RSITATIS
BOLYA|

£
BABES

UNIV

¥






e

ANUL XLI

STUDIA

UNIVERSITATIS BABES-BOLYAI

PSYCHOLOGIA—PAEDAGOGIA

1-2

Roedactia: 3400 CLUT-NAPICA, ~ir. M Kegiluicennue, | @ Telefon 14 68 81

SUMAR — CONTENTS — SOMMAIRI

"%TI'[)[T DIN PROGEAMUT, TEMPUS  LDUCATTA INTRGRAT
PAPLERS FROM TEAMPUS PROJECT | INTEGRATEDY EDUCVTTONS

CDANTLRL s, [0 VISSER, Supporting Change in Behools 0 Ohservations from mm

Tuternaticnal Collebergtien

O MILLER, Distance Lduocation aud Professtonal Development for Teachers in

Speeial Bducation

TILSTONT, The Inte”mtif it ef tlmvln 1 \\nh Sm'ere Liearuing Difficultivs into

Mainstream Schads in Ui . e e
L. MASON Ths Blind Loarnivg '\p 1tunh | o‘.t o Potential Assessment Toot
for Use with Rewrwtion Bind  Pupiis .. .o

CMARTING Working with ME] Stodents

CDNIESCU, Fdueatiou for Seience and Culture

PAPP, The Reform of Teucher Training wnd its First T\pu‘ltﬂl(\ a. the Lajes
Kiessuth University, 19911894 R e
ALBU, - TOMA, . PITARIU, Personality Iu:(] Cmnput(-r ;\s.~.i.-1vd lnstmvti(un
(CATLY: Bases for Develo phrg au M plive Program . e
A OPRE, Parafoveal Perception and Implicit Memory in Riuf'll‘

C DUMBRAV A, Single-Subject l])p[ud( hoin Ulinical \(ill‘( spsvehole gienld Rt‘v xl’L‘]l
. FODOR, Uunmgs cottcernattt certaines atlitudes déducation parentehos @ Dala

knugeruu ¢ Severul Attitwles of Parent«! €uidance

BSOS, Prablématisation of déeouverte interférences vt ﬂiff(‘rl.'llf‘t-r'\ @ Tro-
blematisation and IHscovery - Interferenees amd WDiffercuices |

U BTAN, Implicatioes of Postmodernism in Jiduction e
R \.[H'!—i ACLU, Didactic ¥ovie - Dimension of Traching Activity

wx, 1/ A998

""""""“”’::';_“’ T T
Bsauo 3 ; / LARES BCLY AL 5
PR, — PR ‘ [~ pBLICTI A ¢

-
N PEDACCG: £

o7

77
84
101




C. SARBU, Relu! anxietdtii fu pereeplic seeilda
Terception . . .

D. DAVID, Memoria lmplu 1t1 - cl"rlfl(‘.ll"l 1m,ret1m metc dr lr glce gi mlpllcdtll pragtlce

I, BENGA, 0. BENGA, Valostrea teropeutica u fitvalutud funerar @ The T herapeutl-
cal Value of the Funeral Ritual e -

® The Role f Apxiety in S-cicl

IN MEMORIAM

Alexandru ROSCA - ¢ wvicfd inchinala
Miclea}

Tn memcriam — I)mntnL TODORAN fD ;:Lladc)

stitntel st invitimartulul (I Rode, ML

RECENZIT — BOOK REVIEWS - COMPTES RLENDUS
C. Tapet-¥Fromert, N, Ulvrebnut L'enfant seard --
(V. PREDA)
. Lepot-Frement (¢,
PRIDIA)

Coemnnuitierthu et lorgurge

clucstin spéeiolisde — Recherches et pistes divellon (V.

CRONICA -+ CHRONICLLE — CHRONIQUIS

I. Manifestiri stiiutifice o ru‘mlhtc de Catedra de Stiinte ale Fduestiel
IL. Menifestart stiintifice crgenizide de Catedra de Psihole gie

“n

197
201

205

Qs

ST

MANRS



STUEDLA UNIV. BABES-BOLYAT, PSYCHROGLA PARDSGOGIY XL 1 -7, 1086

SUPPORTING CHANGE IN SCHOOLS:
OBSERVATIONS FROM AN INTERNATIONAL COLLABORATION

HARRY DANIEL'S, JOHN VISSER
University of Birmingham, UK

ABSTRACT. In this chapter we intend lo partray somc of the acti-
vities in which we have collaborated with colleagues in Rumaniun
schoois. In that our main focus has been on schonis amd that we,
ourselves are professional educators it is inevitable that we have to
some large extent heen partial in our glimpse of the situation in the
Romarian communities in which we have worked

Weo believe that the special educational necds of children and young
seople vary both in severity and form across @ spectrum of learning
difficultios. 1t these special educational needs are to met effectively
“nen there must be o matching degree of variation in provision, Put
~imply o brozd spectrum of need requires a broad spectrum of provi-
sion. The very breadth of special cducational needs suggests thar the
Jucation service, as presently constituted in most states, cannot meet
"his broad renge of needs from within its own capacity to make pro-
ision. Interservice cotlaboration in decision making and resource pro-
<ision for children with special educutional needs and those ot risk be-
“Lmes @ necessity in contexts where there is genuine concern that needs
£e met. The effective meeting of needs depends on the combined con-
rribution of o wide range of agents and agencies ranging across statu-
ory and voluntary sectors including parents, parents organisations and
ammunity groups. Effective colluboration within and between these
cuencies and agents is required if decisions are to be made which result
in action whicli meets needs. Such actions must also be carried out
cifectively as well as efficiently. Thus we would ask that the experience
il we discuss here should be scen alongside developments in Health,
Sacial Services and general community development prejects within
Homania.

We have been involved in collaborative work with colleagues in
“omania over u period of about Tour years. In this chapter we will
Hseuss our initial impressions of the scheol based integration projects,
Ar work in seminars, our partnership in evaluation procedures and
~uar experience of acting as hosts to Romanian vistting groups.

As Turopeans we share n comimon cultural heritage. As north wes-
torn FEuropears we differ in many ol our experiences and understan-
drgs from our partners in south castern Furope. Throughout our work
1 Romuanin we have otiempted to present ourselves and genuinely et
s colluborarive partners in a comiton project.
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Collaboration may be related 1o beth co-operation and co-crdination.

Distinctions botween these terms are important to us in the context
of this project.

WColleboration is the joining together of 2 or more individuals in an

egalitarian relationship to achieve a muiumlly determined goal® ICo-
nolcy, Cunoley, 1982).

Conoley & Conoley discuss collaboration in terms of agents, re-
lationship and goals. Whilst Caplan agress that these dimensions are
relevant he lays particular emphasis on relationships.

WThe egaiitarian nalure is the most distinguishing characteristic of
collaborative strategy. Collaborative strategy joins the eonsuliant and
consultee in the determination of the pgoals, problems definitions and
solution se (Caplan, 1976).

There is a sense in which these definitions may be used to describe
poles within @ dimension of collaboration. In some sense they also relate
to the co-operaticn co-ordination distinction. Rogers & Whetton (1982)
define and comparce co-operation und co-ordination as follows:

Co-opcration s deflined as, ,deliberate relations between otherwise
autonumous ovganisations for the joint accomplishments of individual
goais®. Thiy definition siresses more informal relations, autonomy and
indivicual  goals, By comparison, co-erdination is ,...the proeess
whereky two or more organisations create and/or use existing de-
cisiun rules that nave been establishel to deal cotizeavely with their
share:t task environment-,

We sege our work as that of collaboration with a network that ig
coordinated within Romanii.

Initial Impressions

As was noted in an initial report on this collaborative project (Da-
niels, Daunt, 1994} the first impressions were that important examples
of integration arc established in Romania. We would cite as examples
the developmrenis in School No 22 in Timiscara and in School No 10
in Cluj. In both citiesthere are the first endeavours in integration being
undertaken by the Vocational Schools. There is also the provision of
cxternal support to integration offered (for example) to children with
learning difficultics by the Speranta Rehabilitation Centre in Timisoara,
and by the Rehebilitation Centre for deaf children in Cluj. Thus there
are examples of state and non governmental organisations (NGOs) wor-
King ftozether to meet specinl cducational needs and promote change
within schoels,

The individua! integration in Timisoara’s School 22 is a more fa-
tailiar form of integration than the inclusion into the special sector
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operating in School 10 in Cluj, and offers the possibility of significan:
progress in integration by meuans of extension to other children and
uther schools in the short term. In Cluj on the other hand it wus ob-
served that the work with the children in the special unit was linked
to the demands of the mainstream curriculum. The Cluj model also pro-
vides the opportunity for 2 new kind of close relationship between o
special and & regular school. Moreover there has already been a de-
velopment of exceptional intercst in the role of the two specialist toi-
chers workirg there: that other teachers were asking their advice ubour
difficult individual didactic problems demonstrates how the function of
the specialist teucher is actually enhanced rather than diminished s
aoresult of an integrating initiative.

What difierences there are between the twe projects can be inter-
preted in a pesitive way: provided the two approaches in the ‘eud
schools are not perceived or presentcd as contradictory, their cxistence
will increase the amount of learning experience which the Pilot Project
programmes has to offer. They will also enhance the transferability of
th2 programme’s results throughout the country.

Four aspects of the cultural, professional and institutional context
in which the Projects are set struck us as particulary relevant to in-
tegration.

The firsi refers to the ways in which children qore assessed aril
taught. Associnted with the high academic tradition of the regular schools
in Romaniz is a formal pedagogy not noticeably responsive to difle-
rences in attainment, understanding or learning styles of different pu-
pils. As for children with special educational needs, the defectology
wmodel of thoir behaviour and potential appears to be still widespre:wd
if not actually prevalent; the psychelogical appuratus for allocating
children to calegceries, for example, does not appear to have been sub-
iected Lo significant theoretical or practical challenge.

The second poinl relates 1o the roles of teachers and other pro-
Jessionals. We saw little evidence of a tradition of communiciation and
rooperiation between professionals of different categories. Decision-ma-
king opporturities would seam to be concentrated at the higher levels
(head teuchers, inspeciors);, views about the value of intervention ind
the ways in which decisions are made are relatively rigid. It is noi
rlear what incentives exist in cither special or regular schools to cn-
courngie teachers to innovate by means of individuals initiative. Theso
remarks do not imply that we detected in the schools an authoritarian
spirit, or o lack of commitment among the teachors: that is not at all
the case,

Thirdly, purents have few legal rights, so that they are unduly de-
pendent on good will if they are to be consulted or otherwise involved.
Although rheir associations arc developing with energy and enterpris.,
it is not clear that their legal status is sufficiently well protected or
that they have the opportunity to achicve a regsonable level of finunciil
independence.
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The last point concerns the general apprroach to the innovative
sk of the prejecls. While this task is based on a concept of community
development, the interventions proposcd tend to focus on individuals
rather that on the need for institutional change.

These considerations should not be perceived as @ mere list of im-
wvodiments te inrovation in general and integration in particular. But,
ta so for o as we have identified them correctly, they are factors which
2t to ke borne in mind when devising the stratevies by means of which
integration will be progressed.

Infensive Senunars

Durins the middle portion of this phase Miguel Melero from Spain,
and Harry Daoniels from Englund visited Romania to work with tea-
~hers: Daniels in Timisoura, Melero in Cluj. In the event this involved
seme 30 hours of intensive in-service training, which was much appre-
ciated hy ‘he course members but rather more than the visitors had
borgained lor.

Short courses present tutors with significant problems. Issues of
relevance and responsiveness are causes for concern in in-service trui-
aing within states. When the trainer is from overscas the problems may
e amplified. In the context of ideological shifts in the urderlying pa-
radigms which direct schooling there is the potential for confusion.

The relation belween conception and perception is of prime im-
portance here If the audience and the speaker occupy different con-
ceptual spaces then the substance of a fraining event may be open to
more thun the usual range of interpretations. We attempted to engage
with value pesitions ay well as discuss the development of skills know-
leade and understanding. Our impression was that this was successful.
At the verv Jeest tho seminars opened a collaborative space in which
dialogue could develop. Orientations on both sides were much clearer
and the spiric 1 which the events were conducted Tacilituted genuine
debite,

The Interim Evaluation for UNICEF

The initial phase wis brought to a clese wlwn Harry Daniels, Mi-
iela Laasi, Doru Poepovicl were commissioned to undertake a ‘Review
and Evaluation Missien of Integration of Disables Children Into Commu-
ity Projects in Cluj and Timispara’ for UNICEF.

The objectives of the review included the following specific tasks:
1. To conduct;
® onc visit to coch site indluding the schools where the disabled chil-

dren are invegrated;
® neetings with proicet teoms;
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® interviews with {families and children benetiting from the project;
® interviews with other professionals os and when necessary;

2. To read und comment on the evaluation reports developed in each
site by nroject teams.

3. To write and submit to the UNICER office and the Ministry of Edu-
cation a report containing the findings and practical recommendations
for:

® the fuiure development of the pilet projects;

® the doevelopment of similar projects in other regions of Romania,

The interview approach adopted was o use identical guestions noross
subject groupings and to induce categories of response which themscelves
were progressively built back into the interviews. These ‘new’ questions
functioned us probes in order to cress validate the impressions gui-
ned. This form of qualitative data gathering, reduction, annlysis ond
portruval requires rather more time than was avaifable, However he
evaluators fecl that they could place o high level of confidence in thw
general orientation of the findinpgs, The covaluators felt that the use of
preordeined interview categerics was highly inappropriate for such un
exercise. The intention was to preserve, as far s possible, the orivinag
meaning of the interviewcees stitoments in the anaclysis.

The following proctizal recommendotions for the future develop-
ment of the piot projects were developed on the basis of evalustion
data. In terms of new objectives, It was suggoesier that the project teains
should try and idenlify ‘gaps’ in existing provision and seck meuns of
fiiling them. For example with respoect to:

? vre-scheol provision for children with severe learning difficulties
physical and neurclogicial Impairment (PNT);

unils for children with PNI in special and 'or mainstream schools:
® units andior class based integration in vocational schools:
to collect and collate u bank of evidence which could be used to de-
monstrate the impact of project work. Video and newsletter materlnl
along with personal snecdotes from parents, teachers and children
were seen by those in the field as vital data.

The following resources emerged as desirable in the collective niind
of those interviewed. In was felr that ihere was o need to develop o
scrics of networks which would act ng resources and inteprators of
PesoUrees:

* between teachers, health workers and social workers. This would be
best achioved through existing friendship patterns and informal con-
tacts.

to provids i1 means by which local governmental agencies can commu-
nicate and support cach other to the benelit of the project.

to duvelop and strengthen purtnership with NGQOs,

to promiote netwerking between special, mainstream and vocutional
schools in such a way as 1o support the effective and satisfactory
transition of pupils between one sector and inether.
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® o promote the development of parental support networks which may
Also invelve parents of children who do not have SEN bul who wish
to promotc the develepment of more open and flexible forms of
schooting.

A very clear and important target was to secure and develop means
ol transportation for pupils with PNI who ure io integrated into schoo-
I, It was felt that this may be achioved in collaboration with NGOs
e possibly in partnership with some form of sponsorship.

There were also recommendations at the lfevel om means und modes
ol eperotion of the projects. 1t was suggested thuat there was a need to
consider means and moedes of integration in o developmental way. For
oyample in Timisoara the move has been through unit provision to in-
oiass provision. It was feit that this development may be appropriate
at different steges for different groups of pupils und will reficet the
priority of secial protection of the breadest possible population. It was
also felt that it was important to encourage the development of school
besed consultency involving teachers and other professionals (notably
Speech Therapists).

In torms of cvaluation i swas argued thal there was o need to de-
veiop o means of monitoring pupil progress through forms of provision
it order to ensure thuat pupils do not get ‘stranded’ in socialy isoluting
ind demuaging ‘gaps'. In order lo do this it was suggested that whole
project teams should mect to evialuate their work on a regular basis.
These meetings could form the basis ol twice yearly reports for the
consultafive group, for partners in the project, and local authorities. Theso
reports could also be part of the means of informing public opinion.

Developments

The following key developments were advecaled at that stage:
® {up forus on carly intervention in crder te inhibii the processes of

curly secial isclation and discrimination.

® {0 involve secial work departments from the Universitics. Social Work
could be placed in schools and communities with the tusk of providing
support for familivs involved in project schools. The European Social
Podagogue is seen s possible model.

2 1o provide sugport for the development of Jocul parents groups.
Parents aszotintions were sironger in Cluj where an NGO had opoe-
rated in this way.

® (o doevelsp estoblished project schools as training centres.

The teacion between the development of & strategy oriented to
uality of provision s against a strategy oriented to social protection
energed o8 0 majer issue during the course of this very brief evalua-
tion. The mest powerful presentation on this matter was {from parents
with children in Specisl School No 1 oin Cluj. It was alse underlined
very strondgiv by parents in Timisoara. The project had enabled their
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children to avcid procssses of social cxclusion. This can ke analysed
both from an educational perspective as well as {rom a community
integration perspective. Inclusion in Special School in the community
allowed these children access to the ‘normality of schooling' us well as
the 'mormality’ of residence with their parents in their own communi-
ties. The evaluatars feel that a strategy of support for social protection
measures is regarded by almost all actors in the field (including pa-
rents) as the priority. This finding bhas major implications for the do-
velopment of the integrution zones,

The strategy that emerged from the data involved tht following
developmental moves:

1. Situation Analysis
* To conduct a situation analysis which would identify likely sites

for integration. This would involve ideniifying:
— schools that were willing to participale which were valuuwd

as ‘good — schools’ in local communiiies;
- heacdteachers who were sympathetic to the integration prin-
ciple;

— a key lacal dEClbl(,‘n maker as projer leader.

* Inside each nominated school:
— ‘Teachers who displayed positive attitudes and values radiicr
pussession of skills and knowledge alone should be selected fur
participation.
— The headteachcr would play a key role in idemtifivog, suppor-
ting and motivating these teachers.

2. Training and Development

* Tn promote the development of awareness and initial ESN teaching
strategy training in all forms of teacher and oducator training,

* To promote palterns of lecally based in service training based on
key proiect schools as centres of excellence. Teachers from established
proiect schuols could be sent on a short term basis to new schools to
hotly teach integration classes as a demonsirators and run In-Servicr
training on site. Teachers from new project schools could be sent 1o
establishea schools to obtain an overview of practices and possibili-
1ies. The project team suggest that new school prineipals are important
first targets for such experiences.

* To develop systems of curriculum based assessment and evaluation
as allernatives to the existing prade based system. The intention here
heing to both provide a clear link between assessment and teaching
and for purposes of communication with parents and other professionuls
> To review the forms of vocational training offered to sfudents with
disabilities and difficulties in the light of changes in the Romaninn
market place.

* To consider ways in which the evaluation and promotion of tea-
chers could be linked to their integration activity.

Cultural Influence
* To iaitiate a national media campaign designated to convey the

realit> of project based work without distorting it for polemical/
political purpcses.
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¥ To support the devetopment of o national parenls forum. This could
provige the inteprated base for dimlogue with government and other
agencies. This could also provide a forum for inter government de-
partment discussion avound a common cause.

#* To include matlters of disabidity and human rights in the High Schoel
curricuium,

Lecal Influence

* To promote discussion on the implementation and possible deve-
lopment of the following aspects of legislation:
— Law 3 (1870) the issus here is with respect to financial support
for children with SEN in mainsiream schools.
— Lo 57 (1992) the issue herc is concerned with the develop-
ment. of sheltered workshops.
— Note from the Ministry of Education 271801 (1993) the issue
here is with respect to conlinuing support over the coming ycars,

Feonomics

* 1t is suggested that ecconomic analysis of the financial implications
of integration arc evaluated.

Above all i was argued that a ‘Life Time Perspective’ should be
adopted in which national policy should be steered towards a life time
purspective en the development of the quality of life of people with
disabilities and difficulties.

This evaluation was conducted very rapidly and thus only gained
a glimpse ofthe situation. The conclusions and suggestions have to be
ireated with some caution. However it was felt that they was a con-
siderable conscnsus of view within the group of people who were in-
terviewed.

I'ollow up developments

As purt of the follow up developments from this initial phase of
inicrnational collaboration funds were secured from the Eurepean Union
(L) to develop a masters programme in integrative education. A prime
objoctive for this next stage was to seek ways in which in service trai-
wing rould be used to support change within schools and within ini-
tial {eacher traiving. Provision of @ masters programme within Romuanian
Eniversities wes seen a one strand of this development.

Four Romanian Universities expressed an interest in working on
this project aleng side four universities from EU states. The four Ro-
munian Universities were Universily of Babes-Bolyai in Cluj, the Uni-
versity of Timiscara, the University of Bucharest and the University of
lasi. They reprosented sites with Romania where integrative education
wirs tiking hold as well as representing a spread of educational zones
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around the country. They were also ot different stages in relation o
the range of current course they taught, and the staffing expertise that
they held.

The four EU Universily were similarly diverse. They were the
Royal Danish School of Education, the University of Birmingham (UK)
the University of Bologna, (Italy) and the University of Malaga (Spain).
Each represented a different trudition of inscrvice education as well s
different perspectives of integrative cducation.

