten uhe russischsprechenden
Menschen, die nicht nur Russen, sondern auch diea¥ter anderen Nationalitaeten
sind — Ukrainer, Belorussien, Polen u. a. Die Tejlist auch auf den Schulen und
den Universitaeten sichtbar.

Waehrend der Arbeit als Englischlehrerin in deraBigrechnischer Universitaet,
hat die Autorin des Artikels gemerkt, dass EngliatshMittel fuer die Vereinigung
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der Studenten, die Lettisch und Russisch spredmytzt werden koennte. Eine
der effektivsten Lern-/ Lehrmethoden, die die lgtetion von russischsprechenden
Studenten foerdern wuerde, eine Lehrexkursion waéwes diesem Grund
versucht die Autorin eine Lehrexkursion als ein t®litfuer Fordern der
kommunikativen und sozialen Integration in Studegiteppen zu charakterisieren.

I ntroduction.

The present practice working at the university aleadurer sometimes
shows that there exist communication problems amehgdents. Latvian
nationality students tend to cooperate more withvieas but Russian speaking
students are also more willing to communicate whthse students who belong to
their nationality. Such separation of students reakdearning/teaching process
difficult. To solve the problem the author of théce uses different teaching/learning
methods, forms, means in English classes whichaugstudents’ communication.
One of these teaching/learning methods is a stuciyrsion.

To prove that a study excursion could be used asffattive method
improving communication in groups and also prong@m integration process of
Russian speaking students experimental study emrogrsvere organized. The
participants of study excursions were students fRiga Technical University,
Faculty of Architecture and Urban Planning and Fscaf Building. The total
number of students participating in the experinantifferent stages of the study
excursion was 147.

The study excursion included three stages:

a) a preparatory stage of the study excursion,
b) a while — excursion stage of the study excursion,
C) a post— excursion stage of the study excursion.

At a while-excursion stage of the study excursiaa walking tour in Old
Riga was organized. As the number of studentsqiating in the experiment was
high there were organized four walking tours in ®ija and the experimental
study excursions took place all May long, 2008.

Using the study excursion as a means of communiicatd also a teaching/
learning method in English classes included:

1) working in mixed groups consisting of Latvians atddents belonging to
other nationalities,

2) preparation of a group’s presentation about diffetestorical, architectural
and cultural objects in Old City of Riga,

3) participation in a walking tour and giving a presgion about different
historical, architectural and cultural objects ild @ity of Riga,

4) participation of students in the discussiosum up and analyze the process
and results of the study excursion.
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Improving the communication in the group and creptia friendly
atmosphere there was the main aim of the studyrsicubut the participation of
students in the activity also improved their kna¥ge and increased interest about
history and culture of Latvia, Latvians and othationalities living there, Riga as a
capital city, thus, developing their belonging tat¥ia, feeling of patriotism and in
a such way integrating Russian speaking studertbeisociety of Latvia.

In addition, students increased their knowledgeueibther learning subjects
taught at the university as well, for example, bfigtof Architecture, History of
Art, thus, the learning/teaching process becansgrated.

Apart from it, it is also necessary to admit thagtady excursion was an
effective way to improve students’ languages skiligl at the preparatory stage of
a presentation to find the information three lamgsa— English, Latvian and
Russian were used, thus, helping students to beeawfaadvantages using and
knowing different languages.

A very important aim of the study excursion waoataproving students’
skills of giving a presentation and making a perfance in English, developing
students’ listening skills and ability to concetgravhich are also important in the
process of communication.

The characteristics of the study excursion and dtigvities realized at
different stages of it will be described and anatym the following paragraphs.

1. The characteristics of a study excursion.

A study excursion is one of the ways of enriching process of studying
as it helps students to develop their knowledgdissknd abilities acquired during
classes. A study excursion offers an opportunitgttengthen students’ theoretical
knowledge and could inspire them to use languaggyfras in a natural linguistic
environment.

One of the advantages of a study excursion is brgak monotony of an
academic lesson and daily routine causing the @ahgituation and place. Being
away from the customary rhythm of the universitydsints get rid of stress and are
willing to assume new information.

However, as a researcher Anda Asafreja has obs#meedisadvantages of
a study excursion also have to be mentioned:

1) planning and organizing of a study excursion takés of time,
2) in case a study excursion is not controlled, it @y into the waste of time,
3) not all students get an equal experience. (Anddréjsa 2001)
According to Anda Asafreja teachers should take ounsideration the following
rules to organize a study excursion properly:
1) a study excursion must be planned carefully anckeadout in details,
2) participants of an excursion have to take an agtare in activities avoiding
being passive observers and listeners. Studergsdiearn through activities.
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3) suitable methods have to be chosen for demongiratia objects of a
study excursion,

4) teachers should avoid unnecessary explanationsiesaudents might get
tired much easier on an excursion than in ordictagses as it is a change

of environment. (Anda Asafreja: 2001)

Lois B. Hart suggests that a study excursion isengdfective when it is
organized to introduce the theme or finish it.He first case students are given the
clues showing the importance of the theme. If dystxcursion is organized at the
end of a learning process it helps to strengthequieed knowledge and use it
practically. (Lois B. Hart: 1999)

There are several factors influencing an excurstani the process of an
excursion which will be characterized in the neattagraph.

2. Factorsinfluencing an excur sionist

The research by Anda Asafreja shows that each pesm intends on
going on excursion is influenced by internal antemal factors. Firstly, a potential
excursionist is influenced by the following interfectors:

1) perceptivity,
2) attitude,
3) motivation,
4) values,
5) interests,
6) abilities,
7) skills,
8) education,
9) personality.
Conversely, the internal factors are influenceexiernal factors:
1) family,
2) environment,
3) school (university),
4) society,
5) social membership. (Anda Asafreja: 2001)

As V. Zelmenis stresses perception of a personndisgeoth on physiological
and socially psychological conditions. Persons whpbkysiological descriptions
are according to a standard but who have been braymand live in a different
social environment may distinctively react to theewrrence of the outside world.
(V. Zelmenis: 2000) Also it is necessary to empmashat students remember their
previous experience by perception. They build umescassociations, observe,
compare and analyze.

Thus, it is important for teachers to take into sidaration how students
might perceive the information acquired during aougsion, how relations among
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students of different nationalities might develayoi during the process of an
excursion and which could be the most appropriatgter and objects of the
excursion to give positive impressions for excursts.

With reference to V. Zelmenis attitude is an irgefbal, emotional and
physical reaction of a person to events, things @hér people. This reaction is
developed in the course of time. The choice, fgelind behaviour of a person is
formed by attitude. The higher level of intellectparson has, the attitude of
him/her to an environment and other people is naerant, behaviour of him/her
becomes more reasonable and he/she tends to cdnsrbler emotions. (V.
Zelmenis:2000) To satisfy the interests of excumsis, to make an excursion
exciting and inspiring, teachers have to take iobmsideration the needs and
motivation of students, their aims. As more intezdsstudents will be as more new
information and fresh ideas they will get and rielad and communication among
them will be also more active and vital.

Thus, the action of a person depends on his/heivatioin. The point of
view of P. L. Pearce is that there are severaldedemotivation which may form a
career of an excursionist. (P. L. Pearce: 1996) Sdtisfaction of biological needs
of excursionist when the main aim of excursioneigxation is the lowest level of
motivation.

After meeting these needs the next important stepnoexcursionist is
being in safety. Travelling and going on excursigthout any risk is one of the
most important conditions of an excursionist. Safavours travelling and going
on excursion.

The following motive of a person going on excursga desire for starting new
relationships and being in communication with othmrople. Excursion is an
environment where a person can satisfy his/hersnieedociability. Thus, an excursion
could be a means of making new friends, gettinghtaw other people better, creating
a friendly atmosphere in the group in such way dsmuring the process of
integration and communication among people belgngirdifferent nationalities.

The next level of a career of an excursionist igting the needs of self —
development and special interests. Thus, it is mamb to organize and guide an
excursion gualitatively and interesting inspiringople to continue their education
lifelong. Besides, an excursion could be a way hovntroduce people with the
information on culture of other nationalities anelg to understand better
advantages of working or studying or having a wagh people which belong to
other nationality, thus, to get acquainted withrtlalture in a much higher level.

The highest step of a career of an excursionist possibility of self —
realisation as on excursion the participants afiered an environment or a context
in which they can test their spirit of creativitychself — expression. Besides, a self
realisation is a very important condition to havdigh self —esteem. And it is
necessary to admit that people who have self —idemée are more tolerant and
friendly to people of other nationalities, morelini) to communicate with them.
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P. L. Pearce points out that it is possible foreanursionist to carry out
several levels of motivation simultaneously. Thadyral transition is not the only
way of reaching a top of a career. (P. L. Pearg86}L

The definite orientations establish the life of @rgon. The thing he/she
strives for and prefers to in a definite situati®ma value for him. During the course
of time the feelings of a person and general caigont of values change as an
individual and the world we live in are changeald®,. As Anda Asafreja stresses
eight values of people enjoying going on an exoursiave been explored:

1) self — esteem,

2) safety,

3) friendly relations,

4) necessity for success,

5) self —realization,

6) necessity for respect,

7) entertainment. (Anda Asafreja:2001)

According to V. Zelmenis the social maturity of argon depends on
values he/she is orientated on — what his/her @nlife are, what co — operation
means to him/her, how a person estimates his/tieti@s. Each person may have
his/her own individual system of values where tlaeg arranged in a definite
hierarchic order. A classifying of values as precemy come about only in case if
a person is able to select among all those valddgshwmeet his/her needs and
interests. The next step after selecting is arrapghem in a definite structure
according to future aims and possibilities to mal(V. Zelmenis: 2000)

The author of the article is of the opinion thabjple’s belonging to a
definite culture, traditions, religion also fornfeeir system of values. To promote
the process of social integration of people belogdo different nationalities it is
necessary to realize the policy stating that ewarljure, every nationality is
important and respected, that the country people ktudy and work in needs
them and wants them to belong to. A feeling of apjation, patriotism, taking
pride in their country may unite people and favibercommunication among them.

V. Zelmenis explains interest as an active attittalebjects, actions and
phenomena determined by needs, experience andech@ic Zelmenis: 2000)
According to Anda Asafreja a deep interest in umkm@ountries, different objects
of nature, history and art grows into a necessitydvel. An interest may also arise
spontaneously as a result of emotional attractibraro object. In such case a
consciousness of significance of the object corates.I(Anda Asafreja: 2001) The
author of the article has noticed that many of Russpeaking students who have
spent all their life living and studying in the d@ap city of Latvia — Riga do not
know a lot about other towns of Latvia, its cousidg, important cultural and
historical places. Thus, an excursion may be a mbaw to arise students’ interest
about their country. And the new information, umsebjects, sights might develop
their feeling of belonging to the country they liard study.
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Researchers R. Garleja and M. Vidnere have a pbiview that the kinds
of abilities depend on knowledge, skills and a willa concrete person. There are
several kinds of abilities necessary for an exoumist:

1) ability for activating an interest,

2) ability for observing and estimating,

3) ability for being objective,

4) ability for selecting the object to concentrate on,

5) ability for concentrating attention on other person

6) ability for being self — confident and self — detared. (R. Garleja, M.

Vidnere: 2000)

The author of the article considers excursion awag of developing
students’ learning abilities as they learn to olasecompare and draw consequences
and also a means of helping students to be more imptheir communication in
such way developing their ability to make contasith their group mates as an
atmosphere on excursions is relaxed and withogspre. Thus, in such environment,
in informal conditions students might become frigargd more united and get to
know each other better.

V. Zelmenis points out that people’'s skills arenfed in the course of
exercises and gradually turn into knacks. (V. Zeliste2000) Having obtained
theoretical knowledge, for example, information loistorical and architectural
monuments in Riga, students are able to use ittipadlyg, when giving a
presentation during an excursion. They may imprthair skills watching their
colleagues’ presentations and learning from théstakes. Thus, working practically
students gain experience and develop their skiltgguing a presentation.

With reference to Anda Asafreja education is a gsefy organized sphere of:

1) historical experience of society,

2) mastering and inheriting of cultural values,

3) mastering systematized knowledge and skills,

4) forming personal qualities, assurance, attitudevahges. (A. Asafreja: 2001)

The author of the article is of the opinion thateation is a means and
basis for further developments of knowledge, skillslture and personality.
Educated people have higher demands not only fmselves but for others as
well. When going on excursion and choosing a rafitan excursion such people
pay a special attention to possibility acquire niefermation. Entertainment is in
the second place. However, working out a routenoéxcursion for students who
are the most energetic and active part of the goitiéss necessary to include there
both more serious objects of sightseeing, for exempathedrals, castles and
entertaining objects as well not to make an exouarsring.

As V. Zelmenis considers learning develops intéllacneeds of students
and forms their personality — will, feelings, beiwaw. The structure of personality
is formed by needs, interests, knowledge and sldltslities, temperament and
character of a person. It is characteristic foees@nality to have an active perception
of life according to its moral and ethical code. Zélmenis: 2000) When preparing a
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presentation and playing a role of a guide it iseafial for students to be aware
that a guide of an excursion has to be a brightquelity, a good psychologist and a
competent specialist to make an excursion integgstiducational, fluent and able to
solve problematic situations. A professional guidald be a model, an example of
behaviour for students. Seeing a professional wbtke guide students might also
get influenced to do their duties qualitatively deduseful for their country and society.

Family is one of the external factors having afugrice on internal factors of
an excursionist. As Anda Asafreja explains a fangilgonsidered to be a historically
changeable small social group the members of wdrielconnected by matrimony or
consanguinity, they have common property, they halp are morally responsible for
each other. (A. Asafreja: 2001) A student requsegport — material and moral of
his/her family to be able to study successfully aadticipate in out of university
activities as well. The more educated are parémtsmore attention they will pay to
education of their children. Going on excursion Imiglso be one of the ways to get
educated, to perfect oneself. If parents considerggon excursions as a means of
broadening their children’s outlook their childsitl also appreciate the importance of
it. Thus, there is no doubt that a family is a dateant creator of a cultural and
educational environment of a child. The authorhef article believes that a level of
student’s intelligence, culture is formed by ediotatup — bringing, self — education
and behaviour. If a student is intelligent, he Wl more tolerant to other cultures, open
to intercultural communication. Family and educagioestablishments have to be
cornerstones which highly influence child's opiniam advantages of cultural
diversity, importance of united and tolerant sggitclusion and appreciation of every
member of society.

According to R. Garleja and M. Vidnere environmeauld be described
as physical and intellectual (material and immatetbuchable and untouchable),
also social and material surrounding, totality @fcwmstances, objects and/or
individuals and their interrelation which enclosies objects of animate and inanimate
nature, secures existence and link among objextlividuals), influences their
existence and development. (R. Garleja, M. Vidn@@00) It is important for a
person to feel himself/herself as a part of enwitent in order to be influenced by
it positively. Favourable surrounding is of a greaportance in forming of internal
and external world of a person.

A study excursion when a customary rhythm of leagnis changed and
environment is different might also help studentsee things from the other point
of view, in other aspects. Not only new informatitnowledge, ideas could be get
in the process of excursion but in an informal apiere students may change
their opinion on their group mates seeing them fw@urable light and making
new friends. Also at the preparatory stage of dystxcursion when students work
in mixed groups preparing the presentation thep leelch other, share ideas and
experience improving communication in the groupughthe process of social
integration is promoted.
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School (university) is also one of the externakdes having an influence
on a study excursion. The attitude of teachersaaimdinistration of the university
to different learning/teaching methods also infeehstudents’ opinion. If teachers
support using different teaching/learning means fanohs in classes the students
will also respect these methods and actively gpgie in the learning process. If
teachers’ and administration reaction to altermafrms of teaching/learning is
sceptical and negative students might also taken tin@mportant and not serious.
Thus, it is necessary to inform and educate teacler different ways of
teaching/learning, about their advantages and dsadges encouraging teachers
to use also other forms of teaching/learning irhswmay lessening their conservatism
and inflexibility.

Society and social membership are also externabr&adnfluencing the
process of a study excursion. To use a study excues a means of educating,
informing and not only entertaining people it isahecessary to take into account
the attitude of the society to it. If the societyeiducated, intelligent and is aware of
importance to continue the education its attituda study excursion as a way how
to favour society’s educational process will beparfing. If the society does not
pay much attention to its cultural level and is net@ntious to develop it, the
attitude of such society to a study excursion wl8o be indifferent. Thus, the
social membership is very important to develop yeduwcation.

A study excursion as a means of social integratihbe characterized in
the next paragraph.

3. A study excursion as a means of social integration.

The main aim of a study excursion as a means o&lsotegration was to
improve communication in the group and create anftiy atmosphere in it.
Besides, during the process of an excursion stadeat a possibility to get to
know each other better and also see their colleafjoen the other point of view
breaking wrong opinions and stereotypes on eadr.oth

A very important aim of the study excursion wasdaig rouse students’
interest about the culture, traditions of peopkdnj in Latvia, history and
architecture of Riga in such way promoting studefasling of patriotism and
belonging to their native country and city.

The new information on cultural, historical and hatectural objects also
developed students’ knowledge of other learningesib, for example, History of
Architecture, History of Art, thus, making the Iparg process integrated and
helping students’ to achieve better results inrtbieidies.

The other aims of a study excursion as a pedagaaptiaity was to inspire
students to use English purposefully, spontanearsiycreatively developing their
speaking and listening skills and ability to cortcate which is also an important
quality in the process of communication.
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The improvement of students’ skills of working imogps using visual
materials — tourists’ guide books and Riga City Maqul analyzing and selecting
the necessary information was also a significaat.go

Apart from these aims, it is necessary to mentlwat there were other
objectives to be reached as well, for exampleudysexcursion helped students to
improve their skills to give a presentation and enakperformance interesting for
other students. As students had to estimate othlégagues’ presentations their
skills of making a comparison and drawing the cosicns were increased as well.

The process of a study excursion included thregesta

1) the pre — excursion stage,
2) the while — excursion stage,
3) the post — excursion stage.

At the pre — excursion stage of a study excurdienstudents had to deal
with activities preparing them for an excursion.eTimain objective of activities
was to improve students’ communication and relatidetween Latvian and
Russian speaking students. To reach the goal daitlad to work in mixed groups
including students of different nationalities.

One of the tasks of the students at the preparatage of an excursion
was working out the route of it. The place of acwsion was determined and it
was the old town of Riga. Thus, all the sightseabgpcts chosen by students had
to be located in Old Riga. The length of time of excursion was limited —
approximately 2 hours and the length of each ptaten was also determined
about 10 minutes not to get the other studentsdbanel keep the process of an
excursion intensive. Students had to work with igiuguide books and the Riga
City Map and select the information on the most ytap tourist attractions
choosing the ones most interesting for them.

After working in mixed groups and having made d#éf@ variants of the
route the next task for students at the pre — simurstage was to make up the
most appropriate version of it. Thus, the studemnits their teacher — the author of
the article had a discussion analyzing the variavdsked out by the students.
Finally, the following excursion programme or rouwtas chosen. The most popular
sightseeing objects were:

1) St. John’s Yard and St. John’s Church,

2) St. Peter’s Church,

3) The City Council Square and the Town Hall,

4) The House of Blackheads,

5) The Dome Square and the Dome Cathedral,

6) The Complex of Buildings “The Three Brothers”,
7) St. Jacob’s Church,

8) The Swedish Gates,

9) The Monument to Freedom.
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The next activity at the pre — excursion stageroéxcursion was marking
the sightseeing objects chosen by students on tha ity Map to see their
location visually.

After deciding on the route of an excursion studemad to choose the
sightseeing objects and places they were goingttoduce with their group mates
and the teacher. Students continued working in chix®ups and each group had
to work out the scenario of their presentation smgrepare the information on
sightseeing object. The students had to preparbdime task — find the materials —
tourist guide books, maps, newspapers, magazingsnét resources, bring them
to their English class and continue working in ndixgroups selecting the most
important and interesting information and makingaugresentation.

Besides, as it was very important to involve alidgints in a process of an
excursion and arouse their interest in this projeetstudents were asked to make
their presentations interactive — including acigdgtand various tasks.

At the while — excursion stage of a study excursi@nstudents had to give
their interactive presentations and make performambe study excursion started
in the St. John’s Yard. Students responsible figr plart of an excursion performed
well, however, it is necessary to admit that onethaf presentations about this
object seemed a bit timid and shy. It was necessarthe teacher to encourage
students and increase their self — confidence. thetess, giving a presentation
was an effective way for students to gain expedeand learn from mistakes.
Other students learned from their group mates lgaginpossibility to make a
comparison of different presentations and catclmigresting ideas to make their
own performances.

Estimating students’ performances it is worth refnering the group
which to make the presentation interactive asked tjroup mates the questions
about souvenir shops situated nearby. The groguoents was divided into three
smaller groups and each group had to answer andsdishe following questions:

1) the first group — “What kind of souvenirs from Letare the most popular
among foreigners?”,

2) the second group — “Which nationality do people tmaofen visiting
souvenir shops belong to?”

3) the third group — “Which are the most popular soirgebought by the
native inhabitants for their foreign friends?”

After discussion students answered the questions:

1) the first group: “The souvenirs having a great dedn&om the foreign
visitors are linen goods and amber jewellery,

2) the second group: "The nationalities tourists mofiten visiting the
souvenir shops belong to are the Germans and Scanains,

3) the third group: “The most popular souvenirs boughnative inhabitants
for their foreign friends are “Laima” chocolate,gRi Black Balsam and
wooden toys.
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Students patrticipated in the discussion quite alstiof course, some were
very active, some seemed more reserved) and didooé&t bored because the
environment of learning was different and ways ettigg information were
distinctive. The atmosphere in the group also seefriendly and cooperative.
Students also told that this activity helped thenthink about the things which
represent their native land and be aware of themseds representatives of the
country they belong to. It was very important tokenastudents interested in the
process and activities and cooperate with eachr cthéhe very beginning of
excursion to realize all the goals set.

The next object of the excursion was St. John’sr€&huOn the whole
groups of students were well — prepared and prasens went smoothly. One of
the activities prepared by students the authohefirticle considers interesting and
worth describing. As near St. John’s Church there ismall square where the
excursionists can see a present from the city efri@n — a sculpture of the famous
“Bremen Town Musicians” the task of the studentssvessociating with that
sculpture. The students told that the city of Breralso had a similar sculpture and
there was a belief that people had to put theidsam the sculpture and keep them
for a while imagining the wish. And this wish soaey would come true. Students
asked their group mates to imagine a wish they avbkié to come true and try to
make sure if this belief is feasible. The actiwtgated a lot of fun, not taking into
account that many students were sure that thisfbedis unlikely to be reliable.

Then the excursion continued with the impressivePgter’'s Church. The
presentations of students were fairly good, howeer organization and planning
of some of them could be more thought over. Sonedirthey seemed rather
chaotic. As an interactive activity it is worth niieming the task prepared by
students from the Faculty of Architecture and Urli@lanning to compare two
sacral buildings — St. John’s Church and St. Pet@hurch. The location of
excursionists was very favourable for doing thek tas they stood seeing both
buildings. A group of students who worked out taivity stated that the main
aims of doing it were developing students’ ability compare two different
buildings having visual information and enrichingcabulary of students with the
terminology of architecture. The task turned oub&rather complicated as the
students had difficulties in expressing themselvesause of a poor vocabulary.
However, with a help of their group mates — stuslevtio thought out this task and
also with a help of the teacher they managed tskate the unknown expressions.
Thus, the activity increased students’ knowledgé¢hefterms of architecture and
strengthened it with the visual information.

It is also necessary to mention one more intera@itivity worked out by
the other group of students. They asked their groages if they go to exhibitions.
Students answered positively and then the nexttigne®llowed: “How many art
galleries located in Old Riga do they know?” Studewnf the Faculty of
Architecture and Urban Planning answered more algtihowever, there were also
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students from the Faculty of Building who were guinowledgeable. Several art
galleries situated in Old Riga were mentioned,eikample, “Bonhans. s”, which is
located near the St. Peter's Church,ali8la XO”, “Pedants”, “Marta’s Krasta's
gallery” etc. This information was very useful RRussian speaking students because
they are more willing to visit cultural activitiesganized in Russian language and by
Russian people. Thus, the information they genis -6 sided. And Latvians also are
tended to attend cultural activities characteridtic Latvian culture, in Latvian
language. It means the society is also dividediitui@al space. And the losers are both
Latvians and Russian speaking people. The authdineofarticle in the process of
excursion tried to explain that visiting culturakigities organized by people of other
nationality, for example, art galleries, is a wagwhto enrich students’ own
personalities, their own culture, that a culturiaksity is enrichment and advantage.
Culture is a means of social integration. And thatould be very useful to organize
more cultural events giving information on peopldaifferent nationalities living in
Latvia. At present, it seems that most of cultwelivities are devoted to Latvian
culture. And people who belong to other culturey oansider it unequal.

The next part of the excursion was visiting they@bouncil Square with
the Town Hall and the House of Blackheads. Estimgattudents’ performances
the author of the article has to admit that sonesgmtations could have been more
informative and interesting. Some groups of stuslseemed not so well prepared.
Students of the university should have been maspamsible. For all that, there
also was a presentation of a group worth analyZihg. students divided the group
into two parts and asked each group to discussiasmter the following questions:

The first group: “Should modern buildings be consted in Old Riga?”

The second group: “What buildings should be rest@meDld Riga?”

The discussion proved that The City Council Sqweita The Town Hall
and The House of Blackheads from the point of viewfuture builders and
architects are one of the most contradictory objdot Old Riga. An active
involvement of students into the discussion shotiad students are interested in
their studies, they are not indifferent to histalieand cultural values of the city
they live and study in. Working in mixed groupstia¢ preparatory stage of the
excursion also turned out effective because stsdsxlbnging to the definite group
had a tendency to keep to the same group alsceiprbcess of excursion. Thus,
Russian speaking students were also involved idif®ission and felt as a part of
a group proving that teachers have to use cooperatethods in classes as an
effective means of uniting split groups of students

The other object of the excursion was the Dome fggaad the Dome
Cathedral. Remembering students’ presentationsaukigor of the article suggests
that is very necessary when preparing studentarfoexcursion remind them the
basic principles how to organize, plan and guide excursion. Manners of
behaviour when going on excursion also have toakent into consideration. For
example, one of the groups of students when gigimgesentation on the Dome
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Square did not organize the group mates to makma tis¢en to, spoke quietly not
paying attention to the mood of the group mates mwmidnoticing that students
started to get bored, spread away and did nonlisiespeakers attentively. Thus,
the excursion was a good lesson how to manage i gof people, how to

creatively react on different situations, how to &good orator. All these skills
might be also necessary in students’ future workraeed to be developed.

To conclude, problems may appear because someiiisdsard to foresee
what the students’ reaction about their group maiesentations might be, if
students participate in activities actively, if thecess of excursion may become
chaotic, if excursion fails etc. Thus, the teacheole in the process of excursion is
very important. The teacher has to be a leaddreofitoup and manage it adapting to
different situations. The teacher also has to &ldents if they need encouragement
and support as not every student is a good oratbhas a performer talent. Thus,
in the process of excursion a teacher learns frerfhis students and students learn
from their teacher. Teaching/learning processdgrecal.

The Dome Square is considered to be the centrieeoheart of Old Riga.
And the activity prepared by one of the groups toidsnts was to make other
students think of other towns of Latvia and dedidiéch could be the most popular
places in these towns called “the heart of towns.tAe groups of students were
formed by people from different places of Latvi@ tsftudents were interested in
activity and willing to represent their native tosvit seemed that the most of
students were proud of the places they were bodnliaed the most of their life.
To conclude, it is necessary to admit that thigvéigtaroused among students
some feeling of patriotism, belonging to their coynlove for it. It was especially
important for Russian speaking students because wiathem live, study, have
friends and relatives in the capital city of Latw#aRiga and do not have much
interest about other towns of Latvia. But Latviaesanot consist only of Riga.
Possibly, this activity could encourage Russiarakipg students to travel more
around Latvia and be more patriotic.

The next object students had to visit was a comptduildings “The three
brothers”. The author of the article highly appates the work done by students to
prepare the presentations about this object. Tfernvation given was rich and
many — sided and students’ performances were stitgyeand with humour. The stories
about the object created joy and the atmosphegeoups was free and active.

As the most successful interactive activity abcdis tobject could be
mentioned the task prepared by students from tleellfyafrom Architecture and
Urban Planning. As one of the buildings of the campThe three brothers” is the
oldest stone dwelling house in Riga (it is situaddM. Pils streetl7) the task for
other students was to compare this medieval dvgeliouse with the dwelling
houses people are building nowadays. Such actileieloped students’ skills of
creativeness and imagination, enriched their vdeapuas it dealt with the
terminology of architecture and also improved shtgleability to compare visual
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information. The activity aroused a lot of excitethand students were willing to
do it. The communication in the group was frienathd open.

The next object students paid their attention ts 8& Jacob’s Church.
After giving a presentation about the main Cath@iturch in Riga one of the
groups of students involved their colleagues inattivity also dealing with religious
theme. Students had to share their knowledge altnuthes of Riga belonging to
different confessions: Lutheran, Catholic and Rars€rthodox Church. They had
to tell about the location of churches and waygaifing there, also the information
about buildings’ architecture and interior had te imcluded. Thus, students
enriched their vocabulary dealing with the archiiez of sacral buildings and paid
their attention to such important theme as religilii@ in Latvia. As religion is an
important part of culture of different nationalgieand rather often a cause of
misunderstanding and hostility it is useful to dpedth students about the positive
meaning of religion as a way of teaching peoplévi® in peace and harmony, be
tolerant and respect each other culture and valles activity was interesting for
both Latvians and Russian speaking students asgathem there are many students
who do not care about religion at all but througthaecture which is the theme
students are curious to have information, catcladdesolutions students might
estimate the sacral buildings and religion as aifsognt part of cultural heritage.

The other object students were going to visit wasdish Gate. The author
of the article would like to mention the presemtatprepared by students who tried
to connect it with the history of Riga and studemtsl to name all the governors
which ruled over Latvia - Germans, Polish, Swedw®as Russians. Involved in the
activity students tried to remember the periodsistory when Latvia was under
the influence of other countries and how it affdctiee life of native people, their
culture. The interactive activity helped studewmtdé aware of the fact that Latvia
has always been a multicultural country and pediplieg there had to learn for
centuries to be tolerant to each other and livpdace. And that nowadays when
the society of Latvia is divided and people’s opits about the history of Latvia
are diverse it is useful to educate young generastudents about a necessity to
have a belief that all the people living, studyamd working there are needed for
their country, that every culture has its own cibotion to the society and that
people of all nations living there are equal.

