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"ASSIMILATE IF YOU CAN; ACCOMMODATE IF YOU MUST!"
ASSIMILATION AND ACCOMMODATION AS STRATEGIES OF
MOTIVATIONAL EQUILIBRATION !

SOFIA CHIRICA 2

ABSTRACT. This study is focused on what people do, coggiitivto
temporarily feel in control in some learning sitoas within organizational
milieu. The study uses the case of implementatibra mew personnel
evaluation procedure (i. e. case of learning oéw routine) to explore the
doing side of personality. | draw on the concejrsady traditional in the
cognitive approachschemes, goals and strategiet evidencéhe different
strategies that move people from some interpretaifche situation towards
their behavioral goalsThe central idea of the study is thia types of goals
that people st for themsalves in a Stuation are indicative to the assmilative-
accommodative nature of the process of representation of the situation.

BACKGROUND

The mechanism of obtaining an accurate image of réity

Two lines of conceptualization have been evidennoethe psychology of
individual differences, in order to descrithbee mechanism of obtaining an accurate
image of reality In the first line of conceptualization the mecisam has been
described in cognitive terms. Individual differeadeave been demonstrated in the
conceptual/integrative complexifpuedfeld, Tetlock, and Streufert, 1992 as well
as in theassimilation / accommodation processes of cognisisieemagBlock,
1982). In the second line of conceptualization thechanism has been described
in motivational terms (Pittman 1998feed for accuracySorrentino, Roney, and
Hanna, 1992’suncertainty orientation;or the opposite concepts such as Hunt
1963’s incongruity/ congruitymotivation; Festinger 1957’sognitive dissonance
and Kruglanski and Webster 1996&ed for closure).

! This work has been presented at 11 th Europeane@arde on Personality July 21-25, 2002 at the
Universitat Jena, Germany.Babes-Bolyai University
2 Babes-Bolyai University, Cluj-Napoca, Romania.
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Assimilation and accommodation as strategies for pgshological

equilibration

According to Block (1982)'s reinterpretation of ggian theory, assimilation is
to be viewed as the invocation by the individuakxisting adaptive structures, schemes
or scripts to process experience; accommodatimnkie viewed as the formation of new
(and the re-formation of the old) adaptive strieguschemes and scripts to integrate or
make sense of previously discrepant elements. @agstructures are desequilibrated
by intrusions, that is, discrepancies between thar@ament and the individual's
cognitive schemes for processing that environmentdiscrepancies between two
cognitive schemes. The motivational function ofhbassimilation (schematizing) and
accommodation (schema modifying) is to advanct® mstorgosychological equilibrium
that has as a defining featutkee integration of otherwise discrepant experience,
understandings and actionBhe individual confronted with discrepancy firstlseek to
equilibrate via assimilation, moving on to the amowodative mode, only when given the
existing schema’s parameters, assimilative effa@t@® not achieve sufficient integration
of discrepant elements (p. 286).

Motivation to be consistent: incongruity/inconsistacy as a source of

motivation; optimal incongruity

As Hunt (1963) suggested, if one takes TO(Mest-Operate-Test Exit)
feedback loop (Miller, Galanter, and Pribram, 19é6)the functional unit of the
cognitive systemincongruityprovides a basis for instigating actions and coitgru
provides a basis for stopping these actions. Tétecemponent of the TOTE must
be sensitive to incongruity between present injpuis the existent representation
(e. g. expectation). Sucimcongruity could be expected to start operations of
search for additional informationThis search can be said to exit when some
representation become available in the storageshaikiconsonant with the inputs of
the moment, that is, when the object, event oioads recognized; "the organism
is satisfied when is fully informed" (Pribram, 196fuoted by Hunt)incongruity
can instigate the search within the storage for ettimg to match the input, or the
search for circumstances that lead to full inforimatThe congruity stops this process

Then, theTOTE system is viewed as a control mechanism drasie of which
a tendency emerges for doing or not doing sometbirgduce or raise the incongruity

Functioning at operational vs. strategic level of antrol

It was demonstrated — Jankowicz (2000) - that knowledge requiretb
choose between alternatigmals is different from the knowledge requitedcheck
whether an active godlas been achievédee also, Hechausen, 1986; Hechausen and
Gollwitzer, 1987; Gollwitzer and Kinney, 19890 ask the question "are we there yet"
is fundamentally different from and subordinatéhi® questionshouldwe be trying to
get there, rather than somewhere else, in theplse"? The distinction between the

4
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two levels can be regarded as a distinction betbesets of representatioor levels of
languagejn Jankowicz’s terms.
Premises of the study

1. The motivational function of bothassimilation (schematizing) and
accommodatiotischema modifying) is tadvance or torestorepsychological
equilibrium that has as a defining featutlee integration of otherwise
discrepant experience, understandings and actions.

2. Incongruity can instigate the searetithin the storage for something to
match the input, or the search for circumstancest tfead to full
information.The congruity stops this proce3©TE unit tests incongruity.

3. Checking whether an active goal has been achiavedfunctioning at the
operational level of contraloes not require access to the knowledge of the
strategic level deciding whether the goal is worthwhile in thisffiplace,
or that some different goal must be substitutedsdeuire different
knowledgethecapacity to address the question ‘why?’

The model of satisfying frameworksuggests thahe active interpretive
schemaof some encountered situatioapresents the reference framework that
assures the psychological equilibrivoh individual: i. e.the point at which the
degree of incongruity is under the level of irritat that determines the individual
to do something about it

The objective of the studyis to identify whether the point of psychological
equilibrium lies at the operative vs. strategiceleof the subjective control of
individual in a situation as a way to measure tmividual differences in their
interpretive schemata. Coding the types of goalrttividual seems to be concerned
with, when talking about a self-relevant situatioms well as coding the
integrative/conceptual complexity, and uncertawvgy closure orientation manifested
in participant interpretations may be indicative ttee quality of individuals’
adaptive learning in that situation.

The hypotheses

(1) There will be no alternative to a particulatenpretive schema of a
situation when this does not represent an elenfeatsaperodinated schema or, in
motivational terms, when the subject functis@sisfactorilyonly on the operative
level of control.

(2) The strategic goals will correspond to the ragation of self-
evaluation experience to aptimal interpretive schemas well ago ahigh degree
of uncertainty orientatioms compared to operative goals.
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METHOD

Collecting the verbal material.

A number of 32 teachers from the same school - with to 10, and 11 to
35 years of teaching experience - participatedht dtudy. An interview was
conducted by an interview operator, on the topithefmanagement requirement to
implement a self-evaluation procedure, based omgue self-evaluation form and
the work portfolio. Participants to the intervievese encouraged to share their free
recollection of their experience concerning thedopheir stories were audio-recorded
and transcribed. The same operator was askedect separagraph from each story
where the action or the goal of the participanitest reflected. The selected paragraph
must represent the participant response to a singla question of the interviewer.
This verbal material was qualitatively analyzetetss the hypotheses.

Coding the variables

The participants’ interpretive schemas Reading the transcribed stories |
first, try to respond to the questiotWhat do this participant think he or she is
doing?" (in the recalled situation). The five differentarpretations identified in
the participant stories are the categories ofvhiigble.

The operative vs. strategic level of controlThe five interpretive schemas
were classified in two categories as they seenmespand either to the question
"Am | (are we) there yet?br, "should we be trying to get there, rather than
somewhere else, in the first placeThe subjects were distributed in three
categories, as they try to achieve a particuladl goperative level of contril
evaluate or choosing between different goasategic level of contrp] and
manifesting no behavioral oriented goad (goa).

The integrative/ conceptual level of interpretive shemata.Three levels
of conceptual differentiation/integration were dliguished in the subject
interpretations of self-evaluation situations: (e assimilation of the new self
evaluation experience to general schemaijrrelevant for the subject’'s goal
derivation and problem solving-oriented activit®) the assimilation of the new
self-evaluation experiende a particular schemarelevant for only one aspect of
the self-evaluation situation, and (3) the assitioita of the experience to an
optimal interpretive schemdas compared with the management declarative
description of self-evaluation procedure to be Enpénted)

The uncertainty orientation. Three categories aincertainty orientatio
were coded as they reflect: (1) doubt involvingeaited outcome; (2) concern over
an inconsistency, and (3) seeking to understantuaknown", as well as three
categories ofcertainty orientation (4) a definite statement about an action,
outcome, role, etc.; (5) being involved in a roatimand (6) experiencing a
predictable activity or action.

6
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RESULTS

1. What do people think they’re doing?

Out of the five interpretive schemas, the highasnhimer of occurrences
had the three corresponding to the particular pmégation, that reduces the self-
evaluation situation to only one of its dimensiod®st participants think that they
are striving with performance recording, or theye amsing an imperfect
instrument/technology, or orienting behavior/setechighly scored activities. One
distinctive result is the preference of more exgrered participants forstriving
with performance recordinglhterpretive scheme, and the preference of the less
experienced participants for "orienting behavideseng highly valued activities"

Table 1

The distribution of the five interpretive schemasi the two groups of teaching experience

Count
TEACHING
INTERPRETIVE SCHEMAS 0to10 more
years 10 years
experience experience Total
striving with performance recording 2 9 11
using an imperfect instrument/technology 4 5 9
orienting behavior/selecting highly scored activities 4 2 6
experiencing the (difficulties of) adaptation to change 1 2 3
enquiring the new experience 1 2 3
Total 12 20 32

2. To what question people seem to respond when kiadg about what
they are doing in a situation:
(A) "Arewethereyet?"
(B) " Should we be trying to get there, rather than somewhere ese, in the
first place" ?
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Legend:
1. striving with performance recording
2. using an imperfect instrument/technology
3. orienting behavior/selecting highly scored actesti
4. experiencing the (difficulties of) adaptation ttaoge
5. enquiring the new experience

Figure 1. The relation between the subject interpretive sehand his/her level of control

The three particular interpretive schemas mostuiatly used by the
subjects in the interpretation of the self-evalbratsetting — namelystriving with
performance recording, using an imperfect instrutitechnology, and orienting
behavior/selecting highly scored activitiescorrespond to the operative level of
control in defining goals.

3. The link between the five different interpretaton schemes, classified
in three levels of integrative/conceptual complexit and the degree of
uncertainty expressed in the subject’s stories
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Figure 2. The relation between the subject interpretive schema and his/her
uncertainty orientation

The results here are consistent with the secondthgpis of the study —
the uncertainty orientation is associated with léneel of integrative/conceptual
complexity of the interpretive schema. The uncahtaiorientation is associated
with a personal high level of significance of thaterpretation of an action
(x* : 30.32; df = 10; p = .00). All of the responséthvoptimal level of complexity
schemas — the level that enables strategic gahiplayed uncertainty orientation
features. Consistently, the interview responsesrirsgoas abstract on the
complexity level of integrative schema — the catggassociated with no goal
formulation — had only certainty orientation categs.

Discussions

The interpretations of self-evaluation situationdassified as more
particular when compared with the management detdlardescription of the new
self-evaluation procedure, are "able" to deal \tlith new self-evaluation situations
by assimilating them to a particular schema (iwghout feeling the need for
searching additional data either from memory omfi@rcumstances) because there
are not so many discrepant elements activateddsetparticular interpretations at
the moment the participants talk about the tophatThis is the case, is proved in
our data by the lack of uncertainty expressed @sehinterpretation as compared
with those classified as having an optimal levahtérpretation.

The Test component of theTOTE unit characteristic for the particular
interpretations is not sensitive to knowledge exderand superordinate to the
operative level of control, simply because thecatéition does not exist or is

9
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inactive or inhibited, at the moment. As it was dericed in the data the
participants favored the self-serving interpretagiof success: participants with
many years of teaching experience wesagisfied with the interpretation of
"striving with performance recording” while the ywmer ones preferred the
interpretation of "orienting behavior/selecting tligmarked activities".

10
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THE PEDAGOGICAL ANALYSISOF THE TEACHING ACTIVITY

MIRON IONESCU

ABSTRACT. This study focuses on an essential aspect of the
educational process, namely teaching. The conseguhjected to an in-
depth analysis from a pedagogical perspective.t,Filee essence of
teaching is analysed from the point of view of modgedagogy. Then, the
psycho-didactic competencies that are involved eéaching and the
pedagogic organisation of the didactic offer aespnted.

Given its extraordinary complexity, teaching is arstood and
analysed as an act of pedagogic communication. eftrer, the
considerations, examples and conclusions of thaystuay be useful for
students and teachers alike.

Traditional pedagogy defines the teaching proctstirgy from the data of
empirical psychology. According to its concepts timk between thsubject(the
educato} and theobject of educatioffthestuden} is provided by the simple act of
transmitting and receiving knowledge. The act atkéng is therefore the equivalent of
the moment of transferringgady-madeinformation from the teacher to students.

Modern pedagogy modifies the psycho-pedagogicatdas the didactic
process. Teaching is not the same as telling, draps, dictating and demanding
the oral reproduction, during the following clas$,what has been received in
class. In modern pedagogy, teaching is defined lasec connection with its
fundamental objectives. Thus, teaching (in a didas#nse) means organising and
conducting learning experiences.

Generally speaking, the management of learning rexpees involves a
series of operations, such as:

- presenting facts, examples, models, exhibits,tyesdimples

- assigning students tasks meant to explore andoramseality

- extracting the essential and condensing it intoindafns, laws,

principles, rules and theorems

- organising and assisting the learning activity #mat of assimilating

the didactical offer.

Given the complexity of the teacher’s activity,sths presented in the
pedagogical literature within a varied frameworkcohcepts and processes, from
among which we distinguish the following levelsaoialysis:

- teaching as utilisation and realisation of psychdadtic competencies

- teaching as pedagogical organisation of the didadcter

- teaching as an act of communication between tiohéeand the students
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These three analytical approaches or proceduresamplementary, in
continuous interaction, and the teacher is perménéying to decide upon the
most appropriate configuration.

The psycho-didactic competenciesinvolved in the teaching activity

G. Brown (1975) has imagined a teaching activigdel in which the role
of psycho-pedagogic competencies has a pivotatipogiFigure 1).

The transposition of intentions (pedagogic objed) into concrete
didactic activities requires the teacher to speaiig define the task in terms of the
necessary competencies. The teacher possesselcsaettvating and cognitive
procedures (strategies, methods, and techniqukaj, have been memorised
through experience and individual study. Thesetlaeelements that make up the
repertoire of teaching abilities and assist theistdpent of pedagogic behaviour to
specific learning situations.

Naturally, the methodological repertoire that thacher possesses acquires
a specific profile and is realised as such throagtrent activities such as the
lesson, the laboratory experiment, the co-ordimatibindividual study, etc. These
didactic activities result into changes of the stud’ cognitive, affective, and
procedural structures.

Box 1 Teacher’s intention (the objectives)
Box 2 Concrete activities

Box 3 Memorised didactic strategies

Box 4 Teacher’s perception

Box 5 Changes into the students’ personality

Fig. 1. The simplified model of the teaching process

Due to their transparency, certain reactions efdfudents easily reach the
teacher’s perception, such as: mastering a notibichwhas been defined and
perhaps introduced during the tasks; an attitudeodestrating comprehension or
uncertainty/confusion, revealed by the studentis-werbal reactions, etc.

The above-mentioned author suggests the tewnitoring in order to
describe the perception as well as the pedagogidedation of the perceivable
signals that are present in the proximity of thdggmgical relationship.

Other modifications of the student's personaligfthough postulated,
remain concealed from direct observation (for eXamime volume and the
profoundness of mastering concepts and operatiodsided in the syllabus);
highlighting them is the objective of systemati@alenation studies.

It is worth mentioning that the teacher’s peraaptimonitoring and evaluation
generates the range of criteria that will be appiie selecting the optimal didactic
approaches and then the actual carrying out anhgftieiction sequences.

12
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Summarising the above-mentioned ideas, we may pairthat the teaching
and education process requires increased profaisioninformation and training for
the conduct of the instructional-educational preces well as an increased cognitive
confrontation with the wide range of learning atitt¢ and situations.

The instructional action is described as the m®aelationship of human
transformation, and its unfolding takes place irec#jic conditions in which
teacher’s intervention, directed towards the aamsent of a modification within
the student’'s development, meets the student’s leanming action. It is obvious,
however, that not everything that the educator dassan external action, will
automatically have an impact upon the student’'seligment, but becomes a
condition for change only inasmuch as it succeadsnigaging the student into an
intellectual effort, an affective experience aslasla volitional manifestation.

Teaching as pedagogical organzation of the didactic offer

Teaching is currently defined as transmitting kremge and working
techniques. This definition has its origins in ttimthal pedagogy. As shown above,
contemporary research studies highlight the te&hele of designer and manager
of learning experiences.

The psychology of learning warns us that cognistictures incorporate
various information in a condensed way: representat notions, principles, etc.
regarding the objects and phenomena of the exteoréd and the relationships among
them. In addition, there are mental operationsutjinavhich the cognitive subject can
be engaged into the transformation of realityudirig at a practical action level.

These constant characteristics (known as essentibBerved through
investigating a group of objects or phenomena, gtite the person towards their
synthesis and condensing into notions or laws wthiaB become accomplishments
of the mental and practical activity and contindgdsed what we currently define
asthe cognitive system

The definitions and laws select, from the contémations and phenomena,
certain essential aspects, which are considerkd tecessary and sufficient to outline
the concepts. The notion is an abstraction whdedipresentation is a figurative image
characterised by a certain degree of simplificative often associate the notions with
certain images, as we do in geometry. In this caseiefer to figurative concepts, a
type of mental constructs that we systematicalseole in students.

The teaching activity involves various componemntksich can be subjected
both to a logical analysis connected to the stracind the nature of the content, and to
a pedagogical analysis, which considers the catitib of these components to the
acquisition of learning. While the logical orgatisa of information is relevant to
teaching methodology, the pedagogic offer asdmsprocess of learning. From a
pedagogic point of view, teaching is meant to oggaa relatively reduced number of
sequences into particular, concrete and diversdigooations. We describe this
construction by resorting to the example of thegmssion which frequently
characterises the lesson.

13
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In the process of teaching, one frequently staois toncrete facts, natural
objects or subgtitutes, phenomena, processes, etc., or from the simulations of these
elements. These specific facts and representations oftyesdirve as examples (E)
which, for the students, represent the basis fagsiigation and mental processing.
Some issues of interest in this context are trarnmitional contribution of examples,
their organisation into a certain sequence, therrtion between theoretical
statements and examples, the role of diagrams audels) and so on.

The example is the concrete and particular expression or gusam case, a
prototypeof the studied notion or phenomenon, whereas thiemis the generic
class or category of all referential instances.e@ivhis relationship, the act of
teaching cannot be restricted to a single exanm@enatter how easy or relevant
that would be for the students. There are manwtsins in teaching when the use
of a single example alters the definition of thation.

OIn the 8" and 7" grade, the serial connection of resistors is reEd by
resorting to linear geometry, whereas the paratl@hnection of resistors is
represented through the geometry of the squarettandectangle. If the teacher
requires the students to recognise the resistonemion type as shown in the
scheme of the electrical circuit, then there i©iance that the students will provide
wrong answers. This is caused by the process @risnposing the notion formed
by the students on the basis of the prototype elartipey associate the name of
the connection type with the intuitive aspect & geometrical figure.

In one of his research studies, T. V. Kudteav(1981) states that a
significant number of 7 grade students (23 out of 30) have generalised the
textbook drawings in the process of forming thevabmentioned notions. They
have assimilated serial connection with the linearangement of electrical
appliances, showing total confusion when askedamenthe type of circuit in the
case of other resistors. In a similar way, wheredsto draw the diagram of a
parallel circuit, the students were incapable dhdeing from the initial textbook
picture and placed the resistors according to dwengtry of the rectangle.

O In geometry, students perceive height as beingydwnternal to the
triangle and are confused when shown a triangletha an obtuse angle whose
height, corresponding to its sharp angles, is ptefk outside the triangle. In a
similar way, some students are able to recogniseright-angled triangle only
when it is represented in a constant position whgtsimilar to the example
provided by the teacher — with its right angle shiasis (lower left side); the
square or the rectangle are recognised more ealséyn positioned on one of their
sides, the isosceles triangle when positionedsbasis, etc.

The above-mentioned cases reflect the phenomenoraltefing the
definition of a notion. Within the notion, studentxlude figurative and non-
essential elements such aghé right-angled triangle is the triangle whosehtig
angle is positioned down (at the basis) and tdeffi&, etc. The elaboration of these
personal definitionsn the student’s mind is the consequence of ilaistg the
14
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concepts through an insufficiently varied intuitiveterial, through examples that
are not sufficiently relevant to facilitate the &hstion of essential characteristics.
The teacher must ensure that the range of exarmalitess the student to identify, as
thoroughly as possible, the constant (essentiaturfes as well as the variable (non-
essential) ones, by illustrating the notion throughed and successive examples.

From a practical point of view, the range of exasspis subjected to the
sampling technique. In teaching, it is neither 38aey nor possible to make an
inventory of all instances that illustrate a coricgprocess or phenomenon.
Therefore, the lesson is based on the selectidheomost relevant examples. Out
of U, that is the universe of all objects or phenom@fahe instances belonging to
a the same category or class), the teaching segquetains a limited number of
examples, included in the sampigfor instance E E,, E; and E. We reiterate the
requirement that the example sample (u) needs tegresentative for the category
that it will illustrate (U). For instance, in orderillustrate 3 as a figure and number, 3-
4 sets of varied examples are useful, incorporéiaggame factual content.

We distinguish between the examples that illustdatectly a notion or an
item of knowledge - which have a prototype valuend contrasting examples or
counter-exampless], which show, through opposition, what does nptasent or
belong to a concept. While the example (E) providesollection of individual
features, which are necessary for the purpose reérgésation and elaboration of
the definition, the counter-exampléE)( represents the database for category
differentiation and classification. On this basissearchers consider it necessary
that the illustration sequence of the lesson sheolatain pairs of examples and
counter-examples (E arff).

For instance, explaining the thinking process @gghology) seems to be
significantly facilitated if perception is used ascontrasting notion: the first
process reveals the general, the essential aspeijects, whereas the second
reflects the individual, being the image of a patér object. This option in
presenting the notion of thinking requires a chaitappropriate examples.

- Theuse of cognitive users (Cg), which are meant to guide and assist
the transfer of figurative characteristics towards abstractions,
represents another important moment of the teadeqggence.

However varied and relevant the examples and coarémples used in
teaching these will not offer themselves as readgermaterial to mental operations
(e.g. analysis, synthesis, comparison, etc.). @mabjects or substitutes of reality do
not lend themselves to a direct mental approach.ath of cognition is not limited to
the perception of concrete data.

For example, faced with a multitude of objects pthon the desk, the
student cannot immediately realise the conceptuohber. The student does not
understand the gravity law through by merely obsernthe objects fall; in the
presence of concrete objects and phenomena, tlenstoannot transpose himself
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or herself into the teacher’s or scientist's comgalpgrid. In the case of students,
the organisation and guiding of the cognitive afuires the combination of
multiple and various supports, including strated@sinvestigating, searching and
identifying useful information.

In order to facilitate the mental processing ofrepkes, the teacher must
include within the teaching sequence cognitive oiggs that are specific to the
task and adequate to the teaching situation:

- Brief descriptions of the objects, phenomena or processes that are
to be investigated (whatever is represented astitiied through examples).

- Enumerating and highlighting the relevant information areas
(what students should include into their mentakpesing from among a variety of
concrete data and what students should omit oenggl

- Explanations and hypothetical-deductive analyses (how a specific
configuration changes if certain components areeddd eliminated or if they are
re-organised from the point of view of space antkfietc.).

On the basis of cognitive organisers that are addesto the student, he or
she abstracts from among the range of examplegdtheed samples, extracted
from the general category) those constant (essential) features or charatiteri
which allow the access to the definition, geneadili;n and abstraction.

Systematic research in schools demonstrate tha@askeciation of the
concept with prototype-examples, in the absence sofficient cognitive
organisation of learning, leads to the alteratibthe content of the notions formed
in students (C. Predescu, |. Radu, 1990).

To illustrate this, we will describe several commsituations that are
characteristic of schools.

A consecrated way of introducing notions to stuslaastthrough models
and diagrams, seen as figurative representations@ivledge, which share two
defining characteristics: (a) the concrete charadiat is the utilisation of forms
and dimensions that are accessible to perceptiuh,(l8) the abstract character,
which reproduces common features valid for an entmtegory of objects and
phenomena and which are mainly accessible to mepthtions. These diagrams,
like models,embody the abstract in a concrete fobmf the abstraction of certain
elements that go beyond the field of immediate gggiron depends on the teacher’s
skill of assisting the student’s cognitive effort.

In addition to the first example, it is importard point out that the
acquisition of new notions requires the masterinf aertain previous
representations or knowledgenthor notionsor cognitive anchorg which provide
the premises for the learning progress. We consideertain content, a set of
notions as being accessible when the benefit, ddediknowledge that is brought
about by learning is proportionate with the effordctice invested; we are,
therefore, interested to find out the cost of obitej a certain result. Of course,
certain more difficult notions can be acquiredakarly stage but they require too
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much effort and time (the relationship between refeind results is no longer
linear). As the foundation of previous knowledgenissing, premature learning is
often accompanied by failure, which later accouiuts the resulting negative
attitude towards those fields / subjects (e.g. Mathticss, Physics, etc.).

- The investigation by students of the range ofngdas and counter-
examples, in the context of the cognitive progranded by the teacher, ensures
their access to the main components of the defmjifaw, or theoretical construct.
The introduction of the definition or law (Df) ilé teaching sequence is based on
the investigation activity and the interactive itweonent of students in the task.

Finally, the process of communication and of infation transfer is not
limited to revealing the content of the notion @hgh definitions, brief
descriptions, etc.), but it also means situatingnthwithin the system of related
notions and of course in the concepts they arerpocated within. The integration
of knowledge within more complex and flexible cdgré structures requires a
long series ofpplications(Ap), problem-solving in various contexts, accomipd
by thematic and interdisciplinary syntheses ancemy, etc.

To sum up, the teaching activity consists of seqegnwhich would be
formally expressed a&(andE); (Cqg); (Df); (Ap), which represent, as mentioned
before: (a) examples and counter-examples; (b) ittegn organisers; (c)
definitions, and (d) applications. Thus, the teaghprocess articulates relatively
distinct sequences, which make up a system oftictibnal-educational activity;
the expected result is not a mosaic but a flexsbiecture that is sufficiently elastic
to accommodate the diversity of teaching situations

Teaching may be organised either through inductix@gression — i.e.
arriving at the definition of the notion or the tstment of a law through analysis,
synthesis and generalisation, or through deduptigression: first we introduce brief
definitions or descriptions, which are then illagtd by means of specific data. These
two procedures are frequently alternated and coacbiim various ways.

The manner of articulating and systematising kndgée can be that of
incorporating it into a semantic network, or inlassification (taxonomy) based on the
relationship genus-species meant to provide thdestuwith an outline of the
correlation among concepts. As J. Piaget (196%kpout, "a notion acquires a precise
shape in accordance with all elements that it posged to, in which it is incorporated
or it incorporates"” (p. 87). Therefore, masterimgton requires situating it within the
complex of hierarchical relationships (genus-s@ae well as horizontally (species-
species). Thus, the correlation among concepts tiee form of direct information
supply as in a definition, where a notion is defiti@ough others, but also the form of
contrast or opposition relationships, when thermgtion supply appears in the effects
of reciprocal clarification and precise delineation

The observations above provide the teacher witlerees of significant
methodological supportive elements in using exampled counter-examples, then
in "programming” cognitive organisers and introeigcgeneralisations and so on.
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For instance, examples will be selected in suchay ws to provide
students sufficient common characteristics necgdeageneralisations and mental
elaboration of concepts. In addition, counter-eXasgontain comparison criteria,
which allow the delineation of borders between emts that are close to each
other and also lead to ordering knowledge and piattie notions into classes or
hierarchies. The success of the teaching act ig sensitive to the range of
supportive elements in the analysis of concreta dat the optimal distribution of
cognitive organisers. If the student is offeredrgtieng on a tray (the notion in its
finite form) he or she will become insufficientigterested in identifying, analysing
and comparing the concrete data on which the cdnveap based. On the contrary,
if the range of examples is merely limited to trergeption level, the expected
mental processing will not take place.

To summarise the above, the teaching aids arexétmame, the model, the
slices of reality, the diagram, the descriptive arglanatory texts, the enumeration,
the brief commentary, the location, the definiteomd the rule, the exercise and the
problem-solving task, etc. In short, the teachiffgrdncorporates, in an interactive
configuration, concrete and verbal data, instaofe®mmunication and transforming
action. The way in which these aids are articulatethe teaching sequence is varied
according to the nature of the task and the availalsources.

We shall illustrate the above by outlining severa@ments in the teaching
of the topic "School learning", on the basis ofeadtiptive text and group debate.

O The participants read the text "What do we knowuablearning?"
individually. The text is the following:

— Learningisnever complete/ thorough??.

Learning is characterised by gradual and continywwagression. Even in
the case of adults, knowledge as well as othemiegracquisitions (skills,
attitudes, etc.) are not acquired at a certain mmbmehe learning indices are
continuously growing if the new data is comparethwgirevious experience and if
previous acquisitions are modified according torthe experiences.

— Learningisindividual.

Although a group of students benefits from the saeaehing offer and
duration of the activity, each student will have br her own rhythm and learning
progression. Each individual, child or adult, emyslasspecific instruments and
strategies when carrying out a task.

— Learningisalso a social process.

Important learning acquisitions take place in gggupven when the
individual is a "silent witness" to the reactionistibpose around him or her. The
confrontation of one’s own knowledge with that dfetothers’ represents an
important means of orientation, evaluation andcsige in the field of values.

— Learning can be pleasant.

The pleasure of learning is something that peofeaoubt. When adults
recall their school years, they mainly remember tiiethey were subjected to
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rather than the pleasure or "fun" during classed.é\Ven today, schoolchildren do
not sing with happiness when the go to school enrtforning. On the contrary,
many of them are cheerless and burdened.

However, learning can be simultaneously difficuidgun. Even making
"mistakes" may cheer the class up. There are miingtions that make students
laugh in class, without any bad intentions dired®énybody. For instance, it is
worth mentioning those spontaneous answers namiedpdrs”, which have a
strong effect in class. When asked "In which omiemwe do the exercises on the
board?", the absent-minded student replies: "Ihabptical order".

— Learningisactive.

Adults, parents and teachers can assist and godleidual and group
learning but none of them can learn for the studeefirning means personal
acquisition and requires personal effort to achigviarough systematic contact
with the reality that needs to be learned.

— Learning means change.

The pictorial sign used in Chinese for the wohdnge is a combination
between the symbol that signifipain and the sign fopossibility.

It is true that learning may involve painful chasgfewe think of the situation
in which an individual must restructure his or eeply-rooted beliefs and behaviour
or is confronted with new demands. The changesigiréearning may be perceived as
challenging but they may also be discouraging andyze discomfort. (The text was
adapted fronspecial Needs in the ClassroddNESCO Project).

0 Each statement below (1-6) is analysed indiviguathd examples are
designed to illustrate or contradict the text cont€he participants produce examples
by using their own learning experience or otheeernces they are familiar with.

OThen groups of 4-5 students (participants) arenéar and they discuss
the statements and examples noted by each memb#redfeam. Participants
extract the implications of each statement uporidéaming activity.

[0 Each group retains one of the six statements,otiee that students
consider most significant. The idea is developed pustified starting from the
outline of a teaching scenario. A poster is madestonmarise the group’s
conclusions. Those conclusions are then preseati tother participants.

At the end of the teaching activity, the evaluatgiage may take into
consideration the key aspects that the teachefobased on:

- How can we make use of the group conclusions inpth@agogic

practicum of the participants?

- What are the areas of pedagogic competence thdttod® considered

in the teaching of that particular topic?, etc.

The teaching process combines continuously theoB@ommunication
with the student’s effort towards acquisition. Tieacher is the one that initiates
the dialogue, selects and structures the matepi@lposes and organises the
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student’'s activity on that material, including itsemorisation. By becoming
actively involved in the teaching sequence, th@esti develops new acquisition
mechanisms, methods of analysis, comparison and¢raatsn-generalisation,
which are able to facilitate, on a superior levile assimilation of relevant
information from the concrete and verbal data #énatbeing gradually provided.

Teaching as an act of pedagogic communication

Modern pedagogy condenses into its concepts anttigabapproaches
data and conclusions from various fields: educatiheories, information
technology, communication theory, pedagogic destm,

The teaching process involves specific ways of gedia communication
and consequently may be examined by looking atittie provided by the general
communication theory.

The diagram 2 represents the graphic model of peiagommunication
(Mayer-Eppler, 1963, A. Moles, 1974). We first itigtiish the interlocutors of the
teaching act, the teacher (T) and the studenT (&) two positions assume, alternatively
and successively, complementary roles to transmitraceive the message.

The communication relationship is mediated by tlebahnel”, which,
technically speaking, is subjected to various sesiaf bias or "noise".

T | = *» | g

Fig. 2. The pedagogic communication model

In order for the message to function within the ommication "interface"
(i.e. to become a support in the teacher-studdetaation), it must be transmitted
in such a way as to overcome the physical and pdggital obstacles that
accompany the source (sender) and the recipiecgigex), as well as the channel
20
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of communication. For instance, the message neels toded (a system of signs
and rules for their combination) by using a codedclhs shared at least by the
sender and the receiver. The design of the comratioic medium will also take
into consideration such technical requirements h&s gccuracy of elaborating,
transmitting and receiving the information.

In the diagram above, the communication interfaceepresented by the
relationship between the two intersecting circtese of the circles (Tr) represents
the teacher’s repertoire, the second (Sr) — theesi'’s repertoire while the shaded
area represents the commonly shared territory (ifersecting Sr) which is
continuously enlarged as a result of learning. &fwee, the act of communication
itself develops as an interpersonal relationshipjso involves the other types of
relationship such as affinity (acceptance or reegt leadership, and so on.

Communication theory defines repertoire as beirgstlim of signs in the
memory of an individual as well as the logical-graatical rules of using these
signs. Apart from vocabulary, syntax and grammétitagic, the act of
communication also includes variables that belamdhe more general field of
interpersonal relationships. For instance, thetioglahip between the teacher and
the students has an important affective dimension.

The traditional model of the pedagogic relationslaiparacterised by the
separation of rolesthe teacher teaches- the student learnsor the teacher
transmits— the student receiveseduces communication to a mere monologue. By
definition as well as through its functions, comnegation requires convergence
and reciprocal openness, participation in a nuclgushared values, which the
wider social group proposes to the two elementsarain relationship with each
other. In Latin, the terntomunicomeans doing things together, sharing. The
teacher is required to demonstrate closeness amicatien, participation,
understanding and diligence. Without these area®wyergence of assumed roles
and values, communication between teacher andrdtiglprecarious, even absent.

The idea of axiological convergence lies at thésbalsthe communication
model developed by T. Newcomb, according to whitthrlocutors A and B discus
an event X. Usually, the content of the communicatbetween A and B is not
limited to an exchange of messages or statemerastrte describe or characterise
the event X, although schematically speaking thiechccommunication seems
simple (see Figure 5.111.).

The systematic dialogue between two persons (ABn initiated and
maintained on the basis of motivations that argpeleéhan the mere informing or
briefing. On the one hand, there is the openndws,convergence between the
persons engaged in the dialogue (A — B) and onother hand, their attitudes
towards the topic (C).
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A = — B

C

Fig.3. Convergence in communication

Therefore, communication relationships between ititerlocutors are
influenced by their attitudes towards the topi@ntical or almost similar attitudes
ensure reciprocal openness and convergence, wheliffagent or opposing
attitudes separate and increase the distance betiméerlocutors. It is worth
mentioning that a circular relationship may alsoebtablished within this context:
a minimal area of convergence between the intettosibecomes the basis for the
initiation and maintaining of communication, andstgnatic communication
widens the repertoire of shared values.

To illustrate the above-mentioned relationships, suggest a contrast
example (a counter-example).

In the communication between teacher and studémse is often a gap
between expectations and projections related tateble. The teacher enters the
classroom having the impression or even being coed that the proposed topic is
interesting and useful for the students. Studelsis expect the lesson offer to
cover their areas of interest and keep them coaddct the planned content and
tasks. However, what the teacher designs as inteatid learning experience may
not always produce the expected reaction of thdesiis. Therefore, there is a
mismatch between what is offered and what is reckibetween the teacher’s
expectations and the student’s answer.

The factors which are responsible for the preseacethe lack of
convergence in the area of pedagogic relationshigs diverse but they are
essentially subordinated to two categories of e

- the logic of the teacher and the logic of the stiisle

- their interests and attitudes, as expressionsechsisumed roles as well

as their future projections and aspirations.
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The teacher’s logic is mature, perfected, wherbasstudent’s thinking is
at various stages of development, naturally differsom the teacher’'s. The
teacher’s tendency is to project into the studem&ad his or her own judgements
but these will not be integrated automatically itite network of mental operations
that the student is capable to perform.

For instance, a communication sequence during ai€hjesson in the"s
grade (reviewing the measure system) followed tstsges:

0 Teacher: Which unit is used in measuring the velush water in a
swimming pool?

UStudent: The square metre.

OTeacher: Think a little bit, we are a talking abauri-dimensional space!

Obviously, there is a lack of convergence betwaemtental structures of
the two interlocutors. The student learns abotditriensional space only after the
gn grade, even later, but the teacher, who possetseslogical structure,
automatically perceives it as being already formmeklis students and projects it as
such in their mind. Such mismatch is quite frequen¢aching and, to a significant
extent, it represents the source of learning diffies.
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FUNCTIONAL REHABILITATION - A PREMISE FOR CAREER
CHOICE AND TRAINING IN THE CASE OF VISUALLY
IMPAIRED PEOPLE

VASILE PREDA

ABSTRACT. Today's evolution in technology and in medical,
psychological and special education sciences afidaethe appearance of
new trends in the understanding of functional réitaibn of visually
impaired people. The general principles of funetlorehabilitation of the
visually impaired are based on scientific data icovdd by neurophysiology,
neuropsychology, cognitive psychology, developmepsychology and
experimental psychology. Increasing the efficiermly the educational
Ivocational orientation process requires, firsalbfputting into practice ways
of optimising learning in the case of visually irmpd persons. Vocational
orientation and training is based on the subjdudiskground, personality,
skils acquired in school and through extra-curacalctivities. In the process
of vocational orientation of visually impaired pams, both the team
members and the young visually impaired should nse only their
imagination, but also great care, and a ratiordghgegical optimism.

1. Objectives of Functional Rehabilitation

Functional rehabilitation, necessary for the legynand practising of a
profession, allows the visually impaired to reacligher personal, economic and
cultural autonomy. Between the various aspectaidtional rehabilitation there are
strong interconnections which constitute themsehgean all-comprising process. This
process is part of the career choice and trainnogramme implemented in some
centres/institutions specialising in the work witkually impaired people.

In order to achieve this, there are six objectieelse attained:

a) multisensorial rehabilitation leading to an effidieperception and
processing of cognitive information;

b) the use of specific compensation techniques: theiithe cane, of guide
dogs, of sonic guides for movement autonomy, teghss acquired
through activities of mobility and orientation; tlearning and use of the
Braille system; the use of the new information tedbgy;

c) the development of skills and abilities required the various
professions, as part of the training programme ofoprofessional
reorientation (especially in the case of impairmectuired at a
mature age). There is also training meant to leatthé development
of the kinesthesic sense, of a great precisionestuges and of an
appropriate orientation at the work place and detsi



d)

f)
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individualised psychological counselling meant t@a@e a positive
self image;

the preservation and development of social contaitts groups of

fully abled people, in order to prevent possiblelifegs of inferiority

and alienation;

the manifestation of autonomy in all every-day Igguations and
activities, which presupposes the discovery of fizaksolutions and a
great flexibility in adapting.

Functional rehabilitation of the visually impaireequires the interplay of
four key elements:

a)
b)

c)
d)

proper motivation on the part of the subject;

an individualised project and an environment sigtefbr functional
rehabilitation;

a multidisciplinary approach to functional rehatiion activities;
temporal planning of the activities.

2. Behaviour Types Targeted by Functional Rehabilitation of the

Visually Impaired

Functional rehabilitation, which contributes to thechievement of
autonomy, has four main target areas:

a)

b)

d)

autonomy of movement, ensured by activities of itgbénd spatial
orientation;

developing skills of information acquisition andogessing, as well as
communicative skills; to this aim, the followingeaextremely useful:
mastering the Braille system, typing, the usualirepand writing skills for
the partially sighted, and the development of thlyato use some modern
technical instruments, including information tedbgy, which facilitate
both communication, and the acquisition and praogss information;
developing some skills and abilities that involaegreat precision of
gestures, an enhanced kinesthetic sense, suitaieletation at the
work place and elsewhere;

the manifestation of independence in all contextd activities of
everyday life, which presupposes a great adaptesability and the
ability to find practical solutions.

The individualised temporal planning of the functib rehabilitation
programme is based, to a great extent, on learskilty and on the capacity of
achieving abilities involved in each person’s idiial autonomy. The time planning
is variable, so as to allow the subject and hiséimourage to make the most of each
element of autonomy achieved as a result of théouarstages of functional
rehabilitation. One day in the functional rehahiliin process can consist of three
fifteen-minute sessions, meaning up to five hofiesctivity, done for several weeks or
several months, function of each subject’s potkeatid objectives.
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The temporal planning also targets the subjecti$egsional future, which
presupposes, among others, the acquisition of gsmfeal skills, a change of
habits, the redefinition of life objectives, andetliormation of the abilities
necessary for adjusting at the work place.

In order to achieve good educational and professignidance in the case
of partially sighted children and youths severdieda need to be applied. They
regard the choice of learning the common readintjpgr and/or the Braille one,
and consist in the evaluation of the following cibieds, function of which reading
and visual writing can lose their specific quatieviability, efficiency,
adaptability, fatigability and sight predictions.

Based on the above-mentioned criteria, an indiligiech approach of the
option for learning Braille and/or the usual (blaeid white) reading-writing becomes
possible. F. Perez (1995) advances a typologyufidr an individual approach:

a) for a young person, having a visual stability ligklyy guaranteed, on
medium or short term, able to read and write sloviyt without
significant fatigability, the usual reading-writigrecommended,;

b) for a young person, having visual stability, alderéad and write
slowly, but with significant fatigability, both thesual reading-writing
and the Braille ones are recommended;

c) for a young person, having visual stability, a tigkly high sensitivity
to the required effort, able to read and write $§owhe Braille and the
usual reading-writing are recommended;

d) for a young person, having uncertain visual stghilbn medium or
short term, able to read and write normally or $ovthe usual
reading-writing and the Braille ones are recommende

e) for a young person, having uncertain visual stibilible to read and
write normally or slowly, but with significant fgibility, the Braille
and, possibly, the usual reading-writing are recemded;

f)  this synthesis according to type can be used foltads well, taking
into account the general profile of each subjgossonality.

In all cases, the schooling and professional ptgleould take into account

the following factors:

a) if long-term study is aimed at, Braille should takecedence, in parallel
with the development of quick reading and writiaghniques;

b) if the career choice does not involve constant irepda greater
flexibility is allowed for, namely the usual reagtwriting can be
given precedence over Braille, for example in ttesec of kino
therapists and masseurs;

c) some professions require access to reading from cthraputer
monitor. In such cases, regardless of the lengthprofessional
training, great care is necessary and the critefiaadaptability,
viability and, especially, fatigability must be mersly considered.
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In conclusion, visual reading is rarely an exclasselution for the partially
sighted. The mixed solution, which gives preceddoame reading-writing system
or the other, guarantees flexibility and higheioéhcy. Thus, it is possible for the
partially sighted to benefit, at the same time,nfréhe results of functional
rehabilitation and from the remarkable tool whisHhT Braille.

3. Objectives and Ways of Achieving Functional Rehabilitation of

People with Acquired Visual Impaired

Genicot (1986) proposes the followingaxonomy for functional
rehabilitationin the case of recent occurence of visual impaitme

a) The re-learning of locomotion and mobility accomlinio various
complementary techniques:

- auditive tracking techniques and sound trackinigitng;

- techniques of movement, gesture and kinestheiitirigg

- the technique of cane use;

- the technique of detecting obstacles by ultras@nblaser.

- the training of the blind in order to help themnesgent, structure
and control the nearby space (the space of theivitgy; this
training aims at the use of hand movements, by ceses of
manual skills, ergotherapy and re-activation ofvjmes visual
representation based on tactile - kinesthetic $#timun.

In order to achieve good results in activities saslthe above-mentioned
ones, several stages have to be covered: trainetattile - kinesthetic sense and
the fingers' exploring movements; reconstructingdibiensional or three-
dimensional models; graphic reproduction of objgmsceived by tactile means;
activation and development of the functioning of nha¢ images, based on
orientation according to various angles of drawjeais; bi-manual coordination;
the usual writing of manuscripts, etc.

b) Learning Braille reading and writing and accessnmwdern means of
information technology (IT), of communicatjd&-mail, the Internet)
represent important objectives for career-choicéentation and
reorientation in the case of people with acquinsdal impairment.

Information technology is an invaluable tool in tjod-search task, and
indeed in career education and guidance generllyis fundamental to the
acquisition and development of career-related coempges. Using a range of
devices from mobile telephones and computers, thedlmg processing of
information can be made easier, quicker, more stiphted and more productive.
Using IT to provide individualised learning suppgrarticularly through the use of
specially writen software, not only enhances sttglatevelopment of life skills,
but increases their motivation and satisfactionnt only enables acces,it also
helps to support them in areas such as communicadiod presentation or their
work. This can have a great impact on their canexk. There have been developed
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software programmes able to: help students actesa tind suggest new ideas;
provide information about opportunities; help studedecide between alternatives;
teach students how, to write an application or laoka job (Wright, 1997, p.131).

c) Developing social contacts with groups of fullyeabpeoplés important
for the prevention of inferiority complexes or adelings of regret,
which can lead to a distorted self-image.

4. Objectives of the Centres for Educational/Vocational Orientation

Specialized for the Visually Impaired

The general principles of functional rehabilitatiand the objectives of
professional guidance centers specializing in tleekwith the visually impaired
are based on scientific data confirmed by reseawhe in neurophysiology,
neuropsychology, cognitive psychology, developmgrggchology and experimental
psychology.

The research had the following main areas of respiity: a) preparation of
standards and procedures for reporting, documerdimg) evaluating the counselling;
b) development of strategies for staff to use imdliag social situations; c) assistance
in developing, describing, and implementing thetesysof counselling for students
during the period between school and career (Appelh1995, p.169). The research
has proven that there are, mainly, two types dudts, apparently at odds, which
"guide" the visually impaired in their career-clo{Schepens, 1986):

- caution, due to the inevitable limitations impodsdthe impairment
and by the more restricted career-choice range;

- courage and imagination, as the subjects projeat thasons, wishes,
aspirations, disregarding possible limitations isgabby the impairment.

Lombana (1980) suggests four factors which cancatfee success of a
person with disability in a given job: the ability meet the physical demands, to
accomplish tasks efficiently; not being a hazarthemselves; not jeopardising the
safety of others; not aggravating the disability.

In each case, the counsellor involved in the sfiseth educational and
professional guidance will take into account theemble of internal variables,
regarding the visually impaired person, and of mdkvariables, regarding his/her
professional environment.

The examination of the young visually impaired @nd in at least two
individual sessions. It consists of an interviewd am test, meant to provide
ophtalmological, psychological and pedagogicalrimi@ation that will constitute the
basis for a suitable educational and professiamédiegce. The vocational counselling
and career educational programme offered studemt®liowing kinds of counselling
and assistance (Appelhand, 1995, p. 169):

a) Counselling concerning an idividual’'s visual impaént by:
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- interpreting eye reports;

- checking functional vision;

- offering guidance based on a realistic estimatpasficular visual
problems;

- advising on a possible use of optical aids, fittiagls where
appropriate, and instructing in use of the aids;

b) Assisting in the expansion of student’s capabditig:

- providing appropriate orientation and mobility msition;
- teaching independent daily living skills, includireppropriate
social behaviour;
- encouraging the application of creative thinkingl&dly life;
c) Preparing young people for a career while in schyol
- providing information on career and training po#iibs;
- advising on making career choices;
- assisting in applying for jobs or training;
- informing students of relevant social legislation;
- helping students look for training vacancies;
d) Supportlng young people during training by:
providing specialized equipment that might be nsass and
suggesting how it might be installed at the placeark/training;
- developing individual plans for vocational trainiagd advancement;
- lending any needed support at the training site;
- giving the vocational sections of the training itadibns information
about the special needs of people who are visimafigired.

Career education and guidance must be an integralop the curriculum
for any young person. Specific job oriented objexgti are emphasised in the
curriculum for all students at all school levels.

For students who are visually impaired career egutashould be given
particular prominence because their transition femmool to work is often a more
complex process. To neglect the area of careeratidncand guidance would be
not only discriminatory, but a denial of the rigtita visually impaired person to be
included in society through participation in thédar market (Wright, 1997, p.
133). Especially in the case of blind young peoptefessional guidance should be
specialised in the field of examination methods tutiniques devised and used by
a specialised multidisciplinary team. Modern mudtiplinary guidance is
progressive and flexible, being based, to a gret@né on the activity of the real
potential of each person, that should tend towadseving autonomy and socio-
professional achievement. Career-choice is a deravaof the subject's case
history, personality, skills attained by educatiotraining and extra-curricular
activities. In the professional guidance of theusiyy impaired, the team members,
as well as the young visually impaired must disgdath imagination, and caution,
against a background of rational pedagogical ogtimi
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Economic self-sufficiency will ultimately rely uporan appropriate
educational placement and this requires prudenchirvag of individual needs,
skills and aspirations with appropriate educatiod &aining programmes (Wright,
1997, p. 123).

The emphasis on career awareness and job seattshiskan essential
element of the education of all young people imgigon to adulthood. Students
with a visual impairment demand additional suppgartinformation gathering,
decision —making and self-advocacy to ensure espedss to the labour market.

Sowers and Powers (1991) quote practical exampliespatential
difficulties encountered in the workplace: using thathroom, getting into and
around employment sites, eating and drinking whtlevork, and communicating
with co-workers. Specific strategies need to bas#el/to overcome some barriers
presented by the employment world. The latter catude: lack of legislative
intervention, such as enforcement of quota systeangienefits system which
creates financial risks for those attempting wonkl genalises those who might
wish to work part-time; the state of the labour ked&r lack of information and
support for employers (Clare, 1991; Chazal, 1999).

For young people in educational settings where veoqberience schemes
are available, such difficulties can be identifiddring work placements, and
aprropriate programmes devised. Close partenefstiween teachers, mobility
officers and employers will enchance the likelihadduccessful placement.
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THE TEACHERS — AS PRACTITIONERS AND RESEARCHERS

MU SATA BOCO $*, VICTOR BOCO §?

RESUME. L'article traite un aspect encore controversérelation entre
la recherche scientifique et la pratique éducaties.auteurs s'interrogent
si le professeur est-il seulement un practicie@galement un chercheur
dans le domaine des sciences d'éducation?

Approach to the problem

The present stage in the development of the sysfesducation sciences,
the present configuration of the educational fiehdl the efforts of the educational
reforming make us participate in the increase @ general interest in the
pedagogical research. This increase is not onlyrabeind legitimate, but also
indispensable for the actual educational contegking into account the
imperatives of the reform in education and the tmreent in the pedagogical
research, the encouragement of the educationavation, which represent clear
requirements of the reform in education.

It has became obvious that we cannot appeal amyrwrover-simple
procedures in solving fundamental problems excelgivby applying personal
experience or to empirical procedures and ignaspetulations, often sterile. We
need profound analysis, the understanding of thecagtbnal phenomenon in its
very essence, the discovery of its inner causess land relationships of
interdependence with other phenomena etc., thagpied of its development, the
identification and validation of different soluti®rin improving the educational
practice. In other words, the rational, scient#italysis of education is absolutely
necessary, i.e. the appeal to the pedagogical redséategrated at present-day
within the social manifestation with praxiologic lwa and representing a
subsystem of the former. The pedagogical reseaplesents a special kind of
scientific research, a continuous process whichsatm explain, understand,
improve, innovate, reform and prospect the actigitinstruction and education, in
a systemic view, relying on the theoretical- or/qmdctical-applied investigation
of the functional and causal relations betweenctiraponents and the variables of
the educational phenomenon.

