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STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLVI, 1, 2001

COERENTA PERSONALIT ATII IN ORIENTAREA SOCIAL-
COGNITIV A: CAZUL PSIHOLOGIEI CULTURALE

SOFIA CHIRIC A

ABSTRACT. Personality coherence in the social-cognite approach:
the case of cultural psychologyThe scope of this paper is to present the
studies that have demonstrated the influence edi@ilconceptions about
personality, existing in a culture, on the veryusture and processes of
personality of people living in that culture, aseooase of the social
cognitive approach to personality. The main differeays psychology
have treated the personality coherence probleraglg evocated at the
beginning of the paper. Further is presented théicp&ar contribution
cultural psychology brought in the domain. The delécaspects
demonstrate that the analysis of the cultural pslpgly case becomes
important for personality psychology by its empbkasin the social
construction mechanism. In this mechanism, a shamtteption of
personality is reflected in social practices argbamted meanings. These
practices and meanings constitute themselves &l kignificant models
of person. Living in a culture means to consistentg its local models
of acting and behaving, as well as think and feeu& acts and behaviors.
The stability and variation (i.e. the personalithermence) are searched at
the level of self and self-construction, by theeashers in the cultural
psychology domain.

Keywords personality coherence, social construction, medgti
processes, individual-environment relation

Explicarea coererei personalititii in psihologia trad¥ionala, a trasaturilor

Notiunea contemporan de personalitate porste de la supoda c
oamenii tind & prezinte, Tn situd diferite, stiluri similare de géandire, siire
(reagie afecti) si aciune. lai de ce o problem importand in psihologia
personaliitii este sspunsul la intrebare€um @ identifici si sa explici coeremm
transsitugionala a raspunsului psihologic?

in psihologia tradionaki a personalitii, diferertele individuale in
comportamentul social sunt conceptualizate ca digpaomportamentale sau
trasaturi, care predispun individul la angajarea in cortgmente relevante. Se
presupune o corespond@wulirect intre dispoazii si expresiile lor comportamentale:
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SOFIA CHIRICA

Cu céat cineva are intr-o mai mareasuia dispoziia spre compliagi, cu atat
comportamentul & va fi mai compliant. Conform acestei condiemespre
personalitate dispaz spre compliad determi nivelul compliatei (cat de
compliant va fi un individ), iar variéle de la o situge socia la alta (mai compliant
cu colegii decat cu persoane necunoscute sau vszgveunt irelevante pentru
personalitate. Consistntranssitugonak a devenit dovada coetten dispoziiillor
personaliitii. Consistera transsitugonak a fost definii ca rangul indivizilor in
tendina lor de a manifesta comportamente relevante pentrasitura in diferite
situgii si a fost nasurat prin coeficientul de corefie. Faptul & acsti coeficierti de
corelaie care reflect consisteta transsitugonaki sunt, Tn general, 8zuti este acum
un lucru acceptat, iar strategia cusedk interpretare a lor este acceptarea infeien
situaiilor. Contracararea influeei situaiilor se face prin agregara datelor pe o
anumi dimensiune In cat mai multe sitilaiferite, pentru a estima "adaatul”
scor general (Epstein, 1979). Corilla sunt dovada difereelor individuale
generale in aproape orice domeniu al comportamergatial. Media varigilor de
la o situaie la alta include cosiderarea vaiiiar ca erori de misurare sau rezultatul
influentelor intdmpitoare.

Cercetarea coerg transsitugonale a fost dominatde abordarea de sus in
jos a problemei, aratCervone (1999) Cerc#orii au investigat gradul in care
variate populai manifesti consecveta comportamentalin raport cu o #isitura
sau alta. Tasiturile, concepte stabilite Tn psihologie dumodelul aristotelian,
(arad autorul, citdandu-l pe Lewin, 1935), sunt absiradefinite prin eseta
comportamentelor clasificate. De aici puterea egpiva care li se atribuie.
Trasaturile sunt recunoscute in paternuri coerente @puns, evideate de
cerceitori prin dou tipuri de agregare a datelor: privind indiviziefii si privind
situgii diferite. Agregarea datelor privind persoaneedik conduce la evidérrea
unor factori care sunt proprigi statistice ale populei, nu ale persoanelor
individuale. Nu exist nici o garafie ca aceste constructe valabile la nivelul
populdiilor vor descrie cu acurate vreun individ particular. Referitor la agregarea
datelor despre sittia diferite, factorii corespund mediilor performgaior,
neputand explica vatia tendinelor comportamentale de la o siieala alta.
Ambele tipuri de agregare conduc la descrieri atelarilor medii ale &spunsului
psihologic. Tn consecia, teoriile personalitii care utilizeaz constructe la nivelul
populaiei Tsi pierd forta explicatid la nivelul cazurilor individuale. Analiza
statistiai a diferenelor individuale nu pare a fi o cale fiabilpentru descoperirea
structurilor cauzale care stau la baza lor.

Pentru mui teoreticienisi practicieni Tn domeniul psihologiei, studiul
personaliitii ramane studiul &saturilor, araéi Cervonesi Shoda (1999). "Dac
termenul tisatura, menioneaz autorii, se refer pur si simplu la un fenomensi
anume, existga paternurilor de aitine coerente, durabile, care difetiam
indivizii, atunci tésiturile sunt intr-adeir centrale pentru domeniul psihologiei
personaliitii, iar abordirile social-cognitive repreziato strategie de explicare a
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trasaturilor oamenilor. Dar termenulasatura mai aresi o alti semnificaie. El se
refed la o structur psihologi@ interna care este responsabilde consecvea

acsiunii in cadrul unor seturi de comportamengiesitugii. Utilizate Tn acest al
doilea sens #isiturile si teoria tesaturilor sunt, simplu, o posildilcale de a frelege
fenomenul coergri personalitii”. (Cervonesi Shoda, 1999, p.9).

Mischel (1999) evideiaza evoluia separdt a psihologiei socialgi a
psihologiei personalitii. Psihologia tradionaki a personalitii presupunea €
indivizii sunt caracteriza prin dispoziii sau tendige comportamentale,
manifestate relativ stabgii constient in diferite situgi. Aparitia timpurie a unor
studii care nu au rgil si adu@ date suficiente Tn sprijinul acestei supibzi
(Hartshornesi May, 1928, sau Newcomb, 1929) nu au stanjenitticoarea
cercedrilor In cadrul paradigmei principale a teoriilasditurilor. Indoielile au
persistati ele. Alternativ principak pentru un timp, abordarea psihodinainicu
infererte si judecati privind coerema fungionarii personalitii bazate pe studiul
clinic al persoanelor, a condus in cele din asifanindoieli aser@natoare, apreciaz
Mischelsi Shoda (1995). Evotia separdt, dac nu chiar in conflict, a psihologiei
sociale, cuprinzdnd apatorii puterii explicative a situélor si a psihologiei
personaliitii, n care apratorii constructului de personalitatesi Tcontinuau
investigaiile, este una din consec¢#le disputelorsi a exagedrilor care au
fractionat cerceitrile, anterior cooperative, in domeniu. "O abordarétai n
studiul personalitii, care & cuprindi atat dispoziile catsi procesele, mi se pare
dureros necesar dat fiind adancimea sepdii neconstructive care a ajit in
domeniul personaditii”, spune Mischel (1999).

Definirea personalitifii prin procesele care medidzelasia individ-situasie

Teoriile social cognitive ale personatit definesc alte uniti de analiz
prin care conceptualizeafungionarea personaiitii si diferentele dintre indivizi.
Ele nu caut eseme abstracte, invarigintranssitugonali. Cognitivistul social se
straduieste €1 explice fenomenele prin referire la procesele dognsi afective
care determif coerema transsitugonak a @spunsurilor. Strategie explicaiivde
jos in sus, abordarea social-cogritiincepe prin investigarea mecanismelor
psihologice specifice care iatin agiune in situdi particulare. Sunt explicate, prin
aceste mecanisme, nu doar tepelm recurente dagi situaiile particulare care pot
devia de la normele statistice. Indivizii suntelmsi prin sisteme care cdn
procese nomotetice, dar aomtul psihologic al acestor procese este tratat
ideografic. (Cervone, 1999, Higgins, 1990). Telmikocial-cognitive sunt teorii
ale proceselor psihologice care stau la baza cmeneersonalittii.

In intreaga istorie a studiului personalita existat o concefe alternatii
care vedea personalitatea ca un sistem de proceskatoare, cagiente si
incorgtiente, a @ror interatiune se manife§tin modele predictibile ale relai
situaie - comportament.
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Dupi cum obser¥ Mischel si Shoda (1995), deja in teoria psihodinaini lui
Freud, inconsecveeale si contradigiile derutante ale comportamentului in diferite
situaii au devenit mai clare, cand modelele fidta situatie-comportament au fost
vizute ca fiind expresia unei dinamigia motivaiilor care stau la baza lor. In
psihologia social si in psihologia personaiiti contemporane, teoriile proceselor
mediatoare au o dezvoltare impresiofiarteoriile difed semnificativ Intre ele,
precizeai autorii, dar se asedmi prin concentrarea asupra proceselor social-
cognitive mediatoare ale reka situgie-comportament. Constructele lor sunt cele
ale teoriilor sociale, cognitive, Tatarii sociale sau al teoriilor identifi. Desi cele
mai multe sunt social-cognitive, unele dau, de &sera, ateie procesrii
automatesi inconstiente Natura invariapei personalififii si a expresiilor ei
comportamentale estegzut: de aceste teorii Tn scopurilgi motivele care
impulsioneaz individul si sunt ciutate acolo undei atunci caAnd se manifesun
comportament, iar nu in frecven generad a comportamentuluiDe aceea,
paternurile varigilor in relaia situaie-comportament pe care o persbde
manifess, subliniaz Mischelsi Shoda (1995), sunt o cheie posilith Tnelegerea
individualititii si coerenei personaliitii si nu o sur8 de eroare care trebuie
eliminaé. Din perspectiva definirii persondiiti prin intermediul tasaturilor,
variabilitatea intrapersonalpe o anumit dimensiune este consideragroare.
Pentru a ajunge la cea mai Buaproximare a "scorului real" la dimensiunea
respectii se calculeaz media scorurilor diferite la comportamentele marare.
Daci scorurile unei serii de comportamente particutiae profiluri diferite la doi
subiegi diferiti, intrebarea ridicétin cadrul acestei concgipdespre personalitate
este da nivelul general al dimensiunii este agela cei doi subieg sau este mai
ridicat in cazul unuia dintre ei. Din perspectivafiniri personaliitii prin
procesele care mediareldia situaie-comportament, intrebarea care se #idiste
daa schimlarile relgiei situgie-comportament distinctive pentru individ sunt
stabilesi au vreo semnifigge psihologid. Daa sunt stabilesi neintampitoare
atunci profilul acestor refih spune ceva despre esarcoeretei personalitii si
despre sistemul de procese care 0 produce.

In concluzie, in orientarea social cogniticoerera personaliitii nu este o
problemi de manifestare consecvarnin situaii diferite a tésaturilor fiecarui
individ. Stabilitatesi consistera pot fi observate in felurile in care fiecare vndi
se angajedzin diferite tipuri de situ@ sociale. Dad o persoai se manifest
inconsecvent, aspunde diferit la ceea ce pare a fi agesitugie, aceasta se
datoreaz constructelor personale privitoare la sitaarespectis, interprefrilor
subiective diferite ale sittiei. Relaia intre variatele interpréi subiective ale
situaiei si raspunsurile corespuatoare amane stabil. Teoreticienii de orientare
social cognitid se concentredizpe procesele care descriu ackasllaie. Ei
studiaz consisteta care exigt la nivelul constructelor subiective. Este o
consistert la nivelul sinelui, identiitii personale, care nu se forméazdependent
de contextul social al individului. Interpéele variatelor situgi sociale sunt
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rezultatul "negocierii" percejdor celor implicai, precumsi rezultul angajrilor
anterioare ale fieeui individ Tn situaii pe care tot el le apreciaza relevante ori
similare celei prezente. Contextul social devineagdest fel element constitutiv al
persoanei, iar examinarea naturii siil@ sociale, a practicilor cotidiene, a
repovestirii lor sunt mijloace importante pentreelagerea personaliti

Dependera de cultu@ a Treelegerii personalidtii: constituirea mutuali a
culturii gi personalitfii

Posibilitatea ca identitatea persenal fie definiti foarte diferit in culturi
diferite constituie o teth majo a psihologiei culturale. Exist diferene
importante intre ceea ce, in contexte culturaleridd, se irelege prin a fi o
persoad. In cultura vest-europedro persoai este o entitate autonamdefiniti
printr-un set de atribute, catit si procese. Configuta atributelorsi proceselor
interne determiln comportamentul persoanei care, fiind expresia taces
configuraii, este consecvent in sitiiadiferite si stabil in timp.Comportamentul
variazz de la un individ la altul, pentruacatributelesi procesele lor interne sunt
diferite. Acest model al persoanei ca entitate indepe@deoludesi prezumpia ca
la originea comportamentului social stauiiturile persoanelorin culturile est-
asiatice persoana estézuti Tn primul rand ca o parte a unui set detiietciale,
comportamentul este o consegia reagei fata de atii cu care persoana este in
interdepende, iar originea comportamentului este r@kainsisi. Acest model in
care persoanele sunt definite ca éntinterdependente include ideea intrucat
situgiile sociale in care este incla persoat sunt variate, comportamentuits
variazi: de la o situde la altasi de la un moment la altul.

Psihologia cultural ajunge, in esef la ideea & viata in diferite culturi
echivaleai cu dezvoltarea unor sisteme psihice care tfaneaza diferit.
Psihologia ultimului deceniu evidgazi rezultate de cercetageteorii care sugn
limitarea cultural a unor fenomene psihice fundamentale, intre cansistera
cognitivia. Kitayamasi Markus (1999) evacstudii care au demonstrat chinezii
pot fi adesea conv§n cu argumente care sfideazonsecveta logic si ca
japonezii nu par a se angaja in reducerea disenasognitive. Coerga
personaliitii nu poate fi inelead in afara contextului sociai cultural.

Influentele culturale au fost adesea conceptualizatetraasmiterea
unidiregionala catre individ a informéei existente la nivel cultural. Cultura este

In conceptualizarea autorilor KitayarsaMarkus (1999) culturai personalitatea
se constituie mutual. Participarea cultarakte inerent actly deoarececultura
permite, invii sau constrange acni umane, ganduri, sentimenie motivaii.
Pentru a se angaja n rdlasi practici structurate culturali pentru a fungona
normalsi eficient Tntr-un mediu social particular, o peasbtrebuie & ajungi si-si
coordonezeaspunsurile cu cele existente in acel mediug&ndeast; 2 simt si
sa agioneze prin referire la practicile, réige si institutiile locale (reflectate, spre
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exemplu, Tn utilizarea limbajului, Tn natura disswiui si In scenariile de
conversge, precumsi n sistemele de eduge, de ingrijire a @natatii si in cel
legislativ). Pentru a realiza aceasbordonarendividul utilizeaz modelele locale
care devin parte integradita sistemelor sale psihologicklodelele de gandirei
agiune, afectivesi motivationale devin parte integranta inferenelor sale, a
proceselor de autoevaluare, de autoperegpde percepie a altora, de realizare
personal, de luare a deciziei, de recemaionak, etc. Gutand & se adapteze la
ceea ce este favorizat intr-un context socialiddiyidul si dezvol& un set propriu
de procese psiho-sociale prin care reproducérindt la randul lui, practicile
socialesi semnificaiile asociate acestora.

Ereditatea biologit face adaptarea cultufighosibik, dar nu determiin
intregime organixzile cognitive, emg@onalesi motivationale pe care o persaagi
le dezvoli n cursul maturiarii. "Structurile si procesele psihice sunt (in schimb)
modurile caracteristice unei persoane deamifitr-un asortiment de permisigit
culturale" (Kitayamasi Markus 1999 p. 252; wi Gibson, 1966) Cultura poate fi,
deci, conceptualizatmai bine ca o structéilsau un cadru in care cineva Gasit se
adapteze gandind, simd si agionand efectiv, mai curand decéat ca o entitate de
invatat si de irteles. "Conform psihologiei culturale constiiacunei persoane este
mediati nu numai de inform@ sau cungintele intrate Tn mintea ei despre ce este
binesi ce estedu, sau ce&fad si ce g nu fad, dar de asemenea, mai semnificativ,
este mediatde practicisi semnificaii care sunt istoric construitg Intiparite n felul
cum oamenii dintr-o comunitate gandesc, sinaic/ioneaz”. (Kitayamasi Markus,
op.cit. p. 255 subl. noast). Asadar, dag accepim ci personalitatea se constrie
prin coordonareai acordajul &spunsurilor individuale la configuia practicilorsi
raspunsurilor culturale, a cerceta cogeepersonalitii echivaleaz cu a investiga
modelul specific de persoamprin care comportamentul ajungé §ie semnificativ
atat pentru actor céi pentru observator.

Construgia colectivi a situaiilor sociale

Influentele modelelor culturale asupra ftiflor si proceselor psihologice
depind semnificativ de felul in care sunt consg&ruiblectiv situgile sociale.
(Kitayama,et. al. 1997). Rdgonamentul autorilor este ugtorul. Ideile, ideologiile
si modelele de identitate persomhale reflect selectiv in practicile culturalg in
semnificaiile asociate acestor practici. Acesteati@®eaz ca permisivitii
culturale pentru unele procesg structuri psihologice mai mult decat pentru atel
La randul lor, proceselg structurile psihologice meim sau schimé practicile si
semnificaiile sociale care, mai departe, justificreprini sau schimfy ideile,
ideologiile si modelele de identitate persoialnele practici sociale pot fi explicit
desemnate as concretizeze asurtipe unei anumite ideologii privind identitatea
personal. Ele pot integra alte practigi semnificaii sociale existente, pe care le
reinterpreteaz Etiologia practicilor sociale ale unei culturidemporane este dificil
de stabilit. Ele refleét o lume semiotié mai mult sau mai gin coereni de
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semnificaii, interpretiri, structuri de gandire, enip dorinte si agiuni care aldtuiesc
permisiviitile acelei culturi (ceea ce Gibson, 1966, a nwwliiural affordances).

O dat stabilite, proceselg structurile psihologice sunt, cel fouin parte,
functional autonome in raport cu practicile socigiesemnificaiile din care au
derivat. Indivizii pot & initieze schimbri in realifitile sociale imediate. De
asemenea, setul mereu fluctuant de pragtisemnificaii sociale poate fi folosit
fie pentru a justifica, fie, dimpotriy a respinge reprezeinie culturale (adig
ideologiile, ideile culturale de bazi modelele de identitate persoiasociate).
Reprezeririle culturale pot fisi ele schimbate.

Cerceirile realizate de Kitayama, Markuys colaboratorii lor (Kitayama
et. al. 1997, Kitayamg Markus 1999) permit autorilorisanalizeze cum depinde
de cultud intelegerea unitii si coerenei personalitti. In cultura japonex
identitatea personaleste definid Tn primul rand prin referire la multitudinea de
relaii sociale in care este cuprins individul. De acesi apreciatabilitatea unei
persoane de g-schimba perspectivele angadj in lume. Autorii ilustreaz felul
cum, du@ c&tigarea unei compeii sportive, o participadt isi schimki
perspectiva de persaarpublici angajai hotirat intr-un rol de participant la
competiii sportive dure, implicand far morak si persevereta, atitudine strict si
critica fata de sine, cu perspectiva unei persoane vulnerabigata privat, plina
de aldura si intelegere fa&a de propriul efortsi perseverefd, manifestate n
confruntarea cu dificutile acelui rol. In Telegerea japonezilor cele doatitudini
se completed@zuna pe alta. Simpatia indga# fata de sine insgi atrage atefia
asupra forei morale a persoanei dar, in agetemp, face din aceasfigura publica
puternié o persoaf comurd, capabii de sentimentgi emaii obisnuite. Concepa
filozofica aflati la baza acestei filegeri este aceea a echilibrului dinamic sau
balanei intre fore opuse, incompatibilgi inconsistente. O concep filozofica
diferita, cu tradiie vest-europedn vede in coerea personaliiti consistema
elementelor ei. Pe ea s-a intemeiat o0 psihologieraonaliitii in care individul
este faptul primar. El are cdlit sau atribute interne, "dispoi#l sau "trasituri”
care ghidea¥ diregioneaz si organizeaz comportamentul persoanei, gandisea
sentimentele ei. Consist@n trasaturilor asigud consisteta sau consecvem
functionarii cognitive, motivaionale si comportamentale, vizikil transsitugonal
si transtemporal. Verificarea mod@sin viaa reaf a consecveei situaionale
asteptate i-a dcut pe cercdétori si sugereze &£ ea se aplic numai domeniilor
pentru care consecvianconteaz pentru indsi persoana respectiv

Favorizarea sociat a percegiei consistewei interne a personalitfii

Modelul personalitii existent intr-o anumitcultura influenteaz atat tipul
de agiuni Tn care indivizii sunt mai motivasa se angajeze, cat modul in care
comportamentul este justificat détre actor cai de dtre observator. Existdate
(Triandis, 1995, citat de KitayamgaMarkus, 1999) care a#ati in culturile vest-
europene atitudinile sunt predictori mai puternigicat normele sociale. Be
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consistera personal nu poate fi intotdeauna atispentru @ fortele sociale
influenteaz cursul adunilor, comportamentele ce par inconsecvente sunt
reinterpretate prin mecanisme de autopgieepi autojustificare, astfel Tncat
consistera perceput este restabilit prin actualizarea dispailor (atitudinilor) n
acord cu comportamenteledivizii sunt mai puternic motivasa se angajeze intr-
0 acgiune a arei inifiere este percepatca finind de propria alegergi propria
voirya. (Kitayama si Markus, 1999; Decisi Ryan, 1997). Comportamentul
interpretat de actor ca fiind rolul disppior sale interne este observat
interpretat de @l cu scheme interpretative similare. Atat actaréisi observatorul
manifest tendina de a ignora sau de a nu giesi tina complet seama de
informatia privind fortele situgionale in percega comportamentului. Opeide de
restabilire a consistégi pot fi gisite atat in autopercge catsi in percefia altora.
O referina automai si obligatorie a actorului la propriile dispeiziin ghidarea
agiunilor sale este imediat ingid de nclinaia la fel de spontana celuilalt de a
presupune dispazie la baza comportamentului actoruluiadpunsul fiedruia
confirma supoziiile celuilalt. O dai automatizate opetide de restabilire a
consisterei in autoperceja si justificarea comportamentului, atributele integne
dispoziiile sunt in continuare percepute ca intrapersqreadactori interni care fi
organizeax comportamentelesi interagiunile cu ceilafi. Permisivitatea si
promovarea socidla consistefei percepute dintre dispoisi comportament nu
mai este observatpersoana fiind perceputa entitate autonaChiarexperiema
subiectivi de a fi independent estadar, dzuta aceti autori ca fiindsuginutz de
un context sociocultural care permitieinvita la astfel de experiga.

Favorizarea social a percepei interdependerei persoanelor

In culturile est-asiatice, argumentgaXitayama si Markus (1999),
situaiile sociale prezirt, in contrast, caracteristici care promovearodelul
interdependeei persoanelor. Persoana este defimtprimul rand prin referire la
relaia sa cu o unitate socialpertinend si la masura in care se ajustéal
standardele de excel@érsau imaginile ideale ale acelei t@laDe aici, o puternig
cerere de acordare a sinelui la realitatea socittele comportamentale sunt
concepute, ghidatesi generate prin procese psihologice care incorgérea
expectarele, normelai regulile realiitii sociale imediate. Individul poateuata $
identifice ce gteapt, ce au nevoigi ce doresc de la sinetial semnificativi, din
acel context. El este inclinai stilizeze aceste ancore sitiséale in organizarea
gandurilor, sentimentelogi aciunilor sale. Experieta subiectii persona care
rezulti si predomiri este caracterizatde integrarea in contextul social specific.
Actiunea oricui este identificatsi facuti semnificatié prin referire la contextul
social care o inhcadreazKitayamasi Markus, 1999, Markusi Cross, 1990).

Tn sprijinul analizei lor, Kitayamai Markus citea# rezultatele prezentate
de Triandis (1995) conformimra Tn Asia normele sociale tind e relativ mai
importante decat atitudinile in preda&comportamentului. Beun acordaj perfect
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intre sinesi realitatea socialinconjuitoare nu poate fi atins, se dezugtrocese
psihologice prin care #onile care par &a legitura sau incongruente cu
expectarele situgionale 4 fie repede reinterpretate pentru a mmnsensul sinelui
ca perfect integrati Tncadrat Tn context. Nu este neghiit pentru japonezi,
concretizeax autorii, ca acte care din perspectiva nord-ameficnt intrinsec
atragatoare, & fie formulate in termenii datorigi obligatiilor sociale. Despre o zi,
in fapt amuzanrt petrecut in natud cu familia, ei pot spune: "Nu-mi place de fapt
sa merg, dar copiii sunt copsi trebuie 4 iesi cu ei”, subliniind importaga sinelui
ca pirinte responsabil. Din perspectiva culturilor vestopeane a face ceva din
cauza obligdilor fata de atii, a nevoilorsi cerintelor lor, chiar cand ei sunt membri
ai familiei imediate, poate fiazut ca pasivitate sau dependerca sacrificare a
autonomieisi controlului propriu. Cand li se muimeste pentru ceea ce aactit
pentru alii americanii spun adesea, "Mi-aaput ¢ fac asta; a fost distractiv",
ferindu-se de ajvea @ fac ceva doar caispuns la presiunea sodiafapt ce este
interpretat ca #biciune, ca lipd a capacitii de a rezista cererii ilegitime a
celorlati. (Kitayamasi Markus, 1999 p.265).

Procesele psihologice care mnian percepia sinelui in relgi de
interdependegi cu atii sunt promovate de puternice expectgamormative ale
altora cu scheme interpretative similare, in cages@ana apare in intregime ca
social interdependent O da#i stabilite structurile psihologice ajustate la
expectarele normative puternice, cetéle sociale vor fi percepute ca parte a
sinelui. Reactivitatea socidl devine atat de automatsi habituaki ci ancorele
sociale la care &spunde o persoarsunt simite ca parte a sinelui in acea sitig

Individul tine intr-un echilibru mereu schirtior, in funcie de tipurile de
relaii sociale disponibile din via sa, mai multe perspective asupra lui §nsu
asupra altora. Pot apare configiirale sinelui diferite, in funge de pozia sau
perspectiva exat&tpe care o ia individul (de exemplu, perspectivappe din
relgia sa cu un membru al familiei, cea din tielasa cuseful siu sau cea din
relatia sa cu subalternii, etc.). Pentriy @xisé mai multe contexte sociale pentru
acees persoas, fiecare individ dezvoit mai multe reprezefti ale sinelui n
relaii sociale. In culturile est asiatice se recusteaexplicit & individul poate
prezenta identiti personale cu caracteristici diferite in contegsteiale diferite,
pentru @ identitatea sa este parte a mai multor atingociale: familie, grup de
mund, etc. Multitudinea de perspective legate de cqrgesociale diferite sunt
integrate, sut Kitayamasi Markus, 1999, in dauperspective mai largi care
coexist n identitatea japonezilor: urtane de cadrul oficiaki cealalt de cadrul
personal al vigi. Cadrul oficial implia activititile individului in relaiile sale
relativ formale, oficiale. ldeile care domiiracest cadru afirinierahia socidal,
existena unor @i ideale de a face orice lucru, danevoiasi posibilitatea fiedruia
de a @si calea proprie printr-un angajament de durit realitatea social
inconjutitoare. Tn cadrul oficial retile sociale sunt definite prin roluri, statusuri,
bogitie, rang edua#onal si alti indicatori impersonali ai locului individului,

11



SOFIA CHIRICA

meritul ciruia este stabilit prin succesul sag@ul n atingerea lor. Dobandirea sau
apirarea onoareji evitarea rginii sunt scopurile existeai in acest cadru. Fiind un
element in spaul social, valoarea sinelui depinde de piezéa Tn acest spa: a fi
mai merituos echivaledzcu ocuparea unei pozimai inalte in ierarhie. Fiecare
pozitie particulai are, ing, o imagine ideal definitd social cu care individul este
comparat. Perfeipnarea individului in cadrul acestui sjpaeste posibil prin
eliminarea origror neajunsuri personale care sunt identificate pdmpararea cu
imaginea idedl a poziiei pe care o ocdp Reprezentarea sinelui in cadrul oficial
guverneaZ experiema subiectiv a individului Tn situéi publice.

Cadrul personal implicactivitatile individului Tn contextul mai informal,
al relaiilor sale de familie sau de stré@ngrietenie. Principiile care ghideaz
agiunile Tn acest cadru sunt mai ales afecgiverientate spre al. Ele pun accent
pe empatie, simpatig compasiune. Increderea sau deperalele buavointa sau
mila altora este posikilsi dezirabili. In acest cadru diferegle de status ale
cadrului oficial sunt suprimate in cea mai mareteaCriteriul central pentru
judecarea sinelui este faptul daa fost acceptatsa cum este de ceitgl
semnificativi, din acea refi@. Evaluarea ca bun sauur nu are relevaa.
Persoanele cu calit pot fi acceptate pentriacsunt respectate, iar cele cu defecte,
pentru @ au nevoie & fie ajutate. In aceste circumstanindivizii simt calm,
relaxaresi fericire.