The last sightseeing object of a study excursiors W& Monument to
Freedom. In one of the activities prepared by stisgdexcursionists were divided in
five groups and each group was given a task toacteaize Latvia in some words.
Different characteristic features typical for Latwwere given: a seaside, A Song and
Dance Festival, forests, amber, storks, lakes aretsy cemetery culture,i¢jo
festivity, ice — hockey fans, Monument to Freedbard — working people, rye bread
etc. The activity might have helped both Latviad &ussian speaking students to be
proud of living in Latvia appreciating their natigeuntry. The author is of point of
view that developing the feeling of patriotismire tsociety is one of the means how to
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promote people’s, and especially Russian speakéagle belonging to Latvia, their
self — esteem and motivation to be useful for leesvilevelopment.

At the post — excursion stage of the study excargidheir English classes
students were asked to participate in the discusmial analyze the process of the
excursion. Students were asked to discuss thexfimitpquestions:

1) to estimate the process of preparing the pragsentworking with visual
materials, tourist guide books, Riga City Map,

2) to estimate the process of giving presentations,

3) to estimate the knowledge and information aegliduring the process of
excursion,

4) to estimate the study excursion as a meansofitey English,

5) to estimate the study excursion as a way of @vipg communication,
cooperation, making friendlier atmosphere in threugy

5) to estimate the study excursion as a tool to favbarintegration process
of Russian speaking students.

In the discussion most of students the processhef greparing the
presentation and working with visual materials wfigt guide books and Riga City
Map found unusual and interesting but the procéggving the presentation was
estimated as not very easy but about the rightl lef/aifficulty. Majority of
students considered that they had acquired a lateof information during the
process of the study excursion. The study excumssoa means of learning English
was rated high by students as an excellent wayhémge the ordinary learning
environment into different conditions. In the prsgeof excursion students also
admitted that working in mixed groups consisting péople of different
nationalities they got to know each other bettawy sheir group mates from the
other standpoint, that working in a team with thene aim made them feel united
and responsible for their work. Majority of studeraiso thought that the study
excursion had aroused quite a lot of feeling ofipagm, being proud of Riga, its
architecture, history or as one of the students$ the story of Riga.

Besides, students discussed the newly acquiredierpe of being a guide
and representing their own city. Majority of thetroaght highly of having an
opportunity to get such an experience and knowledgeh they might apply in
practice when going on sightseeing with foreignsgsie

Conclusion

The main aim of the study excursion was to expibes a means of social
integration, a way how to promote integration ofsRan speaking students into
groups mainly consisting of Latvians.

To reach the aim students were asked to work iupggaconsisting of
people belonging to different nationalities. Thenmbers of the groups had the
common aim — preparing and giving the presentaditoout sights of Old Riga. In
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such way the author of the article tried to impr@eenmunication in the group,
helped students to get to know each other bettadena friendly atmosphere there
uniting students.

In the process of the study excursion studentsaalgaired new information
about the city they live and study in arousing entd’ feeling of patriotism,
belonging to their native land, being proud of Itt.was especially useful for
Russian speaking students as they rather oftenbdegtg a part of Latvia and
sometimes consider themselves appertaining to &ussi

Apart from it the author also tried to explore theternal and internal
factors influencing an excursionist and havingféeceon the process of excursion.

It is also necessary to admit that students inptuecess of discussion
evaluated highly using a study excursion as a mefaescial integration confirming
that the whole process (preparatory stage and thie w excursion stage)
promoted communication in the group and studendsahehance to see their group
mates from the other standpoint and were able &m@h their opinion. Students
also emphasized a positive meaning of changing ufigal learning/teaching
environment, an opportunity to learn and be tautjfferently. Most students
expressed their wish of going on a study excursiore than once a year.

Thus, evaluating the results of a study excursioml arawing the
conclusion the author considers using a study siamuand English language as a
way how to promote the process of social integnaiiostudents’ groups bringing
them together.
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TUTORING AND DEAFNESS: A TUTOR'S EDUCATIONAL
CONTRIBUTION ACCORDING TO HIS DEGREE OF DEAFNESS

ELISABETH DAMBIEL ~

Translated into English by Josée Gevrey

ABSTRACT. This article emphasizes on the tutoring effectgimam in developing
communicative abilities for hearing impaired chéddr The research is based on
dyads between deaf children and three categorigaf®: hearing ones, deaf ones
and semi-deaf ones. The impact of the experim@ntgjram is quantified in terms
of progress concerning the communicative areatisilimaterialized in different
types of exercises. After developing the experimleptogram it is underlined the
fact that the group of children with hearing tutoegjisters the most significant
progress, while the group of children with deabtatregisters the lowest progress.

Keywords: tutoring education, tutors, tutee, hearing immp&int, dyads,
communication abilities

Tutoring practices with deaf children

According to worldwide organization of health thare about 278 million
deaf or hard-of-hearing people in the world andr faillions en France, that is
about seven per cent of the French population. Rhisdicap can have serious
consequences for communication and language fédmageorn. Thus a linguistic
handicap coexists with a communication handicapf @kildren being excluded
from linguistic immersion and as well as from sgomous access to language.
Deafness as a sensory handicap necessitates toftam® meetings which make
possible lip-reading as well as use of facial egpiEns.

Presence of deaf children in a school system nigtfarours some tutorial
situations between deaf children, but also betwesaring and deaf. The various
actions in aid of school integration for deaf cheld propose all kinds of possible
interactions around an exercise: some interactimieeen deaf children or with
hearing children. With this sensory handicap, theefto face makes easier
legibility of transmitted messages. Thus, the staflyutoring could throw a light
on the conditions and the results of work in pair.

So, which factors could be facilitating to stimel#éte deaf tutees for progress?

“ L.A.R.S.E.F. Université de Bordeaux 2, France
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The handicap

Deaf people are more or less cut off from enviromale sounds and
exchanges of information. Communication with suebgbe isn’t quite spontaneous;
we must speak slowly, articulate clearly, repeateifessary and face them directly
while speaking. Deafness disrupts modes of exclzabhgaveen a deaf person and
his environment. Some means of communication ae ail his disposal, such as
Cued Speech or Sign Language. Cued Speech conéibEnd shapes near the
mouth that represent spoken language. Vowel phosieane expressed by a
particular position of the hand and consonant pimaseby placement of the hand
near the face. This way syllables are formed topbete lip-reading and distinguishing
sounds that look the same on the lips. A signectdpeises gestures of Sign
Language, but associated with spoken language;appgar in the order of syntax.
Sign Language is a real language that includesmnimgt Some symbolic gestures
are linked with referents. Notions about time goate are handled in a different way.

It is difficult for deaf to take in contents of orimation and knowledge
generally speaking. Command of language is rathed for deaf people; some
numbers are in support of this observation. In €earthe Gillot report (1988)
states that 80 per cent of the profoundly deafiliterate and only 5 per cent are
admitted to University. Outside of educational cleolabout language we have
chosen to concentrate on deaf child’s developmena isocio-cognitive way.
Observation of peer interactions in tutorial dyatsans for us a necessary return to
essential concerns about the socio-cognitive dewedmt of a deaf child.

Generally, in tutoring, tutor guides tutee. Thisieational form seems to
be most efficient when completing the teacherserwvegntion (Oackland and
Williams, 1995). The word « tutoring » first appeait the beginning of 1960 ies in
the U.S.A. with the educational politics concernjmmpr social environment and
for assisting the immigrant populations to integride land (Baudrit, 1999, 2).

It is only twenty years later that tutoring on stiffic grounds appears.
Tutoring is supported by theoretic references iidlg social psychology and
cognitive psychology. Social psychology compels emding of the facts in
threefold manner: individual subject — social sabjeobject (Moscovici, 1990, 9).
Thus, tutoring, because it implicates a tutor,tadwand a task, meets the definition
of the object in social psychology, according toddavici. Cognitive psychology
is also very important in tutoring. One can considegnitive apprenticeship in
tutelage relation. The studies of Piaget and Vydgisevail on Doise to prove that
a cognitive imbalance between two persons can ssrghe person’s own
imbalance. This is the social — cognitive confleople in a tutelage relation make
better progress by working together than indivibuggilly, 1988, 19).

Informal tutorial interactions with the deaf?

If it has been noted that spontaneous situatiomsmudtial aid, sometimes
resemble tutorial situations, Tutors can be ofstime age as their tutee with varied
educational levels. They have to meet a tutee’sisi@ghen he has difficulties,
counsel him and provide him with explanations. Tisidow tutors complement
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teacher’s actions. Actually tutoring is suited foew educational approaches.
Tutoring indeed offers a relation consisting offheldvice and more individualised
explanations. It allows tutees to benefit from asleonventional atmosphere,
which is flexible and consequently in favour ofiments. It is essentially used to
complement school education, for disabled pupitsioiy.

In fact tutoring is a situation displaying a tut@lping and guiding a tutee.
It is a pupil-oriented approach, that doesn’t regany previous experience or
training for the tutor. Goodlad (1998, 3) pointg that tutoring is rather concerned
with so-called school apprenticeship and is gehepa@rformed in a classroom for
a relatively short period (a few weeks).

Research

Our study (Dambiel-Birepinte, 2003) shows us difitrvays of communication
between children. We can understand why tuteesr@segwith their tutors. Some
pairs have got together a hearing tutor with a ti#ak or a deaf tutor. In all cases,
the tutee was deaf.

The effects of a tutor’s degree of deafness (deaemi — deaf, hearing)
on adeaf tutee’s progress.

In order to check our hypotheses, we have usedpandant variable
(progress - no progress) and an independent var(tiree levels of hearing: deaf,
semi — deaf and hearing), as well as three intelateedsariables, shown in a
previous paper (Dambiel, 1999) and to be mentiola¢er in this article. We
distinguish between deaf, semi — deaf and heatitogyd to focus our attention on
only three groups of tutoring children, which ingdi more precision than just
distinguishing between deaf and hearing. At firghshowever these three groups
do not correspond to a conventional classificatibar all that, we will use a
classification established by the International isuehonology Office, which leads
us to the following considerations: we have lakkllgleaf” a profoundly or
severely deaf child. In case of moderate or mildfess, it's “semi-deaf” and
lastly a child without any hearing loss is calléabaring”.

Measurement of effects produced by variables

We have set up an experimental quantitative apprdsased on differences
between average scores as displayed by the t8stidént Itl, to measure differences
between two groups. We have also used Snedecest toteompare three groups to
one another by means of a dual approach. On ther didnd, the ANOVA test
takes into account connections between independeiatbles (degrees of deafness)
and intermediate variables, regarding the deperman{results for tutees).

How to observe a level of language structuration

We have equally used a classification provided Bymtactic Organization
Test of Taburiaux (T.O.S. in French) allowing usiiake an objective assessment
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of the level of language structuration of both twnd tutee. This test has first been
standardized by a team of specialists, then valay testing on a larger hearing
population. This test can be applied to deaf a$ asebome hearing children. This
is the reason why we have found its use so infagesiVe have to point out that
we haven't used the whole test: we have only bempired by its syntactic
classification, which we have taken up and everptda To the three previously
defined levels: associations of complex sentenm@®iplex sentences, elementary
sentences. We have added words or gestual sentences

Population and groups

For our research, we have brought together 95remlend organized them
into 5 groups as follows: three experimental groapd two control groups. All
these children were observed at school. Most ahtheamely 82, have secured
admission in special schools. For this purposegestres in France have been
requested. One deaf child isn’t joined in any sglexthool, only in a local school.
Lastly, the hearing children are from ordinary samlkocomprising special
classrooms for deaf or semi deaf.

We have three experimental groups (EG). The firsludes 19 deaf tutors
(EG 1), the second includes 5 semi — deaf tutoz 2it and the last includes 13
hearing tutors (EG 3). All of these tutors are Irarge of a deaf tutee during the
tutorial interaction. To sum up, the different esimental groups present the following
numbers, taking all tutees and tutors into accda@t:l =38; EG 2 =10; EG 3 = 26.

Table representing different research groups, theracteristics and involvement at
different times.

group Numbers of | Participati | Participatio | Participation
Characteristics| tutees (t) + | onin pre- nin in post-test
tutors (T) test intermediate
situation
Experiment | Deaf tutees
al group n°1 | Deaf Tutors t=19 + T=19 Yes Yesin Yes
(E.G.1) (=38) tutorial
E.G.2 Deaf tutees
Semi-deaf t=5+T=5 Yes Yes in Yes
Tutors (=10) tutorial
E.G.3 Deaf tutees
Hearing Tutors| t=13 + T=13 Yes Yesin Yes
(=26) tutorial
Control
group n°1 Deaf children 16 Yes No Yes
(C.G.1)
C.G.2 Deaf children 5 Yes Yes Yes
individually,

48



TUTORING AND DEAFNESS: A TUTOR'S EDUCATIONAL CONTHBIUTION ...

The deaf tutees are from the first and second pyiriasses. The tutors are
from the third and fourth years. Two Control groaps complementing this protocol.
C.G.1 comprising 16 children have done the pre-tibgin the post-test, without
participation in the intermediate situation; conipgrtheir results with those of the
experimental groups, we can notice the contributioriutorial situation in the others
groups. However dyadic interaction can be seenti@sréng exercise for a tutee, who
takes three tests, namely pre-test, interactiorpastitest. In order to assess effects of
this training, we have formed a second control grCLG. 2) comprising 5 children.
They benefit from an individual intermediate sitoaf with the same tests as those
proposed for the experimental groups in dyadicract@on. This new control group
enables us to evaluate positive effects of dyattieraction in comparison with the
experimental groups, whilst bearing in mind effeftsaining.

Situations of interaction

Dyadic exchanges were carried out about a week thftepre-test. It was
presented alike to tutors and tutees, to evaldateldvel of their initial skills.
Interactions took place between random pairs dflim acting as tutors and tutees.
The tutor was reminded of his tutorial instructionsithout any further
recommendation: to help the tutee with his exescigsghout actually doing them
in his place. We have chosen not to impose any timé& on the tutorial
interaction, in order to provide the time for camgy out the exercises. Some
interactions were absolutely silent, but interaeiiv the way of gestures. A careful
analysis was made afterwards, assisted by videwdiegs. A post-test took place
about a week after the interaction, under the saomditions as the pre-test.

Exercises in support of dyadic interaction

The teaching aids of these tests consist of exarafa logical mathematical
type and of spatial decentration, as introducednider. Consequences of deafness
on the command of French written language in paleic explain our preference
for these types of exercises. The pre and pos-teshprise six exercises:

1. The first exercise titled “the combinations” adogite form of a table
with double entry. Contents of this table are shatrintersections of row and
column, displaying superposition of figures featgrin entries. However, eight
squares are resulting from bad combinations. Tlaen o be found and coloured.

2. The second exercise consists of a set of sequeittares, which have
to be placed in right chronological order. Theidiffty lies in the interference of
two sub-sequences for which use of determiningsciseneeded. Should these not
be perceived, then expected sequential order woatde restored. Juxtaposition
of two sub-sequences has been a frequent mistake.
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3. The third exercise requires mastery in additiond aabtractions as
well as use of strategies. A square consistingolfnens and rows is complemented
by small figures with small numbers written at #ved. The value of each figure
has to be deducted according to indicated humbbeselement has to be converted
into a new value that in its turn will determineext element’s value and so on...

4. The fourth exercise is a magic square, with intbcabf expected sum.
It is identical as well horizontally, vertically @gagonally. The exercise in question
comprises a square with four boxes on each sidallibgy 34. The mental
operations which are needed to carry it out, shdédsimple additions and
additions with missing numbers, or even subtrastion

5. The two last presented exercises refer to spagiedmtration.The fifth
exercise consists in observation of a landscapea fabove, as on a map. The
elements of this landscape are schematized. ThestWemes that correspond to
the concerned landscape have to be found.

6. The last exercise implies discovering from whichinp@f view an
object is perceived. In this case, it is a housewihgs of small characters are
placed around it and instructions are to find obtcl part of the house is visible
from the viewpoint of each small character.

Different results

We find a quantitative approach to results, showdegf tutees’ progress
through pre- and post -tests. We have also obsettvedoehaviour of people
interacting during tutorial situation. Exercise® atone during the experimental
situation and they require the same skills as thosaction during the pre-test;
tasks are different, in order to reduce any possiffects of training in pre-test
exercises. The “Magic Square” for example, hadfardnt sum and spatial orientation
exercises refer to different objects.

Quantitative results

Hearing tutors encourage deaf tuteesto make significant progress.

The group 3 (E.G. 3) that has worked with heariatrs, has indeed
shown significant progress in the Student Itl {@st 3,17 with p = 01). We shall
however be far more cautious about commenting eratitions of deaf and semi-
deaf tutors with deaf tutees.

The group of tutees having worked with deaf tutEsG. 1) has made
progress when considering the point's average 6)2,Rowever, this progress
isn't significant with the Student Itl test withsp 01, that is to say, with a 99 %
confidence level, unless introducing a relativeshold with p = 10, i.e. with a 90 %
confidence level. These results are to be congideasatiously.
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Group 2 (E.G.2) with semi-deaf tutors, did not progl any convincing
results, but we have to take a balanced view dftitbaause of their small numbers
(5 tutees and 5 tutors).

Summary table of tutee’s results according to theor (T) deaf (D) semi-deaf (S-D) or
hearing (H): numbers, average scores expresseamntsmnd statistic validation according
to Student Itl test.

Deaf tutees with | Deaf tutees with | Deaf tutees with
deaf tutors (EG1)| semi-deaf tutors [hearing tutors (EG3)

(EG2)
Numbers of tutees (t) 19 5 13
Tutees’ scoredlifferences Progress Progress Progress
in points between pre-test + 2,26 +1 +4

and post-test
Evidence of Student’s no with p=.01 no with p=.0no| yes with p=.01
significant progress ltl | [yes, with threshold  with threshold
p=.01] p=.01

Qualitative results
Tutor and tutee becoming closer

The qualitative results stemming from observatibmteractions highlight
some dominating factors like tutor and tutee beognuloser. This is valid from
various standpoints: spatial, proxemic as well éational, which corroborates
what is referred to as a tutor's adjustment toeturinging together areas for
communication is illustrated by a hearing tutor&e wf more or less spontaneous
gestures issued from his imagination, notably wépeaking to a deaf tutee.

In search of a space for mutual exchanges

It is found that observation of contents of tutbiigeractions brings to
light recurrent behavioural tendencies: among thase modified modes of
communication, in the sense that tutor and tutesvdrloser to one another. A
hearing tutor for instance tends to make gestwekis deaf tutee, who then uses
them in his turn to communicate. Conversely, a tiga®e uses oral communication
in front of a hearing tutor, knowing this to beutior’'s way of communication. In
fact, this is a matter of adjusting means of comication aiming to share a space
favourable to interactions. Imitation seems to efgred. It enables one to
appropriate certain manners or get closer to angbeson, and share a space for
communication with more or less complicity. Imitati aims to penetrate into
others’ social spheres and may result in interastiodmagination plays an equal
part in the desire to help tutees progress by metosginal explanatory devices,
favoured by hearing tutors.
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Transformed exercises

Stress is equally laid on a deaf tutor's tendencyransform exercises and
turn to cognitive methods closely related to a @ispatial approach in case of a
difficult exercise. In a same situation, a heariagr gives up and moves to the
next exercise. It also appears that visual metlvedg often, too often in fact, are
applied to fill the gap of missing sound informasoand straight away this
dismisses consideration of other possible metHedsing them out in fact penalizes
deaf children. It is equally reported that deaéégt displayed a certain attitude, one
could say, of “wait and see”. The handicap’s limkth mostly external interventions,
which exceed a deaf child’s demands or even aatieifhem, seem to contribute to
this attitude.

In defence of mixed dyads

A hearing tutor’'s mission is to build a space tlgasuitable for mutual
exchanges. Simultaneously, he has to deal withtable in hand as well as with
cognitive methods that are inappropriate and seeatttas a brake on deaf tutees.
This is where mixed dyads are likely to prompt deéées’ evolution. We have to
take into account the quite obvious positive effefchearing children on the deaf,
but also the necessity to supply the deaf childhwibdes of cognitive problem-
solving different from those relying too systemallig on visual perception. At a
deaf tutor's instigation, tutorial situations théave to be staged to define the
tutor’s role. According to Lippitt (1979, 158), tuial sessions allow him to
improve his skills thanks to the tutee. This ideghttutor-effect, because it favours
progress and helps gain self-assurance. When ghisderted, it heightens self-
esteem (Barnier, 2001, 256).

Discussion

Tutors, whether hearing, semi-deaf or deaf, haualigtaken the pre-test
to assess their capacities to do the exercisethig\point spatial decentration tests
appeared to have been performed less successjutlyebhearing tutors; the same
holds for sequential pictures. On the other haedrihg tutors had greater success
than the deaf in performing the “magic square” tred‘deduction calculation” task.

Better successrates for deaf tutorsin spatial decentration tests

It deaf tutors are better at tests of a prevawiisgal nature, we believe this
to be one of the consequences of an extensive fusgesight, all the more so
because their hearing is deficient. The use ofFtiemch Sign Language or even of
Signed French speech, includes some mime, mimédnaahd even imitation.
These methods of communication use space, as néaxpression. Now we are
able to understand why deaf tutors succeed béider hearing in doing tests that
are based on visuo-spatial relations. However,atlobf deaf children, and deaf
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tutees in particular, have obtained success in tyji® of exercise. Gestual
communication by itself is insufficient to replatte required cognitive processes.
According to Piaget (1975, 172), if each child askites some outside element
into a sensory motor or conceptual scheme, “thi@nakation has to deal with
specificities containing distinguishing featuregité elements in question which is
a matter of accommodation for the child”.

In the presented exercises, visual perception wasjust required. It
should be studied from different viewpoints thampel a deaf child to practice
decentration form his own perception and move tecegmion of an object from
different points of view. This type of process isnatter for accommodation that
comprises more than just appropriating elementsginge form some perception.
Spatial decentration should be replaced in “a wtadebination of processes
characterizing conceptual assimilation at the grfsetn the moment composition
of semiotic or symbolic function based on intersedi imitation and verbal signs,
enables the subject to bring up lacking elemenigglwnaturally also modifies the
assimilation process of present objects” (Piag#ts1106).

Processes at work, beyond perception, are themingféo conceptualisation
along the following lines: when an object’s pergjpyecis changed, some elements
disappear to be compensated for by others and weeéfacing a situation that is
analogous to perceptive centration, comprisingntsessential features: on the one
hand an impossibility to embrace all simultaneoudiyr lack of sufficient
dimensions of the vision field or of attention. @me other hand, systematic
deformation, amounting to overestimation of cengbkinents and underestimation
of peripheral” (Ibid., 139). If tutors are so susskil in exercises initially requiring
visual perception, necessarily in association veitignitive processes, why then
shouldn’t they be more successful in exercises agakeasoning or arithmetic?

Hearing tutors better at magic squares, deductions and sums

It appears that hearing tutor's greater achievesnent carrying out
exercises that require more reasoning or mentalaehs, would be due to their
different cognitive functioning, which would be legison use of more flowing and
refined language.

This is the way Oleron (1978, 131) perceives conmes between
language and thought. In his view use of “convergtiolanguage that has to
construct a whole speech by means of a systenbifaly signs not showing any
analogy with referents” in fact facilitates greatenceptualisation. Indeed, use of
signs qualified as arbitrary (referents) by Sausqd®83) having no connection
with the objects they refer to (referees) assisugt in better using referents and
consequently dealing with wider ranges of repregenis: seriations, relations...
or use of generic words, for instance, will makpdssible to mentally embrace the
whole of comprised elements, without needing to enaach separately. This is
why use of referents will facilitate conceptualisat If, according to Saussure,
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using an arbitrary sign accounts for absence &lvetween the object “apple” for
example and its corresponding word, this is not getely valid for all signs of

Sign Language, that is used by deaf children; #oforthis holds for gestures
supposedly connected with mime. Thus applicatiomasfous cognitive strategies
may highlight differences between competences dt,vemd so duly activated.

The semi-deaf: a difficult position

As for semi-deaf tutors, their recorded achievemane definitely inferior
to those of tutors of the two other categoriesf(ded hearing). It is rather difficult
to define the proper place of semi-deafness amaagirig and deaf. Moreover,
overall test results give advantage to hearingsuto

To consolidate our findings

These results are parallel with the American stioghBurley, Gutkin and
Naumann (1994, 415-419). It was carried out amaogopndly deaf 13-year-old
tutees, having learning difficulties with maths,dahearing tutors of the same
educational level described as very good in tleisl fiHearing tutors with a minimal
training in gestures (assimilation of 20 basic nwgms) have been participating in
interactions with deaf children. Just like the lmgrthese children have made
rather important improvements as a result of araltsituation; this holds for 70
per cent of the dyads. These authors equally metiat communication was no
problem, so that intervention of a Sign Languageerpreter, present to guard
against all eventualities, had but rarely been eeed

A parallel between tutor’s level and tutee’s progres

We have equally established a positive effect gards tutor's pre-test
results his degree of deafness and tutee’s scolesse results however are not
significant for the ANOVA test. Therefore, we amable to assert the existence of
an effective connection between a tutor's pre-tesults, his degree of deafness
and tutee’s scores with a confidence level of 95ceat. “Marks are illustrating a
degree of mastery of exercises, presented formpairfg the task and “help” (tutorial),
even minimal, suggests an initial asymmetry betwkeowledge of tutors and
tutees; this asymmetry is obviously in favour @ finst” (Baudrit, 1999, 134).

However, it is not sufficient for a tutor to masheés subject, the question is
rather how to guide his tutee. In our opinion, thjge of dual relations automatically
highlights the role of communication, and therefofethose elements likely to
offer their contribution.

Components of communication and its effects on atee’s progress

The same positive, though not significant effeetgehbeen observed regarding
a tutor’s level of language structuration and degredeafness and tutee’s scores.
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It is the same for a tutor's adjustment to tuted his degree of deafness with
regard to tutee’'s scores. The same remark hasrhada about a tutor's level of
adjustment to tutee and his degree of deafnesdatian with tutee’s scores. Ditto
about a tutor's attention to tutee’s results antutar's degree of deafness in
connection with tutee’s scores: the same is trua @ifitor's guidance in tutee’'s
reasoning and a tutor’'s degree of deafness retatéatee’s scores. On the other
hand, there appears to be a positive and signtfieti@ct of the “communication”
variable and tutor's degree of deafness on scotdsined by tutees. This
“communication” variable is constructed by meansindérmediate variables, as
previously highlighted (degree of deafness, leydanguage structuration, tutor’s
attention to tutee’s results and tutor’'s guidamceitee’s reasoning).

Connections between tutor's "communication” level a nd tutor's degree
of deafness and tutee's scores

5 S -
o 2] 436 hearing
g aap—— half-deaf
_‘>° g 34 22'.826 deaf

§ o i’ ]668/ 1.75 middle level
E o Ol.ag :

low level strong level

"Communication” level

Adding up these positive, though not significarffees amounts to a
confidence level of 95 % significance.

In terms of statistics, composition of this « conmication » variable has
levelled out existing differences since tutees’rage scores are blended with
another average, when considering the numbersesfqursly mentioned variables.
So, irrespective of a tutor's degree of deafndss,following can be noted: the
stronger his level of communication, the more #igk the improvements.
Unquestionably a hearing tutor’s actions are ptiga{within a range from + 3,36
to + 4,36 points for progress). Semi-deaf tutocdicas are judged to be deceiving
in this particular case, their efficacy on tuteesgores appearing to be less
important (ranging from + 0,81 to + 1, 75 points foogress). Deaf tutors have
prompted tutees to progress from + 0,87 to + 2¢86tp.
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FIRST PERSON NARRATIVE REVISITED
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Motto: “Le spectacle commence avec la solitude.”
Edmond Jabés

ABSTRACT. This paper is dedicated to a systematic presentafithe narrative
category of person, with a focus on first-persorrrative. Since Booth's
narratological “Bible”, narrative theorists havenm® far in their understanding of
the category of ‘person’, which had, for a long dintemained surprisingly
underworked, as if it had not been worthy of a n&ustained analysis. Since the
primary aim of this study is to offer a compreh&asanalysis of autodiegetic/
homodiegetic narration, the narratological framdwoifered here provides a
systematic survey of the various approaches togsson narrative, and a list of
the narratorial instances identified by Norman démen, Franz Stanzel, Lubomir
Dolezel, Boris Uspenski, Jaap Lintvelt and Kate Hanger.

Keywords first-person narrative, homodiegetic narration,odigigetic narration,
telling versus showing.

ZUSAMMENFASSUNG. Diese Abhandlung setzt sich als Ziel eine systesctadi
Vorfuhrung der erzahlenden Kategorie der Pers@hesondere der ersten Person
Erzdhlung zu machen. Noch seit Booths erzahlendBibel*, haben die
Erzahlungstheoretiker ein weitgehendes Verstandlinisdie ,,Person Kategorie
gezeigt, das in sonderbarer Weise vorher lang gelag schwach ausgenitzt
geblieben war, als ware es keiner Aufmerksamkait. \2& das wichtigste Ziel dieser
Abhandlung eine detalilierte Erlauterung der berndea Erzahlung ist, ermdglicht der
Erzahlungsrahmen, der hier dargestellt wird, soveitie systematische Inkursion in
den verschiedenen Behandlungsweisen der ersteanPErzahlung, als auch eine
Liste mit Erzahlungssituationen die von Norman dfman, Franz Stanzel, Lubomir
Dolezel, Boris Uspenski, Jaap Lintvelt und Kéte Harger identifiziert worden sind.

SCHLUSSELWORTER: ersten Person Erzahluriggrichtende Erzahlung versus
szenische Darstellung, Aussenperspektive — Ich-Fémmenperspektive —
Ich-Form.

In The Rhetoric of FictionWayne C. Booth asserted that “[p]erhaps the
most overworked distinction [in narratology] is tha person.” However, since
Booth’s narratological “Bible”, narrative theorigtave come far in their understanding
of the category of ‘person’, which, as even Boottergually conceded in his
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Afterword toThe Rhetoric of Fictionhad, for a considerably long amount of time,
remained surprisingly underworked, as if it had heen worthy of a more
sustained analysis. This paper is dedicated tostewtic presentation of the
narrative category of person, with a focus on4i@tson narrative.

It is by resorting to the two extreme points in dilvhich mark the
evolution of point of view in fiction that this coapt can best be understood. Thus,
Norman Friedman (1971: 111) described these tweeds aflato’s distinction
between “imitation™ and “simple narratiori?, and, respectivelyloyce’s distinctiof
between the author’'s presence in the three genhpse, epic and dramatic“The
personality of the artist, at first a cry or a cacke or a mood [lyric] and then a
fluent and lambent narrative [epic], finally refséself out of existence [drama],
impersonalizes itself, so to speak”. These two mumesituated at opposite ends
in the process of the Author's disappearance, aghhh significant, shows
Friedman (1971: 111-112), since point of view “pd®s amodus operandior
distinguishing the possible degrees of authoridineton in the narrative art”.
Thus, using the two distinct criteria of “subjeetitelling” and “objective showing”
he identifies eight narrative positions:

» editorial omniscience

* neutral omniscience

» selective omniscience

e multiple selective omniscience

* the dramatic mode

» the camera

«  “I"”as witnes$

«  “"as protagonist
The last two categories are also known, accordin@Genette’s terminology, as,
respectivelyhomodiegeticnarration, ancéutodiegeticnarration and the difference
between them lies in the fact hat the second isaliower degree of mobility and a

1 “When the poet speaks in the person of anothemag say that he assimilates his style to that
person’s manner of talking [...]” (Friedman, 1971011

2 “But if the poet everywhere appears and never alademself, then the imitation is dropped and
his poetry becomes narration” (Friedman, 1971: 110}.