The analyses and the developments worked out dsplecialists in the
field of education sciences, the models, the giiaseand the paradigms offered by
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them, corroborated with the outstanding qualitatiad quantitative progress of the
software products, represent the support-elementthé pedagogical research,
considered generically a strategy of continuousisidjent and self-adjustment of
the educational system and process.

Although at a theoretical level the necessity #mel importance of the
scientific research in education are admitted,amnpt and proved scientifically, at a
practical level-macro, intermediate (institutionafjcro etc. - these are not satisfying at
all. Unfortunately, we do not think that we have Hlame" only the educational
system, the institutional management, the diffiesltve encounter in practice, the lack
of material resources, but also certain beliefsesyof behavior, attitude and mentality
that prevent the development of pedagogical resemsca strategy of natural action,
available to any teacher. Thus, we come back tonthger in dispute. Is the
relationship between pedagogical research and tolala practice a matter of
opposition or complementarity? Who should orgarérel carry on pedagogical
research — only research specialists and profegsionany practitioner teacher?

Our opinion and its argumentation

We think that the answer to the question abovihas the relationship
between the two is one of complementarity. Furtloeemthe pedagogical research
may be a real factor of adjustment/self-adjustneamd self-improvement of the
educational system and educational activity anda ¢tewrger scale, a real factor, a
strategy of promoting the general development mcation. Certainly, to achieve
this we need to consider the educational instihsticas authentic research
laboratories, to involve and muster the individiaald collective resources by
stimulating the entire creative potential in thésstitutions and cooperating with
all the implied factors to corroborate their eféorthus reaching the premises of a
real complementarity relation between research gnmdctice. We have
consequently answered to the second question: aise break and dichotomy
between practitioners and theoreticians in thel fadleducation must be removed,
emphasizing thus the idea that pedagogical resesuadn be organized and carried
on by any practitioner teacher, thus becoming arahtcomponent of his/her
educational practices. As a practitioner and aareber, the teacher can definitely
improve the educational praxis, can build an adegparspective on the class, can
evaluate objectively its performance and can estalihd analyze scientifically the
situations of success and failure in schools.

We support the above-mentioned facts with theovalhg arguments in
hopes of bringing the most relevant, clarifying aoohvincing ones for the
approached issue.

2 In practice, the education and educational rebeaequire the same
qualities and competencies, and therefore the cwatbnh between teaching and
personal investigation elements ensures the preroisa more flexible and creative
practical pedagogy. The competent teacher's profitudes competencies in the
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research and innovation of the educational realitlyich, in the context of the
reform of education, are more and more demandegratides the means of
overpassing routine, conservatism, dogmatism, lmonedtc., and it makes the
process of education more efficient.

2 One of the general goals of education is to fdnm ihvestigation and
scientific spirit in pupils, the respect towardgesce and scientific data. Or, how can
this happen if the teacher himself is not an ingate person open to the new, to the
research work, if he is not a researcher and datasffer "living" examples of research
sequences? Only a teacher involved in such indwidund teamwork research
activities will be efficient in teaching the othevhat authentic research means.

2 The pedagogical researches have a reflective dimmnthey promote
reflective thinking and reflective teaching andfeliént international programs
have shown the superiority of reflective teachimgsus simple teaching, almost
technical, traditional. The reflection on educatibrpractices has a major
contribution to the increase of the quality in theaching process, to better
performances in the instructional process and g¢atgr efficiency, aiming at formal,
nonformal and informal educational contexts, atdame time (M. Bogg 2002).

2 These tree types of reflection related to the garesnoment and its
circumstances, as well as to future moments —atifle about action, in action and
for educational action, careful investigation ofet own educational acts
contribute decisively to the shaping of the teaghegflective, independent and
critical thinking, to the development of their eftive intelligence, interpersonal
intelligence, thus reaching their autonomy. Thisstmot be understood as a total
independence or complete freedom, but as the dggdanaking pertinent choices
related to the pedagogical behavior: educatiomatesgies, organization forms of
the educational activity, methods, mental and neterstruments put in practice,
content progress, class management etc.

< Reflections about, in and for action imply on-gpself-reflection, self-
observation, self-assessment, self-knowledge, asellyzing, self-enquiry, self-
evaluation, self-criticism, self-planning etc., amaontinuous improvement of the
applied educational practices. In fact, from thenmant they accomplish these
reflections and ask such questions as:

- "Whatis/ does...mean/is understood by.../ could beiddia . ?"

- "Whyhave we come to these results/ has this happeagd/the students

reacted like this...?"

- "How do we operate with the concept/ could we actdiffarent way/ do
we explain these observations, the level of thdopmances and the
results we obtained/ could we improve the resuwtsild we correct
mistakes, remove confusion, gaps...?"

-"Whichwere the strong and the weak points of the apgliedegies/ were
the typical mistakes of the students/ were the usiohs made by the
students/ were the gaps noticed at the studerits...?
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-"What virtues hathe strategy/ method/ technique/ instrument...?"

-"What servitudebas the strategy/ method/ technique/ instrument...

-"With what can we correlatéhe idea/ the methodological orientation,

suggestion...?"

-"What are the consequendéwse apply this method/ technique...?" etc.,
the teachers get practically involved in more osslamportant experimental
investigations related to finding the most effidiarays of organizing the students’
learning experiences.

< The rigorous organization of the students’ leagr@mperiences, the careful
selection of the modalities the information is efem the knowledge of the students’
way of learning and their varied styles and comtimna of learning styles they
practice contribute ultimately to the improvemehteaching, to the discovery of the
most efficient teaching ways and to the developmémedagogical aptitudes. If the
research is well conceived, designed and controlledcan definitely assert that there
are positive mutual interrelationships betweenrdsearch and teaching approaches.
They support, shape and develop each other, camghinio an integrating evolutive
unity, providing thus the education continuum iacgand time.

By doing research and carrying on experimentstaheher will contribute
to the decentralization of the authority and to ginedual development of his/her
autonomy, both in teaching and research, achiecorfidence in his/her own
potential as a researcher in education sciencedjisifiher own observations,
findings, results, analyses, interpretations, gaimtions and educational
conclusions. In fact, as a direct participant ie #ducational act (L. Cohen, L.
Manion, 1998), as a complete participant (Pt, I897), the teacher knows and
understands the best the educational context, hheacteristics of the teaching
situations, their minute aspects which (s)he caalyae from multiple points of
view. Consequently, he is the one to give appreciajualitative and quantitative,
to judge the results and the efficiency of the atiooal process and, of course, to
improve it. Thus, the teacher must be invested -amdt invest himself- with
authority and expertise in his teaching and re$dagcactivity perceived as an
authentic continuum in time and space.

< Research-action, a kind of research recommendegdwyalists, is in perfect
agreement with the teacher's position in schoah) ista practitioner in the educational
field and who can easily become a researchemgétivolved in the development of the
educational process and analyzing carefully trextffof his attempts.

In practical research-action, researchers monit@ir own educational
practices in order to develop their own valuabldgggment and practical reasoning.
Thus, the practical research-action is the steparidsvemancipation research-action in
which the researchers themselves "are responsibthd Socratic role of assisting the
group in its collaborative self-reflection” (L. Ga L. Manion, 1998, p. 190).

2 Any pedagogical research can be, willingly or reot, opportunity for
change, renewal or innovation. Pedagogical resemrdhinnovation represent two

36



THE TEACHERS — AS PRACTITIONERS AND RESEARCHERS

complementary actions in analyzing, explaining,elipteting, understanding,
changing and transforming optimistically the edigral reality. A pedagogical
research generally ends by suggesting changesyaéme innovation, based on
scientific grounds. On the other hand, the impldiation of an authentic
innovation must be based on sound pedagogical rds=a What we consider
important is the individual element, the awarenessl the inward change
necessity, the desire to make positive changessihdr educational attempts and
to continuously improve his/her activity, all tmisdated to the teacher’s personality.

The reform in education, representing a macro-aduta innovation of
all structural and functional components of edwsgtiis carried out in the
classroom, by conjugating the efforts of thosedliyeinvolved in the educational
process, and by ensuring relations and interrglatammong theory, practice and
research, as well as teaching, learning and rdse@he reform must begin with
the teacher, who accepts it and assumes it, otberviemains formal. Therefore,
before speaking about the students’ education mvitheé context of the reform, we
should speak about the teachers’ education inginié of the reform.

Recommendations for organizing and carrying out pedgogical
researches

* Reflect on the strategies and their componentsnyagily apply in your classes
with good results. Identify those modalities fortimizing the respective
educational practices, new connections, and neagogiital variants.

e Select the research topics from the problems yewancerned with, you
have applied and pursued straightforwardly.

* Think of the way you present the theoretical andeexnental aspects of
the selected issue so that your work will be uskfuthe teaching staff and
other categories of people interested in educatibnough research
accounts, scientific papers presented at scientifimferences and
methodological activities, research studies aridlast, theses for obtaining
the first degree in teaching, books and so on.

e Ask yourself how you can quantify and measure gertdaracteristics,
dimensions or states of the investigated phenomena.

« Compare certain actual personal educational appesato those worked
out by other colleagues.

* Do not overlook the possibility of carrying out thedagogical researches
in intra- or interdisciplinary teams.

e Adopt discernment and critical attitude in using teference material sources.

e Show an active analytical and critical spirit, flakty, courage and
boldness in drawing up the research matters améurels hypotheses.
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< Direct yourself towards applied research-actionsditect data about your
own practices, analyze and interpret them, and esuntly, accept,
achieve and assume changes, renewals and innaation

« Try to make meta-analyses in order to synthesize dhata of certain
research works.

Conclusions

The direct participation in the educational reskavork, the opening up of
the teacher's own potentiality of imagination anckativity can only have
beneficial effects upon his/her continuous trainimgl self-training and a positive
impact on the general formation of his/her personaCertainly, it is necessary to
provide a minimum training as concerns designimganizing and bringing about
the pedagogical researches (especially the methgpdoked), as well as a continuous
training in this respect. Due to the complexity apeécificity of the research act, the
improvement by the research work is essentiatiefft, performant.

Every stage and sub-stage of the research wonks torgood account the
availability for research, specifically practicesdamodels certain structures and
functions — psychical, intellectual, actional ardaitional. The scientific approach
to research brings together the researcher’s eatell, actional and affective-
volitional resources, his entire imaginative, crgatand inventive potential by
cultivating the spirit of initiative, specific ingégation and innovation. Thus, it is
of paramount importance to develop and self-develop investigative spirit
specific to the educational field, the desire amhehgure to investigate and the
confidence in both our own possibilities of invgation and research and our
particular qualities as researchers.

The beneficial potential effects — direct and iedi, immediate and
cumulative, professional and human — that belonth¢opedagogical research are
difficult to be counterbalanced by other aids anfs of activity.

The beneficial outcomes, "the profits" for the deer-researcher as
concerns his/her profession are the extension wfanuknowledge, the effort for
self-development by receiving the positive teachérgerience, by taking it over,
adapting creatively and reevaluating it in the peed educational practices, the
reference of the recent data to the own experiamcethe other way round, the
reference of the own teaching experience to therakperiences.

More valuable are the formative outcomes, whicterréo the opening
towards novelty and the progress of research, éoethbracement of new active
and critical scientific attitudes towards the ediorsal reality and new pedagogical
behaviors, the qualitative change of some merdaliWe should also mention the
role of the teaching staff played in cooperationthimi the intra- and
interdisciplinary-type research team, which helpnth'to clarify and extend their
ideas through dialogue ... learn the techniquesdthecting, sharing and analyzing
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data about their practical problems" (L. CohenManion, 1998, p. 191), for a
complex approach of the educational phenomena.

Accordingly, it is necessary for the teachersaeeha sound theoretical and
practical pre-service and in-service training oeen towards designing and
carrying out pedagogical researches, their abdsgyresearchers in the field of
education, respectively, within the two subsysterhshe teachers’ training: the
pre-service and in-service ones. At the same titrig, not of less importance to
defeat reticence as concerns the application ofaicerstrategies, practices,
methodological attitudes, to educate ourselves teramme the reserves,
inhibitions, fearing or even the feeling of beinfya&d what we encounter with
regard to the pedagogical research and the news, Etongside of the teachers’
continuous training on the line of pedagogical aesk, it is essential their
continuous self-education to design and carry alagegical researches, as well as
to produce, accept and introduce educational inimva

REFERENCES

1. Bocg, M., (2002),Instruire interactivi. Repere pentru reflge si acfiiune, ediia a ll-a
revazuta, Editura Presa UniversitaClujeara, Cluj-Napoca.

2. Bocao, M., (2003),Cercetarea pedagogic Suporturi teoreticei metodologice edtia
a ll-a, Editura Casa#ttii de Stiinta, Cluj-Napoca.

3. Cohen, L., Manion, L., (1998Research Methods in EducatjoRoutledge, London
and New York.

4. lonescu, M., Bocg M., (2001),Cercetarea pedagogicsi reforma Tn Tnvsamant in
"Pedagogie. Suporturi pentru formarea profesoriloEtitura Presa Universitar
Clujeara, Cluj-Napoca.

5. llut, P., (1997)Abordarea calitativi a socioumanulyiEditura Polirom, Igl.

39



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLVIII, 1, 2003

LEARNING CONCEPTS
ION ALBULESCU

ABSTRACT. The present article approaches the complex tapbic
learning concepts as a condition of the teachiniyinc We point out in
this study the importance of the process of aceura@lization of
comprehension of the content and of the breadthehotions, and also
the continuity of the process of reflection on plossibilities of pedagogical
intervention to ensure the optimal realization @fhler order operations:
abstractization, generalization, synthesis etctruason centered on the
learning of concepts must observe certain exigeneiethat the manner
of mechanical learning is avoided; to this endriwest efficient strategies
are based on deductions or inductions. It is ex¢hgrimportant to keep
in mind in teaching the age at which students de & operate with
concepts that have no direct connection to the idiae reality. If the
learning of concepts is forced on students befoey teach the stage of
development when they can think logically and auily the entire
process of understanding can be upset and thenstot®y be forced to
merely memorize something that he cannot undersiaddo accumulate
lax. The intellectual trajectory of such a studefit not be the continuous
one in which knowledge is connected naturally bstesep one in which
learning occurs in leaps. By calling attentionte tmportance of learning
and clarifying concepts, the article pleads foreased attention to be paid to
this element that underlies the entire system of@dge of the students.

Knowledge can be acquired and transmitted only &sima of concepts which
synthesis and essentialize information in certald fof domain of sciences. At the
level of common sense humans recreate the worltl@astheir every day experience.
Above all however rises conceptual architecture giitcome of thinking which can be
abstractize and generalize. The empirical repratient is replaced by abstract
conceptualization, which make possible a supeewell of knowledge of existence,
more profound and comprehensive. The diverse yealimetimes confusing and
limited, which makes the object of empirical reprgation is translated into concepts
as products of thinking that suggest a personatllectual structure for the
investigation of the world. In front of common serikere is the power of thinking in
concepts. The basic unit of thinking, conceptggrdte in their content data above the
general and essential features of objects, phermed processes. Any science is
based on such integrative synthesis which exphesmtelligible structure of the real,
facilitate understanding and meaningful commuroceéind if the core of each science
lies in a coherent system of concepts, then legumiithat science must begin with the
accurate acquisition of those concepts.
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From the educational perspective the learning oicepts is the way of
access to a certain domain of knowledge. In thenieg of any content the
concepts must be known and understood clearly secuey serve as the basis of
hire order forms of learning. Due to the very ftt they are the "basic blocks of
any discipline" in the school curricula the teachiasks are laid down in terms of
the notions that must be learnt by the studentsxgHaebli, 1973). Instruction
becomes possible by the learning of notions whilkbwa for the subsequent
improvement of training, according to Robert M. 8ag1975). Once the basic
notions are acquired the student is ready to iseréés knowledge to deepen and
improve his intellectual processes (we should pouttthat for logicians such as |.
Petrovici, Gh. Enescu, P. Botezatu the tetonceptsis often considered a
synonym of the termotion).

Scientific knowledge is expressed in a specifiglege which is different
from common language. Some of the concepts areveedr from the common every
day language while others are specially develofeifnificant part of the language in
a scientific theory is nothing but technicizatidrttee natural language which seems to
be "the source of all types of language" (Adriamdidi, 1981, p. 122). Use of natural
language in different domains of knowledge, accorigohby a semantic explanation
of the terms and a better logical coordination e basic statements led to the
construction of the languages of sciences and @élssciences. Within school based
learning there is a shift from empirical concepthjch are common to every day
language, to the scientific ones. The empiricdlspontaneous” notions, as J. Piaget
and L. S. Vigotski called them gained from unorgedidaily experience, change into
concepts. Before being scientific, under the pressi circumstances knowledge is
empirical, points out L. S. Vigotski, who reachies following conclusions "learning
of scientific notions relies on the notions develbjn the process of the child personal
experiences" (1972, p. 159). As a result of legr@anfamiliar but vague concept is
replaced by a new, accurate, one, the replacerhtr@ one used in every day life or at
an early stage of development of formal thinkinigha scientific one.

Before thinking in concepts and abstractly, thddcis anchored in the
concrete. He possesses a series of notions ofothenon language which he can
apply in different life situation. These are theuks of knowledge acquired to
direct contact with every day realities, a pre-aptoal type of knowledge based
on intuition and centered especially on a particglate. Their use lacks in the
precision that characterizes the use of the sfiemibncepts because they include
concrete, particular, accidental and unessentfiifes which are the result of a mostly
inductive and analogues logic and which does nafiecdhem precise meaning. On the
other hand scientific notions reflect essentialrab&eristics of reality which is why
their meaning is much more precise. The child Esesea set of pre-conceptual, pre-
scientific notions, which school learning will cect in time. Thus the results of
spontaneous thinking will gain a rational formudati
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Any concept is doubled in comprehension and extensComprehension
includes the ensemble of intelligible qualitiestiogé reflected reality, as essential
constitutive features which can be found in objélcéd, by this, make up a class. It
is the one that constitutes the concepts in thaeviof the triad: essence, necessity,
universality. Extension shows the ensemble of alijee possesses those features
and hence to which the concept applies. The legrofmotions as pointed out by
D. P. Ausubel and F. G. Robinson(1981), lies in idhentification and correct
realization of comprehension (content) and its msitn (sphere) which for
students is a rather difficult enterprise. As weehahown before, one of the first
major intellectual tasks of a student is to leaonaepts, by which he can access
knowledge of the self and of the world, conserve mproduce knowledge. D. P.
Ausubel and F. G Robinson make a clear distindtigtaveen learning and forming
of notions (concepts): learning means the procgswliich "older children and
adults learn the meaning of a notion by contachitg verbal definition or by
encounter in a certain verbal context”, while tbenrfing shows the process of
discovery by the child of the general and essewctiaracteristics that identify a
class of stimuli so that starting from this he rezs:the definition of the notion and
its connection with other notion (1981, p. 71)sbhool instruction the learning of
a notion means taking it over as it is verballynsmitted by the teacher or
encounter in a written source, and integrating me’s own cognitive system. The
forming of notions is a process in which the studdraws out the essential
qualities of a class of objects and incorporatesdhattributes in a complex image
which makes up the meaning conferred to that no@iher psychologist considers
that such a distinctions is artificial. "Except farfew small semantic differences
the terms of learning and forming concepts esdeithe description of the same
complex process, just like sometimes pedagogicgyaking by the forming of
concepts we mean especially the process of adquisit' (loan Neacsu, 1990, p.
274). If we carefully analyze the position of Austland Robinson we find that, in
fact, it is about the distinction between learnimgsimple reception and learning
by discovery. In school activities the learningffong of concepts is done by using
several strategies and cognitive styles: by lisignd verbal utterances made by the
professor, by independent reading and re-construdtased on previous personal
experience (independent discovery).

When the information is transmitted verbally by tirefessor in the lesson
the learning/forming of notions is based on thedfar of meaning. The teacher
simply presents a generalization and defines i& isynthetic formulation of its
specific attributes. According to Ausubel and Rsbim while in young children the
learning/forming of notions is connected to induetgeneralization, starting from
their concrete experience, in older student's netican be learnt by assimilation
because they are capable of sensing directly fh&ares between abstract things,
without needing the concrete, empirical, suppartiebarning by reception students
will operate directly at the level of abstract ursfanding which is superior to the
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intuitive level. Once in the logical stage of thevdlopment, they are able to learn
ideas (concepts) that have o immediate conneatidhe empirical reality, and to
operate with them mentally. Now it is possible ag learning on abstract, verbal,
basis. The new notions are integrated by eacheaim twn cognitive structure so
that their meaning is associated, correlated, midviously established meanings.
According to Ausubel and Robinson, in their attenptretain, students can
proceed in two ways: a) if they try to rememberrnbé&on by linking it to what hey
have known and giving it in a way a meaning, thesrd is conscientious leaning;
b) if they are contained to memorize without lirkilo previous knowledge, then there
is mechanical learning. Students can strive tal@aecise unequivocal meanings or
they can be contained to passively take in notidrish will remain vague and diffuse,
the two author's state. They can try to translagertew notion into a terminology
that is consistent with their own vocabulary ant cfeideas or they can simply
incorporate as it has been presented to them. Q&lyidt is preferable, when new
concepts are presented, that the teacher moves Vitwah is known to what is
unknown, putting to best use the students knowledgkexperience as a support
for understanding and interpretation.

In a sequence of instruction focusing on the legrof a concept, the teacher
presents it, defines it and, if possible, indicatescrete situations in which it can be
applied and later develops the conditions for &adization of transfer. In this activity
he will try to involve the students actively. Theyust not be limited to simple
reception; on the contrary, in learning/forming @dncepts they can start from
examples, data and concrete facts in order to réacugh analysis, synthesis,
generalization and abstractization, the definitdbrthe concept which thus becomes
their own mental construct, and learning becomagdyaformative process.

In the process of instruction students get to krnmwmcepts either by
deductions or by inductions. When the deductive isaysed for the learning of a
concept, the defining features of a class of objact not discovered starting from
particular phases, but rather presented on the fifrbefinitions. Starting from
definitions students understand the particular tasehich they refer by means of
a transfer of meaning from the general to the galgr. In a philosophy lesson, for
instance, truth can be defined as follows: "Veréasadaequatio rei et intellectus".
As concerns our statement we consider that thenitlefi is true if it is in
agreement with reality. We formulate the followihgsis: truth is the agreement of
thought and reality; it consists in the agreemetivben an enunciation and a sate
of facts. Starting from the definition, a partiauénunciation (E1, E2...En) will be
judged as true depending on the above mentioneskagnt. The inductive way
involves the identification and selection of chaesistics that are shared by
objects, phenomena, processes, facts and actidvish \are then generalized for
the entire class to which they belongs. Let us thkeexample of the philosophic
concept of "justice", for the learning of which wan start from the identification
of particular situations in which it is applied: sthhow the observance of laws,
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respect of legal rights of a person, asses theiwashich goods are distributed in
society or if each individual is treated as thegudt. We find that this concept of
"justice" applies to a broad range of situationsviich we are faced with conduct
or social organization, with rules and procedukds. can therefore consider that
justice refer to aspects of human existence bylatigg exchanges, relations and
functions, by introducing a system of rights antietu

The belief that notions (concepts) can be learagjaately by simply taking
them in has been subjected to several criticismchvhinderscore the fact that
comprehension, the fundamental condition of knogdeid not satisfactorily done in
this way. Thinking is a constructive activity rathiman a simple association of
intellectual meaning. Modern psychological theer{€. Selz, J. Piaget, |. P. Galperin,
J. Bruner etc) shown that notions (concepts) aradd based on the internalization of
external actions that is based on the transfer featernal actions of reception to
internal actions that occur on the mental plairhlie aid of language. According to
Jean Piaget thinking is a game of operations sinple assimilation and association
of ideas. At the hire levels thinking is a systeiogical operations of processing,
interpretation, translation, realigning and appi@aof information at the abstract level
with the purpose gaining new knowledge or solvimgbfems. Its fundamental
elements are the schema of mental activity. Thexréfoowledge cannot be equated to
intuition to the acquisition of figurative copie§ reality, but it consists in operations
that fix the real in thinking. Trying to explainetlwvay in which new acquisition occurs
the modern learning stress the development of otions, structures and operation
and their manner of functioning. Learning is notehethesaurus of data but especially
a formative process of rediscovering knowledge. th@ very reason instead of a
verbalist and classic education, based on thentiae®n and reception of ready-made
knowledge, learning experiences, essentially patsomes, should be promoted. To
state that the student is going to learn new cdsgsfpo say, in fact, that he has to do
some operations that mediate discursive, ratiamaMedge.

Thinking is an active process of mental re-consitncof the aspects that
reality reveals to us. It cannot be confined, haweio processing perceptive images,
just as it cannot be regarded simply in the metsiphlysense as an entity that operates
with pure meaning independent of external sigridis. activity of knowledge is done
including with these signals because thinking &lae a concrete denotation which
often represents its starting point and from whicbannot be detached completely
without losing its meaning and its raison d'étre.

Notions (concepts) are formed by repeated strutuaind re-structuring
which use the operation of generalization and absmation. Miron lonescu
explains the process as follows: "the conceptiatoiating to which notions are
formed by simply summing up perceptions and remtegiens is wrong. Moving
from these notions requires abstractization anegdization, with the aid if which
the essential characteristic features of objectenpmena and processes are
identified. The forming of notions is not merelyethesult of selecting features
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contained in perceptions and representations binvitlves processing of the
gathered material and changing it in notions thaokactivities of abstractization
and generalization that take place in thinking"0@0p. 107). So by identifying the
common features of a class of objects or factsmeyans of generalization we
acquire an abstract mental construct. The reatfleated at the level of rational
thinking in a mediated form, changed into concdpt.stead of the concrete
individual we obtain the general as the object lohking. By definition, the
general encompasses all that is common, and iéémtica multiplicity. Thinking
arises from the individual to the general, frommqudm@enon to the essence which it
condenses in notions and concepts. They reunitphttromenal diversity in a unit
by finding the identity of the essential featurkattcharacterize the elements of a
class, extracting them and generalizing them ferettitire class.

Through synthetic receptiveness, thinking sets iplidity under the sign
of unity. Synthesis is that which gathers the digfmelements and unites them into
a whole. Conceptualization, as a third stage, we®l the operation of
generalization which is a predominantly synthetjpemation. To this we add
abstractization, an operation by which thinkingpiaced in the field of essence.
Abstract signifies what thinking conceptually indds as being identity in the
concrete and sensible given fact. Conceptualizatamtording to Mielu Zlate
(1999), is the capacity to abstractize the distnecattributes of a class of objects
which are then incorporated in an image or a "cphddea". By isolation,
extraction and retention of the common featuresaitiplicity, thinking makes the
leap from the concrete individual to the generdahimabstract, logical plane.

Conceptual thinking is abstract because it purdbesessential and the
general detached from the concrete. Only genetalizaallows for an abstract
understanding of reality because only it can reves$ential determination.
Generalization is at the same time abstraction usecavhat is essential is, ipso
facto, general. This is the means by which theestlgan rise to the rational level
of knowledge. Thinking is defined in its own natardy when it moves away from
the immediate, concrete reality, which it reducesan abstract form that can be
approach in itself. Comprehension of the abstracthat which constitutes the
concepts, in virtue of the triad essence, necessityersality.

Through concepts thinking highlights the essengatracted from a
plurality of individuals in the order of knowledge grasp the essential by means
of the universal which cannot be sensed for imfigle and therefore it can only be
thought. In itself, concept is universality vershe particularity of concrete things,
unity versus diversity; it is only universal duethe fact that it places in front of
the subject the necessary constitutions of an egsen

Given the fact that it provides for the adequatewedge of reality,
concepts lie at the fundament at scientific dissewand, in terms of education, of
the didactic discourse. On the clarity of learmtfied concepts depends the
justness of judgments and reasoning, understanaling explanation of reality.
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Conceptual thinking allows for more profound knoside because knowledge
grows not only by accumulation of concrete datafiost and foremost by abstract
integrating structures. Therefore, forming conceptd are specific for the domain
of study for students pays an extremely importafgé m the learning; eventually
their entire system of knowledge is built on theibaf assimilated concepts.
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CIVIC MISSION OF THE UNIVERSITY
AND THE TEACHING PROCESS

SIMONA-ELENA BERNAT

ABSTRACT. The mission of the university changed during #tgh
century under the influence of scientific and crdtu progress.
Universities have maintained their initial functontransmission of
culture, professional formation and research, bavehadded new
functions to better respond to the requirementshef community that
hosts them: innovation in technology, public ins&@nfor critical
examination and commitment to civil rights, sogiadtice and reforms.
There are five ways in which the civic mission oflay’s university can
be accomplished:

1. the student is redefined as a consumer

2. the teaching strategies are student-centered

3. the theoretical fundaments of teaching are predantinonstructivist
4. service learning is used

5. the graduate is equipped with civic skills

The termliteracy has gained a new dimension under these circuneganc
the dimension of civic literacy.

The mission statement of a university articulatbe goals that the
respective higher education institutions pursueeséhgoals invariably emphasize
the instruction of the youth and the promotion ofesce and culture. Ortega y
Gasset (1999) identifies three functions that aensity must accomplish:

. transmission of culture
. professional training
. scientific research and the education of the rwensfic researchers

Today universities still have all these functiobst readjust them in terms
of responding to the requirements of the commuwitere they function. Starting
with Rousseau and Pestalozzi, the history of pegiagointed out that education
means content, and two actors: the professor andttident. However, pedagogy
has gained a new orientation: the student-centeppdoach of teaching. Today,
scientific based pedagogy developed the necessetfyoablogy to materialize the
ideal of Rousseau and Pestalozzi, and this evalusoclosely related to the
evolution of the University paradigm: from the Humiditian University to the
Entrepreneurial University, whose most importamgple is focus on the client.

Who is the client of the university and how is tblient provided for in the
mission of the university? The first client of tbaeiversity has always been, and
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will always be, the student. The second clientosiety, for which the student is
prepared. European Universities follow five diren when they set their mission
(Marga, 2003):

. formative

. scientific research

. technological innovation

. public instance for critical examination

. commitment to civil rights, social justice and nefis.

The idea of sharing culture (Gasset, 1999) is reidened; the university
has the role of interpreting knowledge and teagiesple how to evaluate the
value of that knowledge. The principle of qualitgsarance that the European
University Association adopted is one answer thghdr education institutions
have identified for solving the problem of copinghwinformation explosion.

As a public instance, the University has to deeithat is valuable, under
what circumstances, and what are the instrumersts dan be used to evaluate
value. Through the education process, the gragduateome autonomous, they
will gain their own authority to decide what valiee Authority is meant to be
handed down (Albu, 1998) to new generations. Toauskority, public instance, is
to contribute to the growth of those who are thgeatbof the authority, with the
purpose of helping them to gain their freedom. 'thho has reached the peak of
his utmost freedom, that who has accomplished Hiirakead of himself, and beyond
himself, has the power to lead others to where themselves, on their turn, become
free" (Liiceanu, 1994, p.105). The university vgilirve its client, the student, using its
authority to teach the student how to live a cveatind responsible life.

Today the university has become aware of its cwission: to promote
active citizenship. Active citizenship is the sygrtathat evokes people who want
to serve their community, who take advantage oi théucational opportunities,
who are capable of leading their own productive @sponsible lives. A university
that forms active citizens is a proactive one.

In order to identify the means for reaching proastn in higher education,
two important meetings were organized, with thetip@ation of universities,
policy makers, leaders and representatives: theg¥piead conference (December,
1998) and the Salzburg Seminar (February, 2001).

The Wingspread conference was attended by uniyengiesidents,
provosts, deans, faculty member and representativ@sofessional associations,
private foundations, civic organization, gatheregether with the purpose of
developing strategies for reviving the civic missiof the research universities.
These strategies engage faculty members to dewldpuse knowledge for the
improvement of society, and engage universitiggrépare students for responsible
citizenship in a diverse democracy. Research shdaflis on measurable
achievements, efficiency and usefull products.
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The Salzburg Seminar involved representatives ghteen European
countries and the United States, with the purpdsaharing experiences and
pooling ideas about the social and civic missiorthef university, with a view to
strengthening the interaction between academicpatndic life. The participants
agreed on the promotion of the following principles

e public service is a central responsibility of modarniversities, fully
compatible with — indeed reinforcing of — teachargl research;

* university policies that enhance the participatimh faculty, staff and
students in all spheres of social and civic acésishould be strengthened,;

e the support and cooperation of social and civicanization should be
sought by universities to ensure that universitycpes address community needs;

« national policies should ensure adequate fundindighfier education in
order to provide support for practice of the so@all civic responsibilities of
universities, and to secure the commitment of tgcstaff and students to actively
engage in the development of their communities.

How is the teaching process influenced by the civiission that the
university develops? We identify five tendencies:

1. the student is redefined as consumer;

2. the teaching strategies are student centered;

3. the theoretical fundaments of teaching are predamtiinconstructivist;
4. service learning (Temple, 2001) is used;

5. the graduate is equipped with civic skills.

The student’s role is reformulated; a student icgiged as a client. The
students are the consumers of the university sugplg specializations in higher
education respond to the needs of the communityt@tite social demand.

A university that is client-centered makes useraf promotes active and
interactive teaching strategies. These strategee®ldp critical thinking, ethical
judgment, life skills, lifelong learning abilitieactivism and proactivism.

This type of teaching needs a theoretical foundata constructivism.
Constructivism understands the teaching-learninggss as a partnership between
professor and student. The two actors become @erseof learning.

The use of service learning as an educational rdetheans to build
learning on real life contexts. The students offegir knowledge and receive
valuable learning experiences.

A graduate who has civic skills has learnt how &kengood decisions and
how to be creative, autonomous and responsibléh Seople are ready to take on
their role in society and to participate activeljtie community life.

If some decades ago literacy meant to know hovead and write, the 30
century has enriched the significance of this tesith the idea of media literacy. The
newest significance that literacy has gained —ditécacy — has appeared as a result
of the fact that universities have become awarethdir civic and social
responsibilities.
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LA REALISATION DiEI\]TRATNEMENTSA AUDITIFS PAR LA
METHODE DE LA "REPETITION DES TACHES SPECIFIQUES
STIMULUS-RESPONSE"

MARIA ANCA

ABSTRACT. The evaluation of the hearing function througte th
methods of tonal audiometry with headphones anédpaudiometry
and the realization of hearing trainings througlke tmethod of “"the
practices of specific stimulus-response tasks"

Cette recherche s'est déroulée pendant les anf@8s-2001 a L'école
Professionnelle de Cluj-Napoca. On a proposé cornhjectif l'efficacité des
différentes méthodes d'évaluation de la fonctioditaue, ainsi que I'évaluation de
la réponse a un programme d'entrainement auditif gfoup des sujets ayant des
déficiences d'ouie, prothésés, agés de 16 - 20 ans.

Obijectisfs:

1. L'évaluation des performances auditif-verbadedgpméthode de l'audiométrie
vocale.

2. L'investigation des modalités de prothésatiodeet'efficacité de cette
prothésation.

3. La stimulation de la capacité auditive restgmethésées par lintermédiaire
des entrainements auditifs adaptés a I'age et asziliités réelles pour la
commmunication des éléves de L'Ecole Professi@yetiompris par le langage verbal.

Hypotheses:

1. Le déplacement de l'accent mis par le Prograrsoadaire pour les
Ecoles Professionnelles Spéciales sur les disepliachniques et de spécialité au
détriment du tronc des disciplines - Langue, laegagpmmunication - se reflete
dans les performances audutives verbales des élgaasdes déficiences auditives et
qui suivent les cours de ces écoles.

2. Le bénéfice dO a la prothésation auditive dstivement réduit car les
appareils auditifs retrocochléares de type conwend n‘assurent pas I'amplification
auditive correspondante aux pertes d'ouie de égsl

3. Les effets des entrainements auditifs sont diésnsi les sujets aux
déficiences d'ouie ne bénéficient pas d'un telagmment jusqu'au niveau de
I'école professionnelle & cause de la diminutiotaddasticité néuronale. On croit
que le moment de la prothésation lui aussi a sfineimce, car chez ces sujets il
intervient tardivement.



L'EVALUATION DE LA FUNCTION AUDITIVE PAR LES METHODES DE L'AUDIOMETRIE TONALE

Pour réaliser les objectifs proposés on a parclesrétapes suivantes:

1. La réalisation de l'audiométrie de ton pur daasasques;

2. La réalisation de l'audiométrie tonale en chanmgert et I'évaluation de
la prothésation;

3. La réalisation de l'audiométrie vocale;

4. L'application de I'entrainement auditif selomméthode de la "répétition
des taches spécifiques stimulus - réponse”;

5. La réevaluation de la fonction auditive par &thode de 'audiométrie vocale.

1. La composition du groupe

Le groupe experimental qui a été soumis a I'exapenlaudiométrie
tonale en casques, audiométrie tonale en champtoetvaudiométrie vocale a eu
33 sujets, éléves de I'Ecole Professionnelle Sigédm Cluj-Napoca. Ce groupe a
été trés hétérogéne, correspondant a la situadiercidsses ou ces éléves suivent
leurs cours. Les sujets présentent des déficiedoege de type neurosensoriel
ayant des causes congénitales ou acquises; ilseprant des familles auditives,
respectivement des familles sourdes, des miliemxliteux trés différents ou ils
béneficient ou pas de stimulation adéquate.

Dans ce groupe il n'y a aucun don't la perte awsithoyenne soit plus
petite que 50 dB, plus de 50% de ces sujets s'emtiacbnformément aux résultats
a A.T. casques entre 81 et 100 dB perte moyenne.

2. L'évaluation de la fonction auditive par la métlode de I'audiométrie
tonale en champ ouvert.

2.1. Suite a I'évaluation par la méthode de l'audiomeétmale en champ
ouvert dans les deux situations expérimentalesa @alculé sans I'utilisation de
l'appareil auditif et avec lI'amplification auditivear la différence entre ces deux
évaluations, le gain di a la prothésation. On atadé qu'en dépit de ['utilisation
de la prothése auditive 14 de ces sujets ont lié aaditif minime en champ ouvert
a plus de 61 dB, ce qui, a une premiere évaluaitolique un bénéfice réduit a la
suite de la prothésation méme si la tAche ou oonataté cette chose a résidé en
réponse aux tens purs. Le gain di a la prothésesiositué entre 11 et 45 dB.

2.2. La situation de la prothésation

Tous les sujets sont prothésés bilatéralementpipagivec des protheses
différentes aux oreilles. Cing de ces sujets demfdin se situe dans les limites 10-
20 dB sont prothésés avec des appareils auditisiques (retroauriculaires) de
type BE 31, donc les appareils qui amplifient leéimagossible de la série de type
BE. L'un des sujets ayant une perte auditive s¢eér@n a enregistré un gain de
41 dB, porte a une oreille un appareil BE 31 edudtie oreille BE 51.
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Par la confrontation du gain d0 a la prothésatieecde type de prothese
on remarque que chez les sujets prothésés aveapgaseils auditifs de type BE
51, BE 53, BE 54, la valeur du gain dd a la pradtiéa est en moyenne de 35 dB.
Les appareils auditifs sont AM 99 PP et AM 900 Riissi. Pour la réalisation de
la prothésation (dans la limite de la dotation episte) I'audiologue éducationnel a
eu en vue le fait que les prothese de type BE Bhscepartisées aux sujets ayant
une déficience auditive profonde.

Pour vérifier s'il y a une correspondance entredssltats a AT casques et
les résultats & ATFF dans les deux situations @xpétales on a recouru au calcul
du coéfficient de corrélation Pearson.

4 Etant donné que r = .023, on peut dire qu'entrevidsurs des pertes
auditives moyennes établies a AT casques et ATR§ [mathese aucune correlation
n'est enregistrée, ¢a veut dire qu'on ne peut ©gasspr comment ces sujets sont-ils
capables de répondre a la stimulation auditive leamp ouvert en partant des
données de l'audiométrie tonale en casques, mélaenature des stimuli utilisés
est identique.

4 Parce que r = .113, on ne s'enregistre aucunelatoreentre les valeurs
des pertes auditives moyennes établies a AT casguédFF, ce qui infirme
I'nypothése selon laquelle les réponses a la siioul auditive dans les conditions
de la prothésation auditive seraient corrélées &itlaation de départ dans la
prothésation, respectivement avec les donnéesabadques.

Dans ces conditions on a posé la question de e¢sfil y a vraiment un
gain significatif, sur 'ensemble du groupe, da @rothésation. A la suite du calcul
de la signification des différences entre les dewyennes enregistrées par les
sujets du groupe investigué dans les deux situmatopérimentales, (t=4,021), on
peut affirmer que la différence di a la prothésaéist fort significative (p<.01).

4 Si on considére qu'avec I'age et donc avec unieatreent plus long dans
I'utilisation des prothéses auditives apparait temelance d'augmentation du gain
du a la prothésation, ni ce fait ne se vérifie @z les sujets de ce groupe (r=.127)
ce qui soutient notre hypothése qu'une prothéstdialive implique seulement des
bénefices réduits de la prothésation.

Suite a I'étude de la nature des prothése audifwess parameétres acoustiques
de celles - ci on a établi, au niveau du groupestigué, trois niveaux d'amplification.

Du calcul du coéfficient de corélation Pearsonésulte que:

4+ |l n'y a pas de corrélation significative entre tegrés du déficit auditif
calculés a l'oreille droite et respectivement &eilte gauche chez les sujets du
groupe investigué et les niveaux d'amplificatiosuaés par les prothéses auditives
utilisées par ces sujets.

4 La corrélation entre la perte moyenne auditivelitgdar AT casques et les
niveaux d'amflification des prothéses auditivesresignifiante.

4 1l n'y a pas de corrélation significative entre iésultats & ATFF, a aucune
de ces deux situations expérimentales et les mwdamplification assurés par les
appareils a toutes les deux oreilles.
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4 La seule valeur significative du coéfficient derétation Pearson (r=.668,
p<.01) s'enregistre entre le gain d0 a la protlotsa&t le niveau de I'amplification
assuré par les prothéses auditives a l'oreillehgades sujets.

4. L'évoluation de la fonction auditive par I'audiométrie vocale.

Le materiel verbal utilisé a résidé en listes desrhisyllabiques, équilibrés
du point de vue phonétique.

Au début du test on a constaté que beaucoup dis sigeepétaient pas les
mots non parge qu'ils ne les entendaient pas naace mu'ils ne les connaissaient
pas ou ne les comprenaient pas. Par conséqueagarocedé a une nouvelle sélection
des items verbaux en tenant compte du vocabulasesdjets. L'évaluation s'était
bien déroulée conformément a la procédure de bauélirie vocale, le matérial
verbal étant présénté directement par I'examinaétant réglé seulement le niveau
de la sortie du son du haut-parleur et mesuré lave@nomeéetre.

Une autre constatation est liée aux certains sgjetsn'ont pas réussi a
répéter 50% des mots entendus au niveau maximatersité, d'ou on résulte que
le matériel verbal est trop complexe pour eux, pquiil soit reproduit et leurs
habilités de prononciation sont trop faibles. Rarseéquence on a proposé d'établir
les parametres specifiques de I'audiometrie vac#dde des listes de phonémes.

En fonction de la réussite de la perception suvd@ auditive et de la
reproduction verbale, les 33 sujets se distingpantia capacité de répondre a un
matériel verbal ayant une complexité différentes dts et des phonémes. Les
moyennes des valeurs des seuils minimum établie&Tpacasques et respectivement
par ATFF chez les sujets qui ont réussi la tacidemtification des mots sont d'une
maniere significative plus grandes (p<.01) queeseliles sujets qui ont réussi
l'identification des phonémes.

Il est évident que l'une des causes du manquetgesges a la simulation par
les mots est le degres de déficience auditive eds@ment la gravité du déficit
auditif.

On considere qu'une autre variable qui détermire diéférences est
I'habilité des sujets de détecter, en champ librejatériel verbale avec signification,
donc la capacité des sujets d'écouter la parolis, aegparler aussi.

La plupart des sujets du sousgroupe de ceux quiémandu au matériel
verbal - mots - ont fréquenté une école pour IdiciEnts d'ouie et certains ont
suivi I'école maternelle spéciale pour les déffitsied’'ouie. Autrement dit I'intervention
précoce dans le domanine de la stimulation deel'stile langage verbale reflete a
l'age de la puberté et de lI'adolescence dans wauimeilleur de la réussite de
l'audiométrie vocale, maniere d'évaluation inédaar ces sujets.

Les sujets qui ont répondu aux stimuli-mots présgries valeurs moyenes
suivantes des parametres établis par AV: le séimtetigibilité 79,52 dB, le
pourcentage d'intelligibilite 72,62% le déficit discrimination 27,38 dB et le
déficit de voix 64,52 dB, des valeur meilleures qakes obtenues par les sujets du
sousgroupe de ceux qui ont répondu aux stimuli @mas (figure 1).
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Chez tous les 33 sujets on a enregistré sur lemgrathmes vocales la
présence du seuil de distorsion.

Par le calcul du coéfficient de corrélation Pearsoma constaté qu'il n'y
avait de corrélation significative ni entre lesuléasts a I'audiométrie vocale et AT
casques et ni entre AV et ATFF dans les deux sinsitexpérimentales. Ces
constatations montrent le fait que les examen$gatiométrie tonales ne sont pas
suffisants pour pouvoir faire des prédictions surdussite dans la réception et la
reproduction des matériaux verbaux et ni sur lesnsonications verbales.

L'entrainement auditif selon le modeéle de la "Réipétdes taches spécificques
de type stimulus-réponse”.

Les exercices englobés dans le programme de Tieatnent ont visé tant
les contenus habilités auditives que les habiligrbales. lls s'étaient déroulés en
cours de 6 mois dans des séances d'une heuremeinee

A l'occasion des examens réalisés par l'audiomatria observé (remarqué)
que les sujets, méme s'ils détectent les mots lstprésentés ne réussissent pas a
les reproduire, les difficultés étant constatées thans le domaine de l'audition
(difficultés de dicrimination et de compréhensiap)e dans le domaine de I'expression
verbale (difficultés de prononciation), étant exteinent dépendants de la lecture
labiale et surtout du langage gestuel. Etant dojugéces sujets n'ont pas bénéficié
antérieurement d'entrainements auditifs spéciabiséa opté pour la construction
d'exercices selon le modéle de l'entrainement dekes spécifiques stimuli-
réponse, étant entrainés dans la résolution desdataudition des éléments de
compréhension et d'expression du lagage oral @t &essi. La justification du
choix de ce modéle d'entrainement a été donnékegpérience positive obtenue
avec le groupe de sujets de I'Ecole pour les @éfigis d'ouie nr. 1. Ces exercices
ont été appliqgués en groupe, ils ont été de typegacours, en suivant parallelement
des objectifs motivationnel-affectifs. Lorsqu'ilayait des difficultés chez certains
sujets, on est intervenu d'une maniere individuellec des taches de reméde.

Une autre remarque qui s'impose est celle que aoadre de chaque
entrainement auditif, y compris le nétre, on n'a @gpliqué seulement une
méthode unique d'entrainement. Les taches desratrents auditifs peuvent étre
groupées conformément aux niveaux d'audition egplpar la preuve GASP, mais
par autres preuves aussi taches de détection,indiisation, identification et
compréhension verbale et le matériel verbal avgedieon opere differe, parmi les
autres, par le niveau de complexité (phoneme,tsyllmot, phrase, discours).

Ces taches, on les différencie nettement seulerdanpoint de vue
méthodologique car en réalité elles se superp@setiellement. Ainsi, tout exercice
qui a comme objectif fondamental l'identificaticuppose la réalisation des taches
de détection aussi (phonémes, structures phonalegjg mais aussi des taches
d'identification. Les exercices déroulés pendantriinement (tableu 1) ont commencé
par l'utilisation des unités ou des structures phagiques connues par les sujets,
mais pendant l'instruction on a fait appel auxesustructures phonologiques aussi).
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Tableau 1
Les exercices appliqués pendant I'entrainementifaudi

Tache
Unité Detection | Discrimination| Identification| Compréhension
phonologiq
Phonéme 3,4 2,8
1 |
5
Sillabe 9
Mot 11 | 12,13, 14, 17
7
Phrase 15,16 | 20, 21
6
Discours
18, 19

On décrit brievement le contenu des exercices:

1. La détection sur la voie auditive des phoneressgujets devaient lever
les mains s'ils entendaient)

2. L'identification des phonemes (les sujets dewai€péter ce qu'ils
entendaient)

3. La détection et la discrimination du nombre ghsnemes (les sujets
devaient indiquer combien de phonémes présentéls @mtendu).

4. La détection et la discrimination des phonénes gujets ont montré
combien de phonémes étaient identiqués).

5. Discrimination, compréhension (les sujets dewarediquer si un son dit
par le psychopégadogue est entendu dans le mmis$it par celui-ci; par exemple:
"c" en "parcage"; "r" en "bruit").

Ce phonéme a identifiér a été mis dans différeptsitions dans le cadre
du mot, il y avait des phonémes ressemblants dut jpi@i vue acoustique avec le
phonéme du mot, d'autres ont été différents dutpienvue accoustique de ces
phonémes.

6. Discrimination, identification, compréhensioneql sujets devaient
indiques la répétition d'un certain phonéme dares phrase). L'augmentation des
difficultés est donnée par l'introduction de plusgélements sursegmentaux et par
le fait que le méme phonéme se trouve dans desigaimtns phonémiques
différentes, le phénomeéne de la coarticulation dmuant de plus la tache
auditive. Par exemple, combien de fois est-ce gattand le son "j" dans la phrase
"J'ai joué dans le jardin".
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7. Identification et compréhension (les sujets dawaécrire la lettre
correspondante au phoneme entendu avec un crayoe cértaine couleur). Par
exemple, il devaient suivre des consignes telles Ygcrivez "f' avec le rouge";
Dessinez un arbre avec le marron” etc.

8. Identification et compréhension (les sujets @anoter toutes les fois
gu'ils entendaient deux sons dans une série de).nas sons qu'ils devaient
identifier sont les sons des paires des phonémed-sonore. Par exemple: "Notez
toutes les fois que vous entendez les sons "f', dahs les mots: détectif,
autographes, alphabet, bavard, vin, fille, caf@grawache".

9. Identification et compréhension (la tache édaitnoter toutes les fois
gu'ils entendaient une certaine syllabe dans uie ¢é mots),

10. La discrimination et l'identification des syl&s (la tAche a été de biffer
sur la liste la syllabe prononcée par le psychogeégiae). On a donné des listes,
aux sujets, avec des syllabes construites en tondt certaines criteres:

4 Syllabes contenant la méme consonne, syllabesteiremverses et avec la
consonne cible en position intervocalique (exemgdg:ga, aga);

4 Syllabes contenant une des consonnes des pairedssmnore, étant aussi,
directes, inverses et avec consonne en positienvistaliqgue (exemple: ef, fe,
efe, ev, ve, eve);

4 ldentification d'un logatom dans une série desttoga

11. La discrimination. Les sujets devaient dirdesi syllabes entendues
sont les mémes et ils devaient dire leur nombre.

12. La discrimination et l'identification des moles sujets ont recu des
listes avec des phrases de type lacunaire, ovd®mt la possibilité xde choisir
l'un des trois mots écrits a c6té des phrases,t dga@dche de souligner le mot
prononcé par le psychopédagogue.

Exemple: Alina a ... cing ans
... cinquant ans

13. La discrimination et lidentification des mot€'est un exercise
similaire au précédent, ayant un degres plus gdendifficulté, car aux quelques
sujets manquait le contexte propositionnél, esxdévaient souligner le mot d'une
série de trois mots. On a donné des séries demaotssyllabiques et bisyllabiques.

14. Détection, discrimination, identification. L&xise sous la forme d'un
jeu-concours. Les sujets ont da biffer sur leundllées, différents dans certaines limites
selon le sujet, contenant 15 mots, les mots prapar le psychopédagogue. Les
mots selectiennés ont eu des patterns syllabiqueles accents différents. Les
premiers qui ont compléter les feuilles ont ét@népensés.
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15. La discrimination et lidentification des maBest un exercice similaire
au nr. 13., mais le matériel verbal utilisé corttides paronymes ce qui implique
une discrimination auditive plus fine.

16. L'identification et la compréhension des matss mots qui devaient
étre identifiés par les sujets ont été notés daesroatrice similaire a celles des
"mots croisés”, en mettant aussi le probléme ddidarimination visuelle des
structures verbales parmi d'autres graphémesifuiisation figure-fond). L'organisation
et la selection des mots stimulus ont été faitegoention de leur composition
phonétique, pour que chaque matrice nécessite idesninations entre les mots
contenant des phonémes tres semblables du poiedeoustique.