Tn practicile socializrii in familie si In scoak, etosul cadrului oficial, Tn care
se pune accent pe adageta regulisi obligaii si etosul cadrului personal, in care
predomird atitudinea de simpatie tfa de altul, de cooperarg sprijin mutual,
coexist. Tinta educaei este de a ajuta individui slobandeasccompeteta sociai
de a se ma cu flexibilitate ntre cele daucadre fintr-o maniér social
corespunitoare.

Distinctia Tntrecadrul oficial si cel personainu trebuie privid ca o simpl
distingie intre planul publicsi privat al vieii individului, dar ca teme
organizatoare ale origrei relarii in orice moment. Fiecare regasocial poate fi
marcai de ambele teme. De asemenea, digénintre cadrul oficialsi cadrul
personal ale sinelui nu se suprapune digénintre costiinta unui sine publigi
corgtiinta unui sine privat. Cele dedorme ale cogtiintei se refet la caracteristici
ale gandurilogi sentimentelor. Cadrele oficial personal se reféra poziiile sau
perspectivele sarionate cultural, din care sunt generate toate acgdhdurisi
sentimente. Oricare ar fi po& pe care individul o ia pentru a reflecta asupra
sinelui sau a retdlor sociale, atat gandurile private cétpreocugrile publice pot
face obiectul experigai sale cogtiente. Ceea ce variaintre cele dodicadre este
forma n care sunt configurate aceste planuri deligdsi traire afectiv. In cadrul
personal temele organizatoare cheie sunt angajamémerpersonal plin de
afediune, simpatigi baza pe aii, iar in cadrul oficial temele sunt angajamenitul
rol, autocriticasi autoperfedonarea. Kitayama Markus, 1999).
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Desi schimbarea cadrului de refegin poate fi intalni& oriunde in
interaciunile sociale, nigieri, afirma Kitayamasi Markus, nu este atat de elabdrat
si autorizafi cultural ca Tn culturile est-asiatice. Ca in exkrmptletei citat mai
fnainte in acest capitol, semnifizasi evaluarea sinelui diférintr-un cadrusi in
altul. Atitudinea severfata de sine din timpul de&furarii cursei (cadrul oficial)
este inlocuit cu aldura sentimentelor fa de sine dup cursi (cadrul personal).
Reprezentarea sinelui ca participant la maratoa ¥docuiti la incheierea cursei
Cu reprezentarea sinelui ca femeie, logodlsau copil. Aceeg actiune poate avea
semnificaii foarte diferite, in funtie de perspectiva din care cineva o pyigagi o
evalueaz. Dualitatea paternurilor de comportament sogiale autoperceje duc
la un relativism social in care standardele foéo&it discursurile morale varigz
depinzand semnificativ de rgiée sociale in curs.

Autoperceia japonezilor este intr-ad@vspecifi@ contextuluisi adesea
dualist. Astfel, atributele cu care participinla un experiment se auto
caracterizeaz se suprapun doar in progerde 20% cu atributele folosite atunci
cand se descrisa cum diii se gteapt si fie. Suprapunerea este de 50% in cazul
subiedilor americani. In reprezeirile japonezilor sunt diferga intre felul cum se
vad ei Trpisi si cum cred & asteapd altii ca ei 4 fie. Reprezertile acestora sunt
stabilesi consistente. Ali nu ssteapt ca ei 4 fie altfel decat sunt.

In cazul persoanelor din culturile vest europenmaitica si afediunea
fatd de sine se exclud reciproc. Japonezii pot fi Baxitocritici dar pot manifesta
auto-afedune de indat ce misurrile sunt implicite. Intr-un experiment recent
(Kitayama et. al. 1997) 400 de sitildmplicAnd successi respectiv insucces,
generate de subigcamericanisi japonezi, au fost oferite altor participgnde
asemenea americagii japonezi @rora li s-a cerut®spuri dad si In ce nisui
stima lor de sine cs&e sau descsge in fiecare situge. Subieg@i americani au
dovedit @ stima lor de sine este mai afeétde situgile de succes (csée relativ
mai mult) decét de sittide de insucces (scade relativ maitip)t Japonezii s-au
manifestat diferit: stima lor de sine a fost maecat de situgiile de insucces
(scade relativ mai mult) decat de sifila de succes (cste relativ mai ptin).
Autorii interpreteaZ orientarea americanilor spre aspectele pozitieesalelui ca
tendinta de supraapreciere, iar orientarea spre aspectgiative a japonezilor ca
tendinta spre autocriti#. Aceste tendite diferite, se mai demonstréain studiu,
sunt sugnute cultural: situgile generate de subigicamericani sunt judecate atat
de americani cé$i de japonezi ca determinind Tn mai marésot decat cele
generate de japonezi gterea stimei de sine. lar situl® generate de japonezi au
fost considerate atat de japonezi gatle americani ca determinind Tn mai mare
masurd decét cele generate de americaridecea stimei de sine. Alte experimente
sunt citate de Kitayamg Markus (1999) pentru a demonstradiferertele etnice
dispar dag subiedii au trait Tn acelai context cultural.

Diferente culturale au fost remarcagein cadrul unui amplu inventar de
personalitate. (McCrae, et al. 1998). Aceste difigrau fost foarte mici, Tscand

13



SOFIA CHIRICA

compargile s-au ficut intre etnii diferite care @au in acelg context cultural
(chinezi care #iau in Canada). Diferegle nu au disput in intregime: "Ceea ce
par a fi proprietti ale unei persoane pot constitui foarte bine ostslgie de
tendinte de #spuns acordate la permisitite culturale”, subliniaz Kitayamasi
Markus, 1999 p.283) punand in digeuconceptualizarea personatit ca structui

a dispodiilor interne.

Pentru & in contextul cultural japonez se accentdearerdependea
persoanelor, sarcina principab acestora este adecvarea in tifldasociale.
Autocritica antrenedz consecire pozitive, deoarece este integrah procese
motivaionalesi interpersonale. Adecvarea in néla sociale devine posilailprin
identificarea imaginii ideale a sinelustaptat de atii semnificativi din relae, a
ceea ce lipsge sinelui Tn compatee cu acest ideai inlaturarea acestor deficign
Acest act de a reflecta asupra comportamentulueriant pentru a-l putea
imburatati si prin aceasta a deveni parte a unei dnisociale relevante este
elaborat cultural in conceptul de refiec(hansei).Expectarele concrete ale altora
privind adecvarea la o imagine social Eripsitd a persoanei ideale intr-un context
dat exisi pe tot parcursul vig individului. Natura acestei imagini ideale se
schimki, dupi cum individul indeplingte roluri familiale sau organizanale.
"Pentru & autoperfegonarea este anco#ain standarde de excetérimpartasite
social, angajarea contiiin acest proces inseafna afirma, atat privat cad
public, angajarea individului Tn acea unitate ddci@familie, clag scolan,
companie) din care este derivat standardul; ".@arfecionarea este un act
simbolic de afirmare a valorii relai din care constituie o parte, Indeplinind prin
aceasta sensul sinelui ca entitate integral inpendléent”.(Kitayamasi Markus,
op.cit. p. 283). Date experimentale usiceast idee demonstrand, pe de o parte,
ca autocritica se manifesimai pregnant in legura cu atribute social indezirabile
si, pe de alt parte, @ indivizii sunt mai critici cu ei igisi si mai generei cu ceilati
dintr-o relaie. (Altii din relaie pot foarte bine oferi un standard in raport atec
indivizii si se autoperfeibneze. D¢ evaluarea mai genergas atributelor
dezirabile ale altora poate insemgna atitudine de simpatie.)

intrebarea pe carg-o pun autorii este de ce, ddtind logica consisteei
personale, autocritica nu este fiigode sentimentul de nejglere faa de sine, cum
sugereaz teoria lui Heider (1958) sau de stirde sine stzuti si pesimism cum
prevede teoria lui Selingman et. al. (1979). Dimipét rezultate de cercetare drat
ca japonezii manifegtun sentiment de afgane faa de sine cand evaluarea este
implicita. Cum poate exista acest sentiment in prgzeartiintei neajunsurilosi
slibiciunilor relevate de autocriti® Rispunsul rezid in perspectivele multiple ale
sinelui, din care unele sunt asociate cadruluiiafi@r altele cadrului personal.
Autocritica Tn serviciul autoperf@onarii este tendira psihologi@ Tn cadrul
oficial. Cand sinele este definit in termenii diszdui oficial, iar cadrul oficial
alcituieste sistemul de autoreglare, cadrul personal espeinsat, expediat la
periferia contiintei. In cadrul oficial persoana este preocimi datorii, obligi,
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expectare si reguli sociale. In cadrul personal sinele estefigorat diferit;
angajamentul iriccat de afegunesi simpatie faa de atii trece in prim plan. Chiar
cand individul se angajeain activititi sociale poate, ocazionah schimbe cadrul
ludnd o perspectiiv persona. Reprezentarea oficiala sinelui devine obiectul
aprecierii din perspectivpersonal. Sinele construit in termeni oficiali este privit
ca un partener de dialegtratat cu simpatie fa de problemelai dificultatile pe
care le Intampin Tntelegand coerea personalittii ca echilibru a perspectivelor
multiple asupra sinelui, autocritica apare ca upees al sinelui care invit
afediunea faa de sine cand perspectiva se schinde la cadrul oficial la cel
personalsi invers, afedunea faa de sine Tnsyi ofera o baz sigua pentru
angajarea n autocritigi prin aceasta in autoperfemare.

Rezumat

Scopul acestei lugri este de a prezenta studiile care au demonstrat
influenta concepilor culturale despre personalitate existente tarmoment dat
intr-o cultui, asupra structuriii proceselor personaiiii oamenilor care tiesc in
acea cultut, ca un caz de abordare social-cogaita personalitii. Principalele
moduri in care psihologia a tratat problema cogiepersonalittii sunt pe scurt
evocate la Tnceputul luimi. Mai departe este prezentatontribtia particulas pe
care psihologia culturala adus-o in domeniu. Aspectele selectate demaoasits
analiza cazului psihologiei culturale devine impaft pentru psihologia
personaliitii prin accentul pus pe mecanismul consiiricsociale, mai evident in
compararea unor culturi diferite. Un mecanism ireaa concefle comura despre
personalitate este reflectain practicile socialesi semnificaiile asociate acestor
practici, care se constituie Tn modele locale séoative de persoane. Aairintr-o
cultura inseama a utiliza consecvent modelele ei locale dguaesi comportament
casi cele de a gandi simti in legitura cu agiunile si comportamentele. Stabilitatea
si varigia comportamentului (coergn personaliti) este @utaé de cerceitorii
psihologiei culturale la nivelul sinelii construdiei sinelui.
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INITIAL TEACHER TRAINING AT "BABE  $-BOLYAI"
UNIVERSITY

LILIANA CIASCAI *

ABSTRACT. La formation initiale des professeurs a I'Universié

« Babg-Bolyai ». A I'Université « Babg-Bolyai » la formation initiale
compronde 224 heures repartis ainsi: 56,25% psyghiokt pédagogy,
18,75% didactique ... (de la Physique par exempleR58t pratique
pédagogique. Une telle préparation initiale ne éepnte pas une bonne
base de départ dans la carriere didactique et eEnpos grande investition
(du temps, du budget) dans la formation continue

I. Pre-service training characteristics

In Romania social and economical considerationkent@acher profession
pass in a second place. Less and less high schembla@ies choose faculties which
train them for a teaching career. Those who chdlbem do this because these
faculties don't select the candidates rigorouslyeiatrance.

Despite the findings and the signals that have lweastantly received for
the last 5 years which show the superficiality lé scientific knowledge which
these high school graduates enter the faculty viltk, leading staff of these
faculties haven't revised the Curriculum in ordereémedy this situation.

On the contrary, instead of decreasing the weidhhighly specialized
courses and increasing that of courses based aarfuental knowledge, opposite
decisions have been made. We are going to illegstla¢se considerations by
showing the way initial training Curriculum for thteaching career has been
modified. Thus, in the school year 1992-1993 thaining in specialty -
methodology at the "BakdBolyai" University, for example at the department
"Physics", was achieved in 252 hours and in theoachyear 1999-2000
respectively in the school year 2000-2001 in 98rfdalistributed as shown in the
table below:

! "Babes-Bolyai" University, Cluj-Napoca.
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Table 1
The Curriculum of initial training in specialty ninetdology — comparative study

School year 1992-1993  School year 1999-2000 Sghaol000-2001
Number Number | Numberof| Number | Number of | Number
of of weeks | hours/iweek| of weeks| hours/week of
hours/week| weeks
Physics 2 14 1 14 2 14
teaching
methodology
(Didactics  of
Physics)
Seminar - - 2 14 1 14
Didactic 4 14 - - - -
experiment
technique
laboratory
Pedagogical | 6 28 4 14 4 14
practice

The superficiality of training in the specialtyelid in the last school year
can't be justified by increasing the weight of psgiogy and pedagogy in the
initial training Curriculum from 70 hours in thetsml year 1992-1993 to 154
hours in the school year 1999-2000 and 2000-2001:

Table 2
The Curriculum of initial psycho-pedagogical traigi — comparative study
School year 1992-1993 School year 1999-200(
and 2000-2001
Number of|  Number of Number of Number of
hours/week weeks hours/week weeks
Psychology - course 2 14 2 14
Psychology - - - 1 14
seminar
Pedagogy - course 2 14 2 28
Pedagogy - seminar 1 14 2 28

The situation presented above describes the prsdraining Curriculum
of students who are specialized in only one scsabject (for example, Physics).
However there are also sections with double speicig| for example Mathematics -
Physics, Chemistry — Physics, French — Romaniagukage, and so on. In these
students instance to the initial training Curriecalpresented above, the training in
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teaching the second (teaching subject) specialiydied (having the same numbers
of hours for course, seminar and pedagogical pecti

Let's have a look now at the pre-service Currioulior the students which
have a unique teaching subject, because they havewest number of hours, for
example the future Physics teachers:

50.00
37.50
40.00 OPsychology
30.00 25.00 H Pedagogy
18.75 8.75 OMethodology

20.00 OPractice
10.00 -

0.00 .

Fig. 1. The weight of different subjects in the initiahitting

We notice that from the total of 224 teaching hodeslicated to pre-
service training the 56 hours of pedagogical pcaddire distributed like this:
« 25 hours represent teaching hours assisted byttlkers teacher at a mentor
teacher;
e 21 hours represent discussions and lesson anaf/glse lessons taught by
their colleagues;
* 5 hours are really taught by an individual studeather.
These 5 hourmeans 2.23% of the total hours dedicated to itsspreice training!

Il. The seen and the unseen side of initial trainig

Psycho-pedagogical training refers to the assimiaof the required
knowledge and competencies of the teacher to be.tla training is only
theoretical.

There is one new frustration to be added to thosationed above: in
Romania most Methodology courses consist of Pegagjaglied to the school subject
which is to be taught by the students. In factinduthese courses professors illustrate
subject matters studied at the Pedagogy courseewétimples from the school subject
field. For example, the subject matter "Evaluati@tidied at the Pedagogy course and
rehashed at the Methodology course or semindtystrated at the Physics Teaching
Methodology course by topics like "Evaluation methaised during Physics lessons”,
"Physics tests content design” etc.

Under these circumstances it's easy to understdmel trouble
methodologists find themselves in. They only ha8ehdurs for the course, they
can’t rely on practical Pedagogy and Psychologykedge, they are confronted
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with the gaps that the students have in Main Stilljeowledge and by the course
they suggest they have to achieve objectives ssich a

textbook in the market place;

Build the teacher’s portfolio as expected by insipecauthority,

Design and evaluate teaching activities for variousditions and contexts;
Evaluate programs and school textbooks in ordechoose the best

and, at the same time, getting students used tkhimgpwith different methods such
as: team work, critical thinking methods, experimeole-play etc.

In the school year 1999-2000 and 2000-2001 the tékttogy course
could get warier to a Didactics course only by &xtours:

Table 3

Physics Didactics - course and seminar Curriculum

Course program - 28 hours alloted but 3

hours achieved

h

Seminar program — 14 respectively 28
hours allotted but 38 hours achieved

Physics  curriculum, syllabus  fg
secondary and upper secondary sch
-3h;

The Physics knowledge characterist
(epistemological and metacogniti
approach) — 3 h;

Scientific  content  (content  unit
analysis, re-constructing the scienti
knowledge by teaching Physig
knowledge synthesis) — 4 h;

Specific objectives / competencies — 2
Teaching methods for physics teach
(modeling, experiment, problem
solving, observation, explanation) — 8
Evaluation modalities,  type
instruments — 3 h;

Physics textbooks — 2 h;
Pupils’'misconceptions cognitiv
obstacles, their overcomin
investigation techniques — 4 h;

Theme project— 3 h

Lesson plan — 2 h.

&

ro
pols

cs
e

c

=0

Secondary Physics program (K-7) a
upper secondary Physics program
10) analysis — 2 h;

Physics history facts interpretatio

optical phenomena — misconceptions

1h;

Expert vs. novice reason in Physics
case study for secondary pup
respectively upper secondary pug
direct electric current flow — 1 h;
Scientific knowledge re-constructig
strategies — electric resistance, opti
phenomena, light wave theory, partig
accelerators — 3 h;

Scientific synthesis on Physics them¢
Newtonian principles — 2 h;
Objective statement for a them
chapter, lesson — thermal phenome
phase transformation — 2 h;
Experiment design. Experiment
activity file  design isoba
transformation — 3 h;

Study of some Physics models &
elaboration of some ideal, mater

models — planetary model of atom,

Bohr model — 3 h;
Problem — solving — 2 h;

nd
K_

=

Is
il:

n
cal
le

nd
al
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Using problem-solving method to

teach new content — electromagnetic

induction — 1 h;

Evaluation tests design (summative,

formative and progress evaluation)
Kinematics — 3 h;

Misconceptions — identification and
overcoming procedures — geometri¢

optics — 2 h;

Theme project — nucleus Physics — 3 h;

Lesson plan — nuclear reactions — 3 h;

Micro-lessons — 4 h.
Content analysis of some lessons in
new textbooks — 3 h.

the

But this extra work didn't end here, it also conti during the
pedagogical practice. Next we are going to enlargen the characteristics and
requirements of the pedagogical practice. And\ileéve done before we are going

to refer to Physics students.

Table 4

Physics Pedagogical Practice Program

Objectives:

« training of general and specified attitudes and met@ncies;

e training in real school context.
Portfolio:

Mentor teacher’'s portfolio: observing filesvaluation files, other

documents;

Student teacher’s portfolio:
* Observing, analyzing and evaluating files (25 ps¢ce
* Lesson plans for 5 teaching lessons;
*« Models of the documents of the teacher;
* Bibliographic and biographic files;
¢ Quantitative problems solved by the student teacher
* Content analysis and synthesis;
« Evaluating tests: applied, evaluated and annotated,;
e Support materials produced by the student;

* Personalized themes;

* Evaluation and self-evaluation file.
Methods: debate, conversation, case study, rolay; fgam work.

Evaluation: progress evaluation.
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At "Babes-Bolyai" University each 12 student — group whosévay is
monitored by the methodologist as a mentor is ibisted to two mentor teachers
for pedagogical practice. A subgroup accomplishesh@urs of assistance: 15
hours at the one of the two teacher they wereiligerd to and the remaining hours
at other mentor teachers in order to get used toas/ teaching styles and pupils
communities as possible. Then each of the studeathes 5 hours. An average of
45 minutes are allotted to the preparation of daskon (with one of the mentors)
and 45 minutes are allotted to analysis. Preparati@eans mainly checking the
scientific correctness of the taught content amaviging as well as testing the
support material required. Under these circumstgrae easy calculation shows us
that preparing, observing and analyzing the tahgltrs (classes) make a total of
150 hours for each 12 student-group to which theeeadded 19 hours to analyzing
the 25 observative practice hours, that is 169 siduet’'s add to this number of
hours the 18 hours required for the evaluatiohefdtudent’s portfolio (60 minutes
for checking each portfolio — that is performedthg methodologist, 15 minutes
for the student to present his portfolio and 15utes for analyzing his portfolio
within the student group). This number means mioa@ tL3 hours a week and that
is more then two thirds of the mentor teacher’s kiealidactical norm. In
Romania the mentor teacher is not absolved fromaragd his norm. We should
also mention that he is paid for only 4 of thesg&8agogical practice hours. Until
the school year 1998-1999 at "Baiolyai" University the methodologist had
also been paid for 4 hours. This tradition of theoperation between the
methodologist and the mentor teacher (two mentachters in this case) which
functioned in our university town made pedagogiggdctice activity raise to a
more superior level to that accomplished todaythin school year 2000-2001 the
methodologist is involved only in evaluation of d¢mts pedagogical practice (one
or two lessons and the portfolio). In these caseltameteachers are having
difficulties in handling things properly.

Since school year 1999-2000 with the support ef Bnitish Council and
the Foundation for an Open Society mentor traimiogrses have been run in Cluj-
Napoca and other several towns in the courtfgntor training courses have
covered all the topics dedicated to this activityentor’s role, partnership in pre-
service training of the student teacher, learnhng grofession, skills in listening,
observing and counselling, styles of interventiomganizing and achieving the
analysis of the lesson, work within the studentugrostudent’s portfolio etc. This
is the first step for the normality.

[ll. Conclusions

As far as teachers initial training is concernedluntary work seems to
become a current practice and this is not necgsshre to social and economical
conditions.
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Consequently initial training is approached supifly, despite the
protests of those who were or are involved in #asvity and who permanently
point out its precariousness.

In order to stop things going on like this sonngemt decisions should be
taken:

» to revise the academical Curriculum so as to irszdhe weight of
fundamental subjects which can cover the gapsuiaiesit’ scientific
knowledge.

» to reconsider the pre-service training Curriculuyificreasing the
number of hours allotted to subject methodologymiear and
pedagogical practice.

* to adopt the model of double competence methodstieghentor at
all universities which train their students forea¢hing career.
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INV ATAREA PRIN MUNC A IN GRUP LA BIOLOGIE.
EXPERIMENT DIDACTIC LA CLASA A IX-A

IRINA POP ', ADRIANA BARNA 2

ABSTRACT. Learning Biology by Using Groupwork Strategies. An
Experimental Study Within 9" Grade. The aim of the experimental
study presented below was to demonstrate the fimlgpvhypothesis:
groupwork combined with individual tasks could m#ieslearning process
in Biology to become more efficient than it is wiba classic (old)
learning strategies are used.

In order to demonstrate this hypothetical statemeew patterns for
teaching and learning activities were created amggsed as a current
work strategy for Biology class sessions in theegixpental classes.

This paper presents how these strategies have useehwithin § grade
and what are the results obtained. In the first pae presented the
conclusions of the questioning stage of the expmtrwhen the teachers of
Biology expressed their opinions about the hypathkissue. The second
part deals with the experimental stage, when th@oBy lessons have
taken place in 9 grade - control and experimental classes, com[earab
from the starting data point of view - accordingthwthe experimental
requirements for thequivalent groups techniqu&here are presented: the
experimental samples (students and contents); ¢nergl structure and
approach of teaching and learning sessions durlighwhas been applied
the improved groupwork strategy; suggestions fertéacher's interference
in this case when we changed the rate betweeryples df activities; the
assessment system and the results.

Introducere

Predarea-initarea se afl acum fintr-o periodadde schimbare iar aceast
schimbare este baZatin primul rand, pe concgp psiho-pedagogic modera
conform dreia se considérca se produce irifarea. Prin explorarea celor mai noi
tendirte Tn didacticatiintelor exacte consemnate de literatura de speaa{iatob, E.,
1999, Anderson, J., 1995, Jensen, E., 1995, C&hén, 1994, Johnson, D.W. et al,
1994, Hertz-Lazarowitz, R. & Miller, N., 1992), priobservdile si experimentele
desfhisurate Tnscoak, se urnireste gisirea de solii didactice pentru a cste eficiena
nvatarii la disciplinele biologice. Una dintre ipotezele lucru este aceea predarea
si invararea biologiei poate fi eficientizatprin introducerea strategiilor de muiac
individualz si Tn grup.

! Universitatea "BabeBolyai", Cluj-Napoca.
2 Universitatea "BabeBolyai", Cluj-Napoca.
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Invararea prin agiune, care implia si dezvolé in acelai timp calititile
autonomiej poate reprezenta o cale de a-i infita pe elevi & invge. Autorii care
vorbesc despre nevoia unor redimensibmle aspectului procesual al Harii
considedi ca autonomia este o importarjgremis a invatarii inovatoare (Cucg C.,
1996). Pe de a@tparte, in Tn&#amantul roménesc estéspandii ideea & numai
competiia genereax motivaia pentru Tnitare, competia fiind deschi§ in
principal performatelor individuale. Numeroase ceraetcontrazic aceastopinie.
S-a constatatacun climat afectiv pozitiv Trgrupurile de elevi ii ajut pe cei mai
multi dintre ei & oltina rezultate mult mai bune. Un punct de plecare pentr
schimbarea practicilor eduganale ar putea fi ideeai @levii care invai ar putea
deveni, cu ajutorul profesorilor locplegi care inva: impreurd.

Pentru a demonstrgpotezaci munca in grup a elevilor in lgde de
biologie, completat cu secvere de activitate individual are rezultate superioare
comparativ cu cele care se @b prin algoritmul de predare-inkare tradiional,
am elaborat modelele de actifitde instruiresi invatare care propun 0 nau
strategie de lucru.

Lucrarea descrie modul in care au fost utilizateste modele de actigit
in condiiile unui experiment didactic preliminar la claséXaa.

Caracterizarea metodei

E. G. Cohen (1994) defigte munca in grup drepsitugia n care elevii
lucreazi impreur intr-un grup destul de mic astfel incat fiecarevepoate &-si
aduai propria contribuie la sarcina nu foarte amgldar foarte precig atribuita
grupulul’. Mai mult decat atat, este dgteptat ca elevii & dua la bun sfait
sarcinile de grupafa supravegherea dirécgi imedia& a profesorului. Atunci cand
profesorul d elevilor o sarcia de lucru in grup, asumandufaptul G acatia pot
(si vor) face greeli, lasand grupul & faca fata dificultatilor prin efort propriu,
profesorul permite, de fapt, umansfer temporar al autordii. Aceasta este o
trasatura cheie a muncii in grup. Delegarea autwiiifintr-o sarcira de instruire i
determiri pe elevi & fie responsabili de aspectele specifice ale muociiEi devin
liberi &4 realizeze sarcina de lucru Tn modul pe care @nkidet a fi cel mai bun,
dar vor raporta profesorului pberea "produsului final". Ddc pentru anumite
secvere ale ledei, profesorul optedizpentru transferul de autoritatatie grupuri,
aceasta nu inseaghia procesul de Tritare este necontrolat. Profesorul niea
controlul global al activitii si si va spune cuvantul la evaluarea "progilar"
grupurilor, precursi in timpul disctiilor integratoare, cu intreaga clatKaskel,
A., Hummer, J.P.,Jr., Daniel, L., 1995).

in contrast cu transferul temporar de autoritat@fepractica mult mai
comuri a dirijarii directe. Tn acest caz, geaparent elevii lucrea@zin grup,
profesorul §i exercit controlul nemijlocit asupra activtii, indicand elevilor
sarcina de lucru, precumi pasii de parcurs pentru indeplinirea acesteia.
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Monitorizarea indeaproape a muncii elevilor Tnseainacatia nu vor mai face
greseli sau dag le vor face, ele vor fi imediat corectate, cu gfdarminime. Dar,
in afad de faptul & Tn acest caz profesorul va lucra mai mult decéaviel
aprecierea pe care o face profesorul relativ lavitatiea fiedrui elev are, desigur,
mai mula greutate decéat aprecierige evaluirile n interiorul grupului. Membrii
grupului vor discutasi vor lucra, ateti la asteprile si opiniile profesorului in
legatura cu performatele lor. Concluzia acestei analize este aceeawwmai
transferul temporar al responsafiiior profesorului privind Tn@tarea étre grupul
de elevi permite exprimarea potatului formativ al muncii in grup.