3 In A Portrait of the Artist as a Young Maguoted by Friedman (1971: 111).

4 “As [the author] denied himself personal commentar moving from Editorial to Neutral

Omniscience, so here, in moving to the “I” as Wemeategory, he hands his job completely over

to another. Albeit the narrator is a creation & fluthor, the latter is from now on denied anydire

voice in the proceedings at all. The witness-narrit a character in his own righithin the story

itself, more or less involved in the action, mordess acquainted with its chief personages, who

speaks to the reader in the first person. [...] Témder has available to him only the thoughts,

feelings and perceptions of the witness-narratertHerefore views the story from what may be

called the wandering periphery” (Friedman, 1971)12

“With the shift of the narrative burden from a méss to one of the chief personages, who tells his

own story in the first person, a few more chanmélinformation are given up and a few more

vantage points are lost” (Friedman, 1971: 126).
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smaller range of information than the first: “Thetagonist-narrator, therefore, is
limited almost entirely to his own thoughts, feghin and perceptions” (Friedman,
1971: 127).

Whereas Friedman’s typology later came under gorutby other
narratologists, its great merit is that, as difféerfeom earlier categorisatichsut
also from some of the later orie operates a distinction between the two tydes o
homodiegetic narratinEven in 1979 narratologists like Franz K. Staraltted
to make the above-mentioned distinction. With Tireorie des ErzahlerStanzel
aimed to derive a comprehensive typology of allosavable narrative structures
by analysing the shifting relationship between skay and how it is being told.
According to Stanzel, it is this relationship tkyates rise to “the various kinds and
degrees of mediacy” rendefedy novels and short stories. What Stanzel calls
“mediacy” is the way in which the telling is medidtthrough the narrator’s voice.
The three questions that he tries to answer byteariing his typology involve the
three constitutive elements of mediacy:

* Person Does the narrator belong to the world of the ystar to
another realm of existence?

* Perspective Does the narrator offer the reader an external
(omniscient) view of the narrated events, or aariml (limited) one?

 Mode: Does the narrator directly convey informationthe reader,
(telling'®), or is it filtered through the consciousness o @r more characters
(showing™)?

For each of these possibilities of narrative meoiaGtanzel offers a basic
narrative position:

»  First-person narrative, characterised by dominaatethe fictive
world, since the world of the characters is idaitio the world of the narrator.

* Authorial narrative situation: characterised by dwnce of the external
perspective, since the narrator is situated outkiel@vorld of the characters.

6 1n 1921, Percy Lubbock, iThe Craft of Fiction identified only four narrative positions: the
panoramic survey, the dramatized mind, pure draamal the dramatized narrator, the latter
corresponding to homodiegetic narration.

" Erwin Leibfried’sDie Schicht der Type(1970) uses the narrative category of perspectinkethe
grammatical one of person to identify four narratpositions: Aussenperspektive — Ich-Form,
Aussenperspektive — Er-Form, Innenperspektive -Hatm, and Innenperspektive — Er-Form, the
one but the last being the equivalent of homodiegetrration.

8 In my analysis | employ the term ‘homodiegeticration’ in its larger sense, as a synonym of irst
person narrative’, and will not follow Genette’sténology. Although | make the distinction
between homodiegetic and autodiegetic narratioregbrd the latter as a sub-category of the
former, and, whenever necessary, | will use the tautodiegetic’ to emphasise the distinction.

° The verb “to render” stands for the German “géstelwhich refers to the act of shaping, as well as
to the one of in-forming.

10 Friedman'’s notion offelling is what Stanzel (1979: 70) calierichtende Erzahlung

11 Friedman’s notion ashowingis what Stanzel (1979: 190) nangzenische Darstellung
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»  Figural narrative situation: characterised by danire of the reflector
mode, as there is no apparent narrator, insteaeflector character thinks, feels
and perceives, thus creating an illusion of im-raegi

Narrative situations are not necessarily fixedytb@n change at any point
but, according to the predominance of one narraitieation or another, a work
can be assigned to one of the three types.

Jaap Lintvelt (1981), in his book on point of vietsssai de typologie
narrative. Le “point de vue’mentions two other attempts of classificationelbg
the Check structuralist Lubomir DolezZel and by fessian narratologist Boris
Uspenski, both representatives of the 1970s. Asvéin(1981: 166-181) points
out, since a purely linguistic approach seems figeifit to DoleZel, he uses two
models, the functional and the verbal model, ad althe traditional concepts
rhetoric, objective, and subjective, associated with the German terms Er-Form
and Ich-Form to identify six narrative positidhs

* Rhetoric Er-Form
e Subjective Er-Form
e Objective Er-Form
*  Observer Ich-Form
(the narrating-“I" is a witness who has no intetpti?e function)
*  Rhetoric Ich-Form
(the narrating-“I" is a witness who also perfornmsiaterpretative function)
e Personal Ich-Form
(the narrating-“I" is also a protagonist who has iaterpretative
function as well)
The last three types are forms of homodiegeticatiam, and DoleZel has the merit
of distinguishing between these instances of pesson narrative.

Uspenski®, shows Lintvelt (1981: 182-192), tries to make racfical
analysis of the possible points of view, rathentttaconstruct a theoretical typology.
He uses the fundamental dichotomy between thenateand external point of
view, and distinguishes four levels of analysideological phraseological
spatio-temporal andpsychological Thus, he arrives at four narrative positions:

« fixed point of view — external perception

« fixed point of view — introspection of one characteexternal perception
of the other characters

* variable sequential point of view — introspectidrooe variable character
— external perception of other characters

» variable simultaneous point of view — simultanepasception of several
characters

2Dolezel, L. (1967)The Typology of the Narrator - Point of View in Ficti
13 Uspenski, B. (19701 Poetics of Composition. The Structure of the ActiBext and Typology of
Compositional Form
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Except for the first type in this sequence, all tikers allow for an analysis of
homodiegetic narration.

In 1981 Jaap Lintvett built a more detailed and better systematized
narrative typology than the ones proposed from 1B80s to the 1970s. The
narrative type is determined by the reader’'s cenfreorientation, by his/her
position in the fictional world, on one of the fdewels: perceptive-psychological,
temporal, spatial and verbal. These levels arendmeative categories used to
classify the narrative criteria of narrative pexgpe, mode, person, etc. Lintvelt
shows, in the following tables, a concise distimctbetween narrative types in
hetero- versus homodiegetic narration:

The narrative typology of heterodiegetic narration

Centre of
Orientation Narrator Character

Narrative Type

Authorial + —
Figural — +
Neuter — —

The narrative typology of homodiegetic narration
entre of Orientatio
“I" as Narrator “I" as Character

Narrative Type

Authorial + —
Figural —

+

Lintvelt (1981: 98-100) identifies five narrativgpes and presents them in relation
to the three poetic genres. Thus,
e authorial heterodiegetic narration correspondseoeipic genre
e neuter heterodiegetic narration corresponds tatamatic genre
« figural heterodiegetic narration comes half-wayween the dramatic
and the lyric genre
« figural homodiegetic narration corresponds to thie lgenre
< authorial homodiegetic narration comes half-waywben the lyric
and the epic genre

4 Lintvelt, J. (1981)Punctul de vedere. Incercare de tipologie narativ
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This positioning of authorial homodiegetic narratiechoes Kate Hamburger's
discussion of first person narrative versus thielspn narrative. IiDie Logik der
Dichtung (1986 [1977])°, she attempts to draw a clear distinction betwarguage
and literary language, in order to determine tigtrplace for the three traditional
genres in the literary field. Thus, the epic gaathe realm of heterodiegetic narration
only, while homodiegetic narration is discussedenntthe heading of “special, or
mixed forms” (1986: 274). Moreover, only the epence (in the form of third-person
narrative) and the dramatic genre are subsumed timeleategory of fiction, because
the other types of discourse, among which the lyenre and first-person narrative,
cannot be categorised objectively according tesmaiable criteria.

Hamburger reaches this conclusion after providinigemretical frame that
accommodates such distinctions as she wishes t&'tndius, she makes the
difference between theurrent use of language, the speech acts (énonces de
réalité) which presuppose a polarity between thjeablveferred to and the subject
who makes the utterance, and literary use of languadé which can serve either
to present fictional characters as autonomous sighjeather than objects of

15 Hamburger, K. (1986).ogique des genres littéraire&ditions du Seuils. Traduit de I'Allemand
par Pierre Cadiot.

18 4 e concept d'énonciation que nous cherchons dseramet la langue dans une autre relation a la
réalité. La «langue » cesse d'étre appréhendéeneamn ensemble de mots ou méme simplement de
propositions susceptible d'étre compare avec ugléé€oncrete et spirituelle, qui en quelque slite
fait face et quelle est supposée refléter. Elleagscontraire congue comme énonciation, c’este-di
structure sujet-objet devenue en quelque sortedixgqui entretient une certaine relation a la chose
énoncée. Cela permet de préciser ce que met é&ngencept de réalité, de le dégager de limpm@gisi
dans laquelle on le laisse chaque fois qu'on ligppl @ ce a quoi I'énonce, mot ou proposition dans
n'importe laquelle de ses modalités, réfere. $i éigou montrer que tout énonce est un énonce lité,réa
c'est, insistons-y une fois encore, que la notienédlité ne décrit pas I'objet de I'énonce, maisujet
d’énonciation, en sorte qu'un objet d’énonce <elrréne remet pas en cause la caractérisationutie to
énonce comme énonce de réalité. La descriptioa tenfue non littéraire comme systéme énonciatif
fournit une base de comparaison nécessaire pderdes genres littéraires, c’est-a-dire pour léésye
de la littérature lui-méme. Afin d’éviter tout malendu (et éventuellement écarter ceux qui seraient
apparus), soulignons de nouveau que ce systeraeleskification des genres littéraires ne renv@en
rien d’autre qu’aux formes linguistiques et n'estde que sur I'observation de ce qui fait qu’une
langue est source de littérature et de poésie.lagemu littéraire (Dichtung) doit étre examinée
dans le systéme énonciatif de la langue, et pagrora@ lui. La description de la littérature en
général comme « art du langage » s’appuie sutdtior entre la littérature et I'énonce/énonciation
de réalité, au sens que nous avons défini. Lesegeiittionnel et lyrique ainsi que les formes
particuliéres du récit a la premiére personne eladeallade seront décrits comme de variantes
spécifiques de cette relation” (Hamburger, 198%: 26

17 «Seule pourtant la fiction épique, a 'exclusiom la dramatique, présente 'ensemble des phénoménes
qui vont nous permettre de fonder cette oppositimme fagon pleinement convaincante. Seul le
probléme de la narration permet de faire appardteelations logico-cognitives et grammatico-
sémantiques qui distinguent la fiction de la réale n’est que dans la littérature narrative, at no
dans la dramatique, que la langue vit et agit dan®talité; ce n’est que la qu’on peut montrer ce
que signifie la production par la langue de I'expéce de la fiction, opposée a I'expérience de la
réalité. Autrement dit, la structure logique defition ne peut étre élaborée qu'a partir de la
différence entre énonce et fiction narrative” (Hamger, 1986: 75).
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discourse, or to produce speech acts devoid of agrimative function and meant
only to give shape to lived experience, insepar&bi@ its utterance. In this latter
case, characteristic of the lyric genre, the spemtictan be assigned neither to a
real-life subject (the author), nor to a fictioneatharacter. This yields up the
conclusion that there really are only two litergenres: the epic and the dram&tic
Hamburger (1986: 274-275) sees first-person negrats an autobiographical
form in which lived experience is presented by aatar in the first person, the
origin of this narrative style being autobiograppyoper. The homodiegetic
narrator is an intruder, from a structural pointvadw, since the “I” characteristic
for the lyric genre is used to present fictionadres characteristic of the epic genre.
First-person narrative thus has elements belonginboth these genres,
and also resembles the factual autobiographicalkegdie “I” as protagonist does
not pretend to be an “I” similar to the “persond&ttee lyric genre, but could rather
be seen as a real addresser, so the speech-aciisg and the difference lies in
the fact that what is narrated constitutes onlykweality (“réalité feint”), not genuine
reality, as in the case of autobiography. This doekplain the feeling of lived
experience and truthfulness the audience expesenpen reading homodiegetic
narratives (Hamburger, 1986: 278). The narratiwetian encountered in heterodiegetic
narration is replaced, in homodiegetic narratighalgenuine speech-act, and since
it is not the presence of a narrator but the nagdtnction that turns something
into fiction, first-person narrative does not bejaio the realm of epic fiction. In
fact, even the concept of narrator is inaccuratetlie “I” who speaks in first-
person narrative, states Hamburger (1986: 279kt-person narrators have a
limited point of view, subjective, and largely penal, as they are denied access to
events they did not personally witness, as wellt@sthe thoughts of other
characters. But although the utterances of thea$l'protagonist are as likely to be
subjective as any utterance made in real lifes #till homodiegetic narration that
involves the reader more completely into the evewsated and facilitates not
only empathy, but also the belief of the audiemcteé truth of whatever is stated.

18 “C’est pour des raisons théoriques, proprementlstigjues, que nous entamons la description du
systeme de la littérature par le récit a la troigépersonne, i.e. la fiction épique. L'identificatide
la fiction épique et du récit a la troisieme persoui s'opére grace a cette définition ne vaut pas
pour I'ensemble de la littérature narrative: celienclut en effet également le récit a la premiéere
personne. Or, comme nous le montrerons, ce deri@st pas une fiction au sens qui est le notre (et
qui, nous avons dit, releve de la théorie linggisti du littéraire). Ce qui précéde nous a permis
d'établir que le concept de fiction n'est pas défite maniére satisfaisante par la notion
d’invention, ce qui aurait pour effet qu’'une naioata la premiére personne imaginaire, et a o titr
« fictive », satisferait au concept de fiction;cet n’est pas non plus la structure narrative de la
littérature a la premiere personne, mais seuleroelfe de la littérature a la troisieme personne,
fictionnelle au sens strict, qui peut servir denpale départ pour la description linguistique de la
littérature. C’est en effet la fiction narrative cquicupe la place décisive dans le systeme de la
langue, qui marque la frontiére entre le genréofictel ou mimétique (fiction épique et, par voie de
conséquence, dramatique) et le systéeme énonaialif hingue. De ce fait, la structure de la fiction
narrative ne peut étre élaborée que par comparasen I'énonciation dont on a présenté ci-
dessus, dans ses traits fondamentaux, la strusjeeobjet” (Hamburger, 1986: 72).
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FORDERUNG MIT COCHLEAR-IMPLANT IN DER PRAXIS

RODICA POPESCU

ABSTRAKT. Férderung mit Cochlear-Implantat in der Praxis. Eine unadingbare
Forderung des horgerichteten Spracherwerbs isbgtimale apparative Versorgung
des hdrgeschadigten Kindes. Wie Veroéffentlichunged Praxiserfahrungen —
besonders in den vergangenen sechs Jahren — gémdigh, ist bei Kindern, die
trotz horgerichteter Erziehung die Lautsprache Hiife von Horgeraten nicht in
befriedigendem Mal3e erlernen konnten, das Cl issdre Alternative.

SchltiBelworte Frihforderung, Horerziehung, Kommunikationsannggur atigkeiten,
Lautsprache

Wie sehr es sich als Alternative zu den Horgeréiierbestimmte Kinder
durchgesetzt hat, zeigt die Tatsache, das inzwische vielen Schulen fir
Horgeschadigte im Land, besonders in Sibiu, dieafshder cohlear-implantierten
Kinder in den letzten Jahren betrachtlich gestiegferuch an den Regelkindergarten
und-schulen tragen immer mehr hérgeschadigte KieheCl.

Die Ergebnisse nach erfolgter Cohlear-Implantagord stark abhéngig
vom jeweiligen Implantationsalter des Kindes. Auald Art der Férderung orientiert
sich am Alter des Kindes. Die Faktoren Zeit, Wiéddénng und Kontinuitat
spielen bei allen Entwicklungsprozessen eine eatdehde Rolle.

Nach der Implantation miissen die Kinder regelm&3ggm besten téaglich
— eine individuelle Forderung bekommen.

Ich habe, mit mein Team, ein Rehabilitationsprografiir Horgeschadigte
mit Cochlea Implantat entworfen, das folgerndesniaiet: Tatigkeiten fur
Hortraining und Horerziehung, Tatigkeiten zur Wadtimung/zum Erkennen der
Umwelt und Kommunikation in dieser Umgebung, Téagiggn zur Forderung der
Kommunikationsfahigkeiten, der rhythmischen Erzigdperstmals eingefuhrt als
selbststandige Tatigkeit in der Rehabilitation dédeschadigten Kindes), Kinder-
Eltern-Gruppe. Das Verhalten und die Entwicklungs dmplantierten Kindes
wurde sowohl innerhalb der eigenstandigen Téatigkeidls auch innerhalb der
individuellen sowie innerhalb der Gruppe, in des ¢&and integriert ist, verfolgt.
Es wurden besonderes gute Ergebnisse im Rahmeasbdewickelten Tatigkeiten
in der Gruppe und unter Wettkampfbedingungen fastfje

Es wurden verschiedene SpiellUbungen und Strukfiirejede Kategorie
von Tatigkeiten angepalit und entworfen, die auttideoretischen und praktischen
Erfahrung wahrend der Fortbildung ruhen/griinden.
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Im Falle des implantierten Kindes sind wir von d€oraussetzung
ausgegangen, dalR es — zumindestens vom theoreti§thadpunkt - dasselbe
ausfuhren kann wie ein guthérendes Kind und da@rusén Bedingungen der
Frihférderung und korrekten Rehabilitation seindwigklung ahnlich wie die
eines guthdrendes Kindes sein kann. Ich habe digridbene Mimik sowie eine
hohe Lautstarke der Stimme vermieden. Meiner M@mach, ist die Verbalisierung
von besonderer Bedeutung, wobei der Verbalismusoaliitiv ist, und dal? jede
Situation des Alltages ein Grund zum Dialog, zudBig/Férderung und Entwicklung
des Lautsprache darstellt. All dies haben die Perso(Padagogen, Lehrer,
Erzieher und nicht zuletzt derer Eltern und Verwanyl die sich im Kontakt mit
implantierten Kindern befinden, bertcksichtigt.

Tatigkeiten zur Horerziehung

Die Horerziehung erfolgt sowohl innerhalb einesamigierten Rahmens
(durch gezielte Sondertéatigkeiten) als auch eimasrganisierten (so oft es die
Situation erlaubt), sowohl mit Musikinstrumenter egensténden, die Schallquellen
darstellen (nicht-verbaler Hortraining) als auchaer Stimme (verbaler Hortraining).

Durch die Horerziehung wird folgendes verfolgt:

1. Bildung und Entwicklung der Reaktionsfahigkeit amicht-verbale
Toéne, Gerausche und Stimmen.

2. Entwicklung der Fahigkeit, Téne nach ihren Chanagtika zu
differenzieren.

3. Bildung und Entwicklung der rhythmischen Fahigkeite

4. Entwicklung der Horaufmerksamkeit.

5. Entwicklung des Horgedachtnisses.

Die Tatigkeiten zur Horerziehung vermitteln dem gEschadigten mit
Cochlea-Implantat folgendes:

- Tonel/Gerdusche der Umgebung wahrzunehmen;

- die Quelle der Tone/Gerausche (Ton/Schallquellangientifizieren;

- Gegenstande, die Schallquellen darstellen, zuifdeaten;

- die Reaktionsfahigkeit auf Gerausche und nichtaerlTone, auf die
Stimme anzuregen;

- Schallguellen aus der Umgebung zu identifizieredh differenzieren;

- die Lautstarke der Tone/Gerausche (leise, laut, telm#Rig)
wahrzunehmen, zu differenzieren und wiederzugeben;

- die LauthOhe der Tone/Gerausche (hohe, niedrigéyauaehmen, zu
differenzieren und wiederzugeben;

- Tempovariationen wahrzunehmen und wiederzugebegsgen, schnell);

- die Fahigkeit, die Tonquelle zu lokalisieren (Righg der Tonquelle);

- Dauer der Tone/Gerdusche wahrzunehmen, wiederzngabd zu
differenzieren;
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- Folge der akustischen Elemente wahrzunehmen (lange/ betonte/
unbetonte);

- Sprechstrukturen zu identifizieren, diskriminiererd wiederzugeben;

- einen Rhythmus wahrzunehmen und wiederzugeben;

- bei einem bestimmten Rhythmus, der durch Handekiats oder
Ful3stapfen erzeugt wurde, bestimmte Gegenstande Mdsikinstrumente zu
verknipfen;

- Rhythmus herzustellen;

- die Horaufmerksamkeit zu entwickeln;

- das Horgedachtnis zu entwickeln;

- das Sprechen zu verstehen.

Abgesehen von der erzielten Hoérerziehung sollegefule Bedingungen
beachtet werden:

- eine stille Umgebung;

- den Kindern soll die Neugierde betreffend die gef@aTatigkeit
geweckt werden;

- die Kindern sollen sich konzentrieren,

- Freude haben, Téne zu héren und erzeugen,

- den Wunsch auf3ern, Musikinstrumente zu benutzen.

Fur das nicht-verbale Hortraining wurden folgendegPamme benutzt:

.Detektiv Langohr®, ,H6r mal“ — das Hérspiel fir @B und klein mit Cili,
.Forderspiele Horspal3“.

Detektiv Langohr ist ein PC-Spiel das 72 Tone/Gerausche/Onomatopdie,
die Haus- und wilde Tiere (Affe, Elefant, Ente egle, Grille, Henne, Hahn, Hund,
Katze, Kuckuck, Kuh, Loéwe, Pferd, Schaf, Vogel uJswMusikinstrumente
(Trommel, Trompete, Harfe, Glocke, Pauke usw. gnsportmittel (PKW, Zug,
Fahrrad, Flugzeug usw.), Mensch (Lachen, Weinenstéy Beifall, Niesen,
Pfeifen, Schnauzten usw.), Gegenstdnde, die Sciedltg darstellen kdnnen
(Bohrmaschine, PC, Haarfohn, Fotoapparat, SchaeybSauger, Telefon, Tdr,
Wecker usw.) erfal3t.

Enthalt 6 Spiele, die die Horerziehung des KindésCochlea-Implantat
fordert:

.Gerausche": es konnen verschieden Gerausche desglerlernt
werden (Tdrknall, Zerbrechen eines Fensters, eidM@meten- auf den Tisch
geworfen usw.), Onomatopébie verschiedener Haus- witden Tieren, Tone
verschiedener Transportmittel (Pkw, Bahn, Lastéingel des Fahrrads, Flugzeug,
Helikopter), verschiedene menschliche Gefiihlszastamd AuRerungen (Lachen,
Weinen, Niesen, Husten usw.);

.Was horst du?“: es werden verschiedene Tone/Geh&umit den
entsprechenden Bildern erlernt. Es wird ein Ton&Bsch wiedergegeben. Das
Kind soll das dem Ton entsprechende Bild erkenned es mindlich/verbal
wiedergeben;
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.Die Falle* — es wird dem Kind verlangt, die Sclogi€lle nach dem
gehorten Ton/Gerausch aus dem Haus / Baum / Tannetkennen. Die richtigen
Antworten werden mit einem Tonsignal markiert.

.Differenzierung” — es wird dem Kind verlangt, Ges&he nach ihren
Eigenschaften zu differenzieren: Héhe, Lange, $tark

- ,Tone/Gerédusche ins Gedachtnis einprdgen“ — inrelmsonderes
attraktiven Art die Entwicklung des Horgdachtnisge&rdert (es sollen die in den
Apfelbaum versteckten Paar-Tone/Gerausche entdeskien).

Wann hast du diesen Ton/dies Gerdusch gehdort?'piel Sur das
Horgedachtnis (4 oder mehrere Bilder sollen inHi@rfolge aufgestellt werden).

,HOr mal“ — das Horspiel fur gro3 und klein mit Cil i, wurde flr
mehrere Ebenen entworfen, je nach Schwierigkeisgren Téne und Gerdusche
aus dem Wald, Haus, von der Stral3e, Tierstall tnodl z2u erkennen.

.Forderspiele Horspall“ ermdglicht, Tone/Gerausche zu erkennen,
Tone/Gerdusche nach bestimmten vorgegebenen Kriterauszuwdahlen,
verschiedene Tone/Gerdusche aufzufinden und zu ridigskeren unter
verschiedenen Bedingungen (zum Beispiel, Hinterdggarausch). Der Inhalt ist
nach verschiedenen Themen eingeteilt, von einféelsdhwierig und ermdglicht,
die Ergebnisse des Kindes gleich einzuschatzen.

Fiur das Sprech/Hortraining wurdxhubi Foto — Didacangewandt, das
Themenvarianten beinhaltet wie: Lebensmittel, paiskie Artikel, Prapositionen,
Tatigkeiten. Dies Material ermdglicht, verschiede®giele zu organisieren und
dabei die Verbalisierung zu férdern.

Nebenbei haben wir zwecks Horerziehung mehr&mel-Ubungen
entworfen und angewandt.

Die Ubungen zur Horentwicklung wurden gesteigeraici ihrem
Schwierigkeitsgrad angewandt.

Tatigkeiten zur Kommunikationsanregung

Um die Kommunikationsfahigkeiten zu férdern undweokeln erfolgt die
Kommunikation mit dem Cochlea-implantierten Kindvadl in einer organisierten
Weise, indem es die Umwelt kennenlernt und miteseidmwelt kommuniziert, so
wie fur seine Gruppe, der er angehdrt, vorgesehardevals auch in nicht
organisierter Weise, so oft sich die GelegenhgiterUmstande entstehen, die die
Kommunikation notwendig machen und/oder anregen.

Die Anregungstatigkeiten der Kommunikation ermdgtio, die Umwelt
wahrzunehmen und kennenzulernen, foérdern die Féljgksich mindlich
auszudricken, die mindliche Mitteilung aufzunehmen.

Nachdem die Tatigkeit im Rahmen des verbalen Thepmes grundsatzlich
die Kommunikation Lehrer-Kind mit Cl voraussetztnéglicht die Tatigkeit innerhalb
der Gruppe dem Kind mit CI sich mit anderen Kindeindlich auszutauschen.
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Somit wird jede Woche ein neues Thema gewahlt¢l neellen mindlichen
Kommunikationsmdglichkeiten der Kinder der Grughegn Interessen, den wichtigen
Ereignissen jener Woche.

Je nach ausgewahltem Thema sollen die Kinder nddbrB erzahlen (aus
Bichern oder Zeichnungen des Lehrers), ein Théat&rauffihren, ein Rollenspiel
erstellen.

Ausgehend ist ein einfaches mindliches Materia, stdrittweise erweitert
werden soll. Besonderes wichtig ist die Bilduntgeldlr das korrekte Verstehen
der mindlichen Mitteilung seitens der Kindes mit Cl

Einen besonderen Wert wurde dem Dialog Lehrer-Kodie Kind-Kind
eingeraumt. In den ersten Etappen stellt der Diakdger-Kind ein Modell fur das
Kind mit Cl dar und soll vom letzteren nachgeahnarden. Der Dialog wurde
standig der reellen Kommunikationsebene des KimdiesCl angepaldt. Es wurde
verfolgt, dal3 die Kommunikationsmaoglichkeiten ddadanregt, aktiv am Dialog
teilzunehmen. Es wurde ein einfacher Dialog mitzkur, klaren Satzen angewandt,
der dem Kind ermdglicht, die mindliche Nachricht werstehen. Schrittweise
wurde der Dialog weiterentwickelt und komplizierggstaltet. Den Kindern wurde
nicht nur abverlangt, auf Fragen zu antworten, somdrragen zu stellen, wobei
diese Fahigkeit sich durch Ubung entwickelt. Esdeuebenfalls das Rollenspiel,
das sehr wichtig fir die Bildung und Entwicklung #@mmunikationsfahigkeiten
ist, empfohlen.

Den Eltern wurde geraten, dasselbe Verhalten irkdenmunikation mit
dem Cl-implantierten Kind anzunehmen, seine verbhi#iativen zu tibernehmen,
mundlich alle Interventionen und Winsche des Kiraleszunutzen.

Es wurden Marchen mit Wiederholungshandlungen awige, die den
Kindern zusagen und ihnen ermoglichen, sich muihdli¢odelle anzueignen.
Nachdem der Lehrer das Marchen erzahlt und sictieBil bedient (es werden
Blcher mit wenig Text und vielen Bildern empfohledas Kind wird angehalten,
das Marchen wieder zu erzahlen, anfangs aufgrunérdgen des Lehrers, danach
in einfachen, klaren Satzen mit Ausrufewértern @mbmatopoie.

Die Themen aus dem Alltag wurden als besonderebtigiempfunden.
Sie ermdglichen einen reellen Dialog, der unterkketen Umstanden wieder
aufgenommen werden kann (zum Beispiel: das ThenamBEinkauf* kann in
einem Laden wiederholt werden, ein jedes Kind mé&lehhe Einkaufe).

Die ,Sprachfehler der Kindes mit Cl wurden durchiéderholung des
Wortes, des jeweiligen Satzes vom Lehrer/von deariklkorrigiert. Die Eltern
wurden vorgewarnt, daf} ein verdndertes Verhaltem deind gegenuber
(Unzufriedenheit, Unterstellung einer Lieblinggglit usw.) eine negative
Auswirkung auf das Kind hat. Es kdnnte das Selbstugen verlieren und sich
sogar weigern mit dem Lehrer und den Kollegen zorkonizieren. Sie wurden
aufgefordert, das Kind auch bei den bescheidensesuchen zu ermutigen.
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Beispiele von angewandten Themen: ,Wilde Tiere ttadistiere”, ,Das
Waldhauschen®, ,,Geschirr und Besteck”, ,LebensmiitteDen Tisch richten”,
-Wir haben Gaste", ,Sommerkleidung und —schuhe“ie,Puppe geht spazieren®,
.Beim Spaziergang“, ,Farbenspiel”, ,Beim Doktor'Bgim Puppentheater*.

Um die Bildung und Entwicklung der Kommunikationsigkeiten zu
sichern, steht das Hortraining in enger Verbindaogh gewéhlten Thema. Die
Spiel-Ubungen innerhalb des Hortrainings und dereHiehung wurden nach dem
festgelegten Thema erarbeitet.