Thus the project brought together cight very diverse institutions
whose aims was to work collaboratively with Romanian colleagucs 1o
produce a masters programme which would support chinge in schocls,
To this challenge was added the factor of a very short time frame
within which ¢ achieve this objective. Nermally o masters programme
would have a one to two yeur gestation period from the start of the
ideas to the first taught session being delivered. In this instance the
funding came in such a manner that the collaborators had just over
scven months from stary to the delivery of the first sessions in euch
of the {four Romuanian Universities.

To meet this challenge required o clear focus on the issues and pro-
cesses which need to be addressed. To achieve this the project relied
uvpon two members of the group to produce a sirategy whose aims werc:

® {0 provide conlext within which the eight universities could work:
@ to establish a precess for auditing needs,;
® 1o enable communications between the partners {o flow ensily,

As Conoley and Conoley (1982) pointed oul for colluboration to take
place it is nccessary te establish ‘o mutually determined goal’. Whilst at
this stage of the collaborative process there was a common aim, that of
establishing a4 masters programme, the form and substance of the pro-
gramme remaired to be ‘mutually determined’.

With no recent history of masters provision to draw upon the Ro-
manian universities were facing fundamental question relating to courss
construction, course delivery, staff involvement and inter--university co-
operation. On the one hand this gave the partners an opportunity (o
start with a ‘cican sheet’. On the hand there were no parameters within
which the Romanian partners rould contextulise what EU partner Uni-
versities were presenting as masters programimnes.

Thus the first stage of this phase of the project was to arrang?
for a exchange e¢f information beftween the EU Universitics ond the
Homaniann Universiues. This wis achieved by the simple cexpedient of
meeting face to {see in Bucharest and presenting papers on the musturs
vrogrammes presently being run within the EU Universities. This
gnve an indication of the wvery different approaches that exisi. Lpon
reflection twe bread approaches to masters work could have been discer-
ned, pariicwiarly In relation to supporting change with schools. One
could be deem ¢ more rationalist approach where the course emphasises
the skills, knowledge ind understanding reguired by cducationalists to
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cflect change and to meet educational needs. The other was an approach
which emphasised the moral, ethical and philosophical understanding
necessary to cause and achieve change.

Achieving an understanding of this distinction in a forum which
wis communicating through four different languages in order to arrive
at mutuaal goals, was not easily achieved. Indeed the extent it was achies
vod s yet to ke tested as the first masters programmes are launched
in Romania and their documentation makes clear the stance tuken by
Romanian colleaguces as to what should inform the core focus of their
programmes

The exchange of ideas was {urther enhanced by stays of one month
«t BU Universities The plan had been to ensure that one member of
cach of the Romanian Unlversiiies visited each of the EU Universities
ir. oder to maximise the breadith of collaboration. When it came to pu-
ung the plan ito practice human and logistical [actors came into play.
e not effect was that EU universities and Romunian Universitics were
ooired up. This left Romanian colleaguces with the task of collaborating
separately amongst themselves to exchange informuation from their visits.

A stay ol four weeks provided for in depth study of the EU Uni-
versitles masters programmes. In particular the process whereby the EU
University consures that its programme support, initinte and enhance
change within schools. In thie case of Birmingham we were able to show
this by:
® course delivery which invelves serving teachers;

& couree assessmentsn which involves course participants in practical
work within the own working context;

® close liaison and invelvement with non-governmental ngeneios;

% links with local educational authorities;

€ course review structures which invelve schools; _

® he availability of a medular programme which can be flexibility in
mceting individual schools reeds,

Further reinforcement of these exchanges was provided by o week's
exechanee for Romanian colleagues. On this oceasion the exchange parties
wore made up from a wider group of persennel to include headteachers,
non-governmental organisations, and school inspectors. The aim here
was to provide polentially key change agents with the opportunity to
s how university courses could be used to suppert change within
sthools,

Those two periods of visits were then {olowed by a seminar with
all zight participating universities where Romanian colleagues presen-
ted the cutline plans for the masters programme. The challeage of creating
i Mmasier's programme was one which all the partners had rose to. The
logistics of producing the programme in the time scale was one which
all the partners found difficult to manage.

Our experience of collaboration in this project has been one where
ie achieve an egalitarian approach (Caplan, 1976) has not always been
an casy process, In part because of the expectations we as Western
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Furopeans have of time lines, deadlines and what should censtituite the
details of a programme. Il our expectation are that there will be clear
mims and objectives which relate te skills, knowledge and understan-
ding, whilst others have u view which is articulated in moral, ethical
and philosephical terms then just achieving an agreed starting point
cen be fraughs with difficulties, especially when these underlivng diffe-
rences are not clear even io the proponent of them. The problems of
working in four differenl lunguages can compound these difficulties.

Collaboration when construed in an esalitarian manner feedbacks
into olthur projects as weil as our ongoing work. It hus also had wa
cffeet on the reflective process of evaluating our own courses. This
Alaberation hes been focused upon ucnievirg a masier’s course whicly
support cliange in Romanian schools but i+ has provided un witl an
opporfunity to begin to reassess our masters courses and the extent to
which they cetunlly effect chance in UK schoeols. This is particularly
pertinent at g time when initinl and in-service teacher training in En-
Jand is coming under scrutiny by the government because it is felt
that it hes insulficient affect on improving the education pupils’ achieve.

Finally the collaboration has achieved its stated aim of creating a
maglors ceurse, The partners bave agreed a means of evaluating the
lirst year's programme. Perhaps more importantly further collaboration
is heing planned which secks to Turther support change in schools in
the UK ond Eemania.
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DISTANCE ERDUCATION AND PROFESSIONAL DEVELOPMENT
FOR TEACHERS IN SPECIAL EDUCATION

CAROL MILLER

School of BEducation, University of Birmingham, UK

ABSTRACT. This paper discusses distance education as an  option
for the professionul development of teachers in special education. It
is argued that distance education provides flexible opportunities so
that studentis are able {o study in their cwn time and piace and can
develoy  independence and reflection in their learning. Their study
cann be divectly linked with their praclice in school. Effective support
for distance education students is important and their study can be
enbanced wheon they are supported by tutors and by colleagues in the
workplace, There is then a potential for professional development by
distance education to have an impuact on both the individual who un-
dertakes the course and their work context.

{ntroduciion

Since the 1980s there has been a decline in the opportunitics for
reachers in the United Kingdom to undertake courses, particularly those
offered full rime. Mittler deseribes the ‘gradual attrition of opportunities
for {eachers to study for award bearing courses' (Mittler, 1993).

Lilze other purts of the world, the UK has experienced some econo-
mic stringency in recent years. Changes in funding arrangements within
a context of more general changes in education in England and Wales
have adversely affected numbers of teauchers undertaking development
spportunities in specicl cducation to the point where, in 1994, a Special
Fducationad Neods Treining Consortium was set up to address a per-
seived erisis in the availability of speciadist teachers {Special Educational
Neods Troining Consertium, 1996), Providers of professional development
opportunitios for tcachers have needed to respond to changes in the
fanding and organisation of cduciation by introducing alternative modes
ol course delivery and more flexible modular structures for progrummes,
Amongst these, the development ol distance education programmes has
provided impertant epportunities for teachers. This paper discusses some
of the leatures of distance education at the University of Birmingham
in the United Kingdom (UK) where specialist courses have heen deve-
woped for teachers in special education.

What is distance education?

The distingtishing feature of distunce cducation is that the learner
i sepurieted from the educational institution. Formerly, the term ‘corres-
sendsros cdheeation” was used but this implies that print was the main
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racdiunm. The terms, “distnce Tearning’ and Cdistance teaching” are used,
but tdistonee cducation” has orclus!ly been adopted internationally 1o
cover the rarge of teaching and learning activities. Distance education
cmploys miedia in meany forms. It includes written and recorded mute-
rials, radio, toievision, telephone and clectronic media. However, it is
jaoreasingly recognised that o faee-to-lace component enhances ity offoe-
tiveness, The sole rolinnee on text s not considered to be the best way
ol promoeting learning in students who might be experiencing isclation
end the Badde of opportunity o enguge in oy form of dicdoou -

Distance education hus provided important educationnl opportuni-
ties for people whe can not or do not wish to participate in conventional
and traditional educational provision. However, there freguently seems
to be o view thuat distance education courses are a compromise or ‘second
best’ to a traditional face-to-Tace mode of teaching, Walker (1993) sue-
gested that critics of distance education {frequently start from a deficit
model, They consider that ‘real’ education is campus-based and the
priority in development is to transform information from on-campus (o
off-campus use. This may particularly apply to institutions with a tra-
dition of face-to-lave classes rather than to distance cducation institu-
iions or courses which huave previeusly not been offered on campus.
Some persuasion may be necessary to encourage acceptance of these
alternative approaches to teaching and learning by demonstraiing how,
for professionals, they can be effestively based on practice.

Adult learning and distance education

Distance education can be found at all stages of the life cycle, It
in successful in 4 rangoe of contexts from traditionally "weademic’ courses
to practice-based  programmes for development of workpluce skills.
However, much of it is concerned with meeting the educational needs
of adults. Its flexibility means that students can study in their own
time and pluce and sometimes, it the distance education is also ‘open’
education, at their own pace. Distance cducation courses vary in the
level at which they aecommodate the needs and interests of the indi-
vidual student and in the extent to which o course can be desceribed as
‘open learning’. In the genuinely open approach, a student may enter and
leave the programme at any time and complete the programme over un
indefinite period. In praclice, many programmes, in particular those
which earry an awuard, set boundaries within which the student will
study and complete assignments.

The development of distance education muaterials and the way in
which courses are presenicd has led to reconsiderstion of many {funda-
menial aspects of teaching and learning. More recent theoretical discu-
ssion increases the focus on the ‘education’ in distance education and
number of writers point to the opportunities distance education presents
to “transform’ students und to develop independent and reflective lear-
ners. By implication, stwlents are away from the educational institution
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and are usually expected o develop independence in their learning. Onc
of the chullenges of distunce cducation is to develop offective support
systems for students so that an appropriate bulince between autonomy
and dependency can be encouraged.

The distance mode provides opportunitics to people who would net
otherwise be able to, or wish 1o, undertake courses by attending n
cducitionul institution. For example in so-called ‘developing countries’,
where there have often been ceonomic constraints on course attendance
and beeause of the necd o educate large numbers of people effectively
and at low cost, distance education has provided access to literacy and
to teacher ecducation (Perraton, 1993). There arc also examples of priso-
ners, lishthouse keepers and oil rig workers who undertake courses (Perry,
1976). Distunce education has been an important source of development
opportunities for teachers. The Open University in the UK has alwvays
attracted feachers to its courses. A similur situation has been observed
in Ausiralia, with teachers constituting over 8004 of all enrolments in
one insfitution {Bvans, Nation, [991). Smvth (1989) and Burge and
Haughey (1993) describe aspects of distunce education which aim 1o
develop critical reflection in teachers as adulr learners,

Professional development in special education

In 1982, the University of Birmingham began to offer o specialist
course for teachers of children with visual impairments (Chapmun, 1982).
Since then. courses have been developed in o number of specialisms
including: speech and language difficulties, hearing impairment, multi-
sensory impairment, autism, emotional and behaviour difficulties and
learning difficultics {(mental handicap). The School of Fducation now
has more than 13 veuars' experience in running these courses, which are
anique in their specialists {ields. Programmes are offercd at Bachelors
level, Post-graduate Diploma level and Gt Masters level, Students come
frem the wide range of provision including muainstream and special
schools, special units and support scrvices. Completion rates for the
courses ure high with less than 3+ fiuiling to finish (see Mason, Miller,
1991; Mason, Miller, Lomas, 1%93). Currently more than 330 teachers
and other practitioners in special education are registered for o rangoe
of courses. There is evidence thut demund is increasing.

The courses are based on materinls sent by post to studenis, who
are spread all over the country. Students complete assignments which
are exactly equivalent to those completed by conventional cambiis-
based students. They are supported in their learning by regional futors
and by the staff of the University and, once or twice a year, they attend
residential schools in Birmingham. The residential schools ure arranged
when other students «dre on vacation and so good use js made of the
University fucilities, which might otherwise be empty.

I*ull-time cumpus-based courses sllow teachers to leave their work-
base and, from the learning institution, have time to reflect on their

2 — PMsychologia—Pacdagogia, 1— 2{1996
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work. Sitting in o library, talking to fellew students and to their tuiors,
there are opportunities to develop new ideas and to think about how
they might do things differently when they return to school. Distance
cducatien however, offers o development opporiunity lor cxperienced
professionals, to learn whilst they remain in their scheoels. There is a
potential for this to have an impact en both the individual who under-
takes the course and on their work context. The effects cun be systemic,
that is they may be observed throughout a systen:, They can also be
more immediate.

Materials

The seli-study materials, which carry the core conient of the courses,
are presented as ‘interactive text’. This is text which is interesting to
read and speaks directly to the student, The siyle is relatively infor-
mal. Activities and self-assessment tasks are included. Although there
can be no obligation to complete these, it is suggested that students’
understanding of course materiuls will be enhunced if they do so. Dis-
tance learning offers opportunities to design practical activities and
assignments which cun be interesting, challenging and of practical value
to the student, their colleagues, their school and, most importantly, the
children and young people whom they (each. Course design can take
advantage of the fact that the student is in daily contact with pupils
and cclieagues, Students can be helped to reflect on their day-to-day
experiences in school. In evaluations of courses in the University of
Birmingham, many of the teachers appreciute the opportunity to relate
the course to their practice. They see that a fulltime secondment, whilst
offering some advuntages, might net be the answer to their needs in
wructice. The following are extracts from interviews with students who
expressed their views on the links between the course and their prac-
tice:

‘... I think i's genuinely a good way of doing ... I vhink it
malkes it very experiential and [ think ghat's the main thing about a
course like this, You can constantly relate it to the work you are doing,

Lit's golng on all the time and affecting whuat we were doing all the
time’

One ‘particular plus for this type of couwrse is that it draws on expe-
rience ‘and has a substantial influence on practice as one goes clong.

{ lile to be actually carrying out the ideas,... for me it becomes
real if I can relate it to my work ..., you read something and yeu think,
ol I don't know and then you're in a sitnation with a child and you
say, Oh — I can see what tht writer meant and it... sparks you off.

There is evidence that teachers take their distunce learning materials
to scheol with them. When the materials go into school, other people
see them; they ask ubout them and moay borrow them. Although this
can deter some people as it gives colleagues the impression that a course
is ‘tco much hard work’, it also means that they have opportunities to
benefit from the materials. One teacher reported that
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‘Teaching colicagues scem to feel they have  participated in the
course by proxy’

Tht materials may provide a stimulus for discussion and they will
last, either as the property of the student or as m school resource, after
the course has finished.

‘1 go back tu those (muaterials) often, ... P my colleague’ll say find
out about this,. .. about a child. %I think, 've got something somewhere,
I'll go und dig it owt” It's been very helpful to me.

Support for students

Although distance eduzation may be a particularly suitable form of
study for prolessional development, some student can experience iso-
lation. The opportunity to study alone may be attractive but the nature
ol teachers’ work suggests that working in complete isolation could be
a disadvantage. An important writer in distance education believes that
empathy is a key element:

‘a need to share discoveries and intellectual experiences with someone
clse, to exchange views and through this exchange learn confidently to
work with the inteflectual matter concerned” (Holmberg, 1987, p. 60

The opportunity to receive support and guidance Is importunt. For
the majority of students, their education prior to a distance education
course is likely to have been conventionally campus-based! and
they may need help in making maximum use of distance learn-
ing. Specialist teachers may rarely meet with others with similar
interests and may need help in making the best use of tutorials and
discussion groups. It hus been  observed that school settings do pot
necessarily provide a context for teachers to discuss their work:

‘in-service courses provide a legitimate setting to meet such needs. ...
It validates talk which in the school context might be seen as excessively
zealpus and permits insight into the way that other schools and class-
roums pperate’ (Collins, W91, p. 703,

It may be too that the practicalities of busy scheol life do not create
many opporiunitites to sit down for an extended discussion about any-
thing. Small group study in the form of tutorials and seminars is an
important element of the distunce education courses. Students are helped
to interpret the course materials and have opportunities to discuss «cti-
vities with other teachers. Evaluations in Birmingham suggest that one
of the most important functions of the tuterials is for teachers to ox-
change information about their practice. Tutors and staff of the Uni-
versity can be available for discussion and to help -in the planning of
written assignments.

The distance education courses in Birmingham were set up in order
to provide for a group of professionals who would otherwise not have
development opportunities. In some <cases, campus-based equivalents
had failed to be supperted by sufficient numbers. Added to this, the
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majority of teachers in primary cducation and in special edursation in
the UK are women. The age profile of the teachers, whether men or
women, suggests that many would have family commitments, Even if
funding was available, it is unlikely that many would have been willing
or dble to leave home fo attend o compus-based course, either full- or
part-ifime.

There can be some disadvantages, as there are te any form of self-
development. In evaluation of courses at Birmingham, teachers describe
chrenic pressure in undertaking g course whilst commified to a full-
time job. For all of the siudents, courses sre undertaken in additicn to
their daily work and not all of them are given study time. I ithey are
noi given study iime by their emplovers during the working day, it is
lik<iy that adjustments have 1o be mude to teachers’ personal time. The
course work is most likely to ke tvcommodated in their family and do-
moestic schedule, As the majority of these teachers are women, it is
likelv that this is no small consideration.

There is n challenge for a1l concerned to cnsure thot the professional
deveiopment activities of leuchers e compatible with the overall de-
veigpment plans Tor their scheol. It should mot be difficult for head
terichers to imagine the pesitive impact that o distance learning course
cotld have on praclice and therefore to support collcagues in their
study. However, they may see distance education as the ideal way to
develep teachers and improve the quality of their swwork, without less
of time or money. Some of the teachers interviewed from onc ol the
Birmingham courses expressed frustrution and experienced cxhuustion
frcm the course. They had Iittle time to reflect ¢r to follow up ideas
and further reading. In spite of this, they were able to describe chunges
to their thinking and practice. Some also described changes to their
culiengues and to their whele work system (Miller, 1993). For example,
a teacher reported thatl:

‘as a unit we have worked through warious lssues raised by the
conlse’

Given a little more time and support as an essential element of the
distunce learning process, perhaps there could be cven greater gains for
the teachers und their employers. There could then be benefits to o whale
school and to a group of colleagues,

Financial aspects

The main financial cost benefits of distance education courses are
to employers. The main money required is a course fee and additional
expenses for the student, perhaps to buy books or {o travel. There is
also some cost to their colleapues who may be covering aspects of their
work whilst they undertzke course-related activities.

Cosls to the institution offering the programmes are high in the
early stages of course development. Budgels need to meet stal{ time
and payment of external staff if they are invelved in writing materials.
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A rolling programme of updating and revision of materials must be
funded. Budgets will also necd {o cover: external, locally-based tutors
il they are to be used; technology for desk-top publishing; printing.
University staff time will be taken with the muonagement of external
tutors and fthe overseeing of student cchorts, which mayv be large com-
pared with campus-based courses, Additonally, course developers who
dare probably employed primarily as academic members of stefl, rapidly
find themselves learning to manage publishing facilities and design and
layout principles in order to make the course materials as atiractive,
friendly und easy-to-use as possible.

Conclusion

This puper suggests that distance education cin provide opportuni-
ties for lurge numbers of pructitioners to undertake professional deve-
lopment. There is evidence that distunce teught courses can centribuie
to the enhancement of praclitioners’ knowledge and practical skills. For
in-service ceourses for professionals who wlready huve experience and
who have aecess to their place of work during the course, there should
be no reason to think of distunce learning as ‘second best’ te campuos-
hased courses. Indeeil, there is plenty of reason to think of distance
education as a highly effective mode which can offer excellent value,
It showld be considered sericusly us part of the roancge of professional
developiment options.
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THE INTEGRATION OF CHILDREN WITH SEVERE LEARNING
DIFFICULTIES INTO MAINSTREAM SCHOOLS IN UK

CIIRISTINA TILSTONE
University of Birmingham, UK

Introduction

Integration has been the main focus of investigation in education
in the UK for more than twenty five years, and has influenced all
aspects of special education. Staff in schoels for pupils with severe
learning difficulties (referred to in some countrics as the ‘mentally re-
tarded") have found it necessary {o undertake a closer examination oi
their educational philosophy in the light of trends towards the greater
integration of their children into mainstream schools. This article out-
lines the dominuant models of practice currently available for such chil-
dren in Britain, and suggests that locationul und social integration are
vital prerequisites for functional integration.