O a doua frsatura cheie a muncii Tn grup decurge din natura sardaii
lucru: membrii grupulutrebuie @ aiba nevoie unul de céllalt pentru a indeplini
cerinele de lucru. Astfel, elevii au prileju dntervird in activitate Tn maniera
profesorului, exprimand sugestii despre ce ar frabufaci ei Trsisi si ceilali,
ascultand ceea ce spun colegii, luand decizii peantiezolva sarcina cu resursgle
in timpul limitat pe care 1l au la dispgiz. In interiorul grupului, se produce
comunicarea. Aceasta Tnseaima pune intredri, a explica, a face sugestii, a
critica, a asculta, a fi sau a nu fi de acord, a tecizii de comun acord.
Comunicarea poate §i nonverbad: incuviintare sau dezaprobare, un semn sau o
demonstrae de pricepere, un zambet. Posibilitatea acestberaciuni este
deosebit de stimulatoare pentru elevi. In expesigmoprie la clag precumsi n
practica studeiior s-au observat elevi care, in mod gohiit, sunt activi numai
atunci cand li se cere, dar care se inaplicactivitatea grupului, atgade climatul
acestuia. Interawinea nemijlocd cu partenerii de grup necesiin Bspuns sau,
cel puin, atenie. In plus, girerea colegilor conteazpreadolesceii si adolescetii
nu vor 4 fie, prin neparticipare, cauzgeeului grupului.

in acelai timp, perechea sau grupul pot asigura sprijinevitor care, din
diferite motive, nu au ieles sau nu au tirut ceea ce trebuieidaci. O parte
dintre elevii care evadeaain legie atunci cand trebuieiducreze independent
sunt cei care nu autgles ceritele de lucru.

In concluzie, munca in grup favorizéadnvitarea prin atenuarea
inhibitiilor si diferentelor individuale dar creeazi probleme care pot fi dégite
proiectand cu grij intreaga lege, sarcinile de lucrgi pregitind elevii pentru acest
tip de activitate.

Invitarea prin cooperare vs. munca in grup

E. Jensen (1995) nugaz conceptul dénvarare prin cooperarg(foarte
prezent in literatura didacti@america#), afitand & aceasta insearrimai mult"
decéat munca n grup. Intr-adeyin literatura recedt(Cohen, E.G.,1994, Soto, E.
1994, Evensen, D. H. & Hmelo, C. E., Eds., 20048), se operedaaelimitiri foarte
clare intremunca Tn grupsi Tnvirarea prin cooperarg considerate strategii de
predare-in@tare diferite, in pofida elementului comun: grupelalevi. Un grup de
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elevi care invé prin cooperare poate avea caracteristici comurgroul de lucru
constituit ocazional sau permanent. Un grup deulymoate, de asemened, s
lucreze prin cooperare. Cu toate acestea, acagpermgsunt diferitesi utilizarea lor
trebuie & serveast scopuri diferite. Initarea prin cooperare este un proces de
invatare actid in care capaditile intelectualesi abilitatile sociale se dezvaltprin
interagiuni nemijlocite intre elevi, prin asumarea res@iltatii individuale si
interdependei pozitiva. Celelalte structuri de grup, cel mai adeseazaté de
catre profesori, sungrupurile competitiveCompetiia Tntre grupuri este, de obicei,
sursa de dinamisrgi factorul motivaional al activittii elevilor. Elementele de
competiie sunt cele care fac difenmanintre Tnvtarea prin cooperarg munca in
grup. Nu este nimic gs& in aceast abordare - &im intr-o lume a compatei - dar
nu este indicatutilizarea competiei intre grupuri pentru mai mult de 10-20% din
timpul lediei (Jensen, E., 1995).

Munca in grup, acreditatasi metod activi de predare-initare, vizeai,
de asemenea, aspectul social alaf@mi. Fara a desconsidera individualitatea
elevilor, metoda dezvaltcomportamentul social al acestora. De fapt, munca
grup este o modalitate de imbinare aifawi individuale cu cea in grup, odsui
de atenuare a unei individuaizexagerate (lonescu, M., Radu, I., coord. 1985).
Jensen (1995) realizeap comparge a "structurilor de grup" considerand, prin
reducere, £si elevul care lucredzsau invé singur reprezirito structu& de grup:
"grupul individual". Dar acesta este un grup Treaaimeni nu ajdt pe altul, nimeni
nu impirtaseste cungtinte sau deprinderi. ¢& cum am ditat anterior, grupul care
invaa prin cooperare poatei ducreze ca 0 echipasa cumsi Tn echi@ se
coopereaz Dar Tn Tnvirarea prin cooperare, partea cea mai semnificativ
experiepei grupului este formarea deprinderilgi abilitasilor de colaborare, n
loc de a produce ceva sau de ginb anumite rezultate.

Organizarea experimentului preliminar
a. Etapa constatativi. Concluzii ale discdiilor cu profesorii si elevii

in etapa de prospectare a diiiain scoak am avut intalnirisi discuii cu
profesorii de biologie din mai multgcoli si licee din municipiul Cluj-Napoca
(Scolile generale "lon Cread§ "Eugen Pora", "Octavian Goga", nr. 20 28,
Grupul Scolar "Victor Babg", Liceul de Coregrafie, Colegiul Pedagogic "Ghéarg
Lazar", Liceul teoretic "George Bami") si din judgul Bistrita-Nasaud (Colegiul
National "Petru Rarg', Beclean, Colegiul N#nal "Liviu Rebreanu”, Bistta).

Am fost interesga si aflam de la cei peste 30 de profesori interviev@e
schimhiri consider: necesaresi ar dori si le introduci neintarziat in privira
strategiilor de predarei invarare utilizate in legile proprii? Am cerut in aceka
timp profesorilor 8 enumerenumai acele schimii care, In opinia d&fior, ar
face posibik imbunitarirea performapelor elevilorla disciplina noasir- Biologia.
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Fiecare profesor a exprimat 3tmi personale, incepand cu cea considecat

mai importani.

In continuare sunt prezentate, In siéitgz in ordinea descrestare a
frecvenei, raspunsurile profesorilor intervieta

1. implicarea elevilor in @utarea informailor si a materialelor auxiliare;

2. preditirea unor activiiti de dtre elevi, cu asigurarea unui sprijin minim din
partea profesorului (de exempleonducerea observidor de scuit duraf si
de lung durati, in natudl si in laborator,ordonarea, prezentaregi analiza
datelor de obsertie, realizarea de modelgi experiene pentru a evidaia
caracteristici morfologicei procese fiziologice la plant¢ animales.a.)

3. organizarea unor momente aletigar sau chiar legi intregi, pegrupe de
lucru, cu sarcini identice sau diferite;

4. tratarea interdisciplinafi a coninutului lediilor, considerat o abordare
absolut necesata clasele la care s-a introdus noul curriculum;

5. introducerea unor (noi) reguli pentru organizaréasei in timpul legilor

deoarece programele ngi manualele alternative cgn activititi care cer

elevilor €1 descopere singurii sezolve probleme agsntocmeast portofolii etc.
construirea unei refiade parteneriat intre profesgrelevi;

negocierea unor teme (dintre extinderile la temabdigatorii prezente in

programele noki alte teme propuse de cidsi organizarea de activiti pe

baza dorigelor exprimate de elevi;

8. negocierea formelor de lucru (individual. Tn pelig@ihgrup mic);

9. evaluarea activitilor impreurd cu elevii;

10. intarirea responsabilitii individuale si/sau a grupului, activiti pe grupe n
functie de preferire;

11. discuii libere cu elevii;

12. solicitarea elevilor in pregjreasi desfisurarea unor lad: fi se de lucru sau de
evaluare, plage, pregtirea unor momente ale Igitor (plasarea rolului de
profesor elevilor);

13. cresterea ponderii utilizrii materialelor videosi mai ale a surselosoftware
pentru Tndtarea interacti%si prin agiune, cu modelele virtuale;

14. introducerea mai multaplicaii si studii de cazmai ales la studiul temelor de
biologie umas si ecologie, pentru a face l#gri mai trainice intre biologia
studiat la scoak si viata de fiecare zi.

No

In concluzie, profesorii simt nevoiaasinvesteast elevii cu mai multe
responsabilitti si sa le acorde mai muitautonomie in pregirea si desfisurarea
activitatilor de inwatare (1, 6, 7, 8, 12). Este in mod explicit formilldorinta de a
introduce, intr-o propgie mai mare in economia Igtor, munca in grugi munca
individuaki. Aceasi opinie o exprira si profesorii care nu utilizeazin prezent
decéat ocazional aceste metode, dar au constatahtsech pozitive in "suflul”
lectiei si au receponat adeziunea elevilortiade activititile in grup (2, 3, 8, 10).
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In corelaie cu schimbrile de curriculum, profesorii de biologie sugereex lectia
"clasicd" nu ofef suficiente oportuniti elevilor pentru a realiza activiile
sugerate de manualele alternatigiesunt interes@ de alte forme de activitate.
Multe dintre sugestiile profesorilor evoprincipiile inwvazarii prin cooperare(2, 3,
5, 9, 10), #rd Insi a denumi aceasfforma de utilizarea grupului pentru predare-
invatare. Desigur, unele din aspectele strategiiloratidasi ale stilului propriu de
lucru pe care profesorii le au in vedere pentrunsichre sunt condonatesi de
materialele disponibile dar exprindorinta de a da letlor o nota integratoare, mai
pragmatia (4, 13, 14).

Am adresat elevilor digcolile enumerate mai sus, intrebarkacare din
urmatoarele Tmprejudri ai sinyit ca lucrezisi invei mai bine la orele de biologie:

a. cand urndgresc cu aterie explicgiile si demonstrdgile profesorului;

b. cand primesc materiale sé si observ singugi/sau citesc din manual;

c. cand lucrez cu colegul de bahsau cu grupul megi apoi prezenim celorlali
colegi concluziile noastre?

Din totalul elevilor chestiong 300, jurmatate sunt elevi de gimnazisi
jumatate sunt liceeni. Distribia raspunsurilor a fost uratoarea:

- laclaseleV-VII:46 % c., 35 % a., 19% b.
- laclasele IX-XIl: 39%¢c.,34%b., 27 % a.

Pentru elevii discoala generd) raspunsurile refleét nevoia de socializare
specifi@ varstei dagi dorinta de confort psihigi sigurana care decurg din transferul
de responsabilitate de la elev la grup. Ei au mdiaiincredere in capasgitle proprii
cand acestea se manifedh contextul grupului sau sub indrumarea nemigioai
profesorului, Tn activittile frontale, decét in studiul individual.

Adeziunea ptin mai mic a elevilor de liceu fid de munca in grup poate fi
explicat prin dificultitile de formare a grupului, prin lipsa confortulusilpic
atunci cand activitatea nu este bine gestiort la liceu, crgte increderea in sine
si probabil este ingda de dorina de afirmare individua) deoarece activitile
individuale surclaseézctivitatea frontal in preferinele elevilor.

Am intentionat $ aflam Tn felul acesta dé&co cercetare privind eficiga
activitatilor individuale si in grup in ledile de biologie se justific in condiiile
actualelor prioriiti ale invatamantului biologiei - ga cum sunt acestea percepute
de dtre colegii de la catedr Pe de alt parte, &spunsurile liceenilor, care pun pe
primele dod locuri intre preferire activifitie in grup si autonome, ne-au
determinat & deruim experimentul preliminar la clase de liceu.

Ipotezaacestui experimenti anume & predareasi invararea biologiei
poate fi eficientizat prin introducerea strategiilor de lucru individuail in grup,
este confirmdit de constdirile sporadice ale profesorilgi de opiunile elevilor,
atat la liceu catsi la gimnaziu. Ea trebuie Tasvalidag printr-un demers
experimental coerendi prin interpretarea rezultatelor obiectivetiobte de elevi
dupa aplicarea noii strategii de predaredtare. Acesta este scopul studiului
experimental preliminar desglurat la clasa a IX-g prezentat in continuare.
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b. Protocolul experimentului instructiv - formativ (pilot) la clasa a IX-a

Scopul experimentului: stabilirea da& si Tn ce ndisu@ predarea-initarea
biologiei prin utilizarea unei strategii moderneteractive, dominatde activiiti
individualesi in grup, face posikilimburitatirea performatelor elevilor implicai

in experiment, in compaia cu elevii clasei de control cu care se lucieaz
dominant frontal.

Am realizat studiul experimental preliminactivitisi individualesi in grup
pentru predarea-inarea biologieipe baza temelor cuprinse in sistemul deiilec
Reproducerea plantelor cu flofangiosperme), la clasele a 1X-a, Colegiukidizal
"Petru Rarg', Beclean. Pentru aceasta, am beneficiat dersdrgioamnei profesoare
Ligia Muresan, pe parcursul semestrului al ll-lea al angtolar 1998-1999.

Esantionul experimental. Activitatile s-au degfurat la doé clase paralele: clasa

a IX-a C - clasa experimeniai clasa a IX-a | - clasa de control (martor), de la

profilul Stiintele naturii. Aceste dauclase au indeplinit ceri@le experimentale

pentrutehnicagrupelor paralele sau echivalentele fiindcomparabiledin punctul

de vedere al datelor de start:

- efectivul de elevi;

- numarul de ore de biologie peigtamars, dat de planul de Tataméant pentru
profilul mentionat;

- nivelul general al capaéiilor intelectualesi al deprinderilor practice;

- profilul psiho-social al grupului-clasclimatul relaional, atitudinesi implicare
in activitategcolati (Tabelul 1);

- nivelul general al cumgtintelor la disciplina Biologie, reflectat de mediile
generale ale celor dauclase, obnute in semestrul precedent (Tabelul 2),
precumsi de ponderea (frecvezle) mediilor Tn cele daucolective.

Tabelul 1.
Prezentare comparaiia claselor cu care s-a lucrat:
CARACTERISTICI CLASA CLASA
EXPERIMENTALA MARTOR
Efectivul 27 25
Numérul de ore de
predare/gptamara 3 3
Nivelul capacitilor bun bun

intelectualssi al
deprinderilor practice*

Relgiile sociale in classi cooperarai solidaritate, in | simt al rispunderii,
trasituri ale colectivului de | grupuri mici non-formale, | sociabilitate,apartenei-

elevi* darsi spirit competitiv mai pronurati la grupul-
individual; notele motivedz | clasi, clasa este mai
implicarea in activitate omogen si competiia mai
atenuat

* aprecieri oferite de profesorul de biologie pezdabserviilor curente la classi a
discuiilor cu profesorii dirigini
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Tabelul 2.
Prezentare comparaiia mediilor la biologie anterioare dagfrarii experimentului:
CARACTERISTICI CLASA EXPERIMENTAIA CLASA
MARTOR
Efectiv 27 25
Media clasei la disciplina Biologie 8.08 7.85
in semestrul I, 1998-1999

Continutul sistemului de legii ales. Planificarea letiilor. Leciile al caror
continut a fost valorificat in derularea experimentiduint megionate in Tabelul 3.

Tabelul 3.
Planificarea calendaristi@a sistemului de lec Reproducerea plantelor
angiosperméBiologie vegetal, clasa alX-a):

NR. CRT. SUBIECTUL LEQIEI NR. ORE DATA

1 Floarea la angiosperme 1 2.03
2 Organe de reproducere 1 4.03
3 Formulesi diagrame florale 1 5.03.
4 Tipuri de inflorescete 1 9.03.

5 Fungiile florii 1 11.03.

6 Microsporogenezg macrosporogeneza 1 12.03
7 Smana 1 16.03.
8 Germinaa seminelor 1 18.03.

Pentru fiecare dintre l@de mentionate mai sus: 5 lgc combinatesi 3
lectii de formare a priceperilogi deprinderilor, am elaborat céte un proiect de
lectie (de tipul fsa de lucru a profesorului), atat pentru clasa expenitai catsi
pentru clasa martor. Structura gengeahcestor proiecte este uitoarea:

Subiectul legei: Clasa: E/IM
Categoria de leie:

Obiective opergonale:

Metodesi procedee:

Materiale necesare:

- pentru activitatea Tn grup

- pentru activitatea individual

- pentru activitatea frontal

Destisurarea secvaalor de predare-irivare (Activitati):

Proba de evaluare:

Pentru o buf derulare a experimentului am recomandat profesorul
respectarea unei anumite conduite privitoare laatilele de elevi:
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Nu s-a comunicat elevilor debutul unei actyitdiferentiate intre cele dau
clase.Motivareasi stimularea elevilor s-ai€ut numai in clas(nu intre clase),
prin mijloacele oferite de strategia de lucru.

Angajarea elevilor in activitate este uinita printr-o verificaresi evaluare
constand, ritmica. Aceasta ne-a permi& arntrim progresul elevilor pe toat
durata experimentulyi sa interpreim rezultatele la sféitul acestuia.

Deoarece elevii clasei experimentale au @esat mai multe activiti pe

grupe si individuale, am sintetizat Tn protocolul experim@ui si unele
recomandri care decurg din schimbarea ponderii formeloadtvitate:

a.

Grupelepot fi prestabilite sau se constituie ad-hoca #ie trebuie respecte
criteriul omogentitii. Se admit preferitele elevilor in formarea grupelor, dac
aceste fac activitatea mai eficiggi respeci acest criteriu.
Materialul didactic este ideal & fie cat mai divers dar, mai ales, suficient
pentru tei elevii sau pentru toate grupele. In siiila in care nu se poate pune
la dispoziia elevilor suficient materiadi informatii pentru observare, anadiz
etc., se va folosmanualul Sarcinile de lucru pentru indepliniredrara se
folosete manualul sunt formative, strans legate de ddprea de a utilizai
de a descifra textutiintific si, deci, strAns legate de ideea de " aifag
invei". Aceste sarcini se vor régi in proiectele ledlor.
Prima cerii pentru ca elevii & evolueze bine intr-o secw&nde muné
autononi sau Tn grup este aceea dgi@e au dedcut.
Desigur, uneori sarcina de lucru poate fi tocmaadgescoperice trebuie &
faca pentru...". Chiagi atunci,formulareasi comunicarea sarcinilor de lucru
trebuie 4 fie realizate Tn mod clar, concisz sugina efortul de atetie si
disciplina. Sarcinile de lucru se fsgsc, de asemenea, in proiectelgilec
Validarea concluziilorsecverelor de lucru individuaki in grup, precumnsi
formularea ngunilor noi in forma cea mai corécki concigi suntsi raman
sarcinile profesorului. Acesta integréasezultatele activittilor elevilor sub
formaschiei pe tabd.
Probele de evaluaresunt simple, raportate la obiectivele opiersale. Se
rezoha individual.

Sarcinile profesorului care lucreada clasa experimentalsunt n&

departe de a se fi incheiat. Alegadnd munca n g@audorni de promovare a
invatarii prin cooperare, profesorul agealte misiuni care rareori sunt anticipate in
proiectarea ledlor:

si aranjeze mai bine clasa (laboratorul) astfel Trs8ése preteze lucrului in
grupuri mici;

si explice elevilor ce insearinnterdependaga pozitiva in cadrul grupuluki
intre grupuri;

sa clarifice faptul @ fiecare dintre elevi, chiar da@ste membrul unui grugp
are un anumit rol, trebui& slea seathde ceea ce inv@el insyi;
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- si precizeze care sunt deprinderile de lucru Tn gisypra &rora se insigtintr-
0 anumit lectie si cum se Tmbudtatesc n timp;

- SA urmireas@ si si monitorizeze grupurile, asintervina unde este nevoie
pentru a-i ajuta pe elevi sucreze mai eficient in grup;

- sievalueze initareasi sa cead elevilor s evalueze cét de eficient au lucrat ca
grup si ce progrese sau dificalt au intdmpinat in procesul personal de
Tnvatare din fiecare lat;

- s nu ezite a-i intreba pe elevi ce caiieg imburatatiri trebuie introduse.

Proiectele de leie intocmite pentru leile la clasa experimental(E)
reflecé scopul experimentului: demersul didactic ttexhal "se #stoard” in
favoarea activittilor de invatare nemijlocii, prin agiune. Ponderea actiii
frontale scade proptional cu creterea ponderii activdtilor individualesi Th grup.
Doua dintre proiectele de Ige sunt prezentate #nexa.

Lectiile la clasa martor (M) parcurg acglaontinut ingi se realizeazprin
strategia de predare clagsic dominal de activitatea profesorului care
demonstreay, explici si dirijeaza conversda si observaiile.

c. Evaluare si rezultate preliminare. Diagnosticarea nivelului de prage a
elevilor la biologie, Tnaintea Tnceperii experimdnt (evaluarea iniald), s-a bazat
pe calculul mediilor primului semestru (Tabelul 2

Probele de evaluare curente - probe simple, rapgoii@a obiectivele
operaionale - sunt redactate in cuprinsul fiexi activifiti. Acestea au asigurat
evaluarea formati#/pe parcursul studiului experimental.

Pentruevaluarea final, la incheierea sistemului de fiecam utilizat un
test sumativ.

Rezultatele ofinute de elevii celor dauclase la probele de evaluare
curentesi la testul final sunt prezentate in tabelelgi . Cortinutul probelor de
evaluaresi al testului sumativ au fost identice pentru cdtmia clase (Esi M);
testul final a fost anuat. De asemenea, pentru rezolvarea acestora, rtafiesdlor
li s-a acordat aceatimp de lucru.

Tabelul 4.
Rezultatele clasei experimentale:

Proba / Lega Note Media

7 8 9 10 (27 elevi)
1.Floarea la angiosperme 1 6 11 9 9,03
2. Formule florale - 6 13 8 9,07
3. Fundiile florii - 1 12 14 9,48
4. Simana 2 - 13 12 9,29
TEST FINAL 1 10 16 9,55

Media generaldupi experiment9,28
Media de star8,08
Cresterea mediei: 1,20
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Tabelul 5.
Rezultatele clasei martor
Proba / Lega Note Media
5 6 7 8 9 10 (25
elevi)
1.Floarea la angiosperme 2 1 7 7 5 3 7,84
2. Formule florale 3 5 4 8 3 2 7,36
3. Fundiile florii 2 2 3 9 4 5 8,04
4. Simana - - 8 4 7 6 8,44
TEST FINAL - 3 2 10 5 5 8,28
Media general dupi experiment7,99
Media de starf,85
Cresterea mediei: 0,14
Concluzii

Se constat difererte importante intre mediile claselor dugxperiment, in
conditiile unor valori comparabile ale mediilor start. Condia grupelor echivalente
find Tndepliniti, aceasta Tnserin ci strategia de lucru propus pentru
experimentare a determinat cresterea perforrakm elevilor la biologie, eviderata
printr-o crestere cu 1,20 puncte a mediei clasei experimergiddelul 6).

Si rezultatele clasei martor s-au modificat, daremesificativ, in condiile
pastrarii neschimbate a stilului de lucru al profesoruiua strategiilor de predag
invatare utilizate in led la aceast clasi. Cresterea mediei la clasa martor cu 0,14
puncte este cauzatle factori intdmptori care nu au fost contraigrin protocolul
experimental.

Tabelul 6.
Rezultatele experimentului instructiv-formativ laga a 1X-a:
media de start media dug cresterea
experiment mediei
Clasa experimentadi 8,08 9,28 1,20
Clasa martor 7,85 7,99 0,14

Aceste rezultate confirinipoteza @ activitatile individualesi in grup sunt
mai eficiente pentru studiul biologiei decéat actatea fronta. Performarele mai
bune ale elevilor impliaain experimenti care au fost cuantificate prin note, se
refeld la volumul cunetintelor dobandite precungi la deprinderile formatesi
exersate prin efort proprig colaborare in grup.

Trebuie amintite aici efectele pozitive ale afglicmodelelor de initare
activa la biologie precungi unele dificulti :

- elevii clasei experimentale au fost receptivi lghistbarea rutineisi am
observat crgerea progresiva dorirtei de a comunicsi colabora;
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se imbustatesc reldile dintre elevisi, in general, in grupul-clas

elevii capita incredere n sing se nuareaz relaia profesor-elevi;

elevii invaa unii de la dii, profita mai mult de cungintele Tnsyite si le
folosesc in imprejdri noi;

activitatile individuale, Tn perechyi in grup au dus la crearea unui mediu de
invatare bogat: elevii amneaz spontan, pun mai multe inté@eh capta
Tncredere in sine;

este nevoie de mai mult timp pentru formarea tutdeprinderilor de lucru in
grup;

invatarea individual si in grup necesit mai mulé atenie in formularea
sarcinilor de lucru;

exist si elevi (puini) care arat lipsa de interes f@ de noua abordare a
lectiilor de biologie;

Profesorul care decidea sntrodué aceast noui modalitate de lucru in

orele de biologie face un efort deosebit dar acestpare £ este de un real folos
pentru majoritatea elevilor.

Precizm c experimentul contindila clasa a IX-gi dupa introducerea n

anul 1999-2000 a noului curriculugh a manualelor alternative la acest nivel,
rezultatele vor fi prezentate intr-un materialoviit

10.
11.
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Anexa

CHITE ALE PROIECTELOR DIDACTICE Clasa experimental
1
Subiectul:Floarea la angiosperme
Categoria de lgie: combinat
Obiective: Pe parcursul acesteitleelevii vor fi capabili:
- sadescrie prtile componente ale florii;
- i stabileasgrolul indeplinit de fiecare parte;
- saredea prin desen morfologia unei flori la angiospe
Metode si procedee: obsertia, conversga euristi@, Tnvitarea prin descoperire,
modelarea, compatia
Materiale necesare:
- pentru activitatea frontal(P): plarsa "Floarea", mulaje, plante inflorite, filmul didaxc
"Plante cu flori", folie transparentu proba de evaluare (careu "Elemente florale™);
- pentru activitatea Tn grupG): modele de flori intregisi descompuse, preparate
microscopice, flori proaspete, atlas botanie fie lucru;
- pentru activitatea individual(l): flori proaspete, fotografii cu flori, plante naalizate,
pensete.
Destisurarea letiei:
1. Organizarea clasei pregitirea materialelor
2. Reactualizarea custintelor:
e prin conversge se stabilesc organele unei plante cu flori;
se compar inmulkirea sexudt cu cea asexuat
prin vizionarea filmului "Plante cu flori" se obsérvarietatea florilorsi utilitatea
diferitelor plante cultivate.
Se anuti temasi obiectivele legei noi.
Organizarea situgélor de Tnvatare:
P
- observare dirijdta florilor proaspete, a plagi si mulajelor;
- identificarea elementelor componente ale flgiriotarea in caiete;
- stabilirea rolurilor elementelor florale.
G
Urméand instrugunile fisei de lucry grupele de 4-5 elevi vor realiza uitoarele
activitati:
a. Introducei petale de crin, ghiocel sau natcith albastru de metilen. Obsetiva
nervurile petalelor dupcateva minutgi explicai.
b. Observa preparatele microscopicgi compara elementele florale cu cele
prezentate in atlasul botanic.
c. Ordonai florile proaspete dupforma si dupa nunirul petalelorsi staminelor.
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I
Desprind@ elementele florale cu ajutorul unei pensete. ‘SRestituti” floarea lipind
elementele Tn mod coresputar pe pagina de desen a caietului.
Realizai prin desen modelul unei flogi denumii componentele acesteia.

5. Fixarea cungintelor: se completeézschia lediei pe tabi pe baza disaiior
integratoare cu intreaga clas

6. Proba de evaluare: se completeaploanele unui rebus pentru care se proiedteaz
definitiile elementelor florale studiate.

Subiectul:Germinaria semingelor

Categoria de laie: formare de pricepesi deprinderi

Obiective: Pe parcursul acesteitleelevii vor fi capabili:

- sadefineass procesul de germiria;

- sadedua factorii interni necesari germitiei;

- s purain evidemd prin experiere importama factorilor externi pentru germitie.

Metode si procedee: experiga de laborator, irigarea prin descoperire, obseiga

problematizarea, explida

Materiale necesare: sentgngerminate de fasole, porurgbgrau, atlas botanic, manual,

lupe, pahare Berzelius

Activitati:

1. Organizarea clasei pe grugigregitirea materialelor

2. Reactualizarea unor elemente "artor

P

se utilizeaz modelelssi plansele pentru a trece in revigtartile unei semire;

se interpretediznatiunea deviazd latent: a embrionului.

Organizarea situélor de Th\vatare:

|

Obsena cu ajutorul unei lupe semiile incolite de fasole, porum§i grau.
Analizeaz partile embrionuluisi deseneagle in caiet.

G

a. Pe baza cungtintelor despre structura serten deducg care semite germineaz
mai repede.

b. Observa si descrigi In scris fazele incatii la semirtele germinate.

c. Montai experiema ilustrai Tn manual pentru a determina impottarapei,
oxigenuluisi temperaturii pentru germiria.

d. Imaginai o experiem (un set de experigs) pentru a pune n evidgninfluena
altor factori externi asupra germtie.

4. Fixarea cungtintelor:

P

se ordoneawin schia tablei factorii interngi externi ai germingei.

5. Proba de evaluare:
Redacta protocolul experietei prin care & pus n evidetd factorii externi care
influenteaz germinaia.

w
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AN ATTEMPT TO RE-DEFINE THE CONCEPT OF
EDUCATIONAL TECHNOLOGY.
APPLICATION TO THE ANALYTICAL CHEMISTRY FIELD.

MUSATA BOCOS', VICTOR BOCOS?