Eine andere Mdglichkeit, die die Kommunikation désdes mit IC zu
fordert, ist, einTagebuchanzulegen. Dies soll Fotos, Zeichnungen, Basteiznin
die das Kind mit den Eltern gemacht hat, beinhalensoll Tatigkeiten des Kindes
(im Zirkus, in der Schwimmbhalle, im Zoo, im Grindigeim Spaziergang mit dem
Fahrrad), Ereignisse aus seinem Leben (Geburtsiagsies Kindes, der Eltern,
der GroReltern, Nikolaus, Weihnachten, erster gezeg Zahn, Ostereierfarben)
illustrieren. Jede Zeichnung soll von einem sehzén Kommentar begleitet ein
(ein, zwei Satze oder Satzgefiige). Das Tagebuchghicht dem Lehrer und dem
Kind mit Cl die Situationen zu kommentieren, sieee@rzuerzéhlen, die
Kommunikation des Kindes zu fordern und somit seMértschatz zu erweitern.

Bildung der Kommunikationsfahigkeiten

Die Tatigkeit innerhalb des mindlichen Therapierasinsetzt sich zum
Ziel, die mindlichen Kommunikationsfahigkeiten d€smdes mit Cl und die
Korrektur der Sprachstdérungen (unnatirliche Lak&hlen, Verdrehen und Ersatz
von Tonen usw.) herauszubilden. Bei dieser Tatigk#d in der Regel der
Horgeschadigtenpadagoge und das Kind mit Cl anwlegen haufigsten wird das
mundlich eingesetzte Material zum planifiziertenefta der Gruppe wiederholt,
jedoch in einer anderen Form, um dem Kind das ést® zu erwecken. Die
Tatigkeit im Kabinett befolgt dieselben strengenuigtsatze — Verbalisieren, nicht
Verbalismus, mindliches Material das sich von @infau komplex entwickelt,
Rollenspiel, Rollentausch, Spiel-Ubungen, intuitikéaterial, Zeichnungen, Bilder.

Es wurde Spiele wie Lotto, Schubi Foto- Didac, M- und
Zeichentrickbicher eingesetzt.

Rhythmik

Verfolgt beim Kind nicht nur eine rhytmisch-musiisghen Erfahrung,
sondern auch eine sensorisch-motorisch und psyatials Erfahrung.

Nach meiner Fortbildung in Deutschland und ich diachliteratur
(Edleditsch, H., (2001), Feudel, E., (1994), Klapge; Vliex, S.; (1997), Peter-
Uhle, S.; (1994)) angeeignet habe, wurden fiur jsekturelle Sequenz Spiel-
Ubungen entworfen, die ich innerhalb der KindeeEtGruppeund der
wochentlichen rhythmischen Téatigkeit angewandt habheJnterschied zur Therapie,
die abgesehen von der Art und Weise, meistens il erfolgt, ist die
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Rhythmik eine Gruppentatigkeit, die Ubungen werdender Kindergartengruppe
angewandt, in der das Kind mit CI integriert ishs&nsten wurden in bestimmten
Etappen des Rehabilitationsprogrammes bessere riisgebbeim Kind mit CI
innerhalb der Kindergruppe als innerhalb der irdirgllen Arbeit erzielt.

Kinder-Eltern-Gruppe

Es ist eine Tatigkeitsform, die auch Eltern alsivekt Teil in der
Rehabilitation des Horbeschadigten einschliel3t,. lzweh des Kindes mit Cl. Zur
Kinder-Eltern-Gruppe gehdren neben dem Hoérgescléigpgdagogen und die
hdrbeschadigten Kinder auch derer Eltern. Die Geugpmmt mit einem Angebot
sowohl fur die Kinder als auch fur derer Eltern.

Das Angebot fur die Kinder:

- Hortraining und Hdorerziehung;

- musikalische und rhythmische Erziehung;

- Forderung in der Bildung und Entwicklung der Speah der Gruppe
und individuell;

- Bau- und Modellingtatigkeit;

- praktische Tatigkeiten.

Das Angebot fur die Eltern:

- Beratung bezuglich verschiedene Themen:

» Horbeschadigung (Ursachen, Grade, Arten der Honldeniing);

e Versorgung mit Cl (was das Cochlea Implantat besteutie es
funktioniert, wie es gepflegt wird, seine Grenzew Worteile usw.);

¢ Schulungsmadglichkeiten;

¢ Bildungs- und Erziehungmdglichkeiten;

* Angehungsmodelle des hérgeschadigten Kindes;

e Schwierigkeiten in der Erziehung des Kindes und eand
Sonderangelegenheiten;

- Ermoglichung des Informationsaustausches zwischen Eltern von
Horgeschadigten Kindern.

Die Tatigkeit innerhalb der Kinder-Eltern-Gruppet hsich zum Ziel
gesetzt, die Eltern darauf vorzubereiten, die Riéitetlon auch in den Ferien
fortzusetzen, die im Kindergarten begonnen wurde.

Die Effizienz des erarbeiteten Rehabilitationspaogmes wird durch zwei
Fallstudien veranschaulicht. Es handelt sich um Kireder mit Cl im Alter von 5
Jahren, bzw. von 5,4 Jahren.

Beispiel 1

Personliche Daten:

Name und Vorname: M.A.
Geburtsdatum: 17.05.1999
Geschlecht: mannlich
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Audiologische Diagnose beidseitige schwergradige neuro-sensorielle
Hypoakusie

Durchschnittlicher Horverlust:  rechtes Ohr: 120 dB

linkes Ohr: 118,75 dB

Personliche Geschichte:

Eheliches Kind, deren Eltern keine Hérschwierigkeihaben. Er hat einen
kleineren horgeschadigten Bruder (beidseitige soynadige neuro-sensorielle
Hypoakusie). Die Eltern sowie die Arzte fanden keifrklarung fiir die
Horbeschadigung beider Kinder. Die Schwangersaiadt Geburt verliefen normal.
Als das Kind 10 Monate alt war, reagierte es nafftsonore Reize (Gerdusche der
Haushaltsgeréte, Fernseher), Stimme (als er mitedagenannt wurde), machten
sich jedoch keine Gedanken, nachdem der behandeidderarzt nichts
auffalliges fand. Im Alter von 1 Jahr und 10 Momateurde die Horbeschadigung
bestétigt. Einen Monat spater wurde er beidseitigHiirgeraten versorgt.

Nachdem keine wesentliche Verbesserung infolge \@esorgung mit
Horgeraten eintrat, erhielt das Kind ein Cochleaplantat im Mai 2004 (als es 5
Jahre alt war).

Bildungserfahrung:

Nach dem CI folgten 6 Monate lang logopédischeuBgen beim HNO-
Spital Panduri, Bukarest. Seit September 2002 i¢srcden Sonderkindergarten
innerhalb der Sonderschule Nr. 2 (fir Horbeschajligibiu. Die Eltern nehmen
am Treffen der Kinder-Eltern-Gruppe teil und sinesbnderes interessiert in der
Rehabilitation ihres Kindes.

Einschéatzung des Rehabilitationsprogrammes (Mai 2(8)
Vor dem Cochlea Implant

Als er in den Kindergarten ka(®chuljahr 2002-2003) brachte er bestimmte
Signale, Vokalisationen, Schreie heraus und auf&cte durch Gesten, um die
Aufmerksamkeit auf sich zu lenken. Ubrigens staiéise Haltung die wichtigste
Kommunikationsweise mit den Erwachsenen dar. Aeselbe Weise aul3ert er auch
seine Unzufriedenheit. Er hat typische Reaktionemden Widerwillen auszudriicken.
Er nimmt an der Gruppentatigkeit nicht teil, magnk8piel mit anderen Kindern
und um so weniger mit Erwachsenen. Er nimmt eiriddlegsstiick von zu Hause,
stellt sich neben die Tur und wartet, bis dafd ierEitern nach Hause fuhren. Er weint
und stol3t alle Personen, die sich ihm néhern, dlbden Platz nicht verlassen und
an bei keiner Tatigkeit mitmachen. Die erzeugtekale/Laute sind zufallig.

Nach der Anpassungszeit habe ich festgestellt, efa@uf laute Tone
reagiert (Trommel aus seiner unmittelbaren Néhe).

Phonematischen Aneignungen: in dieser Zeit (20@BR0ringt er einige
Tone heraus: die Vokale a, o, u, die Konsonant¢nnp, b. Mit grol3er Schwierigkeit
gelingt es ihm die Phoneme in Logatome und kurzet&¥/@u verbinden.
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Schuljahr 2003-2004

Er integriert sich in die Kindergruppe, nimmt geareden vorgeschlagenen
Tatigkeiten teil. Er konzentriert sich auf eineng&estand (Spielzeug, Buch, Bilder,
Spielsteine), wenn sie ihn interessieren. Er Wdh $ehaupten und Regeln festlegen.

Phonematische Aneignungen: er spricht fast alleé&he aus, ausgenommen:
z,j, 1, ¢, g, h i, rt. Er differenziert nicht die stimmlosen von denmstihaften
Phonemen, verbessert sich jedoch durch Lippenaiiiesu

Sprachentwicklung

Ausmal’ des Wortschatzes

Expressive Sprache

2002-2003 - 7 Worter, Onomatopbie einiger Tiere sgnetchend,
Transportmittel und Musikinstrumente.

2003-2004 — 20 Worter.

Die rezeptive Sprache beinhaltet ungefahr 35 Worter

Alle Worter wurden angeeignet und werden durch &lassische
Entstummungsmethode wahrgenommen.

Nachdem er einen groRen Horverlust verzeichneemalie Horgerate das
Resthorvermdgen nur im kleinsten Mal3e gefordert. ggb Reaktionen auf
kraftigen Trommelschlag und nahe laute GerauschehNer Horerziehung ist es
ihm gelungen, einige Téne und Gerausche zu erkemnereu differenzieren sowie:
die Trommel, claves, einige sonore Spielzeuge;Tédggong, das Zuschlagen der TUr.

Nach dem CI

Kurz nach dem Aktivieren und den ersten Einstelmgrat eine
bedeutende Anderung im Verhalten des Kindes aeme €atsache, die sowohl der
Defektologe als auch die Eltern feststellten. Diassasche Wahrnehmen einiger
Tone/Gerdusche wirkte heftig auf ihn ein. Auf eihmarde er sehr aufmerksam
und es interessierte ihn alles, was sich um ihigeeée. Er erfreut sich beim Horen
verschiedener Tone/Gerdusche. Er signalisiert demadhsenen, dald er hért und
will Gber die Tonquellen informiert werden.

Er reagiert auf verschiedene Tone/Gerausche urtleacer sie identifiziert
und mithilfe des Defektologen oder der Eltern venser, sie selber zu produzieren.

Er verlangt Musikinstrumente, ,spielt* darauf mitelade, erkennt die zu
Jauten” Téne, gibt den Rhythmus wieder (die er wammt), differenziert Tone
verschiedener Starken, erkennt die Pause, verssteedeitmale und kann die
Richtung, aus der der Ton kommt, anzeigen.

Er regiert auf die Stimme und, um die Bedeutung\Wlérter zu verstehen,
benutzt er das Lippenablesen.

Er fuhrt einfache Befehle aus. ,Komm!“, ,Geh!“.
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Er erkennt seinen Namen (auf Horebene), er findefaken gerufen zu
werden und antwortet mindlich darauf (,Jal!*).

Er erkennt (nach dem Gehor) einige ubliche Worféschis®, ,Mama®“,
.Papa“, ,Ei“, ,Wasser’ und einige Onomatopdie (mdem Wortsinn): ,brr!*
(PKW), ,uuu“ (Bahn), ,ham-ham (wau-wau“ (Hund), ,mmti(Kuh), ,ba“ (Schaf)
.piep” (Kiken), ,sss* (Schlange), ,schschsch! sdiisqSchnarchen), ,ahhhh®!
(Verwunderung).

Nach ca. 6 Monaten befand sich die Horschwelle rimdb normaler
Grenzen (bei 30 dB), so dal3 die Bedingungen erfiidiren, die Sprache
wahrzunehmen und zu verstehen.

Ergebnisse letzter Einschatzungen (Mai 2005)

Es gelingt ihm, vom Hoéren her 40 der 72 Tone/GafieOnomatopoie
des Programms ,Detektiv Langohr” zu erkennen unel Aufgaben betreffend
Tone/Gerdusche/Onomatopea zu losen.

Beim Programm (,HOr mal — das Horspiel fur gro3 ken mit Cili“) hat
er die mittlere Stufe erreicht.

Umfang des Wortschatzes

Die expressive Spracheesteht aus ca. 100 Woértern.

Er benennt richtig Haustiere (6), wilde Tiere (3)ansportmittel (4),
Lebensmittel (10), Mdbelstiicke (4), Besteck unddBis (4), Familie (5), Spiele
(10), Farben (7), Eigenschaften (4). Er benennt arigennt nach Lauten das
Sprachmeterial der ersten zwei Unterteste dessT@stebales Verstehen — Sibiu (20).

Er erkennt nach dem Gehdér und spricht die seinenddadie Namen der
Kollegen und der Erzieher/Padagogen aus.

Er hat die Aussagekraft der Worter entdeckt, bzwn etwas zu
erreichen/erhalten oder etwas abzulehnen. Er begngmn*, ,ich will nicht®, um
eine Ablehnung auszudriicken, ,ja“, ,gut‘, um einenahme auszudriicken sowie
die Worter ,bitte”, ,danke".

Er benutzt die BegriRBungsformeln: ,Guten Tag!, ¢hgs”, ,Auf
Wiedersehen!" sowie die Fragen ,Was machst Du?“p% ,Was?“, ,Hast ....?".
Er verlangt mandlich ,Gib mir...!*

Er ruft den Namen der Kollegen, Erzieher und armd@egsonen, mit denen
er haufig in Kontakt tritt. Er benutzt das Pronomieh” und die Adverbien ,laut®,
Jeise”, ,schnell”.

Er zahlt bis 10.

Er verknUpft verschiede Adjektive mit Substantiv@re ,griner Apfel,
.gro3e Puppe”, ,kleiner Ball“, ,schéne Blume").

Er kann einen Satz, der aus 2-3-4 Wdrtern begtehtig bilden

Lch will Wasser!”, ,Drauf3en regnet es“, “Der Humdacht wau-wau,,
“Gib mir die kleine, rote Tasse!,
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Er ersetzt die Zeichen der Gesten- und Mimik-Spgaahit erlernten
Wortern nach dem Gehor.

Er auRert eindeutig den Wunsch mit Erwachsenen Kimdlern zu
kommunizieren. Er leitet Spiele ein, die eine mioldl Komponente beinhalten
(spricht am Telefon, ist Lehrer, Verkaufer oder &y

Er erkennt die Bedeutung einiger Verben (lacherineve trinken, essen,
schlafen, stehen, gehen, laufen, sehen, nehmerjl@n, zerschneiden, waschen,
stellen, legen, brennen, héren, schlagen) und tb#deze nach Bildern. (“Papa
schlaft”. ,Mama trinkt Kaffee“, ,Papa schneidet dierte an“, ,Das Madchen
wascht die Tasse".

Rezeptive Sprache

Er versteht eine groRe Anzahl von Wortern (aus déemenbereich, das
fur die Kindergartengruppe, der er angehort, variglegien wurde,) und einige
Handlungen. Er zeigt bekannte Gegenstande, fumidaie Befehle aus (,Geh zur
Tar!", ,Bringe mir das Bilderbuch!“, ,Wasche die Hde!", bringt einen bekannten
Gegenstand, der sich nicht im Blickfeld befindet.

Er versteht Zeitadverbien ,heute”, ,morgen*.

Obwohl er einige Tone verandert oder unvollstankdéyausbringt, sie
verwechselt, spricht er eine groRe Anzahl von Wirse aus, dal3 sein ,Sprechen*
groliteils von bekannten Personen verstanden wird.

Beide Eltern nehmen am Treffen der Kinder-Elternoyipre teil. lhr
standiges Bemiihen, das Kind zu rehabilitieren, Wlem@ntwortungsvolle Haltung
und starke Motivation haben den Fortschritt deslésgesichert.

Beispiel 2

Personliche Daten:

Name und Vorname: S.S.

Geburtsdatum: 10.11.1997

Geschlecht: weiblich

Audiologische Diagnose beidseitige schwergradige neuro-sensorielle
Hypoakusie

Durchschnittlicher Horverlust: rechtes Ohr: 10%1

linkes Ohr: 100 %

Personliche Geschichte:

Eheliches Kind, deren Eltern gesund sind und kéibeschwierigkeiten
haben. Sie ist ein Einzelkind.

Die Schwangerschaft verlief normal und wurde medizh unter Kontrolle
gehalten. Es gab weder Krankheiten, noch Unfallbererdd der Schwangerschatft.
Die Geburt erfolgte normal und termingerecht.

Im ersten Lebensjahr war das Kind still und sckaem. Es war nie von
der Mutter getrennt.
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Als das Kind 1 % Jahre alt war, haben die Eltestgiestellt, dal’ es nicht
auf Tone/Gerausche oder seinen Namen etc. reagiert.

Im Alter von 2 Jahren und 4 Monaten wurde die Héchédigung bestéatigt.
Es wurde gleich nach der Bestatigung der Hypoakugi¢lorgeraten versorgt.

Es erhielt am 04.03.2003 ein Cochlea-Implantatgals,4 Jahre alt war).

Bildungserfahrung:

In der Zeit Mai 1999 bis September 2000 hat es reinermalen
Kindergarten besucht.

Seit September 2000 bis Juni 2004 hat es den Sandergarten
innerhalb der Sonderschule Nr. 2 mit Internat Horbeschadigte) Sibiu besucht.

Seit September 2004 besucht es den normalen Kiadeng

Einschéatzung des Rehabilitationsprogrammes
Vor dem Cochlea Implant

Als er in den Sonderkindergarten k§#®00 kommunizierte es kaum mit
den anderen Kindern als auch mit den Erwachsenekahtakte zu den Kollegen
waren sporadisch und zufallig.

Nachdem es die Gesten- und Mimiksprache erlerntd, dich die
Kommunikation mit den anderen gebessert, die GeManik und Pantomime hat
sie den Kindern und Lehrern nahe gebracht.

Bei der Bildung der Kommunikationsfahigkeiten gést Schwierigkeiten,
héaufig lehnt es die Zusammenarbeit ab und ist gehillt, die Aufgaben auszufihren.

Schuljahr 2001/2002

Sie rafft sich schwer auf, Handlungen/Aufgaben atetnehmen und muf3
fortwahrend ermutigt und angeregt werden.

Sie akzeptiert nur Beziehungen zu bekannten Peansone

Fur die Kommunikation benutzt sie nur die Mimik u@dstensprache.

Sie ist der individuellen Entstummungstatigkeit geigper gleichguiltig.

Phonematische Aneignungen:

In der Zeit 2000-2001 entwickelt sich ihre Spratitieit langsam, so dal3
sie am Ende des Schuljahres die Phoneme a, o, uien&onsonanten p, m
ausspricht. Sie bindet mit grofRer Schwierigkeitri®me in Silben und Worter.

Schuljahr 2002/2003

Es wird eine spektakulare Anderung im allgemeinerhsiten des Subjektes
und in seiner Haltung zur Bildung von Sprachfahigiee festgestellt. Sie erfillt
ihre Aufgaben und wiinscht, mindlich zu kommuniziede der vorausgehenden
Zeit hat sie diese Tatigkeiten abgelehnt oder waem gegeniber gleichgiiltig.
Jetzt besteht der Wunsch dafr.
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Sie erfullt immer ihre Aufgaben.

Sie pafdt sich der Kindergruppe leicht an, tritt indichtigkeit von der
Fahrerrolle zur gefuhrten Uber. Sie winscht sichnkeh die Begleitung von
Kindern. Sie arbeitet und kommuniziert nur mit baki@n Personen. Sie lehnt die
Kontakte mit Fremden ab.

Sie kommuniziert hauptsachlich mit Hilfe der Zeiokprache und der
Onomatopoie. Sie bringt veranderte Laute heraus spmetht mit Kopfstimme.
Manchmal reagiert sie auf ihren Namen (den siedem Lippen abliest). Sie gibt
und zeigt die verlangten Gegenstande. Sie zeiginvaefgefordert, die Bilder der
bekannten Gegensténde. Sie antwortet mit ihrerm&imvenn sie angeregt wird.

Phonematische Aneignungen

In der Zeit 2002-2003 besitzt sie fast alle Phondmesgenommen die
Phoneme: 1, g, r, j). Manchmal verwechselte sie doxh stellt sie sie schnell
richtig, wenn der Lehrer sie darauf aufmerksam rhaoid sie es von seinen
Lippen abliest..

Wortschatz - expressive Sprache

2001 - 5 Worter

2002 - 14 Worter

2003 — 40 Worter.

Alle Worter der expressiven Sprache wurden durabdibche Entstummung,
aufgrund der Lage der phono-artikulations Orgargk Schwingungen angeeignet.

Die rezeptive Sprache ist viel reichhaltiger.

Sie wiederholt eine grol3e Anzahl von Wdértern nagtm dehrer.

Als sie in den Kindergarten kam, benutzte sie dastti®rvermogen gar
nicht. Sie regierte nur auf den Trommelschlag neeEntfernung von 1 m.

Durch téagliches Training gelang es ihr vor dem @ha/lautlich einige
Musikinstrumente zu differenzieren: Trommel, TroepeClaves, Lautspiele. Sie
horte und verstand die menschliche Stimme nicht.

Nach dem ClI

Nach dem CI und dem Aktivieren der ersten Elektnodes Prozessors
reagierte sie auf laute Tone/Gerausche (Turscl&ybsauger, Wecker), auf die
Trommel, Trompete, Flugzeug, Auto, Telefon und ekamyg ihr, sie lautlich zu
unterscheiden. Sie reagierte nicht auf die merdohlstimme.

Nach der dritten Anpassung reagiert sie auf vigdattjuellen: Trommel,
Trompete, Glocke, Triangel, die Onomatopdie veesbbiner Tiere: Hund, Katze,
Maus, Kuh, Schaf, Pferd, Schwein, Hahn, Ente, Hitlefant, Lowe; auf Ttne,
die Pkws, Bahn, Flugzeug, Fahrrad, Staubsauger, Té¢tefon erzeugen, wobei sie
sie nicht sonor unterscheiden kann.
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Sie reagiert auf alltagliche Tone/Gerausche: wana @ur zugeschlagen
wird, ein Loffel an die Tasse angeschlagen wirdh, Besteck fallt, ein Papier
verknittert wird, Wasser in ein Gefal? geschuttetdwiSie signalisiert dem
Erwachsenen diese Tone/Gerausche.

Sie startet einfache Spiele mit einer bestimmteprashlautlichen”
Teilnahme: sie versteckt sich hinter der Tur unftl joau“ mit dem Wunsch, den
Erwachsenen zu erschrecken; verlal3t den Klassenidopft an und wartet hinein
gendtigt zu werden mit ,Ja, S...."/*Komm herein,.'S.erwartet mit ,guten Tag!"
begrif3t zu werden, antwortet am Telefon mit ,Hallama®, ,Komm, Mama®.

Reagiert auf Musik und tanzt.

Stellt den TV lauter oder leiser ein, je nach Sexgglioei der Werbung ist
ihr der Ton zu laut.

Reagiert auf Tone/Gerdusche, wenn man sie aufrmarkesachen will
(,Was hort man?*)

Reagiert allein auf Schallquellen, signalisiert demwachsenen diese Tatsache
und wenn sie diese Tonquelle nicht erkennt, bsiteeden Erwachsenen um Hilfe.

Sie wird aufmerksam, wenn man ein Musikinstrumetiérodie Musik
nicht mehr hort.

Sie erschrickt bei unerwarteten Ténen/Gerauschéng#l, Telefon).

Sie bewegt Gegenstande von der Stelle oder schiign, mit der Absicht
Tone/Gerausche zu erzeugen und freut sich, wengiesia6rt und signalisiert es
dem Erwachsenen.

Sie horcht auf Geradusche/Tone, die von draul3en lmmvon
Transportmitteln, Kirchenglocken, Vogelgezwitscheunde-gebell.

Sie ,spielt* gerne auf Musikinstrumenten, gibt Rinyien wieder, die der
Lehrer eingibt, schafft selber langsame oder stdriRhythmen, gibt leise-laute
Toéne wieder, schafft selber, auf Wunsch des LeHeise-laute Tone.

Sie befolgt einfache Anleitungen: ,Komm!“, ,Schw¥ig,Setz dich!“.

Reagiert auf die menschliche Stimme, hort, was ihamsagt, versteht es
aber nicht.

Erkennt, wenn nur ihr Name an stillen oder an lagtllen genannt wird,
sowie einige sehr haufig benutzte Worter wie: Eiséér, Trommel, Mama, Madchen.

Nach ca. 6 Monaten nach dem Aktivieren befindel sie Horschwelle
bei normalen Grenzen (30dB).

Ergebnisse letzter Einschatzungen (Mai 2005)

Es gelingt ihr alle Aufgaben des Programmes zu nlds®etektiv
Langohr®, ,H6r mal“, ,Forderspiele HorspalR*: TonadAusche zu identifizieren
und diskriminieren, Téne/Gerausche den Bildernedsie angehéren, zuzuordnen,
Tone/Gerdusche nach ihren Qualitaten zu differeezie Ubungen fur das
Hoérgedachtnis, Pausen festzulegen.
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Fir den HOr-Sprechtraining wurden die Bilder desz&a Schubi Foto
Didac benutzt. Sie versteht einfache und erweit8dtzgefiige, bildet Satze aus
zwel, drei Wortern, setzt die Woérter an die richti§telle, benutzt und versteht
einige Verben, Prapositionen (,auf’, ,unter”, ,infumliche Verhaltnisse (,oben",
.unten®), Adverbien (,hier®, ,dort”) richtig. Erkent und gibt Onomatopoéie,
Worter, Syntagmen wieder.

Fur die Bildung und Entwicklung der Kommunikatiofisigkeiten und die
Anregung der Kommunikation wurden verschiedene Tdrerand Geschichten
ausgewahlt. Es wurde der dem Thema entsprechendgsdNatz, kurzer Dialog,
im allgemeinen eine normale Kommunikation verfolgt.

Umfang des Wortschatzes

Die expressive Spracheesteht aus ca. 200 Wartern, wobei die rezeptive
Sprache viel umfangreicher ist.

Sie versteht nach Gehor einen bedeutenden Terhdedlichen Sprache.

Sie nennt richtig Namen betreffend Familie, Hauwetiavilde Tiere, ihre
Umwelt, Transportmittel und ihre Routen, Kleidurtgske, Moébelstiicke, Besteck
und Geschirr, Farben usw. Sie erkennt sie nach rGiegét nur noch selten von den
Lippen ab), bildet Satzgeflige. Fuhrt Dialoge naamifienthemen. Kommuniziert
mundlich mit bekannten Personen: Lehrer, ErzieherinHorgeschadigtenpadagogen,
Eltern und Kinder aus der Gruppe.

Sie schreibt einfache Worter nach Diktat. Sie z8it10. Sie kennt und
spricht die Namen der Kollegen, Erzieherinnen ureifde aus.

Sie spricht in einfachen Satzen. Sie tatigt kldamakaufe, sie druckt ihre
Wiunsche mindlich aus, sie liest nach den Bildenn Mérchenbicher, erzahlt
Marchen (mit Hilfe von Fragen) in einer vereinfaain&orm.

Sie hort sehr gerne Musik (wiinscht ausdrticklichsiMau héren), schlagt
den Takt und tanzt. Die rhythmischen Tatigkeitefreeen sie besonders und
wulnscht sich haufig in den Rhythmik- Saal zu gehen.

Im allgemeinen, verstehen die Personen aus ihregedong ihr Sprechen,
obwohl sie Worter aus mehreren Silben kirzt unchrstiafte mit stimmlosen
Phonemen nicht unterscheidet (,I“, ,,n“).

Im Vorjahr, in den Sommerferien, als der Sonder&igdrten geschlossen
war, besuchte sie den normalen Kindergarten. Stestd in das Kollektiv
integriert, hatte aber Kommunikationsschwierigkeiteo dal® die Sprechtherapie
auch waéhrend der Ferien fortsetzte (im Kindergartait dem Lehrer fir
Defektologie und zu Hause mit der Mutter, auf Ratldehrerin).

Die Mutter nimmt aktiv am Treffen der Kinder-Elte@ruppe teil, ihr
Interesse an der Rehabilitierung, an der Fortsgtzien Tatigkeit zu Hause wird in
der Entwicklung des Kindes widerspiegelt. Die Hit@laben eingesehen, dal3 fur
eine normale Entwicklung ein normales Leben gefiiletden soll. Zu Hause wird
sie standig verbal stimuliert, ermutigt am Teletonantworten und zu telefonieren.
Sie hat guthdrende Freunde, mit denen sie eindriifer Freizeit verbringt (geht
Schwimmen, fahrt Fahrrad).
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SUPRASEGMENTAL MORPHEMESRECEPTION IN
ROMANIAN LANGUAGE

CAROLINA HATEGAN

ZUSAMMENFASSUNG. Der Artikel mit der Uberschrift ,Empfang der
morfologischen Elemente in rumanischer SprachefrnstRande einer Recherche, in
welche die Eigenartigkeit des Empfangs der morfeédgen Elemente, im Rahmen der
Gultigkeit, der leichten geistigen Behinderung, nierderaten geistigen Behinderung,
des Hormangels und der Lernschwierigkeiten, in nisshier Sprache merklich. Das
verwendete sprachliche Material ist in einer Probge Empfangs der morfologischen
Kategorien in rumanischer Sprache enthalten. Dasz&ader Variablen, die
ausschlisslich auf die Bemessung der KompetenzeEipfangs der morfologischen
Elemente hinweist, ist auf der Grundlage der ldiskh-grammatikalischen
Konstruktionen entwickelt, welche die Omonyme natgas sprachliches Mittel zur
Verwirklichung der morfologischen Elemente in runsgher Sprache). Die
Frequenzen der richtigen Antworten der TeilnehneerFibrschung wurden berechnet,
sowie die statistische Bedeutung der Unterschiedeeicher Kennzeichen zwischen
den Arten am Niveau des Empfangs der morfologisatemblen im Kontext der
Kennzeichen der rumanischen Sprache,ermittelt wur@e Ergebnisse sind aus
statistischer Sicht bedeutenswert.

Stichworter: das morfologische Element eines Teilabschnittiés, Fahigkeit zu
verstehen, Omonyme, die Fahigkeit zu empfangen

ABSTRACT. The article entitled “Suprasegmental Morphemesption in Romanian
Language” is based on a research through whicHeteires of suparsegmental
morphemes reception are underlined in validity erntin the situation of low and
moderate mental disabilities, in the situation eting impairments and learning
difficulties. The linguistic material used is indked in a task for assessing morphologic
categories reception in Romanian, the block ofatdes that exclusively focuses on
assessing suprasegmental morphemes reception &eingrated based on certain
lexical-grammatical constructions that valorizednographs (as linguistic mean for
concretizing suprasegmental morphemes in Romarifamicipants™ in the research
correct answers frequencies were calculated, akthelstatistic significance of
the differences through which intra-categoricaltfees at the level of reception
suprasegmental morphemes variables are emphasiaethg into consideration
Romanian language particularities, these resultggbagnificant from a statistical
point of view.

