ANUL XLV 2000

STUDIA
UNIVERSITATIS BABE $-BOLYAI

PSYCHOLOGIA-PAEDAGOGIA
1

Editorial Office : 3400 CLUJ-NAPOCA, Gh. Bilgu no. 24¢ Phone: 064-40.53.52

SUMAR - CONTENTS - SOMMAIRE - INHALT

Articole - Articles - Articles

3 ¢ ADRIANA B ABAN
A Psychological Approach of Men and Masculinity
23 + OANA BENGA, ANCA DOMUTA
Assessment of Executive Functions in ChildhooadtRgyathology (1)
39 ¢ SOFIA CHIRIC A
Collective Construction of the Self in RomaniantQre
53 ¢ CATALINA KOPETZ

Psychometric Proprieties of the Memory Self-Effic&uestionnaire on
Romania Sample

67 ¢+ ADRIANA BARNA, IRINA POP, ANA MOLOCA
Preliminary Testing An Essential Step in the Biology Active Learnirgy
Mentally Disabled Pupils

73 ¢+ MUSATA BOCOS, RODICA GAINAR, VICTOR BOCO $
Main Issues in the Problem Solving MethodologZhemistry
81 + ALINA PREDA
Postmodernism and the Postmethod Condition
93 ¢+ ADINA GLAVA , CATALIN GLAVA

A Study of Differentiation and its Implications improving Classroor
Achievement



105

117

125

137

¢ VASILE CHI §
How is Received and Achieved the Reform N@aivthe Beginning of Ne'
Changes)

¢ LILIANA CIASCAI
Les méthodes actives aujourd'hui

¢ ALINA PAMFIL
Observarea, proiectargaevaluarea orei de literaturoméari: demersiri
complementare

+ ADRIENNE NAUMESCU-LENGAUER, ADRIANA SISERMAN BANC
New Directions in the Frame of Educational Refatme; Role of Evaluation |
the Teaching — Learning Process at Chemistry

Recenzi - Book Reviews - Comptes Rendus

147

149

151

+ VOICU LASCUS
Miron lonescu, loan Radu, Dumitru Salade, CootdisaStudies of Applied
Pedagogy, Ed. Presa Universitara Clujeana, Cluj-Napoca, 2000

¢ SIMONA BERNAT
Miron lonescu, Vasile ChisSudies of Pedagogy, Presa Universital
Clujeana Publishing House, Cluj-Napoca, 2000

+ DUMITRU SALADE
A remarkable publication within the field of dides

Cronici - Cronics- Croniques

153

Manifesitri stiintifice ale catedrei d8tiintele Educdei



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLV, 1, 2000

A PSYCHOLOGICAL APPROACH OF MEN AND MASCULINITY”

ADRIANA BABAN"™

ABSTRACT. The aim of this article is to provide a criticaliew of the
main perspectives and theories (biological analysggchoanalysis, role
theories, social theories, cognitive theories,uraltstudies and feminism)
through which the topic of men and masculinity @gn understood.
This structure allows us to consider the relativeqadicy of different
theoretical perspectives through a series of cetsrand it also
encourages a view of these theories as alternapipenaches which make
different assumptions. The article presents the hasggical approach of
male forms of identity and practice and explaing/wasculinity takes
the particular shapes that it does.

KEY WORDS: masculinity, femininity, gender differences, séaad
psychological theories.

Introduction

During the late 1960s and early 1970s, feminietgan to develop a radical
view of society and the relations between men aoch@n. They began to talk in a
new voice about "sexual politics", patriarchy afm tdominance of the male
gender class. One consequences of this challengdoneareate a new interest in
men and masculinity. The termasculinityhas rich meanings and a widespread
use which are applied to a diversity of phenomegabbth laypersons and
scientists. According to Brittan (1989), masculiniefers to those aspects of
men’s beliefs and behavior that are always loca aubject to change. Any
account of masculinity must take into consideratiooth sides of gender:
masculinity and femininity. Masculinity does notigxn isolation from femininity
- it will always be an expression of the currenaga that men have of themselves
in relation to women.

The terms masculinity and femininity have been usgthvestigators in at
least three areas: stereotypic views of males amales; studies of sex differences
and similarities in cognitive abilities and perslityatraits; gender identity and
self-reported masculinity/femininity. These threeas are equally important to a
better understanding of the meaning of masculiaitg femininity. Research in
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each of these areas has been relatively vigorcasicplarly in the past 10-15
years. Different disciplines use different evidahtiases to define masculinity. |
will not attempt to survey this broad conceptuatge, but | will restrict my

analysis to the uses of the terms in psychology.

Theories of masculinity

I. The first studies on sex differences began wita late 19 century
debates on thbiological basisof these differences, the brain included. For those
working from within the biological perspective, tilsebstance of masculinity is
chromosomal and hormonal. Masculinity is the consege of the possession of
an Y chromosome and of the stimulation of the potidn of male sex hormones
which act directly upon the vital organs of the pogelspecially the brain. Gay men,
for example, are often regarded as men who lackegsrthormonal balance and
therefore are not "real" men (Brod and Kaufman,4)9%he resistance to women's
emancipation was bolstered by the doctrine of mrsdx difference. Women's
exclusion from universities, for instance, was ifiesl by the claim that the
feminine mind was too delicately poised to handile tigors of academic work.
The resulting mental disturbance would be bad Fairtcapacities to be good
wives and mothers (Connell, 1995).

Deaux (1987) points to the importance of physiaracteristics in the
construction of gender stereotypes. Cues as toigdlyappearance have been
found to carry the greatest weight in gender-relaigdgements, influencing
inferences of traits, role behaviors and occupatigosition. Males who have a
frail constitution or those whose voice is relalyeoft may be particularly
vulnerable to judgments of femininity or homoseityalln other words, the
stereotypic inference process may begin as soothesvisual information is
available, and observers may not wait to find otmetler their inferences are
actually based on facts.

Lately, research has proved that the biologicalsbfor sex differences is
minimal (Edley and Wetherell, 1995). Sex differeqicéen almost every
psychological trait measured (mental abilities, Boms, attitudes, interests) are
either non-existent or fairly small. Even the idéetl sex differences are difficult
to prove if they are generated by biological déferes between men and women,
or if they reflect gender stereotypes. Researdénpast decade pointed to only
four areas in which reliable sex differences colld established: verbal,
mathematical abilities, spatial abilities, and &ggive behavior. However, these
differences have been found to be small, geneaaitpunting for less than 5% of
the variance in these analyses. In many other a®asidence for sex differences
in behavior (including sociability, suggestibilitgelf-esteem, achievement) were
found (Reinnisch et al., 1987). Insufficient dataambiguous findings revealed
differences in other areas, such as competitiverdesminance, compliance and
nurturance. All these areas proved to be closelynected with the pervasive
gender stereotypes. Furthermore, most of the befavdifferences between
women and men are strongly affected by situatidaators. On many of the
4



A PSYCHOLOGICAL APPROACH OF MEN AND MASCULINITY

measures that psychologists have devised, malefearades proved to be capable
of comparable performance. Those differences tbhedpgpear may be understood
best in terms of social construction of the gerated, more generally, in terms of
sexism.

From a somewhat different perspective, Carol @l (1982) has
postulated fundamental sex differences on the basigeactions to moral
dilemmas. Men and women, Gilligan asserts, spealdifferent voices", men
being concerned with separation and women withcltent. Her thesis thus
affirms that there are two different styles: a "mdime" and a "feminine” one,
which are quite different from each other, with liogtions over a wide range of
human behaviors. A simple glance at the social dvashows considerable
variation in the behavior of women and men. Ocdopat distributions, child-
care practices, and other realms of social lifeggesgdistinctly different male and
female patterns.

Nobody denies that there are biologically baseddsiéerences. However,
a distinction must be made between what men anderna@an do, and what they
actuallydo in situations that provide options. Thus, in assgssex differences,
researchers must take into account both types iderege: inherent capabilities
and behavioral choices. We should let the distidlouof activities and roles across
males and females reflect nothing but biology. Adowly, if the gender-
differentiated practices that abound in our cultwi# be eventually eliminated,
we could finally begin to return to the basics aflbgy. In other words, men and
women could finally begin to be as similar as théalogy permits (Bem, 1987).

Il. For thepsychoanalytic theoristgnasculinity is a specific organization
of psychical structures within the mind of the widual male. According to
psychoanalytic tradition, the reproduction of mdisity is a "family affair" in the
sense that the gender identity of every male igrdéhed by the pattern of
relationships that he experiences early in his Eex-role identity operates at the
most basic, subconscious level. A person intereslihe sex-role to such an extent
that it usually becomes indistinguishable from brsher sense of self. Freud
equated masculinity with activity in contrast tariieine passivity. On the other
hand, society indirectly influences the developmensocialization of the male
individual by helping maintain a sexual division labor which has puts fathers
out into the public realm of paid employment whitethers are left in the private
realm, at home. The psychoanalytic theory sees utiaitg as a product of the
boy's initial identification with the mother follad with a subsequent re-
identification with his father. Masculinity getstinthe boy via a range of
psychological processes, including identificaticepression and introjection. The
acquisition of sex role identity in males is thead by the absence of male
models and feminized environments (Pleck, 1993)yclRzanalytic theorists
assumed that the internalized sex role contribtgesbcial stability, mental health
and the performance of necessary social functidsording to this theory, an
insecure male identity leads to difficulties in asishing and maintaining
heterosexual relationships, to homosexuality arghtiee attitudes toward women
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(Frosh, 1994). Research has not confirmed the psydiytic theory of male sex
role identity. Measures of the consequences oéfahsence on male role identity
found no relations which allow prediction of hetserual adjustment (Pleck,
1981). Current research on masculine role idewjigs relatively little emphasis
on identification as the primary mechanism for #wxuisition of gender role
identity.

[ll. The first important attempt to create a sbsi@ence of masculinity was
centered on the idea dafex role identity This approach was the dominant
psychological theory about masculinity from the @930 the early 1970s (Pleck,
1981). Sex-role theorists see the substance ofuliaitg as a set of social scripts.
According to this theory the constitution of thelengex-role is determined by the
needs of society. The first landmark in the develept of this approach was the
publication of Terman and Miles's bo8lex and Personalityy 1936 which had an
important contribution to the development of a rglerspective on men and
women. The authors conceived masculinity and famiynias two opposing types
of personality located on either end of a singfeolar dimension. Masculinity and
femininity were seen as variable and flexible sass opposed to biological sex.
Terman and Miles's other major contribution was dexelopment of the first
psychological measure of gender (masculinity anairaity scales).

The key figure in the development of sex-roleotigeduring the middle
part of the twentieth century was the sociologigicott Parsons (Berger et al.,
1995, Howard and Hollander, 199lis basic assumption was that societies
require two different types of social activity inrder to contribute to the
equilibrium of the social system. Parsons assigtihedlabelsinstrumentaland
expressiveto the two different types of social activity. Meare more
instrumentally oriented (making tough decisions gedting things done) while
women are better suited to expressive sorts ofiie (creating things, caring for
others). Together, Parsons figured, they appeamedform a perfectly
complementary partnership. The critics of Parsafesry looked for alternative
theories of sex-role assimilation.

IV. The second broad social-psychological approtcithe male gender
role is thetraits perspectivahat focuses on the sources and consequences of th
extent to which men actually have characteristidtucally defined as masculine.
According to this theory the male role is viewedaaonstellation of traits that are
more frequent or occur at higher levels in men,n&ssculine gender-related
personality traits. Most commonly, a distinction shddeen made between
instrumental traits viewed as more characteristic of men, axgressive traits
seen as more characteristic of women. Thus, menleseribed by traits such as
independent, dominant and assertive, while womentgically viewed as being
warm, gentle and aware of the feelings of otherstli{&ford, 1992). These
attributes are formed in the context of the existmtial system and reflect both
the cause and the consequence of the distribufiamea and women into specific
social roles. In one of the most extensive reaavdstigations which involves data
collected in 30 different countries, researchetsib"pancultural generality” in
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many aspects of gender stereotypes (Morawski, 199d@cifically, they report
that men are typically viewed as stronger, mor&vactaind higher in achievement,
autonomy and aggression. Women are seen as wdakseractive, and more
concerned with affiliation, nurturance and defeeendasculinity and femininity
are typically viewed as opposite ends of a singieedsion. Thus, the common
perception exists that what is masculine is notirigme, and vice versa. The
commonly used terrthe opposite segaptures this mode of thinking which resorts
to opposition in order to explain differences. Suxhdialectic assumption is
evident not only in lay conceptions, but also ir tbonclusions of scientific
investigators.

Bem (1974), as opposed to other theories, sessutirgity and femininity
as independent rather than oppositional stateshelTa masculine man does not
necessarily mean that the man must lack most orfeatlinine traits. These
concepts are operationalized by the masculinity fandninity subscales of Bem
Sex Role Inventory. According to Bem masculinityl damininity are constructed
as categories that contain a variety of charatiesisnd associations. From the
cognitive perspective, we could view these attesuds varying in their degree of
prototypicallity to the central concepts. It is fiogly advantageous for someone
to have a combination of masculinity and feminiritgits. The trait perspective
hypothesizes that masculine personality charatiteyismay have negative
correlates, whereas the male identity theory heéd secure masculine identity
had only positives correlates. Several studies estgipat masculinity by itself has
negative implications for close relationship. Mdghin masculinity and low in
femininity proved to show less nurturance toward gartner and commit more
physical aggression in the relationship (Thompsd®90). Other authors
differentiate between positive and negative comptsewithin masculinity.
Mosher (1991) speaks abobypermasculinitywhich is empirically associated
with hostile-dominant style in interpersonal sitaas, and proclivity to aggressive
sexual behavior. Personal redress has been profioseslv conceptions of sex
role, suggesting the utility of postulating androgynous personalittype that
combines both masculinity and femininity attributd&asculinity and femininity
are no longer conceived as mutually exclusive daharistics. Several studies
suggest thaandrogynous meare more expressive, loving and have more positive
beliefs about their relationships than masculindividuals (Pleck et al., 1993).
The concept of androgyny has strongly influenceddge theories. It challenges
the conceptualization of dependency and autononpoks opposites and argues
that incorporation of both behavior patterns inghene individual is a step toward
healthy psychological development. Relational aggny offers a different view
of attachment and dependency as aspects of stramggthssary for psychological
growth. The ability to grow psychologically is angwping process that inevitably
involves feelings of vulnerability. In this senglee ability to admit weakness is an
important resource to personal growth (Seidler,2)98ccording to this theory,
people need to learn that the feelings of weakrdeysendency, and vulnerability
are not shameful or abhorrent. Compared to men, emoare more able to be
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consciously aware of their own neediness. In cehtawomen, men seem to flee
from these feelings before they experience themn Meny their dependency
needs, seeing dependency as a threat to autonasayptidn of a male model has
led to a perception of adulthood based on auton@@eydler, 1989). The male
model has influenced psychological theories of mené¢alth such that autonomy
is considered more normative. Relational androgttempts to alleviate the rigid
dichotomizing of male and female spheres of agtivily attacking the
conceptualization of dependency and autonomy assit@s. If men and women
could both acknowledge and work within their nedds connectedness and
communal attachment, there would be less neech&isting that masculinity and
femininity must be opposites. In this framework,inge related to others,
understanding the feelings of others, can enharsense of self, empowerment,
and well being.

V. More recently, Bem has introduced into the jpe}agical literature the
gender schema thedBem, 1981,1985). According to the gender scheraarth
the developing child invariably learns his or hecisty's cultural definitions of
femaleness and maleness. Gender schema theoryspsoploat in addition to
learning such content-specific information abouhdg, the child also learns to
invoke this heterogeneous network of sex-relatsd@ations in order to evaluate
and assimilate new information. The child learnsetmcode and to organize
information in terms of an evolving gender scheraschema is a cognitive
structure that organizes and guides an individysdieeption (Neisser, 1976). A
schema functions as an anticipatory structure,aaimess to search for and to
assimilate incoming information in schema-relev@nins. Schematic information
processing is highly selective and enables theviddal to impose meaning onto a
vast array of stimuli. Gender-schematic processinglves spontaneously sorting
persons, attributes and behavior into masculinef@amihine categories regardless
of their differences on a variety of dimensionsalated to gender.For example,
people spontaneously place items likaderandwarminto a feminine category
and items likeassertiveandeagleinto a masculine category. The child also learns
to evaluate his or her adequacy as a person aogotdithe gender schema, to
match his or her preferences, attitudes, behavamd,personal attributes against
the prototypes stored within it. Gender schema imesoa prescriptive standard or
guide and self-esteem becomes its hostage. Invihsgender schema becomes an
internalized motivational factor that prompts amliWtidual to regulate his/her
behavior so that it conforms to cultural definitsoaf masculinity or femininity.
Gender schema theory construes perception as a&gsran which interaction
between incoming information and an individual'sgxisting schema determines
what is perceived (Bem, 1987). Bem proposes thatlgreschematic processing
derives from the society's ubiquitous insistencéhenfunctional importance of the
gender dichotomy even in institutional context véheex needn't matter at all. The
gender-schematic processing plays a major roleeiating and/or enhancing male-
female differences.

8
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VI. The social learning theoryrepresents the most widely known
alternative framework to trait theory for understimg the process of gender
socialization. Masculinity could be interpretedirstgrnalized sex role, the product
of social learning or "socialization". Based upbe principles of conditioning and
reinforcement, social learning theorists such d®eAlBandura (1986) and Walter
Mischel (1968) argued that people acquire and parfex-type behavior through
a combination of observation, imitation, indocttioa and conscious learning. For
Bandura, the process of gender socialization isxaticit process. Young boys are
simply thought to behave in a "sex-appropriate” wapugh the administering of
punishments and rewards. For instance, while threnps tend to reinforce the
assertive behavior of young boys, they generallppeess the same kind of
behavior in their daughters. The learning procéseale role would emerge in the
young boys as they observe and imitate the actibtiweir fathers. Social learning
theorists identified a number of important factedsich encourage conformity to
sex-role norms. The theory draws attention to #uot that most of the people, for
most of the time, behave in ways which are socipligscribed. They are like
actors on a stage, playing out parts which have lassigned to them. A set of
lines and stage directions exist which all men aoden have to learn in order to
perform (Edley and Wetherell, 1995). Masculinithertefore is not so much
something that someoni® as something that someot@es.There is a great deal
of experimental evidence which shows how pareeestters, peer groups and the
media utilize an array of techniques to encourageappropriate behavior. This
perspective could be callatbrmative perspectiven males and females, which
concentrates on the nature and consequences stahdards by which cultures
define masculinity and femininity (Conell, 1987).iewed in the normative
conception, the traditional man is one who beligfgt men should have these
characteristics. In these terms, masculinity besos®en as an act, a kind of
performance rather than an essence. Normative itiefis recognize these
differences and offer a standard: masculinity isatmmen ought to be (Connell,
1995).

VII. Since the late 1960she cognitive developmental perspectiok
gender socialization, as proposed by Lawrence Kablbhas become a popular
resource for psychologists working in this areagébe1990). While the social
learning theory holds that the internalization dfe tmasculine role occurs
primarily because the boy is rewarded for perfogrita constituent behaviors, the
cognitive development theory claims, converselg lioy becomes aware of his
gender status from within the child himself. He sio®t need to be rewarded or
punished. A supposedly natural tendency "to asaexbeh to himself' impels the
boy not only to see his own gender as inherentpesar, but also to view the
activities associated with his gender as preferdiilas, the identification with the
same-sex parents is a consequence, not a caugnddr identity.

VIIl. Most often in the new trends research, seles are seen as the
cultural elaboration of biological sex differenc&eing a man means enacting a
general set of expectations which are attachedh&sacsex-the sex role (Seidler,
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1994). The social constructionist approach thuswsieanasculinity not as a
dimension of personality in the trait sense, noadsological characteristics, but
as an ideology, a set of beliefs about what metikeeand should dorhe cultural
perspectiveon men sees the substance of masculinity in tefrigeology (Mac an
Ghaill, 1996). As applied to men's behavior, theaids that men act in the ways
they do not because of their male role identitythair level of masculine traits,
but because of the conception of masculinity thegrnalize from their culture
(Gilbert et al, 1999). A culture which does notatrenen and women as bearers of
polarized character types, does not have concédptsasculinity and femininity.
Other writers have recognized the fact that cuturery often contain more than
one version of a particular role; the various etheexual, and social class groups
may have their own particular definitions of thelenaex-role (Cornwall and
Lindisfarne, 1994). Within cultural studies resémns have begun investigating
the images of men in the popular media (Craig, 1994

IX. The sociologists of gender see men as the ymtsd of various
institutional structuresThe social relations perspectiva men sees masculinity
as a set of distinctive practices which emerge froen's positioning within a
variety of social structures. As such, masculinigkes its shape from the
institutions in which men are embedded. The saeialtions perspective explains
the differences between men emerging from diffesadial groups: race, class
(Seidler, 1994). With growing recognition of thadrplay between gender, race
and class it has become common to recognize rmahltialsculinities: black as well
as white, working class as well as middle-class.NAe to examine the complex
relations between them and to prevent the acknmelmént of multiple
masculinities collapsing into character typologies.

X. The feminist perspectivan men sees the substance of masculinity as a
set of power relations. The primary factor deteimgnthe shape of masculinity is
politics. According to this perspective men addmpbse forms of activity and
identity which bring them the maximum rewards, botaterially and in terms of
self-esteem (Moravski, 1994). The feminist viewpdias no implicit theory of
masculinity. It draws upon the ideas of psychoasialyrole theory and even
biology to explain how female and male become dtutstl as woman and man.

The most important strength of the sex-role the=ois that they are derived
from a broad theoretical perspective which explaatls differences between
people's behavior in terms of different social etatons rather than biological
factors. Sex-role theories provide a frame foruthderstanding of the relationship
between society and the individual. From this pecsipe, the sex-role theory is a
social psychological theory. Another major strengftithe sex-role perspective on
men is the idea that masculinity as the interndlizex role allows for social
change. Since the role norms are social facts, taeybe change by the social
process. This will happen whenever the agencieooilization - family, school,
mass media, etc., transmit new expectations. Ifcalemty is a reflection of
biological forces, then the way to challenge thatust quo is difficult, if not
hopeless. The positive political implications oksele theory can be seen in the
10



A PSYCHOLOGICAL APPROACH OF MEN AND MASCULINITY

development of non-sexist school curricula, amgedmination laws, equal
opportunity policies and programs.

The work of Bob Connell (1987), Arthur Brittan @9, Michael Kimmel
(1987) and Joseph Pleck (1981) provided good refpera critical evaluation of
the usefulness of the concepttbé sex-rolen studying masculinity. One of the
strongest criticisms of the role perspective corfresn the work of Connell
(1987). He claims that the role theory as a formsaifial determinism sees people
trapped into playing sets of stereotypical roleswunber of critics have suggested
that the sex-role theorists simply assume the exigt of two sex-roles on the
basis that there are two biologically distinct sex@rittan (1989) implies that sex-
role theorists not only see biological differencas coming before gender
differences, but they also imagine that the biolagythe two sexes directly
influences the type of roles which go on the togphein.

The American psychologist Joseph Pleck in his bgulblished in
1981The Myth of Masculinitye-examined the sex role literature. He criticized
this paradigm above all for its assumption of ceodeace between norm and
personality- the idea that conformity to sex rolerms is what promotes
psychological adjustment. Pleck saw the sociabmatif males as an oppressive
process which forces young boys into playing atéehiand constricting sex-role.
He criticized the notion that the masculine malesvea image of health and
happiness, as had been suggested by Terman arsl Miéead, Pleck proposed a
non-normative sex role theory, one that disconmette role from the self. He
proposed a model of the sex role which allowed skatrole conformity might be
psychologically disfunctional. Role theorists fmilacknowledge the way in which
the categories of masculinity and femininity havene to be define, as well as the
way in which they actually function to reproducenmaintain the power difference
between men and women.

Men, reason and emotion

A familiar theme in patriarchal ideology is thaemare rational while
women are emotional (Peterson, 1998). It is ortb®feading ideas in the sex role
theory, in the form of the instrumental/expressii@hotomy, and it is widespread
in popular culture too. The roots of this themelddwe identified back to the time
of Martin Luther and the Reformation (sixteenthtcey). Luther believed that if
people are left to follow their own selfish incltiens, the society would
disintegrate into chaos (Sleider, 1991). Civiliaati therefore, depends upon the
ability of people to ignore their basic emotiongd afesires and to concentrate
instead upon the dictates of reason. By portragieg as much more rational than
women, men managed to establish themselves as uhmrgors of civilized
society. Within Protestant tradition there is aseladentification of the emotions
and feelings with a threat on the rational and lieed men. Hegemonic
masculinity establishes its hegemony by its clainembody the power of reason.
Science and technology, seen as the motors of ggsgare culturally defined as
masculine realm. Men's domination of women is negitimated by the technical
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organization of production, rather than legitimateg religion or imposed by
force. Masculinity as a whole is reshaped to fé& dorporate economy (Connell,
1995).

Victor Seidler (1989) argues that one of the npysfound consequences
of the way of thinking of men as a much more raiayender, is that men became
alienated from their own feeling and body. Seidiletes that the working practices
within a capitalist system, encourage men to $ipéitr sense of identity between a
"real me" of private life and a work personality.eM become emotionally
inarticulate, because the capitalism ethos tendavior self-control, stoicism and
self-discipline. The institutionalization of comjieteness causes a process of
"depersonalization" and alienation. Men have lithernatives within this sets of
social relations but to become "working machinés&yful of emotions, intimacy
and dependency, controlled and disciplined. Menresp the emotional
dependence by sublimating it into the pursuit chatypal male behavior.

According to psychoanalytic theorists, the intexexdd nature of the
mother-son relationship is the key to the undeditenof men's related problems
of fear of commitment and intimacy (Maccoby, 198¥hey consider that these
feelings are not simply concerns with the lossreelom or autonomy within a
relationship but a more basic fear about the |I6$kair sense of maleness. Behind
this fear there appears to be a wish to surremdgret woman, to be in union with
her. This wish touches upon the central dilemmaeaiérosexual men: the desire
for women and the need to be separate from them.

Men and work

The roots of gender identity are interfused witlpectations of
achievement, of "becoming someone" through workirggbe a man implies that
one has to be a "breadwinner". As individuals, menbrought up to value work,
and to fix their personal identities around paticwccupations. A successful man
is measured by his ability to achieve at his job.rdany scholars have noted, men
were long typecast in "instrumental”, economicallgrived positions whereby
masculinity, male identity, and male role perforwarall center around work.
Hood (1993) assumed that men identified themseMgswork and derived their
self-esteem from performance at work. Public sploéreork is considered to be
"masculine” whereas the private sphere of famiRfesinine". Men are identified
with the public arena (Watson, 1997, 1998). Thengphoy first learns that being
a man like one's father involves being centeredidetthe home, in the world of
work. Boys quickly learn to associate work with mamity, and earning money
becomes an important sign of manhood. Work is themsn as a privilege, an
instantiation of masculinity. In our society thasea firm distinction between
"work" and "leisure”, or "career" and "family"."Nemork" is seen usually as a
compensation for effort, or a reward for successlgdn, 1977). According to
Tolson, men's experience of work is dual. Men bexaaught in a trap: on the
one hand men look for paid work to validate andrmafftheir masculinity. Work
structures the man's life in such a way that hdsfiit difficult to imagine life
outside of it. Work can also be a place where nmamaxct out a macho sense of
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being a "proper man". On the other hand, for maey,nespecially working-class
men, work can become an experience of powerlesamasdiumiliation through
subordination to authority. As Tolson suggests, man not rebel, because to
rebel means to endanger the crucial patriarchalcutiag identity of the
breadwinner. Unemployment seems to strike at ttzethed masculinity. Seidler
(1994) notes how internalization of the Protestantk ethic makes many men
uneasy about relaxing. Men can feel guilty if theg not working. Even male
friendships are typically based around activitibey do things together whereas
women tend more just tbe with one another. Men treat their bodies like
machines, often driving them to the point of exhiamsand beyond. This aspect is
often view as a sign of victory of man's mind olkedy.

Men and behavior

Perhaps the most popular image of masculinity engay consciousness
is that of man as the competitor, the conquerae, hbro, the hunter (Seidler,
1989). These are the images celebrated in litarafut and in the media. The main
actors in the history were men, they were the cerms, the explorers, the
soldiers, the statesmen, the inventors. Howeverptlesentation of history as the
unfolding of male history gave men a view of thelwse which was often
unflattering. Men have not only written historyethhave also appeared in it as
the authors of atrocities. Although there is a goeal of cultural variation in the
expression of male aggressivity, the question regsyaivhy is it that men are
usually the soldiers and hunters? Several answergieen to this question. First,
there is the argument about the innate aggressiseoemen. Because women
bear children, men are programmed for chase. Orséoveof this argument claims
that the ills of our society are caused by therebaing sufficient outlets for male
aggression. So, problems like rape and other foofnsexual harassment are
largely a consequence of the frustration of agiggasshere is no real evidence
that male biology is used as an instrument of dation.

There is the counter-argument that posits learasthe critical dimension
in the explanation of male aggression. Man-the-fwuahd man-the-conqueror are
learned roles acquired in social context which ey evaluate aggression and
competitiveness. The belief in man-the-hero, wagdm to have no foundation in
the everyday world for most of the men. There agy\few occasions available
for men in a routinised work in a factory or anicé#fto be a hero. Although men
are no longer hunters, their behavior still exlsiltite same competitiveness. Now,
men compete in the political, social and economénas. The winners take the
prizes, the losers are left with the scraps angialesMasculinity from this point
of view, is measured by a man's capacity to win.

Men and sexuality

Masculinity ideology in general tends to give adpl status to male
sexuality. It is often regarded as being some kihgrimordial force. It is sharply
distinguished from feminine sexuality which, untiéry recently, was seen as
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being passive and male dependent. Male sexualibpnistrued as autonomous,
adventurous and exploratory (Brittan, 1989). Thimge has been supported by
certain versions of psychoanalytic theory, whictiitaite greater sexual potency
to men. For Freud, male sexuality is assertiveibaeeks immediate gratification.
In the psychoanalytic theory sexuality is, as memymentators have pointed out,
comparable to the hydraulic mechanisms associaitd fleod control. Sexual
abnormality and violent male sexual behavior caratiebuted to the failure of
repression. And, because Freud seemed to imply fbptession is never
completely successful, it is not surprising thateribido is always straining to
express itself in whatever way it can. This vievs lecome the dominant one,
despite the fact that for most men there is a djgmcy between their actual
behavior and the demands of masculinism. Recethitypsychoanalytic model of
male sexuality has come under attack from Fouc@l®78). He argues that
sexuality is not a global and universal force, lButonstructed within particular
sociocultural contexts and discourses. The malaadekive discourse is the main
discourse in the production of meanings concergimgtemporary sexuality. The
themes associated with male sexuality reflect fbe/ that men's sexual urges are
natural and compelling. Male sexuality is often sidered to be uncontrollable
and women are often viewed as responsible for mraesal. Women who do not
accommodate themselves to what is viewed as nommad sexual arousal may
risk being rejected by male partners or labeledeagant or bad.

Other studies argued that sex is more central fam than for women and
that males tend to isolate sex from intimacy (Le&®97, Seidler, 1992).
Consistent with these generalizations, other rebeas found that male students
rate sex more important as a goal in dating thafedwles, and are less likely to
cite lack of emotional commitment as a reason Bstaining from sex. Men with
traditional beliefs about male sexuality, one comgu of attitude toward
masculinity in general, report using unilateral govand avoidance strategies in
their intimate relationship (Wetherell and Edley99®). Traditional attitudes
toward masculinity also have negative correlatemfa public health perspective.
Males with traditional attitudes have more sexuatpers, use condom less, and
have less favorable attitudes toward condoms. Tdisggree that males have a
responsibility to prevent pregnancy, and are mikalyl to believe that making a
partner pregnant validates their own masculinitye Greater frequency of sexual
partners, the lower usage of condoms, and the asytive beliefs associated
with traditional attitudes toward masculinity inase adolescent males' risks of
unintended pregnancy, AIDS, and other sexually sirdtied diseasesThis
difference reflects prevalent societal discoursanibs associated with women’s
and men's presumed sexual natures and roles (Gédbed, 1999). Assumptions
about sexuality and sexual practices are embeddedow women and men
construct the relations and how they conceptualizeexplain women's and men's
rights, responsibilities and behaviors in this kaidelationships.

Cultural discourses typically reflect and presegemder inequality in the
form of male preeminence and female subordinatioithinv male-female
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relationship. Such discourse includes the notiat thomen are diminished by
sexual expression viewed as normative for men;thatiwomen who are sexual
do so to meet men's needs, not their own. Engagirsgx not associated with a
committed relationship provides a good illustratidinis a common practice to
devalue a woman in this situation. In contrast, @nm this situation is often
esteemed and viewed as "doing what men do".

In our society we tend to think of sexuality aeg@gnoduction as private and
asocial experiences. However, these experiencdsglily regulated by social and
economic patterns. Men, within patriarchy, contiw reproductive activities of
women through abortion legislation, through maleidance of childcare work, or
through the threat of sexual violence. By learniiog question and disrupt
dominant discourses tied to gender as an ideolbgistfication for behavior in
heterosexual relationships, partners can allowafarore satisfying, authentic and
healthy relationship.

Men and marriage

In the 1950s there was a firm expectation thatirequmen to grow up,
marry and support their wives (Walby, 1990). Toahything else was less than
grown-up, and the man who willfully deviated waslged to be somehow "less
than a man". Starting with the 1980s men's attéudemarriage began to change.
The man who postpones marriage even into middle \abe is dedicated to his
own pleasures, is likely to be found not suspidipukeviant, but healthy. Some
researchers talk about the changes that occurib@ ilast decades on the marriage
pattern. The new democratic family in which the ision of labor is not
determined by the husband's role as breadwinnérbyuihe mutual negotiating
strategies of each partner emerged. This optimisoutathe new type of family
has been tempered by the evidence which questmstiliting in male attitudes
and behavior.

Men and fatherhood

For much of the 20th century, people associatéliefa with the act of
working and the responsibility of "providing” fohdir families. Parenting was
culturally perceived as mothering (Woollett and Bteall, 1997, 2000). Social
scientists studying families have paid little attem to fathers and husbands.
Studies of parenthood relied on data drawn primpdribm mothers (Pringle,
1998). Researchers studied men's lives almost sixely in their more public
dimensions, as if men's family experiences hadearibg on their daily realities.
Fathers' connections to their children were poddags chiefly financial, good
fathers were good providers and good providers rgaded fathers (Lorber, 1994).
Numerous cultural implications followed these eng@sa For example, maternal
employment was perceived as a potentially serisablem in that it implied the
absence of mothers and a lack of nurturing. Becdaters were inexorably
associated with providing, their job-induced absen@s normal, and their full-
time presence in the homes (via unemployment, #iigalor "role reversal")
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assumed to be problematic. As Pleck (1981) noted dbminant, though not
exclusive, cultural image of the 20th century fashdias been the "father-
breadwinner model".Within this model, fathers dne ultimate sources of both
morality and discipline, but physically, sociallgnd emotionally removed from
the family by their concentration on work. Culturaéssages about men's roles in
the family discouraged much open deviation.

Recent years have seen an increase in researéathmring. There are
indicators of greater male investments and invokminin parenting and childcare.
However, even late-20th century alternative "netidd’ has failed to completely
replace the "father-breadwinner model" or challengs position of cultural
dominance.