RESUME. Une tentative de redéfinir le concept de tdnologie
didactique. Application dans la chimie analytique.Dans cet ouvrage
les auteurs discussent le concept assez controwiEséechnologie
éducationnelle. Aprés une révision des diverseg@mns connues par
ce concept au long du temps, ont été formuléesxXigences qui doivent
étre considerées pour re-définir le concept ciesses définitions
proposées ici visent le niveau macro et aussMeani micro du processus
d’enseignement. Une illustration d'application dea kechnologie
éducationnelle a la chimie analytique a été présent

During the time, in the didactic theory and preetiwere used many
meanings of the "educational technology" concegdt annsequently, many ways to
do it operational in the theoretical-explanatoryd giractical-applied approaches.
Some specialists and practitioners showed distregtilsion and even rejection
towards this specific term, by simply considerinigatt the “"technology” is
incompatible with the matter concerning the edocatbecause it not allow to the
teacher enough freedom and also it not take amg idathe idea of educational art. It
is quite possible to justify partially these opimoand attitudes by the fact of, for a
very long time, the concept’s content was restr@@ae the two meanings presented
below).

Thus, the first meaning was characteristic foryhars '60 and it overlap
the educational technology to the totality of teehinical means used in education,
which developed especially due to the astonishimognesses in physics, technique
and technology. The technical means represent lgxtie technical equipment:
apparatus, installations, as well as any electregugipment/apparatus who could
be used in a didactic context. At that time, tip@dagogical potential was over-
evaluated, because the technical means were cogdibg their simple presence as
a necessary and sufficient condition to set-up sealize efficient educational
activities. On the other hand, it is fairy truetthithat specific moment in time the

! "Babe-Bolyai" University, Cluj-Napoca.
2 Research Institute for Analytical Instrumentati@yj-Napoca.
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impact of the electronic apparatus (called "haré@#faon the educational process
was huge, but we have also to consider that, thet modern and sophisticated
technical mean cannot guarantee by itself the sgcoé our didactic activities.
Maybe the best example for this assertion is thepedger (PC), which, in spite of
its extraordinary capabilities, features and penfmmces, is not at all able to
achieve just alone (and in any conditions) thecidficy of the teaching & learning
activities. As a matter of fact, generally speakiimyhardware can be used in the
educational process without making a concret apliailiaison with that didactic
activity, by use of some intellectual, abstractdurcts called "software".

This time, by exaggerating the role of the sofevaroducts, another
meaning concerning the educational technology appedrhis second meaning
has considered that the educational technology istsn®nly and strictly in
elaboration and utilization of software productsaindidactic context. Software
products arestricto sensy the operational programs who drive the electronic
computer; without software, the PC (seen as antreldc device) would be
worthless and useless. As an example, several aaftproducts used in the study
of chemistry are: text editors (like Microsoft Wond/ordPerfect), scientific text
editors, graphics and modeling software (such aselDoaw! for graphic and
ChemDraw for writing chemical formulas and spatstuctures for various
chemical compounds), specialized software for pregion and interpretation of
the experimental data (like Microsoft Excel, MicabcOrigin), and software
dedicated to auto-instruction and/or auto-evalumatio

On the basis of these two meanings presentedopi®yj one may infer the
fact that the interpretation, respectively the erggion and utilization ways for the
educational technology concept were too diversified it was exactly this diversity
who led to a series of controversies and confusigkiso, the tendency of
considering the educational process’ componentsaated items was definitely
erroneous, because, in fact, these componentoatiawally interrelated. Given all
these considerations, the following question an@sel is probably arising even
today): "Is the educational technology a moderncephor an obsolete one ?". We
believe that even this concept is not at all a oae; it can easily achieve the modern
status if re-considered and re-defined from a nevsgective, present and modern.
We have also to keep in our minds the extensidhisfparticular concept during the
time, determined by the educational reality, by dhservations and concret needs
issued from the educational practice, by the regiilthe pedagogical researches, and
by the progressive accumulations in exact scieandsciences of education.

We consider that a modern definition of educatideehnology - both at
macro and micro level - should take into accoumt tbllowing elements and
demands:

the corroboration of the two meanings presentediqusly
a systemic and curricular approach of the wholeational process
joining the formal, non-formal and informal kindsemucation.
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The current significance of the discussed concépt,integrative and
dynamic character, can be detected only by corisgletl the components of the
educational process and of the scholar curriculasmmwell as the interrelations
between these. Starting from the scholar currictduhefinition, seen as a
pedagogical project that underlines the multipled azomplex interrelations
between educational objectives, educational-insbnal contents, the strategies of
teaching-learning in the school and outside th@akctrespectively in formal, non-
formal and informal contexts), and the strategidsewaluation of didactic
activities, we propose the following two definitfor the educational technology:

a) At the macro level, the educational technology esents the system of
ways and techniques of planning, elaborating, apgpland evaluating scholar
curriculum, of adjustment of the whole educatiagyatem work, in a scientific
way, in accordance with educational finalities withximum generality. At this
level, the approaches of the working teams (forimgdeachers, specialists in
sciences of education, psychologists etc.) arectdiletoward implementation
and improving the educational projects.

b) At the micro level, the educational technology espnts the system of
ways and techniques of didactic design, realizatwaluation and adjustment
of the teaching-learning process, in a scientifay \eind in accordance with the
proposed operational objectives. At this level, thachers’ approaches are
materialized in elaborating projects of didacticfetional technology (Cristea,
1998), which contain specific information and det¢garding the design of
educational activities, the objectives, the comstertéaching, learning and
evaluation methods, evaluation and adjustmentesigtlactivities.

At both these levels, educational technology (tpesubordinate to the
educational theory) offers the framework neededgply the pedagogical norms
and principles. Being a dynamic concept, the edmalt technology is
changing/modeling continuously, coupling to thedtimnal normative character of
the educational process. Thus, in the current ¢ticlale principal priorities of
educational technology are:

the maximal capitalization of educational influemcdoth non-formal and

informal

the creation and preservation of an educationalir@mwent propitious to

learning activity in formal contexts

moving the accent in the formal teaching/learnimgvéies to the learning

process and learning results

the design and didactic transposition of the edoal contents in a proper
way, which should enable their efficient assimdatiby the scholars and also
the integration in their cognitive structures

elaboration and experimentation of a series ottegias of learning, teaching,
evaluation and adjustment that are moderns, flexdhl efficient
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the organic integration of educational means inettiecational strategies and in
educational activities and the elaboration of acidd didactic technology.

From a practical/applicative point of view, at nadevel, elaboration of
educational technology involves passing throughr foomplementary actions:
design, realization, evaluation and adjustmenthaf didactic activity. In these
actions, making the educational technology conopgtrational depends basically
on didactic methodology, which is in fact the mastnamic component of
educational strategies. As a matter of fact, thdaatic method represents the
binding element between the components of the éidued process: operational
objectives, educational contents, human resournatgrial resources, educational
relationships and so on.

Further, we will realize a short pedagogical asiglyof these 4 actions
components of the educational technology, by enipimgsthe main approaches of
the teacher. We have illustrated these approadrethd case of an instructional
sequence corresponding to the Chemistry programendoX” class (the programe
is for the year 2000-2001), which concerns a thanmrafated to the Analytical
Chemistry: the auto-ionization process of water &atkr’s ionic product.

1. Design of the didactic activity:

To which questions
responds

Approaches accomplished by
the teacher

Example

What we want?

Formulates the didact
objectives in an operatior]
manner.

idhe operational objective/evaluat
abjective: "The pupils have to defi
the water’s ionic product on the basi
conversation with teacher.

scientifid
i

What
contents
circulated?

Analyzes the scientific conte
sfixed in the scholar manual a
processes it from the systen
point of view.

nthe teacher processes the scier|
ncbntent corresponding to this seque
iy using the empirical and scienti
knowledge of the pupils concerning
ionization, pH and the way in whi
chemical reactions are produced
microscopic level, realizing correlatig
with physics.

What are the spati
temporal condition

of the instruction
where, when, ho
long time?

bAnalyzes the characteristi
sof the instructiong
renvironment, the quality
\scholar space, the possi
constraints (including thog
related to the scholar tin

- The didactic activity don't necessitd|
lany special conditions, so it can be d
bin the classroom.

- The sequence should not take n
than 15 minutes.

available).
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What are the humg
resources (with wh
and for who) wal

organized th

didactic activity?

i\nalyzes the psychologi
aesources of the class of pu
stheir intellectual an
emotivational level, the genel
preparation level etc.

Preparation level of the pupils
iShemistry: good
- Class composition: heterogenous
alMotivational level: good.

What are
material
needed for
didactic activity?

th

th

resourcs

Analyzes the material resourg
existent in the school a
eelaborates  or  purchase
others.

#sis advisable to use a pideter; thig
ndpparatus may be in the school or ¢
e borrowed.

How to act?

Establishes the methodologi
resources and elaborates
educational strateg
considering the operatior]
objectives.

cal Didactic methods used: heuris
tbenversation, explanation, id
ynodeling.

alEducational means: pH-meter.

- Organization form of the pupil
activity: frontal.

It is experimentily determined the p
of the distilled water and one can
that it is close to the value of 7. T
teacher shows that theoretical stu
demonstrated that pH of the water

at 25C. By using heuristi
conversation, one can deduce that:
* pure water & 25°C contains ior
H;O", whose molar concentration
[Hz0"] = 10" mol/l

* these ions are formed due to

collisions between water molecules
this collisions a molecule may extr,
from another a proton Hforming the
ion oxonium HO'; the other ralecule
which looses the proton, generates
hydroxyl ion HO

* this interaction between wal
molecules, called/ater auto-ionizatior
is written as in the following equatid
HO + HO = H " + HO or,
simplified: HO = H" + HO

* pure water contains both ions Hand
ions HO; thus, we say that water
neutral electrically, because the m
concentrations of positive and negal
ions are equal: [ = [HO] = 10’
mol/l

* the product [H] x [HO] = 10"
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(mol)? is a constant and is cal
water’s ionic product

How we’ll know if

and how much wer¢o  evaluate the  scholawill be continuous and will be based
achieved therandament (of scholgoral evaluation tests.

operational performances), evaluatiph The corresponding evaluation tes
objectives? ways, methods and techniqugbe following: "The value of wate

conceive  evaluation te

contents; and establishes
moment to apply these tests.

Establishes the strategy nee

centered on the operatio
objectives and on select

deBvaluation during the didactic activ|

sienic product is verified if we exprg
nide concentrations of ions'Hind HO
ad grams per liter?". This test is appl
themediately after the formula

water’s ionic product was deduced.

2. Realization of the didactic activity:

To which Approaches accomplished Example
questions by the teacher
responds
How it  wag Establishes the efficiency pAnalyzes:
proceeded? the designed and appliedthe degree in which the design

strategy, critically and aut
critically analyzes (from th
methodological point of view

the way in which th
educational  activity w48
deployed.

pstrategy was adequate with
conditions of instruction

} the degree of pupils’ participation
the deployment of the sequel
discussed: at the teacherdemand
inside the dialog or at the pupi
initiative

- the quality of the answers given
the pupils

- the errors made by the pupils.

3. Assessment of didactic activity:

scholar results ang
establishes the degree
which  the  operationd|

objectives were achieved.

in

of

To which Approaches accomplished Example
questions by the teacher
responds
What results erg Applies the evaluation - Applies the designed evaluati¢n
obtained? strategy and the designedest, approximates the percentage
evaluation tests; analyzegupils that gave correct answgrs
the pupils’ responses, thgi80%) and deduce that the

operational objective was achieved
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4. Adjustment of the didactic activity

To which Approaches accomplished Example
guestions by the teacher
responds
What should bg Conceives the new Because the operational objective was
done later? educational strategies as|achieved successfully and the clgss
function of results and having good pupils, the knowledge
information resulted aftey concerning water’s ionic product may
evaluation, and, if be extended - for instance with the
necessary, improvementfollowing tasks:
strategies for the weak- "How can you explain that watér
pupils or for the best ongssuffer the auto-ionization process RQut
etc. we still consider it a moleculdr
compound?"
- "The formula for the water’s ionif
product is better verified when the
solutions are more diluted or mofe
concentrated?". At this point will be

solution, at 25°C, the product:

[H] x [HO] is a constant equal wit
10 (mol/l).

- "How will influence temperature an
pressure the value of water’'s iot]

underlined the fact that in any dilutg¢d

=

c

product?" and so on.
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STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLVI, 1, 2001

PHYSICS LESSON PLANNING USING RWCT STRATEGIES

ZOLTAN KOVACS *

ZUSAMENFASUNG. Physik Lektion mit der RWCT Methode. Nach
dem RWCT Methode einige Theme fiir Physiklektionen r (de
Archimedische Kraft, der thermische Motor, der Higfotor, Interferenz
auf diinne Seifemembran, die Edisonsche Phonogaph)rsdem Artikel
presentiert.

Reading and writing for critical thinking (RWCT)rategies are very
appropriate for teaching sciences, as scientifiowkadge is based upon logical
thinking. Moreover, these strategies help develoth bhe students’ knowledge of
the subject matter and several cognitive skillgha higher levels of Bloom’s
taxonomy. The strategies favor cooperative grougivites, they offer
opportunities for supporting statements with argotmend for active listening. At
the same time, they ensure the development ofgtmotivation for learning, they
change the student-teacher and student-studetibnslaips. For instance, the role
of the teacher as an authority in the field disappeand this encourages the
students to express their opinions freely. The eslpromoted by the RWCT
strategies can be revealed only if teachers ardy reempetent and genuinely
interested in their students’ learning.

RWCT strategies do not really prove suitable iry aubject matter.
Interdisciplinary topics, with a significant sociapect are easy to approach by
using them, but classical scientific topics are exatluded either. When the teacher
decides the topic of the lesson, s/he must thinthefimportance of the topic, the
way it relates to the students’ prior knowledge #mel manner RWCT strategies
can be best applied to teaching it. The teachanldradso keep in mind the kind of
specific knowledge that s/he will develop in thed&nts by teaching the topic and
the way the students will be able to use that kedgt in everyday life.
Furthermore, the teacher should pay attention tat\wspecific skills are needed for
the students to cover the topic successfully. Teachave to make sure that the
evaluation strategies are appropriate. Finallychees need to select the teaching
aids carefully and allocate time judiciously fockatage of the activity. Classroom
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ZOLTAN KOVACS

management should not be ignored: teachers halexide beforehand how to group
students.

The lesson will be planned observing the ERR fraomnk, that is the
evocation — realization of meaning — reflectiontha first phase students’ motivation
is ensured by evoking prior knowledge of the tojricthe realization of meaning,
students are helped to actively explore the topitta assess new knowledge, while
in the reflection the newly acquired knowledge tnmected to everyday life.
Opportunities are created for further exploringtthgic and for answering unclarified
questions. We, teachers, must evaluate the coanlikat we have reached by the
end of the lesson and decide on the level at wiichlems are going to be solved.

After the lesson we must reflect on ways of takthg new knowledge
outside the classroom and on the tasks that swidéhhave after the lesson.

In the following we would like to present some it3pstudied in physics
lessons, in whose teaching RWCT strategies wereesstully applied. Other types
of training in using interactive methods can alsovp helpful to the successful
application of the described strategies.

1. Archimedes’ Law

Evocation Every student will be given a syring
the end of which is blocked. Water is poured
the syringe, in which the head of a match
inserted. The piston is pressed. The piece
match sinks when pressure is applied.
Realization of meaningnstead of the head of «
match a piece of tube, which is blocked at o
end, is submerged in the water with the op
end down, which thus forms an air bell. Whe
pressure is increased, the bell sinks. T
students will notice that sinking occurs whe
there is enough water in the air bell. Tf
students will realize that the same phenomenon
occurs when the match head sinks, because in fgeafahe piece of match water
penetrates in the capillaries of the wood, thus pressing the air in it. By
brainstorming, the class will realize that thereiforce of ascension. Comparison
will be made with a spoonful of soup taken out latg

Reflection. The class will discuss the role of
phosphorus on the match head. The same
experiment will be done with a piece of match
with no phosphorus. Further on, the class will
discuss the principle of the submarine, the
airship, the hot air balloon and the densimeter.
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2. Heat-engine driven musical instrument

Evocation.The teacher shows the students the device. Thiergsiare invited to
name it.

Realization of meaning@.he students identify the causes of the phenonfextaake
place while the device is operating. They are rstgaeto support the name they give
it with arguments. They fill in a mind map aboue tldentified phenomena (heat-
engine, musical instrument, and dynamics of circmation and their characteristics.
Reflection.The students fill in the sides of the cube. Qoesti How could the sense
of rotation of the device be changed? How could gssess the output of the engine?
Write an essay about your impressions of the device

3. Electric engine

Evocation. The students are shown the
device. Its composition is the following: a
battery, a piece of magnet, two paper clips,
an insulated coil with straightened ends
which make up its axis (see figure). The
students are asked to draw the device.
Realization of meaningThe students are
asked to explain how the device works. The
students discuss the position of a razor blade
on the surface of water. They realize that the
razor blade is positioned not only depending
on the lines of the earth’s magnetic field, but
also a) under the influence of a permanent
magnet or b) that of an electromagnet. The
students build the electric engine from the
materials provided by the teacher, using the
necessary utensils.

They discuss why the rotor of the
engine built by them will not rotate. Questions: WMioes the insulation from the
wire have to be removed? Why does the insulatiom fone end of the coil have to
be removed only partly? What kinds of phenomena fallace, and according to
which principle does the device rotate?

Reflection.The students are given the scheme of an electriormoth a sectioned
collector (DC motor). The students are asked tda@xpvhy the rotation is uniform.
The teacher gives the students a rotor of a remhenS/he asks the students why the
rotor is made up of several sectioned collectodscails?

4. Light interference on thin plate
Evocation.Why is the surface of water
colored if it has an oil slick? How
about soap bubbles?
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Realization of meaninghe opening of a tea tin is placed in soapy wathe film
that forms is illuminated with strong light. Withd aid of a syringe, some air is
drawn from the tin, so that the film becomes slighbncave. The image of the film
is projected on a screen with the help of a leh& dlass discusses the phenomenon
that has taken place.

ReflectionHow can we explain the fact that the surface ofitheturns black after a
while?

5. Edison’s phonograph

Evocation. The tip of a needle,
which is put through a postcard
held in the hand, is placed on the
groove of a record on a turntable.
Realization of meaning. The
mechanism of sound formation in
this experiment is analyzed by the
students. The groups of students are
asked to design a device that can
record sound, by giving them four
key terms: steel needle, elastic |
membrane, wax disc, groove. By
using the INSERT method, the
students compare their projects with Edison’s ndgproject. The students analyze
the way the crying/laughing doll works.

Reflection. With which product of an ancient handicraft couidoe possible to
reconstruct sounds of ancient people, using maegeimiques? Explain your answer.
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OBSERVATIONS ON THE SEMINARS OF GEOGRAPHY
TEACHING
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RESUME. Observations sur les séminaires de didactique de la
géographie.Dans lintroduction I'auteur présente I'observatiomme une

méthode qualitative de recherche, définit le séminat fait une

classification qui comprend les diversese typesséminaires. L'auteur
présente le cadre de la recherche et puis il décrihaniere pratique
d'enseignement dans les séminaires. Dans le fdélr présente le feed-
back offert par les étudiants consernant les &tsivbrganisées et les
conclusions de l'auteur sur l'activité expérimental

I. Observation as a qualitative method of research

Involved in every type of research in the socieldfi as a qualitative method
of investigation, the observation is defined aas of watching and systematically
describing behaviours and events studied that take place in their natural social
environment (Banister, Burman, Parker, et.al. 1995). Adriaahd (2000): through
observation we record the effective behaviour aippein common life situations and
the multitude of factors that determine their awiand interactions.aBan underlines
some of the essentials of observatibexibility, as there are several modalities to use
it, the character afion-intervention, as the observers do not question the subjects on
their opinions and attitudes, do not stimulate tlieraxteriorise different behaviours,
do not provoke on purpose specific situations, aonmanipulate the participants; the
high degree oftructure or the lack of any attempt of systematic monigtian; the
focus on specific, narrow aspects or on general aspéiets,consciousness or
unconsciousness of the subjects monitored regatiéngresence of the observers and
the aspects observedariable explanations for the subjects for the reasons of the
observation and the aspects aimedaaiagble time for the observations; threcording
of the observation through note-taking or by the efsaudio-visual means; the absent
or completefeedback offered to the participants on the aspects obdearal the
interpretations that are made.

Il. The concept and types of seminars

The seminar (lateminarum = nursery, place and activity for/of education, of
development and consolidation of theoretical-appire knowledge) is a form of
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didactic activity with a theoretical-applicativeashcter, through which the students,
under the teacher’s guidance, clarify, developamgsolidate the knowledge gained in
the courses and through individual study, form dadelop the applicative abilities
and skills specific to a certain discipline of stBonta, 1995).

Depending to the temporal dynamics of the educatieeess there are three
types of seminars:

» introductive (of initiation), having several objectives: knowing the
problematic of the seminars at that discipline; iamg the didactic tasks of the
students; knowing the ways in which the seminaesheld; knowing the relations
between seminar and other didactic activities @muteaching practice, projects,
exams etc.) or research activities; knowing théidgbaphy for the seminar or for the
creation of some written or graphic materials; kmgwinformation regarding note-
taking, the organization of learning for that didicie, organization of evaluation etc;

e current (basic), having as objectives: systematically knowledgethaf
themes taught during courses and of those studiddpéendently based on the
recommended bibliography; the clarification of miderstandings, correction of
errors; the creation of procedural knowledge amdigfty competences etc.

» final (of revison, synthesis, of closing), which aims at the following objectives:
the development of the capacity of selecting estdmiowledge; the development of the
capacity to synthesize, necessary for restructtiimgtudy material.

Depending on thenodalities of conception and progress there are five types
of seminars:

* repetitive, aiming at: repeating knowledge through dialogeieninating
misunderstandings and errors; knowledge consaialatompletion, structuring.

» debate - seminar (discussion), which allows the manifestation oé th
students’ intellectual capacities, the expressioopmions.

* report - seminar, which is based on papers prepared and presentdwb
students.

* problem - seminar, which is based on formulating problem-questions,
problems and theoretical-applicative problem-situnest

 application - seminar (exercises), which aims at enriching knowledge,
forming practical abilities and skills. The contesft this seminar include solving
problems, making application or calculi, solvinges, etc.

lll. The purposes and objectives of investigatingeminars

One of the major purposes of the universities Brisure the basic training of
students to make them qualified teachers. In thigtext, the observation of the
seminars in geography teaching methodology had msr@ose the analysis of the
planning, organization and the evaluation of thmisar activities during which the
students start to gain the main necessary commstarexessary in the career of a
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teacher. At the base of this investigation thereewseveral working hypothesis:
students learn more efficiently in group activitte$owed by frontal activities than
only through frontal activities; students learn eefficiently through methods based
in interaction than through expositive methodshafse based on dialogues; students
learn more efficiently with the help of didactic te@al than only through verbal and
symbolic means. An important objective of the redeavas the observation of the
interactions between teachers and students or lfedseen students.

V. The frame of the research

We monitored the seminars of "Geography Teachiag"in six groups of
students from the Faculty of Geography and thersmsiof "Geology Teaching” ran
with a group of students from the Faculty of Biglggeology in the first semester of
the academic year 2000-2001. The students frorRdhalty of Geography belong to
the departments of Geography (111 students in 3naergroups), Geography — A
Foreign Language (71 students in two seminar gioys/ironmental Sciences (19
students), Geography-German (11 students), TeatitBlanning (14 students), all
organized in one seminar group. The students of-#uellty of Biology-Geography
follow the specializations Mineralogy (15 student§eology (15 students) and
Geology-Geography (15 students).

Each group had nine two-hour seminars. Accordmghée position status,
seminars should be organized every two weeksnlardier not to miss classes around
holidays and to ensure the best training for thelesits, they were organized on a
weekly basis, even if the teacher worked overtimthis stage. The activities of the
geography students were organised in a hall witipacity of 52 seats, four chairs at a
table, allowing the students to group themselvasams of four. The activity of the
geology students took place in an amphitheatre avitapacity of 52 seats, in which
the students could be similarly grouped in four.

The observation was performed by the appointechégdor the disciplines
"Geography Teaching Methodology" and "Geology TeartMethodology”, who
organized the courses, the seminars and the aealwdtall monitored students. The
recording of the observation was performed thrauafie-taking.

V. Seminars — from planning to interpretation

In order to make clear for every student what thaye to prepare for each
seminar, on the notice board each week the folipwirere posted: elements of
content, the objectives of the seminar, the soenafi the activity and the
recommended bibliography.

The content elements approached irfitteeseminar were the ones presented
in the first two coursesSeography in the National Curriculum: Forms of organizing
the activity. The lesson. The objectives suggested for this seminar aimedake the
students capable of: defining freely, in a persomabroach, a learned content,
formulating and asking questions based on the ntstearned; conducting dialogues
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between members of a group. The fact that in eatttife benches were grouped in
two rows facilitated the division of the studentstivo large groups, each having
distinctive tasks, specified in the organizatiamaiment. In the first hour each student
within a group formulated questions from the fastirse and addressed them, in turn,
to the students from the other group. In the setanal they swapped, and the content
of the dialogue was the one of the second courseomduct the activity, according to
the students’ option or by the nominalization af #eminar-appointed teacher, four
students were chosen, each of them acting as atmeftir around 25 minutes. After
distributing the roles, we specified the demands ed them had to satisfy during the
activity. The mediators received the following netnendations: to permanently
maintain eye-contact with the ‘class’; to namedhe to ask the question so that each
student in the group that asked questions woula: g possibility to address a
guestion; to name the student that was going tavemer to allow the student who
asked to address the question to someone in partiprovided that each student from
the group to answer would receive a question; tmiditate additional questions to
clarify answers or to ask for supplementary quastiwom the one who phrased the
guestion in case of an unsatisfactory answer. Tie that asked received the
following recommendations: to formulate questionshva precise content in the
course; to have a correct formulation; to nomitiageperson to answer; to evaluate the
answer; to provide the feedback to the one who emesivThe ones who were supposed
to answer received only the recommendation to rity answer freely, as correctly as
possible, but in a personal manner. To avoid stteesstudents were allowed to have
their courses or other notes in front of them.

Based on the observation of the verbal and noaVebehaviour, the
mediators can be grouped in two: those who stualiedpedagogic high-school (with
an experience of over 200 hours of teaching) or whiked in education and those
without didactic experience. The students in the iategory played their roles self-
assuredly and respected all the demands spedifiedothers left the dialogue produce
itself, intervening only to nominate those who weresk. The moment the students
formulated questions they realized that this wasanoeasy task because not always
the answers were those expected, and they wergedhio rephrase the questions.
Providing the feedback wasn't easy either, theesitedbeing limited to expressions
like "Good", "OK". They accomplished the objectivésss the moment they
formulated the answers, as most of them did noagshthe knowledge in a form
different from the one in the course. The studempreciated those elements of
content that were abstract, difficult, although unalty they should have been
familiarized with these from pedagogy. As a reactio this modality of organizing
the seminar to aim at declarative knowledge from ¢burse it was the students’
request to organize the activity in a practical ngnin order to obtain abilities helpful
in the work with pupils.

The content elements of theecond seminar aimed at four expositional
methods: the speech, the story, the explanationttedliescription. The objectives
proposed for this seminar were to make the studmpable of. presenting a content
and systemising it on the blackboard; telling ateohand formulating questions based
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on the same content; describing in writing a laadecstarting from a photo;
explaining a geographical and geological phenoméoitowing some requests. Each
student received the demand to raamkipendently a certain text from the course base.
Each of them was asked to solve the following tagkghoose a fragment from the
text; to memorize it; to extract the main ideassystemize the ideas in writing; to
present the content to the entire class and tersyz the ideas on the blackboard.
The individual activity, which lasted 5 minutes,safallowed by presentations in front
of the class. During the frontal activity, eachdstot had the tasks to listen attentively,
to take notes, to formulate questions and observatigarding the verbal presentation
and the sketch on the blackboard. During the ptatiens the students did not respect
all demands to make it efficient. Their presentatibad different characteristics: they
were too fast or too slow; they did not vary theine; the diction was deficient. The
students were asked to appreciate each presentaiged on several indicators:
content, language, intonation, voice intensity tiolic speech rate. In drawing the
sketch on the blackboard the students had sevffialililes: they did not select the
essential; they wrote too much or too little; tdeas were not ordered logically or
systematically; they did not underline anything. éfter analysing the sketches the
students were asked to remake them in order toreared.

For the next activity the students were arrangegtanips of four. Each group
received a book. Each group was asked to solviolibeing tasks: to choose a short
gory from the book received; a representative of tleeigshould read eloquently the
story in front of the class; to formulate three gjiams they would address the class to
make sure they understood the meaning of the dagh group activity lasted for 5
minutes, then each representative of the groupsimed in front of the classroom the
selected story and addressed the three questismsilAe case of the speech, the students
were asked to appreciate each story based ondfwators previously specified. The
students had difficulties in choosing the storiesadoise in some cases the texts chosen
were not stories but information that needed aeptasion (they did not have any action,
characters, the place was not specified etc.). enaibstacle for the students was the
eloquent story, as they did not have the taleth®icourage to present in an eloguent
manner the fragment chosen. During this frontaligctthe students faced questions
especially meant to determine them to think didattyi: Why do we introduce a story in
the geography lessons? How many such stories can be introduced in the lesson? When
can weintroduce them? What length should they have?

