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STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, LII, 1, 2007

METACOGNITIVE THINKING AND IMPROVEMENT OF
TEACHING AND LEARNING PROCESSES

HAVATZELET RONEN *, VASILE CHIS ™

ZUSAMMENFASSUNG. Das Konzept, das in diesem Artikel vorgelegt wird
wiedergibt die personliche Erfahrung als ein welte® Mittel, um den Lehrer und
den Schiler zu fordern. Wir glauben, dass die Ekiwng der Fahigkeit des
Schilers und des Lehrers introspektiv Uber ihre ad&dn und Tatigkeiten
nachzudenken, der Schliissel zur Existenz des kegnRrozesses darstellt.

Die Beispiele wurden aus dem Ausbildungsbereichgawéhlt, um die
Spirale der Entwicklung des Lehrers und Schilers, ziisammen in das Lehr-
Lern-Prozess wachsen, zu betonen.

Der Aufbau dieses Artikels ist, aus dem Standpdekform und des Inhaltes,
die Beziehung zwischen Theorie und Praktik zu stiizen. Der Arikel besteht aus
zwei Teilen, ein theoretischer und ein praktischeit, die sich einander beinflissen.
Der Zentralpunkt dieses Artikels ist die Bedeutdleg Selbstbeobachtung unserer
personlichen Erfahrung, und diess wird sowohl tkésch als auch durch die
Beziehung mit dem padagogischen Bereich dargestellt

INTRODUCTION

The concept presented in this paper relates toopakrexperience as a
valuable resource for empowering both the teachertlae pupil. We maintain that
developing the ability of both the learner andtéecher to reflect upon actions and
thoughts introspectively is the key to the exiseeotthe cognition process.

The examples selected from within the educatioredt fare brought in
order to stress the spiral development of the traemd the pupil who grow
together in the teaching and learning process.

The reciprocal relationship between theory andifaid between field and
theory constitutes the organizing axis of the stmecof the paper, both in terms of
form and content. There are two sides to the papeitheoretical and the practical,
and they influence and are influenced by one amotheview of the fact that the
importance of introspection on personal experiemomstitutes the central
orientation of this paper, it is repeated twiceceat the level of theory and once in
relation to the educational field.

" Ph.D. student at Babes-Bolyai University
™ Professor, Ph.D. Coordinator
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Introspection and metacognition - key concepts foconscious educational
experience.

Dewey (1938) revealed that education and experigocgde by side, and
he even sees in experience the educational proteshis view "education
therefore is a process of living and not prepanafar life." The saying of Rabbi
Yitzhak Arame "There is no school like experiengaints up the significance of
human experience as an opportunity for learningclvhinfluences a person's
development in knowing how to act wisely.

The term experience contains in within itself thtality of actions which a
person makes in order to obtain or achieve songetiinthis totality of actions are
included all those occasions when he tried to f4t;de realize expectations, to realize
his ambitions or to conform to the demands andsekthe social frameworks.

The totality of actions which a person makes inekitests and events etc.,
in which he succeeded or failed. All the situatisrisch a person has experienced
shape his attitudes and affect his self-perceptidrich is affected by the
knowledge, the skills or expertise he has acquirétie course of a wide variety of
events which constitute his personal experience .

The totality of events, knowledge and emotions Whitake up a person's
experience, create and mould a person's speciedatea Consequently, a "wise"
person is someone who succeeds in developing theeicusness required in order
to reflect upon the thinking processes which hafkiénced and are influencing
the formation of attitudes, perceptions, approackgsectations, resulting from the
variety of his experiences. This conscious reftectwill enable him to preserve
what is worthy of preservation and to correct thihich needs to be improved.

Vigotsky distinguished between two stages in theguesition of
knowledge: the first stage he described as uncousccquisition of knowledge
and after it comes the stage of the gradual ineredshe conscious command of
this knowledge. The distinction between these ti@ges points ughe significance
of meta-cognition as the conscious and cognitiagest

Figuratively, when applied to the educational spheéhis means that
turning it into meaningful learning depends on #tdlity of the teaching staff to
enable the pupils to pass from the stage of acguithe knowledge to that of
making the concepts, the subject matter, the legrrdituations, "their own
property.” Only when they have turned these corcégm "theirs” into "ours"
will the pupils be able to find meaning in the lgag text and thus internalize it.

In school the pupils are exposed to experienceoimtless social and
learning situations. Because of its organizatiameracter the school is the scene
of many events and diverse dynamics, between thehée and the pupils and
among the pupils themselves. The classroom is fordgally very active and
focused on a system of relationships between allpdrtners in the educational
practice. The school and the classroom can bepltte" to learn from experience.

4



METACOGNITIVE THINKING AND IMPROVEMENT OF TEACHINGAND LEARNING PROCESSES

Experience within the learning environment conggu a central
component in the development of the pupil's expegeas a person, as a friend, as
a learner, as one who is tested. Developing thectefe ability will affect the
development and the change of all the partnedse@tlucational practice.

In order to conduct learning from experience onetnaevelop the ability
of the learner and the teacher to reflect on astenrd thoughts, to be conscious of
them, to learn from them and to change by choiceortler for the choice to be
conscious one must enable the pupils to develomltiléy to reflect upon their
experience and the experiences of others. The"@hars" includes the "peer group”,
the educational staff which the pupil encountens] the variety of characters and
the events which constitute the personal experiefteh the pupils are exposed to
in the knowledge contexts which make up the schooiculum.

In order for the experience of the pupils as leare be the source of
growth and development two essential conditionstrbesavailable for the pupils;
firstly, in the planning of teaching: expressionanbe given to the analysis of
situations in the process of their growth as thgkand feeling pupils. Secondly, in
the subject matter: the pupils should be enableahtdyze the human experience,
which they discover through the various knowledgetents. The subject matter as
a source of personal learning and growth. The stibjatter is an additional mean
of developing meta-cognitive thinking.

This argument derives its strength from the thiszakliterature and from
the practice in the educational field. In this pape shall combine the relevant
theoretical conceptualization with the knowledge s/e accumulated in the
educational field as teacher, lecturer and insbruche experience gained in the
educational field will lead to illustration, explation and elucidation of the
theoretical conception.

What is meta-cognitive thinking from a theoreticalstandpoint?

According to Flavell (1976, 1977, 1978), one of tpieneers of the
development of meta-cognitive thinking, meta-cagnit refers to knowledge
which a person has about his own cognitive prosegbeir outcomes or anything
deriving from them. Meta-cognition means consciessnof the thinking that
occurs whilst performing specific assignments, tireduse of this consciousness to
regulate what one does. According to this conceptieo foci for meta-cognitive
thinking are knowledge and contrdtnowledgewhich a person has about the
cognitive processes and their outcomes and thdtyalhd control cognitive
processes and their outcomes.

Paris and his colleagues (Paris and Lindauer, 12&2s, Lipson and Wixson,
1983) see in meta-cognition the ability for “stgitethinking" which leads to
purposeful and controlled behavior. Zohar, 1966 Seemeta-cognition a person's
thinking about the knowledge he has and abouthueght processes. Brosh—Vaitz

5
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(1999) sees in meta-cognition a system of contrdlraental regulation, a higher-order
thinking system which works by means of self-inspacmechanisms which a person
activates when trying to solve a problem. Kani@o® sees meta-cognition as a kind
of lens through which a person observes his owngthis.

The various researchers enable us to argue thataogition is a thought
control mechanism which is supposed to develojtiebifor controlling and evaluating
the learner's success, the order of the stagé® gfedrformance and their timing.

In order to develop learning of this kind we muspand the concept of
reflection with the help of the concept of reflgetipractice. The meaning of the
term "reflection” in the original Latin is "turninigack", i.e. to cast a glance back at
an action or event which has already taken pladéenpast. In accordance with
this definition most researchers see the term afle as focusing on what
happened in the past.

Schon (1987) strikingly exemplifies the associatifigeflection with both
the past and the present. Schon attaches greattanpe to the distinction between
reflection in actiorandreflection on action

Reflection on actionrenewed reflection on the action, reflection fram
distance of time on an action performed in the.past

Applying the concept to the educational act wiltde the reflection on
successes and difficulties, after the performarfcthe teaching action. Teaching
and learning characterized by practice of this kwidl regard the teaching and
learning situations as situations calling for awtido be analyzed. Case study
which will be characterized by a review of the datal the aspects relating to the
event being analyzed. In this way decision-makiogcerning the continuation of
the educational action will take into account thleatning through the experience”
in order to preserve and improve the practice by wareful deliberation. This
introspection enables the improvement of abilifpipto the next activity.

In order for the pupils to be able to experienarang of this kind the
teacher must plan teaching units containing asségisnwhich will enable them to
engage in introspection on the learning actiorrpsgection on their experience as
learners, introspection which will be an expressainmeta-cognitive thinking
characterized by the existence of a control proagtssregard to the learning.

V. Chis (2005) describes the learning sequence as anrameegunity of
cognitive and metacognitive processes. During #enling process two main
components are involved:

- the learning process itself: reception — procegst consolidation —
putting into practice

- introspection in the pupil's case and meta-cagmitwvhich brings new
acquisitions, such as:

* Knowledge about himself, as subject/pupil of tteréng process
« Knowledge about the nature of the learning task
« Efficient methods and strategies for learning
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Meta-cognitive thinking and reflective practice from the applied standpoint.

A case study (A method for creating group discoarseind a pupil or event,
leading to the identifying of principles enablimgrtsference from experience of the
specific event to additional events. The discoypsamotes joint learning which
enriches all the group members, The case studgecan instrument for organizing the
concepts which are supposed to turn into a comigragubge for all members of the
group. Moreover, it can enable the developmeneofgnal and professional relations
between the instructor and the learnémom the course for training pedagogical
coordinators, will serve as the first text “for lyaing and analyzing applied
knowledge" (In order to help pupils with learningfidiencies to progress and to enable
them to obtain the Bagrut matriculation certificatee Ministry of Education trains
teachers for a special function, that of pedagbgicardinator. The pedagogical
coordinator must undergo a process of trainingrateloto be able to instruct the
teaching staff who teaches these pupils. For maaysywe planned and directed
courses for pedagogical coordinators. The coomlisgain experience of learning and
instructing which sees experience and theory asssential strata in the development
of the pedagogical coordinator. The case studyepted in this part of the paper is
drawn from the ongoing current 2006 course.). Tt¢iiies and assignments in the
course are planned in such a way as to enableotivsec participants to bring their
experience in the field to the learning group. e group where was created an
atmosphere which facilitated and justified shagrgeriences of events with friends.

During the discussion about significant events agnibie group members,
one of the group said that she had had a very mgfahiexperience (the participant
whose experience became a teaching and learninéptethe whole group is called
throughout the paper "Kochav"All her pupils had succeeded in passing the
Bagrut matriculation exam. We suggested to heoo& back and review her work
process. To try and reconstruct strategies thatléddo her success. To try and
identify principles according to which she had dcteollowing Schon's concepts,
we sought to carry out Reflection on action, nameffer the action had already
been done, at a distance in time, to reflect uportéaching action once again.

The assignment offered the opportunity to see imeliperience a learning
text. A text which would enable her to focus oncasses and difficulties, after the
performing of the teaching act. The assignment midpeossible to have a
retrospective view of the practice; introspecti@sdd on the ability to reconstruct
her experience as a teacher. At the same time abe@sgked to reconstruct thinking
processes from which she could identify principkes develop her role of
pedagogical coordinator, a role which requirestbanstruct teachers on ways to
improve the teaching in order to bring about imgailearning achievements.

In order to compare her role as a teacher to Hera®a teacher instructor
she had to think about her thinking processesliasglects relating to the creation
of her role. She had to focus on "two foci of mebagnitive thinking,knowledge
andcontrol, knowledgevhich a person has about cognitive processes ienttligts
and the ability to control cognitive processes t&ir outcomes.

7
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The request was acknowledged as being of greag¢ ymltias being hard to
execute. She explained that the difficulty lay e tneed to extract from her
experience process principles which would enable tbecontrol the cognitive
process of her practice. The need to reflect upensubjective experience as a
source for objective learning was perceived adfeculity.

We decided to begin the assignment by way of raoacteon of all that
she was able to recall from the moment of startieg job until the end of the
educational action. In order for the reflective aestruction to be anchored in
meta-cognitive thought processes three categofigg@stions were suggested to
Kochav to write about freely. The text obtainedaasesult of the reconstruction,
will be a learning text both for her and us. Adiastor, through the text we will be
able to teach her to identify the "strategic thivgki which lay behind her practice.
This thinking will be translated into principles rfaeveloping the roles of
pedagogical coordinator and the professional teackspectively. The whole
process will enable her and ourselves to plan mnileg encounter with the whole
learning group. We decided that the subject ofetheounter would be: "There is
no school like experience," and the three of uslvawderate the encounter.

The theory as a mean of interpreting reality.

Is this difficulty the difficulty of the specificeacher? And also how does
the professional literature relate to this diffig@® Educational practice of the
above-mentioned kind sees the teacher both agarob&r who researches his own
action and also as one who is being researched.

The dual role of a person as researcher and begaarched, as object and
subject of the human action, is perceived as acdlff not only by Kochav but
also by researchers and academics. Personal experés a source for learning
casts doubt on the validity and degree of effeatgs of the action. On the other
hand, it is found that a person's hypotheses ahouself affect the practice,
despite (and perhaps because) of their subjectipertance.

Morris (1981) suggests three components in a p&rsobjective reflection
on his experience. The first he calielf Hypotheses person's hypotheses about
himself and the reasons for his action. The sedmdallsStrategy-Reportsa
person's report on the methods he uses consciadsy he deals with a given
assignment. The third he cabhenomenal-Reportshe report of a person on the
objective bases of the practice.

We decided that the experience would be an oppitytdior the whole
group to learn from the success of their fellowugranember. The case study was
perceived as an opportunity for learning which corat theoretical knowledge
with their needs as pedagogical coordinators. Téeeldpment ofexperience
awarenesd parallel processes of teachers and learnersraie the coordinators to
apply the action with the teachers they will havénsstruct in the future.
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The component which Morris suggested for a persdleating on the
practice process Phenomenal Repor points up the importance of a person's
awareness of his attitudes and perceptions abeupdhition. The member of the
group thinks that there are objective componentste position: About a year
and a half ago | was offerdtie position of pedagogical coordinator in a schdol
replied affirmativelyand began to study the subjécThat is to say, learning the
job is an objective principle which can be right &my functionary.

The components which Morris suggested for a petesarflect upon the
practice process Self HypotheseandStrategy-Reports are subjective components
which enable a person to develparenes®f his hypotheseabout the perception
of the post, and the strategies he should adoptdier to succeed in it.

She reconstructed: "And then | took the decision to teach and also to
educate the class. It was important for me not ¢tmlge a pedagogical coordinator,
but to experience it myself, to make certain angrmvethat | was capable of
achieving the goals, that | was in fact setting tegcher colleagues.She sees in
her experience as a teacher a central componemeroperception of the rolef
pedagogical coordinator. Heypothesiss that teachers will accept her authority as
a coordinator instructing teachers in ways to imprteaching - if she proves that
her experience as a teacher has led to an impratdmehe ways of teaching and
success in the goals which she sets herself.

The 'case study' enabled the group to define skpereciples bearing on
the role of pedagogical coordinator:

*The experience of the coordinator as educatorteadher can become a
source of empowerment and confidence.

*One's own conscious experience will be a sourcekrmdwledge for
learning in the sense of "to practice what onegires."

The reflective reconstruction enabled us to undadsthe thoughts about
the strategies which can be the means to enabl@upis to progress towards
achieving the goal. She reconstructédtaught at a slow pace, and of course |
began everything from the beginning, | did not rety any previous knowledge.
After every subject (not whole chapters, but atthhad taught) | would give a
test in order to make certain (and not simply tty ren feelings), that they all
understood the subject matter. (I didn’t want theyebe gaps, because then some
pupils would fall behind and the gaps between theonld only grow bigger).
Through the tests | would continue to act, like iftstance revising things which
most of them had got wrong and had not understoaaifficiently internalized."

The 'case study' enabled the group to define skpereciples bearing on
teaching planning:

* Adjusting the learning pace to the needs of thpils according to their
style of learning
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* Responsibility for imparting knowledge rests ¢re teacher — the teacher
does not make assumptions about the pupils' kn@elbdt teaches everything (the
pupils in the past studied in junior high schools).

* The responsibility for examining the connectioatween the teaching
planning and the development of the learning redtts the teacher- holding class
tests (also with an open notebook) in order to réaicethat the pupils understand
the subject matter.

* The class tests are the control mechanisms ferctintinuation of the
teaching planning- to go over a given subject,dimforce small groups, to give
additional exercises on certain subject/s.

*Holding class exercises is an integral part oftdeching planning.

The case study, which is one of many, enables ustelude that we
underwent a significant learning experience. Whenfiwished the preparation for
the encounter the trainee teacher wroléhdhk you so much. | learnt so much!
...In my opinion the way in which you analyzed thirggexcellent!- | shall be
happy if you continue in this vein. One can leaymsich from it."

The principles here are regarded as indicatorsefitection on a pattern of
practice of each of the members of the group aheza and learners. The story is
clear to them because it brings out the experiefice fellow group member and
this experience contains elements which they &farailiar with.

From her own experience she understood that sheptarsan assignment
that would enable her pupite reconstructtheir experience as learners,n@ake
hypothesesegarding the reasons, the ways and behaviorshwieid them to
success in the Bagrut examination in language &pcession. In this way she will
begin to experience the application of a pedagbgicalel based on her experience
as a learner, and will translate this into an acpattern as a teacher. In this way
the class will be able to learn principles of sssgevhich they will be able to apply
in their grade twelve studies. This activity mighfluence the development of
motivation and achievements of the pupils' forftiikowing school year.

We asked the group whether it was worthwhile to @aents that would
lead to analysis of situations which reflect thevgh process of the pupils as
thinking and feeling human beings. Their answer Wed their experience as
mature adult human beings experiencing a diffeveay of teaching brings home
to them the meaning of the way and the method. By see and understand the
need to develop meta-cognitive thinking abilityoirder to succeed in applying this
teaching model in the classroom. Therefore, inrtbeinion, allocating time to
learning of this kind is worthwhile. Regarding #doption as a work pattern by a
teacher, they must continue to learn how to do this

In conclusion, an effective dialogue which devetbfie#ough reconstruction
and the interpretationf experience, influenced thelevelopment of the consciousneks
the person describing the event. It helped the pgrou progress several steps in
developing thinking about the need and ways tatgitlagogical change in their school

10
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Reflection in action — A cognitive challenge

Following the theoretical discussion it is impottaio present Schon's
conception regarding the significance of refleciiothe course of action. Whereas in
the previous section we dealt with the act of otifte after the action, in this section
we shall clarify the concept &eflection in actior- the teacher examines his moves in
the course of the action itself, and rapidly dexiole ways to resolve the problems he is
faced with. If he didn't obtain the anticipatedufess he revises the situation, tries other
solutions and persists in his search for improdirgaction. When a teacher or pupil
examines the action and also corrects what requoeecting in the course of the
action, such thinking is what is callBeflection iraction

Reflection in action is complex and requires a Hegrel of meta-cognitive
thinking. During the action the teacher must obsdhe thoughts driving his
action He must activate control mechanisms in real ti@entrol mechanisms that
will embrace the "whole range of educational pti He must be aware of the
three categories of meta-cognitive thinking, awaiffe himself, aware of the
strategies of the action, aware of the assignmei performing as a teacher.

Schon maintains that the extent of accuracy andcefeness of the
renewed reflection igomplexbecause it must be tested during the action. The
analogies between the environmental activity arel glanned activity must be
more rapid and more accessible, they demand aegrdagree of flexibility. The
performance of the reflective contemplation durthg action itself involves a
continued sense of insecurity which derives fromrbed to create limits and rules
in the course of the action dynamic.

The unplanned changes and uncertainty do not adkaty from the fact
that a person must draw conclusions, which he itingst apply, but also from the
fact that he must build cognitive categories sustadresh understanding of the
reality, definition of the problem and choice ofiet action strategies.

At the same timeReflection in action is importangince in this way
conclusions drawn can be applied at the time oE#perience itself. Because of its
complexity, importance and significance, reflectairthis type requires experience
(Schon, 1987, p. 68).

Deweys' conception with which we opened the disonssn the subject of
reflection, - that education and experience go bideide —&ducation is a process
of living and not preparation for livinty can be applied if the teacher and learner
can experience learning which sees introspectidroismeans and content.

It follows from this that the reflection in actiorepresents a cognitive
challenge for the performer, and, with all theidiftty this entails, it can contribute to
the development of meta-cognitive thinking. Leagnai this kind, by its very nature,
enables spiral development of thinking abilitids)st reinforcing the significance of
experience as contributing to the developmenttoféthinking flexibility.

11
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Meta-cognitive thinking and reflective practice from the application standpoint.

The event we shall refer to is taken from the cxntd my work in the
Department of Educational Sociology at the Hebrewvérsity in Jerusalem. We ran
and taught the coursénVolvement in theducational field: theory and practi¢e
The aim of the course was to enable outstandindests to gain experience of
learning encounters combining theory and practicanie course.

These encounters took place at three levels. Tise l&vel focused on
relevant theoretical learning. The second levelus$ed on joint learning of an
education lesson — a lesson with informal elemémtshe context of formal
education. This lesson was attended by the formhersa, the class pupils and a
group of students attending the "Involvement in édeicational field: theory and
practice” course. The third level focused on sttgléntoring junior high school
pupils, whereby the students gained experienceasfhing together with teachers
and pupils, as well as experience of academic étieat learning and teaching and
helping pupils to progress.

The lesson was based on the following basic premise

*Learning takes place in a social structure, aredgbcial structure of the
classroom is inseparable from and essential foettiee learning process.

*The social structure is not a given static, bdyaamic system, which can
be influenced, and which can be changed and huilh wne or another direction.

The activities and assignments in the lesson wkrenpd in a way that
enabled the students to express their experient@xreriences as learners in the
transition from the junior high school to the higbhool. The joint encounters
between the students, the pupils, and myself dsuster, led to the creation of a
climate which encouraged the sharing of thoughtxceptions and feelings.
Levavit (for the purposes of the discussion, tlenstruction of the experience of
a pupil from the classroom in which we were actiill serve as a case study, and
for the purposes of this paper we shall call thgilduevavit.), an intelligent pupil
who had begun with learning and social difficultiegs considered to be a pupil in
"drop-out danger". As with the other members of gewvup, we held regular
conversations with the pupils on the significantéheir experience as pupils in the
junior high school. After two years of experienciiogmal and informal encounters,
we asked the pupils to stop, to look back ovempttoeess they had undergone and
to write freely what had been meaningful for thenthe education encounters.

Levavit handed us the text and noted that she woelldappy if her writing
would enable me, the students and the teacheesuto from it as we had done with
the texts of pupils during the two years of jordining.

In Schon's conception, Levavit had perforniflection on actignrenewed
reflection about an action that had already beefopeed, at a distance in time.
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We called the text "Levavit's Story" since throubh story told by Levavit
we would be able to focus the discussion on theifsignce of the pupil learner's
self-reflection upon his own stream of consciousnes

Theory as a mean of interpreting reality

Kaniel maintainsthat meta-cognitive thinking refers to the abilif a
person to contemplate himself and to relate constyato the information he has
received about himself, thus enabling him to drawotusions which can influence
his subsequent mental activity. This ability enabdeperson to gather data about
him in all areas (thoughts, feelings, attitudegrapches) both to preserve and to
improve correspondingly. (Kaniel 2001, p. 220).

Levavit begins her letter with shall begin by saying that | feel free with
you, and in conversation - in this letter | writeytou all that Ifeeland think" She
uses the sequence "feel and think" as a naturaleseg. In the opening sentence
she begins to introduce us into her thougHtshitik that | am writing to a frient
She is conscious of her attitude and approachg@s$isignment:Thus | am more
openand freer to tell what enters my mihdhat is to say, reconstruction of the
process she has undergone is perceived as legitimat

From an analysis of the whole discourse it canseéen that Levavit
succeeds in combining reflection made up fréteflection on actionwith
Reflection in actionLevavit describes learning actions which she $obkck on:
"... | can remember a profound conversation about myingao make a
separation between school friends and studiesmieraber how much | listened to
you and concentrated on your words, and | would teaynyself 'How wise that
woman is and how right she is and | always thoutghinyself that, even if not for
my sake, | shall make an effort to improve...themall<do that for you! Because
you told me very true things, even though soméaethings, for example, that |
can improve also in English- but in the end, yoweargght that in theway can that
one learns education one learn any subject

In retrospect the conversations also bring out uhderstanding of the
learning action in the course of its performancevavit uses expressions which
indicate clearly that during the experience shelccaeflect on her thought
processes, and moreover, from the very fact thahsk not succeeded in applying
insights in real time she felt frustrated on the t&\and, and at the same time very
much wanted to apply the insights she had gainedavit wrote: "..| would feel
good, and that | suddenly knew myself bétter

The ability which she had developed, to combine anteignitive and
reflective thinking in the course of the learnirggian and after the learning action,
enabled her to progress from a situation of "béing situation of dropout danger"
to one of having an influence on her friends thai/tshould not drop out.

13
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Meta-cognitive knowledge that can contribute to rdect on the teacher's role

Three types of knowledge are important for metanitimmn: declarative,
factual knowledge, procedural knowledge and coadél knowledge.

The three types of knowledge will be the categotfesugh which we
shall analyze Levavit's perception regarding trecess she has undergone. In our
view, the creation of knowledge through this analygs value and significance
since it is created through a pupil's experienakraflection about the process she
has undergone. The reconstruction of the procegeessed in the form of free
writing which is not prompted by questions, enahlsgo gaze into her "stream of
consciousness."

Declarative knowledge- factual knowledge

Heart to heart conversations as a mean

Levavit wrote: "You asked me in class to think about somethinghwhic
occurs to me from the two years which you taughtans the first thing which
came to my mind was all "the heart to heart coratoss" we had

Heart to heart conversations represent a signifisaategic mean for her
experience as a learner.

The first knowledge which we shall want to elicitrh her writing will relate
to meaning, time, to the place in which the heatbdart talks took placeln'every
conversation which we had (almost) the conversdigan with talking in class and
would develop also after the lesson, and in thalbrge would talk and then it would
come to me and what was happening to me and wtsaivadh me doing and how |
should do this, and at times you would give meestipn to think about! "

The heart to heart conversations were perceivedelgvit as a ritual with
a set structure. The talk in class was seen apemirgy for personal discourse. The
class discourse continued in the break. From dasourse it became a personal
discourse aimed at developing Levavit's abilityreéflect on the processes which
she was experiencing as a learner. The discussidadewith the shaping of a
pattern for continued higher order thinking, spdrkg a relevant question.

Procedural knowledge

Procedural knowledgencludes information about the various actions
which must be performed; "procedures describe adrange of actions in each
assignment. They constitute the reservoir of beltavwwvhich a person can call
upon, from which he chooses according to the difieaims.( Paris, Lipson and
Wixson, 1983, 303). In order to obtain the requirddrmation we need an answer
to the question how to perform such and such irmtd obtain such and such?
our case, how to hold the conversations so that gheuld achieve their goals?
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The nature of the conversations as a mean for deeping strategic thinking

Levavit wrote"...We would talk about what | was, or what | hadd in
order to improve, afterwards | would feel very goddd sometimes when | was really
downhearted, because | hadn't done well in studies) these conversations helped
me a lot, | cannot describe how much. It was noipi some conversation which
would help me in education, but it would help meafbthe subjects, and it made me
feel good that there really was someone who listéoene and not simply listened but
concentrated on what | was saying, and also tryanigelp me after thét

The contents of the conversations touched directly upon analysis of Levavit's
learning situations. The conversatigsated to the Stuations in which Levavit had
not functioned as expected. Despite the frustrasihgation Levavit felt thathe
teacher wasligening, concentrating on her wordad trying to help. That is to say the
conversations had characteristics sapport leading to a good feelindReflecting
situations which could be improved. The supportretationship influenced the
development of the ability to transfer principlesnfi the area of the education lesson
which was done in an informal framework to ther@ay in formal lessons.

Levavit gives an example of a "heart to heart cosat®n” which expanded
the range of her behaviors:'We had a conversation last year concerning how
sometimes | speak with my friends during the lessomd then | am not
concentrating on the learning and this creates p & me, and | also deteriorate
and actually show the teachers that | appear nowant to learn, or that my
friends speak with me and then | answer them aigl also takes me out of
concentration, then you gave me ways to bensainal policeman_- that | should
think carefully about what Havatzelet told me, veheioes this lead to, what is
worthwhile for me to do and that | should differate between the break when |
will be with my friends and in the lesson when | ardifferent girl- a thinking
pupil when we talked in the conversations aboutpiteeesses which | undergo in
correct and good learning, then we spoke about goashners, about behavior
which affects no less than the exam mark or thé\vothe subject, and about the
rules — lateness, absences, concentration, speakitige lesson etc. .| remember a
profound conversation about how | must make ardistn between my friends
and studies, | remember how much | would listeyow and concentrate on your
words, and | would say to myself: "how wise thisnaa is and how right she is,
and | always thought to myself even if not for dfiysehall make an effort to
improve and truly to make the distinction betwe@ntls and learning, then | shall
do this for you! Because you told me very truegsireven if some of the things, for
example that | can also improve in English — buthiea end you were right because
in the way we study education we can learn anyestippne simply needs the will
and motivation to succeed.”

The heart to heart conversations became a meara gguil, a mean of
developing meta-cognitive thinking. Analysis of gdd matter which expressed
the social and learning reality, led to a changkenperception about the learning.
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From the perception that the teacher doesn't krieat $he doesn't understand
English, to gain a perception that success depamdse will and ability to identify
the principles through which she succeeds in edutatfter identifying the
principles, she must apply them to other subjects.

Conditional Knowledge

Conditional knowledgeefers to knowing why a given strategy works, or
when to exercise this skill or strategy and nottlaero Researchers like Schoenfeld
(1985) lay particular stress on its importancelli@oand Brown, (in press) identified
this kind of knowledge as an essential componesticfessful training projects.

In considering the heart to heart conversations sisategy we shall try to
understand why this approach is preferable to amatfay.

The teacher's meta-cognitive thinking as a conditimfor the development of
the pupil's meta-cognitive thinking

Levavit writes:"...What helped me most of all in the conversaticess that |
knew that you wanted to help me, and that all yloat did was only for me, because |
saw that how you were fighting for me —in theseversations you opened my mind for
me to understand that if | wanted to then | cowldd you explained to me how
important is the matter of the learning, and thefience you gave me helped me —
this is a part of my development in the last twargidbecause when | entered grade 7 |
was a little shy, | didn't talk in the class andrlt apply what | had internalized, and
after we learnt all the process of the learning aotdms and all kinds of concepts, then
| began to gain confidence and | knew that if Intidpeak and bring out what | had,
then no one would know that | had something to aag, then when we had a
notebook, and | and you would hold a written dialegyou told me in a conversation
we had in the summer vacation before the retursiudies (with Liat) that you think
that | was clever and that | had something to aag, that | must say it, and not only in
the notebook, because that is how we apply thigd.then that is really what | did.
What really very much troubles me is that you yeathnted me to try and separate the
learning from the friends. And I tried, but manyéss | didn't succeed, and | wanted to,
but it was hard for me. | think that now | am aldgaachieving this, and more than that
— | have already turned this into a very importaatm!”

Levavit's reconstruction stresses the importantcbefeacher's behavior as
deriving from meta-cognitive thinking. The teacltieaches the pupil to reflect
upon the reality in order to change it. This igfiiailt and complex process which
the teacher must be aware of and prepared for. \ited@scribes a two-year
process, a process in which the program instraotik her under her wing. During
the two years there were regressions and failluegavit describes a situation in
which in the course of conversatiosBe felt andunderstoodthat the instructor
wanted the best for her.
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She felt that she was disappointing herself sifoe was not keeping
promises, and despite this the heart to heart csattens which focused on
analysis of situations continued to be encountémscttd at the possibility of
building a new reality. Encounters in which two pkowished to change reality
and it was difficult for both of them.

One may conclude théte heart to heart conversati@pproach, analyzing
reality from a desire to build a new reality, imt@st to moralizing conversations
and expressions of disappointment, made the diféere

In conclusion- There is no school like experience

Levavit writes:"...when we had a conversation in the summer vatatio
you gave me an assignment — to be a leader andaib -, of course in a good
way, and | think that | have only done this thiaryavith Sivan, Hili and Reut, and
for a moment, when | spoke to them, | would thibkua you and that | was
carrying out the assignment, and suddenly | fedtjtawvere, that | was imitating
you, or more correctly transmitting your words, drain very happy that this 0"

Levavit , like many other pupils in the educatigstem, is on the list of pupils
defined as "pupils in danger of dropping out".Ha framework of a course whose aim
is to make a connection between theory and practiesavit was given the
opportunity to develop meta-cognitive and reflestthinking on the process of her
growth as a learner. Levavit is an intelligent puger development in thinking and
understanding preceded the process of making deodearning deficiencies in the
syllabus material as required in the context offtiimal education. The investment in
the development of mega-cognitive thinking througgl holding of heart to heart
conversations enabled her to progress from a ptipisk of dropping out to a pupil
rescuing her friends, who at the outset had babtelio drag her into dropping out.

After a two-year-plus learning process Levavit greted her classmates
from dropping out. She developed meta-cognitivakimg which enabled her to
reconstruct her experience in order to be a coanget friends who initially had
tried to drag her into leaving school, and at the ef the process Levavit had
instilled in them the will to continue and to fihigheir high school studies.

In conclusion Levavit wrot€'...| have developed greatly and grown from all
points of view, both physically or spiritually. $Sietily now | have a well-formed ideas
and | know what | am saying In these years | t{imkact | am certain of it) that | have
developed and grown on the norms and concepts ok sgbout. And how to cope
with difficulties and problems.... | feel that | kngau very well, | have reached a state
that | know each time what you want to say andatedut each period. For example, in
the period before the certificates it was alreatbacthat you would speak to us about
the semester, about the certificates, about thelmison of criteria, about parents'
meetings and so forth. | feel that you also knoviram all the conversations and from
all we spokeabout and all my opinions...I know that all our caisatgions will remain
with me forever in my mind | learnt a terrific anmgu

17



HAVATZELET RONEN, VASILE CHIS

Concluding discussion: The repercussions on teaclgnn the field of education

Meta-cognitive thinking relates to knowledge thapeason has about his
own cognitive processes, their outcomes or anytliegving from them. This
ability will manifest itself in a person's conscémess of the thinking that occurs
while engaged in performing specific tasks and ube of this consciousness to
exercise control over the execution. Meta-cognitivimking leads to purposeful
and controlled behavior.

Kaniel (2001, p. 220) maintains that reflective ghige that derives its
strength from meta-cognitive thinking must be vaédéug and conscious. A person
will analyze the results of the reflection. Thigpdy of practice enables fresh
understanding and rebuilding.

For instance, the rebuilding ebmmitmentCommitment is not a chance
matter; and people have the ability to develop cdment at any time. Blasi and
Oresick (1986) point out thatommitment is anatter of making a decision- a
decision to invest energies in a taslaris and Cross (1983) refer to this aspect of
meta-cognition as "a marriage between will and.5kil

Many pupils, as also some adults, mistakenly aasa@ommitment with
the feeling that they have regarding work "("Ifij@y it, if it's a pleasure, | am
committed; If | don't enjoy it, or it's not pleasaham not committed™). The pupils
should not allow their feelings to decide the quesof whether it is worth making
an effort. Rather, they should consider whethey decide to commit themselves.

Planning teaching in which the discussion aboutroitment derives from the
analysis of the contents or of the situations,a@ble the pupils to develop awareness
of the fact that commitment derives from decisifsam adoption of norms, and is
dependent on the person and not on external fa@sussion and examples in the
class can clarify the nature and importance of cibmemt. The teachers can instruct
pupils towards two understandings: that all ategidffect behavior; and that they can
be controlled to some extent. The pupils can ld@sthrough discussion of examples
from everyday life, where positive attitudes helpedple to overcome obstacles or to
make impressive achievements. Teachers can alsg Bs examples successes in
learning, especially when a pupil has succeededéncoming a problem. In view of
the fact that pupils tend to doubt their abilityctmtrol their attitudes, it will take time
until they develop this understanding. One can gixamples from the classroom or
from the subject matter, for example in literatorein history, where a change of
attitude was of decisive importance regarding titeane, and then to discuss the way
in which this change occurred.

The teacher's introspection on the process of taistipe, is likely to help
in coping better with the learning and educatidaaks. The role of the teacher is
to help the learner to develop abilities for infrestion.

Meta-cognition may be regarded as a control systiethe action; teaching,
learning and so forth. It diagnoses and assessesuittess of the teacher/learner,
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the order of the stages of the performance and tinging. It helps in connecting
the inner world of the thinker and the outer worlt.helps in understanding
attitudes, thoughts and approaches, and thereblgadro the preservation of what
is worth keeping, and the improvement of what nemtecting.
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DIDACTIC SELF EVALUATION AND ITS
DETERMINANT ELEMENTS

CRISTIAN STAN

ABSTRACT. Didactic self evaluation represents an essentimhponent of
educational process. This process’ unrolling isuericed of two categories of
elements: internal elements (endeavour level, inmtee@xpectance level, estimating
its own potential, estimating task difficulty) arekternal elements (teacher’s
evaluative step, pupil’s status, child’s statushisTarticle is focused on the
description of internal and external elements ahdhe way in which those
elements affect the unrolling of pupil's self ewation step.

For many years, the structure of educational posess conceived as
having only two main elements: teaching, realisgdelacher and learning realised at
student’s level, didactic evaluation was seen asxérnal element and it appeared
after teaching-learning interaction. Nowadays, didaevaluation is considered
integrant part of educational process but we cansay the same thing about
didactic self evaluation.

Generally speaking, evaluation’s steps are notispenly for instructive-
educational activity but also for human activitiééo matter human activity’s
nature, the man needs an evaluation element nehibyactivity to realise the
degree in which the obtained results are up to réxpees level on the base of
launching this activity.

Later on, by comparison, they took into consideratat instructive-
educational activity level, the need for constmgtan evaluation element capable
to present this activity’s efficiency at registeredults level.

The studies about educational sciences area prbnethct that didactic
evaluation can not be considered as a separatm@ependent step in educational
process structure, being in fact an activity toalhboth teaching and evaluation
are in a permanent interaction.

So, we tried to enclose didactic evaluation neagdycational process
components: teaching and learning. The classicaeinfor educational process is
presented in the first image.

Teaching g Learning > Evaluation

Image | Classical model of education process
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Teachinc Learning
—
Teachel Student
Evaluation Self evaluatior

Image Il The model of educational processin interactions

As we observe in the image above, the educatiprmdess according to
classical conception includes the interacting elgsmas fundamental elements and
these are: teaching, learning and evaluation.

Even if this model represents a certain step ahleadrds previous
models, he does not include the self evaluatiomet.

According to modern didactic principles, the pugihot a simple object of
education but also a conscious subject of educaihwolved profoundly in the
process of self transformation through school tngin

In opposition with the enunciated principle, theasslical model of
educational process structure, by the absencdfdafvaduation element, gives to the
student a secondary and a passive place, in arcaréaner, inside the instructive-
educational activity.

Educational system’s classical structure is centneginly on pupil’s
external actions who has a passive position nemcher’'s active position: the
student is thought, the pupil is evaluated, hedrdg the task to learn what they
teach him and to comply with didactic evaluatioalised by the teacher.

The pupil is interested but, sometimes can do b#ten teacher does, on
his school evolution, reason for which, he usegqueatly didactic self evaluation
which is, in several cases, a reference for legrnin

Ignoring pupil’s self evaluation is risky becausean transform didactic
evaluation in appreciation incapable to interfeighvpupils inside feelings. This
fact makes us to rethink educational process streigh a manner which includes
in its components, didactic self evaluation realiaepupil’s level.

The findings already enunciated make the rethinkafgeducational process
structure necessary and conceive it from anothesppetive, different from
didactic evaluation place and role in this frammeprder to be clear and explicit
represented. In the prolongation of this idea, wappse, in the second image, an
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interaction model of educational process structoapable to offer the possibility
of a recovery, justified in our opinion, of studeif evaluation step and also the
opportunity to give new effective dimensions fopids didactic strategies.

As we can see in the image 1.6., at educationaigslevel, there are two
main activity’s spheres, the teacher’'s and thel'supiaving as modulation point, the
results of the person educating oneself. In thisexd, we make the difference between
student’s results (transposed effectively in pcagtand its potential performances (at a
latent level), between two performance types ifing discrepancies.

The main concentration point for pieces of inforimat to develop
activities for both actors for educational binomidatacher and student, is
represented by objective or effective results. paeicular relevance for this sector
is underlined and distinguished by the followingt&a

a. The professor is teaching to reach educationalgsepand he evaluates the
measure in which students reach educational puspogsing their
performances;

b. The student has a learning activity materialisdusaperformances level, he is
capable of; performances considered according tonh self evaluation step;

c. According to objective results, the level is fouafiler didactic evaluation
action and the teacher restructures or maintaindgsof teaching, monitoring
permanent pupil’s effective activity;

d. Objective performance is monitored, through didasélf evaluation, and by
pupil who, brings modifications more or less caesisto learning activity,
regarding registered findings,

e. Objective performances area transposed effectivelypractice, makes
teaching knowing influences not only in a direcinmer, regarding evaluative
action, but also mediated influences, becausefettiek base of student’s
performances, we have especially learning, detenimot only by teaching
but also by learning style which knows successidgistments after self
evaluation step;

f. Didactic self evaluation is developed both on exkinfluences conditions of
evaluation realised by teacher and also on stiglsetf deliberative action
influence, regarding its objective performance lleve

g. Pupil's self evaluation step, except didactic eatitun, is guided several times
not only by objective performance level but alsatbyotential performances;

Synthesizing what we have already mentioned, weatim that explicit
inclusion of didactic self evaluation inside edimal process elements proves not
to be only useful but also necessary. The piedaoivledge and the capitalization
of didactic potential regarding self evaluatiorpstan contribute, in our opinion, to
optimize instructive-educational process at a sopéevel.

On generic terms, we can define self evaluationpagil's capacity to
elaborate and to express valuable opinions regantincompetences and school
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results, and its person, in general. Accordingittaatic horizon, self evaluation is
closely connected to school performance and competend is translated in a set of
opinions more or less stable expressed by puptdayy its personal school status.

Contrary to appearances, didactic self evaluatenm ot be realised if it
does not gets its final form gradually. Self evéilua realised by a pupil has a
gradual character, developing sequence by sequamck including many
restructuring moments, induced distinctively by mpart of factors regarding to
which, it interferes. Didactic evaluation analyksads us to the revelation, from
this point of view, of two categories of determihéactors, internal and external.

Pupil's self evaluation step includes at interradtbrs level, as we can
observe in image lll, two categories of elements,ai permanent relation of
interdependence: the affective motivational elem@mdeavour and immediate
expectation level) and valuing element (valuingoits potential and the difficulty
degree of school task).

Endevour Estimating
level its own potential
A

Didactic
Self evaluatior

Immediate expectance Estimating
Level task difficulty

Image Il . Internal determinants of didactic self evaluation

Endeavour level refers to standards assembly angbpes proposed by
subjects to reach on medium and on long term. &kearches in this field proved
the fact that feeling of failure or success is ombnected to school task in itself
but with individual endeavour level. Subject’s aapon level is less susceptible
for major variations in short period of time.

Immediate expectance level is established reggrdirdeavour level and
aims pupil's expectations for the moment, respectihie objectives proposed by
him to reach on short term, objectives regardicgréain task. Immediate expectation
level can be superior or inferior to endeavourllewe is more fluctuant then the last
one, according to the estimation of its own absitand school task’s difficulty degree.

Estimation of its own potential or school compeemerceived as a
cognitive nature construction according to subgopinion on its own value, on
action’s plan. Cognitive representation, fluctuanpupil but constant at adult, is in
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grater part, one’s previous experiences consequandet has an adjuster role in
motivation and in the way to involve the task. (Budl, M., 1999).

Task’s difficulty appreciation represents beside thvel of immediate
expectation, the component which register moreatiaris and refers to pupil’s
effort to establish situation’s complexity degr€errect estimation of task difficulty
degree plays a decisive role in pupil’s abilitieshitisation.

Synthesizing the facts regarding self evaluatiatess’ internal determinants,
we can present the following facts:

a. Endeavour level, even if it knows in time, a certatabilisation, is
relative fluctuant for pupils, reason for whichniscessary to make the
evaluation step a permanent support ;

b. Activation of endeavour level at pupil’s real atis is mediated both
by it's personality structure and by its self knogipossibilities and
the rules of the group to which he belongs (Levipdyeer, C., 1999);

c. Between endeavour level and immediate expectagwal Ithere are
elements which are not congruent, the last onarigble according to
the estimated degree of school task’s difficultyd aregarding
competence level;

d. At his term, task’s difficulty level is appreciateéar the estimation of
its own abilities and is a condition for pupil’'sgagement intensity
towards school task, knowing the fact that schasks$ are considered
too easy and does not lead to a greater motivatiem the one
estimated as difficult;

e. Didactic self evaluation knows a multifunctionatemal determination,
the variations at the level of one sub elementrdetes variations of
different degrees at other levels ;

Didactic self evaluation’s isolated approach oucady it at a simple internal
self deliberative step and also to an autonomays Eads to major distortions in the
understanding and explanation of this process. dldng, developing and including
didactic self evaluation effects are inherent cphadized such as pupil's engagement
in school task solving which is considered, attéismn, a contextual one. So, we
consider necessary the self evaluation step agpfoagupils not only from internal
process perspective but also by external dynareisppctive.

Pupil's self evaluation step does not develop uralezady mentioned
internal elements auspice, as we see in image id, ia action conditions for
certain context factors such as: evaluation redlisg teacher, colleagues’ and
parents’ appreciations.
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Teacher’s evaluative
step

Didactic self
evaluation

Pupil's Child’s
status status

Image IV External elementsfor didactic self evaluation

Didactic evaluation, through teacher's appreciatemunciation (marks,
verbal or written appreciations and so on.) reprissthe main external reference
for pupil self evaluation step.

The way in which pupil evaluates himself knows enpnent relation with
didactic evaluation realised by teacher who becom&s rule, the main source to
validate its own appreciations. The pupil getsekternal and the official confirmation
of its performances through didactic evaluation, iamplicit the way of self evaluation.

Didactic evaluation realised by teacher creategugtil's level, self
evaluation premises, after an inner process. Thesigmenon is not a spontaneous
one because it is necessary, to present in ancégxpianner teacher’'s evaluation
step, as a preliminary one. So, pupil’s capacitgeif evaluation is build in time
and involves evaluation action with a training cwaer realised by teacher, which
will help the child to know the distance which deliates self evaluation from
evaluation, preparing it to assume the respongibdf self evaluation and to
reduce simultaneously this distance.

Pupil's school status is defined as an occupiedtipnsor recognised as
being occupied by itself inside classroom socidatiens, especially the
behaviours assembly to which the pupil can expecd, legitimate manner, from
teacher’s part and from its colleagues accordinyisposition (Doise, W., 1996).

Pupil’'s classroom is by it structure a comparispacg inside which,
pupil’s status is shaped and concentrated. Colkagppreciations according to
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pupil’'s success level are at their term, an impurtavel of appreciation for self

evaluation step. It is known the fact that, botdeavour level and self image are
constructed by a permanent reference to the dibén,using all the time, the pupil

self evaluation effort.

Pupil to pupil interaction existent inside educasibgroup is released by
the formalism characterising teacher-pupil intecact reason for which, the
communication and opinions changed at this levebws a dynamic and an
increased consistency, fact which can not be witloy consequences in pupil’s
self evaluation plan. Knowing his colleagues opisioegarding his person, the
pupil knows himself/herself better and makes agbesttlf evaluation.

The child’s status is connected both to the typ@ugil-parents relation
and to the positive or negative appreciation ofddlhabout its success abilities.
We refer to parent’s opinions set regarding pugitkool efficaciousness.

We consider necessary in this context, both thesxe of the difference
between satellite relation and non satellite retafterms used by Ausubel, D.P.,
Robinson, F.G., 1991) and other two types of refetieffects on pupil's self
evaluation step.

Satellite relation is characterised by the fact fhapil makes no efforts to
have an independent social position, he/she bsreditn an inner atomization and
is pleased with the obtained position derived fimement's sure social status. The
pupil characterised by the existence of a childtaus of satellite type, gets its
social status by identification with his parentg belief in its own value, feelings
which deaden school failures not to be consideiisdsters. For satellite pupil,
marks are a simple way to satisfy parent’s expieetatand school efficaciousness
is not consider a base for its position or a refeedor its value as a person.

Non satellite relation characterised the pupil vdo@s not have a social
status derived from parent's social status and wdmgards their dependence
towards parents as a conjuncture relation. In $higation, pupil is valued from
external point of view by its parents, because Imipharks are a way to
consolidate their own social status. This type lufdcstatus makes the pupil to
endeavour to a social position through its ownisatibns. For “non-satellite”
pupil, expectation level is increased and its sthegults are basic elements for its
personal values. Sometimes, the endeavour fotythésof pupil is not realist near
its own possibilities and is extreme resistant kange according to external
events, which contradicts them. This fact makes matellite pupil to be
sometimes less adjustable and more vulnerablelindaschool situations.

Summarizing what we already said, we consider thahecessary to
present external nature’s determinant factors,ipusly enumerated, acts on self
evaluation step both for inter correlated and mtedigoupil, by interpretative
assembly of inner elements.
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PROGRAMMES DE STIMULATION PRECOCE DESTINE AUX
ENFANTS AVEC DES TROUBLES DU SPECTRE AUTISTIQUE

VASILE PREDA

ABSTRACT. Early Stimulation Programmes Meant for Autistic Cliren. The
author of this study starts from the assumption tthex programmes and techniques of
early stimulation and education are mainly basedesearch that emphasises the
relation between nature and nurture, between therrintendencies and the things
learned in early childhood. The following essergigpects are analysed: a) the early
diagnosis of autism; b) the characteristics ofyestimulation in autistic children; c) the
proper technigues of assessing autism and the gespgindrome; d) the characteristics
of the most renowned programmes of early stimuladios education for children with
autitic disorders (TEACCH, LOVAAS, T.E.D. etc.) atietir effectiveness.

Programme zur frihen Stimulierung der autistisdKignler. Der Autor geht von der

Voraussetzung aus, dass die Strategien und Programamfriihen Stimulation und

Erziehung von Kindern meist auf die Forschung besjealie sich auf das Angeborene,
Angeeignete und Erlernte im jungen Kindesalter diezi. Es werden folgende
wichtige Aspekte analysiert: a) Charakteristika deiihen Stimulierung der

autistischen Kinder; b) frihe Diagnose des Autisnslisasngemessene Techniken in
der Evaluierung des Autismus und des Asperger-8ymsir d) Charakteristika und

Effizienz der bekanntesten Stimulierungs- und Bgsprogramme fur Kinder mit

autistischen Verhaltensstérungen (TEACH, LOVAASDIEHsWw.).

Schlisselworter:

Autismus, Asperger-Syndrom, friher Eingriff, fribBagnose, Stimulierungs- und
Erziehungsprogramme fur Kinder mit autistischenhd#ensstorungen (TEACH, LOVAAS,
TED, usw.)

1. Interaction inné-acquis et le stimulation précoce

Les programmes de stimulation précoce ont été dppék pour trois types
de polulation: a) enfants vulnérables car appanteaaain milieu socio-économique
défavorisé et peu stimulant sur le plan éducaligrfants atteints d’'une pathologie
connue entrainant un retard de développement; f3nena risque d'origine
prénatale et périnatale (prématurés, enfants biefpbids de naissance).