Tdentification

In the UK it was estimated in 1978 that 20 per cent of all school-
aged children would have special educational needs, which at some point
in their school carcers may require additional resources {DES, 1978). A
child may, for example, require extra suppert with reading, or additional
help in acquiring an understanding of the concepts underpinning Lhe
sciences, or the extra resources to master or reinforce a particular mathe-
matical skill. Approximately 2 per cent of these children with special
educational needs, however, have severce physical, intellectual or cmo-
tional difficulties, some of which may remain with them throughout
their lives. For many years they were excluded from the mainstream,
and received their education in special schools, The intellectuzl, emotio-
nal and social problems of & small number of them are so great that,
until 1971, they were considered to be ‘ineducable’ and were completely
excluded from the education system. They were then the responsibility
of the Local Health Authorities and seme of the more able were cared
for in Occupation and Training Centres; others were placed in institu-
tions or were allowed {o remain at home and received liltle or no ade-
guate help or support from the state,

Throughout history, negative labels such as menially handicapped;
iciots; imbeciles; severely retarded, or educationally subnormal have
Leen given to such children, and their quality of life was determined
by the medical prefession. In 1971 the Education (Handicapped Chil-
dren) At wis passed and responsibility for them sas transfered to the
Lool Tdueation Authoritics. As it was at lust recognised in the UK
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that there wcie not two sorts of children (those who are handicapped
and these who are not) and that all children have a basic right to edu-
cation, the fermer Training Centres becamie specinl schools (Heddell
1980),

The severe difficultics in learning, experienced by these children,
are often hard to deteet and may be the result of neurological dys-
function:; chromesomal abnormuatities: disorders of metabolism or brain
damage. Although the causes may alter their physiological processes
and affect their rate of learning. they do not result in a general inca-
pacity to learn. Their rate of progress miy be painfully slow, but sys-
tematic and skilled teaching cun enhance cognitive development. Some
children may also have additional sensory or physical impairments re-
guiting {rom necurelogical damage, and certainly there may he substan-
tial delay in seme, or all, of the muin areas of general development.
Eaually, however, learning difficultics can be cxacerbated by the re-
siricted expericnces offered. The slow rate of progress of some pupils
can lead fo professionals offering the same learning experiences with
relentless monolony, resulting in both pupil boredom and [rustration
{Tiistone, 1997,

Integration 'segregation

Not only have children with severe learning difficulties experienced
s life apart from education, but when education did become available
it was only offercd in segregated provision, although these children have
the same rights as all children to the services offered by health, edu-
cation and other community resources. The political perspective on edu-
cation:l integration is that it is a fundamental human right, and that
to deny o child a place in a mainstream school is to segregate him or
hier in o way i which criminals are, through prison sentences, removed
Irom normal socieiy (Lewis, 1995). On the other hand, it can be argued
that the right to choose a particular type of provision is also a human
right, and that having the opportunity to make an informed choice bet-
ween special and mainstream schooling is preferable to having a situ-
ation where muainstreaming is imposed (Lindsuy, 1989). Such a view
raises the fundamental issue of who should choose. Are parents given
enough informatior to make informed choices or are the erucial decisions
made by professionals who, supposcedly, know Ubest? The special needs
industry is seen as providing opportunitics to perpetuate the vested
intercsts of the professionals working within it (Tomlinson, 1982; Bar-
ton, 1988; Nerwich, 1990), and whilst special schooling remuins, re-
spurces {(both human and financial) will be diverted away from the
mainsiream. Ancther importunt perspective which is often overlooked
in the enthusiasm for integration, stems from the innovations and ini-
tintives in Denmark on the quulity of life for people with severe and
profound and mvitiple learning disabilities. Holrm, Holst and Perit (1994)
identified three essential conditions for an acceptable quality of life in
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any sitiation, ineluding schooling. First, that any individual should be
mvolved in the social network: sccond, that the pupil should hove con-
trol over any situations in which he or she is involved: and third, that
the relationships within the learning environment should lead to po-
sitive experiences. They stress that iv is important not to intervene in
the lives of others on the basis of undefined, or merely implicd, ideas
of what is gocd Tor them, and it s, therefore, of vital importance to set
up svstems whicli eneble pupils with SEN to be actively involved In
the decislon-making process. This will not be cusy for pupils with pre-
found and multiple learning difficuities whose language developmoent
may be at oan carly stage. However, s Mittler (1996) points out, prac-
tices must be in place which emphasise the importance of choeice wnd
decision-making:

Fven it they cannot speak they can often understund what is
siid by others und wlso develop other mieuns ol cxpressing
choices and decisions, for example by physical expressions.
threugh the voice, by means of the eyss and in many other
wuys  personal to  the individual, but understanduble by
othors. {(p. 9

Great strides have been made 1o integrute children with o range
o disnbilities in the UK, and it is possible to construct a hierarchy
ot disabilitics which appear to be more easily fully incorporated into
maingtream schooling. Incvitably, such a hicrarchy mirrors the accep-
rance of ceriain disabilitics by society as o whole and, although many
children with physical and visual impairments are fully integrated into
mainstream scheols, children who are perceived as very slow, who be-
have inapprapriately, or who do noi mateh the Hollywood image (slim
and perfecily formed) are the last to be included. Children swith severe
learning difficaltics often display @l three charactleristies and therefore
thi progress of intedgration into mainstream education, as into society
senerally, hes been painfully slow.

rofiles of twn children with severe difficulties in learning
)J'

' i almoest B years old. She understands simple commands inclu-
Aaing the prepositions ‘in' or ‘on’, and can point to a number of body
parts, including shoulders, cyebrows, fingers and thumbs. She can name
simple objects, and label pictures of single objects, but her spontaneous
specch Is o bubble containing fow colear, single words. When playing
alone with un adult she will repeat familiar words and attempt to sing
¢ number cof nursery rhvmes and simple songs.

She walks unsicadily with feet wide apart, and elimbs stairs by
bringing her fect together on cach siep; she descends in a sitting po-
sitton, She cin kick a ball without falling over and throw it innacuratel .
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She is predominantly right-handed and uses o palmer grip to control
& pencil. She can copy a circle and vertical and horizontal strokes. She
cannot cut with scissors and has some difficulty in building a tower of
more than twe bricks.

“J' plavs clongside other children and often gets upset when in-
vited to interact with them. She needs to be reminded to go to the
toilet, and bowel centrol is not estublished. She huas Down's syndrome
and her laroe tongue makes fccding difficult.

‘S‘

In contrast '5' is 10, and has physical difficulties. He is still at an
carly stage ol development. He can sit with support, but neceds to use
itspecial chalr snd o stunding frame to strengthen muscles and to en-
courage correct positioning. He reclives physiotherapy twice o week, and
his teacher carries out the prescribed progriommes daily. When placed
on the iloor he cun roll around ihe room and can also move by pushing
his feet whilst lyving on his back, Like “J°, eating is difficult as he has o
tongue thrus:, but ne manages to est mashed food when it is placad
in one side ol hix mouth. He can control parts of the eating process by
taking @t louden spoon of food to his mouth.

He dikes people and has o ready smile. He uses his whole body in
an enthusinstic welcome routine with familiar children and adults, and
will indicate that he does nof want thindgs by turning away or pushing
objecis {rom him. He shakes his head for 'no’ and mekes o consistent
gesture for ‘yes'

He can seleet familiar objects from o cheoice of two and can eye-
point to two fumiliar and similar objects in & group of three. He docs,
however, find in difficult to open his hands and grasp objects, but after
massage his performances improves. Although bowel and bladder con-
trol are not established, he will remain olean and dry throughout the
day i teileted ot regular intervals,

What {orms of integration are available for .3 and ‘S'?

The Warnccek Committee (D135, 1978) identified wide range of in-
tograted  cducaiional-provision: locational, social and functional. At a
asic Tevel vach brings children with severe learning difficulties into
contact with the more able in their peer group, and therefore each can
ha scen as u form of integration. At a more sophisticated level, how-
cver, some kinds of provision are a contradiction in terms. Lewis (1993}
suagesis that the locational {(where children attend separate special uniis
oir the same siic as a mainstream school) and the social (where chil-
dren po to separate special classes but mix with the mainstream chil-
aren for meals, at playtimes and assemblies) are only partial integration
and:

“an atiempt to present an unpleasant reality (segregation) in «
mere comfortable wuy, like the term ethnic cleansing for the
enfyrced mass migration of specific cthnic groups... (p. 5).
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Hall (1996}, i defining inclusion rather than integration, takes this

issue further when he explains that to be included fully in the edu-
colional mainsfream means:

‘Being o [ull member of an age-appropriate class in your loecal
school doing the same lessons as the other pupils und it matte-
ring if you are not there. Plus, you have friends who spend
time with you outside school.” (p. 99).

Both ‘J' and *8' are fur from that definition, but as Ballard (1993)
argues inclusive schools deliver a curriculum to children throught or-
sanisational arrengements that are different from those used in schools
vhich exclude some children from their buildings, Examples are varied
and numerous and deppend largely on Local Education Authority policy
aid the history of its provision. Farrell (1996), however, attempts o com-
prehencive list of examples in the UK of the main types of arrange-
ments currently available to children with severe learning difficultios
which bring them into close contact with a more able peer group. and
includes:

® fuil time placoment in 4 local neighbourhood school;

® full {ime placement in a unit for children with severe lear-
ning difficulties housed within a mainstream school;

® the placement of a whale elass of children with severe lear-
ning difficulties within o mainstream school;

® ;n inteprated nursery within a speecial school for children
with severe learning difficulties;

® reculsr visits by pupils with severe learning difficulties 10
local mainstream schools (link schemes),

What form of integration are “J’ and S’ receiving?

The number of children with severe learning difficulties who arc
imlly integrated into mainstream schools is not known, us computer
school records tend to show the number of statemented children with
special educational needs on their registers. Rightly or wrongly, the
adoption of this global term hus made it difficult to distinguish, from
‘na data available, those children with severe learning difficultios {rom
diose with o visual, or hearing, impairment and mild learning difficul -
tics. The number of those who have full time placements in their local
Lrimary schicol is Increasing steadily, but there is evidence that muany of
them return to a scgrepated special school when they reach secondury-
wwe (11 yearsy (Tilstore, 1991). It would be naive to suggest that tull-
ine iptegration in a medinstream school can be anything more than the
phpsicel placement of the child within its walls. Individual case studics
citen show thal the integrated placement s, in fact, a microcosm of se-
sregation (Tilstone, Lacey, O'Hanlen, Turner, Ribbins, in preparation).
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Neither ‘J° nor ‘S’ is undergoing functional integration. By focusing
ou their experiences it is possible to show the reality of the situation
Ior the majorily of children like them, and to chullenge the all-too-often
assumption that the staff of special schools have their own vested inte-
rests in keeping special schools open and are, consequently, not interes-
ted in prometing integration. Pure inclusionists sce all gpecial schooling
05 a negative cexperience which devalues children, and denies them oppor-
tunitics. They do not, however, sce that there may be a need for an cna-
bling stage, which helps to promote an inclusive ethos, and lays the
foundation for truc inclusion. Many childern will do equally swell, so-
cially and academically, in mainstream schools but others (like “J° anid
‘8M are excluded from the mainsiream owing to fear and prejudize.
In their case, {ar from perpetuating educational apartheid, the special
srhool staff huave tuken the initiative to breuk down the barriers to
acceptance.

‘Jis attending integrated nursery within a special school for chil-
dren with severe learning difficultics. The lack of nursery facilities in
her rural urea prompted the special school to develop much necded nur-
sery provision for up to 20 pre-school children between the ages of tweo
and five vesrs, half of whom have special educatienal needs. At com-
pulsory schocl-age, the ordinary children transfer io their local primary
school, but for those with special cducational necds & range of other
options is availuble, including the opportunity to join their peers in «
mainstream school or to attend a unit for children with learning diffi-
culties within a mainstream school. Arrangements for transier are fle-
xible, and ‘J. although she will remain on the role of the special
school in which the nursery is housad, will, when she reaches compul-
sory school-age, attend the mainstream school along with her ordinary
peers for part of each day. The nursery's teachers and nursery nurses
are on the stuff of the special school, und provide varying degrees of
support when children with severe learning difficulties transfer to full
or partial integration within mainstream schools. In ‘J's case, she will
be in a group of five children with special needs, whe will be accom-
panied by a nursery nurse during their first term of partial integration
into mainstream (a situation which is closely monitered and reviewed).
The school has also employed uan integration-support teacher, whose
main function iz to develop extensive integration links across all sec-
tors of educalicn, not only with mainstream schools in the locality, but
with others in its rural area.

The experience of ‘S’ ure very different, us, despite his profound
and multiple learning difficultics, he participates in two contrasting
forms ol integration. In the first, he is fully integrated into classes of
moere able children with severe learning difficulties within the special
school. This example appears to be typical of recent developments in -
tegration along the continuum of speciul educition, although as Farrcil
(1996} argues, the literature on integration consistently overlooks the
experiences of children with profound und multiple learning difficulties,
who are often still segregated in special classes within such schools. He
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emphusies that an important first step along the continuum of integra-
tion is to abundon such special classes. This philesophical sociological
argument has influenced integration initiatives, although there is little
research evidence on the cducational benefits for all the children in-
volved, O'Connell's (1994) small scale research indicated that where a
child with pmld (prefound and multiple learning difficulties) and a child
with sld {severs learning difficultics) were paired to work together in
siructured activities (special friends scheme), hicher levels of interaction
were recorded than if the children had not been paired. The more able,
who were puited, also showed o greater degree of tolerance to their
partners with profound und multiple learning difficulties; reflected in
the literature on link schemes, designed to extend and deepen contacts
(Whitaker, 10¢4: Wulsh, Shelvin, Moore, de¢ Lacey, Stirch, 1996).

‘ST is also involved in a link scheme in which ali members of his
rlags are integirated into their local mainstream school and taught aleng-
sidde their mainstream peers for one hati-duy per weck. Such programres
have developed in the UK over muany years, and of the 898 special
schools which teok part in a recent research survey, 83% were invol-
ved in cellaborat.ve arrangements with ordinary schools (Fletcher-Camp-
beli, 1994). These schemes vary from Cone-way visits'; ‘reciprocal’; ‘ro-
sular but infrequent’: to weekly and daily. The most successful (Lewis,
10995: Shelvin, 1592; Shelvin, Walsh, 1994) encournge shared activity ba-
sed on common interest. Pupils from the different schools are pairved
il they share a commeon enthusiasm for a subject or an activity, and s
part of the planned integration programme are allowed either formadly
or informally to develop their interest collaboratively (Tilstone, 1996)

As the litersture from a range of couniries shows, successful inie-
gration is a highly complex phenomenon. Ainscow (1994) is amongst the
researchers in the UK who has considered integration through school
improvement swhich he believes hinges on the six basie conditions of:

® offective leadership:

® o involvement of school staff, students and the commu-
pity in the development of policies und the making of de-
cisions:

® . commitment to collaborutive planning:

® effective co-ordination sirategies;

® .{iention to the potential benefits of cnquiry and reflection:

® - pelicy for stall development.

There is, however, another fandamental condition, which is porti-
cularly relevant for children with severe learning difficulties, but is
often overlooked in the academic literature. Siructured attitude change
is of crucial impertance te the acceplance of children like J° and 'S° I
they had been born thirty years ago, not only would they have been
coasidered ‘ineduccble’, but it is likely that they would be living in
long-stay hospitals scgregated from the lurger community. This histo-
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vical legocy has left its mark, for olthough around three-quarters of the
population have never met & person with severe learning difficulties,
the popular images of mental handicap {so casily confused with mental
itlness) are locked doors, doclors, psychiatrists and violent behaviour.
Unfortunately, attitudes not only depend on contucts in the present,
but are also determined by the feelings reactions and beliefs of the
past, and, uniess they are challenged, wre likely to be handed down
from one generation to another.

Although neither ‘J' nor 'S’ is experiencing functional intcgration,
their carefully planned and structured activities are helplng to break
down feur ard prejudice at an early age. Information and research evi-
dence is availoble on policies of integration, but there tends to bz an
assumption that society is Teady and waiting to receive all those with
special educationul needs. It is not, and it can hardly be blamed for
being reticent. As McConkey (1996) emphasiscs, widely distributed in-
formation about the rights and needs of people with disabilities is un-
likely to affect the attitudes and behaviour of members of the publie,
particulary when they have never had contuact with children with severce
learning difficulties. In the case of ‘J" and *S’, the special school stafl
did recognise that the first step in facilitating true inclusion was the
changing of altitudes through positive experiences and rthe creative use
of functional and soecial integration.
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THE BLIND LEARNING APTITUDE TEST — A POTENTIAL
ASSESSEMENT TOOL FOR USE WITH ROMANIAN BLIND PUPILS

IBEATHER L. MASON

University of Birmingham, UK

Introduction

This urticte describes the use of an American psychological ussess-
ment test, the Blind Learning Aptitude Test (BLAT) with a substantial
aumber ol hiind children and young people in England and Wales. By
cxamining the stundardisation duala from the USA, it was possible to
mike somie irteresting comparisons of the use of the Blind Leuarning
Aptitude Test wil children in schools for the visually impaired in En-
ctond and Wiles and the USA. As the author of the BLAT claims that
it i3 a ‘culiwe-falr’ {est, then it should be un appropriate tool for use
with Romanion blind pupils.

Jackground

The Blind Learning Aptitude Test (Newland, 1971), develeped da-
ring the 19405 and 1960s is an American ‘touch’ test for blind pupils
congisting of 4 items. It hus been standardized for use in the USA
weith biind children and young people belween the ages of 6 and 16.

The test items

Tha 4% test items are divided up into 6 groups, and cach group is
preceded by 2 non scoring trinl items. Each group requires o Jiffersnt
ivpe of behavicur from the child, The items become more or less in-
creasingly Jifficult within the group bur not necessuriliy from group ‘o
2roup.

Item Group 1, consisting ol § Hoems.

In this group, clussification skills ave tapped as the child has to
find the fisure that is *not like the others' for example, o circle among
different straight lines (Figure 1).
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Item Grotyp 2, consisting of 7 items.

The child has to find a shape similar to the one on the extreme
lefr from a group of other shapes testing the ability to match-to-sample
{figure 2).
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Item Grouyp 3, consisting of ¢ items.

This requires the child to examing 3 shapes in o series and o find
the next one from o pussible selection of 6 shapes. For example, the
citild examines & 3, 4, 3 sided shape and then has to select the 6 sided
shape Irum the other figures (Figure 3).
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Item Group 4, consisting of 16 items.

This is the lergest group containing almost 33Y, of the items. In
this greup, the chiid has 1o romplete a pattern or matrices by choosing
ont shiape frem cither 4 to 6 possible shapes (the carlier items 22—27
have 4 choices, items 28—37 have 6 choices) It is claimed that the
ability to determine analogous relationship is being assessed (Figure 4),
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ftem Groug 5, consisting of 7 items.

In this group, the child hus to identify from a choice of 6 possible
answers, the missing part of o large shape or pattern which is incomplete
i some way. For example, a corner missing from a rectangle. Know-
ladge of part-whole relationships is required (Figure 3).
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Itera Group 6, consisting of 7 items.

This group consists of a 9 element (3 rows by 3 columns) matrix in
«vhich the last part is missing. The child has to search for the missing
part from a choice of 6 alternatives. The relationship can be datermined
oy examining the shapes either vertically or horizentally. The ability
to recognise the relationship between the figures and to use the rela-
tionship rule to determine what ligure would come next is required
{Figure 6).
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From the row score, o maximum of 49 it is possible to calculate a
B3LAT Learning Quetient which is similur in structure to an Intelligence
Cuotient in thet o score of 104 is considered to be ‘average' and alse
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a BLAT Learning Aptitude Age Fquivalent score in which it is possible
to see if the raw score is above or below that of the child’s chrono-
logical age. For instance, the average score for a child of 10 is a raw
score of 18. If thie child scored 23, then the age equivalent is 13 or
similarlv, a raw score of 7 is the age cquivalent score for a 7 vear old
child. This score cun he a useful indicator to sec if a child is achieving
their potential within he formal academic curriculum.

The design of the Blind Learning Aptitude Test.

BLAT has been designed to tap predominantly the processes of
learning in terms of a Spearman Llype of thinking about the nuture of
the behaviours to be sampled. In addition, the following design re-
strictions wetre imposed:
® The 49 test items and 12 training items were constructed in an cm-
bossed form consisting of dots and lines
® The tuctu:l discrimination demands which had to be made on the
child when interpreting the dots and lines had to be less than those
needed for braille reading.
® Apart from the directions, none of the stimulus materials were to be
verhal.
® A verbal response or solution to the items was not required although
it could form part of the response,
® The variety of test element patterns which were developed would
require from the child the education of relationships und or correlates.

Newland (1671) claims that the BLAT is a ‘culture fair® test and
measurcs the learning aptitude of 4 blind child drawing heavilly upon
the processes involved in learning rather than just assessing what the
child h:is already learnt. In the rationale for the design of BLAT, New-
Lund is clearly critical of some of the early attempts to measure the
intelligence of blind children believing that too great an emphasis was
pliced upon obtiining averuge 1Qs of the blind approaching or equalling
the average fer the fully sichred, In addition, none of them had been
developed specifically for use with the blind all, existing IQ tests were
adapted from those instruments used for the sighted with very little
consideration given to the type of psycholegical processes they were
tapping or to the widely differing kinds of acculturation among blind
children. This peint is discussed in further detatl below and is one for
consideralion in the Romanian confext.

Newland {1971) strongly believed that there was a definite need
to gbisin o different, und, in one sense, a more informative picture of
the learning poiential of vouny blind children than was believed obtai-
nable by extant procedures. Ife was concerned that whilst muany of the
widely used individual tests would yield much useful information abou!
a blind child, they would not clicit a {ull picture of the early psycho-
logical development ol the child; this information being crucial as the
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child entered into a programme of full time education whether in a ro-
sidencial or day school.