For the next activity each group received the plbt landscape. They were
asked todescribe the landscape. One row of students had to elabaratcientific
description, the other row a literary one. To kntlve characteristics of these
descriptions the relevant pages in the course gigan. The time destined for the
group activities was 7 minutes followed by the prgation of the descriptions in front
of the class. From each group a member was pregetite photography, while
another was reading the text composed. In thaitedtescriptions the students used
the literary language, but they did not presentttadl visible geographical aspects.
Greater difficulties were encountered by studertie @escribed scientifically as the
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language was used empirically and they did not gessshe necessary specialty
knowledge to analyse a landscape completely anrsgtically. Based on these
observations we consider that the moment the steidea going to be asked again to
describe a landscape, a simple analysis methoddshigo be presented.

For the last activity each group received a phefdg of a geographical
phenomenon. They were asked to identify the phemamand to fill in the triangles of a
hexagon using as litte words as possible, acaprtinthe model sketched on the
blackboard. They had to write in there answersi¢ofdllowing questions: Which is the
cause (are the causes) of the phenomenon? (Why®hitth conditions does the
phenomenon take place? How does the phenomenoplaak® (How?) Where does the
phenomenon take place? (Where?) How long doekel® How long?) When does the
phenomenon take place? (When?)What effects doephitigomenon have upon the
environment? (What?). Each group had to estallish phenomenon: the name, the cause,
the conditions, the on-going in terms of time apdcs, the place, the time (duration,
moment), consequences. The insufficient time ditl alow the presentation of the
hexagons in front of the class, and they had tmbwpleted at home. From the analysis of
the products elaborated by the students we relmairithie causes and conditions in which
some of the phenomena they learnt about in théatgemurses occur were not clear. For
this reason we allocated two seminars to discusse sgeographical or geological
phenomena. Although they were asked to fill in eieimgle using as litle words as
possible, none of the groups respected this denamdonstrating their incapacity to
extract the essential, to synthesize it.

The content elements approached irttihvel seminar aimed at the perception of
a graphic or cartographic material and the contiershased on that. The objectives of
this seminar were to make the students capablerafiulating questions to direct the
observation made by the pupils; to evaluate thditgud the questions, to direct the
perception of reality through questions. The agtiwas organized in groups of four
students, each group receiving a photography. Tdshrwas to formulate five questions
the pupils would have to answer when looking at gtheto, without needing any
additional information. To obtain the informatioegarding the organization of
perception the students received the recommendati@ad from the course everything
regarding the stages and the perception of spdige.a®group activity of 5 minutes one
representative of each group presented the phadcarother asked the questions. The
students had different difficulties in formulatitige questions: some formulated much
too simple questions, displaying a lack of serieaspnsome formulated questions that in
order to be answered needed information that watrénrthe photo. Due to the fact that
only 5 questions had to be asked, we could notajape if the students are capable of
directing the complete perception of the landscape.

For the next activities the groups received schientibwings. Based on
these, each group had the task to formulate tlmeeecgent questions specific for the
catechist conversation in order to direct the @ugikrception and three divergent
guestions specific to the heuristic conversatiofatilitate the pupils’ understanding
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of the geographical phenomena. To remind themeoftlo types of conversation and
of the types of questions we recommended themato tiee relevant text from the
course. Some groups did not formulate correctlyestypes of questions and they
were asked to formulate other questions after idlgayut the misunderstandings. As
the questions based on each schematic drawing nategl down by students on
different cards, each team had the possibilityaiesalt the questions formulated by
the other groups in the end.

Another activity was organized based on the nmapes,received by each group.
Similar to the previous activity each group hadhaask to formulate three convergent
guestions specific for the catechist conversatioorder to direct the pupils’ perception of
the map elements and three divergent questionffispedhe heuristic conversation to
facilitate the pupils’ map interpretation. If therrhulation of convergent questions was
easy, the formulation of divergent ones createllgmas and not all groups did accomplish
their task fully. If in all previous activities dagjroup received a unique material, in this
activity three maps were used (The Physical MaRavhania, The Physical Map of the
World, The Political Map of the World). In thisisition the students had the possibility to
hear questions formulated by other groups, bas#te@ame maps.

For thefourth seminar, each group received the "Geography Textbookhiog'
grade. The objectives of the seminars meant to thakstudents capable of: formulating
guestions based on a text; formulating questiossdoan a drawing in the textbook;
formulating the operational objectives of a lesselaborating the logical scheme of a
lesson. The lesson chosen for this activity wagjtiketism. Volcanism. Volcanoes" due to
the complexity of the phenomena approached, thelshgth of the text, the illustration in
the textbook, the attractiveness of the conterterAfvorking in groups, the students
presented the result. Each student had the opipptiufisten to a large range of questions
based on the same text or graphic material, cdnglticat each of them noticed something
else and thought differently. We remark upon ewaadormulated questionghat is a
volcano made of? Is there melt material that does not reach the surface of the earth? Has
the volcanic eruption any influence on dimate? How many types of volcanic products
exig? According to how many criteria are volcanoes classfied? As there was no set limit
for questions and objectives, each group workedrdicg to their own standards. For the
students it was difficult to formulate operationbjectives, even if we stated where they
might find information about operativeness and ridevant verbs. They did use many
verbs with a general character: "to be acquainiéd',Wto know", "to understand", "to
learn”.

Two seminars were dedicated to the presentatiosonfe"papers’ about
geological or geographical phenomena. Each studeose a subject from a list
provided by the teacher. If the students wantedoresent other subjects, after
analysing the title, their decisions were accepié¢e "papers" had to satisfy certain
requirements: to present the conditions in whig ghenomenon occurs, the causes
that lead to its occurrence, the space is whictakies place, the time (duration,
frequency, moment), to explain its progress in tiamel space, to talk about its
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consequences on the environment. Each studenbHhautitalone the documentation
sources and to specify them in the bibliography ths purpose was to explain the
phenomenon as clearly as possible and keep thietggh to a minimum at the same
time, they were asked not to present contradicttrgories”, but to choose from
several variants the one considered to be the adesfuate to be used in the didactic
process. Other requirements were: to accompany téx¢ with graphical,
cartographical or photographical materials; to kibepganguage as simple as possible;
to formulate and present it in an attractive manner

As for the content we noticed that the majoritysaidents presented the
phenomena at a descriptive level, few reachingtiaytical level of competences
and relationships, the synthetic level of the whmdhe causal level, less visible
and more difficult to be known, demonstrating thetfthat they did not have the
necessary competences in their specialties. Samenss proved a misunderstanding of
some concepts, their misuse, an erroneous or ife@mgxplanation of some
phenomenon. The tendency to "get lost" in detadls wisible, even if we set a limit
for the text dimension and one for the verbal preséon in front of the class.
Some problems were created also due to the facthtbalegree of difficulty of the
presentation of some phenomena was higher that dhaithers, imposing a
rigorous and balanced selection of the topics meargimilar activities, together
with a stricter obedience of the specified limikdost of the students did not
arrange correctly the bibliography, and in somessdbkey did not specify correctly
the title and the author of the articles from mageg and journals, although we
expected that after two years of academic studieshich they elaborated
numerous works they would be able to put togethed ase correctly the
bibliography. The students were asked to recompbsér "works" and the
bibliography entirely if they did not respect thequirements, as the essential
purpose was to have them gaining correct practkalls. What impressed in a
pleasant manner was the fact that they used teenkttas a documentation source
and they brought many new information, photographegys, drawings. Noticing the
students’ behaviour while listening to the papewsing) the whole activity we
remarked that many of them did not follow with nest their colleagues’
explanations, did not manifest their wish to cleairthe confusing aspects, although it
was stated that this was a learning activity, medsu to fill in the gaps and to
correct the mistakes. Being asked to underlinepthgtive and negative aspects,
the feed-back offered to their colleagues was mgialsitive, expressed in a few
words, and this can be explained either througHabethat they did not wanted to
discourage them or they were not capable to cdyrevtluate the content and the
quality of the presentation. Capacities of cormaluation were demonstrated by
students who graduated the pedagogical high sctava, who exercised the
analysis of the lessons, the evaluation of the arswnd of the pupils’ products
during schooling. As the teacher listened with res¢ attention and patience to
some subjects even several times, we were negathugprised to see a state of
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passivity among students when in fact they wereahes who needed to learn.
Asking the opinion of a student, he said that lterdit pay attention "because | am
not interested in the topic". Asking him to form@@ubjects that are of interest for
him he did not come up with any, creating the imspien that he was only
interested in getting a diploma, not in the knowleaf a scientific field. Without
continuing the investigation of this subject, wensider that this manifestation
raises a question mark for the teachers. From #tbadological point of view, the
paper-seminars did not accomplish their objectamgely. What should be done in
the future? First it would be necessary to analgsenodel-paper, very close
thematically and as style to what is being askethefstudents. Secondly we should
state in writing and in detail all the requiremetitat need to be respected in the
elaboration of the text and offer a quota for asialycorrection, marking that the
students can apply themselves. Thirdly we shoullyae together a correct and
erroneous bibliographical list so as the studemsils know the rules they are going
to respect. Finally, the students should learnpiglyaall the rules regarding public
speeches on a topic, as the ethos is one of tlkegay qualities in the teaching career.

One seminar was dedicated to ¢iperiments anddemonstrations with object
means. Each group received the materials necessdhe experiment and indications
regarding the page in the course where they cahtliia relevant information. It was
stated that in case something was not clear, theyld ask, and they did so. After
conducting the experiments within groups, theyidid front of their colleagues. The
following experiments were organized: the mouldaighe mountains; the rotation
movement; the revolution movement; the movemenhefMoon; the consequences
of the Coriolis force; the occurrence of moon aoldrseclipses; the consequences of
the centrifugal force of the Earth; the occurreoicéihe condensation phenomenon; the
infiltration and the forming of aquiferous stragdtjitudinal curves; the existence of air
stratification in a room and the movement of airents; the occurrence of a volcanic
eruption. During the demonstration the studentsived indications in order to make
the experiments successful.

A seminar was dedicated to thealysis andinterpretation of some diagrams
and thematic maps about Japan. Each group received a certain didgaaed on which
they had to formulate questions to which the pupéd to answer by "reading" or
interpreting the diagram. The questions necessaglgrred to reading the title,
deciphering the legend, then the analysis of timett of the diagram proper. If the
first groups formulated the questions with diffiges, the others followed the analysis
model already observed. Because the thematic magsemted a high degree of
difficulty, the students received as a task theialysis and the explanation of the
components of the space represented, the reldperisitween components. In order to
interpret the maps the knowledge gained in seaerglemic courses were refreshed.

At another seminar the groups received for analysspupils’ notebooks.
After studying them, the teacher remarked the lgilositive and negative aspects of
these notebooks. Each group received for statyoschemes of some mountain
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regions in order to learn to elaborate such mapkafger spaces. In a frontal activity
the students presented maps made by them, dudrsgahe of pedagogic practice. For
each map the following had to be analysed: dimengitter thickness and colour, the
content of the legend, some content elements etc.

VI. The students’ conclusions as first beneficiarie of the seminars

At the end of the seminars we asked the studetdback, expressed in writing
and unsigned. We remark some positive aspectslimedeby the students: the students’
implication in the teachers’ role; the student'algsis of the work performed by his/her
colleague; the presentation of materials; the peifiy of demonstrations; the teacher’s
performance; the interest the students manifetitedgesire that the students should
acquire pedagogical abilities with the help ofatidint methods; a good teacher-student
communication; the accent placed on practice idstéatheory; direct access to the
teacher, without the use of intermediaries; lapges for the seminar; the expression of
free opinion about didactic methods; variety; ditgrof methods; the way the seminars
were conceived; the general involvement in debgtesip and pair work; the "climate”
of collegiality; a very pleasant, relaxing atmoseh@ normal teacher-student relation;
that you allowed us to joke, to be "bad"; studemted activity; varied and multiple
educational means; detailed explanations; thatersation stimulates the desire to know
more and not only from the realm of geographyatkempt to show that everyone has to
manage on his/her own; the teacher’s calm.

The students considered as negative the folloagpgcts: the lack of time; that
not all the students were requested; that it waisyawe couldn’t do more seminars; "it
would have been good if we could assist this semiesat least two hours of teaching in a
classroom in order to better appropriate thenhibery; unfamiliar terms in great quantities
(author's note: from the psychopedagogic domagigradting those that perturbed the
activity; the language is not accessible; we leaone about how we should act as future
teachers and less about how we should teach; dbastyessed on purely geographical
problems which did not leave place for argumentgeag/ere not prepared beforehand; too
much lecturing; deficient time-framing; the pertatibns of the seminars by some
colleagues; large mass of information in a shome tand with a low student level; we do
not have a teaching practice notebook; there stimud been more exercises about the
lesson plan; at least one hour of assisting a eéeachorder to know exactly what the
procedure is.

VII. The conclusions of the observer

In this participative observation the author’s iicglion was complex because
the roles "played" were diverse: the author andegpt of the course; the designer
and organizer of the seminar; the observer of er activity; the observer of the
students’ activity; the evaluator of her own atyivithe evaluator of the students’
activity.
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This observation allowed the collection of a lakggdume of information
about the possibilities of an efficient organizataf the seminars so that the students
would gain the abilities necessary as a teachenuf these modalities of seminar
organization the students receive models of orgamiearner-centred activities and
convince themselves that learning through actioindeed the quickest and easiest
way to learn.

Even if the author's involvement supposes a higreffment of
subjectivity, the fact that she keeps the contfothe student's training through
course, seminar and teaching practice allows hentervene the moment she
notices some negative aspects by changing the rdonie methods, the learning
means, the attitude etc, thus increasing the effay of the activity. By attentively
monitoring the natural behaviour of the studentg, permanently asking in a
friendly way for the students’ feedback, the obeeravoided getting "blind"
during her investigation.

Based on the observation of the seminars organizedcame to the
conclusion that students learn more efficientlygimoup activities through methods
based on interaction and on a rich educationalahttact that confirm our working
hypotheses that were the base of our investigation.
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PROPUNERI DE EVALUARE PRACTICA IN CADRUL TEMEI
BAZE — PROPRIETATI — UTILIZ ARI
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ABSTRACT. Proposal For Practical Evaluation As Part Of The
Theme: Bases — Properties — ApplicationsThis study reviews some
basic problems connected with the practical evaloan the chemistry
field. This form of evalution is very important besa chemistry is on
experimental science.

The pedagogical research concerning the pupils g™
classroom had been effected at "Anghel Saligny'e@iaim from Cluj
Napoca, in the academic year 2000 — 2001. The seshtiw the great
interest of pupils for the practical evaluation.

Introducere:

Evaluarea constituie un act complex in procesupmelare — intare la
nivelul oricirei disciplinescolaresi in special, la o disciplina atat de important
cum este chimia. Evaluarea confinaxali pe obiectivele de evaluare, indlic
cadrului didactic feed- backul in fiecare momentrai secvete de instruire.

Existd studii care relev o serie de probleme de ldegate de procesul de
evaluare raportat la noile ditgécce apar in cadrul reformei im@mantului intara
noast.

Este din ce in ce mai eviderit@ac dorim s avem o eduag eficient va
trebui & furnizam un nou model de evaluare Tn domeniul chimiei (Nescu,
Banc 2000).

Bates G. aratca: "Presupunandacobiectivele noastre sunt mai importante
decéat cotinutul pe care-l pretin este necesari ddentificam, in special, acele
procesesi activititi ce sunt incluse in predarea experimentahceasta va
determina o mai buna evaluare (Naumescu, 1997)

Tn figura 1 sunt indicate etapele evaluexperimentale:

! "Babe-Bolyai" University, Cluj Napoca.
2Anghel Saligny" Technical College, Cluj Napoca.
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Sarcina
(proba de evaluare practjc

etapa 1l T—> dhbere de informgi

etapa 2 —» judecata elevilor

etapa 3 — luarea de decizii

etapa 4 —» #aanea practig efectiva
A

Fig. 1— Procesul de evaluare

In tabelul 1 sunt prezentate diferitele etape pseppentru fazele unei
evaluri practice.
TABELUL 1
Fazelesi etapele unei evalin practice

Faza Etape

1. Preopengonaki

1.1. definirea problemei
1.2. planificarea activittii practice

2. Opersionak 2. realizarea experimenial

3. Postopeti@gonak

3.1. analiza / interpretarea rezultatelor
3.2. evaluarea

In tabelul 2 este propa® modalitate concratde cuantificare, respectiv de
transformare in notgcolare, a informgilor (aspectelor evaluate) calitatiwe
cantitative olinute prin evaluarea praciic

TABELUL 2
Transformarea n notgolare a aspectelor evaluate
Aspectul de evaluare: Planuki Designul Nota
- capabil & precizeze un plan perceptiv pentru investigare 9-10
- planul este clar, concis concret
capabil 4 discute planul pentru experiment
- un plan bun, prezentat bine, dar care neteéieva modifigri 7_9
- o nelegere aproximatily general a problemei
- plan bun dar necesigjutor din partea profesorului 5_6
- nu se apropie de problam
- plan ineficient, ce necesitmodificiri considerabile 3-4
- putine idei asupra modului de abordare a problemei 21—
Aspectul de evaluare: Obinerea concluziilor si a generalititilor Nota
- oltine atat din date calitative, cditdin date cantitative un cuantum gde
explicaii. Evalueaz procedeelssi rezultatelesi sugerea alternativele 10
fara ajutor
- ohtine concluzii atat din date calitative gatdin date cantitativei da 8
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catevaexplicgii. Face incerdri de a evalua procedeegjerezultatele 4ra
ajutor

- ohtine concluzii atat din date calitative catdin date cantitativei da
explicaii. Incercirile de a evalua procedeeje rezultatele sunt pine. 5
Necesis, ocazional, ajutor.

- olrine puine concluzii din datele Tnregistrate. Exptigda sunt succinte

Nu rtelege evaluarea. In general necesjtitor 3

- poate okine concluzii cu ajutor maxim 1

Giuntini J. C. de la Universitatea din Montpellensided ca tehnicile de
evaluare sunt congibnate de aptitudinile pe care le are elevul, éxidtpatru
calitati, care par &fie absolut necesare:

| elevul gi fie capabil 8-si construiasg propriile cumtinte

Il elevul €i fie capabil § seautoevalueze corect

Il elevul s1 expurd eficace cungintele sale

IV elevul &t manifeste creativitate

Barlet R. de la Universitatea din Grenoble prezimtantajele unei evalu
formative in predarea experimerta{Barlet R. 1991). In acest acest scop s-ar
putea utiliza:

- un chestionar teoretic, preliminar, pentru a dassemanipudrilor

experimentale;

- un caiet individual, unde elevyi poate nota reflgile personale;

- utilizarea unui control continuu, Tn scop formativ;

- integrarea prettii experimentale aturi de alte forme de predare.

Necesitatea unui control continuu al elevilor esiginuti si de alte luciri

din literatura de specialitate (Dumon, 1986), (Dumd987). in cazul
activitatilor practice, la evaluarea contiaprecierea contiiwa avea la baz

- oObservarea comportamentelor elevilor

- observarea corectitudinii manigtilor

- teste scrise

- rapoarte asupra obiectivelor prestabilite

- caietul de laborator

- teste practice.

in concluzie, evaluarea prail experimentale la chimie trebuiei se
inscrie casi parte componeata procesului de predare — #mre. Problema
principak care apare este "ce evalugzcum?"si "care este momentul cel mai
indicat pentru a efectua evaluarea?"

Tn centrul atefiei unui procedeu de evaluare se sitdeaz

- obiectivelece vor fi evaluate
- motivaia evaldirii
- metodade predare aplicat

Deci, pare o utopieascredem & exist un procedeu de evaluare ideal.

Pentru a cunate "valoarea" fiegrui elev este indicatasse administreze probe de
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evaluare continue, n cadrul figei secvere de instruire, sub forma testelor scrise,
ce urmiresc obiectivele prestabilitgi pot asigura reglarea (autoreglarea)
demersului pedagogic.

Experimentul pedagogic

Experimentul didactic s-a efectuat la Colegiul fliehde Construd
"Anghel Saligny", anugcolar 2000 — 2001, la clasa a VIl a B, la 22 deisai.
S-a pornit de la premisd ¢ta disciplina chimie nivelul clasei se situgéda nivelul
mediei 6, fapt relevat in urma adminisir unui test intial axat la tema "Substgn
compuse".

Test initial
Itemi Rezolvare, punctaj
1. Scrigi formulele urnatoarelor substge chimice:
a) acid clorhidric HCI
b) dioxid de carbon (079
¢) hidroxid de magneziu Mg(OHl) 15p
d) oxid de fier (llI) FeOs
e) oxid de calciu CaOoO
f) hidroxid de sodiu NaOH
2. Se dau urritoarele formule chimice:
a) NgO - oxid de sodiu oxid
b) P.O; - trioxid de fosfor oxid
c) H,.COs - acid carbonic acid
d) Cu(OH) - hidroxid de cupru (IDbaz 1,5p
e) SO, - acid sulfuric acid
f) Fe(OH) - hidroxid de fier (1ll) baz

Denumii substarelesi precizai carei clase de substgnchimice apain.
3. Completai produii de reagie, stabilii coeficiertii si scrigi tipul de
reagie chimic:

a) H, + CL,— HCI reatie de combinare
b) Zn + 2HCI— _ZnGk H, reagie de substittie
c) HCI + NaOH—> NaGI H,0 reacie de schimb 4p

d) 2NaNQ + 2H,SO, —» _N&0O, + 2HNG; r. de schimb.
4. Din X grame HClsi respectiv Y moli de HCI au rezultat, prin tratare
cu AgNG;, 861 g AgCI. Calculgvalorile lui X si Y.
HCl + AQNO; — AgCW + HN© 2p

Muc= 36,5 u.a.m.
MAgCI: 143,5 u.a.m.

365 _1435 X =219 g HCI
X 861
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y=_X _219_ | 6 moli HCI
MHCI 36’5

Total: 9p + 1 p din oficiu

Fisele de lucru au constituit baza pentru organizaneai lecii de
dobéandire de noi cugbnte ce a luat forma unei luct de laborator cu caracter de
cercetare. Elevii au fost organizpe grupe de 4 elevi, grupele fiind eterogene.
Sarcinile teoretice au fost efectuate dwecfiecare elev in parte.

In continuare se va prezentaafide lucru care a constituit suportul
evaluirii experimentale la tema "Baze — Proptiet Utilizari".

FISA DE LUCRU
Baze — Propriefiti — Utiliz ari

|. PROPRIERATI FIZICE:
Pe masa de lucru avda dispoziie urmatoarele baze: NaOH granule,
Fe(OH), CuOH)

Sarcini de lucru:
1) Notai pe fisa de lucru STAREA DE AGREGARE a bazelor:
BazelesuntSOLIDE
2) Observa si notai culoarea bazelor
Bazelesuntdiverscolorate: NaOH - alla
Cu(OH)- albasti
Fe(OH3- brun roscat
3) a. Cu o pensetluai o bucai de NaOHsi punei-o intr-o eprubet,
adiuggi apa pari la jumitate. Nota pe fisa de lucru concluziile privind
SOLUBILITATEA in apa a NaOH.
NaOH estesolubikz In apai.
b. In eprubetele cu Fe(Oi Cu(OH), punei api. Notai observaiile
privind SOLUBILITATEA Tn af a acestor baze.
Fe(OH) si CuOH) suntinsolubilein api.

Concluzii: Bazele suntsolubile - insolubilén ap

4) Punei pe o stich de ceas cateva pastile de Na§ldsteptai putin timp.
Ce observa?

NaOH absoarbeapadin atmosfei.
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Concluzii: NaOH este HIGROSCOPK; adici absoarbe foarte sar
vaporii de ap si CO, din atmosfet.

Il. PROPRIETATI CHIMICE:

Proprietatea

Experiment

Observaii

Ecuatia reactiei

@iol.FeQI

chimica chimice
1 Actiunea bazelor | fenolftaleina NaOH coloreas
solubile asupra fenolftaleina n
indicatorilor rosu
NaOH )
sol.
2. Reada bazelor CG, Ca(OH), se Ca(OH) + CG,
oxXlzl tulbura —CaCQ v
NEMETALICI H,O
Ca(OR) "tulburarea apei de
var"
3.Reaga bazelor cu | sol. HCI Soluia rogie de NaOH + HCI —»
ACIZII NaOH cu NaCl + HO
(Reagtia de fenolftaleinise
NEUTRALIZARE) sol. NaOH | decoloreaz la
enolftaleid | adiugare de HCI
4. Reada bazelor a) Se depune o 2 NaOH + CuS@
alcaline cu ARURI | sol. NaOH substam: de —»Cu(OH) +y
culoare albastd Na,SOy
sol. CuS®
b) Se depune un 2 NaOH + Fed
sol. NaOH precipitat brun - | —pFe(OH); ¥
rogcat 3NacCl

ll. UTILIZ ARILE BAZELOR:

-fabricarea natdsii artificiale

- industria coloranilor

- rafinarea petroluluisi a uleiurilor
- olginerea gpunului

NaOH
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- apa de var — industria zahlui, identificarea C@
Ca(OH) -lapte de var — dezinfectagitinsecticid, pentru druirea
pereilor si a pomilor
varul stins - construg
NOTA: Se folosgte munca independentu manualul

Tabelul nr.3 repreziatrezultatele otinute pentru evaluarea practi@a
subiedilor inclusi Tn experimentul didactic.

TABEL NR. 3

Note 1-2 2-3 3-4 4 -5 5-6 6-7 7-8 8-®-10

% elevi - - - - - 18,18 | 9,09 50 22,72
Concluzii:

In cadrul disciplinei chimia, evaluarea pragtidobandgte valene
deosebite in etapa actijabtap Tn care elevul trebuigigleviri propriul $u agent
de perfedonare. § nu uitm c in etapa actualreforma Tnydtamantului inseamn
dezvoltarea persondiiti elevilor, care vor constitui de fapt societatda maine,
deci vor fi pgi In fata unor situgi problemi, capabili & ia singuri decizii
importante in diferite domenii ale vieeconomico — sociale.

Problema de fond este aceea dgliaceea ce vremasexprimam intr-o
evaluare. % nu uiim c practic ceea ce se nugte metod de evaluare se
caracterizeaz prin totala absgd de metod. Metodologia verifiérii prin probe
practice primgte valene deosebite in cadrul disciplinei chimiei. Diricpte
lucrarile experimentale cu caracter de cercetare, pregurele destinate foramii
deprinderilor practice, care ar trebdi se desfsoare individualsi nu pe grupe de
elevi, practic sunt imposibil de realizat din cavesurselor materiale insuficiente.
Acesta este motivul pentru care in lucrarea ¢geftama de organizare a actitii
elevilor a fost pe grupe eterogene.

Mentionam ci lucrarea prezentateste o cercetare — pilot —constatativ
urmand 8 fie dezvoltai si in cadrul altor teme din progrargeolar.
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USING COMPUTER ASSISTED ENGLISH LANGUAGE LEARNING
IN THE CLASSROOM

BIANCA BRETAN *?

SOMMAIRE . L'emploi de la Technologie informationnelle pendant
les classes d'anglaise propose de mettre en évidence les avantages de
cette méthode de travail et d'étre en méme tenmpencouragement pour
les professeurs de I'employer. L'article soulignfaieque, pour I'homme
moderne, I'emploi de l'ordinateur et de I'Interest un aspect naturel de
l'activité quotidienne et que, dans ce contextedcole doit
nécessairenment offrir l'accés a "l'alphabétisatioformatique”. Le
travail du professeur d'anglais est beaucoup fagiarce que la majorité
des programmes et websites s'adresse a une audiaeriaat I'anglais.
Dans ce contexte, les étudiants, qui recourerdrdiriateur, ouvrent en
méme temps, une fenétre vers le monde. Des "windows

No longer than twenty years ago Bill Gates' agserthat the use of
Information Technology would change the world segmeaybe too daring, but
today we have to admit that nothing has made agtmimpact on our lives than
the use of computers and the Internet. It was gustatter of time for IT to be
transferred to education and by this | don't mealy the hardware and software
we have installed in our schools and universities.

The process goes much further than that, affectthg meaning of the
word "literacy" itself. Obviously, the word doesniean what it once did (Cairney
1995). In the 2000's our world consists of multipign systems that we need to
understand and use. "Literacy is not a single;skither it is a social practice that
takes many forms, each with specific purposes amiexts” (Cairney, 1995). In
order to "surf the net" we may have to read, pnmtte, listen as part of one
learning activity. This requires some degree ofipiency in using and combining
language, typographic devices and images. As irdtom sharing requests more
and more to rely on technology, this will becomeremore important.

Today, children are exposed from a young age twide range of
multimedia literacy, experiencing it very early tine family environment. They
observe their parents reading messages on mobid@egh answering e-mail,
interacting with their television or downloadingages from the Internet.