Des programmes de stimulation précoce sont cibléenfant lui-méme,
soit sur la famille, ou combinés pour aider a s fenfant et sa famille. lls sont
destinés a augmenter les compétences des enfadtmjirauer leurs retards de
développement, tout en assistant les parents.
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Les programmes d’intervention et de stimulationcpcé sont développés a
partir des notions deplasticité cérébrale et dinteraction inné-acquis.Les
connaissances sur la plasticité cérébrale nousmapgmt qu’elle est trés dépendante de
l'age. Les travaux neurophysiologiques et neurdpdpgique sur la plasticité
cérébrale ont permis de définir les conceptépéeiode critique” comme période de
temps limité ou des conditions normales de déveimgmt permettent le
développemenmt normal d’une fonction, etjpiériode sensible’comme la période de
temps limité ou des conditions anormales peuvemntifiapla structure ou la fonction
d’'une région corticale. Ces travaux concernent damiasticité sensorielle au niveau
des “cartes corticales” et leur réorganisation ipless Cette plasticité corticale a
égallement été décrite au niveau des systemesrigtisoar exemple visuel, auditif,
tactile, mais aussi au niveau du systeme motela.sBlis-tend la prise en charge et
stimulation précoce nécessaire des enfants dégcien

Selon Jakobson (1978), Changeaux et Danchin (1986),cours du
développement normal, I'évolution de la densité desnexions synaptiques se
caractérise par une hyperproduction initiale denesions suivie d’'une diminuation
des connexions redondantes. Il existerait ainsi‘tavision synaptique” associée a une
réduction progresive de synapses par neurone.

La révision synaptique, qui a été appelée “valaationctionnelle” par
Jakobson ou “stabilisation sélective” par ChangestuRanchin, serait un processus
développemental qui favoriserait le maintien demexions nerveuses activées par
les stimulus extérieurs, et éliminerait des conmrexisurnumeéraires moins activées
par les mémes stimulus, pour aboutir progressiveneefin & I'organisation
corticale de I'adulte. Ce processus constitueeibdse de la plasticité cérébrale
(Gentaz, Badan, 2000, p. 45).

La comprehension de phénoméne de [I'organisatioricalr et de
phénomeéne de plasticité cérébrale pourrait avarimlications positive pour les
déficients inclusivement par une approche multigiswire des programmes de
stimulation précoce.

La connaissance des différents mécanismes du g@esient cérébral des
premiéres années de vie tels que la stabilisagioaptique, la réorientation axonale, le
bourgeonnement axonal et dendritique et le recrenérdes projections transitoires
(Francois et Bonnier, 1991), phénomeénes précoesslépendants de I'expérience de
chaque individu, a influencé un courant de penséymk “tout est joué avant 4 ans”.
Ce courant de pensée doit cependent étre moduldaparise en évidence des
interactions constantes entre les capacités biplegid'un individu et l'influence de
son environnement. On connait mieux maintenant gxample les processus de
plasticité tradive ou encore les posssibilités dmpensation cognitive de déficits
précoces par un milieu de vie trés stimulant (Ne&lBrynberg, 1999).

Selon Rapport d'Inserm (2004, p. 156), l'influemgel’environnement sur les
probléemes développementaux d’origine pré- ou p@liegeut schématiguement se
situer a trois niveaux différents: a) les factaliesivironnement représentent par eux-
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mémes un facteur de risque (exemple: le syndroraleadlisation foetale); b) ils
peuvent étre un frein & l'accés a des techniquedealbu de réadaptation; c) facteurs
environnementaux peuvent combiner leurs effetsaures types d’agression ayant
enntrainé des difficultés de développement ouétisrs cérébrales, créant un effet de
“double danger”. Ces deux derniers aspects sode#tete désir de faire bénéficier le
plus rapidement possible les enfants cérébro-tisésrisque de toutes les possibilités
de “compensation maximale”. Pe exemple, I'évalmaties techniques de stimulation
précoce dans les troubles envahissants du déveleppeou des techniques de
stimulation précoce dans les troubles du spectigtigue a montré la nécessité de les
mettre en pratique le plus tot possible (Perry,diiac, 2003).

2. Prise en charge et stimulation précoce des enfaravec des troubles
du spectre autistique

La stimulation est le principe essential de I'édiscaprécoce. Toutes les
expériences effectuées sur la stimulation des enfant apparaitre des principes
généraux d’'application:

a) La stimulation du développement doit suivre |étapes du
développement et amener I'emfant & acquérir ledetéb au moment ou il est prét.
Il faut donc évaluer ou dse situe I'enfant et stenensuite pour gu’il accéde a de
npuivelles habiletés.

b) La stimulation doit étre globale et concentreust les sens: visuel,
auditif, tactile et moteur.

¢) La sur-stimulation doit étre autant évitée caedus-stimulation; de ce
fait, le programme de stimulation doit s’appligpeogressivement. Graduellement,
de nouvelles activités s’ajoutent lorsque I'enfartigresse et acquiert une nouvelle
étape du développement.

d) Un programme de stimulation doit fournir a I'anf un milieu de vie et
des activités qui lui pwermettent d’évoluer harnemisement.

e) Les activités courantes de soin et d’interacéwec I'enfant doivent
faire partie du programme de stimulation. Le faititiser et d’enrichir les activités
courantes de la vie quotidienne rend le programooesible a tous, I'enracine
véritablement dans le milieu de vie.

Les programmes et les plans personnalisée de atiowlsont congu de
facon a offrir & I'enfant des activités qui lui $cagréables, qui requiérent une
interaction avec des parents et qui stimulent s@svent plus d'un aspect du
développement a loa fois. Une activité, par exempdait permettre a I'enfant de
développer sa motricité, mais aussi sa capacitéitdiion et d’'interagir dans le
plaisir avec parents ou avec les intervenants.

Dans le passé, les enfants souffrent de syndrontistique n’étaient
souvent diagnostiqués qu’au moment de I'entré&colé primaire. Actuellement,
dans la plupart des pays, 'age moyen auquel fesitsnsont évalués et diagnostiqués
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se situe aux environ de 3-4 ans. Il est extrémedniiéfitile de faire le diagnostic de
'autisme chez des enfants trés jeunes, de moind @, car leur repertoire
comportemental est trop restreins pour identifieecafiabilité les symptémes
typiques du syndrome autistique. Cependant, lagotugles parents commencent a
s’inquiéter du développement de leur enfant auxtales de 15 — 18 mois, en
particulier s'ils sont déja parents d’'un enfantspirand et donc sont plus aptes a
identifier de maniére précoce les premiers sympsaihwen développement anormal.

2.1. Le diagnostic précoce de 'autisme

La détection rapide de l'autisme permet un diagogstcoce. Grace au
diagnostic précoce, les parents comprennent ptysotérquoi leur enfant présente
un comportement si inhabituel et peuvent réagirs plite et d’autant plus
efficacement a la situation. L'intervenant doit rbieonnaitre les symptémes de
I'autisme, afin d’étre en mesure de I'adresserlls pot possible a un spécialiste
(tableau I).

Tabelau |
Les signes précoces de l'autisme
(selon J.-Ch. Juhel, 2000, p. 302-303)
Age Développement Comportement
0aé6 Moteur: absence d'attitude anticipatrice,| Bébé trop calm ou trop excité.
ans anomalie de la motricité et du tonus Troubles du sommeil et de
(hypotonie, atitudes inhabituelles) I'alimentation.

Perceptif: indifférence au monde sonore,
anomalies du regard.

Social: défaut de contact par le regard,
anomalies des premieres émision vocales.
6a12 Moteur: confirmation des particularités | Utilisation inhabituelle des

ans motrices, hypo ou hypertonie, anomalies| objets (gratter, frotter),
des gestes, de I'attitude. habitudes bizarrer: jeux de
Social: activités solitaires, absence doigts et de mains devant les
d’intérét pour les personnes, défaut de | yeux, balancements, hypo- o
contact; ne se laisse pas facilement hyperactivité

consoler; peu ou pas d’émissions vocales,
peu ou pas de mimiques.

laz2 Moteur: jeux pauvres, retrait: fascination| Stéréotipies. Difficulté  a
ans pour des mouvements, des lumiéres, des exprimer des émotions et |a
sons (musique); difficulté générale a comprendre celles des autres

évoquer des représentations mentales.
Sociales:ansence de développement du
langage, indifférence.

2a4 Communication: retard ou absence da | Manipulation étrange des
ans le développement du langage; objets (alignement ou
compréhension amoindre du langage; | pivotement); mouvement
absence de gests appropriés; tendance & inhabituels du corps
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répéter ce qu’on lui dit; facon inhabituelle (battements rapides des mains
de parler (voix atone, arythmique, criarde cognements de la téte);

ou chantante). attachement a des objets
Social: solitude, retrait; ne recherche pas| ljmhabituels; actes routiniers
réconfort, méme quand il est malade, déraisonnables; difficulté dans

blessé ou fatigué; évite le regard d'autrui I'apprentissage de la propreté
conscient de la présence d'autrui; n’utilise
pas le jeu symbolique, ne manifeste pas
d’'imagination dans les activités; réaction
non conventionnelle face a I'émotion de

l'autre.
4 ans et | Communication: langage expressif limit§; Préocupation pour un sujet
plus usage rare ou nul des gestes appropré&ntérét unique ou pour

usage impropre des pronoms, des énoncphjsieurs sujets restreints;
des répétitions, des remarques des aufrbssoin excessif de répétitivité
difficulté a I'égard du langage abstrait. | et de constance; attachement|a
Social: traite les autres comme des objets;des objets; fascination devant
peu conscient de I'existenoe des des objets qui tournoient;
sentiments des autres; ne joue pas avec|lé&soin de routine; aime les
autres; peu ou pas de réactions émotives tiches impliquant I'usage
réactions inhabituelles; réagit de fagon | machinal de la mémoire

négative aux marques physiques (répétitionj de dates, de listes
d’affection; é comprend pas les guestions; langage souvent
conventions sociales. hors de propos; d’articles etc.|)

Le dépistage de I'autismet des troubles du spectre autistiqgpeut étre
congu a trois niveaux: a) dépistage systématiqueaopulation générale ; b) la
détection précoce de l'autisme chez les enfants [Esquels des probléemes de
développement de nature et de séverité variabkedéja été identifiés; c) I'activité
d’évaluation et de diagnostic d’équipes spéciatiséians le diagnosatic de
'autisme et de syndrom d’Asperger, qui confirment non la présence de la
pathologie chez 'enfant. La présence des signalerdé absolue, méme s'ils ne
sont pas exclusivement spécifiques des troubleahgssants du développement,
devrait alors déclencher un examen secondaire dfiesits. Les signes d'alerte
absolue sont: a) pas de babillage a 12 mois; bjipaestes (pointage, au revoir de
la main ...) & 12 mois; c) pas de combinaisons de deats spontanées (pas
seulement écholaliques) a 24 mois; d) n’importellgygerte de compétence (de
langage ou sociale) a tout age.

Cheklist for autism in toddlers (le CHATest le premier instrument
développé a de fins de dépistage systématiqueddeenfants de 18 moins dans la
population en Grande-Bretagne. Il comprend des tiumss sur le jeu social,
I'intérét pour les autre enfants, le jeu symboliglee pointage protodéclaratif,
attention conjointe. Il contient également des tjaes contrdles (par exemple sur
le jeu physique et corporel) qui ne devrait pag @fifectées dans I'autisme, et
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questions permettant d'indexer la présence d'uardemental ou motor associé.
Une extension de CHAT eModified checklist for autism in toddle(s1-CHAT),
orientée vers les enfants de 24 mois. Il possédeaikeurs qualités métrologiques
que le CHAT, repose sur le parent seulement etégessite pas de participation
directe ni de formation des proffesionnels.

La mise au point d'un équivalent du CHAT utilisatdu cours de la
premiére année est actuellement en cours. (Rappsetm, 2004, p. 242). Les
anomalies de la communication et du langage soatdmeip plus difficiles a
repérer chez un enfant d’age préverbal. Il en esndme pour les anomalies des
interactions sociales qui tendent a étre plus Msitrsque I'enfant commence a
fréquenter une créche ou une garderie. Plus cestdgpi se fera tét, plus la en
charge thérapeutique, pédagogique et psychologiepzeefficace.

Le tableau Il propose un résumé des evaluationtidisgiplinaires et des
mesures d'évaluation spécifiques recommandéeslps@nfantavec des troubles
du spectre autistique.

Tableau Il
Résumé des pratiques exemplaires en matiere d'évaliion de I'autisme
(adapté selon Perry et Condillac, 2003, p. 41)

Portée de Mesures Mesures optionnelles Commnetaires
levaluation  |couramment utilis¢
Diagnostic - DSM-1V, - Autism Behavior Diagnostic découlant du
-Childhood AutismChecklist (ABC), jugement clinique d’'un
Rating Scale -Autism Diagnostic clinicien expérimenté
(CARS) Interview Revised (ADI-R) | (médecin ou
-Autism Diagnosti-autres questionnaires, psychologue) se fondan
Observation entrevues, observations. | sur I'observation du sujet
Schedule —Generic (y compris les
(ADOS-G) interactions sociales et
les communications), ses
antécédents et des
mesures types.
Niveau WPPSI, WISC, | Autres mesures Ecourir au test
cognitif Bayley, Stanford- spécifiques d’évaluation | correspondant le mieux g
Binet cognitive: mémoire, I'age et au niveau de
attention... tests développement du sujet
neuropsychologiques au | y compris les aptitudes
besoin. verbales, non verbales &t
globales avec seulil
adéquaqt et se fondant syr
les normes récentes; ung
grande compétence de
l'administration du test
est nécessaire.
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Niveau -Vineland Scales Information fondée sur
adaptatif of Adaptive I'entrevue avec les
Behavior parents.
(VABS) ou
-Scales of
Independent
Behavior-
Revised (SIB-R)
Langage/ -MacArthur Evaluation officieuse au | Recours a un ensemble
Communicatio | Communicative | besoin des aptitudes de tests types (grande
Development préverbales, compétence nécessaire
Inventories; phonologiques et dans I'administration du
-Communication | langagiéres. test) , les observations et
and Symbolic I'entrevue avec les
Behavior Scales parents
(CsBS);
-Sequenced
Inventory of
Communication
Development
(SICD)
-Rosetti Infant-
Toddler
Language Scale
Niveau de -Portage Evaluation fonctionnelle | Comprend les
onctionnemen | -The Assessment des comportaments interactions sociales et I¢
curriculum/ of Basic problémes au besoin. jeu et pas simplement
comportament Language and I'évaluation des
Learning Skill compétences scolaires ¢t
(ABLLS); langagiéres.
-Revised
Brigance
Diagnostic
Inventory of
Early
Development
Examens Obtenir les Evaluation au besoin des| EEG et procédures
médicaux et | antecédents déficiences sensorielles et d’'imagerie qui ne sont
autres médicaux et les | motrices, test de dépistagepas couramment
évaluations rapports du plomb en cas recommandeés.
précédents d'inquiétudes de nature
pica ou environnementalg,
évaluation métabolique a
bésoin et EEG de sommeiil
en cas de régression ou de

crise épileptique.
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La précocité du depistage va jouer un réle majeamsde pronostic de
développement de I'enfant autiste, et dans la fuale vie de son entourage
(Magerotte, 2002). Contrairement a l'autisme quitp&re diagnostiqué de facon
fiable avant I'age de 2 anke diagnostic du syndrome Aspergest plus souvent
posé lorsque les enfants atteignent I'dge scol@&ne.lorsqu’on leur pose des
qguestions a ce sujet, les parents peuvent souwerspgvenir d'avoir constaté
I'apparition de signes du handicap chez leur endaaint I'dge de 3 ans. Ceci est
possiblement dd au fait que les enfants atteintsyddrome d’Asperger présentent
habituellement des attitudes verbales moyennesipérigures a la moyenne ainsi
gu’un développement social assez normal dans sipres années de vie. lls ne
présentent p-as non plus les retrads développemeantasi que les problemes de
comportement qui inciteraient les parents a s'agmregrés tot a un service
d’évaluation. Des practiciens bien intentionnés dgnhoraient qu'il avait
chevauchement des symptdomes de ces deux typeoud#es ont posé d'autre
diagnostics (autisme, trouble obsesivo-compulsi).eCertaines des principales
similitudes et différences entre les groupes dequeres autistes et du syndrome

d’Asperger figurent dans le tableau lllI.

Tableau lIl.
Comparaison entre l'autisme et le syndrome d’Asperegr
(selon Perry et Condillac, 2003, p. 43)
Autisme Syndrome d’Asperger
Début des symptomes entre 1 et 3 ans apres l&§eads
Développement langagier | retard dans le maitrise langagiere (qu’on
précoce développement peut méme considerer
précoce)
Aptitudes motrices correspondantes au nivepialadroitesse qui va en
de développement augmentant
Aptitudes intellectuelles | les plus souvent de les plus souvent moyenneg
générales beaucoup inférieurs ala | ou supérieures a la
moyenne moyenne
Aptitudes spatiales ou plutét fortes plutét faibles
visuelles
Aptitudes vebales (p. ex.: | plutdt faibles plutét fortes
vocabulaire et
compréhension)
Aspects pragmatiques plutdt faibles plutdt faibles
sociaux du langage (p. ex.|
conversation, prosodie,
expresion non verbale).
Comportements et intéréts maniérismes physiques maniérismes
répétitifs. plus fréquents verbaux/cognitifs plus
fréquents.
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Pour étre en mesure de distinguer plus facilemantisme du syndrome
d’Asperger, il convient de tenir compte du probigaitif de I'enfant faisant I'objet
de l'evaluation. La plupart des chercheurs s’entaiedt pour dire que pour
déterminer si une personne est atteinte d’autisare gposition au syndrome
d’Asperger, il est nécessaire d’evaluer ses amgudognitives, motrices et de
communication ainsi que de faire des recherchesoapplies sur ses antécédents,
son niveau du fonctionnement actuel ainsi que wapt®mes observables. Chaque
fois que c'est possible, il conviendrait de recauune évaluation multidisciplinaire
faisant appel a la participation, selon cas, d'sychiatre, d’'un psychologue, d’'un
psychopédagog specialisée, d'un pédiatre dévelo@meatun orhophoniste, d’'un
psychomotricienne, d’un ergothérapeute.

Une réévaluation effectuée a fréquemment l'avantageplémentaire de
permettre aux aidants naturels de mieux compredredpacités de I'enfant autiste
ou de l'enfant avec le syndrome d'Asperger, ce peimet d'adapter plus
adéquatement les traitements, les programmesrdelation précoce et les milieux
de vie a leurs besoins.

2.2. Les programmes de stimulation précoce

La diversité des profils autistiques implique gae prises en charge et les
programmes de stimulation précoce soient adaptéleacain, en fonction des capacités,
des particularités et des environnements. La pgsigie passera donc nécessairement par
un aménagement de I'environnement et un soutieidigktiplinaire du developpement.

Les perspectives d’'une prise en charge précocepsontetteuses. Grace a
une intervention et une stimulation précoce intensies chances de modifier
sensiblement la trajectoire développementale dédfe autiste ou de I'enfant avec
syndrome d’Asperger sont importantes. Les inteigest et les programmes de
stimulation précoce utilisées par les practicienspar les familles sont de
différentes natures et de différentes catégortddta 1V).

Tableau IV.
Interventions et programmes de thérapie et de stimation précoce chez I'enfant
autiste ou I'enfant avec syndrome d’'Asperger
(selon Schopler, Lansing et Waters, 1993; Barthg|d#ameury et Lelord, 1995; Perry et
Condillac, 2003; Magerotte, 2002; Carlier et Doy@®05)

Catégorie d'interventions Variantes d’interventions et du programmes
et de programmes

1.Interventions sensori- 1.1. Thérapie de l'intégration sensorielle (“Sensory

motrices Integration”)-Schopler, Lansing et Waters, 1993

1.2. Rééducation auditive (RA )— “Auditory Integration
Training” (AIT)

1.3. Therapies visuelles

Exercices pour imitation, perception, motricité éete,
motricité fine et pour coordination oeil-main (afttiés de
TEACCH)
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2. Interventions fondées su
le langage et la
communication

r2.1. Communication augmentative
2.2. Systéme de communication par échange d'image|
(“Picture Exchange Communicati System” - PECS)
2.3. Approche du comportement verbal (Verbal
Behaviour Approach”)
2.4. Communication facilitée
2.5. Modéle de développement social pragmatique
(“Developmental Social-Pragmatic Model “ — “DPS”) —
Wertherby, Schuler et Prizant, 1997.
2.6. Le modéle SCERTS — une approche personalisée
pour développer la capacité de communicatRrizant,
Wertherby et Rydell, 2000).

h

3. Interventions prosociales
et intervention fondées sur
le jeu

5 3.1. Histoires sociales
3.2. Entrainement fondé sur les scénarios sociaux
3.3. Enseignement par les pairs
3.4. Entrainement a la théorie de I'esprit
3.5. Intervention fondé sur le développement disgions

4. Programmes pour
I'acquisition d’habilités
générales

4.1. Enseignement comportemental

4.2. Aides structures environnementales

4.2.1. Aides temporelles afin d’échelonner les
événements dans le temps;

4.2.2. Aides procéduriéres pour préciser les étdhese
activité ou la relation des élémentsw aux événesnemt
aux personnes.

4.2.3. Aides spatiales afin de fournir I'informatisur
I'organisation de I'environnement.

4.2.4. Aides al'assertivité qui favorisent I'étasiement
de rapports ou qui permettent a la personne d’erent
controle sur son environnement

4.3. Pictogrammes

5. Psychothérapies
expressives

Thérapies par mediation artistique: musicothérapie;
danse-thérapie; thérapies par I'expresion plastique
(dessin, peinture, modelage, collage, les asse@d)alg
photolangage; le photodrame, le masque; les contes.

6. Programmes de vision
globale

6.1. TEACCH (“Treatment and Education of Autisticla
related Communication Handicaped Children”) — dfieo
une vaste gamme de services destiné aux enfants, au
adolescents et aux adultes autistes ainsi qu'a familles et
leur collectivité. Les activités de TEACCH sont pou
imitation, perception, motricité générale, motédine,
coordination oeil-main, performance cognitive, cétepce
verbale, autonomie, sociabilité et pour comportergaro-
mutilation, agressivité, comportement destructeur)
Schopler, Lansing et Waters, 1993

6.2. Intervention comportementale intensive (“lisiga
Behavioural Intervention” — “IBI")
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6.3. L'analyse comportementale appliquée (“Applied
Behaviour Analysis” — “ABA") -Lovaas,1987.

6.4. Le modéele fondé sur le développement, les
différencedndividuelles et les relations (“Developmenta
Individual, Differnce, Relationship (DIR) Model”) —
Greenspan et Wieder (1997)

6.5. Le modele Denver, fondé sur une adaptatiotvessins
des enfants autistes du modéle Stern de développeme
interpersonnel lors de I'enfance et de la thé@&systemes
dynamiques (Rogers et all., 1991, 2001)

7. Interventions proposées| Les stratégies comportementales:

dans le cas de 7.1. Les stratégies visant a accroitre le compa@iam
comportements difficiles | souhaitable (stratégies d’amélioration du compoetatj)
7.2. Les stratégies visant a réduire le comportémem
souhaitable (stratégies de réduction du comportgmen
7.3. Les stratégies visant a enseigner des nosvelle
habilités (stratégies éducatives) ;

7.4. Les stratégies visant a prévenir les problétees
comportement en modifiant I'environnement (stragégi
écocomportementales).

7.5. Aides comportementales positives (méthodes nor
intrusives) — (“Positive Behaviour Support)Koegel et
all., 1996; Jackson et Veeneman Panyan, 2002)

8. Interventions 8.1.Contraintes chimique (médicaments
biomédicales neuroleptiques/antipsychotiques)

8.2. Autres approches biomédicales (I'administratie
hormones, les régimes alimentaires).

2.3. Evaluation des principales programmes. Consations relatives a
la réusite des interventions précoces

La diversité des profils autistiques implique geg prises en charge soient
adaptées a chacun enfant, en fonction des capadiéss particularités et des
environnements. Grace a une intervention précotensive les chances de
modifier sensiblement la trajectoire développenienttes enfants autistes et la
gualité de vie de son entourage sont importantegy@vbtte, 2002; Rogé, 2002).

Les thérapies pour l'autisme sont fondées en laagée surle principe
comportemental de conditionnement opér@néthode Lovaas) ainsi que sur les
approches psycho-éducatives comportementalesentrées sur I'acquisition des
compétences cognitives et développementales (m&thtHACCH, méthode
“Thérapeutique d’Echange et de Développement” £D.”). Les deux approches
sont utilisées dans une perspective de normalisatiolaire ou sociale.
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1) L'efficacité de programme Lovaas

A partir de 'anné1965, Lovaas entreprend des é&tsde une durée de sept
ans dans le but d’idenitifier des variables reli@ekefficacité du traitement de
I'autisme par le programme comportemental de cardiement opérant (Lovaas
et al.,, 1973). Un schéme experimental & niveauade Inultiple en fonction des
sujets est utilisé. Ces protocoles permettent ddierél’effet du traitement en
effectuant des analyses inter-sujets et intra-sujets programes éducatifs visent
I'acquisition de la parole, qui constitue 80 % ddgectifs d'intervention: a)
imitation bverbale; b) identification d'objets sifjoatifs; c) développement de
concepts plus abstraits, tel que les couleurgyri@sositions ou les verbes. De plus,
des habilités sociales et d’autonomie sont ensegné

Les donnés du premier suivi sont tout d’abord pré&ses. Premiérement, la
fréquence des comportements non appropriés dimeute-stimulation passe de
23 % a 10 % du temps et I'écholalie de 5 % a 2 %edops. Deuxiement, les
comportements adaptés augmentent. La fréquencenmeyhii langage approprié
passe de 2 a 8 %, les comportement sociaux noawermnt de 4 % a 10 % et le
jeu approprié augmente de 22 % a 45 %. Sur le gdsnautres mesures, soit les
guotients intellectuels et le niveau de comportdradaptatifs, les sujets présentent
une augmentation de leur performance. Le quotietdléctuel est mesuré chez
diz-neuf sujets. Quatorze sujets ne repondent pd®xaminateur avant le
traitement. Lors du sivi, ils collaborent et obtient des Q.I. qui les situent entre
30 et 75. Un dernier sujet passe d’'un Q.I. de 80Gd

Des mesures effectuées deux ans plus tard indignentes enfants ont
perdu leurs acquisitions et le conmportements mpgmegriés sont réapparus. Ces
données permettent donc de conclure que le traiterast responsible des
apprentissages de I'enfant puisqu’aussit6t lestrant interrompu, les comportements
autistiques réapparaissent pour remplacer les cderpents sociaux acquis.
Lovaas et al. (1973) identifient deux faiblessestditement. D’'une part, les
enfants accusent toujours des retards de dévelappesuite a la thérapie. D’'autre
part, les aquis ne se maintennent pas si les jgavaries intervenants € poursuivent
pas le traitement au domicile de I'enfant.

Un nouveau programme thérapeutique a été appliguéqvaas (1987) —
“Young Autism Project” (1970-1984), sués critéressuivants:

a) Des sujets plus jeunes sont choisis, agés de al@watre ans, ce qui
vise a faciliter la géneralisation des apprentissag

b) Le traitement est plus intensif; il dure au nsobguarante heures par
semaine pour minimum de deux ans;

c) La thérapie a lieu a la maison;

d) Tous les parents suivent un entrainement afifaide partie intégrante
de I'équipe thérapeutique.

Lors de la premiére année, trois objectifs a és&:va) augmenter le
fréquence de comportements d’obéissance, telsgpondre a une demende, imiter
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des gestes, des mots et des comportements debjetdgluire les comportements
d’autostimulation et d'agressivité; c¢) entraines lparents a application du
traitement a la maison.

Lors de la deuxieme année, ces objectifs sont pimisset 'emphase est
mise sur le développement des habilités langagiecesplexes et d’habilités
d’interaction sociales. De plus, une intégrationsdane pré-maternelle ordinaire
est effectue avec une enseignante qui accepte dqoérapeute soit présent pour
assurer la poursuite du traitement. Pendant Isiémie année, I'enfant entre en
maternelle. Le traitement est alors réduit a 10rdeou moins et vise I'expresion
des émotions et I'apprentissage d’habiletés prasesl et scolaires, telles que
habiletés de base en lecture, écriture et en maticgnes.

Afin d’augmenter la fréquence d’'un comportementuégglovaas utilise
les renforcements positifs et les renforcementsitifég

L'analyse des résultats révele que le groupe exmfrtal présente des
niveaux intellectuel et scolaire supérieurs auxugeocontrbles. Dans le groupe
expérimental, neuf enfants (47 %) réussissent peamiére année ordinaire et
obtiennent un Q.l. normal, variant de 94 a 120 Itldafants (42 %) réussissent
leur premiere année dans une classe pour troublEndage et obtiennent un Q.1.
variant de 59 a 95 (soit de la déficience légedéngelligence normale). Deux
enfants sont placés dans une classe pour enfaigtealet déficients intellectuells
et se situent au niveau de la déficience intelldietprofonde (Q.I. < 30). Deux ans
plus tard, deux enfants changent de niceau scoldir@nfant régresse: d’'un classe
pour trobles de langage, il est replacé dans uasselpour enfants autistes. Un
autre enfant progresse: d'une classe pour trowd#@dangage, il est transferé dans
une classe ordinaire.

Les résultats d'une analyse de variance réveleat’§ge mental pondéré
de I'enfant avant le traitement est significativerneslié & son pronostic. Selon les
résultats, la réduction des comportements inap@®pet 'augmentation des
comportements adaptés sont peu apparentes etl@sstatsque les punitions ne
sont pas utilisée. Lors de leur introduction, leargements de comportements sont
soudains et stables.

Une étude du Wisconsin Young Autism Projet sufitatité de programme
Lovaas (ABA / IBI) montre: des gains de Q.l.; desng dans la compréhension et
I'expression du langage; des gains dans les hebgibciales et d’adaptation.

Donais et Poirier (http://www. autisme.net/lova&slhy, souligné que en
dépit de critiques Schopler, Short et Mesibov (398®sibov, 1993), les travaux
de Lovaas et de ses collaborateurs générent I'agipui’autre chercheurs (Baer,
1992; Foxx, 1993, Kazdin, 1993). Ces recherchest soécessaire pour
I'avancement des connaissances au niveau du texitethe I'autisme. Elles servent
a répondre a des questions sur le fonctionnemetradement, telles qu’'identifier
les variables du traitement responsables des cheergs et les facteurs individuels
expliquant les diférences de réponse entre lesienfa
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2) L’efficacité de programme TEACCH

La méthode TEACCH anticipe l'intégration en enseigna I'enfant a
utiliser et & compter sur des horaires et des tilrescvisuels pour se diriger seul,
sans dépendre des autres. Le programme TEACCHnsercsur la structuration
visuelle de I'espace, du temps, sur la facon deaiitar et sur la tache (Magerotte,
2002). Le travail éducatif est individualisé (éatlan précise du niveau de I'enfant
avec des instruments standardisés et par I'obsenyatt I'enseignement structuré.

En dépit des différences interindividuelles, il ®&i certaines régularités
dans les profils autistigues avec des points faiblgifficultés a organiser
I'information, & memoriser ce qui n'est pas dirextat lié & leur intérét et a traiter
I'information verbale, et des points forts: intetipa de I'information visuelle et la
mémorisation d’informations simultanées. L'enseigeat doit tenir compte de ces
faiblesses et de ces qualités. L'approche se w&dlument positive avec une
valorisation des potentialités et I'acceptation déficits. Les déficits se doivent
d’étre repérés, mais aussi et sourtout les réusitésiergences.

L'approche se veut aussi développementale: les étanpes a acquérir
sont toujours replacées dans le contexte du dépetoent individuel. La
progression est planifiée en fonction de potemdislde I'enfant, I'apprentissage est
organisé de maniere a favoriser la réussité rapide renforcement qui résulte.
L’enseignement aide a la généralisation par fracémnent des taches et modelage
(Carlier, Doyen, 2002, p. 62).

Résultats rapportés sur 'efficacité de TEACCHdgeYarnall, 2001):

a) Amélioration de I'adaptation grace aux modifmas de I'environnement
et augmentation des habiletés fonctionnelles.

b) Les stratégies apprises peuvent étre appliguéessucces indépendamment
de I'environnement scolaire.

¢) La géneralisation est appliquée grace a I'atiti;m d’horaires et routines.

d) Les approches utilisées (le gestaltisme etdeel) contribuent a réduire
le stresss relie a I'apprentissage de nouvellesrimdtions.

e) Des gains dans tous les domaines de fonctiorrieraé de
développement évalués.

f) Des plus hauts taux de réussite en emploi oBsepar rapport a
n'importe quel Etat (Etats Unis d’Amérique).

g) Le plus bas niveau de demande de placementhensciu foyer familial.

h) Le plus bas niveau de stress parental.

L'age, le niveau de développement et d'autres &sges troubles (par exemple
la sévérité des troubles associés) vont influelesemodalités de prise en charge des
enfants atteints d'autisme. Dans les derniereseanmét Roumanie, les jeunes enfants
avec des troubles du spectre autistigue bénéfigénéralement des soins précoces
assurés par des hoépitaux de psychiatrie pour faatenservices de psychiatrie infanto-
juvénile, institutions éducative spécilalisées (gasderies spécilalisées). La méthode
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TEACCH et la méthode Lovaas a été transposée eirstitutions roumaines qui prise
en charge les enfants avec des troubles du spatiseque.

3) La Thérapeutique d’Echange et de DéveloppemdrED)

Cette thérapie a été proposée par Lelord, Barthéfgault, Sauvage &
Arlot (1978). Elle s'inspire des données de la jlggie nerveuse, et se base sur
le fait que les syndromes autistiques sont davendag a des troubles somatiques
précoces et a un trouble du développement qu'afficudiés émotionnelles
environnementales. L’hypothese de I'équipe framgast que les troubles de la
communication et de la relation avec autrui, quacgrisent I'autisme de I'enfant,
sont étroitment liés a un trouble du développentkst structures nerveuses qui
participent au filtrage et a la modulation sendlajeémotionnelle et posturo-
motrice (Lelord, 1990). Le TED se centre sur lesilbies de I'attention, de la
communication et de l'imitation, ces troubles passé& une base pysiologique et
neuropsychologique. Un examen neuropsychologigpsyehopédagogique destiné a
apprécier les fonctions cognitives et de commuioicas’avere donc complémentaire
au protocole classiqgue mis en oeuvre dans le cddre diagnostic d’autisme:
attention conjointe, langage expressif et comprgioen imitations gestuelle et
vocale, jeu symbolique, expression des émotionagénde soi sont évalué, par
I’'examen psychologique et par entretien avec lesra.

La TED est une psychothérapie qui vise a amélitagtention, I'imitation,
la perception et la communication. Le échangesédi@nfant et le thérapeute vont
étre favorisés, suscités et développés. Il s’agitsdguences sociales, comme
Iimitation ou I'’échange du regard. Elles sont resa@res au dévelloppement de la
communication chez les enfants avec de troublespdatre autistique.

Concernant les fonctions de la cognition, lintetien du thérapeute
consiste a reproduire ou a enrichir les conduigebethfant tout en introduisant des
modes de comportement d’un niveau supérior, letartt de créer une situation de
conflit juste tolérable pour I'enfant. La stratégie thérapeute est essentielle pour
obtenir I'attention de I'enfant et I'encourager&aliser I'action. L’environnement
est simplifié, le local est particulierement sod, seul, le thérapeute demeure
une source d'attraction; il subtilise les jouetsifutilisés. Ensuite, le thérapeute
prévoit d’'aménager des séquences, mettant en jelstdedotypies peuvent, par
exemple, étre utilisées comme préparation d'un rmment. Il s'agit de replacer
les contexte habituel, de maniére a les orientes we échange (par imitation, les
encouragements). A long terme, ces séquences vemhefre d'éviter une
surcharge sensorielle et réduire I'anxieté de Hanhf(Adrien, Barthélémy et al.,
1988, selon Carlier et Doyen, 2002, p. 60-61).

Pour un bénéfice réel, les séances se doiventedt&gulieres et trés
fréquentes. De ce fait la famille est forcémentuse dans le projet d’intervention
précoce. Il faut considérer l'enfant et ses progesns une trajectoire
dévelloppementale.
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La TED est un programme validé par les études todmiales
(Barthélémy, 1988). Les observations sur 10 an27denfants avec des troubles
autistiques, de 2 a 8 ans, ont été analysées.nfaste ont effectué entre 50 et 150
séances aut total, au cours d’environ 4 séancesqgmaine (ce qui correspond
globalement a une séance par jour de présenceealarsvice). En observation en
groupe, il y a amélioration dans les secteurs tbi®n motricité, contact et
communication. Donc, les traits les plus spécifigad’autisme, appelés “fonctions-
problémes”, s’améliorent & la fois en groupe et lsuplan individuel. La TED
modifie finalment peu les capacités de I'enfanttdiser les objets de maniére
adéquate lorsqu’il est en groupe. Par contre ce @it aux comportements vis-a-
vis des objets et aux réactions émotionnelles mendliore pas, et va méme
Iégérement dans le sens inverse.

Sur un autre échantillon d’enfants autistes, AdriBlanc et al. (1988)
confirment les améliorations dues a la TED sullde gmotionnel et social.

L'importance de la précocité du diagnostic et desrperes interventions
avec les programmes comme TEACCH, Lovaas, TEDestcsoulignée par les
travaux montrant des gains substantiels sur lesgandéveloppement cognitif, du
langage, de socialisation et d’autonomie, lorsqege drogrammes éducatifs sont
suffisamment intenses et débutés précocement.
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IMPROVEMENTS APPROACHES FOR THE SOCIAL
FUNCTIONING OF PERSONSWITH MENTAL RETARDATION

ADRIAN ROSAN’

ZUSAMMENFASSUNG. Dieses Studium zeichnet die hauptsachlice Eigeftscha
der Defizite und der Verhaltensstdrungen der geigtirspateten Personen aus; es
betont die soziale Funktion und ihre Optimierunggliotikeiten. Gleichzeitig, weist es
einige Anhaltspunkte betreffs der Ausarbeitung ®iWerbesserungsprogramms der
soziale Defizite der geistig verspateten Kindern Bas Verbesserungsprogramm
grundet sich auf die Theorie der emotionale Irgetfiz.

Mental disorder is a term used to describe indalgluvho demonstrate
significant concurrent deficits in the areas okliettual functioning and adaptive
functioning, which are evident before the age ofy&8rs. According to the definition
of mental described by the American AssociationMental Retardation (AAMR;
1992), significant deficits are characterized bgres two standard deviations below
the mean on standardized measures of both intelleeind adaptive functioning.
Mental retardation is a term for a pattern of @tesitly slow learning of basic motor
and language skills ("milestones”) during childhoaad a significantly below-normal
global intellectual capacity as an adult. One commrderion for diagnosis of mental
retardation is a tested intelligence quotient €350 or below.

The prevalence of mental retardation among the rgérmopulation is
dependent, in part, on the definition of mentahnddtion used. Prevalence estimates
range from about 3% when only IQ scores are corsidéHodapp & Dykens,
1996) to less than 1% when other factors such agtiae functioning are included
(APA, 1994). More accurate information is availabdgarding the breakdown of
individuals across functioning levels. Most indivals diagnosed with mental
retardation, approximately 85%, function in thednidnge. Ten percent of those
persons function in the moderate range, 3-4% irsévere range, and 1-2% in the
profound range (APA, 1994). In Romania we don'téavatistically information
concerning exactly number of persons with mentalrdation

Due in part to several X-linked disorders (e.g.adde X Syndrome),
estimates indicate that more males than femalesdagnosed with mental
retardation (APA, 1994). Both adults and childrathwntellectual disabilities:

o have trouble speaking
a find it hard to remember things

" Assisstant teacher, PhD. student
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o have trouble understanding social rules
o have trouble discerning cause and effect
o have trouble solving problems
o have trouble thinking logically.

In early childhood mild disability (IQ 60—70) magtbe obvious, and may
not be diagnosed until they begin school. Even wimar academic performance is
recognized, it may take expert assessment to dissh mild mental disability
from learning disability or behavior problems. Agy become adults, many people
can live independently and may be considered bgrstin their community as
"slow" rather than "retarded".

Moderate disability (IQ 50—-60) is nearly always mws within the first
years of life. These people will encounter diffiguin school, at home, and in the
community. Among people with intellectual disalidg, only about one in eight
will score below 50 on IQ tests. A person with areneevere disability will need
more intensive support and supervision his or héreelife.

The limitations of cognitive function will cause ehild to learn and
develop more slowly than a typical child. Childreray take longer to learn to
speak, walk, and take care of their
personal needs such as dressing or eating. Leawiihtake them longer, require
more repetition, and there may be some things theyot learn. The extent of the
limits of learning is a function of the severitytbe disability.

The etiology of mental retardation is often unidied. Some researchers
estimate that the etiology is not known for 20-30%individuals with severe
mental retardation, and upwards of 50-60% of irddigis with mild mental
retardation (Hodapp & Dykens, 1996).

For the remainder of those diagnosed with mentakdation the etiology can be
one of numerous factors. The causes of mentaldatian are:

Q genetic abnormalities(e.g., Down’s Syndrome, Fea$§ilSyndrome),

a prenatal / perinatal complications (e.g.,prenatpbsure to disease, anoxia
at birth)

O postnatal factors (e.g., seizures,malnutrition)

o psychosaocial influences (e.g., socioeconomic gtétleslapp & Dykens, 1996).

Behavior problems and deficits associated with mental retardation

Individuals with mental retardation are often dibsmt with respect to their
ability to function independently. Communicatioroige skill identified as essential for
independent functioning. Communication skills deficare common among
individuals with mental retardation (McCoy & Buchkthd990), and may contribute to
other behavior deficits (e.g., social skills) amdémntribute to the emergence of
problem behaviors (e.g., self-injury and physiagdrassion) (Matson, Smiroldo, &
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Bamburg, 1998). Subsequently, researchers havel fihat individuals with mental
retardation have pronounced social skills defigitsvett & Harris, 1987) and engage
in problem behavior, such as physical aggressichsatf injurious behavior, more
frequently than the general population (GardnerdeC1990; Johnson & Day, 1992).
Ineffective communication may also restrict thevitlial's ability to access necessary
resources and therefore limit his/her capacity fonrestrictive independent living.
Independent living is a relevant issue concerniegsgns with mental retardation.
Many groups advocate for full inclusion into themcounity. However, individuals
with mental retardation frequently lack the selfsheand self-care skills required
(AAMR, 1992; APA, 1994). A large body of researatthe field of mental retardation
has been devoted to training and increasing saatitcare, and self-help skills, and
the assessment and treatment of problem behaeigys elf-injury, aggression, and
noncompliance) (Carr & Durand,1985; Matson et H)98; Schoen & Sivil, 1989;
Wheeler, Bates, Marshall, & Miller, 1988).

Social functioning of personswith mental disorders

According with the definition of mental retardatjoss described by the
American Psychological Association (1994) and theaefican Association on
Mental Retardation (AAMR), a person must have diffiies in adaptive
functioning in addition to subaverage intellectfimhctioning to meet diagnostic
criteria. (Druu, 1995) Social functioning is considered to beagomcomponent of
adaptive behavior (Grossman, 1983), and is cons#guee common deficit among
individuals with mental retardation (Lovett & Haxri 1987). Social behavior/
functioning can be conceptualized in several walyat is, those behaviors that
provide individuals with the means:

a to interact effectively with others

to recognize and respond to social cues

to apply appropriate responses to a specific sinat

to avoid interpersonal conflicts

to adjust to both simple and complex social sitreti(Matson & Swiezy,
1994).

Individuals who engage in appropriate social betravtan effectively
demonstrate and utilize these skills and are ablemaintain positive social
relationships (Guralnick, 1986).

While the etiology of social functioning deficitart be idiosyncratic, Elliott
and Gresham (1993) identified several possible eguscluding the lack of
opportunities to practice appropriate social betygvinadequate feedback and/or
reinforcement following social behavior, as well the adverse effects of other
behavior problems on social functioning. Furthereawvithout sufficient practice
or reinforcement for appropriate social behavibe individual may be less likely

0O0O0OD
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to initiate any social interactions (Njardvik, Mais & Cherry, 1999). Singh and
Winton (1983) found that individuals with learnimiifficulties were more likely
than the general population to engage in excessagpropriate social behaviors
and fewer appropriate social behaviors.

Several researchers have examined differences dial doehavior across
groups of individuals with dual diagnoses and imtligls with mental retardation and
severe behavior problems. Duncan, Matson, Bamlttingyry, and Buckley (1999)
compared the social skills of three groups of imftigls with mental retardation who
engaged in either aggression, self injury, or butith experimental controls. They
found significant differences between control amgeeimental groups. Similarly,
Njardvik, Matson, and Cherry (1999) examined sodhills differences among
individuals diagnosed with Autistic Disorder, Pesive Developmental Disorder
(PDD), NOS, and mental retardation. The PDD graupsistently demonstrated more
positive nonverbal social skills than the autisrougr, however relative to the mental
retardation group they had significantly fewer IskikKuhn, Matson, and Mayville
(2001) compared the social behavior of individudiignosed with profound mental
retardation who engaged in rumination with peere dig not engage in rumination.
Results were similar to those found by Njardvilalet(1999); individuals who did not
engage in rumination consistently demonstrated mosdtive social behavior than
those who did ruminate. Finally, Matson, Smirolaiogd Bamburg (1998) examined the
social behaviors of individuals with mental retdiata who display symptoms of
psychopathology, and compared them to individuialgndsed with mental retardation
who were not experiencing symptoms of psychopatjyolimdividuals with a greater
number of symptoms of psychopathology displayedemegative behaviors and more
social problems than the mental retardation ordygr Furthermore, those individuals
who engaged in stereotypes were significantly ldesdy to display behaviors
characterized as positive.

There is a growing body of research examining tfesgnce of relations
between social functioning and other co-morbid bi&iral and mental health
problems (Duncan, Matson, Bamburg, Cherry, & Bugkl999; Kuhn, Matson, &
Mayville, 2001; Matson, Smiroldo, & Bamburg, 199Bjardvik, Matson, &
Cherry, 1999). Duncan and colleagues (1999) foladl individuals who display
aggressive and/or self-injurious behavior also hagre significant impairment
with respect to social skills. Similarly, Njardviknd group (1999) found that
individuals with PDD and Autism displayed fewer emmriate nonverbal social
skills than their peers, though individuals with P@isplayed more than those
diagnosed with autism.

Functional analysis and antecedent analysis cawepto be helpful in
identifying the source of reinforcement or the aiton where the behavior is likely
to occur; however, the results can be limiting. Example, an analysis may
suggest that the individual engages in a behaaactess adult attention, but it
does not indicate whether the individual has thdlssiko appropriately and
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effectively recruit that form of reinforcement dithe individual has access to other
sources of reinforcement across their day.

In 2001, Kuhn et al. extended both of the aforeiertd lines of research
in a study that demonstrated that individuals disga with mental retardation
who engaged in rumination were more likely tharirtheers to have poorer social
skills, such as inability to communicate effectivelither with words or gestures,
not participating with others in activities or gasneand failing to show a preference
for some people over others. The authors offerecerak explanations and
implications for their results including the posgkip that the participants
ruminated, or began ruminating, due to an inabditynwillingness to access other
forms of stimulation such as interpersonal contdbie study by Van Hasselt et
al.(1989) demonstrated that training appropriatéasdehavior could also result in
a decrease in problem behavior not targeted irtnberat. Therefore, it may be
possible to reduce instances of rumination by emireg the individuals’ skills at
recruiting other forms of stimulation.

Theimprovement of social skillsat personswith mental retardation

During the 1980’s a significant body of literatuteegan to develop
addressing the improvement of social behaviorslalggl by persons with mental
retardation. Due to the large amount of researdhigarea, the current review of
social skills training will focus only on those digss designed to improve interpersonal
behavior, such as communication skills and nonvemitgraction skills. Other
topics which can fall under the heading of socillss include procedures to
increase self-help and/or self-care skills andrigetions designed to decrease
antisocial behaviors (Singh & Winton, 1983).

Stokes, Baer, and Jackson (1974) evaluated thetsefié operant procedures
to teach and generalize appropriate hand wavinfgun individuals with mental
retardation. Stokes and group used a promptingstuaging procedure to teach
four individuals residing in an institution (agesl® years) to wave appropriately.
Using a multiple baseline procedure across padidiy the authors demonstrated
the effectiveness of the intervention and geneatitin.

In a study by Koegel, Koegel, Hurley, and Frea @)9%our autistic
children were taught to successfully increase gppate interactions with others
across multiple settings using a self managememtegure. The children were
taught to recognize correct and incorrect respoasesrecord them accordingly.
Appropriate responses resulted in the deliveryeaiforcement. The authors also
managed to effectively thin the schedule of reicdoment. This intervention
resulted in an increase in social interactionsaddcrease in disruptive behavior.

Bornstein, Bach, McFall, Friman, and Lyons (1980nhducted a study
with 6 individuals diagnosed with mild-to-moderatsental retardation. The
purpose was to improve various interpersonal dsfincluding:
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eye-contact, enunciation

rate of speech, loudness of speech
stereotypic behaviors

intonation

the number of words used when speaking.

| I I iy Ny

The intervention consisted of verbal instructionspdeling, rehearsal,
feedback, and social reinforcement in the contéxtasious social settings. The
authors successfully improved the interpersonajetabehaviors across all six
participants. The improvements were maintainedateamonth follow-up.

Senatore, Matson, and Kazdin (1982) compared tfeetafeness of two
social skills training procedures on increasingidiisf related to conversational
interactions. Following a pretest of social skdlsing an interview, 35 individuals
diagnosed with mental retardation were matched rdoap to their skills and
randomly assigned to one of three groups. Groupreoeived no skills training.
Group two received a standard skills training pdoge consisting of prompting,
feedback, modeling, and praise. Group three redeile same training as group
two in addition to active rehearsal of the lears&dl in an analog setting. The
researchers found that the added rehearsal compomas instrumental in
effectively increasing the participants appropriatecial responses in both an
interview situation and during role-play.

In a study by Matson, Manikam, Coe, Raymond, Taaas, Long (1988)
social behaviors were increased among individuatls wmultiple handicaps (e.qg.,
autism and hearing impairment). Three adolescemgndsed with mental
retardation between the ages of 12 and 14 yeatipated. Using visual cues in
addition to verbal praise and edible reinforcemehg authors successfully
increased each participant's amount of eye-confastt behavior, and on-task
behavior. Treatment effects maintained followingealization of the treatment to
the classroom teacher and the actual classroomas ;Tktatson, and Leary (1988)
attempted to replicate and expand these findingjs twio autistic children (9 and
10 years old). In addition to the cues, praise, r@mforcement, the experimenters
employed a modeling and role-playing procedure hictv a therapist would act
out the preferred behavior followed by a role-playere the child had the chance
to participate. A multiple-baseline design yieldedults indicating the utility of the
intervention at increasing social behaviors (eagpropriate affect, eye contact,
appropriate sitting, and appropriate content oespgfor both participants.

Van Hasselt, Hersen, Egan, McKelvey, and Sisso89)L8ited by Kuhn
(2001) implemented a social skills intervention faro deaf males with mental
retardation and limited eyesight. Targeted behavicluded:

a on-task behavior and social interaction, charazerby the participant
a touching a peer to get their attention

52



IMPROVEMENTS APPROACHES FOR THE SOCIAL FUNCTIONINGF PERSONS WITH MENTAL...

a offering an object to a peer
O making eye contact, and/or playing cooperatively.

Using a graduated prompting procedure and the elgliof a token for
appropriate responses, Van Hasselt et al. sucdtigséficreased both on-task
behavior and social interactions for both partiniga and the schedule of token
delivery was systematically thinned. Experimentaitcol was demonstrated using
both a treatment withdrawal design and a multisdtine design across target
behaviors. In addition, Van Hasselt and group ctdlé data on non-targeted
behaviors to monitor the effects of improved soslkdlls. For both participants the
occurrence of self-stimulatory behavior decreagguificantly following
treatment: 40% reduction for Ron and 25% redudiorSamuel.

Improvement programme for emotional competence of children with
mental retardation

We propose for the improvement of social behavidysersons with mental
retardation a program based on adaptation of coemsrof emotional intelligence
according with their psychological characteristisgong the emotional intelligence
components we consider that managing emotionsgniiag emotions in others
and handling relationships could be in our opirtloa strengths of a development
programme of social competence at children withtaleetardation.

Definition of emotional intelligence (Salovey andaiér, 1990;) includes
abilities in five main areas:

1. Self-awareness: Recognizing one's feelings eg dlacur is the linchpin of
emotional

intelligence. The ability to monitor feelings fromoment to moment is key to
psychological insight and self-understanding.

2. Managing emotions: Having appropriate emotigealctions is a capacity
that builds on self-awareness. The ability to matduhegative affects such as anxiety,
anger, and depression is a crucial emotional dkitiotional resilience helps one to
prevail over life's inevitable setbacks and upsttese who lack emotional self-
regulation are continually besieged by feelingdisfress.