Men and women

Connell (1987) suggests that perceiving women ard a5 antagonistic
gender classes acting as different social categornigh different interests, is too
simplistic and unproductivels it possible to see men as a collectivity with a
collective set of interests? Should men be regasdea ruling class? It is doubtful
if such an entity exists. If this is the answerjahhis the ruling group of men who
define the masculine ideology? Brittan (1989) asgtlat, although men clearly
have some interests in common, they cannot beitledcas a class in the sense of
being united by their material interests, their ommn identity, community and
social position. In other words, it can be saidt ttheere is a pattern of male's
behavior, but men are positioned in very diffenemalys in relation to this pattern.
The advantages and disadvantages of gender digision not distributed equal
between men and women. Some men are acting to sspmre control the
masculinity expressed by other men. There are gleagoetween groups of men
over the proper expression of masculinity. The tdmfuis to focus attention not on
men and women as pre-given categories, but on lemslar system is working in
a particular society (Nicholson, 1993). This systean constrain or not people's
actions. Certain practices become dominant in icerdaeas of society. As a
consequence, there emerge different types of meémwamen, as well as different
types of masculinity and femininity. There is calesible variation depending on
people's local circumstances and the way theyadnotewrith the social systems of
class, race, religion. Men's different positionsrétation to women, in terms of
class, race, and sexual expression, construct nithndifferent personalities and
ways of being men. Connell suggests that what nliagguresearchers should be
investigating is what he calls "hegemonic masctyfiniHegemonic masculinity
can be defined as the configuration of gender mecivhich embodies the
currently accepted problem of the legitimacy ofrigathy, which guarantees the
dominant position of certain men and the subor@inadf women and men. In
other words, the power of certain groups of merdsran interpretation of what
masculinity should be, thus subordinating or regires other styles of masculine
and feminine expression.
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In the previous centuries, masculinity and fenitginvere circumscribed
by a world in which gender differences were taken granted. Nowadays,
everything is in a state of flux. Masculine cridiseory is founded on the
observation that both women and men deviate franmihster gender stereotypes
of their society. The presumption is that this isriwas brought about by the
erosion of male power in the work place and at hdméhe past, men supposedly
knew who they were; their roles were minutely sfiedj and they also knew who
women were supposed to be. In the last decadabjsathas changed and men lost
their gender certainty. (Brittan, 1989). Masculinds a research topic did not
really exist until feminists began to attack theeguppositions of traditional
political and social theories. How should men respto feminism and the social
changes in women's position since the 1960s? @aanabe a feminist? Generally
speaking, men move between various, sometimes azhatory, responses to
feminism. Some social scientists went along witiedal feminism, but not with
radical feminism. It is radical feminism which sked the sensibilities of male
academics and intellectuals. Surely, to claim thdtmen were potential rapists"
would simply mean falling back on reductionism assentialism. One obvious
response of men was the anti-feminism attitude. atteck on feminism was more
or less virulent (Morgan, 1992).

Anti-feminist writers suggest either that patrtards imaginary, or that it
is a highly desirable form of social organizati@ther conservatives advocate a
third position based on biological theories. Thasgthors argue that patriarchy and
women's subordination are inevitable because of lilwogical differences
between men and women.

Some male authors argue that men and not womethaneal victims of
the "sex war", and that men's position, rather ttiet of women is under threat
and needs to be protected. The main focus of tbhigement has been on divorce
and child custody legislation, along with the ogpos to the criminalisation of
rape within marriage. These men claim that feminss undermined the rights of
fathers and the position of men in the family. Tlseg themselves as a victimized
and disadvantaged social group. Although they neizegthe economic and social
benefits of women's labor force participation, nassert their belief in the priority
of women's family role in the maintenance of homd &amily. According to this
perspective, it is the erosion of family life brdwigabout by women's movement
that took them out of home and placed them intdaher force. This stands at the
heart of men's resistance to gender role changegAkimilar lines, there are
authors who suggest that male power is a myth rhla@ a reality. Consequently,
men are considered to be enslaved by current wadctipes and the
responsibilities of being the breadwinners. Theg afso threatened by self-
destructive macho cults. The consequence, theyeaiguhat men die younger,
commit suicide more frequently than women, are ddr¢o go to war. But
according to semioticians such as Roland Barthegghsnare not falsehoods or
fairy tales, but uncontested and generally uncansciassumptions that are so
widely shared within a culture that they are coesed natural, instead of
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recognized as products of social and historicatucitstances. Myths provide
ready-made answers to universal human questionat aborselves, our
relationships with others and with our environmdritrough myth, as a form of
cultural communication, the role of human beingdnwenting and reinventing
masculinity and femininity is disguised, and theref naturalized and
biologicized.

Could the different theoretical perspectives poedwa total picture of
masculinity? Unfortunately, the answer is no. Thebfem was generated by the
fact that they developed competing explanationstiier same phenomena.The
main currents of the 20th-century research showatthey had failed to produce
a coherent explanation of masculinity. This doetsraveal so much the failure of
the scientists, as the impossibility of the taslor{@ell, 1987). Many of the
conceptions of masculinity oversimplified somethibich is not simple at all.
Also, they unidimensionalized that which is multidinsional, and conveyed a
sense of stability and permanence to that whiflexsble.

However, the concept of masculinity might be maired in our repertoire.
Still, important distinctions need to be made bemvé¢he theoretical concept of
masculinity and the specific gender-related behavand attitudes. Analyses of
possible differences between males and females matvbeen well served by the
simple invocation of the conceptions of masculirbd femininity. It is necessary
to recognize that these terms are not explanatlmrtsinerely labels. Masculinity
and femininity do not exist in the world as objeetrealities waiting to be found,
but rather as cognitive and social constructionsdpced by gender-schematic
processing. In other words, masculinity and femigiexist only in the mind of
the perceiver. Biology determines whether we ardenm female. Culture
determines what it means to be male and femalewdrad sorts of behavior and
personality attributes are appropriate for eachdgemole (Unger, 1979, 1993).
Masculinity and femininity are what a culture exggeof its men and women. In
other words, masculinity and femininity are soc@nstructions. The main
research question must refer to how particular ggoof men gain positions of
power and wealth and how they legitimate and reycedhe social relationship
that generates their dominance. It is counter-prtvdel to see men as a coherent
gender class interested in controlling women sme& and women exist only in
relation to each other.
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ASSESSMENT OF EXECUTIVE FUNCTIONSIN CHILDHOOD
PSYCHOPATHOLOGY (1)

OANA BENGA, ANCA DOMUTA’

ABSTRACT. The aim of this paper is twofold. The first ong¢dasdescribe
the level of executive functions in childhood; wescribed two diagnostic
categories (attention deficit disorder and autisthat have major
impairments in executive functions. The second afnthe paper is to
present the assessment process for ADHD children.

KEY WORDS: executive functions, ADHD, autism.

Theoretical Background

Executive functions and their corresponding deficépresent a hot topic
in nowadays psychology, both in terms of normalcfioning and in terms of
pathology.

One reason for this increasing interest can badadno the large spectrum
of disorders that seem to involve deficits on exigeufunction tasks. In the
landscape of childhood, there are a number of dixectunction disorders with -
Early Treated Phenylketonuria (Diamond et al., 3@®d without a known etiology -
Attention Deficit/Hyperactivity Disorder (ADHD), Aism, Tourette syndrome
(Ozonoff et al., 1994) Obsessive Compulsive Disof@€D) (Insel, 1988), Childhood
-Onset Schizophrenia (Karatekin & Asarnow, 1998)nduct Disorder (Daugherty
& Quay, 1991).

In the spirit of adult neuropsychology, the meostifiently used explanation for
this whole range of deficits would consist in thecalled "frontal metaphor" (Pennington
and Ozonoff, 1996) — that is, the assumption tbatdl lesions would stay at the origin of
such cognitive deficits, highly similar with thoseanifested by adult patients with
documented frontal lesions. There is already aitimadof considering frontal lobe
pathology linked with specific sets of deficitsyslmateral area damage (Brodmann areas
46, 9 and 10) being invoked in case of impairedrjfey, distractibility, working-memory
deficits, problem-solving, cognitive flexibility laof which are popularly grouped under
"executive functions” (Fuster, 1989, Goldman-Rak®90, Knight, 1991(apud Kertesz,
1994, Robin & Holyoak, 1995, Duncan, 1995). Thesécits have been established
through lesions/lobotomies. However, the locatiratof lesions in the frontal lobe
syndrome is complex, and the clinical picture iiaizde.
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Moreover, the age at which dysfunction begins iy waportant (Damasio
and Anderson, 1993). The effects of frontal lesisteating in childhood cause
cognitive deficits related to organization and piag, coupled with lack of self
regulation and abnormal social behavior — defitiet in adults are more linked
with ventral or orbitofrontal damage (Brodmann aréa, 12, 25, 32 and 47) and
medial damage (cingulate cyrus, considered to bé gfathe limbic system -
Brodmann areas 24 and 32, and the medial aspeateas 6, 8, 9 and 10), that are
translated in the loss of inhibitory control, atige disturbances, socially
inappropriate behaviour, poor social integration.

The problem with most of these childhood disordershat they do not
have a known structural or functional neuropathpldgp, in the best case, we can
find executive function deficits that cannot beedity linked with certain neural
structure impairments. The importance of clarifyithgese disorders in terms of
clusters of executive deficits is even bigger frihis perspective.

What ar e the executive functions?

A comprehensive definition was offered by Welskl &ennington (1988,
pp. 201-201), executive function being acknowled§eds the ability to maintain
an appropriate problem-solving set for attainmdrd future goal (Bianchi, 1922;
Luria, 1966). This set can involve one or morehaf following: (a) an intention to
inhibit a response or to defer it to a later mgrprapriate time, (b) a strategic plan
of action sequences, and (c) a mental represemtafiche task, including the
relevant stimulus information encoded into memonyg @he desired future goal-
state. In cognitive psychology, the concept of exge function is closely related
to the notion of a limited-capacity central procegsystem".

Being partly overlapped with domains such as atientreasoning and
problem-solving, typical lists of executive fungt® include set-shifting and set
maintenance, interference control, inhibition, graion across space and time,
planning and working memory. Central ideas in tbacept include: 1) context-
specific action selection, especially in the fatstoongly competing, but context-
inappropriate, responses; 2) maximal constrainisfaation in action selection,
with the integration of constraints from a variety other domains, such as
perception, memory, emotion and motivation (Pentoing. Ozonoff, 1996).

In a tentative of finding components of molar exea@ifunction tasks, two
computational simulations using the same architeqt@ohen & Servan-Schreiber,
1992, Kimberg & Farah, 1993) tried to model perfanoe across several tasks.
The interesting finding was that the same changethim model produced
performance very similar to that observed in agalients with prefrontal cortex
dysfunction — so the same "lesion" of a commonitgcture could generate similar
disruptions in performance across tasks. The athportant finding was that two
dimensions are critical for understanding varioxscative function tasks: working
memory demand and demand for inhibition.
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In spite of such computational models, that provVider-grained measures
of different executive functions, there are stilll| of unanswered questions,
because the specific differences which turn out different symptomatologies are
still unclear. There are few reasons for this uwedlproblem:

1) The executive function deficits are not specifioegh, due to the fact that the
umbrella term of "executive function(s)" has usyadtieen operationalized
through a large variety of tasks, mostly neuropsimgical tests, having a
highly complex structure.

An impaired performance on clinical executive fimettasks, such as Wisconsin
Card Sorting Test or the Tower of Hanoi, cannoth@eprimary deficit neither

in ADHD nor in autism, because such a deficit i3 bwoad to be specific. The
executive function deficits might be artifactuatiue to clinical ascertainment
— or a nonspecific, secondary effect of growingwith some developmental

disorders (Pennington & Ozonoff, 1996). On the othend, such molar tasks
may tap multiple executive functions, so that ddéfe disorders may be
distinct in either their level or profile of exeod function deficits.

2) The neural locations of the hypothesized deficagehbeen also "spread” over

a large, yet very heterogeneous "territory", initigdnot only cortical — frontal,
but also posterior— areas, but also subcorticak ehehalamus, cerebellum,
basal ganglia, the limbic system.
The prefrontal cortex has extensive connectionsh&se other areas of the
brain, and such connections could give birth to tdieds of disorders as
intrinsic and extrinsic "frontal" disorders (Weimber, 1992). So executive
function deficits could be produced either by fadrtortex neuropathology, or
by pathology in other regions, like basal ganglt have close connections
with prefrontal cortex. But this way the localizatiof symptoms to one or the
other structure may be problematic.

From the point of view of development, there is anere aspect that
should be retained. Neonatal lesions of the medrmporal lobe (including the
amygdala, enthorinal cortex, hippocampal formatmal parahippocampal gyrus)
in monkeys have profound effects over the regutatibthe dopamine response in
the caudate nucleus by the dorsolateral prefratdex. This is a proof that early
focal lesions may have substantial and long-lasiingacts on the function of a
distant neural system (Saunders et al., 1998).mbst challenging thing is that
monkeys with neonatal lesions of the limbic stroesuhave shown increased
locomotor stereotypes, especially in stressfulasitbms such as social interaction.
In such a way, certain environmental stimuli (sashstress) may have unexpected
or problematic effects on brain function in the i of developmental injury.

3) There might be some diagnosis/comorbidity problems.

For example, between 50% and 80% of children witbHD also meet

diagnostic criteria for other disorders (Tannoc898), including oppositional
defiant disorder, conduct disorder, but also agxit$orders or developmental
learning disorders.
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Up to the moment, comorbidity has not been chariaet# adequately in many
of the recent cognitive, neuroimaging or geneticliss.

4) Many studies have ignored the importance of devetoyial processes.
From an ontogenetic point of view, at the very bagig of self-regulation
stands the amygdala-cingulate interaction. The saeghanisms used to cope
with self-regulation are then transferred to issofesontrol of cognition during
later infancy and childhood (Posner & Rothbart,&)99

At the end of the first year of life an "anteridtestion system" develops
(Posner & Rothbart, 1991) assuring the regulatibhehavior. The primary form
of regulation consists in distress control via mitsh focusing, suggesting an
inhibitory control on the amygdala by mid frontalgions. By the end of the first
year of life, direct control of attention is pasdeain caregivers to the infant. So,
the mature visual orienting system is now more @ode supervised, probably by
anterior structures.

At the same time, the child also passes in resghdanflict between
reaching and the line of sight in order to retrieveobject in a box. He can look at
the closed side of a box, yet reach through ther @uel to retrieve the toy inside
the box (Diamond, 1991).

The lesson from development is that the cingulateomes a locus of
control for controlling distress, which may, steg btep, generalize to other
situations where conflicting demands must be resblv

The next step is around the end of the second yR@sner, Rothbart,
Thomas-Thrapp and Gerardi (1995), Clohessy, Rundr@mrardi, Posner and
Rothbart (1995) have shown that children as yousgl& months show a
generalization of conflict resolution behavioransparent in the ability to learn
context dependent and ambiguous associations (sequences like 12-1-, 3). This
kind of learning has been linked to the developmemtiergone byexecutive
attentional systems, involving frontal networks (midfrontal lobe sttuces, mainly
the anterior cingulate areas).

A next dramatic change has been shown duringhiihe year of life, using
a more direct measure of executive attention —rewiof the Stroop effect based
on visual dimensions of locations and identity bfects, not words (Gerardi, 1997,
apud Posner & Rothbart, 1998). It seems that ar@inchonths children become
more and more able to inhibit prepotent respon$és. even more remarkable
finding was the correlation between the cognitiveasurements of conflict
resolution and the aspects of effortful control aedative affect in parental reports
of infant behavior in their normal environment.

The executive attention undergoes further devewymthroughout
childhood and adolescence, development usuallynses$uto be based on the
maturation of the prefrontal cortex (Luria, 197Bue to the new techniques of
noninvasive magnetic resonance imaging (MRI), feaps further have been done
in the validation of structure-function relationgiin the anterior attention system
during development. Neuroanatomically, it was paesio show in children ages 5
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to 16 (Casey et al., 1997a) that the size of thktranterior cingulate region was
correlated with age and with attentional perfornearteunctionally, it was shown a
significantly greater activation in children 7 t@ fears age relative to adults, when
performing a response inhibition task (Go-NoGo gayan), activation distributed
across both the dorsolateral and orbitofrontalicest However, only activity in
the orbital frontal and anterior cingulate corticesrrelated with behavioral
performance (Casey et al., 1997b).

Developmental demands on executive functions

Deficits at the level of executive functions mayt become apparent until
the child is required to utilize those particulanétions. Preschool children, for
example, are not expected to manage much for theessehere is little demand
for self-management beyond complying with pareniadctions at this stage of
development. Usually parents or other caretakeke the responsibility for
starting, directing and stopping most of the youohiyd’s activities and in this way
the adult typically provides most of the "executimanagement”.

Entry into nursery school or other group care Sitnagradually introduces
the child to more demands for self-regulation amdalccommodation to the needs
of caretakers or other children. Entry into kindetgn and the first grade brings
increasing demands for the child to regulate beiraei.g. to sit still, refrain from
talking out, and to complete tasks within given dinframes. The school
environment also demands increasingly that thedat@fjulates cognition, e.g. to
maintain focus on specific tasks, to organize andriize activities, and to
remember particular concepts and skills. Childrehose executive function
impairments include severe problems with inhibitiohimpulsive behavior are
likely to be identified very early in their schomdreer; those who can manage basic
behavioral self-control adequately, but have sigaift problems with inattention
spectrum ADD impairments may not be identified lutitey advance to increased
demands of upper grade levels.

Demands for exercise of executive functions usuefigalate rapidly in
junior high school, high school, and the first twears of college. This is the
period of time when most individuals are faced vtk widest range of demands
to organize and direct themselves in the broadmse of cognitive and social
activities with the least opportunity to escapenfrthose to which they are not
well-suited. Moreover, this period of early and dia adolescence is the time
when parents and teachers are expected to taper tli@iv management efforts and
gradually require the teenager to take primaryaesipility for self-management, i.e.
for the exercise of executive functions.

Executive functions become progressively more resggsand complex as
an individual gets older. Denkla (1983) has suggk#tat growing up is essentially
the development of increasing competence of exexfiinctions. Complex tasks like
dealing with multiple courses and different teashierhigh school, driving a car,
managing your one job are a few of many tasks pkede strong demands upon
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executive function. The increasing demands to eikexfunction as an individual
grows up may explain why inattention symptoms egheandividuals with ADHD,
predominantly inattentive type, particularly those who are bright and not
hyperactive, are noticed not in early childhood ioumid to late adolescence or
early adulthood as demands of executive functinaease.

Considering ADHD as a developmental impairmentxaoaitive functions
that may not be recognizable until an individuahftonts the demands of upper
grades of school has important implication for #ssessment. Existing DSM-IV
diagnosis for AD/HD stipulate that at least soméhaf symptoms must have been
present before seven years of age. Recently thdityabf that age requirements
has been challenged by further analysis of the capifield study data on which
was presumably based (Lahey et. al., 1997). Bakl8jederman (1997) following
this same reasoning, have argued that the agesaf-amiteria for ADHD should
either abandoned or "generously broadened" bedabss no scientific basis and
may impede recognition of cases of AD/HD inattemtiype, where the onset
symptoms was not apparently as early as age seven.

Childhood Psychopathology and Executive Dysfunctions

Cognitive evidence

For most psychiatric conditions that have a histofyassociations with
executive function deficits, there is a confusirayiety of instruments and tasks
that assessed these. Further experimental studigseaded to dissect the executive
function deficits in disorders like ADHD or autisamd test their specificity.

The cognitive model linking executive function idéés to the behavioral
symptoms ofADHD is that three cardinal symptoms of ADHD, hypenatfi
distractibility and impulsivity are all due to afiit in the executive function of
inhibition (Sandberg, 1996, Pennington and Ozori$§6).

Pennington and Ozonoff (1996) highlighted defiaitsexecutive function
tasks in 18 studies of ADHD, especially for TowdrHanoi, Stroop, Matching
Familiar Figures Test and the Trail Making Test.eyhcould reveal abnormal
performance in purer motor inhibition tasks (like-8oGo, Anti-Saccade, Conflict
Motor Task) as well as in working memory tasks.tBat, the authors suggest it
might be a mixture of specific and general defictsore executive deficit, perhaps in
motor inhibition, and some general cognitive ingéncy.

Other studies have shown reduced negative primirghiidren with ADHD
(McLaren, 1989, apud Houghton & Tipper, 1994). Bubjects appeared to have
difficulty responding to stimuli when distractorsese present, appearing to be
unable to efficiently select. If we accept thatibbitory mechanisms are involved in
selective attention, then less negative priming mitan less effective inhibitory
mechanisms.

The model of Barkley (1997) suggests that ADHD cosgs a deficit in
behavioral inhibition. Due to the links between ibition and 4 executive
neuropsychological functions that seems to depeni © working memory, self-
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regulation of affect/motivation/arousal, internalion of speech and reconstitution
(analysis and synthesis of behavior) — ADHD shdddassociated with secondary
impairments in these 4 executive abilities andrttegor control they afford. This
model could explain the strong evidence for defidit behavioral inhibition,
working memory, regulation of motivation and motontrol.

Executive dysfunction iautism has been an active topic of investigation
since the work of Rumsey published in 1985. A Ibthe traditionally executive
functions have been found to display abnormalitiegutistic subjects: perseveration,
cognitive flexibility, working memory, inhibitionand selective attention. Deficits
in executive function tasks have been consistdotind in autistic samples across
many studies, using a wide variety of measures withjects of all ages and
functioning levels. The metananalysis of Penningitad Ozonoff (1996) showed
how in 13 of 14 studies a significant differencetween autistic and control
subjects could be found on at least one executimetionmeasure, for 78% of 32
executive function tasks. Their inventory includedariety of executive function
tasks, like Wisconsin Card Sorting Test, Word Fhyeifask, Tower of Hanoi,
Tower of London, AB task, Delayed Response Task, Go-NoGo task, Wgrkin
Memory Sentence Span, Working Memory Counting Span.

One question arising in the light of these studge$iow the executive
function deficits might be related to other cogrétiand behavioral symptoms of
autism — particularly with the "theory of mind" d@fs. It has been proposed that
there might be some similar underpinnings of mesiiaie processing impairments
with executive function deficits.

McEvoy, Rogers and Pennington (1993) have shown &xacutive
functionand joint attentiorleficits are highly correlated, the potential reabeing
that both require some capacity to shift betweanpmting alternatives (executive
function - shift between two cognitive sets, joattention - shift between two
attentional perspectives).

A longitudinal study performed by Ozonoff and Maciyv(1994) revealed
the fact that both executive function and theorynohd abilities are seriously
deficient in autistic individuals, improve littleith development, may never reach
normal functioning levels and hit a developmengling.

There are some suggestions that the main proliieamtism should not be
the lack of inhibition, but the lack of flexibilityOzonoff & Strayer (1997) tested
this hypothesis using two kinds of tasks — the Sagmal paradigm for motor
inhibition and the negative priming for cognitivehibition. They didn’t find any
differences between autistic subjects and contrbjests. However, their subjects
were only 13 nonretarded children with autism.

On the other hand, in most of the studies addrgdsie issue of executive
dysfunctions in autism, comorbidity was not conside— not for ADHD or other
disorders, including anxiety.
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Neurobiological conjectures

It has been acknowledged how important is to dissedhe components
of executive control so as to provide a more aialyeatment at both cognitive
and anatomical levels (Posner & DiGirolamo, 1998nhd also, beside the
understanding of executive functions developmentals a key to normal
development, it has been suggested more and mereetbvance of studying
neuropathological cognitive development — and paldily, the biological
mechanisms underlying developmental psychiatricordisrs characterized by
prefrontal dysfunction (Casey et al., 1997b).

Though it is improbable that the dysfunction ofregke structure — like the
anterior cingulate —could explain the whole conatien of symptoms
characterizing a psychiatric disorder, the viewthaf brain through its circuitry can
shed light on a lot of issues. For example, theecah least five parallel circuits
involving the frontal cortex and basal ganglia (dader et al., 1991, apud Casey,
in press), circuits that involve the same brainiaweg but differ in the projection
zones within three regions: the basal gangliaathak and cortex, of which only
two are prefrontal circuits that have projectionstihe dorsolateral and lateral
orbital frontal cortex, and are involved in repma#gy and maintaining stimulus
information (e.g., object, spatial, verbal, etgspectively response information
(e.q., different behavioral sets). The disruptidrsecific behaviors could imply a
certain circuit affected in a certain class of p&igy.

The case oéttention-deficit/hyperactivity disorder (ADHD) is relevant in
the light of such complex interactions between akwtructures. MRI-based
anatomical measures of frontostriatal circuitryefpontal cortex and basal ganglia)
have shown that behavioral inhibition performande children with ADHD
correlates with abnormal volume in the right regiaif prefrontal cortex, caudate
and globus pallidus. The authors (Casey et al.,78dP%uggest that the right
prefrontal cortex might have a role in suppressiegponses to salient, but
otherwise irrelevant events, while the basal ganglppear to be involved in
executing these behavioral responses. On the b#ret, the basal ganglia are the
source of dopamine input to the anterior cingulated thus the two frontal
structures have a very close relationship (PosnBi@irolamo, 1998).

In the case ofautism, the close anatomical connections between the
anterior cingulate and other frontal areas havieet@onsidered. There are studies
suggesting reduced blood flow to the right, lefd amdfrontal lobes (George et al.,
1992; Gillberg, 1994; Zilbovicius et al., 1995; @pBennington & Ozonoff, 1996)
in children and young adults with autism and Asper&yndrome. Indirect
evidence comes from neuroimaging studies, that sHowight orbitofrontal
activation for auditory processing of mental stateds, using SPECT (Baron-Cohen
et al. 1994; apud Baron-Cohen, 1995), or mediaitélogyrus (Brodmann 8) and
posterior cingulate gyrus activation for story caefgension (Fletcher et al., 1995),
using PET. Or a theory of mind deficit in autisnoise of the proeminent models
of the disorder.
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ADHD Definition

Attention Deficit Hyperactivity Disorder (ADHD) ine of the most
extensively studied mental disorder and also onéhefmost controversial. The
clinical description of this disorder, its labelsdacriteria have a long, rich history.
Almost a century ago ifThe Lancet Still (1902) described impaired "inhibitory
volition" and "marked inability to concentrate asulstain attention" as "defects of
moral control".

"ADHD" is a heterogeneous disorder of unknown etgl'. This is
opening line of major review of literature on metion for treating ADHD by one
of the leading child psychiatry research team$@dountry (Spencer et al., 1996,
p. 409). The name, definition, and prevailing diasfic criteria for what we call
today "ADHD" have change at least five times in thast decades, reflecting
changes in the conceptualization of the disorddr aiuthe same time creating
confusion among the practitioners, public and mgkine task of standardizing
samples in research very difficult (Barkley, 1990).

Currently, ADHD is defined by the fourth edition tife Diagnostic and
Statistical Manual of Mental Disorder (DSM-IV, APA994) as "...a persistent
pattern of inattention and/or hyperactivity-impulgy that is more frequent and
severe then is typically observed in individuals@hparable level of development. ...
Some hyperactive - impulsive or inattentive sympdhmat cause impairment must
have been present before age 7. ... Some impairfrantthe symptoms must be
present in at least two settings. .. There mustiémr evidence of interference with
developmentally appropriate social, academic, @aupational functioning. ... The
disturbance does not occur exclusively during thmurse of a Pervasive
Developmental Disorder, Schizophrenia, or othercRstic disorder, and it is not
better accounted for by another mental disorder..."

It is now well - recognized (Barkley, 1997; Brow200) that the ADHD
is the result of impairments at the level of examufunctions. The four executive
functions responsible for behavioral inhibition id&éfin ADHD are: 1). nonverbal
working memory, 2). verbal working memory or intalimation, 3). self-regulation
of affect/motivation/arousal and 4). reconstitut{see Barkley, 1997 for a complete
description of this theory).

Establishing the AD/HD Diagnosis

To make an accurate assessment of ADHD requires areas (Robin, 1998):
* medical status

 inclusionary criteria for ADHD

e comorbidity

 differential diagnosis

» cognitive functioning

« family functioning
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We need to know thmedical status of person. Is he or she in a good health?
Are vision and hearing normal or corrected to nd@mi2oes the person have any
chronic disease or neurological condition which mhigontribute to ADHD-like
symptoms, or are any of the medications being tdlkethe child leading to such
symptoms? The medical interview focuses more oli'shihealth history, genetic
background, pre- and perinatal events, currentttealtritional status, and gross
sensory/motor functioning. This part it is designtd provide a differential
diagnosis of ADHD from other medical conditions.eTphysician will carefully
assess whether ADHD symptoms are secondary torfastch as central nervous
system (CNS) injury, CNS infection, cerebrovascutisease, sleep disorder,
endocrine disorder, metal poisoning or environmnldotans. It is important also to
evaluate medical conditions that may be comorbidl@&iD and may influence the
medical management of ADHD as well as medical @imtlication to the
prescription of stimulant medication (E.g.high ldgmressure and cardiac difficulties).

The inclusionary criteria for ADHD refer to the DSM or International
Classifications of disease (ICD) -10 diagnostigptemented by dimensional measures
such as rating scales. Despite more recent resiamutnstrating differential brain activity
(Zametkin, AJ. e.t. al., 1990) and research stipgoa significant genetic component
(Hechtman, L., 1994) the diagnosis process remdaendent on the report of
characteristic behaviors by those observing thdrehi mainly parents and teachers. The
child’s behavior is observed using different kirfidating scales. The minimum acceptable
battery of rating scales should include a DSM-NGCiD-10 ADHD symptom checklist and
at least one parent, one teacher, and one adadlesiney scale. There are 3 main types of
rating scales:
1. ADHD symptom-specific measures;
2. ADHD symptom and general psychopathology/classrperformance;
3. Family functioning measures.

When interpreting even the reliable and laid raticgles the practitioner
should keep in mind the following points:

1. The rating scales are based on subjective imiores of individuals who do
sometimes have a vested interest in the outconge farents or teachers
searching for a positive ADHD diagnosis or adolessevho deny the presence
of any problems);

2. secondary education teachers typically havehadtthe opportunity to get to
know a student as well as elementary educatiomézac

3. many of the manifestations of the ADHD in adot¥dgs are not overtly
observable (e.g. mental restlessness), and carberdgcertained by adolescent
self report;

4. the normative data are not always applicableuinout the entire age range of
adolescence.

Taking into account those remarks, we can sugdpdtthe practitioners
should never use only rating scales criteria fagdbsing an individual with any
disorder such ADHD.
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The rating scales are designed to provide theipoaer information about
four essential points:

1. Core symptoms of inattention, impulsivity, and hyperactivity;

2. Chronicity of these symptoms aver the course of time; thdiaige they been
present since childhood even if never diagnoseorbef

3. Pervasiveness of these symptoms across situatidnsettings. ADHD must
cause problems in a variety of situations with aera of people, even though it
may not cause problems in every situation.

4. Impairment in daily living or the extent to which these sympis interfere with
functioning in school, at home, and in communityant® individuals may
exhibit symptoms of inattention, impulsivity or hgmactivity, but these
symptoms may not be getting in the way of theirctioning. We would not
diagnose a disorder in such cases. Even if an somié meets the inclusionary
criteria for ADHD, he or she may not truly havestdisorder. We need to conduct a
differential diagnods, that is rule out alternative condition that magkl like ADHD
(e.g. oppositional behavior problems, mood dissydanxiety disorders, and chaotic
environments leading to adjustment problems). & d¢burse of ruling out these
alternatives, we often find that they may be oaagiin addition to ADHD rather than
instead of it; that is, they asemorbid conditions.

One of the most common comorbidities or differdrdiagnosis to ADHD
is learning disabilities. Even when no learningabiity is present, adolescent with
ADHD typically present underachievement. To aspatierns of underachievement and
learning disabilities, we need to know the adolesse&ognitive functioning, that is
his or her intellectual abilities and skills levial such academic are as reading,
writing and mathematics. Knowing intellectual alyilalso helps us to understand
the chronicity and pervasiveness of the youngstingairments, because high
intellectual ability may be a "protective" factogaanst early impairments (Robin,
1998). The smart child only needs to pay attengiart of the time in the average
school classroom to obtain passing grades, bwcdbimes increasily more difficult
to do so as youngsters move up to the upper edunehijrades.

Although evidence suggests that ADHD has its raotseurobiology, the
clinical expression of the disorder is the resoltghe interaction of nature and
nurture, therefore, we also need to assess patéffamily functioning. Not only
we need to assess how the child and his or hentsaget along, we also need to
assess parental depression and marital conflfet tytpes of parental pathology to
be most predictive negative outcomes for childréh WwDHD.

In addition to interviews and rating scales the poghensive ADHD
evaluation includes cognitive ability and achievemeaesting, a continuous
performance measure, and at times directs obsenzhiilata.

Gathering objective data from cognitive tests asttbslwork samples is an
indispensable and critically important aspect ofamprehensive assessment of
ADHD. Such data are necessary for two major reasahsto determine the
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presence of educational impairments arising fromHBDand such a determination is
necessary to seek educational services for thd emnidl b). to make a differential
diagnosis between ADHD and learning disabilitiegs&archers and clinicians
studying ADHD and learning disabilities have typligaelied on the definition of
learning disabilities as a significant discrepabeyween scores on an IQ test and
achievement test. The size of discrepancy may frany study to study or to
school system to school system, but a 1.5 or 2@dstrd deviation discrepancy is
fairly common.

The most common test of cognitive processes us&DiHD assessment
are Wechsler Scales. It is already known the wtibf the third factor from
Wechsler Intelligence Scale for Children (WISCjrdtedition in the assessment of
ADHD. The main problem in using this scale is thvatcan not make a differential
diagnosis between ADHD and learning disability gsWISC-IIl. We can obtain
information about general cognitive functions, g can not make a differential
diagnosis.

In order to be sensitive to the executive and &tiral problems seen in
children with ADHD an ability test must measuressh processes. Executive and
attentional processes are included in Planninggrnithtn, Simultaneous, Successive
(PASS) theory described by Naglieri (1999). Fronis ttheory children with
inattention problems would likely to be poor in tA&ention dimension of Pass
theory and hyperactive/impulsive children could dgected to have cognitive
problems in planning processing. The performancehdfiren with ADHD on the
four PASS processes is examined in recent researghalving Cognitive
Assessment Test (CAS; Naglieri, Das, 1997).

Many literature data (Paolitto, 1999; Wasserman &lgr, 1999) suggest
that CAS can have utility for identification of tisegnitive problems children with
ADHD have. The suggestion that these children hawanning weakness (e.g.
failure of self-control and response inhibitionliso consistent with the view that
many ADHD children have difficulty with executiveurictioning. Because
traditional 1Q tests do not measure self-contral agsponse inhibition, executive
functions, or planning and CAS does, the curramdifigs are also consistent with
research that has questioned the differential disigm utility of such as the
Wechsler Scales when used to identify the problADEID children have. When
used with other information such as rating scatekdevelopmental histories, it is
anticipated that CAS may assist practitioner ireassient process.

After sifting through all the rating scales, intewws, tests, direct
observations, the practitioner must come to a decisbout the diagnosis of
ADHD or a differential diagnosis, any comorbid cdiwhs, and educational
impairments. At the point of having all the abowdormation about a case,
practitioners should ask themselves the followingstions:
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. to what extent do the interview data, paremicher rating scales converge upon

a diagnosis of ADHD? If there are internal consisies between these various
sources of data, have we sufficiently explainedhtite conclude that ADHD is
present?

. to what extent have we ruled out competing exgiians of whatever ADHD

symptoms we uncovered, or ruled them in as comartwidiitions?

to what extent can we rule out family and/oriestvmental factors as alternative
explanations of ADHD symptoms?

does the information show evidence of educatiomgairments?

The practitioner must reach on of three conclusiegsrding the ADHD

diagnosis: 1) confirmed, 2) disconfirmed, or 3)edefd. He or she should defer the
diagnosis when the information is incomplete, @r¢his so much environmental
chaos that we cannot rule ADHD in or out.