Newland was also of the opinion, that these young blind children
come into full time education from a much more diversified background
ol acculturaticn than do non impaired children. (Acculiuration refers to
experiential backgrounds and opportunities to learn in both formal «nd
informal educational settings and not simply that the pupil comes from
a different ethnic group race or has a different coloured skin. It docs
however, depend upon the experiences in a child’s environment {cul-
ture) and the length of time the child had had to assimilaite those ex-
periences). He also thought that this would be more true of blind chil-
dren entering residential schools than those attending day schools us the
residential schools tended to serve a dual purpose, a welfare one us well
as an educatioral one. As a result, Newland felt that as the other in-
dividual intelligence tests adapted for the blind in the USA ot ifhis
time, viz. the Hayes Binet and the Wechsler Intelligence scale for Chil-
dren (WISC-V), were not sensitive to the acculturation of youny blind
children and was also unhappy with these tests as they were sampling,
in his opinion ‘product’ ie. what the child has learned, rather than
‘process’, the psychological processes that make learning possible. In
other words, they relied heavily upon what the child had previoeusly
fearned and rcmembered.

As stated, Newland was of the opinion that blind children entering
formal educational programmes whether in day or residential schools
come from a much more diversified background of acculturation than
do non-impaircd children’ and that this was probably more tenable
with rtespect fo blind children entering residential schools than day
schools. Certainly, rescarch by Bauman {1964), investignting differences
between residential and non-residential blind students found that in
general, the regidential school group showed more problems of social and
emotioral adiustment. Some research by Lukoff and Whiteman (19870)
was concerncd with the factors that influence the choice to sznd the
blind child to a special school, usually a residential one; they found
that the most important factor was the age of onset of blindness: the
eatlier onset, the more likely was the attendance at a school for ihe
blind. This research found an intercsting relationship between scheol
attendance and the family's expectations for the child’s independence.
There was o difference in the expectalions from the congenifally und
later blind groups. For the {first group, the congenitally blind, ihere
was relatively little difference between attendance ot special schools
and high expectations for independence. However, for the youthlully
blind, the highest proportion (64 %) attented special schools where there
were low expeclations from the family for the child’s independence. The
lowest proportion of 35% had high expectations. These research findings
may confirm the perceptions of Newland about the differing roles of
special and mainstream schools. It is interesting to ¢xuminte snoiher
view. Whilst Newland believed that many children went fo residential
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schools becauge they were in need of both the ceducational and swelfare
faeilitices, Vander Kolk (1981 was of the opinion that residential edu-
cation could retard certain levels of development. Vander Kolk (ibid.)
stated that the educational system to which a child is exposed will play
o most important role in developing intellectual poientiai and that place-
ment of o child in o residential school for the blind rather thun in o
regular school could bring about differential cffects in intellectual as
well os academic development. Special facilities, programs, and pro-
fessionadl whe must deal every day with blind children can provide a
more growth-producing atmoesphere for the child and isolation from the
sighted comnuinity with its concomitant effects, such as limitations in
lesrning social concepts, or lack of intellectual interaction in the com-
munity, may retard intellectual and social development. Whether agreeings
cr not with Vander Kolk, these are issues facing any country which
rolies Leavily upon a systetn of segregated special schools, cspecially
those which mey be administred by NGOs (non governmental organi-
sutions) rather than Ministries of Education.
The present siudy

The primary ain of this study was to examine the performance of
the pupils in England and Wales on the BLAT and also to compuare them
with the USA stundardization data to sce it the ‘scores’ which were
obtaincd from the raw scores, i, learning aptitude age and learning
quetient, werc meaningful for bkoth populations. One of the secondary
aims wis to examine whether the BLAT could be considered to ke
feuiture (air' tost as claimed by Newland.

Ricthodology

During & period of 18 months, 14 schools in England and Walss
for the visually impuaired, both residential and duy scheols, were visited
to administer the BLAT to functionally blind pugils, 2!l of whom were
twtual learners, in the age runge of 5 to 16 yeuars, und for the purposes
¢! the study, 110 pupils’ results were included in the final analysis i.e.
12 pupils in each uge range from 6 through to 16 years. The 14 schools
represent the speclalised provision for the educalion of blind and low
vislon pupils in Eoaglend and Wales, Nine of the schools had some kind
of residential provision although for many of them, this tended to be
Monday to Friday only. Apart {rom one. @l the schools admitted puptls
from the age of 5 or carlier and had provision 1o keep them through to
at Heast 16 yewrs of age. BEvery attempt was made o get a thorough
heterogencous sample by testing all the children who were present on
the day of testing it they fulfilled the following testing criteria:
€ were urable to solve the lest items through sighted methods and
wore toctual learners
® were able to understand the verbal instruction but not necessarilly
iz» able to give o verbal response

It was decided to eniit any child who had severe learning difficulties
snd who hod obviens difficulty in responding to o formal fest situation.
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For some pupiis, this soon became apparent and for others, the advico
of the class tezcher was taken, although every attempt was made fo
make sure that the sample was fair by attempting to test iny ‘border-
line® cuses.

Results and discussion

Interesting demographic trends cmerged during the tesling period
and there was great difficulty in finding encugh pupils in cortain age
ranges. This could be the result of the decline in numbers of children
in schools for the visually impaired {ollowing the trend f{or integration
into mainstream schools although the (otally blind child has not been
integrated to the sams extent as those with some vision. The numbers
also follow a national pattern in the birthrate but the figures ulso in-
dicate a decrexse in numbers of blind children overall as o result of
better medical intervention before birth, at birth and during childhood

For exanple, 8 schools for the visually impaired had to be visitod
before a viable sample of 14 vear olds could be tested and 7 schools
for the visually impaired to test the ¢,8 and 13 year olds but only 4
schools for the 16 year olds. Necdless to sav, it was impossible to test
an equal number of boys and girls reflecting numbers of visually im-
paired children through the world. This is considered partly due to the
fact that many of the inherited eye conditions are sex-linked. The {inal
nimbers tested were 66 boys and 44 girls, which means that 80% of
the sammple were males, and 400, were females (Table 1). The Department
of Hecalth and Social Security stalistical returns (D.H.S5.S., 1887} show
that 379 of registered blind youngsters in the age range 5 to 13 yoars
were male and 43¢y females; ths sample tested was therefore reuaso-
nably representotive of the national pepulition in terms of gender.

Tulls !
The distribution of male and fe-
nrsle puplls in each age group

e urle fueiit- e
3 3 7
7 3 5
8 4 [
9 4 6
14 + &
1 3 7
12 3 7
13 1 &
T4 3 5
15 4 G
13 3 3
tetal 41 8
o’ 41 Gf)

(it = Uy
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It was ncl possible, due to the small numbers available, to make
sy conscious decision about excluding or including pupils on the basis
if thev were duy or residential pupils. As the pattern or residential
piacements heve changed considerably during the last len years in the
UK in that pupils go home al the weekends and that many ‘day’ pu-
s may stay the oceasional night to fit in with social and leisure
gctivities, the influence of residencial or non restdential was not consi-
dered 1o have any major influence on the results of the festing. It wus
not pessible ciiher to omit any pupil who had not been learning by tuc-
tual methods for all of their school life but instead to use the
criterion of being unable to solve the problem by sighted methods and
voag s tuctua! learner. In o simall sample as this, one has to raise the
probiem of “technical adequacy™ as deseribed by Bruadley-Johnson (1986)
tor instance, the sample size even though it represented o substantial
jropertton of all the blind child in England and Wales, age of onset of
i v isual condition and the type of education provision received by the
chiild.

Comparison of ithe British and USA scores

One mujer dilference is the number of pupils used for the Ameri-
con o stundardization, Whoerens the British sample had 10 pupils in each
uge range, the American numbers ranged from 67 to 106.

fable 2

suuppiry of meod raw seores, BLYL mean Learndng Quotients and Learning \ges for the sample
of children from Englasd and Wales ool the TS

Tnplad and Wales (n - 1Hn USY fu R3S
10 in cach rge group 1 T S67 - 106
e oW o
i‘ih!“]) HUOTe LS"} T‘ 4 S ‘ “ LA
[ 13,2 118 B0 5.9 u7 STl
7 148 108 85 184 H 70
8 18.7 1o 10,5 12.06 106 7.3
2] ] 111 12,5 165,03 oo y.0
to D0t 107 125 19,04 i .5
11 23 106 13,40 20.00 1nG 1Ly
12 238 102 135 21 88 100 12.0
13 218 102 140 23.81 1Nt 13,3
14 256 101 145 23.80 0 13.5
15 26,4 100 15.0 26.76 1ol 15.5
16 66 100 16.0 27.49 1) 16.0

Table 2 would suggest that the BLAT raw scores for the British
semple of primery aged children (6—12 years) indicated that they had
performed, in terms of chronological age, well above their USA peers
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with the highest levels of difference in mean scores being recorded with
the younger age groups between 6 and 9 years. However, the resulis
of the mean raw scores for the secondary nged pupils showed muarked
similarities.

A possible clue to the high discrepancy between the scores may be
found in the statement by Newland (1971) when describing the USA
standardized population: '

“Generally blind children do not start their schooling as early ax
do sighted children. Compulsory schowl attendance temdds not to be
enforced in the case of blind children as consistently as sighted
children. {(Newland, 1. 3)

As children in the USA do not start their formal schooling until the
age of G, i.c. one year later than the UK, it may appear that in view
of the above statement, many of the blind children in the USA which
formed part of the standardization, may not have had the same formal
educational experiences as their British pecrs at the age of 6, This may
include such important areas as tactile dicrimination and tactile infor-
mation processing, an essential part of the curriculum for all young biind
children. Obscrvations of the strategies used by the younger pupils du-
ring testing in Britain on the Blind Learning Aptitude Test were por-
haps a good indicator of the guality of the teaching received by theose
pupils. Whilst many of the pupils had highly developed skills in sear-
ching a tactile ‘field’ systematically, were confident to use both hands
and had good finger position and were very relaxed in their approach
to the new situation, it was obvious that some pupils had not acquired
such good techniques. It is also possible that the majority of pupils in
this study mayv have bad the benefit of very corly intervention, frem
birth in many cases, from thc various sappori scrvices for the Visually
Impaired in Fngland and Wales, ranging from those provided by the
NGOs, for example, the Royal National Institution for the Blind to those
b the local cducation autherities, a benefit and a scrvice perhaps nat
avallable to the sample of children in the USA used for the stundar-
dization at the time of testing,

It has to be remembered also, thal there are approximutely 20
vears between this study and the original standurdization: attitudes to-
wards the importance of ecarly intervention during this period of time
have changed drastically in both countries. In England and Wales, the
Education Act 1993 and subscquent Code of Practice for the identifi-
cation of pupils with special educational needs requires intervention by
the local educational authoritics for these children from the age of two
years onwards. In practice, many fumilies are receiving support at a
mu-h earlier stege than this. For some fomilies this support has been
available since the early 1970's and has concided with the growth of
the peripatetic (itinerant) services for the visually impaired. In the USA,
accelerntion of early intervention coincides with comparable legislation,
Purlic Lavw 92—142 (1975) und the Headstart programmes for disad-




Ay L MASON

vantaged chiiaren. Therefore, it is perhaps unwise to try to draw too
miny conclusions abeut the differences in Learning Quotient and mean
«ceres of the twe samples. However, it would be interesting to com-
pare scores with the existing primary aged population in speclalised
schools Tor the visually impaired in the USA,

The results of the secondary aged pupils almost mirror those of
the original sampie in the USA and the raw scores might suggest that
ihe two samples were very similar. It is possible that the UK sample
may be dilated by the fact that no attempt was made 1o test blind
children of sccondary age in mainstream education, all pupils coming
from spaocialist schools for the blind. (There is a smalil but growing num-
hor, especially ot the primary level of highly motivated blind pupils
who are integrated with support into mainstream schools).

Newland (1971) was aware that the results of the older pupils an
BRLAT, i.c. from about 12 upwards, may suggest that it loses some of
its diseriminative power but was of the opinion that this was not a
defect but instead “this reflects the psychological reality that the psy-
rological processes lapped by it actually start maturing, or de mature,
by that age."” (p. 24)

The BLAT as a ‘culture fair’ test

Newland, (1977) also believes that the BLAT is able to discrimi-
rute pesitively for the ‘disadvantaged’ groups of blind children, and
used as his example black children from the 12 geographically scattered
American States in which BLAT was standardized. When these children
were tosted on the Hayes-Binet and the verbual portion of the WISC, it
was found theot the 1Qs for the black children wore one stundard de-
vintion below those of the white children. (This fipure wus similar lo
resalts of the fully sighted white and black children) Howcever, the
raw srores on BLAT indicated that there were no differcnces. From
these results, Newlund concluded that the test scores involving a con-
siderable amount of ‘product’ (Pt) ie. items sampling primarily what
the child has learned, and reflected the differcnces between the advan-
taged white pupils und the disadvantaged black pupils. The scares on
DLAT reflected the fact that the ilems were sampling ‘process’ (Ps) ie.
the way in which children function psychologically in the process of
loarnine. The non-white population in the UK in the special schools
Ior visuully impairmentped cannot be considercd as a “disavantaged’
growpr in the same way as the black Americans were in the late 1960s,
cspeciudly those in the southern states were there iwas segregation and
Litter raciad unrest and discrimination. However, many of the Asian
mipily are gt a diradvantage in some respects because their mothor ton-
2 mav not be English, the language of instruction (although this is
nei convidercd te be a ‘special nced' in terms of the 1981 Education
Aty As long as the Asian pupils in this particular study were able to

i

usderstand  tha instructions and fulfilled all the other criteria, they
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were included and perhaps one of the most interesting facts to emerge
from this study are the results for these pupils. Whilst it was not the
policy of the writer to separate the results of the children from other
ethnic cultures, it is interesting to note the raw scores and Leorning
Quotients of the Asian pupils in the sample to see whether the BLAT
could be considered to he “culture fair’ as it would then be a welcomed
addition to the assessment procedures for these pupils (Table 3).

Fabie 3

BLAT ritw scoves and Leavning Qnoticnls
of Asian puoplis

cge 6T
. Taw

Pupil seere T4
A 17 124
I 13 127
Age T’
¥ 23 124
T 16 111
Age '8
G 25 126
1 18 110!
Age 9’
A 34 134
J1 16 98
Age 10, noue
Age '117
By 21 1)
; 20 100
Age 12
s 18 95
Age 13 unone
Age ¥
T 18 91
Age 15
- ta 100

Age 18" none

These results may confirm he opinion of Newland that the Blind
Learning Aptitude Test is not affected by the ‘acculturation’ of a pu-
pil and that it may discriminate positively for those children whe may
be disavantaged in some way e.g. English may be their sccond or even
third lsnguage.

Tt is interesting to note that the results of these Asian pupils clo-
sely follow the overall trend of the sample as & whole; the younger
pupils, aged 6—9, scoring higher than the older pupils in terms of Lear-
ning Quotients. If the language barrier was going to be an important
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factor, it could be assumed that the effect would be more noticeable
it the younger age range where the child may still be at the carly stages
in learning English but this is not apparent in the results.

Genteral conclusions

Whilst the results do not necessarily confirm the claim made by
Newland (1971) that the BLAT is different from other ‘intelligence’
tests used with blind pupils in that it is measuring the processes in-
volved in learning rather than what the child has learnt, there is no
doubt that the BLAT can add significantly to the psycho-educational
assessment of blind children. As Tobin (1984) states,

“the only proof that the BLAT is measuring learning aptitude is the
fact that it has been eonstructed in accordance with the puthor's
conceptualization of what learning aptitude is.” (p. 3)

However, & great deal of useful observational information ean be
cleaned from the way the child attempts the test items, the speed at
which they arrive at a correct solution and the way answers are ex-
plaincd. This infermation can then be used as a part of a diagnostic pro-
file in which the strengths and weaknesses of the child can be identified
ard o sultable teaching programme can be drawn up. Perhaps there is
evidence to suggest, that for some of the items, therc is & heavy re-
Yinee upon the tactual perceptual skills alongside the purely cognitive
compueience. Therefore these items may discriminate against those pu-
pi’s whuse tactual skills are not highly refined for whatever reason.

Perhaps the most exeiting conclusion is that it would appear that
ihe LLAT may be a ‘culture fair' test and so can be used safely with
the croup of children for whom English is their sccond linguage — a
growing population in many schools for the visually impaired in the
UK. ! has been used successfully in India {(Mason and Shukla, 1992)
50 here is no doubt that in Romania the BLAT, for the reasons oul-
Iined, can be used with confidence and could form an important tool in
the psycho-educational ussessment of blind children.
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WORKING WITH MEd STUDENTS
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Intiroduection

In moest universities masters level study aims to encourage stu-
dents tc chieve substantial subject knowledge, together with a high
lovel of academic craftsmanship and solid grounding in the research
training, This chapter i5 an account of one tutor's experience of wor-
xing with masters level students in a School of Education in a large,
established university in the centre of England, UK. The structural, cdu-
cational and posicral aspecets of the programme are discussed.

Stractural aspects

The struciural aspects or running a masters programme include ad-
mission requirements, modes of study, differentiating masters level
study from cther levels of study, and course evaluation. The masters
programme iz set in the professionul development area of the School
of Education, distinet from the pregramme for Initial Teacher Training
and higher research degree (MPhil and PhD) study.

Admission Tcguirements

Applicants lo the mausters level programme may register direclly
o' by progressing through other levels of study. If students register
ot masters level and subsequently find that they are unable to succeed
at this level they may move to a lower level of registration. To re-
gister directiv alt masters level the prospective applicant must have
successiully compleed o degree or its equivalent, a programme of pro-
fessional study and bhave two years’ professional experience. Most of
10e School of Education’s masters students are teachers but there are
i growing number who are from related fields. Until recently, all stu-
denis who enrolled for the masters level studies had to have a back-
ground i lewching. This regulation was changed because of requests
from other groups who were invelved in cducational contexts and
vishod to quelity themselves in the field of education. In the area of
special cduration, for example, personnel traditionally seen as ‘medi-
val’, such as nurses and speech and language therapists, arc interested
n enrolling for courses. Another example are social workers who work
with children ana adulis with speciol educational needs. This flexi-
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bility has beer ncgotiated not only with the University’s academic gate-
keepers, — the Academic and Faculty Boards — but also in some n-
sthnces with the professional bodies involved, such as nursing and
social work.

The wvariation in experience and academic background of students
has implications for teaching subject courses and supervising. Tutors
need to be cautious about assuming that their students have a shared
body of knowledge or perspective.

Modes of Study

Campus and Distance courses

The School 07 Education offers campus and distance modes of study.
Distance courses are offered in the field of special education and ther:
is one module in research methodology for masters level students stu-
dying by distance. Most of the distance courses are also offered on
campus.

Full time / Part time I Distunce students

Students muav study at masters level as full time or part time siu-
dents. Only a few home students register for full time study new be-
cause of the chuanges in funding professional development courses in the
UK. Part time students usually attend evening teaching secssions, or
stidy by distance. For distance education, students studying at masters
level it is important that their regional tutor's have a masters qualifi-
cation.

Modules

The masters programme comprises six modules and a dissertation.
We have developed two tracks. The more traditional triacks has five sub-
ject modules. & rescarch methedology module and a dissertation. A ne-
wer track has a slisht change of cmphasis away from subject content
and towwrds rescarch, with four subject modules, two research modules
and o dissertation,

A module comprises teaching, study (learning) and assessment in &
suabject area throughout a term or semester. It involves 120 hours of
student effort This is usually divided between contact time and indi-
vidual study lime. About one third of the time is given to contact time
with the module tutor which includes tutors-led presentations, student-
led seminars as well as tutorial fime. Individual study time aliows for
reading, seminar preparation and assignment writing. For students stu-
dying bv distance most of their effort is spent reading the texts, doing
the activities in the textis and reading further in the field. Regional tu-
torials are held twice i term or semester which allows students to discuss
aspects of the course with each other and their regional tutor.
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Differentiation
Feaching

In the Scheol of Education students at different levels of study
attend the same teaching sessions. There is usually no formal attempt
to differentiate Miid students from other students in terms of the te..-
ching and learning material. All students are recommended the samec
books, journals und reading lists. Seminars and discussion groups are
also mixed. This is for pedagogic and practical reasons. Pedagogically,
this arrangemoent facilitates o wider range of exchange of opinion, cri-
tical comment and experience between students. On a practical level,
differentiation of masters level students would result in some very
small teaching groups which would militate against an exchange of =
wide variety of opinions and experience. In Schools of Education where
there is large recruitment to masters programmes differentiating tea-
ching sessions may the preferred option.

Study

Master level students nre required to read more widely particuluriy
more vecent journal publications. They ure ecxpected to know ubout the
stbject urea of the module in some depth and to appreciate the theo-
refical frameworks invelved. They are oncouraged to develop critical
reading and writing skills which they should demonstrate in their pre-
sentations und written work. Distance education students at masters
tevel need to read beyond the distance educition texts and the recom-
roended papers.

Aszsessment

The opporiunity for masters students to demonstrate their endea-
vour and perceptions of the subjects covered in the module is offercd
ic the assignment. At this level the students’ work is differentiated ac-
cording to the distinctive nalure of the assignment and the different
marking criterin. Masters level assignments usually require more criti-
cal evaluation of the theoretical and pructical aspects of the subject
chosen by the students. They are expected to show familiarity with «
wider range of relevant literature, particularly recent publications in
the field, as well as to demonstrate links with pedagogic practice.