3. Motivating oneself: Being able to focus on algeassential for a range of
accomplishments. Emotional self-control—such asaydel gratification or
controlling impulsivity—is crucial in working towds such life goals.

4. Recognizing emotions in others: Empathy, anosk@él based in emotional
self-awareness, is fundamental to interpersonattffeness.

5. Handling relationships: relationships requirédll Sn managing others'
emotions.
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Training of emotional competence reveals a widespiteenefit for
children's emotional and social competence, far thehaviour in and out of the
classroom, and for their ability to learn (seeeabl.

Tablenr. 1
Self-awareness Managing Motivating Recognizing Handling
emotions oneself emotionsin relationships
others
Improvement in Better frustration More Better able to  Increased ability
recognizing and tolerance and anger responsible  take another  to analyse an
naming own management person's understand
emotions perspective relationships
Fewer verbal Better able to
Better ableto  putdowns, fights, and focus on the Improved Better at resolving
understand the classroom disruptions task at hand empathy and  conflicts and
causes of and pay sensitivity to negotiating
feelings Better able to express attention others' feelings disagreements
anger appropriately,
Recognizing without fighting Less Better at Better at solving
the difference impulsive; listening to problems in
between Fewer suspensions and more self- others relationships
feelings and expulsions control
actions Improved More assertive
Less aggressive or self-scores on and skilled at
destructive behaviour achievement communicating
tests
More positive feelings More popular and
about self, school, and outgoing; friendly
family and involved with
peers
Better at handling
stress More sought out
by peers

Less loneliness and

social anxiety More concerned
and considerate

Harnessing Emotions

Productively More pro-social
and harmonious in
groups

More sharing,
cooperative, and
helpful

More democratic
in dealing with
others
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Emotional learning begins in life's earliest pespdand continues
throughout childhood and into adulthood. Childh@od adolescence are the most
critical windows of opportunity for the establishmef essential emotional habits.
The primary skills of emotional intelligence eacvh critical periods extending
over several years in childhood. Each period regmtssan opportunity for instilling
effective emotional habits

A growing body of studies suggest that how pardrgat a child—with
harsh discipline or empathy, with indifference armth, and so on—has deep and
lasting consequences for the child's emotional Maly recently have there been
hard data showing that emotionally intelligent pdirey is itself of enormous
benefit to a child. The ways parents handle emstlmtween them—in addition to
their direct dealings with a child-impart powerfessons to their children, who are
astute learners attuned to the subtlest emotiomlamges in the family. Gottman's
microanalysis of interactions in couples on howpheners handled their children
suggested that couples who were more emotionaligpetent in the marriage
relationship were also the most effective in hedpshildren to cope with emotional
ups and downs.

All the small interactions between parent and cliitdre an emotional
subtext; the repetition of these messages oveydhes forms the core of a child's
emotional outlook and capabilities. These intergesnmould the child's emotional
expectations about relationships, which will inflae emotional functioning in all
realms of life for better or worse.

The risks are greatest for children whose parengs grossly inept—
immature, abusing drugs, depressed, chronicallyyargy simply aimless and
living chaotic lives. Such parents are far lessliiko give adequate care, let alone
to address their children’s emotional needs. Sinmgglect, studies find, can be
more harmful than outright abuse. Studies of mailée@ children find that
neglected youngsters fare worst of all: they tenie the most anxious, inattentive,
and apathetic, alternately aggressive and withdrawn

Emotional competence may be decisive in determithiegextent to which
any given child succumbs to such hardships or repdo them with a core of
resilience and thrives despite the odds. Long-&udies of children brought up in
poverty, in abusive families, or by a parent widvere mental illness show that
those who survive the most severe hardships terashdoe key emotional skills.
These include social adaptation that draws peoplehem, self-confidence,
persistence, optimism, resilience in the face @lets and an easy-going nature.

Elaborating a development programme of emotionahpmience for
children with mental retardation should supportithprovement of their adaptive
behaviour.
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THE IMPORTANCE OF ASSESSMENT IN DEAFBLINDNESS

ANDREA HATHAZI

ZUSAMMENFASSUNG. Die Evaluation des taubblinden Kindes vertrittr de
erste wichtige Schritt in die Plannung des Inteti@sprozesse. Die Komplexitat
und der Wirkungsgrad der Evaluation erlaubt dientifigierung angemessenen
Strategien und Ressourcen, die notig fur die Optionig des Infomationzugang
und der Entwicklung der Mitteilung-, Orientierungad Mobilitatfahigkeiten sind.
Der Herangehen der Evaluation ist im diesem Studikonkretisiert,
unterstreichend die Wichtigkeit des Evaluationpssee in der Sicherung der
Entwicklung des hdchstenen Potential des taubhtirkdedes.

Assessment in special education represents a protex involves
gathering information about a child with the pumpasf making decisions and
elaborating strategies and resources for that .cRikerangelo and Giuliani (2006)
present Gearheart and Gearheart's definition oféssssent (1990) which is: "a
process that involves the systematic collection iatetpretation of a wide variety
of information on which to base instructional/ ivention, classification and
placement decisions. Assessment is primarily alpnotsolving process”(p.4).

The process of assessment or evaluation is basedllyuson using
psychometrical testing with tests or tools that st@ndardised and have as an
outcome a score or a quotient which give infornradbout a level of development
or a certain performance or skill. Deafblindnessislisability that determins a
particular pattern of development, style of leagnamd communication. We cannot
use psychometrical testing as it is used traditipiveith deafblind children as we
cannot compare one child to another. Each chilthigue and they have different
levels and profiles of achievement which makesjiassible to have a test that can
be applied to a number of individuals. Professismalst think about types of
assessment that are suitable for deafblind childremder to assure validity of the
results. According to Snell and Brown (2000) theety of assessment that
professionals think they are meaningful and appatgrare influenced by three
variables. First of all, the purpose of the proaess the ways in which information
will be used determine which instruments are appatg Second, the team’s
educational philosophy determines the educationalsg The third variable refers
to the legal requirmens of assessment. As Snell Brodvn evidentiate (apud
Turnbull and Turnbull, 1998) ,The Individuals withisabilities Education Act
(IDEA) requires a multidisciplinary, multifacetedpnbiased evaluation of a child
before classifying and providing special educatmthat child” (p.70).
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The importance of assessment is also sustainedebgnigelo and Giuliani
(2006) who underline the critical role that assessnplays in the determination of
six important decisions. These are:

» Evaluation decisions which refer to the informatibat is obtained about
the child’s strenghts, weaknesses, performance.

> Diagnostic decisions that the provide detailed @diaut the nature of the
child’s disability. It is also very important to ke the differentiated
diagnosis so that the intervention strategies deg@aate to the implications
of the identified diagnosis.

» Eligibility Decisions so that the obtained inforneet can be used to
determin whether a child is eligible for specialiegtion services.

> Individualized Educational Plan (IEP) Decisionsereto the collected
information about the child that determins the digmament of an efficient

IEP that sets the proper objectives and use ofegies taking into

consideration the needs and abilities of the child.

> Educational Placement Decisions refer to the in&diom that determins
the best educational placements that suits thd'siprofile and abilities.

> Instructional Planning Decisions that take into sidaration the data
obtained in the process of assessment is usedato thke appropriate
instruction and intervention which is adequateh® ¢hild’s special social,
academic, physical and management needs.

These decisions have to be considered when plarthengssessment of a
deafblind child. Because of the functional implicas of deafblindness, many
children don't beneficiate of the proper interventbecause they are not assessed
properly. Clinical assessment and observationattional assessment have to be
seen as parts of the overall intervention. Thisviy a multidisciplinary team is
necessary to complete an assessment. These poofdssimust use a variety and
specialised tools and strategies to gather releftamdtional and developmental
data in order to elaborate a profile of capacitéghe child, a term that it is
proposed by the Nordic School. The multidisciplindeam must include the
following professionals: special education teachpmychologist, ophtalmologist,
educational audiologist, speech and language tis¢raghysiotherapist, medical
specialist, occupational and physical therapistiadavorker and at last but not at
least the parents. Parents have an essential moleei assessment team. Their
contributions are valuable as they can offer infation which cannot be obtained
by the other members of the team. It is said they tare the ones who know their
child the best and they sometimes don’t even know much they know about
their child. The role of the parents in the assesgnand intervention process is
more and more acknoledged and nowadays we areédadiiout family centered
approach and not only a child centered approackenBamust be part of the
multidisciplinary team and when decisions are talkés also their right to aprove
of the intervention concerning their child.
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Paul Hart in Sense Scotland’s Personal Profileggfons and Answers,
November 2002, p.3, underlines the important elésmeheffective planning and
assessment. These are:

¢ Ownership — assessment should belong to the person beiegsassand
must involve the person being assessed

« Collaboration and sharing — assessment material should be able to go
with the person, building on what is known and omlgempting to
discover new information.

e Cyclical process — assessment must be an ongoing process that helps
supporters to know exactly what support a persamsvand how to offer it
in the most effective way.

e Havea clear purpose — if you are not gathering information to influenc
change, then why find it out?

e Build on positives — avoid the deficit model and instead find out wha
people can do, what they want and what they need.

e Should be done by people who know what they are doing.

e Hoaligtic — consider the whole person in the situations lmictv they live
and work, alongside the people with whom they &we work.

Principles of assessment must be taken into caatinle and these refer to:

- the necessity to consider the child as a whole;

- obtain information about the functional hearing awidion,
communication, motor development, use of touch, pEmsation
strategies, sensory integration, personal and Isdeielopment,
daily living skills and degree of independence;

- the issue about the specific assessment toolseffblind children
that are rare and that must be adequate to the leritypand
degree of impairments. This is the reason for adipt of
materials and use of a great variety of objectstagd in order to
evaluate the behavior and use of these by the litefthild;

- the necessity to establish a trustful relationskiih the child, to
become aware of his family and social environment;

- the outcomes must be analyzed taking into condiderahe
information that the child has access to, thahés residual sight
and hearing and the cognitive potential;

- the answers and behaviors can be inconsistenttaueternal
factors like hunger, health, tiredness, dicomfpgin, medication
or external factors like noise, light, impropriateethods and
approaches, sensory over-stimulation;

- the use of observational methods;

- the implication of all the people who know the dhil
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- carrying out the assessment in different momentseftlay;

- to identify what the child can do

- to offer time for response and the chances foress;c

- to the use of adequate methods to record the shildswers and
behaviors;

- to be reserved and not make prognosis after onsiose®f
assessment;

- to compare the child only to himself in order teritify progression
or regression;

- the involvment of parents.

Another issue that must be taken into considerasambout the tool and
method of assessment. As Barbara Miles and MaridRiggio evidentiate in
Remarkable Conversations (1999) the means of assassare many. Some are
direct like observing or using a test or a develeptal scale and some of them are
indirect like reading reports and talking with peogvho get in contact with the
child and know him very well and can offer valuabiéormation about behaviors
or abilities that otherwise cannot be obtained thiadl are important for planning an
efficient program. Some methods are formal, sudiaslardized tests and checklists;
others are informal and use play, interaction, eosation and observations.

The Callier- Azusa Scale is a developmental sché was especially
designed to assess deafblind children. Its purp®de provide the assessment
information necessary to synthesize developmentgiigropriate activities for a
child. The scale is particularly comprehensiveostdr developmental levels and it
is also used to evaluate a child’s developmentgness. The Callier Azusa Scale
is composed of 18 subscales in five areas: Motoreldpment, Perceptual
Development, Daily Living Skills, Cognition, Commigation and Language and
Social Development. Each subscale is made up afesdiql steps describing
developmental milestones. Some steps are dividedtwo ore more items (A, B,
C, etc.), which describe different behaviors thgtear at approximately the same
time in development. The scale is a very efficimai not only for assessment but
also to know about the behaviors that the deafldimttl present in the process of
development. It also gives ideas about the posaittigities and exercises that can
be carried out in order to intervene using as agigm the zone of proximal
development. The outcomes of the scale give a dpsegntal profile of the child
identifying the needs in different areas of devatept.

Jane Eyre (2000) distinguishes the necessity tgpdmitive about the
child’s achievements and abilities, but also toabgbitious about what the child
may be able to achieve and to have high expectatidnd this can be really
captured by using observation as an assessmenbanédservation is not only a
method but it is also a skill that the teacher teaacquire. Jane Eyre (2000) talks
about an observational attitude, which means that teacher is an efficient

62



THE IMPORTANCE OF ASSESSMENT IN DEAFBLINDNESS

observer, records the information in order to inwerthe intervention strategies. A
first temptation is to observe the child all dapdan every activity, which is very
difficult, but in time, with gaining experience, ehteacher will obtain through
observation the valuable information, the causeslifierent behaviors and the
general performance. This way the information thaibtained can be matched to
the initial records off the child, and the assesgnbecomes holistic, and does not
refer to one particular area. For example whensagsg communication, we must
take into consideration sensory functioning, cageitlevel, ways of accessing
information, relationship and interests of paregméssonal and environmental factors.

To have a complete observation, it is essentiattode the following situations:

« observation of a specific situation which is duriagspecific time, like
lunchtime, playtime or academic activity;

* observation in various settings like classroomygidaund or cafeteria;

« observation at different times during the day (&igelo, Giuliani,

2006,p.185).

Because of the complex, multi-faceted nature ofdiffeulties faced by the
deafblind child, the assessment should take intsideration all the factors that have
implications for that area (Eyre, J, 2000). Thesdrs can be best captured if video
recording is used. The video capture in an unabtusay the child as he puts skills
into practice and can be played and replayed, z2edlgnd discussed as often as it is
necessary. The video permits the observation otltild but also the behavior and
attitude of the teacher and their interaction. Egproach to assessment of observing
the child's skills in practical use determines achlmumore reflective style of
assessment. Sometimes the teacher can observadeyuate approach or use of
method thus being able to change and improve thgegy. The recorded activity can
be also shown to parents in order to present eylartbehavior or progress.

Using observation in assessment makes it functiokitken, S. (1995)
emphasizes that instead of abstracting tasks frethimgs, functional assessment
structures the environment to offer opportunities dbserving skills in practical
use. Functional or ecological assessment analyseshild’'s total learning
environment according to Overton (1996) (Pierang@limliani, 2006). According
to Pierangelo and Giuliani (2006 apud Bigge, Stufr§99) a thorough functional
assessment should include the following:

» Interaction between child, teachers and otherkerctassroom and
in other settings;
Presentation of materials and ideas;
Selection and use of materials;
Environment adaptation if necessary;
Offering support and time in elaborating an answetr;
The teacher’s teaching style;
Academic, behavioral and social expectations withim learning
environment.

VVVYVYYY
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But why is assessment so important in deafblindh&specially the initial
assessment? The purpose is to develop the IndlisddaFamily Service Plan
(IFSP) and the Individualiased Edicational PlarP)iEand to identify properly and
accurately the needs, abilities and interests efdfild. What is the best service
that the child has to have access to and whichdsntost adequate intervention
strategy? Or, in simple words, where to start?

We will present in the following an initial assesst of a two years old
little boy whose medical diagnosis is cerebral yalepilepsy and visual
impairment. In order to realize an efficient initessessment, to gather important
information and think in perspective we need tokhof a plan. In the beginning,
we ask for information from the parent. In this eabe little boy comes for
evaluation with his mother. The medical report riwerg the cerebral palsy,
epilepsy and blindness. But mother says that sh& teethree ophthalmologists
who had different opinions about the residual vismf the child, one of them
saying that the child has light sensitivity at hght eye. This information must be
verified during the assessment, the child beingtesl during his performance to
visual tasks. Another difficulty that is obviousnoerns the motor abilities. He
cannot maintain his balance, he has to be suppartéce walks on his toes when
supported. What do we know at this time and whaehee observed so far?

= Visual impairment with possible light sensitivity
= Motor difficulties
= Delay in language development

What do we have to find out in order to identif thest service that the
child must be provided? We have to find out abasitfinctionality. As a method
of assessment we use observation and items froi@dtier Azusa scale. We look
for his behaviors, his reactions, initiatives, styf learning, time needed for
elaborating answers, degree of attention, levehedded support, interactions,
perseverance. The resources that are used areatwydifferent objects that
become stimuli and triggers for behaviors. He bexorwery interested and
explores actively a toy apple that makes a soundnwd button is touched. He
becomes aware very rapidly of the cause-effectioeldbetween the touch of the
button and the sound production. He leans oveafipde and seems like focusing
on the button. He maintains interest in this attifor a long period of time. He is
very receptive and attentive. Another activity tihat became very interested in
consisted in applauding together with the evaluatt® initiated the activity and
maintained interaction for a long period of timéeTchild directed the frequency
and intensity of applauses. Why are these actitepparently with no great
significance so important? Because they offer mfion about the child, about
him being open, receptive and flexible. Intensiveiiaction for one hour and a half
took place, finally the child being tired and refigs any activity. His learning
potential was investigated and it made the teanorbéwy very optimistic. After
one demonstration of the sequences of the activiychild could do it by himself.
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He also transferred skills from one situation tother. But what about his visual
functioning? There were two significant times whieseemed that he is focusing
visually? But is that enough? Certainly not. Theh@éavior must be investigated
further. Because he could easily be influencedthgrostimuli of other nature and
have a reaction to. These could include touch aataly, vibrations, sound or air
movement. This is why detailed discrimination igaed.

The recommendation after the first assessmentosesss to include the
child in a service that provides recuperation d@otis for his motor difficulties so
that in time he could have access to an educatieraice for visually impaired
children. This decision was discussed and apprbyetthe child’s mother. Further
stimulating and functional training was recommended

In conclusion, knowing and understanding the factbat contribute to the
child’s general performance and behavior and thatidentified in the process of
assessment using various formal or informal methde®rmine the best approach
in intervention.
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LE BILINGUISME - UNE PERSPECTIVE LINGUISTIQUE
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ZUSAMMENFASSUNG. In der Einleitung dieses Artikels werden die Befgrif
Sprache und Sprachakt aus der Perspektive der isiegubetrachtet, die distinkte
Paradigmen beflrworten, wie E. gou, W. von Humboldt, Ferdinand de
Saussure, K. Vossler und Jespersen, indem man dppelten Einsatz der
Sprache, das heil}t, den sozialen (normierten) wmdiadividuellen (kreativen)
hervorhebt. Danach werden die Kriterien der Erkigruder Zwei- und
Mehrsprachigkeit definiert und umschrieben, die Eoserius Tabelle der
Sprachebenen zugeordnet werden, und zwar demibkidten und individuellen
Niveau. Der Endteil wird der Betrachtung der Zweid Mehrsprachigkeit aus
padagogischer Sicht gewidmet. Man verfolgt seineswitkungen auf die
Erziehung, und dabei werden auch die neuen Ricktunder heutigen
Erziehungswissenschaft, die kulturelle und intexkalle Erziehung, die auf
Zwei- und Mehrsprachigkeit beruht, in den Vordergtgehoben.

1. Les concepts de langue et d’acte linguistique du jm de vue des
linguists

Le concept de langue, complexe et multidimensionetlle phénoméne
complexe et dynamique de la communication pamiguea sont etudiés, d’une maniére
mono et interdisciplinaire, dans plusieurs domaihesecherche: la linguistique, la
théorie de la communication, I'axiologie, la phdpkie, la psychologie, la didactique,
les sciences de la nature etc. Naturelement, laseptions propres a un certain
domaine agissent et font valoir des perspectivagsres a celui ci, lui mettant en valeur
les paradigmes et les concrétisent dans des a#fiidescriptives.

Le sens consacré du terme de langue se trouve ldandictionnaires
explicatifs, par exemple: la langue représenteystese de communication, composé
des sons articulés, par lesquels 'homme exprirsepsasées, sentiments et desirs.
C'est le language d’'une communauté humaine, higtemhent constituée, caracterisée
par une structure phonétique, phonématique, graicat@tlexicale et syntagmatique.

L'acte linguistique et la langue ou le systéemeguiistique, dont I'acte
linguistique correspond, sont les deux realitéfadguage articulé.

Le language est défini comme étant tout systemeiglees symboliques
employés pour l'intercommunication sociale, c'esliré tout systéme de signes qui
aide a I'expression des idées et des sentimertscontenus de la conscience.

* Maitre de conférences, Université "Babes-BolydifjGlapoca, ROUMANIE
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Le language articule est considére comme systemiguel de signes
seulement d’une maniére idéale, parce qu’'en rébkbéste plusieurs systéemes de
signes (langues), qui correspondent aux différepégs et communautés sociales
ou a d’autres groupes de parlants.

La réalité concrete du language, I'aspect matééiaén fait, est 'acte
linguistique. Celui ci suppose I'emploi des cersagignes du language, en vue de
la communication, qui configure I'acte linguistique

Les actes linguistiques varient de I'individu @diividu, étant caracterisés
par la maniére individuelle, personnelle, mais ceiudoivent etre, en meme temps
“identiques” aux actes antérieurs, tant du pointvde physique que du point de
vue de leur signification (leur contenu). La coiwdlitde I'identité est essentielle
lorsque la finalité communicative du language éste

Les coordonnées de I'acte linguistique spécifiguane certaine communauté
sont: 'espace (des actes linguistiques sous kaspemilieu physique et sous I'aspect
du milieu géographique aussi), le temps (des datgsistiques considérés sous
I'aspect historique), la stratification sociale ceflturelle. Ainsi peut on parler de la
définition de la langue comme étant I'ensemble ages linguistiques communes
d’'une communauté d'individus parlants.

E. Coseriu est celui qui affirme le fait que "@mcept de langue ou mieux
dire, la langue en general est une abstractiomqus appartient; on constate en
fait seulement des actes linguistiques individuglss ou moins semblables, qui,
pour la commodité méthodologique, peuvent etre idénss identiques. Une
langue n'est que I'ensemble des actes linguistiquegiquement identiques, d’'une
communauté d’individus, un systéme d'actes lingmists communes qui contient
tout ce que les expressions d’'une communauté etendéuin seul individu ont en
commun en différentes epoques”. (E. Coseriu, 1994,

W. von Humboldt est celui qui a mis en valeur téalinguistique étant le
fondateur de la linguistique générale. C’est lui, gans son oeuvre sur la langue
kawi de lle Jawa, a distingué les deux aspectsdéonentaux du language:
énergéia + la création permanente des actes ingiad'aspect dynamique) et
ergon - produit, un systéme réalisé historiquerflariangue).

F. de Saussure a rapporté en discussion les deuecta essentiels du
language, c’est-a-dire parole (acte linguistiquelaegue. Saussure considére que
la langue constitue la regle, le systéme linguigtigui se réalisé dans le parler,
celui ci appartenant & I'individu, au niveau indivel.

Meme si la linguistique investigue I'aspect nomarggue, elle ne peut pas
nier 'importance de l'autre aspect, c’est-a-dparole, Saussure étant celui qui a
évidencié le fait qu'il n'y a rien dans la langug g'eut pas existé dans le parler.

Karl Vossler a insisté lui aussi sur I'importardm I'individu en qualité de
créateur de langage. Vossler a mis I'accent swi geii écoute, parce que chaque
acte de communication implique, toujours deux poles parleur/ emetteur de
messages et un écoutant/ recepteur de messages.
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Cet aspect évidencie que I'acte linguistique n&pent exclusivement a
un individu, étant simultanément un fait individuet un fait social, le fait
individuel signifie que l'individu parlant exprimej’'une maniére inédite, une
intuition inédite qui lui appartient exclusivemaesttfait social parce que I' ‘individu
ne crée pas intégralement son expression, maistplatrécrée conformément aux
modéeles antérieurs, c’'est-a-dire il se soummetrmumes de sa communauté et ne
s’éloigne pas d'elle, autrement il existe le risqleene pas etre bien compris et
percu par celui avec lequel on communique.

Le langage n’existe pas seulement dans une comut@uriaes limites de la
communauté sont conventionnelles, cf. a JespePsrntant, I'individu ne peut pas
appartenir & une seule communauté, mais a un novabigble de communautés,
changeant la maniere de parler conformément arfamemauté dont il appartient
(professionnelle, familiale, de médicins etc.).

Les communautés idiomatiques doivent etre corgdézromme communautés
culturelles, chacune ayant un certain patrimoinew®ire, qui est récognoscible
au niveau de la langue.

L’histoire de la langue ne peut pas etre dissodidatre phénomenes de
nature spirituelle et sociale, la langiue étanitmigément liée a la vie sociale, a la
civilisation, a I'art et au developpement de lag#n en un mot, a toute la vie de
’lhomme.

Les phénomeénes linguistiques concretisés dansades linguistiques
conditionnés et déterminés socialement, se soumhéita norme de la communauté
ou ils ont été produits. Ainsi, le parleur ne peas changer les signes imposés par
la société, mais il a toujours la chance d’'indlegrehangement par I'inventaire des
nouveaux signes, des signes qui constituent létaésie la création dans le parler
et qui passent dans la langue, cf. A F.de Saugaptel E. Coseriu, 1999, p.64). Ce
paradoxe doit étre compris dans le sens qu’une aorauaié linguistique exercite
sur le parler une action double, un controle daublie limite I'inovation et
accepte ou rejette les inovations, conformémerdrtaines normes, qui sont liées
trés souvent au prestige culturel, mais il s'agissh des motifs de clarité de
I'expression, de commodité et expressivité.

2. La définition du concept de bilinguisme et multinguisme

Généralement les termes désignent l'abilité daatilon courrante, des
deux ou plusieurs langues différentes, par la m@engonne.

Les situations concrétes de communication mettent évidence la
manifestation plénaire et fréquente, spécialememthenomene de bilinguisme. Ainsi,
du point de vue socio-educationnel, les personitiagues sont celles dont la langue
maternelle ne coincide pas avec la langue domindatemilieu socio-culturel.
Indifféremment s'il s'agit de la manifestation imdiuelle ou collective de ce
phénomeéne, dans la litérature de spécialité omiéldeux formes de manifestation
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du bilinguisme (J. Navracsis, 2000) c'est-a-dire: Hilinguisme aditif (lorsque

lacquisition de la deuxieme langue réprésente daos social, cognitive et
linguistique) et le bilinguisme soustractif (lorsgtacquisition de la deuxiéme langue
fait difficille 'acquisition de la premiére languwi minimalise I'emploi de celle-ci).

Du point de vue des mécanismes psychologiquess'agit d'une
transposition complexe du systéeme communicatiodndbngage de la pensée (la
langue maternelle) dans celui de la langue nonmelter M. P. Pereira (1999)
précisait la nécessité de la description exacte agmcités linguistiques qui
consacre a l'individu le statut de bilingue. On sid@re ainsi que la prémise du
bilinguisme répresente la maitrise, des deux lasgde moins d’'une compétence
fondamentale (lire, écrire, parler, comprendre).

Ces capacitiés de création et de réception d’'ussage orale ou écrit ne
peuvent pas étre acquis par la personne qui areequence, le statut de bilingue,
gue par un enclavement dans la culture, qui saitébmme étant une coordonnée
essentielle de celle langue. A ce niveau, la petsmeproposée s’appuye sur les
théories et les paradigmes linguistiques preseiéesssus.

Ayant en vue le soustrait neurophysiologique darlgue et sa répresentation
mentale, on a conturé le type de bilinguisme coomécet le bilinguisme complexe.
Le premier se référe aux situations ou les deuxtesyss sont acquises
paralellement ou séparément. |l s'agit des sitnatiou les langues sont acquises
par des personnes différentes, un type d’enseigmenérit par Rojat (2000),
ayant a la base le principe: une langue, une peesd@e phenomene est commun
pendant la période de la premiére enfance, c'esteatacquisition de la langue
nonmaternelle se réalise a I'aide de celle matlernieitialement acquise.

Les preuves concretes, qui considérent comme étaahtielle la dichotomie
bilinguisme coordonné-bilinguisme complexe, peuird trouvées, spécialement, au
niveau de la composante sursegmentaire du langkge ééments du paraverbal:
structure accentuée, rythmique et intonative delatggue). Dans le cas de la
manifestation du bilinguisme coordonné, a la diifée de la situation du biliniguisme
complexe, la composante sursegmentaire des laegtiesquise ainsi comme elle se
présente, sans des modifications majeures. On utepps parler de la méme chose
dans le cas du bilinguisme complexe. Dans ce casadit d'un phénomene
d’extrapolation des éléments sursegmentaires,parenent a la langue maternelle,
sur le systéme linguistique de la langue nonmaterequise plus tard.

Dans la pratique de la langue on peut observaccént étranger”, que le
parleur natif peut le saisir facilement. Le bilingue suppose, dans ce cas, une
réconsideration aussi de celui ci, parce qu'onliétebrtainement le niveau de la
compétence linguistique et de la communicationt donbilingue ou un plurilingue
aboutit a un moment donné. On établit aussi landisbn d’entre la composante
linguistique et la compétence de communicationldPeompétence de communication
on passe du niveau historique au niveau de la Brdpila compétence idiomatique
au niveau individuel du langage, passage qui apportargument en plus pour la
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considération du résultat des recherches linguisigCe résultat a évidencié le fait
gu’il n'y a pas des langues historiques, mais seald des actes linguistiques.

Les trois plans du langage ont été évidencié€Epgenio Coseriu et sont
rendus dans une tabelle intuitive:

Tabelle 1.
Les plans du langage (selon E.Coseriu)
POINTS DE VUE ACTIVITE COMPETENCE PRODUIT
NIVEAUX

Universel Parler en general Competence La totalité du
elocutionnelle "parle”

Historique Langue concrete Competence Langue abstraite
idiomatique

Individuel Discours Competence "Texte"
expressive

A cause du fait que l'acquisition de la languematernelle peut se réaliser
dans des différentes étapes du développement oétapées, on peut parler d'un
bilinguisme précoce et attardé. La délimitationcde deux aspects est difficile parce
gu’elle est liée a I'age chronologique des parldrgs recherches dans le domaine sont
variés en ce qui concerne I'établissement desebesritemporelles. Ainsi, Meisel
affirme que le bilinguisme précoce implique I'eetde I'individu en contact avec une
autre langue que celle maternelle, dés le prenmigs de I'existence. (ce que constitue
en fait le bilinguisme simultane), De Houwer (afiLsl Bartha, 1999), place le seuil
délimitatif dans la premiére semaine d’existencéalyBtok (apud J.Navracsis,
2000)présente une perspective plus flexible, lmgeérétablie par lui est 0-3 ani.

Une autre dichotomie pour illustrer la complexdté multilinguisme et du
bilinguisme peut étre realisée de la perspectivd'atmuisition. Ainsi, peut-on
parler d’'un bilinguisme spontané, celui qui apdasans un effort soutenu, a cause
de l'influence du contexte linguistique de I'indivi et du bilinguisme institutional,
qui apparait dans un cadre organisé, par enseigiieystematique, ayant a la base
une motivation intrinséque puissante.

L'acqusition des compétences linguistiques prémissi la définition rélative
du bilinguisme de la perspective de lidéal eddic&ionformément aux finalités
éducatives du systéeme éducatif roumain, on préedeimploi fonctionel de la langue
nonmaternelle, & un niveau qualitative semblaloiel de la langue maternelle. Ainsi,
d'une maniere idéale, on poursuit la formation dlinduisme symeétrigue ou
congruent, mais les formes de I'asymetrie ou decdingruence recoivent des
manifestations variés. Dans ce sens, on peut phetedifférences entre les contenus
linguistiques acquis dans les deux ou les plusiangues maitrises par l'individu. Le
caractére limité des habiletés communicationneadiss toutes les deux systémes
linguistiques est désigné par le terme de "sénailgmge”.
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Q. Susanne (2001) propose une taxonomie du bingu dans les
catégories: bilinguisme individuel, conscient, lietetuel, social, spontané et
collectif. Conformément a cette perspective, ont geésenter dans une tabelle,
d’'une maniéere synthétique, le probléeme complexditnoguisme, un phénomene
qui suppose des descriptions ayant a la base ptasgeiteres. (adaptation selon
Q.Susanne) (2001)

LE CRITERE DE LES CATEGORIES TAXONOMIQUES
COMPARAISON
1.Le critére socio-educationnel 1.1.Le bilinguisnaitif
1.2.Le bilinguisme soustractif
2.Le critere de la periode de 2.1.Le bilinguisme precoce
socialisation linguistique 2.2.Le bilinguisme attarde
3. Le critere de la base neuro- | 3.1.Le bilinguisme coordonne
physiologique 3.2.Le bilinguisme complexe
4.Le critere du contenu de 4.1.Le bilinguisme receptive
l'acqusition 4.2,.Le bilinguisme productif

4.3.Le bilinguisme symetrique
4.4. Le bilinguisme asymetrique

5.Le critere de I'identite 5.1. Une personne qidesitifie avec deux langues,
implicitement avec deux cultures
6.Le critere fonctionel 6.1.L’emploi fonctionel parméme personne des

deux langues differentes

Ces criteres descriptifs évidencient la réalinguiistique par les catégories
clairement délimitées, mais la complexité du phésenlingustique offre souvent
des configurations difficlement a inclure dansnkudes catégories désignées.
Cette difficulté peut etre surmontée par I'invergades multiples contextes socio-
culturels et des variations inter-individuelles dafluencent Il'acquisition des
langues. On peut souligner le fait que, ainsi conimenanifestation des actes
linguistiques a un caractere individuel et leuruggition conserve cette caractéristique,
par la coaction des aspects sociaux, des normestiads fixées dans la langue.
Ainsi, le moi bilingue doit etre percu sous l'aspemitaire, comme ayant des
possibilités d’expression linguistiques différentBsins ses contexts essentiels de
vie, une personne emploie systématiquement deystusieurs langues en function
de ses finalités communicationnelles, socio-pradeselles etc.

On peut délimiter ainsi I'emploi du terme de hijliisme par 'acception
suivante: le bilinguisme répresente un processastigdation des compétences
linguistigues communicationnelles dans les disconterpersonnels, ou on active
les intentions du moi éducational en le rappor@nitinuellement au contexte
socio-culturel.
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3. Les implications pédagogiques du bilinguisme ou piilinguisme

Le bilinguisme et le plurilinguisme ne sont plugcard’hui strictement
délimitées localement, mais on peut parler des dsriae I'échange intelectuuel
dans le cadre d’'une société caractérisé par laalipaltion, des manifestations
concretes de I'épanouissement de la culture vediviersite, du moment que la
principale maniére de vehiculer une culture etrgue.

En ce sens, on peut parler des conséquences impsgraous l'aspect
pédagogique. Ainsi, la pédagogie interculturellenstnuit des strategies de
facilitation et promotion de la communication erlge personnes qui appartienent
aux cultures différentes; une fois assumée, elleddderminer non seulement un
changement curriculaire, mais un changement sueictaussi du systeme
éducational. La prémise de cette nécessite obgedwréconsidération conceptuele
fondamentale est rendue par la réalité pluriculeireet plurilinguistique,
caracterisée par la diversité culturelle et linjgiee. La pédagogie interculturelle a
cristalisé ses paradigmes, spécialement par lagitomde la réciprocité, de la
négociation et des activités communes realiséelepappartenants aux différentes
cultures. Les échanges culturels devrait devemogrpssivement, des véritables
itinéraries de sens pour soi et toutefois pour pougtre transmises a d’autres
personnes aussi, mais d'une maniére organisée2dtesges culturels ne peuvent
pas étre institués seulement comme résultat deetevdillance, de la spontaneieé
ou de I'état de moment des participants a I'agjwibais il est nécessaire qu’elles
soient projetées d’'une maniére anticipée par detabites projets éducatifs, fondés
sur des objectifs clairement délimités et sur demtegjies d'action rigoureuses et
scientifiques. (M.Abdallah,1986)

Les spécialists ont constaté que, généralemers, denflicts, les
perturbations et les disfonctions sont dues auturep dans la communication entre
les individus et que les échanges culturels acdsegsit une function pédagogique
évidente. La préparation des individus pour institet promouvoir de tels échanges
doit s’inscrire dans un processus éducatif donfitedités sont les suivantes:

a) la formation d’'une philosophie autour des bais qui reunissent les
individus et le groupes de cultures différentes

b) la conscientisation des problemes communicatits crée des
disfonctions dans la cohérence des groupes.

L'education culturelle, 'une des directions deplédagogie contemporaine,
semble étre le type de I'éducation qui peut réppoactes exigences d’ordre pratique.
C. Cucaos affirme que I'école doit etre premierenefittirelle et ensuite interculturelle,
gue nous devons aspirer vers intercultural paruleurel. Par cette affirmation, le
pédagogue roumain veut souligner la nécessiteedel#ivation culturelle de la langue
maternelle et ensuite de celle nonmaternelle, [Beation culturelle étant celle qui
permet la configuration du statut de personneditnou plurilingue, la compétence
communicationnelle impliquant une série d’autrespétences.
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L'éducation interculturelle, c'est-a-dire I'éduaati qui promouvoit la
valeur du bilinguisme et du plurilinguisme sur lend du multiculturalisme
éuropéen, se concrétise dans une réélle richesseondition qu’elle ne diminue
I'identité de chaque culture. Ce type d’éducatigeV’instauration des maniéres
de communication, d’échange, de connexion entrenléiples modeles culturels,
mettant en relation et en egalité des maniéresetleée et des codes expressifs
différents, par la l'accentuation de la consciedeecontraste. (Bouchez et de
Peretti, 1990, p. 146, apud C. Cucos, 2002). Laadence de l'identité culturelle
se fortifie par le dépassement du milieu cultudgnt les valeurs, sont parfois
percues dans la propre culture.

L’'acces a la condition de personne bilingue ouilihgue se constitue
dans un avantage important sous I'aspect de laigroafion de la compétence
culturelle et interculturelle, offrant I'opportuéitd’épanouissement vers l'autre,
dans le contexte altéré politique et social dejooss.
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ABSTRACT. In the last 20 years the concept of intercultwdilication
has developed; if initially the interest in the itopvere directed to the
rights and needs of minorities, today this interisstconcentrated on
cultural diversity, equal opportunities and intgrdedences, which are
established on the level of different cultures.sTsiudy aims to identify
research directions in the domain of interculteduication.

Die interkulturelle Erziehung ist ein aktuelles e Das ziel des Artikels
ist eine Ausmessung darliber, wie und was die Letlwad die Schilern
Uber die interkulturelle Erziehung meiner. Wir waneeugierig, sind die
Schuler motiviert Uber dieser Thema zu lerner?

1. Conceptual analysis

The concept of culture is an ambiguous one: it depends on the
philosophical position, it has a history and ip@ysemous (Gal & Gal, 2006, p.
205). The culture could be characterized from aolopoints of view. Though
Hollos (in Frunza & Jones, 2006, p. 205) and HaBZ (in Dassen, Perregaux &
Rey, 1999, p.85) identify some general descriptors:

Table 1. The concept of culture - descriptors

is common for a community, and there are many conities
is not inborn, is transmitted

can be learned by any member of the communitye(atiiass)
Culture | is based on symbols, especially on language

integrates knowledge, beliefs, arts, morality, tgbskills,
rules, mentalities, values, behaviors etc.

contains universal values, not oryns

Multiculturalism and interculturalism

The background of multiculturalism could be foundthe meaning of two
terms: culture and zone. If in a geographical Zbeee are many cultures we can say,
“this is a multicultural place”. Multiculturalismttampts a reconstruction of the
common cultural space in which minority identite regarded as equal partners.
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Interculturality promotesnterdependence, inter-relationship, interaction, change
and reciprocity between cultures.

The multiculturalism is criticized as an ideolodpat promotes separatism,
atomization, self-closure, exclusivism. In chantdpe, interculturalism is criticized
for the risk of the homogenization that could appeathe case of the non well-
defined cultural identities.

Plesu (p. 23), in Frunza & Jones (2006), affirmat interculturality and
multiculturality have to be conceived as interdejsni realitiesas the faces of the
same coin, which ensure the game of exchange within cultpladalism.

Intercultural Education is defined by Stephenson, Polechova & Willumsen
(1999):Intercultural Education for us means education that both in the content and
process looks at differences and similarities among the cultures to understand them
better, including our own culture. The differences are respected, and utilized as an
advantage.

Intercultural Educatiosupposes education for:

= recognition (awareness of diversity) and respecwalties, references,
ways of life and symbolic representations to whpelople (individuals or
groups) compare in their relations with other pessoand the
understanding the world (Barry & Lechner, 1995);

= recognition of interactions that could appear inetiand space between the
multiple aspects of the same culture or betwederdiit cultures (Rey, 1986);

= challenge of changes and interactions betweenitbesiy of representations
and references;

= promotion of the dialogue between the differenturals, subcultures etc.

» understanding and respect for all peoples, theltumas, civilizations,
values and ways of life, including domestic ethruttures and cultures of
other nations;

» awareness of the increasing interdependence befpemgie and nations;

= abilities to communicate with others;

= awareness not only of the rights but also of theeduncumbent upon
individuals, social groups and nations toward eatfer (Batelaan &
Coomans, 1999);

The IAIE - an international network of educatiopabfessionals involved
in the development and implementation of InteraaltiEducation - considers that
Intercultural Education includes issues about:

» intercultural and international understanding;

= the recognition of and respect for cultural diffezes;

» the negation of racism and xenophobia;

* human rights and citizenship;

= equal opportunities (to make the education systemrenmclusive);

= equal access to knowledge and to the learning psese
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In the opinion of IAIE, Intercultural Educationébaracterized by:

» clear policy guidelines for schools, based on ftlieciples of human rights
in educational institutions;

= the provision of opportunities for communicatiord aso-operation amongst
heterogeneous groups;

= recognition of the value of the knowledge, skilledacontributions of all
students to the learning process;

= criteria for a broadly based and accessible cutmy

= criteria for optimum interaction processes in tlessroom;

» the promotion of multilingualism (Batelaan & Coonsat999)

Other practitioners, as for example, the team oOfHR Project (2002),
prefers to describe what Intercultural Educationds

= jsolated celebrations: the often named “Intercaltweek”, “Gastronomic
Day”, “Peace Day” etc.

= just learning about the characteristics of certamups as “others”, so as
to "get to know them better";

= having recipes to solve conflicts, or to addressailed differently labeled
groups;

» educational programs aimed to specific groups, sashcompensatory
classes;

= mixing students from different backgrounds with@ubmoting positive
relationships or other wider aims;

= avoiding conflicts! Conflicts are part of our evday life; the key is to
manage them properly, and to be aware of our higsestively and
actively learning to fight against discriminatiomdaprejudices.

The goals of Intercultural Education were defingdRus (2003), at four
levels:

(1) to acquire knowledge regarding the culture in gainand the impact of
the culture on the individual and groups behavioegiarding the own
culture/cultures and regarding another cultures;

(2) to develop skills in connection with life in mubltural/intercultural
society (the awareness of own cultural determinaticstereotypes and
prejudices, the identification of these skills ke tothers, the capacity to
make more acceptable/ relative the points of vils,communication and
skills and the relationships);

(3) to construct attitudes as there are: respect gbir@lldiversity, of own
cultural identity, of culture of the other one, refuse the discrimination
and intolerance;

(4) the stimulation of participation and action in guepe of the promotion of the
principles of intercultural society and to fightaagst the discrimination
and intolerance.

Bennett (in Elliott, Adams & Sockalingam, 1999) ciélses six stages of
the development of intercultural sensitivenesssehare presented in Figure 1.

7



LILIANA CIASCAI, IULIANA MARCHI $

6. Integration: contextual evaluation -can shift
frame of references and also deal with resulting
identity issues

5. Adaptation: adapt the behavior to fit the norn
of different cultures, empathy, plurali

w

4. Acceptanc: recognition and respecf different
behaviors and valu

3. Minimization: Unaware of projection of own cultural
values, sees own cultural values as superior (oersal)

2. Defens: Recognizes some differences, but seems the
neqgativ

1. Denia: Does not recognize cultural difference. Depth
ethnocentrist

Figure 1. Stages of Intercultural Sensitivity

These stages offer a good framework for planniagher training in the
field of Intercultural education.

2. Questionnaire about intercultural education

In November-December 2006 we had a survey amomt¢esand pupils
about intercultural education. The aim of thesestjoenaires is to see, what
teachers and students know about interculturaladwt and if they are interested
in learning more.

2.1. Questionnaire for teachers

The aim of this questionnaire is to question teechbout their interest in
intercultural education, and collect those keywpittey think, are important for
describing the essence of intercultural educatiea Appendix 1 for this questionnaire).

The questionnaire was answered by 36 teacherm(kigarden teacher,
19 primary school teacher, 2 kinder garden and amynschool teachers, 12
secondary school and high school teachers). Thesehérs are from county
Harghita, were the majority of the population isndarian. But only 1/3 of
answers are from Hungarian ethnic teachers, ancefidrom Romanians. Most of
them are teachers with a lot of teaching experi¢fdeachers between 16-20 year
of experience, 12 with 21-25 years, 9 with 26-3@rgeand 10 teachers with more
than 30 years of teaching experience).

In the first question we were interested about Heeg interest on
intercultural education. 27 teachers consider éniéural education very interested,
8 teachers not so interested, nobody has chosehitbechoice, “not interested at
all”. Some reasons, why teachers consider it istete “it helps us to know the
traditions, customs, believes of those, which wavdetogether”; “it helps to
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discover differences and similarities”, “as mangdaages, cultures we know, as
better people we are”, “in our classrooms we hapsygpupils, and intercultural
education would help us to deal with the problenfg”js an important topic in
point of view of integration of Romania in EU artetneed of tolerance in social
life”. Analyzing these answers, there are two tgpeeasons: the willing to learn
more about other cultures, and the need to solgsetlproblems in classroom,
which arise from the present of different cultures.

In the following question we asked the teachergite keywords related
with intercultural education. In the following tal(Table 2) we have collected the
keywords, which the teachers wrote, and counted, mmany times each keyword
appeared. We used these keywords in the questrerfioaipupils.

Tolerance 18§ Curiosity 1
Acceptance 10 Differences 1
Knowledge 6 | Diversity 1
Tradition 5 | Dualism 1
Equal opportunities 4| European interethnic culture| 1
Novelty 4 | Gipsy 1
Understanding 4| Harmony 1
Custom 3 | Hate 1
Exchange of experience 3 Identity n
Compassion 2| Influence 1
Cooperation 2 | Interactions 1
Integration 2 | Mutual respect 1
Language 2 | Realization 1
Assimilation 1 | Respect 1
Culture 1 | Self-knowledge 1

Table 2 Keywords given by the teachers

In the last question we asked teachers, if theyirerested or not to
attend training courses in intercultural educatihteachers would like to attend a
training course in intercultural education, 13 leérh said, that they don’t want to
learn more; one teacher didn't reply to this questin the following let see, how
they explained their choice.

Teachers are interested to attend training coutsesause “l want to
learn”, “it is the most current issue in the worldl' think, this is helpful, and |
don’t have knowledge in this topic”, “because thacp where | live has population
of different ethnics (Romanians, Hungarians, Gygsj€eit would help me in my
didactic activity, as | have Hungarian childremiy group”, “I have Gipsy pupils
in my class”, “it is interested”.

Those teachers, who are not interested in trainogses, explain their
choice as follows “I don’'t have time”, “I have beattended courses related with

this topic”, “I don’t think that this would be hdlg”.
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It is interested to observe, that 7 teachers, veptied, that intercultural
education is a very important topic, don’t wanattend training courses.There are
teachers, who don’'t know the meaning of “intera@tueducation”. They think,
that intercultural education is very interested;ehese “it is very important to relate
the different subjects to each other, not to temctependent information, but
student see the relations, “I could use it for héag, especially at Geometry. After
the participants completed the questionnaire, wkéahort interview with them.
This interview convinced us, that they confuseddbiecept of interculturality with
the concept of interdisciplinarity.

2.2. Questionnaire for pupils

In this questionnaire we wanted to find out, whapifs know about
intercultural education, and if they are interestetearn more (see Appendix 1 for
this questionnaire).

We have the answers from 172 high school studeBt2Qlyears old
students) from Cluj-Napoca, from three schools witiditions in education (two
Romanian and one Hungarian school), having

» the following nationalities: Romanian (107 studgntslungarian (53
students), Romany (Gipsy) (3 students), Ukrainiaist(dent), Moldavian

(1 student), Romanian — Spanish (1 student), doesply 6 students.

» the following religions: Orthodox (86 students),f&enat (37 students),

Roman-Catholic (14 students), Pentecostal (11 stsjleGreek-Catholic

(4 students), 7-th Day Adventist (3 students), asses of Jehovah (3

students), neoprotestant (2 students), Baptisttdegt), Unitarian (1

students), Free evangelical (1 student), Cathdlist(ident), faithless 1

student, doesn’t reply 6 students.

In the first question each student has selectegy®érds. We gave 5 point
for the keyword considered the most important, rdilie next one, ..., 1 for thd"s
selected one. Then for each keyword we added thasbers, and get a number.
This numbers are given in Table 3.

Mutual respect 338 Tolerance 85
Acceptance 284 Compassion 70
Cooperation 268 Curiosity 64
Equal opportunities 255 Custom 51
Understanding 207 Identity 43
Knowledge 166 Tradition 37
Culture 146| Diversity 3(
Exchange of experience 140 Interactions 30
Self-confidence 111 Influence 13
Integration 101 Interdependence 6
Language 95 Differences 4

Table 3 Keywords selected by pupils from Table 2
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We can observe, that the 5 most important keywiondstudents are: mutual
respect, acceptance, cooperation, equal oppoesirgind understanding. In this list
“interactions” is on 19th place, interdependencbst place. Analyzing the situation
in case of each school, in one of the two Romasthool the order of the keywords is:
mutual respect, acceptance, equal opportunitieigratanding, language, “interaction”
being on 1% place, “interdependence” on®place. In the other Romanian school the
order is: mutual respect, acceptance, cooperationderstanding, and equal
opportunities, “interaction” being on "L place, “interdependence” onxilace (being
selected by only one student). Students from thegkitan school involved in the
study consider that the following keywords are thest important for describing
intercultural education: equal opportunities, coapen, mutual respect, acceptance,
understanding, “interaction” being on "9place, and nobody selected
“interdependence”. It is interested to see, thatdptance” were selected as the most
important keyword 34 times, “mutual respect” 27 @gn“equal opportunities” 23
times, “cooperation” 19 times, “culture” 10 timdsking in account only these “most
important” keywords (labeled by 1) selected bydhelents, the order of the keyword
is different, than in the Table 3: acceptance, alutespect, equal opportunities,
cooperation, culture. Analyzing the top of the, lise see, that the most important
keyword selected by students reflects a multicaltpoint of view, not an intercultural
one. These keywords (with exception of “cooperd}ishow static attitude to other
cultures. The keywords, which usually are importémt intercultural relations
(interdependence, interactions), are not considemgdrtant for students.

It is interested to compare the five most importeeywords selected by
teachers and by pupils. For teachers these aeratmle, acceptance, knowledge,
tradition, equal opportunities (see Table 2), fdudents: mutual respect,
acceptance, cooperation, equal opportunities, sialeting (see Table 3). So two
keywords agree, but the other three are differ8rdlerance” is only on the 13
place in pupils’ answers.

In the second question only about 1/4 of studentstevabout some
experience. Here are some examples:

* In primary school every summer a group of studéots Scotland organize
us English lessons. Here we have learnt a lopite ef our different origin we
don't have to make differences, we have a lotamlé&om them

* In primary school once | have a new colleague, kin@w only few words
in Romanian, because he was English. We got inacgnhe has learnt
some Romanian from me, and | have learnt some &nfylbm him.

* | participated on some meetings at a Gipsy assoniato discuss about
this ethnic, traditions and customs.

* | met people from different countries, especiallglleind, Filipinos and
America, because of an online game. | speak wigmtlevery day about
many things, for example religion, customs.
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* Because | am in a traditional dance team, | had dpportunity to
participate on festivals in different countries. ef&@ we exchanged
customs, told about our countries.

* | visited my Hungarian relatives, who | have newest before. There | saw
how they live, their culture and customs, whichdiferent, as ours. They are
Cathalics, and their religion is very differentrdtahe orthodox religion. | took
part of their community for two weeks. | have intggd in their community,
and they accepted me quickly. Their language ig dificult, but | managed
to learn the most important words. [she is Romdnian

* Learning a foreign language. Writing letters toeaspn from a different
country helps to learn that language and culture.

* In my class there are pupils with different religgp and we are in good
relations. | visited a Pentecostal church, antt iell there. [she is orthodox]

* | have a tide friendship relation with four Amenmcéeenagers. [...] The
friendship with them helped me to know better thaetican culture, and
to overcome some preconceptions about America. [..dccept the
American style of life and their customs, becaukadw that they helped
me to understand that preconceptions about diffexdtures are not useful
for the social life.