After reaching the diagnostic decision, the priactér completes the evaluation

giving the child and parents feedback and recomi@émis and in many cases
writing a report of assessment. The process ohgifeéedback and recommendation
blends into treatment.
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COLLECTIVE CONSTRUCTION OF THE SELFIN
ROMANIAN CULTURE
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ABSTRACT. This study is designed to examine the correspaedestween
psychological processes and social situationsriousatRomanian educational
settings, as this correspondence was predictedcbylextive constructionist
theory. Undergraduates’ responses to situationiititns sampled from
five faculties were analyzed.

The respondents in each department were more tikelyoose the own
department-made situations as relevant to thefrceefidence. The own
department-made situations were also judged to mare influence on the
respondents’ self-confidence than were the otheartteent-made situations.
This culture effect was especially qualified by thaccess situations.
Romanian undergraduates judged that their selfgemfe would increase
more in the success situations than it would dserggthe failure situations.

Gender effect has proved less significant thanrtiepat culture effect.
However, first, the female respondents have chasere situations as
relevant to their self-confidence and have alsggddhe situations as having
more influence on their self-confidence compargtiveith the male
respondents. Second, the situations originally igéee by women have been
perceived, by both men and women, as having mdheemnte on self-
confidence than those originally generated by niédrird, both male and
female respondents judged that their self-confidemould increase more in
the success situations than it would decreasdumnesituations.

The model applied in the study

The collective constructionist theory of the sklitdyama, Markus, Matsumoto
and Norasakkunkit, 1997) maintains that "many peiagical processes, including
self-enhancement or self-criticism, result from angport the very ways in which
social acts and situations are collectively defiaed subjectively experienced in
the respective cultural contexts". The data collécby an interesting method
support the theory, showing first, that "Americaiiuaions are relatively
conducive to self-enhancement and American peopleedatively likely to engage
in self-enhancement and, second, that Japanesdiilts are relatively conducive
to self-criticism and Japanese people are relatiliglely to engage in self-
criticism". Further the authors have argued thaamay of psychological processes
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(e.g. causal attributions) underlying such tendendi.e. self-enhancement or self-
criticism) "are importantly afforded and sustainbg the ways in which the
attendant social realities are collectively corstied in each cultural context. Once
developed, these psychological tendencies enghdesan to act, live, and function
naturally and adaptively in the respective cultumntext" supporting and
sustaining the very cultural system from which tdeyived.

The interpersonal communications play an essent@e in the
construction of social situations. The "acts of mieg"' (Bruner, 1990) are
constitutive processes of the social reality. g given social setting, a situational
definition is first produced by one or more membamsl communicated to others,
in a direct or covered way. Whether the others iconfmodify or challenge the
communicated definition in a negotiation processaotomatically adhere to the
proposed definition, this depends on various charestics of group and group
members. The shared definition of the situationds"a matter of an interpretive
frame applied after the situation occurs but ativacand critical element of the
situation itself" Kitayama et al. 1997)

There are major differences between what is censiito be a person
within different cultural contexts. In Western Epean countries a person is an
autonomous entity, defined by a set of attributgslities and processes. It is the
configuration of these internal attributes and peses that determine person’s
behavior that, being the expression of that coméian, is consistent in different
situations and stabile in time. In many Asian a@guthe person is primarily
viewed as a part of a set of social relations,ld@leavior is a consequence of the
reaction to the others with which the person ismtardependence and the origin of
the behavior is the relation itself. The colleetisonstructionist theory of the self
implies that cultural views of the self as indepemd or interdependent are
represented in each culture’s philosophical an@logical assumptions and, as a
consequence, are also reflected in attendant pattdrsocial situations, social acts,
practices and public meanings that are associatéti wsuch ontological
assumptions of the culture. As individuals beconeamngful, well-functioning
participants in a given cultural system, they gediyudevelop a particular set of
psychological processes that are attuned to amdfthre support and reproduce the
prevalent patterns of this cultural system.

As the authors of collective constructionist theshnowed, the independent
view of the self, as that common in many westertucal contexts and probably
rooted in the ideals of the enlightenment, empliwgion rational thought and
expression of "natural self' gives rise to a geheansitivity to positive
information on the self. Western cultural contest® organized according to
meaning and practices that promote the independandeautonomy of the self.
People in western cultures may then be motivatetbt@lop a variety of social and
psychological processes that enable them to dis@naidentify positively valued
attributes that may maintain and increase theif-estbem. In terms of the
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ecological theory of perception (Gibson, 1966) ¢hieslividuals may be especially
attuned to positive characteristics of the selfe Triterdependent view of the self as
reflected in the contemporary Japanese cultureraated both in the Buddhist
ideal of compassion and the Confucian teachinglef obligation gives rise to a
general sensitivity to negative information on $edf. Asian cultures are organized
accordingly to meanings and practices that prontieéeinterdependence of the
individuals within significant social units (e.carhily, classroom, and workplace).
Individuals that are socialized in Asian cultureaynthen be motivated to adjust
and fit themselves into significant social relasbips. A self-critical attitude vis a
vis socially shared standards of excellence mayinsgumental for affirming
individual's belongingness to the social units (Mar and Kitayama, 1991).

The tendency to self-enhancement in Romania

Romanian culture is probably historically orgadizecordingly to meanings
and practices that promote the interdependencheofndividuals within significant
social units (e.g. family, classroom, and workpjaée interdependent view of the self
as that widespread in the Romanian contemporamyralitontext is also rooted in the
Procustian communist ideology of "making equal fefopy meanings and practices
that promote differences erasing and people honmagem. The standards of
excellence in formal groups are not defined by tiation in the communication
process among group members. They were imposedhébytotalitarian ideology.
Individuals that are socialized in this culture miat control either the definition of
group’s standards of excellence or the means tioefite standards. A totalitarian power
controls both the definition of covered and dedastandards of almost every social
unit and the instrumental means to meet them. Jasiadnd fit into such a social
relationship individuals must privately deny thecldeed standards and redefine the
covered ones, together with corresponding meansiget the covered standards.
Because redefined standards and means remainepyrivaivered, they cannot be
socially shared and benefit by the reciprocal igaiion and adjustment. The privately
redefined group standards are consequently natlstimg for a self-critical attitude\
general sengitivity to positive information on the self may be, instead, instrumental both
to denying or discounting the declared social stesgland privately redefining and
meeting the covered standards. Shared represestaifosuch individual adaptive
strategies appear within social interactions thibré psychological processes
underlying both self-enhancement (e.g. self-serbiiages in causal attribution), and
group compliance tendencies. Compliance may bdfiaient symbolic act to affirm
individual belongingness to an oppressive group.

Some few studies have demonstrated the generareyndo maintain and
enhance a positive evaluation to the self. Thushénacademic performance domain
the success situations raise the participantsessé#fem more than the failure situations
depreciate the self-esteem. The success expectdtay an initial success was
significantly frequent (87.09%) among individuallavexplain their own success in
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term of their own internal attributes, such asitisl and effort, than among those who
explain their own success in term of some extdawbrs, such as task difficulty and
chance (44.44%). The success expectancy afteritat failure was, instead, more
frequent among the individuals who explain theindailure in terms of the external
factors (i.e. task difficulty and chance) (88.33 #gn among those who explain their
own failure in term of their own attributes (i.educed abilities and lack of effort)
(67.64%). Among Romanian students, participantkddstudy, the extent to which the
success kept the expectancy raised was biggetttharxtent to which the failure kept
the expectancy decreased. (NgiGhirici 1987). In causal attribution of managerial
performance individuals from Romanian organizatiéesd to explain their own
success in terms of their own internal attributesenthan in term of some external
factors. The Content Analysis of Verbatim Explamatmethod (Peterson, Schulman,
Castellon, and Sellingman, 1992) vas used in tladysis of 1002 event attributions
extracted from a verbal material resulted from ititerview of 153 incumbents of
managerial positions in 9 Romanian organizatioid 6xternal and 215 internal
attributions were scored in the explications of five classes of events: perceived
organizational problems, organizational changasopal success and personal failure
in the organizational context, and perceived nommotability of organizational
situations. External attributional patterns havenegally characterized the event
explanations. Participants to the study showed,eliewy an internal attributional
pattern in the explanations of personal succesiseirorganization context. The mean
score for internal explanations was significantiyhler than the mean score for external
explanations given to success situations. (ANOVAl@ewed F=6.017; p=.01). The
difference between internal versus external exfitama of the personal failure in the
organization context was statistically nonsignificaalthough in favor of external
explanations (Chirig lvancenco and Grindean, in press.).

A study conducted bydban, (1998) with 220 students, 80 males and 128
females showed significant correlations between dberes at Rotter (1966)’s
internality-externality scale and the scores ateRbsrg (1965)'s self-esteem scale
and the scores at Schwarzer and Jerusalem (19@@reralized Self-Efficacy
Scale, respectively. High internality scores catedl conversely with perceived
threatening of life situations. Locus of control svalso measured in a study
conducted by Chelcea, Motescu and Tighel (1994).&8ticipants (most of them
below 35 years old) responded at Nowicki and Shaio#t (1988) CNS-IE scale.
26.43% participants manifested internal locus aiftica, while 25. 91%, manifested
external locus of control, and 47.64% were ambital@he participants with an
external locus of control accept more than othéne ‘bpen society values". The
evaluation of societal events in the period of ¢it.on to free market economy is a
difficult task that may modify the control strategi (Rad and Bivolaru, 2000).
This study reported significantly lower means oimary control indexes 0.92
(0.99), 0.57 (0,79), and 0.69 (1.10) comparatiwelth the means of secondary
control indexes 1.20 (0.93), 1.89 (1.04), and 11513); (t: 3.109; p<0.001).
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Therefore, a general sensitivity to positive selevant information has
been evidenced in the first two studies. Romaniadents’ expectancy was more
affected by an initial success than an initialuiegland Romanian managers explain
their success in term of their own internal atttédsumore than their failure.
According to the results of other two studies nmmdid above, a general internality
norm seems to be promoted in Romanian culture byngortant part of its
members that adhere to the open society valuesaemdtharacterized by self-
efficacy and self-esteem. Finally, the last mergbstudy emphasized changes in
control strategy toward a higher externality duesteial milieu changes. If the
collective constructionist theory is correct or tlas authors of the theory specify, if
the shared definition of the situation is not aterabf an interpretive frame applied
after the situation occurs but an active elementhef situation itselfwe may
identify subculture differences in salf-enhancement or self-criticism tendencies and
their underlying processes.

A testable implication of the model

Because the Kitayama et al.’'s theory assumes ahbias inherent in
situational definitions is transformed into the responding bias in each person’s
tendency, which in turn is instrumental in repradgcsimilar situational definition
in future occasions, one may predict a close cpoedence between the
characteristics of social situations of each celtand those of psychological
processes of each individual in the culture.

The objective and hypotheses

This study is designed to examine the predictedespondence between
psychological processes and social situations imdgan educational settings.
Because "situational definitions are reasonabl&ypfor social situations” (Kitayama
et. al., 1997), undergraduates’ responses to minatdefinitions sampled from
five faculties were analyzed.

Hypothesis 1. Situational definitions will be relatively more maducive to self-
enhancement than self-criticism in Romanian edanatisettings.

Hypothesis 2. Undergraduates will find relatively more self-reden situational
definitions sampled from their own subculture (fac@nd gender) and their self-
confidence will be relatively more affected by thefinitions

Method

Participants and procedure
187 respondents, male and female undergraduadergtuin the last year
of their faculty (22-26 years old) participatediie study.

" This method is replicating the method used by Kitag et al. 1997.
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Material

Other 99 students, male and female, also disetut the five faculties
were asked to freely describe (a) as many as pgesstbations within their faculty
in which they felt good because they succeed oaghbinany as possible situations
in which they felt bad because they failed. 200dmad situations, generated by
males and females in the success/failure conditiese randomly sampled.
Department subculture, instruction and gender #@w@t®n variables. The 200
hundred situations were randomly included in thesgjonnaire.

Questionnaire

The respondents were asked to read each situatidrimagine that they
were in the situation. They were then asked toktldbout whether their self-
confidence would be affected by the situationh#it self-confidence would not be
affected they were to proceed to the next situatibtheir self-confidence would
be affected they were to indicate whether theif-aahfidence would increase or
decrease and in what extent, by choosing one nufrdrara scale ranging from 1
(slightly) to 4 (very much). At the end of the gtiesnaire the respondents were to
fall in some date: age, gender and faculty.

Results

Number of the Situations Selected as Relevant tee@®rOwn Self-Confidence

Each respondent indicated whether his or hercegifidence would be
affected in each of 200 situations that varied ah the department subculture
(Psychology, Mathematics, Philosophy, Geography, Biology called situation
subculture) (b) the gender (male vs. female caliaghtion gender) of those who
originally generated them, and (c) the instructimaer which they were originally
generated (success vs. failure called situatiorenca). The number of the
situations chosen as relevant to one’s self conidevas analyzed as a function of
these three between-situation (and within subjeantiables and two between subject
(and within situation) variables, that is the rexpent subculture and respondent gender.

First we computed these numbers for each respose@arately for each
of the conditions defined by the three betweenasibns (and within subject
variables). These were then submitted to a Repdadeasure GLM analysis of
variance (MANOVA). Significant F1 indicates the gealizability of the effects
across respondents. Significant F2 indicates theergdizability of the effects
across situations.

Culture effects

The respondents in each department were morey ltkethoose the own
department-made situations as relevant to thefrceafidence. The MANOVA
revealed a significant main effect for respondeutuce only for the situations
generated under success instruction. F1=8.46 pED€R.79 p=.02 indicating that
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the respondents in each department chose a simtificgreater number of own
department-made success situations as relevameitoself-confidence then did the
respondents in the other departments.(Figure 1).
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Figure no. 1
Culture effect in the success situations
(number of self-relevant situations)
*Note: Situation culture includes the success sitna made in the five departments: Psychology (1),
Mathematics (2), Philosophy (3), Geography (4) Biadogy (5).

Gender effects

At this indicator the MANOVA did not reveal a sifioant main effect of
respondent gender. Neither male or female chagaificant greater number male-made
situations and, respectively, female-made situgtias relevant for their self-confidence.

Extent of Self-Confidence Change

For those situations each respondent reportec teelevant to his or her
self-confidence, the respondents were asked toateliwhether their self-confidence
would increase or decrease and to what extentuldvdo so. They were to choose
one number from a 4-point rating scale that ranfyech 1 (slightly) to 4 (very
much). On the basis of these data we computedxtieateto which the respondent
self-confidence was predicted to increase for ssso®nditions and decrease for
failure conditions, by adding partial scores (1@;,3}) of the items in each condition
category. The extent of self-esteem change wasshiemitted to a MANOVA.

Culture effects

Effects of both situation subculture and respondehtulture are significant (F1=5.51
p=.00, F2=2.50 p=.04)The culture effects are surimediin Table 1 and Figure.2.
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Figure no. 2
Culture effect in the success and failure situations
(the extent of self-confidence change)

Tablel
Culture effect: the extent of self-confidence change
Situation Situation Respondent Mean STD.
Valence Subculture |Subculture Deviation
Failure Psychology |Psychology 25.67 11.93
Mathematics 19.73 10.56
Philosophy 21.06 12.32
Geography 20.71 11.35
Biology 18.55 11.68
MathematicgPsychology 19.79 11.22
Mathematics 22.45 10.76
Philosophy 18.70 15.37
Geography 21.23 11.98
Biology 17.81 12.81
Philosophy |Psychology 25.44 21.61
Mathematics 20.36 10.51
Philosophy 22.24 13.53
Geography 20.83 11.35
Biology 18.03 10.36
Geography |Psychology 26.31 12.24
Mathematics 23.06 13.73
Philosophy 22.94 14.82
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Situation Situation Respondent Mean STD.
Valence Subculture [Subculture Deviation
Geography 24.49 14.01
Biology 21.52 13.11
Biology Psychology 22.40 11.04
Mathematics 21.33 10.45
Philosophy 20.27 13.62
Geography 25.37 13.37
Biology 21.55 13.49
Success Psychology |Psychology 40.15 12.01
Mathematics 20.67 10.13
Philosophy 27.42 20.01
Geography 30.17 18.41
Biology 25.84 13.17
MathematicgPsychology 34.11 12.84
Mathematics 34.70 13.76
Philosophy 29.30 15.92
Geography 24.83 15.51
Biology 33.77 11.54
Philosophy [Psychology 38.69 11.84
Mathematics 27.00 12.43
Philosophy 33.21 17.76
Geography 20.06 17.49
Biology 29.03 14.66
Geography |Psychology 40.75 11.49
Mathematics 27.45 13.28
Philosophy 31.03 17.41
Geography 39.20 14.71
Biology 38.48 15.15
Biology Psychology 33.78 13.94
Mathematics 23.21 10.26
Philosophy 29.36 16.92
Geography 30.97 16.20
Biology 31.43 12.15

The own department-made situations were judgdtht@ more influence
on the respondents’ self-confidence than were ther @lepartment-made situations.
The culture effect is especially qualified by swxeaituations: F1=10.89 p=.00,
F2=3.96 p=.00 (Figure 3).

47



SOFIA CHIRICA

Situation valence

Romanian undergraduates judged that their seffismce would increase
more in the success situations than it would deereathe failure situations. (Table 1
and Figure 22
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Figure no. 3

Culture effect in the success situations
(the extent of self-confidence change)

Gender effects

Means relevant to gender effects are displayedainle 2.and Figure 4.
Effects of respondent gender proved significan2=@79 p=.05) First, the female
respondents responded more strongly than did tHe mapondents. Second, the
situations originally generated by women have beerteived, by both men and
women, as having more influence on self-confidehea those originally generated
by men. Both male and female respondents judgedthba self-confidence would
increase more in the success situations than itdiaecrease in failure situations.

Table2
Gender effect: the extent of self-confidence change
Situation | Situation Respondent Mean STD.
Valence Gender x culture |Gender Deviation
Failure Female Male 9.59 5.75
Psychology Female 12.49 6.78
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Situation | Situation Respondent Mean STD.
Valence Gender x culture | Gender Deviation
Femaie Male 10.47 6.70
Mathematics Female 12.48 7.71
Female Male 8.98 5.16
Philosophy Female 11.23 6.69
Female Male 11.43 7.60
Geography Female 12.49 7.92
Female Male 11.88 6.30
Biology Female 13.50 7.50
Male Male 9.12 5.88
Psychology Female 10.15 6.50
Male Male 6.82 5.47
Mathematics Female 8.42 6.47
Male Male 11.25 6.06
Philosophy Female 11.32 6.52
Male Male 10.00 5.83
Geography Female 12.56 7.16
Male Male 9.61 6.80
Biology Female 9.27 6.86
Success |Female Male 13.78 8.87
Psychology Female 16.05 9.34
Female Male 14.80 7.46
Mathematics Female 16.49 7.89
Female Male 10.78 8.07
Philosophy Female 18.64 8.59
Female Male 13.14 7.36
Geography Female 15.67 8.05
Female Male 10.49 6.91
Biology Female 11.84 8.08
Male Male 13.43 7.50
Psychology Female 15.59 7.98
Male Male 16.84 7.57
Mathematics Female 18.07 7.30
Male Male 18.06 7.37
Philosophy Female 14.41 7.86
Male Male 19.27 8.60
Geography Female 22.45 8.28
Male Male 16.73 7.32
Biology Female 19.57 8.01
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Figure no. 4
Gender effect in the success and failure sifuations
(the extent of self-confidence change)

General discussions and conclusions

Romanian undergraduates chose a greater numisrcoéss situations
than failure situations as relevant to their se@ffidence. Further they judged
that their self-confidence would increase more utcgss situations than it
would decrease in failure situation. These ressitpport the notion that the
meaning of social situations available in the Rorareducational culture is
biased in the direction of self-enhancement. As dbéhors of the collective
construction of the self have argued, the tenddaaard self-enhancement has
positive social and psychological consequencesimvithcultural system that is
organized to foster and promote the independencetlam uniqueness of the
self. The sensitivity to negative self-relevantamhation has positive social
and psychological consequences within a culturatesy that is organized to
foster the importance of maintaining, affirming ar@ecoming part of
significant social relationships. Information abautere one failed to meet the
standard of excellence shared in a given social ishused to improve one’s
actions and thus serves to affirm one’s belongisgn® the unit. One can
wonder what kind of consequences a general seigitivpositive self-relevant
information might have within a cultural system ttfi; organized to promote
the relationality? How the individuals may affirnheir belongingness to a
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social unit, when they fail to meet its standardeatellence, without a self-
critical attitude needed for improving their acts&mA collective constructed
view on the self stresses the necessity to comditip accept or protect the
individual by every social unit for so long he dnesdoes not threaten the
existence of the group by affirming his or her anstimy. A collective covering

of the inconsequent affirming and applying of thieup standards of excellence
is developed, otherwise the group is blamed forttoeaten because of its
weakness. Romanian cultural contexts are not organaccording to meaning
and practices that promote the independence anmhamny of the self, but

group responsibility. People in Romanian cultureyniee then motivated to

develop a variety of social and psychological peses that enable them to
discover and identify positively attributes valuagtheir groups.

We also found a significant effect of situatiobsulture. The respondents
in each department chose a significantly greatenbar of the own department-
made situations as relevant to their self-configethen did the respondents in the
other departments. The own department-made sitgatiere generally judged to
have more influence on the respondents’ self-cenfid than were other department-
made situations. Subculture differences is an dgtitresult showing that controlled
changes may be possible within a group subcultsidanned by its members.
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PSYCHOMETRIC PROPRIETIES OF THE MEMORY SELF-
EFFICACY QUESTIONNAIRE ON ROMANIA SAMPLE

CATALINA KOPETZ *

RESUME. Les proprietes psychometriques du questioraire d'efficacité

de soi mnesique sur la population roumaind.’article présente les propriétés
psychométriques du questionnaire d'efficacité die mpésique (QESM)
(Memory Self-Efficacy Questionnaire) sur la popiglatroumaine. 119 sujets
ont été testés avec QESM, un questionnaire d'efficde soi générale (SE)
et le questionnaire de meta-mémoire pour les al(M#A). Les résultats
montrent une trés bonne consistance interne duicuesre ; on a obtenu
des corrélations significatives entre les scoreprattest et post-test et les
estimations de la stabilité varient entre valeurglénées et hautes. La validité
de construct a été testée par des corrélatioresleatscores du QEMS et ceux
obtenus au MIA. Les corrélations fortes entre kdlehde capacité du MIA et
les scores au QESM soutient que les deux mesumesdnstruct commun —
l'efficacité de soi mnésique- qui reflet les croges les gens ont concernant
leurs capacités mnésiques dans les différentesgafim méme temps, les
corrélations faibles entre les scores au QESMust abtenus sur les échelles
de taches et stratégies du MIA, soulignent ledaé l'efficacité de soi est
indépendante des connaissances que les individgsioles processus de la
meémoire ou sur les stratégies ils utilisent powouére une tache. Nous
avons pu montré aussi la validité discriminatougESM liée a I'age.

QESM est un questionnaire développé conformémédattiaéorie
d'efficacité de soi de Bandura. Les critéres depicificité des mesures sont
respecté ; QESM permet en méme temps d'évaluaigparées du niveau
des capacités mnésiques et de la confidence qgerisnt en ces capacités.
La séparation de ces évaluations permet un id=itdn plus précise des
différences individuelles en termes d'efficacitésdemnésique.

Self-efficacy as a predictor of memory performance

Bandura (1977) first introduced the concept of -sffitacy with the
seminal publication of "Self-Efficacy: Toward a @nng Theory of Behavioral
Change". Since then, the concept have receivechenedsing attention and its
predictive value has been tested in varied diswgliand settings, from clinical
problems to athletic performance (Pajeres, 1998).

* Universitatea "Babes-Bolyai", Facultatea de Psihologie si Stiinsele Educayiei, Catedra de Psihologie
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According to Bandura, self-efficacy is a componehta self system and
represents "beliefs in one’s capability to orgarénd execute the courses of action
required to manage prospective situations" (BandLg®7, p. 2). Self-efficacy
beliefs are concerned with individual's sense ofmpetence and confidence to
produce desired results in specific situation askg. It is important to emphasize
that there is no global self-evaluation, but anwateon highly related to a particular
situation or domain - as memory self-efficacy ttatcerns the present study.

The self-efficacy mechanisms play a central roldnitman agency. Self-
judgments of operative capabilities function agtaos determinants of how people
behave, what they choose to do, how much efforhvest in their actions, how
long to persevere in face of obstacles and faikexperiences, which is their
thought patterns and their emotional reactions @Bea, 1992).

Research findings over the past 20 years genesalbport the idea that
efficacy beliefs mediate the effects of skills dffadtent subsequent performances
(see Berry & West, 1993; Pajeres, 1998 for an wiew) being a good predictor of
performance in different situations.

Self-efficacy theory is accompanied by a speciisearch methodology.
The most important distinction we encounter in #valuation of self-efficacy is
that concerning the specificity with which selfiedicy is measured. We speak about
"generalized" self-efficacy, "task-specific”, "domapecific" even "course-specific".
Clarification of these terms should be made be@reneaningful self-efficacy
evaluation can be advanced. Bandura (1990) maddiskiaction between global
measures and domain-specific measures. In ordenawimize the predictive
validity of self-efficacy relative to performandask-specific measures is preferred.
Judgements of self-efficacy that are specific raspe to performing a particular
task is central in the recent research. Self-afficevel and strength are usually
assessed. According to this methodology, a seeb&Wioral targets are identified
and ordered hierarchically in terms of increasengl of difficulty; confidence ratings
are made for each level. Self-efficacy level is siien of the number of the tasks
individuals indicate they can perform. Confidenatngs in 10-unit increments are
obtained for each task level on a scale where 1¥fesents complete certainty
and 0% represents complete uncertainty; self-afficirength is represented by the
average of the confidence ratings across the By & West, 1993).

Our study is focused on memory self-efficacy. Thieppse of the present
study is to adapt the Memory Self-Efficacy Quest@ine on Romanian Sample.
We investigated questionnaire’s psychometric charistics in order to develop an
utile instrument to examine the relationship betweeemory-self efficacy and
memory performance.

Why memory self-efficacy?

Memory is not only a set of cognitive skills thaevitably decline with age
and that are not personally controllable; it implaso a set of beliefs regarding one's
own capacity to use memory efficientlynemory self-efficacy (Hertzog & Dixon,
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1992). Belief in @ memory as a controllable slgllaissociated with confidence in
one's ability to improve it, to generate solutid@asveryday problems and to live
independently and with reduced anxiety and depag8andura, 1997).

A variety of methods have been used to assess metmiefs and
knowledge. Five different methodologies have dotem#he literature: apetamemory
guestionnaires such as Metamemory in Adulthood (MIA, Dixon, Hglis 1983);
b) memory complaints questionnaires such as Inventory of Memory Experiences
(IME, Hermann & Niesser, 1978); eif-efficacy measures (Berry, West & Scogin,
1983); d) single task-specific predictions, and e)feeling-of-knowing measures
(Lachman & Lachman, 1980).

The present study used self-efficacy methodoloyyemory Self-Efficacy
Questionnaire (MSEQ) (Berry, West, & Dennehey, )98ne advantage of this
kind of methodology is that it uses multiple indice obtain direct predictions.
Multiple indices increase the accuracy of diredinestes (Zelinski et all., 1980).
Memory Self-Efficacy Questionnaire allows confidenatings, so that individual
variability and age-differences can be examined amderstood more accurately.
Self-evaluations individual makes using this metilogy correspond directly to
different memory tasks and allow domain specifiedictions and correlation
between performance and the way it is self-evatuéBerry et.al., 1989).

MSEQ derives directly from Bandura’s self-efficabgory and methodology —
individuals are asked to evaluate how well theyevel their performance will be
on a given task (Bandura, Adams, & Beyer, 1977 félsks are ordered hierarchically,
S0 a target level of mastery is set and self-afficmdgements are made at each
level of task difficulty (Berry et. al., 1989). Aoading to Bandura’s theory, the
predictive validity of self-efficacy judgements risaximized when we use a task
specific measure of it (Bandura, 1990). MSEQ resdgdn this specificity criterion
by assessing multiple, multilevel memory tasks imitthe broader domain of
memory (Berry & West, 1993).

Memory Self-efficacy Questionnaire

MSEQ is a paper pencil questionnaire that descrii®snemory tasks
(some of the most common memory tasks used indgeitive aging literature) for
which subjects are asked to assess their memolitiesbiThe present study used
the alternate form of the original questionnaird-MSEQ (Berry et. al., 1989).
The ten task described (5 from MSEQ and 5 new }aslesgrouped in 5 laboratory
tasks and 5 everyday tasks; 2 tasks are fillersotadory tasks are/ord list recall
(remembering a list of animalsljgit span (digit recall), cubicles (recalling the
picture placed in a matrix of 3X4 matrix of cub&)eword-pair (paired associates
using abstract, unrelated nouns). Everyday tasksgescery (remembering a
friend’s grocery list),phone (remembering seven telephone numbel)ation
(remembering the location of objects placed ardimedroom), andouples (paired
associates test using relatives). All levels of complete task (grocery) and the
lowest level from each remaining task are preseintéioe appendix 1.
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As in the MSEQ, each task was described in fivengterepresenting
different levels of task difficulty, presented iestending order of difficulty (the
most difficult level being listed first). Subjedtwdicated whether they could perform
each task, at each level, by circling "no" or "yédiese responses represented self-
efficacy level (SEL). Individuals provide also theiegree of confidence for their
"yes" responses, these ratings representing dalgey strength (SEST). SEL
scores were calculated by summing the nhumber of"s@sponses that were made
with at least 20% confidence. This represents idd&i’'s assessment of his (her)
basic memory skill. Responses were summed to fdet Br each of the eight
specific tasks (5 items for each task). Self-efficatrength (SEST) scores were
calculated by averaging confidence ratings actos®ight specific task (five items
for each task) (Berry et. al., 1989).

Method

Subjects

119 undergraduate students, 17 to 27 years ofMge20,33; SD=2,61) at
different universities in Cluj-Napoca participated this study. The students
received seminar credit for their participation.

Procedure

Alternate Memory Self-Efficacy Questionnaire (A-MQEwas translated
from English to Romanian and then from Romaniainglish, by a psychologist
and an authorized translator. We keep the originedentation of the questionnaire
and respect the indications from the author.

In the first session, all subjects completed thMBEQ (for details about
the instructions and presentation form see Bernalgt1989), a general Self-
Efficacy scale (SE translated and adapted in RaanayiAdriana Baban, 1998) and
Task, Strategies, Change and Capacity subscales Ntetamemory in Adulthood
(MIA, Dixon, Hultsch, & Hertzog, 1988), in this cgd One week to two weeks
after the first session, 75 of the participants plated A-MSEQ a second time.
Thus A-MSEQ reliability data and test-retest dataavailable.

MIA data provide us supplementary data for the transvalidity of MSEQ.

Results

Item and Scales Characteristics

Table 1. shows the means and standard deviationsefbefficacy level
(SEL) and strength (SEST) for both administratidrages. All of the A-MSEQ
variables are distributed normally.

Table 2. displays the intercorrelations betweendight A-MSEQ scales.
The correlations between the scales varied fromal187 (p = .05 and p = .01) for
SEL and from .28 to .75 (p = .05 and p = .01) f&SS. These correlations suggest
that there is a general self-efficacy that infliesi¢he responses on most of the

56



PSYCHOMETRIC PROPRIETIES OF THE MEMORY SELF-EFFICAQUESTIONNAIRE ...

items. Bandura’s hypothesis about self-efficacycHjpity is supported by our
data. Even if the responses on the eight scalesmffwenced by a general element
of self-efficacy, it is rather a memory self-effiga not a general one. This idea is
supported by the low correlations between A-MSE@ the general Self-Efficacy
Scale for both SEL and SEST. These correlationgeadrom .065 to .170 (p = .05
and p = .01) for SEL and from .036 to .256 for SEEdr SE scale the internal
consistency wasl = .77. (items from SE scale are provided in appe@jl (for
details about administration and scoring see Bab29a3).

Table 1
Means and standard deviations for A-MSEQ scales
SEST SEL
Task Pretest (n=119) Posttest (n=75)| Pretest (n=119) Posttest (n=75)
M SD M SD M SD M SD
Grocery 69.98 19.59 73.20 20.00 4,37 0.99 4.52 0.79
Phone 63.74  28.52 66.18 2510 3.89 1.43 417 2 1
Word 7722 19.74  77.09 19.13 4.52 0.89 452 0.82
Cubicles 50.78 23.70 56.32 21.71 350 1.46 384 512
Word Pair 72.16 21.18 74.74 18.87 4.39 0.91 452 810.
Digit 5156 29.92 55.68 27.12  3.32 1.67 3.68 1.56
Location 78.11  19.35 75.49 21.10 4.63 0.81 4.46 0.94
Couples 78.55 29.29 79.76 20.62 4.52 0.95 4.64 0.87
Average 69.54 15.81 70.69 16.67 3.94 0.65 4.33 0.78

Note: maximum SEL=5; maximum SEST=100

Reliability

The internal consistency was obtained using alpdefficients. Internal
consistency for the eight scales was quite highbfith applications: r (SEL)=.92
and r (SEST)=.94 for the first application and E($= .91, r (SEST) = .96 for the
second application.

We calculated the test-retest stability of the SBQ for 75 of the
participants. Pretest and posttest A-MSEQ scores e@related and yielded moderate
to high estimates of stability: r (SEST) = .86 (p0%), r (SEL)= .83 (p =.01)

Table 2.
The correlations between A-MSEQ scales
Self-Efficacy level
Task 1 2 3 4 5 6 7 8
1. Grocery 1.00 .201*  .611** A01** .264* A97* 9@F* 395%*
2. Phone - 1.00 AT71x* .208* 675%  279** .297**%  394**
3. Word - - 1.00 428** .314** .683** AT75% 397
4. Word-Pair - - - 1.00 .180* A16%* 584*  A38**
5. Digit - - - - 1.00 .289** .330**  .504**
6. Location - - - - - 1.00 A62**  535%*
7.Couples - - - - - - 1.00 .528**
8. Cubicles - - - - - - - 1.00
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Self-Efficacy strength

Task 1 2 3 4 5 6 7 8
1. Grocery 1.00 .285** .753**  536**  .326**  .601* 364**  .A87**
2. Phone - 1.00 .365** 325** .689** .276%* 172 RLid
3. Word - - 1.00 583* . 312**  701**  .427**  494**
4 Word-Pair - - - 1.00 299%*  452*%  500**  ,493**
5. Digit - - - - 1.00 .326%*  .231**  525**
6. Location - - - - - 1.00 A41**  536**
7.Couples - - - - - - 1.00 .322%*
8. Cubicles - - - - - - - 1.00

** correlation is significant at 0.01 level

Criterion-Related Validity

The participants in the present study did notgrenfmemory tasks. Thus,
we were not able to investigate directly the ciiterelated validity. In the
development of A-MSEQ, the authors obtained a fmit efficacy-performance
relationship for everyday tasks (SEL Rc =.52, Wik'=.58, p < .01; SEST Rc = .50,
Wilk's A = .63, p<.05) more often then for laboratory ta&SST Rc = .56; Wilk's
A = .58, p <.05, SEL not significant).

Construct Validity

To evaluate A-MSEQ construct validity we asked ipgrénts to answer
the Task, Capacity, Change and Strategy scalesstdrivemory in Adulthood (MIA)
(Dixon et al., 1988). MIA was designed to be a mdirttensional representation of
the metamemory construct: "strategy" reports usdiféérent types of strategies;
"task" represents knowledge about basic memoryessms; "capacity” evaluates
individuals’ beliefs regarding their own memory gesses; "change" reports perceived
change in remembering capacities.