! "Babe-Bolyai" University, Cluj-Napoca.
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In this context the school's role has significamhanged. Today, teachers should
not only be concerned with teaching children howetmd and write but also to give
them practice in all the skills necessary for dilfat life. Language teachers,
especially teachers of English, should not be aegtion.

Perhaps the first step they should do is to lobkha computer as an
additional resource rather than a threat. In aralidgtuation, the teachers
themselves should be familiar with the use of thmputer and the Internet. In an
English language class we can use IT in order tprane teaching quality,
focusing on practical skills. We must keep in mihdt anything that can be done
using a pencil can be done using a computer, too.

Having the computer as a partner we can develegadlr basic language
skills (listening, speaking, reading and writing)da in addition, we can help our
students improve their computer skills. Here amaes@ctivities that teachers can
assess to their students:

» solving word games such as crosswords, word pyzneésed-up
letter games

» writing and illustrating stories, letters, poems

» writing a class journal

» doing vocabulary and grammar evaluation tests {plalthoice tests,
fill-in exercises)

» trueffalse tests, matching the words with givenrdigéns

 filling in questionnaires

« filling in an application form

» doing cloze tests

Another important computer application is the bpblecker which can
help pupils to find the word even when the spelimginknown and they can also
build their personal dictionary.

All the activities mentioned above prove that usioghputers in the language class
brings more life and fun into language practice.

The language teachers must also keep in mindotinatof the computer's
strengths is the ability to store and retrieverimfation, so when the students need to
check or find a grammar rule they can consult angrar program on the computer
(TENSE BUSTER 2001) where they can find systematicerage of key grammar
areas. They can do it during a group work, disagsand doing exercises.

Sometimes, the computer can even replace thedeémha while. This is
the case of drilling activities. Stokes suggestsige the "Pronunciation Power"
program especially designed to help students réasegnd produce the individual
phonemes of English, both in isolation and in thatext of a word (minimal pair
activities).
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This program can also work for university students are in a lecture
theatre by looking the computer up to a projectud asing a large screen. This
way the students are engaged both visually andhaufde use of IT here keeps
model pronunciation consistent in these activitigets the students extremely
motivated and gives the teacher a bonus becausadbrsound there are numerous
pre-prepared activities, considerably reducing Heagreparation time (STOKES
2001).

Another challenging use of the computer is coirgyllthe web. Use of the
Internet offers students the oportunity to enter tbal world of English, it is a
"window" in all senses. The language teacher shentsburage the students to use
their Internet access outside the classroom. Tars lie done in the form of a
project about small states in Europe, in which ettsl had to research about
countries such as San Marino, Vatican, Andorra, etied produce a written and
spoken presentation. They can use the web in todget information and pictures
on this topic and then make a multimedia presemiatlhe students may use
search engines sites as www.yahoo.com or www.gammgte

Another very efficient use of the Internet in tBaglish language class
regards reading. There are websites with contemponaws stories written
specially for English learners. Such an example ihe site
http://www.otan.dni.vs/cdlp/education. This sitdeo$ lists of exercises together
with simplified stories accompanied by a paragraptparagraph outline - just
good for teaching paragraph structure. For eacty shere is also a selection of
activities offering detailed and global comprehensiork. The teacher can also
find sound files and notes. The level is pre-intediate. If the computers in school
are not connected to the Internet, the teacherusanthe site as a resource for
contemporary reading material simply by printing texts out and using them in
the class. The site can also be used as a valselbistudy at home.

The methodology of using this resource into thesglis very simple and
follows the steps of any other reading activity.ohdler to get the real benefits of
this activity, the students should do the actigittm-line (STANNARD 2001). It is
advisable to use group-work, the size of the grdapending on the number of
available computers. The teacher can stop theitycfiom time to time or re-
arange the groups. First the students are askezhtbthe outline of the story (the
pre-reading stage). Then the teacher tries tohgen to predict what they think the
story is about. Next they do the actual readingestd’he comprehension stage
offers a set of multiple-choice questions that giuseful feedback to the student,
followed by a sequence activity where the studargsgiven a set of sentences that
they must sequence according to the events ofttdmg. Afterwards, the students
work through the vocabulary exercises. Here we taveelect a word" activity
that tests some of the vocabulary from the textaivh excellent about this site is
that students get immediate feedback on their arssared explanations of what the
correct answers are. No need to say that this kihdeedback is extremely

75



BIANCA BRETAN

important for them. Finished this, the learners @ass to the "Conclusions”
activity designed in order to see if students haveerstood the implications of the
text and the arguments that can be drawn from it.

| think that many teachers of English are awareahef benefits of using
computers during their classes. What they reallgdnén order to use them
efficiently is to put their fears aside and consideas a useful partner in their
work. | hope that everything | mentioned before lgopersuade even more
teachers to consider the computer an excellenturesoto improve teaching
quality, to gather information and organize theorkveasier and more productive
than ever.

BIBLIOGRAPHY

1. Cairney, T.H. (1995Pathwaysto Literacy. London; Cassdll.
2. Stokes, A. (2001).The one-computer classroom" in English Teaching Professional pg. 17.
3. Stannard, R. (2001)Webwatcher" in English Teaching Professional pg. 64.

76



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLVI, 1, 2001

RELEVE DES DIFFICULTES IMPLIQUEES DANS LA FORMATION
DES NOTIONS DE STRUCTURE ATOMIQUE ET LIAISON
CHIMIQUE

FLORENTINA CIOMO §'

ABSTRACT. A review of the difficulties which imply formation of
the "atomic structure" and "chemical bond" notions. The present
paper submits to the reader’s attention a studyhendeficient level of
the pupils’ reception of the following notions: atiz structure and
chemical bonds which belong to the notional contghthemistry as
school subject in middle and secondary school.

The study aims at:

e pointing out the relevant mistakes made by pupilkilev

acquiring the notions of atomic structure and cleairbonds,

e giving plausible explanations as to the causesrm@ieng the

apparition of these mistakes and implicitly offgrisuggestions for

preventing and respectively correcting the sigdadiéuations.

1. Elaboration des schémas cognitifs

Une radiographie du contenu notionnel des mandelshimie pour le
cycle secondaire et lycéen nous a permis d’élableseschémas cognitifs afférents
aux deux notions (fig. no. 1 et no. 2). Ces ensemtlé connaissances s’activent au
fur et a mesure de la formation et ensuite de d&tualisait, dans des contextes
différents, des notions de structure atomique eliadgon chimique, notions qui
constituent le noyau de ces schémas.

Dans ce qui suit, nous présenterons la maniéreod®léter, par ordre
évolutif, les schémas cognitifs a partir du cyadeamdaire (les notions encadrées
d’un trait discontinu) jusqu’au lycée (les notiarscadrées d’un trait continu).

Au lycée, la structure atomique (fig. no. 1) cdibna élargissement de sa
sphére de définition par I'introduction de la natid’enveloppe électronique. On
introduit, ainsi, les notions de sous-couche etrhifal, avec leur géométrie
afférente et avec la maniére propre dont les @estles occupent (le principe de
Pauling et la régle de Hund). On enrichit égalenteisphére de la définition de la
notion d’isotope par I'introduction de la notion phesse atomique relative.

! "Babe-Bolyai" University, Cluj-Napoca.
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La notion de liaison chimique - qui est en étraiterélation avec celle de
structure atomique (fig. no. 2) - connait une esitenconsidérable au niveau du lyceée.
On approfondit, par des exemples et par des afiptisapertinentes, les notions de
caractére électrochimique et de valence. On élargjthére de définition de la notion de
liaison covalente par l'introduction de la notiamlhison covalente multiple, homogéene
et non homogeéne. On introduit aussi les notiongbia étendu et de bande d’énergie.
Enfin, on étend la sphere de la notion de comlmnaigui inclut a son tour les notions
d’ion central, nombre de coordination et ligandceéAniveau, on fait la connexion entre
les structures microscopiques, celles déterminaesgxistence des types de liaisons
chimiques (c’est-a-dire : réseau ionique, réseaalent, réseau metalliqgue et réseau
moléculaire) et celles macroscopiques, conceraardtats d'agrégation de la matiere.

A ce moment, on met en évidence la maniere danstleictures chimiques
déterminent un certain état d’'agrégation de la aratet, implicitement, certaines
propriétés physiques et chimiques de celle-ci.eQ##tnarche constitue un préambule
pour la réalisation de I'une des fins de la chindiesavoir, celle qui porte sur la
détermination des propriétés chimiques des compasédsur propre structure.

Voila pourquoi la notion de structure atomiqueatecde liaison chimique
représentent des notions intégratives, qui comstitla base du contenu notionnel
de I'enseignement de la chimie.

| La structure de I'atom I

------ ’ ,-~ " couches "~
__Z\ __X ' électroniques

«"proton O < neutron "3 T KIMNOPO--

- orbital spdf d’orbital
Cz oy LA o électrons ~ . oA
-~ _- ~—,-- { / \ . \ onhguratio

s de valance distinct /

. isotope "3 RS S énergie
"""" d’orbitals
masse atomiqué i . i
rélative énergie des électrons jle
couche

Figure no. 1.

2. Aspects épistémologiques

Les objectifs poursuivis dans la formation de cesioms peuvent étre
formulés ainsi:
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 l'apprentissage de la structure de l'atome et destlacture des
différents types de liaisons chimiques;

* une connaissance correcte des principaux types atapasés
chimiques, en fonction des liaisons chimiques;

 la mise en ouvre des connaissances structuralasisasgdans les
contextes différents offerts par les exerciceggproblemes.

L'acquisition de ces notions dépend de:
» I'expérience cognitive des éléves;
» le degré d’'abstraction et de généralisation detmn.

LA LIAISON
CHIMIQUE

‘c_ delatom _.”

e

-+~ caractere™~

~ L électronique
<" jonisation:
R v

-- --

polaire liaison omogene

‘1> covalente_p  nuik <I
nor-nolaire heteroéne

‘< _lionique_.~

. forces S,

- -< liaisons liaisons liaisons
4 . d’hidrogéne dipoledipole van der Waals
‘< _éléctrostatiques- 9 P P
\ réseau _

— moléculaire. /— reseau
la liaison covalente —
métalique la liaison

coordinative
orbitals
étendus
complexe

métalique

état
d’agrégation
solide

— réseau
métallique

état
d’agrégation
solide

état
d’agrégation
gaseuse (liquide

état
d’agrégation
solide

d’agrégation
solide
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Le premier facteur connait une évolution graduée@urs du secondaire et du
lycée. Le deuxiéme facteur suppose un certain dégigstraction et évolue vers
un degré plus marqué. Le niveau d’abstraction dmtsoms s'impose a notre
attention. On sait que les objets de la chimies a®mes et les molécules, qui sont
a la base de toutes les réactions chimiques - neepe pas étre étudiés sans un
support concret. Ces notions sont étudiées a I'dédmodéles successifs, des plus
intuitives aux plus abstraites mais, comme toutdagie, le modéle se situe a un
niveau relativement haut d’abstraction par rapgortelui de la compréhension
commune d’un éléve. Les échantillons de substapeesentées par le professeur
ou les expériences effectuées par les éleves iedigine certaine "présence" des
atomes ou des molécules (qui impliquent dans lguwictsire des liaisons
chimiques), une certaine "maniere" de se manifestais non eux-mémes (c’est-a-
dire: leur propre structure). En d'autres termess Heux notions sollicitent
intensément les capacités d’abstraction et de gksefion des éleves. Par
conséquent, I'acquisition de ces notions restdivelment difficile.

Les deux notions peuvent se former par approxgnatisuccessives
correspondant aux niveaux de compréhension dee<l&wn fin de cycle du lycée,
I'acquisition de ces notions se trouve en voieidiidn et elle ne s’achéve qu’au
niveau du cycle universitaire, par le biais de deignement de la mécanique
guantique. C'est a ce stade seulement qu’on adquier vraie explication de ces
deux notions, explication pour laquelle L. PaulgtgR. Muliken ont recu le prix
Nobel en chimie.

3. L’élaboration des tests, leur application et Interprétation des résultats

Pour commencer, nous présenterons une synthéseésldtats obtenus
suite a I'évaluation d'un lot de 123 éléves (IXassk du Lycée "Nicolae Balcescu" et du
Groupe Scolaire "Terapia", promotion 1998-1999% tests appliqgués ont eu pour but
la mise en évidence des difficultés rencontrées dlanquisition des deux notions
ci-dessus [2-4]. Les résultats ont relevé les asprivants:

a) confusion entre élément et isotope;

b) confusion entre la signification de A (numéro dess® et de Z
(numéro atomique);

c) détermination incorrecte de la configuration életimue des
éléments;

d) identification incorrecte de la maniére de formatites ions et, par
conséquent, identification erronée de ceux-ci;

e) confusion entre les composés ioniques et ceux entes.

Bien que les testes aient eu plusieurs items pbague objectif proposé,
dans ce qui suit, nous ne présenterons que ceuomurelevé de certaines
difficultés a conceptualiser les notions soumisestée attention.
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Test no. 1- La notion de structure atomique

1. Complétez les pointillés:

L'espéce datomes a la méme charge nucléaire aligpp
............................... ; les espéces d'aem la méme charge nucléaire, mais ayant
un numéro de masse différent s’appelle .. e
2. Lesquelles des paires données sont |sotopéslem¢nt X?

a) 20X et X ; b) X et%ZX; ) %X et 22,

Argumentez votre réponse.
3. Complétez les pointillés:

On connait quatre types d’orbitauX .........eceeeeeieiiiiiieiiieiiieeiieeeeeeeee,
lls ont des formes et de I'énergie ..........comm. . L’énergie la plus
basse est celle des orbitaux ..........ccoceeeeeeen. et Ia plus haute est celle des
(o]7 o] =10 ) G den@me couche électronique. Les orbitaux "
ont la forme ......coccovvivviniiinnn, , et lesitaux ....covvevveiviieiin, ont la forme
bilobée.

4. Complétez les pointillés:
La configuration électronique ¥ & § 2p° 3¢ correspond & I'atome de

l'élémentau Z = ........ et se trouve dans le&yst périodique dans la groupe ....... ,
et dans la période .............. , et la configoratl € 2 € 2p° 3¢ 3p correspond a
latome au Z = ............. , qui se trouve daasgloupe ............. , et la période

5. Qui a le volume atomique plus grand : le Calcaure Magnésium ? Pourquoi?

Test no. 2 - La notion de liaison chimique

1. Choisissez des substances suivantes cellesiemiq
NaCl, PC{, MgO, KOH, NH;, H,O, Cu SQ.
2. Analysez la conductibilité électrique a la tenapére de la piéce et 100D
- du cuivre, qui a le point de fonte, p.f. = 1683
- de la chlorure de sodium, p.f. = 80 et
- de la fluorure d’aluminium, p.f. = 129C.
3. Complétez le tableau ci-dessous:

Table 1
Substance Type de Type de réseall Interaction Etat
liaison cristallin dans le réseau d'agrégation a
chimique 20°C
H,O
CaO
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C
(graphite)

O,

Mg

4. Définissez:
a) I'orbital moléculaire de liaison
b) la liaison métallique.
Les réponses des éleves relevent des aspectstsuivan

» dans 6,79% des réponses apparait la confusion isoti@pe et élément
chimique (item 1);
» les réponses a litem 2 relevent de la confusiotreeA et Z et elles
interviennent explicitement dans I'argumentatioril8e59% des éléves;
 au sujet de la forme géométrique des orbitaux, %68es éléves
confondent la forme dans 6,79% des réponses apjmrednfusion entre
isotope et élément chimique (item 1);

» sphérique de l'orbitad avec un carré (item 3);

 les configurations électroniques des éléments aooises a 79,61% (item
4);

» on remarque dans 23,3% des réponses une tendaappaiter le volume
atomique a la masse atomique et non au rayon werliéa(item 5).

L'origine de la confusion isotope-élément chimig(ieem 1) releve
toujours de la confusion entre le numéro atomiquet Z2 numéro de masse A.
Cette confusion nous indique le fait que les élghésn qu’ils soient capables de
calculer le no. de masse - A = Z + N - n‘ont pafisamment fixé la signification
de cette somme et c’est pourquoi ils ont du maléfinol les isotopes et a
argumenter leur choix (item 2). Ce transfert a @ipéché aussi par le fait que
l'item 2 avait été élaboré a partir d’'un exemplegal.

La confusion qui concerne le point no. 3 se cérise par le transfert de
I'expression graphique du modele idéal, utilisé mpda représentation de la
distribution électronique, sur le modéle géoméwiqéel de l'orbitals. Cette
confusion peut étre expliquée par le fait que ndagons pas suffisamment insisté,
dans nos modeéles successifs, sur la forme géométdgs orbitaux électroniques,
mais seulement sur la configuration électroniquee ttklle explication est aussi
validée par les résultats obtenus au niveau aarl’'id.

Enfin, la confusion concernant I'item 5 est engéedoar les connaissances
de physique, plus précisément, par la proportionalirecte entre masse et
volume. On peut conclure que cette confusion npest une "erreur" véritable.
Seulement elle ne constitue pas une expressioa #of#it correcte dans en langage
propre a la chimie. Elle est probablement due angma de familiarité avec la
relation structurale rayon atomique-volume atomique
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Les résultats obtenus au test no. 2 mettent e les aspects suivants:

* onobtient 75,73% de réponses correctes pour lteeh

« 14,56% de réponses confuses pour litem 2, liéds éonductibilité
électrique des composés ionigues en état solitiguode;

e litem 3, qui suppose la corroboration de plusietmanaissances et le
transfert de celles-ci & de situations concréetesrésolu de maniére
insuffisante par 59,22% des éléves;

» la définition correcte de l'orbital moléculaire tiaison ainsi que de la
liaison métallique n’est réalisée que par 57,28%0dleves (item 4)

En général, on remarque I'obtention de performargatisfaisantes aux
items qui réactualisent des notions acquises auscalu secondaire (en
I'occurrence I'item 1). Les confusions qui concerhiitem 2 sont engendrées par
un aspect de principe: seules les particules nelpiivent conduire le courant
électrique. Donc, dans le cas ci-dessus (celuaderite), des particules ioniques
deviennent premiérement mobiles et seulement enpeitivent-elles conduire le
courant électrique. Vu que ce principe de la cotitdilité électrique n'a pas été
approfondi, les éléves n'ont pas réalisé les consxoptimales entre les points de
fonte et les températures auxquelles s'imposaitidaussion de la conductibilité
électrique.

L’item 3 reléve de la difficulté a réaliser la c@xion des notions au niveau
microscopique et de celle au niveau macroscopijusj que le transfert déficitaire
des connaissances dans le contexte du détailisaicTes connexions réclament une
maturation des notions et un exercice qui les englams des contextes différents.
Les réponses insatisfaisantes a l'item 4 sont duesaractére relativement abstrait
des deux notions ayant une sphére située dangireemicroscopique. Les éleves
ne parviennent pas a réaliser I'extension de [Katlgilectronique a celui moléculaire
de la liaison. Peut-étre ce transfert se réalisgéraorrectement et facilement s'il
pouvait étre explicité par des modéles matérielparudes simulations sur ordinateur.
C’est la méme situation encore pour la notion desdn métallique, qui suppose
également une extension de la notion d'orbital tdde@ue, mais dans d'autres
conditions et avec d’autres conséquences.

4. Conclusions

Comme nos schémas conceptuels I'ont déja mongén@. 1 et no. 2), une
multitudes d'autres notions contribuent a la foiomatdes notions de structure
atomique et de liaison chimique. La compréhensmmecte des premiéres constitue
donc une garantie pour la compréhension corresteleimiéres. Plus encore, la notion
de structure atomique contribue a la formationedle cle liaison chimique.

Les malentendus qu’'on constate lors de l'integpic des résultats obtenus
aux tests proposés peuvent étre prévenus par dieagibn efficiente de toutes les
possibilités qu’offre les modeéles et par des egfitios structurales supplémentaires,
basées sur des exemples prototypes choisis d'uniémadéquate. La confusion des
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notions peut étre remédiées en rediscutant lesnwotjui se prétent aux malentendus,
en redéfinissant et en délimitant leur sphére g ekemples et contre-exemples
pertinents.

Lorsqu'il introduit des notions nouvelles, le me$eur doit réaliser une
transposition didactique correspondant aux degedssttaction de la notion qui, en
méme temps que la stratégie didactique choisiespuissurer la résonance des
deux facteurs mis en discussion a I'occasion dealigse épistémologique. Nous
croyons qu'une grande partie des disjonctions ésdsvci-dessus sont dues au
surmenage des éléves causé par un contenu notisumoblargé, exigé a son tour
par uncurriculum sur mesure.

Les difficultés qui surviennent dans I'acquisitidas notions de structure
atomique et de liaison chimique permettront a chgmofesseur de réfléchir sur les
causes objectives ou subjectives qui les génetenqtae conséquent, de régler sa
démarche didactique dans le sens de la préveniicgeton le cas, de la correction de
celles-ci. A cet égard, il est particulierement aripnt que les "métacognitions” des
professeurs coincident avec celles des élevesecteguprofesseurs ne laissent plus
I'acquisition des "métacognitions” au compte depientissage implicite (Miclea,
M., Lemeni, G., 1999). Pour une acquisition exfdicdes "métacognitions", les
professeurs doivent apprendre aux éléves commenmtiebun contenu notionnel,
comment réaliser certaines connexions ou transtitsonnaissances, comment,
enfin, contrbler le niveau de leur apprentissage.
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THE OPTIMIZATION OF THE MODERN HEALTH EDUCATION
THROUGH THE INFUSIONAL APPROACH

SIMONA-ELENA BERNAT!

REZUMAT. Optimizarea educatiei sanitare moderne prin intermediul
demersului infuzional. Educaia sanitara mode#nreprezind una dintre
noile educdi propuse de UNESCO. Modadlitle prin care acestea pot fi
incluse in curriculum sunt: gpnale, module separate in diferni de
studiu, cursuri interdisciplinare predate in eghjp infuzia de teme n
cadrul altor discipline. Demersul infuzional presop studierea temelor de
educgie sanita¥ moderi ca parte integraita altor materii, acolo unde
continuturile permit. Exist riscul, in utilizarea acestei maniere de lucru, ca
anumite teme sa fie expediate la finalul capitolelisciplinelor de bag
insi poate fi surmontat printr-o préiye prealabii a profesorilor.
Avantajele pe care le aduce demersul infuzional switiple. Presupune o
abordare interdisciplinara subiectelor, ajatla dezvoltarea capaiiiior de

a realiza transferul de cuimte si a face conexiuni la elevi, nu
supraincart programelescolare si nu este costisitor. Studiul detfa
urmireste analiza reaei cadrelor didactice la aceasimanied de
organizare a activitii si propune un grupaj de teme (vezi anexa 1), care se
pot intercala la discipline precum: chimie, fizicbiologie, limba si
literatura romaf, limbi moderne, istorie ,geografie. Suhiechestiona
sunt profesori de liceu, din mediu urban. RezUbaitedica realesanse de
rewita ale ideii prezentate, chiar la discipline ce nsekex luate intial in
calcul: muzig, educgie fizici. Desi este o investig&e preliminas,
cercetarea urmand a fi continiigpbe direga adecrii subiectelor la
disciplinele in care sunt incluse, demersul infoaloiméane o modalitate
pertineni de a realiza eduia sanita# modera pe direga structurilor
actuale ale reformei eduganale.

An educational reform, devised for the XXentury’s structures, cannot
ignore any of the education types suggested by WNES Curriculum
recalibrations are made in the way of an open patiyg, as postmodern ideal, to
insure the individual a greater chance to succeedsdcial integration.
Redimensioning school towards a stronger relatipnglith everyday-life, from
which it has been artificially isolated, will helpe individual to adapt him/her-self
more efficiently to the community he/she belongs fhrough an active
cooperation between school and community, by adgishe educational programs
according to each individual's needs, by makingdstis aware of their
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responsibility towards learning and by changingpbdagogical relationship into a
partnership we obtain educational cooperation @wtganization, focused on the
four purposes promoted by UNESCO: learning to knearning to be, learning to
do, and learning to live together with the othéisthese goals can be reached by
both structural and content reshaping, the latiing of major importance in
integrating the new education into the curricula.

Modern medical education is an up-to-date imagsadentific basis of the
principle "mens sana in corpore sano”. Unprejudieggroach of the specific
contents of this domain contributes to better imiog the students about their own
health. Neither the corrective nor the too obvioosral methods are convincing
enough, especially for teenagers to give up harméddits, which give them the
illusion of stateliness towards the others. Butrop@logue, rigorous and correct
information represent a suitable manner to helpsthdents consciously decide upon
the behavior and attitude which preserve or darttagjephysical or mental health.

Including the modern medical education — as welthe other new types of
education — in the curriculum can be accomplisimedeveral different ways. One
possibility regards the existence of some selfigafit subjects. These subjects should
not be controlled by a curriculum decided upon ey $chool as they don't refer to
singular realities, but neither should they beudeH in the central curriculum so as not
to overload it. Rather they are represented byfiienal “packages” suggested by the
ministry of education. Initial training of the fuuteachers will also have to take into
account this aspect of preparation for the futuodession.

A second way of promoting the new education tyjgeto be found in
integrated modules within certain subjects or d@ertevels of education.
Undesirable consequences regard again the oventpadithe curriculum but also
the narrowing of the contents of the respectivgesitb

The third possibility to reorganize the curriculuthe interdisciplinary
synthesis, belongs to an ultra modern tendency.phie@omena that are presented
are regarded globally. The overview is built uporeaalysis from several different
perspectives, which insures a higher comprehereioinprocessing of knowledge.
The synthesis are carried out by specialists, imeylve cooperation and taught by
a team. This is an attractive and efficient methwidneeds former training.

The fourth variant, the infusional approach, imeal inserting the new
contents into the area of the different existingjects. The infusion should be made
where the existing contents allow it without pudtimo much pressure in it, but also
without considering that there are subjects whigbolutely deny this method. The
result of these interdisciplinary correlation Iee tdevelopment of the comparing
operations of the mind and the emphasis on thetidgaschool is not isolated from
the private life of the individual, but on the camy it prepares him/her for life. To
avoid obtaining low quality outcome after applyitmis method the contents will be
integrated in the study subjects and not attachédueaend of the chapters. Debating
theses themes in the first or last class of theestanwill be avoided.

At present, health education seems to be a reffjilidgsof mass media, of
medical and public institutions. Today school carigonore this responsibility. The
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infusional approach aims at efficient and complexication of the individuals
offering the advantages of interdisciplinarity anabiding overloading.

Modern health education branches into nutritiomasl aexual education, including
information on nutrition, stress, diseases, drugdfee, alcohol, tobacco, sexual
life etc. Starting with the idea that the previgusientioned subjects can be taught
through the infusional approach, a survey (apeddliiwwas undertaken among 78
highschool teachers trying to evaluate their opinidhis is only a preliminary
aproach,that assess teachers’ interests on the Bagh of the teachers received a
survey form containing thirty themes of modern tteaducation. They were
requested to choose those they would be able tly apphe subject they teach.
The result shows that only 2.63% among those iigegstd consider the infusional
approach unsuited. 97.37% support the necessityntadducing modern health
education in secondary and highschool and arengitib apply it.

The analysis of the answers in the survey formeaked several preferred
opinions regarding the theme orientation. Physteghiers(5) prefer themes like:
healthy nutrition, calculating the ideal weightypltal force and the use of drugs,
radiation and life, pollution’s influence on healReligion teachers choose: the ten
commandments and the abuse of food/sex, my friesi#/mses drugs — what
should | do?, the behavior of abused children. ahtics teachers(8) prefer:
calculating the daily ration of food, calculatingetideal weight, diet for loosing
weight and for health the, intellectual performanne use of drugs(table 1).

Table 1. Mathematicsteachers

The choice The frequency
calculating the ideal weight 6
diet for loosing weight and for health 6
calculating the daily ration of food 5
necessary amount of vitamins and minerals 5
intellectual performance and use of drugs 4

Chemistry teachers(5) choose: the necessary amoiunitamins and
minerals, chemical reactions inside the human bgdgerated by the use of
stimulants, the origin and spreading of alcohoffemtobacco, drugs and addiction
to them. Geography teachers(5) would deal withréfationship between the use
of indigene products and immunity to certain digsas different parts of the
globe, hygiene and nutrition in different histofiperiods and diseases caused by
them, the origin and spreading of alcohol, coffa®] tobacco. History teachers(7)
prefer: healthy nutrition, hygiene and nutritiondifferent historical periods and
diseases caused by them, the ten commandmentharabtiise of food and sex,
"fashionable" diseases for a certain period (histetepression), the origin and
spreading of alcohol, coffee and tobacco. Biologgachers(4) choose:
recommended nutrition during periods of sustainegsizal effort, calculating the
ideal weight, the necessary amount of vitamins rairgerals, diets recommended in
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spring to prevent asthenia, sexual harassmentpégining of sexual life and
subsequent relational behavior, contraceptive nasthoModern languages
teacher(12) choose a larger number of themes asrisindisciplines allow this
option(table 2).