Keywords: segmental morphemes, suparsegmental morphemagreoension,
homographs, reception abilities.
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1. Morphologic side of the linguistic system. Theor etical approach

Morpheme is the structural and functional unit diey morphologic
language side, being the smallest unit carryingmimgaas analyzing the structure
of a word. This is the smallest unit characterifteth two perspectives, from the
expression and the content perspective (Stan, 1996)

As linguistic system structure is an integratingl amegrated one, simple
units are integrated and are part of the complex thus regarding to the relation
between morphemes and other units that charactbnigaistic system, can be
underline the connection with phonemes, but algh Wexemes. Morphemes are
compose from phonemes, they integrating phonemids and are integrated by
lexemes that are more complex units. On the contrghonemes are units
characterized from a single perspective, from esgiom perspective, being simpler
units comparing them with morphemes, but also \eikemes.

Identifying the morphemic structure of a certain rdvohas a great
importance in order to configure linguistic systemrphologic side, in order to
differentiate between morphologic categories. Thmerphologic analyze has an
important value from an historical perspective rdgay language, ensuring the
way language is developed from a diachronic pdiniew.

1.1. Morphemes classification

A criterion according to which morphemes are clessis the nature of the
phonologic element that represents the expresileno§ the morpheme. Morphemes
are from this point of vievgegmentabnes, they being represented through segmental
phonemes (for instance in the Romanian word “cabe’-house, the second “a” is a
segmental morpheme, the word being decomposedagi‘and “—a”, first unit being
the root of the word and the second one being dlgensntal morphemic unit) and
suprasegmental morpheméisey being represented from the expression pintesv
through suprasegmental phonemes (stress and intonat

Although intonation can't be put into practice agsociated with a
segmental sequence, it can be a means of exprasfsagontent unit, and it can
represent a morpheme by itself. Stress, is pa# wlorphemic structure, it being
often associated with one or more other segmemdab.uThus, in Romanian
flexion can be registered the morphema” (,cant/a”- sing, a verb at present
simple, indicative) and the morphemié’,,(,,cént/é”- the same verb to sing but in a
kind of present perfect time, indicative). The nfeme from the present perfect
structure is composed from the segmental phonethane stress, the suprasegmental
component, as § from present simple, indicative is reduced to Hegmental
phoneme 3", being opposed and differentiating from the mapie of present
perfect by the fact that stress is missing. Theamggmental differentiation solves in
this way, the homonymy between the two morphemictires (Bejan, 2001).

Stress has a role by itself in vocative and impezastructures: vocative
being often identical as phonemic structure with ttominative, and imperative
with present indicative. In these situations, theess intensity differentiates
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between the two forms— ,lodana’- Joanna (nominatiae)d ,loana!’-Joanna

(vocative) or gézi"-sit (indicative) and sezi!”-sit (imperative). The presence of a
more intense stress differentiates between vocath@ninative and imperative —
present indicative. The growth of intensity is ajwaassociated with the tone
rising, thus a change of intonation patternt(Ga967, 2007).

2 Theblock of suprasegmental morphemesin the task for assessing the
reception abilities of morphemic categories

Having into consideration these theoretic aspebis,presence of these
aspects within a task through which the receptimd aomprehension abilities
regarding morphologic categories specific to Romariianguage are assessed is
absolutely necessary. The complexity of this pmobénd the novelty of introducing
them in a psycholinguistic approach implies inciegghe number of the items
included in the task, at the level of this blockvafiables to twelve, comparing with
the number of items at the level of other morphdstfocks included in the probe for
assessing reception abilities of the morphologiegaries.

In the context of this block of variables are faléml the fallowing pairs of
homographs:

- stropi — drops (noun)/stropi- to water (verb);

- &lbi — white in plural (adjective)/ albi — to pain white (verb);

- clasa - class (noun)/clasé - to classify (verb);

- patina - skate (noun)/patina — to skate(verb);

- adrésa — address (noun)/adresé — to addressabsdy (verb);

- vésel — happy (adjective)/ veseldishes (noun);

- masa — table (noun)/ masa- to make a massadg®;(ver

- ga@ — train station (noun)/gara- to park the car iraga (verb).

The approach in this contrastive manner is oneithglies a high level of
difficulty as it is restricted to the lexical levahd it is focuses only on lexical
contents. In this way, the proposed perspectiveutiin the assessment tool is one
that values and details the lexical aspects ofldhguage in propositional plan.
Thus, it is facilitated the approach of the polis@tic lexical contents of the words
from the homographs pairs: ,clasa’- the class-dmcational level; ,clasa’- class- as a
train compartment, ,a clasa’- to classify —the weith the meaning of categorizing).

At the level of this morphemic block items insutee tmorphemes, and
lexical items contextualization, the children’s Kaseing the one to prove the
comprehension of the presented contents by idémgifshe correspondent images
among four different images.

Suprasegmental morphemes aspect can be investigmtad)h the items
that assess the reception and the comprehensiompafrative mood, but it is
located in the block of morphemes that expresstypis of verbal mood.
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The target items are:

Items

1. Fata stropi florile. (The girl watered the flowg

2. Baiatul albi gardul. (The boy painted in white thade.)

3. Masina patina la deal. (The car slipped while goingoaghe hill).

4. Mama masa o fat(Mother made a massage to a girl.)

5. Mama gat maina in curte. (Mother parked the car in the yard.)

6. Trenul sosge Tn gaii. (The train arrives in the train station.)

7. Mama clasa borcanele iintari. (Mother classified the jars in the store room.)

8. Fata clasa cuburile ¢i0 de celelalte. (The girl classified the red culdfesm the
others.)
9. Fata se adresa mamei. (The girl addresses todtber.)

10. Adresa este notigpe plic. (The address is written on the envelope.)

11. Baiatul ca# vesela. (The boy carries the dishes).

12. Fata veselciteste o carte. (The happy girl reads a book.)

Through introducing in the assessing tool the blatkvariables that
focuses on suprasegmental morphemes is underhiegaotverful relation between
language morphologic side and the lexical languamge, but also with the
phonologic one (as long as the morphemic suprasegiseare expresses through
phonemic suprasegmentals, this relation beingedshy the propositional situation,
one that has pragmatic, contextual value, beinghasiped the structuralism
based, systemic perspective on language and coroatiam.

3. Research description

3.1. Objectives
In order to assess the way in which the differembgonents of morphologic
competence configure at the level of verbal languam receptive dimension, in
Romanian Language, both in valid children and & tlse of the children with
disabilities and those with learning difficultiesasvdeveloped a research whose
objectives are:
1. Underlying the features of the way in which thditds of suprasegmental
morphemes reception are structured, at receptia, limm the case of the
children with disabilities (low mental deficiencynoderate mental
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deficiency, hearing impairment) and in the casdhaf children with
learning difficulties (dyslexia, dyslexia-dysgraghiincluded in the
grads I-IV.

2. Underlining the features of suprasegmental morpkameeption in the
case of the valid children included in the firshde.

3.2 Participants in the research:

Criterion on which the participants™ selection wlaseloped:

a. chronologic age (the participants™ chronologie & 6-11 years old,
corresponding to the schooling area I-lv grades @lguments that lead to the
establishing of this age interval are identifiablemore studies and researches.
Among these can be mentioned those developed bikoB@958) and Selby
(1972). Those two researchers underlined the Fettftexional rules are acquired
by valid children with ages between 7-11 years thidir researches excluding the
contribution of the lexical content by focusing thve flexion of the pseudo-words.
Also, the research through which the homonym Ehgliest TROG was
standardized underlined the fact that their pgrdiots at the research, having 6,7
years succeeded in correctly answering in halhefitems of the test (in ten from
those twenty blocks of items included in the test)ile those being 11 years old or
being over this age succeeded in offering correstwars for all those twenty
blocks of items included in the test. Starting fahmase researches, as well as from
the researches developed by Nagy (1993), Carli885(1 Leong (1989), Elbro
(1989), Rubin (1979), it was underlined the facattihe development of the
morphologic competence is dependent on historiaauage features, on the
schooling period (especially the first years wheading- writing abilities are
acquired), on phonologic awareness and on phonkegitng. In these conditions
the criterion of the age of 6-11 years is one duditection the research that we
intend to develop towards particularizing the astjioin and the assessment of
morphologic competence in Romanian language, incése of the children with
disabilities (mental impairments and hearing impaints) in the case of those with
learning difficulties and of the valid ones. Frone twhole aspects that morphologic
competence is, in Romanian language, this resesrdérlines only the features of
the morphologic abilities concerning suprasegmentaipphemes.

b) the participant’s in the research diagnose

The participants included in the research were sédected according to
the diagnose criterion. Thus, in this researchirasi@ded children with: low mental
disabilities, moderate mental disabilities, childrgith severe/profound congenital
hearing impairments and children with learning bliees. There wasn't a unitary
way of diagnosing these children included in theeagch, other than the one of
their diagnose according to which they are incluidetthie schools from where they
come. It was made an attempt to control this adpeselecting only those children
that the special education teachers who work wigmt recommend to be part of
the participants from these research, confirmimgdiagnose. These aspects can be
considered as limits of the research.
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The selection of a group of valid children with thge of 6-7 years old
(included in the first grade) is aimed to faci@dhe configuration of an assessment
and screening tool for learning difficulties, beitadgen into consideration the fact
that the majority of the researches underline ttreng connection between
language morphologic component ad the acquisitioraxing-writing abilities.

3.3. Participations™ diagnose- description

Valid Cumulative
Frequency Percent Percent Percent
Valid Valid 70 34.3 34.3 34.3
Low mental disabilities 52 25.5 25.5 59.8
mggsirlﬁ‘ifsmema' 15 7.4 7.4 67.2
Learning difficulties 60 29.4 29.4 96.6
Hearing impairments 7 3.4 3.4 100.0
Total 204 100.0 100.0
3.4. Participations™ schooling level — details
Cumulative
Frequency Percent | Valid Percent Percent
Valid  First grade 92 45.1 45.1 45.1
Second gradsg 44 21.6 21.6 66.7
Third grade 37 18.1 18.1 84.8
Fourth grade 31 15.2 15.2 100.0
Total 204 100.0 100.0

3.5 Research methods:

- the task for assessing the reception abilitiesceming morphologic
categories in Romanian Language (PRCM), task adagiter the TROG test (Test
for Reception of Grammar) (Bishop, D.; Bright, Pames, C.; Bishop, S; Van Der
Lely, H., 2000).

It was calculated the frequencies difference assthigects™ number from
every diagnose category is different. Despite tiigexts’ number, at the level of
the suprasegmental morphemes variables block, eamepistered differences
among the subject” answers having into considerdtie diagnose category they
are included in. These differences are statisginicant, in p<0.1. This aspect
infirm the null hypothesis (§) through which any registered difference is due to
the chance, not to a certain factor.
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The difference significance was calculated by ustegrson, the Likelihood
Ratio Chi Square and Linear-by-Linear Associatioethnds, but the values are
similar, the statistic significance is the samepeas$ that explains why while
interpreting the results only those obtained byr&was method is referred to.

Calculating the frequencies of the given answerglaibal level, for the
participants in the research categories allowsdegnt the features and the specific of
how morphologic abilities at the level of suprasegtal morphemes in Romanian
language are structure in the case of valid childod mentally disabled, hearing
impaired children as well as in the case of thédm with learning difficulties. This
aspect is required by analyzing the researchesdiwoad, in this field, researches that
are not developed on Romanian population, and berlining, in this why, the fact
that by generalizing their findings on Romanianyagion is not enough.

3.6 Discussions and interpretations of the obtairesililts

The frequency of the participants™ correct answatsthe level of the
subscale through which the suprasegmental morpheat®gory is assessed, is
presented in the fallowing table:

Suprasegmental morphemes Total
1.00 | 2.00 | 3.00 | 4.00 | 5.00 | 6.00 | 7.00 | 8.00 | 9.00 | 10.00 | 11.00| 12.00| 1.00
The  valid o] o/ o| o/ o| o| 2| 11| 27| 15 1| 14| 70
subjects
diagnose oW
mental 0 0 0 1 0 2 6 13| 20 7 3 0 52
disability
Moderate
mental 0 0 0 2 1 2 5 3 2 0 0 0 15
disability
Learning
difficultios 0 0 0 0 0 0 3| 14| 12 13 11 7 60
Hearing
impairment 1 1 3 2 0 0 0 0 0 0 0 0 7
Total 1 1 3 5 1 4| 16| 41| 61| 35 15| 21| 204

Within this subscale were included twelve itemaerinclude the homograph
that reveals the morphemic value of the stresslevthe other three underline the
pair of the homograph in which the value of theesdrin revealed. Thus, the
answers to this subscale are to be qualitativeBlyaed, this type of analyze
offering more clear results about the children’ifiteds to discriminate. According
to it the most frequent errors are registered endhses of the fallowing verbs: ,a
stropi-to water”, ,a albi-to paint in white”, ,a g&to park”, ,a clasa-to classify” and in
the case of the noun ,vesealishes” and of the adjective “vessel-happy".

Both from a quantitative and qualitative point aéw, is important to
underline the fact that the children’s errors ayeragistered at the level of those
three items with obvious lexical content, but ie tase of the other nine items, the
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suprasegmental morphemic aspect being the problés®. number of the correct
answers for all those twelve items is reduced fgpumo consideration the whole
subscale, in the case of all the participants enréisearch. Thus, just 20% among the
valid participants in the research offered coreewers for all those twelve items of
the subscale, most of them 38,57% offering comesivers for just nine items. The
children with learning difficulties offered, in grortion of 12% correct answers for all
those twelve items of the subscale, while 23,33%ranthese offered eight correct
answers, 20% nine correct answers and 21,66% teect@answers. Between these
two categories of participants in the researchoutin the frequencies analyze are
indicated differences, remaining that these diffees to be statistically expressed.
These types of results can't be reported to anieeidformances obtained by children,
in Romanian literature, but neither in foreign ca®the morphemic value of the stress
is not to be identified in all the foreign languageses, and in English literature is not
to be found.

The children with low mental disability obtained euferior performance
comparing to the other two groups of participamtshe research, none of them
succeeding in correctly answering to all the iténatuded in the subscale, most of
them offering (38,46%) correct answers, for nieeng, among those twelve of the
subscale.

In the case of the children with moderate mentsaldility the registered
performance is even a lowered one, five from thfikeen participants in the
research (33,33%) offering correct answers for séeens of the subscale. Despite
the indicated low level, it can be underlined thetfthat the moderate mentally
disabled children obtained better results in thiskt by comparison with the
hearing impaired ones. In the case of the heanmpgaired children can be
emphasize the fact that none of them succeededrieatly answering to more
than four items of the subscale, and the correstvars are given mostly for those
three answers that do not include explicitly therasegmental morpheme. In what
these results are concerned, an explanation cathabein sign language these
morphemes are more difficult expressed. Thus, imésl of the sign language
interpretation of the items included in this taskntinto aspects that clarify the fact
that the hearing impaired children obtained thergsioresults in the case of this
block of variables, even poorest than the modemetetally disabled children.

It is important to be underlined the fact that e ttase of the categories of
participants from this research, with the exceptibine hearing impaired children, were
not obtained frequencies of correct answers in rfeftleens than four, aspect that
emphasizes this block of morphemes is an impoeast; to analyze and to be acquired,
in a certain degree, by the categories of partitgom the research, despite the fact that
this morphologic aspect is not to be identifiechimithe textbooks but seldom, and from
the curriculum of Romanian language and literatur&om the curriculum of speech
therapy it completely missing. This aspect is atsengthened through the correlations
with the other categories of morphemic variableduited in the probe, in order to
assess children’s receptive abilities regardingoh®@nes in Romanian language.
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The differences of the frequencies above analymedtatistically significant,
aspect that underlines that the different aspemtsarning the acquisition of this
morphologic category within the participants in tlesearch. The differences are
highly significant (p<0.1) aspect that can be obsehby analyzing the value of Chi
square in the fallowing table:

Chi-Square Tests

Asymp. Sig.
Value df (2-sided)
Pearson Chi-Square | 259.768(a) 44 .000
Likelihood Ratio 138.183 44 .000
Lmear.—by—Llnear 11.667 1 001
Association
N of Valid Cases 204

a 46 cells (76.7%) have expected count less thahéminimum expected count is .03.

4, Conclusions:

This research is one of the first researches desglon Romanian population
on this subject, that of the suprasegmental morpkerfihe obtained results are
meant to underline the fact that despite the faat participants in the research
have different ages, the most important factor thffierentiates between them is
their diagnose. Even if these kinds of comparisamgsnot very informative it is
important as through this research is meant tddmtified different acquisition levels
regarding the various components of morphologicpetence.

Suprasegmental morphemes are of a great importaaaguage therapy
field in order to train children’s phonological aemess as well as their lexical
acquisitions with pragmatic value. This aspect &dst to deal with the reading-
writing acquisition it, besides other componentsnofphologic awareness, delivering
information about children’s learning difficulti€hus, this morphologic aspect can be
developed within a test for screening, identifyargd stimulating the acquisitions
in the writing/reading area.
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PHONOLOGICAL AND VISUAL PROCESSING SKILLSIN
CHILDREN WITH INTELLECTUAL DISABILITIESAND
READING DIFFICULTIES

CARMEN BODEA

ABSTRACT. Considering the high frequency of reading and imgit
difficulties among children with intellectual dishties, as well as the
difficulties encountered by them in literacy, we s to investigate the
role of phonological awareness and visual procgssihills in the complex
mechanism of word decoding. The fundamental questioour study is
whether the same mechanisms responsible for theleansymptomatic
aspects of dyslexia are present in intellectuabhlidity. The results
indicate that phonological awareness skills andialparientation skills
can discriminate between readers and non- readéts intellectual
disabilities.

Keywords. intellectual disability, phonological awarenessual processing,
reading.

ZUSAMMENFASSUNG. Nach der Feststellung der wachsenden Frequenz
der Lese- und Schreibstérung in den Reihen der éimdit geistlicher
Storung, sowie die Schwierigkeiten die sie im Lerrdes Lesens und
Schreibens erfahren, haben wir uns vorgeschlagen Riblle des
phonologischen Bewusstseins und der visuellen beitangen im komplexen
Mechanismus der Dekodifizierung des Wortes zu wsotgren. Die
Grundfrage des Studiums ist, wenn auch in der Reuotig der geistlichen
Storung dieselben Mechanismen zustandig fir dasple@m symptoma-
tologische Bild der Dislexien sind. Nach der Analgler Ergebnisse haben
wir festgestellt, dass das, was den Unterschiedchein den Lesern und
den Nichtlesern mit geistlicher Stérung macht, di@higkeit des
phonologischen Bewusstseins und der rAumlichem@eieing ist.

Stichworte: geistliche Stérung, phonologisches Bewusstseiisuelle
Verarbeitung, das Lesen

Considering the high prevalence of dyslexia amdmilgiren with intellectual
disabilities in special schools, and observingdificulties they encounter in the
literacy process, many researchers have focuse¢hli®topic, putting an emphasis
on developmental and remedial approaches to ligerac
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An overview of the frequency of reading difficukign children with
intellectual disabilities enrolled in a special aghwas obtained previously. The
frequencies are reported in table 1, as it follows:

Tablel
Grade Total number of Total number of Percentage
students assessed students displaying
for reading reading difficulties
- IV 120 40 33%
V-Vl 85 30 35%

The data presented above indicates a high frequein®ading difficulties
in children with intellectual disabilities. This tdawas drawn from the initial and
interim curriculum- based evaluations of Romanimgliage teachers in the school.
We only considered the cases displaying readinficdifies such as illiteracy or
reading at letter/ syllable level. Considering tthet frequency of reading disabilities
in normal school population is somewhere around®%-our data indicates a
concerning high incidence of such problems amoagtidents of the special school.

In a longitudinal study conducted by Rosca & Catuatn the psychological
aspects implicated in literacy, in the case ofdrkih with intellectual disabilities,
they used observational methods to identify thdiadities encountered by the
students in the process of learning to read, aksasehe effects of various remedial
methods addressing these difficulties. Three maitegories of problems were
identified: difficulties in making the synthesis ttters into words, difficulties
related to the particularities of the analysis afien, and difficulties related to
perceived failure in reading tasks with loss oérast.

In a study by Burlea (2007), children with intetlgsd disabilities were
compared to normal children on symptoms of dyslexid dysgraphia. The children
were administered 5 reading and writing tasks bad performance was coded on an
assessment checklist. The tasks were selecteditati| various types of reading and
writing errors, such as: omissions, insertionssstutions, confusions among letters
and/or words, fluency problems in reading and mgitidifficulties in matching the
phoneme to the grapheme, difficulties in understanthe semantics attributed to a
graphic symbol, difficulties in following calligréaic and grammar rules, difficulties in
syllable segmentation, difficulties in using theggawriting space, not respecting the
lines on the writing space, joining or comprisingrds. The comparisons between the
two groups included in the study, showed no sigaifi difference. Thus, children with
intellectual disabilities and dyslexic difficultiedisplay the same error pattern as
dyslexic children with intact intellect. The resutif the study indicated also a higher
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frequency of reading difficulties in children withtellectual disabilities compared to

normal children. Also, by comparing the frequenciegrrors at the beginning of the

school year and at the end of the first semestate® analyzed the effect of speech-
language therapy in the case of children with liedt&lal disabilities. The result

indicates that the types of identified errors fastonger periods of time and are much
more resistant to remediation actions (Burlea, 2007

Therefore, the symptoms of dyslexia are preserthéncase of children
with intellectual disabilities, but the diagnostidteria exclude the cases of low
intellectual functioning. The role that the phormtal awareness plays in literacy
was validated empirically and through research.nBlogical awareness is of
greater importance in learning to read than IQba&kecomprehension, and reading
prerequisites (Stanovich, 1994; Lyon, 1995; apuch&ids, 1999). Phonological
awareness represents the fundament for graphialadpils systems and seems to be
a reliable predictor of reading skills. Adams (1% hare& Stanovich (1995)(apud
Richards, 1999) argued that phonological awaremedees the clear cut between
good readers and poor readers.

On the other hand, visual processing in word dewpdieals with the
visual features of the whole word and of its cdostits. Perceptual analysis and
synthesis are involved in this process. Or, indrkih with intellectual disabilities
visual analysis and synthesis are def phonologicadessing impaired, resulting in
nonspecific representations and confusions in weecdgnition.

Conners et colab. (2001) analyzed possible difta®in the performance of
students with intellectual disabilities (with anditheut reading difficulties) in
phonological tasks. The two groups were comparedeveral measures: general
intelligence, verbal skills, phonological awarenemsd phonological memory. The
resuls indicate that children with intellectual atlisities and intact reading skills
obtained higher scores in verbal skills, phonolaiggavareness, phonological memory
tasks, but not on general intelligence tests. Wtheny eliminated age variable, the
students with reading difficulties scored signifittia lower in tasks of rehearsal in
phnological memory and close to significance inruhagical awareness tasks. When
intellectual abilities are limited, rehearsal iropblogical memory seemed to be critical
for learning to read. Its importance to readingrssk to exceed intelligence, verbal
skills, and phonological awareness role. The pesults in the case of phonological
awareness may be due, in part to a poor seledtitire gghonological awareness task,
which did not require a phonological output. Orthie case of cognitive disabilities,
research indicates that a low performance in weabgnition may be due to a
combination between poor phonological represenstnd a poor phonological output.

In her study Farkas (1964) obtained a poorer padioce of children with
intellectual disabilities in reading non-words, thavords, and explained the
findings by the fact that non-word reading involegmlysis and synthesis operations
at a greater extent. The synthesis of non- wordesdo be a good indicator of the
functionality of phonological memory.
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Cossu et al. (Kzoung Sun & Kemp, 2006) comparedoam of children
with Down syndrome to reading level matched grodipchildren with normal
intellectual functioning, on phonological procesggsskills. Phonological processing
tasks included: counting phonemes in a word, phandeletion, phonemic analysis
and synthesis. The Down syndrome group scored l@methese measures. The
results were explained by a lack of direct cori@iabetween acquisition of reading
and phonological abilities. Critics to the artielgued that the low performance on
phonological tasks might be due to the difficulfyttee phonemic deletion task.

HYPOTHESISAND OBJECTIVES

Objectives

» Emphasizing the importance of phonological awarerssd
visual processing for reading acquisition

» Analyzing the type of phonological and visual prEgiag
affected in the context of cognitive disabilitiessaciated with specific
reading difficulties.

» Analyzing the cognitive abilities which mark theffdiences
in decoding written words in children with cognéidisabilities.

Resear ch hypothesis

Working hypothesis

1. Children with cognitive disabilities and readingfidulties
will have lower performance in visual processingki& than children with
cognitive disabilities but without reading diffidigs

2. Children with cognitive disabilities and readingfidulties
will have lower performance in phonological progegstasks, than
children with cognitive disabilities but withoutading difficulties

Resear ch design

We will use an inter-subjects experimental desifhe research design
will consist in using a mixed experimental plan whehe relation between
classifying variable and the dependent variableas a causal one but one of
covariance. Because the subjects were distriboteda groups based on a classifying
variable, in this case — the presence and the abs#rreading difficulties in case
of a mental deficiency- we cannot establish thesterice of a causal relationship
between the independent variable (classifying)tardlependent variable.

In this situation the dependent variables will be:

» Phonological processing operationalizeg the scores at
phonological awareness task
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» Visual processing operationalized by the scoresthet
following sub-scales: shape-content, shape congtapatial orientation

Participants

The subjects included in this research were thdestis of the Special
School — C.R.D.E.LI, enrolled in 2007-2008 schgedr, and diagnosed with mild
mental retardation ( N=18)

Selection

A number of 9 subjects with mental retardation withreading difficulties
and 9 subjects with mental retardation and readiffgculties were selected. We
also took into consideration the mean age of thgests (m= 12) and the degree of
mental retardation (mild). In order to eliminate thffect of cognitive deficit upon
lexical processing, we chose to include the subjadth mild mental retardation
(IQ between 50-69). The distribution of the suljeato the two groups (with and
without reading difficulties) was done based on thlsults at initial evaluation
conducted by the special education teacher.

Resear ch instruments

In order to obtain the necessary data to test jipothesis we used the
following instruments:

» Frostig —in order to evaluate visual perceptudirantor function

» Phonological awareness test — based on Phonolaginatience
task; source: Reeducation orthophonique no. 19%8{188condary source:
“Instruments, tasks and tests for educational ean of children with
disabilities”

» Teaches made tasks for evaluation of reading arichgvr

Resear ch procedure

The subjects will be evaluated with the instrumanentioned above and
the results were analyzed from a statistical pointiew, according to the procedure
described before.

The procedure was as follow:

a. From FROSTIG subscales were selected 3 of themghmbvaluate
different aspects of visual processing involvedéading (shape- content, shape
constancy, spatial orientation).

b. Phonological awareness task - source: Reeducatibapthonique no.
197/1999; secondary source: “Instruments, taskstestd for educational evaluation
of children with disabilities”
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Results

Data analysis

The students were evaluated as described aboveeghies being analyzed
from a quantitative and qualitative point of vieBonsidering the characteristics of
the experimental design and the subjects includetis study, statistical analysis
will be done using a non- parametrical method, nar&ann — Whitney method.
We will compare the raw scores between the twogeates, scores from the 3
Frostig subscales, general score at Phonologiceloience task.

Below are the raw scores of the two groups:

S1 245 2 11 4
S2 39 12 10 5
S3 27.5 19 10 5
S4 22 20 6 4
S5 295 12 5 5
S6 30 19 5 5
S7 22 20 7 6
S8 41.5 20 7 6
S9 29.5 15 6 5
[ GroupDC |
S10 50 14 5 7
S11 51 2 4 5
S12 48.5 13 9 7
S13 455 17 3 7
S14 455 11 6 4
S15 27.5 18 6 4
S16 50.5 20 5 8
S17 46 19 2 7
S18 39.5 12 7 7
Results

To analyze the data we used a non- parametriciloghethe Mann Whitney
statistical method for independent groups.
We had the following results:
1. Phonological awareness
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The results obtain by analyzing the raw data by dMfhitney test don not
sustain the null hypothesis, which mean that wes tsgnificant differences between

the two groups at this task (p < .001)

GRUP N Mean Ran Sumo
Ranks
CONFON 1.00 9 5.72 51.50
2.00 9 13.2¢ 119.50
Total 18
CONFON
Mann-Whitney U 6.500
Wilcoxon W 51.500
z -3.008
Asymp. Sig. (2- .003
tailed)
Exact Sig. [2*(1- .001
tailed Sig.)]

2. Figure- ground discrimination subtest
The statistical processing of the differences betw¢he two samples

doesn't infirm the null hypothesis, so the distions between the two groups are

not significant. (p<0.730)

GRUP N Mean Rank Sum o
Rank:
1.00 9 9.00 81.0C
FORMFON
D
2.00 9 10.00 90.0¢
Total 18
FORMFOND
Mann-Whitney U 36.000
Wilcoxon W 81.000
z -.399
Asymp. Sig. (2- .690
tailed)
Exact Sig. [2*(1- .730
tailed Sig.)]

test statistics
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3. Constancy of shape

The statistical processing of the differences betwg¢he two samples
doesn't refute the null hypothesis, so the distoms between the two groups are
not significant. (p<0.796).

GRUP N Mean Rank Sumo
Ranks
CONSTFOF 1.00 9 9.89 89.0(
2.00 9 9.11 82.0(
Total 18
CONSTFOF
MannWhitney 37.000
U
Wilcoxon W 82.000
Z -.315
Asymp. Sig .753
(2-tailed)
Exact Sig .796
[2*(1-tailec
Sig.)]

Test Statistics
a Not corrected for ties.
b Grouping Variable: GRUP

4. The spatial orientation

The statistical processing of the differences betw¢he two samples
contradicts the null hypothesis, so we have sigaifi differences between the
performances of the two groups at the significargghold (p<0.019)

GRUF N Mean Rank Sumo
Rank:
ORSPAT 1.0C 9 6.61 59.5(
2.0C 9 12.39 111.5(
Total 18
ORSPAT

Mann-Whitney U 14.500
Wilcoxon W 59.500

z -2.340
Asymp. Sig. (2-tailed) .019
Exact Sig. [2*(1-tailed Sig.)] .019

Test Statistics
a Not corrected for ties.
b Grouping Variable: GRUP
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The Qualitative I nter pretation of the Results

After the qualitative analysis of the subjects’fpemance at the three tests
of processing the visual stimuli, significant drifaces were found between the two
groups at the spatial orientation test. All cogeitdisabled children with reading
difficulties got lower scores at this item than oitiye disabled children without
reading difficulties. Moreover, all cognitive dised children with reading difficulties
scored the lowest at the spatial orientation ofdbmplex shapes. Based on this,
we cannot totally validate the hypothesis no. dhee significant differences were
only present at one of three tasks). Therefore amnat say that when it comes to
the visual processing of the stimuli, the mentaligabled subjects with reading
difficulties score lower than those who don’t haeading difficulties. However,
taking into account the significant differences eved at the spatial orientation
subscale, we can say that performances at this dag&riate with the reading
difficulties in subjects with cognitive disabilise

From the qualitative analysis of the results olgdiby the subjects in the
Phonological Awareness test, we see that all stejetth good reading skills
scored higher than those who didn't acquire anglirgaskills. The significant
differences obtained allow us to contradict thel mypothesis and therefore
confirm the work hypothesis no. 2 which is that mtge disabled children with
reading difficulties will perform worse at the plodngical processing tasks than
cognitive disabled children with no reading diffibkes. That is to say the
performance at the Phonological Awareness tesbeatonsidered a discriminating
factor between children with reading difficultiesdathose who don’t have them,
when both of them present a cognitive deficit.