Dixon and his collaborators (1988), Hertzog (198aye identified self-
efficacy as a component of metamemory. Some of & subscales (e. g.
capacity and change, task and strategy) seem teumea factor the authors
identified as memory self-efficacy (Berry et. al98®; Hertzog, 1992). They
suggested that memory self-efficacy may accountafpe differences in scales
measuring aspects of metamemory. Berry and colldibir suggested that self-
efficacy level (SEL) may relate to Task and Strategbscales of the MIA and
self-efficacy strength (SEST) may reflect the maftective components of the
MIA (e. g. Capacity and Change).

MIA has 108 items distributed in 7 scales. Subjactsasked to rate on a 5
point Likert scale statements describing their awemory functioning and their
knowledge about general memory processes (Dixoal.etl988). The forth scales
we used in the present study represented 68 itdorsdetails about items
distribution, administration and scoring, see Dixanal., 1988). In the appendix 2,
one item from Task, Capacity, Change and Strataggcales is presented.
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The forth scales are distributed normally and Hagl internal consistency:
Table 3 presents means, standard deviationsig@ecbmbach coefficients for MIA
scales.

Table 3.
Means, standard deviations anax coefficients for MIA scales
Scale M SD a Crombach
N=119 N=119 coefficient
Task 61,36 6,67 .76
Strategy 56,24 9,45 .81
Capacity 60,31 6,45 .69
Change 61,06 8,81 77

Table 4 presents the correlations between MIAescahd A-MSEQ scales.
Capacity is the only MIA scale that correlates gigantly with A-MSEQ scales,
both SEL (r ranges from r =.182, p = .05 to 8683, p = .01) and SEST (r ranges
fromr =0.195, p =.05tor =. 349, p = .01). 6ha correlates only with Word,
Word-Pair Location, and Couples from A-MSEQ. Thare negative correlations
between Strategy and A-MSEQ scales. MIA task soateelates only with Couples
from A-MSEQ.

Table 4.
Correlations between MIA subscales an A-MSEQ substzs.

A-MSEQ scales Self-Efficacy Level (SEL)
MIA scale§Grocery PhoneWord  Cubicles Word-Pair Digit Location  Couples
Capacity .303**  |182* 236**  .267** 237 .165 240** 251**
Change 123 71 201* 101 .216* 141 218* 205*
Strategy -.034 -126 -.123 -.180 .029 -.039 -.088 -111
Task .054 .020 -.040 -.016 .040 .076 .025 .187*

A-MSEQ Self-Efficacy Strength (SEST)

Capacity | .349* .195* .293* .303*  .232* 117 .338 .248**
Change 175 215 223 111 197~ 122 .249** 228
Strategy | -.039 -.092 -.124 -149 .100 -.041 -.075 .098
Task .103 .062 .010 .060 .093 .070 .073 133

** correlation is significant at the 0.01 level
* correlation is significant at the 0.05 level

These results support the idea that A-MSEQ gerwmmastruct — memory
self-efficacy — does not account for task and stpatscales, but it is one of the
factor evaluated by capacity scale; it may shammamon factor with Change
scale too. Both A-MSEQ and capacity scales seemvabuate people’s beliefs
about their own memory. This idea support Hertza&ory about memory self-
efficacy as an aspect of metamemory system (Het¥®g2). On the other hand,
task and strategy scores seem to be independesdlifeéfficacy construct. They
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reflect people’s declarative knowledge about gdnaemory processes (e.g. "For
most people, it is easier to remember informatioeytneed to use immediately
than information they will not use for a long timelhd the strategies they may use
(e. g. "Do you keep a list or otherwise note imanttdates, such as birthdays and
anniversaries?"). But they are not related to tekefs people have about the
efficacy of their own memory for different tasks.

Change correlates only partially with A-MSEQ seald@he items from
MIA change scale reflect people’s perceived negatihanges in remembering
abilities. The results are probably due to the aighe participants — they are young
adults between 17 and 27 years of age. At this mgst of them may perceive an
evolution, but not the decline of their memory #ieis. Nevertheless, the few
significant correlations we obtained, suggest faticipants have some implicit
theories about memory decline in elderly, independa their own experience (e.
g. "As people get older they tend to forget whaeytput things more frequently").

Participants do not have perceptions of negathanges in their memory
capacity to affect their memory efficacy. But A-M@Eand MIA change scale
seem to be sensible at people’s implicit theortesua memory decline in elderly.
The results may indicate that efficacy beliefs degived both from inferences
about actual memory-related experience and frorarnadization of stereotypes
about persons as rememberers (Ryan, 1992; Hett28g, Levy & Langer, 1994).
The relation between MIA change scale and efficheliefs might be better
understood using a sample of older adults.

In summary, significant correlation between MIApaaity scores and A-
MSEQ scores suggest that both of them evaluateranom construct — memory
self-efficacy. This construct reflects people’siéfsl about the efficacy of their own
memory in different tasks. It is independent on ¢emeral knowledge people’s
have about memory processes and on the memorggtsatthey may use. Self-
efficacy construct might reflect people’s belietierived both from their own
experience, and from implicit theories they haveulmemory functioning across
the life span. Self-efficacy beliefs, general knesde about memory functioning
and about memory strategies are some aspects ofdtanemory system.

Age-Related Discriminant Validity

The A-MSEQ was individually administrated on a g#&nof 40 older
adults, between 56 and 80 (M = 68,40; SD = 6,38)mkn and 24 women. The
participants were retired persons, members of Redifed Persons Association” in
Rm. Valcea. We selected 56 years as the startiagaghe old group because in
Romania, the retire age is 55 years for women dhgle@rs of age for men. We
matched the participants by years of educationsamibeconomic status. All the
participants had a medium to a high socioeconon@tus. The old participants
attended at least the high school; some of theendétd the University. Older
participants were in a good physical and psychchighealth. All the subjects
participated at the present study as volunteers.
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A multivariate analysis of variance was performathv8EL and SEST as
dependent variables and age as independent varidideage effect was significant
for SEL, F (1, 78) = 89,249, p < .01 (R square&34, adjusted R squared = .528)
and SEST, F (1, 78) = 56,289, p< .01 (R squard@§&; adjusted R squared = .418). A
univariate analysis of variance showed that youdigita had higher SEL scores
than older adults on all subscales, F (1, 78) =158, p < .01. Older adults’ ratings
of confidence were also lower than those of youhgts, F (1, 78) > 15,128, p < .01.

General Discussions and Conclusions

The goal of the present study was to adapt Alterivemory Self-Efficacy
Questionnaire in order to be used in empirical stigations of developmental and
individual differences in self-evaluations of memability.

Internal consistency estimates of reliability atedt-retest estimates of
stability were high. Moreover, the eight subscaéA-MSEQ were moderately
intercorrelated suggesting the presence of a gememory self-efficacy element
and the task-specific variance as well. In the stime, the absence of significant
correlation between A-MSEQ and SE suggest the dosmcificity of self-efficacy
evaluations.

The correlations between MIA scales and A-MSEQpsupthe idea of
memory-self efficacy as a belief system about ormiAsy memory ability in
different situations and tasks. This construct se&arbe a component of the more
general metamemaory system, but is independentlar aspects of it.

Age-related differences for both the self-efficdeyel and strength lend
support to the construct validity of A-MSEQ. Robumfie differences were
observed on both memory efficacy level and strength

The limits of the present study are the relativenbgeneity of the sample.
Further investigations on MSEQ should investigategte of different ages and
socio-cultural levels. Another aspect that we did imvestigate is the criterion-
related validity. A limit of A-MSEQ that is mentied by the authors is that it excludes
some domains and aspects of memory.

The advantage of A-MSEQ is that it allows the sgfEm between confidence
evaluation from estimates of skill level. This sep@mn account for age and
individual differences — individuals with the samsigll level might differ in their
confidence evaluations that in turn, may leadfferdint behaviors (Berry et. al., 1989).
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APPENDIX 1. A-MSEQ scales

Grocery
If | went to the store the same day, | could rememt8 items from a
friend’s grocery list of 18 items (see example bglavithout using a list

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9106%

If | went to the store the same day, | could rememb4 items from a
friend’s grocery list of 18 items (cheese, eggsdhout using a list

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 91806%

If | went to the store the same day, | could rememt0 items from a
friend’s grocery list of 18 items (see example bglovithout using a list

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9106%

If 1 went to the store the same day, | could remem® items from a
friend’s grocery list of 18 items (see example bglavithout using a list

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 90806%

If 1 went to the store the same day, | could rememb items from a
friend’s grocery list of 18 items (see example bglovithout using a list

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9106%

Phone
If I got 7 phone numbers, one at a time, fromdperator (901 374-1031),
and | dialed right after | got each number, | cotddrectly dial all 7 numbers

NO YES 10% 20% 30% 40% 50% 60% 70% 80%b9000%

Word
If someone showed me a list of 18 animals namasré; gazelle), | could
see the list once and remember the names of alhiBals

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9080%
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Word-Pair
If I heard 7 pairs of words and then someone itaddthe first word in each
pair, | could remember all 7 of the second wordstieach pair.

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9106%

Digit
If someone told me 7 sets of humbers, one atithe, with 7 to 10 digits
in each set (36514782), | could say each one o¥thamber sets correctly, right
after hearing it.

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 90860%
Location
If | placed 18 common everyday objects (rubberk)omn different

locations in one room, a few minutes later | ca@ichember where | had put all the
18 items

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9100%

Couples
If I heard the names of 7 pairs of relatives (Ureéted — Aunt Beth) and
then someone told me the first name from each paould remember all the 7 of
the second names from each pair.

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 9096%
Cubicles
If | placed 18 line drawings (#, //) in differebbxes on a table top, a few

minutes later, | could describe where | had plaaethe 18 of the drawings.

NO YES 10% 20% 30% 40% 50% 60% 70% 80% 90080%
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GENERAL SELF-EFFICACY sample of items

APPENDIX 2.

| can always manage to solve difficult problemistify hard enough.

1 = Not at all true 2 =Hardly true 3 = Modemteue 4 = Exactly true

MIA Scales (sample of items)

Srategy
When you are looking for something you a. never
have recently misplaced, do you try to b. rarely
retrace your steps in order to locate it? c. sometimes
d. often
e. always
Task
For most people, facts that are interesting a. agree strongly
are easier to remember than facts that are b. agree
not ¢. undecided
d. disagree
e. disagree strongly

Capacity

| am good at remembering names

O Q0T

a. agree strongly

. agree
. undecided

. disagree

. disagree strongly

Change

I can remember things as well as always

QO T

a. agrergy

. agree
. undecided

. disagree

. disagree strongly
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PRELIMINARY TESTING - AN ESSENTIAL STEPIN THE BIOLOGY
ACTIVE LEARNING FOR MENTALLY DISABLED PUPILS

Testarea preliminar- etaja esemiala in invatarea actig a biologiei
la elevii cu cerire educative speciale

ADRIANA BARNA', IRINA POP™", ANA MOLOCA™

REZUMAT. Lucrarea preziiat un studiu referitor la inifarea actig la
biologie la clasa a Vlll-a, desfurat laScoala Speciélpentru copii cu cerie
educative speciale din Bigai Temele laiilor predate se regesc n
sistemul de lgié "Organele de siti (Anatomiasi fiziologia omului). Am
utilizat testele preliminarepentru a asigura implicarea elevilor in activitate
chiar din primele momente. In acgléimp, cea mai importaatfundie a
testelor preliminare a fost de a descoperi giimele pe care elevii le
deineau deja despre subiectul dat. Apoi, adtilét au luat forma atelierelor,
prin utilizarea muncii Tn grugpi a metodelor de predare-#re interactive.
Rezultatele evaltii finale au afitat cG ipotezele de lucru sunt valide: 1. elevii
au dobandit cunginte stiintifice; 2. s-au format deprinderi importante pentru
mertinerea #natatii; 3. elevii au devenit mai incratori in fortele lorsi mai
spontani (achizi importante pentru copiii cu cetmspeciale).

Introduction

The mentally disabled children within auxiliary schs are taught end
educated on behalf of a particular schooling ptatfoBiology is a discipline in
gymnasium, starting with thé"5grade and states as its objectives: achievement of
knowledge about nature and human being and developrof intellectual
operations by building representations and concpta this field. The mental
handicap, manifested through a weak developmeotigdsity (cognitive interest)
and of the observation spirit, difficulties in tlspatio-temporal organization and
orientation, low focussing of the attention, impogbe use of tailored didactic
strategies. If in the beginning of the Biology aitji the children can depict from

" Associate Professor Ph.D., Department of TeacHac#tion, Faculty of Psychology and Educational
Sciences, "BakeBolyai" University, Cluj-Napoca

" University Assistant, Department of Teacher Edanataculty of Psychology and Educational
Sciences, "BakeBolyai" University, Cluj-Napoca

™ Teacher of Biology, Special School for Childrethwilental Disabilities, Bistra
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objects and images only few details (which makeat timeir perceptions be
insufficient, that there appear frequent confusiomsth the years of study and
through repeated exercises, by using varied da#ctiethods and means, the analysis
and synthesis capacity improves significantly. Byting the children repeatedly in
the situation to completely describe plants, arsmedusal phenomena, they enrich
their scientific vocabulary. The exercises, ganoesdoor activities, by which the
verbalization of all the activities is being achedy stimulates and contributes to
shaping and developing the language, the behawbuactively protecting the
environment and its inhabitants and the interegténsurrounding world.

Biology is therefore a discipline with great edtimaal and compensatory
resources. The superior feelings develop later émtally disabled children and
only as an effect of a sustained and organizedagitunal work. That is why it is
necessary that the content of Biology classes gémepermanently affective
reactions. A great evocative force lays in legestisjies, curiosities that may give
path to sentiments of profound admiration, careatd® plants, animals, and humans.
The Biology knowledge and the affective statessgomiates with also have an
integrative function on their contribution to thHeaping of the human behaviour, of
a high living standard.

Work requirements

In the process of learning, at mentally disableittobn a series of peculiarities
are revealedRadu, 1993). The learning capacity of the mentaligabled is
influenced by the alteration of the intellectualspibilities and of every other
personality characteristics. The psychic functioespecially the cognitive ones
develop at a much slower pace and remain at a nowedr level than those of a
normal child. The entire activity of a mentally aded child, including learning, is
influenced by other factors as well, for instanaiection, the limited character of
capacities, motivation. Still, the working capaditythese children must be sustained
within the classes through various methods, as are:

- mobilization of the thinking capacity at the begimmn of the class through a
clear and attractive formulation of the class’'sealiyes;

- inclusion in every class of activities that implgjects;

- introduction of special didactic games all throutfe class, tightly linked
logically to its content;

- use, as a starting point in learning, of what thiédeen already know about the
subject.

The curiosity towards the surrounding world is @ura quality of every
child. They ask themselves questions and formidates, whether they are disabled or
normal. Active learning implies getting to educatiby starting from the very
curiosity, discovery; it encourages the pupils $& guestions and it leads them to
think "in the frames of the discipline" (Temple,98). But since activity only
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exists where there is a problem to solve, the pupilist have something to do for
real in every Biology class, such as a drawingheme, an inventory, an experience
proposal, a text, et¢Tavernier, 1992). In active learning one starsrfrone’s own
exploratory, discovery and thinking activities.the entire didactical strategy, the
teacher bases himself upon what the children ajréadw about the subject, on
older experiences, already constructed and whiehralestones for what is about
to be constructed (Piaget, 1972, Aebli, 1973, Gardtf91, Johnson et al, 1991). But
how do we know what the pupils know about the supjehat their representations
on it are? Before a new study, we have to staft prigliminary (Tavernier, 1992)
or initial (Aebli, 1973)tests Which can be drawings, questionnaires, defin#jon
etc. They allow the teacher to appreciate the lef&howledge, but also to detect
confusions and errors.

The children of auxiliary schools must study HumAnatomy and
Physiology in the 8 grade, while children of mass schools study thia 7" grade.

Our study

At the auxiliary school in Bistra, preliminary tests have been applied to
pupils of two & grades when ,The Human Senses" were taught. Toeclasses
comprised 25 children with the following 1Qs (cfinBt-Simon):

- 5 limit cases (IQ = 80-95)
- 20 children with moderate and little mental disord® = 50-80).

In the two classes, there was no student with se{) = 35-50) or
profound (1Q under 30) mental disorder.

The preliminary tests required three things from¢hildren:

1. to draw the tongue (eye, nose, ear, skin) anddav shhich are the component
parts of that organ;

2. to answer the question: "What use do we have otdhgue (eye, nose, ear,
skin)?" in written;

3. to answer the question: "How do we help the tonfmye, nose, ear, skin)
function better?" in written.

The individual results of the preliminary tests éahown the followings:

- The representation of the organs of sense (theidgawof the tongue, eye,
nose, ear, and skin) was quite accurate.

The majority (22 children = 88%) have made drawiimgwhich the form
and dimensions of the organ were almost naturah(thie exception of the skin)
and included the outstanding details of the extest@pe (unevenness of the
auricle and the internal channel of the ear, tharile with hair, the tongue with its
gustatory papilla, the eye with lashes and broisand pupil).

Only few children (1-6 pupils = 1-24%) denominasadentifically correct
the components of the drawn organs (e.g. the auriichildren; gustatory papilla - 4
children; ocular globe - 1child; pupil - 6 childreris - 2 children).
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- The majority (22-88%) used the colors red and yeflor their drawings of the
organs of sense as close to natural as possibt®(o$e, not with the eye).

- All the children have answered correctly but inctetg with respect to the
function that the represented organ fulfils.

- All the children have given at least one solutioritte way we help the organs
of sense function better.

The individual preliminary tests were discusseérafards by groups of 3-4
children (Barna et al, 1998). The drawings andtemitanswers were completed by
each member of the group. These discussions hamensthat the children had
sufficient knowledge in order to be able to go omew subjects linked with the
structure of the organs of sense, that would faodithe understanding of their
functions.

It is worth mentioning that through the drawintdpg children have visualized
in a perceptible way the hidden aspects of thega®of thinking, and through the
discussions within the group they have verbalizeeirtown thoughts. In the
atmosphere of true ,workshop" that was establishidin the class, the children
could work interactively, taking advantage of thieass’ thinking.

By using moldings, sketches, dias, magnifying ggasand the drawing on
the blackboard (depending on every organ of senke),children, led by the
teacher, have completed the form and sometimes #heestructure (as was the
case of the skin) of the organs of sense. Evergtitative element was linked to its
function the very moment it was studied. The sdpaeaching of the components,
followed by the presentation of the function (as cafortunately still be seen in
the manuals for normal schools as well) does nipt theither the mentally disabled
children, nor the normal ones understand and ligese things.

Conclusions

The educational objectives of the lessons includetie part "The Human
Senses" referred to help the children become cousobf the need to keep the
integrity, hygiene and health of the organs of serQuestion No. 3 of the
preliminary tests has informed upon the knowledfi¢he pupils in this respect.
The children in the Auxiliary School Bistai generally come from poor social
categories. But, up to the"8grade, due to living in the boarding school and
therefore being constantly supervised, they haeentd and they also apply a
series of hygiene rules. These rules have beewweby the children after the
group discussions and completed on the prelimitests. Even so, it is important
to form convictions about behavior changes, thatseriously damage the organs
of sense and finally the individual's life (avoid@nof sharp objects, of some toxic
chemical substances, the cold and the fire, th& bit.). In order to do this, the
children have been presented with day-to-day sitngt real-life facts, examples
from school and stories in which the results of samcontrolled, evil deeds upon
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the organism on the whole have been shown. Invthig the children have been
actively implicated in the problems of the worldand them, and thus helped to
find the relevance of the learned things for thdwese

The active learning allowed the children to linkat they have learned to
their own experiences, to compare them with otlaetsf to analyze causes, to
establish consequences, to imagine solutions ferpitoblems set. The lessons
taught this way determined the children to obtaéttdy results in Biology. The
average mark for the module "The Organs of Sense&'812 (out of 10), whereas
for the module "Nutritional Functions", where thaditional method has been
applied, the average mark was 7,26. The atmospheated in the classrooms was
less tense. The children were more spontaneous, gagicipation in the course
taught more active. Even introverted, shy childreent along, starting to trust
more in their own forces, due to the immediate sssmbtained and which is very
important for the mentally disabled, who disarmilgawhen confronted with
tougher situations.

As shown by the above, the preliminary tests hamportant functions
within active learning. It's also well known thateey mentally disabled child has
his own behavioral plasticity and specific resoaréer learning which must be
efficiently used (Preda, 1998). The preliminarjtteslue depends on the way they
are exploited, as well as on the way they are dwaduin the didactical strategies
projected for an active learning.
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MAIN ISSUES IN THE PROBLEM SOLVING
METHODOLOGY AT CHEMISTRY

MUSATA BOCOS', RODICA GAINAR? VICTOR BOCO§?

RESUME. Cet article est centré sur la méthodique de lalutisn des
problémes au chimie, qui est en fait une activithatique avec certes et
importantes valences formatives et informativesesiien évidence des le
début. L'attention des auteurs est focalisée vessétapes méthodiques
concernant la résolution de problémes au chimiajelmiére étape -celle
d'analyse et d'interprétation du point de vue chimai du résultat obtenu et
d'extraction des conclusions- a été détaillée, tétlamné le role formatif
exceptionnel de cette étape.

In the vision of traditional didactic, the conceyft"problem" has had the
meaning of an exercise for applying a series ofltadge, notions, methods, rules,
laws and principles which were previously assiretaby the scholars. On the
other hand, in opposition with this conception, thedern didactic stressed the fact
that the activity of problem solving is not at #lle same thing with the simple
application of some structural content's elementeven of some methodological
procedures already known by the pupils. Moreoberjdea of a strong implication of
euristic approaches, learning by discovery, pefsmfkections, problematizations
and even creativity elements in the problem solaativity is now supported.

The particular character of the chemistry - thpegknental one - makes
possible to be also solved both practical and #taxad-practical problems, which
in turn have important formative valences.

From a methodological point of view, the probleotving activity could
be very well integrated in various forms of orgatian of the instructive-
educative activity, as follows:

. in the activities taking place in the classroomss¢hool);

. in the activities taking place in the school, but in the classroom:
debating circle of chemistry, consultations, meiites, games and
competitions;

. in the activities that don’t occur in the scho@elchemistry camps and
Olympiads;
. in the homework (being considerate as forms of miggdion of the

instructive-educative activity).

! "Babey-Bolyai" University, Cluj-Napoca
2 Telecommunications High School, Cluj-Napoca
% Research Institute for Analytical Instrumentati@iyj-Napoca
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From an organizational perspective, the problelvess - the pupils - may
work in the classroom either frontal or individyalith or without support points
from the teacher), or in groups (again, with orheiit support points from the
chemistry teacher).

The educational goals of problem solving

The requirements existent now in our modern spcite acquisitions
cumulated in the general didactic and in specidhdics fields and generally
speaking the acquisitions in the science field hdetermined a reconsideration of
the current status of the problem solving activitythe educational process and
consequently in the development of the pupils' qreaiity. Also, David P. Ausubel
and Floyd G. Robinson claimed, in their paper "bew®y in school. An introduction
in the pedagogical psychology"”, that the develogrneéthe problem solving skills
represents the primordial aim of the education.

In the study of chemistry, as well as it is theecéor other disciplines, the
problem solving activity have as a target both faive and informative objectives;
some of them will be summarized below. For an &ffegroblem solving activity, it
is of paramount importance that both the person mtopose the problem (the
teacher) and the persons who will solve that prallie pupils) be very aware of
the educational objective to be achieved, objedtied have to be operationalized.

Formative objectives:

. development of the capacity to effect intra- anderidisciplinary
correlations;

. development of the capacity to realize the tranaféhe knowledge;

. development of the capacity to emit hypothesistancerify them;

. development of the thought operations (analysisth®sis, comparison,
abstractization, generalization, materializatian)et

. development of the divergent, imaginative, critid @reative thought;

. development of the creative spirit and creativity;

. development of the experimental spirit;

. development of the will, perseverance and trugh@ir own forces at
the pupils;

. stimulation of the pupils' initiative and their maition for the study of

chemistry by solving problems related to day-to-lity
Informative objectives:

. the acquisition/discovery of new knowledge, intalet and/or practical
skills and abilities;

. the enrichment of the knowledge, intelectual angactical skills and
abilities;
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. the productive-creative or reproductive settlemehtthe knowledge,
intelectual and/or practical skills and abilities;

. the revision and strengthening of the knowledgéel@éatual and/or
practical skills and abilities;

. the application (productive-creative or reproduefiof the knowledge,

intelectual and/or practical skills and abilities.

Methodological issuesin problem solving at chemistry

Usually, the pupils' involvement in the problentveog activity is made in
a step-by-step way, starting from low difficultyvéd problems towards higher
difficulty level ones. Thus, this graded approatlhie cognitive and practical tasks
will allow the reach higher and higher abstract@atand generalization levels by
the pupils, levels which are able to ensure thdizag@on of a progressive
intelectual and practical-actional training.

The following considerations refer to the speci§ituations when the
chemistry problem is solved by the pupils under tischer's guidance, in the
classroom and frontally. From the methodologicainpof view, the chemistry
problems solving go through a series of steps #fratady were described and
illustrated in the literature (M. Bogp1998; F. Ciomg and M. Bocg, 2000). We
propose here to give a detailed description of lH® methodological step in
chemistry problem solving, which is themnalysis and interpretation from the
chemical point of view of the result foyndst because of its extremely important
formative role. However, in the practical situasoof the instruction at chemistry
one can observe very often that this step is negleand even ignored, as the
teachers limit themselves only to a simple mathaalesolving of the problem.

In the frontal solving of the chemistry probleroag should be emphasized
the activation of the pupils in the achievementeath stepunderstanding the
problem's enunciation(by its repetition, maybe in another proper forthg
identification of the chemical phenomenon and cleainparameters which are
related to the problem; the elucidation of the pwaters implied; writing of the
known and unknown dates on the blackboasd)ting-up a solving platthe pupils
will be asked to find their own solving variantBeh the teacher will lead them
towards the optimal variantlhe application of the solving plaafter the best
solving variant was established, a pupil will sothe problem at the blackboard,
and the others will do it on their notebook, untter guidance of the teacher; the
teacher will also engage the entire class in tlodlpm solving). To accomplish the
step ofanalysis and interpretation from a chemical poiritview of the result
found plus extraction of the appropriate conclusioasd to ensure the formative
character of this step, there are many methodabgicssibilities that imply: the
nature of the problem; the main operational objectihich is to be accomplished
by solving the problem; the pupils' preparationeleat chemistry; pupils' interest
and so forth.
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At this point we will submit several methodolodigmssibilities for the
analyze and interpretation, from a chemical poihtview, of the chemistry
problem result and also we'll suggest some conerayes for working.

1. The verification of the correctness (intuitivefarmal) both for the solving
procedure and for the result obtainettis operation could be effected in many
ways, as described below.

1.a) The verification of the correctness for thivieg proceduranay imply:

1.a.1) The resume of all solving steps uggdsimple repetition, by
changing the steps' order or their group togetbielly repetition

only for the most sensitive steps in the probleiaisg.

1.a.2) The analysis of the alternative ways to esdhe problem,
found by the pupils.

Example: In the problems about mixed solutions, if in gm@blem solving
the rectangle rule was used, the result obtained b easily
verified by using the logical (with the mathematiegparatus)
solving.

1.a.3) The comparison of the formulas-based solwitly logical-
based (by using the mathematical apparatus) solving

Example: Problems that request finding of the concentra¢mocentual and
molar) for a solution may be solved either with fbemulas for
that concentrations or by using the simple threthemaatical rule.

1.b) The verification of the correctness for theule obtainedmay imply
the following:

1.b.1) From the logical point of viewthe result must be plausible
and to posses logical arguments.

Examples:

- the concentration of an agueous solution willéase when solvate is
added and will decrease when water is added;

- when we are working with chemical reactions whitetve an efficiency
below 100%, then the amounts for the reaction prtedoave to be
smaller than the stoechiometric corresponding anspun

- at the chemical reactions which have an effigidmelow 100%, the amounts
of reactant compounds must be larger than the lsim®etric ones;

- the rate of a chemical reaction with catalysesta be sensible greater than
the rate of the same chemical reaction withowgpexific catalyst etc.

1.b.2) From the chemical point of vievihe result is to be analyzed
from the perspective of the internal logical vahdchemistry; that
result cannot bring any conclusion which are in asifion with
any scientific knowledge, relations, rules and gptes generally
accepted in chemistry. In fact, it is always a gm®h to check (of
course, when it is possible) the result obtaineeffgcting chemical
experiments, so by using the experimental approach.

Examples:
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the density value obtained from calculations Wil compared with the

measured value (obtained with the densimeter);

the value of pH obtained from calculations witt lsompared with the

measured value (obtained with the pH paper or avjthl-meter);

the calculated excess of an acid or a base imemical reaction of

neutralization can be verified by mixing the amasuribund
theoretically and then by measuring the pH, or digireg an acido-
basic indicator to the solution to identify the icwer of that solution;

it is possible to verify in the real world theospaneous character of a

chemical reaction;

the kind of a specific chemical reaction, anttgul by the pupils, can be

verified by making an experiment (chemical reaciamich generate
precipitates, which are effervescent, which suffetour changes,
which generate a reaction product that leave thesyetc.);

- choosing the optimal solution from the chemiaahpof view (for instance,

when the composition of a system in equilibriuntadculated, then
between the mathematical results it will be pickgdthe positive
result, so the reactant amounts at equilibriunestall be not larger
than the initial amounts);

- it is compulsory to ensure the validity of theukt from the chemical point

Example:

of view, in order to always have: positive amournitsubstances; a
positive and whole-number equivalent unsaturatiomiver and also a
whole-number for the for any problem requesting to determine the
molecular formula for an organic compound etc.

1.b.3) From the mathematical point of vievt is necessary to have a
correct mathematical apparatus (formulas, calcuistirelations).

The calculation of the variation in enthalpy &or exothermic reaction
should give us a negative value. It is interestingote that for some
processes this result can be experimentally veyifar instance when
sodium hydroxide is dissolved in water, or the beacan refer to the
already existing knowledge (for example, pupils wnthat by
dissolving sodium hydroxide in water the solutioacédme hot;
another suitable example is the combustion of metha

1.b.4) From the dimensional point of viewto obtain the final
result the units of measurement for all the paramsehave to be
respected, and finally the parameter calculatdtiérproblem must
be expressed in the right unit. If the measurenugrits will be

correctly written and all the transformations amne in a proper
way, then correct results will be consequently iolkt (for instance,
if a density is expressed in grams/milliliter, ahd volume in liters,
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then we must transform the volume in milliliters have a right
calculation).
Examples:

- by writing of all the measurement units for trerameters which enter in
the molar concentration formula it is possible teak the right
unit for that particular kind of concentration;

- by expressing the equilibrium constants in tightriunits (in the chemical
reactions with variation in the number of moles)lallow us to
obtain the right units for the equilibrium conswait, Ky, K,.

2. ldentification of the theoretical and practiagbplications for the elements
which form the structural content in the problem.
2.a) The identification of theoretical applicatiomsnsists usually in
taking account of the fact that the chemical reastused in the problem
are actually methods to obtain (in laboratory andustry) some classes
of chemicals or some specific chemical compoundgshat reactions
make reference to some physical and/or chemicalepies of the
chemical compounds.
2.b) The identification of practical applicatiomaplies the correlation of
the structural content's elements existing in tlablem with various
practical applications from different branches leéraistry and/or other
sciences (even if they are presented only by thiegsor itself, because
the pupils don't study yet or don't know anythibgut them) and with
various household, medicine or industry application
Examples:

- some solutions are well known by the pupils friiva house (like syrup,
brine, vinegar, tea, wine, copper sulfate solutiongdicine (iodine
tincture, glucose solution used in perfusions,phygsiological serum
- a 0.85% sodium chloride solution), industry (acidd bases
solutions);

- some chemical reactions which appear in probleivirgy have a clear
practical utility, which has to be emphasized, sashthe reaction of
saponification; alcoholic fermentation; acetic femtation; alcohol
oxidation with potassium dichromate (used to meashe alcohol
content in the drivers' blood); reactions that hage products
substances already known by the pupils (cellophawigacrylonitrile
PAN, polyvinylchloride PVC, glycerin trinitrate e}c

3. Realization of intra- and inter-disciplinary getationswill ensure the
development of the flexibility in the pupils' thdutgand in its operation, as well as
pupils' operationalization of knowledge, skills atllities.
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3.a) Intra-disciplinary correlationsconsist in building relations
between the structural content elements existinghé problem
with some knowledge the pupils' already get at dhEynclasses.

Example: When the representative compounds for a classhemicals are
studied, always will be reviewed the general elesgalid for that
specific chemical class (see also the theoretical practical
applications described at subchapter 2).

3.b) Inter-disciplinary correlationsconsist in establishing a
relationship between the structural content elemeristing in the

problem with some knowledge get from other disoipdi, such as
physics, biology, geography etc.

Examples of interdisciplinary correlations with gigs: Study of gases, study of
electrical sources, of electrolysis, of the sobmtand neutralization
heat etc.

Examples of interdisciplinary correlations with ligy: The photosynthesis process
(which represents a source for organic compounading from
inorganic ones); the role of proteins, carbohydrataed fats in the
living organism; the importance of the biochemjgaicesses for the
human body; the effects induced by various chemiiacal the
ecosystems etc.

Examples of interdisciplinary correlations with geaphy: The connection between
all the knowledge regarding oxides, salts and met#éh knowledge
about rocks, minerals and ores.

The activity that implies problem design, proposald solving is an
extremely complex activity, which have to be eféetin accordance with a series
of psycho-pedagogical and methodological requiréseoncerning:

. selection of the problems

. merging theoretical problems with the practical #mebretical-practical
ones

. problems' formulation (enunciation) in an attraetimanner for the
pupils

. problem solving together with the pupils, and igible verification of

the result obtained with an experiment.

The solving step is also subordinated to methayichb requirements, the
most important being the necessity of making a dabhgh analysis and
interpretation from the chemical point of view bktresults obtained; as a matter
of fact, this is definitely the stage having autiierformative valences for the
pupils and a great role in creativity development.
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POSTM ODERNISM AND THE POSTMETHOD CONDITION

ALINA PREDA

ABSTRACT. We live in postmodern times and the conventionacepts
used in language teaching up to now are no longetibnal and need to be
replaced in order to ensure the efficiency of #wching/learning process.
The utopic idea of an autotelic method, suitabiteafbteaching situations, is
counterproductive and needs to be abandoned. ©hereiny method or
strategy is to be seen as a starting point anddangdine in our teaching, not
as a monolith one cannot step away from if our wgrlconditions, our
beliefs or our experience require it. It is to laamted to the specific
circumstances we work in, as this is the only waat ttan guarantee its
efficiency. The purpose of this paper is to profie existence of the
postmethod condition and to establish whetherdeamines or integrates the
traditional and the modern methods, and whetheshedl attach to its rise
some radical restructuring tendency.

‘There is hardly a single field of intellectual exa/our which has not
been touched by the spectre of “the post-modelnlieaves traces in every
cultural discipline, from architecture to zoologtgking in on the way
biology, forestry, geography, history, law, litenae¢ and the arts in
general, medicine, politics, philosophy, sexualijpyd so on. Yet, this
amorphous thing remains ghostly--and for some, tiafor the simple
reason that the debate around the post-modern leagrnproperly been
engaged. The term itself hovers uncertainly in mostent writings
between--on the one hand--extremely complex aridullifphilosophical
senses, and--on the other--an extremely simplisédiation as a nihilistic,
cynical tendency in contemporary culture.’