Table 2. Modern languages teacher

The choice The frequency

chinese, French, Romanian, etc. kitchen 8
healthy nutrition 7

the origin and spreading of alcohol, coffee anchtai 7

drugs and addiction to them 7

my friend/mate uses drugs — what should | do? 6
"fashionable" diseases for a certain period (higstelepression) 6

forms of stress (positive, negative) 6

Romanian teachers (12) even referred to texthdrctrriculum where the
themes can be inserted ( for instance, the origth spreading of alcohol, coffee
and tobacco, starting from Caragiale’s work "Vidit@heir option is the most
diversified(table 3).

Table 3. Romanian teachers

The choice The frequency

healthy nutrition 7
healthy nutrition 7

how do | recognize a drug addict? 7
forms of stress (positive, negative) 7
necessary amount of vitamins and minerals 6
recommended nutrition during periods of physicébref 5

the origin and spreading of alcohol, coffee anctaio 5
drugs and addiction to them 5

the ten commandments and the abuse of food/sex 5
Personalities among addicts/homosexuals 5

Even the sports, drawing, classic languages tescbensidered such
themes applicable.

The results of practical investigation confirm ts@rting point idea, the
infusional approach represents a reliable way dfiging modern health education
in the school curricula. Teachers can shape thein textbooks or use those
created by specialists as a support. Alternatedy tban use Internet materials,
health being a largely approached domain here.gféat number of new types of
education request different ways of insertion facke of them, but for the modern
health education we consider the infusional apgraade the proper one.
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Apendix 1

SURVEY FORM REGARDING THE OPINION TOWARDSTHE
INTRODUCTION OF SOME THEMES OF MODERN HEALTH EDUCATION
IN THE CURRICULUM

(Devised by SMONA BERNAT,
Univ. assistant, Dep. of Psychology and Education Science
BABES-BOLYAI University)

UNESCO emphasized that the needs of the actu@tg@ee not covered any longer by
the existing curricula. Therefore it suggestedohticing the new types of education in school
programs. Modern health education is one of thene Way of actualizing it is the infusional
approach, integrating some themes of the new tgpesiucation in other school subjects,
avoiding their transforming into annexes. Readfallyehe subjects listed below. Tick the ones
you consider applicable within the subject yowele&uggest other ones you consider suited.

Subject

« Healthy nutrition

* Recommended nutrition during periods of physictiref

 Chinese, French, Romanian etc. kitchen

* Calculating the daily food ration

« Diet for weight and health

« Bulimia, anorexia

* The necessary amount of vitamins and minerals

« Diagnosticating the lack of vitamins and minerals

* Chemical reactions in the human body generatetidyuse of stimulants

 Diet recommended in spring to prevent asthenia

* The relationship between the use of some indigeodugts and immunity to certain
diseases in different parts of the globe

» Hygiene and nutrition in different historical paf®and the diseases generated by them

 The origin and spreading of alcohol, tobacco anéeeof

 Drugs and addiction to them

¢ Addictive medicines

 Physical force and the use of drugs

* Intellectual performance and the use of drugs

* How do | recognize a drug addict?

* My mate/friend uses drugs — What should | do?

« Sexual harassment

« Personalities among addicts/homosexuals

* The ten commandments and the abuse of food/sex

« The behavior of abused children
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» The beginning of the sexual life and the subsegueational behavior
« Sexuality between prejudice and accepted behavior

« Forms of stress (positive, negative)

* Hypochondria

« "Fashionable" diseases in a certain period (hystdgpression)

« Contraceptive methods
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ELABORATING AND EVALUATING VISUAL REPRESENTATIONS
IN SCIENCES TEXT BOOKS

LILIANA CIASCAI *, IOAN CIASCAI 2

RESUME. L’élaboration et I'évaluation des représentations isuelles
contenues dans les manuels scolaires de sciendess représentations
visuelles intermédient entre le texte linéaire’idtstration, entre I'écrit
et Iimage. La communication par des représentatizingelles et en
particulier par les schémas suppose des connaesatéclaratives: les
propriétés, les limites et les typologies des regméations visuelles et
aussi des connaissances procédurales: construgerggésentations
visuelles et des schémes, I'analyse critique deémses etc. Dans cette
étude les auteurs se proposent de réaliser unal'ensamble sur les
représentations visuelles.

The visual representations and the scheme

Representation is the act of re-presentation heddsult of this act at the
same time. There are mental and material repragamaMental representations
are sensory images of real things and real phenanmaentally evoked in their
absence on the basis of previous perceptions. Heresome types of mental
representations: mental images, concepts and comsgsfems (convictions and
ideology).Visual representations (photos, pictudeawings and schemes) mediate
the transition from mental representations to nitenes.

Schemes have the following characteristics:

» they are functional images — analogical, conceiasda conscious or
intuitive code, in order to communicate a certaace of information;

» they are centred on the interrelationships amobgetbments of the reality
which is represented,;

» they address to visual analysers through digitdl @malogical information
in the shape of signs (at least a digital elemedtam analogical one);

» regarding their form schemes are visual representwtvhich mediate the
text and the picture.

! "Babe-Bolyai" University, Cluj-Napoca.
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The roles of visual representations are showrhéntable below from a
chronological point of view:

Table 1.
The roles of visual representations ( schemes djygcia
Past Present Future
e preserving clearing out some concrete informatipm orientating of
information; which is less accessible; long term
* evoking clearing out some abstract information|in  actions;
information; an heuristic purpose (facilitates the analysts the scheme

of the element of the studied reality);
visual systematization of a
ensemble of information;

signaling (associated to a certain comn

certain

nu-

nication of punctual information).

adjusting an|
information;

Most schemes used in studying sciences and temyalre those drawn

up in order to clear out information: schemes fetain circuits, block schemes for

a nuclear reactor, schemes for systems of objacitstéraction (the sliding of an

object on a slanting plane), blood circulation gdéans (phase transitions), concept

webs ("ecosystem” word web). Schemes having thee gblisual systematization

of an ensemble of knowledge (classifying the typesmechanical movements at
Physics and seaweeds taxonomy respectively) andcthemes having a signaling

role (connecting batteries in a pocket lamp) ase lesed.
The examples we have just given allow us to identie didactic roles of

the scheme:

e information input the scheme may be the startingntpof a lesson. By
analysing it pupils may discover knowledge thatytlvan develop and
extend during the lesson;

* support for explanations provided during the ledspstudying it, whether it
is presented to the pupils at the beginning ofléisson or it is drawn up
during the lesson, a scheme enables the teachisutize the explanations
and the ideas he formulates;

* knowledge synthesizing — the scheme gives essdat@lvledge and by
studying it pupils focus on that knowledge;

¢ evaluation support -the scheme synthesizes the lkdge that is evaluated
or during the evaluation pupils are asked to drashe scheme correctly.

In conclusion, the scheme has the didactic rolmddiate between abstract
reasoning (language) and concrete experience, ifacedt people’s representations
regarding the same subject (exchange of signifearespectively. The schemes can

be used in all sequences of the lesson withoutdowusg it though.
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Elaboration of a scheme

In order to elaborate a new scheme one must relg project having the
following stages (M. Adam, 1999):

Defining the scheme: Drawing up the )
Theidea| | -+ FOR WHOM? scheme Testing
of the +  IN WHAT CONTEXT? using the the
scheme: [#{ « ONWHAT system of rules | | draft of
WHAT? SUPPORT? and principles the
HOW? «  WHAT TYPE OF of drawing up || Scheme
SCHEME’ A
A
— Operational

Draft (first Draft version of

version of (liable to | 1| the scheme

the testing

schene) version

Fig.1. Stages in elaborating a scheme

In addition we specify the following aspects:

« the one who proposes a scheme must know the chastics of the target
group: level of training, homogeneity, typology tbe individuals (visual
and audition ones), the fact that they are acgedinith a certain type of
scheme, the prevalent type of culture (scientifitcezhnical), the amount
of information regarding the subject, objectivegta learning situation in
which the scheme is used;

* the complexity of actual types of schemes is shawrthe following
picture:

Narrative | | Pictural | J Textual N Symbolic
schem schem schem schem

Fig.2. The way that the complexity of a scheme incases

Critical analysis of a visual representation/scheme

The critical analysis of a scheme presented bytdbeher, proposed in a
text book or in an educational software will foarsthe following aspects:
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« the correctness and the scientific accuracy (stracand functional) of the
content presented in the scheme;

e concordance between the complexity of a certair typscheme and its
objective, and the complexity of the reality prasenin the scheme
respectively. The complexity of the scheme increadeng with the extent
of abstracting the objective and the element dftye@M. Adam, 1999):

Table 2.
Choosing a certain type of scheme
Objective to be The reality which is represented (the referent)
accomplished concrete situation action process concept
object state classification
informing pictural pictural or pictural pictural
initiating narrative
evoking pictural pictural or pictural or pictural
presenting narrative narrative (metaphori-
explaining cal)
supporting textual textual or textual or textual
meditation and symbolic symbolic
self-enquiry

e the clarity of the scheme (M. Adam, 1999, R. Sedi989, F. M. Gerard,
X. Roegiers,1993), is ascertained through:

v

AN

AN

v

illustrating only one aspect of the reality at ata@ moment (either
the structural or the functional aspect). It's marseful a set of
schemes than one scheme which is very complicated!

using mostly simple forms so that the overall pecsipe won't have to
suffer from focusing on extremely new elements;

observing a certain proportion and scale for tteviligs and the text;
observing spatial symbols which are familiar to tduget group;
restricting the amount of text, balancing the @ilgiand the analogical
information, balancing the graphic elements andabals;

choosing a clear title and emphasizing it;

ascertaining the coherence between words and irbag@een the type
of letters and the type of scheme;

differentiating graphic forms and associating them precise
signification;

using colours but not excessively (and observing ittultural
significance of the colours if that is the case);

identifying the author of the scheme and the datirawing up (if that
is the case).

So it's desirable to have a balance between tlsthetc quality of the
scheme and its role of transmitting precise infdioma
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« the relation between the scheme and the othemnaftion presented by the
teacher, or between the scheme and the writteniriettte text book, or
between the scheme and the educational software beagnalysed by
asking the following questions:

v are all the schemes in the text book worthwhilaf{erically)?
v’ are the schemes correlated to the content in wkigy are
inserted?

The answers to these questions can be found itathe below (M. Gerard, X.

Roegiers, 1993). This table refers to visual regméions but it's also valid in
terms of schemes:

Table 3.
Pedagogic value of visual representations

The pictures correspond to th&he pictures don't corresporid
main objectives of the learningto the main objectives of the

process learning process
The pictures Level 1. Characteristics: Level 3. Characteristics:
give original| « By removing the picture thee The picture gives somp
information understanding of the contepnt  parallel information to thg
(which  can't is prevented; content to be learned,;
be found inthg « It's absolutely necessafye It can be exploited during
text) that the picture be exploitgd  learning if there’'s enough

during learning. time left.

The pictures Level 2. Characteristics: Level 4. Characteristics:
don't really| « The picture gives certaine The picture is exclusivel
give original information that is not foundg illustrative;
information in the text; e Generally the picture if
(related to thg « By removing the picture the  not used during learning;

text) understanding of the contept It has no other role than fo
is prevented. Using it during motivate the pupils.
learning is a gain.

v is the information given through the scheme intimgsand suggestive for
pupils?

v’ is there the best relation between the written (iexthe text book) and the

pictures / the schemes? For example, for sciemcelementary school the

minimum text and pictures percentage is 10% and 6@8pectively. In

secondary school the minimum percentage is 40%bfith text and

pictures;

is the scheme placed correctly in the text?

are conventional signs clear and accurate?

are the schemes numbered?

AN
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Visual representations and schemes in Physics teaxtoks

Theoretically schemes bring about visual stimatatitherefore they
encourage superior integration of the informatitvisual" subjects seem to be
favoured because the right hemisphere of the baaitounts for codingand
decoding information like that given through schemes, whsre@xtual
information requires mainly the left hemisphereaist

Nobody is exempted from difficulties in understigugd schemes, neither
pupils nor students. It will be shown next thatrewext book authors have to face
these kinds of difficulties. The difficulties in derstanding may be caused by
inherent limits of schemes, by the fact that theesee is a restricted vision of reality
(we often schematise a tridimensional complextyeaditwo dimensions).

The analysis of a certain scheme in a certain gmgia situation can be
approached from two points of view: the scheméaesadbject of evaluating pupils or
students’ knowledge; the scheme drawn up by theh&gaor by the text book author
brings information.

In the first case observations will focus on theksments of the scheme in
which it is difficult to organise the informatioh.Williams (apud. M. Adam, 1999)
considers the only criterion for assessing a schawmbe the author's opinion
regarding the proper working of the scheme andtherarbitrary criteria.

In the second case when the teacher offers a sctiengs change. The scheme he
gives must support understanding and knowledge igcgu It mustn’t lead to
shutting off.

In order to point out such gaps we have selectenh fliterature a few
notions and we have noticed where text book autstarsd regarding these notion,
especially whether text books consolidate or igniwe conception through the
schemes they offer.

» the conception "laterally visible light" mentionég W. Kaminski (1989).
We have analyzed six Physics text books for 12 3yehar-old pupils and we
have found this conception in all of them. All thetext books present the
schematized experimental device (light sources stiteen, observation screen, or
bright object, lens, screen) and in this schen®drawn a fascicle of light (light
seen laterally) which is coloured yellow in two tfese text books. This
representation reminds us the drawings that eleanersichool pupils make in
order to point out that "there is light in the sle®m” and thus they justify the
way they perceive objects around them (the "batlgbf' model);

» the conception "it's compulsory to connect an elediulb to "+" and
terminals of two batteries " presented in literatby A. Bensenghir and J. L.
Closset (1993). All 29 text books (20 for high seshand 9 for secondary school)
which refer to the existence of the two terminals’ '‘and "-" and to the
conventional direction of the electric current irtiecuit present the schemes of
certain circuits in which an electric bulb is cooteel to batteries terminals. In
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only one of these text books (C. Corega, D. Harhla Talpalaru, 1998) there
are two electric bulbs each one connected to thee ssign terminals of two
batteries. In both text books the battery and thegtor are not considered to be
different so the one way circulation of the electiirrent is not justified.

» the electron energy diagram in the Hydrogen atomoais bidimensional.
However it appears likewise in 2 of the 10 text ksodNhen they are asked to
state which of the following diagrams presentsdhergy of the electron in the
Hydrogen atom (Bohr Model) 36.76% of 321 pupils wreg identify the
bidimensional diagram as being the correct one.

In conclusion we think it's necessary to pay exttention to schemes

during the lesson or to the schemes in text bookis educational software. It's
also important that all the schemes be analyseteéghers and pupils so as the
teacher makes sure that the pupils have decodedndssage of the scheme
correctly. In time and in agreement with subjectgjnitive experience one may try
to educate pupils and students how to draw up aderstand schemes. As far as
pupils and students are concerned (except for duteachers) learning can be
implicit. As far as future teachers, teachers ageeially text book authors are
concerned learning must be explicit.

10.
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DIE UNGARISCHE ENZYKLOPADIE VON JANOS APACZAI
CSERE

JANOS OLAH?

ABSTRACT. The author of this article makes a complex analg$ithe
most important writing of the famous Transilvangschoolmaster - Janos
Apaczai Csere. This article reveals many new artdrasting aspects
regarding the author and the social and scierddittext of publishing. It
also shows the importance of the topic of thig igentific encyclopedia
in the Hungarian culture.

Apéczai Csere Janos ist vor 341 Jahren (am 31.neel 659) gestorben.
Er ist einer der bekanntesten ungarischen Padagau®ielehrten, obwohl seine
Werke nicht mehr von vielen gelesen werden. Imiegdnden Artikel haben wir
vor, sein wichtigstes Werk zu prasentieren.

Apaczai lebte zur Blitezeit des Furstentums Sieldeydm, er studierte in
den Niederlanden, wo er von den wichtigsten Eregpn der Zeit erfuhr. Am 30.
Januar 1649 wurde der damalige englische Konigrl€hin breiter Offentlichkeit
enthauptet. Durch Eroberung von Schottland undndrlast Gr@britannien
zustande gekommen. Zu der Zeit war fir Siebenbljengeistige Offenheit
charakteristisch, auch der englische Puritanisrmes das dadurch gepragte friihe
naturwissenschaftliche Denken sind in Siebenblrgeschienen. Der wichtigste
Beweis dafir ist die Ungarische Enzyklopadie vomodadApaczai Csere. Apaczai
hat das erwahnte Werk dténteils wahrend seines Aufenthaltes in den
Niederlanden, die letzten Kapitel jedoch schon ieb&nblrgen, im Jahre 1654
geschrieben. Das volle Werk wurde im Jahre 165%,dar Jahreszahl 1653 in
Utrecht herausgegeben. Apaczai gab im Werk einesarmmenhangenden,
systematischen Uberblick in ungarischer Sprache r iidée wichtigsten
Wissenschaftsbereiche

! Universitait Szeged Juhdsz Gyula Péadagogische kochiakultat Sektion
Erziehungswissenschaften

2 Aufgrund der Werke, wie folgt: Lexikon der Padaitjolg Keraban Kényvkiad6, Budapest,
1997, pp. 96-99; Geschichte der ungarischen EmgHu herausgegeben von Marton
Horvath, Tankényvkiadd, Budapest, 1988, pp. 72&@chichte Siebenbiirgens von 1606
bis 1830, herausgegeben von Béla Kbépeczi, Akadéfmeaid, Budapest, 1988, pp. 716-
727; Gyorgy Tibor Szantd: Geschichte Englands, KissBiicher, Budapest, 1986
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Unter Enzyklopadie wird meistens ein umfangreickiésrk verstanden,
das versucht, alle fiir wichtig gehaltenen, aktumekenntnisse von allgemeinem
Interesse einer Epoche fur alle verstandlich, iddrar zu systematisieren. Die
meisten Enzyklopadien ordnen die Kenntnisse inadptische Reihenfolge, einige
von ihnen ordnen die Kenntnisse der Logik oder desmchgebieten als
Ordnungsprinzipien nach. Alphabetische, worterbhaliéhe (vor allem deutsche)
Enzyklopadien werden oft Lexiken genannt. Zwischen beiden Bezeichnungen
wird auf die Weise unterschiedendanzyklopadien im allgemeinen umfassendere,
umfangreichere Wortartikel enthalten, die die eimee Fragen systematischer
umfassen, wahrend Lexiken, mit ihren kurzen Wakalm vor allem bestrebt sind,
Uber die einzelnen Probleme schnell Informationen erteilen. Die Grenzen
zwischen den beiden Werken sind aber oft nichtr§tha

Apéaczai kam in den Niederlanden auf den Gedankeimeseigene
Enzyklopadie auf ungarisch zu schreiben. Er wadliteseinem Werk die neuen
wissenschaftlichen Ergebnisse von Descartes beanbdirspringlich hat er zu
den Textteilen der einzelnen Wissenschaftsbereichieh Systemtabellen
vorgesehen. Diese Tabellen wurden aber in die dtigigirassung des Werks nicht
eingefugt: drucktechnisch soll es unmoéglich geweseim, sie in das Buch im
kleinen Format einzufligen. Es ist zu bedauerB, Algdczai nicht die Zeit hatte,
sein gr@@es Werk in Ruhe abzuschgien, die letzten Kapitel hat er schon in
Siebenbiirgen, eilends geschrieben. Die Tabellerdevumicht mehr gedruckt,
obwohl die Tabellen dem Einsatz des Werkes im Uicter zugrunde liegen
sollterf. Dariiber hat er im Vorwort ausfiihrlich geschrigheie folgt:

a) Schiler sollten zuerst aus den zur Verfugunpesigen, geeigneten
Bichern fligdend lesen lernen.

b) Erst danach sollten ihnen die wichtigsten Dé&binen, Gliederungen
und Aufzahlungen (d. h. die Tabellen selbst) auszedhen Kapiteln der
OEnzyklopadie Wort fur Wort mit Rucksicht auf den Schwierigkeitsgrad
beigebracht werden.

c) Dann folgten die Fremdsprachen: zuerst das Qisele, dann das
Latein, das Hebraische, das Arabische und angehia das Studium von Werken
verschiedener Autoren in vier Sprachen.

Die Ungarische Enzyklopéadie war also kein Lehrbwigr, Autor hat sie als
didaktisches Hilfsbuch fur die Lehrer zur Grundalagimng, zum Beibringen von
Definitionen und Systemtabellen vorgesehen.

Apéczai hielt das Werk fir den Einsatz im Untertifilr geeignet, wobei
er aber an den Privatunterricht gedacht hat. LietEiedes hat er nie erwdhnt, das
sein Werk im Schulunterricht als Lehrbuch eingasstrden sollte. Dafur hatte er

® Neues Ungarisches Lexikon 2, Akadémiai Kiad6, 196096

* |stvan Mészaros: Apéaczai und die SystemtabellerEdeyklopadie, Pedagdgiai Szemle,
1975/10, pp. 898-917
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irgendwo in Siebenbirgen auch keine realen Aussichehabt und Blcher dieser
Art wurden ohnediesweder damals noch spatetim engen Sinne des Wortes flr
Lehrblcher gehalten: dies war eine andere Gattamganderer Autor, der das
Werk verfgt hatte, damit es alteren Schilern zu den Studi@inerseitss und
den Padagogen als didaktisches Hilfsbuchndererseits zur Verfigung steht.
Das Werk wurde also veffa um zur Aneignung der Kultur beizutragen und zwar
aufgrund der Wahrnehmung von Zusammenhangen zwisa®n einzelnen
Wissenschaftsbereichen bzw. dem Ganzen und deenTéilur so liBen sich die
umfangreichen neuen Kenntnisse bewadltigen, lehrehlernen, die im Laufe des
damaligen Informationsboom entstanden sind.

Das Material des Bandes wird gegliedert, wie folgt:

a) Grundlegung (Teile | bis V mit Anhang): Erkenstheorie,
Mathematik, Geometrie, Mechanik aufgrund der Werte Descartes und Ramus.
In diesem Teil, der 22 % des ganzen Werks ausmadid, die materialistische
Kosmogonie von Apaczai als erstem auf Ungariscimfdiert.

b) Naturwissenschaften (Teile VI bis VIII): Astramee, Geographie,
Physik, Chemie, Biologie, Physiologie, Psychologi&oologie, Botanik,
Mineralogie, Stadtebau, Agronomie. Dies betragt %0 des ganzen Werks,
zusammengestellt aus Materialien von verschiedéugoren. Im Teil Astronomie
wird die Korpuskeltheorie von Descartes ausfihréobrtert.

¢) Humanwissenschaften (Teile IX bis X): Geschich&aatenkunde,
Schulorganisationslehre. Dies betragt 17 % deseyawerks.

d) Theologie (Teil XI): sie betragt 11 % des ganyéerks.

Im Vorwort zur Enzyklopadie hat Apaczai formuliedg3 die Volker
unglicklich sind, die sich die Wissenschaften ierkdsprachen aneignen sollen.
Solche Volker kdnnen nicht vorwartskommen. Im Vorwbat der Autor seine
Quellen genau angegeben. Die meisten Autoren ggh&t den besten der
Epoche. Apéaczai steht den Lesern des Werks auchitzlichen Ratschlagen bei:
"Ehre die Arbeit ... du sollst lernen oder andeterén ... du sollst mehr tben ... je
ofter du lehrst, desto gelehrter wirst du ... Mah sich mit Gelehrten unterhalten
... die Zierde seelischer Giite und Wissenschadt,ntit Mihe und Anstrengung
erworben werden, sind unverganglith"

Im ersten Teil f8t Apaczai die Erkenntnistheorie und Metaphysik von

Descartes zusammen. Es gibt nur eine Sache, dienibt bezweifeln I@t, die

® Janos Apéaczai Csere: Magyar Encyclopaedia (Underi§mzyklopadie), Szépirodalmi
Kdnyvkiadd, Budapest, 1959 (Vorwort von Imre Bgm)51
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Tatsache, daman denkt: "Ich denke, also ich bin die wichtigstel sicherste von
allen Sachen, die man erfahren kann." Der Ratismals von Descartes hat den
von Thomas von Aquino konzipierten Gottesbeweisusagen vollig abgelehnt.
Die Naturerklarung des in der Erkenntnistheoridigdtiealistischen Descartes ist
voll und ganz materialistisch.

Im zweiten und dritten Teil des Werkes beschaftigh Apaczai mit der
Wissenschaft des richtigen Gebrauchs des Verstddelscartes hat keine Logik
geschaffen, aber seine unmittelbaren Anhanger habienErfolg versucht, die
traditionelle, aristotelisch-skolastische Logik tkaranisch umzuordnen. Davon findet
man bei Apaczai keine Spur, er hat die spekulaipgik mit skolastischen Ziigen von
Amenius und Ramus ins Ungarische Ubersetzt. Ramustd am System und und an
der Anschauung der mittelalterlichen Logik niclgh@ndern, aber die Dreigliedrigkeit
der modernen Logik (Begriff, Urteil und Konklusio@ucht zum ersten Mal in seiner
Logik auf. Apaczai hat ein neues Systematisierusrdisliren eingeftihrt, er behandelte
die Logik nach der Erkenntnistheorie und hat s@htnan die Grammatik oder die
Rhetorik angeschlossen

Die Arithmetik (Teil IV) die aus einem Werk von Ramstammt, behandelt
die Begriffe Potenz, Wurzel, Lineargleichung nichédber Proportionalitat,
mathematische und geometrische Progression wealdmden Grundrechnungsarten
und der Arithmetik der Briche ausfuhrlich erortém. Werk 18t sich wahrnehmen,
de3 Mathematik die Tragsaulen der neuen Welt bildetr @uch der Alltagsmensch
braucht Mathematik. Im finften Teil befinden siéga Grundkenntnisse der Geometrie
ohne geometrische Figuren. Wie Ernd Fabian schisilrden viele Worter, die von
Apéaczai stammen, z. B. Gleichheit, gleichartig,i€lang, Ahnlichkeit, Mittelpunkt,
stumpfer Winkel, spitzer Winkel, Ebene, Kurve, usegar noch heute in derselben
Form gebraucht.

Der Unterabschnitt, der sich dem finften Teil alahang anschid,
behandelt die Bewegung und die Unendlichkeit deteiéds. Der Ausgangsgrund fir
Bewegung soll Gott sein.

Der Teil Astronomie, in dem "himmlische Sachenhdredelt werden, zeigt,
da3 es in diesem Falle um eines der Lieblingsthemen #Mpaczai geht. Das
Firmament, die Sonnen- und Mondfinsternis, die Mane, der Aufgang und
Untergang von Fixsternen, die zwolf Tierkreiszerghdie Geburt der Planeten werden
ausfuhrlich beschrieben. Die heliozentrische Theardn Kopernikus wurde in
Siebenblrgen zum ersten Mal in diesem Buch angeeomm

Der siebte Teil beschatftigt sich mit "irdischen I8ac’, mit der Pflanzen- und
Tierwelt bzw. mit den Mineralien. In diesem Teilrdvauch Medizin betont behandelt,
sowohl die Symptomatologie als auch die Therapiedere eingehend erértert. Die

® Zur Bewertung der einzelnen Teile wurde das Werk Eomd Fabian: Janos Apéaczai
Csere benutzt. Dacia Kdnyvkiado, Cluj-Napoca, 1975
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teilweise kuhn fortschrittlichen Grundsatze mischsich mit mittelalterlichen
Traditionen. Der Autor hat dem zurlickgebliebenengddntum zum ersten Mal
Ereignisse erlautert, wie z. B. Kreislauf oder netigeche Deklination.

Der achte Teil beft sich mit der Wirkung des Menschen auf die Néfiur.
zahlt die wichtigsten technischen Gerate auf, bédlirden Stadtebau, zahlt die
berihmten Stadte und Universitdten auf, beschadigt aber hauptsachlich mit
der Landwirtschaft, dem Ackerbau und der Viehzudhif. diesem Gebiet bereitete
es Apaczai keine Sorgen, eine Fachsprache zusranbengen. Der Teil ist voll
mit schénen Beschreibungen, nuitzlichen Ratschladeie. niederlandischen
Erfahrungen von Apaczai haben zweifellos gezeigfi die zurtckgebliebene
Wirtschaft von Siebenbirgen sowohl dem Land alshaden dort lebenden
Volkern bedeutende Schaden verursacht.

Der neunte Teil wurde der Geschichte, "Sachen, sigh ereignet haben"
gewidmet. Apéczai gibt nur eine chronologische Abfang, mischt die Wahrheit
mit Legenden, er begeht auch historische Irrtimdir.dies 183t sich wohl der
schnellen Arbeit zuzuschreiben, trotzdem ist es drkeamswert, wie die
Chronologie der Englischen Revolution zusammengesterde. Der Verfasser
legt bedeutenden Personlichkeiten und Ideen béehidarischen Entwicklung eine
auBerordentliche Bedeutung bei.