There may be several forms of assessing leurning at masters level
Written assignments of 4,000 words are the usuul form of assessment.
Students may select a title sugcested by the module tutor or negotiate
a title which reflects their own interests and experience. Alternatively,

personal leg may be kept by individual students as they progroess
throush the module, noting their reflections and insights into their
work ard the nature of the subject through the teaching, discussion and
reading of the course.

4 — Puychwologia—Paedagegia, 1 -2/1966
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Presenting o paper in a student-led seminar for discussion wiih
12 student group and tuter is another form of asscssment which cun
contribute to the overall assessmient of the student's sssimilation of
tii: module. Along the same lines is an assignment task {or group work
inn seminar sessions which can be evaluated by the group, that is they
ussess and grade ench other's contributions and woerk, This method is
saccessful with students who are in regular contact with each other,
such as full time campus students or students who work togethor. Ini-
Liall -, students and tutors may be reluctant to embark on this approach,
feeling uneasy about placing so much trust in studenti-led evaluation.
Yet, for masters level students purticipating in the peer evaluation
precess is a valuable learning experience, developing responsible criti-
cal faeulties concerning others academic work.

Work submitted at masters level is marked according to distinctive
urking criterie. All work must demoenstrate good, logical organisation
idess snd argument; it must demonstrate relevance belween theory
praciice particularly within the student’s expericnce; it must show
ide, recent and relevant knowledge of the literature through appro-
printe use of references and quotations: it must be weall presented and
st show mismudpements of genre, weak, grammaticul constructions or
spelling and punctuation errors and it should be typed or word pro-
cessed. Where there is an example of the student's research methodology
iy the assigmment this s evaluated in terms of appropriateness, rigour
cniloaeeuracy.

Thiore are several issucs concerning marking masters level work.
Tulers new o measlers level work, Including regional tutors on distance
cours2s, neecd tc have professional development sessions in marking

m

bt is slso murked hy a colleague, particularly the dissertation, be-
comse the tutor may be too close to the work for cbjectivity. However,
there is ususally no one else on the staff with sufficient subject know-
ledye 1o mark the work. It also has implications for tutors' workloads.
At this point, the tole of external exuminers becomes crucial in their
crpacily to moniter marking consistency und quality of work in a sub-
jout area.

Course evaluation

Muasters ccurses, like other courses in the School, are cvaluated
by students and tutors. At the end of the module campus and distance
students complete a brief questionnaire about the quality of teaching
nd relevance of the module which is retained by the tutor. Seme courses
alzo sesit qualiny assurance from their siudents. Kvery three years or so
tho course, through its decumentation, is evaluated by peer review. In-
terestingly. altheugh this process is extremely valuable, it is not a wide-
spread exercise. It allows good practice to be identified and improve-
meonts to be implemented.
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Educational Aspects

There are three main educations] aspects to the masters programme
fur students: developing a substantial level of knewledge in their subject
arca, developing sound rescarch training and writing un their own in-
vestigation in o dissertation.

Subject qrea

The subject arca studied can be specialist or generalist. Students
can choose to study a subject as 4 specialism, such as autism, visual im-
pairment or curriculum development., They study their subject modules
in this area. Where there are not enough subject modules in one area,
they can choose one or two modules from a related subject area. In
vontrast to o speclalist choice, students can choose a more general
approsch and sclect medulss from o runge of fields of study. They are
usually related to the students’ interests, experience or work.

The student will usually receive tutorial support from the tutor
of the subject module in preparation for the assignment. In cuses where
the students chocse o specialist ficld, the same tutor may direct most of
their taught subject modules and offer tutorial support. In addtiton, this
tutor will most probubly be the student’s dissertation tutor. Whon there
are larue speciolist groups at masters level, ¢t is a demanding tutoring
loud for one subject specialist. Yet the student may feel there is sub-
sientinl cohesion across the masters programme.

Distance education students ot masters level arce offered courses
in onu specialist area, such as speech und langoage dificultios, or they
may study two specialist arcas, such as spzech and language dillicultics
and autism.

Students who follow amore generalist programme are likely to have
different tuters for cach subject medule and for tutorial support, They
reed to identify o tutor to supervise their dissertation work and they
are unlikely to experience the same degree of cohesion across the
masters progrimme s their specialist peers,

fesearch methodology

The aim of the module in rescarch methodelogy is to introduce the
masters students to the ideas, frameworks and techniques of o range of
methodologicsl approaches. They are made Tamiliar with experimental
imd ethnographic paradigms, qualitative and quantitiative designs, case
siudy ond netion rescarch models. At the end of the module they will
be in a position to be able to choose the research framework and design
which is the besi il for their study.

There teast two elephant traps that need to be aveided wihen
dovelaping introdudiory rescorch training moedules: {rasmented and cx-
cossive content. In constructing the rescarch training module it is tomp-
tins to have o varizty of contribulers who are specialists in particolar
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regearch approaches and designs. While this may offer high quality,
segsions it rnay result in a lack of consistency and give a fragmented
leel to the module for the students. This may alse be the case for dis-
{anee education material when the texts for different research approaches
are developad by different authers. It is cqually tempting to include too
muny research designs. Excessive content heightens the anxiety of stu-
dents who mav be anxious about the research sudies which in new sub-
ject to most ol them. The module needs to achieve a cohensive, balan-
et and amourt of content,

he research training module js the one compulsory module for all
masters level students in the School of Education. This means that the
tator{s) invelved must offer tutorial support for assignment preparation.
This j¢ o heavy tutoring load on the turor{s) running the research trai-
ning medule. In some casese dissertation tutors are able to give tutorial
support to the student for he rescarch raining assignment.

Distance cducation students may get tutorial support for the re-
search trainino module frem their regional tutor. Alternatively, the tu-
tor for the emmpus-based research medule maw offer tutorial support
once or twice a term at the School of Education or in different locations
around the country. This may incrase the already heavy lutoring load
on the tutor(s; running the medule.

Information technology and the use of computers in research is usu-
Ay purt of the research raining module. Sessions to work on the
computers ar: available for campus students while distance education
students may recd to attend tutorial days ot the School for Education.
Stuadents veed to become familiar with statistical caleulation packages,
as well us databases and spreadheets, These skills enhance their research
terhniques. However, they must also be aware of using ihese packuges
sppropristely and with discretion.

Institutions need to consider investing in information technology
for masters level programmes. Estimates of the amount of hardware
{computers, printers, work stations) and seftware (packages for statistics,
spreadsheets, diluabases) need to be drawn up and costed. Further esti-
mates need to be made about the number of students expected to work
ot any one time on the equipment.

T'he Dissertatior

The dissertation is a central part of the masters programme and
rounts for up to one third of the credits. It is the student’s research
enquiry, reflecting interpretation of the literature in a particular area
cdemonstrating their ability to set up and complete an investigation accor-
ding to the principles and practices of research methodology. Tt is assessed
on the knowledge of the subject area, the appropriateness of the research
techniques, the overall balance and cohesion of the work and its success
in responding to the original research question. It must he completed

within the word limit of 20,000 words.



WORKING WITH MED STUDENTS 83

Whether the student is following a specialist or a generalist pro-
gramme of study the dissertation will be in one subject area. For gene-
ralists this may pose difficulties about appropriateness and availablity
of tutors to be supervisors.

The student needs to pose a rescarch question: What it is that she
would like the answer to. To frame the question the student needs to be
familiar with the literature and to have some working experience in
that area, Defining the research question is fundamental to the success
of the dissertution. This question drives the investigation and the argu-
ment. Without il the study has no dircction. The student may need a few
weeks or months to frame the research question and they will need
to read and have tuterial support during this time.

The researct: question must be investigated through the methodology
snd method which is the ,best fit’. Students can be informed about me-
thodotogy and eppropriate methed by applying the knowledge that they
acguired from the rescarch training module as well as from the methods
writton about in the relevant literature on their topic of cnguiry. In
many cases, students may wish to start thelr engquiry immediately, belors
looking at the literature or investigating the appropriateness of their
method or methodology. This is largely because it is ‘hands on’ work,
This cnergy needs 40 be harnessed and guided by the supervisor. Com-
pleting a pilet study allows students to reflect on their practice and to
identify areas of difficulty and success. In most cases this process drives
them back to the literature and to defining their resecarch question more
closely. They ure then in a position to amend their research method and
achicve a better “fit”,

One of the most familiar difficulties which masters students en-
counter is identifying the size of their investigation. Most arrive at their
first tutorial with ideas which could take years rather that months to
investigate. It may take some futorinl discussion to encourage the stu-
dent to identify a research question which is suitable for the time and
the resources available for masters level rescarch. Reading journal arti-
cles in the subject area and looking at completed masters dissertations
is a helptul way for students to get a feel for the size of the investi-
gation.

Understunding the shape of the masters dissertation will help the
student towards successful completion. Depending on the nature of the
invesligation the dissertation will differ slightly. Studies involving par-
ticipants, such as experimental or ethnographic studies, have a similar
shape. The research question is examined in the perspective of other
research in the same area (review of the literature). The methodology
of the investigation is discussed and the design, and methods of the pro-
cedure are detajled. The results of the investigation are set out cither
deseriptively or in tabulated form and any statistical caleulations are in-
cluded. The findirgs are discussed with reference to the research ques-
tion and to the issues identified in the opening section, (review cf the
literature), In many respects the discussion of the findings is a reflection
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of the opening discussien, with the student showing how his her inves-
tigation has contributed to the field by challenging or supporting pravious
rescarch and sugeesting new lines of investigation.

Students may chose to study deocuments for their masters inves-
tigation and the shape of the dissertation may look slightly different.
The review of the Jiterature would place the research question in pers-
pective but there would be no sections on methodology or results, al-
though the nature of the search und some of the documents might be
discussed. The argument of the research question would define the shape
of the dissertation and the focus of the sections and chapters.

Although the dissertation has a beginning & middle and an eond, the
the research necd not take on the same sequence. Students may wish to
start with the methodology and colleet the data. This process muay help
them to understand the issues involved. They may then analyse their
results and finally write up the review of the literature just before
writing up the discussion of the results. This inside-out’ approach is
cuite commor:.

The students must complete the dissertution 1o a masters standard
by demonstrating certain aspects of academic craftsmunship. These in-
clude an apprepriste title, acknowledgements to the those who super-
vised, and contributed to the research, in abstract, a complete set of
references and appropriate supporting appendices. The document is usu-
ally typed or word processed and bound before heing examined.

Supervisor

The role of dissertation supervisors for masters level tudents is pri-
marily as subjeci specialisis. They usually teach most of the modules to
the student ard where they do not, they need to know the subject mo-
dules which the students have studied. They can do this through lianising
with the module tutors and establish the student’s progress. It may also
be through tuterial discussion where they can encourage the students to
make connections between the vuricus subject arcas und their area of
research,

Tutoriuls play an important part in masters Jevel study. It is the
apportunity for the tutor to locute the student within the learning of the
subject area. For the student it offers an opportunity for high quality
individual learning.

Another tole of the superviser is to offer guidance on particular
research methodeology and methods and techniques for the student’s re-
search question. The supervisor encourages the students to identily the
aspects of the rescarch modules which are relevant to their proposed
invesligation, to lecate their study in a theoretical context and in & me-
thedological approach and to develop methods and techniques for pro-
coeding throush the data collection and analysis. The important issue
Ior supervisors is to be aware of the influence they can exert on the
student. Tntentionwdly or otherwise they can encourage the student to

select an garen of investigation, methodology and method which they, the
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supervisors, prefer or are most familiar with, There are implications for
supervisors tc have staff development on the range of research metho-
dologies and methods. Another more expensive option would be to have
paired tutoring.

The supervisor should encourage the student to use the facilities of
the School ¢f Education to support their study. Computer hardware
and software should be used by the student in their research. The Li-
brary and inlormation systems need to be fully used by the students
tn thelr literature searches. All their work, and particulary the disser-
tation, should reflect discussion of recent and relevant publications. Dis-
tance educaticn students can access these facilities through their local
library, althrough this may not be possible for all students, particulary
in remote locations. Most schools and places of work have computers
and students sheuld use them.

Students. whose masters level dissertation achieve u high standard,
siiould be encouraged by their supervisors to publish. The supervisor
should be prepared fo support and guide the student in identifving an
appropriate peer-reviewed journal, and in amending the dissertation for
publication. The paper would be co-authored. This process is important
not only for students swho publish but also because it makes available
research which s often immediately pertinent to classroom praciitioners.

Pastoral aspects

In higher academic study, the pastoral needs for students are often
neglected or not acknowledged. In some instances, this may result in
students failing to achieve their academic aims, For this reason, they
are discussed here alongside the more easily recognised aspects — struc-
tural and eduvestionsnl —— of masters level study. The aspects 1 wish to
draw attention to concern supporting the student's study skills, guiding
them through the sysiem, and persenal support. These aspects can be
discussed through the institution’s response as well as the supervisor's
response to ihe student’s need.

Study skillls

The issues invoived in supporting study skills concern the needs
¢f mature students and distance education students, regional tutors’
needs and access to facilities, In the School of Education maost of our
masters students are mature studenis, who left formal academic study
several vears ago. They have identified that they need substantial gui-
fdance about getling back into formal study routines and (re)eveloping
their study skiliz, There is no institutional response to this need and it
is largely lefi te subject tutors and supervisors to support the student
in this arca. Students are usually referrred to commerciul toxts on study
skills for mature students. The distance education courses huve deve-
loped o study skills guide for all their students, including those @t mus-
lers Jeved,
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Guidance through the system

Guiding masters level students through the system is secen as an
important necd and the School of Education responds by organising an
induction week. The induction week, at the beginning of the academic
vear, has sessions during the day for full-time students and evening
sessions for part-time students. Mausters level and doctoral level stu-
dents attend. In the induction wecek the students are introduced to a va-
riety of things, such as the organisation of the School of Education, the
Library, the Information Technology facilities and the members of staff
closely involved with masters and higher degress. It is also an important
opportunity for students to meet 2ach other und to identify themselves
as a student body.

For distance education students, there is a session for masters le-
vel students during the residential component. The residential compo-
nent is when the studenls come to the School of Lducation for a few
days at the beginning of and during their course.

Students wre expected to read and be familiar with the School's
guidelines and regulations about masters level study. They can expect
that on-going responsibility for guldance through the protocol and re-
gulalions wili be tuken up by the subject tutors and dissertation super-
visors. In the cuse of distance students the regional tutors and, to a lesser
extent, course tutors take on his responsibility. The tutors are informad
by the Senior Tutor for Professional Development whose briefl it is te
keep ubreast of current regulations sei by the University. Students and
lutors should also be aware of the procedures which the School and
Faculty has in place for handling complaints and appeals about acadoe-
mmic-related matters.

Personul supnort

Counsellirg: We find that most students at some time during their
studies scek guidance about finding the balance between managing the
persenal demands of their lives and their academic studies. The students
who enro! for masters level study in the School of Education are usu-
ally highly motivated and committed {o completing their studies. In
some respects they may be similar to students studying at lower
levels but they are usually used to succeeding wnd achicving well
Mesters level studies are demanding for students in terms of acquiring
and organising new knowledge and developing research skills. Most of
onr students have full lives outside of their masters studies. They have
full-time professional jobs, families with young and older members, as
w2ll ng other committments. There sire three mechanisms through which
students can find guidance and support in their studies.

There are student counselling services which are available at a cam-
pus level for al' students at any level of study. Distance students can
woress this service by telephone. The staff ure usually qualified coun-
soilors with special training for working with students needs.
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Our distance students are more likely to turn {o their regional
tutor for counselling support. For campus students at masters level in
the School of Education the tutor respurce may not be so clearly {o-
cused. They may be taught by severul subject tutors and have to chose
one, usually the tutor they think is likely to supervise their dissertatior.
Developing « good relationship between tutor and student Is an im-
portant pirt of neodemic success. Supervisors may find themselves ili-
cquipped to offer personal counselling to musters level students. It is
i recognised ares of stafl development. Regional tutors on the distance
education ccurses have been offered some professional development in
This area

Student networking is strongly recommmended as a student support
mechanism. We have found that students who contact e.ctr other ubous
scudy outside of teaching time indicate thar they get more out of
their studies. The students need to agree to circulating their names,
sddresses and telephone numbers early in itho course/module. Tators
need to direct them to networking becouse students, poarticwdarly poo
snaers and distance ceducation students, are unlikely o iniiate it

Time management: An important issue which all subjects tulors necd
a be aware ¢f concerns time management, including nnding-in wors
adoarranging tulorials, Some students, particalurly in dhe ecarly days
¢ their course of study, find organising their time and meeting deadlines
aifficult. Subject tutors necd to discuss these issues in lutorind time
with masters level students and to offer guidance with particular refa-
sence to their subjoct area. The responsibility for arranging tuliorials
seeds o he cdarificd betwean the subject tuter ind the students ot
“he beginning of the module, the course of the dissertation.

Timetubling the progress of the disserialion is crucial fo its success-
qul completion. An -effective way is for the students to plun their work
back from ihe hunding-in date, towards the present. Supervisers cun
oifer advice on the likely time of some tasks ond activities, such as
cata collection and writing drafts of sections. Students should be c¢n-
couraged to writc-up their disseriution as they go along, aveiding the
diamting  preospect of writing up the centire dissertalion in the final
wocks before submission.

Feedback about progress: Students need to have opportunities for
ieedback about learning progress, particularly in areas of study which
e new to them, such as rescarch training. This needs to be done on uan
individual Jevel. Tutorials and written feedback on assignments are good
opportunities. Distance ecducation students usually receive substantial
written feedback on their assignments from their regional tutors. For
inusters students this is particulary important since they are working
towards @ new or deeper understanding of a subject area they are al-
rcady familiar with, It is essential support {or preparing them for their
research invesiiguation.
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Conclusion

Schools of Education running masters programimes encounter parti-
cular challenges, Their students come from a wide variety of educational
backgrounds ana from a4 range ol working experiences. They have left
formal study for & while and are usually highly motivated and high
achieving, Thesy bring with them rich experiences and full lives. All
these qualitics make demands on the School and the masters pro-
arammes, The Schicol needs to consider its response in siructural and re-
scurcing terme. Courses need to tuke into acrount students backgrounds
and oxpectations. There are implications for professional development
ui iutors in assessment and supcervision. Rescarch training needs to be
approprigte and have informuation technology support. Masicrs students
necd to be piven the epportunity to articulate their ideas abcut the
theories and proctice of education not only with their tuter but also
among themselves. Their needs for guidimee and support through their
studios should be acknowledged ard moet in a variety of ways. Tutors
need to regulerly evaluate their masters programme and collaborate to
identify and premote good practice.
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EDUCATION FOR SCIENCE AND CULTURE
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ABSTRACT. The paper emphasizes the necessity to think technical
progress, first of all, as a human process, a psychelogical, o socinl
and an economical one, and only at last us the emergence of machines,
raw materials, manpower.

In the contemporary pedagogical thought general knowledse i
conceived as a primary mean of multidimensional development of man;
it forms the basis of the specialised culture.

The scientific education on which the open and complex philo-
sophical and cultural profesional horizon is structured, should be cor-
related with the humanistic education which presupposes poth a morai
dimensjon meant to ensure the immanence of humuanistic vaiues and o
sorial dimension regarding the assimilation of the new social  moral
values and ideals.

The blow-up of the scientific activity within the domain of human
activities, sketches the horizons of o new age. within which man turns
the apuratus of his scientific creation and thouchi into its main tecol.
Technical progress is, [irst of all, a humin process, a psychologicul,
social and cconomical oni. and only Jastly it represents the  ascondipg
succession of machines, raw materials. manpower etc.

That is why among the professional uctivily pricorities undertaken
in our country, through specinlised instilutions, building up conscicence,
the system of maral values and norms with which it operates, educe-
ting people are situated in rhe foreground. And not by mere chance.
as the activity of scientific-humanistic cducation is mean! to coniribute
te the development of the people’s knowledge and understanding level,

The ceniral objective of our school constitutes in training people
whose conscience is founded on science. on whatever the history  cof
bumankind offers as most enduring and valuable. The development of
the Romanian society aims fundamentally not only at setting up some
falr and equality social relationships, but its liberating cl everything
that for veurs on ond hindered its free development. of everything that
prevented it from distinguishing itself. From this point of wiew, shaping
some profound and authentic scientific beliefs, a broad cultural horizon,
ihe capacity to understund an interpret the phenomena of the materiai
wad spiritual werld constitute a fundamental premise of the cducational
Process.

We tind owrselves within an uge ol a presligious  ussertion o©f
sciecnce, of the capability of the human being to continuously  mould
the results of his activiiy., The baitle for the sociel tnd economicul de-
velopment, tokes from many points of wiew, the shape of the battle for
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the development of conscience in the broadest sense of the world since
the vitality of progress, its perenity depend more and more on the so-
lidity of the human premises which fundament it, and sustain it gran-
ting its evolution. Knowing somebody else, chserving the developmen:
of his conscience under the present circumstances --- of the contem-
porary society -~ becomes an imperious necessity, an art on which
survival depends (Ph. Miiller),

This new hypostasis imparts specilic requirements on the process
cf scientific end cultural education, People called to master the utmost
perfectioned techniques, conscientiously direct — on sclentifical bases-
complex rconomicyl, social and moral processes should have a  broad
outlook upon the world, should have thorough specialism knowledge and
they should be sble to turn them inte professionals achievements. It is
easily deduced that the endeavour ior the shaping of the specialis?
with a broad horizon of knowledge and understanding, an opponent of
conservatism and routine of ignorance and lack of culture should be in
the centre of education.