Thomas Docherty

|. Introduction

‘Generally perceived as positivistic, technocentdnd rationalistic,
universal modernism has been identified with thiebén linear progress,
absolute truths, the rational planning of ideal isbcorders, and the
standardisation of knowledge and production.” Pagternism, by way of
contrast, privileges ‘heterogeneity and differerase liberative forces in the
redefinition of cultural discourse.” Fragmentatiandeterminacy, and intense
distrust of all universal or ‘totalising’ discourse... are the hallmark of
postmodernist thought.

David Harvey
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At the centre of all the discussions on the mogr@priate way to teach a
second/foreign language, there has always beertdhBnuous search for ever
new, innovative methods. Language teachers haver meased to assert their need
for a comprehensive method, suitable for every iptessituation of the language
learning process. As Nunan (1991, p.3) points gubting from Richards (1987),
in the history of language teaching there has adw@sen a manifest tendency ‘to
equate methodology with method’: ‘the history of puofession, in the last hundred
years has done much to support the impressionith@tovements in language
teaching will come about as a result of improvemméntthe quality of methods,
and that ultimately an effective language teaclirgghod will be developed.’

As a result of this permanent search for innowathethods, we are faced
with a proliferation of methods, and one might weni this is a proof of progress
or of regress, an advantage or a disadvantagedér to answer this question, one
must analyse not only the causes of their developmehich are more or less the
same, -- that is, closely linked to the realisatidrother methods’ weaknesses and
insufficiencies --- but also their effects, both timeory and practice. Such an
analysis will show, on the one hand, that those wlagn that one single set of
principles can ensure proper learning for all, rdigss of exterior circumstances,
are dangerously mistaken and, on the other haatinthsingle set of precepts can
be faithfully followed in the classroom.

Given this realisation, the focus has been, la@tyNunan (1991, p. 228)
points out, on activities and classroom tasks ‘ooast with what we know about
processes of second language acquisition’ and ¢gpiate for the dynamics of the
classroom itself.” This shift away from the peraep} theoretical area towards the
practical one, while a step forward, is not a défie solution. What we need is
neither an inflexible theorising position, nor arelg practical strategy that focuses
only on classroom tasks and disregards completeipethodological principles,
but a systematic, coherent framework, based orsrdam experience and relevant
to classroom reality, a framework that functionsaasarting point in teaching and
allows the teachers the flexibility and independetiney need.

This shift is a proof that language teaching hsslfi been influenced by
postmodernism, like all the other intellectual areand it mirrors the parallelism
between postmodernism and modernism and, respgctthe postmethod and the
method condition. Postmodernism seeks to displeeenbdernist tradition, to disrupt
all discursive boundaries, to obliterate the frensti and to question all models. The
postmethod condition seeks to displace the coromaiticoncept of method, to
obliterate the frontiers between different methoalsd to disrupt the boundaries
separating theory and practice, to question thieftiela perfect, universal method.

The purpose of this paper is to prove the exigteoicthe postmethod
condition and to establish whether it underminesntegrates the traditional and
the modern methods, and whether we shall attachtstorise some radical
restructuring tendency.

I1. Language Teaching Methods
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‘Every sunrise was fashionable once.’
Frank Kupner

Being aware of the fact that that there can beimgies method perfectly suited for
all situations does not mean that all the existimghods are entirely useless. All of
them have contributed to language teaching at one or another, served their
purpose due to their qualities, to a higher or lodegree, of course, depending on
their weaknesses. Each and every one of them mas galuable techniques and
principles, that work extremely well in certain feumlar circumstances. Although
what we need is to go beyond the concept of method, search for a kind of
‘melting pot’ that is to include the most valualplarts of all these methods, along
with a flexible strategy that should expand its le@ility and thus increase its
efficiency in all teaching situations, we need &mgim our analysis with individual
methods, in order to be able to answer the quedtiow did we come to be where
we are and not elsewhere?

Out of the different ways of classifying methode Wave selected for
discussion the ones proposed by Kumaravadivelurasgectively, Nunan, as they
seem to be the most relevant and coherent ones.

Kumaravadivelu (1994), assigns methods to thrdegoaies: language-
centred methods, learner-centred methods and tepogintred methods.

Language-centred methods (eapudiolingualism), are mainly concerned
with form and practice linguistic structures thraufprm-focused tasks meant to
help learners internalise the target language sydtearner-centred methods (e.qg.,
communicative methods), are concerned with both form and function,
communication being ensured through a selectiofunétion-focused activities.
Learning-centred methods (e.the natural approach) are concerned with relevant
communication, trying to offer the learners problpasing/solving activities and
take part in open-ended meaningful interaction.

Nunan (1991, p. 228) also classifies methodsthmee categories, according
to their belonging to a certain tradition: the gsylogical tradition, the humanistic
tradition and the second language acquisitiontteediNunan specifies that, although
there are ‘important differences between categogmbers’, his classification is
meant to ‘highlight essential similarities betwettye different methods in each
category’.

The psychological tradition comprises methods thase psychological
theories of learning which were not primarily commd with language learning
and teaching, but with the process of learningenegal. This is what differentiates the
methods included in the psychological traditi@udiolingualism and cognitive code
learning) from the ones developed within the second languaguisition tradition.
The methods included in the humanistic traditmm(munity language lear ning, the
dlent way andsuggestopedia), are primarily concerned with the affective amdlotional
factors and with the way in which they can infliefie., obstruct or facilitate) the learning
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process. The third methodological tradition idedifoy Nunan comprises methods based
on research and theory into first and second lgey@equisition, and on ‘empirical
research into language developmetitie(natural approach and the total physical
responsa). The learners’ affections and emotions are diyeiken into consideration by
these methods as well.

I11. The Postmethod Condition Between Myth and Reality

‘The most startling fact about postmodernism [is]total acceptance of the
ephemerality, fragmentation, discontinuity, and ¢heotic ... [Unlike modernism,] it
does not try to transcend it, counteract it, or rew® define the ‘eternal and
immutable’ elements that might lie within it. Postiernism swims, even wallows, in
the fragmentary and chaotic currents of chang8uch a breakdown of the temporal
order of things also gives rise to a peculiar traant of the past. Eschewing the idea
of progress, postmodernism abandons all sensestufrical continuity and memory,
while simultaneously developing an incredible apito plunder history and absorb
whatever it finds there as some aspect of the pteBestmodernist architecture, for
example takes bits and pieces from the past oelgeteally and mixes them together
at will.’

David Harvey

Method has been so far a means of explaining héevedagn language should be
taught; it was given authority and, therefore,averned the actual ‘staging'—that
is, the practical side of teaching. But, as thisved to be rather inefficient, the
focus shifted away from the concept of method, thet question is, what are we
focusing on now?

A good teacher can never say: ‘| know exactly wreah going to do.’, but
if s/lhe is self-conscious before, while and after &ctual teaching, s/he can say: ‘I
know exactly what | did and what else | should/douhve done’. During the actual
teaching situation, many things can happen that tia& teacher along unsuspected
paths, as teaching is a process of discovery, fnmegonception.

We have no doubts about the privilege and satisfastof teaching, or
about the potential of putting methods into pragtihus combining so richly and
intimately the world of theoretical ideas with theorld of practical reality.
However, we are aware of the fact that, during daskon, for each individual
class, the collaboration between teacher and stsidand the teaching experience
are somehow different. Therefore, whenever we teaehhave to think of the
students, to empathise with them, to be aware @f terception, representation
and conceptualisation, as this is the only way td&&nriching and perfecting the
teacher-student collaborative experience that leadfective teaching.

Whenever we teach we should ask ourselves theafiitpquestions:

* Which situation are we in?
* What are we, as teachers, to do in this situation?
* How should we do it?
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* How can we transmit the knowledge to the learner?

* What does the learner need to know?

* (What does the learner want to know?)

* How can the learner acquire what is to be known fand
how long

will s’lhe remember it?
¢+ What are the limits of her/his acquiring capaciyén it comes
to a specific item/function) ?

There are many factors and circumstances thainflrence our lessons

and their outcome, and should be taken into coreide:

¢ the students'

O age

number
level
motivation
interests
needs
personality
¢ heterogeneity/homogeneity

ST

¢ conditions of autonomy or necessary/forceful subiaisto a
strict curricula
+ facilities
¢ audio/video
¢ materials (textbooks)
¢ classroom layout, etc.

Due to the vast complexities and contradictiong twnstitute the essence of
teaching a foreign language, no method can evarurety or a stable structure that
fits every kind of teaching situation. Therefor@yamethod or strategy is to be
seen as a starting point and a guiding line inteaching, not as a monolith one
cannot step away from if our working conditionsy daeliefs or our experience
require it. It is to be adapted to the specificeinstances we work in, as this is the
only way that can guarantee its efficiency. Ourt@nconcerns, as teachers,
should be flexibility and adaptability, as effeetess rises out of appropriacy to a
particular teaching situation.

Although each method has tried to incorporatettadl practical realities,
these are, actually, inaccessible as a whole gack particular situation manifests
itself as a continual re-arrangement of factors amgtumstances. In these
conditions, one method is not enough; in orderrnsuee efficiency, one needs a
number of variations to be applied according to thspective circumstances.
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Instead of defending the value and quality of emelthod as a whole, one should
take the best out of each of them and design ametivod (i.e. a complex of methods
or a strategy), more open, varied, diversified, anoomplete and functional. This
would be a sincretic, intertextual method, the ltesfi the coalescence of many
directions in the ELT tradition. This repatternioigteaching methods manifests itself
as resistance to essentialisation, which is chenstit of postmodernism. Due to the
profound uncertainty of the practical teachingatitun, caused by the absence of fixed
points of reference, the various existing methamth Bhape and undermine, demolish
as they build, as none of them can work as longheg are limited by sets of
principles, techniques, etc. They could work omlyhey were able to grasp the real
context, the existing realities, if they were erpkary schemes for the interpenetration of
theory and practice, thus taking different formd aanting as a counter to imperfection,
imperfection that characterises all the existinghods. A new conceptual tool is needed,
and we could call it for now ‘the postmodern methtidlequires a new perspective, and
is the result of a transformation, a progressiap lato the future and, at the same time a
return to a new beginning, being rather a restordtian a revolution.

The postmodern method is not fundamentally disiom any of the older ones, it
is neither new, nor new-born, because even thasbdes who believed that they were
using only one method, blindly following its priplgs, without making the smallest step
outside the path, were actually bringing into tiegiching whatever things they and their
learners needed in order to make things work, dixsar of the fact that they were not
mentioned among the principles of that specificuoeit And there were many others who
were actually using one of the postmodern methealmnts, without even realising fit,
while still looking for that utopic guidance theig ot really need. How long will it be until
teachers are finally struck by the revelation efrthbility to practically create an effective
method, by the realisation ththeyare the only ones who can achieve that, astbaly
know what their learners need and what can beedffew them, in those particular
situations? It is not always theory that leadsréatize, but sometimes practice can help in
the creation of theories, especially in such d,fietsentially practical, as teaching.

To speak about the postmodern method is to tledtss condition of
possibility by enumerating changes and modificatitimat occurred in the various
methods which have contributed to its formatione@f the main features of the
postmodern method is an immense dilation of itespha transcendence of any stable
set of principles and techniques, a decenterinetentre, as no method is central,
because they have all coalesced into a new onehvdainnot be the centre itself,
being rather a nucleus formed by all the decenfragments. The latter have a
semiautonomous nature, and relatively independaits tor features, but neither of
them is uniquely privileged, although each and ywere of them can become, for
a while, the centre again, thus recovering its umiteed status.

The postmodern method pays attention to all thdlsskio those
undeveloped or underdeveloped by previously appiiethods, thus being more
comprehensive than any of them. It is not a trdwmethod, but a functional one,
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comprising the best suited principles of all theess. Its emergence is both a break
and a continuity, because the postmodern methodoisa certain extent, a
continuation and a development of each of the nusthmelonging to the modern
language teaching tradition. The postmodern meikoable to welcome all the
previously devised methods, proposing modificatiorewvorking and rewriting
principles and techniques, and co-ordinating thérma new framework, capable
of functioning effectively in any conceivable sitiwm. However, it is merely a
theoretical devise, and only practice can give araething a little more decisive
than a conceptual framework; it is mainly basedtlom teacher’s selection and
rejection of principles and techniques, thus we may that the teacher is the
authority here, not the method; s/he is the ontofathe unique element, able to
endow the postmodern method with efficiency incaltumstances.

V. Alternative Method Versus Alternative to Method

‘The work of the avant-garde used to legitimiselftprecisely by being
untimely and incomprehensible, a challenge to hjsémd to reason. The work of
the avant-garde had to be proposed by one who waelsow in advance of her
or his own historical moment. The work producededetomprehension, in the
sense that it defies the possibility of being adaied into and under the
governing philosophical rubric or ideology of itoment of production. It cannot
be easily ‘translated’ into the terms and categsrié the already known.’

Thomas Docherty

‘The modernist assumes that it is possible to gem®m Becoming to
Being; the post-modernist believes that any suchenisvalways necessarily
premature and unwarranted.’
Thomas Docherty

A debate on the conventional concept of methodtdwsby TESOL Quarterly
(1994/1995), illustrates the growing concern fog foture of language teaching,
and the emergence of the so much needed concepilabble to ensure the
desired efficiency of the teaching/learning proceldsmaravadivelu’s article,
entitted "The Postmethod Condition: (E)merging Strategies Second/Foreign
Language Teaching'was considered ‘enlightening as well as provokioygDilin
Liu, who provided a critical reading of the articldu undertakes the defence of
the conventional notion of method, and refusesctmawledge that we are faced
with what Kumaravadivelu calls ‘the postmethod dtiod’. Liu (1995) believes
that it would be wrong to give up the search fothods, because they cannot be
replaced by a strategic framework like the one psepd by Kumaravadivelu. In his
article, "Alternative to" or "Addition to" Method?"Liu sustains that ‘these
methods are invaluable because good teachers bzt 8 best method for the
specific situation’ and further argues that ‘[tlne@blems we have are not with the
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methods but with those who use the methods in tlemgvplace and at the wrong
time.” While we completely agree with the fact titas the teacher’s role and duty
to select whatever suits best the actual classreibmation, we realise that no
existing method fits perfectly practical situatipasd therefore what we need is
not one single method, but something else, thatildhaffer independence, allow
for flexibility, and be functional, coherent andfieent. This is exactly what
Kumaravadivelu tries to show, by emphasising thetmppethod condition which
‘creates the need for an open-ended, coherent Wvarke based on current
theoretical, empirical, and pedagogic insights thall activate and develop
teacher’s sense of plausibility and create a sehggerested involvement.’(1994,
p. 44) The greatest advantage of this positiomas it focuses neither on theory,
nor on practice, in an exclusive way, but on theesultingfrom practice, a much
more appropriate direction than the conventionat, deading from theory to
practice. At a closer study we cannot help notidinat this really is the logical
direction, as all the external factors, specificeich particular case, can only be
known by the practitioner, and thus given the praqmnsideration, so as to ensure
the desired efficiency of the teaching process.hiithe postmethod condition
teachers are given the opportunity not only to seofrom a limited range of
methods, principles, techniques, but to actuallyise their own ‘alternative to
method, [...Jinformed by principled pragmatism’ 849 p. 27)

However, the fact that some scholars refuse to@eledge the existence
of the postmethod condition is not surprising, lbseapeople have always been
reluctant to change, and new ideas repeatedly s$tguhtd careful scrutiny before
being, finally, accepted. It is, indeed, very ditfit for those who strongly believe
in the conventional concept of method, so cleadgighed and delineated, to get
accustomed to the idea of a flexible, open-endaahdémvork, which does not claim
to be a ‘universal’ conceptual tool, appropriatedth possible circumstances, but a
‘melting pot’ of all the methods, resulted from@ess of fragmentation, followed
by an eclectic mixture , meant to trace out thetingef all methods, regardless of
the tradition they belong to. This methodologictkmmpt to frame the language
teaching instruments in a new form, consisting afobne, but of many different
traditions, directions, methods and having as #rakpoint of view one that comes
from the practical area is, for such people, hardrtderstand, let alone accept and
put into practice.

This state of facts is entirely natural within thestmodern context, as
postmodernism is characterised by pluralism, asm bf expressing, not denying
totality, but a totality obtained through the remmgsation of all the elements, from
a different, unifying perspective, in diversity.

Kumaravadivelu (1994, p. 28), considers that ‘thetmethod condition’ is
a result of the growing awareness that ‘as longvasare caught in the web of
method, we will continue to get entangled in anndiieg search for an unavailable
solution’. The research perspective outlined by Krawadivelu stems from a
redefinition of the conventional relationship betmeheory and practice, between

88



POSTMODERNISM AND THE POSTMETHOD CONDITION

centre and periphery: ‘If the conventional conocafpimethod entitles theorisers to
construct knowledge-oriented theories of pedagdfe, postmethod condition

empowers practitioners to construct classroom-tegbtheories of practice.” This

is a process of decentering specific to postmoderniand characterised by the
migration of the marginalised from the peripheryhe centre.

Kumaravadivelu assigns to the postmethod conditibnee major
characteristics, closely interrelated. Firstly, daethe impossibility to apply any
method in its pure form, we are to search for ‘deraative method rather than an
alternative to method’(1994, p. 29).

Secondly, the authority of theorisers is to be leimgled and given to
practitioners, in an attempt to promote teacherrauny by ‘enabling and
empowering teachers to theorise from their practicd practise what they have
theorised’: ‘The postmethod condition recognises tachers’ potential to know
not only how to teach but also how to act autonashowithin the academic and
administrative constraints imposed by institutionisrricula and textbooks. It also
promotes the ability of teachers to know how toedep a reflective approach to
their own teaching, how to analyse and evaluate thven teaching practice, how
to initiate change in their classroom, and how tonitor the effects of such
changes (Richards,1991:Wallace, 1991)'(Kumaravadj\i©94, p. 30)

Thirdly, the postmethod condition requires us taraton eclecticism, as it
is inefficient and likely to ‘[degenerate] into amsystematic, unprincipled and
uncritical pedagogy because teachers with vere [gtofessional preparation to be
eclectic in a principled way have little option hatrandomly put together a package
of techniques from various methods and label gati (Kumaravadivelu, 1994, p.
30). The alternative to method is to be informed‘gnncipled pragmatism’ which
‘focuses on how classroom learning can be shapgdianaged by teachers as a result
of informed and critical appraisal’, and which danfollowed by developing a ‘sense
of plausibility’ and ‘a sense of interested invahant’ (Kumaravadivelu, 1994, p. 31).
As a result, teachers will not wait for solutiorsring from theorisers anymore, but
try to devise one themselves, using what Kumarsaehdicalls ‘a strategic framework
for L2 teaching’ (1994, p.31), that is to be regardnot as a dogma for uncritical
acceptance but as an option for critical appraisdight of new and expanding
experience and experimentation in L2 learning eadhing.’ (1994, p. 32).

The strategic framework comprises macrostrategiesje operational in
practice by microstrategies: ‘Macrostrategies aemegal plans derived from
theoretical, empirical, and pedagogical knowledgjated to L2 learning/teaching.’
and function as ‘broad guideline[s], based on whighchers can generate their
own situation-specific, need-based microstrategiesclassroom techniques’ (1994, p.
32). These macrostrategies are neither ‘constrdigetie underlying assumptions of
any one specific theory of language, learning, &aething’ nor ‘conditioned by a
single set of theoretical principles or classroamcepdures associated with any one
particular method’ (1994,p. 32),that is, they dneory neutral’ and ‘method neutral’.
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The ten macrostrategies devised by KumaravadivEd94,p.32), are the
following:

a). maximise learning opportunities
b). facilitate negotiated interaction
). minimise perceptual mismatches
d). activate intuitive heuristics

e). foster language awareness

f). contextualise linguistic input
g).integrate language skills

h). promote learner autonomy

i). raise cultural consciousness

j). ensure social relevance

We strongly support Kumaravadivelu’'s search famracfional conceptual tool
for the language teaching process and, althoughnderstand Liu’s concern with the
reality and necessity of methods, without whiclcheas cease to work and plan their
work in a systematic, organised way, we believa #amaravadivelu's strategic
framework is in perfect consonance with what wdedathe postmodern method.
Therefore, it not only can, but should be acceptsda replacement for the
conventional notion of method, as it is the mogtrapriate teaching device to be
employed, given the postmodern times we live im, #re postmethod condition we
are faced with.

V. Conclusion

‘I would say that we have to distinguish betweeeaarof consciousness
which are genuinely open to recognition of realiaipns (thus allowing some real
possibility of choice) and these different real gsres in which people are truly
conscious of the determinations of their livedT]here are disciplines...[which]
exert a control on people based not so much upaitip® assent as upon the
absence of immediate alternatives.’

Raymond Williams

We live in postmodern times and, whether we ar@amed to face it or not, the
conventional concepts used in language teachingtoumow are no longer
functional and need to be replaced in order to mnghe efficiency of the
teaching/learning process. The utopic idea of antalic method, suitable for all
teaching situations, is counterproductive and néette abandoned.

The realisation that the notion of method gives tmoch emphasis to
technicalities, thus losing sight of what reallyppans in the classroom, and
prevents teachers from coping with the divergealitse has led us to a redefinition
of methodological concepts.

90



POSTMODERNISM AND THE POSTMETHOD CONDITION

Whether we call it the postmodern method, or agrmétive to method, the
strategic framework is a ‘modus operandi’, a modlestaging that ensures the
simultaneity of the mutually exclusive theory andagiice, a fundamental
achievement, as practice without theory remainstgmpd theory without practice
remains diffuse.

The strategic framework constitutes itself as awnsdt of methods,
characterised by two main features:

¢ synthetic genericity, (meaning imitation and transformation of a

model), as it stands in relation to the anteriothods functioning as
models, but it constructs its own generic model

¢ analytical genericity, (meaning conformity to and deviation from a

model), as it reproduces, but also deviates fraaraber of norms

Due to these two characteristics which institugpecific way of functioning
in the given specific situations, the strategiarfeavork recognises the interaction
of a multiplicity of factors and is, therefore, cprahensive enough to serve as a
functional instrument for all imaginable situaticsfdanguage teaching.
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A STUDY OF DIFFERENTIATION AND ITS IMPLICATIONS
IN IMPROVING CLASSROOM ACHIEVEMENT

ADINA GLAVA and CATALIN GLAVA

ZUSAMMENFASSUNG. Ein Studium Uber die unterschiedlchen
Behandlung und ihre Implikationen in der Schulleistingsverbesserung.
Die folgende Diskussion uber die unterschiedlichehdahdlung hat die
Abstammung in der praktischen Erfahrung, die widém rumanischen und
englischen speziellen Schulen erwerbt haben unddedsit Uber die
Allgemeinschulen aus weil die Zentrierung auf die s@®&leren
Lehrnenbediirfnisse die Verbesserungsmoglichkeitgnudterrichts — und
Lehrnenmethodologie, der alle Schiler sich zu @efe hervorheben kann.
Der Unterschiedlichebehandlungsbegriff wird defingein und es wird eine
vergleichende Analyse, die die unterschiedlicheiNdés Herausgehens des
Unterschiedsproblems in Rumanien und Gross Briggnauszeichen wird,
gemacht. Uberdies werden wir ein verandertes Matéellunterschiedlichen
Behandlung das auf Klaus Wedells und John Visséesorle Uber die
individuellen Lehrnenstrategien die auf die Verbagsg der Schulleistung
jedes Schiilers zielen, sich grundet, schildern.

Introduction

Questions like: "Why pupils sometimes fail to &t How do the pupils
learn? How should | present this subject in orderbé sure that it reached
everyone’s understanding? Which is the key foraessful teaching/learning?" —
appear in every teacher's mind all over the woflde answers to these questions
are obviously not expected to give recipes for alitptive teaching and learning,
as teaching is a craft rather then a science. @eeryears teaching has known
different approaches focused on certain variablébeteaching-learning process.
In the last decade the effective classroom teadBistrongly related with the issue
of differentiation. This is consequential to thadking process’ response to diverse
educational needs of pupils.

The following discussion about differentiation ginates from practical
insights that we gained in special schools andxiengled in the mainstream
because the focus on learning difficulties can I possibilities for improving
teaching and learning methodologies on the beatétl children, everyone having
particular learning needs. It is in this regardt te notion of differentiation will
be defined and a comparative analysis will be mademphasize the different
nature of approaches to the use of differentiatitoRomanian and British school
system. In addition to it, a model of differentistiwill be suggested. The discussion
will culminate in possible implications for teachentending to use differentiation
as a model to improve the school achievement af phuils.
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The necessity of differentiation

The necessity for a differentiated work was reslizvhen we conducted a
research in 1995/1996 in mainstream schools froomdtia — Cluj-Napoca. The
research tried to probe into how the pupils leagmeeds differ. Our subsequent
experience as teachers in a special school for rateleand severe learning
difficulties, again, confirmed this need for difémtiated approaches in teaching.
Every child there could be seen in terms of hatimge kinds of needs:

Individual needs arising because of peculiarities of individuahwdcteristics;

Exceptional needs arising from characteristics shared by some,: e.g.
dysgraphia, high musical abilities for Down Syndeoases;

Common needsarising from characteristics shared by all, eegaptional
need to belong and feel related.

In Romania the special schools for learning difties work generally
with a specific curriculum, having requirementsttban’t strictly follow those of
national curriculum. However, our experience in emaking cognitive therapy at
the secondary level in special school, with pupaded 14 — 16, showed us that not
all the pupils are able to cope with the requiretmen this specific curriculum and
the objectives of education are not fulfilled ireew pupil’s case. In fact, every one
of our pupils represents an individual case.

In the above context we recognize the variety opilpfactors in our
classes, the necessity for differentiated teachimjlearning experiences becoming
obvious. But not the defect and the difficulty hawebecome the key defining
aspect of provision in terms of what is different additional to mainstream
provision. Differentiation has to be addressed ifteint kinds of educational
needs from those that make everyone different amdue to exceptional and
common needs. In our opinion, the best way of tihiglabout differentiation in the
context we described is considering pupil’'s perfigphas a make-up of special and
common needs asking for certain teaching and legrapproaches in order to
achieve the same educational aims.

The visit to a large number of schools in Engldrale given us the
opportunity to study the manner in which teachimgcpss follows the National
Curriculum requirements. The recent revision of ibf&l Curriculum includes
implicit encouragement towards the idea for teazloématching their teaching to
the level of their pupils achievement, whateveirthge. With all the pressure that
have been placed on teachers by the Key Stagesrammunts, League Table,
GCSE examinations, schools consider the educatimeedls of their students and
differentiation is applied to a wide range of agpecontent, interests, pace, level,
access, response, structure, teaching style, groaping.

In a Brief Paper on the Future of special needsa&tibn for the National
Commission on Education in 1993, Wedell emphasibes: "An educational
system which claims to meet the learning needdl ahédren and young people,
surely has to be predicated on the fact that theyddferent. The correspondingly
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obvious point is that an educational system whiktints that all pupils have an
entittement to the "broad and balanced" curriculpmomoted by the 1988
Educational Act, has to be designed to meet thisrdity of learning needs". (21)

Different approaches to differentiation

In her original critique of differentiation, Susatart describes three stages
for the development of the understanding of pulgidsning needs. Thiirst stage
was recognizing the link between the difficultiegoerienced by some pupils and
the context and opportunities provided for thefrieng. The consequence was the
trying for a better match between the demands @ftélsk and children’s existing
knowledge and skills. Theecond stagdighlighted the limitations of trying to
adapt the tasks to meet special learning needsteaching decisions for the rest
of the class has been made. It emphasizes thahdea adapting the curriculum
an account of the needs of all learners had t@kentat the point of planning, not
as an afterthought. Ththird stageled to the realization that the alternative
approaches needed to enhance learning for childitnspecial needs could be
equally beneficial to all other children as well.

Differentiation has been interpreted and defimed variety of ways during
these stages. Some of the major approaches afieltveing:

"The streaming of pupils according to abilitiesa¢ely, 1970)

"The process by which curriculum objectives, t@agimethods, assessment
methods, resources and learning activities arengldutio cater for the needs of the
individual pupils" (NCC, 1991)

"The matching of the work to the abilities of thelividual children, so
that they are stretched, but still achieve succ@¢€C, 1993)

"The provision of separate schooling for pupilghmparticular abilities"
(Norwich, 1990)

The definitions listed above offer contrasting wse and points of
emphasis. They mainly reflect the assumption tifégréntiation is about meeting
every child’s individual learning needs as deteediby their abilities, so that each
one can share the same curriculum, usually indheesschool.

However it can be opined that the process of diffeation should be seen
in the context of group learning, with emphasigenuliar needs of individuals.

Differentiation — an analysis on the basis of persa understanding

The elements that should meet in a definition &&deéntiation are the ones
that give a complete view to the process of teachand learning. The
representationbelow is intended to express these factors antirttezrelation
between them.

! Based on Klaus Wedell, materials presented toctivderence "Making Inclusive Education
Ordinary" at University of Birmingham, 1997
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Figure 2 v

Teaching
approaches
to meet
individual
learning
needs

V
/ Varieties of
// pupils grouping
and location
for learning

Types and levels of
pedagogical expertise

Based on Klaus Wedell's diagram on inclusion

The most important factor in this model is repreésédrby the beneficiaries
of the system, the pupils, characterized by a ditseiof particular needs. This is
the vertical dimension in Figure 1. Pupils’ divéyss a variable which influences
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the whole teaching process and "it is an assegnaluring source of uncertainty
and thus the driving force behind innovation, gfowt knowledge and progress"
(Skrtic, 1991).

In the vertical plane (1), the first correlatios that between educational
system and pupils. In the educational system ahildire allocated to schools and
to classes within them. Educational system staoim fthe assumption that all the
children are thought in groups. And this assumpisovery important for a correct
definition of differentiation.

The second vertical dimension (2) of the modetnds to make the point
that the realization of the various curriculum golaas to be conceived in terms of
particular learning needs of individual pupils.

The horizontal plane (a) shows that the groupihgupils should not be
fixed and the curriculum goals and their relevaimegupils’ characteristics should
determine the composition of groups.

The third vertical plane (3) describes the retati@tween the diversity of
pupils whose outcomes have to match curricular asgbssment specifications.
"Differentiation should not lead to separate objes' (Moore, 1992). The
requirements for different levels of assessmentteesame for all the pupils. What
is variable is the way different pupils reach them.

If an educational system accepts the ownershihisfdiversity of pupils,
while it also accepts that the aims of educatiom tie same for all, teaching
approaches have to start from the learning dempretented by both pupils and
curriculum.

The second horizontal plane (b) shows the relatietween curriculum
requirements and different levels assessment aseb rihe discussion of the
necessary delimitation between the curriculum leartasks. This is an idea to be
kept in mind during the planning of differentiatedrk.

The matrix, Figure 2, shows three main ways incivhihe educational
system might meet pupils diversity.

e teaching approaches to meet individual learninglaee

» the nature and level of pedagogical expertise redup support pupils

progress

» the grouping of pupils and location where learreikes place

The vertical dimension includes teaching approachkiesh relate to the
reconceptualization of curriculum content in orttematch pupil’s learning abilities.
In addition, this relates to teacher’'s tasks toammglke pupil's motivation for
learning, as well as his self- esteem and learsikil(s.

The horizontal dimension of the matrix refers e different levels and
kinds of pedagogical expertise required supporiigil’'s progress. Teaching
demands differ, for example, according to whethepils are faced with new
learning, consolidating learning through practiceextended learning. The teacher
will decide for the direct involvement in teaching for managing pupils learning
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mediated by other means. These may include indijcpaired or group learning,
support by teacher aids, and special support fritiarg@rofessional groups.

The third dimension of grouping and location dgamteracts particularly
with the second dimension of expertise and wilbdtém determine whether pupils’
learning is best carried out individually or inféifent sized groups. This is not
about the formal homogenous groups that can pravidea rough framework for
meeting individual needs. It is about a groupintedained by the learning needs
and the demands of the relevant aspects of thé&cglunm. The conclusion of this
discussion proves Visser's (1993) definition abditferentiation:

"The process whereby the teachers meet the needprdgress through the
curriculum by selecting appropriate teaching methdol match individual child’s
learning strategy within a group situation"

Visser argues that differentiation should not leensas an additional
activity in the lesson but as a permanent apprdacimg teaching process. Visser's
theory about differentiation emphasizes that "teashmainly teach groups, and
differentiation must be placed in the context, etreugh some individual teaching
may be necessary from time to time for particulgpi{s" (20)

The grouping of children is made on a variety attébrs based on
homogeneity such as: age, level of achievement, @k location of home. The
problem of course is that grouping based on homeigemvithin one variable is
likely to produce heterogeneity for others. Forragke, children with same 1Q
levels may be strong in one subject and weak inthemo The model of
differentiation we will describe in the followingnks therefor develops a new
approach to grouping the pupils inside the fornralugs. In fact, our model of
differentiation aims to explain about the way regments of the definition given
above can be put into practice.

Critical description of a model of differentiation

The key ideas that lead the model presented here a
« teachers teach groups but they are concernedndiidual progress;
< children’s differences are interesting forms ofgmiial collaboration, pupils
proving complementary skills for one another;
» differentiation should make children feel themsslas being equal in a group
where differences are encouraged and valued.

Learning through collaboration

Maximizing potential is central to the notion dfférentiation, and is the
aim of the intervention. It is not the differendetween students — these will show
themselves anyway. It is the difference betweenrgvestudent is now and where
he/she has the potential to be.
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Blagg argues that "the collaboration can help leanto reach their
potential”. He describes "potential" as: "the diffece between the actual mental
development level determined by independent proldeiding and the level of
potential development as determined through probialeing under adult guidance or
in collaboration with more capable peers"(Blaggd1)9

Indeed, collaboration helps learners to:

» develop their own thinking through communication
The importance of this aspect in the "zone of prati development” was
underlined by the eminent educationist Vygotsky videtieved that we can move
from " known to the unknown" only through talk.

* get support
The children can get support in different ways likeought and language
development, emotionally, motivation and encourag®mBarnes, Bruner and
Blagg, to quote a few, in their works have comprsiely dealt with the
importance of this aspect of collaboration.

» value their achievement
Another advantage of collaboration is that throuigbhildren can be helped to
ascribe specific roles and to own their achievement

Collaboration is a very useful tool in differentdtprocess of schooling.
Therefore, it requires good interactions betweepilpuEffective collaboration, in
our opinion, can be arranged either through graypimpaired tutoring.

Differentiation by structured group work

"Differentiation is aided by the flexible organimat of teaching groups"
(McCall, 1990; materials presented to a conferesfcelMI at the Queens Hotel,
Cheltenharf). This type of differentiation has been used alyefor a long time.
The approach of grouping is yet traditional, thitecion used being the level of
ability. This approach makes children suffering thkeeling, drop in self-esteem
and de-motivation which are common results of ltamga setting of pupils.

The organization of mixed ability groups avoidssthedangers and is a
good context for collaboration. It is about colledition between different styles
and strengths and not about hierarchy of abilit@ar experiences as teachers
proved us that a good approach would be for childee be in a group where
everybody is working towards a target, where evegyloas the opportunity to be a
helper and everyone the opportunity to be helped.

Moore (1992) mentions two context of grouping cteltt in the class and
at the school level, within the key stage or departt.