Analyzing the answers for the third question 14Rishts are interested to
learn more about intercultural education, 21 deveint to learn more, 8 students
didn’t reply.

Those, who answered yes, have the following reastios my general
culture, and to apply it in everyday life”, “I walilike to know as much as possible
about people around me and their life”, "I don’t okn too much about
interculturality, and | would like to learn”, “tonlow better the customs, traditions
of others”, “for a better integration in EU".

Pupils, who answered no, have the following reasrsn not interested in”,
“l don't know exactly, what intercultural educationeans”, “I don’t have time”, I
respect and | am respected by people of otheiaelEnd nationality”, “I was abroad
and studied with students from other countrie$ fewe satisfied my curiosity”.

Conclusions and future directions to develop the stly

The survey reflects the wish of teachers and stsdenlearn more about
intercultural education. In one hand teachers aterésted to know how to solve
intercultural problems in their classroom; on tlileeo hand students are interested
to learn facts about intercultural issues, and riowk people of different culture.
Students’ answers show a static view on intercality; because they don’t have
many opportunities to interact with persons frorheotethnic groups, because
usually they are separated in schools, in theigaf friends, in family, etc.
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As a future development of this study we proposexiend the study on
different regions of Romania, with different ethmigligious and language structure; to
make interviews with those teachers and studentsreplied the questionnaire.

This work was realized in the framework of the Caios 2.1 European
project, ICTime.

Appendix 1. Questionnaire for teachers
Taught subject: ....................
Teaching experience: .... years
Teaching level: kinder garden, primary school, selemy school, high school

1. For you, as a teacher, the intercultural edonas a

a) very interested b) not so interéste ¢) not interested at all
topic. Please, explain your option.

2. Give at least three keyword related with intiéireal education.

3. Would you be interested to attend a trainingsein intercultural education?
Yes, because ....
No, because ....

Appendix 2. Questionnaire forpupils
Age:
Nationality:
Religion:

1. Which of the following keyword are importantdescribe an intercultural relation? Choose
the most important 5 keywords, and order themfiitseis the most important, etc):

Acceptance Influence
Compassion Integration
Cooperation Interactions
Culture Interdependence
Curiosity Knowledge
Custom Language
Differences Mutual respect
Diversity Self-knowledge
Equal opportunities Tolerance
Exchange of experience Tradition
Identity Understanding

2. Tell about an intercultural experience.
3. Would you like to learn about interculturaliiptércultural education)?

Yes, because ....
No, because ....

83



LILIANA CIASCAI, IULIANA MARCHI $

REFERENCES

BARRY, N., H. & LECHER, J., V. (1995). Preservicedchers Attitudes about Awarness
of Multicultural Teaching and Learning. IMfeaching & Teacher Education,
11(2), pp. 149-161

BATELAAN, Pieter, COOMANS, Fons (1999Yhe international Basis for intercultural
education including anti-racist and human rights education. IAIE & UNESCO

BATELAAN, Pieter (2003). Le nouveau défi intercuktlilancé a I'éducation: la diversité
religieuse et le dialogue en Europe. Strasbourg2fars, 2003

DASSEN, P., PERREGAUX, Ch., REY, M. (199%ducaria interculturala. Experiente,
politici, strategii. Bucurati, Polirom

GAL L., GAL D. (2006). Multiculturalism. In: FRUNZAS., JONES., S., M. editors,
(2006).Education and Cultural Diversity. Cluj-Napoca, Provopress, pp. 204-208

ELLIOTT, C., ADAMS, J., R.,, SOCKALINGAM, A. (1999).Multicultural Toolkit.
Toolkit for Cross-Cultural Collaboration,

http://www.awesomelibrary.org/multiculturaltoollstages.html

FRUNZA, S. (2006). A Point of View on Some Challesgof Multicultural Education in
the CEE Region. In: FRUNZA, S., JONES., S., M. aedit (2006)Education and
Cultural Diversity. Cluj-Napoca, Provopress, pp. 11-24

INTER Project,Inter Guide. A practical Guide to Implement Intercultural Education at
Schools. Socrates Comenius 2.1 INTER Project, n° 106222 —Q — 2002 — 1 —
COMENIUS - C21

OUELLET, Fernand (2002). L'éducation intercultueelét I'éducation a la citoyenneté.
Quelque pistes pour s’orienter dans la diversit ceceptionsVEl Enjeux no.
129, Juin, 2002

RUS, C., Traduire I'interculturel en Roumanie (208 : GOHARD-RADENKOVIC, A.,
MUJAWAMARYIA, D., PEREZ, S. (eds). Integration de$ninorities” et
nouveau espaces interculturales. Berne, Peter Lang

STEPHENSON, Joan, POLECHOVA, Pavla, WILLUMSEN, Johnercultural Education,
Values and Respect. In: TNTEE Lisbon Conference, y M4999,
http://tntee.umu.se/lisboa/papers/fullpapers/pdf

84



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, LII, 1, 2007

THE DIALOGICAL PRAXIS DURING THE PHILOSOPHY CLASS.
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MONICA DIACONU

ZUSAMMENFASSUNG. Die daliegende Ermittlung wurde aufgrund eines
zehnklassiges Muster durchgefihrt. In jede — dbiite — Klasse war die Philosophie
Unterrichtsgegenstand. Unser Interesse wurde, uatgferen umfangreichen
Aspekten der dialogischen Praxis, der argumentatind resolutiver Produktivitat
der Schiler, sowie dem Dialogalstil der Lehrer ghbmnét. In diesem Ausschnitt
haben wir es vorziglich betrachtet, wie die Vielfér von den Lehrern gelibten
Dialogformen die Denkensfreiheit der Schiler sovile Interesse fur die
Philosophie férdern. Die Schlussfolgerung ist dasdie dialogische Praxis mehr
diversifiziert und von unnutzlichen Richtsschnibesireit, desto mehr die Schuler
sich entgegen der Philosophie 6ffnen lassen.

Preliminary statements

The concept of DP has been inspired to us by lilesophy of F. Gonseth
which articulates its main coordinates. These arengby the quality of dialogue
with regard to the knowledge exchanged betweenngest the methodology
involved in the debates, the ways of reaching awsise and the decision of closing
the approach, as well as with regard to the ethgoalnotations engaged in the
vivid exchange of ideas between partners.

The concept’'s adaptation to the scholar realigspribed the taking into
consideration of other elements of interest as,walth as dialogical forms used in
the context of the Philosophy class, the logicapstcalled mainly by the method,
what pupils gained, the general feeling duringdiass etc.

The research we made covers 312 pupils from 18 bahools in Cluj,
philology type, Mathematics/ IT and arts. It is @ngged in two steps, namely the
preliminary research, of a certain nature, in whighintended to see the specific
methodology used for the chosen groups and to detecvalue of the dialogical
praxis. The second step, the interventional rebeavas meant, after a prior
training for the teachers of these groups, to sifgrthe taking of methodological
steps of dialogical nature, in the analysis anthencomments on the text, as well
as in its contextualization inside the theme itohgk to, by systematic inquiring
brought to the level of experiencd pupils everyday life and their power of
interpreting and re-interpreting of the debatediéss The results we present here
come from what the data, that we have consistegdihered together with
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practicing students, offered. The instruments wedusere: observation notes of
different interest area for the research as welpagils and teachers behavior
before and after the intervention.

We must say that when we started, the researchemtered on the hypothesis
according to which the method of dialogue perfeaad diversified depending on
various learning situations could be more efficitmdn its circumstantial practice.
Also, we assumed to obtain among the effects @hsgified work by diversified
dialogue an increased interest of pupils for Pbpby and gaining certain thinking,
argumentative and debating issues.

Conclusions concerning the dialogical praxis [DP] aring the Philosophy class
A. Dialogue as a type of speech for pupils

1. Dialogue as open tallused to clarify our own judgments, prejudices and
interests is a moment that all teachers exploivanious ways (before or after
reading and making comments on the text), deperainthe importance given to
the problem and to its solution at the level of sgstematic conscience. After the
intervention we proposed with respect to the irsirgarole of the questioning and
making the dialogue more dynamic in order to obtagm the pupils a more
profitable interpretation of the historical pars well as an increase capacity of
them to relate in their own way to classical sos we noticed the following
tendencies of significant constancy:

- promotion, to most of the chosen groups, of a dial way of making
philosophy, oriented towards the philosophical pepband its revaluation
from the point of view of historical nature dialagu

- the partial overcome, for the benefit of ideas exge, of the dichotomy
between the use of text vs. open talk, betweerodeming ideas from the
texts vs. thinking by oneself;

- preservation by some of the teachers of the clalss&aching formula
quasi-dialogical, based on lecture associated eidtogue on the text and
debating in the text's area; in this way of achigvihe DP we will talk
neither about the reserves in operating the chapgesumed by our
intervention, nor about an opportunist oppositidhese teachers are
definitely convinced that the model they use is best way to serve
philosophy, and this is the reason why giving itisijgmpossible; trying to
offer an interpretation of this fact, we recall wha. Reboul said. He
labeled as indoctrination the impossibility to aktdrom the “doctrine”
one has adhered, “as if it were the only possiil€77, p.24). The teacher
indoctrinates when he insists on convincing himaeld the other that the
methodological perspective he used is the onlyvaitid.
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2. Dialogue as way of attracting partners into talk by listening, namely
the texts reading, commenting and interpretingéfg as well as taking part in the
class activities, is an omnipresent moment, whichy naary as spreading and
purpose from teacher to teacher. It has been nbthe pupils own thinking was
stimulated (with various intensities and effect®)ntext in which a teaching open
talk can produce the most diverse ideas: they nmovan axis which has at one
pole the exact reproduction of the text's ideasl aich coincides many times
with resuming the text, not with making commentsitprand at the other pole, the
integration of the text’s ideas in personal explana- argumentative structurds.
at the beginning of our research the dominant wegsesented by DP experiences
closer to the idea of remaining, in dialogue, tontoents on and interpreting the text
as (the only) valid purposes of learning, the inéign of texts’ ideas in personal
explanatory structures was a sporadic presenceerstood as a gain by the teachers,
but not enough practiced or exploited by the grotipupils. After the intervention
we noticed the following changes in DP, with regaydhe purposes for which the
texts have been used and the effects that took piabe dialogue context;

2.1. Situations of using the texts, the commendsthe interpretation as
main purposes of acknowledging the philosophicabfems and their classical
solutions;thesesituations remained, in DP context, the majortgmproaches, or they
were sporadically combined with the questioningluded more out of external
reasons, then out of inner dialogical reasons;situstion is characteristic, till the end
of the research, for the way of organizing the DiPtvo of the chosen teachers;

2.2. Situations of using the talk as a “valve”, “th@tional support” of a
dialogue while only the text is the one carrying “the rediilosophy”; they
characterize the DP organized by those teachers ¢pechange and to the
necessity its practicing, they understand its meaand anticipate the educational
consequences, but do not have enough skills tatgtre change itself;

2.3. Situations in whichreading and making comments on the text are
oriented towards the understanding of the problemsit and the classical
approaches, naturally and constantly mixed withpghablems formulated in class;
in this consistent encounter, we have seen persdeat revaluated, using texts
support, integration of certain questioning eleradnt classical explanations and
arguments, the comparison of some personal respkitd classical resolutions of
problems; these are inner changes of the DP opkrgigng it a more dynamic
aspect and a diversification of the problems brougfio discussion; they assure in
the same time the overcome of the speculative pafiniew, by engaging in a
humane way of making philosophy, in which contéye aictual problems can be
revaluated from the point of view of their encountgth philosophical issues.

3. Dialogue as formula for a common meaning of del@s and as a way
of reaching a common resolution, most often leferogo be re-evaluated and
amended afterward3his moment in DP is present in all experienceteathing
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and learning. By it the advanced opinions are del@@nd their main idea can be
formulated beyond their diversityAs a permanent presence in DP, from the
beginning till the end of our research this aspédhe dialogue did not suffer big
changes. Its common sides are manifested by:

3.1. the assuming by all teachers of synthetic ggogres and relating to
class as if it were a multiple partner, whose pgodtion is mostly tacit;

3.2. drawing the conclusions, as well, belongsthe teachers; in this
approach we still find partial solutions presenbgdpupils during the debates, but
the final conclusion belongs to the teacher; ttet an be explained by various
causes out of which we noticed:

« an increased difficulty experienced by pupilsrigcsynthetic approaches
then analytical ones;

 a difficult access to the maximal generality lewewards which all
synthetic approaches are oriented, way of thinkiregoupils are not familiar with;

« the complexity of processes involved in formuigtiresolutions, which
presume re-examining and a chain of re-formulatioesorganizing of pupils
knowledge, in order to obtain new revaluations fto@ condition of keeping their
coherence) and drawing the conclusion, statingithstnot a definite one and it is
meant to be revised from time to time;

« one last argument is the time factor, and itggesa order to obtain a
maximum of results, so that the debates would ewiain unfinished or postponed
to be (maybe) taken into account another time.

After the intervention, as we said, we did noteesignificant changes in
this aspect of the DRNe must nevertheless say that some of the teabb&ion
to the standard approaches at the level of drati@gneaning unity of debates and
establishing a conclusion, while other teachersatrgt succeed to save a place for
the pupils in drawing the conclusions, but esthbtig the common meaning and
the resolution of the dialogue, is reserved, howeve the teachers. The
conclusions are clearly drawn and presented tcléees, without being imposed.
What is different is the tone in which they operathich varies from authoritarian
coming from the authority of the teacher’s positida the cooperative form,
directly correlated with teachers’ competence.

B. The nature of the dialogical approaches engaged DP
1. The observational experience from the initiaft gd the research, as well as
some of the experience during the intervention timéerline adominance of the
historical dialogue, to which it is attached in quantities varying acting to
theme and class discussion, the questioning diaelogtagments of hermeneutical
dialogue are also present, directly related tortbeessity of texts interpretation.
This is the “recipe for success” that most of thesen teachers used till the
intervention, with very few exceptions, where theestioning and the historical
part meet and mix naturally, for the benefit of thebated issuéhis dominant is
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associated with a certain common mentality of aifigant number of teachers
chosen for the experiment, according to which teagtphilosophy is quasi —
synonym to teaching elements of history of philogpopecause the history of the
issues would identify itself to the history of dgrphilosophical doctrinesBeyond
this mentality, the persistence of this DP model ba explained through some
objectives to which teaching and learning philogsoghould be related to, and
which most of them call for pupils’ knowing and regucing “classical” texts
comments. Pupils’ grading during the exams is jddgg this structure of the
model — commentary, which imposes the main trenithénDP of the classes. We
should not be surprised by the fact that this fafmDP, based on the historical
dominance, is fundamentally present in the philplagd humanistic type classes
and especially in those where the teachers aretadeale students picking among
the final exams the philosophy one.

2. There is, beside the “classical” combination tivat presented above,
especially in the Mathematics/ IT and arts typelatsesa relation between the
questioning dialogue and the historical and hermengical one. The causes of
this practice of DP can be found in the teachamgerition to increase pupils’
interest for activity in class, for their activevolvement in debates centered on the
very philosophical problem and less on its evolutio the history of philosophy.
The purpose of this type of dialogue and the pesiee to work with it is to create
personal opinions which are to be transformed fleecgon subject, related to the
meaning found in texts. These teachers, given ythe of the high schools they
work in, cultivate the diversity of DP and they tousite especially pupils’ personal
need of reflection when approaching philosophidabs, as an important purpose
of the teaching philosophy itself for these typesahools.

2.1. Related to the initial research period, duriihg intervention we could
notice the fact that all chosen teachers agreedhenincreased efficiency of DP if
renounced to the philosophical text vs. free tatthdtomy and pupils ideas and
opinions are revaluated as approaches to betterwshertain aspects of the
discussed philosophical problem, related to otlrdutsons present in texts.

2.2. What underlined the interventional stage his gradual putting into
practiceof this new way of seeing the DP. There were weaters among the chosen
ones, of whose competence we do not doubt, who gednanly sporadically and
formally to mix the questioning with the historicaspect. The main opposing and
reticence factor is linked to the way of seeing témching of philosophy, way that
presumes an approach to philosophy through textsrderpreting. If we judge the
efficiency of the DP practiced by these teachercavenotice that the pupils coming
from the classes where they teach had remarkahléégén school contests. But if we
widen the area and appreciate the quality of ellpipils’ knowledge in these classes,
not only of those interested in philosophy, we sag that there is not much of an
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interest for philosophical ideas and that, maiplypils’ behavior is not involved. The

element of novelty that showed up after the inteiga was a more careful attitude
towards those classes that were not involved arattempt to attract it into the debate
by aspects related to the questioning.

2.3. The gradualism we were noticing includes a&speriences in which
the DP accustomed to the new amends is built gdadhbetween historical and
guestioning, context in which the two way of logkiat the problem do not meet
and the debates are definitely solved by the hcstbaspect.

2.4. We must also notice that the increased rblde questioning in DP
and the fusion with benefits for both parts, foe tksues debated as well as for
increasing pupils’ interest for these, had in dertelasses obvious cognitive
effects. By the end of the intervention time thewrge situations that indicated (by
various forms of grading such as papers, term pagssays etc.) higher grades,
way above those from the initial research time. &fiects of the intervention can
be noticed, for these classes, also in the dedrpapils’ participation in debates,
in their genuine taking part in the ideas exchargge,well as in the partial
conclusions they draw.

Drawing a conclusion of general value for the issues taken into account
we can certainly assert that the diversity of therfs of dialogical approach of the
philosophical issues give the DP an increased guabhich reflects on the pupils
on two significant levels:

* Increased interest for the debated issues and

¢ Increased level of knowledge, especially amamg pupils initially
graded as mediocre.

C. Analyzing the DP by the form of dialoguesused we can see a
teachers’ clear preference, during the initial aecle, for the triadic
dialogue (Hegelian). This preference is due to:

1. the way of structuring of the lessons in the tewtbon the line of “thesis —
antithesis - synthesis”, which suggests a simpar@ach in dialogue of the lessons;
- When the textbook proposes lessons as applicafmmalready studied
themes, the dialogue’s form is pyramidal, with aevbasis of premises,
which are selected and gradually put in a hieraadtsystem;
- In certain classes the teachers prefer the dialags spiral, practiced
mainly to the IT and arts types of classes, bui alsclasses of philology,
with the intention of reviewing and revaluatinggradvanced ideas.
2. After the intervention, with regard to the forofsdialogue used we noticed
the following:
- The preference manifested by some of the teacbetbé triadic dialogue
is better integrated in the DP with historical doanit;
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For most of the chosen teachers there was a newrtopjiy to combine
the Hegelian form with elements of the spiral form;

For two of the chosen teachers we can notice treekperimentation of
various dialogue forms is a good opportunity tolekmidden knowledge
of pupils.

Theconclusion we can draw is that the DP dynamic is better exptbby the
exchanged ideas if alternated different forms dlatjue. The alternation is
determined by a few constant factors:

the way the themes are structured in the textbook;

the way it is perceived the ration between quasi®p and historical in
DP;

the general conception about teaching philosophgt tthe teachers
cultivate;

the type of classes, of pupils’ behaviors and ggefor philosophy.

D. The way dialogue is used in DP by the purpose it kain the
development of the lesson’s sequences.
1. During the initial research we could notice a comrmattern among the

chosen teachers with regard to the using of inttudy dialogue, in order to
familiarize the pupils with the theme, as well he £xploring dialogue, with the
intention of finding out elements of knowledge &tinter and trans-disciplinary
the pupils already have, in order to revaluate tlirerthe new DP context. These
are the “"anchors” supporting teacher’s activity.

2. After the intervention and the theoretical trainimg practiced, we could

notice the following:

The introductory type of dialogue was better taleto account in all
classes and was transformed in a moment to quesiotheme in order to
frame the issue;

The exploring dialogue was approached in a moreialEed manner,
directly linked to the dialogue form that was abootdevelop or was
already in process;

The insertive type of dialogue earned its placeanimg that it was used not
only as plain instrument to pass from one idea riotteer, but also as
instrument through which it is prepared a causplagation of the insertion in
the taught content of a new and radically diststetement (maybe even
antinomic) from the rest of the statements preWodsscussed in class. Its
cognitive charge is doubled by a psychological emploited in various ways
by teachers: as origin of wonder, as motivatioaritical reflection, as need to
revaluate knowledge, as motivation of some exptuoiatetc.

Theconclusion we draw states that in this area, of sayuse the dialogue

in different parts of the lesson, we noticed sofrtb@most visible benefic changes
for the DP functioning.
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E. The way logical approaches through dialogue are opated in DP.

In both sequences of the research, to all the chteschers, the dialogue
of inductive nature is the dominant one: it is usétler as a preparing part for the
statement (or questioning) of a problem, or as@enimg part of a new problem,
where questions and answers lead the approach.

The preference for the dialogue of inductive natisrgustified by the
gradual approach, step by step, in a coordinatednerain order to solve the
problem: it is about an approach of conceptual neativiat cannot be eluded in the
process of lifting the thinking to philosophicalnoepts of maximum generality.

The alternation with the dialogue mostly deductivedetermined by the
themes’ content and the need to revaluate anderpiet statements of general
character and indicating “the value of use” offthenan experience for philosophy.

F. Ways of using dialogue by its teaching function iiDP.

During the whole research we made we noticed th@fdialogue in DP as:

1. Method of active teaching and learning by combiniagrhers’ activity
with the students’; the degree of revaluation obilst activity varies
from teacher to teacher, at least during the fiest of our research;
after the intervention we could notice a more adrafvolvement of
pupils in class activities, and in some cases wadceven notice the
structuring of the lesson as a result of teachedspapils activity in a
whole co-operant and united;

2. As an evaluation method, dialogue was mainly badedng all the
experiments, on the revaluation (and grading) of #mowledge
previously gained by pupils, as well as on thosstmecently acquired
and on the judging of pupils’ argumentative skills.

From the data gathered we can draw tleenclusion that in this
hypostasis, the dialogue gave the DP a double mgamiamely, a gnoseological
meaning and a revaluating — training meaning, “tedated” by pupils in
involvement manifested to at least one third ofpiduicipants to the experiment.

G. The general feeling that the DP is building is ratkr open to all the
chosen classes

1. There are, of course, differentiations determingdhe way the teacher
projects himself in class activities: when he ig thagister the pupils have
reservations in formulating personal opinions argdressing them. We meet this
situation (in two cases) before as well as afterithervention: it is due to certain
personal projections concerning the teacher’s fukerelation to the class, to the
idea of co-operating in building the DP and, lett forget, to the way the purpose
of teaching philosophy in high school is understood

2. In most of the cases, the teachers wish and seklmoeed to act as
leaders, moderators of dialogue. After the intetieen this position was increased
by a wider access of life experience, significaabf a philosophical point of view;
descending the philosophy on solid ground producédemocratization” of ideas
and a genuine co-operative participation.
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The conclusion we can draw is that the general feeling duringssies,
caused by the DP is in tight connection with italgy, with the dynamic and the
diversity of processes that take place in its cantas well as with the dialogical
experience gained by participants.

If this conclusion has a general value, the oliligato mention the
exceptions shows the fact that among the classeshase, there were classes
which refused to participate, practicing the ineliéince or the rebelliousness faced
with all the approaches we made in order to obtagenuine dialogue between
teachers and pupilbloticing the constancy of these experiences maketate that
the open feeling built by the DP structure depealds on pupils’ projections on
learning, as well as on certain stereotypes in hdng the teachers’ message and
on corrupting it in the name of some extra — cwiée values.

H. Practicing the thinking capacities through the actwities made in
the framework of classes’ DP.

1. Practicingthe divergent thinking in alternation with the convergent
thinking is permanent, manifested through out the resgaedod. It is called by
the encounter of the philosophical issues withdiwersity of knowledge the pupils
have and by the necessity of their revaluatiorhendontext of the manual themes.
On the other hand, concepts’ building itself impoges alternation.

2. In the DP context it is constantly practiced (tith different intensity
degrees) the capacity of pupils to estabtishnections:till the end of the research
we could notice that some of the teachers prefeuttivate the intra-disciplinary
connections as an approach to learning philosopiog; all the pupils prove
themselves to be receptive enough facing the tesictemptation to widen the
connections field inside philosophy, and this is tkason why taking part to the
dialogue is in those classes always the factottisig/ithe pupils into those who are
active and those who need constant provocation.

Other teachers cultivate the inter-disciplinarnmections, regardless the
type of the class or the high school. In tight tiela with these, intra-disciplinary
connections are built, which makes pupils’ activityclass to be more active and
higher motivated by causes depending on knowledgenat by a certain kind of
activism, rather demonstrative.

Trans — disciplinary connections are cultivateavali, during the first part
of the research with higher reservations, givendbeditions where the DP was
dominated by the dialogue of historical nature. iByithe second period of the
research we noticed, generally, a better balantedea the inter, intra and trans —
disciplinary connections cultivated by the DP, dhi$ could be seen by pupils’
answers, as well as by the repeated graddmg of the causes of the re-adjustment
lies in the nature of our intervention which wasamteto balance the ratio between
the questioning and the historical aspect.
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I. Reflexive thinking is cultivated explicitly and implicitly in the DP
context, in various teaching and learning expegsnsuch as:

- The need to (re)examine the knowledge pupils ajréeve, imposed

by the philosophical issues;

- Maintaining the coherence of ideas as a followfugadial re-formulation;

- Comments on and interpretation of the text;

- Examining the arguments displaced by the parti¢dgpamthe dialogue.

The specific of philosophical reflexivity callsrfoonstant approaches such as
critical examination of cognitive results, which sva new exercise for pupils, and
which was not practiced prior to the encounter it philosophy. Reflexivity is not
just an exercise but also a habit consistentlyivetitid by teachers but with various
depths and amplitudes from case to case, found#teqrinciple that no knowledge is
sufficient, complete and finakrom the data given by our research it can be skah
the reflexivity exercise in order to build the cajpato consider in a reflexive manner
the cognitive and the experience results by thd9igp as we stated before, practiced
in different authenticity degreeshese depend not only on teachers’ intentionddity,
also on pupils’ capacity to enter this cognitiverkence: it varies from class to class
ad even from group to group of pupils, inside e class. Beyond these significant
variations we can notice the fact that the exerofseeflexive nature, as well as the
habit to reflexively consider theories and cognit@ements depends, in the first place,
on how open the pupils proved themselves to bertsashilosophy and the progress
in that area is the progress they made towardegaiihy.So, theconcluson we can
draw with regard to the reflexive thinking capagcipyacticed by teachers by the DP
developed inside each class indicates the factiti&i process which starts with the
study of philosophy and which develops by dialdgigahanges inside the philosophy
lessons, as well as by personal openness, formauh to the exercise it involves.

J. To which extent do the activities included in DPsupport pupils’
autonomy in argumentation and resolution?The general answer we can give is
affirmative. This statement of general value, whanered to the level of each
class DP, underlines certain specific notes thatedd, mainly, on dialogical
approaches proposed by teachers, in tight conmegiith the type of classes. From
the analysis of data we have a few particulariifethe argumentative praxis which
differentiates teachers’ activity:

1. Thus, at certain types of classes (arts, IT butetones also philology can
be included here) the teachers challenge the angisniie order to make
pupils accumulate various data, necessary to Imgjldtoncepts and
philosophical problems, as well as the requiredlw®n; the accent falls
on the argumentative diversity because usuallyetlspects are comprised
in pupils’ capacities and because they indicatppstt and prove pupils’
participation in a dialogue, as well as the capatatthink the dialogical
sequences of DP in an involved and constructivenman
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2. For other types of classes (mostly philology), frimachers’ point of view,
it is very important not only the diversity of tltentents involved in the
argument, but also their punctuality related togheblem and their logical
consistency, all these accompanied by the concerrmind certain
necessary rules (logical and ethical) during thguarentative process.
There is in these classes a favored category dfspiijat are asked to learn
these exercises and practice them consistently gtipéls systematically
interested in philosophy); most of the colleagueketpart in these
demonstrations, taking part which is not left withbenefic consequences
for them because, sooner or later, they will be abluse some of these
rules as a gained good, fact that was proved glgdtid the end of our
intervention, mostly in the written papers, whitlbwva better concentration;

3. Judging by the argumentative behavior of pupilsehg another thing we
should note: there are pupils outside any kinchtdrest for argumentation
rules, perceiving the thinking independence cut@daby argumentative
approaches as imposing in dialogue by force, ldalkegpect and patience
towards teachers’ and colleagues’ arguments.

The conclusion we can draw at the end of the research periodhds the
improving approaches of different kinds of dialogiaad the constant amending of
the DP’s quality of the classes contributed to timerease of the pupils’
argumentative capacity and their thinking indeperae the most significant
growing was registered for the mediocre pupils, aghavhich there are now more
pupils with good and very good gradess we can also see in the graphics
indicating the changes registered at the levehefargumentation capacity and of
the independence in thinking, the process condgidéueing the whole school year
has a slightly ascendant trend. This trend is betresultant of certain behaviors
and does not include each evolution consideredtsetf: personal behaviors are
much more diverse than the resultant, being somastistagnant and even
regressive when compared to it, fact illustratedthey graphics we submit for
reading and interpretation in this paper.
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ELEMENTSPOUR UNE RHETORIQUE DU PROGRES
TAUTOLOGIQUE DE SENS

MIRCEA BREAZ

ZUSAMMENFASSUNG. Elemente zur Rhetorik des tautologischen
Bedeutungsfortschrittes. Diese Forschung grindet auf einem, auf der
Interferenzgrenze zwischen Neorhetorik und Psyeboistik sich befindenden
wissenschaftlichen Gebiet. Bei der Beitragleistuhgy Konfigurierung einer
Rhetorik des tautologischen Bedeutungsfortschritieisd das Studium des
tautologischen Diskurses, als eine bedeutende risetee Praxis, von der
Perspektive einer persuasiv dirigierten Intentiars ggesehen. Dieses liegt auf der
Linie der jetzigen theoretischen Orientierung aafmlGebiet der Neorhetorik und
der Diskursanalyse.

La création et le développement de la rhétoriqumense science du général et
comme art de I'action humaine, aussi bien son éwolwltérieure vers la philosophie
du langage, lui ont imprimé un parcours qui va @t la survie de la rhétorique et
ouvrira I'norizon de sa résurrection a la fin du XX siécle, comme une théorie
généralisée des formes et des actions discurgigspectivement comme science
intégrée et généralisée du texte, sous le sigraustihde la rhétorique générale. Par sa
nature analytique, la rhétorigue n'a pas cesséavers le temps, de fournir non
seulement un plan général du langage commun algsudiscours, mais aussi les
moyens nécessaires a la découverte systéematiquaistass et des motifs initiaux et
finals de I'efficacité de I'action discursive.

En comprenant 'importance de la configuration et’dpplication d'un plan
général, relativement algorithmique, dans 'adntiat®on du discours, les rhétoriciens
ont codifié les phases que I'on doit suivre dangiggours, tant dans le processus
d’élaboration, que dans la dialectique de I'expl@n efficiente de ses ressources
persuasives. La prescription de ces régles d’asghon des successions des parties
constitutives du discours s’est retrouvée dandrigctaration d’'un plan général du
discours, formulé par les rhétoriciens de I'antigui

Par tradition, la rhétorique a marié un art deolastruction des discours avec
des théories sur ces discours. Grace a la moddestdystemes élaborés et grace aux
propositions formulées, la rhétorique va constituer premiére preuve dans le monde
occidental d'une pensée sur le discours, en prardda résurrection de la rhétorique
au XX -e siécle, comme le prouve lintérét donte glbuit dans les théories de
'argumentation, dans les linguistiques énonciatiee pragmatiques, dans la théorie
littéraire et, généralement, dans les sciences-bornaines.
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Jusqu’a la moitié du siécle passé, la majoritéagpsoches théoriques générales
dans le domaine sont restées dans une grande nigbuteires a une position
duplicitaire en ce qui concerne le statut ontologigt gnoséologique de la rhétorique.

Malgré cela, la rhétorique a réaffirmé, a chaquerelte résurrection, le statut
relativement autonome de ses constructions linguest propres, comme I'expression
d’'une pensée émancipée, essayant de définir (iffiation des délimitations de son
propre domaine) et de rendre normatif (d’ou I'exeé®nomique) son propre systéme
référentiel et sémantique- expressif. Elle a impos fin du siecle passé l'idée que
non seulement ses produits discursifs propreménfidiréduction de la rhétorique aux
figures rhétoriques), mais aussi les théories@udsmaine propre (les produits méta-
théoriques issus de la réduction de [I'épistémologimérale a I'épistémologie
rhétorique) sont des systémes ou des micro-systiéypethético-déductifs d’énoncés,
des entités linguistiqgues pures, des produits digsuautonomes, tant au sens large,
gu'au sens restreint, dont les finalités et lesr@eglifférents d'élaboration d'ordre
argumentatif et persuasif sont d’'une maniére imtéredéterminés aussi sur le plan
référentiel, que sur le plan expressif.

La nouvelle rhétoriquese présentera comme une théorie générale de toute
argumentation et applicable a n'importe quel tylamidience; elle postulkefficacité
dudiscoursglle introduitla qualité de I'auditeucomme élément décisif pour la valeur
de 'argumentation; dans sa dimension argumentagveévele la préoccupation pour
les problémes de la raison pratiqde,la théorie de I'actiort, en méme temps, pour
les aspects de la persuasion et de I'adhésion.

Selon Booth (1967, 1974), ,la renaissance dedtorigue” de la fin du XX-e
siecle aurait di étre comprise et elle aurait pypresluire surtout comme une
rémodélation de celle-ci conformément aux desidedat|’époque contemporaine,
respectivement par la réhabilitation de la rhétegigomme théorie compréhensive
de la persuasion et de I'argumentation de I'opingubordonnée aux théories de la
connaisance et de la communication.

Bien gu'il trouve son point de départ dans la tatation du renouvellement
des études rhétoriques au milieu de la cinquienceraiée du siécle passé, Booth
soutient, pourtant, que, d’'une maniére (apparemrparddoxale, bien que l'on ait été
les témoins de la treversée de I'age la plus rigé@rde tous les temps, la deuxiéme
moitié du XX-e siécle s’est manifestée, malgré tald, comme une époque rhétorique
sans une théorie rhétorique a sa mesure.

Par ,une nouvelle rhétorique” Burke(1967) compitenza son tour, une
rhétorique ,restaurée” et étendue d’'une maniera-plisciplinaire, ce qui situe la
rhétoriqgue parmiles sciences de la subjectivité homologuée et eéations
conditionnées.

Dans cette acception, le syntagme ,la nouvelléorigue” désigne, d'une
part, une rhétorique recréée pour restaurer lesaioh@s rhétoriques ,banis” par
I'esthétisme, qui a exilé la vieille rhétorique esstreignant petit & petit son
domaine parmi les soi-disantes ,nouvelles scienadsi’'autre part, une rhétorique
étendue (sur des bases gnoséologiques) et révigoriit grace a la contribution
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analytique de ces ,nouvelles sciences” qui se démeloppées par la revendication
de certaines domaines appartenant & I'héritagertjge de la vieille rhétorique.

Cela a permis, ultérieurement, la reconsidératlari-disciplinaire de la rhétorique

comme art compréhensif de la communication verlmle écrite et comme

ensemble théorique et pratique capable d’'influefioginion du récepteur dans

une triple perspective: philosophique, psychologigtlinguistique.

En conclusion, on apprécie que le statut de larigée a travers le temps, son
déclin et sa renaissance périodique ont été juges aonstamment de I'angle des
modalités dans lesquelles elle a été définie, moitextension et extrapolée, comme
genre proximal, soit par réduction, donc commeédifice spécifique, selon la
perspective de I'une ou de l'autre de ses pattieagagement et la consolidation de la
propension exhaustive des néo- rhétoriques denldui XX -e siécle ont été donc
possibles seulement grace aux nhombreuses tentaév@sinification du systéme de la
rhétorique et de la reconstitution du champs dtidia de la rhétorique intégrale.

Méme si le domaine de la rhétorique est arrivéellétterrain de ces extrémes
délimitations conceptuelles, opérées tantét dutpdé vue de I'ensemble qu'elle
circonscrit, comme art fondamental du trivium ldéa coté de ldialectique(ou de la
logique) et dela grammaire par conséquent, du point de vue de la syntheése de
domaines propres, tantét du point de vue de l'udeoplusieurs domaines parentés ou
dans sa descendance historiflagooétique, I'esthétique, la stylistique, la pragtique
etc.), on accepte, généralement, le fait que méterhance de ces approches dans
des ongles opposés a favorisé la survie inintememge la rhétorique et la
perpétuation de son héritage théoriqgue et a pedaisconserver son potentiel
interdisciplinaire. A son tour, le discours taugptpie, comme objet, sujet et instrument
rhétorique, s'est ressenti longtemps, de tous Vet de la crise de Iégitimité du
domaine de la rhétorique.

En essayant de réaliser une contribution théorguméta- théorique a la
configuration d’'une rhétoriqgue du processus tagtqlee de création de sens, I'étude
menée sur la tautologie comme pratique rhétoriigrafisative, dans la perspective
d’'une intentionnalité fonctionnelle et dirigée, et méme temps, la recherche de la
place de la tautologie dans le systéme de la tiépéexicale intégrée dans la syntaxe,
appartiennent aux orientations théoriques actuelleda néo-rhétorique et de la
linguistique générale. L’enjeu scientifique relativent récent de ces nouvelles
orientations est la mise en valeur de la naturendplications de nature expressive et
intentionnelle qui en découlent pour le domaineégdnde la création de sens. Par
conséquent, il est inévitable de ne pas reconnditns nos démarches un certain
transfert interdisciplinaire, mais qui ne représgras une manifestation de I'éclectisme
méthodologique, bien au contraire, car ce tranefrtiil & un certain homomorphisme
inévitable des procédés, qui découle de la compitamie® entrela grammaire
linguistique et la grammaire rhétorique

Etant données les particularités relationnellésretionnelles de la tautologie,
on a essayé de souligner, au niveau de la synisowrsive, les principaux paramétres
de la caractérisation de la tautologie et de Rm®atles fonctions identifiées de celle-ci
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et I'importance de ces paramétres dans la perspeli la signifiancestructurale -
persuasive, en réunissant et en exploitant alessidas critéres révélateurs du point de
vue linguistique (la spécificité de la constructigymtaxique et des valeurs sémantiques
des structures tautologigues au niveau syntagmiqueimal et maximal,
respectivement au niveau phrastique), que lesresitsignificatifs du point de vue
rhétorique (la spécificité des valeurs expressdtege la dimension intentionnelle qui
caractérise le discours tautologique).

Le modele discursif qui se trouve a la base deakee rhétorique des
fonctions, des sens et des significations strutdgrpersuasives de la tautologie,
considére les structures tautologiqgues comme degsées de positions (syntaxiques)
qui peuvent étre représentées par des termes auniiés appartenants a différentes
classes de constituants nucléaires et périphéridladéraux) (des constituants
sintagmiques intra et inter- propositionnels). Leengier terme de la relation
tautologiqueg(T1) peut étre considéré un constituant primaire cemtrdautre(T2), un
constituant second, mais non secondaire, du peinué du contenu. A ce qu'on le
sache, a la suite du phénomene d'interpénétrdtitonico- discursive entre le niveau
segmental et sur- segmental, le contenu d'une romtish tautologique est déterminé
non seulement par le sens de ses composants (yisdenpens structural- persuasif),
mais aussi par I'organisation interne de ses ¢aastis primaires et secondaires, par le
contexte linguistique et extra- linguistique.

Comme nous l'avons affirmé auparavant, la recleetti®orique et méta-
théorique ersintologiqu entreprise du point de vue rhétorico- linguisticgur la
tautologie a eu comme objectif principal d’étaldiplace de celle-ci dans le systeme
des figures rhétoriques de la répétition lexicatégrée dans la syntaxe(y compris sa
place dans le tableau de la redondance positivis ééterminer son statut fonctionnel
a ce niveau taxonomique, tout d'abord par l'iderdtfon des fonctions spécifiques de
la tautologie et, ensuite, par la description deréte dans la manifestation de I'action
rhétorico- linguistique proprement- dite.

Dans cette perspective, nous avons essayé déuoenta la réalisation d’'un
modele rhétorico- linguistique de la tautologie, @gcisant gu'indifféeremment du
niveau syntagmigue (minimal ou maximal) de la aowetibn rhétorico- linguistique
des structures tautologiques, I'efficacité rhéteiglu choix demande la relativisation
des restrictions combinatoires en ce qui concexrmihdition portant sur la position
dans la chaine des termes en rapport de substitbipothétique(I'ordre de la
succession des composants), parce que la relexanda non- relevance de la
disposition rhétorico- linguistique, respectivemeet la topique des composants, se
référe premierement au critere du degré de pewsuasiivi et deuxiemement, on
pourrait parler de la présence d'autres criterels,dti niveau macrostructural ou
microstructural ou on opére des choix entre desesgjons synonymes ou celui des
modalités (des possibilités)- formelles non-sémaet (surtout de substitution et
transformationnelles: adition, suppression, pertiwita combinaison etc.) ou
sémantiques- de mise en évidence de ces choixs€glasse aussi pour la tautologie,
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qui dans sa structure connait une succession tfigbligatoire des composants, mais
qui estirélévanteau niveau syntaxiguear elle est 'unigue succession possible.

Malgré cela, ce n'est pas la description formgleprement- dite de la
tautologie et de ses fonctions qui a été le butjpal des démarches de notre analyse,
mais la description rhétorico- sémantique (prépardésémantique, syntaxigue-
fonctionnelle et expressive) de la tautologie ielvéstigation de celle-ci, selon une
vision processuelle- sémantique et fonctionnellstextuelle, avec des éléments de
grammaire rhétorique, de philosophie de la rhéteri@t de philosophie du langage),
de rhétorique cognitive (psycho- rhétorique etdagi modale), dans une perspective
rhétorico- pragmatique et sémiotique.

En accord avec I' utilisation rhétorique et rhigfoe- pragmatique du terme de
discours celui-ci a été employé dans I'acception de séqubngeistique écrite ou
parlée (méme si, dans cette approche théoriqueaénéous nous sommes limité
a I'analyse duliscours écritrespectivemerstu texte comme produit d’'un discours narré
(ou "narrativisé€’), qui forme une unité processuelle- sémantiquerattionnelle-
contextuelle d’ordre communicatif, indifféeremmenmtos I'envisage sa formation
d’'unités linguistiques (caractérisées par la famctie prédication) plus au moins
complexes, respectivement des énoncés de typegsyigize minimal ou maximal.
La notion dediscours(comme entité complexe de la communication carsgit
d'un ensemble d’énoncés, caractérisés par la famate prédication), pareille a
celle detexte,considérée parfois comme synonyme ou complémerdadedle de
discours ne se situe donc pas sur le méme plan avec ksnsalésignant ses
éléments composants, pas méme dans la situatianldaquelle on envisage des
unités sintagmiques maximales (phrastiques) owdi&és considérées supérieures
ace niveau, respectivement la séquence discursile paragraphe discursif.

E. Caeriu(1996) remarquait dans ce sens, non seulenaemossibilité
de« construire» le discours (au-dela de la possibilité que $edlirs soit co-extensif
pareil ‘al'énoncé ou au texte), en compreniantexte comme le produit expressif d'un
discours persuasifimais aussi les caractéristiques du discewzsmme activite (le
discours est I'une des utilisations possibles darigue en conformité a des intentions
communicatives globales).

L'approche rhétorique de l'analyse du discours dEngerspective des
références théoriques mentionnées envisage leoimmpersuasives du discours dans
des situations de la communication orale ou ésptecifiquement déterminées, qui
caractérisent le discours rhétorique conauivité ou comme sens en actenqui le
définissent — en alternance et en complémentanité la notion désignée par le terme
detexte—comme une unité de langage en usaggpectivement comme disposition ou
configuration rhétorico- linguistique formée d'uséquence d'unités (le plus souvent
des propositions) cohérente du point de vue syqiexét sémantique et actualisée par
l'usage intentionnel ou persuasif dans le procedsus discursivité rhétorique.

Les principes de la discursivité tautologique démm dans la nouvelle
rhétorique, des principes généraux concernantskudiivité rhétorique. Il s'agit tout
d’abord duprincipe de la locomotion discursive circulaire, drincipe de la limitest
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du principe de la redondance positive nécessaiteu, par exemplela fonction
persuasive, la fonction pératologiqaela fonction démonstrativée la tautologie

Les principales fonctions rhétoriques dérivées\datus aristotéliques du
style conceptuabu intellectif sont aussi les plus importantes fonctions histasg
(constitutives) de la rhétorigue méme, fonctions dérivent des conventions
rhétoriques, configurant l'idéal de I'efficience rpeasive absoluda clarté, la
propriété, la correction, la simplicitétla prégnance persuasive.

Une discussion sur la prégnance persuasive comtrikeuiatintentionnel
constitutif dustyle tautologiquedans son acceptiale style de la penséecorporée
dans le discours, pourrait acquérir ainsi, a lamke I'analyse de lafonction
conceptuellede la tautologie, la valeur d'ureonclusion générale sur la stratégie
intentionnelle du discours tautologique comme pragi rhétorique significative.a
tautologie devient ainsi une figure gnoséologigedaddélibération finaliste, ayant un
haut degré de persuasion conféré lpaionction de la connaissance discursivag
fonction cognitive qui lui est propre, spécifiquenaturelle.

Dans cet ordre d'idées, nous précisons que I'aljghe recherche sur la
progression tautologique de sens se constitueipglement de la description des
caractéristiques sémantiques- syntaxiques propledaaitologie comme figure de la
répétition lexicale et aussi a certaines fonctiales celle-ci, tant que structure
sémantique-syntaxique particuliere de la répétitiericale, que comme figure
rhétorique du discours persuasif. L'investigati@s fonctions respectives comme des
fonctions rhétoriques- discursives découle de aditeble compréhension du statut
discursif de la tautologie, compréhension confgréel’option de I'articulation des
deux perspectives analytiques mentionnées, la guigp structurale- fonctionnelle et
la perspective rhétorique.

Nous avons considéré que, d’'une maniere généeadgsteme des fonctions
rhétoriques se présentent et se manifestent coresiertsembles de rapports et de
relations entre des éléments ou des unités (rgéesi discursives) structurées et
structurantes, simples ou complexes, liées parédpss fonctionnelles caractéristiques
aux pratiques discursives intentionnelles.

On a employé, donc, l'expressidanctions rhétoriqgues dans layntaxe
discursivepour référer aussi aux entités du métalangageritpée- linguistique qui
désignent la mesure méme dans laquelle les prépdés objets discursifs exercent un
certain role dans I'engrenage du langage (au nideaurégles de combinaison et de
différenciation des entités rhétoriques- linguistis), en imposant elle aussi certaines
restrictions combinatoires (sur le plan syntagmafigrespectivement des restrictions
de sélection ou de différenciation des certainéssurhétoriques- linguistiques (signes,
figures, « traits distinctifs » etc.), sur le pfaaradigmatique.

Les fonctions rhétoriques sont, en conséquencdadesirs virtuelgui sont
archivés — comme principes, parametres ou resstivables contextuellement — & des
niveaux sur- ordonnés du systéme rhétorique- disddes conventions constitutives,
institutionnelles, typologiques, taxonomiques e#t.)qui, activés contextuellement,
sont responsables de I'organisation effective dodationnement rhétorique- discursif
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proprement- dit du systéme respectif. Autrement kit fonctions et les sens
rhétoriques sont toujours des valeurs discursivaputées » contextuellement ou
d’une maniére intentionnelle.

La tache de la syntaxe discursive est d'identédtede clarifier les fonctions et
les sens des unités ou des éléments linguistitaredis que celle de la rhétorique est
d’expliciter et / ou d’exploiter dans des finalitgersuasives les fonctions et les sens
rhétoriques qui correspondent & ses unités rhaesrigliscursives spécifiques.

Cette triple raison discursive, intentionnellepqassuelle- sémantique et
fonctionnelle- contextuelle, fait que I'implicatialu critere sémantique et expressif soit
indispensable a toute analyse, de sorte que lestewtural- persuasif de I'ensemble
résulte de la combinaison du sens structural- ifamot| des parties avec une série des
sens persuasifs ou intentionnels, généraux etcpiiets, dans leur qualité de
dimensions expressives- dynamiques de la structumene totalité fonctionnelle.

Tout en réalisant des différentes rétrospectivéss«eprises » que la tradition
des grammaires linguistigues a opéré dans le cdngisrigue des grammaires
rhétoriques (expressives), dans le sens de I'apprstructurale- fonctionnelle des
indices sémantiques- syntaxiques de la variétéstifde et de la différenciation
expressive, les travaux théoriques les plus imptatde la fin du siécle passé ont
investigué aussi les principaux problén@} de I' identité et dela redondance
discursive, (2de la congruence tautologiqu@e fonctionnement rhétorique dans les
donnés de ses caractéristigues sémantiques- spreaxiet expressives]3) de
I'interdépendance tautologique(relation lexicale- sémantique réciproguement
déterminée), comme inter- détermination congruegttgussi,(4) les propriétés de
réflexibilité, symétrieet transitivité destermes répétés (T1 et THps tautologies,
comme des paires ordonnées d’éléments associda palation binaire (les deux
termes -T1 et T2- de la tautologie, commsuccesseurs interdépendants et
relativement interchangeables).

Le probléeme dd'identité discursive respectivement de la relevance des
différentiations dans lidentité, a conduit souvenfanalyse de I'opposition entre la
tautologie (comme figure de la concordance conceptuetde pléonasmegomme
phénoménes da redondance discursive négatidant les stylistiques de la langue,
gue les stylistiques littérairesnt étudié la nature fonctionnelle des différences
attentionnelles respectivemenintentionnelles,dans leurs acceptions de conditions
structuralesle la divergence sémantique et expressiwejui a remis constamment en
discussion I'opposition entre la tautologie (casddwiation de renforcement de la
regle), et le pléonasme (cas de déviation d'éesla degle), de la méme perspective de
la redondance discursive positive (la tautologiehégative (le pléonasme), et a établi
la place particuliere de la tautologie dans leg@bldes intersections des métalogiques
et des méta- sémemes.

L'aire de l'investigation a visé, donc, tant I'ays¢ de la tautologie comme
procédé syntaxique et lexical- sémantiqgue a valewpsessives, que I'étude des
particularités rhétoriques- discursives de la tagie comme figure de la syntaxe
rhétorique- discursive.
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Le point de départ de toutes ces discussions @iblétre le statut des
définitions tautologiques, quie sont pagle définitions circulaires proprement-
dites. Nous avons essayé, a notre tour, de dénteeeit- disank consensus de
I'erreur » qui a entrainé constamment la distribution dealaologie (les travaux
lexicographiques y compris) paries fautesle langue et de style, par l'invariable
assimilation non- différenciée a des phénomenes dedondance négative, de la
prolixité ou de la stéréotypie linguistique, telde pléonasme (la périssologie), le
truisme (la lapalissade), le cliché d’expressioe&expressions tout faites ») etc.

Bien que la tautologie a été revendiquée, danadeeade I'action discursive
proprement- dite, comme un procédé a la fois adihti(« le pluriel de la
correction » et qualitatif (construction répétitive structleatent nécessaire) de mise
en relief syntaxique et de mise en évidence rluytteri stylistique et expressive, un
procédé décrit comme tel dans une série de redseettuelles significatives, cela ne
signifie pas que le phénoméne de la tautologi€ &@drgné, a travers le temps, de la
manifestation des points de vue théoriques etjoiesia effet de censure.

Dans cette perspective, il est a signaler le faé Berreur la plus fréquente
consiste a placer la tautologie, selon le cas, idasmombreuses manifestations de la
prolixité ou de la stéréotypie linguistique. Il y par conséquent, de nombreuses
appréciations de la tautologie commerreur sémantique », « accident sémantique »;
« faute lexico- grammaticale », « faute d’exprassip « vice d’expression », « écart
d’expression », « surabondance de termes » (opgoéréve éloquence), « surplus
d’expression », «langage approximatif», « parlparasitaire », <« combinaison
phraséologique parasitaire » (superflue), « motalises »; « cliché d'expression »;
«truisme » etc.Mais plus nombreuses et plus surprenantes sontpdsgions
théoriques qui considérent la tautologie soit wméef d'ordre logique (« équivoque
logique »), soit une erreur syntaxique ou un é&tglistique - ce dernier, créé par une
prétendue surabondance de termes au niveau deebsign. Malgré tout cela, tant
certaines approches traditionnelles (GLR, 1966g@marescu, 1975) du phénomeéne
en discussion, que certains travaux modernes (&uimgscu- Dobridor, 1994;
Diaconescu, 1995; Irimia, 1990 et d'autres) sitdartautologie, dans le cadre de la
répétition lexicale, parmi les procédés syntaxiguealeurs expressives.