We also notice thut, along ils history, human civilisation has never
witnessed more rapid evolutionary rhythms, nor more obvious synchro-
nising tendencies born out of its own inner dynamics. Supertechnicality,
new industrialisation or superspecializing which passed from the pro-
occupational domains of futurologists into the very essence of daily life
determine the multitude of alterations within social life with some-
times maore difficult to predict, even impossible to foresee implications
for the individual's life.

Man has at his disposal less and less time for assimilating and
processing the datu and facts of reality due to the fast rhythm these
are spinning by as well as due to the increase of the interdependence
of phenomena and their depth. And all these under the circumstances
which make prospecting and reflecting more and more necessary, but
at the same time, even more difficult 1o attain. Since recoliection pre-
supposes concentrating within oncself, within a limited moment of lu-
cidly living again one’s whole existence, implying thus, an interior time,
of extreme depth which the clock cunnot measure. Within this gathe-
ring of the being inside its central life nucleus, the unique rhythm of
the individual duration, in its ineffable wealth is lived anew (A, Dumi-
trig). Unfortunately those who perceive the value of the dabove phrase.
are but o few. But it helps us remoember, once more, the necessity of
our continuous training which also results from examining fwo factors
which (i Berger calls the average time jor communicating knowledge
and the inertia time in transmitting knowledge.

Let us give some examples. In order 1o shape highly trained specia-
lists 0—8 years are necessary after leaving high-school, to which the
military service is ndded in the case of male students. Let us establish
an average pericd of 8 years. The professional span extends for about
forty vears. We take 1/2 of the professional span, that is 20 years, to
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which we add the training period: 20 + 8 — 28 ycars which represent
the qverage time for communicating knowledge.

Let us imagine a specialist, regardless of his domain, who does not
take into consideration what has happencd within his activity domain
during the 28 years. And something meore, supposing that in  higher
cducation the future professor has accumulated the latest information
and that his students will be abie to use immediately what they have
learnt (it is never possible), the inertia time in transmitiing knowledge
is much longer than the time swhich is necessary for science and its
technical applications to chunge. This is a rcality which has 1o be taken
into consideration when the content of instruction is established nd
when the teaching-learning sirategies are chaesen, being aware of the
fact that the instruction which transmits knowledge and develops skills
has to leave place for cducution thut forms people and that cducation
has to be a permuanence.

Within this context we also mention paradoxes of contemporaneiiy.
that is: the ¢ mpulsory existence within the same time and spuce unic
of narrow specialisation, demanded by stressing the vertical develop-
ment within ail activity domains and the quantitative and qualitative
increase of the informational velume within each specialism or  suh-
specialism and of interdisciplinarity both us o study meth.d and as un
attribute of the creative act.

Analyzing this phenemenon of our duys from the point of view of
prospective thinking, we cun define the behaviour pattern we have to
follow in order to shape human personalities capuble of moving so-
ciety from present to future (G. Berger). Let us bare in  mind the
phrasc: Only a well prepared and educated man can understand the
meaning and the requirements of development, can sense what no lon-
ger corresponds to the present. Only surch a man can truly be frec.

Culture — said G. Berger — docs mean neither possessing  wvast
knowledge, nor pure erudition, neither the art of sparkling in 4 so-
clety, nor knowing @ priviledged discipline, All learning can offer us o
culture if it is presented within a certain  spirit, Culture is the feeling
for what is human, or as A, Moles states, culture appears as the main
material of thinking as contrasted to  material life. As a material of
thinking, culture represents thai which exists while thought that what
is built, or obtained out of this material.

(Social) culture is expressed through o sysiem of values which so-
ciety elaberates and stores under varied forms, constituting o permanen:
reserve for mun. School and rhe other infermation channels, using up
data from the mentioned reserve, offer each moment an image which
influences the individual, setiing within his consciousness what we call
individual culture (Figure 1).

Thus, general culture is the result of selecting, processing and as-
similating the messages built up in time and centained by | the memory
al the world+,
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Fig. 1. Communication channels betwoen the individual and world memory.

An interesting ond useful point of wiew is that of P. Laugevin for
whom, general culture consists in that which allows man fell, fully
united with the other men. in time and spuce. both with those be-
fonging to his generation and with those of the prezeding and the fol-
icwing ones. Thus, being cultivated means having received an initiadtion
which one should develop ceaselessly under varied human  activity
forms, independent from these corresponding fo one's profuession, so that
one might enter a broad communication contact with the other people,

A psint of wiew with benefic consequences within the educational
act s that belonging to St Barsanescu, who approaches the concept
from the standpoint of pedugogy. He claims: ,general culture is the
fundamental culture, necessary to any man. the connecting bridge which
enables people to understand one another, regardless of their jobs*
General culture. according to him, is made up of objective culture
(essential knowledge from the domain of cognition) and subjective cul-
ture (developing skills and abilities, cultivating psychic processes. ratio-
nadizing feelings, shaping will, cte), which nas three stages or dogroes:
clementary, middle and superior.

(. Mialaret paying attention to ihe problems of the contemperary
cultivated man, speaks sbout the siadia of his  development. The first
onv is the stage of acquiring instrumental culture, that is the know-
ledge enhancing further culturil acquisition, sencrally or within some
cultural domuins and they are absolutely necessary to people.  For
example, reading and writing  constitute the instrument of acquiring
whatever culture; mental calculus, elementary arithmetic operations are
instruiments of the mathematical culture just as the solfegeio is the
fundamental instrument for musical culiure.

The second stage, is the operational one which presupposes the exis-
tence of un ensemble of knowledge and ahiifiies with which the pupil
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should cperate and which has wwo levels: that of operationalising duc
to which the theory that has been learnt is apglied in solving practicai
problems and that which is defined by choosing from amorng several
possibilities the correct one. guiding the pupil towards a superior cul-
tural formation made up of literary, artistic scientific, technical, psycho-
pedagogical kriowledge, methodological lanpusges of scientific research
etc. trgether with the eagerrmess {o create and train onesclf within o
dermaln of the material and spiritual culture representing the third stage,
that of speziziism and philosophical reflection which reveal the presence
and the substance of the morai values from the perspective of which the
individual aets,

We could assert that a cultural atiitude raised in the rank of stee
preblems is neeessary which should beceme o component of the socic-
economical cvolulicn, one ol its inner forces. This requires  therouzh
precccupations and o broad  humanisi-scientific vision  regarding  the
growth of the specialism culture and of the general one, clogely linkad
1o the outstanding progress atizined by hunumkind,  The  conclusion
that the brecdening of the horizon of knowlodoe tokes the shape of o
permarent imperative Is cearly draowm oul from the truth that the
doveicpmental humaun resources have an ever greater importance th
days and thuat cne is preoccupied by the rhythms and the guality of
development.

Our daily activity reveals the fust that the necessity ol enriching
the spiritual and general culture horizen acknowledges rigours specific
to each cccupation. The fundomental Imporience of professienui culture
and of the knowledge horizon of people naturully eliminutes the ideu
titnt the regpensibility to shape and continuously enrich this herizon
vould belong (o a single domiin, however importanl. On the contrary
the whole span of levers at the disposal of sociery should be correlated,

‘rom cducation to mass-media, to cultral cctivity ander irs moanifosted
viariety of forms.
Ard this even more since, when we speak about broadening one'’s

cognitive horizon, consciousnexs shaping we do npoi bear in mind only
increasing the quality of knowledge, the enrichiment and diversification
of ils items. We are speaking of something much more complex, of a
real spiritudd building or rebujlding, of forming a real thecrefical mu-
trix from the perspective of science and ethies regarding the world, life
dand man.

The cducaiional activity undergoing at dificrent levels and undoer
varied forms does not oim only to increase the people's ,quality*  of
kncwledge, What is aimed @t - what sheuld be aimed at — is streng-
thening the ability to create :md et to alter conscience and ethic be-
haviour.

That is why education should it the same time approach shaping
attitudes, beliefs, motivation, that is melding the internal and cexternal
conditions of shaping personalities which are psychologicsl training for
the approach of the becoming of the individual.
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Molding the internal condiiions and their quality finolly  decide
the level at which professional training is socially turned to good ac-
count, it dimensions the size of personal contributicn to the optimum
progression of the activity.

An cducator's job demonstrates how importunt it is while appro-
aching the shaping of scientific beliefs, to carry out the educational act
according to the charactleristics of the developing porsonality, to the
problems the human being faces daily, to the level of his conception/
his conscience.

The outlook upon life represents o syslem of represeniations  and
views upon nature, society and thoughi, upon mun and his place wit-
hisy the universe; man's undersionding and appreciating the meaning of
Life and his activity, the meaning of history and mun’s destiny.

The scientific conceplion dees not represent only the bookish pro-
duct of instruction in school, but the result of combining knowledge and
lifo's experience carned through contacting the realities people live and
waork umid. Consciousness shapes within the process ol aclivities  and
multiple relationships the pupils are dravwn towards, The erystallisation
ol the cincept is not reduced 1o gencralising the informuation since that
presupposes o way of cvalualion as well, of relating to objects, pro-
coszes, phenomena and events,

The acquired kiowledge offer {ulera for appreciating £ [SIAN
the alfective component of persen. one’s anterior opticns, one's life ex-

perience grid intervence within the process. Quite often, integrating the
new data is achioved us opposed o old representations or ideas which
wire obtained spontuncously, empirically. The inner agreoment  urns
the aequired ideas into evaluation nrinciples, a support of one's own
attitudes, The stead faster the beliels the more attentive the reevalua-
tivn of the external influences, the more labile the ideus, the grater the
permeability to external influences. The integration of new clements is
cenditioned by the prestige of the source of influence, by the convineing
power of the teacher and by his affective relationship to his pupils.

Developing o scientific vicw, throuszh  decanting the  acguisition
system, is o become objective within o flrm attitude.  The  pupil/the
veunoster is required io bring his cifort to the organising/reorganising,
to changing soclety. This is the reasen why orienting the educational
activity is to be the expression of the scientijic conception, while orde-
ring and the systematisation of knewledse s to mediate the  eslab-
lishing of correlations pointing out the unily. the structure and the
interconditioning of knoiwledge. Thus the transition from the educttion
for science — in the sense of (p. 24) intellectualising the personality and
developing the scientific outlook-is ensured.

Bearing in mind that the develcpment of o humanistic outlook is
fundamented on a great variety of objective and subjective Tactors, of
vatriables that define the real dynamics of the school groups. a permanent
coniral over these variables, the use ol a scienlific authentic ides con-
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tent, the use of some productive teching-leurning strategics are  ne-
CeSSAry. '

From the perspective of develuping a scientific conception, the ne-
cessity of detaching the theoretical implications of the scientific disco-
veries, of the philosoghical conchisions as brilliont  confirmations  of
today's science should be pointed aut,

If an educational activity or the teaching of a lesson ure not penc-
trited by the effort of decoding the resuits comprised by the scientific
linguage, of understanding them, eof analysing their philosophical prac-
ueal significance then, the force, the Tormuative significance ol the res-
pective action is diminished {o a great oxtent.

The scientific education on which the open and complex philoso-
phical and cultural prefessional horizen Is structured, should be corre-
iatedd with the humanistic education which presupposes both o moral di-
mension Meunt to censure the imnunence of humanistic values and a
sociat dimension regarding the assimilation of the new social  moral
values and tdeals,

The complexity of the domain of building up an outlecok. of con-
selidating rutionalistic beliefs on the background ol & general and spe-
cial. humanistic-scientifical culture implies necessarily that the insiruc-
tion und self-instruction to take place continucusly, while training and
self-training 1o be gulded by an effective strutegy and by o long span
programme in ivhich, the finalities of different degrees to be present
awnd well sketched.

Social dynamics und its long span character imposed rcconsidering
of the cduacational uctivity, including school. The latter, with its Hmited
duration, however much it would try to adapt, can no longer offer the
pupils knowledge valid for an entire life time.

A first conclusion imposing itself is that schoel’s main  objective
should be endewing the voung pupils with work and rescarch methods
and net merzly transmitiing them information so that they might con-
Linue the self-instruction and aduptation te contemporany life  efforts
and their own,

The idea of narrow specialisation, hewever  unrelenting it might
seem within the scientific and technical revolution has to be replaced
by the ides of acquiring o large varicty of knowledge. this due to the
fuct that the scientific and {echnical prosress has pulled down the old
walls diving classical objects. Fer example, the most abstruct mathema-
tical rescarch is continuously fecding on the items raised by physics,
chemistry, biolegy, time saviag while mathematics itscll becemes  an
oxiremely efficient teol within experimental sclentific rescarch, inclu-
ding the podagogical one. due to its unifying chuaracter,  through the
cxiensions it hints at.

Today's vouth spend a leng time in school, hetween 8 and 18,20,

period they could-within the conditions of an ashstract education  he
withdrawn frem social, every day life. They have to be reintegrated
inte the flux of curreat life. they have w take purt nol only in the

3 Sl ok Poedagegie. T 1R



i NLOIONESCT

process of instruction, but in the life of the society they live in. [The
schoot .of life“ has to enter as a component part into school as such.

This is the meaning of the real reform in education, a transfor-
mation which itself has to be continuously adapted to the progress of
science and culture.
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THE REFORM OF TEACHER TRAINING AND ITS FIRST
EXPERIENCES AT THIE L.AJOS KOSSUTH UNIVERSITY,
1991—1994

JANOS PAPP

Kassuth Lajos University, Debrecon, Hungary

In the spring of 1991, in line with the national efforts, the univer-
sity decided to launch a comprehensive training reform. Although at
iirst glance it may not seem to be obvigus, the timing of the inlreduction
of the reform has been closely connected with the ondoing changes in
society, i.e. the changes in attitudes, in economy and politics.

Hungarian higher education in undergoing an exciting crisis period
of renewal and restructuring. The recent pains of rebirth in the summer
of 1995 arc related te the economic austerity messures and the staff
reduction, However un updating related to content und organisation has
also been going on that was commenced a few yoears ago.

The standard of Hungaricn higher education is considered w0 be
ligh in comparison with international standards. But the operation of
the system is not economical enough_und not compatible with interna-
tional requirements: e.g. the acceptance of diplomas, the system of
scientific qualifications, ete.

Here and now my aim is o give an outline of these changes und
offorts at the Kossuth Lajos University but I am not going to deal with
the big issues of teacher training, which are ulso on the agenda.

1. Project
The main dimensions laid down ut the timel

A. The main reasons (causes and ohjectives)

1. The inherent structural difficulties of the outdated training sys-
tem: the forced marriage of specialised scholar training and teacher
wraining, (students arc often overburdened with twe or sometimes three
majors the rigidity of the training system, selection is too much res-
wricted to the period preceding the university iruining and to the  re-
production of factual knowledgo, there are no aptitude tests, the poor
rwstivation of learning activity etel).

2. The establishment of the Furopean standard and compatibility of
iwrts subjects is an aim that seems to be feasible recently.

_ I Recommendations of the Arts Faculty for the comprehensive reform ar the
LR, Bl by Jdnes Papp, 1991, Manuseript,
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3. The imminent changes in higler ecducation policy: 'opening  tho
gates’, raising the level of {ruining, emphisis on the scientific aspects,
a shift towards ‘elite training’ versus the mass training of the teacher
{raining colleges, otc.

B. Basic principles

1. The implementation of bilateral academic freedom, The freo
cholce of studies by the studenis and the frec declaration of courses by
the teachers te the maximum possible level is their professional  right
and duty. Studenls and teachers can reciprocally cheose cne another
However, this does not exclude that certain basic courses are not  uni-
formly compulsory, Mercosver, acedemic freedom goes together with the
strict binding of certain professional, curriculum, and course minimum.
clear-cut crileria in order that the individual frecdom of choice could
be as complete as possible in specialisation and the implementation Fe-
wer things ought to be bound, but more resolutely than at present, in
order that the academic freedom could more complete.

2. Cutput regulation througn vequirements und erams

The cmphasis is laid rather on the results thal can be measured in
control situstions rather than on the official definition of the order of
studies and the passive participation. Progress in the siudies until gra-
duation depends on the preciscly luid down and declured criterian and
regquirements.

Aptitude and learning fesis based on measurement and one’s own
discretion should be implemernted in the training, especially in the pe-
riod of basic training. Professional carcer counseiling will be available
Ior those whe would like to carry cut o career correction.

3. In addidon 1o adapting national and international pattorns  we
should preserve and develop cur iraditions, characteristics and values.
The necessary and sufficient conditions of the new aspiraijons should
be carefully considered. In principle we agree with the free flow into
the universities, but most ol its preconditions are missing. The now
systemn of (ruining will be implemented gradually, in several stops. At
same time it is also easy to sec that delay and indecision may cause the
decline in standards, provincial.sm and stagnation,

C. The strategic points of the reform

1. The separation of arts and teacher traininy

It is important that students who do not wish to be teachers, should
not be forced to pursue pedagogic studies and the sense of vocation of
would-be teachers should ke developed and strengthened on a volun-
tary basis,
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2. The issue of one major und twe majors

In comparison with Furopean standards, the leading of the currentiv
typical two majors plus teacher training scems to question the scientijiv
and the wuniversity aspects of the training. We consider a training truly
up-to-date which is professionally narrewer, but the basis of its con-
tent is more extended and its standards are high.

Concerning this issue we have several alternative recommendations.
One of them was very much like the traditional two-major system, and
the other was approaching the more modern one-major system, emphi-
sising both flexibility and the {reedom of choice of the majers. Tho
currently operating system actually cannot be called either enc-major
or two~-mujor, but its essence is the free choice of majars based on in-
dividual decisions and capacities, together with its drawbacks and ad-
vantages. '

3. Course structure and requlations

The main modules of the training:

— general subjects laying the grounds of professiondals:  socic
theory, sociclogy, psychology, pedagogy, ete.;

— the courses of the special subjects (A und B majers);

— the courses of teacher training.

Within the modules, the proportion of obligatory courses is roughly
H0v4. The obligatory optional courses amount to about 254 and the
optional courses about another 231/, This takes into consideration s
wing degree of freedom and the involuntary arrangement of the courss

4. Teacher training

"Teacher training major’ is considered & specitic mujor ie neither
an A or a B major, which can be chosen as a recommended options!
course after the 4th term through an internal entrance exam. The trai-
ning, which is going on aleng with the special courses (concurrent mo-
del), is supported by pedagogical arguments and international expzrien-
ces. The model is basically school und practice direcled and beth con
temporary knowledge in pedagogy, psychology and sociology und con-
tinual personality development and teaching skills are emphasised. The
gualifying exam follows the one-term feaching practice of the major.

Teacher training will be laid on new grounds by esiablishing the Tew-
cher Training Institule.

II. Implementation

The aspects of the comprehensive reforms regamding teacher troj-
ning.

Within the range ol reform of the whele university, teacher (raining
seems to be the most important arca. I believe the {lexibility in the
choice of the majors is of great importance along with the frecdom o
cheice regarding the participation “in teacher iraning.  Organisition ]

i~
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changes are sccompanied with ihe modernisation of the content and
success will mainly depend on the harmony and the mutual reinforce-
ment of the two aspects.

If T may say se, I will have some bad remarks on the course of the
changes. However T basically agrec with its main trend and 1 have also
participuted in its elaboration.

We still need o time porspective for proper evaluation. Our reform
course has linished its thicd year and the operation of the new system
can be scen enly in its progress. At the science faculty, however, a si-
milar system of courses intrcduced in 1989 may provide us with some
experiences on the final siages as well I think it is highly probable that
significant changes have been inidated, and perhaps the reform one day
may described as the beginning of the chunge of the system in the his-
tory of our university.

Well, let us take stock and have o look ot the details.

A, THE COURSE DESCRIPTION OF THE TEACHER TRAINING MAJOR AT THE
ARTS FACULTY OF THE KLTE, 1492 (See Supplement)
15 THE PROS
1. The insiituticnalised option of the free choice of the teacher training
major. During the preparations of the reform no one questioned this
issue. The gaing are twolold:

a) someone’s own decision will hopefully motivate the students,

by the inveluntary decision often demoraliscd those who did not with

te be teachers.

2, The onc-mojors teacher training has become an established option
{one-major plus teacher training major). Although it is not known yet
how many students will be taking up this option, this is 4 very impor-
tant phase, which has been hotly debated. There are serious arguments
both for the one-major and the two or more major training.

What I consider an up-to-date training is o specialised  training
which has o solid basis cncompasses the related areas, implies the func-
tions of the professionals, and is easily convertible. One-major training
can be seen as an opperiunity lor a profound study. 1 think mere ond
more schools of high quality ore employing teachers who concentrate
gt one of their majors. Unfortunately, no sociclegical surveys on  em-
ploymoent and demands are aveilable.

3. We managed to keep the paralell training system, although there have
been advocates of the consecutive training model, mostly based on ex-
pperiencss in the English-spesking countries. Concentrating teacher trai-
ning on the fifth course might be a clear-cut solution, but it might make
carcer orientation, the developmont of teaching skills, and professional
identity more dilficult.

4. The oppOriunity to choose curriculums hus grown, thus training is
por as uniform, but it can be beiter adjusted 1o individual interests.

5. The training has hecome more target-oriented,
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The proportion of practicum has grown and so has their gquuntity
to a small degree, primarily in the fifth course. In the cnse of the io.-
ching practice, in the demo schools and in the countiry, the practice is
connected with the subject *Sociul Issue of Education Public Education’.
which can actually be considered as education sociology.