In the classroomearning through collaboration has many benefithé
grouping is made by appropriate criteria. Not ahly level of ability should be the
criterion for grouping pupils but rather a varietiyabilities should be the base for

% McCall quoted by Moore, J. (1992), Good Plannsithe Key, in Differentiation: Ways Forward,
NASEN, p.16
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constructing heterogeneous groups where all papésco-operating to produce a
well-defined end product. For example, every on¢hefstudents can be asked to
find information about smaller parts of a largebjeat. This structure allows all the
children to learn and share in the whole subjedtstvhnly being responsible for a
small part. Or, for example, a good observer togrethith a good descriptor and a
good writer in the same team will complete very Iwaeltask of evaluating for
instance the phenomenon of nature’s changes iradhemn. In such structure a
less able pupil can make an important contribufiorsolving a part of task in
accord with their capabilities without feeling theslves marginalized or less
important.

"Using a combination of structures which allow dnén to carry out a task
whilst being in a situation where they can give aadeive feedback from one
another enables them to achieve more then preyibu@icNamara, Moreton,
1997)

Good results can also be obtained through grougiribeschool levelln
our teaching experience we came across fruitfubtiitns in which two classes, a
special unit and a mainstream class followed tagethwhole set of lessons in
different subject matters. Children have been dblebenefit from the team-
teaching approach and from the supplementary stifymn teachers and peers.
The strategy requires a level of flexibility tha@ncbe obtained only when there is a
grouping policy at the school level. This is beeas effective differentiation
requires certain timetable arrangements and/osidam resources adjustment.

Differentiation through grouping at school levelnteurages shared
teaching and shared grouping" (Moore, 1992).

Differentiation by paired task

In his definition to differentiation, Moore argudsat "differentiation is
also about peer group working" (Moore, 1992) Iffefiéntiation by structured
group work is about gathering for the same taskhilidren in a certain number
with certain abilities, differentiation by paireask is about using pairs of pupils to
help each other for meeting certain target sehbyteéacher. Pupils take the role of
tutor or tutee as they strengths and/or weak pomtheir abilities, knowledge,
personality.

Teaching through paired task is not an easy opliopping comments that
peer tutoring needs skillful teachers to organizend a careful planning which is
about "matching child pairs, finding the right softmaterials, training tutors and
tutees, and lots of other points of organizatidr@8g).

Once correctly applied, differentiation by paireadk has many advantages:

* enables children to feel the same as everyoneti®ieagh the whole

session;

» stops ridiculing because children starts to help another share their

fear and anxieties and come to know each othezamsérs;
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e ensures that children get one to one help in treia of weakness

« enables children to feel supported;

« children show self-discipline during tutoring presewhich may be an

indication that they find it self-reinforcing;

* both, tutors and tutees improve their communicatsacial, reasoning

skills;

This approach to differentiation stops the mainngda that the
differentiation could make pupils feel differentdamferior to their peers, because
collaboration:

* enhances pupil’s self-image by:
- "making pupils feel supported
- making pupil feel a responsible human being
- helping pupil feel competent
- teaching pupil to set realistic goals
- encouraging realistic self-praise" (Burns, 1982)
» leads to independence from teacher and suppofideac
» leads to deep thinking
» allows for a variety of structures and thereforéphthe teachers to pace their
lessons

Schools policy regarding differentiation. A compdree study of school policy
regarding differentiation in Romania and U.K.

Differentiation is an educational concept whicim@ entirely new. Due to
the educational reform that is on going both in Roia and in UK, the educational
policy following relatively new thinking, placesdti expectations upon teachers to
show evidence of differentiation in their teachiagproaches. In this respect, in
Romania, the new Education Law no0.84/1995 considtsmany important
regulations concerning rights and real access pflpwith different educational
needs to education within community. End of yea&5LBrought the "National Plan
for action regarding children" which strongly advien "equalisation of chances"
(exclusion prevent andnarginalization) for all children.Another important
document which designs the policy about differditiain Romanian schools is
"The Salamanca World Conference Declaration" (198#)ch emphasizes the
necessity for a flexible curriculum and teachingtgtgies in order to meet varied
educational needs. These documents were in theyéass doubled by the new
documents developed by the Ministery of Nationalu&dion that describe the
content and requirements of Romanian National Cuilwim.

In England, since its emergence in "Better ScCHd@&S, 1998) as one of
the four marks of the acceptable curriculum (brobdlanced, relevant and
differentiated), differentiation has been a keyéss$n considering the process of
curriculum change and planning. The variety of mdththrough which curriculum
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is differentiated in schools as they came out withiir visits to different British
schools made obvious that a whole policy is buittuad teacher’s attitude and
action in this respect. The Warnock Report (DES,8)®mphasized the necessity
that various curriculum goals to be concieved imte of particular needs of
individual pupils. "the porpose of education fof thle children is the same: the
goals are the same. But the help that individualddn need in progressing
towards them will be different". (Chapter 1, Paeqir 1.4.)

If in Romania the necessity of differentiation iscognised in the
documents we mentioned above, what lacks is aldétaupport document for the
successful application of this requirement. Tharefioany teachers carry on quite
much differentiated work but this is not necesgapiloductive as is applied with
no consequence and the range of types of differémti is quite reduced. For
example, often used is the differentiation by ted#ferent worksheets of adjusted
difficulty for respective levels of children’s cajity, and differentiation by outcomes,
where the worksheet holds questions which becowgresively difficult.

In U.K. the question regarding the necessity dfedintiation does not
confine to the stage of demanding it. Code of Rracf2.10, point2) requires
schools’ policies to describe "arrangements forimg access to the curriculum for
pupils with SEN to a balanced and broadly basediatum, including the
National Curriculum". Starting from this, the ad¥ifbut not the requirement) is for
schools to consider the development of practicadeaylines that will be useful for
each practitioner. The Handbook for Inspection afidgls makes teachers aware
of the OFSTED requirements regarding differentiatidnalysing the OFSTED
reports for some secondary schools we visited in, theé reference is made to the
following main forms of differentiation, for whictschool needs to develop
additional guidance: differentiation by organizatibstyle, by text/resources, by task,
by support, by outcomes. Most of the schools wiedshave already included in
their school policies these guide lines, transfagnschool policy documents in
real support for teachers.

Lessons learned from experiences in Romania and UK

The question that is to be put is what makes acemsful use of
differentiation? In most cases in Romania the aggnao differentiation is still a
traditional one. Many teachers feel overwhelmed fanstrated about the amount
of work and relative lack of success they have egpeed struggling with
differentiation. Teachers having classes of 30 gupils are not likely to use
differentiation very often as they are overburdewitti all kinds of responsabilities,
many related with the complex curriculum requiretseffihis is one of the reasons
that led us to proposing the model of differentiatthrough paired task. It has the
advantages of one-to-one teaching and does noireegiu extra cost which many
schools in Romania can not afford (like recruititlge support teachers or
decreassing the number of pupils per class).
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Differentiation in teaching activity should not pest an exercise extra to
the everyday practice and for this is needed a evhmblicy of applicating
differentiated strategies. Schools should createtstres in order to enable teachers to
practice various types of differentiation and depeadditional guidelines of using
it. In our oppinion a detailed guide line should:

e Suggest teachers ideas about possibilities andiremgents in action of
differentiation

« Make teachers’s preparation for differentiationieras

e Give unity to teachers work in schools/ one levetaucation

« Enable teachers to meet OFSTED requirements iardiftiation.

At the whole school level it is important for thengor management group to
provide the most appropriate management structurerder to observe, analyse
and feedback its conclusions to the whole staféehelear policies in matters as
individual differences, staff support and collabima and grouping of pupils,
demonstrate its commitment to curriculum suppadgh a flexible timetable.

The preparation for differentiation must be extehtievards the aspects t@iacher
training. The aim is to give the staff a common language alkirig about
differentiation within an agreed framework for iilsplementation, and to create or
develop competencies such as: classroom manageskitist good knowledge
about own pupils learning style, the ability oftsg} clear objectives, flexibility in
choosing appropriate teaching strategies, team \abilties, secure comand on
subject and curriculum addaptation skills.

Conclusions

Authors like Moss, McNamara and Hart identify soofighe deficiencies
of differentiation such as encouraging the focusimaividual learners and not
considering the real context of school learning gamity, as well as its negative
effects upon children’s self-esteem, attitudes miedhtities as learners. It is also
said that it can have adverse effects upon teadraspupils’ expectations and
upon the learning opportunities. This work triedrespond to these critism by
advancing some arguments which revolve arounddba that : "perceptions of
pupils’ ability may have as much to do with the whgt teaching is organized as
any intrinsic pupil characteristic. " (Bines, 198&)also suggested some ways of
making differentiation a tool for curbing these gibe damages and improving the
achievement of both pupils and teachers. The wilisiussion helps us concluding
that the techniques addopted in meeting "speciatatbnal needs" could also
prove equally effective as a continued source dintlitus for improving learning
opportunities for all children.
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HOW IS RECEIVED AND ACHIEVED THE REFORM NOW
(AT THE BEGINNING OF NEW CHANGES)

VASILE CHI §

ABSTRACT. During the period of 1996 and 1997, the debatesdoication
were focused on types of reform appropriate ansitflsawithin the context
of Romanian Educational System. The literaturéhat time outlined three
formulas: (1) reform by contagion, from successfses of reform in several
kindergartens, secondary schools, high schools, weniversities; (2) the
systemic reform of education; (3) the acceleratiocthanges underway.

The article focuses upon the major innovations weduin Romanian
education last three years, and examines the ghaints and weaknesses as
well.

The educational reform before the year 2000 iresbimainly the components
of curriculum and management that represented ipe®rwithin the light of the
educational policy of the time. The focus of thform on the punctual domains of
the educational system, as those stated aboeeniddd on numerous National Ministry
of Education (NME) and other qualified institutiodscuments (seevww.edu.r
key words:reform managementperiod of time: 1997 — 2000).

The analyses about the innovations within the atioical system reveal
that until 1997 they were of a little relevanceeTgostponement or the obstruction
of educational reform characterized the first fjigars of the decade. The topics of
the reform within education starts to re-gain contand to re-become a subject of
systematical debate not earlier then after 1996188, fact that is unanimously
recognized.

Starting with 1996 numerous pedagogical and nalagegical debates
were organized regarding the type of the educdtioeform within the new
transition period. The results of these debatesbeasynthesized in the following
alternatives of development, but their validatioithim the school setting always
remains a controversy issue.

» Extensional reformthrough the generalization of certain successful
experiences from the local and zonal level (kinddgens, schools, high schools
and universities) to the whole educational systémthis case a model or a
prototype of change is assumed, a model that igldegd bearing in mind the
particular situation or conjuncture, but is investeith quasi-general features.
These are pedagogical innovations that remainypsalitary, as uniqgue examples
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at the theoretical and practical educational lewédldorf School, The Step-by-Step
System, Montessori System etc. are a few examplesdioced scale changes within
the educational systenThe alternative pedagogiegsenetrated our educational
system too easily, without being sustained by aewmft educational policy at the
level of the educational system and by a pertiegatuation concept.

e The reform of innovation and of acceleration oft&d changes.
The difficulty in adopting this reform model withour situation consists in the fact
that until 1996 we cannot speak about significér@inges in education.

» System reform, (meaning) the structural refornmefdducational system.
The evolution of the educational systems everywhieréhe world reveal solid
arguments that the way the education looks tod#yeisesult of the projection and
implementation of the reform, both at a global lesed at its components level. A
special feature distinguishes between the modenh taaditional (comenian)
educational systems. There structure knew a fundeheeform; the hierarchical,
vertical structure of educational system has begtaced with a web structured
one. (V. Ch¢, 1998).

2. The model of innovation and the applications’ nation

The accumulated experience convince us that tf@mefollows three
strictly determined stages, the accomplishmentraf being the premise for the
beginning of the next one. In general lines, tistages would involve the following:

The elaboration of The projection of the The innovation of the educational
—— system’s components

educational policies > new structure

Curriculum Methods Organizational design

The reform process in our country though segmertbetl grounded in
conception, it is not implemented into practice hwi#nough consistency, here
lacking the articulation between the new educatip@aadigms and the practical
approaches.

Examples:

e The new "Framework programmes" destined to preeusity educational
system diversifies the curriculum offer: compulsayrriculum (national; local
curriculum (at school’'s disposal/school’'s decisiamd individual curriculum
(optional). At school level is quite frequent thendency to join the local and
optional curriculum to the compulsory one, whichtdits the concept of reform.
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e The current debate held in schools develops sorastimto simple
verbal mimesis. At a conceptual leveyricumul replaceshe curriculum, fact
that baffles any qualified intervention to operantlize the concept.

* In the process of elaboration of alternative hawdlsothe academic
orientation prevails, the volume of knowledge bestigsses in the detriment of its
structure and essence. This tendency is clearlyesspd in the definition of
curricular areas. For example, the curriculum &eghematics and sciencetets
one understand that mathematics is considered er-sgjence, so without being
fully instructed within integrals, logarithms, toigometric functions etc. one cannot be
a science man.

» The didactic process comes out with difficulty frame traditional
clichés; teaching is often seen as a simple infaonaransmission, lacking the
interest and the competencies for the organizatioral learning experiences.

e Within the implementation of reform essential linksthe innovation
process was partially or profoundly ignored. Théek&s involve, in a concise
description, a chain of interacting stages:

Research === |mplementation==——)  Evaluation===—p Bsemination

School obstinately preserve the principles of Cdmsernegarding organization and
functioning of the education, gradually isolatingseif from the real life
requirements which are evidently far more compteday then in the second half
of seventeenth century

Example We assist to an ordinary lesson. The students taiteea desks, one behind
another as in our grandparents’ time. All of themol ahead where is the
teacher at his desk, in front of the class. Thighat they are required to do:
to look ahead. Where do they find to their persamfrontations: to the
teacher, in the back of his colleague or far frarhaol's fences? An obvious
question arises: what goals do the contemporargaichims to?

Contrast exampleThe students are everywhere in the classroom. fidteyally group
together, depending on their study interests and tlom pedagogical
resources provided by the teacher. The studenksttbone another, face to
face, communicating. All get the chance of a radbdue.

3. Strategic options

Diagnosis studies on the Romanian educational rayptedicted partly the strategic
options necessary in order to reconstruct thetiristhal capacity to support the
reform. Within this context are to be taken intmsideration the following:
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- the development of qualified professional centess fesearch and
management of changes in education;
- the development of excellency centers as laboeg@i reform expertise;
- the setting up a pilot schools network where theouations to be
validated and spread
- the development of consultancy and professionaditrg market;
- the surveillance of the manner local educationdharities and school
units receive and develop into practice the edaoatipolicies
- The assessment of the training level of the exeeuduthorities in
implementing into practice the educational policies
- Consultancy offer regarding the operatinalizatidneducational policy
elements;
- The involvement into the management of the imple@atéon and results
evaluation process;
- The drawing up and the spreading of certain natiquality standards in
education, related with its main elements:
- the volume and structure dimensions of the curaicateas;
- the development of the instructive-educationalvit@ss in relation
with their support documents- plans, programmesgdhaoks etc.;
- the development of the instructive-educational psscin the
succession of its specific activities: teachingring and evaluation;
- the pedagogical relationships field;
- the pedagogical design of schools and school systactivities;
- the initial and continuing teacher training etc.
- The analysis and articulation of the school progre® with the
requirements of the workforce and to the sociatised the community;
- The development of internal and internationajgets on the topic of
quality in education;
- The elaboration of performance descriptors in i@batwith the new
Framework Programmes for the pre-university edaoatisystem ea.

4. Decisions on the reform

We keep in mind, in summary, that after the ye@71@ere considered for debate
three stages of the educational reform:tlE) extensional reforrmade through the
generalization of certain local experiences;tf® reform of innovation and of the
acceleration of started changesd (3)the system reforrwhich is the reform of
the educational system'’s structures.

NME publications were appreciating in 1997 thaneoof the three
alternatives of the education system’s developnumtnot lead to the reform
necessary for the Romanian educational system. toralensed analysis, the
arguments for this statement are:
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- The irradiation reform cannot refresh the systenits whole. It is obvious
that the local experiences are beneficial, but tHey’t aim innovations at a
systemic level, remaining in the casuistic field.

- The system reform does not change the contemtsinfficient manner. The
predicted changes are too insignificant in ordat ffom their acceleration to result
a real reform (A. Marga, 1998).

The analysis of the recognized models of the copteary educational
systems reform comes into contradiction with thediliesis of the limits of
systemic reform.

The modern educational systems find itself withim advanced reform
period today. The transitional reform in educatiovolves the transition from the
hierarchical, vertical structure, to the flexibleeb structure. The systemic reform
builds itself on the coherent educational politcwl is a premise of all the other
innovations. For example, the vertical organizedcational system that follows
comenian principles embraces the paradigm oftbhdent adapted to schodlhe
system innovations change the terms of the trawitiparadigmthe school adapts
itself to the studeniThus, the systemic reform is a global one and pédagogical
conception one. From this reform naturally folloW the other innovations.
Without the systemic reform, the other approachesyever well projected, can
fail into simple cosmetics.

In 1997 the option was comprehensive educational reform, an unpostponed
and present reforfrconceived as a six chapters measures, as follows:

- The curricular reform (educational plan, programmesndbooks) and
the European compatibility achievement for thearat! curriculum.

- The transition from the reproductive learning te tireative one through
problem solvingand development of scientific research in univiesit

- New connections between schools, colleges and rgilies, on the one
hand and the economic, administrative and culems&lronment, on the other hand.

- The improvement of infrastructure and the connectiothe actual world
electronic communication means

- The school and academic management reform thrdwggddcentralization
and institutional autonomy of the educational units

- The initiation of advanced ways of internationabperation.

The pedagogical analysis of the six reform domaiegeals certain
strategies of re-construction of the educationatesy, necessary and imperative in
the 90’s. The un-postponed and actual reform igimeiged by the gaps within the
insides of the Romanian system (town schools alidgei schools, the study
requirements and the possibilities/needs of stwdettt) and between this and the
modern education requirements (compatibility, mibhicommon projects etc.)
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5. Practical connotations of the reform now

The curriculum reformdoes not mean only the elaboration of new
educational plans, programs and handbooks (alteenat unique). In keeping with
traditional pedagogy, theducational plans, programs and handboaks supports
that objectify the educational contents. The cultim does not substitute the
teaching contents. By definition, curriculum is iategrative concept that defines
all the learning experienced provided for the stislenithin a concrete study
programme designed for a certain profile or edocati stage, for a certain school
subject or curriculum area, delivered on a peribd semester or in a class hour.
Thus, the study programme (the curriculum) arti@dawvithin a coherent structure
the objectives (performance standards), the cant@school activity, the current
activity designs, the educational methods, theystidetable etc. The equivalence
put between the curriculum and the educationalesdmroved to be inefficient. A
traditional practice was simply transferred to ar@mncept, without considering
its innovating challenges.

Examples:

 The curriculum areas defined within the Framewaxdgpammes aim the
achievement of the European compatibility for tlaional curriculum, then the
integration of the learning experiences in ordedéwelop certain comprehensive
cognitive structures. The central idea is thath&f integration of knowledge and
applications, of the elimination of fragmentaryrt@ag structured in school subject
matters.

The questions waiting to be answered are numerous:

- How much and what is necessary and possibledeistuo learn during a
lesson, a certain topic or a study year?

- Which is the optimal curricular structure (volumeomplexity, and
difficulty) in the area: Language and CommunicatoiMathematics and Sciences?

- Which is the necessary pedagogical support foaiceléarning difficulties
encountered by the students?

* With the regard to the educational objectives, th@w curricular
programmes suggestion is: framework objectivesresice objectives. Thus, the
accredited within the educational sciences taxonofmye educational objectives
is totally ignored, fact that leads to an undes@atonfusion within the didactic
projection and evaluation process.

*The field evaluation activities regarding the impkntation of the
curriculum reform are not systematic, the casuigfiproaches and the day by day
observations disclosing numerous malfunctions, evisit NME level a notable
success is registered.

For example, as a result of a general questionnagr@rding the impact of
the curricular reform Http://www.edu.ro/constat/himthe following conclusions
are given:
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- More then 80% of the teachers (from 1500 reseatdsjects) express
their agreement about the curriculum reform, tho&@d of them "faced the
novelty without any previous training". The comnsego further:" surprisingly,
despite the high degree of novelty, the experierteaghers quasi-unanimously
accept the reform".

- The curriculum at school’'s decision is not distiistped from the optional
one ("With regard to the curriculum at school’sidiem, though only 38,7% of the
subjects teach an optional subject matter 77,6%esgpheir desire to teach one in
the future").

Further on we will discuss a parallel between thvecepts of curriculum in
use in the sciences of education and those statearireform programme:

In the pedagogical concept gridurriculum at school's decisiofis an
expression of school’s isolation from the commurnifycal curriculumdefines the
educational local, zonal needs. So, the schoolsh@mge in the social and
economical immediate realities is not possible ugfo programmes at school’'s
decision, but through programmes that are adedoatiee social and economical
proximal requirements.

It must be stressed that modern school is notexgdc, does not simply
impose a curriculum at its own decision becausg Would be nonsense. Local
curriculum is rather at the community’s decisionthwits economical and social
context which schools ought to translate into etaoal programmes,
collaborating with the interested agents. Once $lebool provided a local
curriculum, this becomes compulsory within the pemgme of that school, but it
does not replaces the optional or the core cutriaul

In the end, the optional subject matters defiree nieeds andhdividual
study mwssibilities,the individual curriculumThis category of learning experiences
is under the family and pupil’s option, and noaktunder the decision of school or
its teachers.

The translation from the reproductive to the creatiearning,through
problem solving is not to be made through the stngblange of learning contents,
through the curriculum reform. Within this approatite innovation is sustained by
the didactic methodology.
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The taxonomy of the didactic methodology is a lachepter of the educational
theory and practice. For an example, we descrileesfgnificant stages in its
evolution:

Expositive Active Interactive
methods > methods > methods

Our school mainly practices a frontal teaching, rehtae expositive methods are
fully suitable for the requirements of the prograesmthat are common and
compulsory. The group activities and personalizediyidualized) teaching appear
with difficulty within the fragmented reform conins.

The connexion between schools, colleges and uitiesy®n the one hand
and the economic, administrative and cultural emirent, on the other hand.

The partnership in education is a "strange body'ttie traditional school.
"Open door school" is a still a desideratum in educational context. The teacher
in his classroom and the head teacher in his scloolsider themselves
"sovereigns" and "self-sufficient" at their own Wing places. Similarly, the local
educational authorities. The spontaneous or anmounsit of any visitors is
obviously making them feel uncomfortable.

The teaching profession has the tradition of thléasy, of the adult and
"expert" person that is one between his pupils. fEaeher speaks for himself more
then with his colleagues. Often, the lesson is mimygortant for himself then for
his students. The monologue exceeds the dialogperdal communication, the
debate being easily equaled by teaches’ speech.

The school-family relationship often becomes alleydall ground",
pupil's difficulties being passed from one part doother. Against the modern
pedagogy, our school does not take the full cordfdhe educational roles she is
invested with.

6. The results of the reform now. The external peption on the education and
the projections of the reform

There is no doubt that the curriculum reform hasrbdoubled by a large
spectrum of innovations and focuses on the compitang restructuring areas in
the interior of the global educational system: rieamdbooks elaboration, a new
structure of the school and academic year; the ctideevaluation and the
institutional evaluation; the teacher training; theorganization of the school
network; the extension of vocational schools; t&ching process reorganization
as problem solving process; the creation of neerations between education and
social and economical context; the family involvermnén the school project
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implementation; the improvement of infrastructuredathe connection to
informational technologies; local investments ie #thool units; the development
of rural educational system etc. Teachers and $shparents and community
already faced the limits of the old educationalitsalbut the predicted changes still
wait for gaining a real contour.

It is still remarkable that the external perceptiegarding the Romanian
educational system developed in the last yearsctwid a signal of validation
through compatibility, of conceptual and strategiedibility.

Examples:

(1) In the studies made by European Union regarding Roenanian
educational system in the year 1996 and 1997 wisino

- the main difficulty encountered by the refornthe low level of the
funds allocated by the government for the mainteaand improvement of the
educational infrastructure, for the provision ofadking materials and
equipment and for the payment of attractive wages.

- other unfavorable elements were identified witii@ poor institutional
capacity of the Ministry of Education to assumeriferm and within the poor
resistance to change proved at the national arad lleeel.

(2) The reports elaborated by European Union, enbtises of the studies
carried on in 1998 and 1999 hold good referenceth®@mmprovement
of the institutional and legislative framework, agll as on the
educational system reform that was beginning ta gantour:

-The National Ministry of Education made signifitateps towards the
institutional and legislative reform; for instand¢be National Curriculum Council,
the National Evaluation and Examination Office ahé& National Agency for
Teacher Training were created;

-The National Ministry of Education initiated impant changes within
all the sectors of the educational system. The Ranaeducational system
provides a remarkable public service and it is imed in a profound changing
process that aims the improvement of teachingniegrand evaluation quality.

(3) Similarly, are to be considered the innovatigm®posed by the
Comprehensive reforimm 1998 and 1999, which unfortunately gained
more international then national attention.

-the elaboration and the spreading of the new NatiQurriculum and
of the Framework programmes for all the levelsrefpniversity system
-the alternative handbooks publishing
-the transition to the semesters structure of theal year
-the reform of the didactic and institutional ewatlon, and their
foundation on theperformance descriptorsapacity examsnd
national school-leaving examination.
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The decentralization of the educational system thedsetting up of the
premises for the pedagogical, administrative amadncial autonomy within the
school network.

If the development of the reform is seen as swsfoksin a similar
optimistic manner is described its perspective ahat and longer term. Within a
view that does not disclogegitimate expectationghe year 2000 would mark the
ending of the transitional reform of the Romaniadu@tional system.
Unfortunately this evaluation considers the stria®gnd the paradigms of the
reform, the educational policy components, butthetalready validated results nor
the clear tendencies.

Example:

-The curriculum areas proposed by the new Framewodgrammes are
interpreted and applied within the acknowledgedtsimf the subject matter. For
instance, within the curriculum areas: Language@omimunication and Mathematics
and Sciences the teacher must teach the lessohi \lite canons specific to
certain subject- matters (grammar, literature, dggl physics etc.). Which is the
pedagogical relevance of the replacement of subjetters with the curriculum
areas?

The answer is the followinghe curriculum area defines a teaching and
learning interdisciplinary experience, an integrdteone the notion of
mathematics, physics, chemistry and biology, lagguand philosophy etc. are not
gathered into a collage, but in an unitary struettivat can be a lesson. This
approach defines the curricular area. One firsfjegtmn within the curriculum
reform would be the identification of study progcthemes for the necessary
curriculum.

The following reform projection, the firstly ongen, in our view, includes
a début message for the programme or the projeetctianging of mentality. The
agents of the educational reform are the teaclleesstudents, the professionals
employed by the educational institutions and unfilse support of the reform
requires action structure, attitudes and adequatgetencies from its agents.

REFERENCES

1. ** Cartea alli a reformei Tndfaméntuluj (autori: Cornelia Novak, Mihaela Jig,
Romulus Brancoveanu, Serban losifescu, MircadeBcu), decembrie 1998,

http://www.edu.ro/cartealb.htm

2. Curriculum Reform: What State Officials Say VEoioecember 1998)

http://www.mcrel.org/resources/articles/curr-refoaec98.asp

3. Chi, V., Sisteme edugianale contemporane: structigr conduceresi paradigme ale
reformej "Tribuna Tmﬁ;ﬁméntului", 9, Nr. 415 - 416, 1998.

114



HOW IS RECEIVED AND ACHIEVED THE REFORM NOW (AT THBEGINNING OF NEW CHANGES)

4. *** Education in Belgium. The Diverging PatbECD: Review of National Policies for

Education, Brussel, 1991. A
5. Marga, A.,Reforma ingramantului acum,Tribuna Invatamantului®, 9, Nr. 415 — 416,

1998.

6. MargaA., Educda in tranztie, Dacia, Cluj-Napoca, 1999.

7. ¥ Reforma inviramantului din Romania: condli si perspectiveMinisterul Tnvatamantului,
Institutul deStiinte ale Educgei, Bucuresti, 1993.

8. Reforma curriculad, Ministerul Educgei Nationale,http://www.edu.ro/refcurric.htm

115



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLV, 1, 2000

LES METHODES ACTIVES AUJOURD'HUI

LILIANA CIASCAI

ABSTRACT. The Active Teaching/Learning Method Today Teachers
who combine the skill of making on the spot decisiith a reflexive
approach, who take some time to review the momérdegision, to
examine what influenced it and what the alternativight have been,
engage themselves in a process of self-directethileg based on
personal experience (Head, Taylor, 1997). For thstirdents they are a
realistic exemple. In schools, effective teacheesthose who engage in
conditinual prompts to get children to plan and itartheir own activities
(Weinert, 1987).

Le proces didactique connait une permanente drametion, dle, d’'un part a la
forte pression socio - économique a laquelle sesimis et de l'autre part a la liaison avec
la science et avec la technique - les deux en abéwslution continuelle. Ce qu'on
poursuit aujourd’hui dans I'éducation c'est la fation et le développement conscient, de
lapprenant des capacités intellectuelles et destsies actionnelles qui lui assurent
l'autonomie et le discernement dans un domaineiieaissance.

1. Vers la méthode active

A partir de la définition éthymologique "cheminsigr'voie & suivre" et jusqu'a présent sur
le concept de méthode "didactique” ont mis I'enmpeclies influences et les tendances qui
ont marqué la pédagogie aussi. Elles se sont €soéec les résultats des recherches
réalisées dans les domaines de la didactique, @msdtats qui ont surpris de
nouvelles caractéristiques du concept, en élamfidaasphere et le contenu de la
notion (lonescu, Cki1992). En conséquence, la méthode a été déimmemodalité
d’organisation et de déroulement de I'activité ingtuctive-éducative (Bruner,
1970),moyen d'activité interdépendantedes cadres didactiques et des éléves, orientée
vers l'accomplissement des objectifs instructifsueadifs (Babanski, 1979),
instrument d'action (Oprescu, 1986). Cerghit (1980) analyse la métisods I'aspect
cibernétiqgue en montrant que celle-ci inclue "ttaménts de commande ou de direction de
l'activité de I'éleve ou des éléments de liaisoacti#e". Popescu Neveanu (1976)
identifie la méthode, successivement, avecaystéme de procédurepar lequel on
parvient a un résultatne structure d’'ordre, un programme selon lequel se reglent les
actions pratigues et celles intellectuelles pdairalre un but". L'influence ressentie dans la
pédagogie de la part de la psychologie cognitivelaib finalement a la definition de la
méthode comme uh ensemble d'opérations mentales et pratiques duinmme
éducationnel" (lonescu, CRj 1992). On souligne ainsi le fait que la méthagipese une
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concordance dans le fonctionnement interactif désanismes cognitifs des deux sujets
impligués dans le procés d'enseignement-appreaggiséa méme temps, le caractére de
l'acte personnel de l'apprentissage est evidemts@as conditions devient de plus en plus
évident le fait qu'il faut exclure "la possibilitune méthode unigue, généralement valable
pour toutes les situations” (Cerghit, 1980), chagéthode étant une réponse précise a un
projet donné, dans un contexte particulier" (Gig94). Les méthodes d’enseignement ont
aussi "un caractére systémique, dans le sensanseperdre lidentité spécifique, elles se
joignent, se completent et elles s'influencentprécjuement, dans un ensemble coérent
méthodologique” (Bonga1994). C'est a elles que la majorité des pédaggogtiribuent
une position privilégiée devant les autres compesagt surtout unrdle intégrateur,
d’'union, de mise en relation de celles-ci{Cerghit, 1980, lonescu et all., 1997).

Comme une conclusion nous nous contentons del’op@mion d’'un célébre
pédagogue: "toute méthode pédagogique résulterdadantre de plusieurs facteurs et
de ce point de vue, I'éducation restera toujouraminl’art d’'adapter a une situation
précise, les indications générales données parliless de méthodologie"
(Mialaret, 1981).

La méthode activ(-participative)En montrant que les principes qui se
trouvent a la base des méthodes actives de I'eresagnt ont commencé a s'affirmer
peu aprés 1900, Popescu et Roman (1980) passeevuan les caractéristiques des
méthodes actives a travers le temps. Les deusrautiééis analysent les méthodes
fondamentées sur les mécanismes individuels densée (la méthode Montessori, la
méthode Delcroly, la méthode Freinet, le plan Dalla méthode des projets proposée
par J. Dewey etc.), les méthodes axées sur lesimgess d’'adaptation a la vie sociale
(la méthode de la coopération, la méthode de Fenrtoe du groupe, le plan Jena) en
s'arrétant avec plus d’attention sur la positiomifiestée envers les méthodes actives
par J. Piaget et S. Bruner mais sans oublier Bkianer, M. A. Bloch et G. Mialaret
et quelques pédagogues roumains. lls analysemiskhte relation entre l'instruction
(P. J. Galperin, W. Okon, R. Gagne) et les méthadéges. En ce qui concerne le
contenu du concept "méthode active - participative'st a remarquer la contribution
de Cerghit (1980). L'ouvrage cité souligne la nsitésd’'une délimitation du point de
vue classique, qui superpose les méthodes actixeméhodes d'action, en montrant
en méme temps qu'il simpose une réconsidératiawodeept: "des méthodes actives
sont celles qui font appel a la capacité de I'étirpenser et d’agir, d'imaginer et de
créer en méme temps". En insistant sur le fait lggeméthodes actives sont des
méthodes qui “favorisent le développement d’'un frocsvisme opératoire”, plus
précisement elles favorisent simultanément, autdaboration de nouvelles
connaissances (des structures cognitives) par festisepropres, et aussi la
construction des opérations mentales corresporglante nous voulons former".
Cerghit ouvre une nouvelle perspective sur les oaléth activedes méthodes actives
sont des méthodes participativepar excellence, des méthodes qui exigent de
'engagement effectif, propre, du dévouement persoel de I'action”.

A travers le temps on a ajouté au concept de métlamtive certaines
précisions générées par les changements de paeadignmues par la pédagogie.
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Aujourd’hui nous considerons le caractére actif ldeméthode dépendant du
contexte d'application Nous disons guhe méthode a un caractére acti§i elle est
employée par I'éléve dans les conditions suivantes:

» ['éleve connait la méthode (les maniéeres de ratiovamt, ses étapes, les
modalités de décision et d’action dans chaque ¥tape

e pour projeter, contrdler et régler correctement ad®ns au cours de
['utilisation de la méthode I'éléve a une représtiom sur la tache presque
identique a celle du professeur;

» ['éleve apprend en situations d'apprentissageactiges - en comparant
ses idées et ses actions a celles des autrestlfladaéctive ne suppose
pas obligatoirement le travail indépendant, partreorses valences
participatives sont augmentées par le travail enggr accompagné par de
débats ou de confrontation d'idées);

» |'éléve apprend par reflection (& ses idées itracet aussi a celles de ses
pairs).

Les valences de la méthode active (engage la rpersodéveloppe
lindépendence et la resposabilité de I'éleve esujpassent sur leur principal
désavantage: la consommation de temps et le fajttgunt a remarquer Vial (1982),
certains éleves acceptent difficilement cette nesgabilité augmentée, que I'emploi des
méthodes actives leur confére.

2. Les méthodes actives et les opérations mentales

Les pédagogies nouvelles s'inscrivent dans unerdéed'éducation métacognitive et
supposent un nouveau contrat pédagogique. Dayygecde formation il s'agit de permettre
aux apprenants de disposer de compétences expbitatans toute situation
d'apprentissage, en developpent ainsi l'autonainigaéve. Il ne s'agit donc, de transmettre
des compétences précises, correspondant a uité figaticuliere.