Dans cet ordre d'idées, les plus connus tableamxteniques de la tautologie
se revendiguent tant des criteres structurauxtifomels de la grammaire linguistique
(la répétition lexicale- grammaticale), que deseres de la grammaire rhétorique
appartenant a la soit- disante syntaxe rhétorisfytstique ou expressive du discours.
La perspective taxonomiquies opérations discursivdendamentalesagljonction,
réduction, mutatioret substitution permet la détermination de la place de la tagielo
au niveau des différentes démarches de systénmtisitau niveau des différents
modeles intégrateurs, respectivement le placemeria dautologie sufaxe de la
redondance par adjonction répétitive.

En dehors de certaines mentions collatéraledufgag - des contributions a
I'étude des manifestations linguistiques et stgligs de la répétition (Byck, 1934;
lordan, 1944), chez nous, le phénoméne de la tgitoh’'a pas connu une recherche
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systématique ni dans la premiere moitié du sieedsé ni plus tard, car l'investigation
de la tautologie ne s'est pas constituée dans umaide d'étude spécifique; la
tautologie n’a pas joui donc d'un intérét partieulile la part des spécialistes roumains,
probablement & cause de la tendance générale datmmguée par les linguistes
commex une faute élémentaireet, par conséquent, inintéressante.

Comme nous l'avons déja précisé, les faussesiti@fsn données a la
tautologie dans la plupart des dictionnaires esdbautres instruments de travail du
siecle passé, ont consacré et ont perpétué urcamaensus de I'erreur, généré par la
confusion avec le pléonasme et, finalement, pasitailation abusive de la tautologie
avec les phénoménes du domaine de la redondanagveé@n omettait, pourtant,
systématiqguement, la reconnaissance de l'importemgjeure que les manifestations
de la redondance tautologique ont soulignée psuinipératives de la communication,
dont les raisons rhétoriques- pragmatiques deméarskers cesse que la forme
linguistique soit constamment redondante et s lEgiplans.

La critique de ce réductionnisme s’est produitezahous surtout durant les
trois derniéres décennies du XX -e siécle (WaldGedur, 1970; Dragomirescu,
1975; Irimia, 1986; Diaconescu, 1995; Avram, 1986'autres), a partir surtout de
la reconsidération des implications du phénoménia dedondance pour une série
de délimitations conceptuelles et distinctions,npatesquelles celles entre le
pléonasme et la tautologie.

Ainsi, les premiers éléments pour un traitemergjuistique du probléme de la
tautologie, et aussi les premiers essais de syisétien des différents types formels
de tautologie et des divers emplois que ceux-divent, ont les rencontre dans les
recherches entreprises par Wald(1962) et Graurf@962sur les traces de
Byck(1934), lordan(1944) et Gutu- Romalo(1960), uessent une classification
grammaticale de la tautologie(du point de vue numsphtaxique et lexical -
sémantique) et de ses fonctions, en préfiguranhé@ne temps, les perspectives de ses
nombreuses exploitations stylistiques et expressgssibles.

Dans cette série de positions théoriques sigtiiies pour I'histoire de la
recherche dans le domaine de la tautologie, on peertionner, aussi, les
reconsidérations et les revalorisations ultérielessplus significatives, devenues
de vrais reperes de la recherche du domaine taigok®, respectivement les
contributions théoriques réalisées par Wald (19@®ygur (1970) Contras (1966),
Dragomirescu(1972, 1975), Mandrescu (1988), Irit886, 1999), Diaconescu
(1995) Constantinescu- Dobridor (1994, 1998), AvrélA96, 1996a) et Bidu-
Vranceanu (2001).

Ayant comme point de départ, dans 'ordre strattdonctionnel, I'acception
de la tautologie comme modalité d'expression depetition lexicale- grammaticale,
respectivement comme phénomene syntaxique strlietneat intégré, les recherches
théoriques mentionnées auparavant ont analyséafgmonts syntaxiques entre les
termes de la tautologie, tant au niveau intra- gsjonnel, qu'au niveau inter-
propositionnel (soit par un rapport de coordinatgmit par un rapport de subordination
non- circonstancielle ou circonstancielle).
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Vue que la difféerence sémantique (sémasiologiqiie)terme répété (la
diversification de sens) est due a la dispositioétarique- discursive particuliere
(« figurée») des constructions tautologiques, il est tofstitanaturel qu’on remarque,
dans l'analyse des structures tautologiques, ®nspécifique de la construction
grammaticale, que la valeur @usignification rhétorique- stylistiqueespectivement
I'effet signifiant qui double sémantiguement et grammaticalementétaastique
lexicale et grammaticale de I'énoncé. Dans la dygaendes manifestations de ce
couple rhétorique- discursif, Dragomirescu (1973gnd en considération non
seulement la réalit& des structures deurface», avec les fonctions syntaxiques
proprement- dites, mais aussi celle représentdepani-disant structures rhétoriques-
discursives<« de profondeus, comme des endroits» ou desc siéges sdes certaines
fonctions rhétoriques- syntaxiques, respectivemteioriques- stylistiqugia fonction
d’ identification et de qualification, la fonctiom’ intensification, la fonction
emphatique, la fonction poétique ou stylistique,fdaction réflective, la fonction
aperceptive, la fonction persuasive ou expreskvenction axiologique etc.).

Dragomirescu (1975) accorde un espace relativetargg au commentaire
visant la détermination de la place de la tautelaifins le tableau des figures de la
répétition lexicale diversifiée par la topique at [a fonction grammaticale et, dans une
perspective plus large, dans le tableau générdigiess de la répétition, ayant comme
point de départ la prémisse de limportance cracides structures discursive
répétitives pour I'ensemble du domaine des figthrétoriques- stylistiques.

On a analysé, dans ce sens, la confrontation pemtex de ces deux
phénomeénes structuraux- fonctionnels spécifiquascanstitution, au développement
(le dynamisme de la différenciation des sous-greupe a I'exploitation rhétorique-
discursive des figures: il s'agit du phénomene’ideetférence des figures simples et
du phénomeéne de limplication génétique. D'ici, ttowne série de provocations
taxonomiques, une série de difficultés théoriqussrénonter. A la fin de I'analyse, on
a argumenté aussi la distribution et I'encadrerderia tautologie, comme figure de la
répétition lexicale, diversifiée par la topiquepalr la fonction grammaticale, d'une
part, entrdes figures de la répétition et les figures desfatance et d’autre part, entre
les figures de la répétition et les figures de beguité et méme entrkes figures de la
répétition et les figures de la plasticité

Pareilles aux fonctions, les figures rhétoriquesceestituent au niveau
discursif, a la suite d'un engagement fonctionmekntionnel et soutenu. La
somme des propriétés caractéristiques de la tgi¢olmomme figure rhétorique
sont des qualités, a leur tour, virtuelles ou piedlas, des attributions projetées
intentionnellement sur des actes énonciatifs dansystéme complexe d'inter-
influences intra et extra- discursives.

Par conséquent, I'approche compréhensive de laldgi¢ sur ce plan a
demandé une triple compétence analytique: linguisti (la compréhension de
I'explicite, une compréhension appliquée, canonigiretorique (la compréhension de
I'implicite, une compréhension générique, non- ceémae) et idéologique (la
compréhension axiologique).
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Les fonctions rhétoriques sont reconnaissablesotosj comme des
facteurs principaux (et de principe) a valeur dismite aux contextes particuliers
d’un certain acte, démarche ou domaine de I'acti@borique, ce qui explique leur
applicabilité persuasive et argumentative génélale, productivité, leur relevance
et leur légitimité discursive. C’est aussi la ditoia qui caractérise, par exemple, la
fonction pré- suppositionnelle ou la fonction pasive de la tautologie, analysée,
dans la perspective des propriétés générales ratitées et non- dérivatives des
fonctions rhétoriques.

Les théories rhétoriques- discursives qui permettane approche
compréhensive du discours commun, ou se situeillduis, les perspectives de
recherche ouvertes dans le domaine des fonctioft®riques de la tautologie,
prouvent leur efficacité analytique, non seulemguatr [I'introduction de la
dimension pragmatique de lintentionnalité, maist@ut par la reconsidération
analytique, de source conceptuelle, du plan dabatance du contenu du discours
dans l'action rhétorique.

En ce qui concernke progres(etla progressiol tautologiquede sens, nous
avons considéré que la tautologie actualise uremstde transformations inter-
actionnelles des sens structuraux- persuasifs gtlgendifférente de celles des sous-
structures constitutives), dont la structure esinéme temps fermée »du point de
vue formel (la transformation inter- actionnelleé ga fait appel aux éléments formels
extérieurs au schéma tautologique) <«ebuverte » ou en voie de formation,
respectivement au cours de reconstruction permangams la perspective du progres
de sens enregistré. Comme structure centripetedrd’oformel, la tautologie
subordonne ses éléments a une relation des forp#ationnelles qui les enferme
dans le régime de l'inhérence, de la solidaritdedt réversibilité structurales. D’autre
part, comme structure émergeante de I'ordre de Eepségnance du processus de la
progression tautologique de sens est le produit ladeforce centrifuge des
transformations inter- actionnelles spécifiquesauple tautologique.

Parmi les fonctions tautologiques débattues damsiré du progres
tautologique de sens comme phénomene d’expansion ou de multiplication
sémantique- expressive (de divergence sémantiqueessive, de surabondance
connotative etc.), on retrouvefilanction réflectivgla tautologie commabstraction
réflective), la fonctionpersuasiveet la fonction sémiotiqued{ou, évidemment,
I’lhyper- codification tautologique

Parmi les problemes associés a l'analyse de cetidos, dans I'ordre du
progrés tautologique de sens, on peut observausles rapports entre les différentes
formes de I'équilibre discursif (la complémentariétre un équilibre des structures
« fermées et un équilibre des structureuvertes), respectivement les rapports
entre les différentes valeurs rhétoriques- diseessspécifiques a la problématique en
discussion (les valeurs de finalité discursiveest Valeurs de rendement discursif).
Dans ce sens, on peut arriver a la conclusion datprelle I'ordre des termes de la
relation tautologique ne doit pas étre concu comneedisposition hiérarchique rigide,
mais comme une suite d'étapes corrélés, succesmivenécessaires, du proces
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tautologique d'expansion, de multiplication et deethence sémantique- expressive.
D’autre part, la distance tautologique T2 a Tlest aussi lintervalle dans lequel

I'ordre conceptuel, comme ordre du devenir catéjsiavere étre l'inverse de 'ordre

syntagmatique proprement- dit (€& a T2.

L'investigation entreprise sur les fonctions rhigjoes générales de la
tautologie dans le domaine de la signification yesse a entrainé, selon notre
opinion, la délimitation de certaines perspectitleSoriques et la prospection des
possibilités et des ressources d'analyse des éedtemnétoriques- discursifs encore
inexplorés et inexploités jusqu’a maintenant aiceau.

L'étude de la tautologie comme pratique rhétoriugnifiante dans la
perspective d'une conscience discursive unificatriet d’une intentionnalité
fonctionnellement dirigée, a eu comme but, prifeipent, I'identification des
fonctions de I'exploitation explicite (directe) alissimulée de tout discours de type
tautologique, en mettant I'accent sur I'aspect fionoel, dans le sens des orientations
néo- rhétoriques actuelles dans I'étude de la disdié. Comme nous l'avons déja
précisé, I'enjeu relativement récent de ces noewétindances est la mise en valeur de
la nature des implications de nature expressivgetionnelle qui découlent, pour le
domaine général de la signification, de I'analysétarique de certains paramétres et
des conditions discursives (particuliéres) de taymsion tautologique.

L'analyse des fonctions rhétoriques discursivesadmutologie, y compris la
fonction conceptuelle, a dépassé, pourtant, dans intention, I'approche traditionnelle
des procédés stylistiques et des nuances lexiqalegfletent seulement les moyens de
représentation de la discursivité, et non pasrktée intentionnel du recours a celle-ci,
respectivement le caractére persuasif de la staditiin intentionnelle des registresia
la signifiance» rhétorique- discursive, ce qui a remis constamirea discussion les
possibilités analytiques correspondant soit au anivéttéral (la tautologie comme
métalogique), soit au niveau intentionnel ou inifgic(la tautologie comme
métasémeme) des énoncés tautologiques, inclusivemesila variante intentionnelle du
discours tautologigue comme pratique citationri@ledarée ou non- déclarée.

L'isolement de certaines fonctions, respectiverdentertaines caractéristiques
fonctionnelles (comme indicateurs rhétoriques-utisi€s universels), s’est produit,
d’habitude, pour identifier, d'une maniére induetides principes généraux de
fonctionnement du discours tautologique, princigas découlent de la conduite
discursive globale par laquelle ce type de disctnansve sa Iégitimité et acquiert
son efficacité rhétorique spécifique. Le phénomede [I'expansion, de
multiplication et de divergence sémantique- exjvessscrit la tautologie, comme
pratique significative intentionnelle, dans unetohi§ue du progrés de sens, ou on
la définit, en sa qualité de figure dea traduction» rhétorique- discursive, comme
figure de l'autoreprésentation par référence médéatdans le cadre de laquelle
I'ordre du rapport de dérivation conceptuelle stavétre l'inverse de I'ordre
syntagmatique des termes du couple tautologique.

Notre contribution & la configuration d’'une rhéyoe du progrés tautologique
de sens envisage l'étude du discours tautologiqumne pratique rhétorique
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significative, dans la perspective d'une intent@ité dirigée d'une maniére
persuasive; elle s'inscrit ainsi dans les orientetithéoriques actuelles du domaine de
la néo- rhétorique et de la linguistique génétateanalysant les principales fonctions
rhétoriques de la tautologie, la recherche a vigahlir la place de la tautologie dans
le systeme des figures rhétoriques de la répétitixinale intégrée syntaxiquement et,
en méme temps, la caractérisation de son statatidonel, par rapport au progrés
tautologique de sens.

Etant donné que la majorité des conclusions onfagtéulées au fur et a
mesure, en guise de conclusion, il convient icjodiger seulement I'observation que
l'une des plus intéressantes délimitations opésablans I'ordre théorique de I'action
rhétorique, est celle qui distingue entre les fonst rhétoriqgues de la figure
tautologique, d’'une part, et la fonction tautolagicpu le fonctionnement tautologique
d’'autres structures ou phénomenes linguistiqueartgants a des types différents de
discursivité, d'autre part.

Bien que I'analyse de cette problématique n'aitgiaéd’objet de notre travalil,
nous considérons gu’elle pourrait représenterndaar, une nouvelle et spectaculaire
direction de recherche théorique fondamentale.
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AUTOBIOGRAPHICAL MEMORY AND THE POLITICS OF
REPRESENTATION:
JEANETTE WINTERSON’S AUTOBIOGRAPHICAL NARRATIVE
BETWEEN FEMINISM AND POSTMODERNISM

ALINA PREDA

Motto: “This is a book about fiction rather than poligicor
history, but it is an aspect of being a contempptaat one
takes the centrality of politics and history fomgted even if
one doesn't talk about them all the time. To béplado not
see politics and history as narrowly determinirigriture,
but neither do | see literature as transcendingnhdhe
feeling | should like to leave with the readerhiattliterature
is political even when it seems most removed frolitics;
and that it escapes politics even when it dirediscusses
them.” Michael Wood, Children Of Silence

ZUSAMMENFASSUNG. Die Reprasentierungen sind produktiv und mobil,
keineswegs statisch und fest. Sie sind keine Wigder der schon existierenden
Situation, sondern es sind kodifizierte Nachrichtdia die Sprache dazu benitzen,
um das Bild des reprasentierten Gegenstandes tieliens Auch die so genannte
Durchsichtigkeit der narrativen Reprasentierung diedangenommene Objektivitét
der Selbst-Reprasentierung werden in Frage gestisllResultat der Krise der
charakteristischen Reprasentierung unserer postmedeKultur. So werden
Kriterien wie Angemessenheit, Exaktheit und Wahrkar Gedéachtnisforschung,
besonders des autobiographischen Gedachtnissagzbe®o sind die Prozesse,
womit wir lernen, uns an etwas erinnern und maneieegessen, noch weiter ein
interessantes Studienthema in unterschiedlicheschangsbereichen, wie z.B.
Neurobiologie, Biochemie, Physiologie, Medizin, E&ylogie, Soziologie, Philosophie,
Informationstechnologie, Epistemologie und OntatpgGeschichte, Linguistik
und Literatur.

SchlUsselwoérter

autobiographische Erzahlung, autobiographischesi¢bémis, Fiktion, Reflexivitat,
Subjektivitat, Objektivitat, Frauenbewegung, Posteroe, Rolle des Gedéachtnisses,
Politik der Selbstreprasentierung.

1 Wood, M. (1998). Children of Silence. Studies ion@&mporary Fiction. London: Pimlico.
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ABSTRACT. Far from being static and fixed, representatiares productive and
mobile, not merely reproductions of pre-existeatest of facts, but codified messages
that use discourse to create the image of the tolgpeesented. Even the so-called
transparency of narrative representation, and bijectivity presumed to characterise
self-representation through narrative discoursealted into question as a result of the
crisis of representation characteristic of our fostern culture. Thus, the criteria of
adequacy, accuracy, and truth inform most of thenang research in general, and the
research on autobiographical memory in particlberefore, it comes as no surprise
that the processes by which we learn, remember farggt have long been a
fascinating research topic in fields as varied aurobiology, biochemistry,
physiology, medicine, psychology, sociology, infation technology, philosophy,
epistemology and ontology, history, linguistics ditetature.

KEY-WORDS: autobiographical narrative, autobiographical memofiction,
reflexivity, subjectivity, objectivity, feminism,gstmodernism, the making of memory,
the politics of self-representation

In her first cycle of novels Jeanette Winterson leggp almost exclusively
autodiegetic narration. While all of her books aftibn feature autobiographical
instances in one way or another Winterson’s cy€leavels is not conceived as a
representation of its author, but as autonomous presentation in the course of which
the self becomes complex as a result of an acctionlprocess: the experiencing
flows that can be withessed in Winterson’s novglst like spiral-shaped streams,
gather in the delta of each reader’'s consciousieeskape the author’s image. This
narrative technique extensively applied by Wintersalls for an exploration of the
connections between autobiography and fiction, &etwactual and fictional lives. In
developing my analysis | draw mainly on Linda Hetoh's approach to the politics of
postmodernism, on Bluck, Alea, Rubin and Tilmannbétenas's 2005 study of
autobiographical memory and on Steven Rose’s resesr the making of memory,
but | focus especially on reflexivity, subjectivind the politics of self-representation.

The autobiography and the autobiographical nowebath works that have at
their origin the idea of creating oneself anew bgntally rearranging the past.
ConsequentlyDranges Are Not the Only FruiVinterson'’s first novel, being largely
autobiographical, has sometimes been mistakenlceped as the author's
autobiography. This was possible because, as tosensist on the impossibility of
autobiography have been trying to show, there is a fine linavbeh autobiography
and fiction, given that, as David James Durgawints out, although “[aJdmirers of
nailed-down definitions and tidy categories may lil@ to hear it, “all writers and

2 See M. Evans (1999Missing Persons. The Impossibility of Auto/Biognaphondon and New
York: Routledge.

3 Duncan, D. J. (1996). "Nonfiction = FictionOrion 53:3, Summer 1996. pp. 55-57. In Root, R. L.
Jr. and M. Steinberg (2002).
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readers are full time imaginers, all prose is imative, and fiction and non-fiction are
just two anarchic shades of ink swirling aroundshme mysterious well. Those of us
who would tell a story can only dip in our pens. ¥éa never claim full certainty as to
which shade of ink we're using.”

Jeanette Winterson'’s narrative clearly shows tmatauthor has come to the
realisation — specific to postmodernism, that tiaaial systems of representation, and
their elements do not so mudilect society, agnsure one’s value in a given society
andregulate one’s acceptance as part of that societangesAre Not the Only Fruit
is concerned with the politics of representatiord, as such, is bound to be political.
As Hutcheon (1997: 26-27) points out, represemtatitar from being static and fixed,
are productive and mobile. Be they photographiditerary, representations are not
merely reproductions of pre-existent states ofsfalotit codified messages that use
discourse to create the image of the object reptegeof a person’s ethnicity, race,
gender, or sexual orientation.

Even Winterson’s choice of genre forangesAre Not the Only Fruitould
be seen as a post-modern technique, since in tidod of this book she states: “Is
Orangesan autobiographical novel? No not at all and yearse” (O xiv). It is as if
the author acknowledged the problematic statusitob#égraphy, of the representation
of reality, and refused to embark upon the futiideavour of attempting to represent
her life through discourse. What she does, insisaalimit that her work is precisely
that, representation, but in the sense of a creative, productive, inetgpive text, rather
than a discourse that constitutes itself as atdivaeg to reference in the actual world.
Aware of the opacity of discourse and of the sdffisency characteristic of literary
works, Winterson refuses to categorically pl@eangesAre Not the Only Fruitn the
autobiographical sphere only. But she does notievate the boundaries between
fictional and factual literature, all she doesrisss those boundaries, making the two
types of discourse overlap. Her words mirror thebigiedent politics of the post-
modern, and pave the way for the establishmentefraassessment theory, requiring
a novel approach to the relationship between titezaand life. The body of the text
itself is permeated by metanarrative comments wth &nd history, which point out
how Winterson feels about the so-called transpgrehoarrative representation, about
the nature of self-representation through narraliseourse:

“Time is a great deadener. People forget, get bapexv old, go away. Of
course that is not the whole story, but that isvilag with stories; we make
them what we will. It's a way of explaining the veise while leaving the
universe unexplained, it's a way of keeping itadilfe, not boxing it into time.
[...] It's an all-purpose rainy day pursuit, this vethg of stories called
history. People like to separate storytelling whishnot fact from history
which is fact. They do this so that they know wiaabelieve and what not to
believe. This is very curious.” (O 91)
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“Very often history is a means of denying the p&snying the past is to
refuse to recognise its integrity. To fit it, foritefunction it, to suck out the
spirit until it looks the way you think it shoulilVe are all historians in our
small way.

People have never had a problem disposing of teevgeen it gets
too difficult. Flesh will burn, photos will burnnd memory, what is that? The
imperfect rambling of fools who will not see theedeto forget. And if we
can't dispose of it we can alter it. The dead dshéut.” (O 92)

“So the past, because it is past, is only malleatere once it was flexible.
Once it could change its mind, now it can only ugdechange. The lens can
be tinted, titled, smashed. What matters is thdérois seen to prevail [...]
There is an order and a balance to be found ifresto(O 93)

Taking into consideration Hutcheon’s discussiorithe nature and the status
of ‘the fact’ ”, we can draw another analogy betweetobiography and fiction, from
the representational point of view: “All past ‘et&rare potential historical ‘facts’, but
only those that have been chosen to be narratifygllseaome facts. We have seen that
distinguishing raw events from facts that have lgieen significance seems to be the
obsession of postmodernist fiction” (1997: 80). l4sda Hutcheon points out, “The
past really existed, regardless of our capacityntberstand it [...]" but “the past exists
for us— now- only in the shape of traces left upon the presgmiresent. The absent
past can only be inferred by analysing circumsthettidence.” Thus, “[klnowing the
past becomes a question of representation, narhelgnstruction and interpretation,
and not a question of objectively recording eveastsacts” (Hutcheon, 1997: 78-79).
The question of objectivity, Hutcheon shows, isselg linked to what Jamesbn
(1984) calls “the crisis of representation”, cheegstic of our post-modern culture, a
culture “that perceives representation as repraatudt..] and whose fundamental
assessment criteria are adequacy, accuracy, atidifEelf.”

It is worth mentioning here that these three Janiascriteria are exactly the
ones that inform most of the memory research ineggnand the research on
autobiographical memory (AM) in particular, as Biudlea, Rubin and Tilmann
Habermas (2005) point out. In their study, “A TaleThree Functions: The Self-
Reported Uses of Autobiographical Memory”, thesgcpslogists show that most
studies in AM have centred on how, how much, arn &ccurately people remember
their past, indeed undeniably important aspeatsraémbering, but which fail short of
providing full understanding of human memory. Thecgsses by which we learn,
remember and forget have long been a fascinatseareh topic in fields as varied as
neurobiology, biochemistry, physiology, medicingyghology, sociology, information
technology, philosophy, epistemology and ontoldgstory, linguistics and literature.

4 Quoted in Hutcheon (1997: 79).
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Steven Rose'$he Making of Memory. From Molecules to Misd scientific treatise
outlining the research on memory carried out infiblel of neurosciences, research
that must take into account the three “languages & provide us with “distinct
dimensions of understanding”. morphology, which fimdn space”, biochemistry,
which “describes composition” and physiology, whigh “essentially dynamic,
describing events occurring in time” (2003: 382)sk (2003: 370) explains that in the
process of learning changes in the properties e€ifip cells in the nervous system
occur, changes that can be measured morphologicayigamically, biochemically
and physiologicalf} All these cellular processes arecessary for memory, argues
Rose (2003: 370), because “if they are preventauh foccurring [...] experimental
subjects cannot remember”, and they are gisdfic, since “blocking them doesn’t
seem to affect any other aspect of behaviour exoegnory”. These processes,
concludes Rose (2003: 371) are the ones that “gienttre engram, the memory trace
within the brain”, but it is, as yet, unknown hotese biochemical changes differ
either in the case of different learning strateesbal versus visual), or in each of the
various types of memory identified by psychologists

» declarative memory

« procedural memory

* episodic memory

e semantic memory

» autobiographical memory

Moreover, retrieving memories does not always imedithe same region of the
brain, or even the same set of cells, though prablynthere must be some
communication between them” (Rose, 2003: 374). Hewe Rose argues,
understanding “the ordered world of molecular psses” can cast some light upon
“the rich experiential world of memory”, if memosi@are seen as “dynamic and
dispersed, located in different ways in differeattp of the brain” (2003: 372-373).

® “in terms of persistent modifications to the stue of the neurons and their synaptic connectisns

observed in the light or electron microscope” (R&33: 370).
® “in terms of localized, transient changes in biflosv and oxygen uptake by the neurons during the
processes of learning or of recall” (Rose, 200%)37
7 “in terms of a cellular cascade of processes whietins with the opening of ion channels in the

synaptic membranes and proceeds by way of comptexceellular signals to the synthesis of new

proteins which, inserted into the synaptic and déndnembranes, generate these morphological

changes” (Rose, 2003: 370).

8 “in terms of the changed electrical propertiesti# neurons that also result from their altered

membrane structures” (Rose, 2003: 370).
® Declarative and procedural memories “do not seminecome forgotten in the same way” which

might be due to the fact that memories involvinggedural modes are “re-membered by a very

different mechanism from declarative ones” (RosgQ)3 378). Such findings would support

Rose’s claim that “the meaning of memory residethensystem” as a whole, rather than “in the

loci of change” at neuronal level (Rose, 2003: 384)
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This view of the brain departs from the unsatigiacttheory that the brain is
merely a device for storing and processing inforomatand accepts the idea that
“brains deal in meaning rather than informatioriatt “affect is as important as
cognition” (Rose, 2003: 373). Living organisms “é@p and change in time”, and
inhabit “a world of meaning and not simply infornaai’ (2003: 383). Renouncing
the computer information-processing metaphor, whegiates the brain with a
filing system, one should also avoid Gerald Edelsareural Darwinism’ phrase,
which explains the nervous system’s development @rahge by analogy with
Darwin’s evolution by natural selection. The forrmeodel relies on “permanent
changes in synaptic weights within a network”, aongpresses “the dynamic and
developmental nature of biological processes” (R@893: 374-375). The latter
model holds that experience, environmental chadlengnd constraints prompt
“processes of continuous selection of pre-exis@mgups of neurons and their
synaptic connections”. Nevertheless, since neur@raembles do not even
replicate, the Darwinian analogy is inaccurate,tegriRose, who prefers Susan
Oyama’s term ‘the ontogeny of information’, for gmphasis on meaning “as the
antithesis of information”, and Walter Freeman'sdty that “memories are
represented in terms of fluctuating dynamic patterinelectrical activity across the
entire brain region, fluctuations from which thephbgation of chaos theory can
extract pattern and order” (Rose, 2003: 375). Ttablpm with memory, adds
Rose (2003: 376-377), concerns “the retrieval ofmnmees”, because memory is
not “a fixed and localised engram”, but rather Yamamic system”, and the engram
only comes into being when it is activatedeceiving meaning solely within the
particular context of “present mood” and “past diigt (Rose, 2003: 383). As
Gayle Greene (1991: 297-298) explains, remembeimglies assembling,
connecting and bringing together things relatedre anothét, it is a process
involving much more than merely extracting a docotrferm a computer file, a
process described by Virginia Woolf in a spiritedywmuch more revealing than
the information-processing metaphor: “Memory is seamstress, and a capricious
one at that. Memory runs her needle in and ougngbdown, hither and thithet*”
Because memories are “highly dynamic and unstabi®rds”, remembering
requires the “active re-making” of each memory, @cpss “described as
reconsolidation” (Rose, 2003: 380). Consequentlhenever we “seem to be
‘remembering’ an event”, we are not really “re-meambg the event itself”, but
only “the last time [we] re-membered it” which meahat historical ‘reality’ is not
necessarily biological ‘reality’ (Rose, 2003: 380):

10 0r, in Endel Tulving’s words, when it is ‘ecphaif (see Rose, 2003: 377).

11 Greene, G. (1991). ‘Feminist fiction and the usésnemory’. InSigns: Journal of Women in
Culture and SocietyNr.16. Quoted in Rose, S. (2003: 377).

12 \Woolf, V. (1995 [1928])Orlando. A BiographyHertfordshire: Wordsworth Editions Limited. P.37.

11¢



AUTOBIOGRAPHICAL MEMORY AND THE POLITICS OF REPRES¥TATION

“My point here is that because of the dynamisrmeimory and the active
nature of re-membering, such apparent memoriesh@djologically real for
the individual, in that they correspond to tracethe brain, even though those
traces in the brain may have been induced notreglaevent but by the later
implanting of a false memory” (Rose, 2003: 380).

These findings have serious implications on thdustaf history and
autobiography: if human memories, be they visuaeobal memories, are bound to be
highly subjective, then, on the one hand, eacheaety one of us may “build their
own private memory theatre” (Rose, 2003: 386) andthe other hand, what we calll
‘collective memories’ may be an artefact, ‘condiedt and ‘implanted’ in order to
impose any desired ‘shared’ understandings andbigies that will end up dominating
our lives. As Rose (2003: 361) points out,

“Memories are public records of past events, motess transformed to meet
current ideological needs, as when revisionishiats rewrite the past of
Nazi Germany — or, in the reverse direction, ofural revolutionary China.
Memories are collective acts of recovery of logbezience, as when Black
Americans re-discover (re-member, as Toni Morrisdescribes it,
emphasising that it is an active, not a passivegss) their roots in slavery, or
when feminists restore the records of those wonohwolars whose names
masculinist histories have systematically erased.”

But in a world in which each and every one of ubalmits “multiple
personae]"'5 function of race, class, gender, sexual oriematmd individual
personal experience, a world divided by countlessodirses of power, a world in
which the fracturing of identity is perceived agumal and inevitable, as “for each
persona there is a new twist to the world's kalstdpe, offering a different
‘reality’ ” (Rose, 2003: 367), memory “is particdla important to anyone who
cares about change, for forgetting dooms us totitepe** (Greene, 1991: 290).
Therefore, Bluck, Alea, Rubin and Habermas trydweer a relatively understudied
area, namelynemory function:

“The primary concern is not how well humans remantbeir personal past
(though those features often play some role), byt lumans remember both
mundane and significant life events, often overglgoeriods of time.
Examining function provides a different and potaticomplementary view
of the remembering individual: the organism is simhply an information
processor (emphasis is on memory capacity andieaity) but rather an
organism processing information in ecological ceint@éemphasis is on
memory utility)”. (2005: 92)

13 Rose, S. (2003: 366).
14 Greene, G. (1991). ‘Feminist fiction and the usésnemory’. InSigns: Journal of Women in
Culture and SocietyNr.16. Quoted in Rose, S. (2003: 364).
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Questions such as “what do individuals use the memaof their life for?”, “what
functions does it serve for people to remembeiecedn, and share the experiences of
their lives?” prompted Bluck, Alea, Rubin and Habas to develop th@&hinking
About Life Experiences (TALE) Questionnaife AM functions have been classified
by the team of psychologists (Bluck et al., 20@99) as follows:

o directive
0 using the past to guide present and future thcarghbehaviour

0 serves as an aid to solving problems and to thelojgwment of
opinions and attitudes (Cohen, 1989,1998)

o allows us to ask new questions of old informatioroider both to
solve problems in the present and to predict futwents (Baddeley,
1987)

0 supports the attempt of meaning making (Bruner, 0198r
"integrative reminiscence" (Watt & Wong, 1991; Wo#gWatt,
1991) that may be necessary to update one's vieglioénd life so
that one has a "working model" (Lockhart, 1989hwitich to direct
behaviour

0 makes a dynamic emotional use of AM, a "psychodyoéumction”
(Pillemer's, 1992) with an emotion-regulation r@asupathi, 2003)

o provides flexibility in the construction and updgfiof rules that allow
individuals to comprehend the past and to preditiré outcomes
(Lockhart, 1989)

0 helps us to use our own past experience to cohstaaels that allow
us to understand the inner world of others ancetheto predict their
future behaviour (Robinson and Swanson, 1990)

o allows individuals to have and maintain a biograghidentity (e.g.,
McAdams, 2001) and to be able to maintain a cobeseficoncept
across an entire lifespan (Cohen, 1998), even @& ftte of
developmental change and life events.

o is especially important when the self is in adversaditions that
require self-change (Robinson, 1986)

o facilitates self-concept preservation and enhanoenf@/ilson &
Ross, 2003)
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0 is able to support and promote continuity and agraknt of the self
(Conway, 1996)

0 preserves a sense of being a coherent person iowver(Barclay,
1996)

0 uses knowledge of the self in the past and asqtenjénto the future
as a critical type of self-knowledge (Neisser, 7988

o plays a developmental role in the emergence oflifbestory in
adolescence (Habermas & Bluck, 2000; McAdams, 1985)

o0 developing, maintaining, and nurturing social bofislson, 1993;
Pillemer, 1998)

o providing others with information about one's $elbrder to initiate
new social relationships (Cohen, 1998)

0 sharing personal memories makes one's contribtgiannversations
more believable and persuasive (Pillemer, 1992)

0 serves to provide material for conversation, thaslifating social
interaction (Cohen, 1998)

o allows us to better understand and empathize wtibrs (Cohen,
1998)

0 istied to potential evolutionary adaptivity (Neigs1988)

Authors of literary works, whether fiction or noiotion, may be said to
employ all of these functions in their autobiogiaphwritings. Autobiographers and
novelists alike, acting out of an instinct of qaléservation, and aiming towards self-
development and enhancement (the self functioe) thesr autobiographical memory
to inform others about their selves and lives (theect function), explaining
themselves to their readership, and sometimegttgipersuade the readers to endorse
certain views, opinions, beliefs (the social funa}i As Greene states, “[a]ll writers are
concerned with memory, since all writing is a rerbeance of things past; all writers
draw on the past, mine it as a quaryRose’s notes on memory (2003: 363) in the
final chapter of his scientific treatise emphasigeuses and abuses of memory in the
literary field, as part of the writers’ struggler®-create “the foreign country which is
the past™:

15 Greene, G. (1991). ‘Feminist fiction and the usésnemory’. InSigns: Journal of Women in
Culture and SocietyNr.16. Quoted in Rose, S. (2003: 364).
16 Rose, S. (2003: 389).
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“Memories are the fictions of novelists for whonmmdyolic episodes provide
keys to unlock the mystery of who and what onérasn Proust’s madeleine
to Atwood's cat’s eye. [...] Memories are the transedure-creations of our
childhood and dead parents, our continued effortmake coherence of our
own lives, to synthesise past and present sofasddhe future.”

It would be relevant to mention in this respectlideéVicKay’'s quote from Albert E.
Stone’sAutobiographical Occasions and Original A¢i982), where autobiography is
seen as a “literary as well as a historical agtivihich recreates psychic as well as
social experience”, and especially McKay's disaussif Couser'$\ltered Egos

“In his disputation of a fixed truth-value in auiography, Couser takes issues
with notions that “I” is first (prior), personalfjgate), or singular (unique), a
position earlier and more conventional criticsrftily white males on white
male autobiography) claimed. Couser’s view, butdsoy the scholarship of
social psychologists, is that the self is not aomsed in isolation but
continually engages in complicity, negotiation, amdllusion in its
relationships with others. This point of view iribes difference indentity
and acknowledges a contextually variable self @#i#tough integrated, need
not embody harmonic unity. Furthermore, memory,ciwhis unstable, plays
such an important role in the construction of aigigtaphy that it unsettles the
ground on which the truth of a narrative rests.tidy, 1991: 29)

Psychological study may also shed some light owehacity issue, through the results
of empirical studies centred on the functions dbbiographical memory in social
contexts. The conceptual model developed by Alé&lu&k (2003) provides a general
outline of “the processes and variables involve@mwAMs are shared to serve social
functions” (Bluck at al., 2005: 113). Here are sahthe components:

» lifespan contextual influences

» the speaker's characteristics (age, gender, asdnatdity)

» the qualitative and cognitive characteristics ofrmagy (emotionality and level
of detail recalled)

» the nature of the social relationship in which themory-sharing occurs
(valence and length of the relationship)

» the familiarity and similarity of the listener tioet speaker

» the level of responsiveness during the memory4shgmiocess

Careful analysis of these factors points to “the/svia which social processes might
both help and hinder the functions that memoryesgnand to “how the cognitive and
phenomenological characteristics of memories aftaeir presentation in social
contexts” (Bluck at al., 2005: 112). The conclusiemarks are best stated in Bluck et.
al.’s discussion of Pasupathi's research (200herfinterplay of social and memory
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processes” “how we talk about and retell memoides] who we have as listeners,
may affect how memaories are constructed, recoretiand recalled over time”.

Memory, as a concept, informs a great variety dopbphical concerns as
well, given that it embodies our knowledge of therlal (procedural memory, episodic
memory, semantic memory), and our self-knowledggofdographical memory,
declarative memory, collective memory).formal semantics verbs such as “know”,
“remember” and “recall” are classified &ative, since they presuppose the truth of
their arguments. Such verbs, which require that dwenplement be true, are termed,
in philosophy,epistemic verbs. This implies that one cannot know, rememaed
recall something that is not true. However, the tlaat peopleeconstruct, rather than
recall past events that they claimreamember, brought the issue of inaccurate or even
false memories to the centre of psychological amgraiogical investigations, also
leading to philosophical and literary inquiriesoirthe possibilities of knowing and
remembering the past.

Memoria, istoria, uitarea(2001 [2000]) mirrors Paul Ricoeur's fascinating
insight into the many layers of philosophical ietrin the notion of memory. Starting
with a phenomenology of remembrance focused otwia?’, ‘how?’, and ‘who?’ of
remembering (2001: 17-18, 39), Ricoeur points bat the problematic gap between
past and present centres on

» the fundamental problem ofepresentation, which implies an act of
replacement, leading to the substitution of directly accessilfhcts with
narrative frameworks (Ricoeur, 2001: 226, 276-283-318, 320-337)

» the vast array of mnemonic devices developed ingmucalture, which can be
abused and misused for political reasons (Ric@8ar1: 424-430, 535-549)

» the opposing concepts of individual versus collectmemory, to which
Ricoeur (2001, 152-162) adds the notion of “ottsmribable” forms of
memory, an intermediary level between the formet te latter, a level
assigned to some neighbouring privileged offiers

Ricoeur's analysis of the relationship between mgnmand imagination, the two
cognitive processes having in common the abilityrépresent absent things, is
grounded mainly on the works of Plato, Aristotler@son and Husserl. Distinguishing
betweeneikon (the present inscription of something absent) phdntasma(the
“eikastic” art of imaginative representation), Blahplies that the problematic issue of
memory should be subsumed to that of imaginatiooo@rr, 2001: 21), by insisting
that the workings of memory are marked by the intjposof imagination (Ricoeur,
2001: 26-27, 36). Aristotle, on the other handfed#ntiating betweemreme (the

7 For Ricoeur, who states: “I include among my nbigirs those who disapprove of my actions, but
not of my existence” (2001: 162), this particulaiddie level is of utmost importance, in that it
constitutes the unique site for the approval of&xice, as well as for identity confirmation af th
remembering subject as a remembering agent.

121



ALINA PREDA

mere presence of memory trac@sjanamsis (the act of re-membering), claims that
the lapse of time causes the mnemonic phenomenernaémbering to bear the mark
of similarity, rather than that of identity (Ricag2001: 35-36), and pleads for the
inclusion of image-making/imagination in the problgic area of memory making
(Ricoeur, 2001: 21). Ricoeur points out that theerapts to oppose memory to
imagination, or at least to establish a clear-@tindtion between them is motivated by
the fact that memory is seen as a representatitimegbast in the form of an image.
This has led to an undervaluation of memory, nowgieed by some philosophers as
belonging exclusively to the field of imaginatioNevertheless, even though
imagination may make memory unreliable, even mentself can, at times, constitute
a burden to the imagination, since, as Bergsortgpoint inMatiére et Memoir¢1896:
228), in order to have access to the image of #st pne must be able to “abstract
from present action”, in other words to value drisgmand “only the human being is
capable of such an effort”. Ricoeur also examihesrextricable relationship between
remembering and forgetting, showing that this swsibi influences both the
perception of historical experience and the pradacof historical narrative, and
claims that the permanent search for truth reqaresrtain kind of oblivion as well,
not necessarily the exact counterpart of the mengriact, but rather an “oblivion of
reserve”, as opposed both to amnesia and to #edalivion of amnesty:

“If any form of oblivion may be evoked legitimately will not imply the task
of silencing evil, but the task of speaking of évian appeased mode, without
anger. This way of speaking will no longer be byywé commandment, of
order, but by way of a vow, in an optative modeit{Rur, 2001: 549).

It is this notion of an “oblivion of reserve” thatompts Ricoeur to a poetic closing
statement of his book:

“Beneath history, memory and oblivion.
Beneath memory and oblivion: life.

But the writing of life is another story.
Incompleteness.”

Just like Plato’pharmakonof which it is difficult to establish whetherista poison or

a medicine (Ricoeur, 2001: 604), autobiographye “triting of life”, can be turned,
figuratively speaking, either into the former, arto the latter. Perceived as a
necessarily distorted representation of one’shliféhose for whom oblivion is utterly
detrimental to the truthfulness of any accountpliography is seen as a constructive
endeavour by others who, along with Ricoeur, ackedge the importance one should
attach to the “oblivion of reserve”.

For Husserl, who opposes the notion prEsentation to the act ofre-
presentation or “making-present again”, there are three stepthé process of re-
memberingfrom perceptionthrough memory ando fiction (Ricoeur, 2001: 67). If
its perception happened in the past, a fact is thalgtasy” but, rendered again, it
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brings forth memory “as sui-generiamodification of perception”; since the perception
was subsequently modified, “memory is left in susEn” and replaced by “fiction”.

Autobiographical writings, being the outcome ofrave acts which release a
certain re-presentational force, can be accommadateler Ricoeur's notion of
représentancerepresentation by replacement’, which impliest tihe simple notion of
representation is replaced by a narrative congtruetith representational force. Such
writings embody the notion of ‘identity as selfriggghere the self is constructed not
only through time, but through narrative as weither than the concept of ‘identity as
sameness’. Since autobiographical narrative, whé#iogual or fictional, can impose
order on our existential chaos by allowing for wréers’ journey back in time to and
through their memories, it facilitates the discgyeecovery and construction of the
self on the basis of those particular memoriedMixgerson points out,

“writing [...] explains you to yourself and it expha the world. [...] One of the

things that writing can do — that literature canttiat all art can do — is to help
you understand. It can put you in a position widboth inside and outside of
yourself, so that what you get is a depth of kndg#eotherwise not possible,
about your own situation, andcantextin which to put that situation, so you
are no longer alone with feelings that you can’tnage. People’s

powerlessness comes from feelings that they caattage, and especially
those that they can't articulate. Being able tdevaround the chaos of your
own narrative allows you to see yourself as fictishich is rather comforting

because, of course, fictions can chartge.”

All Winterson’s works, being partly autobiograpHicare self-reflexive and, as
such, inevitably imbued in some kind of ideologirorgly influenced by social
relationships. What actually dilutes the politigal Winterson’s fiction is her
preoccupation with style and wording, characteribgda sort of narcissism. At
times, Winterson'’s literary writings seem to be fant art’'s sake, writing for the
sake of writing. Dilution does take place in Wistan's work, but not total
absorption of the political, since “Post-modern @ah be nothing but political”,
due to the fact that “its representations — images stories — can be anything but
neutral” (Hutcheon, 1997: 7). Although Winterson ukb probably agree with
Eugene Goodheart’s idea that “the life of the mimpends upon its refusal to
sacrifice itself to the cause of party or ideolo¢¥996: 458) her refusal to bypass
aesthetics for politics does not prevent her resaffem politicising her work, given
that all literature has a political dimension. Aad¥flann (1998: 312) points out,

“disinterested scholarship is impossible. All tekterary and critical, can and
should be studied primarily as documents in hisébrpower negotiations.
Any pretence to objectivity in a traditional hungrbr "Arnoldian” sense is
merely obfuscation meant to disguise a politicalratz.”

18 |n Reynolds, M. and J. Noakes (20QBanette Winterson: the essential guldendon: Vintage. P.12.
12:
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According to Linda Hutcheon (1997: 6) the attentptdefine postmodernism
have been largely political, and this aspect otrpodernism has been embraced by
some and refuted by others. Still, Winterson's sefuo declare her affiliation to
postmodernism and her denial of such an associdtiamot seem to rest on the fear,
characteristic of some feminists, that her politiG@enda be deconstructed.
Winterson’s novels are not political, but they haaeleast, the potential to become
political, if interpreted as such. This is, aftéy @ feature of postmodernism that could
be seen as positioning Winterson in this very treedause:

“[T]he post-modern can propose art to be the acérmlitical struggle, by
asking multiple deconstructive questions, but tbstynodern itself seems
unable to make the move towards political actiohe post-modern asks
gquestions that unveil art as the locus where valnesms, beliefs and
actions are produced and deconstructs the procetsemification. But it
can never free itself from its double codificatidnis always conscious of
its interdependence between the dominant and theested.” (Hutcheon,
1997: 167, 178)

For Winterson, narrative representation igQiangesAre Not the Only Frujta means

of self-assessment and self-discovery, of enjogisgnse of self-continuity. In writing
Oranges a personal herstory, Winterson makes a distimatizaracteristic of post-
modern attempts to write history, the distinctietween the raw events of her past and
the facts she builds based on those events, fatig merely events granted certain
significance by the writer (Hutcheon, 1997: 62).isTprocess of transformation
yielding facts by the interpretation of events ceraiter a careful sifting and detailed
analysis of what the writer perceived as significan her past and leads to a
transfiguration of the very events that had takeseyso that when they become facts
and are related as such they are subjectivelyfigansd. Jeanette’s stories gather
together in a collage of myths, stories and evehés herself selected and arranged
according to her own interpreting techniques (Hebech 1997: 62).

A distinctive feature of Winterson’'s writing, alsoharacteristic of
postmodernism, is the systematic detachment oivoeds from their meaning, as
if each assertion should somehow be perceived cascal, as placed between
inverted commas. This playful, duplicitary stylesteadouble impact on the reader:
if, at first, it seems to undermine the would-beamiag of a phrase, it somehow,
nevertheless, manages to support and strengthenvahe meaning of that
expression. Winterson employs a beautifully trimnsgde, conscious, but no too
neat, elaborate, but not artificial. It sometimesl$ as if language were the writer's
subject, and the power of art and language werefdbas of the telling. Each
chapter, each story, is an exercise in the renefainguage, a successful attempt
to restore its subtlety and elegance, as if to idewan answer to Emerson’s
manifesto entitled “Nature” (1836), where writen® aummoned “to pierce this
rotten diction and fasten words again to visibladk”. Winterson’s writing style is
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generally clear and engaging, due to her surerfedspaction, to the power of her
insights. Each signifier splits into a network dfades of the signified, and the
collage of word-puns permeates the discourse, ibgaithe numerous strands of
thought into a coherent whole. Winterson’s mainossn while writing seems to
be stylistic and semantic — she is trying to mal@ds work in wonderful and
mysterious ways, by creating unique combinatiortstans turning language into a
perfect tool, able to shape character and plot rggs@ly. Description and
narration are, in her work, entwined, flowing irgnd from each other constantly,
like a chameleonic flux, giving birth to a fascimat kind of poetic prose.
Nevertheless, irony makes distancing possible, thod it reduces subjectivity,
intensifying objectivity. Winterson’s use of irorig OrangesAre Not the Only
Fruit reveals the author's critical attitude towardsditianal institutions and
practices that inflict unwarranted suffering upa@macent children. Winterson’s
work has a profoundly destabilising effect on tineage of these institutions,
criticised by means of irony and parody. And tlEsai post-modern trait as well.
The artistic and the political cannot be separate@rangesAre Not the Only
Fruit, as long as the narrative constantly provokesr¢eer to wonder whether
institutions such as the church and the familyaneys to be trusted, and whether
they serve the interests of the many or of thellpged few.

As Sanda Berce (2002: 9) pertinently points oufjictjon conquers the
real not only to offer another reality but to magdig sustain and drive the actual
one and render it meaningful for the individualieT manifold functions of the
novel, as outlined by Connor (2001: 4), make ieasal to our lives, since it seems
to have “some of the authority of the eye-witnessoant” in spite of its fictional
character. This type of narrative “so abundantlyd ayet so economically
concentrates together representations of how thiehig) or seems to be, with the
shaping force of fantasy and imagination; whichabegs, in other words, reality
and desire” (Connor, 2001:1). Besides “psycholdgaal culturalenlargemerit
by prolonging memory and extending “forethoughtthe elaboration of the past
and extrapolation into possible futures”, narrataleo performs a function of
“consolidatiofi, by engaging the self into “different sorts of familiar or
otherwise unavailable experience”, which may resultrengthening the sense of
identity in that particular individual. It is, abevall, the life of the mind that
sustains the novel’s existence. But its role isadpas well as psychological, since
the novel also constitutes “a meeting point betwtbenindividual and the general,
bridging the isolated subjectivity and the peophaatid, and giving an individual
dimension to the otherwise abstract or disembodigdre of shared norms and
values.” (Connor, 2001:1).
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QUELQUES REPERES POUR LA REALISATION DE
L’EDUCATION POUR UNE CITOYENNETE DEMOCRATIQUE
DANS L'ECOLE

ION ALBULESCU, MIRELA ALBULESCU

ABSTRACT. The social, political and economical changes bapd in modern
world who give a new perspective for education agnitre form of individuals for
demoaocratically citizenship is relevant.

The being of democratic institutions and the sped#gal percepts form a
necessary condition, but not an enough one to rdekecracy work. Beside this,
it is necessarily even a democracy culture, conmgete and attitude waiting from
citizens, which cannot be reach unless educatiorthis article named ,Some
references in accomplishment education for demiaccéttzenship in school”, we
were looking to bring some elucidation about how atthieve education for
demoaocratic citizenship in school, about the gogduosue and in this content how
to attempt activities. The tasks that educatioumesfor democratic citizenship
are very complex and converge in forming a citikeowledgeable about political
institutions, about precepts and democratic vahlest changes and social alternative,
sensitive to global and community problems whonorgs, active and responsible.
The vocation of education for democratic citizepsts to form individuals as
much as in quality of state’s citizens whom belomgsto some supranational
structure, as European Union, as member of diffesecial groups, as in a quality
of unique and dignified human being who respecséléand other people.