17. Détection, discrimination, identification, cor@pension. Différents
exercices sur le méme texte lu: l'identificatios défirmations vraies ou fausses en
ce qui concerne le texte: le completement des phrasunaires; la résolution des
"mots-croisés"”, le choix de la variante correctenpgplusieurs possibles (sous
forme de phrases); etc.

18. Compréhension. Les sujets devaient répondrerieraux questions,
puis lire les réponses a haute-voix.

19. Compréhension. La confection des figurines auefs, de matériaux
trouvés a la portée, conformément aux instructienbales du psychopédagogue.

Pendant cet entrainement on a identifié chez chsujeé une multitude de
difficultés don’t quelques- unes specifiques aletsgn question. On a intervenu
d'une maniére individualisée, dans des séance®-d& Ininutes, pour le remede
des difficultés.

Pendant ces séances on a mis l'accent sur la miation des sujets qui a
été déficitaire, tandis que le vocabulaire a été/pa

5. L'évaluation des effets de I'entrainement auditipar la méthode de
I'audiométrie vocale.

5.1. La caractérisation de la fonction auditive zHes 8 sujets selon les
résultats des examens auditifs réalisés (tableau 2)

Si on regarde le tableau 2 on peut remarquer:

4+ Le seuil d'intelligibilité a augmenté chez tous $egets: avec 5 dB chez 5
sur 8 sujets, respectiviement avec 10 dB chez 3ujets;

4 Le défficit vocal s'est réduit chez chaque sujat,gonséquent le plus grand
défficit vocal a été de 65 dB chez deux des sujets.

4 Le pourcentage dintelligibilité a augmenté appr@ativement 5-10dB, ainsi
qu'il a atteint 95% chez deux des sujets.

4 Aucun sujet de ce groupe n'a réussi a attendredecentage d'intelligibilité
idéal, ce qui fait que le défficit de discriminatjioméme réduit, reste entre
les limites de 5-35 dB.
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4 On constate quelques évolutions inattendues. Aisix des sujets qui
obtiennent les plus hautes valeurs au seuil digibglité (85 et 80) et qu'ensuite
ont des résultats plus faibles aux autres parasndere AV, ont des résultats
assez différents a AT Casques, avant et apraaltestent auditif

-HEa46dBaODet73dB a0OG

-MNa85dBaODet85dBaOG.

Si on regarde les résultats a ATFF les inadveesoontinuent:

- HE atteint 79 dB sans prothése, donc un résodtaticoup plus faible que celui
en casques, le gain di a la prothésation est d&16

- MN a des résultats congruents a AT casques etlFAet le gain di a la
prothésation est plus consistent: 34 dB.

Une explication possible de ces inadvertances EBegtande différence
entre les seuils a AT casques aux oreilles, siinagjui reclame l'application de
l'audiométrie par la "technique cachée", examem@upas été possible a cause des
limites de l'audiométrie utilisée.

Un autre élément inducteur des différences coresatét la prothésation,
respectivement le gain dd a la prothésation quibeaticoup plus différent dans les
deux situations. Malhereusement aucun de ces dgats 1e réussit a profiter de
I'entrainement auditif-verbal individualisé.

5.2. Les relations entre les résultats des exampan®dT, ATFF, AV et la
prothésation.

Tableau 3

Corrélation Perte Niveau d’amplification
Spearman Moyenne AT oD oG

Le degrés de la perte auditive P<.01 - -

Seuil d'intélligibilité - P<.05 -

Seuil d'intelligibilité - - -

Défficit vocal - P <.05 -

Défficit vocal - - -

Pourcent d'intelligibilité - - -

Pourcent d'intelligibilité - - -

Gain d0 a la prothésation - P<.05 P<.05

ATFF sans prothése - - -

ATFF avec prothese - - -

CO/1000-4000 Hz - - -

63



L'EVALUATION DE LA FUNCTION AUDITIVE PAR LES METHODES DE L'AUDIOMETRIE TONALE

II'y a donc peu de valeur ou la corrélation eshificative. Il est a
remarqué l'existence d’'une corrélation entre leils#intelligibilité et le défficit
vocal et respectivement, le niveau de I'amplificatiavant la réalisation des
entrainements auditifs, corrélation qui ne se ri@ihpas apres les entrainements.
Cela peut étre expliqué par le fait que la modificades performances a AV ne
dépend pas seulement de la perception des stiordl soie auditive mais aussi de
la maniére de prononciation des sujets, respecawuerde l'intelligibilité de la
prononciation de ces sujets qui agitent comme wnelb qui ferme le circuit
auditif-verbal mais qui a une fonction de redoul@emet de précision de la
perception auditivé pour la matériel verbal.

Une autre relation significative est celle établitre le niveau d’amplification
et le gain d0 a la prothésation.

On a proposé de suivre si la difference entre Bametres établis par
'audiométrie vocale, avant et apres I'entrainenaeitif, est significatif.

Tableau 4
Lés résultats a AV. Avant et aprés I'entrainemeiclité

al b c dl a*| b*| c*| g Dif. | Dif. | Dif. | Dif.

CF |80|65| 70| 30| 75|60|80|20| -5 -5 10 | -10
HE | 85| 70| 60|40 | 80| 65| 70| 30 | -5 -5 10 | -10

MN | 8 | 70| 60|40 | 80| 65| 65|35 | -5 -5 5 -5
RM | 60| 45| 90|10 | 55|40 95| 5 =3 -5 5 =)
BC | 70| 5580|200 | 65| 50| 85| 15| -5 -5 5 -5
SR |80 |65|80|20| 70| 55| 85| 15| -10 | -10 5 =)
TA | 8065|8020 70| 55|85 |15| -10 | -10 5 -5
CR|65|50[90 | 10| 55409 | 5 | -10 | -10 5 =)

Par le calcul des valeurs du test t on a constades différences entre les
seuils d'intelligibilité (a), le défficit vocal (b)e pourcent d'intelligibilité (c) et le
défficit de discrimination (d) sont fort signifiétst, a un seuil p < .01.

Il est vrai que la différence entre les parameétablis par AV indique le
fait que les entrainements auditif-verbaux basétasméthode "I'Entrainement des
taches spécifiqgues stimulus-reponsé” ont été effisi mais, d'une maniere
surprenante ils ne se sont pas répercutés surefaparameétres qui reflétent
l'efficacité de la fonction auditive.
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6. Réflexions a la fin de la recherche

En faisant I'évaluation de l'indice utilisé pourdempte rendu des résultats
par la méthode de I'audiométrie auditivéntelligibilité de la prononciation,on
considéere qu’il y a une série de parametres gluientent les performances des
sujets. Un tel parametre est la nature du matétiesé pour I'évaluation sous
'angle de la structure phonologique mais aussissiangle de la compléxité
syntaxique et sémantique. Des études sur linflaethe ces paramétres ont été
réalisées par Cium¥.geanu qui a constaté que dgressmge de la prononciation
isolée des sons a la prononciation liée du cadsdadmtoms, la parole des sourds
perd de son intelligibilité. Cet aspect a été sanpendant cet expériment aussi lors
de l'audiométrie vocale quand, certain éleves eramipar cette méthode ont
échoué au moment ou ils devaient reconnaitre |érmeaverbal constitué de mots
monosyllabiques, leur évaluation étant possiblénsent avec des phonémes.

Il est évident gu'une explication de ce phénomese celle liée a la
complexité du matériél verbal pendant que d'awtsgdications se lient a la capacité
auditive des sujets. On met le probleme des diif#&e constatées du point de vue
des performances a AV entre les sujets de 'Ecadessionnelle et respectivement
les sujets de I'Ecole pour les déficients d’ouie hr Ces derniers ont réussi a
répondre & AV et a un matériel verbal plus complegepectivement des mots,
méme si les résultats a AT indiquaient parmi elssidiexistence de certains déficits
auditifs séveres. Donc la gravité de la perte awgibe peut pas étre I'unique
explication pour ces différences.

Suite aux interventions dites dans ce chapitresut ponclusionner que les
résultats des examens a AT et a ATFF devraientédiamer si les sujets bénéficiaient
d’entrainements auditif-verbaux a condition quexeguse déroulent d’'une maniére
systématique ayant une période de temps suffisihtgy’on a déja démontré dans
les chapitres antieurs.

Une explication possible en ce qui concerne lerdifces constatées
aux examens réalisés entre les résultats des &egedlasses normales (I-VIII) et
les résultats des éleves de I'école professionnalarrait étre liée aux plans
d’enseignement et aux programmes proposeés a ceselée

Les recherches ont démontré que les entrainemenditfa et verbaux
prouvent leur efficacité sur le langage et surdemunication verbale & condition
que la fréquence, l'intensité et les conditionsddeoulement soient adéquats aux
parametres spécifiques a la déficience auditiveeement dit, il est important que
ces entrainements soient spécifiques et il sel@d iqu’ils soient individualisés.

Dans le curriculum pour I'école primaire (I-IV) die® aux écoles spéciales
pour les éléves ayant des défficiences d’ouieailpfusieurs modules ou on vise le
développement du langage et de la communicaticsuain a prévu un nombre
substancial des classes par semaine.
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Un tel module est le module "A", "La formation humiste et sociale" qui
pour la classe de roumain (6-10 heures) a préwiqults activités (lecture — écrit:
8 heures; langage et communication: 2-4 heuresjriee- écriture — ortographe:
3-6 heures; lectures littéraires et grammaire). dutre module spécifique aux
interventions chez les éléves déficients d’ouiedeéen "Activités spécificques
thérapeutiques, récupérateurs et compensatoiresfestincludent les disciplines
labiolecture et la tehnique de la parole, ayanteha une heure par semaine. Le
programme lui-méme recommande le travail par petitgaipes ou individuel or,
dans ce cas le nombre des classes est categoriguismgffisant, tout comme les
heures prévues pour l'audiologie édicationnelle.

Le curriculum pour les collégiens (V-VIII) a préwians le cadre du
module "La formation humaniste et sociale" pouclisse de roumain les mémes
disciplines que pour les classes primaires (I-l#)hombre des heures est de 7-11.
Le module "Activités spécifiques thérapeutiques-pensatoires et récupérateurs”
include les mémes disciplines qui sont prévuesesesit jusqu’au ¥classe.

Le éléves de I'école professionnelle se préparent gifférents métiers,
ils travaillent dans des classes et dans différataigers. Les programmes scolaires
comprennent des disciplines de culture générals, disciplines de culture
technique de spécialité et du classe d’instrugi@tique.

La formation professionnelle de ces éléves esti@mmia celle des éléves
qui suivent les cours de I'école professionellenmade. Dans le cadre du module de
"culture générale" I'une des disciplines est laglam roumaine, pour laguelle on a
prévu deux heures par semaine. On remarque gy'iarplus de disciplines de la
catégorie correctif-compensatoires.

Nous croyons que la simple utilisation d’une preth@uditive adéquate
mais durant une période suffisante et la partimpatux activités instructifs —
éducatives et correctif-compénsatoires pareillesli@s prévues par le programme
scoalire pour les classes primares (I-1V) et peardollégiens (V-VIII) contribuent
a la modification mesurable dans les réponsessénailation auditive. On essaie
de démontrer ce fait dans le chapitre suivant.

Les réponses des sujets a la stimulation audigvens plus faibles si la
prothésation a été tardive ou si les sujets nefioégrd pas de stimulation auditive-
verbale parce que ces sujets ne sauront pas \alt@igs restes auditives. Dans le
cadre du groupe investigué dans ce chapitre, kdta¢s a AT et ATFF peuvent
étre marqués par un autre phénomeéne aussi: les @salutives d'ouie.

Ni selon les évaluations ni selon les constatatitaies pendant les
entrainements auditifs les sujets ne peuvent &&oliapport de la signification des
mots et des patterns syllabiques. La fonction augditerbale a perdu sa plasticité
et les transfers informationnels d'un champ arkane sont plus possibles. On
constate aussi que le temps de latence est plod ghez les sujets de ce groupe
que chez les sujets des recherches antérieurtst éeant observé a l'occasion des
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examens ou on a constaté la tendance de répondmstiauli auditifs (sans tenir
compte de la nature verbale ou non-verbale de cewt- de leur degré de
complexité) seulement au moment ou la stimulati@essé ou au moment méme
de la présentation du nouveau stimulus.

Une explication psychologiqgue de ces manifestatipparrait étre la
difficulté d'integration des informations de divefsamps corticeux impliqués dans
le déroulement de la fonction auditive-verbale peetivement des informations
sensoriales, des informations verbales (significattcompréhension, expression) et
des aspects motivationnels - affectifs.

Les informations sensoriales transmises sur les\8@nsoriales se rencontrent
dans le métacircuit polisensorial, situées darmotee du langage idéationnel. Ce
trajet néurologique a les fonctions suivantes:

- il contient toutes les informations comuniquéas|ps sens au cerveau, en ce
qui concerne I'objet manipulé par I'enfant;

- il est la banque de donnée qui se réfere a dget;ab contient toutes les
informations visuelles, tactiles, gustatives, difas et kinésthésiques concernant
l'objet,

- il est un récipient qui contient la définitionrpennelle, extrait par I'enfant de
sa propre expérience sur |'objet en question;nheit d'un certain objet ce qu'il a
vécu,

- il y a a des informations sur toutes les perssravec lesquelles I'enfant a été
en contact et sur toutes les situations vécues.

Une modification des macromolécules d'ARN des teduherveuses du
métacircuit fixe le trajet ainsi crée et constitdenc la mémoire. De nouvelles
présentation de l'objet, de la personne, ou détdat®n accélére ces processus
chimiques - d'ou résulte le réle de la répétitiansdla mémorisation.

Pendant que l'enfant manipule un objet, I'entourageen parle en le
précisant pour qu'une “"forme" ou une "image" auditsoit associée a un objet
spécifique.

Chez les enfants aux déficiences d'ouie apparpftdaomene du "triangle
de référencé, eux, ils ne pouvant pas écoutergarder en méme temps l'objet,
mais ils devaient commuter le regard de la persgum@&onne des explications a
l'objet dont on parle.

Chez ceux qui entendent, I'image sonore sera fasgans une engrame
perceptif-auditive, dans la partie antérieure dezdae du langage ideationnel.
Autrement dit, les caractéristiques sonores, vilimes de ces mots s'inscrivent dans
un nouveau trajet neurologique.

Dans le cas des enfants aux défficiences d'ouileezt ceux qui ne sont pas
prothésés de la période preverbale, des imagiseslis vont se constituer (labio -
facio - visuelles qui seront engramés) mais on nscrire des caractéristiques
spécifiques a la labiolecture (I'image de la praietion du mot).
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Chez ceux qui entendent on établit une voie d'@ssoc entre: le
métacircuit polysensoriel, contenant les signifad de I'objet et I'engrame
perceptif - auditive, qui contient la forme sondremot correspondant a l'objet en
question. Ce fait permet la compréhension parce adusgue fois que l'enfant
reconnait le mot il va retrouver la significatiomopre de I'objet (figure 2).

METACIRCUIT
POLYSENSORIEL
(SIGNIFICATION)

MOT
RECEPTIONNE
L'ANALYSE DE LA __“—-ﬁht/’
FORME

SONORE
ENGRAMAGE

f—imsdmirre— | VOIE D'ASSOCIATION

Fig. 2. Le schéma de la compréhension verbale (selBoulin, 1981)

Si on part de la forme du mot réceptionné et engraur le plan frontal
du cerveau (plan moteur) s'inscriveront les schéutedion articulatorie qui vont
permettre la prononciation du mot (fig. 3).

Schéma
articulatoire

L'engrame de la forme
auditif-verbale

Fig. 3. Les schéma d'action articulatorie (selon Rdin, 1981)
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Sur le plan linguistique, I'enfant extrait de se&eppes expériences des
significations tandis que I'engramage des sigrifioa sera différent du point de
vue qualitatif et quantitatif chez chaque enfanes Lsignifications engramée
dépendent du point de vue quantitatif du dinamidonenilieu social et celui-ci est
réduit dans certains milieux, comme par exemplepkssions scolaires. Un tel
milieu ne favorise pas I'exploration, la découverstel'entrainement du langage
oral. Du point de vue qualitatif, les significatoorépendent de la nature des
émotions subies par I'enfant, ce qui contribuergtamage d'une teinte affective
positive, neutre ou négative. Dans la plupart @dess chez les enfants et les jeunes
ayant des déficiences d'ouie beaucoup d'émotiaueséar aux-ci en ce qui concerne
I'engramage des mots et des expressions verbdlde®teintes négatives dles aux
situations d'enseignement stéréotype, aux exerammwtones et fatigants, ainsi
gqu'au sentiment d'échec.

Puisqu'au niveau de l'école professionnelle, legnamme scolaire ne
prévoit plus des activités spécificques pour lgngment du langage verbal, on
remarque une détériorisation progressive de cellitas que dans I'cole primaire
ou au collége, dans les écoles professionnellesxerce beaucoup plus moins la
parole, en faisant appel de plus en plus au langesggeiel.

Une autre explication peut étre liee aux implicatie |'utilisation intensive
du langage gestuel comme code principal dans larzoritation.
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THE ADULT'S IMAGE AND ATTITUDE TOWARD DEATH

ENIK O SKOLKA

ABSTRACT. This article concerns issues of adult's imagetudti and response
to death. There is presented the multidimensiorature of death anxiety
(conscious and unconscious fear of death; traitsaaie fear of death; fear of own
death or others). There are analyzed factors wdoeid influence death anxiety in
persons (vital danger and NDL phenomena; death dbse person; personality
traits; religiousness; demographic variables; pmsiftnal status; illness). The
article presents different coping stiles regardedtll. The contradictory data of
researches are discussed in the light of a compsale model of death anxiety
and the postmodern view on meaning making, constisim and narratives.

Introduction

"Man is naturally blamed to die through all his existen¢iing, 1997, p.
210). Death can be regarded as the absolute tragedy mystery scandal, as the
"extraordinary order" (Jankélévitch, 2000, p. 7).

Man’s attitude toward death went through considerainanges in time
because it is and it has always been influencechdyyns and traditions of any
given culture (Fodor-Szlovencsak, 2000).

Berta (Fodor-Szlovencsak, 2000) synthesized thenést features of
death’s image as it was in the Middle Age:

1. The stages of physical decaying were not hidden people. Animals’
dead bodies, corpses of victims of wars, epidemutsexecutions were in people’s
view all the time. And all these were part of stz#ion process related to death.

2. Medical knowledge was accumulating slowly, bads less the topiof
biological research, and more seen as a tool isghgce of the soul.

3. The agony of the dying was considered a tempatation between two
worlds. That agony was always invested with a nmgaiit was either a lesson for those
still living, the result of divine punishment oetlend of a life worthy of salvation.

4. In people’s conscience at that time world wamnpased of societies of
living people together with those of dead. Theras waermanent contact between
them; there was a mutual influence between the daddhe living and a constant
effort against the returning of the dead amondittireg.

5. Graveyards were not situated out of settlemdntsan organic part of
them. Because of spatial limitations unburyings eviEequent. Bones and other
human remainders were a common view.
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6. The proper way of dying was "taught" explicithrough preaches and
implicitly through mysteries, so that everybody Ilcodevelop those near death
behavioural patterns which were considered to Ipecgpiate.

7. The funeral rituals gave tasks not only to cliaggily members but also
to the community.

8. Due to the high rate of both adult and partidylehild mortality,
mourning labour was short and because of the ittisgadf family structure people
had a greater flexibility.

In the XXth century man'’s relation to death changedhat " the natural
unity between life and death dissolved, death becamaningless and void of
content, therefore terrifying" (Békés, 2000, p. 5).

This change was determined especially by:

1. The two World Wars which deprived death of msqueness and private
nature.

2. The increasing number of sudden, violent deatftber as a result of
accidents or cardiac diseases, which contributedsense of impossibility of preparing
for the moment of death.

3. The weakening of death rituals due to fragmimtatf traditional societies.

All these resulted in intensification of death tethfears and anxieties and
finally to repression and denial of death to a bigthegree than ever before.

This phenomenon was pointed out in the sixtiessinde then awareness
and concern for understanding the image, attitadelsreactions to death increased.

1. The multidimensional nature of attitudes towarddeath.

For assessment of death anxieties several typesisfwere used.

At the beginning mainly questionnaires were usedd &ometimes
interviews as well. Experts were not aware of thatidimensional nature of death
anxiety, which now is widely recognized as such.

1. 1. Conscious and unconscious components of deaibty.

Death anxiety has both conscious and unconsciaup@oents.

Questionnaires are useful for evaluation of consciears. Through factor
analysis the following components were identified:

a). fear of death as a process and fear of deadlstete (what comes after
death). This distinction was offered by Templel Y0 (Kulcsar, 1998);

b). fear of one’s own death and fear of death of&lones. These were
mentioned in 1969 by Collett and Lester (Békés (0200

c). acceptance of death as a way to escape lilgffersgs; neutral
acceptance of death (with lack of feelings) astarahpart of life, of reality; and
hopeful acceptance of death as a way towards aytadpgrlife, mentioned in 1988
by Gessel et al. (Kulcsar,1998).

Unconscious death anxietyas evaluated mainly through:
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a). Word association, skin galvanic reaction arattien time in 1975 by
Alexander et al. (Békés, 2000);

b). Projective tests (sentence completion) usedebylartin and Wrightsman
in 1965 (Békés, 2000);

c). TAT and DAPT (Death Anxiety Projective TestAPT is an adaptation
of TAT and was made by Rhudick and Dibner in 1988kg¢s, 2000);

d). Death’s Metaphors Test elaborated by Ross afid Kulcsar, 1998);

e). Dream interpreting suggested by Handal anddkiain 1971 (Békés, 2000);

f). Anatomical answers to Rorschach Test intergriateCassel in 1979 (Békés,
2000);

g). Recording of mood modification and feelingsldaling death image
exposure. This method was used by Paris and GaodstE966 (Békés, 2000);

Other authors, such as Feifel and Branscomb in 1@&kés, 2000)
distinguished between three levels of anxiety: cmus fear, subconscious anxiety
at the level of thoughts and fantasies about daath unconscious anxiety. The
results of their study show that: at the conscieusl the most noticeable reaction
is to deny the fear of death, at the level of ilmggend fantasy there is ambivalence
while at the unconscious level there is a significamount of death anxiety. The
authors explained the results by the need for retipg in a socially acceptable
way (i. e. denial of death anxiety).

Littlefield and Fleming in 1985 (idem) suggestedfying the first two
categories as opposed to unconscious anxiety,daltreeir different results, which
did not show any significant differences betweenttiree levels of awareness.

There are some authors who state that measuresnstious anxiety
positively correlates with unconscious anxiety @98lartin and Wrightsman, in
Békés, 2000). But these results, if they are intéed in the light of other discoveries
in the field of defence mechanisms, specificallgression and sensitivity, suggest
that the measure of death anxiety evaluated witcthassical verbal scales, do not
necessarily evaluate the amount of anxiety buerdtbw much of anxiety’s causes
reach consciousness. (Békés, 2000).

Conclusion: Empirical data regarding conscious and unconsciousety
are contradictory. On the one hand research shopasitive correlation between
the two types of anxiety and on the other handettae studies which show a
negative correlation between them.

1. 2. Trait and state fear of death

This distinction was suggested by Littlefield ankénfing (Békés, 2000).
Based on empirical evidence, the authors conclitedhere is a constant dimension
of death anxiety, which is independent of exteinfilences (the trait aspect) and
another dimension, which is sensitive to diffetéatevents (the state aspect).

Conclusion: There is trait death anxiety, which is relativeitable and
state death anxiety, which is variable, affectedlifferent stimulus, life events.
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2. Factors which influence death anxiety:

2. 1. Vital danger and NDE phenomena.

Berman (Békés, 2000) studied in 1974 the influesfogoing through vital
danger on the belief in afterlife. His conclusioasahat these experiences have
only a temporary influence on the belief in afferlin other words it affects only
state death anxiety.

Moody (1989) notes that, according to the clasgigdinition, death is a
state from which there is no way of coming backft

Moody used for the first time the name of Near Beatperiences (NDE)
for a whole class of intense phenomena near déatdse types of experiences are
also mentioned by Aristotle (Moody, 1989).

Morse (idem) reached the conclusion that near degtkriences are faced
by people who reach a critical point regardingtiéality and not by the severely
ill people. In fact, people who had NDE did notlkedye, even if their condition
meets some death criteria and they were very ttosge

Positive NDE covers a class of experiences amonghithe most frequent
are the following:

- separation of spirit from the body.

- sensation of passing the dying moment, the awasetied after a

while one’s own body is seen from an out-of-bodgspective.

- feeling of being at peace, the lack of suffering aar.

- ajourney through a tunnel or in a dark space.

- an upward journey towards a source of light.

- meeting a dead person, or the Supreme Being.

- aquick review of one’s own life including aspeatsich were forgotten
long time ago.

- negative feelings and sensations associated wshscgation and
coming back to life.

Other experiences which are mentioned in relatibh NDE phenomena are:
time perception modification, visual and auditoeyqeption of events which take place
in other rooms during resuscitation, ignoring spatbstacles (Moody, 1989).

Negative NDE feelings are considered to be lesgufrt, covering a class
of terrifying experiences similar to infernal ddptions. Rawlings (Pilling, 1998),
a cardiologist described most of recorded negdiidE and considers that the
number of people who had such experiences is higherthrough the use of
defence mechanisms they forget them afterwarddind?i(1998) points that
Rawlings’ research is not scientifically rigorobsit that his hypothesis deserves to
be considered and tested.

Based on a study made by Gallup in 1982 (idemYye2@" person in USA
has NDE. Not every such person goes through a#htperiences mentioned above.
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Several hypotheses aimed at scientifically exptagjinihese phenomena
were developed, either at the organic level orpgchological level. One such
hypothesis was that NDE feelings are the resulCNE activity, specifically the
excess of carbon dioxide in blood, of the endorph@ieased near death. There is
another opinion, which hypothesizes that NDE isaatoscopic hallucination, a
psychological defence mechanism as a reactiondonyag

However Moody (1989) notices that there are a fmments, particularly
those related to out-of-body perception which carb@explained by any of the
hypothesis offered so far.

Morse (Moody, 1989) considers that religiousnesssdoot affect the
content of experiences but only their interpretatithe frequency of such experiences
is equal among religious and non-religious peddke.also considers that children’s
NDE feelings are similar to those of adults.

Moody (1989) points that less religious people bezanore religious as a
result of NDE.

Ring (idem) after studying 102 cases of NDE conetlthat religion does
not affect the occurrence of NDE, but NDE feelings/e a positive effect and
leads to changes in one’s way of thinking aboutldvand one’s self. The same
author also considers that clinical death in theeabe of NDE does not modify the
attitude towards death. Based on empirical dateredf by Ring’'s research Pilling
(Pilling, 1998; Békés, 2000) argues that the ratatian from clinical death, even
in the absence of NDE determines significant medliibns of the value system and of
interpersonal relationships of those persons wlifese/ias seriously jeopardized.

People who had NDE during clinical death show arekse of death
anxiety, an increase of belief in afterlife andenftonsider that their own relationship
with divinity became more unmediated then befoeeibar death event.

Conclusion: The vital danger affects the level of death anxi&mpirical
data is contradictory as regarding the specifitu@rice, some authors considering
that the modification is at the state death anXiegl, while others that it is at the
trait level. The influence is mediated by the Helie afterlife and by beliefs
regarding one’s self. A particular class of phenoaehich can affect these beliefs
are NDE phenomena.

2. 2. Death of a close person

Feifel and Branscomb (Békés, 2000) did not find eeigtion between the
number, the time of occurrence of such loses amdnthasure of death anxiety,
neither at the conscious level nor at the uncouscievel. Martin and Wrigtsman
(idem) concluded in the same way after their ragewasith religious people.

In 1967 Feldman and Hersen (idem), psychoanalfgicalented authors
pointed out the correlation between the frequericyghtmares and the measure of
death anxiety and also to the fact that deathabdse person leads to an increase of
both death anxiety and frequency of nightmares.
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These contradictory results could be better undedsif they are analyzed
in the larger context of afterlife beliefs.

Conclusion: Empirical evidence regarding the influence of dezth close
person on the intensity of death anxiety is conttady. Some authors argue that
the two phenomena are not correlated, whereassotbesider that death of a close
person contributes to an increase of death anaiedythe frequency of nightmares.

2. 3. Personality traits
In this area research has started in the eighties.

a). Anxiety

One can hardly find a better ground for anxietyntdaath. "Death is the
supreme unknown, all our fears without object carptojected on it, in this sense
death leaves behind all obscure phenomena anektied" (Békés, 2000, p. 23).

a. 1.) General anxiety

Dickens (Békés, 2000) noticed the strong covarialietween the level of
general anxiety and death anxiety. In the beginnihgesearch on this topic many
specialists considered that death anxiety was tcplar manifestation of general
anxiety. Further research (Kastenbaum and Costn)icshowed that general
anxiety and death anxiety cannot be regarded atasiooncepts, opinion which
now is generally accepted.

a. 2.). Fear of castration

Freud (Békés, 2000) saw the origin of death anxretire guilt feelings for
the deceased and in the fear of castration maeddaktough fear of bodily injuries.

a. 3.). Actual fear of death

Death is the "object of the most important andtleastrolled humanity’s
fears" (Békés, 2000, p. 24). We cannot talk abaadthd without touching the
problem of taboo. "Originally the notion of tabo@amt neither sacred nor impure,
but was related to demons that which should ndbbehed, and by this emphasized
an important and common feature of these two patacepts, showing that these
two areas, of the sacred and the impure were siatlahe beginning, and were
distinguished only latter on. " (Freud, 1991, p).76

Wundt (Freud, 1991), explained taboo interdictimwarding the dead person
by saying that the spirit of the dead person chérnig® an evil spirit from which
family members should protect themselves. Kleirgpafilem) favours the idea
according to which dead people kill. This belieplexns the old ritual of burying the
dead on islands, or on the other border of a rilngtially all dead people were
considered to be malevolent and then only those lvelaba reason to be angry were
considered as such (e. g. those who were killedrsovho dead before satisfying their
desires).

Freud (1991) considered that those who were siile avere confronted
with ambivalent feelings - affection and hate - #o@v the dead person and that
"death’s taboo came from the opposition betweers@ons pain and unconscious
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satisfaction regarding death". (p. 71). From thésspective the hostility attributed
to the dead person is nothing else but the hgstiibjections of the mourning
people. The evil spirits are created through tlegeption mechanism, which helps
the resolution of an affective conflict (Freud, 1998. 73).

Polcz (Békés, 2000) as well as several psychoacallyt oriented authors
considers that the source of death anxiety is a#iparanxiety of the new born
child and an archaic anxiety without object or @aus

Fear of death was empirically studied also by amnatythe frequency and
the content of nightmares and the results of deathety scales. Feldman and
Hersen in 1967 (Békés, 2000) concluded that thera irelationship between
nightmares and death anxiety due to the reappeadnaroblems which were not
worked through in the form of dreams.

Handal and Richlal in 1971 (idem) state that theme several connections
between these two phenomena but the correlatiootibnear. Both persons who had
high scores on death anxiety scales and those wathdolv scores were confronted
more often with nightmares then people scoredémtiddle. These results are worth
being related to another personality trait, narsehsitivity/repressiveness.

Conclusion: Theories regarding the source of death anxietytpminone
hand towards the projection of guilt feelings om ttead person and, on the other
hand towards separation anxiety, and fear of badjlyies.

Empirical evidence suggests that the intensity edtld anxiety correlates
with the frequency of nightmares.

b). Repression / sensitivity

Sensitive people react with a considerable preatoup with death while
the repressive persons try to avoid the topic. &ebeshows that there is a strong
negative correlation between repression and sadrdsath anxiety on scales that
assess the conscious fear of death. Persons whwedatisposed to sensitivity have
higher scores on these scales.

Rosenheim and Muchnik (Békés, 2000), in 1985, foumtheir research
that while sensitive persons show higher conscifes of death, repressive
persons have a much higher anxiety at the uncamsdevel. As regarding the
relation between sensitive mechanisms and repeessies literature on this topic
shows greater consensus. Littlefield and Flemirmgigpirical data (Békés, 2000),
favours the idea according to which results obthiwiéh instruments which assess
conscious fear of death and unconscious death tgnp@sitively correlate. The
interpretation of these results is even more ingourif we take into account that
repression can already be present at the perceptiehof the topic of death and
this affects the reaction to death (implicit thewars to tests and questionnaires).

Conclusion: Repression / sensitivity and the intensity of comss /
unconscious death anxiety are correlated. Theséanems can operate not only
during the processing of data but also at the jpdaelevel.
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¢). Locus of control

The cognitive style characterized by internal otemal locus of control
influences greatly our emotions in dealing withegmal events. Death is an event
that can be controlled in a very small degree amdinpredictability is one of its
most terrifying aspects.

Dickens (Békés, 2000) believes that people who laavexternal locus of
control face a higher death anxiety compared vhits¢ who have an internal locus
of control and so are more focused on the moreraitathle aspects of life.

Internal control is related to repression wheredsreal locus of control is
related to sensitivity (idem).

Conclusion: Some authors consider that external locus of chniroich
correlates with sensitivity leads to an increasdeafth anxiety, while internal locus
of control, which is related to repression corregatith a lower death anxiety.

d). Intelligence

There is little evidence regarding the relationdmstn intelligence and fear
of death. Studies focused on this aspect geneshibyv a negative correlation
between these two variables (Jeffers, Niccols aaddger in Békés, 2000).

In the same year Rhudick and Dibner (idem) examitihed maturity of
attitude toward death of teenagers. After analyzhmgr essays on this topic and
their academic performance the authors concludad teenagers who had lower
academic results had higher death anxiety, which @e@nmunicated indirectly
through euphemisms and comparisons, while teenagwoshad higher academic
results seemed to accept in a higher degree thé@ahdgity of death and showed a
more refined range of attitudes toward death.

In 1964, Stacey and Reichen (idem) studied theud#itoward death on a
group of mental disabled people and on a group arf-disabled people. The
authors found that fantasies death related of Widapersons were scarce while
their emotional reactions toward death were mucbnger compared with non-
disabled persons.

Békés (2000) draws attention to the necessity afyaing those factors
which derive from high or low intelligence and whimmfluence these attitudes.
One such factor mentioned by the author is theepeete for different defence and
coping mechanisms (assuming that highly intelligedividuals are more predisposed
to rationalizing, intellectualizing and consisterafyopinions). To this the author adds
the influences of trait general anxiety and thedrfeesocial desirability.

Conclusion: The little available empirical data show a negateerelation
between intelligence and death anxiety.

e). Self-actualization and integration
Every person limits himself to particular achieverseand this means that
he gives up some alternatives and potentialities.
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Jung (1961) points out that some people loose saitnable part of their past,
others of their future. These losses and the mFadti them are different from one
person to another and these differences resulttiierpresence or absence of neurosis.

The neurotic individual suffers because his is aware of his problems.
The suffering of the individual who is not neurotomes from his conscious
problems without himself being ill. Jung points dbat "it would be a serious
misunderstanding to confuse the existence of pnablevith neurosis. (1961, p.
116). The neurotic is rather a person who can nbksee things as he would like
them in the present, and who can therefore neyjey grast" (Jung, 1961, p. 121).
"Life avoidance does not exempt one from the lavagihg and dying. (. . .) The
neurotic person who tries to escape life’s nedessidoes not gain anything and
takes over the burden of a premature aging anchdedtich must have terrible
consequences..." (Jung, 1999, p. 246).

The subjective feeling of self-actualization oddeé and the meaning/lack
of meaning attached to death are not unrelateddeigith anxiety.

Robinson and Wood (Békés, 2000) consider that thesnntegrated is
death in the personal constructs of someone, therlavill be his/her scores on a
death anxiety scale.

Neimeyer and Chapman (idem) emphasize the rolelbhstualization in
the decrease of death anxiety. The authors state tilose persons who have
smaller discrepancy between the actual self anddbal self have lower death
anxiety, compared with persons who indicate a higiserepancy.

Vargo and Batsel (idem) believe that the simultasepresence of these
two factors leads to a greater effect of anxietgrelase than either of them taken
separately. Other researchers supported the redulteir studies. Thus Robinson
and Wood (idem), showed that anxiety reduction graster for those persons who
were characterized both by integration and seliaiation. The same authors
believe that if taken separately, self-actualizatias a greater anxiolitic effect
while other authors consider that there is no i@idbetween self-actualization and
death anxiety (Richard and Jex, in Békés, 2000).

Conclusion: empirical data regarding the correlation betweérasgualization
and integration on one hand and death anxiety emtther hand are contradictory.
Some authors consider that there is no correl&@iween these phenomena, while
others believe that self-actualization and integratorrelate with a lower death
anxiety. Theoretical data favours that latter aini

f). Attitude toward life

Several authors cited by Békés (2000) showed thaple who believe that
their life is meaningful and who have a sense dflvggng, face lower death anxiety.

2. 4. Religiousness

Empirical evidence for the relationship betweengrelsness and fear of
death is inconsistent, either due to the instrumesed, to sampling deficits, or to
the reductionist interpretation of data (Békés, @OCEmpirical studies have
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contradictory results but they can be interpre®gthologically. Thus, the negative
correlation found by several authors between @ligness and adjustment to death
phenomena can be explained by the power which naorlreligious norms have
on common people who are aware that they cannopledely obey them so they
have feelings of guilt, fear of punishment follogithe Last Judgement; all these
can lead to an increased death anxiety at leastdime of the believers. On the
other hand, data which suggest that the more oeisya person, the easier he/she
can adapt himself/herself to the phenomenon ofhdeztn be explained by the
hope and confidence gained by some believers thralgir religion and their
belief in a reward to come in Afterworld.

Empirical data that show no influence of religiogiss on adjustment/lack
of adjustment to death can be explained by the gwghenon of secularization.
Rosenheim and Muchnik (Békés, 2000) following theiudies consider that
religiousness influence only unconscious deathedybut not conscious anxiety,
providing evidence for Jung’s ideas about religimss and its integrative function.
They also argue against Freud's idea regardingéueotic effect of religiousness,
which implies that religiousness leads to an ineeeaf unconscious death anxiety.
It is equally legitimate the Freudian argument whiegards religion as a way of
sublimation whose efficacy is demonstrated by retig survival through history.

Other studies (Leste in Békés, 2000), show a Ueshaprrelation between
belief in Afterworld and death anxiety, meaning thath belief in Afterworld and lack
of faith lead to a decreased level of death anxmiynpared with people who do not
have an unequivocal stance regarding existenceistence of an Afterworld.

Leste (idem) shows that it is the inconsistencybefiefs (uncertainty,
hesitation) that leads to intensification of deafixiety. This means that extremely
religious people or convinced atheists face lowar tompared to those who have
medium scores on religiousness scales. The ldteéing more uncertain of their
own stance are threatened both by the possibilitieoLast Judgement and by the
perspective of loosing precious interpersonal i@ahips.

From this point of view, loss of a close personldagain an additional
meaning, since it can facilitate a deeper analyseath. This can lead to such an
increase of death anxiety that would force oneat® ta definite stance regarding
afterlife, which then would contribute to a deceeat death anxiety (Békés, 2000).

Belief in an Afterlife not necessarily leads to dEse of death anxiety
because it is a function of: ajmage of afterlife which is different from one
religion to another, b)degree of religiousnesand c) the intrinsic and extrinsic
character of religious belief. Regarding the secfatbr, it is generally agreed that
most people do not have such a powerful faith dsetable to dissolve the negative,
anxiety provoking aspects of religious dogmas (K&leming in Békés, 2000).

Those studies that compared the level of deathegnxf people who
adhere to various cults found only minor differencehere were bigger differences
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between the object components of these fearslilgr@ple are more afraid of the
process of death, compared with Protestants, Geshohnk highest on fear of
Afterworld while Israeli people rank lowest (Diggand Rothman, in Békés, 2000).

These contradictory results can be explained ifcamesider the opinion of
Alexander and Adlerstein, which are also suppdtetleste (Békés, 2000), according
to which it is not the content of religious beligfhich affect the level of death anxiety,
but the religious or atheist confideneehich leads to decrease of death anxi€tye
intrinsic and extrinsic character of religious befliwas first mentioned by Allport
(Békés, 2000) in a study made in 1967. The autihought of these two variables
as being extreme points on a continuum. The extriaiable is related to external
and superficial religious manifestation. In Allgerbpinion persons with this kind
of orientation rather use religion, whereas thos® Wwave an intrinsic orientation
experience it. In fact most people are situated esamere in between on this
continuum.

Extrinsic religious orientation:

- is centered on one’s self (Kahoe in Békés, 2000);

- from the viewpoint of values it is focused on matiegoods, financial
possessions and prestige (Spilka, idem);

- correlates with a stronger tendency to prejudicemmared with
intrinsic orientation (Wilson in 1960; Allport arRibss in 1967 in Békés, 2000);

- correlates with a deeper death anxiety (Kahoe, Jdend with an
approach to death from the perspective of pairgliness, unknown and confusion
(Spilka et al., idem).

Intrinsic religious orientation:

- is centered on tasks (Kahoe, idem);

- is focused on human values and leads to more fabteir more
accepting attitudes, both to one’s self and toret{tepilka; Spilka and Mullin, idem);

- correlates with lower death anxiety (Thorson and/étis, idem), and
with relating to death from the perspective of tbeard to be given in Afterworld.
(Spilka et al., idem).

Other authors studied the relationship betweemjicelsness and fear of
death for different age. Research of this aspecbigradictory, too. Some authors
found that aging determines an increase in relgness while others disconfirm
these results. Freud considered that religion veas but of death anxiety. In this
sense, religion is efficacious if it reduces intgn®f this anxiety, which can
happen in the case of intrinsic orientation but inothat of extrinsic orientation,
which actually heightens this fear.

Conclusion: The relationship between religiousness and levedexth
anxiety, if globally examined, leads to results ethicover the whole range of
possibilities and this inevitably determines -codittory data. Meanwhile
theoretical data is able to explain each of thesdradictions taken separately. In
order to reach an explanation for all these coittiats taken together is necessary
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to approach the phenomenon of religiousness inra nafined manner, taking into
account the content of religious ideas, the inizilestrinsic character of faith and
the degree of confidence of faith.

2. 5. Demographic variables

a). Age

The child’'s image and attitude toward death arestranted step by step.
Nagy (1997) in 1936 did the first empirical res@arcthis field, and she elaborated a
stage model on ontological development of childsemiage about death. Children,
according to the cited author, reach a realistir@geh to death between ages 9-12.
Before that period the child’s approach to deatmisnistic and personified (Skolka,
2001).

In adolescenceaalong with the process of facing existential thasgh
redefining of attitude toward death takes placed&ta research is more concerned
with adolescents’ emotional reaction to death tivth their image about death.
Dickstein (Békés, 2000), consider that adolescemsas about future play a
decisive role in the development of their attittol®ard death. Wohlford, Kastenbaum
and Costa (idem) show that adolescents who contl@rhselves with a strong
conscious death anxiety have more limited viewsuabeeir future, compared with
those who have a different attitude toward death.

Gesser et al. (Békés, 2000) show that althougheadehts’ intellectual
development impliesinderstanding the irreversibility of death, teemageroject
their own death somewhere in the far future, tryimgvoid the thought of it.

Jung (1994, 1999) notes thatmdlife a radical change in the attitude toward
death occurs. It is a psychological revolutionpfiir noon, from the beginning of
dusk” (1994, p. 52). Time is measured not in refeeeto years which passed since
birth, but to these left until the end of life.

This significant change in a person’s psychologliel occurs in his/her
late thirties. At first it is neither conscious rerident. In the absence of religious
frame of reference — for aging, death and eternitie modern person enters this
stage of life unprepared, at a time when the idaats moral values of adult life
cannot be maintained any more. Modern man stilielse$ that these ideals and
values will serve further on in the second pattisflife.

Life can be lived with zest well after youth hasged if "the retrospective
look to all that vanishes does not paralyze ouk'l¢dung, 1999, p. 256).

Some empirical research shows that:

a). 45 — 54 years old people face a stronger fedeath compared with
those who are older than 55 (Bengston in BEké))200

b). Among people who had a cardiac attack, those wére of 46 — 54
years of age faced a stronger death anxiety (KamamMohan, idem),

c¢). Data from studies of Gesser et al. (idem) ssigtieat older people are
more concerned about death.
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In optimal conditions there is a decrease of apiieaged peopland various
forms of death acceptance develop. (Gesser &tevens et al., in Békés, 2000).

Gesser et al.,(1987), concluded that fear of death of the process of
dying are relatively high in young people, reach tighest point in midlife and
decreases in the third age. Empirical data sughastged people tend to see death
from one of the following perspectivek: neutral(as a natural component of life),
2. acceptance of it as an escape from Bfeacceptance of it as a means to getting
closer to divinity(Kulcséar, 1998; Békés, 2000). In the same time gupgple have
a lower tendency to deny the existence of deathednxcompared with young
people (Westerman et al. idem).

Research done by Kastenbaum in 1992, lead to thelugion that there is
not a strong correlation between age and fear athdg omer and Eliason, 2000).

Neimeyer et al. (1995) believe that there is adir@rrelation between age
and fear of death with a decrease of anxiety staiith adolescence (Tomer and
Eliason, 2000).

Békés (2000) concludes that aged people have niifeeedtiated attitudes
toward death, compared with young and middle agsmplp. There are data that
support the ericksonian opinion according to whiobe people reach the integrity of
self in old age, the acceptance of one’s own deatlurs. Also, Flint et al. (idem)
details this topic by relating satisfaction regagdone’s own life with acceptance of
death.

Conclusion: There is a general tendency at the theoretical lev the
literature on this topic to assume an inverse imiahip between aging and
intensity of death anxiety. Empirical data are cadittory, suggesting lack of any
correlation, and both linear and non-linear cotieta or negative correlation.

b). Gender

Data regarding death anxiety differences betwegassare controversial.
Some authors found that women have stronger fedeath, compared with men,
others reached opposite conclusions, while stk found no relationship at all.

Middleton (Békés, 2000) did not find any differeaceegarding the
intensity of death anxiety feelings, but concludbdt women think more often
about their own death and deal with higher anxighjle doing this, but on the
whole they are less concerned about death, compateanen.

Thorston (1998) showed that women faced more pnocedi fears
regarding what would happen with their body afteatth and the pain of dying
process, while men were more afraid of dependerioy.only sex difference found
by Lester (idem) was the higher fear felt by megarding the pain provoked by
their death to others. The author did not find aey differences regarding the
consistency of attitudes toward death and geneeaaldf death.

Temper et al. (idem) studied this topic from thesouwdinity-femininity
point of view and concluded that high femininityoses in women correlated with
fear of dying process of others, while high femityirscores in men correlated with
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fear of one’s own death and death of others. Lé&tem) showed that high scores
on masculinity in the case of young male studentsetated with fear of loss of
consciousness in the process of dying. These sasuist be understood in the light
of the link between general anxiety and death d@yxie

Conclusion: Empirical data regardingorrelation between sex and death
anxiety are controversial. Some data suggest tiese tare sex differences, others
suggest no differences, while still others showfed#nces not regarding the
intensity of death anxiety but regarding the congras that provoke this anxiety.

c). Academic achievements

Research of this aspect does not show any linkdmtwhe length of time
spent in academic education and fear of death @&0). Feifel and Branscomb
(idem) state that length of education affects meittonscious, nor subconscious or
unconscious fear of death. Swesnson (idem), foligwhis research with aged
people, show that uneducated ones avoided monasdisos about death and used a
more limited language, compared with more edugagegle. The latter ones were able
to express their feelings in a more refined wagspective of their wish to die.

Conclusion: The little research done on this aspect reached controversial
conclusions, most of it suggesting no relationgfépween academic education and
fear of death.

d). Socio-economic status

Fear of death is a universal human experience. &stipn arose whether
there are any differences related to status, rdieancial status behind the
similarities at the macro level; or maybe the arggof this feeling are so deeply
rooted that it is not affected by these variables.

Conclusion: Studies done on this aspect showed that theredsmelation
between socio-economic status and fear of death. cdwrelations found were
rather related to intelligence and education tleasther factors.

2. 6. Professional status

There are several relationships between attitudeareh death and
professional status. On one hand attitude towaathdean influence the choice of
profession and on the other hand current job taakschange this attitude. This is
particularly true in the case of people who worleivironments in which death is
often present, such as: doctors, nurses, firemeh¢emen, people in funeral
services (Békés, 2000).

In the medical field, choosing to assist the teatynill people certainly
happens in the presence of a particular attitude tibat can be situated at either of
the extremes. This choice may be explained eithex low level of death anxiety,
or by a high level of death anxiety, which searchd resolution through a direct
confrontation with death, or by rejecting it. Thisn-acceptance can be seen in the
heroic effort of doctors to do all that is possilide patients who have no more
chances to survive.
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Some studies showed that fear of death is moreoprawed in the medical
field, compared with other fields (Feifel et ah,Békés, 2000), other authors found
no differences, while still others consider that, the contrary, students face a
lower death anxiety, compared with practitionerbe Bame studies suggest that
those who work in the area of crisis interventi@védna more pronounced anxiety
of their own death, but not regarding others’ death

Conclusion: There is a reciprocal relationship between deakiegnand
choice of profession. Theories can explain all fibsgelationships that may be
found between them. Empirical data are contradictooth regarding the intensity
of death anxiety in medical professions, comparé&tl wther profession and the
influence exerted by the passage of time and adatiow of professional experience
on death anxiety.

2. 7. lllness

Fear of death and iliness are in a complex, nagalimelationship, for it is
argued that anxiety does not increase together thighseverity of the illness
process (Tomer and Eliason, 2000).

Chronic illnesspecause of the continuous confrontation of theqrevath
degenerative processes or by the vital threat é@rfvom it, force the person to
clarify his/her attitude toward death. Sometimas kappens only in the case of an
acute crisis. Kumar and Nirmala (Békés, 2000), sitbwhat following a hearth
attack, an increase of death anxiety occurs, lisifpptienomenon is temporary, thus
affecting only state death anxiety.

Hayslip et al., (idem) based on their studies donehe nineties with
healthy individuals and persons with AIDS concluddtht there were no
differences between the two groups regarding coascdeath anxiety, but data
suggested that persons with AIDS confronted themselith deeper unconscious
death anxiety, compared with the control group ttéiret al. (Békés, 2000) showed
that for these people death anxiety is stronglateel to the severity of illness.

Gielen and Roche (idem) showed in the eightiesdttatide toward death
of people affected by Huntington’s disease was Inane of acceptance of death,
seen as a way to escape from a life full of woraied suffering.

Several mental disorders progress together withinerease of death
anxiety, such as: obsessive-phobic neurosis isttlirénked with feelings death
related in about 70% of cases (Yalom, Békés, 208€hjzophrenia, depression,
Templer (idem); manic-depressive psychosis, imogiaion of Khana et al. (idem),
various phobias (Person, idem), panic (Starceviandish idem); hypocondria
(Starcevic, idem); depersonalization (Stolorowngiesubstance abuse (Kumar et
al., idem); alcoholism (Magbool, idem).

Conclusion: Research of the relationship between the sevefityiness
and conscious and unconscious death anxiety foiinere linear or a non-linear
relationship. It can be concluded that this is gy \w®@mplex relationship, mediated
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by factors such as: the type of illness, chronitaharacter, severity of illness
and also individual features.

In 1994 Tomer reviewed the most important psychickigheories which
have proved to be prolific in understanding peaj#ath attitudes. It is beyond the
present article’s purpose to analyze in depthhabké theories. According to the
cited author these theories are:

1. Self Realization Theories (Maslow, 1968; Roger§99

2. Search for Meaning Theories (Frankl, 1963; MadéyQt Antomowski,
1979; Taylor, 1983; Thompson and Janigian, 1998);

3. Personal Construct Theory (Kelly, 1955).

4. Theories of Denial and Positive lllusion (Freud4@9Neo-Freudians;
Becker, 1973; Snyder, 1988; Weary, 1979; Millefr/@)9 Tomer (idem)
presents three such of theories:

a. The two factor model of death anxiety (Gililand and
Templer, 1985-86).

b. Terror management theory (Rosenblatt, Greenberg,
Solomon, Pyszczynski and Leon, 1989).

c. lllusion of self control (Taylor and Brown, 1988).

5. Multiple Selves and the Self-Concept Discrepancyofi (Markus

and Wurf, 1989; Markus and Nurius, 1986; Higgirg31).