The findings indicate the implications of phonolaji awareness for
reading. Its importance for practice is extremedjuable, as teachers can make a
choice between the global method of teaching aagttonetic method.
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THE CHARACTERISTICS OF SCHOOL VIOLENCE IN URBAN
AND RURAL AREA

ADRIAN RO SAN

ZUSAMMENFASSUNG. Diese Studie bewertet die Hauptmerkmale der Gewal
in Schulen aus dem stadtlichen und landlichen Gehielche ein wesentliches

Element in der Entwicklung der Screening- und Vedlerungsprogramme der
Gewalt in Schulen sind.

Stichworte: Gewalt in Schulen, Screnning, Risiko des gewdldn Verhaltens,
das stadtliche und landliche Gebiet

ABSTRACT. This research assess the main features of sefmlehce both in
rural and urban settings, features that can comstian essential element in
projecting screening and school violence preverpimgrams.

Keywords: school violence, screening, risk of violent bebgwrban and rural area

A holistic approach of violence emphasizes thrggomant aspects regarding
its prevention: a) the understanding of the factehsch establish the risk of the
emergence of antisocial behavior; b) the developroEsome programs in order to
diminish the risk factors. c) the increasing of tpative factors which allow the
annulment of the antisocial behavior. In geneta, authors who want to obtain a
general view of the antisocial and violent behgvdoe trying to answer the following
questions: Who are the teenagers that are deseribadtisocial and violent and what
kind of behavior patterns are specific to them?dNfiactors determine the risk of the
adoption of this kind of behavior? Which are thetdes which could come against the
apparition of these behavior patterns when theestgpre exposed to the risk? What
strategies and specific programs can be considsfeient in order to prevent the
emergence of this behavior during the adolescence?

In the first part of this paper | will try to symtkize the published paper
regarding the teenagers’ antisocial and violent ataeln, including :a) the
characteristics of this part of population andgtevalence of the antisocial and violent
behavior; b) the factors which imply the teenageas& to adopt this type of behavior;
¢) the factors which promote the eradication of tiéhavior and protects the teenager
from the manifestation of some of these behavitiepss; d) the strategies and specific
programs against the antisocial and violent behafiteenagers.
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THE METHODOLOGY OF RESEARCH

1. 1. The objectives and the hypothesis of study

1.1.1. The objectives refer to:

e The investigation of teenagers’ (14-18 years oldhion regarding the
frequency of violent behavior in the urban and lruesucational
environment.

e The investigation of teenagers'(14-18years old)nigpi regarding the
frequency of violent behavior in the educationaliEmnment according to
the gender.

* The identification of teenagers’(14-18 years olgiin@n regarding the
places inside the educational environment wherevibkent behavior is
produced.

« The identification of teenagers’(14-18 years oldin@n regarding precise
moments of the day when the violent behavior isipced.

* The identification of teenagers’(14-18 years olgiin@n regarding the
way in which the teachers succeed in preventingcantrolling the violent
behavior in the educational environment.

1.1.2. The hypothesis

* There will not be significant difference betweere thrban and rural
educational environment concerning the frequenoyiaént behavior.

* There will not be significant difference betweere thrban and rural
educational environment concerning the frequencyiofent behavior
according to the gender.

» There will not be significant difference betweea thban and rural educational
environment concerning the places and the momdntseoday when the
violent behavior is produced.

e There will not be significant difference betweea thiban and rural educational
environment concerning the way in which teacherxesed in preventing
and controlling the violent behavior in the edugadil environment.

1.1.3. The procedure: There have been selected 4 schools from an urban
environment and 6 schools from a rural environmamtre questionnaires
have been applied to pupils between 14 and 18 y#arérom the VII-XI
grades, regarding the violent behavior in the etimgal environment, the
places where it is produced and the ways in wheéathers succeed in
preventing and controlling the violent behaviothia educational environment.

1.1.4. The used tool:A questionnaire in order to evaluate the violertitdhéor in
the educational environment.
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1.1.5. The distribution of the group of participants

Table no. 1
ENVIRONMENT
N Valid 828
Missing 0
Percentiles 100 1, 00
Table no. 2
ENVIRONMENT
Frequency Percentage Valid percentl Cumulative percent
Valid urban 414 50,0 50,0 50,0
rural 414 50, 0 50, 0 100, 0
Total 828 100, 0 100, 0
500
400
300
200
3 100
g Std. Dev =,50
g‘ Mean =,50
[
I o0 N = 828,00
0,00 ,50
Figure no. 1

Environment

In order to accomplish study no. 1, | have involeegroup of 829 pupils
whom | have selected according to the nominal Béienvironment urban and
rural). Both groups of participants had an equaniper: 414 members each,
therefore the distribution is a symmetrical one.
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Table no. 3
The school which the subject attends.
N Valid 828
Missing 0
Percentiles 100 9, 00
Table no. 4
The school which the subject attends.
Valid Cumulative
Frequency | Percent Percent Percent
Valid Profesionala zalau 21 2,5 2,5 2,5
Cilimanesti 47 57 57 8,2
Liceul _Emll 82 9.9 9.9 18, 1
Racovita
Colegiu BPH 111 13, 4 13, 4 31,5
Buzau
Lic. ped Stefan
Odobleja 200 24, 2 24,2 55,7
Scoala Timna
Mehedinti 25 3,0 3,0 58, 7
Scoala Ulmeni 110 13,3 13,3 72,0
Scoala lleanda 157 19,0 19,0 90, 9
Scoala BElmaciu 75 9,1 9,1 100, 0
Total 828 100, 0 100, 0
300
200«
100 o
&
% Std. Dev =2,19
g‘ Mean = 5,6
]
I o N = 828,00
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The participants at the study from the two differgmpes of environment

(urban and rural) come from 9 schools placed ifedifit regions of the country:

1. Scoala profesionala Zalau21 participants who represent 2, 5% from the
entire group;
2. Liceul din Calimanesti, Valcea:47 participants who represent 5, 7% from
the entire group;
3. Liceul “Emil Racovita”, Cluj-Napoca: 82 participants who represent 9,
9% from the entire group;
4. Colegiul Bogdan Petriceicu Hasdeu, Buzadll participants who
represent 13, 4% from the entire group;
5. Liceul Pedagogic Stefan Odobleja, Drobeta Turnu Sevin: 200
participants who represent 24, 2% from the entioaig;
6. Scoala generala Tamna, Mehedinti:25 participants who represent 3%
from the entire group;
7. Scoala generala Ulmeni, Maramures110 participants who represent 13,
3% from the entire group;
8. Grup scolar lleada, Salaj: 157 participants who represent 19% from the
entire group;
9. Scoala generala Talmaciu, Sibiu:75 participants who represent 9, 1%
from the entire group.
Table no. 5
The Class
N Valid 828
Missing 0
Percentiles 100 4,00
Table no. 6
The Class
Frequency | Percent | Valid Percent | Cumulative Percent
Valid ) " grade 93 11,2 11,2 11,2
Vil "grade 148 17,9 17,9 29,1
x " grade 227 27,4 27,4 56, 5
X1 % grade 167 20, 2 20, 2 76,7
X ™ grade 193 23,3 23,3 100, 0
Total 828 100,0 100, 0
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300

200 1

100 9

>
(8]
S Std. Dev = 1,30
g‘ Mean = 2,3
E 0 N = 828,00
0,0 1,0 2,0 3,0 4,0
Figure no. 3
The Class

The distribution of participants at the study is tbllowing one:

106

1. VI ™ grade 93 pupils represent 11, 2% from the entire group
2. VIl "grade:148 pupils represent 17, 9% from the entire group
3. Xl ™grade: 193 pupils represent 23, 3% from the entire group
4. X"™grade: 227 pupils represent 27, 4% from the entire group
5. Xl *'grade: 167 pupils represent 20, 2% from the entire group
Table no. 7
The gender of participants
N Valid 828
Missing 0
Percentiles 100 1, 00
Table no. 8
The gender of participants
Frequency Percent Valid Percent Cumulative Percert
Valid feminine 408 49, 3 49, 3 49, 3
masculingl 420 50, 7 50, 7 100, 0
Total 828 100, 0 100, 0
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500 7

400

300

200

100

Frequency

0,00 .50

sexul subiectului
Figure no.

1.1.6. The distribution of gender:

4

The subject’s gender

Std. Dev =,50
Mean = ,51
N = 828,00

-408 female participants represent 49, 3% from thigeegroup
-420 male participants represent 50, 7% from thieesgroup

1.1.7. The evaluation of violent behavior of the entire goup of participants

Table no. 9
1-2 .
never : over 2 times
times
The possessing of harmful objects 89, 9 8,3 1,8
The use of harmful objects 78, 6 18,5 2,9
Personal possessing of harmful objects in 88 10,1 1,9
school
Possession of knife by the pupils 68, 7 23,7 7,6
Money a_nd other valgable objects as a form 055’ 9 12 21
blackmail from a pupil
Personal object theft 67,1 25,6 7,2
Threats coming from other pupils 56, 9 31 12,1
Threats coming from a group of pupils inside 618 29 6 8 6
the school
Knife threatening by a pupil 85, 3 11,4 3,4
Insults coming from other pupils 27,3 37,1 35,6
Insults coming from other pupils 44, 3 34,8 20,9
Insults coming from school’s personnel 69, 8 23,3|6,9
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Intentional hitting and harshness 43,2 39 17,8
Intentional harming 70,5 20,7 8,8
Hitting and harshness coming from school’s 83, 3 12,8 3.9
personnel

Sexual harassment coming from a pupil 89 10 1
Sexual harassment coming from school’s 90, 2 7.9 1,9
personnel

Medical care offered after some fights 89 9,4 1,6

An analysis of the dates which regards the paditg opinion related to
the presence of the aggressive actions which take p rural and urban educational
environment, indicates, in a decreasing orderfdbewing percentage:

1) Insults coming from other pupils- 72, 7%

2) Intentional hitting and harshness-56, 8%

3) Insults coming from other pupils- 55, 7%

4) Threats coming from other pupils- 43, 1%

5) Threats coming from a group of pupils inside theosdt-38, 2%
6) Personal object theft-32, 9%

7) Possession of knife by the pupils-31, 3%

8) Insults coming from school’s personnel-31, 2%

9) Intentional harming-29, 5%

10) The use of harmful objects-21, 4%

11) Hitting and harshness coming from school’s persbh6e7%
12) Knife threatening by a pupil-14, 8%

13) Money and other valuable objects as a form of Intedkfrom a pupil-14, 1%
14) Possession of harmful objects inside the school-12%

15) Medical care offered after some fights-11%

16) Sexual harassment coming from a pupil-11%

17) Possessing harmful objects-10, 1%

18) Sexual harassment coming from school’s personn@ig,

It is noticeable the fact that the most frequerntdlent behavior in an
educational environment are:
e Insults coming from other pupils,
* Intentional hitting and harshness,
e Insults coming from other pupils,
¢ Threats coming from other pupils.
The violent events which have the lowest frequearey
e Sexual harassment coming from a pupil,
e Possessing harmful objects
e Sexual harassment coming from school’s personnel.
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When we refer to violent events with significantgty, we must take into
consideration the screening of the violent indicaio the educational environment.
These events are:

- Threats coming from a group of pupils in the school

- Personal objects theft

- Possession of knife by the pupils

- Insults coming from school’s personnel

- Intentional harming

Table no. 10
The places where violent events occur
YES NO
During the brakes, at the booth or at the nearest
shop 44,9 % 55,1 %
In the teacher’s hall 15,7 % 84,3 %
In the cloakroom 13,5% 86,5 %
The school’s corridors 41,8 % 58,2 %
In the gym 25,4 % 74,6 %
In the classroom 35 % 65 %
In the school yard or sport field 34,1% 65, 9 %
Outside the school 38,3 % 61,7 %
On the way to school 24, 8 % 75,2 %
In other places 32,5% 67,5 %

The places where violent events occur, from thentpof view of the
participants, are analyzed in the following hiehgrc

1. During the brakes, at the booth or at the nealegi 44, 9%
2. The school's corridors- 41, 8%

3. Outside the school- 38, 3%

4. In the classroom- 35%

5. Inthe school yard or sport field-34, 1%

6. In other places- 32, 5%

7. Inthe gym-25, 4%

8. On the way to school- 24, 8%

9. Inthe teacher’s hall- 15, 7

10. In the cloakroom- 13, 5%

It is very important to identify the places wherelent behavior occurs. From
the point of view of the participants involved retstudy, the violent behavior in the
school’s background often occurs during the bradeihie booth or at the nearest shop,
and also in the school's corridors. It is noticeabite fact that, even in a small
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percentage, the participants believe that violefiakior occurs in the teacher’'s hall
and in the gym. But this type of behavior shouldtur at all in these places.

A great percentage of the participants at the shedigve that most of the
violent behavior occurs outside the school or @wtlay to school.

Moreover, the classroom and the school yard arsidered to be places
where violent behavior occurs.

Table no. 11
The moment of the day when the aggression takes pka
YES NO
During the classes 21,1 % 78,9 %
Immediately after classes 25 % 75 %
Before the classes begin 22,8 % 77,2 %
During the break 48,7 % 51,3 %
In other moments of the day 43,6 % 56, 4 %
1. During the break- 48, 7%
2. In other moments of the day- 43, 7%
3. Immediately after classes- 25%
4. Before the classes begin- 22, 8%
Table no. 12
The pupils who have aggressed you
YES NO
Pupils from superior grades 38,6 % 61,4 %
Pupils from other schools 37,3 % 62,7 %
A classmate 33, 7% 66, 3 %
A pupil from a parallel class 23,6 % 76,4 %
A pupil from an inferior grades 20,2 % 79,8 %
1. Pupils from superior grades-38, 6%
2. Pupils from other schools-37, 3%
3. Aclassmate-33, 7%
4. A pupil from a parallel class-23, 6%
5. A pupil from an inferior grade-20, 2%
Table no. 13
YES NO
A group from the same school 20,4/% 79,6 %
A group of pupils from different classes 21, 7|% , 386
A group from other schools 35,9% 64,1%
A group from superior grades 25,800 74,29
A group from a parallel class 15,6 % 84,4 %
A group from inferior grade 16,1% 83,9%
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1. A group from other schools-35, 9%

2. A group from superior grades- 25, 8%

3. A group of pupils from different classes- 21, 7%

4. A group from the same class-20, 4%

5. A group from an inferior grade-16, 1%

6. A group from a parallel class-15, 6%

Tableno. 14
YES NO

Sides of school which are not surveilled 26,9\% , /%
Help from another pupil 24,9% | 75,1%
Lack of reaction 26,2% | 73,8%
_Hel_p from the school’s personnel (teacher, pringigaardian, 46.7 % | 53,3 %
janitor, etc. )
Help from family members (parents, brothers, cogjs#tc. ) 24,9%| 75,1%
Help from other source 36 % 64 %

1. Help from the school's personnel (teacher, priricigaardian, janitor, etc.
)- 46, 7%

2. Help from other source-36%
3. Sides of school which are not surveilled-26, 9%
4. Lack of reaction-26, 2%
5. Help from another pupil-24, 9%
6. Help from family members (parents, brothers, casétc. )-24, 9%
Table no. 15
never 1-2 Over 2
times | times
23,1
0, ! 0,
Teachers insulted by their pupils 63,8 % % 13,2%
The vandalism in the classrooms and in other mdrts 511 % 34,2 14,7 %
the school %
23,7
0 ' 0
Alcohol consumption 59, 1% % 17,3 %
Drug consumption 82,9 % 7, 7% 9,4%
The perception of safety in school 23,49 21% 6%
35,1
0, 1 0,
Teachers’ success in controlling the violent bebiavi 22,5% % 42,4 %
20,5
0, ! 0,
Teachers’ interest in preventing the violent bebavi 13,5% % 65,9 %
Actlon_s taken by teachers in order to reduce violen 14 % 23,7 62.3 %
behavior %
35,7
0, 1 0,
Teachers’ success in reducing the violent behavior 17,4 % % 46,9 %
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. Teachers’ interest in preventing the violentayébr-86, 5%

. Actions taken by teachers in order to reduckeridehavior-86%

. Teachers’ success in reducing the violent bens2, 6%

. Teachers’ success in controlling the violentawidr-77, 5%

. The perception of safety in school-76, 6%

. The vandalism in the classrooms and in othds dirthe school-48, 9%
. Alcohol consumption-40, 9%

. Teachers insulted by their pupils-36, 2%

. Drug consumption-17, 1%

As a result of the statistic: analysis (The Chigggutest) which refers to

the differences between rural and urban environmedaited to the violent behavior, to
the moments of the day when they are producetetauthors of these violent actions
in schools and to the way in which teachers suciceestiucing and controlling violent
behavior in the educational environment, the hyggithof the study no. 1 is partially
confirmed because of some significant differeneganding the following variables:
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A. Violent behavior in schools
Intentional hitting and harshness
Personal object theft

Threats coming from other pupils
Insults coming from other pupils
Insults coming from other pupils

B. The places where violent behavior occurs
During the brakes, at the booth or at the nealexi s
Outside the school

During the brakes

C. The authors of violent behavior in schools
A group from other schools

D. The persons who are asked for help
Help from the school’s personnel (teacher, prinicigaardian, janitor, etc.

)

E. The issues that the educational environment has deal with
Teachers insulted by their pupils

The vandalism in the classrooms and in other jdutise school
Alcohol consumption

The perception of safety in school
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F. Ways in which teachers prevent and reduce violémehavior
» Teachers’ success in controlling violent behavidhe pupils
e Teachers’ interest in preventing the violent bebavi
* Actions taken by teachers in order to reduce vidbemavior
* Teachers’ success in reducing the violent behavior

There haven't been noticed significant differencegarding the other
variables. This fact confirms the hypothesis ofigtno. 1, but only partially.
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*
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ABSTRACTS. The present article gives an outline of a mathemamodel of
theories of motivation proposed by Abraham Maslavd &rederick Herzberg.
This model is built on a basis of special hon-awmtius functions.

Keywords: motivation, theories of motivation, mathematicaldating, stimuli.

INTRODUCTION

The theory of Abraham Maslow — his famous hierarghgeeds — is by far
the most known theory of motivation, and the mashmon in the business and
management practice. It also provides a reasorgiay fit with the experimental
data. Frederick Herzberg's theory, while being [@ssular, also fits the observations
and explains some aspects of human motivation ueéixplained by Maslow.
However, despite their popularity, these theortesthe best of my knowledge,
have never been formalized on a strictly matherahtiasis. Indeed, there were
some attempts to formalize the Maslow’s model,thatauthors of these attempts
oversimplified this model so that it lost its syecieatures.

In the present article | will try to describe theseo theories from the
mathematical point of view.

1. MASLOW'S THEORY

Maslow’s theory of motivation is based on the faliog axioms (Maslow
1999):

1. Human motivation is determined by human needs;

2. Human needs can be rated depending on their gridinis forming a
hierarchy. This hierarchy can be graphically repnésd as a pyramid;

3. This hierarchy is the same for all people;

4. People start satisfying their needs from the loweal;

5.  Human motivation is determined by the lowest usfiati need;

6. At any given moment the human motivation is detagdiby needs
from one level. It means that needs from higheelegtart influencing the human
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behavior only after the lower needs have been cetelyl satisfied and that the
satisfied needs (from lower levels) do not haveiafiyence on the human behavior.

The axiom 5, while used in the original Maslow’sdet had been rejected
by his followers, so now it is believed that thartan behavior can be determined
by needs from several levels. All other axioms rienachanged.

In order to simplify the model let us suppose thatemployee can satisfy
his/her needs from his/her income only. This apgmomay seem to be overly
simplistic, but is stays on a solid logical bakist us study this situation in detail.

Indeed, the salary is not the only mean of remuimerathe employer
usually uses other forms of benefits like differaonors, promotion, all types of
special prizes etc. But it is obvious that all thdsenefits have a financial
equivalent. So the employer has a choice: eitheranenclude the cash equivalent
of these benefits into his employee’s salary orche give the employee these
benefits. In the latter case the price of theseefisnis withdrawn from the
potential total income of the employee (the amdweishe would have received in
the former case). So the employee virtually pardstdisfaction of his/her needs by
these benefits as their price was deduced frorhdnigotential total income, which,
therefore, can be considered as the only meartisfadion of human needs.

Let us introduce the following symbols:

M — human motivation;

D - total potential income;

A — threshold of satisfaction of the needs of itk level. This value
characterizes the total potential incomeDit A then the needs from thier{)-th
level start influencing the human behavior. At fazene time the needs of théh
level continue determining the human motivation;

B: — threshold of saturation of the needs of il level. This value is
equal to the total potential income that ensuresdbmplete satisfaction of the
needs of théth level so that they stop participating in thispoyee’s motivation;

M; — contribution of the needs of theh level to the total motivation. It
shows how the total human motivativhdepends on the degree of satisfaction of
the needs of thieth level. We will use the term “partial motivatioas a synonym.

It is logical to suppose that the contributidnof the needs of thieth level
to the total motivation is maximal when the empkwtarts satisfying these needs
(when D is equal to or slightly abové ;). Later, as the income is grows and
provides the possibility to purchase additional dpdo satisfy these needs, the
marginal utility of each unit of these goods desesaand so does the contributidn

Taking into account all these facts and hypothesemay represeml; by
an exponential function @, A andB;:

M, =Ce 57° (1)
C; — a constant for thieth level of needs.
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It is important to remember that the formula (1)just a hypothesis. It
should be checked experimentally. It may well be,ekample, thaC is a function,
not a constant.

One can easily see that the formula (1) has nesshenD < A; andD >
B;. Therefore it should be modified so that:

1. It had sense at arty,

2. It take into account the discrete character ofMlaslow’s
model — spontaneous participation of needs of mitgel when a certain
value ofD is reached.

In my opinion this task can be performed thankihéomodified Heavyside
function Heavx):

Heav(x) = 0 x<0 2
1, x>0
So the formula (1) will look as follows:
_D-A,
M, =Ce %° HeavD-A_,)Heav@ -D). (3)

Maslow’s theory says nothing about the concretenfaf correlation
between the total and the partial motivation. Horpdicity sake we may suppose
that this correlation is additive, therefore:

5
M=>M,, (4)
i=1
or, according to the formula (3),
5 _D-A,
M=) Ce ®° HeavD - A_)Heav@® -D). (5)

i=1

The formula (5), in my opinion, adequately représehe Maslow's theory
and corresponds to the axioms 1-5 listed aboves laithematical description can
be developed further if we find (theoretically oxperimentally) the precise
correlation betweeM; andD, A, andB,.

The formulae of the form (5) can be used to mathieally represent most
content theories of motivation. As the main diffeze between these theories is the
number of groups of needs taken into account, therformula (5) can be written
down as

M =3f,(D.AL.B)HeaD - A, )Heav® -D), (6

where

n — number of groups of needs;

f; — functions describing the contribution of ikt group needs to the total
motivation. The precise form of these functionsusthbe established experimentally.
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It is also important to remember that there arewothathematical models
of human motivation — for example, a vector modatedoped by the author of the
present article (Kotliarov 2008) which includes taslow’'s model as a special
case. However, the formula (5) is the best reptatien of the Maslow’s theory
from the qualitative point of view as it takes irtccount one of the most important
features of this theory — its discrete character..

2. HERZBERG'S THEORY

According to Frederick Herzberg, there are two $ypkfactors of influence
of the job and the job atmosphere on the psychcdbgiondition of the employee
(Mesconet al. 1992):

1. Hygiene factorgdescribe the job environment — administrationqgyol
technical conditions etc) — if their level is toow, than the employee feels
dissatisfaction. If the hygiene factors reach d@agedevel (and exceed it) then this
dissatisfaction disappears, but no satisfactioreaggpinstead. Increase of hygiene
factors cannot motivate the employee;

2. Motivations(are linked to the character of the job — pronmtimpproval
etc) — if their level is too low, it will not leatb dissatisfaction. However, if the
motivations reach a certain level, then the emmofeels satisfaction and is
motivated to work better. In order to avoid conusi will use the term stimuli
instead of motivations.

It is logical to suppose (however, it is not stagegblicitly in the original
Herzberg's model) that every employer has a basiel lof motivation non equal to
zero. It can be explained by the fact that the eyg#s need a job — the job may
not be interesting, promising, clean etc, but il grovides them with salary.
Therefore, each employee is interested in havif@band has a basic motivation
to work well enough in order not to lose this jés. far as | know, this important
statement was not used before within the Herzbengdel. As we will see below,
this statement substantially simplifies the forrnation of this theory.

Obviously every employee has his/her own levelasid motivatiorMy,

The overall motivation of the employee will be detaed by the impact
of the hygiene factors and stimuli on his/her béesiel of motivation.

Let us use the following symbols:

S — level of the stimuli of theth group;

SL, — saturation level of the stimuli of tlh group (if the actual value of
the stimuli of this group exceeds the saturatiorellehen the motivation of the
employee will grow);

n — number of groups of stimuli;

H; — level of the hygiene factors of théh group;
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HL,; — saturation level of the hygiene factors of jthie group (if the actual
value of the hygiene factors of this group is beliwg saturation level then the
motivation of the employee will decrease);

m— number of groups of hygiene factors.

One can easily see that the total motivation of ¢neployee can be
calculated on a basis of the following formula:

M =M, + > F(S - SlL)Heav§ -SL) - YK (HL, —H YHeavHL, —H), (7)

i=1

where the functions;(§ — SL) and K(HL; — H) describe the influence of
the hygiene factors and stimuli (or, better, ofitlieflection from the saturation
level) on the total motivation. The precise formtinése functions is unknown, but
one can cautiously suppose that they follow onthefpsychophysical laws. If we
adopt the Weber-Fechner law (Javorskij, Detlaf 19#%n the formula (7) will
have the following form:

" m o HL.
M =M, +;Z‘ IgSiLrHeavﬁ —SL.r)—Zl:Yj IgH—'Heavd-|Lj -H,). (8
i= i j= j

The formula (9) is an adequate mathematical fomatbn of the
Herzberg's theory of motivation. Of course, the \WebBechner law can be
replaced by the Steven’s law, in this case the titei(i7) can be easily modified.

CONCLUSION

The proposed mathematical descriptions of the tpimke models of
Maslow and Herzberg are the first ever attempt®whalization of these theories.
This description may be a good basis for HR so#waard therefore may be useful
for business and management.

Further research in this field should, in my opimibe directed towards the
precise form of the functions(§ — SL) and K(HL; — H). The precise form of the
formula (1) is also yet to be found.

Of course, it is necessary to develop special phaess for definition of the
parametergy andB; for the Maslow’'s model anill,, SL andHL; for the Herzberg’s
models. Without these procedures the proposed moaelld be useless for
practical tasks.
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ABSTRAKT. Vergleichende Analyse des Lehrplans der EEmentarschule mit
dem Lehrplan TIMSS 2007.Die von rumanischen Schilern bei verschiedenen
internationalen Tests (TIMSS, PISA) erzielten Ergebe sind derzeit schlecht
und werden mdoglicherweise auch in Zukunft nichtrieeigend sein. Ziel dieses
Artikels ist eine vergleichende Analyse des Sclpéans zur Umwelterziehung
mit den wissenschaflichen Anforderungen auf dern@Glage der Testergebnisse
des TIMSS 2007. Diese Analyse zeigt als gemeinsd&rgebnis die Notwendigkeit
der Wissensvermittlung in der Elementarschule, uma.e&/erbesserung der in den
internationalen Tests erzielten Ergebnisse zudresi.

Schlisselworte TIMSS, Umwelt, Wissenschatft, Schullerhplans

Comparative Study on Romanian School Science Guiariof Primary students
and the Science Curriculum of TIMSS 2007 testing

ABSTRACT. The results of Romanian school students in SciextdelSA and
TIMSS testings have been and continue to be sysigatia slack. In the present
paper we intend to do a comparative analysis ofree curriculum TIMSS 2007
and Romanian Science School curricula of 4th ahdyBides. This analysis, based
on Bloom taxonomy of cognitive domain, identifiesty the common points of
these curricula and the system of competenciessaace to be developed for
Romanian students in order to increase their refuiinternational testings.

Keywords TIMSS, environment, Science, school curricula.

1. Introduction: Qu'est-ce que c’est TIMSS 20077

TIMSS est un projet de I'Association internationpteur I'évaluation de
I'‘éducation (IEA), dirigé par le centre internabRIRLS et TIMSS, en collaboration
avec un réseau mondial d'organisations et de reuis#s des pays participants.

L’enquéte TIMSS 2007 représente la quatrieme eequéernationale,
dans le cycle d'évaluation comparative consactéenglioration de I'apprentissage
en mathématiques et en sciences pour les étudiantsonde entier. Menée tous
les quatre ans aux étudiants de quatriemes et itienhes, TIMSS fournit des
données sur les tendances et les évolutions dansathématiques et les sciences.

" L'Université Babes-Bolyai, Cluj-Napoca
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Pour éclairer les politiques éducatives dans lgs participants, le projet
fournis des informations concernant la quantité,qlalité et le contenu des
programmes d’instruction dans les pays participafts exemple, TIMSS 2007
collecte des informations détaillées sur l'appicatet la mise en ceuvre des
programmes d'enseignement pour les mathématiquies stiences et aussi des
informations sur la formation des enseignants,|awdisponibilité des ressources
éducatives et sur l'utilisation de la technologie.

2. L'analyse du curriculum de Science qui a fait bbjet de I'enquéte
TIMSS 2007

Dans le curriculum des Sciences qui a fait I'oljetI’enquéte TIMSS les
compétences des éleves sont organisés a troisuriva@monomiques (Gonzales et
all, 2008, p. 35):

- ConnaissanceCe niveau vise des faits, des informations, dexeauts, des
instruments scientifiques et les procédures quecleges doivent savoir et
maitriser.

- Application A ce niveau de compétence les étudiants doivieat dapables
d’appliquer leur connaissance pour résoudre déslgres ou pour répondre
aux questions.