Moreover, we also hope that the qualifying exam will raise the lu-
vel of motivation and effectivencss. In this way the targe: oriented and
practical aspects of the training will he emphasised.

The structure of the courses has also changed to a large extent. The

courses mediating the disciplines of pedagogy and psycholegy are being
replaced by more complex and integrated courses and studics, prepacing
the students for the tasks of teacher and educator. As a matter of fact
ithe obligatory general courses, like hasic psychology, basic pedagogy.
school pedagogy, serve this aim. So do the obligatery cptional courses,
eg. the development of the lecacher's personality, the pructical areas of
the teacher's activity.
6. It is an Important organisativnal asgeci that the wniversily has olon-
ted the plans {o set up a Teacier Training Institute within one or @
vears, and hopefully this organisational unit will be awthorised to  re-
present the interesis of teacher {raining. The first step in this dircciion
is the Teacher Training Board thal was set up in 1993 December.

C. PROBLEMS

To tell the truth my expectation concerning the reform was that i
the loading of the current two-majors plus teacher training major il
be reduced, the remaining time and cnergy cun be used for the updaring
and intensifying of teacher training proper. There is no question ahout
it. I have intended to enlarge the gquantity of the teacher training  mo-
dule, because T am convinced that the present frumework is very  li-
mited, For cxample a student majoring in literature and history who
graduated in 1992 had only eight out of his 80 muarks und only =«
percent of the total number of classes in teacher trainip., According
the reform syilabus, an A major will include 50 courses. the I3 magor-
will Include 30 and the teacher training meodule 11 courses. The rai
however did not improve in favour ol the teachor training module, e
rather decressed. T would say it is a pity, whilst others mighy say thunk
God. Perhaps the colloclive wisdom of institutiond] democracy his pro-
tected” us frem the “expansion of pedagegy’. I wruld briefly refor o the
issues concerning schooling, curcer, youth: the lack of perspectives,
drugs, unemployment, drifting towards idcological extremes, poor per-
sunal relationships, self-destroying atiitudes eio. We are not concerned
with raising the formal prestive of pedagogy, although it would not be

2 The term and the leading of B majm has approached that of the A maior
regurding the courses. The most important difference between them i~ thon ft
o traditional external entrance exam is required for the A major, and the in®erna
entrance axam for BB major.
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iy bad either, but what we are trying to emphasise is the more sysle-
matic and thorough preparation of would-be teachers for their educitio-
nal tasks. Thus, they should be uble to teach subjects like youth and
family protection, school menial health, pedagogical social psychology.
sclf-awareness, clocution, the culture of communications. ete. Is not it
strange that no-one is questioning that children should study erammur,
chemistry, computing etc., but s a very small amcunt of time and ex-
sertise is dovoted to vocationad guidance, family, harmenious humin
lilz, ete. Or sheuld all these issues be tackied only by the family, cven
it circumstances there mighl be worse than at school? Our students arc
scoring successes at scheol competitions world-wide. but some c¢f the
fumilics are having sorious difficultios.

The expansion of pedagogy has not come abcut so far. I belicve
decision-makers are salisfied with the level of the teacher’'s psychologi-
cal and pedagogical gqualifications, Although Hungarian feacher training
stands the test of interpaticnal comparison, there are still scrious diffi-
culties,

2. My other expectation. namely the introduction of aptitude test,
has not materialised either. 1 agree however, that even if predictive se-
lection might be desirable, other methods may also serve the same aim.
For instance, putting students in situations, which in the course of the
fruining may reinforce cureer orienlation or may raise the question of
career correction. The question is how to do this, namely to assist ca-
reer correction?

3. Considering the structure of subjects, (perhaps arguing with my-
self), 1 might say, that the integrated subjects and the practice ‘has de-
woured' theory, This is not as bad, and it comes from what I have said
«bove. But I wonder whether the three classes per week in School pedi-
gogy during one term can integrate the relevant studies in theory of
cilucation, didactics, philosophy of education, sociclogy, humuan genetics,
communications theory, when one class per weck is devoled to watching
classes. It is not the guality of the subject that 1 would question. Let
us leave the ‘pure’ theory to those who major in pedagogy and psyche-
togy, and will be ithe experls in these areas. The trouble is that. within
the given frameworks, the school and educational application of these
G plines seoms 1o he unsolvable,

What makes the situation more difficult is the lack of proper inte-
greted texibeoks., Moreover, the problem of pedagogy on its own is the
fuct that the so-calicd ‘socialisi’ theory of education lost its content, has
become cmpty so (o speak, and we are in need of an up-to-date  and
credible philesephy of education which would lake into consideration
ihe: social chinges of the past lew years. This is why the theorics  of
cidugidion, carriculum and methodolugy have been emphasised. which

O Janos Papp: Recent aptitude tests for teachers. Suggestions, recommen-
l(_i:‘e'_w}n:\,1 !'or-“_(',f(lyi;((]'(;renc: ont the Recent Research of Teacher Training ot Nyireoy-
el VTN bl
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is perhuaps not a bad thing, because pedugogicad theory will always  bo
needed irrespective of the ongeing political changes. Perhaps it is not
an wiopian wish to have a pedagezy that need not be rewritten after
cach and every change of the system or gfovernment crisis. Recontly it
still has to rewritlen and the synthesis has not been created yet.

4. It we consider the attractive st of the eourses that can be c¢ho-
son obligatorily, we cannot be completely happy with it. H 1 vote for
the Gordon training e.¢.. I will miss situaticnal goames. If T became fi-
miliar with the work cf the form-master. I may miss school adminis-
tration and how can I be a school principal in this way? To put it more
sericusly, the areas above are related 1o each other, and eventually one
can replace the other, but a “decent averuge teacher’ would need most
of them,

The list scems to he a bit self-deceptive, suggesiing what an aswful
lot of things a student in Debrecen will be able to study, but as 4 matter
of fact, he or she has to make & choice. Thurefore the completencss witl
sutfer damage.

5. Further eritical issues just in briefl:

® There is no qualifying exam after the gencral courses of 1eccher
training, which makes compaiibility with other institutions dilficulr

¢ The reform at the arts and seience fuculties are not preporly har-
monised and two totally different systems seom to be eslablished ot the
twe faculties which 1 find unjustified and unaccepiable.

® Ancther, specilic problem is that the relationship between tho
pedagogy major and the teacher-training major has neoé been scitled
namely the way they make up a <ystem.

I am net going to discuss siaff and muterial conditions. T am afraiil
that the austerity measures inwoduced in the summer of 1995 will hin-
der the above efforts. A theorelical decision cntails praclical consequen-
ces. The numkber of demo schools is few; teaching practice in the counury
would requirce a network of schools; activities to develop skills would
require rooms and [acilities; and the implementatipn of the qualifying
exam has not been elaborated vel. The list is far from complede. Al
these concerns are delightful, however, and hopeflully contributing te a
real reform progress.

1. Updating the conient of the teacher {raining module (With speciul
regard to the general pedagogical subjects)

As far as the updating is concerned, we have envisaged a practice —
dirccted teacher iraining model. I do not- think it is useful and T per-
sonally dislike the idea of proving repeaicdly that pedagogy is science.
It can be science even if it is sometimes malignantly questioned. But
this is not the point now. The most important uspect of teacher training
is that the teachers starting their. careers,:beyond professional qualifi-
catien, should have proper pedagogical knowledge, along with professio-
nal and self-awarencss. sensitivity, and confidence. That is, teacher trai-



3. PAPP

nins ought to focus on forming a mature teacher-personality so that the
student will be able to cope with the practicsl tasks he or she will ac-
Crally face. The woud-be teacher is not a student majoring in pedagogy
and the practising teacher is not a rescarcher in pedugogy.

Without neglecting scientific aspects, we lay emphasis on carcer
sgeinlisation; on attaining carcer maturity. We wish to lay the grounds
of u successful start.

In addition, the up-to-date criteria of scicnce gre also seen in a
different light than one or two decades earlier. The related und border-
line disciplines have accumulated so much knowledge that nced to be
interpreted and integrated into pedagogy (32¢ .e.g. educational sociology,
cducational socinl psychology, pedeulology, metapedagogy, ete). This is
why the courses in teacher training arc necessarily complex and intepra-
tive. Somclimes it scems to be difficult to find the right terms. Who
knows e.g. what covers the rwraditional and neoiral names Pedagogy 1
and Pedagogy 117

Chur guiding principles has been to make the training more practi-
cal and to get rid of the over-ideological parts in the theoretical training,
in gencral to update the contenl of the training. We are far from com-
sicting these objectives. The new course doscripiions have been discus-
sed; the staff and organisational conditions, though not optimal, huve
been established; and two textiooks have becn completed.

Finally the new siructure of courses and the new teacher training
rnedule has been developed (see Supplement). These suffered some alte-
raitons in the process of their adoption, but as a mater of fact our in-
tentions and practical feasibility can be found in them. This module
ceitainy four pedagogic courses: The Social Basis of Educution and Pu-
hlic Eduncation, School Pedagogy, the History of Education, and the Teu-
cher’s Work, The first Lwo courses are in line with the minimum corri-
culum and are obligatory, whereas the latter two are optional.

The ceurse 'The Socind Basis of Education and Public Education’ is
cducational sociology, the course 'School Pedagogy’ is mainly didactics
and the History of Education is rather the history of schooling and its
issues. Partly, the teacher’s work is a kind of development of teaching
skills,

The course 'The Social Basis of Education and Public Education’ is
propedeutics too and its coneclions with genetics, family sociology, edu-
citional economy are also important. Besides, in addition to core curricu-
tam. cvery colleague muay alter the materinl to a significant degree (60 :
‘180.“'\.!)-

The course in compieted with a one lesson per week teaching prac-
tice on the third course, thus the students will have the epportunity ic
cet into real school situations which hopefully will reinforce the career
socialisation.

The ecurse is an introductory, basic course. Whilst psychology is
Jaying the grounds of the personal and the subjective, (e.g. the teacher,
the ehild, psychological aspecls of educational effects), the 'social basis’
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is showing the macrosiructure of society, its institutional framework and
iunctions.

I have also parlicipated in outlining the oiher subject, called "The
teacher's work?, which is perhups not the best name and the course has
had its teething iroubles, but iis fulure is bright. Jts integral comptnents
are self-awareness, the development of teaching abilities, and the group
teaching practices that were widespread in the teacher training colleges
at the turn of the seveniies and eighties. Another key component is the
realistic knowledge of the teaching profession in fis sociclogicul and
micro-social framework, with the teacher's role in the foreground.

Despite some conflicts and unsettled issues, the experiences seem
io be promising. The icacher trainees sometimes are able to get rid of
the submissive role of the learner and behave and communicate as would-
be teachers, which is, I think, 2 great achicvement.

-

The gates have been opened up and we have a long way to go, bu!
we hope we follow the right track in order to find the answer {o the
question: how to train good teachers? And the answer, hopefully wili
live up to the expectations of the turn of the millennium. Recently
what jeopardises the profession is not politics, but rather the narrow-
mindedness of the interest groups within the profession and the lack of
financial resources. Or the attempts of restoration cun ulso be perceived
to be due to the emerging dilliculties of democratic orgumisation in edu-
cation. ' ' :

We believe we will have enough strength, allies and supporters to
carry out our plans with the Jeast possible compromise.



SUPPLEMENT

List of courses at the arts ¥aculty

Number of

Cade Coutse classes Assessment
TiK101 The Psvehologienl Basis of Education 2 exgin
TEI02 The Social Basis of Bducation and PPublic 3 exam
Bducation

TR103 School Pedagogy and Complex Pedagegicsl 4 exam
Practice

TK109 The Theory and Practice (methodolegy) o 4 exam or

nark

Teaching Specialised Subjects

TR Teachiity Practice and Complex Pedagogical min
Practice

TR104 Qualifving exanm exam

OBLIGATORY OPTIONAL COURSES
Psychology Pedagogy

TK105 The Practical Development of the
Teacher's Personality. (It is obligatory to
choose one course form the list below.)

&/ Gordon training

b/ Handling tensions
practice

¢/ The development of communications
abilities

d/ Sifuational games in
practice

/ Analysis of life-styles

in pedagogical

pedagogical

TK106 The psychological aspects of edu-
caiion, (It is obligatory to choose wune
cottrse, which can be connected with
school practice.}

u/ The psychology of the development
of learning methods

b/ The psychological basis of develo-
ping talented children

¢/ Psychological methods of exploring
learneps’ personalities

d; Methods of exploring and devein-
ping groups

e/ Psychology of the education of han-
cdicapped children

£/ The psycholugicai aspects of  the
formmaster's work

g/ School mental health

h!/ The psychological analysis of edi-
cational siluations

i/ The psychology of alicrnative pzda-
pgogizal trends

TK107 The teacher’s work. {If is obliga-
tory to choose one course, which might
be accompanied by school visits.)

a/ Micro teaching practices
b/ Conflicts and their solutions in pe-
dagogical situations

¢/ Assessment and planning in peda-
gogy

e/ Education in halls of residence

f/ Child and youth protection

g/ Pedagogy of handicapped children

h/ The sociclogical aspects of the tea-
cher’s job

i/ School management

if Occupation pedagogy

k/ Introduction into the
of pedagogical research

methodology

TK108 The history of schooling and edu-
calinn. (One course ought to be chosen.)

a/ The history of schooling and edu-
cailon between the 16th—20th centuries

b/ Issues from the vange of the his-
tory of schooling and education between
the 16th—20th centuries

¢’ Trends in reform pedagogy in the
19th and 20 th ceniuries

ds The history of the {formation uand
operation of Hungarian civic public edu-
catlon or Educelional technelogy
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PERSONALITY AND COMPUTER ASSISTED INSTRUCTION (C.AL):
BASES FOR DEVELOPING AN ADAPTIVE PROGRAM

MONICA ALBU, CORINA TOMA, HORIA PITARIU
Institute for Social and Human Research, Cluj-Napoca
Junior High School No 10, Cluj-Napoca
Babes-Bolyai University, Cluj-Napoca

ABSTRACT. This study investigates the ways of designing C.A.L. pro
grams in physics such as to be adaptable to the users’ preferences and
psychological characteristics,

A method for fast identification of the iesson variant most suited
1o each and every student was conceived and experimented. It is ba-
sed on the pupil's preference for 8 leisure activities, [2 colours. and §
drawings,

We investigated ulso the relationships existing between the means
of detecting the preterred lesson variant and the personality traits.

1. The purpose of the study

Our study was intended to identify the possibilities of adjusting the
ferm and content of lessons in physics to some psychological peculiari-
ties of junior high-school students.

It represents an attempt to puf into practice the model proposed
by Pitariu and Albu (1996).

By means of cur experiments we have tried to find the answers
to the following questions:
® In how many ways should a lesson in physics be designed in order
to meet the preferences of the largest possible number of users?
® What relationships do exist between the lesson variant preferred by
& pupil and his psychaological characieristics?
® How can the computer quickly idenlily the lesson variant best suited
to each subject?

We considered that the content of the lesson should be adapted not
only to the amount of the pupil's knowledge, but also, and mainly, 1o
the depth of his understanding, to his ability to explain, prove, arguc
about, and interprot, physical phenomena, to solve exercises and problems
(throughout this puaper we calicd these aspects "performance level® in
physics).

2, Methaod

Our sample was nade up of 276 students from grades 6 (N = 108),
(N — 21). 8 (N = 113) and 9 {N — 34).

-1
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Psychological measuremenis:

The Bth-graders were given iollowing psychelogical tests:
¢ The Eysenck Personality Inventory (EPI), assessing extraversion (E),
neuroticism (N), and social desirability (L),
¢ The California Psychological Inventory (CPI) (Pitariu, Albu, 1993); we
kave used the following scales:

F'x, measuring flexibility;

v1, to assess introversion/extraversion;

Anx, a scale derived by us, to assess anxiety.
¢ The State-Trait Anger Expression Inventory (STAXI) (Spielberger,
1988); we have used these scoles:

T-Anger/T: assesses o general propensity to experience and express
anger without specific provocation;

T-Anger/R; measures individual differences in the disposition 1o
express anger when criticized or treated unfairly by other individuals.
® The CO92 Test; this is a test developed by us (Albu, 19495; Albu, Pita-
riu, Ardelean, 1993), on the basis of the test for organizational abilily
of Albert Huth (Huth, 1933; Martin, 1954).

The CO92 test consists of a fictitious city map with 10 objectives
marked in. You are required, after departing from home at 9 am., to
reach ull objectives, cach of them being accessible only within a cer-
tain time span. In addition, you are expected to fulfil a number of tasks
consisting in carrying some objects of varicus shapes und weights. You
must be back exactly in 4 1/2 hours, You have to show the order of
performing the tasks and the route you have covered. Test scoring is
entireiy computerized.

We have fixed three level of solving the test:

Level I: the route drawn by the subject is in no agreement with the
order set for the objectives, or not all of the objectives have
been attained, or seme of them have been attained more than
once.

Level II: the logicul conditions stipulated by the test have not been
met (for instance, one objective, accessible only until noon,
has been reached after 12.30 p.m.).

Level III: one of the correct selutions has been found.

& Every pupil from the 8th grade has been rated for his performance

level in physics through one of the terms "poor®, average®, "good®. The

rating swas made at the end of the schoolyear, by the physics teacher.

3. The stages of the research

The study went on in three sitnges, through two consecutive years.
In the first stage we idenlificd a number of elements (characteris-
tics) enabling us to create several lesson variants in physics. The stu-
dent sumple was made up of pupils from the 6th, 7th and 9 th grudes.
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The results served to prepare the rescarch instruments for the sccond
stage.

In the second stage we investigated the relationships existing  bet-
veen the preferred lesson variant, the scores obtained on some persona-
ity scales, and a fow means supposed {o be Insirumental in quickly de-
termining the preferred lesson variant (colours, drawings, leisure acti-
vities). In this stage the subjecls were the students from the 8th grade.

In the third stage we inquired info the possibility of determining
the performince level in physics through the wuy of solving the CO92
tost. The subjects were part of the 8th-graders.

4. Results

1.1. Stage 1

The first step of the rescarch wus meant to reveal a few different
muanners of describing physical instruments and phenomena,

Cur investigation was founded upon the teach-back method, used
:1 practice for the sclentist’s concepiualization of the mental model. It
requires the subject to cxpress to somebody else an overview of what
has just been learnt.

The analysis of the pupils’ written responses to a4 series of ques-
tiens revedled tour elements of the description of physical insiruments
and pheoomoerna which, through the frequency of their oceurrence, difie-
rentlate the subjects irom each other. These are: verbal expianations,
drawings, examples, and formulue.

It waus assumed thuat these four clements must be tuken into ac-
count when preparing lessons with o similur content, but different us
vegurds their form of expression. In order to test this hypothesis, we
rhose a theme (the make-up and functioning of the balance) related to o
chapter already studied by the students from grades 7, 8 and 8, and we
devised u lesson in four manners, each variant having as prevailing
element unother one of the four mentioned above. The pupils were asked
to rank the lesson varianls according to their own preferences.

We found that every cne of the four lesson variants is ranked now
first, now last. Consequently, there is no such thing as a variant of
lesson preferred by all pupils or rejected by all of them. None of the
rank orders provided by the nupils for the four lesson variants did
appear with a frecquency much higher than the others.

There are no statistically significant differences between the 7ih,
Sth and 9th grades regarding the lesson variant placed first (x%(6) =
5.779, p>.05) und the one placed fourth (x-(6) = 5.095, p=>.03). Likewise,
in none of the grades are these significant differences between sexes
iun concerns the lesson varianis placed first and, respectively, fourth.

The fact that none of the lesson variants has been preferred or
rejected by all pupils, as well as the existence of a great number of
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different hierarchies of the lesson variants (24 hierarchy patterns pro-
vided by [51 pupilsy entitled us to consider that all four lesson voriants
should he used when designing computer-assisted  lessons such as Lo
satisfy the prefervnces of us many persons as possible.

As regards, the reasons [or choosing the kind of lessen that rinks
first, most students mention thi fact that the variani in question helped
them to a better undoerstandinz.

4.2, Stage 11

In order to find & fast method for detecting the lesson variant pre-
ferred by each and every pupil we proceceded as follows:

{a) we identified these perscnality traits that have some relation-
ship with the preference for ene or unother lesson variang;

(b} we checked wheoether these (raits are connected with the prefe-
rence for drawings or colours;

{¢) we tried to lormulate, for cach lesson variant, a set of conditions
to be fulfilled mainly by those persons preferring that variant: some of
these conditions concern the preference for colours or for drawings.

A. We raised the question whether the prelerence for one purticaler
lesson variant bears any relauen to the student’s personality traits

We investigated the following personality iraits, assessed by means
of some scales from the EPI, CPI and STAXI questionnaires: introver-
sionf/extraversicn, anxiety, disposition o express anecer, {lexibility, ond
social desirability.

The existence of statistically signilicant differences hetween  boys
and girls in the scores obtained on scules N {(boys: M = 52, m -= 11.10.
6 + 3.76; girls: N == 58, m == 1346, 0 = 4.36;, p <01), v1 (boys:

p<0.1), and Anx (boys: N == 01, m = 1504, o = 4.83; girls: N - 38,
m = 17.67, 0 = 4.93; p<0.1) made it necessary that all processing of
the scores on these scales be done by sexes.