Erickson’s Psychosocial Theory (1963).

Theories of Intellectual Development in Adult Agestformal Models
and Models of Wisdom (Carse, 1980; Broughton, 19Bdsseches,
1984; Labouvie-Vief, 1982).

No

An examination of empirical literature realized Beymeier (Tomer,
1994) reveals frequently discrepancies and inctarsisamong studies.

One of the problems in the field of death studies'dlmost exclusive
reliance on cross-sectional designs and on undagaied exploratory methods of
analysis" (Tomer, 1994, p. 22).

"This situation suggest the necessity for a comphexiel, possibly based
on an integration of theories" (Tomer, 1994, p. 21)

3. A comprehensive model of death anxiety

In 1996 Tomer and Eliason developed a comprehemsaivgel of death
anxiety. The authors tried to identify the facttirat precede and contribute to the
development of this anxiety. They designed a nadtdrial model which was
intended to provide an explanatory framework fagvpsus contradictory data on
this topic. The authors restricted their modelrigiety regarding one’s own death.

Tomer and Eliason (2000, p. 68), start with a wagkdefinition of death
anxiety, seen as " that negative emotional reagifomoked by a representation of
a state in which the ego no more exists".
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Beliefs about
world

Coping
mechanisms

Significance
of death

Appearance
of death in
the
forefront of
concern

Regret about
the past

Death
anxiety

Beliefs about
one’s self

Regret about
the future

The Model of Death Anxiety, by Tomer and EliasofdQ, p. 70)

3. 1. Direct determinants of death anxiety

In the opinion of Tomer and Eliason (2000) feardefth has thredirect
determinants:

3. 1. 1. Regrets about the past, resulted fromizatbn of unfulfilled
fundamental wishes.

The person may have feelings of guilt related to achieving certain
cultural dependent goals, which he/she thinks leegdtould have achieved. Self-
blame leads to the intensification of death anx{&tgm).

3. 1. 2. Regrets about the future, resulted frowepting the impossibility
to achieve some fundamental goals in the futuretoltfee shortage of the time left.

The more important those goals from the viewpofnparsonal identity and
self-realization, the bigger the frustration andagpointment and subsequently, the
higher the death anxiety (idem).

The relationship between regrets and fear of disatkeen in various ways
in the psychological literature.

Research done by Neimeyer and Chapman (idem) i E®wed a
negative correlation between self-realization agar fof death. This phenomenon
can be based on Roger’'s conception according tohngelf-realization facilitates
death acceptance because those who accomplishedimbie have, objectively
speaking, less to loose, compared with their fedlovino did not self-realized. This
finally means that self-realized people have fernggrets regarding the past and the
future. Erickson’s psychosocial theory (in Tomed &tiason, 2000) supports these
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results by showing that people who were labeledhigyauthor as wise based on
certain criteria, accepted their own death, bec#usge reconciled themselves with
their own life (they had fewer regrets about thetpaand they had little to loose
(they had fewer regrets about the future). Becker Rirestone (idem) believe that
etiology of pronounced death anxiety should bectest "in the ontological guilt
feelings resulted from an unfulfilled life" (Tomand Eliason, 2000, p. 72).

Positive correlation between self-realization ama@rfof death can be
explained by those changes that can occur in theafmental goals and plans of a
person, exactly in connection with self-realizatigkn increase of expectancy
regarding the future can determine an increasegkts for the unattainable things
in the future and this may lead to an increaseeatltlanxiety (Firestone, idem).

Neimeyer et al. (idem) draws attention to the refesthip between the
actual self and the ideal self on one side, andeseh self-realization on the other
side. Specifically, the measure of the discrepdmyveen the actual self and the
ideal self gives information regarding existingnetg about the past and the future.
At the same time a big discrepancy between acwiflasid ideal self leads to
higher death anxiety. Studies such as those dor@regnberg et al. (Tomer and
Eliason, 2000) show that those individuals who haigh self-appreciation have a
lower need for denial of fear of their own prematdeath. Other authors, (Amenta
and Weiner, idem) note the positive correlationMeein low self-appreciation or
sense of life’'s uselessness and fear of deathafetéciation is part of the ego related
beliefs and influence fear of death through regibtsut the past and the future.

3. 1. 3. The meaning attached to death.

The degree to which somebody considers that deatieaningful depends
of personal beliefs about self and the world, ool religion, philosophy and life
conditions.

Those who consider that death is meaningless, yaincomprehensible
score higher on death anxiety scales (Holcomb, Bgémand Moore, in Tomer
and Eliason, 2000).

Wong, Rekel and Gessel (idem) identify two attikidlat render death
meaningful: 1. Acceptance of death in the lightbefiefs in an Afterworld and
immortality; this attitude inversely correlates lvfear of death.

2. Acceptance of death as a way of escape frorfeduil of suffering,
which inversely correlates with fear of death.

Lerner (idem) adds a third attitude which refers to

3. Belief in a fair world, which, in his opinionrexisposes to attaching
meaning to death.

"The combination of these three patterns determhreeifluence that death’s
coming in the forefront has on death anxiety" (Toarel Eliason, 2000, p. 70).
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3. 2. Dimensions of psyche activated by the conghgleath in the
forefront of a person’s concerns

The authors consider that the three direct detemtinof death anxiety are
also affected by the frequency of someone’s thopkatbout his own deatlthe
degree to which death comes in the forefront ofphéoccupationsOnce death
reaches the centre of attention, it:

3.2.1. activates personal beliefs about one’s self;

3.2.2. activates personal beliefs about world;

3.2.3. activates various coping mechanisms availabled@#rson;

Authors consider that there are certain coping meisms typical for
confrontation with death:

a). The process of remembering and global revigpemsonal life.

Butler (Tomer and Eliason, 2000) believes thateeimg one’s own life
and doing the autobiography are coping mechanissesl fior decreasing death
anxiety and that they are not used only in old &géis opinion all these facilitate
the integration of conflicts from the past. Webs{gem) argues that the
relationship between these coping mechanisms ardofedeath is more complex
and not necessarily a direct and one-way relatipndthe author shows that along
with the process of aging and coming of death m fitrefront of concerns, the
process of remembering plays a more important irolghe reduction of anxiety.
But reviewing of personal life does not always litatie a real adaptation and is so
because the conclusion of this review may be ativegane which can lead to
intensifying regrets, which in turn, leads to fagh of self-blame and depression.

Positive vs. negative conclusion of rememberinglctdae influenced by
other factors, such as: self-appreciation/ deptieciaphysical condition, which
mediate death anxiety.

Conclusion: The reviewing of personal life can lead to bothréase and

decrease of regrets regarding the past, also @igettte person’s self-image.
b). Life planning.

Planning is a process directed toward the futueg thcludes wishes,
resources, priorities, assessment of which becamesrtant when death comes in
the forefront. Baltes et al., (idem) introduced tloacept of "compensation through
selective optimization", which happens to aged peophis phenomenon allows
aged people to maintain a satisfying self-imagepitesthe losses that come
together with aging. The essence of compensatimugih selective optimization
consists on one hand ofioosing certain goals, which have particular sfgrgince
for the person, for the attaining of which he/sha marshal valuable resources and
from fulfilling of which he/she expects great sktion. On the other hand it
consists oketting more realistic goalgjiving up the unrealistic ones, modification
of criteria for failure and success. Levinson (ijesmows that these changes occur
together with a gradual recognition of mortalityndd@ion and together with the
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disappointment that follows "the giving up of imrtadity chimera" (Tomer and
Eliason, 2000, p. 79).

Life planning together with the reviewing of lifafiuences self-image.
Changes in life aims allow for amelioration of deggancy between actual self and
ideal self and thus decrease the intensity of tegregarding the past and the
future. Giving up unrealistic goals can lead to idishing of regrets regarding the
future. The reassessment of essential goals caitivphs influence the regrets
about the past.

Conclusion: An adequate hierarchy of goals and following réialigoals
lead to diminishing future related regrets and fpadi influence self-image.

c). The identification of the person with variadisnensions of his
own culture.

Greenberg, Pyszczyski and Solomon (idem) state ddaering to the
worldview and specific values of one’s own cultuesults in protecting the person
from awareness of the mortality condition and frihra accompanying anxiety. All
these are possible through the influence exertedsatirappreciation by different
worldviews.

Conclusion: The identification of individual with his own cul leads
either to an increase or a decrease of his levelsaf-appreciation. Self-
appreciation can protect the individual from ankigtarticularly from the anxiety
of one’s own death.

d). Ego-transcending phenomena.

"If death is equivalent witkthe dissolution of ego, then the only possibility
for the ego to accept death is transcendence" (T@meé Eliason, 2000, p. 80).
Planning and reviewing personal life are mechanisha can also have the
function of liberation, ofranscending the egd@’he same ego-transcending function is
carried out by so callegenerativephenomena (McAdams, idem) and phenomenon
of loosing the awareness of ego in the "flow" phmanon. (Csikszentmihalyi,
idem).

Generative phenomena refer to various forms oftieiga the creative
bird, (the well being of future generations), ciaatactions and creative narratives
(memories). Creative and value- generating phenangan be regarded at least in
part as answers given when death comes closersat adaptation to the idea of
personal death.

Both the phenomena of loss of consciousness gdorethe purpose of
experiencing becoming one with World, with Transbemt, and the generative
ones can modify one’s personal beliefs about gelfwaorld, due to the fact that "
personal ego becomes a component of an embradiityg @osmos) and the whole
universe is filled with meaning and maybe with eoogsness" (Tomer and
Eliason, 2000, p. 81).
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Conclusion: Ego-transcending and generative phenomena protexgile
from death anxiety through the beliefs about Warld one’s self.

To summarize, the model considers that fear of dé@atreases as the
individual is confronted with more intense regreggarding personal past failure
and expectancies of future failure, or he/she camsi death as meaningless.
Together with the aging process, because of threasmg sense of getting close to
the moment of dying, the importance of coping meddras increases, all these
resulting in a decrease of death anxiety.

The model of Tomer and Eliason is valuable sinedlatws to approach the
death anxiety phenomenon from a dynamic and mattfeal perspective and to
explain the previous contradictions, especiallyotigh its facilitation of a non-
reductionist approach of human psyche.

Davis (2001) states that generally in researchgrder to understand the
variation in the stress response, one of the tfok@wing approaches is used: a.
personality approach, b. coping approach, andsychmological issues" approach.

a. The personality approach suggests that prexsexigtinerability factors
(disposition, pessimistic attributional style, ruaiive coping style) and personal
characteristics expose people to a greater riskégative consequences of stress
(Metalsky, Abramson, Seligman, Semmel, and PeteRBeterson and Seligman in
Davis, 2001). Other researchers (Carver in DawW®12 suggest that the possession
of certain traits (for example: optimism, masteingrease the positive outcomes
subsequent to adversity.

b. The coping behaviour approach focuses on theaeff of different
coping activities in stress conditions (Lazarus &otkman; Valentiner, Holahan,
Moss in Davis, 2001). But authors like Coyne andtlii@b (idem) believe that as
long the research focus is "on coping and not @n uhderlying and changing
issues with which one is coping" the understandihghe coping process will
remain incomplete, finding will be "inconsistent darungeneralizable across
studies” (Davis, 2001, p. 139).

c. The more recent psychological issues approaeki$§D2001), "focuses
on understanding the psychological issues whiclean&ed by people coping with
trauma and loss" (p. 139). This approach underlihesunique character of every
person’s experience with trauma and loss. "The tqureaddressed here is not so
much <how is one coping> as much as it is < witlawhk one coping >? In this
respect, it attempts to bridge narrative and cpmialit accounts of people’s
experience of loss or trauma with the largely datlie approach typical of the
first two approaches" (p. 139).

Davis (2001) discusses about two psychologicakeiss(ll) ‘counterfactual
thoughts’ (if only, what if) — in the social psydbgy literature these kind of
thoughts are termed in this way because "they tiakdform of mental replays of
scenarios or situations where the outcome is aterde counter to the fact" — and
(2) ‘the powerful need for meaning’ — in the pracesf finding benefits
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inffollowing the battle of experience of loss, aaking sense of the loss (p. 140). In
the author’s opinion "making sense of loss involtes task of maintaining or

rebuilding threatened worldviews, finding benefgems to involve the task of
maintaining or rebuilding threatened sense of 4plf'146).

Authors like Anderson, Schwartz (Arvay, 2001, p.6Rlfrom a
constructivist point of view state that: "therents single truth or reality that can be
known. ... truth is not discovered but is creatednoented". On this base Arvay
(2001) concludes: "meaning is self-referentialatiehal, and dialogical — narrative
as a form of inquiry is a good fit for human scistst researching the construction
of meaning" (idem). Polkinghore (Arvay, 2001) offdra new perspective on the
self as a process, precisely a narrative procelis. gerspective can seriously
influence the research. The narrative depends @rdhtext, the context is always
changing, such as, each plot will different, "cooglly being rewritten or
reconstruct. The implication for research is that dindings will always be
contingent, given the ever-changing nature of tiagaonstruction” (p. 217).

Harvey et. al. (2001) shows that the ‘account ngKstory like construction)
— in this topic, remembering and globally reviewoigersonal life, for example — can
be an efficient modality of coping if the story cha shared with confidants. This
account making and confiding model underline theiadanteraction part of the
problem not just the personal, private sphereefibrk on the story.

Romanoff (2001) says that as the"2€entury turns to a close, a new
postmodern consciousness is presenting a powdtéunhative to logical positivist
paradigm, emphasizing the "local knowledge and dieation of meaning over
discovery of broad, generalizable truths that erisin observable reality”" (Kave in
Romanoff, 200, p. 246). Naratives are seen as goriant source of information,
being a powerful agent of change in psychothergpe( its reflexive nature) and
also a valid research tool. Sarbine (Romanoff, 26@ates that: "humans think,
perceive, imagine, and make moral choices accorttingarrative structures" (p.
246). In opinion of Neimeyer (Romanoff, 2001) weotlnour world through the
stories that we tell. Polkinghore shows that pecgit@pe experience through
narrative meaning. From this point of view at ttasib of psychological problem
"there is a specific narrative, a scenario of thrizglure or helplessness" (Dafinoiu
and Vargha, 2003, p. 188). The goal of the metaphlostories used in therapy is
"to offer alternative scenarios for particular ations which the client confronts,
shaped in an acceptable manner to him/her" (ideh89). Neimeyer (Romanboff,
2001) shows that: "some individual may have to tereadifferent story to find
meaning once again. This is the goal of narratinerapy following the loss" (p.
247). Narratives are social and linguistic congtoms. (Romanoff, 2001). The
narrative therapy’'s goal is to "enlarge the domainexperience The narrative
research’s goal is to understand human behaviodr ra@aning” (Neimeyer in
Romanoff, 2001, p. 250).
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ON INDEXICALSAND MEANING

ALINA PREDA

ABSTRACT. Linguistic expressions whose reference varies from
utterance to utterance are called indexicals. livééxexpressions which
may be usedon-indexically, eitheranaphorically, or asbound variables
are calledrue demongratives, and expressions that havelexical uses are
called pure indexicals. When the principle of compositionality is applied
in an attempt to establish the meaning of a comelgxession containing
pure indexicals some problems are likely to arige tb the fact that an
indexical's referent is partly determined by extraguistic context. This
paper presents a way of understanding the meahimglexicals, such as
‘today’ and ‘yesterday’, taking into account théat®nship between the
sense and the reference of such expressions.

The aim of this paper is to analyse the Fregeaoryhef sense, in order to
point out a parallelism between, on the one hamel,idea that the meaning of a
sentence is a function of the meanings of its parid, on the other hand, the idea
that the sense of a complex expression is a fumctidhe senses of its parts. The
principle of compositionality does not seem to wirlkither of these cases.

In the first case, one of the difficulties arisexéuse the problem of how
the meanings of sentences are generated from ttweinge of words is complicated
by the fact that there are parts of sentencesddwanot be assigned antity as
meaning, but only a function of mapping some eldsmémothers. After discussing
the example "the father of", Davidson (1984: 18)atodes that

"it is now evident that a satisfactory theory of tmeanings of complex expressions
may not require entities as meanings of all théspar

and points out that Frege’s theory does not gieentieaning of a sentence but "an
effective procedure for determining, for any sirggulerm in its universe, what the
term refers to." (Davidson 1984: 19)

In the second case, the problems we face arideipresence of indexicals.
Linguistic expressions whose reference varies futi@rance to utterance are called
indexicals. Kaplan (1989), whose work on indexicglgerhaps the most influential in
the field, presents a list of indexicals, includipgrsonal pronouns (I, ‘he’, ‘she’);
demonstrative pronouns (‘this’ and ‘that’); the adhs ‘here’, ‘now’, ‘actually’,
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‘presently’, ‘today’, ‘yesterday’ and ‘tomorrow gnd the adjectives ‘actual’ and
‘present’. According to the Stanford Encyclopedi®&bilosophy (2001)

"[tlwo people who utter a sentence containing adekical may say
different things, even if the sentence itself hamgle linguistic meaning. [...]
An indexical's referent is determined, in part, dxyra-linguistic context
(for instance, the time and location of the speaked the speaker's
intentions). An indexical's referent can also veiom context to context.
Thus indexicals are commonly calledntext-sensitive expressions. (The
content of an indexical can also vary from context to estt"

Some of the indexicals mentioned by Kaplan (1988) rbe usedon-
indexically, eitheranaphorically, or asbound variables (for example ‘he’, ‘his’, ‘she’,
‘her’ may function as variables bound by quantifierases such as ‘every man’, ‘every
boy', or ‘every woman’, ‘every girl": egevery woman believes she hastheright to be
free) Kaplan (1989) classifies these indexical expoessadrue demonstratives, and
expressions that hausdexical (or demongrative, or deictic) uses, apure indexicals. As
specified in the Stanford Encyclopedia of Philogof2©01):

"[t]he two types of indexicals differ in how theiferences are determined.
The reference of an utterance of a true demon&ratidetermined (in part)
by the speaker's accompanying actions or intentfarjsThe reference of a
pure indexical iot determined by the speaker's actions or intentions
this way. [...] We can say (loosely speaking) tthet reference of pure
indexicals isautomatic, whereas the reference of true demonstratives
requires something extra from the speaker."

I will further focus on pure indexicals. Given thentences:

(1) Today is fine. (uttered on 3 March, 2003)
(2) Yesterday was fine. (uttered on 4 March, 2003)

if the sense of sentence (1) is a function of #meses of its parts, and the sense of
sentence (2) is a function of the senses of itsptiren the sense of (1) is the same
as the sense of (2) if and only if the sense ofidyd is the same as the sense of
"yesterday". As Materna (2000) points out, onehaf tew points where a nearly
general consensus among semanticists can be edpiscthat sense is "what
makes us understand a given expression", what kslidentify its reference. The
two indexicals in the examples above have the safieeence, 3 March 2003, as
Perry would say, they deliver the same object, tmatcan identify if and only if
we take into account the context of utterance. dliver an object is the role of the
indexical expression, but there is more in suctemoression than the role. The
role, and the context of utterance, and this "shingtmore" give us the referent.
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The question is the following: is this "somethingnai' thesense of the indexical?
And what are we to understand snse?

This question takes us back to Frege, Perry, arath&M shall start with
Evans’s idea:

"The way in which one must think of the referendean expression in
order to understand it is that expression’s ser{§dns 1981: 719).

Thus, in our case, the way in which | think of tleérent of "today" is the
sense of "today", and the way in which | think loé referent of "yesterday" is the
sense of "yesterday". Is the way in which | thirfkooe the same as the way in
which I think of the other?

When | think of the reference of "today" | try tdentify the object the
word "today" refers to. In order to do this | takéo consideration the fact that
"today", uttered at a time t gives me the dgymeaning a span of time ranging
between the hours 12 a.m. (that is, one secondkift69 p.m. of the day--1) and
11.59 p.m. (that is, one second before 12 a.nheflaya +1).

When | think of the reference of "yesterday" | toyidentify the object the
word "yesterday" refers to. In order to do thialkld into consideration the fact that
"yesterday"”, uttered at a time t gives me the[tlayl, meaning a span of time ranging
between the hours 12 a.m. (that is, one seconddft89 p.m. of the d&y -- 2) and
11.59 p.m. (that is, one second before 12 a.nheotifyf).

There is also something else that | must considerelation between
"today" and "yesterday":

if "today" is uttered at t and
"yesterday" is uttered at t then
a=p-1,therefor§ =a + 1

This means that "yesterday", uttered at a timgggyme the dag + 1--1=q,
meaning a span of time ranging between the houra.i2 (that is, one second
after 11.59 p.m. of the day + 1--2 =a -- 1) and 11.59 p.m. (that is, one second
before 12 a.m. of the day+ 1).

The reference | get is the same in both casesyasitthe way in which |
thought about it the same in all cases? If thdioeldetween "today" and "yesterday"
is acknowledged aa priori, then the answer to this questionyes and Evans’s
definition seems to work. The reference of an esgion in this case if a function
of sense + context of utterance.

What about the thought of each of the two sentéhéexording to my
theory, that a sentend®s a sense (in that it implies a way of thinking bét
referent), anexpresses a thought, then (1) and (Bave the same sense, but do not
express the same thought. Perry’s example (1977: 711-th&king use of a different
demonstrative, the personal pronoun "I", may benewere clarifying:
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"When you and | entertain the sense of "A beab@uato attack me", we
behave similarly. We both roll up in a ball and tioybe as still as possible.
Different thoughts apprehended, same sense enttasame behaviour.
When you and | both apprehend the thought thatlaoot to be attacked by
a bear, we behave differently. | roll up in a bgdiu run to get help. Same
thought apprehended, different sense entertainiereht behaviour."

In the first case, the sense is the same, becalise you say "A bear is
about to attack me" the wayou think of the referent of the pronoun "me" is
exactly the same with the way in whichthink of the referent of the pronoun "me"
when | say "A bear is about to attack me". The ¢ims are different, because they
are "apprehended" by different persons, possittigcled by different bears, in
different situations, at different times, etc.

In the second case, the thought is the same, aar@hthe same person is
to be attacked by a certain bear, at a certaintpoitime, in a certain situation.
The sense is different, because the Wéyink of the referent of the pronoun "I" is
different from the way in whiclou think of the referent of "I", as the referent of
the pronoun is myself, not you.

Perry’'s discussion (1977: 701) of Frege’'s examyilk the personal pronoun
"I" also seems to be consistent with this notiothafught:

"The thought expressed by Lauben when he says "tvaumded" to Leo
Peter, cannot be identified with the thought exgge$y any nondemonstrative
completion of the same incomplete sense in whielsiigular term refers to
Lauben, such as

The man born on the thirteenth of September, 1878,N. is wounded.
The only doctor who lives in the house is wounded.

These express different thoughts, so the thoughbém expresses with |
am wounded" cannot be identified withe thought they both express;
there just isn’t any such thought."

Perry’s theory of self-conscious thought (1977:)7M@kes sense now, in
spite of Evans’s critical analysis:

"We accept that there is no thought only Hume gaprehend. Yet only

he can know that he is Hume. It must not just bettbught that he thinks, but
the way that he thinks it, that sets him apart frin@ rest of us. Only

Hume can think a true thought by saying to himself

| am Hume".
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The sentence "I am X" is a self-conscious thoughemvuttered by X,
therefore a self-conscious thought is, by no meanthought only Hume can
apprehend. Yet, the sense of "I am Hume" can bertaimied only by Hume. What
sets him apart from the rest of us is, indeed tmdtself-conscious thought, but, as
Perry puts it, "the way he thinks it" or, as Evavmuld say, the way in which he
thinks of the referent of the expression "I am Hume

And it seems that self-locating knowledge ceasédmta problem as well:

"Self-locating knowledge, then, requires not just grasping of certain
thoughts, but the grasping of them via the sen$esedain sentences
containing demonstratives." (Perry: 1977: 710).

What Perry means is that self-locating knowledgeires not just apprehending
the thought expressed by the sentence: "I am hetéth can be apprehended by
anyone, anywhere, but doing so while entertainiggense of the sentence, that
is, by thinking of the referent of the sentencai here" in the following way:

(a) the referent of "I" is myself

(b) the referent of "here" is the place where teierent of "I, that is
myself, is at the moment of utterance.

Thus, by entertaining the sense of "I", Hume thiokshimself, and by
entertaining the sense of "here", Hume thinks af garticular place where he is at
the moment of utterance.

Going back to our example of

(1) Today is fine. (uttered on 3 March, 2003)

(2) Yesterday was fine. (uttered on 4 March, 2003)

we may say that although the two sentences havesah®e sense, they express
different thoughts, because when one thinks "Taddipne" on 3 March 2003, one
must think "Yesterday was fine" on 4 March 200®ider for the two sentences to
have the same sense.

How would this theory look if compared with Fregphilosophy of language?
Let’s start with Frege’s (1956: 15) discussionhaf tiemonstrative "today":

"If someone wants to say the same today as he ssqueyesterday using
the word "today", he must replace this word witkesterday". Although the
thought is the same its verbal expression mustffereht so that the sense,
which would otherwise be affected by the differitigmes of utterance, is
readjusted."
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My theory holds that when | think "Today is finehh @ March 2003, the
thought | apprehend is different from the one Irappnd when | think "Yesterday
was fine". In other words, different verbal expiess are yielded by different
thoughts, but do not yield different senses fortthie sentences. This is because
the sense is the way in which one thinks of theresft and it is exactly the two
different expressions that "readjust" the sensembiting us think of the referent
in the same way, and by delivering the same objecspite of the fact that the
conditions of utterance are different.

Thus, Frege seems to believe, like | do, that #rese of "Today is fine"
and "Yesterday was fine" is the same, that theofishfferent verbal expressions
serves to "readjust" the sense, and given the hideholds that a thought is the
sense of a sentence, the fragment makes perfesg:sen

"Although the thought is the same its verbal exgites must be different
so that the sense, which would otherwise be affletig the differing
times of utterance, is readjusted.” (Frege 1956:15)

The only difference is that Frege’s notion of thouig different from what
| understand by thought.

What seems to be essential in any theory of indexis not what indexicals
mean, but the way in which we think of their referé&imilarly, what Davidson (1984:
18) concludes after examining Frege’s theory ofmmggis that we should

"rephrase our demand on a satisfactory theory aining so as not to
suggest that individual words must have meaningdl,ain any sense that
transcends the fact that they have a systematictedin the meanings of
the sentences in which they occur."

And he goes on to point out that

"what we wanted, and what we got, is a theory émaails every sentence
of the form ‘t refers to X’ where ‘t’ is replaced la structural description

of a singular term, and ‘X’ is replaced by thatrtetself. Further, our theory

accomplishes this without appeal to any semantioatepts beyond the
basic ‘refers to'. Finally, the theory clearly segts an effective procedure for
determining, for any singular term in its universdat that term refers

to." (Davidson: 1984: 18-19)

In conclusion, the principle of compositionality iequired neither for
understanding indexicals, nor for establishingtasfectory theory of meaning.

! As | have pointed out earlier in my essay, myamwtfthought is similar to what Perry
seems to understand thought.
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THE FOREIGN LANGUAGE ACADEMIC SEMINAR - A
FRAMEWORK FOR DEVELOPING THE EDUCATIONAL PROCESS

RUXANDA LITERAT*

ABSTRACT. This paper describes a framework for training tlo@-n
philological students within the foreign languaga@emic seminar. The
challenging issues of the specific educational athbjes and activity
contents are approached from the systemic perspeatithe educational
act with personal attempts to reconsider the cheriatics and functions
of the academic seminar.

Introduction

The goals of the higher education, within the udtien purposes of the
general education system in Romania, and whichrrdiete the specific educational
objectives, are the following:

» assimilation of scientific knowledge and its apation to different

professions;

« stimulation of theoretical and practical scientifésearch;

e young people’s training for alternative activitieapable of ensuring a

high professional mobility in order to face theiaband market demands;

« development of the efficient self-education capagiitning at continuous

education.

In this context, "the foreign language" as a subggcstudy has gained a
very important role nowadays, the present conditioraking it a necessity and
even a priority in all speciality domains.

Considering "the foreign language” for non-philotag undergraduate
students as a higher qualification for their futprefession, its subject of study
focuses mainly on the specialized language. Theeldpment of the students’
capacities to inform and communicate in their salégi field within a limited
period of time (2 hours per week in the first tweays of study) can be made more
efficient by creatively applying the findings ofethresearch studies in linguistics,
pedagogy and psychology. "From a systemic persmecthe instructive action
should be researchéddnctionally (purposes, objectivessiructurally (human and
material resources — content, methods, aids, gtevhHich it can be carried out),

" Universitatea Tehnica Cluj-Napoca
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and operationally (as modality of accomplishment — strategy, stagesessment,
adjustment), all this diversity of variables egtdithg the conditions and constraints in
which the action will occur” (Cerghit, 1980, p.19).

This paper presents a synthesis of the theoradizdlexperimental study
carried out at Cluj Napoca Technical Universitytérat, 2000), specifying the
frame-concept in which the foreign language teaching/learningcpss takes place
with emphasis on the specialized language — théeagi@ seminar — and outlining,
in essence, its specific characteristics. The cenityl of the educational act made
us limit our discussion to the first two main compats — objectives and content.
The other components — instructional methods aatkgtes, teaching aids, interactional
relations between the agents of the educationakgso— will form the object of the
other paper.

Defining characteristics of the foreign language seinar

As the only organized instructional form, the fgrelanguage seminar has
specific characteristics in comparison with the seminars of the other isfigc
subjects of study.Thus,

- the seminar takes place in a special linguistiarenment, i.e. in that
particular foreign language;

- the object of study corresponds to the main tegchimeans -
communicating in that particular foreign language;

- inthe absence of a course, the seminar includehiteg elements, too;

- the foreign language seminar contributes to thediton of the performant
modern specialist interested in reading speciatijcumentation,
communicating in direct contact with foreign spésta and drawing
up of management documents.

These characteristics also defitte functions of the foreign language
seminar at the non-philological faculties by spgnof the predominant aspect:

« the informative/instructive function through the acquisition of new knowledge
in the speciality language domain;

« the formative-methodological function, which aims at the development of all
personality components (cognitive, psychomotogdiibe), i.e. the intellectual
work skill as a result of the verb actions "to kntmadiscover" , "to know to do/to
learn”, "to know to act/to create";

* the communicative-socializing function in order to determine the growing of
the students’ capacity in taking linguistic and &&bur decisions suitable to a
particular communicative situation;

« the applied-productive function in order to develop the students’ linguistic
performances, and the communicative and attitudioalpetences;

104



THE FOREIGN LANGUAGE ACADEMIC SEMINAR — A FRAMEWORK-OR DEVELOPING

« thecontrol function in order to check and evaluate the quantity aeds/gtue of
the knowledge and/or skills, the students’ progeess implicitly, the efficiency
of the teacher’s activity;

» the evaluation function of the students’ independent intellectual actiatyd its
results, the conclusions allowing the teacher totrob and adjust his future
activity;

« the motivational-stimulative function in order to develop the cognitive interest,
the professional devotion for the integration withiulticultural Europe.

Taking into consideration all this, we outline floalowing possibletypes of
the foreign language seminar applied at the Teahbigiversity of Cluj-Napoca:

1. Theintroductory-orienting seminar at the beginning of the academic year.

2. Theknowledge and study seminar, which includes the teaching elements.

3. The applied-productive seminar based orexercises and problems in
order to develop linguistic competence, includingrole play in cases
of dialogued expression. The drawing-up of managgrdecuments
(commercial letters, advertisments, etc.) makesstheents familiar
with the second aspect of their profession as esgm

4. The control and evaluation seminar, which offers the possibility to
establish the students’ training level at a cerstage, the degree of
knowledge acquisition and the development of thempetences and
performances — linguistic and communicative.

The educational objectives

The underlying goal of the foreign language learning implies two aspects:
(1) the intercultural understanding and (2) thelgtof the speciality language with
a professional purpose for the students.

The educational objectives aim at the development of the communicative

competence under its two forms of speech, orahaitten, as for example:

e understanding the mass-media messages and infonmati

« selecting the information from a scientific textdadrawing up written message
dealing with topics of speciality;

* developing the understanding and the expressirgiedin order to establish
the information exchange and maintain the diregtmme communication;

« understanding and knowing certain specific conegrstiof that language, used
in management documents (correspondence, advegtisentelexes, etc.).

The academic seminar takes place on the basiprofett which foresees the
final result (the product) of certain instructionattivities and derives from a
retrospective analysis with a prospective contstimating the difference between the
students’ formative training at the end of the semand their knowledge level at the
beginning of the seminar.
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The evaluation practice allows the coming backdrevious objectives in
order to control if they were achievéproduct evaluation) and if the teaching aids
were suitable to a future u§arocess evaluation), as well as to examine if the objectives
themselves are pertinefdbjectives evaluation). The systemic model of the seminar
design is centered on the students’ activity. Byiastant analysis of the outcomes as
against the objectives set at the beginning (Fjgare adjustment of teacher-student
interactions is possible. The linguistic and atlitial competences are checked through
the communicative performances observable at thefehe seminar.

In choosing the objectives we have to consibbefunctional language needs
typical of the technical students. The term "fuoicéil" refers to the domain called
in French "le francais de specialite/le francaistrummental”, in recent times "le
francais fonctionnel”, or better "the functionahiring of French" (Vigner, 1980);
in English the term used was "English for SpeciajpBses" turned nowadays into
"English for Specific Purposes (ESP)".

What students expect
Setting terminal
obiective:

A 4

What students will learn

Designing sequential
objectives

A 4
Checking students’
progress as against

»| requires modification

v"
How students will learn
Selecting and applyin
pedagogical strategied

\4

- requires modification

Assessing outcomes

Hy
Confirming efficiency of
applied strategies

Figure. Systemic model for language seminar design (adagitedF. Tochon)
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In the foreign language methodology the notionrededs” has acquired a
special use. It cannot be reduced to the simpldigieble use of the language in
predetermined communication situations. These ne¢sis relate to verbal and
nonverbal behaviour, learning strategies, propgulstic content, and manipulation,
use and generation of content. They are psychabdinguistic and sociological
categories (Richterich, 1985, p.107). Studentsdeemalysis helps us in defining
objectives, establishing contents, working outdperoach appropriate to the own
teaching system, adjusting and readjusting theaot®mns among the components
of the educational system. Needs, as the innermxgtession of personality,
cannot be dissociated from the individual, existingtitutions, society. A need
always appears as the result of the individualvirenment interaction.

The procedure of identifying the functional langeatgeds is a pedagogical
means to take knowledge, decide and adjust théndeae student interrelations.
Defining objectives and identifying needs playiglérrole:

® instruments which allow options and decisions;
® make sense of the teacher’s and students’ actions;

® represent ways of setting up and negotiating #ehtr-students interactions
concerning various components of the teaching/legrsystem.

Daniel Hameline establishes four exigencies forctviai pedagogical intention
deserves to become aperational pedagogicabbjective. In order to be operational, a
pedagogical intention:

- must enunciate its content in the least equivoesl; w

- must describe a student’s activity identifiableslmpobservable behaviour;

- must specify the conditions in which the intendeehdviour is
supposed to appear (where?, when?, how?);

- must indicate the exigencies level and the evalnatiiteria for the
learning process. (Hameline, 1986, p.62)

The hierarchy of the operational/specific - teriatgectives aims at approaching
the teaching contents according to the principleglobalism, the teleological and
aggregativity precepts (Le Moigne, 1984). In orgag the sequences of the operational
(cognitive) objectives we should avoid their exisesatomization, and should subordinate
the linguistic performances to the global funcimgndf the content, thus highlighting
the pragmatic orientation of the instructional psx Hence, we apply systemic
models to the specific and intermediary/terminglkectives (Tochon, 1988), which
operate at th@re-communicative level, afterwards integrating them contextually into
the communication act, which constitutesdbmunicative level (Littlewood, 1991).

The students themselves acknowledge the languag@aeas a sequence
of stages corresponding to the sequence of obgsctin such circumstances they
feel secure in the activity they are carrying auhie class, a state of clarity and finality,
reciprocity and complementarities with the teaclérthe same time, they are more
confident in themselves in their attempts to expeesonstructive, creative spirit.
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Contents

In designing the seminar, the objectives deterntiee learning situations
(tasks), relying on &rmative content, approached in a systemic, global and unitary
way, too. In establishing the content of the fardanguage seminar we should take
into accounthe cognitive variables, i.e. the level and degree of the students’ magter
of the "previous knowledge" necessary to the syatierstudy of the foreign language
in their speciality, as well dhe emotional variables— centres of interest.

In working out the content, we should have in vigat so much for the logic
of the science (the language components lineagyented in traditional sequencing),
as for the didactic logic functionally integratirige linguistic components into a
communicative context (the teleological aspect)wHin we establish the contents?
The choosing of the topics/subjects for the spigcitdxts and/or communicative
situation conversations relies on the languageherac experience, the students’
language and communicative needs and their prefesethe syllabi for the speciality
subjects of study, and the opinions of the techtéeghing staff and professionals.

In their attempts to cope with the great amounnhffirmation provided by
the languages for specific purposes of all domaosje teachers ignore the tasks
concerned with the formation of attitudes, whicts te negative influence on
shaping the student’s personality and training hénfor a "continuous education”.

The modern pedagogy of foreign languages in tee ohtechnical faculties
is oriented towards the communicative basis foromatthe language for specific
purposes (LSP) being integrated into the procesheoforeign language learning
(Kennedy, 1990; Hutchinson, 1991).

An oral/written scientific discourse has a remat&anumber ofterms
which form a specific category of the vocabulamrrifiinology represents an important
stratum, but not a unique one, regarding the leke specialized code. Within the
context the terms function among common words a&weldp, in general, according
to the grammatical rules (standards) of the conteary literary language. The
LSP also creates its own subsystems of forminggeamd functional grammar,
enlarging its semantic and structural limits, amdnpleting them with auxiliary
means of the general semiotic system — symbolexXoressing notions in a concise
form. At present, there is an obvious interactietween the common language and
the specialized ones, the penetration into theascommon language of a number
of technical terms, and the other way round, thenteaance of an important stock
of lexical units and structures belonging to thewswn language, as an expression of
the growing possibilities of cognitive comprehemsiand use of the technical
results.

The interrelation common language — language pacific purposes is
also achieved in the foreign language teachingiiegrprocess at the technical
academic level. In establishing the ratio of timgliistic material — speciality texts
and everyday conversation topics — we have coreidire factors that include all
the teaching/learning conditions specific to theademic institution/faculty: the
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specific objectives of that subject matter, the hamof the classes allocated, the
lexical-grammatical structure of the language, lthguistic and speciality training
of the students’group, equipment, etc.

The increase of the informing activities throughssamedia in the contemporary
society brings new types of message in the commtimicfield: the advertisements
andcommercials. They offer information in a brief concise formliasiness people
and any other category of interested persons. Epokal presentation of a product/
service, the possible connotations of the semimgitelatives of language, image
and gesture associated in a suggestive way areieglIn the pedagogical view
they represent reduced authentic texts, on the basvhich we can organize creative
activities that enrich the students’ knowledge #imeir personal communicative
experience.

Conclusions

Modern pedagogy aims at the development of the hup®sonality,
capable to innovate and time itself to the sodial Thus, it is essential to revalue
the role and management of the foreign languageesgia seminar.

Centred on the student’s sustained activity, tingrss will be going on as an
authentic dialogue entailing proposals and intdiwesg, initiatives and adherings to
other opinions from the part of both teacher andesits.

The seminar design will focus on educational andrafonal objectives
forming a teaching/learning system, which is cargirsly improving by itself through
constant feedback. The objectives set up cleapgyesent the main component in
establishing and accomplishing the other componeBtsnetimes, not all the
objectives can be specified in advance. The teasth®uld manifest flexibility and
freedom to adapt him/herself easily to real unetgubclass situations.

Selecting the content matter — subject and langua@ens at the students’
immediate and future needs. The material we presasito beelevant from the
scientific point of view,structuring the thinking development, andotivating to
enhance the students’ activity and increase effagieén the instructional process.

The academic seminar not only represents the frameand a means to
convey and acquire information and useful commuivieatechniques for the
professional activity, but also dynamism at theelethinking operates with the
enhancement of motivations and students’ pers@paaties.
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THE INDIVIDUALITY AND THE GROUP

INTHE NEW PERSPECTIVE OF TEACHING AND LEARNING

RAMONA RADUT-TACIU

ABSTRACT. The basic idea is that the efficiency of the stinaicrogroups
is evidently superior to the individual competescie
ALG may represent social and educational microsy#tat contribute to
the development of complex activities during instran and education.
They are built on the basis of some microdivisioade by the pupils in
the classroom and aim at meeting at least two tgsc namely: learning
and pupils' socialisation.
The teacher's role and activity during these lessord which ALG
works consists in:
- choosing the subjects acceptable for group work
- documenting on ALG
- designing the teaching activities, phasing andrtgréxactly the
individual and group activities so that maximum cemration and
learning-oriented motivation increase
- direct observation on the way tasks are fulfilled.

The teaching and the learning processes from th#gpperspective
Analizing the process of teaching in schools (fithie pupil’s perspective)
some aspects should be identified/notified:

a) each microgroup of pupils which constitute an inéstructure of

the class has some specific features.

Usually the pupils from a class are divided intdeast, two groups: one made
up by pupils with handicaps who need special atterand another group
made up by pupils who are tendowed with extraorglirdilities. General
countries have introduced a special programme whkiateant to remedy the
situation in which the first group mentioned is Tiese pupils with special
needs are with drawn from the class and form ardifft group to which a
special kind of education must be applied:

b) the teaching/learning process must be individudleed

particularised so as to satisfy all pupils needs

¢) pupils who encounter face similar problems shoatchfa

different group.

The implications of the curriculum reform
There are some hypothesis in the curriculum:

a) each pupil may face difficulties in the learninggess as well as

in the process of integration in a microgroup.
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The teacher should take into consideration thécditfes of all the pupils.
For example a good pupil may be sometimes borethéyactivities the
teacher is conducting in the classroom yet thehashould be concerned
when (that pupil refreses several times to compti e didactic task).

b) these kind of difficulties may suggest ways of makbetter the
process of teaching-learning.

Understanding this process as individualized amtiqodarized the teacher
may find out that the difficulties the pupil hashis learning process may
be of a psycho-medical kind.
The differences between the pupils in a class imidyence their learning
abilities. There the teacher must be careful intbe&ching process not to
create more problems but to avoid the difficulties.

c) the improvements the teachers may bring (in)to téeching-
learning process should help pupils in their leagmrocess.

The modernist aspects of the curriculum
The teachers must be able to identify the speatfiilities of each pupil and
try to organize the process of teaching-learnirig th mind. He must
encourage the cooperation in the teaching-learprogess. Therefore the
teacher must have aprevious didactic experiencdamnmket and share his
experience with other teachers. In good schootstdhchers cooperate and
share their knowledge, difficulties and experiendth the other teachers.
This cooperation between teachers may be orgamzbdee ways:
- by assisting at the others class and sharing dedexgperience
- by organizing a group of teacher who can help tiesan difficulties

by spoting the problems the have.

Cooperation in didactic activity

The classic approach to the learning process ich@iehierarchy in the
class that is the identification of the best pujpila short period of time. Thus
the class is divided between winners and loosdrsreTare skill teachers to
think up their teaching process in this way. Thosne pupils are not
stimulated to participate in the process of legnand the cooperation
teachers-class and pupil-pupil not accomplishedat§hwhy a special
programme for the pupils who have problems in iegris initiated. They are
organized in microgroups which are separated fl@mést of the class and to
which a special curriculum is applied. Sometimdsacher trained for this
purpose offers his services for this kind of micog.

The process of teaching-learning must imply codpmraa relationship
teacher-pupils based on trust and the appropriatsideration of the
individuality each pupil. The teacher must includlehe process a multitude
pf didactic tasks which must be accomplished by plpils through
cooperation. Thus the pupils are confronted wifferdint didactic situations
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and are obliged to solve the tasks given to themnthis way they learn

obliged so cooperate with the other pupils andfaced with unknown

risks. Cooperating means teaching the pupils tonbee independent and

not to depend on their teachers. This method gberadion is to be used in a

large scale. Yet there are schools where even thdg didactic tasks

imply working in a team and cooperation the teagharely ask the pupils
to work in such a way.

In order to succeed in a didactic task which iemlicooperation, the
teacher must thoroughly prepare the task and siggetlie work in class. Thus
each teacher must consider some questions befgaeiring his activities:

a) Why must the pupils help one another even whemieg?

b) Why must they be interested in what their collegiesdoing?

c) How can we reduce the enthusiasm of the best pupéirmating

their knowledge in order not to monopolise the wehdikcussion?

d) How can weaker pupils involve themselves in thegss of learning?

e) How can a teacher organize the activity in a migvag in such a way

to involve all the students?

f)  What kind of didactic strategies must be used?

g) How can other teachers be involved in this prooéssing

cooperative strategies in class?

The core idea is for the pupils to realize they tmuark with the
others, depending on the others meaning also moyaur own individuality-
pozitive interdependence. This process can beetbfs:

- agrouping of the pupils in microgroups which hdiféerent easy

tasks

- in each group (ALG=group autonomous learning) eaembers has a

certain role (president, secretary, etc.)

- each member of the group is asked to make a scivhiol solves the

task and then share with the rest of group

- each ALG would be awarded a score which is theo§tine scores

received by each member of that group who solvesasks.
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USING PROJECTSASHOMEWORK:
A DIFFERENT KIND OF ASSESSMENT

BIANCA BRETAN

SOMMARIO. L'articolo "L'utilizzazione dei progetti come coitgp
un‘altro tipo di valutazione" vuole sottolinearinportanza che questo
tipo d'attivita. ha nel motivare l'allievi ad usdirglese fuori dalla classe.
L'articolo si riferise anche alle varie tappe ditate progetto ed ai modi
di compierlo. E importante a cominciare questo tifaitivita anche dalla
scuola elementare per solere gli allievi a lavoiasgeme ed a utilizzare
l'inglese senza la sorvelianza continua di un @sdee. | progetti sono
forse uno dei migliori modi per motivare gli stutiea lavorare di piu
perché loro coinvolgono, a parte dall'utilizzazaiella lingua, la ricerca
dell'informazioni dai diversi campi d'attivita.

One of the main concerns of any teacher is to mktigstudents make use of
the knowledge previously acquired in the classraafter they leave the school
building. Extensive reading and homework are twothef most popular ways of
reaching this objective. Though, we should questieir efficiency in all situations. In
both cases, the efficiency could be measured bgdfeee of motivation they involve.

In the case of homework there is an extrinsic natikivn, most students
regarding home done exercises more as an obligétamnimplies punishment if
unfulfiled, rather than a further oportunity fodimidual study and development of
their target language.

In the case of extensive reading there is a laakbbfation (at least in the
case of English language classes) for studenttd, o we have an intrinsic
motivation, based on the genuine need of the studemiden his knowledge. The
problem here consists in the fact that the pergentd those who are implied in
this kind of activity is rather low, TV programs darihe Internet representing
serious competitors to books.

Keeping in mind the idea that learning should@psihen classes are over
and acknowledging that motivation is the most ingpar component of
supplementary work, teachers of English can usggin order to encourage the
use of the target language. Using projects, teadtesuld be aware of at least two
of the main gains of this kind of activity: team nkiocreative writing and the
development of a positive attitude towards learning
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According to David A. Hill (Hill: 1999), projectsave four main characteristics:

1. projects are student centered: the topic of thgepr@an be chosen by
the teacher together with her students, accordingdir interests, age, level etc;

2. projects focus on one main topic: this topic ined\the already known
vocabulary, which is used in this situation as turz way of expressing personal
attitudes and beliefs;

3. projects are integrating language work with othdjacts: knowledge
from other subjects is integrated to the main tofiits way students can collect
information obtained from various sources;

4. all projects have an educational purpose: throhgmtstudents learn
important things and receive meaningful informatmm the surrounding world,
using the target language as a means for commigricat

There are some different stages that need to si@diin order to fulfil a
project.

The first step is thehoice of the topic. At this point, it is important to take
into consideration the age group of the studemsalise an inappropriate topic will
lower their motivation. The teacher can pick a ¢operself the first two times,
trying then to involve her students in the proagfsdecision. Brainstorming would
be a good idea, followed by a negotiation stagehiith students will agree on the
final choice with their classmates.

The next step igiscussing the contents of the project. In order to decide
on this issue, students will be invited to expréesr opinions. This way, everyone
could be a resource. The teacher's role is thaoofents organizer, writing the
ideas expressed on the board starting from thanafigopic. Also, she directs
students to use already known language structaresder to get a meaningful
practice. Using a video documentary or readingrénl@ from a magazine could
be two ways of focusing the students' attentioniatetest on the contents and on
their future work. At this stage, the class shagddee on the types of media resources
that are going to be used during the presentattomoks, magazines, video, the
Internet). It is important to set from the very lmeng teacher's expectations
regarding the final form of the project.

After all aspects related to contents are clarjftad focus shifts to the next
step, work organization. During this stage the teams are established hed t
project deadline. Students from each team agrdeoanthey will share work and
divide responsibilities. The teacher acts here @saurce person, offering help if it
is needed, advice and guidance. She should beaiige them a hand to clarify
their ideas or to point out errors in rough drafts.

Another important aspect of this kind of assessnigrgvaluation. The
emphasis is not on marking individual work but fe tcollective appreciation of the
teamwork. At the end of many hours of hard worlidehts are delighted to see their

116



USING PROJECTS AS HOMEWORK: A DIFFERENT KIND OF ABSSMENT

final product exhibited in front of the classrooim,recognition of their effort. It is
extremely motivating for the children to see thmwojects in the form of posters on the
walls and they feel even prouder if these aresiiswn to their parents.

It is not better place for the introduction of grcj work than the primary
classroom. Children always enjoy diversity in téagtand the integration of language
work with other subjects will only rise their inést in learning.

Textbooks designed for this level include many @ecojproposals of
different types.

One category of projects are those intended to swnknowledge from
different subjects. For example, in the second@t&plash!" coursebook there is a
lesson, "Pompeii”, about the famous Roman town.ihtpthis presentation in
mind, the young students can work on a group pt@jecut a famous monument in
our country. This means that they will be able ramsfer information from one
subject to another, linking language use with dssion. In the third grade
"Splash!" there is "A project about volcanoes"geasbn that explains facts about
volcanoes and gives an inside look into the medmamf eruption. Students' task
is to research about famous active volcanoes invibdd. The information
acquired will be very helpful in a Geography lesson

The other category of projects concerns the pmactit grammar and
vocabulary structures. The fourth grade "Splaskktdook includes the project
"Make your own class magazine", where the studéatge to interview their
colleagues or parents on different topics, writmesqgokes or write about unusual
hobbies. The aim of the activity is the developrmanivriting and speaking skills
in a creative manner. The second project in theestxtbook is "Desert Island
Discs". During this activity students are askegtepare a radio broadcast in the
form of interviews with different classmates abthgir favorite music. The aim
here is practising the interrogative Present Sirapleg the target language.

From all the above-mentioned aspects we can drawne sconclusions
regarding the usefulness of projects. First oftladly are a resourceful way of
motivating students. The motivational factor cotssia the integrative perspective
that this kind of activity offers at the level offormation research (they have to
combine knowledge from different fields) and at léneel of using multimedia (this
way students watch TV or surf the net with an etlanal purpose).

Secondly, this is an activity that definitely encages cooperation and
teamwork, developing social skills such as debatmegotiating and reaching a
conclusion.

The final benefit is, though, at the level of laaga acquisition. Working
at a project means using the four skills (listeniegding, writing, speaking) in the
process, an aim that few activities can achieve.
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ZUR GESCHICHTE DES RUMANISCHEN
UNTERRICHTSWESENS. VON DEN ANFANGEN BIS 1918

IOANA VELICA

ABSTRACT. The article" The History of the Rumanian Educational
System from the Beginnings to 19'l&resents the chronology of school
teaching in all the Rumanian provinces. The analgdithe Rumanian
educational system concernes several main dirextion

» Until 1959 the provinces Transylvania, Moldavia aralachia,
also the Banat and Bucovina;

> Until 1918 there are 4 directions to be analyzedin$ylvania,
Rumanian Kingdom, Banat and Bucovina;

> Between 1919-1940 the analysis focuses on the lsingu
educational system of Rumania;

> Between 1940-1945 there are two systems: Northsyteania
and Rumania;

» Starting from 1945 we have one Rumanian educatsysem.

The first part of my research is concerned withlibginnings of the
educational system and its development until 183% second part is
focused on the years between 1860 — 1918.