- Raisonnement.es processus cognitifs qui ont fait I'objet drétt pour I'enquéte
TIMSS ont été ceux impliqués dans la résolutiontdebes complexes et non
pas ceux gui sont requis dans la résolution delgmus de routine.

Pour faire une comparaison entre le curriculum TH\2807 et les programmes
scolaires de Sciences du cycle primaire nous aepbé pour I'utilisation d’un
instrument trées connu par les didacticiens: la haxde de Bloom. Par exemple,
méme si les niveaux présentés ci-dessus ne sonteuesde la taxonomie de
Bloom on peut reconnaitre dans le niveau norRaéonnemerdeux sous niveaux
Bloom: I'évaluation (évaluer et expliquer les stgies alternatives de la résolution
des problémes) et la synthése (construction/fonnude conclusions).

Dans le curriculum TIMSS les compétences-clés fééemiau niveau de la
Connaissancesont structurées principalement autour des op@mtcomme sont
«I'identification ...», «la reconnaissance ...», «lad#ption ..». En fonction de
I'age des éléves impliqués dans I'évaluation TIMESE, opérations citées on peut
ajouter des autres plus complexes, comme soréadlsation ...», «la production ....»:

- réaliser ou identifier précisément les connaissaBae les faits scientifiques, les

relations, les processus et les concepts (cl);

- produire la connaissance scientifique ou identifees définitions des termes

scientifiques (c2);

- identifier des caractéristiques ou des propriééssailganismes spécifiques, des

matériaux ou des processus (c3);

- reconnaitre et utiliser le vocabulaire scientifigies symboles, les abréviations,

les unités et les échelles de mesure dans desxtampertinentes (c4);
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- décrire des organismes, des matériaux physiquasseprocédures scientifiqgues

gui témoignent la connaissance des propriétésstafations, de la structure et
de la fonction des systémes scientifiques (c5);

identifier ou fournir des exemples précis poursiter les concepts intégrateurs/
généraux de la connaissance scientifique (c6).
En outre, a ce niveau, les éleves peuvent étréésnd entreprendre les

taches suivantes:

exprimer des opinions ou clarifier des faits séfeques ou des concepts avec
des exemples appropriés (c7);
démontrer la connaissance de l'utilisation des paments scientifiques, des
instruments, des procédures, des dispositifs eédealles de mesure (c8).

Le niveau de hpplication vise les opérations mentales comme sont: la

comparaison, I'hiérarchisation, la modélisationyliae en réseau, I'explication. Ces
opérations mentales sont fait en référence auxriaaté aux systemes (composants,
relations), aux processus physiques et biologigetesussi aux concepts ou
principes construit par des étudiants dans leurespigsage:

BN

a son tour, & une hiérarchie du type de la taxomote Bloom. Ainsi, nous

identifier et décrire les similitudes et les diféces entre les groupes des
organismes, des matériaux ou des processus (c9);
distinguer, classifier ou ordonner des objets, mesériaux, des organismes et
des processus, a la base des leur caractéristdes propriétés données (c10);
utiliser un schéma ou un modéle pour démontreolapcéhension d'un concept
scientifique, d'une structure, d'une relation, d'ymocessus, d'un systeme
physigue ou d’'un cycle biologique (c11);
relier les connaissances sur un concept biologmu@hysique fondamentaux
avec une propriété observée ou déduit, avec unaempent ou avec l'utilisation
des objets, des organismes ou des matériaux (c12);
interpréter l'information relevante, textuelle aaghique, a I'aide d’un concept
ou d’'un principe scientifique (c13);
identifier et utiliser des relations scientifiqueidine formule ou d’'une équation
pour trouver une solution, quantitative ou qudliatqui implique I'application
directe ou la démonstration d'un concept (c14);
fournir ou identifier I'explication d'une observati ou d’'un phénoméne naturel,
en démontrant la compréhension d’un concept sfigunti fondamentaux, d’'un
principe, d’une loi ou d’une théorie (c15).

Le Raisonnementeprésente un niveau taxonomique possible d'étmis,

N

pouvons parler des domaines suivants:

Compréhensian
- développer et expliquer les stratégies de la résoldes problemes (c16);
- démontrer la compréhension des concepts ou desthenificateurs dans les
différents domaines de la science (c17);
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- faire des prédictions fondées sur les évidencesceroant les effets des
changements dans les conditions physiques ou lipleg (c18);

- interpoler ou extrapoler des informations fondagsdes faits ou des données
(c19);

- développer des inférences valables, fondées sutateses (c20);

- construire/formuler des conclusions appropriées)c2

- démontrer la compréhension des causes et des (€2e{s

- appliguer les conclusions a des nouvelles situstjoR3);

- déterminer les formules générales pour exprimereiegions physiques (c24);

- construire les arguments pour soutenir I'équitééeactére raisonnable/le
caractére rationnel des solutions des problemés.(c2

Analyse:

- analyser les problémes pour déterminer les rektieh les concepts
nécessaires pour la résolution d’'un probléme (c26);

- mise en oeuvre des associations ou des liens lestmncepts des différents
domaines de la science (c27);

- détecter des schémas/modeles dans les faits (c28);

- décrire ou résumer les faits (c29);

- élaborer les conclusions générales qui vont auetslaconditions expérimentales
ou données (c30).

Synthése

- fournir des solutions aux problemes qui nécessilaptprise en compte d'un
certain nombre de facteurs ou de concepts (c31);

- intégrer les concepts mathématiques et les proesdie la résolution des
problemes scientifiques (c32);

- combiner la connaissance des concepts scientifigues l'information qui
provienne de l'expérience ou par l'observation fdés, pour formuler des
guestions auxquelles on peut répondre par l'inyatsnin (c33);

- formuler des assomptions comme des hypothésedblesta I'aide de la
connaissance résultant par I'observation, parlyseale l'information et par
la compréhension des concepts scientifiques (c34);

- projeter et planifier des investigations approggiédin de répondre a des
questions scientifiques ou pour tester des hypeth@&s5).

Evaluation:

- évaluer lI'impact de la science et de la technolsgides systémes biologiques
et physiques (c36);

- évaluer les explications alternatives et les gfiat® de la résolution des
problemes (c37);

- évaluer la validité des conclusions a l'aide d'mareen des preuves disponibles
(c38) (Gonzales, 2008, p. 35).

Au-dela de lI'absence d’'une préoccupation pouxtatamie de Bloom, la description

des compétences dans le curriculum TIMSS 200eestrguable pour sa précision.
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La distribution, sur les niveaux de la taxonomie Bé&om, des
compétences qui ont été soumises a I'enquéte T84SR suivante:

Figure 1. La distribution des compétences TIMSS 2007 sunileeauxaxonomiques de Bloom

Cette répartition est caractéristique pour tousdsts centrés sur les compétences
des étudiants.

3. Analyse des programmes scolaires de la «Connaisse de
I'environnement» et de «Sciences» dans le cycle midire

Dans le cycle primaire en Roumanie on étudie Ioietude «Connaissance
de I'environnement» (les deux premiéres annéedg¢®Sciences» (les deux derniéres
années).

L'analyse des programmes scolaires de la «Connagsske I'environnements»
permet de tirer les conclusions suivantes (M. ERGD3, p. 3-7):

A) Les objectifs - clés sont centrées sur les suiggmeeformances:

- développer les capacités d'observation, d'exptorat de la compréhension de
['environnement;

- connaitre, comprendre et utiliser la communicatians des termes précis et
spécifiques, pour décrire les phénomenes obsearésl@gnvironnement;

- développer des attitudes positives sur I'envirorargmen stimulant l'intérét a
maintenir un environnement équilibré.

B) Les objectifs de référence sont formulés aweaix diférents de la taxonomie

de Bloom (le tableau 1).

L’identification d’'un niveau taxonomique représente démarche parfois
difficile, en raison des formulations vagues udidis par les auteurs du programme.
Par exemple, dans le tableau 1, nous avons plaloiedtif de référence le numéro
3.1 au niveau taxonomique de I'évaluation, en tecampte du fait que ce type de
construction impliquent des décisions sur la pertoe d'objectif pour atteindre le
but: «un environnement sain». Dans une certainemmes formulation des activités
d'apprentissage a facilité la décision sur le nivieaonomique de l'objectif.
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Tableau 1.Les objectifs de référence des programmes sceld@da
«Connaissance de I'environnement», du point deleda taxonomie de Bloom

Le niveau Premiére année Deuxiéme année
taxonomique
Connaissance 1.1. décrire les caractéristiques dul. décrire les caractéristiques

milieu social et culturel;

de I'environnement naturel;

Compréhensior

1.2. identifier les caractéristiques
des organismes dans un
environnement physique;

1.3. énumérer les caractéristique
spécifiques des étres vivantes da
I'environnement proche;

1.5. indiquer certains phénomeéng
dans I'environnement proche;
2.1. utiliser un langage spécifiqug
aux sciences de la nature pour
décrire les étres vivants dans
I'environnement proche;

2.1. utiliser un langage

spécifique pour les sciences de

la nature, pour décrire les étres
svivants, les phénomeénes dans
nenvironnement;

£S

£S

la

Application 1.4. observer et désigner les 1.3. observer et nommer les
phénomenes de I'environnement] effets des phénoménes naturel
proche; sur les étres vivants;

2.3. utiliser des symboles et des| 2.3. utiliser des symboles et de

informations sur les phénoménes informations sur les phénomen

observés dans I'environnement; | observés dans I'environnement;

3.2. participer a des actions de | 3.2. participer a des actions de

soins et de la protection des étresprotection de I'environnement;

vivants; 3.3. énumérer et décrire
quelques actions qu’ils peuvent
entreprendre afin de préserver
I'hygiéne de leur maison et de
leur salle de classe;

Analyse 3.3. préciser certaines regles dg 1.2. identifier les similitudes et
I'hygiéne du corps et de les différences entre les étres
l'alimentation sur la base des vivants dans I'environnent
informations regues; proche;

* identifier les similitudes et les
différences entre les étres
vivants des différentes zones
géographiques;

Synthése 2.2. formuler des questions sur|(l&?2. formuler des questions sur|
phénoménes observés; les phénoménes observés;

Evaluation 3.1. identifier les moyens qui 3.1. identifier les moyens qui

peuvent contribuer a maintenir lg
vie saine des plantes et des
animaux.

peuvent contribuer a maintenir
un environnement sain.
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L'analyse ci-dessus montre l'intérét des auteusspdegrammes scolaires
pour développer aux éleves un large éventail dpacii#s, distribuées a tous les
niveaux de la taxonomie de Bloom. Ainsi, dans lesditions déja mentionnées,
nous avons trouvé la suivante distribution sur mégeaux taxonomiques des
capacités sollicitées aux éléves par les progransoekires «Connaissance de
I'environnement»:

O Premiere annee

B Deuxieme annee

Figure 2. La distribution sur des niveaux taxonomiquesaigmcités sollicitées aux éleves
dans les premiéres deux années du cycle primaire

Il est important de remarquer la préoccupatiorcdasepteurs des programmes
scolaires de la «Connaissance de I'environnememis impliquer les éleves dans la
formulation des questions sur les phénomenes étedigour évaluer et synthétiser
leur connaissance.

L’analyse des programmes scolaires de Sciences Ipowmoisieme et le
gquatrieme année permettent de constater I'inté@@icdncepteurs pour les objectifs
qui supposent la résolution des taches plus coraplgye ceux spécifiés dans les
programmes scolaires pour I'objet d’étude «Conaaiss de l'environnement»
(MEdC 2004, p. 4-8; MEdC, 2005, p. 4-8):

comprendre et utiliser des termes et des concegtsfgiues a la nature de la
science;

- formation et renforcement des capacités et des émmpes comme sont
I'expérimentation et l'exploration de la réalitd etilisant des outils et des
processus specifiques;

- développer lintérét et la responsabilité pour Entenance d’'un environnement
équilibré, adapté a la vie des étres.

En ce qui concerne les objectives de référencesoifs présentés dans le
tableau ci-dessoukjérarchisée sur lbase de la taxonomie de Bloom:
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Table 2.Les objectifs de référence des programmes de Sxserpartis
sur les niveaux taxonomiques Boom

sur

Le niveau Troisiéme année Quatrieme année

taxonomique

Connaissance 1.3 communiquer dans des | 1.2. décrire les relations entre les
formes diverses les observationssystémes provenant de
et les comparaisons fait sur les | |'environnement;
corps étudiés et sur les 1.3 communiquer dans des divers
expérimentes réalisées; maniéres les observations sur les
1.4.* décrire les procédures relations entre les parties
simples, de nature scientifique, | .omposants d'un systéme et/ou
utilisés dans des expériences; | anire les systémes étudiés.

Compré- 1.1. indiquer les similitudes et lgs2.1. interpréter la succession des

hension différences entre les corps sur laprocessus et les phénoménes de

base des leurs propres nature;

observations; 2.2. mettre en évidence les

1.2. ordonner des objets, des | régularités dans les phénoméenes
organismes, des phénomeénes etla base des résultats des mesures
des événements sur la base de| effectuées, en montrant d'une
criteres donnés; maniere adéquate les résultats;
2.1. enregistrer graphiguement | 3.1. devenir conscients des effets
des observations des phénoménésnvironnement sur leur organism
et des processus de

l'environnement;

3.1. devenir conscient des effets

de l'activité humaine sur

I'environnement;

Application | 2.2. mesurer avec des outils 2.4. appliquer les processus de
conventionnels et non nature scientifiques dans sa propr
conventionnels, en comparant lesctivité;
résultats avec leurs propres
estimations;

2.4. utiliser I'observation comme
une démarche de la connaissarjce
de type scientifique;

2.5* respecter les regles de la
communication et de
comportement négociées dans |e
déroulement des activités de
groupe;

Analyse 1.1. identifier les relations entre le
parties composantes d’un systéme
étudié;

Synthese 2.3. dérouler des expériences| 1.4 * formuler des hypotheéses

simples sur la base d'un plan dé

» fondées sur 'utilisation des
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travail; procédures scientifiques;

2.6*. Fabriquer des jouets et des2.3. effectuer des expériences
autres produits, en imitant les | simples sur la base des hypothéses
objets de son propre données;

environnement; 2.5 * représenter par modéles les
aspects familiers de
I'environnement;

Evaluation 3.2* apprécier l'importance de la
protection de son propre corps fag
a certaines facteurs de
I'environnement.

D

La distribution, dans la taxonomie de Bloom, dgzacités visées dans les
programmes de Sciences est présentée graphiqudarenia figure en dessous:

5
4 —
3 O Troisieme annee
2 B Quatriemme annee
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Figure 3. La distribution sur des niveaux taxonomiques dgmcités sollicitées
aux éléves de troisieme et quatrieme années

L’histogramme présentée montre une distributiongopslibrées des capacités
sollicitées aux éléves, tant au niveau de la #&pisinent qu'au niveau de la
quatrieme. Cette distribution ne peut pas étrédfigstdans la base d’'un considerent
de nature pédagogique.

4. Présentation comparative du Curriculum TIMSS 200 et du
programme scolaire de Sciences pour la quatrieme age

La Roumanie n'a pas participé a I'enquéte TIMSS72@@lisée au niveau
des éleves de quatrieme année. Dans I'enquéte T8 parmi les éléves de la
huitieme année la Roumanie est située sur le 28@ane, étant dépassé par 27
pays et en dépassent autres 20 pays. Le tabledessdus montrent les scores
obtenus par les étudiants roumains en comparaiglas trois premieres places
occupées par le Singapour, le Taipei Chinois éaf®n et avec la derniére position
occupée par le Ghana (Gonzales & all, 2008, p33R,

129



LILIANA CIASCAI

Tableau 3 La position de la Roumanie dans I'enquéte intiimnale

TIMSS 2007 (sé

lection)

Le contenu Le domaine cognitif
(2]
Sd < =
o ) g 3 .5 = g
Sc| o ¢ | T | oH © S 5
n O Q0| 5 = ) O g S = o
S o35 12 |84 5 g | 8=
o SE|l @ (@) o 8308 | < X o
Le score moyen 500 | 500 500 500 500 500 500 500
TIMSS
Singapore 567 | 564 560 575 541 567 554 564
Taipei Chinois 557 | 549 578 554 545 56( 565 541
Japon 554 | 553 551 558 533 555 534 560
Roumanie 462 | 459 468458 | 471| 470 451 | 460
Ghana 303 | 304 34p276 | 294| 291 316 | +

La comparaison effectuée au niveau du CurriculumdS3 2007 et du
programme scolaire en Sciences pour la quatrieasselillustrent les différences

existant regardant le hombre des capacités /conyaitest le degré de la couverture

de la taxonomies de Bloom:

Connaissanc [

=
=
[}
=
[}
bt
1<%
IS
o
O

c
o

Aplication
Analyse
Synthese

Evaluation

OLe Curriculum TIMSS
2007

B Le programme de
Science pour la

gquatrieme annee

Figure 4. Comparaison de la distribution Bloom des compggemans le Curriculum
TIMSS 2007 et dans le programme scolaire de Scéefi@guatrieme année)

La comparaison de ces deux programmes d'étudespkrmonstatation

d'une grande différence entre les nombres des dengEs spécifiées dans les deux
programmes scolaires. Par ailleurs, on peut padaelement de neuf compétences

TIMSS qui peuvent étre retrouvées dans le prograsto&ire pour la quatriéme

année.
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Le rrogramme scolaire de Science pour la quatrianné

|11.||12 ||LS.||1A—||21 ||22 ||23 ||2A-||25*

|3J“ ”32 |

|cs ||c1o||011||015||c34||035| c28 |[c23 |[c36

Le Curriculum de Science TIMSS 2(

Figure 5. La correspondance des compétences dans les degrapmes

Sur les 38 compétences énumérées dans le prografétnees TIMSS
seulement neuf ont des correspondances dans lesitéspprésentées dans le
programme scolaire de Sciences pour la quatrieassel Par conséquent, 76.31%
de compétences considérées «clés» par le currictlhsS 2007 ne sont pas
retrouvées dans le programme en Sciences mentionnée

Conclusion

Les mauvais résultats dans les enquétes interag®obtenus en Science
par les éleves roumains peuvent étre expliguéegébérence aux programmes
scolaires des sciences. Le curriculum des paystajarbons résultats a cette
enguéte montre que les petits étudiants sont earend'effectuer certaines approches
scientifiques, méme s’ils sont complexe. Ne teris pompte de cela et n'utiliser
pas pleinement leurs capacités, sous le prétefite spnt «trop petits» et «on ne doit
pas les forcer» a l'effet d'un obstacle dans liadqun des méthodes scientifiques
pendant les années supérieures et conduit & ddsateésnédiocres aux enquétes
internationaux. Par conséquent, il doit nécessaintmeconsidérer le contenu des
programmes scolaires pour les adapter a la praingenationale.
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STUDY ON STUDENTS' REPRESENTATIONS STARTING FROM
TEXTS ABOUT GEOMORPHOLOGICAL PROCESSES

MARIA ELIZA DULAM A, OANA-RAMONA ILOVAN 2

ZUSAMMENFASSUNG. In dem Beitrag sind untersucht, einige Sequenzen de
Studie, wahrend eines Seminars, in dem die Schélarbeiten die Informationen
in Texten. Die Studie stitzt sich auf dem ProblexssdLehrbucher in der Schule,
bzw. in Unterricht geomorphologische Prozesse, ®&erdhicht korrekt und
vollstandig dargestelt und sind manchmal nicht téadig. Das Organisierte
Experiment stitzt sich auf zwélypothesenDie Schiler sind in der Lage die
geomorphologische Produktionsprozess in einem Zexrklaren; Studenten sind
in der Lage ein Design-Prozess darzustellen, das gaomorphologischen
Informationen aus einem Text basiert ist. Am Experit nahmen 44 Studenten
aus dem zweiten Jahrgang der Fachrichtun@sographie und Tourismus
Geographieteil. Die Schiler arbeiteten in Gruppen von vierddnen auf der
Grundlage von Text und sind im Seminars und bei Algigaben von Lehrer
unterstitzt. Es ist zu folgenden Schlussergebriismgenen: die Hypothesen sind
erfolgreich getestet, Schiler |6sen die grundleganéiufgaben erfolgreich in der
gegebenen Arbeitszeit durch das Lernen, durch diea@mmenarbeit unter der
indirekte Leitung von Professor bei verschideneheftsaufgaben; die Studenten
erwerben die Kompetenz geomorphologische Prozesserlautern, in einen
schriftlichen Text, wenn die richtigen Informationenthalten, und sie bearbeiten
diese Informationen durch grafische Organisatorédrkiaren Anforderungen von
Anfang an fixiert.

Schlisselworter Erscheinung, Prozess, Darstellung, Vorstellung, tetusText-,
Informations-Bearbeitung.

ABSTRACT. In this paper we analysed several learning seaseimrca seminar
where students processed information from a texir &udy started from a
problem related to texts from school textbooks whiie authors did not explain
correctly or completely geomorphological processesl only rarely did they
represent the respective processes through dravihmgs facilitated students’
understanding. The didactic experiment that we risgal tested the following two
hypotheses students were able to explain how geomorpholbgmacesses
produced on the basis of information from a tetigdents were able to represent

! “Babegs-Bolyai” University, Faculty of Psychology and Edtion Sciences, Teacher Training
Department, 400006, Cluj-Napoca, Cluj, Romania, ekmalama@cluj.astral.ro.

2 “Babeg-Bolyai” University, Faculty of Geography, Regior@eography Department, 400006, Cluj-
Napoca, Cluj, Romania, e-mail: ilovanoana@yahoo.com.
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through drawings the production of geomorphologjmacesses on the basis of
information from a text. 44 students studyi@gographyand the Geography of
Tourismtook part in this experiment. Students worked iougis of four on the
basis of the text in the support for the semirginty into account the tasks given
by the professor. We reached the following condlsi both tested hypotheses
were confirmed; students solved tasks at a gooellehrough learning by
cooperation and learning guided by the professmutih given tasks; students
achieved the competency to explain a geomorphabdgiocess if they had a text
that included the necessary pieces of informatiwhifithey processed those with
the help of graphical organisers with clearly fotated tasks.

Keywords phenomenon, process, representation, mental imagelel, text,
information processing.

Outline

In this paper we analysed several learning seqgeinca seminar of the
Didactics of Geography where students processeatnmation from a text and
drew starting from the respective information. Gtuwdy started from a problem
related to texts from school textbooks where thi@s did not explain correctly
or completely geomorphological processes and aaigly did they represent the
respective processes through drawings that faeiitatudents’ understanding. So
that our students achieved the competency of explpia geomorphological
process, we got them involved into a series ofniegr situations. The didactic
experiment that we organised tested the following hypothesesstudents were
able to explain how geomorphological processes ymed on the basis of
information from a text; students were able to espnt through drawings the
production of geomorphological processes on thes ledisnformation from a text.

Theoretical Issues

We based our paper on several concepts that weested for teachers:
phenomenon, process, representatRirenomenavere defined as the changes that
substance underwent. There were two types of phenarohemical phenomena,
when the composition of substance underwent chamgesforming it in another
substance with new propertieghysical phenomenayhen the composition of
substance did not change, such as dissolving, wlmerease (swelling because
imbibed with water), etcProcessesconsisted of a series of closely related
phenomena that observed certain development psitéeading to determined
results (Todirg, 1999). Present geomorphological processes intlallithe processes
produced by internal and external agents that ehitbexd the transformation of the
relief. One could identify physical and chemicabgesses, gravitational processes
and mechanic processes (erosion, transport, anonatation processes) (Todjta

134



STUDY ON STUDENTS’ REPRESENTATIONS STARTING FROM XES ABOUT ...

1999). When explaining geomorphological processesreconstituted its cause —
development — effects relationship and clarifiedesal aspects: location, time, the
presentation of its phases in a chronological gridientifying causes, conditions,
factors and consequences (Dufia2001).

All people constructed certain representations @ongorphological
processes as a result of direct visual perceptiothe world or as a result of
indirect perception (e.g. photographs, films, dreys), or after transforming certain
verbal messages into imagéMental imagesare cognitive representations that
include information about the form and spatial agunfation (relative position) of a
sum of objects in the absence of visual stimulcbaracteristic receptors” (Miclea,
1999, p. 160).

Material and Method

For the experiment we realised during the semifocessing written
information” we wrote an explanatory text on th@egrance of landslides and on
its basis we proposed students the followizgks 1) Analyse the information on
the landslide described in the annex. 2) Completdacunary text on the basis of
the information in the text in the annex. 3) Conplthe lineal vertical graphical
analyser with the phenomena that produce in thgesb@fore the landslide takes
place and in the start stage, in a chronologicdkior4) Complete the tree type
graphical organiser on the basis of the informatiothe text. 5) Represent in a
drawing the stage before the landslide appearsrendne after the landslide took
place. Write on the drawing the parts of the laidésIStudents received the text in
Annex no. 1, the lineal vertical analyser with #mapty boxes and the tree type
graphical organiser that we completed partiallylébe, 2008).

During this learning situation, we wanted to achieseveral operational
objectives. On the basis of information taken frartext, students would be able:
to fill in the blanks; complete a lineal verticalaghical organiser; to complete a
tree type graphical organiser; to draw the landofgefand after the landslide.
During this activity we used several didactic melticconversation, analysis, fill in
the blanks, completing graphical organisers, modgliStudents formed groups of
four and had 20 minutes to solve the tasks. 44estisdstudyingseographyandthe
Geography of Tourisrtook part in this experiment.

Annex no. 1.In the Earth cover one may identify monocline ctines of
alternating permeable sand strata and impermeéblestrata. When it rains, the
sand strata at the surface moisten. Between thielparthat form the clay there
are air molecules. Rainfall water infiltrates theseoccupied spaces and makes
clay moisten. After the particles of clay moistenad a result of water
absorption, their volume increases. This phenomewobnincreasing the
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dimension of the clay particles as a result of mesigg is calledswelling Clay
particles occupy the space where air was initiallg do not allow water to
infiltrate among them towards the sand stratumvbehdter the air got out from
the clay mass the clay stratum becomes imperme@hke.volume of the clay
stratum increases. After the clay stratum becomgselimeable water cannpt
infiltrate any longer and accumulates in the samatim that becomes damper
and damper and its mass larger and larger. Thesmohef the moistened sand
particles decreases. As the strata are slopingwdier that can no longer
infiltrate in the clay stratum flows at the basfstlte sand stratum and destrqys
the cohesion between the sand stratum and theooklyThe cohesion between
the two strata was also caused by the fact thatldne stratum increased its
volume. The sand stratum above slides as a reftiieqravitation force when
its mass increases over a certain value and thesmwhdisappears because| of
the existence of a water film. Landslides have s@vmarts. The place where the
rock mass slides from is callezlirface of rupture The rock mass that has
slidden forms thenain body The surface on which the rock mass slides igdall
thesurface of separation. T

Annex no. 2. Fill in the blanks.A condition for a landslide to take place is the
presence of alternated .................. stratd a................. strata. A secopd
condition consists of these strata to be ............ Even if these two conditions
are observed the landslide cannot take place.if............ and .................. re
absent. The respective landslide would not takeepifathe strata were damp but
positioned ................... The increase of ttlay particles dimension is
.................... The surface of rupture is........................... The main body of the
slide is ...cccccvvvvviieiiiiiiinn, The surfateseparation is ............coeeeeeeeeiiecnnne.
Results

In the fill in the blanks text, students completed,order, the following
words: permeable, impermeable, sloping, water, gravitatioorizontal, swelling
They completed the last three sentences as iextédelow: The surface of rupture
is theplace where the rock mass slided frdie main body of the slide ke rock
mass that slided’he surface of separationtiige surface on which the rock mass slid.
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Students completed the lineal vertical graphicghaiser as below:

a. rain/snow melting

a. water infiltration in the
strata

!

!

b. moistening of strata

b. moistening of rocks

!

!

c. swelling of clay strata

c. swelling of clay

!

!

d. air disappeared from the

d. moistening of sand strata

e. appearance of a water film
between strata

f. sliding of the surface stratum |

clay

!

e. clay became impermeab

D

f. over-moistgy of sand |

! !
Lo T g. water flew over the clay
! !
P h. sliding of the sand stratur

Lanslides —» are movements of rock masses

Place - hilly, mountainous, and tablelamegions

Time frequency- higher in spring and autumn
duration —hours - years

Conditions Alternation or permeable and impermealiatas
\:\E Inclination of strata

Presence of water
Cause - Gravitation
Developme Water infiltration in the strata
Moistening of rocks
Swelling of clay
The disappearane of air from clay
Clay became impermeable
Over-moistening of sand
Water flew over the clay stratum
Sliding of the sand strata

Consequenc Distruction of buildings
i :Distruction of communication routes

Land degradation

Control measur Forestation
E \: Underground water drain

Storing surface waters

Students completed the tree type graphical orgamnigk professor’s help:
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Students realised 11 drawings and we selectedfitleem that we assessed
as being the best ones. We informed them that we t@eanalyse their papers after
the seminar and we gave no other indication thantbaepresent in the above task.

00//_0 ool ve ST o
© 4 i :, t
QT/Val'.Car@ f |{a§7‘V/Q/y&¢—®\ o2
( '
{ |

Fig. 1. (r4pi de desprindere = surface of rupture; patul alémiee surface of separation;
corp de alunecare = main body; strat de argitlay stratum; strat de nisip = sand stratum)

Fig. 2.(lac= lake; rdpa de desprindere = surface of rgpttwrpul alunetrii = main body;
patul alunegrii = surface of separation; nisip = sand; argilclay)
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Fig. 3. (Inainte de alunecare = before the landslide fake; ap = water; strat permeabil =
permeable stratum; strat impermeabil = impermestoégum; G — faa gravitaionak =
gravitation; Duj alunecare = after the landslide took placei d@alunecare = surface of
rupture; patul alunecii = surface of separation; corp de alunecare mrhady; strat permeabil
= permeable stratum; strat impermeabil = impermeeatthtum)

@ S postrmgicss
b

Fig. 4. (Etapa premeggoare = before the landslide took place; ploaiain;rstrat permeabil =
permeable stratum; goluri de aer = spots of aiat sihpermeabil = impermeable stratum; Etapa
postmergtoare = after the landslide took place; corpul atiri = main body; patul alunédi

= surface of separation; goluri umplute cd apgonflare = water filled spots - swelling)
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Fig. 5.(l. Etapa premetgoare = before the landslide took place; ploaiain;rgonflare =
swelling; strat argil = clay stratum; strat nisip = sand stratum; lafzt post-alunecare =
after the landslide took place; rapa de desprindearface of rupture; supradade
alunecare = surface of separation; corpul alamiee main body)

Discussions

For filling in the gaps, students identified eashg necessary information
in the text. They had difficulties in identifyinge cause (gravitation) that was not
explicitly mentioned in the text and that they ddesed to had been a condition.
That proved that they had not known that landslidese in the category of
gravitational processes and also that the conaspise and condition were not
clear for them.