ZUSAMMENFASSUNG. Durch soziale, politische und Wirtschaftlichen
Veraenderungen der modernen Gesellschaft, sind em demokratischen
Erziehungmassnahmen neue Wege entstanden. Vomldigyist die demokratische
Erziehung des Individums. Fuer eine Wirkungsvolieiion einer Demokratie,
sind demokratische Gesetze und Institutionen usditd. Wichtiger aber sind
demokratische Kultur, Einstellungen und Eingenschéter Menschen, die nur durch
Erzieungsmassnahmen entstehen. In diesem Artiehamt ,,Anhaltspunkte fuer die
demokratische Erziehung in der Schule” versuchenr wie wichtigsten
Massnahmen zu ermitteln. Erziehung fuer eine Deatakrist komplex und
beinhaltet die Entwicklung eines gebildeten Mensshia politischen Sinne, fuer
Werte und Normen einer Demokratie. Dazu kommen i, Flexibilitaet fuer
Veraenderungen und soziale Alternativen, sowie iBizgerung des Menschens
fuer lokalen und globalen Probleme der Gesselscbait Mensch muss in jeder
Demokratie aktiv und verantwortungsvoll handelnsXael der demokratischen
Erziehung ist die Formierung des Menschens aladéilnationalen sowohl auch
internationaler Gesellschaft in der Europaeischeiokln Das Resultat der
Erziehung zur Demokratie ist jedem Menschen al$viddm zu respektieren und
zu schaetzen!
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1. La citoyenneté démocratique — une provocation po I'éducation

Les objectifs majeurs de ['école sont determinés lpanécéssité a
développer des ressources humaines, en tenanteamga complexité en pleine
évolution des conditions de vie et des aspirattmnsaines. Former les individus
en concordance avec les exigences de la societ ldguoelle ils vivent (idée
trouvée dans la pédagogie moderne) signifie comareacavoir des initiatives
informatives et formatives, aptes a répondre augesces du moment, mais aussi
aux celles a venir. Quel que soit le curriculumlace, il est nécessaire & préserver
ces exigénces par une réadaptation continuelleodgstifs, des contenus, des
stratégies d'action, comme, par exemple, le dépasseou le renouvellement des
modeles ou des principes considerés vieillis.

Se proposant d'assurer la formation des éleves gmecomplir les
complexes et les différents roles sociaux futuégole établit ses objectifs tenant
compte des qualités envisagées dont ceux-ci devamgt preuve dans certaines
circonstances. L'impact formatif de ses actions@acrétisera dans le naturel des
personnalités afin de mieux correspondre aux exggsociales d’'ordres culturel,
scientifique, professionnel, moral et civique. gr& dans un milieu socio-
économique et culturel, le systéme d’enseignemsnpercu en tant que service
social qui doit accomplir des fonctions complexes.

Conditionné du milieu ou il agit, celui-ci va chieet de former les éléves en
fonction de diverses activités, pour développecd® spirituel de la vie, pour les
former en tant que citoyens. Il est souhaitable daes toutes les moments de la vie, le
citoyen d’'une société démocratique fasse preuveléimnce et de respect vis-a-vis des
opinions et des croyances qui est différent demeig d'intérét pour les problemes
publiques, de compétence a I'égard des intervenfiersonnelles et de groupe.

L'initiation a la propre liberté, en tant que valeflondamentale des
démocraties libérales, n’exclut la formation etdéveloppement des attitudes
solidaires et coopératrices dans le cadre de I|deatvité, de [I'esprit
communautaire qui s'appuie sur I'idée de solidaritée comme option pour la
participation collective des individus dans le @ddes groupes et des
communautés auxquels ils appartiennent.

Les droits de 'homme et la culture de la démoerdbivent étre appris, et
I'apprentissage exige de I'effort de la part daey@ns et des formateurs. Il existe
des notions-clés qui illustrent le cadre de réféeesmquel se rapportent les efforts
d’instruction: la liberté, I'égalité, la participah, la responsabilité, la solidarité
(nous retrouvons toutes ces notions dans les plEgeprogrammes curriculaires que
nous exposerons dans I'un des chapitres suivaBis)éme temps, I'éducation
pour citoyenneté dans une société démocratiqueagprache de I'éducation
multiculturelle et interculturelle, en tant que meayde valorisation positive des
différences, d’enrichissement réciproque par la ne@@sance d’autrui, par
l'intermédiaire des échanges et du travail colfdotidé sur le respect réciproque.
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Le passé et la tradition sont restés une dimetirssoiffisante pour la Iégitimité
de l'identité d’'une personne, d’une institutionddun peuple. Les stéréotypies sont des
croyances restées a la limite du cliché. Elles psiggmt sur des raisonnements
aprioriques, vieillis, souvent arbitraires, sur sgchéma simplifié de la pensée que
l'individu utilise a cause d'un refus de connaitfebserver et de comprendre ce qui se
passe en fait. Toutes ces stéréotypies, forméantdarprocessus de la socialisation, se
retrouvent dans la fagon d’agir et dans les ag#lehvers l'autrui.

Ces mentalités doivent étre changées a l'aide chutain type d'éducation,
ce qui signifie comprendre et vivre la citoyennet@que jour, conformément aux
exigences du moment, mais aussi tenant comptetdu fta formation pour une
citoyenneté démocratique représente une initiatien I'individu aux valeurs
universelles: le bien, I'égalité, la liberté. A aed’ajoute le fait que les droits de
’lhomme sont des valeurs et attitudes qui peuveverir des comportements
effectifs seulement a travers I'éducation.

Les développements théoriques de cette questilms elémarches pratiques
demandés sont contenus dans le syntagBdueation pour une citoyenneté
démocratique. En premier, il faut remarquer le changement eespective: le
passage de I'’éducation civique a I'éducation pawr citoyenneté dans une société
démocratique, bien que les matieres destinéesréatigation permanents soient
appelée£ducation civiqueou Culture civique Pourquoi a-t-on eu besoin de ce
passage? La réponse se retrouve dans le documenisulaires: «L'éducation
pour citoyenneté dans une société démocratiquésepte un des objectifs les plus
importants de n'importe quel systéeme d’enseignerdant pays qui a choisi cette
forme de régime politique. Celle-ci ne peut paseetloit pas étre confondue avec
la simple éducation/ instruction civique, préseatssi, d‘ailleurs, dans le contenu
de l'activité des écoles appartenant aux systeotabtaires et reconnaissable dans
la période communiste de I'histoire récente de tarRanie, sous des diverses
formes, & partir d’'une discipline commeQanstitution de la Roumanigisqu’aux
heures d’éducation civique/information politiquejequ’aux messages idéologistes
des autres disciplines.» (D. Georgescu, 1999, @). Bden s(r, éducation pour une
citoyenneté démocratique ne se réalise pas dawesld'éseulement & travers
I'Education civiqueou de laCulture civique mais aussi en s’appuyant sur d’'autres
disciplines:Philosophie Sociologie Histoire etc.

2. L’identité de I'éducation pour une citoyenneté émocratique

La faible information des gens, I'indifférence atrlon implication dans la
vie publique peut constituer a n'importe quel motre@m’importe quel endroit une
menace pour la démocratie. C'est pour cela quaiddiion pour une citoyenneté
démocratique est devenue une priorité des polsigeeucatives et un domaine
d’intérét général. Nous pouvons affirmer que la démtie et la citoyenneté
démocratique sont inhérentes a I'éducation, d’aésllte que I'’éducation pour la
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citoyenneté démocratique constitue déja un objectiinmun des systémes
éducatifs de toute I'Europe. A part les démarchasiaulaires entreprises dans
'enseignement, de nombreuses organisations, mag des militants indépendants,
essaient de faire bouger leurs propres initiativas, proposant des solutions
centrées autour de la responsabilisation, autonettiactivité des individus.

L’éducation pour une citoyenneté démocratique rejysarait comme un
ensemble de pratiques et d'activités dont le ppedcbut est la formation des
jeunes et des adultes en vue de participer activeada vie démocratique, par
I'acceptation et la mise en pratique des droitdest obligations (responsabilités)
envers leur société. De toute facon, ce possilfiaitién doit étre complétée avec
plus de spécifications importantes. L'éducationrpme citoyenneté démocratique
n’est ni une discipline scolaire, ni une autre\di&iprévue dans ne curriculum, ni
un domaine de connaissances, ni une forme d’astioiale, ni un type d’éducation
synonyme de I'éducation des droits de I’homme, '@dukation politique ou de
I'éducation des élites, mais un objectif majeur getitiques éducatives, congu
dans la perspective de l'apprentissage continuefjuetsubordonne toutes les
dimensions antérieurement énonceées. Il est clail’§ducation pour une citoyenneté
démocratique couvre et dépasse tous ces aspetitsins (C. Birzea, 2000).

Celle-ci a sa propre identité et un contenu opsmagl qui résulte de
l'intégration de trois termes génériques: éducatiaritoyenneté — démocratie. En
fait, il s’agit d’'une triade spécifique aux plusisactivités éducatives, a une grande
variété d’expériences que les gens vivent indépandant de leur age, institution
ou milieu d’apprentissage.

En comparaison avec d’autres termes analoguesegtrent liés (éducation
civique, éducation politique etc.), I'identité déducation pour une citoyenneté
démocratique est consacré par le terme intégraeuéférence: «la citoyenneté».
Autrement dit, en tant que résultat de cette id&nti'éducation pour une
citoyenneté démocratique signifie I'apprentissagecdmportement démocratique
a travers une diversité d’expériences et pratigoegles. Il s'agit d’'un systeme de
pratiques éducatives et de situations d'appremfissksponibles durant la vie de
chacun, destinées a apprendre les individus, lespgs et les communautés, les
moyens par lesquels ceux-ci peuvent participevactent a la vie sociale.

3. Le but de I'éducation pour une citoyenneté démoatique

L’éducation pour une citoyenneté démocratique ancerout la formation et le
développement chez 'individu des compétencegdafipouvoir participer d'une maniére
active a la vie publique. Celle-ci suppose noneseaht savoir mais aussi apprendre a
vivre & cOté des autres, apprendre a exister,ragneré agir et apprendre a faire. Chaque
individu doit étre son propre bénéficiaire, afinpieivoir comprendre que la démocratie
ne apparait pas et ne se développe pas toute Setie.derniére dépend en grande
mesure de l'apport de chacun. L'implication de tdes citoyens peut favoriser
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lapparition de bons résultats, en matiere d'effiés publique et personnelle, de
prospérité économique, de droit social et de ntérali

En perspective éducative, la formation des indsigaour une société
démocratique signifie non seulement [l'acquisitioes dconnaissances sur les
mécanismes de la démocratie, mais aussi la formdtonouvelles compétences et
attitudes, qui transforment un certain comportengenprocessus de construction et
reconstruction, ce qui n'est pas facile a réaljzgisque on entre dans un domaine ou la
tradition joue un réle important. L'éducation p@itoyenneté démocratique promut la
culture de la démocratie, le répartition des resabifités, I'intercompréhension, la
tolérance et le achevement pacifiste des confBss objectifs majeurs sont la
transmission d’'un systéme des valeurs (pluraligesejroits de 'hnomme, coopération,
participation, tolérance, respect), la formatiomn@ capacité a dialoguer, a changer et a
prendre des décisions responsables, la format®attiides positives et aussi d’avoir
des responsabilités au sein de la communauté, ide fi@uve de solidarité et de
confiance réciproque, de témoigner d’une certdma@kilité en relation avec les autres,
de respect envers la culture des autres, de trauwersolution non-violente aux
situations problématiques etc.

Dans I'école, les enfants se familiarisent avec diféérents moyens
d’intégration dans la communauté, en se rappoantinuellement aux valeurs
comme la tolérance, la solidarité et la respongéblla voie normale de la vie et
de l'activité des écoles, en temps qu'institutiagrdice auxquelles les éléves
acquiert les normes fondamentales, devraient siagpsur la valeur de la liberté
individuelle, qui ne doit pas limiter la liberté dautres. Une prémisse essentielle
pour la participation aux processus démocratiquesaessi constituée par le
développement de l'esprit critique, du pouvoir décigion, et du jugement
autonome. Indifféeremment des niveaux d’étude, léest percue comme I'endroit
ou se crée et se forme un publiqgue démocratique.

Une éducation de qualité suppose que les élewpsrant des habilités de
communication, de relation, d’action civique et,n@&lement, des habilités
nécessaires a I'existence dans une société del§mecratique.

4. Les exigences pour le pratique éducative

Discuter de I'éducation pour une société démoauatigignifie, en fait,
trouver des justes réponses aux questions du typans: Comment influencent les
valeurs, les significations et les principes assoca l'idée de citoyenneté
démocratique l'orientation générale de I'éducatiQuiel type de effets ont-elles sur le
Curriculum scolair® Comment s’adaptent-t-elles dans la pratique éduceelle?
Quels sont le contenu et la méthodologie qui ddiv&me présents dans les
programmes curriculaire des matieres scolaires? €aide potentiel d’instruction
des activités complémentaires au curriculum? Cormnsemt développés les
modeles de management scolaire, spécialement g@ai @®ncerne la participation
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des enseignants, des parentes, des éleves ettoesrmambres de la communauté
a la prise des décisions ayant trait & la réatinatie I'éducation? Comment se
réalise-t-elle I'éducation pour la citoyenneté démtique dans le cas des adultes?

Malgré le fait que I'éducation pour une citoyenaetémocratique doit
constituer une constante qui caractérise tousitlegens et une grande partie des
institutions de la société, I'école aura sans aulnurte le role essentiel. Son devoir est
de contribuer par 'intermédiaire des moyens sjagat a la promotion des valeurs et
des pratiqgues démocratiques, dont la présencepasstssurée d’avance dans le milieu
extrascolaire. Pour former les gens a tenir téte attentes et aux provocations
complexes de la société contemporaine, les patidgaucatives devraient:

a) développer le curriculum formel se rapportant ad@ation pour une
citoyenneté démocratique par l'introduction de<igignes distincte,
des sujets interdisciplinaires ou des programmeégiés;

b) attirer toutes les institutions qui ont un rélenfatif afin de mieux
atteindre les objectifs spécifiques a I'éducatioourp une société
démocratique;

c) diriger le systeme d’enseignement tout entier gersaines valeurs: les
droits de I’'homme, le pluralisme politique, I'ordile droit etc.;

d) développer chez les jeunes les capacités essestiglur exercer la
citoyenneté démocratique, spécialement les droilsseresponsabilités,
les aptitudes sociales, de communication, de [jaation a la vie
publique;

e) promouvoir I'éducation pour une citoyenneté démiqua a I'aide de
I’ethos scolaire, du curriculum informel ou cach#ais aussi a l'aide
des liens avec le milieu social;

f) faire de I'école un moyen de lutte contre la vicken contre la
xénophobie, contre le racisme, contre le natiomaiagressif et contre
l'intolérance.

La faible information des gens, l'indifférence atron implication dans la
vie publique peut constituer a n'importe quel motem’importe quel endroit une
menace pour la démocratie. C'est pour cela quaiddiion pour une citoyenneté
démocratique est devenue une priorité des poligigghucatives et un domaine
d’intérét général. Nous pouvons affirmer que la dématie et la citoyenneté
démocratique sont inhérentes a I'éducation, d’'aésllte que I'éducation pour la
citoyenneté démocratiqgue constitue déja un objectiimmun des systémes
éducatifs de toute I'Europe. A part les démarchasiaulaires entreprises dans
I'enseignement, de nombreuses organisations, mas des militants indépendants,
essaient de faire bouger leurs propres initiatives, proposant des solutions
centrées autour de la responsabilisation, autonentiactivité des individus.

En tant que critere nécessaire a assurer la uddihs I'enseignement,
I'éducation pour citoyenneté démocratique introddé nouveaux indicateurs,
comme, par exemple, la diversité, la participatilenmanagement orienté vers
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certaines valeurs, les aptitudes sociales, le manigt et les responsabilités
partagés. Dans cette perspective, les instituti@rseignement devraient:

a) considérer la décision prise de facon démocratiguenme une
dimension majeure de chaque forme de managementatidu
(encourager y compris la participation effective é&ves aux processus
décisionnels);

b) inclure les droits de ’'homme comme une pratiquerante dans toutes
les activités scolaires;

c) assurer un passage de I'enseignement réactif aeigmement dirigé
vers soi-méme, qui laisse la priorité aux respaiigbassumées, a la
conscience de soi, a la créativité et a la motwvaéfin de continuer a
apprendre;

d) aborder de fagon constructive I'enseignement, qigsé priorité a
I'expérience personnelle des éléves;

e) tenir compte des résultats des activités d’éducafiomelle et non-
formelle;

f) promouvoir un systéme de responsabilité multipieant les autorités
locales, la société civile et la communauté;

g) inclure I'éducation pour citoyenneté démocratiqaesdles programmes
de formation initiale et continue des tous les Emsats.

Dans la perspective des comportements et desomdatjui s'établissent
entre les individus, dans une société démocratigugrand nombre de disciplines
attirent I'attention sur le développement des campees qui rendent possible le
dialogue, la participation et la responsabilitéatuau contenu, les cing dimensions:
politique, juridique, sociale économique et culligreoccupent, bien sir, la
premiere place. La compréhension et I'habitude rditigent vers de nouvelles
compétences pour lesquelles nous avons besoin a#itdn et de formation.
Indifferemment de domaine ou de contenu, toute€iedes récentes soulignent
limpacte formatif provoqué sur la personnalité déleves ou de ceux qui
apprennent tenant compte des méthodes activegagtites), qui nécessitent,
découverte, esprit de recherche, responsabiligxgdrimentation rigoureusement
structurée et réalisée.

Bien sdar, I'’éducation pour une citoyenneté démdguat ne se réalise
seulement grace a I'étude des disciplines contedaes leCurriculum formel La
formation d’'un citoyen apte a l'exercice de la démtie est une exigence
éducative fondamentale qui peut étre réalisée daecole organisée en fonction
des principes démocratiques. Une école de telte slmit offrir un milieu propice
au développement de la capacité des éléves decipartiau processus
démocratiques, et I'effort qu’il dépose dans cesdame se réduit pas a ce qui est
prévu dans I€urriculum formel Nous pouvons affirmer qu’il existe trois moyens
de réalisation de I'éducation pour citoyenneté d&atique:
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a) les lecons proprement-dites, par lesquelles sesedall’enseignement
et I'apprentissage des disciplines qui ont desatifgecaractéristiques
a la société démocratique;

b) les moments, les endroits et les occasions poutinidatives des
éleves, en dehors des activités d’enseignementgrent dites;

c) la vie scolaire quotidienne et, plus précisémentiets les situations
crées par I'école en tant que milieu social, avescregles collectives,
les conflits interpersonnels, les moments et legasions de
coopération etc.;

Par la multitude d'interrelations qu’elle crée &tnsile, ce type d'éducation
favorise un apprentissage qui s’étend au dela direcéormel des activités
curriculaires. Toute la structure organisationndiel’école est déterminée par son
réle essentiel, la réalisation du processus instréducatif. Mais celle-ci exerce
les influences éducatives sur les éléves tant gi@ors directes, intrinséques au
processus instructif-éducatif, que, par des acfimlieectes, comme, par exemple, par
l'intermédiaire du milieu scolaire, des activitéaracurriculaires, I'organisation et
la valorisation du partenariat avec d'autres fastéducatifs.

Autrement dit, I'école qui aura plus de réussitem elle qui implique de
fagon permanente les éleves dans des activit&sesfies non seulement au niveau
individuel, mais aussi au niveau collectif. Elleitdétre percue comme une
communauté ou I'on peut apprendre le comportemémtodratique, ou les éleves
se familiarise avec de différentes fagcons d’intégradans la communauté, en se
rapportant continuellement aux valeurs comme léramice, la solidarité et la
responsabilité. La voie normale de la vie et detihé@é des écoles, en temps
guinstitutions par l'intermédiaire desquelles aégent les normes fondamentales
de comportement, devrait s’appuyer sur la valeutadéerté individuelle qui ne
doit pas limiter la liberté des autres. Une cowditfondamentale pour participer
aux processus démocratiques est représentéeqiardi®ppement de I'esprit critique,
du pouvoir de décision et de la pensée autonontiffdremment des niveaux
d’étude, I'école doit étre percue comme I'endraitse forme un public démocratique.

5. Conclusions

L’éducation pour une citoyenneté démocratique géd mise en pratique
par diverses formes et modalités, celle-ci repr@segnen fait, une action soutenue
dont les origines doivent étre cherchées en enfannforcées surtout a l'aide de
I'école. La modalité implicite par laquelle les V& sont formés en tant que
citoyens actifs et responsables concerne tousaeeurs et tous les aspects de
I'école, qui peuvent jouer un role formatif impartaméme si leur action est,
parfois, diffuse ou sans aucune intention claimesdze sens-la.

On pourrait dites que I'éducation pour une citoy@Bndémocratique se
réalise par l'intermédiaire de la disciplines sitels par participation démocratique a
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la prise des décisions dans la classe (école),gthos scolaire ou par le discours
involontaire de la communauté scolaire: I'atmosphé sous-conscient de groupe,
les symboles dominants, les modalités de partager donnaissances etc.
L'association des éleves en vue d'organiser I'@#gtigcolaire et la récompense de
leur initiative en ce qui concerne le déroulemesd dctivités extrascolaires sont
capables de créer un cadre scolaire favorable acamportement de type

démocratique. En fait, la réalisation de I'éducatipour une citoyenneté

démocratique implique la coopération des tous iksux d’enseignement qui forment

le contexte scolaire. La dynamique interne de cattemunauté d’apprentissage
représente une prémisse, a travers les conditiffestes, de la responsabilité

individuelle et collective.
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LEARNING HOW TO LEARN: ABOUT LEARNER AUTONOMY

BIANCA BRETAN

ZUSAMMENFASSUNG. Die Autonomie innerhalb des Lernprozesses wuide e
Zentralthema der Ausbildung. Das Ziel dieser neliemdenz ist die Vorbereitung
der jungen Leute zum Lernen wahrend des ganzennketsogar nach dem
Verlassen des Einrichtungsrahmens der Schule oder Bakultdt. Im
Zusammenhang des Unterrichtes der Fremdspracheomipetk das autonome
Lernen eine besondere Bedeutung, weil die im Psoe®ingezogenen Personen
sich zum Kommunizieren innerhalb einer weiten rimdgonalen Umwelt vorbereiten.
Aus diesem Standpunkt wurde das autonome Lernerd&inZentralziele der
sprachlichen Politik, die vom Europaischen Rat gidit wird. Die betreffenden
Fahigkeiten beziehen sich auf die Gewandheitenldesenden seine Ziele zu
bestimmen und zu erfillen, seinen eigenen Fortselirmonitorisieren und bewerten.

Schliisselwérter autonomes Lernen, Lernart, Uberlegung, Strategidanung,
Bewertung.

The issue of learner autonomy is not something inetlhie area of foreign
language learning (FLL). However, in our countrg ttoncept is making its first
steps as many teachers have never experiencedderang attempts to implement
it. The article tries to bring into discussion timeaning, the components and the
goals of this particular trend in education.

Autonomous language learning projects have beeregilfrom the early 90’s by
schools in Derbyshire, Britain (T.Lamb&T.Smethan98p and by Helsinki
University (Kjisik &Nordlund1996) with successful results. In 1997 the European
Center for Modern Languages of the Council of Eerdpok the initiative of
organizing a workshop_éanguage and Culture Awareness in Language Learning/
Teaching for the Development of Learner Autonomy) with the aim of setting up an
international network able to produce and testgamice and in service teacher
training modules implementing learner autonomy.

The event was a recognition of the importance tiatCouncil of Europe
gave to the whole concept of learner autonomy. Afiog to European Union
standards “learners are expected to carry the nsgpbty for their own learning,
to negotiate and cooperate with each other and thiéh teacher in selecting
objectives and ways of achieving them, sharing Kadge, experiences and
feelings while respecting the individuality of otheand learning to monitor and
evaluate their own progress.”(Camilleri 1997:5).
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Robert M. Smith in his book “Learning How to Learf1983:17) names the three
components of the “learning how to learn” idea@®vs:

1. learner’s needs ( what they need to know and be tabtlo for success in
learning);

2. learners’ learning styles ( a person’s highly indiialized preferences and
tendencies that influence his/her learning);

3. learners’ training (organize activity or instructido increase people’s
competence in learning).

In present-day language education, learner's naeglgentral. The learner centered
curriculum provides opportunities for students &gotiate with their teacher the
context of the learning becoming responsible feirtwn linguistic development. In
this sense, the learner’s role is described astfzaperson who is: (Camilleri 1997:26)

» interested in his/her learning process;

» eager to participate in discussions;

* happy to interact with other learners;

» respectful of other persons’ ideas;

» able to accept correction from the teacher andoilates;

* able to plan her/his learning;

» able to evaluate the learning process and thetsesul

The second component, learner's learning styleanigvaluation of how different

individuals in a class like to learn best. Thisisimportant precondition for learner
autonomy as teachers should be able to use ayvafistrategies in order to meet their
students’ needs. Nun@Nunan 1989:51) categorizes learners into fourggou

1. Concrete learners: those who like games, pictuikss, video, using
cassettes, working in pairs.

2. Analytical learners: those who like to study grammaad books and
newspapers in English, find their own mistakes,knar problems.

3. Communicative learners: learn by watching, listgnio native speakers,
talking to friends in English, using English out @éss, and learning by
conversation.

4. Authority oriented: prefer the teacher to explaiergthing, like to have
their own textbook, write everything in their notell, learn by reading,
and learn new words by seeing them.

Many teachers don't feel comfortable preparing mialtefor all four categories of
learners but theory suggests that they shouldngigtudents more opportunities
for learning and demonstrating their knowledge.
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In this sense, language teachers have a very iampodle as they prepare students
to be able to continue learning after the end efctburse. They need to use a variety of
techniques to lead the learner in three direci{bickinson & Carver 1995:2):

To know how to continue learning a language (madtumgical preparation);
To develop self confidence in their ability to woridependently of the
teacher (psychological preparation);

To be given practice in taking responsibility foeit own learning (practice in
self-direction).

Dickinson and Carver also examine the three aspeetsioned above:
1. Methodological preparation. The goal of this kind of preparation is to raise

learner’s interest towards learning techniqueslanduage description. In
order to achieve it students are supposed to bedamdiar with the
terminology used in grammar books and dictionat@$e able to analyze
structures, notions and functions, to become awérthe objectives of
different units in their textbook and the objecsivef the course.
Consequently, they should develop planning andrézgéon skills. They
should be encouraged to select materials, to dggrtbeir learning
problems and to take steps in order to improvesituation.

Psychological preparation. The goal here is to provide students with self-
confidence. The first step a learner should take enlarge his perspective
on the outcome of education, perceiving it as @ Iprocess for acquiring
knowledge rather than a standard process basedhenrelationship
learning-evaluation. Then, students should devs#dipmotivation and adopt
strategies to direct their own learning. This wtiey become aware of
their own learning problems and will be able to itam their own
progress.

Practice in sdf-direction. This kind of practice could be provided during th
language classes. Teachers can give pupils opfi@suior making decisions
about when and where they perform certain leartasgs. They could also
give pupils opportunities to gain independence ftbom teacher. Practice in
self direction could be done by integrating sonehneues for promoting
autonomy in the existing language teaching prog&ome examples:

» Self-correction. Could be done after a written gresient, peers
exchanging notebooks and correcting each othemsser

* Variable pacing. Could be achieved when the teadjiees
compulsory plus optional tasks in heterogeneoussekm with
students with different levels of abilities.

*  Group work.

* Project work. A process by which students gathet arganize
information without teacher’s intervention.

13¢
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* Trouble shooting sessions. Sessions in which learree
encouraged to talk about their learning problemisigs they find
difficult, activities they enjoyed/disliked.

» Extensive reading and listening with choice of maleand activities.

» Use of pupil teachers where pupils are used tditeach other.

» Sharing objectives. Pupils are involved in orderihg objectives
of a lesson.

The techniques suggested by Dickinson and Carverlgarners different levels of
autonomy, in the same time they bring a changehe relationship between
teachers and learners: together they build a pattigein which they are assigned
new roles. The teacher should use teaching stemtetiat promote interaction
among students in order to encourage communicadiah create a pleasant
atmosphere in the classroom.

Douglas H. Brown offers some suggestions of inteadechniques that

could be used in the classroom in order to helgesiis to develop their own learning
styles and strategies (D.H. BrowiBsilding Srategic Techniques 1994: 201):

1.

14C

To lower inhibitions: play guessing games and comigation games; do
role plays and sing songs; use group work; have gtudents share their
fears in small groups.

To encourage risk-taking: praise students for ngkincere efforts to try
out language; use fluency exercises where errersar corrected at that
time; give outside-the-class assignments to speakite.

To build student’s self-confidence: tell studentpliitly that you believe
in them; have them make lists of their strengthsytwat they know or have
accomplished so far in the course.

To help them develop intrinsic motivation: remirten explicitly about
the rewards of learning English; describe jobs teguire English; help
students to see rewards for themselves beyondnlesikam.

To promote cooperative learning: direct studentshire their knowledge;
play down competition among students; get your sclés think of
themselves as a team; do group work.

To encourage them to use right-brain processing:nusvies and tapes in
class; have them scan and skim passages; do weakfl exercises where
the object is to get students to talk a lot withioeiing corrected.

To promote ambiguity tolerance: encourage studentsk you and each
other, questions when they don’t understand somgthkeep your
theoretical explanations very simple and brief;| dgth just a few rules at
a time; occasionally you can use translation tdafgla word or meaning.
To help them use their intuition: praise studewotsgood guesses; do not
always give explanation of errors-a correction wdoé sufficient; correct
only selected errors, preferably those that interfeth learning.
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9. To get students to make their mistakes work fomthape record student’s
oral production and get them to identify errors; $éudents catch and
correct each other’s errors, encourage studentsatce lists of their most
common errors and to work on them on their own.

10. To get students to set their own goals: explicilycourage or direct
students to go beyond the classroom goals; have thake lists of what
they will accomplish on their own in a particulaeek; get students to
make specific time commitments at home to study l#mguage; give
“extra credit” work.

As a conclusion, autonomous language learning igpassible if it is not
carefully prepared from school. The role of theckes is very important as he/she
is the one in charge with implementing techniquesamh to guide pupils in this
direction. In this sense, the teacher’s role iscdesd as that of a facilitator, co-
participant, advisor, encourager, monitor, resoupeeson and patient person
(Camilleri 1997:26). Also, the teacher should bkedb use a variety of strategies
meant to guide pupils towards learning autonomoudly their turn, students
should learn how to develop their own effectiveledyand strategies, investing
time and effort in learning a foreign language. éntral principle of the FLL
theory is intrinsic/internal motivation. Last bubtnleast, reflection is also an
important part of the process. Learners shouldabght to keep learning diaries
that record observations and reflections connetbetheir learning experience.
This way they gain greater confidence to devel@ir tlearning potential.
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LA STRUCTURE COMMUNICATIVE DU COURS DE RELIGION
NICOLETA MAR TIAN"

ZUSAMMENFASSUNG. Das Prinzip der Kommunikation im Religionsuntehtic
Der Ubergang von einer auf den Lehrer konzentri€églagogik zu einer, die sich auf
eine kommunikative Struktur stitzt, ist wesentliteimit der Religionsunterricht in
der gegenwartigen Gesellschaft seine Ziele erreicht

Mit der Padagogik Jesu als Beispiel, einer kommatifen Padagogik
schlechthin, muss der Religionslehrer seinen Uictgrivom Prinzip ausgehend
unternehmen, laut dem der Lehrer und seine Kers&rim Dienste des Schilers
stehen und nicht umgekehrt.

La prémisse

La société roumaine actuelle est une sociétéamdgrmutation tant au point
de vue politique, culturel, économique, qu'en ce qgoncerne les relations
interhumaines. On constate chez les gens un de&sefdire un systéeme nouveau de
dialogue dans le cadre de leur société. Et cetzegpravant les relations et les paroles
ont souffert des détournements de leurs réaliths. garait marquée de maniere
déterminante par un ensemble de questionnementstogunent autour du
fonctionnement de la communication comme aspedadgarole mais bien aussi
comme maniére d'entrer en relation avec l'autié&ee reconnu en tant que tel.

Le contexte et les conditions extérieures de d¢ation religieuse sont
évidemment trés importants pour comprendre lesi¢atins méthodologiques dans
I'enseignement religieux. Car, il n'y a pas de wa¢hsans contexte, et chaque
méthode exprime un type déterminé de relations memade communications. Il
vaut donc la peine de s'interroger plus en profonder les implications de cette
communication dans le cours de religion.

En général, la communication dans le cadre pédqg®gu cours de religion
gréco-catholique se résume a une communicatiagtutitsinalisée. Il manque l'aspect
d'une rencontre entre l'enseignant et l'enseigroe jpa'il y a cet enfermement dans le
monde écolier et le cours de religion est percunsertes autres disciplines, toujours
dans la méme structure. Or, la communication dam®imaine religieux touche a la
dimension intime, personnelle, cachée ou enfouielacun des participants, en
chaque éléve. Cela ne veut pas dire que l'ensedreraligieux doit devenir un
entretien spirituel. La pédagogie de communicatians le cours de religion doit
demeurer compatible avec le cadre scolaire. Lescdarreligion est un cours a part

" Catedra de Didacticatiinselor Socio-Umane, Universitatea "BabBolyai", Cluj-Napoca
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entiére au sein de I'écdle; il lui faut donc regoardes pédagogies qui sont celles de
I'écble. Il doit étre compatible avec le régime laice, mais tout en gardant la
spécificité d'un cours de religion.

Il'y a certainement des réles, des attentes etetlfons humaines clairement
définis. L'ensemble de ces roles provoque des tegtextérieures et intérieures
spécifiques, avec des activités particulieres ajehadle. Le professeur de religion
enseigne, les éléves apprennent. Mais, on ne pewtrgiment dire que cette éducation
religieuse se situe dans le cadre d'une struatunencinicative correspondante.

Une structure communicative présuppose une itienaain feed-back, une
certaine réciprocité plus générale et plus complgwe linformation ou un
enseignement d'instructibnLe cours de religion doit &tre plus qu'une simple
information ou instruction. Ainsi, une éducationigieuse doit s'appuyer sur des
méthodes d'interaction et de communication dangatgt-vient entre les professeurs
de religion et les éleves.

A limage de I'école, I'enseignement religieuxsy essentiellement frontal:
d'un c6té le maitre qui détient et dispense leisal® 'autre les éléves braqués sur lui
afin d'écouter et d'enregistrer. Les rapports smtmémes qu'auparavant, dans un
sens unique: le professeur occupe la position feutéléve la basse. On voit que le
but de cet enseignement de haut en bas est lanissen d'un savoir religieux qui
tient en une dogmatique et une éthique élémentairds foi est "un sac & dogmes"
que I'éleve doit assimiler pour étre dans le vrai.

C'est une transmission selon le principe déduetifrofesseur s'efforcant de
faire passer le message aupreés des éléves paoglespédagogiques traditionnels.
Les éleves, comme sujets principaux de I'enseignienngportent finalement peu. La
révélation est elle-méme pensée comme révélaticicale, et cela comme une
conséquence de la méthode utilisée. Méthode quiréee aucune attention aux
interactions réelles et inévitables qui se prodtidans toute communication.

Dans la société actuelle en profonde transformat® modéle cesse d'étre
pertinent. Mais cette persistance est a mettrergi@néent sur le compte des angoisses
des professeurs a la perspective d'un changemeénimglique une tout autre
responsabilité et une tout autre maniére de peirdegaelations avec les éléves.

La structure communicative reste celle d'une comoation de haut en
bas qui veut transmettre purement et simplemeragégons de celui qui enseigne
(semblable a l'opération de déverser des idées ldaté&te d'un autre). Tout le
fonctionnement du pédagogique s'insére dans unguegle pure transmission du
savoir.

De son c6té, le cours de religion est un coursare ou I'éléve n'a pas trop la
possibilité de développer des attitudes et de gralaths sa foi. Il reste un étre qui
s'adapte & la réalité bien plus qu'un sujet gtiassforme, sa capacité participative étant

1 Voir C. CUCOSPédagogieEd. Polirom, lasi, 1996, le chapitre concernasblmmunication didactique.
2p.L. DUBIED, Apprendre Dieu a I'adolescendggeneve, Labor et Fides, 1992, p. 59.
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réduite au minimum et son sens critique presquenébBar la suite, il est nécessaire que
le cours de religion passe d'une pédagogie ditistnia une pédagogie communicative
qui met au centre I'éléve. Toute la pédagogieise@at concernée par ce changement.

C'est pour approfondir et mettre en oeuvre cesppetives que nous allons
nous arréter maintenant a la pratique communicdtv@sus telle gu'elle se manifeste
dans I'Evangile. On y verra, par divers biais, camindésus lui-méme communique et
comment, pédagogiquement, il fait passer sesaatgdurs a l'ordre de la rencontre et
de la reconnaissance.

La dynamique pédagogique de Jésus

A la fin de notre analyse, nous avons vu quedignement religieux suit un
schéma qui va de haut en bas et qui se réduisioypiement a une transmission de
contenu. Le projet pédagogique, c'est-a-dire laiégnamle faire affleurer le contenu,
est, dans une méme logique didactique, d'une ningportance. L'accent est mis
sur le savoir du professeur et c'est cela qui ceteblus.

A partir de ces constatations, notre réflexionolibgique veut faire une
approche de I'enseignement de Jésus dont l'apportl@ pédagogie d'aujourd'hui
nous semble pertinent. Et puisque sa pédagogitepa’sseulement une pédagogie de
la révélation mais une pédagogie rév&léejourd’hui, on a tout intérét a considérer,
dans l'annonce de la foi, la pédagogie de Jésusieame référence fondamentale.

Pour illustrer cela nous avons choisi le récitn@dique: "L'entretien avec
la samaritaine" (Jn 4,1-42)On abordant ce récit, on va essayer de dégager de
constantes qui peuvent nous montrer la maniere s a fait de cette rencontre
un véritable moment pédagogique. Notre grille dedil pour ce moment n'est pas
exégétique au sens historico-critique du terme.r Ruoettre en évidence les
caractéristiques de la pédagogie de Jésus, nous avivilégié le texte lui-méme.
La rencontre avec la samaritaine, nous I'avonssamgés essentiellement comme
des outils pédagogiques a l'usage d'un Messie pgdagmais en n'oubliant pas
leurs visées théologiques.

Dans ce chapitre de Jean, nous rencontrons unedeta Samarie. Le texte
opére un changement de la foi de cette femme atgiéce a la rencontre et au
dialogue avec Jésus. Ce qui étonne dans ce dialogsela gradation de celui-ci, a
travers quoi la samaritaine va passer de l'étonmeme désir, puis du désir a
I'adoration puis a la reconnaissance du Messig etlle-ci au témoignage devant les
gens de Sychar (v5)

3 Cf. B. WIAME, Pour une inculturation de I'enseignement religiéoll. Théologies pratiquésBruxelles,

Lumen Vitae, 1997, p.141.

4 Cf.B. SESBOUEPédagogie du ChrisParis, Cerf, 1994, p. 7.

® Nous utilisons le texte selon la version TOB.

6 Cf. P. MOURLON BEERNAERTMarthe, Marie et les autres. Les visages fémininbEvangile(coll.
Ecritureg, Bruxelles, Lumen Vitae, 1992, p.145. 145
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La samaritaine vient avec son expérience et staitd. Elle vient avec sa foi
qui surgit au fil du dialogue. Une foi qui subiteutransformation. Car Jésus se réveéle
a elle d'une maniere profonde et personnelle. €'ele que Jésus dile suis (v.26)
avec tout ce que cela suppose. On voit que cegtélience de cette femme, son
dynamisme intérieur qui permet de sortir le messageévele le Nom.

Si Jésus assis au bord du puits prend l'initiatleedemander a boire & une
femme qui vient puiser de I'eau en plein midi, totpsil a vraiment soif. Il a soif
d'entendre cette femme, d'écouter son expérielecerat dans I'expérience de celle-ci
pour vivre avec elle une transformation. C'est ldepédagogie de Jésus. Assumer et
entrer dans l'expérience de l'autre pour mieux fffleurer le message du salut. Et il
se laisse toucher par la vérité de cette femme)afin de I'accompagner dans son
changement et de l'aider femme a progresser darcheminement, dans l'accueil du
"don de Dieu" (v.10). Alors, I'eau gqu'elle chertltkins le puits se changera en source
de vie pour elle-méme. C'est la qu'on commencerp@andre quél'enseignement de
Jésus est si excellent que ce qu'il annonce dewengui I'accueille, la source du
breuvage de vie qui jaillira en lui, afin de luifatrouver tout ce qu'il cherch@"

Tout ce dialogue, que Jésus méne avec la femnaritane, est en effet un
récit de révélation dans la lumiere de midi et datismiére du salut proche que Jésus
lui annonce (v.21.23). Ce dialogue tres riche indigne progression de ré-vélation et
de dé-voilement. Le Seigneur le lui manifestelet\va le découvrir progressivement.

Ainsi, le dynamisme de cette femme, si extraoitindans sa recherche de
Dieu, permet a Jésus de lui signaler le don (\eil8pn identité (v.26). On voit que, du
coté de la femme, son image de Dieu s'ajuste pettit. Car, si au commencement
elle se questionne au sujet du "juif" (v.9), facella qui est samaritaine, elle parle
ensuite du titre de Seigneur (v.11), de la relaiompéere Jacob (v.12), de nouveau du
Seigneur (v.15) et du prophéte (v.19); on voit sulgitement elle se questionne sur le
Messie (v.25) et sur le Christ (v.29Mais le Seigneur va lui confier son identité la
plus profonde "Je suis" (v.26) et la femme couthemsiasmée pour partager sa
découverte afin que ceux de son peuple puisselardeciil est vraiment le Sauveur
du monde" (v.42).

Le désir et l'attente de cette femme ainsi voré &t pierre d'attente qui
permet a Jésus de l'accompagner dans sa progrgaslarconduit, pas a pas, dans la
confiance et dans la folLe désir profond de cette femme, désir accompalyme
certain doute qui la suit comme son ombre, congag a pas son élan, dans la
confiance et enfin dans la foi; elle sera vraim&amoin” (v.39) auprés des gens de
sa ville et trouvera les mots qu'il faut pour lesemer sans tarder au "Christ" qui lui
a dit tout ce qu'elle avait fait’.

70
Ibidem

8 Sources chrétiennedrigene. Commentaire sur Saint Jegome Ill, Livre XIIl, Paris, Cerf, 1975, p.43.

® Cf.P. MOURLON BEERNAERTOp. cit.,p.152.

10 |bidem,p.145.
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Jésus donc, exauce son attente et comble son @ésientre le Seigneur et
cette femme il y a eu un mystate communication et de communiane rencontre
profonde de personnes (profondeur qui n'a pasoétprise par les disciples qui en
restent au niveau de l'apparence socio-cultureilsi, ce n'est pas seulement la
femme - celle qui a vécu cette expérience - quagiorte la diaconie (le service) et la
qualité de témoin libérateur de son peuple.

C'est aussi Jésus qui se laisse toucher parcelfeviyre avec elle I'expérience
du dévoilement de son identité a un étre humaite groclamation des temps a venir
(v.35-38). La rencontre permet a Jésus et a cettent d'expérimenter le don de
Dieu. Pour la femme, ce don est la révélation dsdide pour Jésus <<c'est faire la
volonté de celui qui I'a envoyé et accomplir somoe>> (v.34).

On sent bien la démarche qui permet a Jésus desmtedre son
enseignement. C'est toujours dans les trois dimessjui lui permettent de ne pas se
limiter a dire un savoir fait mais bien de prenére compte I'expérience de son
interlocuteur, expérience qui va lui permettre denpncer le message et a partir de
cela, une autre maniére de vivre I'expérience. iAipsur la samaritaine cette
rencontre va transformer sa vie.

Cette rencontre est une expérience qui est vélautois par elle et par Jésus.
Cette expérience va permettre a la femme d'ajgsierimage de Dieu Pére et du
Messie, car c'est a elle que le Verbe se réveleJ&as lui-méme, se laisse toucher,
remuer aux entrailles par la vérité de cette fentthelle, de son c6té, de marginalisée
gu'elle était devient I'évangélisatrice de sorag#, témoin de la joyeuse annonce.
"Ainsi va le cheminement de la foi, d'humbles d&huin élargissement insoupgonné,
d'une rencontre fortuite a une grande page d'Evandiune possibilité interrogative
a une vraie profession de foi. Ceci est possibfeqigune "bonne terre" accueille le
grain du Semeur (v.36) et sa peine (v.38); ceréesug est celui qui séme, mais la
Samaritaine aussi a semé-.."

Du point de vue de I'enseignement de Jésus, knlgne pédagogique de ce
cheminement fait affleurer une démarche qui eatféi$ une expérience, un savoir et
une autre maniére de vivre cette expérience despmit du nouveau savoir. Dans ce
passage et a travers le dialogue avec la samarifdisus va plus loin dans son
message et, a la fin d'une progression, il sedainaitre'Je le suis, (Messie) moi qui
te parle." (Jn 4,26). Sa parole coule de source; il est Biine cette source qui se
révele a la femme a travers un enseignement nouveanu savoir dépasse les
habitudes et les idées recues (il est un Juif gdepvec une samaritaine; il a une
autre eau; il est plus grand que Jacob). Et I'expeg que la femme vit a travers ce
savoir lui permet de sortir d'elle-méme et d'afenoigner ce que la rencontre avec
Jésus lui avait appris. Mais ce n'est pas seuleladetnme qui vit une expérience
nouvelle, c'est aussi Jésus. Car lui se laissehépupar la samaritaine, par la
dynamique intérieure et le désir de celle-ci, dériui dévoiler son identité.

bidem p.155.
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En suivant cette démarche pédagogique nous popenasvoir que, pour
Jésus, I'enseignement ne se limite pas a une simplmission de contenu. Pour Iui,
l'initiation est a la fois une expérience, un savéé message a travers lequel quelque
chose se dit de Dieu, du salut, de la foi - et nna@iere de vivre I'expérience pour
faire affleurer le contenu. Et ceux qui regoiveatmoessage doivent se resituer par
rapport a lui et doivent faire un choix. lls chamigleur maniére de vivre. Car, si avant
de rencontrer Jésus elle ét@éns la solitude la samaritaine venait cherchau l&
midi, c'est-a-dire quand personne ne vient au)pligxpérience vécue avec Jésus et
son message lui redonne lintégration, et app@taaliveau le principe vital de la
socialisation. Elle fait le choix d'une autre maaide croire en lui. Cet exemple de la
pédagogie du désir montre a I'enseignant de religiee le désir nait et grandit par
une présence-absence, une proximité-distance,nios-séparation. Ainsi, de méme
que Jésus est la pour expliquer les Ecritures @aeiptes et puis qu'il disparait pour
laisser les disciples devenir acteurs, I'enseigrmmhain va comprendre qu'il est la
pour accompagner, mais le sujet principal, c'éene. Il doit faire désirer par I'éleve
son savoir et désirer venir & la rencontre de s&.ddne telle relation pédagogique
peut devenir ainsi, une relation qui permet a chatexister avec son désir et de
grandir dans ses rapports avec les autres.

Par nature, toute pédagogie est relationriélbeite pédagogie met en
relation au moins deux personnes: I'enseignant ‘ehseigné. Elle est donc
relationnelle. Pourtant, l'objectif pédagogique st'epas, généralement, cette
relation mais, a travers elle, la transmission dsavoir'. La pédagogie pratiquée
par Jésus a été par excellence relationnelleert tioujours compte de celui avec
lequel il établit la relation. Il le considére commn autre, comme quelqu'un qui a
une autonomie, qui a une expérience.

Au premier degré, la question du Christ permaiwtio une communication.
L'usage de ce questionnement est essentiellematiomael. Plus profondément, a
travers cette phrase interrogative, Jésus indigsenainterlocuteur que la présence
authentique de chacun des partenaires est un lgeéatadispensable pour que
s'établisse une relation porteuse de nouveautgueteson ou bien de compréhension).
Pour le professeur de religion la maniére de f@@&edésus est signifiante. Au lieu de
parler des "dogmes", Jésus est entré en relaten lag hommes, il leur a donné sa
parole, il a considéré leur expérience. De plugyal pas choisi comme chemin
pédagogique de disserter sur le Royaume de Diéuson propos. Car une instruction
frontale a propos des éléments essentiels de,laidmifierait pour l'auditoire que la
foi est un "sac a dogmes" qu'il suffit d'ingurgpeur étre dans le vrai.

Mais la pédagogie de Jésus a une autre dynantifjeette pédagogie peut
aider I'enseignant de religion a faire le déplacerda "langage a propos de la foi" au
"langage de la foi". Langage qui doit étre articulEautre et qui, a travers le nouveau
savoir, ouvre a une nouvelle expérietcar tout indique, dans I'évangile, que c'est &

12B. CHEVALLEY, La pédagogie de JésuRaris, Desclée, 1992, p.140.
14¢



LA STRUCTURE COMMUNICATIVE DU COURS DE RELIGION

ce niveau de parole responsable, de parole récipeotent engagée et risquée, qu'une
rencontre est possible, et une communion, et uisp@etive, un avenir et un amoti”

Mais le verbe permet au Christ de donner figdmses, contours, couleurs
et passions a ce qu'il entend réprésenter de dfdwaRt Jésus ne se contente pas de
communiquer, comme tout un chacun, avec ses pro8imes, au niveau didactique,

il emploie des termes simples qui introduisent rafetion simple avec I'étre avec qui
il parle mais qui n'est pas simpliste. C'est unelpaqui permet a Jésus de modeler
une révélation de Dieu qui nous le rend souhaitetigeoche.

Ce langage du Christ qui recéle l'attente infatéeDieu est un langage qui
opére a travers une parole responsable qui faitewt qui libére, a travers une parole
donnée et qui appelle. Sa pédagogie distille unahlec porteur de puissance
liberatrice dans le creuset de situations concr&as sa parole trouve en l'autre, en
I'expérience concréte de l'autre, sa force vitale vient s'adosser a un autre, a la
parole de l'autre. Elle oblige a étre soi-méme daesrelation avec l'autf&a parole
a un double accent de vérité: elle est le fruit'eepérience méme que Jésus fait de
Dieu, des autres et du monde, et elle fait faioelai qui I'accueille une expérience de
vérité sur lui-néme'™”.

C'est la logique par laquelle on découvre unettaion inédite entre croire,
devenir quelqu'un, donner sa parole, libérer, conienuLa parole du Christ n'est pas
seulement "langage qui communique”, mais parolecquimunie, met ensemble,
partage. Car la samaritaine a la suite de la pdml&sus veut aller chercher l'autre.
Elle devient témoin et entrent dans la communiote gtartage avec ceux de qui
jusque-la elle se sont cachés. Pour eux le mesdagent aussi un changement
d'attitude maintenant rendu possible.

Dans cette partie nous avons essayé de fairepprecae de la démarche
pédagogique de Jésus, dont l'apport pour I'ensamgmereligieux d'aujourd’hui dans
le milieu roumain nous semble pertinente. Car gapédagogie Jésus invite les
enseignants a observer quels procédés sont leleurgipour enseigner Dieu dans
notre temps.

Le récit que nous avons choisis nous montrentdpenpour Jésus l'initiation
est a la fois une expérience, un contenu et ume awdniére de vivre I'expérience,
maniéere qui fait affleurer le nouveau savoir.

Vers un modtle dapprentissage

A partir de ces considérations, ce que nous ponose vise pas seulement
sur la méthode, (nous tomberions ainsi dans ure axtréme), mais nous voulons
proposer un modéle pédagogique ou tant la méthoddegcontenu ont leur place
d'une maniere équilibrée. Et cela, car le counelilgion - en tant que communication

13].F. GREGOIREParler pour le meilleur et pour le pirelans Crefot-Recherches (Bulletin du Centre de
recherche et de formation théologiquéfidy Charleroi, 1991, p.21.

14B. SESBOUEpp.cit, p.26.
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et interprétation de l'expérience chrétienne trasesna telle personne et a telle
communauté concréte pour soutenir la croissansadei - peut étre défini comme
une action de communication. Dans ce cas, la paigpg@édagogique par laquelle le
contenu est organisé et actualisé en vue d'uneepddiicacité est essentielle. Il s'agit
du modele d'apprentissage. Cette pédagogie esitieBsment une pédagogie de
I'expressioft ou la parole est le moyen par lequel le savois'exprimant, s'élabore
et se structure. Ce modele pédagogique rencordreatieurs auxquelles les éléves de
chez nous (particulierement maintenant aprés urelmantré fort sur le savoir du
maitre) se disent trés attachés: I'échange etiantie. Ce qui importe ici, ce sont les
motivations de I'éléve a prendre en charge sa @rimpmation et les opérations qu'il
est amené & effectuer, pour s'approprier des @samaies et les mobiliser de maniére
créative. Car le modéle d'apprentissage est umadid@e d'appropriation active du
savoir (ou de savoir-faire) du sujet en formattén"

Ainsi, pour l'enseignant de religion comprendré eajeu facilite son
changement. En méme temps, il peut se rendre cajaptéout contenu est toujours
exprimé dans une méthode et conditionné par ell@aeicipant a ses richesses et a
ses limites. Car, de méme qu'il y a une différenagitative entre une parole écrite et
une parole parlée, il y a une différence qualigagntre un cours de religion du genre
"conférence" (discours) et un cours de religionlaoparole est dialoguée et ou les
éléves sont mis en activité.