Die Entwicklung des Unterrichtswesens in Rumanieassnman auf
verschiedene Schienen beobachten und analysieren:

* bis 1859 die 3 Furstentiimer Siebenbirgen, Moldaualachei und die
Provinzen Banat und Bukowina meist getrennt,

e bis 1918 hat man 4 Einheiten: Siebenbirgen, Komlgr&kumanien,
Banat und Bukowina

« zwischen 1918-1940 hat man ein Unterrichtssystem

e zwischen 1940-1945 2 Systeme: NordsiebenbirgerfRunainien

e ab 1945 Ruméanien

1. Bis zur Vereinigung Moldaus mit der Walachei - 859

1.1. Moldau und Walachei zwischen dem 15. und 1fi. J

Die rumanische Schule machte folgende 3 EtappérenEntwicklung durch:

1. religidse Schulen, mit Altslawisch als Unterriclpissche

2. gemischte Schule, mit religios-weltlichem Charakisit Altslawisch
oder Altgriechisch als Unterrichtssprache

3. weltliche Schule, in rumanischer Sprache

11940 - Zweiter Wiener Schiedsspruch, mit AbgatreNordsiebenbiirgen an Ungarn.
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Die Einrichtungen wodurch die Gesellschaft die e@ekulturellen Werte
weitergegeben hatte, waren die Schule und die B{icdmsvohl Manuskripte als
auch Druckschriften. Uber Schulen hat man gescinielokumente nur seit dem
15. Jh. Deswegen kann es mdglich sein, dass inedsten Jahrzehnten des
Bestehens der ruménischen Flrstentimer die irttetiédk Ausbildung von Ménchen
und Priestern in den Kldstern bewerkstelligt wufde.

Die Klosterschulen hatten in den 15. - 16. Jh. ddasondere Rolle; die
bedeutendsten waren in Neamt und Putna in der Malda in Scheii Brasovului
in Siebenburgen zu finden. Die Grindung der Klsstenlen wurden aus der
Notwendigkeit gegriindet, Schulungsmoglichkeit Imastter gesellschaftlichen
Schichten zu geb@nHier unterrichtete man die notwendigen Kenntnigsedas
religibse Leben in Altslawisch. Um aber diese Sehufinanziell zu unterstiitzen
wurden hier nicht nur kiinftige Priester, Moncheigtaphen oder Maler erzogen,
sondern auch kinftige Fursten, Bojarenséhne unekiBeh fir die furstlichen Hofe.

Die Schulen mdgen, wie auch sonst wo, in erstefeLiirchenschulen
gewesen sein; doch ist das Bestehen von weltli8bbalen, die hnlich den deutschen
Winkelschulen gewirkt haben werden, nicht von verein zu verneinen.

Ein rasches Emporblihen des Schulwesens in diesgérwdirde nicht
durch die unruhigen Zeiten selbst verhindert, som@dich durch den Umstand,
dass die Sohne der fuhrenden Schichten ihre Austgldm Ausland suchten. So
gibt es u.a. 1401 in Krakau eine Burse, die ausdidic auch fir Moldauer
bestimmt war. [Brandsch 1926 S. 3]

Es wurden aber auch stadtische Schulen oder vofrigtsten gegriindet. Fur
Studien auf héherem Niveau wurden die Séhne ded&der und der in der Moldau
lebenden Auslénder an die Universitaten in Krakaa Wien geschickt, wo bis 1504
18 Studenten aus Baia, Suceava, Jassy und Siretiitkutert wurden?

Zwischen 1561-63 griindete Despot Voda ein Kollegimr@otnari, wo er
deutsche Lehrkrafte rief und dessen Lehrplan varRéformation beeinflusst war.
Dieses Kollegium konnte nicht lange bestehen, esd&vudeswegen in eine
Lateinschule mit jesuitischen Lehrern, danach mereSchreiberschule umorganisiert.
Die Jesuiten fuhrten auch in Jassy ein Gymnasiumsawohl Kinder von Bojaren
als auch Kinder der Mittelschicht zwischen dem Edds 15. Jh. bis Anfang des
18. Jh. gelernt hatten.

Charakteristisch fur den Unterricht in die Ruméhest Firstentimer des
17. Jh. war die Entwicklung von Schulen in den Histdgten und anderen grésseren
Stadten. Mittelschulen waren in Bukarest, CampugL¥®alachei) und Jassy (Moldau)
zu finden.

2 Siehe dazu V. Georgescu, 76.
® Siehe dazu N. lorga, 96
4 Siehe mehr dazu in V. Georgescu, 76.
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1.2. Siebenbtirgen bis zum 18. Jh.

Der Schulunterricht war den Konfessionen unterledgin zur Regierung
Maria Theresia, Kaiserin Osterreichs zwischen 1@d6 1780, hat man mehrere
Mittelschulen neben den katholischen Klostern gedei. Hier unterrichtete man
"septem artes liberalésGrammatik, Rhetorik und Dialektik —trivium" — und
Arithmetik, Geometrie, Musik und Astronomie — "queiim”, alles in lateinischer
Sprache, wahrend der Hauptinhalt der Instruktiendem religibsen Unterricht bestand.

Nach der Reformation griindete man in den bedeutemdstadten auch
reformierte Schulen. Das Wettbewerb zwischen deoBfessionen fiihrte zur
Errichtung vieler konfessionellen Schulen: im 1B. gab es in Siebenbirgen 1
rémisch-katholisches Gymnasium, im 17. Jh. grudéetreformierte Konfession 8
Gymnasien, besonders in den séchsischen Stadfetgelrder Gegenreformation
Nikolaus Olahus wuchs auch die Anzahl der kathbéscGymnasien. Wir kdnnen
beobachten, dass in fast allen siebenbirgischdteSt&ahrend des 17. Jh. Gymnasien
und/oder Mittelschulen gegriindet wurden.

Als eine Reaktion gegen das jesuitische Unteriigdgsen grundete der
calvinistische Prinz Gabriel Bethlen 1644 ein akaidehes Gymnasium in Alba lulia,
dass 3 Fakultdten beherbergte: Philosophie, Litenand Theologie. Mit grossem
Geldaufwand brachte der Griinder besonders begabtirkfte nach Alba lulia: den
deutschen Philosophen Alstedius, den deutscheoldtigh und Dichter Martin Opitz,
den Naturwissenschaftler Bisterfeld u.a. Dieselliesst sich der Kartesianer Apaczai
Csere Janos. Im Lehrplan des Gymnasiums kann mealieln des Padagogen Jan
Komenski (Comenius) erkennen, der einen Unteriictier Muttersprache forderte.

Folgende Bezeugung einer ruménischen Schule ausJdéne 1657 ist
aufschlussreich. Errichtet von der Furstin Susabho@ntffi, die Witwe Georg
Rakoczi I. in Fogarasch, um hier ruménische Gefs und Lehrern fir die
Altgegend auszubilden.

Das Regulament dieser Schule gibt uns wertvolleséhifisse Uber das
Schulwesen in dieser Gegend. Es scheint, dassnesdhier eine ganze Reihe von
rumanischen Dorfschulen gegeben hat, deren Lelegsflichtet waren, die in
Fogarasch eingerichteten Kurse zu besuchen, wemicsit inr Lehrerrechtes verlustig
gehen und wieder horige werden wollten. In der chu Fogarasch selbst wurde
Singen, Schreiben und Lesen (mit rumanischen Baiokist und in rumanischer
Sprache) gelehrt. Aufgenommen wurden in diese 8Schight nur Bojaren- und
Pfarrershne, sondern auch Séhne von Bauern. Mclule war auch ein Internat
verbunden, in das die &rmsten und verdientesteile3cmufgenommen, und hier zum
Teil kostenlos erhalten wurden. Die Ausgezeichtetesles ruménischen Kurses
wurden auch zu dem héhern Kurs, in dem sie latdgiriernten, zugelassen. Niemand
aber sollte als Lehrer in ein rumanisches Dorf lgjekt werden, bis er nicht gut
rumanisch lesen und schreiben, bis er nicht singenden Katechismus gelernt, tber
den gewohnlich auch eine Priifung abgelegt werdesstew[Brandsch 1926 S. 5]
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Den Bestimmungen der deutschen Kirchenordnuimg Siebenbiirgen
entsprechend wurde das Schulwesen in Stadt und hemdrganisiert, ebenso die
Armen- und Krankenfursorge. Sachsische AbsolvedézrGymnasien wurden nun
mit Stipendien auf protestantische UniversitateBé@utschland geschickt, der tber
Jahrhunderte in Handwerk, Handel und Bildung ggpeléontakt zum "Mutterland”
wurde im Bereich des Hochschulbesuchs sozusaggtutienalisiert. In Kirche und
Schule wurde nunmehr Deutsch gesprochen und dasbérger Bekenntnis
hochgehalten, wahrend die Ungarn und Szekler rédotnanitarisch oder katholisch
waren und die Ruméanen griechisch-orthodox blieben.

Aus dem Ringen zwischen Habsburgern und OsmanenagimEnde des
17. Jahrhunderts — nach Abwehr der tirkischen Belay von Wien (1683) und
nach mehrjahrigen Kampfen unter Feldherren wie étgiarl von Lothringen,
Markgraf Ludwig von Baden und Prinz Eugen von Sameyeine neue, abendlandisch
orientierte Grossmacht in Mittel- und Sidosteurdy@avor, die habsburgische
Donaumonarchie. [Glndisch S.7]

Die mittelalterliche Anschauung wurde langsam iesdn Schulen von
einer moderneren ersetzt. Diese neue Anschauumg \&rschmelzung zwischen
Humanismus und Kartesianismus kdnnen wir auch irSgéule in Orastie (Bros)
wieder erkennen, vom rumanischen Gelehrten MihdicHgegriindet. In dieser
Schule wurde Rhetorik, Grammatik, Logik, Psychododvietaphysik, Geschichte,
Algebra, usw. unterrichtet.

1.3. Moldau und Walachei im 17. Jh.

Eine universitéare Einrichtung wurde in Targgei mit Unterstiitzung des
Fursten Matei Basarab und dank der Mitarbeit dgaf®o Udrite Nasturel und
Constantin Cantacuzino gegrindet. Unterrichtet amttaer Altgriechisch und Latein
von Gelehrten aus Konstantinopel.

In derselben Zeit wurden auch in den anderen zwenanischen
Furstentimern universitare Einrichtungen gegriindegen Ende des 17. Jh. begann
der Unterricht wieder seinen Weg zu bahnen. Bessndeler Walachei fand es einen
besonderen Aufschwung, nach der Einrichtung deul8d®fantu Saval680 von

® Das hangt mit der kirchlichen Erneuerung bei debehbiirger Sachsen in den vierziger Jahren des 16.
Jahrhunderts zusammen. Ein Kronstadter Ratsheemsadohannes Honterus, der in Wien studiert und
sich in Krakau und Basel als Buchdrucker und Hustdrgtétigt hatte, betrieb sie im geistig-geistiith
Bereich im Sinne Martin Luthers und verfasste e&foRnationsbiichlein, das der Hermannstadter
Burgermeister Peter Haller nach einer gewissen biitang als'Kirchenordnung aller Deutschen in
Sybenbiirgen'drucken liess und im weltlich-politischen Bereichrahsetzte. 1550 beschloss die
Nationsuniversitat, diese Kirchenordnung in alletid®n und Gemeinden des Sachsenlandes
einzufiihren. Damit schufen sich die Siebenbirgesh&m eine sog. geistliche Universitat, eine
Volkskirche, der im Laufe der Zeit auch wichtigeltlighe Aufgaben in diesem christlich gepragten
Genossenschaftswesen zufallen sollten,"dgelesia Dei nationis Saxonicgtlie Kirche Gottes der
séchsischen Nation). [Giindisch 7]
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Serban Cantacuzino gegrindet und durch Constatind8ké&anu (1688-1714) und
dem Bojaren Constantin Cantacuzino Eurstlichen Akademienodernisiert, eine
Institution zwischen Gymnasium und Kollegium, wodbeetende Lehrer des
christlichen Morgenlandes eingeladen wurden, urtogphie, Naturwissenschaften,
klassische Literatur u.a. zu unterrichfePiese Schule wurde sehr schnell zur
bedeutendsten Unterrichtseinrichtung fur die Ruméader 3 Firstentimer, aber
auch fir die jungen Leute der Balkanischen Halbjrese Zentrum der klassischen
Kultur. Die Unterrichtssprache dieser Schulen unkademien war anfangs
Altslawisch, danach Altgriechisch.

Von Anfang an war das Studium gebuhrenfrei unddlie offen, sodass
Jugendliche aller Gesellschaftsschichten Zugangiabie meisten Studierenden
waren Sohne von Handwerkern, Handlern und veraBojaren, da die reichen
Adligen ihre Kinder zuhause, mithilfe Privatlehremterrichten liessen oder diese
ins Ausland zu beriihmten Universitaten, besondach Padua oder gar Paris zum
Studium schickten. Radu Cantacuzino lernte um 1ai®@er Pariser Universitat,
der erste rumanische Student an einer franzésisdhainersitat. Seit ihrer
Grundung wurden die auslandischen Akademien vorreiehen balkanischen
Studenten besucht, und wurden ein gleichberechtigfiediumsziel, wie die Schule der
Patriarchie in Konstantinopel, eine der Hauptzerdes morgenlandischen Unterrichts.

Langsam wuchs auch die politische und gesellsatiadtiBedeutung der
Fremdsprachen. Wahrend seiner 4. Regierungsze#t4{1748) bestimmte der
Faurst Constantin Mavrocordat, dass kein Bojar éiffentliche Stelle an seinem
Hof erhalten wiirde, wenn er Griechisch nicht kdnBe.ordnete auch fir die
Furstliche Akademie Sf. Sava Neuerungen an: au®saranisch wurde hier des
Weiteren sowohl Italienisch als auch Turkisch umtatet. Um den Kontakt mit
dem Abendland zu unterstitzen schickte der FurstStipendiaten an der
Venediger Universitat, die er spater am Hof beduajtéf

1776 verfugte der First Alexandru Ipsilanti 177Kumdlich, dass die Anzahl
der Lehrer an der Sfantu-Sava-Akademie zu 9 emérden solle, davon sollten drei
Lehrer Fremdsprachen unterrichten: Latein, Fraszbisund Italienisch. Dadurch
wurde die Bukarester Akademie die fortschrittliehsiter den Schulen in der Walachei
und Moldau. Auch die Schulstufen wurden klar bestinGrundschule, Gymnasium,
Obergymnasium und Hochschule. In derselben Urkumdede festgelegt, dass
Absolventen der Provinzschulen ihr Studium an dekaBester Akademie fortsetzen
kénnen.

Und doch setzte sich die rumanische Schule duneth avenn sie viele
Schwierigkeiten bekdmpfen musste. Der ruméniscleen&htarunterricht der Zeit
setzte sich aus Lesen, Schreiben, Rechnen undigireh Gesdngen zusammen.

® Siehe dazu V. Georgescu 78.
7 Siehe dazu Nes, 20 und V. Georgescu, 95f.
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Die Schulen standen unter der Aufsicht des Metitgolund der Bischofe. Da es
an eigenen Schulgebauden fehlte, wurde der Urtieriricder Kirche oder in den
Wohnungen der Priester und Lehrer abgehalten

Die auslandischen Reisenden durch die rumanischérsteatimer
bezeugten Mitte des 17. Jh. 20 Schulen in Jagsyder Moldau griindete Vasile
Lupu mit Hilfe des Kiewschen Metropoliten Petru Maw640 eine Akademie, die
seinen Namen trug. Organisiert nach dem BeispieKdaver Akademie, wurden
hier Latein, Slawisch, Griechisch, Rhetorik, Phiplie und Poetik unterrichtet.
Eine der ersten bedeutenden weltlich-religioserriéhitungen der Moldau war
Scoala de la Trei lerarchil644 vom Firsten Vasile Lupu gegriindet.

Die Furstliche Akademie wurde in Jassy 1701 voniolnCantemir wieder
gegrindet (in Nachfolge der Akademie des Vasileulumnd 1714 von Nicolae
Mavrocordat umorganisiert. Laut Kommentare derzéeigen kdnnen wir feststellen,
dass hier 4 Lehrer verschiedenen Sprachen untetgoh Altgriechisch, Altslawisch,
Neugriechisch und Rumanisch; dadurch kénnen wialneien, dass diese die erste
Schule war, die auch Rumanisch als Unterrichtdfiatfe’

Der Furst Grigore Ghica hatte sich einen besondBi@men durch seine
schulfreundliche Tatigkeit gemacht. Bald nach selfeonbesteigung errichtete er
in Jassy eine Schule und versuchte in seiner Ukwod 1736 das Schulwesen zu
regeln. 1747 kam er mit einer neuen Urkunde aufSthsilwesen zurick:

Er beginnt mit einem Loblied auf den Wert der Sehulerwahnt, dass
durch die Sorglosigkeit der Fursten, die sich ehiwdatten, fur die Erhaltung der
Schulen zu sorgen, die Unwissenheit Uberhand gemomda die Machtigen, die
wohl fur ihre Kinder Lehrer gehalten, auf diese ¥éedoch nicht hatte verhindern
koénnen, dass die meisten ungebildet blieben; diesgr Menge aber befinde sich
vollstéandig des Schmuckes der Belehrung geraubtdiBéSchulen aber wie eine
Quelle seien, aus der das Volk Unterricht und Ehtsschdpfe, welcher Unterricht
jeden Menschen beféhige, die Gottheit zu erkendienechtglaubige Religion zu
verstehen, welcher Unterricht die Menschen weiteninit Schénheit der Rede
ausbilde und zu praktischer Redefahigkeit bringd s wirdig mache, kluge
Pfarrer und gelehrte Lehrer zu werden, von deneh Nutzen sowohl fur die
Kirche als auch fur das Gemeinwesen ausgehe, wigfeder First den Schulen
annehmen. [Brandsch 1928, 7]

1748 wurden urkundlich vom Firsten Ghica eine Reite Schulen in
mehreren Ortschaften Moldaus gegrindet: 4 Schulelassy, andere Schulen in
Roman, Radauti und Husi. 1792 findet unter demtEfirélexandru Moruzi eine
Reform des Unterrichtswesens in der Moldau staithAdie Firstliche Akademie
in Jassy wird umorganisiert: hier werden als Nengem Mathematik, Geometrie

8 Mehr dazu in V. Georgescu 77]
°V. Georgescu 98f, lorga 67.
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und Rechtswissenschaft eingefiihrt. Die Unterrighttsshe ist Neugriechisch, aber
es kommen auch Lehrer, die in franzdsischer undmisoher Sprache die Geometrie
unterrichten.

Im wesentlichen aber hing Bliihen und Gedeihen dbul®n davon ab, ob
die Fursten fur Schulfragen das richtige Verstésduoifzubringen vermochten, und
ob die Metropoliten ihre diesbeziglichen Pflichterkannten und erfillten.
[Brandsch 1926, 7]

1.4. Siebenbirgen im 18.Jh.

1688 wurde Siebenburgen zu einer Provinz des Hajisbioen Kaiserreichs.
Das politische und rechtliche Statut Siebenbirgemsie am 4. Dezember 1691
durch den Leopoldinischen Freibrief festgelegt,wlegere 150 Jahre als Grundgesetz
fur Siebenbirgen fungierte. Hier wurde folgendestgielegt: als erstes wurden die
vier Religionen (katholische, reformierte, luthehie und unitarische Religion)
anerkannt; die Diat, die anderen Verwaltungs- urgHhgsinstitutionen sowie die
Privilegien der Ungarn, Szekler und Sachsen wurdeibehalten; alle Stellen
wurden von Ungarn, Szekler und Sachsen besetzBafehlshaber der Armee war
ein Deutscher. Die Schlisselpositionen wurden wgeAutoritat des Kaisers oder
der Aulischen Siebenbiirgischen Kanzlei in Wien gistSiebenblrgen behielt
seine interne Autonomie, mit eigener Regierung Dmdt und wurde 1768 zum
Grossfurstentum. [Costantinescu / Daicoviciu / Pas] 2

Die Vereinigung im Jahre 1701 erweckte wieder defiBle, die lange
Zeit eingeschlafen waren und knupfte Gber Jahrhtedias band einer Kultur, die
mit der der alten Romern begann. Auf dieser Werg&e es sich, warum die
ersten rumanischen Schulen unter der Agide der mistii-uniierten (griechisch-
katholischen) Kirche gegrindet wurden; so entstdad Gymnasium in Blaj
(Blasendorf) im Jahre 1754 und das in Beiusch inmel4828. [Kiritescu 446]

1775 wurde auch die Bukowina Teil des HabsburgisdReichs. Das Banat
wurde 1718, nach dem Passarowitzer Frieden, Teil Hibsburger Kaiserreichs.
Sowohl das Banat als auch die Bukowina waren asli@sitztimer organisieff..

Die Umorganisierung Siebenbirgens als habsburgBRohwnz anderte die
gesellschaftlichen und politischen Verhaltnisser Babsburgische Zentralismus
hatte man in Siebenbirgen besonders in der Regierait Joseph Il. gespirt, als
dieser die Unterschiede zwischen den Provinzenckée wollte, um einen aus
Wien gesteuerter zentralisierter Staat entwickélmilen.

"Um 1784-1787 kdnnen laut dsterreichischen Stk&ati63% Rumanen,
24,1% Ungarn, 12,4 Sachsen und Schwaben aus 2483¢elvohner Siebenbiirgens
(zusammen mit dem Banat, der Crisana und dem Maesigezahlt werden."
[Georgescu 109

10 Siehe mehr dazu in Costantinescu / Daicovicitst@234 f
11 Eigene Ubersetzung
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Joseph Il. fuhrte im Habsburger Kaiserreich eindné&eon aufklarerischen
Reformen ein, die ihre Auswirkung auf Siebenburgaeckten. Er entfernte die
Autoritat der Kirche von der Zensur und Uberreichése einer liberaleren Kommission,
die die Bulcher revidierte; eine bestimmte Anzahlnbtisorden wurden abgeschafft
und deren Vermdgen sakularisiert. Die Verwaltungy@eossfiirstentums Siebenblirgen
wurde neu organisiert, indem 11 Komitate errickaatden; die 6ffentliche Sprache
Latein (bis 1784 auch Unterrichtssprache) wurdecldubDeutsch ersetzt; die
Leibeigenen wurden frei geschrieben, und erhielteter anderem das Recht zur
Schule zu gehen. Joseph Il. hat aber alle seinerfReh vor seinem Tode 1790
widerrufen.

Der Unterricht in Siebenbirgen hatte fast babytdma Charakter: manchmal
unterrichtete man in derselben Schule in den Spraeh Latein, Ungarisch und
Deutsch — nach der momentanen Willkir des Lehfusnanisch, obwohl die am
meist verbreiteten Sprache in Siebenblrgen, waonddriterricht nie benutzt.

Der Unterricht in Siebenbirgen war den politisch&eressen des Staates
unterworfen, da dem "aufgeklarten Absolutismus'olgd, die Schule erstens ein
politisches Anliegen war. Die Organisierung desddomthts hatte als Grundlage
die GesetzdRatio educationis (1777}% Norma Regig1781) undRatio educationis
Il (1806 wodurch die Schule unter staatlicher Kontrolleegetsund im Lehrplan
eine wachsende Bedeutung den Naturwissenschafseheyekt wurde. Anhand der
oben angefihrten Gesetze wurde 1780 in GrosswaedtenAkademie gegrindet,
die 1788 auch eine Jurafakultat beherbergte. ZwbAdung von Juristen wurden
juristische Akademien in Hermannstadt und Klauseglgegriindet, wahrend zur
Ausbildung von Chirurgen 1775 in Klausenburg eiir@jieinstitut errichtet wurde.

Die Lage des Unterrichts in Siebenblrgen war nlmgser als in den
anderen zwei rumanischen Firstentimern, trotz dikléaerischen Tatigkeit der
Gelehrten. Sowohl die Anzahl der Schulen als auehdér Lehrer war aber
betrachtlicher als in den anderen zwei Firstentiinigas Bedurfnis der Erziehung
treuer habsburgischen Blrger erklarte die Einrioptzahlreicher Dorfschulen,
besonders im Banat, dass Kronbesitz war, und in @mmnzgebieten Fir die
Notwendigkeiten des Bergbaus wurden Bergbauschaleichtet. Ruménische
Schulen gab es schon in Blasendorf (1754), KrohgtEgP9), Beius (1829) und
Arad. In Blasendorf (1754) und Hermannstadt (184d)den orthodoxe Seminare
zur Ausbildung von Priestern, ein paar Jahre sggitex dhnliche Einrichtung in
Arad (1822) gegriindet.

12 Dadurch wurde der Sekundarunterricht geregeltwasden 3 Schulniveaugestgelegt: 3 Jahre
Grammatikunterricht, 2 Jahre Gymnasium, 2 Jahril$phie. Der Hauptteil des Unterrichts bestand
aus der lateinischen Sprache und der lateinischitmratur. Es wurde auch der Unterricht zur
Vorbereitung von Lehrern und Priestern eingefiihrt.

13 Die Vorschriften der ersteRatio wurden teilweise verandert. Die Schulniveaus bleilnmer noch 3,
aber 8 Jahre lang: 4 Jahre Grammatik, 2 Jahre listinelne Fécher, 2 Jahre Philosophie.
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"Aus den Statistiken des Osterreichischen Gen®alow, der 1761 eine
Volkszéhlung in Siebenburgen durchfiihrte, ergtst die Anzahl von 2719 ruméanischen
Lehrern und 2858 Priestern in Siebenbirgen". [Gsmg 136]

Bis zum Ende des 18. Jh. wurden zahlreiche Schgdmmindet: In der
Moldau und der Walachei wurden in allen Kreissit3shulen gegriindet, wahrend in
Siebenburgen zahlreiche katholische GymnasienrirStidten und Allgemeinschulen
in den Dérfern der Grenzregimentériund in den Bergbaugebieten gegriindet
wurden’®

Das Bewusstsein der romanischen Abstammung desisichién Volkes,
das durch die Siebenbilrger Schule propagiert urstitke wurde, schuf enge
Verbindungen mit dem kulturellen Leben der Firsiemd@r jenseits der Karpathen.
Siebenburger Professoren uberschritten das Gebingeckten in den Firstentimern
in der Zeit der kulturellen Renaissance das Bewasstdes Romanismus und
gaben der rumanischen Schule eine Fille ausendseimer und Organisatoren. Namen
wie Lazr, Laurian, loan Maiorescu und andere reprasemtidem entscheidenden
Einfluss Siebenbirgens auf die Entwicklung der gchuden freien Furstentimern.
Bei der Grindung der rumanischen Akademie war diteiBgung Siebenbirgen
ganz besonders wertvoll. Die Universitaten in Bakaund Jassy, sowie Gymnasien,
zahlten unter ihren Lehrkréften an erster StelEb&abirger; vor allem waren es
Professoren der lateinischen und deutschen Spracheler Geschichte. Auf dem
Gebiete der Padagogik hatten die Professoren abgi@ilrgen das Verdienst, die
Bedeutung der Padagogik Herbarts erkannt und sistdn den Schulen Siebenbirgens
angewendet und dann an die Lehrerbildungsansedderalten Konigreichs verpflanzt
zu haben. Das standige Anstromen aus Siebenbingeasi alte Konigreich hatte
auch das Resultat, in praktischer Weise die Vetlsigdzwischen deutscher und
rumanischer Schule durchgefiihrt zu haben. [Kirile®6f]

1.5. Der universitare Unterricht bis zum 19. Jh. den 3 Firstentimern

An der Universitat Klausenburg, 1698 neu organisigier der Schirmherrschaft
der Jesuiten, wurden meistens Theologie und Riketorierrichtet, wahrend die
Naturwissenschaften als Mittel zur Widerlegung devgressiven Ideen beniitzt
wurden. Gegen den jesuitischen Unterricht reagiemienanische, séchsische und
ungarische Gelehrten.

14 Nasaud, Fogarasch, Hunedoara, Hermannstadt —rjen&nische Regimente, Ostsiebenbiirgen - 3
szeklerische Regimente, Banat - 1 rumanischer mretbwabischer Regiment.

15 In den Jahren 1763-64 wurden filr das 1. Grenzesgiin der Gegend Hunedoara 13 Schulen gegriindet,
vor allem in Orlat, Hateg und Vaida-Recea; fiir daRegiment in Nasaud und danach in anderen 5
Gemeinden; rund 100 Grenzerschulen im Banat. $iele dazu in Brandsch 1928, 10f.

16 Siehe mehr dazu in Constantinescu / Daicovicast® 243f.
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Die Furstlichen Akademien in den 2 anderen rum&eiscFiurstentimer
wurden schon Ende des 17. Jh. errichtet. Am Anfdeg 18. Jh. wurden diese
Hochschulen neu organisiert, dank der Regelungen Fdesten Nicolae und
Constantin Mavrocordat, Grigore Ghica und Grigordexandru Ghica, die die
Modernisierung und Vergriechung des universitaratettichts in der Moldau und
der Walachei (sowohl was die Sprache als auch wadrnhalt betraf) verfolgten.
Die jungen Leute, die diese Akademien besuchtervoilstandigten ihre Studien
in Lemberg, Konstantinopel, Rom und Wign.

In der 2. Hélfte des 18. Jh. wurde eine Reihe velofmassnahmen in den
Furstlichen Schulen und Akademien in Jassy und Bskaeingefihrt. Den
aufklarerischen Geist kann man in den wissensalfadti Fachern erkennen, die man
eingefuhrt hat: Rechnen, Geometrie, Naturwissefiigrhalngenieurwissenschaft;
durch die Bedeutung, die man verschiedenen FaditgrrGeschichte, geschichtliche
Geographie, klassische und moderne Fremdsprachehher auch der rumanischen
Sprache. Auch wenn die aristotelische Philosogifiihrende Rolle aufrechterhalt,
kann man bemerken, dass auch die padagogischerAdstalozzis bekannt war€n.

1.6. Moldau und Walachei bis zur Vereinigung 1859

Trotz der aufgeklarten Mentalitét der Firsten erhelie sich der Unterricht
langsam und unkontinuierlich. Die Reformen des Uidets von 1776, 1813 und
1818 hatten nur geringen Verbreitungskreis.

Die Furstliche Akademie in Bukarest hatte 1776 %rke Hier wurde
Grammatik, Arithmetik, Geometrie, Astronomie, Geslate, Physik, Theologie, Latein,
Franzosisch und Italienisch unterrichtet. Danachdemn aber auch Naturwissenschaften
eingefuhrt.

Die Anzahl der Schiiler, auf 5 Stufen eingeteilty wamer gering, ein paar
Dutzende / Stufe, wahrend des ganzen 18. Jh. 1834chen nur 1129 Moldauer
und nur 3050 Walacher o6ffentliche Schulen. Ein¢ dgéesiche Anzahl wurde privat
unterrichtet. [V. Georgescu 13p

1803 wurde urkundlich das Semirgwocolagegriindet. Hier wurden Priester-
und Bojarensdhne in rumanischer Sprache unterrichiisser den religibsen wurden
hier auch weltliche Unterrichtsfacher angeboternthimretik, weltliche Geschichte,
Psychologie, Logik u.a. An diesem Seminar wurdeetate Mal klar gestellt, dass
der Unterricht in der Muttersprache stattfinderltsoDie Leitideen des Seminars
haben nicht lange Uberlebt.

In der Moldau wird durch den Gelehrten Gheorghechisaine Sonderklasse
fur Ingenieurwissenschaften an der Furstlichen A&kaid Jassy gegrindet,

17 Siehe dazu mehr in Costantinescu / Daicovicilst@£262-263
18 Mehr dazu in Constantinescu / Daicoviciu / Pastaf.2
19 Eigene Ubersetzung
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wéhrend der Siebenbiirger Gheorghe L&4arder Walachei die fiirstliche Schule
Sfantul Savaeleitet hat.

Der Triumph der rumanischen Sprache fand nur indh9statt. Im Gesetz
von 1829 —Organisches ReglementRegulamentul Organié— wird festgelegt,
dass die Offentliche Erziehung eine Aufgabe deriétagg wurde und dass der
Unterricht in rumanischer Sprache stattfinden sollt

Es war zweifellos ein grosser Schritt nach vorwantenn die Sorge flr
das Schulwesen den Herrschern zur Pflicht gemagbhn Schulen fir beide
Geschlechter vorgesehen, wenn Ruméanisch zur Stamtdirchensprache und zur
Sprache der Justiz gemacht, wenn die Privatschurtar die Kontrolle des Staates
gegeben und die Verwaltung der Schulen einer ergéigperschaft (Epitropie)
anvertraut wurde. [Brandsch 1926, 14f]

In der Walachei wurde 1831 ein Erziehundérgégriindet, das die Schulen
des Furstentums beobachten und kontrollieren solife kénnen 4 Schularten
erkennen:

« Grundschuledcoalele incepatoaje
« humanistisches Gymnasiumnganioare,
e Lyzeum {nvataturi complimentare
» Spezialschulen (cursuri speciale).

1858 wurde dieses System modernisiert, indem manGgannasium fr 2
Studienrichtungen gestaltete: Geistes- und Natsenschaften. Auch der Abschluss
des Lyzeums wurde jetzt vereinheitlicht durch diditarung der Baccalaureatprifung.

Auch in der Moldau wurde 1832 ein ErziehungSran der Fihrung des
Unterrichtswesens gestellt. Hier wurden mehrerau®chim laufe der Zeit in den
Stadten gegrundet. Auch eine Hochschule wurde #188¢h den Firsten I. Sandu
Sturza errichtet. 1847 wurde diese geschlosseresdsich zu einem Forum der
Verbreitung revolutiondrer Ideen entwickelt hatt851 reformiert der First
Grigore Ghica den moldauischen Unterricht, indendierMittelschule in 2 teilt:
Realschulen und Gymnasien. Derselbe ordnete dindBesetz die Unentgeltlichkeit
des Unterrichts und eine Art Schulzwang (1850).518frden Schulen fir die
Ausbildung von Grundschullehrern gegriindet. 1857388 es in der Moldau 2
Gymnasien (Jassy und Barlad) und 3 Realschuleiir (Rihgen in Jassy und Galatz
und eine in Jassy fur Madchen).

20 Doktortitel in Wien

%1 Das Gesetz ist sowohl fiir die Moldau als fiir diglabhei giltig, denn es ist die ruménische Anwegdun
des Paktes nach dem Adrianopoler Frieden, infaége Binde des russisch-tiirkischen Krieges 1827. Das
Gesetz tritt 1831 in der Walachei und 1832 in detddu in kraft. Siehe dazu mehr in Constantinescu /
Daicoviciu / Pascu S. 285ff.

22 Eforia Scoalelor, gebildet aus 3 Bojaren und eiffechinspektor. Siehe mehr dazu in Nes 26.

23 Epitropia Casei Invataturilor Publice, gefihrt vonoldauischen Metropoliten. Mehr dazu in loan
Georgescu 104f.
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Waéhrend das alte Konigreich, fasziniert von Partswiegend unter dem
Einflusse franzdsischer Kultur stand, brachterSienburger (die hierher als Lehrer
kamen), die mit deutschen Universitaten, namenthd¢hVien in Verbindung standen
und in Rom ihre Begeisterung nahrten, den ausgleddm Einfluss deutscher Kultur
und rémischen Bewusstseins nach Rumanien. [KitteBr]

2. Von 1959 bis 1918

2.1. Rumanien zwischen 1859 und 1918

Nach der Vereinigung Moldaus mit der Walachei ()8&&chien es als
notwendig, nach der Einheit des Verwaltungssystemsh der Einheit des
Unterrichtswesens zu erstreben. Dieses Anliegerdevaom Firsten Alexandru
loan Cuza unterstutzt. Der schnelle Wuchs der &chilind Schulenanzahl, die
Verbesserung der Qualitat und des Inhaltes desrtifiittss waren als Mittel zur
Reduzierung des Analphabetismus gedacht. Die Hinfigh des lateinischen
Alphabets war ein bedeutender Fortschritt.

Das Unterrichtswesen war am Anfang der modernercligp®Ruméaniens
weder als System als auch als Inhalt modern. DjarBosthne konnten sicherlich
von ausléndischen Lehrern unterrichtet werden guiietate Schulen besuchen,
aber die oOffentlichen Schulen hatten 1834 ins ges&% Schiler in den beiden
Firstentimern. 1850 wachst ihre Zahl auf cca 107000

Eine bedeutende Errungenschatft des Firsten Cuzdisv@rganisierung des
Unterrichts. Das Gesetz zur 6ffentlichen ErziehUbggea instructiunii publicé vom
25.10.1864 steht als Grundlage fur den UnterrichRuméanien fir die ndchsten 3
Jahrzehnten. Durch dieses Gesetz werden 3 Niveslusterricht festgelegt:

* Grundschule,
* Sekundéarschule und
* Hochschule.

Im Gesetz wird vorgeschrieben, dass "der Volksatiahicht verpflichtend
und unentgeltlich ist" [Constantinescu / DaicovitiBascu, 368], was eine andere
bedeutende Fortentwicklung war. "Die Schulpflictgtesckt sich auf ein Alter von
8-12 Jahren. Bei unentschuldigten Schulversdaummiskes Kinder werden der
Eltern mit Geldstrafen belegt" [Brandsch 1928, 16]

Das Gesetz setzte folgende Schularten fir den Sékumterricht fest:

1. Lyzeen (7 Klassen) und Gymnasien (4 Klassen), ratekn und
einheitlichem Lehrplan und Baccalaureatabschluss;

2. Mittelschulen fur Madchen (5 Klassen);

3. Real- und Berufsschulen fir Handel, Industrie uaddwirtschaft.

24 Siehe mehr dazu in Vlad Georgescu, S. 212.
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Der Mangel an Schulen und Lehrkraften, die schwerdmensbedingungen
der Bauer, die allgemeine gesellschaftliche Lagehtesn aber die Anwendung
dieses Gesetzes sehr schwer. Nur in wenigen Oftsoheonnte es also in Kraft
treten. Der sekundare Unterricht wurde meist vageddlichen aus der Mittel- und
Oberschicht besucht. Ein paar Gymnasien funktiteeschon in Bukarest, Jassy
und Craiova. Es werden also immer mehr Schulen @gcthnasien in ganz
Rumanien gegriindét.Zwischen 1864-65 wurden in Rumanien 1988 Schukeh u
61977 Schuler verzeichnit.

Die Fragen des Unterrichtswesens wurden in eigemehZeitschriften
schon wéahrend der Revolution von 1848 erortertwkislen also neue ruménische
Lehrwerke und andere Fachbiicher fiir den Untereotworfen?’

Im Laufe der Zeit wurde der praktische Fachunthtrientwickelt:
Fachschulen, Gewerbe-, Landwirtschafts-, Handeld-Kunstschulen.

Ein besonderes Interesse wird vom Firsten Cuzauwtévarsitaren Bereich
gewidmet: Universitaten werden in Jassy (1860) Bolarest (1864) gegriindet.
Die medizinische Fakultat in Bukarest (als Weiténécklung einer bekannten
Medizinschule), die Hochschule fir Wege und BricKaimftige Polytechnische
Fakultat), die Landwirtschaftsschule in Herastrdie Musikkonservatorien in
Bukarest und Jassy vervollstandigen die Liste dereusitaren Einrichtungen. Die
Anzahl der Gymnasien (Sekundarschulen) und der Bischulen (Ausbildung
von Grundschullehrern) wachst auch erheblich.

Nach dem Unabhéngigkeitskrieg (1877-78), am Endel@e Jh. stellt sich
immer mehr die Frage der Modernisierung des Umtaisi 1898 kam Spiru Haret
an der Fuhrung des Unterrichtsministeriums undehdit volle Unterstiitzung des
Konigs Karls |. Sein Gesetz fiur die Organisierungs dSekundéarunterrichts
reformierte das Unterrichtswesen und blieb gultg zur Unterrichtsreform von
1928. Spiru Haret teilte die 8 Lyzeumsklassen ift@fen ein: Gymnasium (4
Klassen) und Lyzeum (4 Klassen). Das Gymnasiumehaihen einheitlichen
Lehrplan, wahrend die Oberstufe (das Lyzeum) inch®ngen verlief — klassisch,
modern und real — und wurde durch eine Abschluéspgibeendet. Auch fir
Madchen wurden die Schulen neu eingeteilt: Sekwoti@iten |. Grades (gleich
dem Gymnasium fur Jungen) und Il. Grades (LyzeumJdagen). 1893 gelang es
Tache lonescu ein neues Grundschulgesk&gea asupra invatamantului primar
si normal primar- durchzusetzen. 1898 wurde dassetz fur den Sekundaren und
Hoéheren Unterrichtund 1899 das Gesetz fir den Gewerbeunterrichtli (sco
profesionale), beides Arbeiten Spiru Harets, ettirac

251863 Braila, Jassy; 1864 Ploiesti, Jassy; 18a5katst 2 Gymnasien, Jassy — 2 Gymnasien, davim 1 f
Madchen; 1866 Focsani, Pitesti; 1867 — Buzau, @al&868 — Giurgiu; 1869 — Falticeni. Insgesamt 15
Lyzeen und Gymnasien. Siehe mehr dazu in Kirité8@%, 17.

%6 Brandsch 1926, 15.

27 Mehr dazu in Costantinescu / Daicoviciu / PZ348f.
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1899 erliess das Oberbildungsrat des Unterrichisteitiums Consiliul
Superior de Instructieglen ersten einheitlichen Lehrplan fur den Sekwna@rricht
in Rumanien, der 1908 von einer Fachkommission essdrt und modernisiert

wurde.

2.2. Siebenburgen bis 1918

1850 tritt in Kraft dasEntwurf der Organisation der Gymnasien und
Realschulen in Osterrei¢h das den Unterricht in ganz Ungarn bis 1879 regyid.
DasEntwurf griindete ausser den Humangymnasien auch Realsctigeschuiler fiir
die technischen und industriellen Berufen und Halohlen vorbereiteten. Es filhrte ein
duales Unterrichtssystem ein: der Sekundarunterheitte 2 Stufen: Unter- und
Oberstufe. Der Realunterricht hatte seinerseitsi2isvon je 3 Jahren.

Durch denEntwurf wurde auch anderes hervorgerufen. Der erste Laghrpl
fur den Realunterricht wurde dadurch festgelegtl dieses Unterrichts war, den
Schilern eine Allgemeinbildung zu Ubermitteln, oluine Unterstitzung der alten
Sprachen, diese flur praktische Berufe (Handel, @mayd andwirtschaft) und sie
fur technische Hochschulen vorzubereiten

Das Abkommen zwischen Ungarn und Osterreich fudeeu, dass das
Furstentum Siebenbirgen 1860 an Ungarn abgetretetew

2 7zwischen 1850-1868 ist die deutschsprachige ReriSitbenbiirgens. Mit 1867 beginnt der
Osterreichisch-ungarischer staatsrechtlicher AigglSiebenbiirgen fallt an die ungarische Reicfighal
Widerstand der Ruménen, Sachsen und Schwaben diegéfagyarisierungsbestrebungen. Zwischen
1868-1918 finden wir den ungarische Zeitabschmittér Geschichte Siebenbiirgens: "Die ungarischen
Lehrer mussten Rumaénisch sprechen, diese intemakgidcSprache Siebenbirgens, denn ohne diese
Kenntnisse hat man die Jugend schwer erziehen k®feuarul Liceului din Sibiu 1948, 12]

2 Hier konnen wir lauNes, 14 folgendes Facherkanon finden:

Fach Jahr | I 11l v VvV |V
Religion 2 2 2 2 2|2
Muttersprache 4 5 3 5 5 §
2. moderne Fremdsprache 4 3 3 5 5 |5
Geografie und Geschichte 2 2 3 3 B |3
Mathematik und Angewandte Arithmetik 5 5 3 5 4 |4
Naturwissenschaften 5 4 - 4 2
Physik - - - - 4 |5
Technologie - - 5 - - -
Warenkunde 1.Sem 2
Zeichnen 5 5 1.Sem. 5|6 6 |6
2.Sem. 7
Schdnschreiben 2 2 2
Gesamtstundenanzahl 29 28 28 24 29 | 30
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Die offentliche Sprache war bis 1868 das Deutsaber auch Ungarisch
und Ruménisch als Muttersprache durften unterricherden®® Ungarisch als
Fach konnte fakultativ im Gymnasium gelernt werdeasammen mit Deutsch
oder anderen Fremdsprachen. Altgriechisch war liehpénd; in die Mitte des
Unterrichts stand die altgriechische Kultur undetatur. Ungarisch wurde 1860
verpflichtendes Fach in den staatlichen Schulenalleh Niveaus, ohne aber zur
Grundlage des gesamten Unterrichts in Ungarn (iglge8birgen) zu werden.

Der Anschluss Siebenbiirgens, das Uber Jahrhuralédeomes Firstentum
gewesen war, an Ungarn, bedeutete den Anfangaditieen Magyarisierungspolitik,
die die ungarische Fiuhrungsschicht bis zum Zedlldoppelten Monarchie 1918
fuhrte. [Georgescu 189]

1868 tritt dasGesetz XXXVIIf* (eingereicht vom Kultusminister E6tvos)
in Kraft. Das Gesetz sprach die allgemeine Schiahiffir Kinder vom 6.-12. bzw.
15 Lebensjahre aus und sicherte die Freiheit deésrkichts zu. Der neue Lehrplan
stellte die ungarische Sprache und Literatur imtéZen des Unterrichts. Ungarisch
wurde zur einzigen und verpflichtenden Sprache imtetficht.

1879 wurde die Reform des ganzen Unterrichtswelseendet. Im Gesetz
XVII wurde die ungarische Sprache als verpflichterallen Schulen und auf allen
Schulniveaus festgeletft.

The consequence of assimilation (Magyarisation) thas the number of
Rumanian schools, in the territory annexed to Ruanan 1918, diminished
between 1880 and 1914, from 3.150 to 2.170, whgenumber of German schools
fell from 389 to 290, and in the meantime the Gernfenguage disappeared
completely also from another 230 bilingual Germaagyar schools, these last
ones remaining purely Hungarian. [Caliani 6]

Diese Situation wurde als absolute negativ von dmé&nen aus
Siebenbirgen empfunden, da sie bemerkten, dasseibeme Sprache und ihr
Nationalitatsgefiihl bedroht waréh.

Eine Reihe von Schulgesetzen, beginnend mit denet@esXXVIII von
1868 und bis zum Gesetz von Appony — 1907 — zwirdjerungarische Sprache
zum Nachteil der Sprachen der mitbewohnenden Nattaten auf. [Viad
Georgescu 189]

%0 |n dieser Zeit wurden die rumanischen Gymnasideins, Blasendorf und Kronstadt gegriindet.

31 Die Griindung staatlicher Schulen, die den bishessehliesslich konfessionellen Unterricht
erganzen sollte.

321880 gab es in Siebenbiirgen 266 Schulen alleabyén denen in ungarischer Sprache unterrichtetay
33 Die Bevolkerung gliedert sich 1910 in 34,2% Ung45,1% Ruméanen, 8,75% Deutsche, 2% andere.
[Quelle: Informationen Uber Siebenbirgen, www.s#livde]
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Was die Realschulen betrifft, diese erhielten 2884 durch das Gesetz XV
einen neuen Lehrplan, der weitaus mit kleinen Amagen bis 1918 erhalten bli&b.

2.3. Bukowina

Die Bukowina hatte bis 1775 die kulturelle Entwickyy der Moldau, zu
der sie gehorte, mitgemacht. Als sie aber in die3am von Osterreich annektiert
wurde, wurde sie damit in den Kulturkreis der gsiehischen Lander gestellt. Zur
Zeit der Annexion gab es in der Bukowina 8 rumdmis&Staatsschulen, einige
Kloster- und Dorfschulen. Solange die Bukowina M8itdrgrenze verwaltet
wurde, ging es den ruménischen Schulen verhaltsisigpdut, sie begannen aber
stark zuriickzugehen, als die Bukowina mit Galiziereinigt wurde.

Aus einem Schulprogramm aus 1789 ist zu ersehess damals die
Kinder in der ersten Klasse der Volksschule dielBteben kennen lernten und die
Druckschrift und Briefe in ruméanischer Sprache tesernten; in der zweiten
Klasse lernten sie zuerst die rumanische und daendeditsche Sprache und Schrift
und andere Sachen weitlaufiger. [Brandsch 1928, 22]

Erst mit der Erhebung der Bukowina 1849 zu einegereen Kronland und
mit der Unterstellung der ruméanischen Schule udes griechisch-orientalische
Konsistorium in Czernowitz begann eine neue Entluingszeit auch fur das
dortige rumanische Schulwesen. Neben Uber 200 rigofien Grundschulen
besass die Bukowina seit 1875 eine rumdanische ®psche Fakultat und 2
Lyzeen (eins fur Madchen und eins fir Jungen) iar@awitz.

II. Rumanien nach 1918 bis heutdolgt in der nachsten Nummer der
Zeitschrift.

% Folgendes Fécherkanon war fiir die Realschuleiggiilt

Fach I Il m v v VI [Vvil|Vi
Religion 2 2 2 2 2 2| 2| 2
Ungarische Sprache und Literatur 5 g 3 3 B 3 13 13
Deutsch 5 4 3 3 3 2 2| 2
Franzosisch - - 5 5 4 4 3 3
Philosophie - - - - - -1 -] 3
Geografie 3 3 - 3 - - - -
Geschichte - - 3 - 3 3 3| 3
Mathematik 3 4 3 4 5 4 4| 3
Naturwissenschaften 2 2 - - 2 SR -
Physik - 3 |- - - 1415
Chemie - - - 2 2 3| - -
Technisches Zeichnen 5 5 2 2 2 2 B
Kunstzeichnen - - 2 2 2 2 2 2
Schonschreiben 1 1 - i - -
Turnen 2 2 2 2 2 2| 2| 2
Gesamtanzahl Stunden 28 28 28 28 B0 |3W| 30

Jahrbuch Realschule Oradea, 1875, S.6
134



ZUR GESCHICHTE DES RUMANISCHEN UNTERRICHTSWESENS. VON DEN ANFANGEN BIS 1918

LITERATUR
1. Quellen

1. Anuarul Colegiului Reformat Bethlen Aid®12/13, 1921/22.

2. Anuarul Colegiului reformat din Clujl908-09, 1919-20, 1920-21.

3. Anuarul Colegiului Unitarian Clyj1908-09, 1919-20, 1920-21.

4. Anuarul Institutelor de invatamant greco-catoliceaB Liceu de laiefi, Liceu de
fete, Scoali Normak de hiieri, Scoaki Normak de fete,Scoaki de ucenici
indurstriali si comerciali,Scoaki de aplicatie Blaj, 1910-11, 1921/22

5. Anuarul Liceului Aron Pumnul Ceiioisi 1922-23.

6. Anuarul Liceului de stat Gh. Lazar Sibil907-08, 1919-20, 1922-23.

7. Anuarul Liceului Emil Gojdu Oraded 926-27.

8. Anuarul Liceului Gh. Laz Sibiu,1941-42 si 1942-43.

9. Anuarul Liceului real de diefi Comrat.Comrat, jud. Tighina. 1911-12, 1920-21.

10.Anuarul Liceului roman ghmiceresc Msqud. 1908-09, 1919-20, 1920-21, 1922-
23.

11.Anuarul Liceului Roméan ortodox Byav 1920/21, 1925-26.

12.Jahresbericht der evanghelischen Knabenschule(ByBeum und Elementarschule) in
Bistritz. Bistrita, 1909-10, 1919-20, 1920-21, 1922-23.

13.Jahresbericht der evanghelischen Madchenschule(ByBeum und Elementarschule)
in Bistritz, Bistrita, 1908-09, 1910-11, 1919-20, 1920-21, 1922-23.

14.Jahresbericht der Gewerbelehrlingschule in Agnethapgnita 1907-08, 1920-21,
1922-23, 1924-25.

15.Jahresbericht der hheren evanghelischen VolksechAlB. in AgnethelnAgnita,
1908-09, 1919-20, 1920-21, 1922-23.

16.Jahresbericht des evanghelischen Honterus-Gymnasiund der damit verbundenen
Lehranstalt.Brasov, 1908-09, 1919-20, 1920-21, 1922-23.

17.Raportul anual al scoalelor Secundare de baietfede din Cluj ale Societatii
Scolare evreiesti regnicolare Tarb@luj, 1920/21, 1921/22.

2. Sekundarliteratur

1. Caliani, Augustin [1944]

2. Elementary and Secondary School Teaching in Trawresia Before and After

1918.Bucharest.