Der zehnte Teil behandelt das "menschliche Verhgltes handelt sich
eigentlich um eine Gesetzessammlung zum Geselistdtadn, im Sinne der
puritanischen Auffassung. Die Ordnung des Gesealfssh und Familienlebens
wird bei Apaczai und bei den Puritanern durch diergje der Gesetze des Alten
Testaments und des Moses bestimmt. Es ist interesk Apaczai alle Arten des
Zinsennehmens verboten hat, obwohl die Zinsen wégerten Handelskapitals
schon von Calvin als legal anerkannt worden watardie Interessen der sich immer
entwickelnden burgerlichen Wirtschaft dies verlangtApaczai erkennt gleichzeitig
das Prinzip der Volkssouveranitat an, die Orgamsevidkes sind berechtigt, den zum
Tyrann gewordenen Herrscher zu entfernen oder saggiten.

Der zehnte Teil wird mit der Zusammenfassung ddagégischen Gedanken
von Apaczai abgeschlossen. Um das padagogischeensystes Verfassers
kennenzulernen, genlgt die Ungarische Enzyklopgitdian nicht, sie umfa nur die
wichtigsten Grundsétze. Apaczai beschreibt dieriSgeaften des guten Lehrers: ... er
soll leben, wie dies vom Unterricht verlangt widgn Schilern mit gutem und
lobwiirdigem Beispiel vorangehen, damit das Wisssoht ... er soll die Schiler
mogen, als ware er ihr Vater ... er soll sie klad knapp lehren und dabei nach
Vollstandigkeit streben ... auf einmal soll er inmeur eine Sache beibringen ... er soll
nur lehren, was notwendig ist ... er soll den SatmiZeit auch fir die Entspannung
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lassen." Apaczai spricht Uber die Pflichten derieh"... der gute Schiler soll immer
lesen, wenn er Zeit hat ... gute Biicher soll erlés

Das Werk endet mit einem theologischen Teil. Apaozeint, das Wesen
der Religion besteht nicht in der Kenntnis von ®lesregeln, sondern in einem
Willen, der auf eine sittliche, fromme Lebensfiilgumerichtet ist. Diese
Religionslehre ist praktisch und gesellschaftliasgerichtet. Auf den letzten
Seiten des Werkes ist eine schtne Geflifiséung zu lesen: Apaczai @ert den
Wunsch, selber zu den Seligen zu gehoéren.

Was fehlt nun in der Enzyklopadie? Der sprachlicbtorische Teil, den
Apaczai vorgesehen hat, wurde nicht fertiggestgiitzdem I8t sich feststellen,
da3 der Autor einerseits die Wichtigkeit der Natiomatsche vom Gesichtspunkt
der Grundlegung der Bildung aus erkannt hat, amseite, d@ die beiden
wichtigsten Faktoren fir die Entfaltung dieser B@llicher und Schule sind. Auch
das Beherrschen von Fremdsprachen galt fiir Apdasabesonders wichtig, er
personlich soll zwélf Sprachen gekannt und gesmodhaben. Das schwierigste
sprachliche Problem bestand fiir ihn darin} eéa einen eigenartigen sprachlichen
Versuch unternommen hat, der damals noch nichinZBig war, da gewisse
Wissenszweige keine ungarische Fachsprachentewgiedhattefy

Im Modell von Apaczai fehlte auch die Prasentatier Kinste. Die
Puritaner, umso eher als die Reformatoren, habeh siuf ein einziges
auBerordentliches Kunsterlebnis berufen: auf die Bibalnd dazu bendtigte man
weder Dichter noch Schriftsteller oder Maler. Lod¢ieg den wohlhabenden Birgern
dringend empfohlen, die dichterische Ader in ihkindern sogar mit Gewalt zu
unterdriicken, da nur diejenigen zum Dichter werdanaus keinem nutzlichen Beruf
leben konnen. Allein Milton durchbrach diese star@enzen. Auf die Bliitezeit des
englischen Theaters folgte ein puritanisches Vetbodahre 1642 wurden in England
alle Theaterauffiihrungen verboten, das Globe wzedsort.

Apaczai Werk tbte auch zu seiner Zeit eine beddat®irkung aus, da der
Informationsaustausch damals sehr langsam und nufistd gewesen sein soll.
Wollte man sich Uber alles rechtzeitig Informationeerschaffen, hatte es man
besonders schwer. Es kam oft vor,3ddedeutende Persdnlichkeiten von ganz
wichtigen wissenschaftlichen Entdeckungen nichfaheen haben. Erst am Ende
des XVII. Jahrhunderts wurden die Gesellschaftegrigedet und sind die
Periodika erschienen, in denen die ForschungseisgbregelmBig veroffentlicht
wurden. Eine neue Verhaltensweise entwickelte sidie durch Zweifel,
Untersuchungen, Versuche, Ablehnung der Autoggfragt war, da Wissen da

" Janos Apéczai Csere: Magyar Encyclopaedia, Abhagdion I. Ban (schon zitiertes
Werk), pp. 364-365

® Lorand Benkd: Rolle der Muttersprache im Bildungsidvon Janos Apéaczai Csere,
Pedagdgiai Szemle, 1975/10, pp. 887-898
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war, um die Natur (Uber Gesellschaft wurde zu deit Aoch kaum gesprochen)
den menschlichen Interessen und Bedurfnissen zerwetfen. Der grde
Padagoge aus Siebenbirgen hat den Zeitgenossen gehoten: Fachausdriicke,
Anregung zur wissenschaftlichen Forschung, nitelisknntnisse, ein Fenster auf
Europa.

Apaczai wollte also nicht nur neue Informationerteilien, sondern er war
bestrebt, das Ideal eines vielseitig gebildetergzyldopadischen Blrgers auf
ungarisch, auf ungarischem Sprachgebiet zu vemslmth. Durch seine Tatigkeit
wird Apaczais Name in der ungarischen Kulturgestthicind Erziehungsgeschichte
fur immer fortlebeR

® Zur Bewertung von Ap&czai wird Berdem die nachstehende Abhandlung empfohlen:
Andras Dancsuly: Uber die Erziehungstétigkeit vomodaApaczai Csere in Cluj-
Napoca, Pedagégiai Szemle, 1975/10, pp. 883-887
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PESTALOZZI'S RECEPTION IN HUNGARY

KATALIN FEHER

E6tvos Lorand University Budapest

RESUMEE. Cette étude présente une analyse et une crjiigfiend

concernant la perception des divers idées pedagegjige J. H.
Pestalozzi en Hongrie. L'auteur accorde une plageitante a la
dimension socio-educational et médiatique de pragag et
dispersion des idées pedagogiques de grand edusaisse.

Our literature on the history of education givesletailed account of
Pestalozzi's Hungarian connections and his effect Hungary’s education
system. However it did not expound very much on the &tiavhich came out in
the press at the time evaluating Pestalozzi’'s wevien though they could have
supplied valuable information on the activitieghit Swiss educator as well as on
evaluating the contemporary opinion prevalent imgry at the time.

The first account on Pestalozzi in the Hungariagsprwas published in
1816. Janos Varadi Szabd, who spent almost a peBestalozzi’'s institution at
Yverdon in 1810 who after returning home also etkatdahe Vay boys (Miklés
and Lajos) according to his principles, gave théowzng account on the Swiss
educator in a paper called "Local and Foreign Aatslyl published in Pest:
"...After having spent three years in Germany | ttestleto Helvetia to visit
Pestalozzi and | spent nearly a year there to labout his way of teaching both
from him and from his teachers in his own schodlave witnessed the way the

! Kemény, Ferenc: Pestalozzi Magyarorszagon. = Maggadagdgia 1927. 92-99.; Lengyel,
Imre: Ujabb adatok Pestalozzi magyarorszagi hasksémnékeléséhez. A debreceni Kossuth
Lajos Tudomanyegyetem Konyvtaranak KozleményeiBp0.1961. 150-159.; Dankanics,
Adam: Egy mult szazad eleji magankonyvtar és Restiahatasa. A debreceni Kossuth
Lajos Tudoméanyegyetem Konyvtaranak Kézleményei.Bf6.1964. 229-233.; Mészaros,
Istvan: Pestalozzi és a magyarorszagi neveléstigglikon 1984. 259-270.
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children were treated, the way and the progresthefteaching, the activities,
joyous events, playing and behavior of the childittie mission of Pestalozzi's
school and whatsoever is considered to be the &dnahprincipals, foundation,
character and natural being of the Pestalozzi eiun‘a

He announced that he was about to translate Peatalbooks written on
his method$ He stressed that the reason he wanted his coomtryto become
familiar with these works was because the childteaght according to the
principles laid down in these books showed greagmss "both in sciences and
good morals and furthermore in skills reached by éercising of the body".
Véaradi Szab6 esteemed Pestalozzi's method of ddacdhe best, perfect and in
harmony with the nature of men."

The short article, undoubtedly agreeing with Pegials principles,
ignited a great debate in the Hungarian press @7, 18ausing some to make a
public stand, while others formed a private opinionthe matter.

Lajos Folnesics, who was managing a boarding sdiesodirls in Buda at
the time published a long paper in the first editad an encyclopedic magazine,
called Scientific Collection in 1817 entitled "Corants against Pestalozzisin"
At the beginning of the paper he stresses thabhsiders it his duty to warn his
countrymen against the dangers lying within the catlon principles of
Pestalozzi:"... Pestalozzism hath been greatly eXatteour time and Sir Janos
Szabd desireth to teach our sweet homeland ofayswt is my earnest desire and
duty to warn the well-learned Educator and othenilias of my county of the
wants and dangers of the Pestalozzi way"

He tries to answer four important questions in hiticle: "1. Can
Pestalozzism be considered an Innovation and a INe@ntion? 2. Is it possible
and should we make this method the main way ofhiegcin our education and
teaching as a whole? 3. Is it really a promiseespect of good progress and skill
and especially in good morals? 4. Is it possiblsuggest something better and
more beneficial?"

2 Varadi Szab6, Janos: Jelentés a két Magyar Haz&hdazai s Kuilféldi Tudositasok. 1816.
45. szam. Toldalék

® Anweisungen zum Buchstabieren und LesenlehrenRastalozzi. Bern, 1801.; ABC der
Anschauung, oder An schauungslehreder MassvedsitnBern. 1803. We do not know
whether Janos Varadi Szab6 had ever started tiagsthese books or the debates in the
contemporary press had broken his enthusiasis tider been published

* Folnesics, Lajos: Eszrevételek a Pestalozzizriers el Tudomanyos Gijtemény 1817. I. 83-100

® Folnesics, Lajos: Eszrevételek a Pestalozziznters. & Tudomanyos Gijtemény 1817. 1. 83

® Folnesics, Lajos: Eszrevételek a Pestalozzizniers. & Tudomanyos Gijtemény 1817. 1. 84
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The author, Niemeyer refers to his wogublished in 1810 in Halle, in
which the German educator lists the advantages disddvantages of the
Pestalozzi education. Niemeyer believes that tleatgst merit of the method is
that it's methodic, well planned and organized #rides to illustrate the things
being taught. He admits that the students progfasier in their reading and
language subjects as compared to others. Howegesirbsses that "all of these
advantages are not news nor new inventions, buelypneeminiscence, as before
Pestalozzi, Comenius, Rousseau, Basedow, Roch@wwilters of Revisions-
Werk, Rosewitz and other educators suggested aed axged that children’s
spirits should be developed through carnal thimys then we should proceed to
introduce the supernatural and the abstract. Thiéddren should not learn many
different things all at once, but just a few thindmit in more depth so that
whatsoever the child knows he should know it wed & its context”

So according to Folnesics Pestalozzi's method tsnewv and what the
bigger problem is that it is built on "visualizatip so it "cannot be applied to
religion and morals", which, according to Folnesise the foundations of
education. Both Niemeyer and Folnesics state tRastalozzi's method leads to
materialism in religion and morals". In the resttioé study the author expresses
how harmful and corrupting it is if a child onlycapts things to be true if they are
experienced with his own eyes, or as he puts iatWwie has beheld, counted and
measured". He says that Pestalozzi's educatioresys fundamentally wrong,
because "pure Christian faith" is de-emphasized. dii¢éicizes the over-
exaggeration of visualization and measuring in &esti’'s method, as this way
the student wants to be convinced of everythingskifrand will not except the so
far prevalent practice where authority and espigciedligious authority are
respected above all. He remarks reprovingly: "Peatesm has been expanding
for 15 years now. If therefore the heart has so hmsitength for forming a
virtuous life, how come that the invisible worlddaeternity, namely the Christian
religion has been condemned right at this timeisltespecially prevalent in
Germany, where it has been replaced by NaturalmhrRationalism advocated by
Salzmann and other naturalizing educators and daoators under the name of

" Niemeyer, August Hermann: Grundsétze der Erzielumydes Unterrichts fiir Eltern und
Schulméanner. Halle, 1796. This work, which wasiphbt in several editions, had a great
influence on the education of"18entury Germany and was even known in Hungary. In
1812 Jozsef Urményi suggested that this work shoeildtudied. Its revised version was
even published in Hungarian under the title: Edimatnd Teaching Science. Revised after
its 6" edition by Leopold Chimaini for home and schoaickers taking the status of
Austrian schools into consideration and adopted Janos Angyan to the needs of
Hungarian students. I-Il. Pest, 1822-23

8 Folnesics, Lajos: Eszrevételek a Pestalozzizniers. & Tudomanyos Gijtemény 1817. 1. 85
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Christianity. These doctrines, which are spreadniyp@nd later probably in
secret, want to base everything on things, whichtmaseen and experienced"

According to Folnesics the followers of Pestaloare the enemies of
good virtue and true faith. Their students do nebw more than their fellows
being educated with traditional methods but todbetrary, even their soul, faith
and morals are damaged.

The article ignited a debate between the expertdunfgarian education.
In the next edition of the Scientific Collection joa Schedius, a university
professor and the overseer of Evangelical publhosls answered the allegations
leveled against PestaloZzi The foundation of his argument was that whoever
accuses the Swiss educator with immorality andligicais "does not know
Pestalozzi's method in whole or according to it@lr@urpose and spirit. It
appears that Mr. F has not read Petalozzi's own kgpmeither the honorary
editions published about him, nor the descriptionsitten by flourishing
institutions  following his systedt' Schedius proves by quotations from
Pestalozzi's own works that Pestalozzi's theoratid practical methods are based
on religious principles. He rebuts the allegatiofig-olnesics item by item and
finally concludes that Pestalozzi had proven baothis theoretic works as well as
in his practice that the students educated by t@thod will become rationally
thinking, but at the same time virtuous and religipeople.

The debate took place mainly in the press, bugfitdignificant traces in
the correspondence of those most effected by thitemin those days. The
correspondence of Kazinczy and his circle of freeistied light on the different
attitudes towards the debate.

In March 1817 Gabor Ddbrentei wrote the followirmg Kazinczy from
Cluj: "I read the 2° edition of the Scientific Collection yesterday wals glad that
Schedius defended Pestalozzi against the insaaekdtly Folnesics, so much so
that if | was to meet Schedius | would have givienthy honor'.

Jozsef Dessewffy, a poet and politician and a cfased of Kazinczy
was a little bit more moderate in his opinion oa thatter and at the beginning of
April wrote the following from Kassa:

° Folnesics, Lajos: Eszrevételek a Pestalozziznters. & Tudomanyos Gijtemény 1817. 1. 88

19 Schedius, Lajos: A pestalozzizmus ellen valé égreteksl. = Tudomanyos Gitemény
1817.1I. 115-121

1 Schedius, Lajos: A pestalozzizmus ellen val6 ésteteksl. = Tudomanyos Gjjtemény
1817.11. 116

12 Dobrentei, Gabor- Kazinczynak. Kolozsvar, Martz digan 1817. In: Kazinczy Ferenc
levelezése. XV. kotet. Kbzzéteszi Vaczy Janos1Bp5. 119
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"I am looking through the Collection... In his effdd speak against
Pestalozzi he goes very far although some of timgsgthe says are right® The
press debate expounding on the evaluation of teta®ezi teaching method got
beyond the boarders of Hungary. In April 1817 tigd /29" edition* of the
Chronik der Osterreichsischen Litaratur magazirVianna published excerpts
from previous editions of the Scientific Collectian the Pestalozzi debate
amongst other topics. The reflection basically @mded the view of Folnesics
and defended the Pestalozzi theory and teachirugigea

Folnesics introduced the negative reflection of Mustrian magazine in
the Scientific Collection and didn’t agree with twerding of the article, namely
"he didn’t really understand the spirit of the Réstzi method™®. He repeated his
earlier opinion stating that the teaching methodhef Swiss educator is immoral
and adversely effects the religious sentiment dtidn. In the next edition of the
magazine he expressed his opinion on the philosapbackground of the matter
in a special study, analyzing Kant's, Fichte’s, Schelling’s and Plstai’s
"materialism"”, which leads directly to irreligioudews and the perversion of
morals. In the meanwhile the 1817/22 edition of péeas, a scientific bulletin in
Briinn published an article by a Hungarian authoo vaides behind anonymity
(Kazinczy?), condemning the editorial staff of tleientific Collection for
allowing anti Pestalozzi views to get publishedha magazine. The editor of the
Scientific Collection, Gyérgy Fejér reacted to thisicle'’. Believing he is right
he very firmly expressed that he gives room for plélishing of many diverse
opinions in his magazine including the ones, whigsapprove of the teaching
principles of Pestalozzi as well as the ones, wliieleve the same to be very
effective. He feels that "If the local writer hgsesial reasons and arguments in
the favor of Pestalozzi, why didn’t he bring theorth in the open?" - on the
pages of the only Hungarian scientific magazine,ttas unwritten rules of
scientific circles would require. Fejér believedatththe article published in
German in a foreign paper did not contain any mEaéntific arguments. He
summarized the most important elements of the Humgaress debate, adding
the main thoughts of articles on the Pestalozzijemtibpublished in German
papers: "Wasn't it right to allow F.L., our practiceducator to express his

13 Gr. Dessewffy, Jozsef-Kazinczynak. Kassarul, Apriikén 1817. In: Kazinczy Ferenc
levelezése. XV. kotet. Kbzzéteszi Vaczy Janos1Bp5. 146
14 Chronik der dsterreichischen Literatur vom 9-tgmilX1817. Nro.29.

!> Folnesics, Lajos: A Tudomanyos @egmény Recensidja a Kilféldén. = Tudomanyos
Gyljtemény 1817. IV. 142-148.
'8 Folnesics, Lajos: Kant, Fichte, Schelling és Pezta = Tudomanyos Gitemény 1817. V.
44-90.
7 Kinyilatkoztatas a Tudoméanyos @Gemény ligyében. = Tudomanyosiigmény 1917. V.
140-142.
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opinion on the subject, on which the most famousn@a educators, Niemayer,
Ewald, Eschenmayer were also debating? It is uatkmithat the Pestalozzi
teaching method is very suitable for teaching arétics, writing, mathematics,
nature and language and so far it has not beeneprtivat it would lead to
ungodliness, irreligiousness and unbelief... The athrs and teachers in
Freyburg did not accept the Pestalozzi teachindhatgthowever they were very
eager to adopt the Bell Lancaster method as evidkhy the Vienna Paper
(Edition 174)... The Education Commission of the VianCourt ordered the
Pestalozzi method to be tested in a school anddfatrunsuitable, so the
experiment was stopped. The witnesses, who wersepteat the open
experiments in Pest, which took place in some esiicaj schools using the
Pestalozzi method as well as in some regular sshoot using the Pestalozzi
method said that the students learn the subjedtstive same skill in the case of
both methods®.

The editor closes the debate in the name of therali staff by stating
that "our educators and scientists have spokerestal®zzism enough, it is about
time to start expounding on the Bell Lancaster meéthThe debate, which started
at the beginning of 1817 in the Scientific Colleatiwas closed in May, however
many of the Hungarian experts, who were intereste@ducation were still
occupied by the matter for a long time. In a letaitten to Janos Szabd on
November 13, 1817 Kazinczy expressed why the Retateaching method
could not take root in Hungary and formed an opiron the press debate as well:
"The honorable General ordered me to find some lpaspo could pay Pestalozzi
in advance. However it's been some time now thatolte back to him saying that
| was unable to find anyone, and that | was the ame only subscriber for the
matter. My efforts were of no avail here nor in Asglvania. In Russia it is
working, but not here. What does this prove? Iwiszrking there because the
authorities want it to work. Here Folnesich and like speak against it and the
Scientific Collection published their paper in fisst edition. Pestalozzi found a
not very brave and unexpected advocate. | do ngt ta have lengthy reviews...
A review has to be unmerciful with those who areyMead, and brave with those
who are good, but are on the wrong track. It hanhour problem for a while now
that our writers did not fear the whip, and werkedb write as they pleased”

The above words shed clear light on Kazinczy’s dtanthe matter. The
Leader from Széphalom was enraged by the fact teatnewly established
magazine in Pest gave room to an article critigZiestalozzi’'s method. He felt
that even Schedius didn’t prove to be a more pezpand bravest protector.

18 Kinyilatkoztatas a Tudomanyos @Gemény ligyében. = Tudomanyosiigmény 1917. V.
141-142.

19 Kazinczy - Szabdé Janosnak. Széphalom, Novemb. .138#7. In: Kazinczy Ferenc
levelezése. XV. kotet. Kbzzéteszi Vaczy Janos1Bp5. 353.
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Kazinczy believed that criticisms are needed, Iwatytshouldn’t give room to
"bad" articles in the papers or they should be unihély criticized and Schedius
shouldn’t have been so soft. We can presume thedstthe debate which caused
such a great stir that compelled Gabor Dobrent@iutolish a longer study in the
8" edition of a magazine called the Museum of Trareyia, of which he was the
editor, in December 1817 on the life and activitiddPestalozzi. The study was
the Hungarian translation of an article publishethie 1810 August edition of the
Annalen der Literatur und Kunst des Inn und Auskffd The article analyzes
Pestalozzi's life in detail and even goes into diféerent stages of his work and
expounds on the fact that just like any other mo@erd valuable efforts, the work
and theories of the Swiss educator was not appeeciaither, neither in his
homeland nor in other countries. The authors goredit to Pestalozzi for basing
his teaching theory and practice on natural priesipThe article also introduced
the two main works: Leonard and Gertrude, and HowsdGertrude Teach her
Children?

In his editorial comment DObrentei states that #esri's method could
be introduced here as well. He was sorry for thet that the literature on
educational theory is very poor in Hungary and omdyy few people think it
important to do something about it. Even thougfdse who feel compelled to
further the wellbeing and human morals of the courghould deem the
improvement of its training and teaching their dutyis a shame that we do not
have any respected and reliable literature for thigpose and looking at the
sleepiness and delays of our professors we have yedit for a very long timé®.

During the so-called reform era our literature oduaation started
improving somewhat faster. Pestalozzi's activitresre looked at in a different
light. The authors no longer argued about the nistemxt immoral and anti
religious aspects of the method. After the closdwwn of the institution in
Yverdon and after Pestalozzi’'s death in 1827 thdsSwveducator was noted
especially for being a theoretic and practical exmd modern visualization
methods. Several teachers’ handbooks were publisheldingarian popularizing
the method. The figures and information we haveoat disposal show that
Pestalozzi's method was applied in practice in sudungarian schools.

20 pesztalozzi Henrik, a hires Nevelési-ir6. = Erdélyséum 1817. VIII. 114-125. We have to
note a misunderstanding prevalent in related liteza Since the article was written in the
first person and was signed by Débrentei, who bywhy only added an editorial comment
to the original article, most authors referringrie article thought it to have been written by
him personally. However there are some obviousssighich prove that the article was
actually only a translation. There is a sentendbenarticle, which reads: "In 1789, when |
was in Helvetia and was asking about Pestalozzhn.1789 Ddbrentei was only four years
old, so itis evident that it is not him the adickfers to.

%1 pesztalozzi Henrik, a hires Nevelési-ir6. = Erdélyséum 1817. VIII. 125.
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CRONICA STIIN TIFIC A A CATEDREI DE METODICA STIIN TELOR
EXACTE, IN ANUL 2000

Activit ati stiin tifice desfisurate in
anul 2000 cu participarea membrilor
catedrei

Participarea la manifesiri stiingifice
internagionale: 17 contribuii

1.

. CIASCAI,

. PREDESCU

. CIASCAI,

BARNA Adriana, Pop Irina The
Second British Council Regional
Mentor Conference "Mentoring in
the New Millennium"Cluj-Napoca,
13-16 April 2000 (1 lucrare)

Liliana, The Second
British Council Regional Mentor
Conference "Mentoring in the New
Millennium", Cluj-Napoca, 13-16
April 2000 (2 luciri)

Constantin, The
Second British Council Regional
Mentor Conference "Mentoring in

the New Millennium" Cluj-
Napoca, 13-16 April 2000 (1
lucrare)

. CIASCAI, Liliana: International
Conference on Physics Education
"Physics Beyond 2000
Barcelona, August 27 to

September 1, 2000 (2 luici)

Liliana: 25" Atee
Annual Conference Barcelona,
August 28 to September 2, 2000 (2
lucrari)
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10KOVACS Zoltan:

11KOVACS Zoltan:

LILIANA CIASCAI

. PREDESCU, Constantininternet

as a Vehicule for Teaching.
Miercurea Ciu¢ 26 iunie-8 iulie
2000 (1 lucrare)

. VALCAN, Dumitru: Simpozionul

Interngional de Didactica mate-
maticii "Reforma in in@amantul
matematic romanesc fintre nece-
sitate si realitate'. Turda, 13 oct.
2000 (1 lucrare)

. VALCAN, Dumitru: A doua
Conferinag  Interngionala  de
Matematici aplicate "ICAR 2",

Baia-Mare, 19-21 oct. 2000 (2
lucrari)

. KOVACS Zoltan: The Second

British Council Regional Mentor
Conference "Mentoring in the New
Millennium", Cluj-Napoca, 13-16
April 2000 (1 lucrare)

Simpozion
Internaional, Liubliana, Slovenia,
5 mai 2000 (1 lucrare)
Simpozionul
"Formarea practié a viitorilor
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profesorf. Veszprém, 17-18 nov.
2000, (1 lucrare)

12.KOVACS Zoltan (coordonator):
Concursul tinerilor cerceittori
(premiile 1 si Il la fizica).

Universitatea  din  Nijmegan, 2.

Olanda 25-29 aprilie 2000 (2
lucrari)

3.
Colabomri in/din strainatate, vizite la
catedwé, participari la programe
interne si internarionale:

4.

1. NAUMESCU Adrienne: programul
UE "Science Teacher Education
Development in Europe, derulat sub
coord. Universiiti Catolice din
Louvain, Belgia, in derulare

2. KOVACS Zoltan: Protocol Nr. 5.

2576 din 14 dec. 1999. INCDTIM,
Cluj-Napoca, in derulare

3. PREDESCU, Constantin: "Medii
virtuale pentru insare", proiect
ERASMUS 1in colaborare cu
NISTOR, Nic de la Facultatea de
Pedagogie, Universitatea "Ludwig
Maximilien", Munchen, Germania,
18-24 dec. 2000

Activitafi de formare in cadrul
programului "Educafia 2000+" 1n 6
care Universitatea "BabgBolyai"

este instituie cheie:

pentru profesorii dirgcolile pilot in
programul Edudgéa 2000+ la toate
disciplinele stiintifice (matematig,
fizica, chimie, biologie, geografie),
Cluj-Napoca, 2-4 nov. 2000
CIASCAI, Liliana: Seminarul
"Didacticastiinzelor naturii”, Scoala
de va#, Sinaia, 17-22 iulie 2000
CIASCAI, Liliana: Seminarul
"Curriculum la decizia scolii",
Sinaia, 26-28 oct. 2000, 16-19 nov.
2000

NAUMESCU, Adrienne, CIASCAI,
Liliana, CHEREJI-MACH Zoltan:
"Comunicare interinstitionala.
Perspectivesi dezvoltare"(Editia a
doug. coord. ISJ ClujCluj-Napoca,
7 decembrie 2000

BARNA Adriana, NAUMESCU
Adrienne, PREDESCU Constantin,
DULAMA  Eliza, VALCAN
DUMITRU, CIOMOS, Florentina,
CIASCAI, Liliana, POP, Irina,
KOVACS Zoltan, CHEREJI-
MACH Zoltan, DEZS) Gauvril,
SOOS LenkeSeminarul "Lectura
si scrierea pentru dezvoltarea
gandirii critice". Formator
Charles Temple, SUA. Cluj-
Napoca 2-4 noiembrie 2000

. KOVACS Zoltan, SOOS Lenke:

Curs de gandire criti¢. Cluj-
Napoca, Oct.-nov. 2000

Adrienne, PREDESCU Constantin,
DULAM A Eliza, VALCAN
DUMITRU, CIOMOS, Florentina,
CIASCAI, Liliana, POP, Irina,
KOVACS Zoltan, CHEREJI-
MACH Zoltan, DEZSO Gavril:
Seminarii de'Didactica” organizate
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Consiliul Britanic:

CIASCAI, Liliana "Evaluarea
manualelorscolare”, Sinaia, 12-
13 martie 2000.
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