Pour Piaget, lintelligence est le résultat detdfiaction entre lindividu et
l'environnement. Chaque sujet, par le jeu du psuesssimilation-acommodation
traite mentalement les informations qui lui vienneéa I'environnement. Le résultat de
ce traitement mental est que les opérations nesnaérmettant I'élaboration de
réponses (la construction de lintelligence) ebiales réponses aux stimuli (le savoir
du sujet). Par linteraction entre le sujet eviiemnement il est possible d'apprendre a
penser ou d'apprendre a apprendre. Pour celanéesssaire d'identifier les opérations
mentales qui interviennent dans I'appropriatiorcoienaissances, puis de construire
des situations didactiques facilitant la mise anvoede ces opérations mentales par le
sujet. Ce qu'il faut apprendre ce ne sont pasailss ifhais comment découvrir certains
faits, comment rassembler, classer, analyser é@snations.

Dans l'application de la méthode, on distingueogesations mentales de base
utilisables dans toutes les phases de la méthaddese opérations spécifiques a
chacune des phases du processus:
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ProjéterI'action, agir

Des opérations mentales de bas
les opérations spécifiques:

. imaginer les soluttions

. décider
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Les faits
et
se représenter la situatior

et

Les opérations mentales de bas
. énumérer
. décrir
. comparer
. distinguer
. classer
. définir

La réflexion

Découvrir les probdmes |‘

Des opérations mentales de bas
les opérations spécifiques:

. situer dans l'espace

. situer dans le temps

P et

*  projeter théorique = aspects
. organiser = points de vue
e agir = paradoxes

= contradictions

Expliquer les probbmes

Les opérations mentales de basg:
. énumérer
. décrir

. comparer
. distinguer

. classer
. définir
= causes
= conséquences
= hypotheses
= lois
= théories
= systémes

Fig.1. Des opérations mentales de base et des opérgtierigies
3. L'utilisation d'une méthode active ne doit pag&mécanique mais vécue

En pratique, la méthode est intégrée dans uneégitratlidactique. Les documents
UNESCO (1976) définissent la stratégie didacticuerne"une modalité d’organisation
chronologique de 'ensemble de méthodes et de mogattoisis pour atteindre certains
objectifs". Parent et Neron, cités par Nea¢1990), considérent la stratégie didactique
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"une maniére d'aborder l'apprentissage et I'enseigament, de combinaison et
d’organisation optimale des méthodes et des moyetisuvés a la disposition et des
formes des groupe d'éléves, dans le but d'ateindtes objectifs suivis" lonescu (1987)
précise le concept, en détaillant son contentragtgie réside donc dahs ensemble de

formes, de méthodes, de moyens techniques et lemgipes de leur utilisation, a I'aide

desquels on vehicule des contenus en vue d'atteiedes objectifs".Conformément aux
définitions données la stratégie didactigue reptésan “"concept surordonnée et

intégrateur" (Neagu, 1990).

L'intégration des méthodes dans une stratégie cmeppd’'aprés Parent et
Neron (1981), apud. Preda (1985), deux phases:

* une phase danalyse quand on procede a la sétitionéthodes, des moyens
d'instruction et les formes d'organisation deiigEt On fait cette sélection en
fonction du niveau taxonomique de formuler opémattiement l'objectif
fondamental de la lecon, le type d'apprentissafiegticiternent) les principes
didactiqgues qui seront mis en pratiqgue. On tiessiacompte du contenu
scientifique qui doit étre étudié, de la psychdekagie des groupes scolaires, de
la nature des moyens de l'enseignement, de lempéret de la compétence
didactique du professeur, nous dit. GY&996).

e une phase de synthése dans laquelle on procédteriant compte des
interrelations entre les principes didactiquegyiéthodes de I'enseignement et
les formes d'organisation de [activité didactigu@nescu, 1997), a
lintégration de tous les elements ci-dessus émsnd@ns un projet applicable
et efficient.

Nous considérons efficiente une activité didaetiguojetée en partant d'une
évaluation correcte des ressources (humaines étietlas), qui impliquent les éleves
dans la réalisation d'une tache comprise et accqmé ceux-ci et dans laquelle
l'intensité et la durée de l'effort sollicité sdiempportées autant a I'age et au potentiel
biopsychique (@iman, 1990) et aussi a la courbe de I'effort (kmoe Chg, 1987).

Les stratégies nonprescrites (activisantes, [jaatives) sont celles par
lesquelles on procede a la construction des caaraiss par les éléves. Ce proces
peut se produire:

- dans les conditions dans lesquelles le problgartéche) proposé aux éléves
comporte soit une solution précise, soit une certaiéthode de solution. Dans ce cas
nous parlons de stratégies de reconstruction etenlaaissance dans le domaine. Celles-ci
peuvent étre axées sur I'expériment, la modélisdta construction du modeéle), la
problématisation;

- dans la situation dans laquelle les éléves pgméa la construction de la
solution, cette construction se réalisant dansnoen@ére propre, par l'essai et l'erreur.
Nous parlons, dans ce cas, de stratégies heuestigucréatives.

Les situations d'apprentissage qui supposenishtibn des méthodes actives
sont:

Tableau 1.
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Des situations d'apprentissage

La situation La description de la situation| Le modele de la situation
d'apprentissage | didactique (la relation de I'éléve avec I3
connaissance et le professeur)
L‘apprentissage L'é|éve apprend SéquenCie"ement, Waim ...................................... :
medié par le en réalisant un tache dont le but|iP
professeur comprend. Il contribue a la constructipk ¢\’ Ci
des regles daction. Il ne connait pg ¥ . v E
guand méme l'architecture d'ensemble g
la démarche qu'il entreprend. | i
Le professeur alg L'éleve apprend par tatonnement. | L
réle de construit seul sa connaissance. (| E
modérateur professeur oriente la démarche de I'€lg| | o \
(par des suggestions, des explications,|d l C
verifications, des confrontations, donc |g © °
intervenant sourtout dans les momentg{ F
structurations des connaissances).
L'éléve apprend | L'éléve apprend par tatonnement, hors [des
indépendamment| objectifs préétablis. Il se construit les
(il est autonome) | régles d'action, en évaluant sans cesse E —C
actions. Il controle la démarche d{ w.
dépassement de l'obstacle cognitif ef A
réglage de l'activité. Le role du professé¢ P
est de fournir des matériaux et e
répondre a certaines sollicitations.

Les situations d'apprentissage mentionées peutrerfaéilement rencontrées
dans la pratique. La derniére situation fait exoapt_a pédagogie constructiviste qui
avance ce derniere genre de situation d'appreggissansidere que seulement la
connaissance construite par chague individu estatpéelle et transférable, elle est
un réel apprentissage.

Il faut conclure comme Meirieu (198%Jest I'éleve qui apprend, et lui seul.

Il apprend a sa maniére, comme n'a jamais appris napprendra personne. Il
apprend avec son histoire, en partant de ce qu'ieit et de ce gu'il est.

122



© N

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

LES METHODES ACTIVES AUJOURDHUI

BIBLIOGRAPHIE

Babanski |l K (19790ptimizarea procesului de f@mant. Bucurati, Editura
Didactici si Pedagogig, p. 43.

B ontas loan - coord. (1983)Pedagogie pentru Tagwmantul superior tehnic.
Bucursti, Editura Didactié si Pedagogit, p.145.

Bruner, Jerome, S. (197@entru o teorie a instruiriiBucureti, Editura Didactié si
Pedagogig, p.15.

Caliman, Tiberiu (1990)Activizarea elevului - realiti si deziderate Bucurati,
Revista de Pedagogie, Nr. 9, p.13.

Cerghit loan (1980)Metode de inwamant. Bucureti, Editura Didactid si
Pedagogit, p.11, 20, 73, 74.

C u c os, Constantin (1996Redagogielssi, Editura Polirom, p.81.

G iry, Marcel (1994)Apprendre a raisonner, apprendre a pengtaris, Hachette, p.41.
H e a d, Katie, T a y | o r, Pauline (199Rgadings in Teacher Developmedixford,
Heinemann ELT., p. 23.

| o nescu, Miron (1987Relaia principii-strategii de instruire in perspectivhdacticii
psihologice n: Strategii de instruire (Volumul V din Elemennoi de tehnologie
didactia) - coord. Radu, loan, lonescu, Miron. Cluj-Napothiversitatea "Babe
Bolyai", p.214, 157.

| onescu Miron, C hg, Vasile (1992)Strategii de predarsi invisare. Bucursti,
EditurasStiintifica, p.65, 66.

lonescu Miron, R ad u, loan (coord.), ()9®idactica moderd. Cluj-Napoca,
Editura Dacia, p.142.

lonescu, Miron,Radu, loan, S al ademiru (1997),Dezbateri de didactic
aplicatz. Cluj-Napoca, Editura Presa Universit@iujeara, p.91, 100.

| o nescu, Miron - coord. (199&gducaia si dinamica ei Bucurgti, Editura Tribuna
Invatamantului.

Mialar et Gaston (198lntroducere Tn pedagogi®ucureti, Editura Didactié si
Pedagogit, p.46.

M e irie u, Philippe (1989nseigner, scenario pour un métier nouveRaris, ESF,
p.85.

N e a ¢s u, loan (1990)Instruire si invarare (Teorii, modele, strategiilBucurati, Editura
Stiintifica, p.218.

O pre s cu, Nicolae (1988yletodologia didacti¢ si mijloacele de Tnatamant in:
Sinteze pe teme de didadtimoderta (coord, I. T. Radu). Bucwt, Culegere editatde
"Tribunascolii”, p.25.

Popescu-Neveanu, Paul (19%)s de psihologie genera(vol Il). Bucursti,
Universitatea Bucugd, p. 138.

P o p e s cu, Pelaghia, R o m a n, loan, C. (198®)ii in spiritul metodelor active
(Cercetiri experimentali Bucurati, Editura Didactié si Pedagogig, p. 19.

123



20.

21.

LILIANA CIASCAI

P r e d a, Vasile (1985Formareastilului cognitiv la elevi prin strategii didactice
euristice Tn: Strategii de instruire (coord. M. lonesgiul. Radu). Cluj-Napoca, Univ.
"Babe-Bolyai”, p.127.

Vial, Jean (1982}iistoire et actualité des methodes pedagogigBess, Les Editions
ESF, p.138.

22. Weinert, Franz, E.,, K| u w e, Rainer, H. §I9 Metacognition, motivation, and

124

understandingHillsdale, New Jersey Laurence Elbaum Associatetishers, p.100.



STUDIA UNIVERSITATIS BABES-BOLYAI, PSYCHOLOGIA-PAEDAGOGIA, XLV, 1-2, 2000

OBSERVAREA, PROIECTAREA §I EVALUAREA OREI DE
LITERATUR A ROMAN A: DEMERSURI COMPLEMENTARE

ALINA PAMFIL

SUMMARY . Observation, planning and assessment of the Romania
literature lessons: a complementary approa€he presentation focuses on
the models of observation sheets, planning guideésssessment sheets used
during the pre-service teaching of Romanian LiteeatThe text is separated
in three sections. The first aims at detailing ¢batexts that have informed
(a) the re-structuring of the methodology of TeaghPractice and (b) the
construction of new models. The second and thd #@guences consist of
the description (a) of the criteria that undertagse models and (b) the way in
which they were structured, applied and proved #fésctiveness.

1. Problematica

1. 1. Nereuite si inconsecvete. In centrul acestei disgusunt aezate (a)
trei demersuri specifice practicii pedagogice: obsesa, proiectaregi evaluarea
orei de literatut si (b) materialele care le pratgscsi sugin: fisele de observare,
ghidul de proiectare a Igei si fisa de evaluare. Reflga vizeaZ, de asemenea,
modul in care aceste instrumente au informat madiudetilor si modul in care
si-au dovedit eficieta.

Focalizarea disgigei asupra problematicii orei de literatugste determinag
in primul rand, de dificultatea reali@ performanei in predarea literaturii, dificultate
exprimafi de marea majoritate a studiéor si mentorilor, dificultate explicit in
numirul mare de consultia solicitate de studgnpentru pregtirea acestui tip de
lectii, dificultate manifest Tn nundrul de ore "refcute” de student sau profesor, in
urma unor activitti nereyite.

Focalizarea disgigei asupra problematicii orei de literatugste determinat
in al doilea rand, de diferggle prezente in notarea fidor de literatusi, diferene
pe care le-am remarcat pe parcursul indriirpracticii pedagogicei pe care le-
am regsit, la fel de stridente, la cursurile de formaeerdentori; Tn acest context
profesorii participati au evaluat acegdectie cu note de la 5 la 10.

1. 2. Discursuri interpretative si didactice concurente.in cadrul unei
analize sumare, problemele obsgeiiy proiectrii, si evaluarii lectiilor de literatué
pot fi explicate, n totalitate, prin natura conyilesi ireductibila a experietei
esteticesi prin caracterul incomplet al discursului carelbeativeaz. O asemenea
punere in ecu& a problemei nu face decét gostuleze, inco da, un adeir
unanim acceptatsi anume, dificultatea studiului literaturiist si justifice reducerea
evaldirii lectiei la parametri generici precum “calitateg substarpalitatea
dialogului”, "autenticitatea recegii" sau "adecvarea demersului interpretativ".
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Dar definirea naturii obiectului de studjufixarea punctelor de fugale
demersului didactic prin descriptori generali sgesturi care nu permit conturarea
unor soluii imediate la problemele entate mai sussi asta, cu atat mai mult cu cat
dificultdtile despre care am vorbit nu rezidoar in natura obiectului, i Tn
specificul perioadei pe care o trav@rs In termeni extrem de simpli, specificul
duratei actuale poate fi definit prin copregemunor discursuri interpretativg
didactice diverse, adeseori disjuncte.

Discursurile concurente locuiesc, Tn primul randizantul interpreirii
textului literar: aici teoriile ce descriu textsil postuleaZ sensul drept entitate
ascung in text sunt dominate, in ultimul timp, de teaiite inscriu textul Tn
orizontul cititoruluisi postuleaz sensului drept construct personal, realizat dwocit
in actul lecturii (fenomenologia recépi in variantascolii de la Konstanz, semiotica
recepdrii, configurai de Umberto Ecocsi diregia americad reader-response
criticism). Reflexele acestor perspective seasegcsi in didactica literaturii, unde
demersul tradional tinde £ fie Tnlocuit cu strategii ce valorizealectura inocerat
si, Tn consecit, raspunsul afectiv fid de text (Scholes, 1885; Langer, 1992;
Lebrun, 1993; Jarro, 1994, Pamfil, 2000). Reflexalestor perspective distincte se
regisescsi In noile manuale, locuitaj ele, de aceleaperspective concurente, ce
isi disput adeseori suprertia, in aceeg pagiri de carte.

Discursurile concurente definesc, in al doilea rdimlunea asupra lgei,
unitate didactig a crei structu raimane ascursin viziunea tradionali, devenind
explicita in cadrul diregilor actuale, unde pé procesului Tn¥tarii sunt punctd si
justificati (Ogle, 1986; Giasson, 1990; Stegil®eredith, 1995).

Dar coprezeta discursurilor interpretativg didactice diverse defigee nu
numai campul dezbaterilor teoretice dgsfate in &rti, ci si orizontul experietei
studentului practicant; in sga lui se confruni, de cele mai multe ori, amintirea
profesorului de literatérsi a manualelor pe care le-a parcurs ca elev, arnmdiile
pe care le-a asimilat la cursuii cu demersurile de&xfurate de mentosi de
manualele actuale.

Coexistem si confruntarea discursurilor interpretatiyiedidactice diferite,
consumate pe palierele circumscrise mai sus, igistiin mare misui, ezitirile si
nereyitele vizibile n proiectaresi realizarea legilor de literatud si inconsecvetele
in notarea lor.

2. Solurii posibile

in opinia noast, soluiile legate de prezea discursurilor concurente de
deriva pe care o generdéaze affi dincolo de orice pledoarii monocorde gaarti
pris-uri mascate. Asemenea sdille vedem conturate prin: (a) demersuri menite
sa cadreze exact dirgie interpretativesi didactice distinctai prin (b) instrumente
de lucru capabiledsofere elemente de andlizritica si de proiectare coretta
traseelor didactice.

126



OBSERVAREA, PROIECTARE/| EVALUAREA OREI DE LITERATURA ROMANA

Cadrarea diredlor interpretative si didactice concurente constituie, in
primul r&nd, substaa unora dintre cursurilg seminariile de didacticsi asupra
lor nu vom insista in paginile acestui articol. Eee dorim & contuim aici este o
posibif modalitate de a prelungi conturul cadrelor teoeetin practica pedagogic
prin crearea unor instrumente de lucru eficienfigjenta inseama, in acest caz,
capacitate de a asigura transferul infaiiileet asimilate la cursi de a oferi grile de
analiz a demersurilor realizate de mentorschitate de manuale; dar eficign
inseama si capacitate de a asigura proiectarea undiilsabstamale si bine
articulate.

Elaborarea acestor instrumente de lucru a fostrimdé de dod puncte de
fuga: (a) primul presupunea reprezentarea exglicih fisele de lucru pentru
studeni, a dominantelor viziunii tradbnale si moderne din didactica textului
literar; (b) cel de-al doilea viza configurarea uffige de observare, proiectagie
evaluare consonante, constituite intr-o agefaebchig si coereni.

Instrumentele de lucru prezentate aici ne @pantegralsi au fost oferite
studenilor n orele de deschidere a practicii pedagogiicesemestrul | al acestui
an universitar. Exce face fga de observare glotialsi fisa de evaluare,
structurate dupun model propus de Consiliu Britanic mentorilorlideba englea.
Acest model a fost reconstruit in fuilecde specificul orei de literatusi oferit,
spre analiz, profesorilor de limb si literaturd romara, in cadrul unor cursuri de
mentorat, dedfurate in ianuarie, 2000.

2. 1. Grila de analizi a discursului didactic. In fisele de lucru oferite
studenilor reprezentarea dominantelor viziunii trgginale si moderne despre
configurarea latei s-a realizat prin intrél sau descriptori care vizeaZa) caracterul
implicit vs explicit al demersului didactic; (b). absens prezega, in deschiderea
lectiei, a unui moment caré anunesi sa justifice traseul ce urmeaa fi parcursi
(c) abseravs prezema, in finalul ledgei, a unui moment de reflge, ce reia pgi
Tnvatarii si 1i justifica.

in acelesi fise de lucru, reprezentarea dominantelor viziunditranalesi
moderne despre interpretarea textului literagcimak s-a realizat prin intrelo sau
descriptori care vize#az(a) non-valorizareas valorizarea lecturii inocente; (b) non-
diferenierea vs diferenierea lectus inocend / lectui critica; (c) abseta vs
prezema demersurilor care expliciteaprocesul de comprehensiugienterpretare;
(d) abseravs prezera interpreirilor plurale.

Dominantele perspectivelor interpretatiiedidactice enutate mai sus au
fost introduse in fele de lucru create in vederea monitiniz obsendrii,
proiectrii si evaluarii orelor de literatui; aceste dominate au fost structurate sub
forma unui grile de analiza discursului didactic, gélce poate fi citit de student
ca un ghid de observare atiecdarsi ca o fsa de control a proieétii sau ca o
posibili grila de evaluare a orelor sirsite de colegii de grap

Prezenim, in continuare, seria intr@lor ce compun grila de anadiza
discursului didactic:
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1. A fost legia integrad intr-o structu¥ supraordon&a® Care este aceast
structus? Prin ce modaliti a fost integrat?
Au fost etapele laei vizibile? Care au fost ele? Cum saatt trecerea de
la o0 etap la alta? Cat timp a fost alocat fieei etape?
A fost procesul de comprehensiwhénterpretare explicitat sau nu?
Au fost etapele interprati evidertiate intr-un moment de reflge sau nu?
A avut legia momente de varf? Care au fost ele? Cum audafizate?
A fost evideniat scopul Tn¥tarii sau a &mas implicit?
A fost valorizai lectura inocerita textului? In care momente aletlei®
Prin ce metode?
A fost valorizai lectura critia a textului? In care momente ale tiei®
Prin ce metode?

9. Vedsdi alte posibiliiti de a structura Tritarea aceloga continuturi? Care

sunt ele? Prezentde succint.

2. 2. Instrumente de lucru consonanteO alti diregie prin care am
urmarit corectarea impasului circumscris la inceputtitalului a fost configurarea
unor instrumente de lucru consonante, capabikvilenieze faptul & observarea,
proiectareasi evaluarea sunt procese complementare, focalideigceleg obiective
si structurate in fun@e de parametri constan

Modul in care au fost concertate cele trei demeesie vizibil in structura
grilelor globale oferite studeifor si mentorilor, structuf reprezentatin tabelul de
mai jos:

Nogkrw N

o

OBSERVAREA
Calitati personalsi
profesionale
Concepia lediei
Continutul lediei

PROIECTAREA EVALUARE
Caliiti personalei
profesionale
Planul de Igie
Concepia legiei
Continutul lediei

Concepia legiei
Continutul lediei

Structurarea camutului

Structurarea camutului

Structurarea camutului

Metode de predare

Metode de predare

Metode dengreda

Managementul clasei

Managementul clasei

Manageineagei

Evaluarea in&tarii Evaluarea n#tarii Evaluarea n#tarii

Dar, dincolo de genul proxim prin care am corelatectrei procese,
activitatile ce vizeaiz legia de literatui prezint si aspecte specifice. Acesta este
motivul pentru care observarea, proiectagresvaluarea vor fi discutate in continuare,
in secvere distincte. Expunerea va uimindeaproape majoritatea modatiior
prin care propunem abordareatiecde literatui in practica pedagogic

3. Observarea

Prima etap a practicii pedagogice o reprezirdbservarea legidor. Acest
tip de activitate 1l vedem concretizat in: riédactarea unui conspegtranscriere
fidela a parcursului legei, realizad Tn timpul desfsurarii ei si completai ulterior
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cu aspecte ce nu pot fi deduse din simpla obsermareeferim la modul in care au
fost selectate camuturile, la alegerea cadrelor in care a fost gui@ii tema
lectiei, la fixarea obiectivelor, la bibliografia cortati etc.); 2. completarea unor
fise de observargecvefiale (ce urmiresc surprinderea unui singur aspect ali¢éc
sauglobale (ce urriresc surprinderea tuturor componentelor gaknale ledei);

3. realizarea unui conspegt completarea unei §e de observared. realizarea unui
conspecji completarea unei grile de evaluafi@ cazul legilor suginute de colegi).

3. 1. Conspectul.Conspectul permite transcrierea complatintregului
parcurs realizat in Ige si, deci, notarea exach activititii profesorului / studentuluii
elevilor. Aceast modalitate tradionak de concretizare a obsérv o vedem proprie
primelor asistete, cand ateia nu se poate Tidixa asupra unor aspecte specifice.

Dar importaga conspectului nu poate fi reduka Tnregistrarea filmului
lectiei care, o dat realizat, se cere, in opinia nodstre-formulat din perspectiva
unor repere didactice ferme. Aceast-formulare se poate face de intreaga frup
in cadrul analizei le®i si / sau individual, de fiecare student in parté) pompletarea
unei fise de observare glokial

3. 2. Fa de observare globai. In scopul acestei restructin; am creat o
fisa de observare globah cirei lectud si completare permite cgtientizarea, Int
din aceagt prima etagd, a aspectelor fundamentale aletilsic Marea majoritate a
descriptorilor cuprigi aici sunt identici cu cei din §a de evaluargi sunt vizai
explicit de ghidul de proiectare a tes. Prezera lor expliciti Tn activiitile de
observare va permite studentulaiig centreze atara, de la inceput, asupra acelor
aspecte pe care le va umirin planificare, aspecte in futie de care va i notat.

Prezenim, Tn continuare, parametrii prin care vedem ctiaati legia de
literatura, parametrii cuprigi in fisd, specificai prin descriptorisi dublai de
observdile si exemplificirile studentului:

1. Calititi personalesi profesionale: atitudine (empatiggldura, incredere in
sine); comportament (relaxat / crispat; autoriteodperant); curginte de
specialitate; acurateconceptudl capacitate de a motiva elevii pentrudtare.

2. Concepia si continutul leaiei: raport lede — program — manual —
bibliografie; coereta demersului; densitatga corectitudinea informaei;
claritatea explicgilor; selectarea informeei; caracterul explicit al procesului
de nvitare; folosirea adecvat materialelor-suport.

3. Structura legei: prezema expliciti a etapelor, articulareajustificarea lor;
propotia coreci dintre momentele lgiei; prezema punctelor de varf;
ritmarea coredta pailor lectiei si incadrarea in timp a intregului demers.

4. Metode: adecvare; varietate; difetiene; caracter activ; organizarea tablei.

5. Managementul clasei: organizarea claseiactivitatilor; monitorizarea
activitatilor; acordarea de timp de géandire; mieerea disciplinei; reaie
adecval la momentele surpriz

6. Evaluarea inaarii: feed-back-ul dat elevilor; valorizareaspunsurilor
elevilor; alte modalitti de evaluare.
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Dar observareasi analizarea lgiei in funaie parametrii metionai
anterior nu dau seante calitatea discursului prin care este abordatitdterar si
de gradul de autenticitate al dialogului cu clasa.

Acesta este motivul pentru care am considerat aecesearea unor §e
de observare secviale prin completareaacora studentul &si poaé construi o
perspectii coererd asupra tipurilor de interéiane profesor — elev — text.

3. 3. Fsele de observare secveiale. Fisele de observare secvem
ofera posibilitatea orierdii atentiei asupra unor aspecte fundamentale algeiec
fara a permite Tns o imagine global asupra demersului instructiv.

Completarea acestogé presupune: Inainte de asisteti: lectura aterita
descriptorilor; 2in timpul asistefei: (a) observarea lgei din perspectiva parametrilor
indicai, (b) completarea seriei lor, in sitiea in care lega atingesi aspecte
nemetionate in f§a si / sau (c) invalidarea unor descriptori, in sitadn care sunt
considerd nerelevan si 3. dupi asistemi: redactarea unei text ce sintetizeaz
aspectele surprinse, justfitmportana lor in reyita leaiei si puncteaz aspectele
considerate es@ale n activitatea didactic

Fisele de observare secymti structurate de noi vizeazaspecte diverse
precum modalittile de interagune, constantele activiii profesorului sau etapele
demersului didactic. Din seria lor, specifiorei de literatut este fga conceputin
functie de tipurile de intrelii ce vizeaz explorarea textului literasi readia
afectiva provocal de identificarea lectorului cu universul re-creat.

Fisa consacrat obserdrii formelor de interagune a fost construitin
functie de dod criterii de clasificare a intréklor.

Primul criteriu este reprezentat deadul de complexitate akispunsului
solicitat prin intrebarei grupeaz intreldrile Tn intrelari Tnchisesi deschise (R.
Beachsi J. Marchall, 1991).

Tntrebarile Inchisesunt cele care nu accétecat un singurspuns corect
si verifica modul Tn care au fost felese / in&tate cominuturile (exemplu: "Care
sunt evenimentele narate?", "Care sunt persongjéite este defina adverbului?!”,
"Care sunt predicatele frazei?).

Intrebarile deschise (problematizantslnt cele care pretind interpretarea
si accepd mai multe #&spunsuri (exemplu: "Ce semnifita putem atribui probelor
la care este supus eroul?", "Care este sensul oneitadoordei in soare»?", "Ce vi
s-a girut dificil in text / legie?" etc.).

Cel de-al doilea criteride clasificare vizeazraportul dintre intrebaresi
textsi grupeaz intrekirile Tn Tntreldri intratextuale, extratextualg intertextuale
(K. Hartmangi J. Allison, 1996).

Intrebdrile intratextualesunt cele aleator rispunsuri pot fi gsite in text,
prin corelarea informilor pe care le ofex. In cadrul lor se Tnscriu toate intéele
legate de awne, personaje, imagini, instannarativd sau liria, configuraia
textelor etc.
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Intrebdrile extratextualesunt cele prin care elevul este solicitatereleze
informatiile oferite de text: (a) cu date fiute din alte surse, in cazul textelor non-
literare (exemplu: "Ce alte cugtoite ai despre subiectul textului?§) (b) cu
amintiri si reagii subiective, Th cazul textelor literare (exempliDe ce fapte,
amintiri va aminti citind textul?", "Cum ¥ raportai la personaj?" etc.).

Intrebdrile intertextualesunt cele prin care elevul este solicitatereleze
texte diferite (exemplu: "Cungtti si alte texte cu acegiaproblematia?”, "Putei
stabili aserinari intre personajul %i alte personaje?" etc.).

Completarea felor centrate asupra intitbor in ora de limh si literatura
romara presupune nu numai transcrierea ririér, ci si notarea ordinii in care au
fost formulate.

In linii mari, abordarea problematicii prin intrebgpresupune parcurgerea
urmatoarelor trasee: (a) de la intéebinchise, la intrefri deschise; (b) de la
ntrekiri extratextuale, la intrelni intratextualesi, apoi, la intrebri extratextuale.

Tipuri de intreibi
Forme de Intrebiri Tntrebiri Intrekiri Tntrebiri Tntrebiri
interagiune nchise deschise | extratextuale | intratextuale | intertextuale
Prof.— clasi
Prof.—elev
Prof«—clasi
Elev—clasi

Completarea acesteiséi presupunesi formularea unor aspunsuri la
urmatoarele probleme:

1. Care afost tipul de interasne dominant?

2. Care a fost ordinea in care au fost puse Tatilel?

3. Au existat momente in care forma de intdrae realizat vi s-a prut
impropriesi de ce?

4. Care au fost intreidile pentru care s-a ceruispuns scris? Comeiita
gradul de adecvare al ceen

5. Cum au fost valorificateaspunsurile scrise?

4. Proiectarea legiei. A doua etap esefiala a practicii pedagogice o
constituie proiectaresi suginerea legilor. Proiectarea lg@ei presupune, nu numai
cunoatereasi gestionarea corectoninuturilor, cisi cadrarea lor ateft

Acesta este motivul pentru care am structurat ud gk proiectare, ce
contureaz si specifici prin intreldri, alaturi de ce-ul continutului si de cumul
strategiilor de abordare, viziunea supraorddrattiei. Ghidul i propune, in
primul rand, 8§ impurd, prin ordinea secveelor sale, un parcurs ce trece de la
circumscrierea viziunii globale, la fixarea ¢owiturilor si la structurarea losi,
apoi, la alegerea tehnicilor de predareitare si evaluare. In al doilea rand,
ghidarea intefioneaz si soluioneze problemele care survin frecvent in planiéeai
predarea orelor de literatur
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Doua ne par a fi aceste probleme recurente. Prima &dnstientificarea
obiectivelor le@gei cu asimilarea unor cusiinte legate de un anume text sau,
mai grav, cu asimilarea unui discurs critic dedpse: un discurs complicat, pus n
prim-planul activititii didactice, discurs ce ecranéazanitos textul care l-aa€ut
posibil. Aceast tendina de a radia din seria obiectivelor unul din puree fug
esemiale -si anume, formarea unor compegere comprehensiuneinterpretare
menite & transforme elevul in cititor autonom — are drephsecini proiectarea
unor legii cu structud modulaé. Asemenea leit nu pot da seama decét cel mult
de un grup de textg nicidecum de un model de leciusi interpretare. Asemenea
lectii sfargesc prin a conforma cugtintele de literatut in arhipelagurgi de a fsa
elevii dezarma in fata oricirui text nou. Cu inteia de a evita constituirea unor
astfel demersuri carente, am géandit un ghid deeptaie al &rui prim moment
contine circumscrierea viziunii supraordonatetieicsi, in cadrul ei, fixaressi
specificarea competerior de comprehensiung interpretare. Aezarea reflgei
legate de cadrele generale aletigda Tnceputul procesului de proiectare oblig
studentul & aleag strategiile nu numai in fugie de cominuturile vizate, cisi in
functie de competearle ce urmeaiza fi formate sau consolidate.

A doua problera specifié proiectrii lectiilor de literatué consi in eludarea
experienei de lectux a elevilorsi Tn impunerea unor variante interpretative pe care
elevii le percep ca indédatesi striine faa de propria lor lectdrsi interpretare.
Cu intenia de a induce realizarea unor demersuri interpivetdiresti din punctul
de vedere al elevilor, demersuri aderente la egperide lor lectut, am creat, in
cadrul ghidului de proiectare, o0 siene ce vizeaz reflegia asupra raportului
dintre lectura inoceatsi cea critic.

Prezenitm n continuare secvezie ghidului de proiectare, ghid elaborat,
asa cum am subliniat de la inceput, in consaehan fisa de observare glotaadi cu
cea de evaluare.

A. Circumscrierea viziunii supraordonatetlec

Dominant: demersul didactic nu este un flale momente insulare, ci un

continuum.

Intrebri:

1. Care sunt competegle pe care dost sa le dezvoli?

2. Care sunt cadrele in care integrezitieqproblema, capitolul,
subcapitolul, genul etc.)?

3. Cairei finalitati i subordonezi leta? Care sunt problemele spre
care leda se deschide?

B. Circumscrierea caimutului leaiei si structurarea lui

Dominante:

- structura ideatica legiei este rezultatul unor gpni succesive, informate
de prograri, manualki bibliografia de specialitate pe de o pasiede
realititile clasei, pe de dtparte;

- viziunea globa informeaz operaiile legate de structurarea aorutului;
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- structurarea cgmutului presupune, de asemenea, fixarea projoor
diferitelor momentai stabilirea punctelor de varf.
Intrebri:
1. Tn ce const deschiderea lgiei? In ce integrezi lg@? Prin ce o
corelezi cu ceea ce a fost studiat inainte?
Tn ce const ledtia propriu-zig?
Tn ce const inchiderea legei?
Cat timp este alocat fieei parti?
Care sunt fi punctele de varf aletiec?
C. Stabilirea strategiilor prin care se va dgsfa legia
Dominant: corelaia intre cofinut - metode de predare-tyare
Intrebri:
1. Cum deschizi lgta? Prin ce metode?
2. Cum comunici cotinutul propriu-zis? Prin ce metode?
3. Cum realizezi finalul legei? Prin ce metode?
4. Cum organizezi elevii activitatile?
Dominant: corelaia lectus inocent - lectus critica?
1. Cum valorifici lectura inoceata elevilor?
2. Cum te raportezi la sdiiile interpretative plurale pe care le afer
D. Stabilirea metodelor de evaluare a afilitr exersate / curgtintelor
dobandite?
Dominand: corelaia intre coinut si metodele de predare-iitare
Intrebri:
1. Cum vei evalua, pe parcursul fieg, abilititile exersatesi
cungatintele dobandite? Prin ce metode?
2. Care va fi tema de ca®1n ce mod va fi ea evalugt

Ghidul de proiectare, Tn daura in care este urmat Tndeaproape, permite
evitarea tendifelor negative pe care le-am ngienat la inceputul acestei semi.
Nu putem Tn& si nu recunogtem @& problematica preii literaturii este mult mai
complex decat o prezifit acest ghid, cu asurile lui de siguratd relative si
incomplete, rasuri care nu asigamici acurateea grilelor de lectér nici adecvarea
lor la tipul de texti la nivelul clasei, nici aplicarea flexiBiki creativa a strategiilor
didactice. Aceste aspecte se depkinse rafineaz de cele mai multe ori numai in
timp, chiar dag sunt vizatesi evaluate in& de la primele le@ predate.

arwd

5. Autoevaluareasi evaluarea.Activitatea de proiectare, concretizdintr-un
plan de lete si 0 schia a tablei, o vedem contindatdup susinerea legei,
printr-o scurd secvers de autoevaluare. O astfel de sec¥gmesupune formularea
unor @spunsuri la urritoarele intrefiri: Care sunt fost impresiile dapecie? Care
sunt aspectele / etapele care awiteim legie? De ce aspecte / etape nu sunt
multumit / muktumita ? Dad@ &s relua ledia, ce elementesanodifica?
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Spre deosebire de aceassuccini autoanaliz, continuai apoi de
prezentareai justificarea proiecirii si realizirii lectiei, fisa de evaluare este mult
mai elaborat. Ea cofine tai parametrii prezeinin fisa de observare, parametrii
nsaiti de aceeg descriptorisi cuantificgi in 100 puncte, dupcum urmeax 1.
calitatile personalesi profesionale ale propétorului — 15 p.; 2. conce si
continutul leaiei — 20 p.; 3. structura demersului didactic —plH4. metodele de
predare, de evaluagemanagementul clasei — 30 p. Difetamle 20 de puncte este
acordai pentru elaborarea planului de tie¢ cadrat prin uridtorii descriptori:
circumscrierea competgior si cunagstintelor; integrarea la®i intr-un sistem de
lectii, anticiparea dificulitilor; raportul dintre plaii lectia propriu-zis.