Brandsch, Heinz [1926]

4. Abriss einer Geschichte des ruméanischen Schulwessralem der Volksschule.
Verl. Friedr. J. Horeth, Schassburg.

5. Brandsch, Heinz [1931]

6. Haben die Sienbenbiger Sachsen das erste allgentthalwesen gehabt?
Hermannstadt, Honterus-Buchdruckerei.

7. Gaspar, Marin et al [Koord.] [1982]

w

135



136

IOANA VELICA

8. Der Unterricht in den Sprachen der mitwohnendeniddatitaten der Sozialistischen
Republik Ruméanie®ucuresti, Editura didactica si pedagogica.

9. Georgescu, loan [1926]

10.Pentru reforma Tnwamantului secundain Revista generéla invizamantului,an 14,
nr. 9, Bucurgti, S. 576-589.

11.Georgescu, Vlad [1989]

12.Istoria Romanilor de la origini pana in zilele ndis Ed. 2-a revizuit si adaugii.
Oakland, American Romanian Academy of Arts and 18e#s; Scythian Books.

13.Gundisch, Konrad

14.Wahrung der Eigenstandigkeit trotz wechselnder tStaehdrigkeit. Eine 850-
jahrige Geschichte im Uberblick. www.sibiweb.de

15.lorga, Nicolae [1922]

16.Histoire des Roumains et de leur civilisati@reuxieme edition, Ed. Cultura ti@nal,
Bucarest.

17 .Kiritescu, Constantin [1925]

18.Anuarulscolilor secundare din Romania pe anul 1924-28.Scoalelor, Bucurgi

19.Kiri tescu, Constantin [1943]

20.Scoala roména intr-o dscruce de istorieFundaia Regai pentru Literatut si
Arta, Bucurati.

21.Kiritescu, Constantin [ohne Jahr]

22.Die rumanische Schule in Siebenbirg@hne Verlag, ohne Stadt

23.Miron Costantinescu et al: [1969]

24 1storia Roméaniei. Compendi&DP. Bucursti.

25.Nes, Teodor [1930]

26.Liceul de Bieri din Oradea In Anuarul Liceului Emil Gojdu 1920-2Dradea, S.
1-98.

27.Nicolescu, Viorel [1994]

28.Un itinerar al literaturii didactice romangi sau drumul spre abeceddn Revista
de pedagogigEd. Nicolescu et al], Anul XLIII, 3-4 / 1994, Bursgti. 83-86.

29.0rendi-Hommenau, Viktor [1929]

30.Eine kleine Statistik von Viktor Orendi-Hommerawerbesserte Auflage. Selbstverlag
des Verfassers, Temeswar-T§oara.

31.Sporea, Constantin [1909]

32.Incercari asupra metodicei limbei germanasi



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLVIII, 1, 2003

BEYOND USING ROLE-PLAY AS
A CLASSROOM SPEAKING ACTIVITY

BIANCA BRETAN

SOMMAIRE. L'article "Au dela du jeu de rble en tant qu'adivi
didactique" veut nuancer la place que ce procédéqmeuper pendant le
travail en classe. Quoique utilisé dans le cadre leures de langues
étrangéres comme une modalité de dévéloppementxgedssion orale,
le jeu de rdle peut accomplir une autre fonctiossawle grande importance
pour nos étudiants ou éléves. Son emploi peutudiee'répétition” et une
accomodation aux divers réles que ceux-ci adoptedans la société.
Etre familiarisé a partir de la période de scaamitec certaines manieres de
comportement ou de réaction dans diverses situgtiiias rendra plus
facile 'accomplissement des taches par les jegees au moment ou ils
quitteront I'école. En méme temps, I'article appeda valeur didactique
du jeu de réle, un des meilleurs moyens d’amélimmadu discours oral.

As teachers, we have a tendency to forget thatsrdam is just an
administrative convenience and learning does gt wthen the students leave the
school building. Learning is a process that goeh ays: on the one hand we
have interaction with the outside world, bringingr @xperiences from everyday
life in the class and on the other we take andyappt academic knowledge in the
"real world". School is the place where the leasheore skills and competencies
are formed and developed, and students rely on thben faced with different
situations in everyday life.

There are many classroom activities that prepageytung students for
different tasks they will perform in society. Fotaenple, learners who are familiar
with groupwork will adapt easier when their job uiggs to work as part of a team.

The same is true about role-play, a procedure gastkd in language
teaching classes but also in other subjects (liorehere an example from a second
grade textbook for Romanian where a lesson toké 'Prietenia” — "Friendship"
can lead to a role-play followed by discussions emrtlusions).

For a simulation to work it must, according to KlEmes, have the following
characteristics:

» redlity of function: the students should think of themselves as adigipants
in the situation
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e asimulated environment: the teacher decides on the setting of the agtivit
(for example an office, an airport area)

* structure: students must see how the activity is construatetithey must
be given all the necessary information.
From K. Jones (1982: 4-7)

The same is true for a role-play, where the teaghass the participants
information about the characters they are goingetdorm. For example, a student
might be told that she needs an afternoon off ashsis a dental appointment. She
asks her boss for permission, explaining the reaswhtrying to persuade him.
Role-plays are more efficient when they are opaednso that different people
can express different views on the same situatioth @ consensus has to be
reached. Even if the activity is not open-endedk ibetter to be followed by
discussions and conclusions.

When used for teaching foreign languages the perpbshis activity is to
enhance speaking skills and to develop fluency. ddwantage is obvious: doing
role-play gives students a chance to use languagesw contexts and for new
topics but also encourages students to use nattwahtion and gestures.

But the benefits of this procedure are nor limig¢dhe level of developing
speaking skills. In fact, learners are exposed dovarsity of social situations and
settings they might encounter in the future.

The European Union has decided that one of its maais in matters of
educational policy is the training of students thoeir future integration in society.
Therefore, it is school's responsability to offgsportunities for all students to
develop the knowledge, skills and competencies tirat necessary for the
achievement of this target. In this context, clastvities such as role-play can be
considered as a "rehearsal" for a diversity ofaaencounters the students will be
exposed to when leaving school.

Without activities like simulation or role-play,adses of different subjects
offer just a limited pattern of interaction and tiee of the roles is restricted to only
two: teacher and school pupil. This situation iffiaral from a social point of view
because every time the circumstances are almoshanged, based on a
relationship of authority (teacher) and submiss{students) that doesn’t alow
flexibility. Or, circumstances of everyday life fif exactly in the fact that they
change and one has to adapt his/her behaviourarg egcasion. Society roles will
not be played twice precisely in the same manner.

According to E. Goffman our activities and encousit@ society take the
form of a social performance described as all tiieaions that an individual
experience "during a period marked by his contisuaresence before a particular
set of observers and which has some influence @woliservers". (Goffman, 1990:
32). As dramatic performers the individuals haveatiopt a mask that best suit
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their personalities or their needs at the timehefperformance. This mask will be
the mark that in the end will express our persoyali society. R.E. Park says:

"In a sense, and in so far as the mask repredeatsanception we have
formed of ourselves — the role we are strivingite Lip to — this mask is our truer
self, the self we would like to be. In the end, canception of our role becomes
second nature and an integral part of our perdgn&die come into the world as
individuals, achieve character and become pers@Ratk, 1950: 249).

As in any dramatic performance, the individual vitays a part addresses
to an audience, requesting it to "believe thatctheracter they see actually possesses
the attributes he appears to possess, that thdnetgmerforms will have the consequences
that are implicitly claimed for it, and that, inrgeral, matters are what they appear
to be". (Goffman, 1990: 28).

The implication involved is that the individualsveato perform these roles
as naturally as possible, otherwise they would l¢addisbelief. So, being
successful means in this perspective possessiey @ slramatic skills that could
be inborn or could be learnt, but for sure they loamleveloped by practice.

Therefore, it is the teacher’s task to preparetttiesition from one social
role (school pupil), to the others. He/she showddalwvare of the fact that in the
early stages of starting a new role the formeresttgl may have problems if they
are not fully prepaired for a job and don’t knownhto behave. This may lead to
inconsistent behaviour and rejection of the youegpte. In order to avoid this
kind of situations the teacher should choose daitattes for school classes that could
widen students’ life experience. Examples of sabbst act as a clerk, teacher, nurse,
manager, police officer.

Another important element in doing role-play isngssituations which go
beyond the textbook. This way, not only that stusiehave to decide what
language to use and how the conversation shoulel@ebut they will also reveal
their personal set of attitudes and beliefs abduairdles in question.

An example of such a situation could be:

You are studying in England, and have been expecting a letter from
your parents for over a fortnight now. You know it was sent by express
post, and should have arrived by now. You have been pestering the
postman for a week, and he finally refers you to the local post office. As
the clerk thereis very unhelpful, you soon get angry with him, and you
demand some sort of action.

From Interview practice by C.N. Grivas-lonic Graplirts 1990.

As a conclusion, the formative function of theergllay consists in the fact
that, on the one hand, the student develops higefgbcial skills, gets accustomed to a
variety of roles and, on the other, he/she devetmpsmunicative skills, necessary
for choosing an appropriate language for each ksitisation. The gain is also at
the intellectual level and personality developmé&stR.E. Park says:
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"It is probably no mere historical accident thae tword person, in its first
meaning, is a mask. It is rather a recognitionhef fact that everyone is always and
everywhere, more or less consciously, playing a (ol) It is in these roles that we
know each other; it is in these roles that we koavgelves". (R.E. Park, 1950: 249).
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THE REFLECTION OF THE OTTOMAN EMPIRE HISTORY IN
THE ROMANIAN SCHOOL HISTORY CURRICULUM AND
TEXTBOOKS

CALIN FELEZEU

ZUSAMMENFASSUNG. Der Artikel "'Die Reflektierung der Geschichte
des Ottomanischen Reiches im rumanischen Schulcoutum und
Lehrbiicher fir Geschichté nimmt sich eine Analyse des Ottomanischen
Phanoméns und dessen Reflektierung in den rumé&nisskhulischen
Lehrplanen und Lehrblichern vor. Als Neuigkeit stellwir auch eine
geschichtliche Perspektive lber diese Phanomendeodie ottomanische
Geschichte eine Komnstante in den rumanischen I8blinen seit dem
18. Jh. war. Letztendlich wird weiter die Objekgtiunterstrichen, wodurch
die Ottomanische Geschichte in den rumanischen higbssunterricht
reflektiert wird.

Being an important element for the Balkans and&hepean history, the
Ottoman Empire raised from the very beginning thteriest of the European
historiography, always preoccupied to discoverdimensions and origins of the
largest enemy of Christianity during the medievalipd. Beginning with the 16h
century — an important time because it was themwhe idea of Turkish studies
crystallized — and following the direction adoptbg the European policy,
historiography dedicated to the Ottoman history ask@ble chapters, offering
glimpses of the image that the Europeans had dbeutpowerful enemy.

Unbalanced and contradictory sometimes, dependimgthe political
priorities of the moment or on the religious trer{&form, Counterreform), its
image was gradually elaborated as the continentaéty met the Ottoman issues,
many times crystallizing a one sided vision thaided to become more complete
as the Modern Period came closer.

Moreover, the Ottoman impact was perceived moreurately by the
Romanian history, due to the presence of the Ramanin the first line of fire
against the Ottoman Porte and, then, in the ecararand political system of the
Turkish Empire. Ottoman matters always had a gi@d place in the Romanian
historiography for a number of reasons, among whietcan mention: the concern
for maintaining the independence, the questiorhefautonomy of the Danubian
principalities, the policy aimed to preserve a sgaelationship with the Ottoman
Porte and the imminence of a change in the stdttiseoRomanian principalities
which were to become Ottoman provinces.
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Because of the special status that Romania haglatian with the Turkish
Empire in the Middle Ages and the Modern Era, tistolny of the Sultans’ Empire
was always connected with the Romanian geopolidoad, decisively influencing
in time the evolution of the Romanian principaktie

Equally, the Ottoman impact determined the Romansmirituality,
imposing a specific, individualized direction oretleultural sphere, illustrating
mental attitudes that were changing along withgibecific image that each period
in history had about the Turks and their Empire.

Under such circumstances, the Romanian historgssarch dealt from the
very beginning with the Romanian-Ottoman relatidpsiind the peculiarities of
the connections with the Ottoman Porte, some aspéthe Ottoman rule and their
multiple facets and mainly with the anti-Ottomanfoaf of the Romanian
principalities from the first contacts with the Karup to the Modern Era.
Naturally, the history of the image was one of confation between two worlds,
two civilizations and two unequal forces, fact thadttered in terms of objectivity
and reality of facts. Until then, the researchagarding the sphere of Romanian-
Ottoman relationship offered some fragmentary chires$ allow us to rebuild the
image, distorted as it is.

Contemporary historiography, in its attempt to egdathe topic and
consolidate the credibility of the written histomyhich tends to get closer to the
history of reality, has diversified the methodotajiand conceptual approach to
areas less researched in the past, such as tbheyhi$tcivilization and collective
mentalities or the way in which historical realitiare reflected in school curricula
and textbooks.

Our attempt, focused on the perception of the CdtonEmpire in
contemporary school history curriculum, has as raah the reconstruction of the
Ottoman society image starting with the Era of Ossi&mirate and continuing up
to Kemal Ataturk’s Revolution, being concerned aihgr the basic, fundamental
components of the vision about the Turkish-Ottomaasreflected in the new
Romanian National Curriculum. Such a topic is \atldi by the necessity of
getting an insight into the perception that theostistudy of history in Romania
has about the Ottomans and by the need to betsmanegh the past of the
Romanian-Ottoman relationship. An objective imafgp@u the evolution of the
Turkish Empire offers Romanian students supplemmgntaformation and
arguments for the understanding of the conneciitisthe Ottoman Porte.

School has always been and will be a true baronudtebjective realities
and this is the reason why it can convey messagessages that can add weight to
a topic. From this perspective, the history of Tuekish Empire has a central place
in the Romanian school curriculum. In this respeeiconsider that Dimitrie Cantemir
should have a special place. A true genius, baimed by the Romanians and the
Turkish, he marked the beginning of researches tbon@n history. Not unusual,
the impact of the new image that he offered wowdréflected at the level of
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historiography and education but also at the Iefeperception of the Turkish
history as a field of research for his young folérs:

The first manifestation of this trend in the Ronzamiarea has as a
representative a school teacher and historian, Plggawho was teaching at Old
Saint George’s Church in 1756. He wrote the firsim&nian history textbook
dedicated exclusively to the Ottoman Empire. Eaditl"Pictures of Turkish
Emperors Together With Their Summarized Historiédout the Way they
Succeeded One After the Other, From the First ¢0@ne Who Is Currently the
Emperor"”, the textbook is kept as an original marips at the "Ossolineum"
library in Lwov, has 21 pages of dimensions 34,%2fn. On the first page there
are pictures of 27 Sultans, from Osman to Ahmeduliber each picture is printed
the name of the Sultan and a number indicatingtter of succession.

The manuscript is written in Romanian by Popa Fad is of an
outstanding importance for several reasons. [iista special research consecrated to
the Ottomans; its preface justifies why his histofyhe Sultans began with Osman
and not with Mehmet Il, addressed as "the firskiglr Emperor according to some
historians, the one who conquered Constantinopléh#ofirst time". The history of
the Ottoman emperors starts with Osman becaus®mpa Flor's opinion, he was "
the first one to take the throne that still belotaythe Turkish Emperors."

It is obvious that his perspective on events isdlmme as D. Cantemir’s,
Popa Flor also considering Osman as the beginnireoflynasty, according to the
historical truth.

Secondly, the importance attached to Popa Flork li® explained by its
didactic nature, by the fact that it was destineds¢hool use (its author was a
teacher himself). Therefore, we can say that ttexest in the study of the Ottoman
Empire history had begun from the middle of thd' t&ntury,and kept growing
during the following period of time.

A special attention should be given to the 27 pegurepresenting the
Sultans. Besides their artistic value, that undedi Flor's talent, the pictures
remarkably suggest the ups and downs of the Ottdemapire. My observation is
based on the fact that the are obvious differebe¢ween the first paintings (that
show a gallery of Sultans with very distinct featr resembling the uprising
Empire) and the last ones, which, starting withirBdl, underline the physical
weakness of the Sultans that ruled over a weakpirem

This is a classical example of the way in whichtdrisal research and
contemporary realities are reflected in textbooltsuriThe cyclic way in which
Popa Flor presented the evolution of the TurkistpiEesuggests that the teacher
from Bucharest studied and was familiarized withdantemir’s "History".

The interest for the Ottoman-Romanian relationgtmg, generally, for the
history of the Ottoman Porte, had increased togetthith the awakening of the
national conscience, and the cultural ideologicatent of Romanticism. Romanian
Romanticism focused, as historiography is regardedMiddle Ages and world
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history issues. In his introduction to "Facts of N@loHistory", Aaron Florian
underlined the importance of world history, mostlgout "those countries and
nations that influenced our faith". Even if histgiaphy in Romanticism didn'’t
produce special studies on Ottoman issues, itgibatibns are, nevertheless, of
special importance. The largest amount of inforam{presented in an objective
manner as the Turkish society is concerned) comees & world history textbook
wrote by Aaron Florian in 1847, entitled "FactsVdbrld History". In this textbook
written for students’ use, Aaron Florian draws atdal scheme of the Turkish
history in the context of world history. Inspired the several world history books
of the time, the information offered by the hishorito his students reconstructed the
evolution of the Empire on the basis of many sasirezen if some chronological
mistakes could be found (an example here mighhealate referring to the fall of
Adrianopolis and its transformation into capitatycof the Empire, mistakenly
recorded as 1358 and not 1361). Disregarding thecteronological errors, the
textbook represents a useful resource for the staation of an objective image
on the Ottoman Empire.

The conquest of Adrianopolis under Murad | représem period of
growing Ottoman power accompanied by territorigbansion in the Balkans. In
his attempt to present the historical facts anchisvas objective as possible, Aaron
Florian considers as a general cause of the groinfhgence of the Ottoman Porte
the rivalries and misunderstandings between thestzdm rulers, the fall of the
Byzantium but also the force and careful administrathat stayed beyond the
Emirate founded by Osman. Despite their positioeraamies of Christianity , the
Ottomans are regarded ( in some stages of themnsipn in the Balkans ) as
liberators of a very poor and traumatized poputatioat had suffered from the
various conflicts that led to anarchism at the ehthe 14" century. The conquest
of Constantinople is perceived as a shock and iaglpunishment for the Greeks
that had committed a lot of injustices during thegz&tium period (this point of
view was mostly spread in Transsylvania at theafrtde 18' century).

In our opinion, the strength of this book thatdatturned into a textbook
consists in the acknowledgement of the peak ofQiteman power during the
reign of Selim | and Suleyman | when, "the Ottontampire reached its peak of
expansion and domination”. Selim | is seen by AaFRborian as a "fearless
conqueror who was able to mobilize the Turkish tmsarew conquers and heroic
deeds". The historian and schoolteacher Floriao wilgidly depicts the gradual
growing of the Ottoman power, its invasion on theeatinents and, implicitly, the
legacy left. Besides this evolutionist perspectiaron Florian also brings into
discussion the relationship between the Romaniarcipalities and the Ottoman
Porte and the ahd-name issue.

We can conclude then, that in his book, the histodnd schoolteacher
Florian succeeds in integrating the Ottoman topicghe world history context,
giving us an objective point of view about the Tighksociety of the time. These
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last aspects are even more important if we take ¢éonsideration the segment of
audience targeted: the young generation who isyahwasearch for the truth.

The impact of Dimitrie Cantemir's works, the Romaism and the
consequences of the 1877-1878 war kept the Ottassares as an unquestioned
point of interest both for historiography and fohsol education.

The most important influence on this regard comemfthe outstanding
personality of Nicolae lorga. In his large numbémmrks he approached almost
all the points of interest in Romanian and worlskdry. His studies about Western
Europe, Byzantium, the Ottoman Empire, the Ballsiates, the western and eastern
slaves were extremely appreciated at that timagbansidered as essential reference
studies even nowadays.

Due to lorga’s diligent efforts in the first decads the XXth century, the
Romanian school curriculum succeeded in maintair@nginterest on Turkish-
Ottoman issues. An objective perspective was kagtlze information was accurately
transmitted.

In the years that followed the second world wae #Hrea of research
widened, focusing more and more on the Romaniaor@th relationship. In this
context, the research from Ottoman sources becaprio@dty. The consequence
was the printing of Turk-Ottoman documents thateagibout Romanian-Ottoman
issues during the Medieval Period and the Modem Ehe documents were the
result of the hard work of many researchers froeNitolae lorga Institute or the
South Eastern European History Ingtitute such as : Mustafa Ali Mehmet, Mihail
Guboglu, Tahsim Cemil, Valeriu Veliman, Virgil Cialtan, Cristina Fenesan, Anca
Ghiata. The researches in the field of re-evaloaifiche Turkish-Ottoman documents
were revigorated after 1985 when, at professor MMaxim’s initiative was
created at the Bucharest University tlaboratory for Ottoman Sudies. In 1993 it
was transformed in th€enter for Turkish-Ottoman Sudies with the goal to
prepare competent specialists and to offer accuirgfmation on Ottoman
history. The results could be seen immediately, aitbe first achievements was a
textbook that brought a new perspective on hisabrieality.

As one could easily notice, it wasn’'t our intenttorgive a minute description
of the presence of the Ottoman issues in the Ranagducational system, but to
highlight the long tradition of the study on thapic. Next, we will be more explicit
about matters that regard the perception of then@h history in the school
curriculum aftethe educational reform in 1999.

An important part of the curriculum, the schoollalyls has suffered an
updating process lately, gaining a new vision gedailves, topics, learning activities
and evaluation methods. The process of elaboratiarted in 1994/1995 but the
reform was completed only in 1999.As a consequenwhodology suffered a
revolutionary change in the case of many schogjestdy history included. In this
context, the contents carry more weight, they aensas means for creating
general competencies and attitudes, so necessag young person living in a
democratically society.
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As a consequence of the educational reform in 188&pry as a school
subject is studied starting from th& grade. Because at this level the pupils are
primary school children, the Romanian history isspnted in the form of stories that
familiarize the children with basic history notionat this stage of learning these
references to world history and, implicitly, to ¥&oman Empire are only tangential.

Starting with the 8 grade and up to thé"@rade, our students begin to
study the world history. As we are concerned, thter@an issues are dealt with in
the 6" grade textbook. This textbook covers the pericavben 1000 AD and the
Napoleonian wars. In this context, students ledm first notions of Oriental
history and terms referring to the Ottoman Portey Kerms are introduced, for
example: the Prophet, caliph, the Koran, Jihadit&hSunni, Ottoman Empire,
Sultan, padishah, expansion, Ottoman rule. Thexgjiaen some case studies, one
of them referring to the Turkish Empire and its &xgion in the Balkans.

There are references about the evolution of th&iSluEmpire and its rule
in the Balkans in almost all the tasks regardingzaByium, the Islam or the
emergence of the Medieval State.

In contrast to the textbooks printed before thes9thie Ottoman Empire is
no longer presented here as an opponent but a®fotre European and world
history after the year 1300 AD.

The 7" grade textbook presents the evolution of the wbiktory from
1815 up to our days. In these lessons, the Ottdenapire occupies a distinct unit
in the textbook, a unit dealing with the oppositlmetween traditional and modern
societies. Here are used historical notions onvangtopic,such as: tradition and
modernity, Bureaucracy and paternalism. The lessasiructured on the Tanzimat
reforms in the case of the Turkish Empire and an'teiji Era" in the case of
Japan. The Ottoman Empire is also present in tesofes about the Turkish
question and of the war between 1877-1878. Therenany references as the First
World War period is concerned, including a caselystantitled "The Oriental
Question", some information on the fall of the TishkkEmpire, the Constitution
from 1878 and the "Turkish Youths" revolution. Thisvolution is seen as a
national movement that marks the struggle for tleation of the Ottoman State
with a homogenous nation. Also, the students ldanthe "Turkish Youths" trend
represents a reaction to European nationalism ardl&/ism. There are also
references to the Balkan wars in the period aftereind of the First World War. In
a new case study there are presented the staghe ofvolution led by Mustafa
Kemal Ataturk, followed by the foundation of therKish republic.

As a conclusion to the presentation of the textsamded in the®and 7'
grade, we can say that the Ottoman Empire and tinkish history are very much
present in the context of the study of world higtor

It seems very important to me the introduction fextra curriculum for
the students in the"Gand 7' grade belonging to the Turkish —Muslim minority. It
is structured on two directions: on one hand ierefto the historical evolution of
the Turkish society in our country and, on the othand, it deals with all the
essential events in the Turkish history from anciienes to our present days.
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The & grade is the last level in the secondary schod| aonsequently,
the topics are about the history of the Romaniaom fpast to present. Topics
about the Turkish Empire and the Romanian-Turkiationship are dealt with in
the units about medieval and modern history. E¥aghdre was an open conflict
between the Romanian Principalities and the Ottofarte, the historical key
terms, the concepts and the historical topics exated correctly, so that the
Ottomans or the Turkish are no longer describezbaguerors or barbarians.

The Turkish- Romanian relationship is presentethftbe point of view of
the Ottoman rule or from the perspective of thentewith the European powers in
the context of the Oriental crisis. As an examgla fair-presented material, | can
mention the war between 1877-1878 and mostly, eketionship built afterwards
between Romania and Turkey as no longer opponents.

During highschool, History as a school subject @nés again, with some
modifications, the topics treated in secondary etho

Therefore, in the ®grade the students study world history from artcien
times to the beginning of the 1@entury; in the 10 grade they study the period
between Humanism to the Congress in Wien from 1&i%he 11" grade they
continue the study of history from 1815 to our days

Ottoman topics are also present in a number of saskes: the 10grade
textbook in the unit "European Diplomacy from RaisEtat to Balance" has a
case study called: "The Turkish Empire and Eurdpe.Beginning of the Oriental
Question". In the M. grade we have a case study regarding the adraitiistrand
the reforms of Tanzimat; the “i2yrade textbook renews the topics from tfe 8
grade dealing with the history of the Romaniansaba higher level.

The Ottoman Empire and the Turkish- Romanian melatiip are presented in
the same accurate manner, according to the hiatdrigh. There are several case
studies about the Ottoman- Romanian relationshi,Turkish question and about
the evolution of the terms between Turkey and Ramarfter 1878 and mostly
after 1923.

From my description of the school curriculum onedasion can be drawn,
namely that the Romanian pupils can now have auoratecperspective on Turkish
history and on the strong connections betweenvibengtions, learning the fact that
nowadays we have a good and friendly relationsbiywéen the two countries.
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LOGISCHES UND PSYCHOLOGISCHESIM LERNPROZESS

MONICA DIACONU, SILVIU REGMAN

ABSTRACT. The article"Logical and Psychological in the Learning
Process" is focused on the problem of the structure of tiaching
process. It begins with the structure of the vagidisciplines to continue
with the logical and psychological organisatiortted substance that is to
be taught. Here it studies the different theoriesrganisation, teaching
and the connections between these two things. Tieeaelogical and a
psychological organisation and there must be usélle teaching process
so that the student benefits most from it. In ordebe able to do this a
teacher must be aware of the logical operatiorteafhing and how they
are interacting with each other. The logical openst and the connections
and interdependences between those are enumemnatederr to show the
usefulness of their knowledge and understandinthfoprocess of teaching.
Also there are enumerated the common errors tleatcabe avoided in
the practice of argumentation. In the end theresarae considerations
from this point of view about the practice of teimchin Romania.

Was fir einen Einfluss sollte die Logik auf die iElming haben? Diese
Frage umreisst einen wichtigen Sektor der Aufgateineg der Erziehung, da
nicht alles auf einmal gelernt werden kann, undchdlss missen die Inhalte der
Erziehung in einer gewissen logischen Ordnung stehe

Wenn die Inhalte der Erziehung logisch geordned,sttann unterwerfen
sie sich einer Hierarchie der Prinzipien und Konegdie als ein Teil des Faches
selbst vermutet werden. Generell sind die Kenngniss einer Anzahl Facher
gruppiert, welche sowohl ein Erkenntnisgebiet alshaeine Art der Erkenntnis
darstellen. Jedes Fach enthélt eine bestimmte Deakkunhre oder Weltanschanung,
die sich im Laufe der Zeit bewahrt hat. Mit dem tSohreiten der Erkenntnis
offnen sich der Untersuchung neue Felder und,woich die schon vorhandenen
Methoden nicht ausbreiten kdnnen, werden neue Fadbegniert. Manchmal
passiert es auch, dass schon vorhandene Fachegebémn werden, wie z.B. die
Naturphilosophie oder die Alchemie. Man misste a&gen, dass die Facher, oder
wenigstens einige von ihnen, nicht ewige Denkmuddestellen, obwohl es schwer
zu denken ist, wie wir uns der Mathematik oder d&pnachstudium entledigen
konnten. Sie stellen Untersuchungsformen dar, idie isn Laufe der Zeit als die
effektivsten bewahrt haben, obwohl oder geradd, sieijederzeit erneuert werden
konnen.
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Die ganze kulturelle Erfahrung bestatigt uns in derssage, dass die
theoretischen Facher die beste Methode des Gevgrunash der Organisierung der
Kenntnisse sind. Aus dieser Erfahrung heraus kowiretie Pramisse stellen, dass die
Lernenden, die in diesem Rahmen aufwachsen, dietKisee dann am besten
aufnehmen werden, wenn sie die Methoden, nach erldiese Kenntnisse gewonnen
worden sind und die Strukturen nach denen sie @iganvurden, analysieren.

Um sich also die Kenntnisse anzueignen und verwekdanen, missen
diese im Rahmen des Lernprogramms, ahnlich wieeim ttheoretischen Fachern
angeordnet sein. Sie bleiben die Hauptdeterminant) wenn wir nicht behaupten
koénnen, dass sie die ideelle Lernreihenfolge wahenschulischen Lernprozess
muss man auch andere Faktoren in betracht zieherz.®. die psychologischen,
den Reifegrad des Schilers, seine Fahigkeiten eing $/otivation. All diese sind
Faktoren, die nach dem Schema der Konditionierumigew, und diese im Bezug
zum Hauptcharakter des Faches setzen.

Im Rahmen jedes Faches sind die Kenntnisse logideh pseudologisch
organisiert. Das Fach hat eine logische Struktwmmnwdie Elemente des Faches
deduktiv in Bezug zu einander stehen, so wie eeinMathematik der Fall ist. In
anderen Facher, wie z.B. die Sozialwissenschakénnen die Kenntnisse nach
ihrer "Erklarungskraft” geordnet werden. Fir digiSlwvissenschaften sind bestimmte
Ideen bedeutender, weil sie einer weniger bedeetsdteenmenge Sinn verleihen. In
der Philosophie wirde man z.B. von den Prinzipiéohister Verallgemeinerung
sprechen, durch die anderen Begriffe eine Ordnimaeh. In solchen Facher kann
der Unterrichtsstoff pseudologisch, nach der Edkgskraft geordnet werden. Die
ausfihrlicheren Informationen jedes Faches konaam ¢h Bezug mit der Leitidee
unterrichtet werden, die sie am besten erklart. ®ariler wird sich zuerst diese
Ideen in einer vereinfachten, schematisierten Famggnen, um sie dann im Laufe
des Studiums zu vertiefen.

Wie sollen also solche Facher wie Geschichte, Bbpbie, Literatur fur
den Unterricht strukturiert werden, da sie keinalden Wissenschaften sind, aber
trotzdem Basisunterrichtsfacher in der Gesamtz=itthule?

Es existiert in der Schulpraxis die Angewohnheit \dertrautmachung der
Schaler mit bestimmten Grundthemen, aber solchadinemen sind keine Begriffe,
die andere Begriffe erklaren oder begrinden, was imeeiner pseudologischen
Anordnung erwarten wirde. Obwohl einige allgemeilte®n am Anfang eingefiihrt
werden kénnen, um dann an Tiefe zu gewinnen, sck&nLernreihenfolge von
psychologischen Betrachtungen gepragt zu sein.\aranschaulichung werden
wir das Studium der Philosophie im Gymnasium besntavo zuerst das Problem
des Mensches zestellt wird und erst spater di&Sdes. Im Laufe des Fortschreitens
im Unterrichtsstoff werden dann Probleme wie: Beaiey Mensch-Sein, Erkenntnis,
Freiheit, untersucht.

Um eine Verallgemeinerung vorzunehmen kdnnen whiabpten, dass die
Geisteswissenschaften alle einen Kern von Grundiolesitzen. In den Geisteswissenschaften
sind die Ideen pseudologisch geordnet, d.h. eimigeihnen stellen die Basis dar,
durch welche die anderen verstanden werden kdnnen.
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Ein logisches Lernmodell wird uns von der humastisien Kultur vorgestellt.
Diese schlagt erstens eine Hierarchie vor, einerllivung unserer Begriffe, die die
Existenz einiger eingliedernden "allgemeinen Bégtifvoraussetzt, wie z.B.:
Sprachgebrauch, Aneignung der Schrift, Elemente rdéenalen Denkens, die
Fahigkeit das Definierte durch die Definition zs&rzen, einige allgemeine Ideen
uber das Universum, usw.

Gegenuber diesen "allgemeinen Begriffe" stellerh giitie "sekundéren
Begriffe", die mit ihnen verbunden sind. Eine Watirmung wird also auf ein
Kenntnisnetzwerk mit einer perfekt definierten "TteX bezogen, eine "Textur" die
Haupt-, Sekundéar-, Tertiarlinien usw. vorweist, die vernetzt sind, dass sich
Kenntnisknoten bilden, oder Kreuzbegriffe, wie Biellin Milleron benannt hat,
Begriffe denen wir im Laufe des Denkaktes immeidardbegegnen. Die cartesianische
Struktur der Erkenntnis zeigt uns einige Wege: It"tdie Gedankenwege in
Elementenketten, die alle einfach und leicht, aildeuchtend sind”, also "reduzieren
wir einen bestimmten Gedankenweg zu einem Mudteegjrer allgemeinen Struktur,
zu einer beliebigen Zahl von Elementen". DiesereBritnishintergrund auf dem
sich unsere Wahrnehmungen projizieren, kann dargihain spinngennebeéhnliches
Netzwerk, welches in Bezug auf verschiedene Mittaipe immer perfekt geordnet
bleibt, dargestellt werden.

Der Zweck des humanistischen Studiums, der huniseh&n Erziehung,
aus derer Erbschaft wir immer noch leben, war dieeBstellung verschiedener
Methoden des Verstehens eines Begriffes auf md&iliemfachem Wege. Von
einem Punkt angefangen, verbindet sich die Idee\Whrnehmung, die Tatsache
mit irgendeiner anderen, dann wieder mit einer emeum sich dann mit den
Kreuzbegriffen zu treffen, die schon unter sichcugine stabile Struktur verbunden
sind. Das humanistische Denken erlaubte die Enf@ssiner Struktur beginnend
von dieser Ortung, dieser "Topologie" der Erkermt#ius dieser Ansicht wuchs
eine padagogische Methode heraus, die behaupastewenn man einen kultivierten
Menschen erhalten will, dann muss man ihn eini¢ggeAieinbegriffe, die Kreuzbegriffe,
lehren: geometrische Prinzipien, Latein-, und Frgpndchenelemente, grosse
philosophische Ideen. Er wird damit mit einem Amigidden, einem Rezept, ausgerustet
sein, welches ihm erlauben wird die Ereignisseemstghen, abzuwagen, zu messen,
einzuordnen, letztendlich ihnen ihren vorausgesemé&tatz zu weisen.

Welche sind die Faktoren, die die Lernfahigkeit 8elilers beeinflussen?

Die biologische Reifeist einer von ihnen. Der Schiler kann bestimmte
Sachen nur dann bewaéltigen, wenn sein neurologisatee Fortbewegungsapparat
geniigend entwickelt ist, um ihm das zu erlaubem Reifeniveau zeigt uns sein
wahrscheinlicher Lernfahigkeits- und Geschwinditggiad zu einem bestimmten
Zeitpunkt.

Die Vorkenntnissedes Schilers sind ein anderer Faktor. Der Schélen k
biologisch imstande sein, bestimmte Kenntnisse terren. Trotzdem ist er
psychologisch dessen nicht fahig, da ihm gewissek&fmtnisse fehlen. Dieser

151



MONICA DIACONU, SILVIU REGMAN

Mangel ist psychologisch ausgedriickt, aber eigdntit es ein logischer, da dem
Schiler unvermeidliche Ideen fehlen, die zur Badtaytder zu erlernenden Begriffe
notwendig sind. Ideell misste die Lernkurve gendgliund standig anwachsend sein.
Jeder Schritt vorwarts in der Erkenntnis muss it ®orkenntnissen harmonieren.
Dieser muss genugend Neuigkeit besitzen, um deiiil&ckau motivieren, aber
nicht zu fremd, damit die Méglichkeit der Anknipfumn den Vorkenntnissen
bestehen bleibt. Die Kombination der Vorkenntnissi dem Reifegrad wird
normaler weise "Vorbereitungsgrad" genannt. Eini&ztist dann bereit, etwas zu
lernen, wenn seine physische und psychische Erdtwmigksowie seine Vorkenntnisse
ihn auf das Verstehen bestimmter Kenntnisse amseit&nn ihm Kenntnisse
vorgelegt werden, fur die er nicht vorbereitet isird er sie entweder nicht
verstehen oder zwar verstehen aber mit grosser Miilean diese Kenntnisse dem
Schiler zu spéat vorgelegt werden, werden die awmérihgriindende Erkenntnis
sowie seine Entwicklung als Individuum verschobBer Vorbereitungsgrad ist
aber nur ein Orientierungswert flir den Lernprozdasauch Ausnahmen bestehen,
was zur Bertlicksichtigung anderer Faktoren flihressmu

Einer dieser zusatzlichen Faktoren ist Metivation. Wenn ein Schiler
etwas lernt, was er erkennt und/oder einsieht, eirdesser und schneller lernen.
Die Lerngrinde konnen aus momentanen psychischem odhweltbedingten
Zustanden entstehen. Die Motivation kann durch lBalmg oder Strafe stimuliert
werden, aber diese Art der Motivationsunterstitzighgberflachlich und kann zu
konstanten positiven Lernergebnissen nur durchnei@fiicksfall fihren. Die
eigentliche grundlegende Motivation (z.B. die faitwende Beschaftigung mit der
Philosophie) entsteht aus der sich entwickelndesdéchkeit des Jugendlichen.
Im Laufe ihrer Erscheinung und Bekraftigung legenGrundrichtungen fir seinen
weiteren Studiengang.

In 20. Jahrhundert waren die bedeutendsten Vertietepsychologischen
Lernentwicklung die Progressivisten, deren Stankpam besten von John Dewey
vertreten wurde. Seiner Meinung nach muss der 8Schidychologisch lernen
beginnen, den eigenen Interessen entsprechend, amachl logisch und der
Fachstruktur entsprechend zu lernen. Die psychethgi Reihenfolge muss zur
logischen fihren und sie letztendlich erleichtédmstatt antagonistisch zu sein,
sind sie (die psychologische und logische Reihgefohneinander, als Anfangs-
und Endphasen, im Rahmen desselben Lernprozesbaadgs". [Dewey 1933,
79] Desto mehr ein Schiler etwas lernt, umso mehrer imstande, es mit
spezifischen Mitteln anzugehen. Durch seine Negagt Dewey, ist der Intellekt
logisch, aber er muss sich dazu entwickeln. Wir saiisden Schiler als Ganzes
erkennen, indem man diesen dazu bringt, die Fédmeittweise logisch zu lernen.
Wir kdnnen sicher sein, dass sich letztendlichpdigchologische Lernreihenfolge
in eine logische umwandelt, weil der Intellekt @&hilers sich natlrlich zur Logik
entwickelt.

Weil die logische Reihenfolge, die des Expertenvigtd sie vom Anféanger
nicht geschatzt. "Aus dem Sichtpunkt des Schiukgrdie wissenschaftliche Form
(die logische Form) ein Ideal, das zu erreichenust nicht der Anfangspunkt".
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[Dewey 1916, 256]. Um diese Strukturierung zu emkenmuss der Schiler mindestens
mit den wichtigsten Eigenheiten des Inhalts Kontaghmen. Wir kénnen nicht
erwarten, dass ein Schiler ein Fach in einer Strigkting lernt, die nur fir einen
Fachmann Sinn ergibt.

Das Lernen muss an den Vorkenntnissen und Erfabrundgs Schilers
anknupfen. Der Lerninhalt muss daher so struktuneerden, damit er den
Lernnotwendigkeiten und —bedingungen des Schiitespecht. "Der Lernprozess
muss an dem Interesse der ganzen Schulklasse delniy@hrend der Lehrer das
Gespréach so leitet, damit es zu einer Frage figlass die Schuler anspricht.”
[Dewey 1972, 72] Die Lernmethode in der psychologen Phase ist dieselbe wie
in der logischen, nur wesentlich einfacher. DiesstHdde ist die Problematisierung.
Der Unterschied besteht in der Art und Komplexdatr Fragestellung und des
benutzten Materials.

Dewey verwirft die formalistische Einstellung, wahadie Logik das
Studium des Denkens als Produkt und nicht als Bsozei. Er behauptet, dass die
Grundsatze der Logik beide Aspekte ansprechen assl das logische Denken das
ist, was eine Fragestellung erfolgreich 16st. Darflgt, dass, wenn das logische
Denken ein Problem l6st, auch die daflr erfordedic Kenntnisse logisch
strukturiert sind. Es besteht die Mdglichkeit eifiickkopplung des Logischen
und Psychologischen in einem allgemeinen Sinneglohem sich die psychologische
Lernreihenfolge durch die Entwicklung der logiscHeenkfahigkeit des Schilers
in einer Struktur umwandelt, die dem logischen Aufldles Faches selbst entspricht.
Dies ist der Fall, sagt Dewey, in welchem die Leimenfolge zugleich logisch und
psychologisch ist: logisch, weil sie der logiscHetmuktur des Faches entspricht,
und psychologisch, weil der Schiler reif und bewigisum den Inhalt mit seinen
eigenen Begriffen zu verstehen. Deshalb sind dienkesse, schulische Erziehung
und Reife im selben Ma notwendig: die Reife erlaubt dem Schiler dasstigg
Denken, die schulische Erziehung bringt ihm diéwfahrende Ubung des logischen
Denkens, wahrend die Kenntnisse ihm erlauben,adjiséhe Struktur des Faches
einzusehen.

Theorien der Lernreihenfolge

Indem man annimmt, dass keiner der oben angefiihRaktoren
ausschlaggebend in der Erklarung der Lernreiheafisig werden wir des weiteren
die wissenschaftlichen Richtungen untersuchen,etieGleichgewicht zwischen
ihnen schaffen wollen. Zusétzlich werden wir din&ger untersuchen.

Eine wissenschaftliche Richtung behauptet, dass Wahtigste eines
Faches, in einer oder anderen Form, in jedem Altiernt werden kann und dass
deshalb der logischen Reihenfolge keine psychatbgis Standpunkte im Wege
stehen. Der Zugang zu diesen Ideen sei durch das dés Schilers und von der
Anpassung dieser Ideen an die Lernfahigkeit desil8chbedingt. Daher kann die
Lernreihenfolge mit der Struktur der Kenntnissergbestimmen.
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Die Aneignung der logischen Operationen ist allegdi strenger vom
Reifegrad bedingt. Diese Operationen kénnen veaeimfwerden, aber nicht auf
einer Weise, die die psychologischen Schrankenitiggsdie aus ihrer altersbedingt
fehlerhaften Aneignung entstehen. Daraus folgg dissLernreihenfolge psychologisch
determiniert werden sollte; anstatt die komplexagisthen Operationen dem Schiler
anzupassen sollte man ihr Lernen hinausschieltedgebiSchiler fur deren Verstehen
bereit ist. Die Lernreihenfolge ist also logiscleiljeder Leitbegriff zuerst allgemein
gelernt wird; sie ist auch im selben Masse psydaiistd, weil die Kenntnis der
Leitbegriffe dem Schiiler erlaubt, jede neue Stide Erkenntnis ohne unnétiges
Anstrengen zu bewaltigen.

Es scheint, dass das Lernen der Grundbegriffe delseB in ihrer logischen
Reihenfolge eine psychologische Notwendigkeit leeligt, da eine grundlegende
Ubereinstimmung zwischen der logischen Strukturldeen eines Faches und ihrer
psychologischen Anordnung im Kopf der Schiller bestBiese Ubereinstimmung
wird dadurch erklart, dass sowohl das Fach als aechntellekt die Begriffe in
einer Hierarchie des Fassungsvermogens ordneniesdievBegriffe eines Faches
nach ihrem Erklarungsvermdgen geordnet werden konsteauch der Schiler
besser darauf vorbereitet, sich neue Begriffe dgmee, wenn er diese den
Ubergreifenden, im Voraus gelernten Begriffen wrgmen kann.

Gemass der anderen wissenschaftlichen Richtunggast menschliche
Nervensystem so gebildet, dass neue Informationdrideen nur dann verinnerlicht
werden kdénnen wenn sie unter den Vorkenntnissegeenminet werden kdnnen.
D.h. der Schiller ordnet den Inhalt eines Fachesnier Hierarchie, in welcher die
Ubergeordneten Begriffe andere, untergeordneteifBeginschliessen. Die Art in
welcher der Schiler psychologisch ein Erkenntnisbbr ordnet, @hnelt der
(pseudo-) logischen Anordnung des Faches.

Es existieren aber zwei Griinde weswegen die geigtig die Fachordnung
nicht genau ubereinstimmen kénnen. Eines ist disathe, dass, im Unterschied
zum Fachinhalt, der angeeignete Inhalt vergessedendann. Die Angewohnheit
der Unterordnung selber, die das rationale Lerbedteft, tragt zum Vergessen bei.
Der Verstand behélt eher einen allgemeinen Begulff,die Menge partikularer
Begriffe deren Sinn sich dem allgemeinem Begriffietordnet.

Der zweite Grund besteht in der Tatsache, dasSaleiler sich das Problem
der Struktur des Faches nicht stellt, bis die Keisrgines Faches gentugend komplex
ist. In den Frihen Phasen des Lernens ist seiekekitielle Anordnung bei weitem
weniger einheitlich als die logische Struktur desltes.

Diese wissenschatftliche Richtung unterscheidet auwgbchen zwei Arten
der Unterordnung welche in dem bedeutergignifikattragendeibernenerscheinen,
und welche eine logische oder pseudologische Anogierlauben. Die abgeleitete
Unterordnung erscheint wenn der erlernte Stoff rainém voraus erlernten,
Oberbegriff, den es erlautert, unterstitzt odedewetlicht, untergeordnet wird. Ein
solcher Stoff ist leicht zu erlernen aber auchemgessen. Dank seiner Ahnlichkeit mit
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dem Oberbegriff ist er aber auch leicht wiederhstrdit. Die korrelative Unterordnung
erscheint, wenn der gelernte Stoff Vorkenntnisseigert, verbessert oder qualifiziert.
Er wird den Vorkenntnissen einverleibt aber ihrnSist den Vorkenntnissen nicht
gleich, also werden sie nicht ganz unterordnet.

"Auch dieser Stoff strebt dem Vergessen zu, wierfjeshdere, leider kann er
aber nicht wiederhergestellt werden da sein Sinm @berbegriffen nicht
ganz unterordnet ist. Daraus folgt, dass der kativel Stoff einmal
vergessen auch fur immer verloren ist." [Kneller39103]

Eins der grossen Probleme des Unterrichtes jedekeBaist auch die
Verringerung der Vergessensgeschwindigkeit derckativen Inhalte.

Die Aufgabe der Gleichgewichtserhaltung der logisctind psychologischen
Notwendigkeiten in der Lernreihenfolge ist ein kdexes Problem welches
standige Ubungen und Aufgabenstellungen erfordgrts ist jedenfalls klar: Je
besser wir diese Notwendigkeiten kennen, desto seabinlicher ist es, dass ihr
jetziger Gleichgewichtszustand besser ist als invéegangenheit.

Welche konnten die wichtigsten Folgen sein, diedmmsoben angefihrten
Theorien zu ziehen sind?

1. Eine Richtung wére die Notwendigkeit der Volstay der wichtigsten
Oberbegriffe durch den Lehrer, welche abstrakterallyemeiner, also umfassender,
als der erlernte Stoff sind. Die Funktion dieseefDegriffe fir den Schiler besteht
in der Einordnung ausfihrlicheren Stoffes und ddeiéhterung der Erkennung
verwandter Begriffe. Wenn der Stoff ganz neu isyssnder Oberbegriff zur
Erkennung benachbarter Oberbegriffen dienen. Weamn Stoff einigermassen
bekannt ist, muss der Oberbegriff in einem vergleiclen System benutzt werden,
damit der Schiler den Stoff richtig unterordnet inmivon anderen Oberbegriffen, mit
welchen er verwechselt werden kbnnte, unterscheidet

2. Eine andere Richtung wére die Vorstellung detbegriffe nach ihrem
Fassungsvermdgen. In dieser Weise wirde die geltigstellung der Fachreihenfolge
entsprechen. Die Leitoberbegriffe miissen vor desiidwlichen Stoff vorgestellt
werden. Die untergestellten Oberbegriffe und demitlazusammenhéngende
ausfihrliche Stoff missen dann abwechselnd geledmtien, damit sie progressiv
unterschieden werden.

Bevor ein neuer Stoff unterrichtet wird muss déz gefestigt werden. Wenn
die Vorkenntnisse nicht gut genug feststehen, wesie auf neue Lernsituationen
nicht Gibertragen werden kdnnen.

Die geistige Verbindung zwischen Oberbegriff undmdemit ihm
zusammenhangenden Stoff ist auch sehr wichtig. Wheses der Fall ist, dann
wird jede neue Lernsituation im Idealfall eine Mengedeutender Vorkenntnisse
des Schilers implizieren. Auf dieser Weise kann masparsamen Lernmethoden
kommen, zur Vorbeugung der Vereinsamung von Begrifind der ziellosen
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Vervielfachung von Termini die ein und dieselbeeldirstellen. Auch kann man auf
dieser Weise die Unterscheidungsreaktion der whkl Unterschiede zwischen
neuen Ideen und schon bekannten, aber mit dieseamndten, beschleunigen.

Eine Bemerkung ist noch notwendig: die oben angéfiihRichtungen
beziehen sich nicht auf das erfinderische odertikeeernen. Sie untersuchen nicht
die Idee der Vertiefung der Kenntnisse durch reflexPriifung und periodische
Erneuerung der Begriffe.

L ogische Operationen im Unterricht.

Die logischen Operationen, die im Unterricht zu beéken sind, sind
allgemein und nicht alle unbedingt logisch.

Die Folge.Der Unterricht nimmt oft die Form eines Gespracheschen
dem Lehrer und der Gruppe, wobei der Lehrer dempktgschprachspartner ist. Es
besteht besonders aus Operationen wie Definieklagsifizierung und Demonstration.
In diesem Gespréach kdénnen wir Monologe unterschefdermalerweise von den
Lehrern gehalten) und Dialoge oder "Folgen". EiRelge" kann (nach Kneller) als
ein verbaler Ubergang zwischen zwei oder mehreespfchspartner der sich auf
ein Subjekt bezieht, definiert werden. Jedes mahveich der Gesprachsschwerpunkt
verlagert beginnt eine neue "Folge". Die Reiherdotter "Folgen" verfolgt das
langsame Vorschreiten in den Stoff, so dass dieke&fortnisse aktiviert werden
und zwischen diesen und dem neuen Stoff Verbinduhgegestellt werden.

Einleitungen. "Jede Folge wird durch eine verbale Operation ed@itgt,
normalerweise eine Frage, die als Einleitung bekasth [Kneller, 1973, 121].
Diese verbale Operation verlangt eine logische AntwVenn die Einleitung eine
Frage nach dem Sinn eines Wortes ist, dann wirdAdiavort wahrscheinlich ein
Definitionsversuch, oder eine Regel die den Gelirales Wortes betrifft. Wenn
die Einleitung eine Erklarung verlangt, dann werdik® Antworten Argumente
oder Beschreibungen sein. Die Einleitung bestimitiitrim Voraus die logische
Struktur der Folge da der Antwortende, (normalesweiler Schiler) die Folge
falsch verstehen kann, (wenn sie zweideutig odédaunist), oder er ist nicht
imstande die richtige Antwort zu nennen. Ein eréaier Lehrer wird ausserdem
grosse Abweichungen von den logischen Anforderudgeikinleitung hinnehmen, da
er der Meinung ist, dass die Schuler kreativer éenienn sie weniger eingeschrankt
sind.