Pour I'enseignement religieux le déplacement daéuagogie magistrale a
une pédagogie d'apprentissage centrée sur I'éele @éfi que nous voulons relever.
Et comprendre la nécessité du passage a cetteudogiducative nous semble le
premier pas pour une mise en oeuvre du modeélerdiagsage. De méme, il est
important de comprendre que son savoir (le contestu)lui-méme en tant
gu'éducateur, sont au service de I'éléeve et pagi§e. A partir de cela, il peut voir
I'éleve comme un autre capable lui aussi de dordiéte partenaire dans une
dynamique de communication, et non seulement cocehe qui recoit (selon le
modele actuel de transmission). Il s'agit donc eledéplacement d'une pédagogie
magistrale a une pédagogie d'apprentissage, du goitation. Et le premier pas a
faire est de comprendre la nécessité du passage ldgique éducative a une autre
logique éducative, celle de communication, c'adir@€de "transmettre la foi a I'éléve”
a traverser les questions que posent la foi aditaldlir les conditions d'une adhésion
libre et personnelle.

A partir de cela notre proposition porte sur ledéle d'apprentissage, car cette
pédagogie est celle qui permet le mieux d'engltdzedimensions de la pédagogie de
Jésus: désir, relation, découverte, liberté, coniration. Une pédagogie dont le but

15 M. LESNE, Travail pédagogique et formation d'adulteié par A. FOSSIONLa catéchése dans le
champ de la communication. Ses enjeux pour umngtunation de la foi(coll. Cogitatio Fide), Paris,
Cerf, 1990, p.430.

18 |bidem p.436.
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est de donner envie de connaitre. Car Dieu es entdialogue avec son peuple pour
se faire connaitre et non pour donner des défiisitquie nous aurions a apprendre par
coeur pour savoir qui il est. La connaissance digblargement I'ordre du savoir. Et le
cours de religion, a travers le modéle d'appreagesspeut étre "une «manifestation»,
une mise en présence (médiate) de Dieu ou dudiésiroir» Dieu®’.

Plus le cours est actif, plus il atteint sa figaliPlus il est passif plus la
médiation se réduit au professeur plus la commtiaitast réduite. Ainsi pour qu'il y
a une véritable communication dans la classe efipggement une communication a
la classe (par le professeur) il faut que celle&iienne elle-méme active par la
médiation d'une recherche, d'un objet du désia dakse.

Cette médiation peut étre au niveau de l'intéuét slijet suscitant la curiosité du
groupe ou bien au niveau de la recherche de Rigacherche du Christ et la recherche
du prochairfA ce niveau, on vit un véritable apprentissagéadei puisque la médiation
est chrétienne: ce que nous cherchons, c'estdsihrétien. L'objet du désir, c'est le
manque. Le manque, c'est le manque de l'autre: iziss manque, par son abserige"

Le sujet du processus d'apprentissage - I'éleve

L'apprentissage est centré sur |'éléve. L'élévdeesujet principal de ce
modéle. Le mot clé de ce modéle est, donc, "I'€lewr seulement avec son rble mais
avec son expérience, son autonomie et son dégiemevoir I'utilité du processus
d'enseignement (pour notre cas le cours de rejiglan professeur de religion va
prendre en charge et va respecter ces caractéestilg la condition d'éléve.

Pour I'éleve, son rble est d'étre éléve, d'écodipprendre. Cela ne signifie
pas qu'on peut le traiter n'importe comment. Caguh éléve est un étre différent des
autres, avec sa vie extérieure et son universentdoien personnel.

A partir de cela, le professeur va essayer datemtif aux questions, aux
aspirations et aux besoins de chaque éléve. Calte qque soit la classe fréquentée,
gu'il s'agisse d'éléves en difficulté ou ayant plebleémes de comportement, qu'ils
viennent d'une famille éclatée ou d'un foyer umisduhait du professeur de religion
demeure que tous apprennent.

Autonomie de I'éléve: quoiqu'il ne soit qu'un éléa son autonomie et il est
capable de participer activement au processus reiaigsage. Il est aussi capable
d'une pensée critique. Le professeur va aider llage® a se donner des objectifs
personnels, a participer a la formulation des difge@n prévoyant, dans le parcours,
des moments pour I'expression de la pensée critequéacilitant l'appropriation de
I'objet de l'apprentissage. Les dimensions d'amamet de responsabilité des éleves
sont essentielles & la liberté de l'acte de failatresponsabilité chrétienne d'assumer
sa vie pour pouvoir la remettre a Dieu.

17 A. KNOCKAERT, CH. VAN DER PLANCKE Cours de religion. Comment s'y prendr&?uxelles,
Lumen Vitae, 1985, p.8.

18 Ibidem p.8. 151
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L'expérience de I'éleve peut constituer a la diois richesse et un frein pour
l'apprentissage. Voila pourquoi une exploratiorishvoir d'expérience" fait partie de
la pédagogie de l'apprentissage. Inviter les élévgmrtager leurs expériences, a
comparer les expériences et a en tirer des connkyssolliciter des exemples concrets
ou des applications pratiques de ce qu'on décoasteyne fagon parmi d'autres de
faire appel a I'expérience de chacun et de I'ebgpldCar faire appel a I'expérience des
éléves, c'est valoriser I'histoire de chacun coristeire sainte ou Dieu s'est donné a
rencontrer et en méme temps comme lieu ou se daples charismes et les dons que
chacun peut mettre au service de tous.p&lir que la parole soit vivante et
significative, il faut veiller a ce que tous lesteaaires de 'acte éducatif participent a
I'élaboration d'un discours actif qui soit, nécdssaent interactif*.

Prendre en compte ces aspects demande de lauparbfésseur beaucoup
de souplesse, de sens de l'adaptation, d'assuieiéceeure pour préparer une
situation éducative. Ainsi il est nécessaire quprtEfesseur fasse confiance a ses
éléves et a leurs capacités. Il va aménager lastéstpour un apprentissage et non
seulement pour transmettre un contenu. Il va comndigleve et s'adapter aux
circonstances de la vie (une certaine forme delessg) et pouvoir aménager son
travail avec les éléves pour que les trois momeumtsrocessus d'apprentissage soit
présents (et pas comme l'enseignement actuel atesbicentré sur le deuxieme
moment, c'est-a-dire I'exposition du savoir thageiq

Conclusion: Répondre au désir d'une communicatioauthentique

Pour le contexte du cours de religion, il nousafiadés lors décisif de
promouvoir une communication authentique ou le rddsi l'autre, différent et
complémentaire, conduit a la rencontre et a la meassance mutuelle. Le
probléme qui se pose est d'accéder a une commionicatthentique. On pourrait
dire, en d'autres termes, que l'enjeu est de pdesémaginaire au symbolique; le
symbolique étant entendu ici comme I'espace d'@ehabh de communication qui
rend possible la reconnaissance mutuelle.

Accéder au symbolique, c'est dépasser le reglssdeurres et des peurs du
passé. C'est remettre du jeu dans les idées titge $ur le monde et sur autrui. C'est
prendre un recul critique par rapport aux reprégiems spontanées ou aux habitudes
héritées. C'est, en acceptant son propre manquegrser a la reconnaissance de
l'autre dans sa différence. "Le désir est l'app&l @ommunication interhumaine”
(Francoise Dolto). Ce désir de communication quisnmorte vers l'autre est ce qui en
retour nous permet de découvrir notre propre itienti

Ce dont nous avons besoin pour le cours du religiest d'une culture -d'un
culte- de la communication ou les uns et les asagncontrent, entrent en alliance,
se reconnaissent, adviennent librement a eux-méamsda différence et dans la liberté.

19 p, LEBUIS cité par H. MAKHOUR Développer chez I'éléve I'habileté & dialogudans Vie
pédagogiqueQuébec, #1106, 1998, p.10.
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L'école est le lieu privilégié ou peut s'apprendese s'exercer cette
communication authentique. Les éléves révent d&elee communication. lls aspirent
a étre reconnus dans leur statut d'éleves. llsie=sg douloureusement un écart entre
leurs aspirations et la situation qui leur est isg@ Un changement siimpose donc a
l'intérieur de I'école pour le bien de toute laiégéc Ce dont on a besoin, c'est d'une
pédagogie communicative, d'une pédagogie du dieJoda I'échange et non pas
seulement d'une pédagogie d"instruction”. Darte peéidagogie de la communication,
I'éléve sera reconnu comme sujet dans sa forece,diétpenser et d'agir et non comme
un objet. L'éléve sera invité & accéder a sa prmae, a son propre désir et devenir.

Dans cet effort global de rénovation pédagogitpiepurs de religion nous
semble devoir tenir un role privilégié. Ne doipds, en effet, se mettre au service de
cette culture de communication au nom méme deriiile®? L'interrogation sur Dieu
n‘aurait-elle pas justement a étre le lieu et lenerd par excellence de I'exercice de la
communication ou le "je" advient grace a la reneomte l'autre? La dynamique
d'échange réciproque ou chacun donne a lautréstdeest, en effet, d'essence
religieuse. Il revient au cours de religion, damsdntexte scolaire, de faire éprouver
cette dynamique par les éléves et de leur ouvmsi ain espace nouveau de libre
reconnaissance de Dieu, un Dieu d'Alliance dospliEest a 'oeuvre dans le champ
méme de la communication humaine.
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ZUSAMM ENFASSUNG. In dieser Arbeit wird ein interaktiver Kurs, nginem
wichtigen didaktischen Thema - ,Die systemische l§e@a des Chemieinhaltes —
fur Gymnasium und Lyzeum®, dargestellt.

Das Hauptziel dieser Arbeit ist die systemische Igs®@ des Kapitels:
KOHLENWASSERSTOFFE.

Der Zweck dieser Arbeit war die Kreativitat der &taten zu entwickeln. Die
Zielgruppe war aus Studenten im dritten Jahr anBidyg- Bolyai Universitat
gebildet. Die folgenden Abteilungen wurden ausgdivilie Chemie, Chemie —
Physik Abteilungen der Chemie und ChemieingenieakuRét, und die Biologie —
Chemie Abteilung der Biologie und Geologie FakultBie Ergebnisse dieser
Forschung zeigen ein Interesse der Studenten égesdiThema an, aber leider gibt
es auch eine Serie von Mangeln. Bei vielen Prifarigeder Hochschule werden
die Studenten bewertet, nach wie viel sie ausweledigen kénnen und nicht nach
ihren Denkweise und Wissen.

Methodological atomized paradigm

The presented didactic activity is based on a modeethodological trend
inside university didactic field, respectively is ibased on the authentic
involvement of students into didactic steps, arsd @n the increased promotion of
the heuristic training form and discovering methad. a matter of fact, the very
messages received from students converge towarsisidda and necessity to
innovate didactic activity forms from superior edtion, and the working
methodology too (increasing heuristic debates feaqy, interactive, heuristic and
individual studies, problem asking and problem isgvapproaches), but also the
need of reconsidering the relationships betweewnensity teacher and student and
of changing the balance between informative anadtive, in the favor of formative.

The didactic activity to which we would like tofee here is a course,
where the basic method used had been the lectaleeds not only as an
enouncement method, but predominantly as an argatimm one, so that the
pieces of information presented being able to fatrer emphasizing of the
knowledge’s processing. Because Chemistry — oufjesul- is definitely an
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experimental discipline, in general the lecturessd in such a manner to offer to
the student different perspectives towards knowdedfjthe reality not only in a

theoretical way, but especially in a practical axperimental one, with the

connected certainties and uncertainties, and tiadssolving processes.

A problem-raising lecture, in which the studerdlise becomes an active
participant to the knowledge process, has an emttfurmative character; it has
the advantage to transmit the knowledge produetspectively the knowledge,
making it procedurally transparent, assimilatingithacquiring methodology.
Practically, only in this way, the student will lable to form and to develop
capacities and competencies specific to the sulbjegthich he will be trained
(Chemistry), but also by a transversal nature. 'hetty, during the future teacher's
whole initiation process, we must take into consitlen that, indifferently is the
teaching content, the way of transmitting knowle@geery important (Naumescu
A., Pirson P., 1993).

For the formation of the future chemistry teacherrole of maximum
importance has the pedagogic module, which allows to acquire general
competencies and specific competencies for chgmasid for natural sciences,
generally speaking. Alongside the "baggage" of Kedge and specialty-related
skills, we can add the acquisitions (knowledge,lités, skills, cognitive,
psychomotor, affective-behavioral competencies) dna characteristic to specialty
didactics, to pedagogy and to educational psyclyolog

Theme of the presented course: "SYSTEMIC ANALYSISFGCHEMISTRY
CONTENT, AS EDUCATIONAL OBJECT IN MIDDLE SCHOOL ANDIN
HIGH SCHOOL”

Target Group: The students of the Faculty of Chemistry and Chemical
Engineering, field "Chemistry" and "Chemistry-Physics’; the students from
the Faculty of Biology and Geology, field "Biology-Chemistry”. All the
studentswerein the 3" year.

Duration: 2 hours

The methodological system usel@cture, problems asking, heuristic approach,
heuristic conversation, brainstor ming, modeling.

General didactic objectiveCapitalization of the systemic analysis of notlons
context of learning unit studied towards the meastdton of didactic creativity in
designing learning units.

Students’ productgwhich prove the reaching of final objective): aatic activity
projects based on modern didactics principlesyisies and learning situations that
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are appropriate, flexible, efficient and accesstibl¢he pupils’ cognitive level and
affective-motivational characteristics (Fourez ®992; Giordan A., Vechi G.,
1987; Astolfi J.P., Develay M., 1989).

Competenciessystem targeted at students:

* The competencies are defined as integrated erlssmob knowledge, skills and
abilities, which guarantee teacher reflections’ligyehis decisions and his actions,
respectively which allow the projecting, organizirdgveloping, evaluating and
efficient adjustment of class activities inside rcigry teaching-learning process.
(Perrenoud, Ph., 1997; Naumescu A., Bodo, 2004).

Systemic analysis, as good practice applied irkielehemistry didactic course
and seminary starting with 1997 (Naumescu A., 198ifallow the future teachers:

C. - to elaborate systemic approach diagrams of nakicontent of

education units from alternative manuals;

C, - to elaborate systemic approach diagram for "Hgdrbon" system,

and to establish specific objectives and the chearnztics of subsystems

components for the analyzed system;

C; - to emphasize and to explain the interrelatioasvben the different

subsystems of the system;

C, - to analyze the connections between the diffen@tibns in an intra-,

inter- and trans-disciplinary manner;

Cs - to elaborate the finality of a system and tafyethe efficiency of its

functioning;

Ces - to formulate instructive-educational objectivés that specific

learning unit;

C; - to express value judgments regarding the comjeality of alternative

manuals, by approaching these contents as intelgsgtems;

Cs - to explicate the relevance of systemic apprdemin a methodological

perspective and regarding the knowledge of whaétye

The presented didactic activity has favored theé&ion and the development
of the following categories of competencies atdtglents:

¢ General subject-related competenciesgarding learning knowledge
from subject Chemistry, but also realizing intectgpinary
connections - chemistry-physics, chemistry-bioledpy assuring the
scientific correctness of the approaches;

¢ Subject-related competencies, specific to the théhese concern
the contents of theme “Hydrocarbons”;

e General psycho-pedagogical competenciegarding the didactic
step quality, correct projecting of learning uniglidactic
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transpositions, structuring scientific content, tommous evaluation
during the instruction sequences)C

« Psycho-pedagogic competencies specific to the theegarding
concrete didactic steps afferent to the operatitmahe (G, C;, C,,
Cs, &);

e Transversal competenciegsegarding critical analysis of chemistry
manuals (and also manuals of other subjects) anckipang and
explaining scientifically the reality, based on gystemic conception
(Cr, G).

The competencies aimed by ourselves fall into l#st three categories
enumerated previously, regarding the linking tocbsypedagogy or transversal
competencies. The competencies that are specifteetsubject Chemistry are not
represented here, since they were already inclirde@dactic activities organized
in studying the subject "Organic chemistry".

Subject-related/ specialty competencies cannotstoectured on three
branches: theoretical, operational and creativeiiiNescu A., BocoM., 2004).

Systemic analysis allows for developing theorétm@mpetencies (more
specifically, assimilating a scientific contentcfizing on the intra-disciplinary,
inter-disciplinary and trans-disciplinary corretat§), operational competencies
(structuring a learning unit, such that to allove thubjects to develop a logic,
systemic way of thinking), and on the creative plarselect, structure and adjust
the scientific content, so that to stimulate theximam development of each
pupil’s potential by using an interactive-creatigarning.

Presenting content elements

Systemic conceptiprbeing the very foundation of systemic analysss, i
based on the modern structured functionalism, whidbpts the system, and not
the isolated element (the phenomenon itself), agrgé orientation in analysis and
explanation of the phenomena.

The systermmepresents an ensemble of elements between wkigbracal
connections are established and which forms a whdie system’s structure is
configured by its sub-systems and by their intatiehs. Any system must be
functional and the functionality efficiency is givédoy the measure in which we
reach the SYSTEM FINALITY (Naumescu A., 1997).

We can briefly underline the followingdvantages of the systemic
analysis

* From the methodological point of view, it replades simplifying, one-
sided, vision (of an isolated phenomenon) with acfional, dynamic
vision, which considers the essential interactiand offering in this
manner a new way to think reality, much more eéfiti from the
knowledge and modeling points of view.
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» It facilitates shaping an ensemble vision on rgatiue to the articulation
of transmitted and assimilated knowledge in a whola system.

* From systemic analysis as an intermediate, onesrdiftiates both the
interdisciplinary links, formed inside the concegtustructure of a
discipline, and also the interdisciplinary linkfiat appear between the
concepts and methodologies of two or more disaigslin
We have to mention that system finality mirrors thenctionality

efficiency of every subsystem, materialized by mfeasure in which the pupil will
assimilate, will understand and will succeed tolpphe concepts assimilated
during lessons enclosed within learning unit.

Systemic analysis of the learning unit “HYDROCAREON
In the systemic analysaf a chemistry learning unit, the student passexith
the following steps (Naumescu A., 1997):

* The analysis of scientific content of the learnurgt, by emphasizing the
fundamental knowledge and their interrelations;

» Detaching the system, made in close connection with notions and
principles from that specific learning unit;

» Establishing the system finality of the chosen aysthere, the efficiency
of the system is given by the measure in which Ipugill understand the
system finality, at the end of the chapter;

* Framing the system inside a supra-system, to whicubordinates and
contributes to realize its finality;

» Choosing the subsystems, establishing the speglijectives for each
subsystem and their interrelations; this step [girtant because :

- the system finality is realized through its sygtems;
- generally, the lessons’ projects elaborated en#ie studied learning
unit are centered upon the component subsystereobf system.

* Establishing the instructive-educational objective§ the respective
learning unit, objectives which will direct the spgonal objectives of the
lessons enclosed in that learning unit.

We exemplify the previous elements by a systerpjwr@ach of learning
unit "Hydrocarbon" (see Figure 1).

We have chosen as system "Hydrocarbon" which d¢tosed in the macro
system "Organic Compounds".

The system finality supposes that pupils undedstha determinant role of
hydrocarbon structure in their chemical behaviad, asonsequently, in obtaining
new classes of organic compounds. The finality los tsystem opens the
perspective of studying the other classes of omganinpounds from the ficlass
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manual, and also understanding the organic comporeattivity and the reaction
mechanisms presented in thd"t2ass (high school last year).

According to the saturation degree, three subsystappear: "Saturated
hydrocarbon”, "Unsaturated hydrocarbon" and "Ardenatydrocarbon”. So, the
subsystems "Cycloalkanes", "Isoalkanes", "Alkané#&lkenes", "Alkines" and
"Arynes" are subsystems of the system "Hydrocardmetause enclose in their
composition C and H, but are also governed by propgectives represented by
the report between the C and H atoms, as indidatédrmulas:

CiHazn+2 (for alkanes and isoalkanes)

CiHzn (for cycloalkanes and alkenes)

CiHan.2 (for alkines)

CiHzns (for arynes).

"The structure" is the basic subsystem and itdsasssential objective to
explain the saturated, unsaturated and aromati@cteas, which implies noticing
the structure particularities for each class of rbgdrbon, according to the
hybridization of the C atoms, as it follows:

- For cycloalkanes, isoalkanes, alkanes, carbon atdrage a si)
hybridization, with the formation of sigma)(bonds that determine the
saturated character;

- For alkenes, the C atoms present the hybridizagipand sp, forming the
compounds with pin) bonds, that determine the unsaturated character;

- For alkines, the atoms of carbon present the higattion sp and Spwith
the formation of triple bonds C-C, determining thsirong unsaturated
character.

- For arynes, the C atoms present the hybridizapdnvsth the formation of
an extended orbital and with appearance of arorchticacter.

The subsystem "Isomer Science" is closely coedlatith the subsystem
"Structure”, and has the following specific objees:

- Explaining the catena isomerism;
- Understanding position and geometric isomerism.

The subsystem "Nomenclature", correlated with thase system
"Structure”, presents the following specific objees:

- Knowing the trivial names of the hydrocarbons;
- Assimilating the algorithm of allocating scientifinames for
hydrocarbon.

"Preparing methods", as a subsystem, aims to rimacfollowing specific
objectives:

- Knowing the natural sources for obtaining the hgdrbons;

- Assimilating the synthesis methods of hydrocarbons;

- Writing the chemical equations, indicating the dtinds of
reactions’ unfolding.
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Specific objectives for the subsystem "Physicapprties”, which is directly
correlated with the subsystem "Structure”, willdov:

- The dependence of aggregation state function obonaatoms
number;

- The dependence of boiling/melting points on raraifizn of the
hydrocarbon catenae;

- The dependence of solubility on the hydrocarboe.typ

The subsystem "Chemical proprieties" — an impargrbsystem inside
"Hydrocarbon" system —, is closely correlated vifth subsystem "Structure" and
presents the following own objectives:

- Assimilation by the pupils of specific reactions fie saturated,
unsaturated and aromatic character (substitutitalitj@n, dimerization,
trimerization, elimination, oxidation, cracking,rbing reactions);

- Writing the equations for chemical reactions and thtuitive
explanation of the mode in which conditions of teacinfluence
the formation of different compounds.

In the step of establishing the instructive-ediocetl objectives of the
chapter, one will have in mind the scientific caritef the chapter, and also the
chemistry instructive-educational objectives.

A possible formulation of these instructive-edimadl objectives can be
the following one:

- Knowing the composition, the structure and the nucfeure of

hydrocarbon;

- Forming the intellectual skills and abilities linkdo the writing of
isomers for the studied hydrocarbon classes;

- Knowing the natural sources and consequently tbpgsing methods
of the hydrocarbons;

- Understanding the interdependence between thetwteuand the
saturated, unsaturated, aromatic character of bgdoon;

- Knowing physical properties of hydrocarbon;

- Evidencing the possibilities to obtain new classafs organic
compounds, depending on the substrate nature, awiaré and on
working conditions (assimilating chemical propesjie

- Forming the practical work skills and abilities, lexperimentally
realizing chemical reactions specific for the diffiet types of studied
hydrocarbon;

- Developing intellectual abilities to work, througipecific problem
solving.

This systemic approach will allow to the studemtproject interactive

lessons, to acquire new knowledge on the basegfrdvious assimilated knowledge.
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Didactic explanations:

During the whole course THE STUDENTS WILL COLLAB®@RE, and,
first of all, the systemic conception basic pritegpwill be presented; after that, the
students will give examples from day to day lifasaering to questions, such as:
WHAT IS A SYSTEM?, WHAT ARE THE CHARACTERISTICS ORHE
COMPONENT SUBSYSTEMS OF A SYSTEM?, HOW CAN BE VEREP A
SYSTEM FINALITY? and so on, offering concrete exde This is a very
important step, because we can not proceed tondlgsas of chemistry scientific
content until the SYSTEMIC CONCEPTION is fully undsod.

In order to involve more students in reflectiotinates, they will answer
in writing to the questions mentioned before, amal dnswers will be debated, the
answers will be argued and analyzed.

The most frequent answers, received from our stigdat the Chemistry
section, were:

SYSTEM = the "BabgBolyai" University of Cluj-Napoca;
SUBSYSTEMS = FACULTIES components of this universEINALITY = TO
"CREATE BETTER SPECIALISTS".

The course, which always awakes the studentstestecontinues by to
descending to a concrete analysis of a learningtaken from school curricula.
Here students are the ACTIVE FACTOR, having theaspmity to "expose" the
knowledge achieved at GENERAL CHEMISTRY courses@3ARIC CHEMISTRY,
PHYSIC CHEMISTRY courses and so on etc. Therefibre whole characteristics
of the component subsystems, related to the “Hydbmn" system, are deduced
with the 3 year students (they have been presented already).

We must remark however, with honesty, that sonedirwe found out
some lack in the specialty preparation of futurensistry teachers. A reason for
this fact could be the elimination of the ADMISSIG®MKAM at faculty enlisting.
Another reason is linked to the students’ examimasind evaluation forms, valued
sometimes in a traditional manner, testing onlglefis’ memorizing abilities and
not their flexible, logical, creative thinking aitiiss.

Refection problems and tasks for independent atyivi at the end of the course
(time: 8 minutes, organizing form: on groups oft&nts):
1. You must formulate the general finality of educatibsystem through
the prism of systemic conception.
2. What happens when we modify one subsystem, compookra
system? Examples.
3. In the situation previously mentioned, in what mgasan we modify
the finality of the analyzed system? Please giasoes.
4. Indicate the objective need to systemically proctss chemistry
content to realize an interactive education.
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5. lIdentify the advantages of applying the systemiciception in
planning activity of learning units from chemissghool curricula.

Applications (applicative exercises) — to realine seminary on the presented theme:

1. Elaborate a systemic approach diagram centered specific theme

from school curricula.

2. Present the characteristics of the subsystems, itiierrelations, and
the finality of the chosen system. You must realitea-disciplinary
and inter-disciplinary connections for the thema have chosen.
Indicate the functionality efficiency for the chosgystem.

Identify at least two macro systems for the chasestem.
Enumerate several competencies acquired at thefehi course.
Indicate the course strong points and weak points.

o0k w
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ZUSAMMENFASSUNG. Durch diese Aspekten zeigt die Fahigkeiten, weltiee
Lehrern sich entwickeln sollen. Das ist nétig, we# so im Unterricht feststehen
kénnen. Es offnet zwei Wegen fir die Forshungestefs ist die Stabilisienung
zwischen die matematischen Strukturen und dieckitighllen Struktur. Die Zweite ist
die Bearbeitung eines Gedanknissen Models im maithan Unterrichten.

Linstitution scolaire devient aujoud hui, dansriende civilisé, un fournisseur
des services éducationnels pour la communauté oensociété du marché libre. En
coséquence on enregistre (aujourd hui) un phénoti@gee dans la postmodernité,
de reconstruction du systeme valorisant de I'instrt éducationnelle. D autre part,
la compréhension de la complexité du monde mataratjuelle la vie humaine est
indissolublement liée a représenté le siecle passéprésente méme aujourd hui, le
point du départ dans I'abord de la problématiquieetiseignement mathématique au
niveau mondial. Dans ce contexte cette problémataété amplement débattu le
siécle passé sur le plan européen aussi.

Ainsi on a observé dans la didactique des math§uetitrois directions qui
se superposent et s’influencent réciproguement:

1. Problemes de contenu: programmes et objectifs
2. Maniére de présentation des contenus
3. Méthodes de travail

Nous allons détailler par la suite les trois aspefd la perspective des
courants de I'espace francophone. Nous précisanie di&but, que dans I'espace de
la francophonie la projection du curriculum a éélisée en partant des nouvelles
orientations / conquétes de la psycologie cognite® théories gestaltistes (parues
en Allemagne, étendues puis aux Etats-Unis etrooédi par les expériments récents:
PALMER, S.E., 1977, POMERATZ, SAGER et STOEVER, 193PELKE, 1990),
la théorie des actes mentaux de GALPERIN, P.I.repriésente des développements
de certains orientations de I'ecole russe de pagglreprésentées par VAGOTSKI,
L.S., RUBINSTEIN, R.S., LEONTIEV, A.N.), les théesgévolutives-cognitivede
Jean PIAGET, la théorie des intelligences multigledHoward GARDNER (1993)
et les théories de Robert GLASER (1988).

" “Babes-Bolyai” University, Cluj-Napoca
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Par exemple, pour PIAGET ntelligence est une adaptatipihest préoccupé
par le développement de la connaissance, en coasidélans ce sens, comme
principale source I'action, dans sa double hypestdscte objectal / matériel et
d’acte mental.

Dans I'école contemporaine la compétition des d@fft@cationnelles, soit des
programmes élargis soit des programmes ponctstldeeplus en plus évidente. Ainsi
concernant les programmes il y a une tendence demmisation de ceux-ci. En partant
de la premise que le programme scolaire décritré @fducationnelle d'une certaine
discipline pour un parcours scolaire déterminéeetadthése que les mathématiques
signifient des structures et une méthode axiomatign a tiré la conclusion que celui-
ci doit signifier mathématiques scolaires aussidefic, les programmes de maths
doivent étre projetés dans ce contexte. Mais lekématiques ne sont pas réductibles
a I'axiomatique. Il y a une évolution historiqueaddle-ci qui ne peut pas étre négligé,
ainsi que des theses moins radicales affirmentegumathématiques scolaires doivent
transmettre aussi une série de résultats anciemsgoi sont valables et utiles, méme si
dans les mathématiques modernes ils ont été tramgodu point de vue de la
structure. Les nuances vont en décroissant judguhiese que I'aspect essentiel des
mathématiqgues modernes ne réside pas dans |'aisaticat parfaite, mais dans la
maniere déductive de penser, d’explorer des cloosesies, méme si elles ne sont pas
impeccablement définies, pour en déduire des cinose®lles.

Le lll-ieme siécle av. J. C. le mathématicien ge#dCLID a donné une
définition compléte des mathématiques, contenamesdes mathématiques connues a
cette époque-la dans un livre intituléments Une réplique incompléte a cette
réalisation nous trouvons en France, en 1935, quamdgroupe de jeunes
mathématiciens francais (CARTAN, H., CHEVALLEY, CDQELSARTE, J.,
DIEUDONNE, J., WEIL, A.) groupe autointituiicolas BOURBAK]Ise sont proposé de
contenir, d’'une maniére unitaire, les mathématiguesss dans un livre, intituEéments
de mathématique®©n peut remarquer que ce groupe s'est préocugsé des trois
problemes de didactique, présentés auparavanti éingegardant la transformation
profonde du programme DIEUDONNE, I"auteur de lgpmmante affirmation:

»A bas Euclide et sa géometrie“, PAPY et BREARD, spnt les auteurs de
guelgues manuels d'avant-garde dans la ligne deoldernisation du processus
d’enseignement-apprentissage des mathématiquasoée| se situe sur des positions
radicales. PAPY décrit son expérience pédagogigus dette direction au Colloque
International UNESCO, qui a eu lieu a Bucarest 8681 et Henri CARTAN
considere quil faut dés le début préciser les atiffe mathématiques quon se
propose d atteindre et, une fois le programme i¢tadhseignement sera échelonné
en déterminant graduellement les degrés antégiers éléve devra parcourir.

Situé sur une position diamétralement opposée, sLOAUFFINGAL dans
I"article L utilisation des mathématiquéait une critique virulente a la didactique
bourbakiste en disant:
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,On propose de nos jours une maniére de présergsr |

mathématiques, nomménoderne ensembliste axiomatique ou,

d'apres le pseudonyme des auteurs, qui les prestesance se

sont chargés de construire cet édificeurbakist Premiérement il

ne faut pas se laisser trompés par la confusioouautu terme

mathématiques moderne€elui-ci contient des théories-matrices,

des fonctions de variables complexes, du calculratip@nel,

I"algebre du BOOLE, etc. - qui ne sont pas modequespar le fait

guon a pu les mettre en pratique dans la derm@ité du siécle,

mais ils ont été crée un siécle avant. En caust l@emaniére de

présentation des mathématiques comme un album pistions

gu on peut imaginer concernant les éléments d gersble et qui

caractérise le bourbakisme”,
et continue:

"J ai demandé plusieurs fois et encore aujourdd®iinous montrer

un probléme posé par I'étude de la nature ou di@ingénieur,

probléme qui laissé inachevé par les mathématigaees a été

résolu par BOURBAKI ou un probleme don't la solatia été

facilité par celui-ci”.

André Revuz, professeur a la Faculté des Sciere®ads, a été un militant
modéré de la modernisation de I'enseignement matigime. En partant du fait que
les mathématiques sont une composante de la cuémérale, on lui attribue la
célébre affirmation:

.S il est regrettable de ne pas étre mathématidiesst tout aussi

regrettable de n"étre que mathématicien”,
et le réle des mathématiques dans ce cadre esig¢résxprimé par |"affirmation:

.Le probléeme n'est pas de transmettre une sciente faite, mais

de faire acquérir une maniére de penser”.

En ce qui concerne les programmes scolaires REMU@ropose que ceux-
ci doivent étre réduits a un noyau obligatoire ciokaux questions facultatives,
ainsi que chaque diplémé du lycée, de chaque sechiit comprendre |'essence de
I"acte mental constitué par la mathématisationelsituation concrete, I'élaboration
d’'un modéle mathématique correspondant, I'appicaties techniques sur ce
modele le développement mathématique de la thémieespondante et son
application a la situation concréte d’ou on a conu@e

Le lecteur attentif et intéressé va observer gserlathématiciens francais,
situés sur des positions diverses, ont abordéolgémme des programmes scolaires de
mathématigues en essayant de répondre d une mpeiérente & la questioQu’est-
ce qu'on peut mieux faire a I'école: un enseignémmerderne des mathématiques
classiques, ou un enseignement classique des nmetihées modernés
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Dans notre pays, Grigore MOISIL a été I'adepte alenbdernisation des
programmes scolaires, en introduisant des courtéestalcul des probabilités et la
statistique mathématigue ainsi que sur les éléndenlisgique mathématique (avec la
réserve que pour ce chapitre & ce moment, 1968SNI@I avait pas trouvia forme
la plus adéquateen sachant que son oppinion était d expérimenterce qu on
voulait introduire a I'école). Il affirme:

.Le but de la modernisation est de faire tous cguixfinissent les

études du lycée etre capables de participer au enzent de

mathématisation dans la profession qu’ils choist&se

Dans la ligne de modernisation des programmes, 964, lla Société des
Sciences Mathématiques de Roumanie a organiséaddtiein colloque, qui a réuni
des professeurs des lycées et des universités|edbasde discuter sur I'opportunité
de l'introduction des études de mécanique sur dessbmathématiques dans le
lycée. La conclusion & laquelle on est arrivé adétéecommander au Ministére de
I'Enseignement I'introduction dans la classe teafilu lycée de certains éléments
de mécanique, contenant la théorie des corps spl&éments de cinématique et
éléments de dynamique du point, mais grace au roréduit d heures allouées (20
heures) on a groupé ensemble les lecons d anabfematique et de mécanique.
Les lecons d'analyse mathématique contenaientdariéh de l'intégrale et des
équations différentielles simples qui ont des a@pgilbns en mécanique.
HAIMOVICI, M. salue l'introduction de cette discipé, méme avec un poids trop
petit, a son avis, et donne quelques indicationthodégues dans son expoké
mécanique dans I'école moyensmutenu a I'occasion du Collaque International
UNESCO, a Bucarest en 1968. Mais ultérieuremengspgcts ont été éliminés du
programme scolaire.

De plus, toujours ici il faut mentionner les essaia ministére du ressort,
des années 1986-1987, d'introduire des élémemsligse mathématique & 1&“%
classe. Etant donné l'idée d'expérimentation de $MOQImais aussi les résultats
négatifs de l'introduction a I'école, les année&1M80, des manuels de géométrie
de TELEMAN, C. (ou l'auteur présente les concepashématiques en partant de
["axiomatique de David HILBERT) les résultats depériences faites ont conduit a
la conclusion que: -

,L analyse mathématique ne doit pas étre enseignésat la Xf"°classe”.

Les points 2 et 3 sont distinctifs. Au point 2 enréfére a la succession des
idées. Ainsi en concernant les manierés de prégensg confrontent particuliérement
la méthodehistorique- faire I'éléve parcourir avec des abréviatioas,dtapes de la
connaissance par lesquelles I'humanité méme a, paess@i implique des maniéres
archaigues d'aborder certains problémes leur rémag#on, jusqu'a I'assimilation
de la forme actuelle de presentation - et d awtre [a méthodéogique- présenter a
I'éléve d'une maniere directe et économique detad cristallisée, actuelle des
connaissances mathématiques.
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Au point 3, on considere la maniere de présentditié@e et on se référe a la
maniére d aborder et de déployer I'étude en ceangerne son essence: expositif?,
mettre I'éléve a apprendre?, on stimulant I"éleebexcher? Dans cette direction il
semble etablir un consensus du moins concernéomide Pour faire des mathématiques
essentielles il y a I'activité personuelle.

Henri POINCARE (1854-1912) est considéré le dermiathématicien
universel, car ainsi que disait Elie CARTAN, enréférant & POINCARE, qui a été
I'un de ses professeurs:

ol étuit le géant de mathématiciens et il n'y avaicune des

mathématiques modernes qui ne connaisse son etafrein

On lui attribue la célébre affirmation:

.La géométrie est 'art de raisonner correctementdes figures

incorrectes”.

Préoccupé par les fondements des mathématique$yCR®RE, H. est
'adepte de [lintuitionnisme, lui méme ayant unduition géniale qui s’est
manifestée dans la bien connue controverse d'lemte¢ David HILBERT a I'égard
de la formalisation de I'arithmétique. Dans soitlartes définitions mathématiques
et I'enseignemen(1904) POINCARE, H. montre que toute définitionitd@tre
justifiée et préparée. Le procéde, utilisé mémesdas manuels pour commencer
I'exposé avec "Soit x...” sans aucune justificatishgas seulement antididactique,
mais aussi antimathématique, car dit POINCARE:

"Par la logique on démontré, par l'intuition onémte”.

.Le but principal de I'enseignement mathématiquelesliévelopper

certaines facultés psychiques et, parmi elledultion n'est pas la

moins précieuse”,
dit Poincaré et continue:

.Savoir crutiquer c'est bien, savoir créer est emcmieux. La

logiqgue nous enseigne que sur un chemin ou surutre, anous

sommes sdres de ne pas rencontrer des obstatdespatous dit

quel est le chemin qui nous conduit a la cible.rRmla, il faut

remarquer de loin la eible et faculté qui nous faitvoir est

I'intuition. Sons elle le mathématicien serait ccenom écrivain

bourré de grammaire, mais qui n"a pas d’idées. ddasnent est-ce

gu on pourrait développer cette faculté si, desetjaise monte, on

la chasse, on I'exile, c’est-a-dire on appreném grotéger avant de

savoir ce qu on peut en profiter”.

LIARD, L. & son tour, insiste sur le fait que ldst@actions mathématiques
ne doivent pas créer a I'éleve le sentiment quenathématiques supposent
I'interruption de tout contact avec la réaliteditl

“En général I'éléve comprend mal les définitiondest formules

abstraites. Trés accéssible prour lui, en laissdmt coté les
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exceptions, c’est la présentation concréte. Vadarguoi le plus

grand service qu on peut faire ce n'est pas de jetgt de suite,

dans I'abstraction mais de diriger son travaibet effort ainsi qu’il

y arrive lui-méme.”

REVUZ, A. considére que:

.Le professeur de mathématiques ne doit pas seermiemtd étre

professeur de mathématiquea, mais le plutét cherchétre

professeur de mathématisation. Reprocher aux matftgras d étre
abstraites c’est une bétise,”
il continue:

“elles sont abstraites par leur nature, mais rdmoca un

enseignement mathématique, qu’il ne montre d uneengaclaire

d'ol et comment les mathématiques ont été abstraitest une

chose juste”.

DELLESSERT parle sur la nécessité de créer dadssse, du moins dans
certaines périodes, un climat de recherche, caépessite diversesssais et choix
dans I'esprit critiqueAinsi, par exemple la mise au point d’ une quasti@orique,
sa présentation axiomatique, peut trés bien caestiine situation de recherche,
considére-t-il. DELLESSERT (est quand méme paungeajonne pas assez d exemples.

lon STOIAN et lon RADU dans le cadre de la filigle I'Institut de sciences
pédagogiques de Cluj, ont expérimenté entre 1968-18enseignement des
mathématiques & I'aide de l'instruction programmda.plupart des lecons on a utilisé
des programmes linéaires, avec des ramificatitésales aux points clés, mais on a eu
des lecons ou on a utilisé des programmes rantiésconclusions ont été les suivantes:

» ,L’enseignement par la méthode de l'instructiomgpmmeé des lecons
guotidiennes de mathématique peut donnes desatssuleilleurs que par
les méthodes traditionnelles;

» La méthode de l'instruction programmeée vant étredinite a cété d autres
moyens connus pour donner une plus grande varigtéivités scolaires et
pour I'largir le répertoire des méthodes didactgue

» Elle va constituer un aide efficace pour les éleveédiocres aux
mathématiques, en leur offrant du matériel potraleail indépendant;

» L utilisation du matériel programmé aux lecon, cies conditions de
concetration de I'attention des éléves d actinidépendante”.

D ailleurs, de tels expériments ont éte faits eanEe et en Belgique, ou ils
ont été regus avec une certaine géne, d'aprésibopgie REVUZ, A. Quand méme
ces expériments I'ont déterminé a soutenir avee flar nécessité du changement des
rapports traditionuels du professeur avec ses €ldaas le sens que le professeur
devient une sorte de conseilleir des éleves. Eqdrt, tous les mathématiciens ont
été daccord que I'enseignement programmé peutrtappan aide précieux au
professeur, mais ne pent pas le remplacer.
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Un fin observateur du phénomeme mathématique &ugen RUSU, qui
dans ses livres s’est préoccupé de tous les gpéct discutés ici. Sans s aventurer
a donner des solutions catégoriques, il afirme:

"Quelques tendaces novatrices concernant le progearat les

moyes interprétés d'une maniére injuste - conduisendes

insistances sur quelques aspects adjacents, qunséituent pas le

noed du probléme, conduisent comme on dit a fatesiportes, qui

sont déja ouvertes. Tant d études et d'efforts pmroduction de

la notion de nombre naturel; mais je ne ni eu $opes du fait que

I"éleve n arrive pas a savoir compter ou comprendrgue signifie

3 ou 4. Des films qui montrent comment apparaisgeduellement,

dans le dessin confus de I'image projetée, la pdipglaire sur une

ligne droite, mais je ni eu soucie pas que I'éld\arive pas a

savoir tracer une perpendiculaire. En échangesvieédevant un

probléme, son effort & chercher la solution, cesgupasse dans sa

téte, qui a a sa disposition toutes les connaissanécessaireset,

peut-étre, toutes les indications et quand méres ele le conduisent

pas a découvrir la solution - ce probléme essedégbsychologie,

échappe a l'attention des psychologues préoccupébéude de

certains aspects qui ne sont pas de premier ordre”.

Ainsi ses préoccupations se dirigent vers la proatisation les mobiles des
activités mathématiques des éléves, les obsevaignenseignement déduites du
développement historique et de I'analyse des aspegichologiques. En ce qui
concerne le contenu des programmes scolairesqiiledia structure suivante:

A. Les mathématigues appliquées

» dans la vie courante (calcul numérique et aproxinmesures, etc),

» dans I'étude de la physique (le calcul algébrigaeteurs, dérivées, certains
types d équations différentielles),

» dans d'études techniques ultérieures, dans lesatedrs, les programmes,

I"optimisation, etc.;

B. Les Mathématiques vues comme objet de culturérgée

» quest-ce que c'est un systeme logiquement dédlectiféométrie dans la
deuxieéme étape d étude),

» quest-ce que c’est une science physique-mathémafll@ mecanique
rationnelle; objet: la réalité physique; métho@désannement déductif),

» ce que c’est un systeme axiomatique (élémentséthralgbstraite, éléments
d’axiomataque de la géométrie),

» ce que c’est la mathématique (comme phénoméneedibles complexe).

Dans le contexte actuel, de I'assurance d 'uneméfeompréhensive, vaste
de I'enseignement roumain, la réforme du curriculeimrendre compatible le
curriculum national avec les standards européenstitwe une composante d'une
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importance majeure. La préocupation pour le déysalomnt du curriculum et pour
I'adaption dans le sens de la diversification dérE éducationnel et des manieres
de propositions des situations d enseignementdéeinir pour tous les enseignants
une constante de leurs démarches dinstructioneefodnation. D autre part,
I'explosion informationnelle et technologique démslomaine de la transmission de
I'information engendre: la compléxité du quatididm;vision interdisciplinaire et
transdisciplinaire sur le phénomene éducationnphugée sur: apprendre a
connaitre, apprendre a faire, apprendre a vivrét@ des autres; ce qui constitue le
nouveau paradigme éducationnel — alternative adfgane éducationnel classique.

Sur ces directions s’inscrivent aussi les effagtsgrofesseurs d utiliser dans
le processus d'enseigmement - apprentissage dd®#maiques méthodes et
stratégies qui visent:

» lalecture et I'écriture pour le développpemenadsensée critique

(L.S.D.G.C.) et

» l'apprentissage par cooperation.

Ayant a sa base I'une des plus récentes théorieapgeentissage (le socio-
constructivisme), par le changement de la relatmofesseur — éléve, la
transformation du professeur d'un autoritaire damsdirigeant des variantes des
activités individuelles et de groupe au cours delkeg les idées s'écoutent
activement, s’analyse d'une maniére critique, omdales opinions exprimées d'une
maniére libre soutenues ou revues sur des arguntlamts lesquelles on réalise des
condition d'un enseignement trés motivé, assuramt e temps ["évalution et
["autoévalution de la réalisation des objectifspgrantissage, mais aussi rendre
conscient ce processus (par métacognition) laégieatl.S.D.G.C. offre dans le
processus d'instruction une participation respdasaais aussi pleine de
satisfactions pour les éléves et pour les professaussi. Ainsi les méthodes
L.S.D.G.C. s’inscrivent dans la direction de [ldéastructif - éducatif par
mathématique, en ce qui concerne la connaissataeempréhension de différents
concepts, phénomenes, le développement de la tdaexploration, I'investigation
de la réalité, la résolution des problemes spémfBgde différents suns - domaines
mathématiques, le développement de la capacitéadeoinmunication et de
I"argumentation, la formation de certaines coneidti et attitudes que se réferent a
I'impact des Mathématiques sur la nature et laegécen utilisant des méthodes
actives, métacognitives d apprentissage, en forrdast compétences de pensée
critique, de créativité et une attitude responsapleissamment motivante, en
général, vis-a-vis de I'apprentissage.

L apprentissage par coopération accentue la dimengociale de
I"apprentissage, par le déclenchement de certaiosegsus cognitifs et socio-
affectifs interpersonnels et de groupe. L'utilisaticonséquente des stratégies
d'apprentissage par cooperation par le professendu@t aux: performances
supérieures et mémorisation plus grande de la ¢est éléves; la motivation
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accentuée pour la performance et la motivationnsgigue pour I'apprentissage des
relations meilleures, plus tolérantes avec lesgaks; confiance en soi-méme basée
sur l'acceptation de soi-méme; des compétencesalesciaugmentées; une
concentration efficace et une conduite indiscigiréduite.

Etant donné les nécessités actuelles de la situddd enseignement dans
I'espace francophone (dans celui roumain aussialésation des objectifs de celui-
ci demande des enseignants préparés d'une madiégeade. Ainsi tant dans la
préparation initiale, que dans celle continue adssbté des objectifs classiques de
I"activité de formation on vise aussi des nouveadestinées a adapter les professeur
de mathématiques aux nouvelles nécessités deigeasgnt mathématique, comme
par exemple:

La culture de la réflexivité des enseignants;
L’innovation didactique et méthodologique;
La fléxibilité du discours didactique en functioa ld situation concréte;
La fluidification du discours didactique en fonctide la situation de la
classe;
» L'adaptation du discours didactique a la situatiancréte.

D'ici il y a la nécessité du développement des é&temres des professeurs
de mathématiques de présenter dune maniére coawnéin les services
éducationnels offerts par I'école et d organisane maniére stratégique I'offre du
curriculum. Dans les IREM de France et aussi dassOPPD de nous on met
I"accent sur la promotion de certains standardgriip's institutionnels et pour la
fonction didactique, qui représente une conditien'dssurance du succes dans le
processus de |'enseignement. Les compétences gpooiieslles, sur lesquelles on
développe chaque standard, sont structurées dascagmacités d applications,
combinaison et transfér des connaissances et thgésautiles a la réalisation des
activités spécifiques, elles combinent harmoniegsgnies connaissances, les
habilités, les aptitudes qui se constituent dasssttectures psycho-comportamental,
avec le r6le de conduire a I'obtention des résulaulus, et le développement
assure a l'enseignant la préparation nécessaine e tenir téte au succés de
I'interaction établie avec ses éléves dans le adelactivités didactiques déployées.

L exercice des fonctions didactiques suppose leldppement d’une série
de compétences générales et spécifiques, inhéranteate activité. Celle-ci se
manifestent au niveau cognitif et au niveau appleat comportamental. Dans une
large acception, la compétence didactique peutdétiaie comme la capacité d'un
enseignant de s'engager dans I'abordation d urlépnebpédagogique ayant a la
base la connaissance solide des légalités et temniléations des phénomenes et des
processus éducatifs. Dans un sens restreint eetlfére a la capacité de réaliser a un
niveau superieur de performance, les taches spdetfia cette profession. La notion
de compétence didactiquest dhabitude, utilisée avec le sens de standard
professionnel minimum auquel doit arriver une pensodans I'accomplissement des
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tdches de travail de la profession didactique. teggories de compétences
nécessaires pour étre développer aux professeursgror téte auprovocationsde
I’enseignement mathématique sont les suivantes:
1. Compétences méthodologiquesi visent:
> Etablir avec clarté les objectifs que les élevagait réaliser;
» L'analyse pédagogique des contenus qui vont ésegmés;
» La conception / la projection / I'organisation /deordination de certaines
activités capables a assurer la réalisation detiflsj proposes;
> Adapter I'enseignement a la diversité des élévesheisissant des stratégies
d action actives-participatives et des moyens aatéqu
> Stimuler le développement intellectuel des élévas ges taches de travail
provocatrices, interessantes;
» Laréalisation d'une monitorage de progrés deesgléev
2. Compétences de communication et de relatjohsupposent:
Des habilités d organiser et de conduire des dismus en groupe;
La réalisation efficace du feed-back au parcounsrdués didactique;
La capacité de dialoguer avec les éleves danstaditons du pluralisme et de
la valorification positive des differences;
La capacité d’informer d'une maniére objectiveeat@mmuniquer avec aisance;
L attitude critique et non-dogmatique;
On offre aux éléves la possibilité d exprimer leprepres avis, convictions,
sentiments.
3. Les compétences d évaluation des élguesisent:
La selection / la projection / la réalisation destiuments adéquats d’evaluation;
La collection et la transformation des informatiatenues par I'application des
instruments d évalution;
Le diagnostic des habités et des difficultés dedvedl dans I activité
d apprentissage;
La synthése et l'interprétation des informationrsces habilités ou difficultés;
L'implication des éléves dans I'auto-évaluation;
Le diagnostic des caractéristique affectives diagest
Etablir les besoins réels d'instruction / de foromatles éleves.
4. Compétences psycho-socialgslii supposent la réalisation d'une séries
d habilités / de capacities / d attitudes nécessaiiu professeur pour initier des
actions instructives-éducatives aptes a dévelopaenonieusement la personnalité
de I’ éleve, développer l'interaction sociale deliag et crier un climat pshycho-
social favorable a I'enseignement et au développeme
5. Compétences techniques et technologiquesisent:
» La possession des nouvelles techniques qui peétrenttilisés en classe;
> La capacité d’inventer de nouvelles modalités lsation de ces techniques;
> La capacité de proposer les améliorations nécessdans ['tilisation de ces
techniques, surtout a celles informationnelles.
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Bien sdr que cet ouvrage veut étre une succintigéen d'une partie de la
problématique de I'enseignement mathématique desigace francophone. D autre
part, le développement, aux professeurs de matfggreaf des compétences décrites
auparavant, ne va pas résoudre tout les problémestenseignement, mais on croit
gu ainsi ou va crier des conditions pour donnerrdpsnses favorables a plusieurs
guestions sans réponse et pour la solution de$epneb ouverts:

P1: Etablir exactemen les relations entre les structurathématiques et les
structures opératoires de l'intelligence

P2: L'élaboration des modeles de développement inteéecdans
I"apprentissage des mathématiques
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ABSTRACT. The present paper analyses the information andmemication
technologies in connection with the general didaotimpetence, having as a point of
start the highlighting the present trends in edacavhich favours the implementation
of new technologies in the didactic activity. Wedanchored the new technologies in
pedagogical theories that sustain their pedagogieimentation, in order to legitimate
their utility and didactic efficiency. Further ome made the necessary conceptual
delimitations, taking into account the fact thaformation and communication
technology has been recently associated to theatodoal context and the new
linguistic structures belonging to the technolatpeninion are not completely lexically
integrated to the area of educational sciencesu¥gd these concepts (the ones that
should name the new technologies) as a proposahdas a basis their circulation
within international specialized literature.