Students completed varied lineal vertical graphimajanisers, different
from one group to another. They established vameabers of the stages of the
process and named them. Discussing, we estableshkxhg as possible a series of
phenomena (rain or snow melting, water infiltrafionoistening of particles,
swelling of clay particles) and we ordered thenoaletogically.

For completing the tree type graphical organiseudents had difficulties
in defining landslides. They included landslides time category of sudden
geomorphological gravitational processes and prawediave only an empiric
concept (movement of rock masses) about landslidé®r this application,
students understood partially the mechanism optbduction of landslides having
in view that we offered them no supplementary exglimns to the text so that we
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did not influence task solving and the presentatibtihe other results. For students
the three categories of conditions were clear ag there presented explicitly in
the text, but students were confused about theeac the time as they did not
know what they had to fill in the respective blangsudents did not receive any
indications on the fact that some other type obrimiation was needed: duration,
frequency, period, and moment of production of argmenon and process, and
they did not know precisely those concepts. Thay dificulties in differentiating
between prevention and control measures, becauasungs such as forestation,
building of fences, protecting nets could be ineldidn both categories. Students
completed with our help “underground water draintl &surface water storage” on
the scheme.

Students realised 11 drawings on how landslideseangd and we
exhibited and analysed them together. We assekseadrawing in Figure 1 as the
most correct, similar to the one if' @rade Geography textbooks. One of the
students that realised the drawing confirmed (wdshed) that she participated to
the Geography Olympiad. In the case of Figure Zateed that they did not draw
its margins with precision, and this was true dtsothe body of the landslide. In
Figure 3, students misrepresented the permealdta sit the basis and the clay
stratum by using other symbols (conventional sigi$)ey misrepresented the
surface of separation, and on the surface of reghere was another sand stratum
and that was impossible in reality if we take iatcount the inclination of strata.
In the drawing in Figure 4 students representedtspf air” in the clay stratum
and that was a proof of a misrepresentation gbaiticles. In the second stage (that
they called wrongly “postmeiditpare” — logical contradiction and no such word
existed in Romanian) they represented two spadésicgoluri umplute cu ap-
gonflare” = “water filled spots — swelling”. So thatudents achieved correct
representations, we drew the clay particles sepatat air spots, we explained and
drew how those particles get wet, increase thdummge, and the space that air had
initially occupied was then occupied by clay paetc and the strata became
impermeable. In the drawing in Figure 5 studengsasented a horizontal structure
where land could not slide. In table 1 we presetiedfeatures that we analysed
for all drawings.

During the activity we noticed that students hd€alilties when completing
the scheme or when defining concepts that thegaxé no information about and
that they needed previous knowledge or researcBinglents could cope with part
of those difficulties with professor's help who eféd them supplementary
information and feed-back. Students solved at a@ d@eel all tasks and that proved
that the studied text was a good information soufoe achieving good
representations. In order to make it a better médron source we could complete
it with the definition of the landslide.
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Table 1 Features assessed in drawings

Categories Elements 1 2 3 4 5 B [7 |18 |9 10 11
Conditions | Rainfall +| | 4+ | |+ o+ H HH +
Structure of sand
strata and of clay + | + | +| +| +| +| +| +| + + +
strata
Inclination of NN
strata
Components| Surface ofrupturel + <+ + | ¢+ # # |- F [+ |+
Main body + O+ +H o+ H H 4 4 4
Surface of
separation
Conventional Sand + o+ o+ i 1 -1 1 -1 +«1 + T
signs Clay | +| - -1 =T =1 -1 -1+ +| +
Arrows - .

Text Title B -
The two stages Lo o o - - -] - -
Name of strata + + + o+ F oo+
Name of
components

Conclusions

On the basis of the experiment that we designethgldhe seminar of the
Didactics of Geographyyith the second year students study@gpgraphyandthe
Geography of Tourisnwe reached to the following conclusions:

1) Both tested hypotheses were confirmed.

2) Students solved tasks at a good level, by Iegrtlirough cooperation and
learning guided by the professor through givengask

3) Students achieved the competency to explain ggamlogical processes
if they had a text that included the necessarygsienf information and if they
processed those with the help of graphical orgemiséh clearly formulated tasks.
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DEVELOPING NUMERACY IN PRIMARY SCHOOL. ERROR
PATTERNSIN ADDITION

[ULIANA MARCHIS

ABSTRACT. In this article we study error patterns relatedhwihe

addition of natural numbers, and also methods oéraming the
identified mistakes. For the research 74 primaryost teachers were
asked to write down, which kind of error patteretated with addition
they have identified in their classroom, and hoeytlried to overcome
these misconceptions and inaccurate procedurehddeinf representing
addition and mental arithmetic strategies are jtesk too.

Keywords: Mathematics teaching, primary school, numeracygtiea
addition, representations of addition

ZUSAMMENFASSUNG. In diesem Artikel werden wir die Fehler-
Muster im Zusammenhang mit dem Zusatz von natigtichahlen, und
auch die Methoden zur Uberwindung der festgestelfehler. Fur die
Forschung 74 Primarschullehrer wurden gebetengegmdm Sie, welche
Art von Fehler im Zusammenhang mit Muster Zusétzlaben sie in
ihrer Klasse, und wie sie versucht, um diese Misgéadnisse und
falsche Verfahren. Methoden, die von Addition urmpfechnen Strategien
vorgestellt werden, zu.

1. Introduction

Pupils have to develop a good foundation in contputain primary
school. They have to have a good “number sensathaheans they have to count
with understanding, they have to develop a senseatfral, whole and rational
numbers, represent and use them in flexible wayusThn (Marchis, 2006)
computational skills of % grade pupils are analyzed, based on the resutheof
Zrinyi llona International Mathematics Competitiomhe conclusions are, that
pupils has a quite good computation skill with makunumbers (for example 86%
of the pupils got the correct result for (150+7508875), but poorer results in
computations with whole or rational numbers (foample only 47% of the pupils
obtained the correct result for -1-5-(-3)-5-6:2nfpatation with whole numbers),

and 65% computed correctlg+g(computation with rational numbers)). This

analysis gives an overview about the numeracy @fpitimary school children. In



IULIANA MARCHI §

(Marchis, 2007) the misconceptions on rational rensiare studied, misconceptions
related with comparison of rational numbers writienform of fractions and
decimal numbers, and error patterns in computatitimthese numbers. In (Denes,
2008) the error pattern in addition and subtractbnatural numbers are studied.
Denes’s research shows, that mathematical gamps teleloping pupils’ ability
for adding and subtracting natural numbers.

In this paper we propose to study error patterngddition of natural
numbers and methods of overcoming these errors.

2. Theoretical background

Numeracy is the ability to process, communicate and inetrpumerical
information in a variety of contexts.

According to the Final Report, The Implementatibthe National Numeracy
Strategy (Reynolds et al., 1998) primary pupilsustio

* Have a sense of the size of a number and wheite ihfo the number

system;

« Know by heart number facts such as number bonddjptzation

tables, division facts, doubles, and halves;

¢ Use what they know by heart to figure out answentadléy;

« Calculate accurately and efficiently, both mentalhd on paper, using

a range of calculation strategies;

« Make sense of number problems, including non-reutiroblems, and

recognize the operations needed to solve them;

» Explain their methods and reasoning using correathematical

terms; judge whether their answers are reasonabtéhave strategies for

checking them where necessary;

In (Stephens, 2000) there is described the situafimumeracy in Australia,
and some strategies to develop these competenciassnany children as possible:

* national testing in numeracy;

¢ using new models of instructions. In (Askew et H#)97) the importance

of guiding students toward more effective procedwad more complex

representations is underlined. Teacher introduee kity ideas for the

lesson, then set several tasks on which studeatsoawork during the

lesson. The problems can be solved using diffes¢nattegies, some of

them more effective than others. Also these prolgema the possibility

Error Pattern Analysis (EPA) provides and efficient method to identify
students’ common errors in computation. After discmg that a student consistently
uses an inaccurate procedure, the teacher canogenethods of correcting the
identified misconceptions and inadequate procedures

To identify error pattern the teacher has to folldve described steps
(Howell, Fox, Morehead, 1993):
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- collect sufficient amount of students’ solution &arch type of problem;
- encourage students to explain how they were thinkiming solving
the problem, but don't influence them in any wayindg their explanation;
- register all the answers of the students (writtesh @al answers too);
- read carefully all the answers and find error patiefor different
kind of problems;

- find exceptions for the identified patters;

- describe in word the identified patterns, then evriear all pattern the
ways how this error could be corrected,

- ask students to explain their solution, explanatidnich helps to be
sure that the student used the identified errdepat

Mental Arithmetic is the process of producing an answer to a cortipaota
without using any computational aids such as catou, tables, even paper and
pencil. To be able to make quick mental calculatime needs to know some strategies.
For example, in mental addition we could use thieviong tricks (Finan):

- left-to-right approachfor example performing the addition 234 + 361 first
we add 200 + 300 = 500, then 30 + 60 = 90, findlly 1 =5. In this way

we obtain the result: 595.

- compensationto find the result of the sum 33 + 29, we addt330 (as 30

is the next multiple of 10 greater than 29) obtagné3, then we subtract 1

from the result, to compensate for the extra 1weatdded to 29. Thus the

resultis 63 — 1 = 62.

- using compatible number&or example adding 120 + 50 + 80 + 10, we
add first 120 + 80 = 200, then we add to this tethal other two numbers.

- breaking up and bridgingo find the result of 57 + 35 =57 + 30 + 5 =87
5=87+3+2=90+2=092.

Representation methods are very important for primary school pupils. In
Figure 1 we can observe two ways for representaifoaddition: with sets and
with the real line. Pupils, when introducing adultji already know these
representation methods: they have used sets totleanumbers between 0 and 10,
also they have put these numbers on the realrioeder to know their neighbors.

3 3+4=7 4

Figure 1. Representations of adding 3 + 4
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More difficult is to represent those additions, whave add two numbers
between 0 and 10, but the result is bigger therrLthis case it is important, that
the pupils understand, that they need to group rids an order to get a ten. In
Figure 2 we see two ways of representing the amdaf 7 with 4.

7+
4
11

regroup

REEE OO0OOCD

710

Figure 2. Representations of adding 7 + 4

When adding two numbers between 0 and 10 we <tiff ase the
representation methods in Figure 1, too, but tlyeifei 2 helps to carry on to the
addition of 2-digit numbers.

II jOinIIIII

regroup

=

Figure 3. Representations of adding 2-digit numbers
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When adding two 2-digit numbers we follow the stéfigure 3):

- divide each number in tens and ones;

- join the tens and ones of the two number;

- regroup ones, if their number is bigger than 10;

- write down the obtained number.

The following step in representation: writing dotive numbers one below
the other and make the addition. In Figure 4 tlaeestwo methods of representing
the “carry on” digit.

3 5 6 7 + 1101

5 6 7 8 3 5 6 7 +
}///1/ 5 6 7 8
8 /1 /3/5 9 2 4 5
L LA

Figure 4. Representation of the “carry on” digit

3. Research

Resear ch design. 74 primary school teachers, who have participatettié
in-service teacher training courses iflap and Harghita county, were asked to
write down, which are the most frequently identfierror patterns in addition in
their classroom, and also, how they try to corthese errors. Their work was
qualitatively analyzed.

Results. In the following we describe the most frequent erpatterns
identified by the teachers.

- place value mistakdn written addition the pupils don't care abohét
place value of the digits. In Figure 5 we can obsdhat the pupil didn’t write the
ones below ones and the tens below tens.

o 01
~N O

Figure 5. Mistake with the place value of the digits

Teachers try to use mathematical games to devdlep“glace value”
concept. For example the following game is verjcafft in fixing the place value
concept. Pupils have to make the biggest 3-digimlmers in the following way:
they throw with a dice, then put that number onplaee where they think is better
(in place of one or tens or hundreds); they thrgaira and again they choose the
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place of the digit; they throw the third time andte/ the digit in the empty place.
For this game they have to name the place val@edfit, they have to know that
in ordering the numbers hundreds are more impotteant tens and ones, tens are
more important than ones.

Also it is very important to underline, that O imamber can't be ignored,
it has an important role. For example 68 and 6@8ldferent numbers. Pupils tend
to ignore 0 when they write down the numbers.

After the place value concept is fixed the teadaer return to the addition,
ask the pupil to write down the addition caring atbthe place value, then draw
vertical line to separate ones, tens and hundfédsre 6).

H|T|O
5|67 +
1|2
51719

Figure 6. Mistake with the place value of the digits

- mistake on dividing the numbers on tens and .0n&shave seen that for
introducing addition of numbers with two digits ig important to divide the
numbers into tens and ones. This mistake is relaitd the previous one, as in
order to divide the number the pupil has to knogva¢bncept of “place value”.

It is very important to make exercises of dividm@-digit number in tents
and ones. As pupils learn this in first grade iinportant to build this knowledge
progressively starting with exercises with didaaitimaterials, then with drawings
and finally in written. Firstly they should usecsis, for example for the number 24
they should take 24 sticks, group these sticks Gyobtaining 2 tens in this way
and 4 ones (which couldn’t have been grouped). Tthey could represent this
similarly as in Figure 2, finally to write down: Z®ntains 2 tens and 4 ones.

- “carry on” mistake In Figure 7 we observe that after adding ones85=+
13, the pupil wrote down 3 and forgot to carry be ten obtained to the tens. The
correct result should have been 193.

1

©N o
W oo o1

1

Figure7. “Carry on” mistake

In order to correct this error pattern the teachkleould use first the
representation from Figure 3, in order to underline fact, that we should use
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regrouping in case when the number of ones areebitithn 9. After the pupils
understand the procedures behind the algorithny,¢ae use the written form, and
mark the “carried on digit” as in Figure 4.

If pupils understand this procedure, it will beieagor them to understand
subtraction when they have to “borrow” from thedsg place valued digit in order
to perform the subtraction.

4, Conclusions

Even if the addition is the simplest operation méan primary school,
pupils can have problems with it. Teachers idetigrror pattern and misconceptions
related with addition: misconceptions related vitik place value and inaccurate
procedures for addition. As this is the first opieralearnt in primary school, it is
very important to correct these mistakes, othenthselearning of other operation
are affected too.

An important role in correcting error patterns duition has the representation
of it. Using various ways of representing additpmpils will learn the concept of it
and will understand what is behind the algorithnittem addition of two numbers.

Another important aspect, which has to be underigm¢he importance of
development of mental addition skills.
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SCHOOL AND CHANGE PROBLEM- OUTCOMES OF AN
EXPERIMENTAL RESEARCH

ADRIANA DENISA MANEA, CRISTIAN STAN

ABSTRACT. The parallelism existent between the socio-econcand cultural
changes on one hand and reform of the educatigisééras, on the other hand,
represents on of the main condition for functiaiyadit society level in general.
Educational systems reform is not just a particatagial or economic case, but it
is one of the most important way for reaching pesgrand development at the
level of society. Education reform is, thus, impb$gy transition logic and social
transformations. Passing from one type of societg aconomy implies, in a
natural way, a different politics concerning humasources, based on new
education goals. The correct diagnose of the pteséwmation from education
represents a sine qua non condition for its efficyeeffort in educating.

Keywords educational reform, innovation, evolution typdoren, re-structuring
type reform, levels of change, research-developmeel, the model focused on
beneficiary, resistance to change, the typologthefreform crisis, the principles
of educational reform.

ZUSAMM ENFASSUNG. Der zwischen den soziodkonomischen und kulturellen
Veranderungen bestehende Parallelismus einerseitd die Reform der
Erziehungssysteme andererseits, stellt eine dardgggenden Bedingungen fir
das Funktionieren der Gesellschaft in seiner Gdsgimtar. Die Reform der
Bildungssysteme stellt nicht nur ein Sonderfall derialen oder ékonomischen
Reformen, sondern einen der wichtigsten Werkzeuge Fortschritt und
Entwicklung der Gesellschaft, dar. Die Reform dekilhgswesens ist damit
selbst durch die Ubergangeslogik und den sozialeréiwlerungen vorgegeben.
Der Ubergang zu einer anderen Gesellschafs- odetséNaftsform treibt auf
natirlicher Art eine unterschiedliche Politik deremschlichen Ressourcen
basierend auf neuen Bildungszielen an. Der einwai@Befund der bestehenden
Lage im Bildungswesen stellt eine unumganglicheilgthg fir die Effizienz
der reformierten Bemiihungen dessen dar.

Schlisselwoérter Unterrichtsreform, Neuerung, Entwicklungsreform,
Umgestaltungsreform, Anderungsniveaus, Entwicklomgiell, Beniitzergestiitztes
Modell, Anderungswiderstand, Typologie der Reforisdr Prinzipien der
Bildungsreform
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I ntroduction

Education, as a component of social existence,inegjypermanent re-
structuring and adjustments to the features ofrmesformations that characterizes
society progress. The way in which these adjustsnemtticipate the socio-
economic changes or they fallow them in a usefoétiexpresses the efficiency of
every educational system.

M ethods

In order to inventory the existent opinions towactienge in education a
questionnaire was elaborated, it including itemgarding the most important
aspects in order to express teachers™ opinionsrtisveaducational reform problem,
questionnaire that was administrated, in the beggof this school year, to a
number of 102 teachers from primary, secondaryhagial school education. In the
fallowing the obtained results are presented iyrdhgtic manner, as well as the
corresponding interpretations.

Results

A first question aimed teachers™ opinions regardie necessity to develop a
profound reform in Romanian education.

Table 1.
Opinions regarding the necessity of developing
a profound reform in education

Frequency | Percent

Valid Yes 94 92,2
No 8 7,8
Total 102 100,0

As it can be observed from the above table, teaditest large extent, more
exactly 92.2 % among them, consider that it is lyighecessary to greatly
restructure Romanian education system.

Specialized literature mentions the existencewaf tundamental models
for producing innovation in education: tmesearch/development model and the
problem solving model, or the so called the mooeli$ed on receiver.

The research-development model goes from theoryrdotice, from the
singular or collective innovator towards the pesstmat beneficiates from change.
Problem solving model is characterized by the thett the innovator and the
innovation beneficiary are one and the same. Isaheonditions it starts from
effective reality towards theory and change is$es® and put into practice by the
very agents of reform.
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If the first model benefit from the advantage afomsistent theoretic basis,
the second imposes itself through the exact adaptdb the concrete reality
requirements and through the extended approvalhehge among the reform
agents, aspect due to which a tight collaboratimorgy the institutions specialized
in projecting educational innovations and theirdfamaries is recommended.

In the below table are presented the questionedhe&s™ opinions
regarding the reform model considered as beingrbst adequate to Romanian
educational reality.

Table 2.
Options regarding the adequate reform model
Frequency Percent
Research-development model 20 19,6
Problem solving model 82 80,4
Total 102 100,0

The fact that 80,4% from the teachers express tption for the problem
solving model suggests a certain lack of trusthi@ tapacity of the specialized
institutions to offer concrete solutions for thdfelient problems that education
come across.

The majority option for the model focused on baiafy emphasizes, in
the same time, the requirement for a major de-akrdition in managing education
system, de-centralization able to lead to the freedf action, responsibility and
personal initiative regarding the managers of sthmstitutions.

Table 3.
The relationship between the length in servicegucation, and the option for the reform model
Reform Model Total
Research-
development| Problem solving
model model
'S-grnv?éz off 0-5years | Count | g g4 30 5(35.7%) | 14 (100.0%)
6-10 years | Count 2 (11.1%) 16 (88.9%) 18 (100.0%)
11-15 years | Count 0 (0%) 19 (100.0%) | 19 (100.0%)
16-20 years | Count 2 (22.2%) 7 (77.8%) 9 (100.0%)
over 20 yearg Count 7 (16.7%) 35 (83.3%) 42 (100.0%)
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The data from the above table underline the exigt@t teachers” level two
different perspectives regarding the reform modehsidered to be the most
adequate, according to their length of serviceduacation. Thus, if teachers work
in educational field below the time period of 5 ggeahey tend to express their
option for the research-development model, thoaeate older in the field prefer,
in a large extent, adopt the problem solving mdgle¢ difference is significant
from a statistical point of view?= 23.456, p<0.001).

This fact, underlines, in our opinion, teacheaskl of trust in a centralized
type of reform viability and functioning, lack ofust increasing constantly in
relation with adding previous experiences in tieddfiand their increasing working
period in education.

By making a comparison with the terminology usediiomic physics, it
can be underlined the fact that putting into pcactany type of educational
innovations is dependent on the existence and itheltaneously of a so called
factor of critical mass, a certain amount of materhuman, time resources
available and of a factor of critical level, regpted by the degree of pressure
developed in favor of change. In other words, immating a certain type of
innovation is conditioned, on one hand, by theterise of the necessary resources
for insuring the aimed change, and, on the othedhhy the manifestation on a
large enough scale of a favorable attitude, irti@awith this.

Regarding to this aspect in the below table wél fresented teachers’
opinions referring to the factor whose consistemuyst be increased, in order to
insure education reform success, in the case ofdR@n educational system.

Table4.
The amount of resources necessary for educatiafaim
Frequency Percent
Critical mass factor 80 78.4
Critical level factor 22 21.6
Total 102 100.0

As it can be observed in table number 4, the gque=d teachers consider
that, in majority, that there is a positive attéudegarding the desire for chance in
education, deficient being mostly considered tiiecal mass factor. Thus, 78.4% from
these underline the fact that the reformatory éffiaust be focused on insuring an
adequate amount of human and material resourcéle arly 21.6% suggest that
the main factor that stops reform is teachersffitéent desire for change.
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Analyzing contemporary educational reform systeans be underlined the
existence of two main types of refornesiolution/progress reform and restructuring
reform.

The evolution reform refers to “the natural” caipato make progress in a
certain educational system, to the changes thataaggradually and progressively
as a natural consequence for its transforming angbdtting into practice normal
phenomenon for self-regulating.

We refer, in this context, for example, to thereat changes that appear at
the level of contents, methods and instructive-etime means, to the permanent
retroactive adjusting of education to knowledgdwian and to society requirements.

Restructuring reform, unlike evolution reform, dges not only on
modernizing contents, means and didactic stratefigsit focuses on producing
substantial structural changes at the level ot education system is organized and
functions.

In theory level, any type of educational system ba improved through
three strategic alternatives: reducing educatioforme to evolution reform,
continuing evolution reform with periodic involvemteof certain restructuring
means and replacing evolution reform with restrtctuone. The concrete option
for one or the other from the reformatory strategiepends both on educational
system specificity, and on the concrete priorigEthat certain society.

Tableb.
Opinions regarding the type of reform adequate donBnian
educational reality

Frequency | Percent

Evolution reform 19 18.6
Restructuring reform 83 81.4
Total 102 100.0

Referring to this aspect, as it can be seen fiegnanalysis of the data
presented in the above table, in an overwhelmirgpgation (81.4%) teachers
consider to be necessary a restructuring refortype of reform able to reorganize
education from the perspective of the charactesstind challenging that define
contemporary society.

Another aspect aimed by our investigation refershe priority areas on
which educational reform should focus. As it is Melown, the main levels for
objectifying innovations concerning education fiale:

- material levelifitroducing new textbooks or educational mgans

- curricular-procedural leveliniplementing new educational contents,
alternative methods and strategies in working vpitipils);
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- relational leve(restructuring pupil-pupil and teacher-pupil relatiships).

In this context it is underlined the fact thathaligh those three mentioned
levels are interrelated, they claim different refiatting efforts, be easiest to be
accomplished being the material changes, and tis¢ dificult to put into practice
being those that focus on restructuring interpeds@ationships within classroom.

In the fallowing table will be presented the opims of 6 teachers, opinions
regarding the levels where reformatting intervamtigghly imposes.

Table6.
Data regarding the intervention areas considered
as being priorities

Frequency Percent
Material level 38 37.3
Curricular-procedural leve

42 41.2
Relational level 22 21.6
Total 102 100.0

The intervention area considered a priority by224d from the teachers is
the curricular-procedural one, area aiming bothestructure education contents
and curricular areas, and to expand on a largde sha implementation of the
active-participating teaching methods.

The second area considered, as being importanterfsuring education
reform success by 37.3% from the teachers is therrabhone, it including both
renewing of the infrastructure elements, and mddew education means and
material equipments that already exist in schools.

Regarding the restructuring of the teacher-clatationship, in order to
adopt democratic-participant management type, & eansidered as being priority
goal for the reforming intervention from educationly by 21.6% from the
teachers, aspect that underlines the fact thahéeagresent a certain degree of
content concerning this situation.

In the fallowing, the questioned teachers wereeddlo organize, in an
order reflecting the importance of the impact thiady consider, the fallowing
aspects have on the good development of educatief@im, the main types of
crisis that influence Romanian educational; syst@ihne results obtained are
presented in table number 7.

As it can be seen in the above presented taldecribis of the educative
politics is considered by 25.5% from the teacherdeing the main obstacle and
factor of the educational reform from our country.
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Table7.
Factors stopping educational reform
Frequency Percent

The crisis of the educative politics 26 25.5

Financial crisis 21 20.6

Human resources crisis 21 20.6
Knowledge crisis 14 13.7
Managerial crisis 8 7.8
Self-knowing crisis 6 5.9

The crisis of the ability to project 6 5.9

The crisis of the educative politics mainly refeis the lack of the clear
objectives regarding reform and to the lack of egrent regarding different
theories, referring to change, as well as to thek laf continuity to establish
priorities and development directions for Romarédncational system on medium
and long term periods.

The second place within this hierarchy of the gtog reform factors is
taken, as 20.6% from the teachers express theniams, by human resources
crisis, and in an equal degree, by financial crisis

Human resources crisis mainly objectifies withne existent deficiencies
at the initial and continuous level teachers™ irgn To these the insufficient
teachers’™ motivation from a financial point of viesds, as well as the reduced
social recognizing of the didactic profession.

On its turn, financial crisis is expressed botiodlgh the financial resources
insufficiency, and through their deficient alloc&tiand using, with the meaning of
wasting them on non-profitable and without any fatdevelopment directions.

Through table number 8 questioned teachers’ amniegarding this last
aspect, are presented.

Table8.
Causes of the financial crisis
Frequency Percent
Financial resources insufficiency 36 35.3
Their deficient usage 66 64.7
Total 102 100.0
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The data presented in the previous table revealsfatt that the great
majority of the teachers, respectively, 64.7% frdrem, consider the crisis as
being the result not as much of the insufficientthe financial resources allocated
for education, but of their inefficient manipulatiand usage.

Knowledge crisis is considered to be an importstopping factor for
change by 13.7% from the teachers. Knowledge amisiwly refers to the essence
and to the specificity of the educational refornd 4o the action alternatives that
can be put into practice in situations of changekihg.

Complementary to the type of crisis previously tered and with
convergent effects acts, according to 7.8% from dhestioned teachers, is the
managerial crisis. Managerial crisis, synthesizegeneral, two defining elements:
on one hand the insufficiency of competences irfitld of managing change and
educational reform, and, on the other hand, theessigce centralization of the
leading structures and the reduced degree of imhom and participation in
making decisions of the different change agents.

With less important stopping effects are considdcebe, by 5.9% from
the teachers, the self-knowing crisis understooth@dack of a complete and clear
diagnose on the real situation from education aedttisis of the ability to project,
crisis that reflects both the insufficient abilityvalorize the prospective dimension
of education, and the relative incapacity to projalid diagnosis regarding the
evolution of the education system on long and nradierm.

We mention the fact that the distinctions previpysesented manifest at
the level of educational reality a combined actiansingle type of crisis being
enough for affecting the success of the foreseanatbnal reform.

Due to this aspect, it is important, as previotslthe effective development
of any type of reforming approach, to be realizecddequate analysis regarding all
the aspects that the certain reform involves. Tleess of the educational systems
reform is conditioned, in general, by three categorof principles: coherence
principle, functionality principle and the self-rdgtion principle.

The coherence principle requires the insurance thieological coherence
(among objectives and means), of a strategic caberfiogical and chronological
organization of the actions imposed by reform)aofinter-categories coherence
(the correlation of the educational reform with @@®nomic, social and cultural ones)
and of an action coherence (insuring the agreeamaong the main reform actors).

The functionality principle mainly aims aspectsisuas: to avoid the
sacrifice of the present generations of pupils a&thddents, to maintain the
equilibrium and the estate of functioning at theeleof the educational system, to
project certain constant reform directions andritically and differentiately use
the positive aspects from the old educational syste
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The self-regulation principle is focused of vatang personal resources for
development and innovation in education system &mdensure an active
participation for all change agents, in reform @cti

Another aspect focused through our research wss tal underline the
problem of resistance to change. Resistances tageh@enerated by introducing
innovation in education can be presented eitheanaspen conflict, more visible
and in the same time more easily to get over, oraamassive resistance,
undifferentiated, situation when the efforts to geer the stopping factors of
change must be significant.

The main motives that are on the base of the a@ppowards change are:

- the refuse due to the ignorance (misunderstgndivange essence and
content);

- the refuse because of a caprice;

- the refuse determined by the anticipation oklog personal advantages;

- the refuse based on invoking the failure of ey similar experiences.

Table9.
Motives for change resistance

Frequency| Percent
Refuse from ignorance 41 40.2
Refuse determined by the anticipation of loosing@eal advantages 31 30.4
Refuse based on invoking the failure of previonslar experiences 16 15.7
Refuse because of a caprice 11 10.8
Others 3 2.9

The main motive for change resistance is, accortiing0.2% from the
teachers, the refuse from ignorance. It refersh® lack of correct and clear
understanding of the change essence and contemgehhat is foreseen to be put
into practice, a misunderstanding of the mechaniants of the processes able to
insure reform functionality.

The second motive for change resistance is, fot%80rom the teachers,
the refuse determined by the anticipation of logpgersonal advantages as a direct
and immediate consequence of the implementatidheofeforming measurements.
In these cases, in a highly part, change resistargreat and undifferentiated.

The next motive for change resistance is represemiccording to 15.7%
from the teachers, by the refuse based on involingfailure of previous similar
experiences. In this case is brought into discuasgie context when the reforming
mistakes and the errors from past are invoked gsnagnts for the passivity and
the conservationism of those who, by the natureheir position, should be
promoters of change and innovation.
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Less consistent, as change refuse, is consideriee the refuse because of
a caprice. Regarding this aspect only 10.8% froentéachers consider that this
category of refusal could block in a significantrmar the reforming approaches.
The refuse because of a caprice is rooted in tistesce of certain tensions or
conflicts, more or less manifested, among changenpters and the persons that
should accept and put it into practice.

Conclusions

Concluding it can be underlined the fact that theagpart of the failures
registered along the attempt to reform educatisgslems were generated, not so
much by the inconsistencies of the different refgmograms, but by the fact that
the reform agents (the persons involved in its @nmntation) proved to be
insufficiently prepared or even hostile towards phi@ciple they were asked to put
into practice. This aspect imposes the necessitgragiously to the implementation
of any types of reforming measurements, to be dg@eel a program for reform
agents™ adequate informing and for introducing tpasattitudes regarding change.
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