Wir verstehen also, dass jede Folge eine idedlis¢be Struktur hat, nach
den logischen Anforderungen die eine Einleitungits@iese Struktur ist ideell, da
sie in der Lehrpraxis von dem tatsdchlichem Dididghstens umschrieben wird.
Wir wissen, dass der Lehrer sich an der logischewk®ir vergleichen muss, aber
wir wissen auch dass er nicht nur die Lauterkendson auch das Leben und die
Dramatik eines Dialogs verfolgt. Unter dem Standgpuider verstandigen
Mitteilbarkeit der Kenntnisse bleibt die Logik daschtigste Kriterium in der
Auslibung jeder Einleitung und Folge. Im Rahmen deterrichtes wurden zwolf
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verschiedene Formen von logischen Operationenifident. Einige davon kénnen als
pur logische angesehen werden, wie z.B. die Definge und die Klassifikation.
Andere sind nur in dem Sinne logisch als sie iaktllelle Operationen darstellen
die im Lernprozess mitwirken.

Die Definierungist eine der am meisten anzutreffenden logischmarafionen.
Es existieren mehrere Formen der Definierung, velclven die Definierung durch die
nachste Gattung und artbildenden Unterschied diégsée ist, da man durch sie die
Gattung oder Kategorie, welcher das "Objekt" angehangibt. Ausserdem wird
angegeben, auf welcher Art sich das zu definier@igekt von den anderen derselben
Klasse unterscheidet.

Manchmal wird von den Schillern eiBeschreibungeines Phanomens,
Prozesses oder Objektes verlangt. Solche Einleitursind unklarer, da man nicht
immer unterscheiden kann, ob sie eine Beschreibdegeine Identifizierung verlangen.

Die Bezeichnungoderldentifizierung bedeutet eine Benennung durch ein
Wort oder Symbol. In einer Einleitung durch Bezeichg beschreibt oder weist
der Lehrer auf etwas hin, um dann den Schiler andefn, dieses Etwas zu
Benennen. Die Einleitung kann im diesem Fall eirenlye von Formen bekleiden:
dem Schiler kann verlangt werden ein oder mehreigpiele derselben Klasse zu
nennen, alle Mitglieder einer Klasse zu identifigie etwas zu benennen, usw.

Die AssertionoderBestimmungerscheint dann, wenn eine Einleitung mehr
als eine Benennung oder Beschreibung verlangtedr-drm unterscheidet sich die
Assertion wesentlich von der Beschreibung. Einkelimg zur Assertion (eine Nachfolge,
ein Thesensatz, eine Schlussfolgerung, eine Meiodeg ein Begriindungsschritt)
verlangt vom Schiler eine bestimmte, objektive zeunnd klare Vorstellung. Wir
mussen aber auch die deskriptive Einleitung indedtr ziehen, wenn der Schiler
eine gewisse Freiheit geniesst und in seinen eig@&f@te antworten kann.

Die Erzahlung Einleitungen in Erzéhlform verlangen Informatianber
den Inhalt eines Buches oder Dokumentes fiir eirietBerstattung oder Inhaltsangabe.
Ihres Zweckes unbeachtet, muss eine Erzahlung kiarzund der Quelle treu sein.

Die Substitutionist eine symbolische Operation, die zur Heraushgloler
Eigenschaften eines Objektes im Vergleich mit eirgrderem, schon bekannten,
das derselben Klasse angehort, dient. Diese @ntist Ubung tragt zur Mobilitat
des Denkens des Schilers, sowie der Kenntnisfesfigei.

Die Evaluation Die evaluierenden Einleitungen verlangen vom fechdie
Einschatzung der Giiltigkeit, des Wertes, der Angsamgheit eines studierten Objektes,
Prozesses, Aktion, Geschehnisses, usw. Die Erdsiriteiiber die Angemessenheit oder
dem Wert kann durch die Diskussion einer Werteskalar durch aufeinanderfolgende
Lauterungen und anschliessende Schlussfolgerumg,explizit oder nicht von
Argumente begleitet wird, gefallt werden.

Die MeinungsdusserungEine Einleitung dieser Art verlangt dem Schiiler
eine Meinungsausserung, indem man aber weiss ddasschiler keine komplette
Informationen Uber das studierte Phdnomen besgiezter Uber seine Evolution noch
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Uber seine Verbindung mit anderen Phanomene. DiauMgsausserung beginstigt
die eigene Beurteilung und den Mut der Ausserumgeidgnen Meinung.

Die Klassifikation Eine Einleitung dieser Art verlangt dem Schilex d
Reduktion eines Beispiels zu der grésseren Objabsd, der angehért. Sie hat
eingliedernde Wertigkeit, tragt zum schnellen Lerbei, sowie zur Festigung der
Vorkenntnisse.

Das Vergleichen und die EntgegenstellundBestimmte Einleitungen
verlangen dem Schiler einen Vergleich zweier odelireren Sachen. Sie verlangen
einen Vergleich ohne die genauen Punke die veaglicherden missen anzugeben.
Oder sie kbnnen auch anzeigen wie zwei oder melD&rge sich im einem und
demselben Punkt ahneln oder nicht. Andere Einigénrkénnen ein Objekt benennen
und dem Schuler verlangen ein anderes zu nennemedsr anders, dhnelnd oder
verschieden.

Die bedingte SchlussfolgerungDie Einleitungen dieser Art verlangen
dem Schiler das Finden einer Konsequenz einer sairgetragenen Antezedenz.
Die Antezedenz ist der Ausdruck, der sich auf 8edingung oder Tatsachenstellung
bezieht, dessen Effekt eine andere Bedingung ateadhenstellung ist, die demgemass
ausgedriickt wird. Einige bedingte Schlussfolgernriggnhalten auch die Antezedenz
auch die Konsequenz und verlangen deshalb vom &chiié Konsequenz zu
bejahen, zu verneinen, oder zuzugeben, dass erK@sequenz nie geprift hat.

Der Vortrag vermutet den Ausdruck der vorherigen Bestimmuridgssen
Folge das Objekt des Vortrages ist. Er verlangteRegnung, Definitionen oder
Tatsachen um Entscheidungen, Urteile, Fakten zuibdgn. Die erlauternden
Einleitungen erwdhnen eine besondere Konsequenzveridngen dem Schiler
eins ihrer Antezedente.

Nach dem Antezedent, der fur die Erklarung der kqoenz benutzt wird
koénnen die erlauternden Einleitungen folgenden Saip:

1. Die Erklarung durch den Mechanismus, wo die Eimtgjtdie Benennung
einer Aktion oder eines Geschehnisses ist, dieSi#riiler dann erklaren muss
indem er das Zusammenwirken der Elemente eineki8trarklart.

2. Die kausale Erklarung, wo vom Schiuler eine Besbhrej der Zustéande
verlangt wird, deren Effekt das zu besprechendel@dsis oder Phdnomen ist.

3. Die konsekutive Erklarung verlangt die Aufz&hlurey ¥omente die zu
einen Geschehen, Phanomen gefihrt haben.

4. Die verfahrende Erklarung verlangt die Beschreibdag Schritte oder
Operationen die noétig sind, um etwas zu erreichen.

5. Die teleologische Erklarung, wo die Erlauterungéndie Rechtfertigung
eines Zieles gerichtet sind oder nur unter Zuhdlfene eines Zieles zu verstehen sind.

6. Die normative Erklarung. Die Einleitung kann einenvzwei Formen
haben. Erstens kann sie ein Urteil, eine Schlugsfohg oder Information benennen,
um dann dem Schiler eine Begriindung durch Defindgter Eigenschaft, oder beides
zu verlangen. Zweitens kann eine solche ErklarimgAktion, Wahl oder Entscheidung
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benennen, um dann vom Schiler eine Regel (norneikawgrammatische oder
mathematische) zu verlangen.

Die Folgen, mit einer oder mehreren Einleitungémd gum Teil mit den
Inhaltsteilen symmetrisch, die in jeder Lehrskixoehanden sind: sie stellen die
logische Vorgehensweise des Lernens dar und verf@n progressives Fortschreiten
in dem Lerninhalt, sowie die Aktivierung der Vorkenisse und eine optimale
Verknupfungzwischen ihnen und den neuen Kenntnissen. Die Rapeechen die
logischen Operationen des Lernens direkt an, ilypolbgie und Struktur, und sie
betreffen auch den Lehrer wie auch die SchilerUmerschied zu den Folgen,
zeigen die Sequenzen durch ihre Inhalte die logiscOperationen die in den
Unterricht erscheinen werden.

Man kann auch einen Vergleich anstellen zwischenkieleitungen und der
Operationalisierung der Ziele. Wie es bekannt ezidht sich die Operationalisierung
der Ziele auf die Aktivitdt der Schiler und besdbireverhaltensweisen die
beobachtbar und messbar sind. Die Einleitungen aehbezug sowohl auf die
Aktivitat des Lehrers als auch auf die des Schiilers

Wie kann die Kenntnis der logischen Struktur degetiichtsdialogs zur
Erziehungspraxis beitragen?

Dank der Existenz der ideellen Strukturen gibtiesreRichtmass, um den
Mass an Logik in jeder Unterrichtsfolge bestimmenké#nnen. Wenn wir fur eine
bestimmte Folge die logische Struktur, die uns Eiideitung gibt, kennen, wie
auch ihren reellen Ablauf, kbnnen wir eine Schhigsirung ziehen betreffs des
Erfolges des Lehrers in dem Aufbau der logischeihétgolge, sowie der Schritte,
die er machen muss, um dies zu erreichen. Fur miéefalnrenen Lehrer konnten
Techniken der Einleitung gut sein, damit der Schidlehnell begreift, welche
logische Operation von ihm verlangt wird. Die Engisise wirden sich nicht nur in
der Informationstbermittiung sehen lassen, son@eich in der Gewdhnung der
Schiler, Kenntnisse alleine logisch zu behandelmrcb die Heraushebung der
logischen Implikationen eines Subjektes kann s@&abandlung kompletter und
tiefgehender sein. Auf dieser Weise wirden die Kesse der Schiiler umfassender und
dauerhafter sein.

Wie kann jemand erfahren ob seine oder anderer Exgalonisse richtig
(wenn deduktiv) und sicher (wenn induktiv) sind?

 Ideell behauptet das Verstehen einer Aussage,dtasSchiler die pro
und kontra Argumente kennt. Man musste auch didikatpnen der
Aussage in einer bestimmten Lage kennen, sowid agen die diese
Aussage implizieren. Man muss auch wissen welchssé&gen dieser
Aussage wiedersprechen.

« Die Herausfindung der Unklarheiten aus der Urteitisk Daflir muss
man untersuchen, ob kein Begriff oder Behauptudpuoder mehrdeutig
ist.
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Die Feststellung der Nonkonkordanz der Behaupturipass impliziert,
dass die Sinne der Behauptungen kompatibel sind.
Die Prifung der Notwendigkeit einer Schlussfolggrubas Kriterium
ist hier die Beurteilung der Lage, in welcher mam lBramisse akzeptiert
aber die Schlussfolgerung ablehnt.
Die Prufung der Eigenartigkeit einer Behauptund.i€dfeine Behauptung
Zu vage um zu bestimmen ob sie wahr oder falsch ist
Die Prufung der Eigenartigkeit einer beobachteri®ieglnauptung. Eine
beobachtende Behauptung ist eine Beschreibung @injektes, Prozesses
oder besonderen Ereignisses. Aus den Gebieterewiblaturwissenschaften,
Soziologie, usw. kann man viele Regeln der Genaitigker beobachtenden
Behauptungen ziehen. Die beobachtenden Behauptsimgesicherer wenn:

0 Der Beobachter dem zu Beobachtendem gegenubealnstitr

0 Er genaue Beobachtungstechniken benutzt.

o Das zu Beobachtende ihm leicht zuganglich ist.

o Die Behauptung mit anderen verbunden werden kann.

o Die Behauptung von dem Beobachter gemacht wurde.
Die Abwéagung der Mdglichkeit einer induktiven Sadiolgerung. Es
gibt einige Kriterien die eine Schlussfolgerungifteih muss, und diese
mussen den Schilern bekannt sein. Sie missen bestikonkrete
Daten betrachten: je mehr Daten sie haben, dest@ahrscheinlicher
wird es, dass diese wiederlegt werden. Eine indel&ichlussfolgerung
ist leichter zu akzeptieren wenn sie auf schoniggr Vorkenntnissen
basiert. Sie ist sehr geschwdcht wenn sie mit kewshtigen und
reellen Tatsache Ubereinstimmt. Sie wird bestarrwdie kontraren
Schlussfolgerungen den Tatsachen nicht entsprechen.

Das Studium der richtigen Schlussfolgerungen istjéden wichtig, der andere
zum Denken bringen will. Die am meisten verbreitddenkfehler sind:
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Der genetische Fehler, der ein Versuch darsteit, SLibjekt abzuweisen,
indem man seine Ursachen angreift.

Die falsche Analogie. Eine Analogie ist falsch, watas Argument nach
welchen sich die Dinge in manchen Aspekte dhneihaadere Aspekte
derselben Dinge ausgedehnt wird.

Der Zufall, wenn der Zufall mit der Ursache verwselhwird.

Das Argument der Ignoranz. Diese Art von Argumdnipliziert nicht
unbedingt eine Ignoranz seitens des Aussagers sormeieht sich
auf Aussagen des Typs: "Keiner hat bewiesen, dess$chiler eine
Verinnerlichungsgrenze der Kenntnisse besitzerg soiche Grenze gibt
es nicht." Aus der Tatsache, dass niemand einea@aslsewiesen hat,
kann man nicht Schlussfolgern, dass ihr Gegentilnist.
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« Das Autoritatsargument. Nicht jedes Autoritatsarguinist unzufriedenstellend.
Manchmal benutzen wir eine Autoritat um ein Argutreenformulieren. Ein
Autoritatsargument ist dann berechtigt wenn diedBenng der Autoritat
automatisch annehmbare Beweise mit sich bringt Atiloritdtsargument
ist aber nicht berechtigt, wenn es statt einem Begteht.

« Der Bezug auf die Gefiihle. Einige Argumente basienef Geflhle die
mit einem Problem zusammenhangen. Es ist ein Featitean Vorschlag
nur deshalb zu unterstitzen, weil er einer Persien Gruppe angehort,
ohne das Problem analysiert zu haben.

« Das Wiederholen der Frage. Dies nennt man "Kreisigivweil man
anstatt zu einer Schlussfolgerung zu kommen, wiadedten Pramissen
angelangt.

Wenn wir ein paar Schlussfolgerungen ziehen wadlleer die rumanische
Unterrichtspraxis und den Beschaftigungen mit deddiitung der benutzten
logischen Operationen, kdnnen wir folgendes erkenne

e Eine Interesselosigkeit fir logische Operationeie tn Unterricht
stattfinden. Der Lehrer beansprucht das Intellelg 8chilers nicht, da
er selbst die Technik der logischen Argumentatimmtnbeherrscht, die
das Intellekt mobilisiert und fuihrt. Wenn der Sehidine Schlussfolgerung
zieht, verfolgt der Lehrer normalerweise nicht ligischen Operationen
desselben, sondern die Information, die diese kntha

» Der Schiler ist in seiner intellektuellen Entwiakiyigehemmt, da er
sich den logischen Operationen, die er durchfllor odurchfihren
konnte wahrend des Dialogs oder wahrend er eirnbses Fach lernt,
nicht bewusst ist. Der Schiler ist auch gehemmil, evenormalerweise
in der Beurteilung der Schlussfolgerungen anderet rgeschult ist.
Obwohl er sich bestimmte Informationen und Losungster aneignet,
kann er oft nicht klar und konsequent denken.

» Es existieren ab und zu Beschaftigungen, was daigimg der spateren
Lehrer in der Richtung des Lernens der Schrittésjftievelche in der
Diskussionsmoderation unternommen werden missen,sigim der
logischen Reihenfolge der Unterrichtsfolge zu néher
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DEVELOPMENT OF COMMUNICATION SKILLSIN THE
TEACHING AND LEARNING OF SOCIAL SCIENCES

MIRELA ALBULESCU

ABSTRACT. The exigencies of the New School Curriculum detnan
shifting emphasis from the quantitative aspectsogfuiring knowledge to
the formative, qualitative aspects, more precigelydeveloping skills,
without neglecting the theoretical fundaments.

The general and specific skills that the sociderstes teachers must
develop in their students during the teaching-liegriprocess are based on a set of
values and attitudes, among which the will to dial® and be transparent in one’s
actions, as well as initiative in the free expressf one’s personality stand apart
through the importance that they bear for grougtigs, and situations that require
interpersonal communication.

Of the wide range of general skills, we will seglut communication skills,
or the so-called skills of self-expression.

School documents refer expressly to the correldiEtween communication
skills that the teachers must demonstrate, anddh@nunication skills that they
must develop in their students.

In the present article we have approached the tufpieveloping students’
communication skills during the teaching-learnirigsociology, without reffering
to the degree to which the teachers possess tkidlse s

Focusing teaching on developing skills

The requirements of training students in the modehool have led to new
priorities in the field of educational goals. Iretforeground, there is the concern
for developing functional skills, considering tratwell-founded preparation can
only be ensured by an educational system that gesyiin addition to a solid
information basis, a substantial range of capagitekills, abilities acquired by
learning. This change of perspective is the resiuthe finding that there is a gap
between the predominantly informational preparatiwwhich is considered outdated
and non-operant today, and — in extremis — eventequroductive, on the one hand,
and the difficult insertion on the labor markettbé output of the instructional
system. As the need has emerged to reshape edusatas to put to better use the
pragmatic side of it, from the perspective of iingea public service of major
significance, the emphasis was moved to the optipjalication of adequate techniques
and strategies that would harmonize with the celtifr contextualized action and
to allow for the checking and validation of theuks in terms of goals pointing at
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the students’ endowment with a structures set rétional competencies, which are
valuable from the perspective of social integratiBar instance, communication
skills will be demonstrated during some instandesuorent speech:

* In order to express intentions;

* To initiate verbal interaction;

* To share information;

* In descriptive operations;

e In stating desirable tendencies;

¢ To uncover feelings;

* To prevent action, to counsel etc.

Everyday school practice points at the competefigdkstudent as an
individual who is able to prove mastery in carrymg a task, showing not what he
knows, but rather what he can do using what he know

Including knowledge in defining skills is neededitas understood that no
capacity can be functional without informationappart. In this sense, teachers
aim to focus on the skills that must be developedthieir students, and an
extremely important aspect is to correlate the eainof learning with these skills.
Skills are concrete acquisitions of the studeriheghthrough the study of disciplines
at a certain level of schooling, or during the enperiod of schooling. The aim of
shifting focus is clear: to facilitate integratiohknowledge, skills, and attitudes in
the profile of the authentic citizen. In the spéstditerature and in the curricular
documents there is reference to two types of coemoets that take into account
the breadth of the training and development area, general skills (defined for
each subject matter and developed during a cyckeludoling), and specific skills
(derived from the general ones, they are develdpeithg an academic year and are
defined for each subject matter). Translating tltksleotomies in the field of social
sciences must take into account the particular caspef teaching and learning,
namely:

e Each of the disciplines of the social scienceaugt during a separate

academic year;

e The manner of approach is modular, during the culair area "Man

and society".

Thus, we can discuss:

a) general competencies, defined by the module oBbeciences;

b) specific competencies, defined for each subjectanéibgic, psychology,
sociology, economy, philosophy, etc) derived frdma general competencies
and developed during one year of study.

The main types of general competencies that aredaainthrough the teaching
and learning of social sciences are:

1.knowledge of the major concepts and themes of atéfie on humans
and society, knowledge of the interdisciplinarycatation through making connections
among the already existing knowledge;
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2.skills in the acquisition of knowledge (receptiogading, active study);
3.skills of processing, organization and treatinghef information;
4.skills of using information;

5.skills of self-expression (communication);

6.ability to relate to and participate in group aiti®s and in social life.

The development of communication skills is an int@or objective of
teaching-learning social sciences, imposed espediglthe social exigencies, as
we have to take into account the fact that theasagistem is an organized unit,
like the individual, in fact, and what makes thististay together is a complicated
communications system.

Communication skills make possible the amplitudeddicational intervention
mediated by the specific teaching language, indeén¢he framework of adequate
methods and techniques, for the explicit purpoggraducing structural modifications
in the student’s personality, at the affective,rdbige, attitudinal and acting levels.
Language, gestures, mimic, figurative acts pettasymbolic conduct.

Argumentation can be conceived as a set of diseutschniques that involve
the effort of construction, and reflection on tleduage products meant to show
adherence, approval based on the understandirite ahéssage, the essence and the
capacity to repeat the reasoning as many timeseted, obtaining the same effects or
even better ones. The main characteristic of argtatien pertains to the predominantly
pragmatic domain, and in this respect we may #tatiewe are interested in not only
cognitive adequacy, textual construction or metaste reflection, but also in reaching
an agreement between inter-textuality and intexithaality. From the relation between
the syntactic dimension and the pragmatic compomeraim to reveal the very purpose
of using argumentation as a means of professiah@\aement of the desired model of
the complex personality of students, of otherspwf own. When we use the set of
techniques of argumentation we must always keegpirid the system of "mirrors" that
accompanies us at all times: the mirror that wesegourselves in, as we believe we are,
the one in which each "other" can see themselveg adso do it, and the one in which
each thinks they are seen by others. Dependindhese tprojections, we build our
discourse when we are all in front of the "big onitiin which we are reflected not only
as a physical presence, but also as a project®orgnaideal. This intricate image
conceived to suggest the complexity of reality $ead maybe more easily to the
conclusion that the most important aspect in imgivdual relations, especially in the
professional relation of teaching, is modeling.

After a brief analysis we notice how many variatdes left to subjectivity.
From a certain perspective, this is not so dangerbut an unprocessed reason
clearly endangers our species, in the long terno hot believe, either, that we
must insist on the importance of the individual&smpanent development, be it for
him self, or for others (although in some histdripariods this has to be done).

Communication is a means of psychosocial interactiggermanent exchange of
messages among the interlocutors, meant to acabnaliinter-human relationship that
is durable, for maintaining, influencing or modifgi individual behavior or group
behavior, within which (positive or negative) respes are expected.
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Communication skills and examples of lear ning activities
Communication skills are translatable in terms apacities: to receive
correctly, to process and evaluate messages, t@®xp message with one’s own
means, to argue for the expressed opinions, etthdse, we should add a critical
attitude toward the quality of the messages, iséimse that inconsistencies, incoherence
or vulgar language should be avoided.
1. development of the students’ capacity to receiat messages:
a.To follow detailed instructions in different leangi situations;
b.To identify the key elements in an oral message;
c.To understand the attitude of the speaker witldn¢beived message;
d.To recognize the positions expressed,;
Examples of learning activities:

* Questions about the understanding of the verbatages
+ Exercises to confirm the correct answer;
» Exercises to identify the arguments in a message;
« Simulations and role play;
2. development of the capacity to receive written:text
a. to recognize the logical connection betweenpiesages of a text
that has been read;
Example: Sociology, 11 grade, the chapter entiti€@ider and Social Control.
Task: Based on the text below, you will:
a) identify the elements that make up social life;
b) reveal the connection between frameworks and values
"Social reality that is constituted and organizekcated in space, it is not
suspended in time, therefore it has continuity elated to the past or, in other
words, this reality takes shape in a general fraonkewr hus, social reality is made
up of, and its functioning is dependent on the maysosmic environment, on the
historical past, even on biological life. This frework, in which social reality
develops, will also determine certain values: hiséd, biological and religious
ones." (Petre AndreQpere Sociologicevol. I, Editura Academiei R.S.R., p.247).
Communication skills are judged to be formed andetiged subsequent
to the reception of the message, if:
« the student interprets the text making correlatibbesveen the levels: semantic,
syntactic and pragmatic (taking into account tigeckl acceptations of these levels);
* identifies the expressive value of the figures péexch used in the text and
understands the richness of the meanings sugges&dby a scientific text
which involves precision in the use of terms;
« identifies the dimensions of social reality andvitdues, and manages to correlate
them logically in the manner which the author thuuaj the relation in discussion;
* is capable of conferring new significances to teteninist vision of the author
also implying the critical point of view from a genal perspective, with sociological
theories in the background that are similar or ggplo

166



DEVELOPMENT OF COMMUNICATION SKILLS IN THE TEACHINGAND LEARNING OF SOCIAL SCIENCES

0 To obtain from the reading the n
out a task

ecessary informatioorder to carry

0 To recognize the stylistic effects of the text
o To identify the conclusion in an argumentative text

Examples of learning activities:

Analysis and commentary of the text
of a text or several texts;
text

Exercises to identify and argumentative

Selection and ordering the useful information afesxding several paragraphs
Exercises to identify the significance of ways efdering meaning in the studied

Exercises to recognize figurative meaning

ly analymedtructure of a narrative.

3. Development of oral expression skills
a.To participate actively in verbal interactionsdifferent topics
Example: Task: Explain the relationship betweenitkésidual and society

shown in the figure below
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Oral communication skills are judged to be devetbip¢he students:

» are able to build an oral discourse using the eh¢snarovided in the figure;
« identify and correlate concepts involved in theifig
» are capable of supporting with arguments their fpoirview making reference
to the scientific significance of the concepts;
* show tolerance toward the interlocutors’ opiniond &ave a critical attitude in
the analysis of the arguments formulated by thearg.
a.Express clearly and justifiably a personal perspectegarding the
issues discussed,;
b.To ask for and provide explanations;

Examples of learning activities:

» Guided/semi-guided conversation (questions and enrsgyfree dialogue, and
debates on a given topic, related to a controvdssiae;

» Exercises that demand expressing personal opihiogigefs / feelings;

« Negotiation activities, decision-making through ssmsus or through compromise,
leader elections, etc.

e Opinion poll, inquiries (personal surveys);

» Conflict resolution exercises;

Example: Discipline: Sociology; 11th grade, Chapter eattlnteraction
and communication.

Targeted communication skill: argumentation of pmion / value judgment.

Task: Do you think problems such as: war, unempkaytnpollution, life
quality could be solved by dialogue? Argue for ypasition.

The answer must be an oral intervention, contaiainigast one argument
that supports the position upheld. The goal ofitibervention is to convince. The
time that is available is ten minutes.

The students must take into account: observingctireventions of oral
discourse, presenting specific information demaryeitie task, explanation, definition,
clarification of concepts/ideas involved, adequaaythe level of the audience,
organization of ideas, manner of argumentation,grdw persuade.

The theoretical premises of the approach are:

* The need to communicate is a natural human chasticte

* In the communication relation, the individual plagsdouble role: the
knowledgeable subject and the object of knowledge;

» The diversity of the forms of communication hadaed the inter-human
relationship and has increased the number of imteran contacts;

 The means of mass communication are an elementodenmity and
civilization.
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Oral communication skills are judged to be devedbifie

* The discourse is convincing, inciting and accuratethe lexical level, the
effects on the audience are clear and articulate gkpressions that are used
are in the adequate style, the choice of wordeisgmalized: using specialist
language harmonized with neologisms in a balancedner, the discourse is
original by the association of ideas and concepéspersonalized, even unexpected
manner;

e The discourse uses elements of communication aetbrib; the rhythm of
communication is fluent, showing certainty in thrguanentation of ideas, the
sequence of sentences is personalized, it capithie audience through the
interesting character of the approach;

* The student organizes his ideas and communicates dffier a systematic plan
in a personalized manner, the message is cleamyulated and it allows for
interesting interpretations;

* The student is capable of presenting valid argusanta logical and clear
dynamic, the product being an original, optimigticcritical conclusion of the
message proposed.

4. Development of the written expression skills:
a). To express opinions on a topic in writing;
b). To write about different topics suggested lytéiacher or freely chosen ones;

Examples of learning activities:
* Projects
» Creative writing, either individually or in a group

Example: Discipline: Sociology, 11th grade, chamtetitled Interaction and
communication, subchapter: Interaction as a comeoatioin process; the required
communication skill: writing a text. The task camdarried out individually or in a
group, in which case a distribution of efforts torg out the task is needed. In this
case, the teacher follows the performance of tHeadnade up group, the expectations
being higher than in the case when the task isddiwdividually. The teacher must
keep in mind that an optimal size group is madeotip-12 individuals, a 3-4
person group being too little representative far sbcial reality, and the one over
12 members tending to divide in sub-groups anddkwnore slowly, according to
l. Radu (1994, p. 141).

Task: You are asked to write an article to be hgld in the newspaper of
your school.

The topic of your article is: "The information cimesh and my life". Your
goal is to inform your colleagues about the imglaas of the digital revolution. It
would be good for you to touch upon the following:

- the appearance of the concept; the importance efdP@ the Internet
in everyday life; the role of PCs as television aam electronic
gateway for cable communication, telephone andllisateénvoked
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vision of ex-vice-president Al Gore: all homes vk connected by
cable; at present, four separate technologies diatrect ways of access
to one’s home: telephone, terrestrial emissionlecabd satellite; in the
future, everyone will navigate the same cable afidown a computer;

the impact of new technology can be order, as thaner of its

conception suggests, or it can trigger chain reastias its application
suggests (chaotic or destructive effect); comment tioe slogan

"Computers mean network."

- The purpose of the article is to persuade, to capaitention, to
contain at least two suggestions of interpretatibthe impact of new
technologies on everyone’s life, suggestions thatveell articulated
to support the topic. The article must be of appnakely 600 words.

When writing the article, one must keep in minde ttorms of the journalistic and
essayist style, the persuasive nature of the \gritime manner of text organization;
harmonization of ideas and arguments, adequacyheflanguage, structure of
clauses, spelling and punctuation.

* Practicing the use of modern technology of commaiiog;

Example: Discipline: Sociology, 11th grade, Chapter "Social Structure and
Dynamic", topic: "Social Change"; communicationiskiequired: writing an essay;

Task:

You are asked to write an essay on the topic: Uaéty of professional
chances of the students in our class", after theWing plan:

» Social origin and its importance in school/profesai choice
» School performance and the chances of gainingialstatus
» Political measures of reducing inequality of soctances.

The essay addresses your colleagues and mussodfgestions of applicable
strategies right now (as a student) and for theréutas an adult) as regards
school/professional success.

This type of application is based on the followthgoretical premises:

« In any society, there are differences between rideviduals, institutions and
organizations. These must not be a source of coniflut rather they should be
acknowledged and used properly.

* The differences are produced at the level of sobiatarchy, and social
stratification generates a certain type of sodidén

» Social change can take place in any social systemtaan affect the position
of any individual in part (e.g. the process of ntighi or the system in its
entirety (revolutionary movements).

* The goal of your essay is to convince, to be addlessnteresting and to
contain at least two suggestions of well structwsidtegies that support the
topic from the sociological perspective. The aspeloat must be taken into
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account at the writing are: adequacy of the voaaulstructure of the
sentences; spelling, punctuation, respecting thesof the essayist style, the
persuasive nature, the manner of text organizati@harmonious manner of
rendering ideas and arguments.

The elements of written communication skills amdged to be developed when:

» The text is interesting, accurate and convincitgissically personalized in an
attractive manner

e The text has rhythm and it unfolds, putting to st spelling and punctuation;

e The text has a balance and power of persuasiolguatketo the purpose and
the task;

* The personal style supports the succession of amgisnaonferring a maximum of
persuasive effect;

e The organization of the text gives the general idégrogressive chain of
arguments, finalized with a personalized, stimaatonclusion;

* The strategic suggestions that support the togcadequately argued, in line
with the sociological perspective, and are suppobg details that confer an
interesting and stimulating aspect for other pdesiptions.

In order to answer such demands of training, theher must identify the
optimal means of approaching the teaching-learmraress. The use of active
methods is especially recommended, since theynedoé students to: formulate
inquiries and hypotheses, find solutions, engagetillectual sharing, evaluation
and self-evaluation, etc. We will further on foaus a few types of activities that
can contribute to the successful development of nsonication skills in the
teaching-learning of social sciences (Sociologlitosophy).

Didactic dialogue and the development of communication skills

To communicate efficiently and expressively meansanvince, to be able
to develop your thinking, feelings and personality;inform intelligibly, and to
understand correctly the significance of the messtg sense and to be aware of
the responses, attitudes and changes in the beldfwse you address.

The capacity to carry out a dialogue, to exchangesages is essential for
the development of the individual’s personality aretessary for his participation
in social interactions. In order for the studertsdevelop their competencies of
communication, we must take into account the aspdétat occur in social
communication: the direction of communication; fregcy, context, goal, and the
effects of communication. In addition, the analgdithe conditions of communication
is imperative: the regularity of relations, proxiynisimilarity, group belonging,
status and the role of the members of the grouphéée elements are subordinated to
a goal that must be pointed out with the contraigints, as communication involves,
by its nature, changes in the social structuré cen be determining in the dynamics
of relations between individuals.
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Pedagogical communication presupposes a permaatnge of information,
significance between two instances that changeltsineously their roles of emitter
and/or receiver within the institutionalized franmaw of the teaching process.

The communication relation ensures the possitidigcquire values, knowledge,
attitudes and behavior within the framework of dnaational intervention that has
the goal to maodify, in different forms and diffetextents, the cognitive, attitudinal,
action-directed nature of the individuals. The spafcsocial interaction is heterogeneous
from the standpoint of structure, and it involvesiocation, an emitter that is
responsible for verbal conduct, a receiver — eigmemdividual or a group — that is
rarely homogeneous, a well defined goal and thece®f the linguistic activities
on the receiver. In a simplified manner, we couldreerate the aspects that generate
interpretations of the process of communicatiokédaupon in the broadest acceptation
as follows:

* Symbols, speech, language;

» Common features, their enhancement;

* Reception, understanding of messages;

* Channel, technical vehicle of signals;

» Interaction, active exchange, relation;

*  Memory, storing of information;

* Reducing uncertainty;

» Discriminatory response, selection of meaning;

* Process; transmission proper;

e Stimulus: cause of the response;

» Transfer in space and time;

* Intended communication;

» Connection, unification as articulator of commutima;
» Context of communication, situation;
 Communication seen as a means of influencing pgople
e Instrument of the power.

The individual's personality is formed in the fieldf interpersonal
communication, he is not the passive receiver ofsages, but according to his
inner structures he correlates stimuli, and selgdtymation. Through heuristic
dialogue and group discussions, the student usethimking, makes an effort to
analyze and synthesize, interpret, anticipate tisvars, explore the alternatives,
his imagination and creativity. The exchange of gages stimulates the intellectual
activity and increases the knowledge of the paittng students, who learn from
one another actively, not only from the teacherth same time, in this serious
game there are many feelings involved (emotionstireents, beliefs etc), which
contribute to the complete engagement which canifsnode’s personality, cause
deep changes in thinking and attitudes.
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"A dialogue is authentic if each personality is &yed thoroughly, revealing
sincerely his emotions, ideas and experiencesdmthers, because he wants to
understand them, to change his attitudes and teistions, if needed, by cooperating
with the others in a permanent communication."t{& Leroy, 1974, p.9).

The key to intellectual development is the usehef ¢ontribution of each
individual within the process of communication. iE#nt communication must
overcome a series of obstacles that are genergtiattors such as:

» Different perceptions and interpretations;

* Rash conclusions;

» Stereotypes manifested in the treatment of partners

* Lack of knowledge of the topic;

» Different intelligences and intellectual abilities;

» Lack of interest of the interlocutor for the messag

» Difficulty of expression;

» Strong emotions that can block communication;

» Personality of the participants (arrogance, dic@tattitude, conflicting
situation);

* The general atmosphere in which communicationkisigaplace (Apud
N. Stanton, 1995, p. 4).

The role of the teacher is to contribute to thelshis’ overcoming these
obstacles, to promote communication, to corregighiwhen they are wrong, to
avoid the monotony of the activities in which teacdher is the only actor. He must
raise the students’ motivation to participate, htblpm to share messages, laying
emphasis on the quality of the interventions. Tiaeent’s skills of communication
are revealed when:

* He shows availability to receive the messagesdssy®thers;

* He receives the messages correctly, decoding teations and ideas
being expressed,

* He proves the ability to interrogate the partnémmunication;

* He does not accept an idea before analyzingiitadti;

* He builds messages so that they are easy to usatdrst

» He expresses himself clearly, concisely and comghg

» He respects the rules of thinking (logical corress);

» He presents arguments to support his statements;

» The messages are emitted consistent with the ¢pnten

» He uses techniques of verbalization, generalizati@htransfer of data;

» He avoids the pretension to proclaim truths thee Imet been demonstrated;

» Expression is exact, nuanced, correctly articulaiunonious and expressive.
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The teaching-learning activities of the social scés suppose complex
communication, which is based on the developmenhefcapacity to carry out a
dialogue, to cooperate in the conditions of acoegptpluralism and judging
differences positively, on the modeling of conwais and beliefs, to develop the
desired moral-civic conduct.

In achieving education for communication, dialogaiessential, as a form
of communication that means the access of all gypatints, at any time of the
action, to one of the roles: emitter or receiveké or respondent).

Ready-made knowledge does not grant participatidgheosubjects in their
own development; the type of knowledge gained énsithool-based learning is not
a goal in itself, but rather a strong basis for tlewelopment of skills that can
enhance the capacity to participate actively asgarsibly of the youth in social
life. In a dialogue, there is inquiry, differentinjpns, and different perspectives of
interpretation and argumentation that the partitipdnave reached by a reflexive
approach. They communicate their opinions as atem solutions regarding the
problem being tackled, arguing for their position.

It is essential that those involved in a dialogeel fthey are partners in
solving a problem, but individuals that see thiniiféerently, which is why they
have to be allowed to express their opinion, mogedkey need to be listened to
carefully. The opinions and arguments of the otimeust be understood and taken
into consideration, or else the relations in theatjue cannot be efficient.

"... the partners of dialogue have the same chamgsavailability to lead
the discussion, to suggest arguments, to accemjext the others’ arguments, to
analyze values inherent in the statements and inegadnd to establish the sense
of objectives" (Gh. Mihai, 1987, p. 36).

As we notice, there are no winners or losers, tbone can say they know
everything. The dialogue situation disappears wdran of the interlocutors thinks
he is the only holder of the truth and looks witis@Ecion at the others’ statements,
or simply rejects them. Dialogue means opennes$iset@thers and mutual impact
of opinions, for the interlocutors only communicatepinions. It is excluded that
someone can unconditionally adapt a point of viedich isa priori considered
infallible. In addition, in a dialogue you do naig up your opinion for another
one, unless the other is more convincing by theragmnts it uses.

Dialogue means for the students the opportunitgige problems, inquire,
search together, learn to express their opinidnisk tand behave democratically,
accept diversity of ideas, be understanding andrdat, respect others. The
philosophical dialogue, but also dialogue carried on sociological topics, is
suggestive to this end.

Communication with others, in the form of dialoghelps the students not
only develop their capacity to argue and countgu@r but also discover values
based on which they will develop a personal linecafiduct in agreement with
what they feel, wish, they will develop a systemrajfresentations, ideas, concepts
that take them gradually to the configuration omadel in life, of pro-cultural
174



DEVELOPMENT OF COMMUNICATION SKILLS IN THE TEACHINGAND LEARNING OF SOCIAL SCIENCES

attitudes as the determining factors of the devaknt of any society. The process
of learning must follow the integration of attitigekills, knowledge in operational
structures, to lead to the possibility of creatigpplication of the cognitive
acquisitions in problem solving of an intellectusdture, or of a more practical
type. Conceived as thus, school-based learninghhesthe learning of instruments
that favor the development of functional attitudessrelated obligatorily with an
adequate knowledge base, adjusted to the goalefafeng an efficient rapport to
the challenges of social realities which demand gwople who have learnt to
communicate socially to make decisions and facdictsof any time efficiently.

Practicing communication skillsin debates and discussions

The relationship among students is very importat gracticing and
developing communication skills and it can be aahik successfully within
activities of guided conversation, or free dialogard debate on given topics, in
connection with a controversial issue. In this vitag possible to facilitate mutual
exchange, in an organized and constructive mamfiénformation, impressions,
judgments, feelings etc. The role of the teach&w @rganize the discussion (debate),
to animate the dialogue, to supervise it on the go.

Collective discussions and debates offer studéetopportunity to practice
some basic abilities such as:

» The capacity to engage in a dialogue, in a pulglmate of an issue, in a
negotiation or a conflict resolution;

» The capacity to formulate arguments and countenaggts, as well as to
structure them in a logical system;

» The capacity to identify and use proofs (evidertiiently;

» The capacity to evaluate the different perspectidisinking and action;

» The capacity to reflect critically on the prejudi@nd stereotypes of one’s
own and of others;

Within such activities, the students are forceéxplain, demonstrate, and
argue their statements. In order to meet the oppsheounterarguments, in a
polemic, the student has to structure his messagaich a way as to reach an
agreement, which is a necessary condition for agyraentation. The information
is not simply transmitted, in a mechanism of emissieception; there are
confrontations to reveal the limits of one or thikev of the perspectives revealed.
In order to achieve this successfully, the studaumst prove communication skills.

Debates can be organized in groups, after thewallp model: the students
are divided into two groups; one of the groupsestasind supports a certain
standpoint; the other group tries to counter-argustaining something different or
revealing the shortcomings of the argument. Thetopdiscussion, a significant
issue, is communicated on the spot or somewhatdtedod, so that the students
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can gather information and prepare their argumdts.first group (the affirmers)
presents their standpoint on the topic, and theiraegts that they base their
statement on, while the other group (the negatdra)enge it, doubt the statement
of the first group, ask for clarification, explaimaits and suggest alternatives. The
negators question the affirmers addressing thosstigms, so that they reveal the
weaknesses of their statement. In the end, theyezeh a common plan to solve
the issue being debated. The participants in sudiatés develop their critical
spirit, their divergent thinking, and their skileeded to communicate efficiently.

Practicing communication skillsin group activities

The communication skills are developed in groupvdids where the
students collaborate to carry out a certain comtask. Within the group, there is
a dynamic environment, which favors the developn@@nface-to-face relations,
which engage the students in a process of infoomagathering, communication,
action and creativity.

In a group, when a problem has to be solved, tdest is confronted with
perspectives that are different from his. Each manab the group expresses their
opinion and argues for it, comments and interpretgygests hypotheses and
participates in the decision-making process. Feriteractions to reach their goal,
it is necessary that each student take into acdbenbpinions that are expressed,
to make comparisons, and critical evaluations, amtigipate in the common
solution to the problem that has been raised; whigh an important role in the
development of his skills of communication. Al. Rasdescribes refined analysis
of a group discussion — debate, as follows:

"Among the conditions of an efficient discussiore@mhould mention, first,
the investigative and cooperative attitude of theipipants, and at the same time
their sincerity, objectivity and openness to thbBeo$’ arguments and opinions,
which must be taken into account as distantly ftbenperson who words them as
possible. In a discussion, we do not set out fropreconceived ides, with the
determination to defend it. The receptiveness loéi ideas does not mean easily
giving up your own opinion, but only after the dedra have been convinced by the
force of the other's argument.” (Al. Rm@, 1981, apud I. Radu, 1994).

In conclusion, the development of communicatiorisly teaching and
learning the social sciences, especially, represariasic element for any type of
activity that requests the full manifestation oé tindividual in the field of social
reality.
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INSTRUMENT D'AUTOEVALUATION ET DAUTOREGLAGE
(concu pour la formation mathématique des institutars)

GHEORGHE PLE S’

ABSTRACT. A self-assessment and self-adjustment instrumentfof
the preparation in Maths of the college students)This study begins by
presenting the information that resulted from testihe cognitive and
motivational level of the first years students fréime Teaching Colleges
of Schoolteacher - Modern Languages located in-Bapoca, Nsiud
and Zaiiu, focusing on the demanding preparation at mattiesna

The conclusions that we reached from the administraof the
documents after the beginning of the first year t¢®er 2001) are
illustrated in annex 1 and 2. These conclusion ntegoto the expected
purposes of the formation (under the conditionsestricted number of
Maths classes in the syllabus which is a total4ff)lemphasized the need
of an adequate teaching strategy, coherent andrpaht reflected in the
curricular project on paragraph 3.

A teaching experiment has been implemented arwdiiit practice for
the group in Msiud, this project being designed for a better praam
in Maths of the college students. The experimefatztior is in fact a set
of self-adjustment sheets (annex 3); the controugrbeing from the
College in Zalu.

The promising results taken from the tested grofier athree
semesters of four, on the basis of statistical ggsing given by the final
assessment and the conclusions that offer an mpittnpierspective on the
experimental and curricular targets are illustratepgaragraph 3 and 4.

Les nouveaux instituts crées pour la formationrdagires (appeléSolegii
de Institutori — Limba Modern @) sont déja arrivés — au moment aodt 2002 — a la

2éme

série des promus. L'expérience accumulée pendsntquatre années de

fonctionnement permet le décélement des cara@éestdu processus de formation
des étudiants en mathématiques — y compris satidigagour les niveaux préprimaire

(= maternelle, 3-7 ans) et primaire (7-11 ans) cenoBtTi:

- des difficultés dans I'étude courrant autant quasdes démarches de
récupération des savoirs et savoir-faire mal ns@$ridepuis les années du

lycée;

" Colegiul Naional "George Cebuc" Nisiud
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absence pour un nombre important des étudiants diveau satisfaisant de
maotivation intrinseque pour la formation initiakecentinue dans le domaine;
le besoin de soutien méthodologique concernantritgssement du niveau
de la préparation.

1.LES MATHS " VUES" PAR LES ETUDIANTS —INSTITUTEURS
Afin d’avoir une image réelle du degré de préparsaitiitiale et des attitudes a

I'égard de I'étude des mathématiques j'ai appliguélébut des études universitaires de
la serie2001/ 2002 de£alegii de Institutori» de Cluj — Napoca, #¢iud et Zadu
(octobre 2001) deux documents pédagogiques:

1)

2)

3)

- Un questionnaire (voire 'annexe nr.1) pour leséfddiants immatriculés a
I'époque;

- un test (voir I'annexe nr.2) pour les 44 étudiaiéisutants de &daud et Zaiu.

La statistique des questionnaires a mis en évidgnekjues constats:

presque la moitié de I'effectif de I'échantillonnsidére prioritaire la préparation
dans la langue moderne, en permutant les attrdm@olegii de Institutori -
Limba Modern a:

- 33 sujets (45%) ont demandé l'inscription dangpbésde devenir professeurs
de langues modernes ou bien d'activer en dehdesgiihére didactique;

- seulement 24 sujets (32%) souhaitent enseignerldarécoles primaires
et 23 (31%) dans les maternelles (il y 6 étudiamess double option).

la distribution des sujets, suivant la sectioniétidu lycée, justifie partiellement
ces options divergentes. 16 sujets (22%) sontssditine section d’Ecole
normale (cette section, avec une tradition multire dans I'enseignement
roumain, forme des instituteurs au lycée, le digéte baccalauréat assurant
cette qualité a l'age de 19-20 ans); 23 sujets J2l&e section lettres, 13 (18%)
d’'une section scientifique, 12 (20%) des sectia$yde industriel et 10 (13%)
d’une section sciences économiques.

Le niveau des connaissances mathématiques dearégidst assez bas si on
le rapporte au réle et au statut des mathématipes les cycles maternelle et
primaire, méme si 51 sujets (69%) ont étudiés egelyes types de programmes
M; et M, (4 ou 3 heures pers semaine). Ainsi aux composits@mestrielles
du lycée, 42 (30%) recevaient moins de 6 (sur dix)noyenne, 16 (22%) des
moyennes entre 8 et 9 et a peine 5 sujets (7%)dadu® de moyenne (dans
cette étude toutes les notes des étudiants sodbgur

La 2™ question donnait aux sujets la possibilité de sih@iur un spectre

avec 9 attributs caractérisant I'étude des mathiquest; ils ont exprimé 103 opinions
distribuées ainsi: passionnante (5), attirante;(t@¢ressante (33), ennuyante (5),
fatiguante (12), un mal nécessaire (17); agac@ptstfessante (11) et insupportable (3).
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Les attributs & connotation négative étaient enbmerde 47 (46%) ce qui
défie l'importance des mathématiques dans le trgéalagogique de l'instituteur
mais reste en accord avec le niveau déclaré: 42ss{§2%) au-dessous de la note
7 (sur 10) aux évaluations summatives au lycée.

Afin d'éliminer ou diminuer la dose de subjectivesmspécifique aux
questionnaires d'opinion et d'évaluer le niveaumndérise des principaux concepts
et algorithmes prévus au curriculum mathématiqudydée, ce questionnaire a été
accompagneé par uest initial (TI) appliqué pour les 44 étudiants disiNid et Zadu.

Cette épreuve contient 10 demandes: une reproeudtixercices, 2 problemes
théoriques et 4 problemes d'arithmétique, dont ave; une interprétation didactique
facultative. (voir I'annexe nr.2)

Le coefficient global de réussite était de 32,9%8(2 / 880 points); celui-ci
avait dépasse la moitié seulement pour 4 questionsla résolution était basee sur
des savoir-faire classiques: I'équation dédegré (80%), systeme linéaire (93%),
la méthode figurative (58%) et le probléme IV 1 dbexploration logique par la
voie synthétique était transparente (78%).

Aucun étudiant n'a su attaquer la démonstratiolfirdgionalité des nombres
prévués a lll 2, ni valoriser le potentiel didaatgdu probleme IV 1 en découvrant
la distributivité de la multiplication par rappari'addition, dissimulée dans la demande
de double solution (chose surprenante, vu la peation de 16 étudiants sortis de
la section école normale - sur 44 sujets examimgs ent participé au minimum a
150 heures aux activités d'arithmétique et de diglae mathématique pendant leur
formation antérieure au baccalauréat).

Des mauvais résultats ont marqué I'utilisation éshodes intensivement
véhiculés au lycée: le raisonnement par l'absladécurrence, la structure de I'ensemble
O ainsi que les questions provocant des raisonneniemsductifs: seulement 35%
des sujets ont observé que I'équation | 1 constitumodeéle algébrique du probleme
IV 2; de méme 18% ont vu que le systeme | 2 résoufait, le probléme IV 3.

Le lecteur remarquera facilement combien on asdeil'aspiration curriculaire:
"...I'étude des mathématiques dans les écoles doitilcoer a la formation et au
développement des capacités des éleves a réfahitunivers; pour formuler et
résoudre des problémes a partir de l'interféreesecdnnaissances des différentes
disciplines, et de munir les éleves de compétenaksyrs et attitudes capables d'assurer
une optimale intégration professionnelle”. (MEQui@ulum National 2001, page 7).

2. CURRICULUM MATHEMATIQUE (PROJET)

Pour la formation des étudiants - instituteurs, spront pratiquement les
premiers "professeurs de mathématiques" des gém&rates enfants inscrits dans
les maternelles et dans les écoles primaires, t@&stimportant de réaliser une
projection des documents curriculaires réalistegnpttant de mettre en concordance
le niveau de la formation initiale avec les firgdittducationnelles désirables.
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Un tel "Projet de curriculum mathématique pourQedegii de Institutori”;
(Gheorghe Plg 2000, pages 12 - 73) a été congu, présenté dat atdms le cadre
du plan individuel du doctorat dont la these estulée: "La modernisation du
curriculum mathématique pour la section littérdindycée et le Colegiul de Institutori®,
(Gheorghe Pke- Nasiud, coordonnateur prof. univ. Miron lonescu de iidnsité
Babe-Bolyai de Cluj-Napoca).

Ce projet a été élaboré en partant de l'idée gmsdmble d'objectifs-cadre
pour le programme de mathématique et didactique Ipsudeux niveaux (maternelle
et primaire) soit unitaire.

Voici les 4 directions de sa structure:

O¢: Actualiser et compléter les connaissance déditlitesur dans la perspective
de I'enseignement des mathématiques.

O,: Consolider et développer les capacités d'opéer les connaissances de
base, en agissant pour leur intégration et apialicat pour l'investigation
+ résolution des problémes.

Oz La mise en évidence des modalités efficaces fimplémentation des
connaissances de base et l'adaptation du langabémadique en régime
accessible.

O4 Cultiver l'intérét et la motivation pour former eénsolider I'habitude et
l'attitude de formation continue dans le domaindghgraatique et sa
didactique.