The paper will end with the analysis of the staddasf implementation of
the new technologies within the initial and contihalevelopment of teaching
staff, as a premise of their subsequent didacecam by means of reviewing the
profile of technological competence a teachingf sfabuld have.

The main challenge of ICT (Information and Commatian Technologies)
is the development of an effective environmentléarning, opened to the learning;
the new technologies implicitly play an importaoler in the transition from a
learning environment that has the teacher in théreginto a learning environment
that has the student in the centre.

The greatest challenge of pedagogy, is emphasiz&ebrge Vaideanu in his
volume “Education at the bridge between the millems” (Viideanu, G., 1988) and
by Miron lonescu in the work “Creative processegearhing and learning” (lonescu,
M., 2000) namely the turning of attention from tdag to learning, from informative
to formative, from training to education, it impliddecomes the main target of
electronic learning environments. The teacher'pase is changed from that of being
the primary source in transmitting knowledge antbrination for students, in
becoming a collaborator of the student, an invol@teague in the cognition process
that links itself with the gradual passing of thadents from simple passive receptors
of certain information and knowledge, into actieastructors of their development.
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The computer, the Internet and the electronic maidresents realities
which students experience every day. The teachiaffj s in the situation to
choose preferring to continue the traditional whjeaching not paying attention to
the radical changes of paradigm shift that aregyoim or they accept the challenge
implementing to their teaching modes the new teldgies. But to face up with
success the actual challenge of educational usdedinologies, efforts of
professional development are necessary, not ooty the teaching staff, but also
from their initiators, in initial and continuousrpeds of professional training.

Starting with this premises, we analysed more syatigally some actual
trends in education, which support the integratiomportance of the new
technologies of information and communication ihaa and for individual and
professional development, but more for the protessi competence profile of
didactic staff. Information and communication teslugies offer a good
environment for the reorganization of the whole petence complex necessary for
the didactic staff and the next tendencies susiésmpremise:

1. Education tridimensionality : Rational educatiorraptice, Interpersonal

education and Transpersonal education

2. Give up the fake dichotomy: General Education -hhetogy Education —
separate parts of professional education
Making a integral education , where the informatupports the formative
Admitting the importance of the permanent education
The new "electronic" alphabet
Globalization.
The new information and communication technologiesrganize the
cognitive structures involved in learning.

8. Learning is similar to information processing.

The tendencies in education presented above arghenone hand
determined by ICT, and on the other hand, they nugki;n a favourable frame for
the new technologies implementation in the learmingress. Yet, the first step is
to take the direction of improvement teaching stifvelopment programmes, to
offer the teaching staff the chance of developnsarhe didactic competences
permeable to ICT.

The educational implementation of the new technielbds grounded
epistemological on psycho-pedagogic recognizedribeoNext, we will present
some of the most relevant pedagogic theories #naiuirs the usage of the new
technologies in teaching and learning and thatasusthe infusion of the
continuous and initial development programmes o tieaching staff with
information technologies.

The cognitive perspective on learnifighe cognitive theories of learning
sustain that the student precedes actively therivdtion and that learning takes
place through his efforts to organise, to stock amdfind relations between
information, to tie the new knowledge with the addes, to make cognitive
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schemes and studying scenarios. Cognitive appreaaieecentred on pointing out
the specific intelligent behaviour and specify thay in which the information is
analysed. The cognitive theories underline thevactrocess importance of
information process. But, the knowledge is seegien and absolute, in the same
manner as in the behaviour theories.

The constructivist perspective on learnirigreoccupied by the learning
process explanation and by defining some efficilgdrning principles, the
constructivist theories are centred, in contraghle cognitive ones, on human
theme involved in the learning process, sustairtimgt learning represents an
individual, personal event. The person actively Idsji deconstructs and
reconstructs his own comprehension and knowledgm tipe world through the
experience and reflection upon it. To reach thedisim, he has to formulate
guestions, explore and permanently evaluate tred tfhknowledge.

Learning through cooperation and socio-construstivperspective upon
learning. Associated with Lev Vygotsky’s name, the socio-tarttivist perspective
upon learning brings a contribution with an obviedsicational impact in explaining
the knowledge construction process: learning isi@miced by social interaction. A
pedagogic emergency of this belief is gtategy of learning through cooperation
In the cases of learning through cooperation, stisdeork together to accomplish
a learning task. Cooperation happens through bligirig the tasks among
participants to construct a common product of kreolgk.

Premises of the educational implementation of infonation and
communication technologies

The new technologies produced changes of all levelsociety and it was
normal to affect also the education, forcing it adapt at the new needs and
expectations. The students will have to learn tmiadtrate a huge number of
information, analyse them and take decisions, wldp their knowledge to be able to
cope with the challenges of present reality. THeldng learning” concept, to learn all
your life, becomes from desideratum, a necesshgn@ing the focus from teaching to
learning is an imminent fact. The students will @ep mechanisms and learning
strategies to assure their success in the intenawith the challenges that will follow.
Will analyse below some theoretic premises abauethucational paradigms changing,
which we go through as on one hand, they makelgeghkie didactic implementation
of the new technologies, and on the other hanyg,areefavoured by it.

We mention the fact that the theoretic premisemdated in this context
will be the base in selecting the usage modeltermew technologies in education
and in the structure of some competence stand@fis |

» The efficient didactic activity is centred on irdetive learning, and it is
based on the student’s interaction with the infdionahrough diverse applications.
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» The teacher’s role is modified by the meaning &f development into a
collaborator, team colleague, manager of learniihgatons, and designer of
learning experience, tutor. The teacher’s rolehanged from a simple transmitter
of knowledge, from a basic source of information tiee students and for all the
answers of their questions as an expert in thehiegcsubject, into a learning
simplifier, trainer, mentor, co-participant in tbeidents’ learning activity.

» The student’s role is modified equally from a passeceiver of information
who must memorize and reproduce knowledge in dasgliway, into an active
participant in the learning process itself. Thedstit produces and classifies
knowledge, participates also as a novice and asanaexpert, depending of the
situation, at the learning activity on class andpmrates with his colleagues to
achieve the learning task

» The educational process is focused more and morédntamrelation,
investigation and research, becoming interactivkerantivating.

= The knowledge perspective is modified. The knowtedgpposes the data
and information development, stressing their preicgsquality.

= The success criterion is represented by the quafitynderstanding the
learned things, the processing manner and thetsteuof data, the presentations
quality, the result reference, beyond of achievihg objectives settled. The
portfolio, the products activities analysis thatnoies a concrete performance
becomes the main evaluation procedures of the istiscechievements.

» The usage of the new technologies supposes cadiabier communication,
varied ways to express, access to knowledge apdamd information, respecting
everybody’s rhythm and the style of learning, teatning contexts.

= The new learning environment (context) offers seasatimulation (there
are also implied others perception forms, the pra¢ion are multimedia, audio —
video) assure the development of the hole perggralihe student.

Conceptual clarifications of ICT and other correlatve terms.

Information and Communication technologies (ICT).This concept comes
from the English translation of “Information andr@munication Technology” (ICT),
and is used in Romanian in connection with the esgion ,new technologies”. In
specialized literature that we consulted, we didfimol substantial arguments to do a
trenchant difference between ,new technologies™afdrmation and communication
technologies” that is why they will be presentadraitively, with synonym titles. The
term has developed from the base conltgptmation Technology (IT), which refers
to the computer technology key elements, hardwace seftware components and
about the required skill for the efficient usestbé computer, for example the
producing of documents with the help of a text pssor. The new concept of ,the
information and communication technology” bringsew dimension in the context
already described that of communication, seendaveloping mean. In this sense, ICT
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refers to the technology use for the purpose of nconication, a key aspect to
accomplish the didactic learning type considerédiet today.

The importance of using technologies for the peab@md institutional
development was more distinguished through theodhiction of the term:
Information and Learning Technology (ILT), term used especially in the
continuous education programs, to refer to the @ &CT applications in an
efficient unfolding of the teaching and learninggess.

An adjacent concept of the new technologies is fteehnology-based
society. The education is placed at the junction of someeeely powerful and
quick forces of technologic, politic and culturahd, which models the structure of
the educational system not just at a circular,llbué at the educational offers also,
in order to keep up with the current changes.

Correlatively with the implementation of the newhaologies in the initial
and continuous development of the teaching staff dinectly in their didactic
activity, a new concept is vehicled in the educslopolitics domain. That is
» knowledge-based societ@ssimilated to the XXIst century.

The concept oinformation societysynchronizes with nowadays concepts
such as postmodernist society, post-industrial epciconsuming society, the
generalised communication society, the global $pcide planetary village etc.
and in an equal measure with the ones presentee abo

Internet has developed as a new way of communiaimvel, odd, a way that
constructs a parallel reality. The Internet andniie technologies have brought a new
concept, a XX century invention, thértual Reality. The virtual reality is from the
linguistics point of view, nonsense, reality canhetanything but ,real”, taking into
consideration that it places us outside of it, thate ,virtualised” it; it is not a reality
anymore. Still, ,the virtual reality” imposed itééh the antinomy with the ,real
reality”, another linguistics structure that bothdéine fastidious persons. The virtual
reality designates still an artificially built wdil artificially maintained, that stocks
fundamental information and knowledge for the ncayadwell-being of the real
reality. This way, the real reality has develoged virtual reality as an experiment that
now became its addiction. This reality that worlkdyosustained by machines, has
become a so-called drug of our days, an instrumergannot manage.

e-Learning. Although it seems hazardous, the central idea haf t
technologically based education is that the studeesn’t have to constantly come
to school to be educated, but the school comedéostudent, with its entire
curricular offer, through the computer and Intern€he student ,enters”, by
accessing the Internet browser, in a ,virtual clagsrticipating at didactic
activities, interacting with schoolmates and thecher, solves learning tasks, reads
the bibliography, participates at the discussiatisthis without leaving his home.
Actually, electronic learning has been the solutiibat numerous West-European
states picked-up for the weakly populated areath big distances between cities
and with harsh climacteric conditions. (Glava, ZD05).
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In many ways, e-learning overlapsdistance learning The differences are
though essential; distance learning doesn’'t nedgéssaean electronic learning,
the electronic computer’s presence in the learaitiyity. Frequently the distance
learning uses the electronic computer and the rieteto communicate objective
data, to publish information and not for learnihgarning is in its essence classic,
the courses materials are sent through internetdigitally and then printed,
becoming simple didactic handbooks. It is true gi&arning also implies distance
learning, but this is not its main attributes.

On-line learning is a recent type of computer-assisted learning)ig
closer as a temporal bench-mark to e-learning.nm@rigarning started developing
since the 1990s and until present. Online learmimgans sustaining didactic
activities at distance, through the Internet. Tédacher, as a tutor, and the students,
develop a didactic activity interacting at distgribe interaction being mediated by
computer and internet. The big difference betwetraming and this is that in the
on-line learning case the internet and the compmarebeing used just as means, as
interfaces, cancelling the distancd$ie virtual class is a software application
category calledvirtual Learning Environment (VLE) specially projected to
facilitate the management of the learning and didaactivities of the students.
The system monitors the students’ activities, asrauof the virtual platform,
through the settings that the teacher introduces,his job as a platform
administrator. The platform rolls from a serverd dhe students’ access it from any
terminal connected to the Internet, through a beswa programme that permits
navigation and visualisation of internet sites)eliknternet Explorer. Generally,
such software for the virtual class offers oppoaittes to post documents, courses,
data, bibliographic resources, learning tasks fodents, forums and discussion
groups, chats, instant messages, and other ingttamef audio or video
communication and management and command instrsment

A possible model of the virtual class will be prasé in the figure number 1.

The above model structures the component elemdngs ,girtual class”.
Mainly, the virtual class represents a form of ngamaent of a group of students; the
fundamental difference between the classic sitmgtiof class management is the
virtualisation of the interactions, in their placamhin the virtual reality, on the Internet.

The structure of thevirtual class is organised between three defining
elements:the student, the teacher and the curricular comal the didactic
interaction between these being sustained by “tegamediators” offered by the
work platform and being influenced by other elemseott the virtual community:
classmates, members of the class group, othermmenseolved in development. As
it can be concluded, the teacher keeps the esksealta of teaching situation
manager in the context of the virtual class, the o responsible of accomplishing
the curriculum requirements, this role being agpogd with similar roles
attributed to specific factors of the virtual emriments, such as the virtual
community of the ICT resources users or the comtyufiother authorities in the
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domain of knowledge taught by the teacher thatesitsdcan interact with in the
virtual space. However, the virtual class inte@tt@nd the extended ,knowledge”
through the information instruments like Internetdathe enlarged virtual
community enriches the formative challenges ofvinteal learning context.

Curricular

avinanria

V'irtual

1 -
cnnmmiinityv
1

KnOV\"(Iedg
e domains

Figure 1.Virtual class model

Development stages in utilisation of ICT

In this stage of research, we have identified &iages of the utilisation of
new technologies in education development. These ar

Minimal —Emergent. In this initial phase the educational programmes
coordinators and teachers begin to explore thehgliigss and consequences of ICT
usage for the school management and the introduatithe ICT school curriculum.

Instrumental - Applicable. The school adapts the curriculum to enlarge
the possibility the ITC implementing in teachingatning the different school
disciplines through the usage of specific instruteeand software. Teachers still
rule the education environment.
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Innovator - Infused. Involves ICT integration in the whole curriculum
and it is seen in those schools that offer techgieto based on computer in
different laboratories, classrooms and offices.chees explore the way in which
ICT modifies their own activity and efficiency ofork.

Implemented — Reformer.Schools use ICT for re-thinking and re-newing
the school organisation in a creative way. ICT Inee® an integral part of the daily
professional activity, although invisible. Centritige curriculum means now centring
the student and the integration of the school gis@s in authentic applications, in
the real life. ICT is taught as a separate subpcthe level of becoming
professional and it is embodied in all professiat@lelopment domains. This way,
schools become learning centres for the community.

The new technologies have been presented in #hecisps concerning the
teaching staff development from the beginning,rteducational applicability in the
management and information processing being obvitsse days, we can talk about
two stages of evolution and understanding of the [T phenomenon concerning their
implementation in the initial and continuous depet@nt of the teaching staff.

A first stage, common to the East-European staird similarly
economically developed countries, tise teachers training in ICT, (in the
domain of information and communication technologis usage).t is the most
spread approach of the ITC phenomenon in what iscermed about the
implementation of the new technologies study in thigial and continuous
development of the teaching staff. This developnsepposes the assurance of ICT
courses that are concerned with the developmerbime basic knowledge in the
usage of new technologies, expert assured courdhe domain, usually centralised,
in national or regional centres of initial or cantous development. This stage
supposes going through the so caliefbrmation alphabetisationof the similar
ECDL courses (European Computer Driving Licend&t ts the classical 7 modules
of development: The information technology concéfite general usage of the
computer and files management, Text processingjeTehlculus, Data bases,
Presentation realization and Information and conipation (Internet and E-mail).

A secondary stage, principally reached by Wesbpgean statess the
teachers’ development through ICT (the new technolgies become a basis for
support and pedagogic development)T is a natural stage from the development
of teaching staff for the new technologies usagtheir effective use in development.
(Glava, C., Glava, A., 2006). The two developméatiss for the usage of the new
technologies, suppose, each, different levels wliement from the society, the
institutions that offer development programmes, titaners, the students. These
stages always coexist in the development progranuhége teaching staff, but the
accent must stay on the second stage, where theissx®f the new technologies
usage is contextualized is this way, more relef@mthe students.

The essential premises for implementing the nevhnelogies in the
development of the teachers avision and proactive management, the policies of
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sustaining the use of new technologies, communigpivement, ensuring the
development of professional opportunities, competitnitiators, the ability of
accessing new technologies, technical assistanceécualum offerings and content
standards, teaching focused on the stadpermanent monitoringhighlighting
their importance in creating an environment thapisn to the ICT implementation.

Curricular design
competences

Reflection competenc Pedagoaic
upon professionabnd reﬂe(gio%
personal developmen ﬁ

combpetence

7

@ Competences of .
information and Carrier
Interperson communication management
a L technologies  [¢(=) competences
competences usage

I

Learning and
Planificatiqn and class management

anagem competences
change

Figure 2. Contextual domains and the necessary competemegfdient educational
implementation of the new technologies

Figure 2 presents the structure model of the tegchtaff development
curriculum through the ICT and through the educatiazisage of ICT, a model that
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integrated six categories of aimed competencessavidevelopment is sustained by
four categories of contextual factors that asdueeetficiency of such a professional
development programme.

The model of structure of the curriculum for thading staff development
through ITC presented here can be directly comedlatith a possible teachers’
competences profile, in our view the educationaé wé ICT imposing the
development of this profile. On the other hand,ceasider that training the whole
system of professional competences of the teadiaffor the assimilation of the
new trends and accumulations in the theory andipeacf education, contribute to
the efficient inclusion of the new technologieshe school programmes.
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DEVELOPING STUDENTS’ CREATIVITY AND AESTHETICAL
BENT ON ICT LESSONS

IULIANA MARCHI $

ABSTRACT. The Computer Science classes give the possitalitlevelop students’
creativity and aesthetical bent. This article shdwsv to teach utilitarian programs,
and how to develop students’ creativity and aestiidient during these activities. An
analysis the students’ work helps to identify t@dal mistakes, which they commit.
The teacher should pay attention to these typigsthkes, and correct them.

Im Computer Stunde bekommen die Kinder die Mogl@bkdass sie ihre
estetische Gefuhle und Kreativitdt zu entwickelmr@n. Der Artikel spiegelt
diese Mdglichkeiter.

1. Introduction

In our days it is very important to know how to uke most important
computer applications, as a text editor, a tabtegssor, a presentation editor, etc.
The most important aim of teaching ICT in schodldglevelop modern computer
user skills. This doesn't refer only to the ability use some specified programs.
These skills include also the ability to use praggarom a program family (text
editor, table processing, presentation editor, webign, etc.); to use the new
version of a previously learnt program; to learmvhio use a new program using the
help of it and user guides. Also it is very impattéo follow some typographical
rules and aesthetical aspects, when creating soodeigt with these programs.

2. Analyze of students’ work

| analyzed 76 essays (55 from first year “Psychglagjudents, 21 from
first year “Kinder garden and primary school pedpgostudents) during the I.
semester of the academic year 2006/2007, and tmework of 17 postgraduate
students from the retraining program in ICT spézéion (homework for one
subject in the |. semester of the academic yea5/2006, homework for two
subject in the Il. semester of the academic ye&52D06, homework for two
subject in the I. semester of the academic yea/2007).

The most usual mistakes from the aesthetical pdintew in these works
are the following:

- students don't use the special characters datiguage they write in;
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- they don’t obey the rules of the correct typeiwgt they don't put space
in the right place;

- they have grammatical mistakes;

- they have too wide or too narrow margins, or tbeg’t set the margins,
and put the text outside the margins;

- they use too big or too small font size;

- they don’t use the justify alignment for long t&x

- they underline the titles.

The above mistakes are related to typographicasrurhese aesthetical
aspects are very important, thus they become rililesre are rules about margin
size, font size related with the paper size. Alsdext edited by computer we don't
use underlining, this is an old technique of thgetyritten text, on the computer we
have other methods of emphasizing something. Ig tert, as an essay, usually we
use the justify alignment.

Other mistakes observed:

- students point out too many ideas or notionghsoessay is full of bold
or italic pieces. In this way everything is impartaso nothing is emphasized;

- they use too many colors, or the colors don'¢éich other.

| analyzed also 76 PowerPoint presentations (55 frrst year
“Psychology” students, 21 from first year “Kindearden and primary school
pedagogy” students) during the |. semester of tael@mic year 2006/2007. Here
are some typical mistakes observed in these works:

- they don’t obey the rules of the correct typeingt they don't put space
in the right place;

- students don't use the special characters datiguage they write in;

- they have grammatical mistakes;

- the font size is too small, it is difficult toae from distance;

- students write too much or too less text onaesli

- the color of the background is not adequatetierdolor of the text, so it
is very difficult to read it;

- they use too many animation or inadequate anamgt{for example a
long text is coming in character by character);

- every slide has different style, color scheme.

The animation in a presentation is for emphasizogething, or for
attracting the audience attention. So we shoulgset too much animation, and we
have to think carefully, which animation to user E@ample, it is boring when a
text coming in character-by-character; and whers tki used frequently in a
presentation, starting to be annoying. Also, thienation should fit the talk given
based of the computer presentation. For examples iise a enumeration, the items of
it should come in separately, only if we speak @evabout each item. Otherwise
this animation is useless. It is important howhoase the colors in a presentation.
If the background is light, the font color shoulé dark (for example black
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characters on white background, dark blue chamaemwnhite background); if the
background is dark, the characters should be (fghtexample white characters on
dark blue background). We should avoid those cettremes, which are difficult
to read (for example black characters on dark baegkground, red characters on
green background). We should avoid using an image lzackground, because the
image has different colors, and maybe some pafteofext will be difficult to read.

It is recommended, that each slide of a presemtdités the same design, this gives
a uniform character to the presentation. It isicliff to find the balance about how
much information should be on a slide. At the bemig it is strange for students
that they don’t need to write everything on a slids in an essay. They have to
think carefully how to select the information, whiis written on a slide.

3. Developing students’ creativity and aestheticddent during teaching
the usage of a text editor

The most efficient way to teach the usage of a &#itor is through
exercises. Usually, during practicing the usage tefxt editor, we do the following
type of exercises:

- “Photocopy”: there is given a formatted text imnped version, students
should introduce it in the computer. The documéwutd be formatted exactly the
same way, as on the printed form. This method eansed for practicing a certain
type of formatting. Also, the printed version givas example to students, how a
certain type of document should be edited. Sovery important how the teacher
design this kind of exercise, because this could bsodel for students. Thus this
exercise contributes to the development of studemtsthetical bent, but doesn’t
improve their creativity.

- Tasks list: It is given an unformatted text ieatonic form, and a list of
tasks, which students should do with that text.dlguve use this method, when
students are quite quick in typewriting, so thep’toeed exercise on it. Using this
method, they can exercise more formatting issushanter time. This exercise is a
bit harder that the previous one but is the sarmpe.tgtudents should do exactly the
same formatting, as given in the task list.

- Free editing: Students have to design some ptodfiac example
invitation letter, business card, poster, etc). Nbey have to decide what to write,
how to format it. This type of exercise is very dofor developing students’
creativity. How teacher can contribute to the depsient of the aesthetical feeling
of students? During the students’ work, the teada@r give some suggestions, as
“maybe is better this way...”, “do you have some otiieas for this part?”,
“maybe you should design more carefully this ...”s@\|l it is very good, if other
students evaluate the work of each student, soteheher should give the
opportunity for each student to present his/herkwor his/her class, and to get
feedback from their colleagues. It is very impottangive the opportunity to each
student to tell their remarks about the others wdHe easiest way to realize this is
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to put a piece of paper in front of each compuéerd students go around the
classroom, and write their observations about aichent on the paper in front of
it. Then every student reads the observationsesmriior him/her. Teachers usually
think, that this is a waste of time, but this is trae. Students learn a lot from their
colleagues’ remarks. Usually young people are nogen to suggestions, which
are coming from their colleague, than those otdaeher.

There are event in the life of a class, when theyy spme tasks, which
should be done by computer. For example the clamsld organize some event in
the school. Then they need to edit invitation ksttéckets, the poster of the event,
etc. It is very good, if students get the posdipilo make all these on ICT class.
For example, every student makes a poster of tlmtewhen each poster is
evaluated by everybody from the class, then theyosé one. Or maybe they
decide to combine two or more posters. It is a \gogd opportunity to practice
what they learnt, to see, how useful is that kndgie

In Table 1 we see some advantages and disadvaotéigesbove exercise types.

Table 1.
Advantages and disadvantages of exercise types ugedpracticing the usage
of a text editor

Type of exercise Advantages Disadvantages

“Photocopy” - good for practicing a certain | - doesn'’t develop students
formatting creativity

- helps in learning the
typographical rules

- can develop students’
aesthetical bent aesthetical bent

Tasks list - good for practicing a certain | - doesn’t develop students
formatting creativity
- practicing more formatting in
short time

- can develop students’
aesthetical bent

Free editing - gives freedom for students tg - as students select freely what
create formatting they use, is not good
- can develop students’ for practicing a certain
aesthetical bent formatting

It is very important, that the teacher “observds® grammatical mistakes
of students. Many times the teacher is ashamedrteat students’ orthographical
and grammatical mistakes. Also, students shoulthleaw to use the “Spelling
and grammar” tool of the text editor. Students #th@lways finalize their work.
Thus it is important that the teacher plan thevégtin that way, that pupils have
enough time to finish their work.
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4. Developing students’ creativity and aestheticdlent during teaching
the usage of a presentation editor

Usually we teach the usage of a presentation mafker we have taught
the usage of a text editor. So students alreadwkhow to introduce text, images,
tables, diagrams, etc, how to make different fotimgit Beside these, as a technical
point of view, students have to learn how to makinations and links. But the
most important is to learn how to construct a preseon, how to design the slides.
This is new for students: thinking in slides. THeave to understand that before
starting to make the slides in the computer apptina they have to design the
presentation: what is the topic of it; which are thain parts; which text, images
going in it; how many slides it has; what is gotogeach slide. They have to design
the style of the presentation. This is the pointewtthey need to consider
aesthetical aspects very carefully: how to usecthlers, how to give a uniform
aspect to the presentation. Also, it is very imaoirthow they design the content, it
should have three main parts: introduction, maih ssmmary. The introduction is
not only telling, what the presentation is aboutf blso arousing the audience
interest. It is very important to design caref@lch slide. Each slide should have a
connected content, and usually we give a titleattheslide.

During practicing, how to make a presentation, &e ase the following
two type of exercises:

- Short, fixed presentation: Students has to desigort presentations,
which should content the given technical elemenktss method is very good for
practicing a certain formatting or technical eleiéso, during the work on these
short presentations the teachers should be caabiolit aesthetical aspects, so
correct students mistakes. This exercise is ndiixsnl, as in the case of a text
editor; students still have some freedom to chossme formatting, so their
creativity is important.

- Free editing: Each student chooses a topic, aoiféormation about it,
make a presentation and give a short talk basetioifront of his/her class. Using
the presentation in a short talk in front of thasslis very important: students learn
how to use a presentation, how to give a talk, getdeedback about their work. It
is important that each presentation is discussad esthetical point of view, too.
Also, to make a good presentation, students sHmiltteative.

In Table 2 we see some advantages and disadvamiaties above exercise
types.

So, making presentations is a very good opportuwitgdevelop students’
creativity and aesthetical feeling.

If students learn how to make a good presentatind,how to give a short
talk, they can use these abilities on other clasges In a modern learning
environment “students presenting their own ideas! usual scene.
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Table 2.
Advantages and disadvantages of exercise types udedpracticing the usage of a
presentation maker

Type of exercise Advantages Disadvantages
Short, fixed| - good for practicing a certain| - students can’'t choose freely
presentation formatting or technical element the technical elements they use

- can develop students’
aesthetical bent aesthetical bept
- contribute to the development
of students’ creativity

Free editing - gives freedom for students tp- as students select freely wha
create formatting they use, is not good
- can develop students’ for practicing a certain
aesthetical bent formatting

5. Conclusions

It is very important that on ICT lessons lay stressdeveloping students’
creativity and aesthetical bent, not only teach Howmuse a certain utilitarian
program. Students should get used with the ided eberything they cerate on ICT
lessons, is a product, so it should have the ctaisiics of a product. Thus it is
important, that they always finalize their work,dathe product satisfies some
criteria as regards content and design.
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CONSIDERATIONS ON A VIRTUAL ASYNCHRONOUS SEMINAR
IN THE DIDACTICS OF GEOGRAPHY

MARIA ELIZA DULAM A", OANA-RAMONA ILOVAN ™

ZUSAMMENFASSUNG - Bemerkungen auf einem virtuellenungleichzeitigen
Seminar bei der Didaktik der Geografie.In diesem Beitrag wird ein virtuelles
ungleichzeitigen Seminar der Didaktik der Geograf@gestellt. Bei diesem
Seminar ist sie gleichzeitige Teilnahme der Stuglerdder der Lehrkraft nicht
notwendig. Dieses Seminar wurde experimentell dyetihrt, weil die Studenten
und die Lehrkraft keinen Seminarraum besetzenb&iachen keine Zeit um auf
einem bestimmten Ort und zu einer bestimmten Zeigelangen. Die Studenten
bestimmen wo und wann sie Uben und wahlen sichr difiti passenden Rythmus.
Man kann die Aufgaben wiederholen, dann die Anteronprifen und man kriegt
ein Feed-back vom Computerprogramm. Die Lehrkraifidwlie Arbeit einer
Studentengruppe nicht, beantwortet nicht gleich destellten Fragen. Die
Plannung und die Durchfiihrung eines virtuellen aifjizeitigen Seminar dauert
lange und man braucht dafir gute Kenntnisse im UWmgait dem Computer.
Man hat es festgestellt das die Anwendung, die &otiv Design hergestellt
wurde, hat viele Vorteile wie: die Lehrkraft kannovd-Dateien auf die Internet-
Seite hochladen; die Studenten kénnen der Lehrkedft einfach Fragen stellen;
man kann mehrere Dateien auf einmal 6ffnen. Denv@ngang wird von der
Lehrkraft durch die Aufgaben, die man fur jede Swnieranstaltung vorbereitet,
bestimmt. Die Aufgaben kénnen auf mehreren Stutewkimriert werden. Jede
Aufgabe unterliegt einem Lernziel.

*

Study Motivation and Purpose

We started our study as a result of students’aliffies in formulating the
appropriate operational objectives for a learningvay or lesson. The students
made the following mistakes when projecting operstl objectives: they did not
differentiate between methodological operation cfojes and the cognitive ones;
they frequently used general verbs in enunciatinjgatives; they wrote too many
operational objectives for one lesson; they usuatiyte only cognitive operational
objectives; they wrote several operational objedgiwhere they used the same
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a Personalului Didactic, 400006 Cluj-Napoca, GRgméania, e-mail: dulama@cluj.astral.ro.
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verb. In this study we analysed the efficiency of iastrument that helped the
students learn individually, interacting with a qmumter programme. We used this
instrument besides the face to face activities rdurthe seminars and we
approached several other contents elements thaonég in the syllabus as we
were interested in students’ efficient learning.

Theoretical Coordinates

Systems for distance learning.In conformity to the interaction that
technology promotes, there are two categories sfeays for distance learning:
synchronous and asynchronous or&gichronous instruction supposes students
and professors'/teachers’ simultaneous participatizvhile interaction takes place
in “real time”. This system is used in interactietevision, audio media, computer
network conferences, IRC (Internet Relay Chat), andMOD. Asynchronous
instruction does not suppose students and instructors’ sinedtanparticipation,
meaning to be together in the same place and adime time. Students organise
their activity, collect their learning materials iconformity to an individual
programme. Asynchronous instruction supposes teefis-mail, of list servers, of
audio/video cassettes for courses, of mail colandf the ones on the wwikhis
system has the following advantages: the subjegtchaose the place and time of
instruction; interaction opportunities for all sards; more flexibility than in the
case of synchronous instruction. A disadvantagkddarge volume of transmitted
written information that may really inhibit the dients (Mazilu, 2007).

Significant Components of a Seminar.We considered the following
human resources to be important for conceivingahigichronous virtual seminar:

» The studentswith their previous motivation, knowledge and cafyac

« The professorthat has to know the students’ features and ndeds,
formulate clear objectives, to choose the most @pyate contents, to put
himself/herself in the student’s place in orderofter him/her a useful learning
instrument, to make a project for a website, ankinimwv how to use technology in
order to post and collect data;

* An informatician who realises the structure for the virtual seminar,
according to the professor’s design.

E-Learning is a learning method consisting of two componetie
contents and the platform — an “instrument”, awafe that manages the contents
and has plenty of functions (DulanGursé, 2006). The following components, as
e-learninginstruments, are important in an asynchronous samin

» Programme contents as it ensures quality of learning and of results;

« Instructional design, as, due to its conception, it may ensure a pleéasan
easy, and logical learning process;

* Programme management as the programme should be an instrument
that makes the professor and student’s work eatsierprogramme should offer
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feed-back both to the learning student and to tbéepsor that projects, organises,
monitors, and assesses the learning process, rarde iend, he/she assesses the
student’s result of learning.

We take into account the criteria that Reicherinftaid (2004) considered
for analysing educational software and apply th@mthe electronic learning
environment that we proposed:

1). Contents and process should be based on “a fundahilea”, that,
according to Schwill (apud Glava, 2005), is a soheathinking act, an action, and
an explanation that may be applied in any field.

2). The electronic product should consist of differergnition levelsither
according to Bloom'’s theory (knowledge, comprehensuse, analysis, synthesis,
and assessment) or one should set these leveldégigners, average, proficient).

3). High man-computer interactivity degregchulmeister (apud Glava, 2005)
identifies six such levels. Level 1 means no irtiva as the user only watches data
and representations on the computer screen. Levakeahs that the user “surfs”
through data and representations. Level 3 offetpieurepresentations with the same
contents. At level 4 the user may modify the patarseof the electronic
representation. At level 5 the user may manipubath the displayed data and the
parameters of the representation. At level 6 tiee nmy create and manipulate objects
of the electronic environment representations badgystem reacts explicitly.

4). Feed-back An electronic learning environment should offbe tuser
feed-back as well as assist him/her along the widleational process.

5). Visualisation and easy use.

Didactic Activity Planning

In order to give an example, we choose the semiRasults of the
educational process in geography”. The main objeaf our seminar is to make the
students learn establish educational objectivegdography. The students should be
able to define the following concepts: a genergaifve, a referential objective, an
operational objective, etc.; to characterise thrapmnents of an operational objective;
to classify these operational objectives. The studhould know all these from the
Pedagogyourse and seminar. The students should also kmevolilowing concepts
from the Psychologycourse and seminar: attitude, ability, performaruamacity,
behaviour, knowledge, as well as the mechanismlediraing process. At the end of
this seminar the students should have the competemdormulate operational
objectives for a lesson in conformity to the reiftiad objectives, to the contents, and
to the proposed competences for the studentsliseea

We projected the virtual asynchronous seminars tfer Didactics of
Geographyas a website or a multimedia product. On kteene pageve put a list
of subjects for the seminar and the following bustoLexicon, Bibliography,
Lesson plans, Annual plans, Learning units plams Contact On the first page of
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each seminar we put a title, target competencasjiley situations/activities, and a
test. On the page of each learning activity we tpet operational objective, the
multi-level structured task, and the solution te task. We planned the text of the
task as a hypertext that allowed opening sevetak ffor term explanation
(Lexicon) or offered the necessary data in ordesotge the task.

We present two learning activities in order to eghin.

Learning activity no. 1

Operational objective: the student will be ablefdomulate the cognitive
operational objectives for the lesson “France” @hgrade)

Task: Study the table iAnnexe no. 2Analysethe referential objective
3.1. derived fronthe general objectiveno. 3. Analyse the components of enunciation
of an operational objective #innexe no. &nd analyse the examples of operational
objectives inAnnexe no. 4

Level 1 Analyse the operational objectives below and Hathey are
correctly formulated or not. Identify the mistake.

O 1 — The student will be able specify the namas®heighbouring ocean
and sea of France. Correct/Wrong

O 2 — The student will be able to explain the nawfeghe neighbouring
ocean and sea of France, without any map or texteCt/Wrong

O 3 — The student will know the names of the nedgiing ocean and sea
of France, without any map or text. Correct/Wrong

O 4 — The student will know the location of FranCerrect/Wrong

O 5 — The student will be able to name the neighibhgwocean and sea of
France, without any map or text. Correct/Wrong

Solution: O 1 is formulated wrong as the conditidos realising the
objective are not specified. O 2 is formulated vg@s the verb is not correct, the
names cannot be explained. O 3 is formulated wemnthe verb is general. O 4 is
formulated wrong as the verb is general, the looatif France is not explicit, clear
(on the globe, on the continent, in relation tongsghbours, and the conditions are
not mentioned. O 5 is formulated correctly.

Level 2 Complete the enunciation of the cognitive operal objectives
(Annexe no. bin conformity to referential objective 3.1., ugithe following text
and the verbs in the list below.

“France lies in the west of Europe, neighbouring Atlantic Ocean and
the Mediterranean Sea. To theMeridian, it is situated in the western and in the
eastern hemisphere. As it is crossed by tendfth latitude parallel, France lies at
half distance from the Equator and from the NortieP Corsica Island in the
Mediterranean Sea belongs to France” (PrunicscBwanu,Taps, 2006, p. 72).
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Verb list to define, to enunciate, to recognise, to idgntid describe, to
name, to specify, to present, to enumerate, tdfireeo transcribe, to replace, to
detail, to complete, to detect, to choose, etc.

O 1 — The student will be able to.......... the names of the neighbouring
ocean and sea of France, no map or text offered.

O 2 - The student will be able to ............. names & tlemisphere
where France is located, no map or text offered.

O 3 - The student will be able to ............. the namehef isle belonging

to France, no map or text offered.

Solution: The appropriate verbtis specify.

Level Ill: Formulate 3 cognitive operational objectivésiiexe no. bin
conformity to referential objective 3.1., using tfilowing text and the verbs in
table inAnnexe no. 6Write the operational objectives in the respectable.

Solution:
Subject Behaviour Performance Conditions Minimum
description performance
level
The will be able to the names of the no map or | correct names
student specify neighbouring ocean | text offered
and sea of France
The will be able to the names of the | no map or tex{ the exact names
student specify hemisphere where | offered of the
France is located hemispheres
The will be able to the name of the isle | no map or tex{ situated in the
student specify belonging to France | offered Mediterranean
Sea

Learning activity no. 2

Operational objective: the student will be able formulate the
methodological operational objectives for the les$erance”.

Task: Study table ilnnexe no. 2Analysethe referential objectivé?2.1.
derived fromgeneral objectiveno. 2. Analyse the components of the enunciation
of an operational objective itinnexe no. &nd the operational objective examples
Annexe no. 4

Level 1 Analyse the operational objectives below and Hathey are
correctly formulated or not. Identify the mistake.

O 1 — The student will know the most important e and parallel of
France. Correct/Wrong

O 2 — The student will be able to name the mostoimamt meridian and
parallel of France, on a map, no text offered. €xifiVrong

O 3 — The student will be able to localise the nimgtortant meridian and
parallel that cross France, on the map, no texredf, indicating the value of the
meridian and of the parallel in degrees. Correcbivyr
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Solution: O 1 is formulated wrong as the verb igemeral one and no
conditions are mentioned. O 2 is formulated wroeghe verb does not refer to
procedure, but to the name of the meridian andefparallel, so it is a cognitive
objective and not all the conditions are mention@d3 is correctly formulated.

Level I Complete the enunciation of the methodologicakraponal
objectives Annexe no. bappropriate to the operational objective 2.1ngshe
previous text and the verbs in the list below.

Verb list to estimate, to measure, to calculate, to realselaborate, to
orient, to use, to apply, to comment, to solve,ctonbine, to characterise, to
indicate, to model, to experiment, to represengit® arguments, to interpret, to
analyse, to synthesise, to deduce, to concludestablish, to decide, to put in
order, to extract (ideas), to compare, to diffeedat to extrapolate, to interpolate,
to classify, to build, etc.

O 1 — The student will be able to ........... the mogbamant meridian and
parallel of France, on a map, no text is offeradjdating the value of the meridian
and of the parallel in degrees.

O 2 — The student will be capable to locate ........... on.the map, no
text is offered.

Solution: For O 1 the appropriate verb is to inickor O 2 the performance
may be: a. the position of France in Europe; b ntla¢ghematical position of France
towards the Equator and the North Pole; c. the iggabgcal position of France on
the globe, on the continent, the names of the heigling ocean and sea.

Level I Formulate 4 methodological operational objectitbat are
appropriate to the referential objective 2.1. udimghe previous text, the physical
map of France and the verbs in the tabl@imexe no. 6Write the operational
objectives in the respective table.

Solution:
Subject | Behaviour Performance description Condition ~ Minimum
performance
level
The will be able | the most important meridiap on a map, nq indicating the
student | to indicate and parallel of France text is value of the
offered meridian and o
the parallel in
degrees
The will be able| the position of France in | on a map, nQ correct position
student | to indicate Europe text is
offered
The will be able | the mathematical position af on a map, nQ correct position
student | toindicate | France towards the Equatgr textis
and the North Pole offered
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The will be able | the geographical position df on a map, nq indicating the

student | toindicate | France on the globe, onthe textis value of the
continent, the neighbouring  offered meridian and of
ocean and sea the parallel in

degrees, the
names of the
ocean and of the
sea

Considerations on the Learning Process and on ltsdgults

Considerations on the Contents Used for Learniriguring this seminar
we focused on the students’ acquiring the competedacformulate operational
objectives for learning activities. In order to atrg this competence the students
had to use correctly concepts such as operatidrjattive, referential objective,
ability, declarative knowledge, procedural knowledgtc., they learned during the
previous courses ofedagogyand onPsychology.We noticed that they had
difficulties using these concepts. In order to makee that they were able to use
them, we conceived lgexicon We planned the contents so that the students were
able to understand it immediately. As a resulthdirt feed-back we replaced or
rewrote the texts and tasks where information veaciear enough.

Considerations on the Software Used for Learniryhen we conceived
the seminar structure we wanted that the studearnéd as easy as possible and
the professor had also no difficulties in inforroatiprocessing and posting on the
website. The platform that Activ Design created amel used for our virtual
asynchronous seminar offered plenty of advantabesprofessor could easily post
the information in word and not in HTML format ohet website; anyone could
learn to post data on a website in less than 3Qtesnwithout any having high
competence in using the respective programmes pldiform allows the students
to access easily the dictionary and the annexds tié# necessary data for task
solving. It also allowed the students to open siemdously more files, and the
windows could be minimized or maximized so thatyahle necessary information
was displayed. Although an asynchronous seminagrevthe main interaction was
student-computer, the platform had an option tHEtwad the transmitting of
guestions to the professor.

Considerations on the Students’ Learning Process in theDidactics of
Geographywe focus on the students’ achievement of proceckmalvledge and
specialised competences, we proposed tasks thateated by taking this purpose
into account. Students learned actively as eadk sapposed a clear purpose,
action, and result (Bernat, 2003). Each task wasiléi-level structured one so that
students learned progressively, from the simptaéacomplex and to the difficult.
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Conclusions

In our paper we presented a virtual asynchrononmnse on theDidactics
of Geography.This seminar did not require the students and ttudepsor to
participate simultaneously to the educational &gtito be together in the same
place and at the same time. We preferred this fofnseminar to the virtual
synchronous seminar as the students were allowledutio when they had the time,
and the professor did not have to manage the gcwfia group of students, to
answer immediately to their questions or to offeed-back at once or in a very
short time. As compared to the traditional semirthe virtual asynchronous
seminar had the following advantages: the studamisthe professor did not need a
seminar room, they did not spend time for goingatoertain place, the students
could learn whenever they wanted, where they waatetlin their own rhythm,
they could return to the previous steps, they casisess themselves, and receive
feed-back by interacting with the computer. Theéuwal asynchronous seminar had
the disadvantage that the professor was not aléféo her students an immediate
feed-back and thus she was not able to supporstoeents in identifying and
correcting their mistakes and in filling in theiags. Projecting and organising a
virtual asynchronous seminar took more time thamafdraditional seminar and
required competence in computer use both for tbepsor and for the students.

The platform that Activ Design created and we u$ed our virtual
asynchronous seminar offered plenty of advantapesprofessor could easily post
the information in word and not in HTML format ohet website; anyone could
learn to post data on a website in less than 3@teéwithout any requirement for
high competence in using the respective programaitsugh the main interaction
was between the student and the computer, thepiatiad an option that allowed
the transmitting of questions to the professomrder to solve a task, the students
could open simultaneously more files, and the wivgl@ould be minimized or
maximized.

The professor guided the learning process dueddasks she conceived
for each seminar. These were also structured araevels. The students learned
actively as each task supposed a clear objectdgarpose, an action and a result.
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Annexe no. 1: Lexicon

! General-objectives of geography — capacities and attitudes charatiteris
geography, that are highly general and complebgtoealised in a progressive and
compulsory way, during geography lessons, in diffiergrades (e.g. in secondary
school or in high-school).

? Referential objectivesfor geography focus on the expected results oflegrfor
each year of study or grade. In the curriculum deography they specified the
referential objectives deriving from each genetgéctive.

® Operational objectives— purposes on a short term — “the target” of adidhctic
activity — to be realised by students during orssdae. The operational objective is
included in an enunciation where the student's Wiebha and performance is
described after a learning activity. The operafionbjectives are formulated
according to the objectives mentioned in the previstages.

“Behaviour is manifested through a capacity, ability, anduait.

® Capacity (skill; the ability to feel, understand or do sohiet); aptitude) — a
person’s neuro-psychic attribute (the power andlityyahat allows her to do
operations, activities, to have certain social ti@ships and a certain type of
behaviour.

® Intellectual or movement ability — a learned way of answering appropriately to a
sum or category of tasks belonging to a certald.fie

’Attitude — a person’s quite stable mental state, dispositiorpredisposition to
action or behave favourable or unfavourable, uraljdowards a person, situation, or
towards an object.

8 Performance — a sum of noticeable and measured features d@tbet behaviour

in a certain situation.
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Annexe no. 2: General objectives and referential objectives ie School
curriculum for Geography in thé"6grade

General objectives Compulsory referential objecive
1. Correct spatial and temporall.1. to recognise the main elements off a
context identifying cartographic representation

1.2. to use ways and tools for orienting

2. Knowing and interpreting thg2.1.to use correctly the elements of a map
graphic and cartographic support | 2.2. to tell the elements of a map

3. Understanding and correctly3.1. to use correctly read or heard proper names
using specialised vocabulary 3.3. to use in writing the common and proper
names
4. Investigating and interpreting thes.1. to identify the natural and human elements of
phenomena of the geographical spacéhe observed reality

4.4. to notice the objective reality by using ampl
5. Achieving a constructive and5.1. to show interest for environmental
responsible attitude towards thé&nowledge
environment

jsy)

Annexe no. 3: Components of an operational objecii

A correctly formulated operational objective catsiof five elements:

1. Subject (Who?) - this will prove the achievement of the objective
Students will be able to...

2. Noticeable and measurable behaviofir (“target’) (What?) — the
student will acquire it after a learning activiftdstion. It is expressed by a univocal
action verb. The verb expresses only tmggcal operation, one activated mental or
physical ability, one attitudé, that is visible and its result is a quantitativalyd
gualitatively measurable product. Behaviour will grecisely expressed so that any
student may represent the expected product signilfé shall not use the following
verbs in order to enunciate operational objectagethey are too general, determining
assessment ambiguity: to understand, to know g, te appreciate, to tell, to notice,
to get familiar, to assimilate, to achieve.

3. Performance description (What?).Performance is a result, a product,
memorised, understood, used, analysed, synthetdsadhat are assessed as a visible
measurable or immeasurable manifestation (this rbay psychic-movement,
attitudinal, and affective)By activatingcompetences, behaviour and performance
take place.

4. Context for proving behaviour and obtaining peformance (How?) points
to the instrument and document that the studentildhase text-book, map, photo,
sketch), to the necessary restrictions and facilitiesing the map, with the help of a
sketch/of a text, with teacher’s help, no mapferef,, using the plan, in writing/orally,
after reading, at first sight, ejc
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5. Performance criterion or performance levelis a qualitative or
quantitative index of performance features. Miramdscu considers that the
following parameters make clear the changes suppts®ugh an operational
objective: absence or presence of a capacity arfehture; the necessary time for
realising the task; the features of the acceptabiers; their conformity or lack of
conformity to a certain level; number of admissitiies; features of a material
product as a result of a practical activity (M.ésou, 2000, p. 54).

Performance level is a referential point for perfance assessment and for
making a decision or judging the accomplishmerd tdsk. One currently uses three
categories of standard performance: superior l@slellent), average level (good),
and a minimum one (sufficient). Minimal standardf@enance is the level to which
one compares students’ results in order to as$eds duccess in learning. The
teacher decides which is the minimum learning Idgela student so that his/her
future progress will not suffer. We always estdibéis inferior performance limit, not
the superior one. Using the expressitrieast each student should top unlimitedly
the inferior level mentioned in the curriculum.

Annexe no. 4:0Operational objectives examples

Subject Behaviour Performance | Conditions Minimum
description performance level
The will be able to | the subdivisions of | withouta | atleast 12 mountain
student enumerate the Apuseni map groups and 4
Mountains depressions
The will be able to components of on a map at least the
student locate Holland neighbours, the

capital city, two
main cities, and three

rivers
The will be the Dutch'’s in an essay | of about 1000 words,
student capable to attitude towards giving at least three
show the environment arguments

Annexe no. 5: Operational objective types

1. Cognitive (informative) objectives focus on declarative knowledge
(“savoif’), meaningwhat the student will knowfter a learning activity.

2. Methodological (procedural)objectives focus on procedural knowledge
(“savoir-faire’), meaningwhat the student will be able to dfier a learning activity.

3. Psychic-movement objectivesocus on the movement skill§savoir-
faire”), meaningwhat the student will be able to dfier the teacher's demonstrative
sequence and after exercising (to walk on slopedirhb a slope, etc.).

4. Attitudinal objectives focus on a feeling, an attitude, a kind of behaviou
meaningwhat the student will know to ifesavoir-étré) after an educational situation
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(to work in an orderly manner, to be polite, togpbectual, to observe rules, etc.). These
objectives are accomplished after a series of mssar more subject matters. The
student’'s complex behaviour and most of the objestfor the affective aspect cannot
be put into operational terms and do not permifopetance measurement after one
learning activity (e.g. to protect plants and aréia respect nature and people, etc.).
Cognitive objectives are consideradformative objectives and the
methodological ones, the psychic-movement, and dttéudinal are named
formative objectives.

Annexe no. 6:0perational objectives, wanted results and thbsver

the student
know to do?)

Attitudinal
(behavioural)
(What will the
student know

to be?)

feelings, attitudes, behaviour

to prove, to dertrates to show,
etc.

Obijectives Results Verbs used in order to forneulat
operational objectives
Cognitive - factual declarative to define, to enunciate, to recognise,
(What will the | knowledge (particular facts); | to identify, to describe, to name, to
student conceptual declarative specify, to present, to enumerate, {o
know?) knowledge (concepts/notions,| redefine, to transcribe, to replace to
classifications); punctual detail, to complete, to detect, t0
declarative knowledge (data -| choose, etc.
altitude, surface, density, etc.,
formulas, names);
conventions, laws, principles
Methodologic | - procedural knowledge: to to estimate, to measure, to calculate,
al use a method, a procedure, a| to realise, to elaborate, to orient, tp
(procedural) | technique, an instrument, a | use, to apply, to comment, to solve,
(What will the | device to combine, to characterise, t0
student know indicate, to model, to experiment, to
to do?) represent, to give arguments, to
interpret, to analyse, to synthesise, fo
deduce, to conclude, to establish, 1o
decide, to put in order, to extract
(ideas), to compare, to differentiate,
to extrapolate, to interpolate, tq
classify, to build, etc.
Movement movement skills to demonstrate, to present, |to
(What will escalade, etc.
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