Fiecare f§a de evaluare came nu numai notarea defalgat tuturor
componentelor lgi, ci si 0 se¢iune de concluzii, in care mentorul puncteaz
aspectele pozitive ale lgei precumsi sugestii pentru activitile ce vor urma.

6. Concluzii. Problematica preilii orelor de literatuk a fost abordat Tn
paginile articolului, din perspectiva dificafilor recurentesi a soluiilor posibile,
soluii conturate pe parcursul incérdor noastre de a restructura acest palier al
practicii pedagogice. Reflga asupra dificulitiior a condus, pe de o parte, la
crearea unei grile de andia discursului hermeneutig didactic si, pe de alt
parte, la configurarea unor instrumente de lucmmementare, instrumente gie
au dovedit eficieta in decursul acestui semestru; efigciereak, dar relatid, pe
masura soldilor amendabile prin care se incegrmereu, rezolvarea problemelor
"predarii” literaturii Tn scoah.
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REZUMAT. Lucrarea intitulata "Noi directii in domeniul refoei
educationale; rolul evaluarii in procesul de predarinvatare la chimie"
abordeaza problematica evaluarii procesului de greed- invatare in
contextul reformei invatamantului in Romania; adspieocesul evaluarii
este interpretat nu numai din punctul de vederevaluarii diferitelor
secvente de instruire la disciplifahimie ci si in ceea ce priveste
programele educationale, astfel ca scopul evalesie de ajustare a
finalitatilor, sensurilor si contextelor invatafiiinstruirii. Lucrarea prezinta
nivelele la care se produce evaluarea, precumiscipile acesteia, la
studierea chimiei in invatamantul preuniversitar.

Este din ce in ce mai evident ca pentru a promoveducatie
eficienta va fi necesara elaborarea unui nou moel@valuare, cu referire
la programele scolare, precum si la nivelul de atieg al elevilor in
domeniulChimiei

Chapter |

The notion of evaluation has been around a long-fimfact, the Chinese
had a large functional evaluation system in placdtfeir civil servants as long ago
as 2000 B.C. Not only does the idea of evaluatiaveha long history, but it also
has varied definitions. Evaluation means differtinihgs to different people and
takes place in different contexts. Thus, evaluatian be synonymous with tests,
descriptions, documentation, or management.

In 1929,Henri Pieron introduced the "docimologicabtion that proceeds
etymological from Greek "dokime and dokimanzis'ttekkimanzo"-examine,
"dokimastikos" to be able to examine. (Tomlinsa@93)

Gilbert de Landsheere introduced the "docimastitation-the technique
of exams. Many definitions have been developedamgmprehensive definition is
presented by the Joint Committee on Standardsdac&ional Evaluation (1981):
"Systematic investigation of the worth or meritaof object..." (Naumescu, 1997)

! Babes Bolyai University of Cluj Napoca
2vAnghel Saligny" Technical College of Cluj Napoca
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The Evaluation constitutes a complex process "dedtio measure and to
estimate the outcome's value of Educational system efficiency of means, of
conditions and of operations used in unfolded t¥i&g, comparing with the proposed
objects, taking decisions for the improvement ef dlativity in the next levels".

Referring that the Evaluation is connected with ¢hericulum essence in
the learning-teaching process, this paper is basdwo directions: the curriculum
evaluation and the evaluation in learning-teaclpiracess in chemistry.

Chapter |1

2.1 Evaluation:; Sense-Making of school programs

The technological orientation to curriculum is ahat is concerned with
development of means to achieve prespecified biittese working from this
orientation tend to consider the school as a comgystem that can be analyzed
into its constituent components.

Evaluation activities may be considered as an eadr® interpretation of
programs. Here the concerned is focussed on tld¢iarlof the means(teaching
methods, student activities, materials, resourte@dhe butts(intended objectives
and outcomes). As such, the nature of this relaligmbetween buts and means is
the basis for evaluating programs.

In one way or another, evaluation is designed tigguthe "worth" of a
program. Depending upon the definition of what ¢tibmtes a program, the
criterion of worth may differ. When defining a pragn as ends-means relations, an
evaluator makes judgements regarding how well thanmm are contributing to the
specified outcomes. For example he may judge argnogn terms of certain
guestions: How efficiently, predictably, and pretysare the program's goals being
achieved ?

Within any evaluation task there is a relationskgt up between the
evaluator and the evaluate. Teachers and studergsdefined the evaluator's role
in some way, as a evaluator must defined his oglat the school personnel. As
such, evaluation is always a social activity. (Nasou,1997)

2.2 Some Tasks of Ends-Means I nterpretation

Some of the tasks of ends-means interpretationilargrated by the
following questions:

1.To assess the degree of relatedness between arghesds:

1.1 How effective are the means in achieving ttaséh
1.2 How much consistency is there between and antlb@gobjectives,
content, resources, and strategies of the program ?
1.3 How much certainty(precision) is there in peotidg(achieving) the
specified outcomes ?
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2.To compare this relatedness among programs:

2.1 Which program is the most cost effective antetefficient ?

2.2 Which program produces greater net increasesutmome performance
indicators ? These few question highlight the taglevaluation as one
which adjusts ends and means.

Evaluation can be viewed as situational interpi@tabf school programs.
(Stoica, 1998)

One of the basic things we observe about man tshibaonstantly gives
meaning to things: he is forced to define the elenging situations of which he
is a part, to classify the things around him, tapshhis perceptions, to interpret his
experience, to anticipate the actions of othergl #mn interrelate the past and
present. In other words, meaning is everything émnBecause it underlies all he
does, he rarely recognizes the importance and gigergess of meaning for human
world. Metaphorically, he seldom questions, letnalorecognizes, the oxygen
around him. He needs an anti-environment to makeaware of oxygen, as when
he climbs a mountain or dives into water and retmamhis own shortage of
breath. At these points, he realizes how importaygen is a component of his
environment. So it is with the context of meaninigjeh cradles his daily activities.
Disturb meaning and man suddenly realizes thatdes dot experience the world
randomly, but as a meaningful whole. His daily eigrece of it fit together within
a meaning situation or context only momentarily dtiee importance of meaning
contexts break through to him. For example,

I am walking along a sandy beach. Suddenly

| am aware of how long the waves and tides
have moved the sand beneath me. For a
moment my life seems so hopelessly short.
Feelings of my temporality seize me as |
realize that | am but a moment in time. My
projects become insignificant as my temporality
takes me headlong. It cannot be stopped or
slowed. Relentlessly it drives. Helpless, | realize
that time cannot be conserved or spent. | just
wait, but | cannot wait in a vacuum. |

must give meaning to my world. Who | am ?

I am here, now. To this time and place |

must give meaning. As | leave the beach,

| once again enter the various situations which
are my environment and which cradle

my existence in meaning.
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2.3 Some Assumptions of Situational | nterpretation

A premise made about programs is that they arepirdieed and defined
variously by groups on the basis of conflictingenests and back-ground experiences.
Any program may have as many personal meaning agdeds of relevance as
there are teachers and students who experience it.

Chapter 111

The evaluation of learning-teaching process is mpmnent activity of
didactic technology, beside design, achievement @ndfollowed by the
regulation(auto regulation) which is interrelatehvthe evaluation. It is important
for us to apply a continue evaluation in learniegehing process, an evaluation
centered on the operational objects.

Methodological system of student's performanceaugtion includes a
few kinds of checking, methods and examinatiorbeg@edings:

- the currently observation of student's learniabdviour
- the evaluation tests(orally, written, practical)
- the outcome's analysis of different activitié€achapuz, 1991)

The oral, written, practical evaluation's teststhe2most important, because
they are ensuring a continue evaluation and als®,pbssibility to regulate the
whole pedagogical approach. The oral checking ndetlogy imposes some
demands as for the student's examination timer;, ftexjuency, the question's and
answer's enunciation; is really necessary to weooktélly in the completion of
some incomplete answers. The oral examination doesake possible the
achievement of a feed-back. (Naumescu, Pirson,)1995

The checking and written evaluation can be effectéth written tests:
test-paper and the end of a chapter; quarterlg-feegper; "Short objective tests".
Advantages:

- objectivity through the anonymity of the writtéests;

- checking lots of students in a limited time;

- the possibility to compare the obtained outcoofes| the students;

- the feed-back can be realized at or the endcbiater;

Drawback:

- it doesn't allowed to clear up the errors while €xamination takes place;

- it can't be introduced the supplementary question

Checking methodology with practical tests receigpecial valences as
part of "Chemistry". (Maskill, Cachapuz,1998)

Bates shows that: "Supposing our objectives areermaportant than the
essence which we are teaching, it's necessanetuifig especially those processes
and activities which are included in experimentadigching. This will determine a
better evaluation”. ( De Vecchi, Giordan, 1998 )
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Cronbach considers that educative evaluation allstndent's judging at
three levels:

- an administrative level;

- a level of subject's assessment and of the atkedaaching methods
(curriculum) level;

- an individual level-which presents the biggesteliest in learning-
teaching process in chemistry;

In the special literature exists numerous conckased on experimental
evaluation's methodology in chemistry. There isuacession of pedagogical
arguments which assert the necessity of studerdshangy 's evaluation with
practical tests. Thus, Kempa asserts: "Is welconen eessential, when we are
taking into consideration the goals, the objectiokpractical activity in science, to
adopt a critical attitude which must reflect remlis

In the first figure are indicated the levels of exmental evaluation.
(Giuntini, Zanchetta, 1997 )

Task

{ the practical test of ewvaluation ?

=tage 1 b—— obtaining of informations

stage 2 b——— students’ reason

stage 3 —+ decision’'=s taking

Fig.l!: The =stages of experimental evaluation

The practical evaluations has to be reproducedbsvlates terms; the
operator type of evaluation for T.E.(means -"piatiactivity”) has on base three
organizer principles:

P1 - the evaluation must be based on that thresslexf T.E. objective's:
preoperational, operational and postoperationgidga on base the
complementary's principle;

P2 - the criteria of evaluation will fit into on jsed methodology the
proceedings used by the students;

P3 - the evaluation has to be a criterion one-tlreardance's principle;
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The example presented in figure 2 refers to stddii@@mass' conservation
law. The appearances described in first stageZ2ffigan be evaluated with
questions(oral or written) which are given to stidebefore the practical test; the
stage 2-operational-with direct observation of ettd' activity during the practical
test; the stage 3-postoperational-through the amsalyf documents presented by

students at the end of a practical test.

The student reason, emits hypoth
based on prerepresentations; 18 stu
consider that after the reaction betweg
and B, takes place "the mass" weight
change; 10 students consider that
mass remains the same

Stage 1:Pre -
operational

The student Eollows the instruction|
from the work papers, so that

R

Stage 2:
Operational

The students recognize the soluti
of:

1) CuSQ+NaOH

2) AgNO;+NacCl
and they come into contact with
work papers in which is described
made of work.

makes the experiments with precig
and observing the norms of wo
protection.

The students builds the new knowle(
so that he gets the conclusion:

»
»

Stage 3:Post —

operational

myt+ My = Metmy

»
»

The teacher observes the groupg
students while they are making
experiments and he gives the neceg
indications if it is necessary.

The teacher stresses the stude
conclusions through the enunciati
of the law of mass’ preserve.

R = concordance relation

Fig. 2 The representation of the model evolution for
demonstrating the LAW OF MASS’ PRESERVE

Concerning the proceeding of practical evaluatibnmnust be planned

before, for being useful: (Hagger et all., 1993 )
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a) -Whatdo we evaluate ?
b) -Whendo we evaluate ?
¢) -Whomdo we evaluate ?
d) -How do we evaluate ?

In the first table are presented the different etggroposed for each one of
the three stages of one practical evaluation. (if@oh, 1995)

The stages and the hops of
a practical evaluation TABLE 1

Stage Haop

1. Preoperational|{i.1.the Jdefine
af the problem

l1.2.the planning of

a practical activity
2. Orerational 2.the experimental

achieuvment

F.Postoperational|3.1.anal lusissoutcaomes’
interpretation

2.2.the evaluation

In the second table are presented the specifiurest as concerns the
habits and some traits of obtained performancestbglents (it's applied in the
second stage of the practical activity). (Giuntiéanchetta, 1997)

Giuntini J.C. from Montpellier University remarksat the evaluation
technics are conditioned by the habits which thedestt has, existing four
important qualities: ( Giuntini, Zanchetta , 1997 )

1) - the student to be able to build his own infatian;

2) - the student to be able to autoevaluate cdyrbonself;

3) - the student to display effective his inforroati

4) - the student to demonstrate creativity .

As concerns the appearances of a practical evaluain pre-and

postoperational stage in special literature appkussof specific features, which
can be systematized in the third table.
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TABLE 2

Some characteristics traits for the moulder of habi

The efficiency
Traits of the performance

of a habit

the correct succesion of
the tasks which make-up an
overal |l operation

Methodo logy -

Practical - the =fficient resortinaiusing?

activity of
the correct mamnipulating of
the arparatus and of the

tire
Experimental -

materials

zaf ly execut ioninorms of work

Technicals
protection? of an sxperimental

procedure
the takina of =ame adequate

cavtions for the ensurance of

obseruvations and of correct

outcomes

the correct manner of execution
of a practical task

the correctly execution of an
orperat ion

- & good resortinadtusina? of
available space lab

- the dudicious make-up of the
equipment amd of the used material

Marnual ita -
Deftness -

Tidiness

TABLE 3

Mz ke

Evaluation aspect:The FPlan and the Desian
- akle to present a perceptiv plan for investigation 9-1@a
— the plamn i= clear, conci=e, complete
- abkle to discuss the plan for experiment
— & good plan, well presented, but wWwhich Freguires =ome 7-a
changes
— an approximate and seneral understanding of the
Froblem
- aood plan, but requires help from the teacher S5-5
it doesn’ t come close by the problem
- inefficient plan which requires considerakles changes e |
—a few ideas about the wag of talking of the proklem 1-z
Evaluation aspect! the conclusion’s and gseneralization's Ma ke
ocbtaining
- he oktains conclusions koth From the gualitative and 1@
quantitative data and ke offers explanations
He evaluates the proceedinos and the outcomes and he
sugaests alternatives without help
— he obtains comclusions both fraom qualitative data and 8
also from thke guantitative data and ke gives some
explanations. He tries to ewvaluate the procesdings
and outcomes without kelpP.
=]

- he obtains =ome conclusions both from qualitative data
and also from quantitative data ke aives explanations

The trials to sualuate the procesedings and the outcomes
are not frecquently. He requires circumstantial help.

ke obtains an unsignificative conclusions fram the scored
data. The explanations are succint. He doesn’ t understand
the evaluation. Generalla, ke reguires help.

ke can obktain conclusions with maxivmam help.
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Chapter IV

We can consider the evaluation process as a pahaiivity of didactic
technology. The existence of "absolutely" quarititatevaluation in learning-
teaching process seems to be an "Utopia", evaluatitich refers both teacher's
activity and student's activity as part of differ@rstructional sequence.

The teachers' evaluation gets special valences ittseaccompanied by
auto - evaluation, which is reflected through feedk's achievement. A good
teacher will know exactly how he realized the féedk and he will know to
regulate the whole pedagogic approach with theuatian tests, centered on the
operational goals. So, the activity evaluation(autvaluation) of a high school
teacher is interrelated with the students actigitgluation. This evaluation process
must be more gqualitative than quantitative. Iniportant for student to understand
the new concepts during the class, so that he @itoh timself the new information
being guided by teacher.

But, the evaluation of learning-teaching processtarrelated with school
programs evaluation, and also with the way in whidk curriculum is designed.
Thus, we can't agree curriculum for the next yeenih will get in force in 1996-
1997) as it follows: in 9th form are teaching pleyshemical notions(the law of
gases, the liquid state, the atoms' structurehabthe student who formed habits
and abilities in writing correctly the equationsabfemical reactions during the 7-
8th forms has no possibility that in 9th form teesigthen these habits and abilities;
in 10th form will be resume notion of anorganic gext chemistry, being obvious
that the student will forget to equalize the diéfier types of chemical reactions.
Obviously, this kind of curriculum can ensure aficednt evaluation, because the
curriculum must be adopted to age specific featafestudents.

The romanian students are more clever than thesstuaf Occident, but
they don't have always the possibility to provesthiecause an "over loaded"
school program establishes the teacher to covesubject matter in "big steps”, in
fast, without to give to student the possibility 'tiiter" the new information
through view point of his cognitive abilities. # wrong to consider that the student
is a small "sack" which must be "fill up" with infoation at each subject. The
modern didactic has in view the development ofetibn capacity, it has in view
the development of student's creativity and notithelopment of memory's capacity.
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RECENZII - BOOK REVIEWS

Miron lonescu, loan Radu, Dumitru Salade, of school learning process. The theoretical
Coordinators Sudies of Applied Pedagogy, description of the concept of "metacognition”
Ed. Presa UniversitacClujear, Cluj-Napoca, is doubled by the analysis of a learning
2000 sequence where the link and alternation of
the cognitive and metacognitive action plans
The studies gathered in the present is relevant. Having as a starting point the
volume are joined within the large domain of organization and articulation of the know-
applied pedagogy. The authors’ focus was on ledge present within the pupils’ cognitive
relevant pedagogical aspects of the pre- system, the author makes the demarcation
university and university educational reform between the cognitive and metacognitive
in Romania, as well as on their specification elements of learning process. In the educa-
and operationalization within the present con- tional plan author’'s recommendation is that
text, considering the current and prospective these elements "should be first described

goals of the Romanian educational system.
The theoretical and practical applicative
approaches of this book offer new scienti-
fical perspectives for both practitioners and
theorists.

Professor Dumitru Salade argues in

within a explicit plan by the teacher in order
to be learned and interiorized as personal
criteria by the pupil within his independent
work".

In chapter lll, named "The Pedagogy
of University", the author, Professor Miron

first chapter, "Personal Independence and lonescu, proposes a foray in the university

Educational Objectives” on the value and
importance of the formative dimension of the
instructive-educational process. The author
offers a new conceptual design of the terms:
"autonomy”, "independence" and "personal
liberty", notions that have particular signi-
ficance for the domain of educational scien-
ces but are rarely examined within the field
literature.

In a modern, systemical approach, the
author examines the relationship between
this terms and other notions that hold a parti-
cular status within the pedagogical theory
such as: "self-knowledge", "self-education",
"self-control", "creativity", "lifelong learning".

The author refers to the opportunity of
the practical recommendations, starting from

pedagogy, a pedagogical field that of an

increasing interest for the specialists in the
educational sciences. The theoretical-metho-
dological and practical approaches lay out
the present issues of the higher educational
system as well as the manner in which these
problems find reflection in the consciousness
of university teachers and students. The key
concepts: "university pedagogy", and "univer-

sity education" are analyzed with reference
to the actual context and the objectives of the
higher education Romanian system.

Chapter IV, "Contemporary Educa-
tional System: structure, management and
paradigms of the reform" is focused on the
analyses of the two main categories of
contemporary educational systems: hierarchi-

the necessity of helping the pupils to gain the cally organized systems, the systems
awareness of there own possibilities to shape organized on the principles of centralized
there personality according to there aspira- management and the systems organized on
tions. In this respect, a methodology that is the web model and on the principles of
"adequate to different stages and situations autonomy. Using arguments drawn from the
of youth development " is offered. pedagogical theory and practice, the author,
Professor loan Radu, the author of the Vasile Chg, pleads for the managerial,
second chapter "Metacognitive Strategies pedagogical and financial decentralization of
within the Pupils’ Learning Process" discusses the contemporary school associated with the
the issue of metacognition within the context development of partnership in education.
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Author’'s argumentation and practical sugges- Chapter VIIl, " Psycho-pedagogical
tions are built on an objective analyses of the Marks in the Development of Classroom
Romanian educational system reform and Discipline”, analyses the issue of inducing
the difficulties and obstacles met in its the discipline in classroom which is one of
content, rhythm and results. the major concerns of teachers and an
The issue of didactical principles is important professional stress source. The
analyzed by Mgata Boce in Chapter V, psychological and pedagogical approaches
"From the General Didactic Principles to that offered by the author are preceded by new
Specific to Instruction in Chemistry ". The definitions given to terms: "discipline" and
author offers an analysis of the issue parti- "to discipline” and by there description
cularized for an applied pedagogical science, within the didactic context. The author,
the methodology of teaching chemistry. The Adina Glava, refers to the main psycho-
description of didactic principles - that is, in logical perspectives regarding the human
author’s view, fundamental for teaching and behaviour and draws the attention to the
learning of chemistry - is given considering pedagogical solutions offered by them, empha-
the issues of "the new educations" and of the sizing on the fact that there application can
new contents included within the school not be exclusive, bearing in mind the

curriculum. complexity of the process of inducing the
In Chapter VI, "The Play Dimension of desirable behaviour in the classroom.
the Educational Phenomena", the author, In Chapter IX, "Pupils’ Individuality

Cristian Stan draws the attention to the and Instruction Situations", the author,
binary system: "education"—"play". The author Ramona Rdu-Taciu discusses an issue of
argues on the complementarity between play general didactics, describing the link between
and education, describing it from multiple pupils’ individuality and the characteristics
perspectives: biological, social, cultural and of instructive situation. The author points out
educational. The psychological and pedago- the necessity of creating and using individua-
gical analyses of the play phenomena, lized didactic strategies meant to give
offered by this study is relevant for the foundation to differentiated educational acti-
accomplishment of at least two educational vity and to certify the unity of educational
objectives: the emphasize of the educational strategies system.
potential of play and the retrieval of the play "Studies of Applied Pedagogy" hopes
dimension of the educational phenomena.  that, through the analyzed issues, through
Catilin Glava the author of Chapter conclusions drawn from the theoretical and
VII, " Design and Management of Pupils’ practical approaches, will offers both,
Learning Activity. Didactical priorities”  practitioners and theorists within the field of
points out a series of difficulties met within educational sciences elements of interest,
the educational practice regarding the feasible and efficient approaching models,
didactic activity developed in the classroom, criteria of analyses, reflections and personal
the learning and teaching process and theevaluations. The authors of this book express
role of teacher. The focus of this study is on there hope that elements of the studies
the educational management of learning presented here will bring a contribution to
activity, which includes, in author's view, both the epistemological development of
both learning and classroom management. fundamental and applied pedagogical scien-
The approach to the educational processces and the implementation of the restruct-
made from the managerial perspective uring reform of the Romanian educational
reinforces the systemic paradigm and empha- system.
sizes the role of the teacher as organizer,
leader and guide of pupils’ learning activity.
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Miron lonescu, Vasile Chigtudies of Peda- of Cluj, focussing on professor Onisifor
gogy, Presa Universitara Clujeana Publishing Ghibu and Vladimir Ghidionescu’s activity.
House, Cluj- Napoca, 2000 A relevant synthesis for the evolution of the
local scientific activity is the enumeration of
The collection of texts named "Studies the pedagogical research objectives. The
of Pedagogy" is a homage that former second study specifies the education’s role
colleagues and students, workers in the from the perspective of the society. The
psychopedagogical field, are dedicating to initial training and the continual training of
Senior Professor Dumitru Salade, who turned teachers are presented by an analytical
85. The book has two different parts: the first approach, ended with the description of the
one contains a bibliographical synthesis of actions done by the Babes- Bolyai University
the scientific activity developed by Professor to improve the psychopedagogical and
Salade, and a group of pedagogical works methodological constitutive part of the initial
with varied subjects: the history of pedagogy, and continual teachers training. The specia-
the educational systems reforming, the theory lized pedagogical practice gains a great value
of education, the educational psychology, the of utility.
methodology of sciences. Miron lonescu is also joint author, with
The book begins with anniversary Musata Bocos, of the other two studies. "The
messages addressed from Alma mater reform and innovation in education" opposes
Napocensis, The Faculty of Psychology and routine to renewal, analyzing the endogenous
Educational Sciences and the Department of and exogenous causes of resistance to
Educational Sciences. The following pages change. "The pedagogy of superior education-
present biographic and bibliographic referen- main concern at the University of Cluj"
ces. Born in Daia Romana, Alba county, on tackles the problem of the university
March 29,1915, professor Salade turns 85 in education. It claims the merit of a good
2000. He has dedicated 62 years for researchsynthesis of the aspects of didactic activity
in psychopedagogical sciences and for 50 spreading in Cluj.
years he has served the University of Clu;. Vasile Chis observes the phenomenon
Between 1938- 2000 he published 11 author of reform from a systemic perspective. The
books, 12 volumes as a collaborator, 124 text named "Approaches in the Reform of
studies and articles in magazines and specia-the Educational Contemporary Systems"
lized books, 154 studies and articles in compares the centralized and the hierarchical
culture magazines, newspapers and othersystems, considering that the structure and

publications. His valuable activity is an
important moment for the evolution of
Romanian pedagogy and the University of
Cluj.

The second part of the book totals 21
studies, elaborated by 18 authors, individually
or in collaboration.

Miron lonescu signs the studies:
"Pedagogy of Cluj after the establishment of
the Romanian University- The main tendencies
of research and action", "Training and quali-
fying teachers for the superior education at
Babes-Bolyai University". The former refers
to the beginning of pedagogy in the University

function of the educational systems are
proportional with the development of the
society where they came into being. Using a
recently bibliography that contains references
to the Internet siteghat belong to the
Ministry of National Education, the author
succeeds in outlining a new perspective of
the phenomenon of reforming the Romanian
Educational system.

lon Radu presents the learning as a part
of the education process in the study:
"Preludes for Cognitive Theory of Learning".
Accepting the idea of the plurality of
learning theories, the author chooses the
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cognitive one. In a careful observation of the The experimental results indicate that school
learning sequence, its processuality turns performance at introvert pupils ameliorates
obvious, the final phase being the application when evaluated by appreciation, and the
of knowledge. Another theme is represented performance of extrovert pupils ameliorates

by stereotypy used by teachers in exempli-
fying which lead to wrong generalizations
from the students.

Andrei Dancsuly conveys "The teachers’
training from the perspective of the edu-
cation for the future", explaining the structure
of professional training of the educators,

when evaluated by reproach.

Ramona Radut-Taciu mentions some
important aspects of group-work. "The
didactic group-work activity — advantages,
controversies and limits" offers an analysis
of the positive and negative traits of that kind
of learning approach. Starting with colla-

focusing on the personality features necessaryboration and cooperation between pupils,

for the didactic work. Joining his activity
with the community life and knowing the

continuing with shaping and learning by
imitation, the teacher-pupil interactive relating,

immediate reality, the educator can achieve the author ends her study with statements

the capacity of deciphering the future.
Vasile Preda deals with a theme belon-
ging to the domain of the psychology of

concerning group management and group-
work learning.
Adina Glava insights into modernity:

development in his study called "The attach- "The multicultural education — dimension of
ment". The title concept represents a point of contemporary education”. The multicultu-
interest for psychology. There are two big ralism is an answer to the conflict between
theories: the first one regards the attachmentdiversity and unity, emphasizing the legiti-
as an instinctual social relation, while the macy of ethnic, group and individual
second defines it as an acquired relation. The diversity. The school theory and practice are
author follows the ideas of Bowlby, who reorganized according to the principle of
synthesizes the two theories explaining the multiculturalism.
behavioral elements of attachment. Catalin Glava identifies the post-
Voicu Lascus presents a history of modern tendencies in moral education. His
educational and professional orientation in study "The objectives of moral education in
his "Local contributions in the research and postmodernism”, included in the domain of
guidance of educational and professional educational theory, depicts five ways
orientation. Short history". Liviu Rusu, through which contemporary society adapts
Alexandru Rosca, Dumitru Salde, Nicolae to diversity and fragmentation, characteristic
Margineanu are some of the researchers ofof this period.
Cluj, whose work is reproduced. The Beside the above mentioned authors,
principles of educational and professional others sign studies: Vistian Goia, Ladislau
orientation, the instruments necessary for the Fodor, Elena Bonchis, Elisabeta Voiculescu,
research and practice in this field, the Elisabeta Pentek, lon Dragotoiu, Musata
importance of professional monographs are Bocos and Florea Voiculescu.
shaped by a diachronical approach. The final part of this anthology contains
Cristian Stan bring up the interaction an inventory, of documentary value, of the
between evaluation and self-evaluation. The professors and scientists who contributed to
text "The determinism of the self-evaluation the development and spreading of pedagogy
— evaluation relationship in the didactic within the University of Cluj. The grouping
process" is illustrated with many graphic is eloquently named "The servants of
representations of the educational process.Pedagogy in Cluj, between 1919-2000".
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"Studies of pedagogy" honors the taking over, continuing and propagating his
valuable and complex activity of the senior pedagogical ideas.
professor Dumitru Salade, using the most

appropriate prove of the disciples’ respect: Univ. Prep. Simona Bernat

A remarkable publication within
thefield of didactics

adequate bibliography, the graphic illustra-
tion using schemes, tables, diagrams, each of
these elements offer the book a special
feature, innovative and of a scientifical
construction.

The titles of the chapters, even, can
assure the reader of the author's personal
professor Miron lonescu, who was for a long note, of his integrative vision on didactics
period of time head of Department of and foremost, of the large and scientific con-
Sciences of Education and dean of Faculty of text within which the didactic process must
Psychology and Sciences of Education at be analyzed. Here are the titles of the 11
Babes-Bolyai University, provides a synthesis chapters that illustrate the above affirmation:
of the pedagogical directions and theories Ch. | — Classic and Modern in Didactics; Il —
presented in our field literature as well as in a Didactic Taxonomy and its Actual Problems;
series of foreign publications (English, French 1l — The School Curriculum; IV — The
ea.). Owning a reach experience both in Educational Process, a Dynamic and Complex
teaching and in research field, the author of System; V — The Pedagogy of Creativity; VI —
this volume offers the readers, and especially Instruction and Self instruction Strategies;
teachers and students a modern and efficientVIl — New Orientations and Methods within
work instrument that will certainly contribute  Teaching and Learning; VIII — Computer
to the improvement of the educational process Science Applied in Education and Computer
of our schools. As the author puts it, "Aiming Assisted Instruction; IX — Teaching Means
to approach and operationalize a series of and there Integration within the Instructive
concepts and fundamental pedagogical topicsand Self-instructive Activities; X — Didactic
of a maximum epistemological stability such Activity Design Structures between Expe-

The pedagogical literature of our
country acquired recently an outstanding
work named "Creative approaches in tea-
ching and learning". Its author, university

as: didactic objectives, curriculum, educational
process, teaching, learning, didactic design,
evaluation etc., the study places itself, from
the epistemological point of view, within the
general didactic field."(Pg. 319).

Starting with the title, continuing with
the structure of the volume and ending with
the text on the last cover of the book,
author’'s approaches prove to be "creative",
providing the reader a series of means for
improving the didactical activity and raising
its quality to the requirements of a modern
school. The critical analyses, thorough argu-
mentation, the frequent exemplification, the

rience and Creativity; XI — Teachers’ and
Students’ School Achievement Evaluation.

The very reading of these titles points
out to the reader new approaches for some of
the concepts and aspects recently appeared in
the field of didactic process. Thus, the
definition of concepts as classic and modern,
didactic taxonomy, school curriculum, the
pedagogy of creativity, instruction and self-
instruction strategies, new tendencies and
methods of teaching and learning, computer
science applied in education and computer
assisted instruction confirm and enhance the
statement we made above.

151



RECENZII

It is worth mentioning that the author
of this book, Miron lonescu confers the
present volume a clear logical structure:
definitions, applications, both for each
chapter and for the entire volume. Moreover,
some of the comments reinforce reader
belief in the rightfulness of the arguments
and foremost in their feasibility and necessity
to be applied into practice. Without making a
direct critic of the actual situation within the

certain subjects, generally considered as
secondary, find their proper and justified
place in this book (e.g.: teaching means,
lesson design structures etc.).

The chapter "Evaluation of School
Achievement" aims to draw out from the
stereotypes that govern the practice and to
offer modern assessment means, and
foremost, to enlarge the sphere of evaluation
to the entire school achievement.

educational system, the author combats some The reader finds in almost every
of the old points of view, techniques and chapter such improvements, completions and
mentalities, drawing the attention to the fact innovation, meant to enrich the working
that the implementation of certain changes technique of every educator. For example,
within the teaching and learning process is a the chapter "New orientations and methods
real necessity. within teaching and learning" discusses the
The "creative” character of some of the issues of problematization, algorithms and
approaches in teaching and learning is computer assisted instruction as recent
obvious not only in the manner of discussing acquisitions of modern didactics.
certain subjects, but mostly in the The pointing out of such issues within
suggestions and recommendations with anthe debates initiated gives the book a
applicative character. Being familiar with the  character of a compendium expected by the
general situation in education, the author educational practice.
does not limit himself to definition and The qualities that make interesting the
theoretical debate of the issues, but takes hiswork discussed here are numerous. We will
analysis to the end, providing the reader |ist only some of them: logical structure and
methodological approaches in order to assure attentive systematization of the content; the
its practical efficiency. The author's permanent and balanced joining of theory
comment: "The present work does not lack with practice; the redefining and placing to
the interrogations, made in order to invite the the proper value of the processes of teaching
reader to critical analyses, reflections and and learning within the development of
personal evaluations" (pg. 320) refers also to personality; the preoccupation to operatio-
the reader's involvement within the nalize the concepts used; the adequate
elaboration of their own activity strategies.  bibliography at the end of each chapter; the
The number of works that appeal presence of numerous tables, graphics,
reader's reasoning, inviting the reader to diagrams and underlines of the text that
reflections and letting enough room for his make its reading and understanding easier;
own options in using their content is the summary offered in English and French.
increasing. The educational practice suffered Each of the arguments laid out justify
and still suffers because of the gap between us in recommending the reading of "Creative
the theory and application. Pointed out to approaches in teaching and learning", written
different levels, this drawback tends to be by Professor Miron lonescu, as our believe is

gradually overcome. The present volume that the reader will fully benefit from it.
makes a step forward in this direction. It also

offers the reader a series of orientation criteria
in formulation his own opinions. Moreover,

Prof. univ. dr. Dumitru Salade
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Manifestari stiintifice ale catedrei de Stiintele Educatiei

Manifestari internarionale

Simpozionul interngonal "Pregdtirea intiala si formarea continua a cadrelor
didactice", Cluj - Napoca, 2- 3 iunie, 2000

Colaborari cu universitasi din strainatate

1) Profesor Universitar Doctor Miron lonescu - Facidéade Psihologig
Stiintele Educdei, Universitatea din Birmingham, Marea Britanie;

2) Profesor Universitar Doctor Miron lonesci§eoala Superioara pentru
educatoare —Vaet, Serbia;

3) Confereniar Universitar Doctor Vasile Chi Christelijske Hogeschool
Windesheim, Zwolle, Olanda

Participari la manifestari stiinfifice externe

1) Confereniar Universitar Doctor Vasile Chi Conferina Universittilor
Carpatine, masa rotunda, Ungaria, noiembrie, 2000;

2) Profesor Universitar Doctor Voicu ascu; - "Formarea si insea
pedagogului social in Roméania", Simpozionul int¢iorzal de la
Bolognia, Italia, martie, 2000.
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