Afin de sélectionner les contenus des programmesutitisé un set de critéres
extraits directement des objectifs cadre, en lraidioecte avec les programmes de
type opérationnel, qui doivent intégrer "... non pag énumération des themes,
mais des activités, habitudes, compétences... quudsnts doivent manifester a
la fin de I'étape didactique projete... (Ce programmeloit préciser les objectifs
évaluables et indiquer les criteres d'évaluatioriede accomplissement"”. (Miron
lonescu, 1998 page 82).

Les savoir-faire proposés ont été sélectionnésdafin

1. clarifier les notions et les algorithmes prévudra énseignés jusqu'a la

fin du cycle primaire;

2. permettre la démonstration en régime de riguetmwtes les propriétés et

théoremes qui se reflete dans les techniquesadé dalcycle primaire;

3. offrir, en partant des connaissances de logiqubaénadtique et théorie
des ensembles, des possibilités d'argumentativdree de démonstration
des assertions intégrées au cours;

4. constituer des instruments opérationnels a camdawderdisciplinaire,
surtout pour l'attaque des problémes avec un dégu@ de difficulté
(dénombrements et récurrence) ou avec applicatms th recherche
pédagogique (probabilités et surtout statistique);
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5. assumer l'approfondissment des notions, chapitresraines extensions
limitées stimulant la compréhension optimale ducfmmnement des
structures cognitives et applications spécifiquessémbles, nombres,
opérations, configurations, etc.);

6. accorder une place privilégiée a la problématisatia niveau arithmétique
et aussi dans les champs interdisciplinaires.

Les savoirs sont présentés sur deux colonnes (@edis, op. cit.,p. 13-62)

- agauche les contenus proprement dits (issus destifd référentiels
et listés dans le préambule de chaque chapitrepgeopar d'objectifs-
cadres dont elles dérivent: notions, propriétéddomentales, théoremes,
algorithmes)

- adroite des éclaircissements, délimitations exempppropriés (voir
l'annexe nr. 4)

Le projet curriculaire contient a sa fin des ligles standards de performances
accompagnés d'une collection des fiches présentéessous et congues dans le
but de faciliter le travail individuel de I'étudiapour actualiser et compléter
(récupérer) les connaissances mathématiques degbase peuvent pas manquer
du bagage cognitif, applicatif et méthodologiqud'idstituteur.

3. FICHE D'AUTOEVALUATION ET AUTOREGLAGE
C'est un instrument didactique structuré en 5 satetifiés:
SC = problemes de niveau d8sandard<Curriculaires
SB = Supports théoriques dgase
EA = Exercices d'entrainemeriitrenament - en roumain)
PS=Points deSoutien
RS = Réponses et pistes de recherche
(Sugestii rezolutive - en roumain)
(voir I'annexe 3)

Les questions sélectionnées p8@ représentent des occasions permettant
d'évaluer le niveau de I'étudiant par rapport aaxdards de performance; celui
qui arrivait a résoudre tous les problemesSd est rassuré que son niveau de
préparation est élevé.

Si pour une ou quelques-unes (méme toutes) desianged'étudiant n'est
pas capable de répondre aux demandes, il peutheltedans la séquen&B les
concepts ou les structures cognitives / applicatigei peuvent I'éclairer et lui
ouvrir la fenétre de "l'llumination”. Il sera couitl vers l'approfondissment des
questions utiles et aussi dirigé pour combler aegnes.

La sectionEA offre du matériel pour consolider les acquisitiprévues asB
et inclut des sets d'exercices et problemes avedelgrés progressifs de difficultés
s'approchant doucement vers le niveau des questigéiges inabordables a I'ét&@e
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Pour les résolutions des questiondEded'abord, et puis, en deuxieme essai,
pourSC, I'étudiant pourra s'appuyer sur les élémeni8Siet RS.

De telles fiches ont été congues et proposées tuakaéts pour chaque
théme important du programme, surtout pour les #sdimclus dans le*1semestre:
de laf" année (SI 1), mais aussi, avec une fréquence déajrdans les semestres
suivants (Sl 2 et Sl 1) parcourus jusqu'a préseatg 2003).

Voila les notes obtenues au test initial (Tl) ex @amens (E |, I, 1, 2)
des dits - semestres par les 18 étudiants restéstinen février 2003.

Tableau nr.1: Les notes des étudiants

Etudiant Notes obtenues

TI | EIl1 El 2 Ell'1l
Avram Adela 3,5 5 5
Bena Lucia 6 7 5 7
Bindea Adriana 7.5 8 9 8
Costin loan 4,5 9 9 10
Filip loana 5 7 8 7
Ghiran Crina 3.8 4 4 5
Macra Claudia 2.5 5 5 5
Malai Gabriela 4,3 8 7 7
Movileanu Gabriel 6,2 5 5 4
Muresan Crina 4,5 9 6 7
Peter Mihaela 7.5 8 10 9
Pop Antoanela 6 6 7 5
Pradan luliu 8,2 8 7 9
Ros Crina 4 7 5 5
Rus Lia 55 8 9 7
Simion Nicoleta 2 4 5 3
Stetz Cristina 4,2 5 5 5
Toader loana 2,5 5 3 5

Les indicateurs statistiques quantitatifs calcylésir chacun des quatre
séries présentent les suivantes progressions:
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Tableau nr.2: Les indicateurs statistiques desidssde notes.

Epreuve TI EIL| EI2| ElNl1
Moyenne 4,86 6,56 6,33 6,39
Variance 3,0214 2,6914 3,7900 3,2944
Ecart - type 1,7382 1,6405 1,9468 1,8150

4.CONCLUSIONS

Toutes ces données statistiques mettent en évidemcgaut important
enregistré par les étudiants desiid au premier examen (EI1) par rapport au TI;
il s’explique par la spécificité du travail déplog@x cours et aux travaux pratiques
de mathématiques de ce semestre: l'intégrationeda@xpérimentation pédagogique,
dont I'hypothése envisageait le progres des éttalm mathématiques.

L'activité a été centrée sur l'implémentation fildses d'autoévaluation et
autoréglage en tant que facteur expérimental par: présentaiiés le début, du mode
d'emploi, maniére d'intégration dans I'étude imtligile, soutien en cas de difficultés.

Le spectre des réactions des étudiants a été dasgzifieé au début: de
I'intérét pour assimiler le nouveau mode de trapailr plusieurs étudiants jusqu'a
la méfiance et I'indifférence pour des autres.

Mais, au fur et & mesure du travail déployé au sale Sl 1, quand les
nouveaux savoirs et savoir-faire s'accumulaiemhettaient en évidence les lacunes,
les fiches trouvaient des plus en plus d'adeptéss ee transformaient dans un
instrument accepté d'abord et recherché, surtbavant-veille de I'examen, par la
plus grande partie des étudiants.

Le progrés enregistré\( = 1,74/10 c'est a dire 35,9%) a I'examen El 1
(janvier 2002) par rapport au Tl (octobre 2001jéacénfirmé par les observations du
semestre Sl 2 (augmentation de l'intérét des étisdmur I'étude des mathématiques)
et surtout pour les notes obtenues au El 2 (jubRR@Quand la moyenne est restée
dans le méme registre de valeurs (6,33 par rapp®6 pour EI 1).

Cette évolution positive continue a étre enregistré semestre Sll 1 dont
I'examen de janvier 2003 a enregistré une moyear&39, qui reste donc dans le
voisinage de El 1 et EI 2.

L'évolution de I'écart - type est a son tour ca@asée par des valeurs
voisines, a l'exception de I'épreuve El 1 quand diminue de 18%, grace a la
réduction de lI'amplitude de la série (5 unités Bhirapport & 6 au TI); résultat d0
a une préparation responsable de la plus grantle das étudiants.

Pour EI 2 et Ell 1 I'écart - type augmente autaud.(®, la valeur maximale
(1,94) étant touchée a El 2 quand on a enregiatpggdmiére note de 10 (sur 10,
comme toutes les notes présentées ci-dessus).
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La distribution des notes par des échantillonsespondantes aux niveaux
d'évaluation: insuffisant [2, 4], suffisant [4.], Goyen [6, 7), bien [7, 9), trés bien
[9-10] sont plus facilement observables sur leguis de structure suivants:

Disque TI Disque El 1
11% 6% 11% 11%
38%
17%! 28%
44%
28% 6%
D insuffisant [2;4] B suffisant [4,1;6] O moyen [6;7) O insuffisant [2;4] B suffisant [4,1;6] O moyen [6;7)
O bien [7;9) B tres bien [9;10] O bien [7;9) B tres bien [9;10]
Disque El 2 Disque Ell 1
9
22% 11% 17% 1%
zz%q isg%
6% 0%
DOinsuffisant [2;4] B suffisant [4,1;6] O moyen [6;7) B insuffisant [2:4] B suffisant [4,1:6] O moyen [6:7)
O bien [7;9) B tres bien [9;10] O bien[7,9) B tres bien [9;10]

3. Disques de structure

C'est facile a remarquer I'élargissement des sactEurrespondants aux
bonnes notes (de 7 & 10) ce qui encourage le gipariwent de l'utilisation des
fiches d'autoévaluation et autoréglagepour le 4™ et dernier semestre du
curriculum mathématique pour les futurs instituseur

L'expérience de I'implémentation des fiches dasiVité déployée déja au
Colegiul de Institutori de Nisiud atteste que ce travail impose un effort de
volonté important de la part de I'étudiant maitiilapporte un soutien efficace,
afin de régler son style de travail intellectuehsiiesprit d'activisme, de concision,
et de rigueur, voire de la réussite pédagogique.
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ANNEXE NR.1
QUESTIONNAIRE

NOM €L PréNOM ...t e e
LYCEE SUIVI .. eeie e e e e
Section et année du baccalauréat ...........................
Date (de remplisSage) .......coovvvveiveeiiiiiiiiie e,

1) Préciser les facteurs déterminants pour votre iptsmn au Colegiul de
institutori (éventuellement en pourcentages).

2) Estimer, en pourcentages, vos propres espérangesfesser apres la fin
des études en tant que:
a) instituteur - cours preprimaire [__|
b) instituteur - cours primaire [ ]
c) professeur de langue modernd”_ ]

d) autre variante L1
3) Comment avez-vous apprécié, en tant que lycéemid'édles mathématiques:
passionnée un mal nécessaire énervante
attirante ennuyante stressante
intéressante fatiguante insupportable

4) Dans les classes terminales vos
- moyennes en maths étaient ....................
- notes aux compositions semestrielles étaient ............co....

5) Est-ce que I'étude des mathématiques a eu un aéigf glans I'évolution
de votre personnalitd__]  (OUI ou NON)
SiOUl parce-que ........coovveviiiieriieane e,
SiNON parce-que .........ocovevceeeeniennnnnn.

6) Essayer une définition pour les mathématiques.

7) Nommer au moins trois méthodes spécifiques auxomasments
mathématiques.

8) Quel est votre avis sur le réle des mathématiques d'évolution de
I'éleve au cycle primaire?

9) Quels sont vos souhaits vis-a-vis des cours debémmtiques et de sa
didactique que vous allez suivre pendant des ariretdt?

REPONSES / COMENTAIRES
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ANNEXE NR. 2

TEST
|. Résoudre:
1) X+ x-X]+2m5=x-10
4 6 4
X+y=32
2y XY
y—-3x=0

Il. 1) Déterminer, en argumentant, le dernier chiffe:
m, =2001%" et m, =1997%;
2) Montrer, en deux maniéres:

1+3+5+7+..+ (2n-1)=n?>n0ON,n>2;

lll. 1) La structure de I'ensemblé des nombres réels.
2) Montrer que:

a) si n? est paire alorsiest paire;

b) les suivants nombres sont irrationnels:

a=+2, 3=0,2828828883...

IV. 1) Une caisse avec des bananes pése 5 kge eaisse avec des oranges 4 kgs.
Combien pésent au total 3 caisses avec bananesagtsgs avec oranges?
(commentaire didactique facultatif)

2) Un touriste a parcouru au premier jour un gdarthemin; le deuxiéme jour
1 L . .
s du reste, le troisiéme jour 15 kms et égalementkdts pour le

quatrieme. Quelle était la longueur de chemin sir p® cinquieme jour ont
lui resté 10 kms? (2 solutions).

3) Un ballot de 32 metres de toile a été coupéearx anorceaux, la longueur
du deuxieme mesurant trois fois moins que la premiBéterminer les
longueurs des deux morceaux (2 solutions).
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ANNEXE NR. 3

FICHE D’AUTOEVALUATION ET AUTOREGLAGE
Théme: Combinatoire et probabilités
SC (=Standards de performanCuirriculaire)

De combien de maniéres peut-on;

a) ranger 5 livres sur une étagere;

b) sélectionner des couples mixtes d’'une classe é&28s dont 12 garcons;
C) extraire sans remise 3 boules d’'une urne a n boules

d) extraire avec remise 4 boules de la méme urne;

e) obtenir des triplets de chiffres de 1 a 6 au larergrde 3 dés;
Calculer la probabilité d’obtenir:

a) face, au lancement d’'une piéce;

b) double au lancement de 2 dés;

€) un couple mixte d’une classe a 28 éléves dont dfilles

d) un numéro de téléphone a 6 chiffres consécutiams répétition;

SB (=Supports théoriques dgase)

Le nombre de possibilités pour rangesbjets différents est .................
Le nombre de possibilités de retirer d’'une urmebaules;

a) kboules avecremise est...........coceevviininnnn

b) kboules sansremise est .............cooeeeiiinnin
La formule de calcul de la probabilité d'un événenast ....................... ou

D_éfinir: univers, épreuves équiprobables, événerf@dntvénement contraire
(A), probabilité p(A). o o
Si p(A)=a et p(A)=p on demande K,), p(A,) et p(AlJA) si les

événements fet A, sont indépendentes.
EA (=Exercices d’entrainementdntrenament, en roumain)

Un fichier est numéroté de 00001 & 10000. Quellelasprobabilité
d’extraire une fiche dont le numéro:

a) ne contient pas le chiffre 7;

b) contient le chiffre 8.

On lance simultanément 6 des, chacun marqué de61Quelle est la
probabilité d’obtenir :

a) 6 fois le chiffre 5;

b) 6 fois la méme face;

c) tous les chiffres de 1 a 6;

d) au moins une fois le chiffre 5.
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EA;  Une cage contenant 3 perroquets jaunes et Sestrtaibliée ouverte. Quelle
est la probabilité que:
a) le premier perroquet évadé soit vert?
b) deux perroquets verts s’évade avant du premieejaarti?
c) avant le premier perroquet jaune s'évade exactedwent verts?

EA;, De 100 ampoules, 10 sont endommagées. Quella gsbbabilité qu’en
choisissant 5 ampoules, on obtient d’'ampoules entgées?

EAs Monsieur Distrait garde ses 6 paires de chaussamurbasard dans un
débarras sans lumiére. Quelle est la probabilightdhir au moins une
paire correctement constituée si on extrait 4 chaes?

PS(=Points deSoutien)

Utiliser les formules de;:
- la définition de la probabilité

- P(ALUAY)
- P(A)
RS(Réponses et pistes de rechercBagestii, en roumain)
SC, a) 5!=120; b»15m13—15ﬂ3 1950)A3—n(n -)(n-2);d)n*; e) 6% = 216
13E15
SCa) —; b) =
G )2 ) 5

SB; n!
SB,a) rf; b) AX =n(n-1)...n—k +1).

m card A
SBs IC)(A):F:card Q°

= 0,249; d) =0,00001

SBs p(A) =1-a; p(A,) =1-B; p(A,UA,) =p(A)) +p(A,) - p(A) (b(A,)
EA; a) 9—44 =0,6561 b) 1—% =0,3439.

6
EA, a)—~oooooz b)—~oooo12 c)—~00154 d)1—:—~0665

EAga)——0625 b)@ws 57: )@ 0179
817 81716
C5
EA, 1- 250 = 0417
100
EA, 1- 20080 4510
12(11110(9
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ANNEXE NR. 4

CHAPITRE 4 SYSTEMES DE NUMERATION (1 cours + 2rsginais)

A. OBJECTIFS DE REFERENCE

L'étudiant — instituteur doit étre capable de:

O, Actualiser et compléter les connaissances deitinistir dans la perspective de
I'enseignement des mathématiques:
1.1.définir: systéme de numération + exemples;
1.2.classifier les systémes;
1.3.définir base de numération dans un systéme posélof utilisation
pour la décomposition de nombres dans précisée base
1.4.connaitre les procédés de conversion + argumentdtidaide des
opérations avec des nombres et des polyndmes ficedt réels.

O, Consolider et développer les capacités d'opératioec les connaissances de base
en agissant pour leur intégration et applicatiorpetir I'investigation + résolution des
problémes:
2.1. représenter les entiers naturels dans diff@rstemes et les quotients
dans les systémes positionnels;
2.2. effectuer les conversions des entiers natureis des nombres
décimaux d’'une base vers une autre base;
2.3. démontrer la rigueur de ces procedeés;
2.4. effectuer des opérations arithmétiques danshase donnée;
2.5. utiliser les procédés et les propriétés desbmes dans la résolution
des problémes.

O3 La mise en évidence des modalités efficaces [iroptdmentation des connaissances
de base et 'adaptation du langage mathématiquégime accessible.
3.1. adapter les savoirs et les savoir — fairespdaificité du cycle primaire.

O, Cultiver l'intérét et la motivation pour former @nsolider I'habitude et I'attitude de
formation continue dans le domaine mathématiqusa elidactique:
4.1. compléter les connaissances par extensionsntiess naturels vers les
nombres rationnels ensuite vers les réels.
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B. LES CONTENUS

4.1. Systemes de numération, exempleRrésentation de I'évolution historique des systémes
classifications, chiffres analogiques (encoches, machine & compter) addiionn
(égyptien, grec, romain, slavon)

4.2. Bases de numération, ordres| &técriture des représentations systématiques |des

classes, tables des opérations entiers naturels et des quotients dans les basg 2,
10, et 12 et construction des tables de I'addiébp
multiplication

4.3. Conversions: Etude approfondie pour les entiers naturels et

a) verslabase 10 informative pour les décimaux

b) de la base 10 vers une
base précisée

c) dune basa(#10) vers uneg
autre base(z10)

4.4. Opérations dans une ba$e10) | - traitement des 4 opérations fondamentales ¢lans

les bases 2, 8, 12

- utilisation de la variante de la double convatsjo

par la base 10

- résoudre exercices et problemes spécifiques:
- équations12,, +36,,, =46,

45Y () =178y

452 =3Ylyg

- calculs des derniers chiffres pour:
n2 ,8n ,2n +5n ’7n _4n

- systémes{
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LA PROBLEMATISATION ET L'ETUDE DES SCIENCESETDEL A
TECHNOLOGIE

LILIANA CIASCAI ! IOAN CIASCAI ?

ABSTRACT. The Problem Solving and the Study of Sciee and
Technology. Science and technology offers the ways and methods
understand, make predictions about and adapt aimament. The study
of science and technology use the problem solviethaa. Problem solving
are facilitated when students learn to work stiagdly. Using their
experiences, observations and prior knowledge tkemaware the
discrepancies and contradictions in phenomena asmatsethe students can
raise questions. Constructing a precise questiay, tan define a problem.
Finally, the effective problem's solving supposelan, to make decision, to
monitorise and to reflect over problem's solutioocpss.

Les situations d’apprentissage axées sur la prwiléation mettent
'accent sur I'implication active des étudiantsaarécherche d’'une réponse a la
situation-probleme, recherche qui réside plutbétsdarconstruction d’une solution
que dans la résolution de probléemes (dans ces $ermmas parlerons sur la
problématisation). Par conséquent, I'aquisitiorr, Ipa étudiants, des competences
dans [l'utilisation de cette derniere méthode daprésenter, aussi, un but
important de I'apprentissage des sciences et tiehmologie.

1. Des considérations épistémologiques

Les considérations épistémologiques concernantrdbléme visent, d'un
part le probléme et la typologie des problémeseet'alitre part mettent sous la
question la pratigue de [utilisation d'un et du nmme& probleme autant pour
'apprentissage que pour I'évaluation aussi.

Orange (1993) considére que dans la science, l#@iore probleme-
connaissance est circulaire. Ainsi, montre OraKgé&opper croit que le probleme
scientifique est a la base de la connaissance igéoret les connaissances
représentent le cadre de I'apparition et de latooctson des problemes. L. Laudan
(Fabre, 1993) voit dans le probleme le moteur dmiaaissance respectivement de
la connaissance avec le probléme conduit a l'ifieation des types de problémes et

1 "Babes-Bolyai" University, Cluj-Napoca
2 Technical University of Cluj-Napoca
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méme a une hierarchie de problémes. Les-uns deprodgemes peuvent étre
rencontrés aussi dans le proces de I'apprentistatjmstruction.

Le problemgétimologique, le grec "problema™) signifie uneascation qui
tempéche d’'avancer dans la connaissance ou querdesbjet des controverses
d’'idées. On parle d'un probléme chaque fois quamdasvoie de I'activité théorique
apparait un obstacle, une difficulté pour I'éloigrat duquel le sujet ne peut pas
répondre automatiquement. Donc la réponse ne pauétpe formulée par la simple
référence a I'expérience antérieure (algorythneebniques de décision et interprétation
de l'information), elle implique des décisions etsdoptions sur les types de
connaissances, régles et pricipes nécessairatrg’de leur utilization, etc.

De la perspective de la phychologie cognitive tpubbléme peut étre
analysé sur deux plans (Fabre, 1993, Miclea, 1994 )plan objectif, concret - le
contenu du probleme et l'autre subjectif, déterngiagé la relation du sujet avec les
connaissances auxquelles fait référence le comteipuobleme.

L'utilisation des problemes comme point de dépditine situation
d'apprentissage suppose, d'aprés Dumas - Carrd®féare (1993) la rédaction des
problemes ouverts:

- la situation scientifique etudiée est décritetenmes de phénomeéne, tout
comme l'information sollicitée aux sujets;

- de I'énoncée du probléme ont été supprimeés les deelles d’entrée et celles
de sortie).

Dans ce deuxieme cas le réle du professeur esiudenir les étudiants dans
le construction de la solution.

Cette construction de la solution suppose deugeétala rédaction du
problemes par le completement des dates, des iafimms de I'énoncée du
probleme et puis la solution proprement-dite paxpgériment, la modélisation ou la
solution du probleme.

Le concept de situation - probléme

Comme tout probleme, la situation - probléme supgasconfrontation de
I'expérience cognitive - emotionnelle antérieurecakinconnu présent dans la rédaction
du probléme. Mais, a la différence du probleme,sdincas de la situation -
probleme cette confrontation réléve une contramtiogui donne naissance sur le plan
psychique a un état de conflit cognitif interneiyi®, 1991). Cet état est subi
difficilement par le sujet qui dépose, pour dépadse difficulté, un effort
supplémentaire (Festinger).

Les situations - probleme s'intégrent dans lagaié des problémes ouverts
mais elle s'identifient par le conflit intern detun@ épistémologique qu’elles provoquent.

2. Les sources des situations - problemes dans lafique didactique
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Nous présentons, dans la suiteg classification des contradictions qui peuvent
générer des situationsproblémes:

- des contradictions entre les connaissances et incorectes ou incompletes/
les prédictions basées sur ceux-ci et les faitbs#ovation, les faits évoqués (par le
professeur, par éxemple), les connaissances asrect

- des contradictions entre les méthodologies irctes, acquises spontanément
ou correctes (parce qu’elles ont fait I'objet d’unstruction) mais inadéquates a une
situation donnée et les concequances de leur apphidans la pratique;

- des contradictions entre les connaissance théwigt pratiques concernant le
méme fait physique: les connaissances théoriques ebservations du subjet sur le
realité, les solutions théoriques d’'un problemiewt application dans la pratique;

- des contradictions déterminées par un désaccqaremt entre les
connaissances théoriques différentes concernan@tee fait scientifique/technique:
les interprétations ou les prédictions résultéesuréir des hypotheses, des modéles
théoriques ou des théories, différentes, le comapwnt différent de certains
systemes dans des situations différents, la demdad&soudre un probleme par
plusieurs méthodes;

- des contradictions générées par la nécessitaigircentre les alternatives: le
mode d’application dans de nouvelles conditions ct@maissances, la nécessité
d’identifier la voie optimale de solution a padi plusieurs variantes résolutives ou
d’évaluer les alternatives, I'existence de deux @sogossible de penser ou d’action
dans une situation donnée.

3. La problématisation d’'un contenu scientifique dané

Cerghit (1980) considere gu'il faut faire une distion entre "la formulation
du probleme et la solution du probleme". Dans &nére étape, montre Bruhardel
(Cerghit, 1980), le professeur peut:

- donner aux étudiants un matériel conflictuel eairlprétendre de saisir la
contradiction et d’énoncer le probleme qui en tésul

- d’énoncer le probleme et de prétendre aux éttslida trouver le matériel
necessaire a sa solution;

- de solliciter aux étudiants l'identification da& tontradiction dans un matériel
sans contradictions, apparemment.

Dans la pratique didactique la plus utilisée asiduxieme variante mais il
faut initier les étudiants dans la technique dublgmatisation d'un contenu
scientifique:

- l'identification, dans le contenu scientifiquegssdconnaissances qui peuvent
générer une contradiction;

- I'évidence de la contradiction par la rédactianld question — probleme (la
concretisation de la contradiction).
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4. Les étapes de la solution des situations — prébhe

En analysant les situations — probleme décrites milons constater que
celles-ci présentent pour l'étudiant les traits mhableme réels avec lesquels se
confrontent les chercheurs:

- I'ambiguité: les faits ne sont pas clairementnfolés et modelés. Les
caractéristiques que la solution devra accomplsard pas précisées;

- I'incertitude impose la composition des hypottsesevers la théorie d’ou font
partie les faits mentionnés dans le probléme. 8shgpothéses on procédera a la
modélisation des faits mentionnés dans le probléeme;

- il N’y a pas de dates sur lesquelles on peutespil’aide des connaissances
théoriques, ces dates doivent étre proposées lsslomodéles construits;

- la nécessité de ne pas accepter la solution fggdp confrontation avec les
hypothéses formulées et la connaissance antérieure.

Par conséquant Dumas-Carré, Caillot, Martinezikt(1289) proposent que
toute construction de la solution se réalise agamtme modéle le chercheur confronté
avec un probleme scientifique c'est-a-dire avecviai probléme. En étudiant le
contenu du probléme le chercheur ne sait pas conimerrésoudre le probleme, il ne
sait ni s'il y a une solution pour le probléme alezpiel il se confronte.

Cette description du probleme suggere les étapedaivent étre suivies
dans la construction de la solution d’une situatiggrobleme:

» L’analyse du contenu de la situation — problefoencrétisée par la question —
probléme)

» L’anticipation de la démarche de la constructionla@esolution.Cette anticipation
vise:
- la rédaction des hypotheses de travail concelaasulution de la situation —
probleme;
- la reprise de la rédaction de la situation — l@role comme un probléme ouvert.

* La solution du probleme ouvemeside dans la réalisation des démarches
necessaires a la justification des hypothésesadailtformulées (par I'étudiant ou
selectionées par un groupe). Pour la solution geat#eme ouvert il faut préciser:

- les traits du produit qui sera réalisé: une eglon, un modeéle, un résultat
guantitative, etc.

- les conditions de réalisation du produit;

- la planification des actions;

- les criteres d’évaluation.

Ces information sont nécessaires a I'étudiant pediaire une représentation
correcte (concordante avec celle du professeureeted camarades) sur la
tache qu'il doit exécuter. Ayant ces dates I'étmtipeut commenncela
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recherche des informations necessaipesir I'élaboration d’'une solution et

puis,la construction de la solution
e L'analyse critique de la pertinence de la solutiditenue et de la démarche de

la construction de la solution.’analyse réside, comme nous l'avons déja
montré en parlant des caractéristigues du probl@ams la science, dans la
confrontation de la solution avec I'hypothése abdrgie aussi. Autant la
construction d'une situation-probleme que la smiutie celle-ci aussi supposent la
situation de conflit socio-cognitif (la transforriwat du conflit de l'individu
avec les autres en conflit cognitiv intern).

On a distribué aux deux groupes des étudiants @nielet physique
(Université "Babg-Bolyai") et en électronique (Université Techniqie Cluj) des
questionnaires contenant des situations-probleemddnt le temps on a observeé les
actions fait par des étudiants pour solutioner $siations-probleme. Les
constatations sont suivants:

- pour la construction de la solution d'une simajprobléme les étudiants en
électronique procédent a une recherche systematigge informations (dans les
catalogues, dans les livres, sur l'Internet etdu)contraire, les étudiants en chimie
se resume a feuilleter les livres avant d'abandtmeesolution du probleme en
mettant en cause "le manque des informations";

- moins de 10% des étudiants questionnés réalisereinalysé critique de la solution
de la situation-probleme. Une partie de ceux duivadnt réaliser cette derniere étape
spécifique se résume a l'appréciation de l'utiliténouvelles connaissances;

- aucune étudiant ne procede a une évaluationpit e vue méthodologique,
de l'activité réalisée pour la construction destimhs.

5. Conclusion

L'enseignement roumain a connu pendant les demigneées une vraie
obséssion: la solution d'un nombre de plus en grasd de problémes. A l'aide de
ces problemes les étudiants viennent en contactue de situations particuliéres.
Les enseignant ont oublié ce qu’il faut acquéries dnéthodes et non pas des
resultats. lls ont transformeé l'activité de rés@udes problemes dans une chasse de
résultats. Cette situation doit cesser.
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STRATEGIES BY EVALUATION IN THE TEACHING — LEARNING
PROCESS AT CHEMISTRY. APPLICATIONS AT THE THEME:
"SALTS"

ADRIENNE NAUMESCU KOZAN, ADRIANA BANC

ABSTRACT. Strategis by Evaluation in the Teaching-learning Process

at Chemistry, Applications at the Theme: "Salts". In our class, we can
say that education is a pre-condition of the aahimets of individuals
and communites (Marga, 2003). It is an objectiveessity to accelerate
the reform ofeducationand in this context a very important role has the
evaluation/autoevaluation of the whole activitytedichers at the level of
any scientific discipline. There are studies conitey with some basic
problems connected with the practical evaluatioths chemistry field
(Naumescu, Banc, 2001).

1. Introduction

An interactive pedagogy includes the act of evabmaand it proposes to
analyse the teaching process achieved at pupilthasoone teacher to achieve in
every moment the feed / back (Bocos, 2002). Thexénaspecial literature a lot of
evaluation definitions, for example: "The evaluatineans to confront an ensemble of
pertinent criterions for to take the decisions" ¢8g 2002).

The evaluation of learning-teaching process isomponent of didactic
technology beside design, achievement and is feltbvby the regulations
(autoregulation) witch is interrelates witch evaio@. It is important for us to
apply a continue evaluation in the learning — tegrhrocess, an evaluation centered
on the operational objects (Naumescu, Pirson, 1993)

2. The pedagogical research

The pedagogical research concerning the pupits ™ A classroom,
VIII™ B classroom and VIl C classroom had been effected at "Anghel Saligny”
Colegium from Cluj-Napoca. Each class had beenddiiin two level groups
(level 1, level II). The first level group containgupils with high level of
knowledges and second level group — the pupils YWitle" level of knowleges.
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Table 1.
Initial test — for the group with level |
Nr. Subject Score
Crt.
1. | We are given on the table the next salts: N&aICQ, AgNO;, 05
CuSQ, FeSQ. Establish the physical properties ~ P
2. | The salts reacts with metals, solubles baséesand others salts.
The salts descomposes %.tllustrate with examples these reactions. 2,5 p
Name the salts.
3. | Make the next experiments:
a) CuSQ + NaOH 3
b) AgNO; + HCI P
c) NaSQ, + Ba C}
4. | Make the transformations: 3
Mg—> MgGl —> MgNQ P
TOTAL 1p+9p=10p
Initial test — for the group with level Il
CNrrt.. Subject Score
1 We are given on the table the next salts: NaCl, @Ga@gNO;, 0.5p
" | CuSQ, BaCl. Establish the physical properties '
Complete the equations of chemical reactions:
a)CusQ+... —» FeS@Cu+
9 b) CaCQ+.. —» Cagh H,CO; ¥ 2.5
' c)FeC{ + ... 0—> NaCl + Fe(OH) '
C
dCuCQ ——» ... +..
Make the next experiments:
3 d) CuSQ + NaOH 3
: e) AgNO; + HCI P
f) NaSQO, + Ba C)
4 Make the transformation: 3p
" | CuSQ —» KSO,
TOTAL 1p+9p=10p
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The final test for the group with level |

1) Name and classify the next salts: KHC@aCh, CuCQ, MgSQ,
FeCk, AgNO;, NaHSQ, KF, NaHPQ, NaNG.. (4p)

2) Complete the table: (5 p)
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Chemical property

Example

Uses

The reaction of salts wit
metals

The reaction of salts wit
bases

Ag NO; +—»... Ag CI +l l

The recognition Cl

The reaction of salts with
acids

BaCQ+..—». +. T

The recognition Cg

+..—» CaGl+ CO, + H,O

The recognition ...

The reaction

Na,SO, + Ba Ch— + ... ‘|‘

The recognition SO~
and ... acid

Obtining the line

NaHCQ, t'C , ... | + ... +.]

TOTAL:9p +1p=10p
Time: 20 minute

The final test for the group with level lI

1) Encircle the correct answer:

Salts are:

a) NacCl, SO, NaOH,
b) NaHSQ, NaF, CuCj,
c) HF, MgCh, NHs.
2) A salt doesn't obtain through the reaction:
a) HCI + Mg,
b) Na + Cl,
c¢) Ca+ HO.
3) The name for CuSQs:
a) cooper sulphide,
b) cooper sulphate,
c) cooper sulphyte.
4) The salts are substances:
a) solides,
b) solides and gases,
c) solides, liquides, gases
5) The lime is obtaining through the reaction:
a) NHCl £Cc—> NHt + HCIt

b) CuCQ *tC——» CuO+cCd

c) CaCQ fC— CaO +COt

(1p)

p)(1

(1p)

(1p)

p)(1
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6) NaSQyis proceeding from
a) oxyacid,
b) hydracid,
c) basic acid.
7) The general formula for salts is:
a) H, A"
b) Mm ma1
c) M™ (OH)',
8) CaCQ:

a) Iis the principal component of limestone,

b) is the acid salt,
¢) the name is kitchen salt.

9) The bluishstone has the formula:

a) AgNO;,
b) CuSQ,
c) Cuca,

Total: 9p+1p=10p.
Time: 20 minute.

(1p)

(1p)

(1p)

(1p)

Anexa.

The chemical properties of salts card of experialeanttivity

The tools, the
The name of | devices the
experiment necessary
substances

Mode by work

Obs.

The equations
of chemical
reactions

Conclusions

test tube, Introduce 2-3 ml
CuSQ aq, CuSQin the test
NaOH aq tub add NaOH aq

CuSQ + Na
OH

Treat in the test

Ag NG; + tub the HCl aq
AgNG;, aq, .
HCI HCl aq \évath the Ag NQ

test tube,

The recognition
reaction of CI”
and HCI

BaCh+ test tube, Take NaSQ, aq in
NSO Na,SQ, aq tube test and add 3
% Ba Ch aq 5miBaC}aq

The recognition
reaction of SQ*
and HSO,
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3. Conclusions

The didactic research had been effected in thdemaiz year 2001 — 2002
and it had been included 68 pupils (VIA, VIII™ B, VIII™C).

The initial test had a double role:

-the report about the preparation level of the supi
-the determination of the difference level betwtese 3 classes.

The progress tests and the final tests followedrtie of the modern
evaluation strategy.

The role of the pupils evaluation through autoetlopacards is very
efficient: it stimulates the independent pupilsiatgt and it can apply in any
moment of sequence by instruction.

We can consider the evaluation process as a pahaigivity of didactic
technology. The existence of "absolutely” quamaévaluation in learning teaching
process seems to be an "utopia”, evaluation whatdrg both activity as a part of
different instructional sequence. A good teachdirkmow exactly how he realized
the evaluation tests, centered on the operatiarabg

It' s important for pupils to understand the conakping the class so that
he can build himself the new information being quidy teacher.
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LE CONCEPT DE "REACTION CHIMIQUE" ET SES OBSTACLES

CIOMO S FLORENTINA

ABSTRACT. The Concept of "Chemical Reaction" and tte Corresponding
Obstacles.Research carried out throughout several yearsgubout the poor
awareness of the concept of chemical reaction byilgpun the first
highschool grades. The correct understanding sfaterall concept implies
identifying the obstacles, by activating them ituatlearning situations and
ultimately actively overcoming them by becoming eevander the teachers’
guidance. This paper aims at sharing some resaoitingthe process of
activating the obstacle-ideas in terms of chemieakttion applied to 10
grades. In order to activate the obstacle-ideameesl to devise thorough
complex teaching strategies able to guide the gfipihly through compulsory
sequences, but at the some time, allowing pupéspeess themselves freely in
group discussions or by answering the teacher’'stiqns. These questions are
asked in order to centre the pupils’ reflexive lting towards those areas of
knowledge which according to our hypothesis cam tinto obstacles.
Becoming aware of the pupils’ obstacles teacheltsbeiable to devise the
most efficient and appropriate strategy, which khbelp the pupil all along
the cognitive process of acquiring the overall empof chemical reaction.

1. Introduction

Les instructions contenues dans deirriculum scolaire prévoient la
construction progressive du concept de réactiomighe. Or des recherches en
didactigue, menées par Carretto, Viovy (1999), &df{1993) et Cionyp(1997), ont
montré qu’une proportion non négligeable des élagavaitrise pas ce concept.

Trois hypothéses peuvent étre proposées pour explitp mauvaise
maitrise du concept par les éleves.

-La réaction chimique est un concept intégratetficite qui nécessite de
maitriser simultanément un ensemble de concepigsaliémie.

-Dans I'apprentissage de ce concept central deiaiesles éléves se heurtent &
de nombreux obstacles qu'ils ne sont pas en mdsiwsarmonter.

-Les stratégies didactiques des professeurs, gtissamis a une tres grande
pression par un programme de chimie trés chargéegomnent pas aux éleves
I'occasion d’exprimer les idées qui font obstacksx apprentissages. Cela ne
permettent pas aux professeurs de prendre consdendédées-obstacles des éleves.

Le but de ce travail est de mettre en évidencesankux connaitre les
idées-obstacles des éléves a la construction dermept. La connaissance de ces
obstacles a I'apprentissage devrait faciliter lastauction par les professeurs des
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situations d’enseignement pour aider leurs élévess dranchir et leur permettre
ainsi d’accéder au concept de réaction chimique.

Les travaux de didactique antérieurs a notre dématnos observations aussi
ont été un point de départ pour nous. Néanmoinsatgects ont limité leurs portées.

-lls portent essentiellement, comme nous venonke dbre, sur I'analyse
des représentations des éleves sur le conceptlutaroe et celui de réaction
chimique. Ces représentations n’ont pas été aredyese termes d’obstacles.

-Ces travaux n’envisagent que partiellement lesteffles connaissances
apportées par le cours de chimie. lls portent susiar les conceptions des éléves avant
I'étude de la chimie. La réorganisation qui se pitodécessairement dans 'esprit de
I'éleve conduit & I'émergence de nouvelles rept@siens liées a I'enseignement.

Les principales représentations recensées sostiileantes.

-Les éleves procédent a la reconnaissance desasabst et des
phénoménes a partir de leurs traits sensibles.

-Les éléves considérent que les substances pethamger leurs propriétés
tout en maintenant leur identité. lls peuvent opiaur la présence des produits de
la réaction dans les réactifs.

-Les éleves ne disposent pas du concept de compsigns le registre
phénoménologique.

-Les éleves ne possédant pas le concept de corpsgpmise en relation
dans le registre du modéle avec le concept de mieléte peut étre réalisée
convenablement. Aprés une initiation a la chimas, éléves assimilent les corps
purs aux seuls corps simples; les corps compoaésasimilés a des mélanges de
corps simples.

-Les éléves, qui ne possédent pas le principe dseceation de la masse
dans le registre phénoménologique, ne peuvent teemen relation avec celui de
conservation des atomes dans le registre du modele.

-Les éleves concoivent, dans le registre macrogoepiles réactions
chimiques en termes de destruction, de disparit®aubstances (centration sur les
réactifs). Les interactions entre les réactifs cigaht & de nouvelles substances ne
sont pas envisagées. De méme, dans le registreodalen la réorganisation des
atomes qui aboutit a la formation d’'une ou pluseuplécules différentes de celles
des réactifs n'est pas pergue.

2. Démarche didactique

Notre démarche a été centrée sur les éleves deeXMoons avons construit
des différentes situations d’enseignement pounverctt mettre en évidence de
nouvelles représentations et raisonnements SpEtarE nous avons extraits des
formulations récurrentes des éléves.

Dans le tableau 1, ces représentations et modegistmnement spontanés
ont été repris avec une formulation plus concises massi plus opératoire. lls ont
été élevés au rang d'obstacle car les schémesndéeggu’ils constituent permettent
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d'une part aux éleves de construire des raisonnsmegour répondre a des
questions qu’ils se posent (obstacle-facilité);utfa part, ils peuvent aussi leur
barrer 'accés au savoir scientifique en les emg#éictie comprendre, de construire
certains concepts (obstacle-difficulté). Dans d#etau, nous avons pris le parti de
classer ces obstacles en quatre catégories dassuande clarté d’exposition mais
aussi parce gue nous pensons que ces obstacledesoatures différentes (bien que
certains obstacles puissent par certaines faegiestenir a plusieurs catégories).

-Les obstacles liés directement a la perceptiatistenguent des autres car
ils sont la conséquence directe de la primautédsilsle sur la conceptualisation.

-Les obstacles liés indirectement a la perceptésultent d’'une vision de
'ensemble des transformations de la matiere cordmeimples réalisations ou
séparation de mélanges ou encore comme des coommigtorsqu’il y a une
flamme ou une incandescence). lls permettent uoeo@die de pensée dans le cas
des réactions chimiques. Ces représentations sgst Bées a un attachement au
sensible mais au second degré car elles demandergramiére conceptualisation
(dans ce cas, les éleves doivent avoir constrdialpblement les concepts de
mélange et de combustion).

-L’absence de maitrise de certains concepts pawgniteun obstacle a la
construction de concepts intégrateurs comme celuidction chimique. Dans ce
cas, I'obstacle prend un autre sens par rappogtguca été vu précédemment : il
peut étre assimilé a une lacune.

-Les obstacles liés & des modes de raisonnematistdgguent des autres
car ils correspondent & des modes de mises eforeditnformations qui sous-
tendent des raisonnements. La plupart de ces dsstae sont pas spécifiques a la
chimie; ils sont transdisciplinaires.

Aprés avoir étudié le theme présenté dans le mateiehimie de X-éme
"Les lois de la chimie. La réaction chimique — ptr@@ne chimique”, nous avons
choisi comme objet de notre enseignement la rgactiomique suivante:

2 PbO + G- 2Pb + CQ

Nous avons élaboré un protocole expérimental elalmmiation avec les
éleves. La stratégie didactique a consisté a endagetléves, en les encadrant,
dans une démarche expérimentale qui leur permpastger, par eux-mémes, de la
réaction chimique a son équation-bilan.

Par une série de situations expérimentales et dstignnements, nous les
avons guidés vers certaines questions que noumrsuu’ils se posent afin qu'ils
se heurtent a certaines idées-obstacles. Ces passaligés font suite ou précedent
des expériences (proposées par le professeur oegpaéteves) qui ont pour but,
pour certaines, de les surprendre et ainsi d’amsglia dévolution de la situation.
lls sont au nombre de trois et sont situés:

-apres la mise en évidence expérimentale de la gdertnasse;

-avant la caractérisation du gaz formé;

-apres la mise en évidence de la non-interventiodiakygéne de I'air.
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A chaque fois, le questionnement a pour but dentexrda réflexion des éléves sur un
point du savoir dont nous avons fait 'nypothesé davait permettre I'activation
d’idées-obstacles. Par une gestion de classe viasé&eves ont été placés en position
d’exprimer personnellement leurs idées et de Iefaater a celles de leurs camarades
lors de discussions de groupes ou en classe e@itte dynamique d’ensemble
conduit les éléves a un véritable travail sur lestarcles.

Finalement, nous avons organisé les résultats abtety pour visualiser
I'activation de certaines idées-obstacles nous sacomstitué le réseau d’obstacles
en tableau 2.

Dans ce réseau, lorsqu’une réponse d’'éléeve esafafestation d'une ou
plusieurs idées-obstacles, nous avons lié par unusieurs fleches les différentes
idées-obstacles et leurs manifestations dans tasépde I'éléve. Lorsque certains
obstacles empéchent I'émergence de certaines fations, nous avons barré les
fleches. Par exemple, I'absence de stabilité cicipé de conservation de la masse
empéche I'émergence de la réponse "un gaz s’eappéh

Les idées-obstacles du réseau auxquelles se samtéheles éléves
observés ont été entourées d’'un rectangle grass B# représentent qu’'une partie
de 'ensemble des idées-obstacles potentiellesumlieg peuvent étre confrontés
les éléves de X-éme dans une telle situation.

3. Conclusion

Notre analyse a montré que le passage du phénoottsevable que
constitue une réaction chimique a son équatiompi@i en est sa modélisation,
n'est pas naturel et spontané pour les élevesldaage de I'équation-bilan sur le
phénoméne de la réaction chimique, sans réellexiéfi de la part de I'éleve
esquive une confrontation avec des obstacles ¢jniéegssaire a la construction du
concept de réaction chimique. Seul un passagenraset conscient d’un registre
de description a l'autre, réalise par les élevest feur permettre de surmonter les
obstacles et de construire réellement le concept.c& cas apres plusieurs
discussions de groupes certains éléves ont surreaRténémes les idées-obstacles.
Les autres ont eu besoin d’aide supplémentaira gart du professeur.

La stratégie didactique que nous avons utiliséenperaux éleves le
passage du registre macroscopique au registre soapaue (du modeéle), ce qui
les amenera a mieux construire le concept de cdactiimique. En méme temps,
cette stratégie didactique permet aux éléves geser des questions mais aussi de
laisser entrevoir ses représentations au professeur

Finalement, la connaissance des idées-obstacleefiea aux professeurs
de trouver les meilleures stratégies didactiques |@s travailler avec les éléves en
les aidant les franchir.
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Musata Bocos, Cercetarea pedagogi
Editura Casa Cartii de Stiintd, Cluj-Napoca, 2003

Statutul dsstiinta al unei discipline sau
ramuri a activiitii de cunoatere este asi-
gurat de domeniul propriu de studiu, de lin
bajul stiintific utilizat, de metodologigi in-
strumentarul proprii, precugi de legittile
si predidgiile formulate. In cazul particular a
pedagogiei stiinta care studiaz domeniul
complex al edugei, cercetarea pedagogic
joaad rol primordial Tn consolidarea statu
tului sau destiinta si in asigurarea dezvol
tarii sale epistemice.

Putem vorbi nu doar despre un inter
firesc pe care specigii teoreticienisi practi-
cieni il acord cercelrii pedagogice, ci desprg
un interes general pentru aceasta, datorat {
tului ca fiecare din noi are leguri directe
sau indirecte cu fenomenele ediimaale.
Dac mai adiugam faptul & reforma educa-
tionali actual presupune un interes speci
in diregia realizrii de cercetri pedagogice,
care stau la baza schignitor din educége si
care induc inovile educaionale, importata
si necesitatea temetitii la care ne referim,
sunt argumentate.

Cu denumired Cercetarea pedagogicd.
Suporturi teoretice si metodologice', cartea
pornate de la premisa formukatle autoare
pe coperta IV, &promovarea cerceti peda-
gogice asigur multiplele conexiuni intra-,
inter- si transdisciplinare ale componentel
sistemuluistiintelor educgei, conlucrarea
acestora, pentru ca astfél se soltioneze,
parafrazéndu-l pe Jean Thomas, migilana-
rile probleme ale edutie”, la nivel de sistem
si de proces.

"Raspunzand" titlului artii, autoareai-a
structurat discursui considerdile Tn sase
capitole, drora li se adaugo se¢iune de
exerciii aplicative, lista bibliografiei consul-

cd. Suporturi teoretice si metodologice,

Capitolul I, intitulat' Statutul si rolul cer-
Ccetarii pedagogice' ne ofed argumentarea
N- importanei investigdilor pedagogicsstiinti-
fice, caracterizarea genera cerceitrii peda-
gogicesi inventarierea fundlor sale, precum
si diverse modalitti de clasificare a acesteia.

Capitolul 1l este consacrat in intregime
discutirii etapelorsi demersurilor pe care le

- presupun cercétile pedagogice, intr-o ma-
niera reflexiva, care Tndeanincititorul s
comunice cu el insy si ofere dspunsurile

bsproprii la Tntrefdrile concrete formulatei sa
manifeste spirit critic Tn raport cu anumite

2 idei, opinii etc. Rematm, de asemenea,

aphustrarile concretesi exemplele care fac ca
lectura textului & reprezinte un demers facil
si productiv.

Importana agiunii de gantionare, a cu-

bl noaggterii modalititilor de eantionaresi de
realizare a sondajelor, au determinat-o pe au-
toare & le dedice un capitol separat - capi-
tolul III.

Cel mai extins capitol al ludti - al IV-
lea, abordedz"Metodologia cercetarii peda-
gogice', respectiv trei componente de Hate
acesteia - sistemul metodelor de colectare a
datelor cercétii, sistemul metodelor de #su-
rare a datelor cerceli si sistemul metodelor
de prelucrare matematico-statistia datelor

r cercelrii, fiecare cu subcomponentele sale
principale.

Maniera de prezentare este &|agiste-
matici si riguroad, desi nu lipsesc considera-
tiile si contribuiile personale ale autoarei.
Spre exemplu, remanm in subcapitolul IV.2.
tratarea metodei autoobsetied ca metod
de sine gitatoare, pentru a i se sublinia im-
portana si nuanarea denumirii unor metode
fundgie de contextul eduganal general actual

tatesi anexele luctrii.

(ne referim la "metoda analizei portofoliilor/
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a produselor activitii subiecilor educa-
tiei" si la "metoda cercétii documentelor
curricularesi a altor documentgcolare™).

Subcapitolele 1V.3si IV.4. sunt, de
asemenea, bine structurage articulate si
bogate in ilustiri concrete, astfel incat s
reuseste oferirea unei oriedti si a supor-
turilor teoretico-metodologicg matematico-
statistice minimale necesare unui cettoat
in domeniulstiintelor educéei. Diversele
exemple oferite pentru metodeledemer-
surile prezentate, 1i confefucririi valoare
de instrument metodologig 1i asigué apli-
cabilitatea practit

in capitolul V sunt surprinsg analizate
interrelgiile dintre cercetarea pedagogic
reformasi inovatia Tn Tnvatamant, oferindu-
se clarificri conceptuale utile.

Ultimul capitol, intitulat elegargi suges-
tiv - "Pentru o epistemologie a cerart
stiintifice Tn educde”, se dorgte a fi un
imbold adresat cadrelor didactice, studg
tilor si altor categorii de resurse umar
implicate Tn edudée, de a realiza, in moc
sistematic, cercéti pedagogice, mai mulf
sau mai ptin pretemioase. In egalmasun,
capitolul &i propune & construiast o vizi-
une generalasupra complementaiti fire sti
dintre cercetarea pedagagig practica edu-

17

caionak si asupra rolului cerceétii peda-
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gogice n reglarea, autoreglargautoopti-
mizarea sistemului de Ta@mant, a activi-
tatii educaionalesi asupra rolului de factor
de promovare a progresului general in edu-
cdie, la scat mai lardi. Capitolul se finali-
Zzeaz cu inventarierea unor elemente de
baz n cristalizarea unei epistemologii a cer-
cetirii pedagogice, analizate cu spirit activ
si critic.

Seciunea de "Repere pentru refliecsi
activitate aplicatig" contine exerdii cali-
tative si cantitative care indeariinexplicit,
la reflegie persondl, la autoaanaliz autoin-
vestigare, autochestionare etc., pregita
efectuarea de deterniim cantitative efec-
tive. Astfel, aceastse¢iune deine o impor-
tarni speciad pentru asigurarea caracterului
de instrument de lucru aliii.

Consideim ci prin intenie, atitudine
si abordare, autoarea a séusi ofere celor
interesa un autentic ghid pentru ceréete

n{pedagogice, axandu-se pe elementele mini-
e male necesare acestuia, explicitandu-le intr-

0 manied modern, care § tind cont de ac-
tualele paradigme pedagogigieprezentan-
du-le In manier clai, condensdtsi, in ace-
lasi timp, comprehensiu

DUMITRU SALADE
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