For every lesson variant we defined the dichotomous variables
V curiand Vi, which take the value 1 when the lesson variant is heing
put in the first place (Vi) or in the fourth place (Vis), and the value
() in the rest of cases. Then, for each persenality scale, we determined
the regression function of each dichotumous variable on the scores ob-
tained on that scale. To this end we chose, from ameng 10 {function
maodels, the one thut provides the best approximation in the scnse of
the least Squares. The cases when the regressien functions are monolo-
nous are presented in Table 1.

The data from Table 1 are 1o be interpreted s follows: for both
sexes, us the scores on scale N are increasing, so is the frecquency of
placing in the first position the lesson with many examples:; similarly,
an incrcase of the scores on scale vl (which means in intensification of
introversion) is associated with an increase in the frecquency of placing
in the first position the lesson swith many formulue.
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Fabi |

The enses when the regression funetion of the frequency of placirg a lesson variant in the It

or At position on the <cores obtaived on o persouality seale is monatonons {inerensing or
lecreusing)

B Girls
Tasson veriant Posie giate Frpe «f Bonle Type of
tirn PR 1R Y menctony
Verhal I T-Anwer B incrcosis o o
explanutions + ¥y Jdeercasing
Lixamples 1 Anx
N N ircreesiog
E
tovl Aux incressing
Drawings 1 Tx inerecsing
1
Formulie 1 i ieresity v increasing
Y IneTeusing
4 Fx frerersil g

Amx incrvasing

B, We {ried to identify o few possibilities of detecting the lesson
variant preferred by each pupil.

This action has to be accomplished by the computer prior to running
the progtaom with the lesson under discussion. It has to be short, it
musin’t constitute o source of anxiety, and it should nct be fatiguing
for the user, Ience, it muost e made up of ogerations simple to per-
form.

Censequently, the subjects were usked to rank, according to their
own preferences, the elemenis of three given seis. Theyv included:

() 8 leisure activities: recding, talking, writing, drawing, watching
animated cartoons, solving problems (mathematical or physical),  cons-
tructing, walking;

(b) 12 objects identical in shape and size. but differing in colour:
pink. red, yellow, orunge, blie, violet, bluish-green, light green, duark
green, brown, grey, black;

{c} 6 patterned drawings which in psychological practice have been
Lrought into cennection with cerlain perscnality types {analytic, syn-
thetic, artistic) (Schiopu. 1994).

The choice of these three sets of elements relied on the assumption
that both the prelerence for cie particular lesson variant and the pre-
Terence for certain leisure aciivities, colours. and drawings can  be
traced back to the influence oi some personality charucteristics and of
educaticn.

The role played by personality iratts and educution in determining
the preference for some colouivs and drawings wus the object of a goed
many psychological research projects (Guilford, 1934; Eysenck. 1941:
Cerbus, Nichols, 1863; Schaie, 1963: Cattell, 1967; Child, 1970; Francés.
i97G; Endchescu, 1973). The vesults are, however, contradictory becausze
of the dissimilarity of experimental conditions. For this reasen we began
by checking whether the drawings and colours we were using bore any

6 — Psycholegia—Paedagogia, 1--2/1940
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reiation to the personality traits asscssed throvgh the scales used in the
study.

Throughout the experiment, in order lo  standardize the tlest ad-
ministration, we took care to present the coloured objects in quite iden-
tic:l lighting conditions.

The coloured objecis were fastencd on a white board, and arranged
in such a way that constrasting colours should not be beside onc anot-
her, The pupils were required to indicate the preferred and the rejectad
colours by giving their code numbers.

The six drawings fo be runk-ordercd were made in black on white
sheets, and all hexagons were of the same size.

We found differences between boys and girls regarding their pre-
ferences for activities, colours, and drawings. Therelore all processing of
data abeout activities, colours and drawings was made  separately for
bovs und for girls.

We studied the question whether the scores on the personality
weiaes depend significantly upon the preference for activities,  colours
and drawings, We considered that an activity/colour/drawing is Leing
.preferred« if it ranks first or second; it is ,rejected® if it is put in the
wst ar next-to-last place; and it is .neutral® if it shows up in one of the
ther positions.,

In Table 2 are listed these pairs (sctivity/colour/drawing — perso-
vality scale) for which we could find, by means of the ¥ t{est, such de-
pondences, statistically significant at the p = .05 level, and monotenous
to the eoffect thal the mean score on the personality scale increases or
decreases depending on the preference for that activity/colour/drawing.

Table 2

The enses when the seores on personulity seales depend signifieantly {(p < .03} and monote=
wasly upon e preferenes for an aetivily, & eolowr, or a drawing

Mean scores on the scale when the

Activ ity mex o Beale activity is:
preferred nentral rejecterd

Talking r vl 14,909 11.627 9.500
T ArgeriT v 182 7.395 7.250
’l‘-.\rgut”' R 11.455 9,310 3.000
Writing M vl 23,000 16,478 15850
Y 5.800 11.080 1L,500
1. 5.600 2.760 2550
-Avger 6.6637 7.308 8.700
TaAnger!R LNEVY 8,662 11.000
Diroving Al T-Arger T 81400 8.233 6.786
TLAngeriR 11000 16.333 5.000
Watehing A Tl 14,250 16.6:25 19,500
suimated enrteons 1 2000 2923 687
Sulving M T Anger/R B.8HD R 11.125
proiiems iy N 10,250 14200 1357
Constructing ¥ TeApgert - 9.250 7.853

Welking 1° N 14,448 12,830 8.750
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Table 2 {continged ;

Mentz sveres o the scule when the

Colour Sex Seale e lour is
prefetred neatral rejected
(rreen ¥ Anx 17.000 17.140 21,857
N PE714 13.279 17.429
Red Y 1. 2.063 3.194 3.250
Blue M Anx 16.917 13.231 .
T. 3.292 2434 -
¥ Anx 15,444 18 417 22 667
vi 21,978 18.194 14.332
F 10.611 12.806 17.000
N 11,811 14,444 15,333
T -AngeriT 6.789 8.333 10.667
T-Anger!'R 8.895 9.639 13.667
Yeltow ¥ TeAvgerl LE 00U 7.957 7.222
Viclet Al vi 22,000 16.891 9.333
Brown 1 Anx - 18.513 15.944
Pink M I, - 2.556 3.533
Drawing Bex Seale Mean scores on the scale when the
drawing is
preferred tentral rejected
4 P ~ 14.600 12,231 11.444
5 M Tix 16,130 11.200 13.560

It appears that most monotonous dependences relate to the blue
colour. Boys preferring blue exhibit more unxiety and a stronger desire
to make good impression thun those whao regard blue s n | ,neutral*
colour (none of the boys has pluced blue in the 1ith or 12th position).
Girls rejecting blue are more exiraverted, more anxicus, more irritable,
or showing & more inlense nevroaficism than the rest of them.

C. We tried to determine, for each lesson variant, a set of conditions
{related to leisure activities, colours, and drawings) such that, the greater
the number of those met by a person, the higher be the probability for
that kind of lesson to be preferred by the subject,

To this end we defined 56 dichotomous variables as follows:

® one for each lesson variant: these variables take the value 1 if
the lesson is ,preferred® (placed 1st or 2nd) and the value O if if is
disliked® (placed 3d or 4th):

® two variables for each activity, drawing and cclour; the first
variable takes the wvalue 1 if the activity/drawing/colour occupies one of
the first two places, and the second variuble tukes the value 1 if the
activity/drawing/colour occupies one of the last two places.

By means of cluster analysis we studied the grouping of the 56
dichotomous variables, By way of coelficienl of similarity between tweo
variables we used the coefficient of association of two dichotomous va-
riables.

Eventually we retained those clusters which include the variables
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corresponding to the lesson variants and in which the usscciotions of
all wariables are positive,
The results of this procedure are presented in Table 3.
Table 3

Conditious wied to jdenilfy the preferred lesson variant

Tissen

: Sex Conditiores
variant

Tesson with M colonr vk let” preferrad
cerbal explanations
I ealour "higish-groen™ disliked ;
crlonr “light green” disbiked ;
aetivity “drawing ' preferred

Lesson with Al cotour "hluish-green” disliked ;
© v ples csbour vidlet” disliked
eelonr “bliek” prefo rod

¥ exlour “dark green™ preferred;

coleur “Blue’ disliked ;

activity "talking” preferred:

activity “solving problems” disliked
Lesson with AL eolour “red” disliked
draici By

I cofour Ured " disliked ;
enlour “pink” preferred;
activity "talkirg ™ disliked

Tesson with M drawing 2" preferred ;
Jormiie activity “writit " preferred ;
activity “wutching animated cartuons” disliked
it drawing “27 preferred ;

colour "hlue” distiked

In order to check whether these conditions are instrumentul in
determining the preferred lesson variant we acted, for each person, a3
Tollows:

® For each lesson variant we computed the pereentage of fulfilling
the conditions imposed, equul to the ratio between the number of condi-
tions satisfied and the number of conditions shown abeve, multiplicd
by 100,

° We assigned to each person the lesson variant for which the por-
centage of satisfying the conditions imposed was maximum. 1f <his per-
centuge was zero (that is, none of the conditions was fulfilled for iny
lesson vuriant), we assigned the lesson with drawings, because this va-
riant appears in the first fwo places with the highest frecquency in the
experimental sample,
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We found that for 63.70% of the subjects included in the study, the
‘esson selected by means of this algorithm was among the preffered oncs
(indicated in the first two places).

Consequently, the conditions determined by the authors through
the experiment enable us to identify the preferred lesson variant with 2
fuirly good prohability.

4.3, Stage II1

We tried to find out whether it is possible to assess, with a high
probability, the students’ performance level in physies, relying upon
the way they solve the CO92 iost.

The analysis of the test results presented in Table 4 entitles us to
make the following remarks:

1. None of the poor students does solve correctly the test.

2. The majority of the average students (78.1304) indicate correctly the
route covered, but they cannot get to a correct solution,

s. Very few of the good students (14.29%/4) come to achieve a Ist-level
solution.

Table {4
Frequencies of the three levels of solving the €092 fest

Performance Level of solving  Total
level the CO9Z test

in physics I 17 r

Poor 13 13 0 26

Averzge 6 25 1 32

CGucd 2 7 3 14

Total 21 43 6 72

For a person who has given a Ist-level solution there is a probii-
bility of 61.90874 io be a ,poor* student, whereas the probability for
student, drawn at random from the whole sample, to be ,.poor® is no
more than 36.11%,.

For somebody who has given a IInd-level solution the probability
of being an ,average« student amounts to 53.5G%%, while the probability
for a student, drawn at random from the total sample. to be .averace®
is only 44.440/,.

For an individual who has given a 1ild-level soluiion there is
probability of 83.33%, to be a ,rood* siudent, while the probability for
a student, drawn at random from the entire somple, te be |geod® is o
mere 19.4407,
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It is possible, then, to wussess the performance level in  physics.
leaning upon the way of solving the CO92 test, as follows:
® poor student, if he has given = Ist-level solution;
® averase student, if the solution put forward by him is of the Ilnd
level:
® good student, if he has solved the test correctly.

When proceeding in this way, the performance level is being cor-
rectly assessed in 59.72v/ of all cascs.

After having solved the C0O92 test, the pupils were asked to rale
how difficuit and how fatiguing they found ihe test. The greater part
of them said the test is ,.not difficult at ali€ or  not so difficult®. 88.730-,
of the pupils considered the tost as ,not fatiguing at all® eor ,not so
fatiguing. .

These resulis lead us to the conclusion that the test in question
may be administercd before starting the work with the tuterial program,
in order to diagnose the performance level in physics.

5. Conclusions

The research carried out so fur can be credited with the following
achievements:
® It has revealed four elements (verbal explanations, examples, dra-
wings, formulae) that make it possible to devise s lesson in physics in
several variants, each of them featuring another prevailing clement.
® [t has found a few relationships existing between the preferred les-
son variant, some personality iraits, an some preferences for leisure
activities, colours, and drawings.

# It has developed an aigorithm which, on the basis of the sub-
ject’s preference fer 8 leisure activities, 12 colours, and 6 drawings,
enables us to identify, with o probability of 63.70%%, the lesson variant
preferred by each and every pupil. The alsorithm maukes use of the
conditiens presented in Table 3.

v It has shown that the way of solving the CO92 test renders it pos-
sible to diagnose, with a prouability of 59.72%4, the performance level
in physics.

6. Suggestions for continuing the study

The continuation of our siudy will be directed toward the following
aims;
® Finding out more elements thai have some relation to the preferred
lesson variant (for instance personality characteristics or other dra-
wings). By increasing the number of conditions imposed to select each
lesson variant we could heighien the probability of assigning to each
subject precisely that variant which he would put in the first place.
# Crcating computer programs in which onc and the same theme is
being treated through different lesson varianis; by means of know-
ledge tests, identical for all subjects, we will check whether the pre-
verred variant is also the most appropriate one for the pupil
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PARAFOVEAL PERCEPTION AND IMPLICIT MEMORY IN READING

NICOLAE ADRIAN OPRLE

Babes-Bolval University, Clup-Nigrorn

ABSTRACT. [wo experimenls are resurted that examine the coffert of
parafoveal perception cn reading.

In Experiment T we established:

a) the relation between parafoveal porception and implicit memory;
L) the influence of semantic context constraints on the ability to use
parafoveal visual information,

The sentence context was manipulated  through {five conditions:
high predictability, average predictability, negative predictabliity, un-
predictability and null predictabilitv of parafoveal targel words.

The resulls showed:
ay the parafoveal percoption works enouziv to the right of perceptuat
span, and that its effect iy significant;

b} parafoveal information is stored in implicit memory;
¢} the infiuence of sentence context on lexical decision for farget
words and implicit on reading activity can not be neglected.

In Experiment 2 we proved that parafoveal perception occurs both
horizontal and vertical Lut there is an asymetry in favour of ho-
rizontal direction.

Theoretical background

Recently there has been considerable  interest in the topic of
whether individuals ecan use parafoveal information in reading. The
researchers are intercsted about what kind of information is extracted
trom parafoveal region and how far [rom the lixation point  works
parafoveul perception.

When people read o toxt in their inlrospective experience their
oves gre moving continuously across the line of text. However this is
an illusion. Actually during reading the eyes move in a  series ol
Jjumps® rapid cyes movements known as sacades. Between this sa-
cades the eves stay more or lees Tixed on a point for relatively long pe-
riods of time, known as fixation.® The lenght of cach sacades is in-
Puenced by o variety of Tactors (e.¢. the complexity of lexi) but is
epically approximately eicht letters or spaces and its duration is about
120 miliseconds. The fixation last Tor abour 200 lo 250 miliseconds
«lthough there is considerabic variability in the duraition of {ixation.
The information s extracted from the text only durieg cach fixation
and not during the intervening shcades: so the reader's visual informa-
sion. when he reads o {ext, consists of o discrete series of Lsnapshots®
irom the fixation (Rayner, 1078a; Rayner and Poltatsek, 1987).
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Reading span

A coentral guestion about reading that has been of interest for af
least 100 years, is how much is actually extracied from a prinjed page
during a single fixation. The [uact that the eye is moving to new locu-
tions every quarter of o sccond suggests that the visuul information
available on a fixation is limited, There are also psychophysical data
indicating that visual acuity rapidly decreases as one gees away from the
point at the eyes are directed. Thut is because there is just a small
crea of high acuity in the center ol retina known as fovea and visu!
perception is much precise outside fovent vision.

The perceptual spun (reading span) — the area of useful information.
available during the fixation — is alfecied 1w sume exient by the dif-
ficulty of the text, the size of the letwors, and so on but is relative
small under all conditions. Generaliy, it extonds no more than appre-
ximatelly 3 or 4 letters to the left of fixation point and 13 letters {u
the right.

Relying ¢n several studics Ruayner and Pollatsek (1987) have pre-
{ended that there are three different reading spans: @) the total per-
ceputual span®, which consists ol the toial area {rom which useful
information is extracted on a fixation: ) letier identification span® —
the area provided information ubout letters: ¢y ,word identification
gpan® —- the area from which the relevaat information for word iden-
tification is provided. The total perceptual span is probubly the lon-
gest of these three spans, and the word identification spun is the shor-
test.

The size of the perceptual span means that purafoveul information
(information from outside the high acuity of foveal region) is used ir
reading, The evidence for partial  words processing in the parafeven
(those words nearly fixation Wit not directly fixated) comes from se-
veral sources, Perhaps the clearest evidence comes from an experimoent
by Rayner, Well, Pollatsek and Bertera (1982) in which word ,n -+ 14
was never fully exposed, only s first three Jetters were (and  losy
than three letters if whole word was three Jetiers or less), with the other
letters reploced by visual similir letters. Tn these conditions  subjecis
read significently faster than in conditions in which only the fixated
word wos exposed, and about the same rate when the whole  word
L4 1 owas expesed, This indicates that portial information about
word can be used {o speed reading. Hewever it has been shown that
parafovend proview ol the werd decreases the {ime spent fixating the
word (see Blanchard, Pollatsek and Rayner, 1989). There is a mode:
that tries to explain these results. That is, the first three letters excitz -
neighbeorhood of lexical access (including ihe correct one) but not up 1
the thereshold of identificstion when then the eye fixotes the word,
this partial excitation of the lexical access allows the word to be iden-
tified faster than if no preview has been presented. Perhaps, the mcst
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surprising finding (Rayner, McConkié and Zola, 1980) is that the faci-
litation obtauined from parafoveul preview is undiminished.

Similar results obtained McConkic and Zola (1979), in cuse that all
the letters have been changed {for example chest turn to CHEST). when
they made changes like this: al.tErNaTiNg {o ALTeRnAtInG. This fin-
ding indicates that the integration ¢l information from eone f{ixation to
the next is not at the level of visuul features but at more abstract
iotter level, Rayner. Bualota and Pollatsek, have also found that the
tixation time for 2 word (e.g. ..tune*) is reduced when a similar string
of letters {(e. g, . turc®) have just been presented for parafoveal vision.
However, presenting a semantically similar word (e. 2. ,song*) to the
narafoveal, have no effect in subsequent fixution time. But the fixation
time on a word in a sentence iy determined by numerous facicrs.

The sentence context clfect

Of particular interest to cognitive psychologists arce the ways in
which the sentences context influences the fixation time. Onc way in
which meaning has an effect on fixation time is ‘in the context pro-
vided by the earlier part of the sentence. A parafoveal word is more
.kely to be skipped if it is predictable from the prier sentence con-
wixt. In addition, it has been shown that ¢ word that is more pre-
dictable is also fixated for a shorter time when it is fixated (Ehrlich
aznd Rayner, 1981; Schustock, Ehrlich and Ravner. 1981; Zola, 1984).
Thus it appears that less time is needed to process a word if it is pre-
dictable. Tt is less clear, however, whut aspect of processing is affected
by the prior context; is it the access of the word in the lexicon thin
15 facilitated or is it a later stage such as fitting the word into the
context of the senlence.

The research on this lopic bears in the general issue of ,modu-
watity® (Fodor, 1983), which has reccived a great deal of attention in the
uast few years., Fodor's claim is that different . modules® (for example:
those that handle lexical access, syntactic processing, thematic proces-
sing) do not communicate directly with each other. He pretend that
lexical access is a .module®, in the sense that lexical access could not
te alfected by | postlexicals processcs.

There ure various arpumeoents to suport Fodor's position. Word re-
cognition for isolated words generadly occurs so rapidily and automa-
ticaly~in adult readers that there would probubly be little bencfit to be
gsined from attempting to make use ol context. In any case, readers
e not  very succesful ot predicling ihe next word in the most sen-
rences, wich suggests that usefulness of context to word  recognition
5 likely to be limited, Also using processing resources in the atiempt
to predict the furthcoming words in a sentence might well disrupt e
ciher processes involved in reading,

Instead, there are several studies which scetms to disconfirm the
~odularity  assumption. For cxample the Balota and colleagues’ ex-
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periment (1983) seems to be un evidence uguinst the hypothesis that
lexical access iz o module, because the speed of lexical access appears
to be modulated by ,predictability* an index of higher — level dis-
cause processes. Thus if lexical access was affected by  the predicta-
bility of the word in sentence context it might be evidence against mo-
dularity because the predictability of & word is presumably  computed
by « higher-order mechanism thot is censtructing the overall meuning
of the text.

Perhaps the clearest test of Fodor's  hypothesis would be o studh
in which the predictability of function words was varied. If predicta-
bility has a clear effect in the visual processing of these words, a strong
version of medularity could he rejected. But if we are ollle to contre!
the context effect und cther variabies, then we assume that a decreas
in processing time for a word from cuside of ihe word perceptudd
span is due just to parafoveal pereeption. That means that the werd
was primed and probably this kind of priming is stored in  implici:
memory. Actually the parafoveal perception is o kind of implicit per-,
cention and as Kihlsitrom (1992) said the distinction between implicic
perceplion and implicit memory 1s a little fuzzy at the cdges. Morce-
over if memory is the residusl trace of percoptual activity, then ever
implicit percepts should be stored in memory and perhuops these me-
mories may be expressed only in an implicit way.

Experiment 1

The aim of the first experiment wus to assess the role of paurafovea:
perception and implicit memory in reading. More exactly we wunted o
prove thal information that is gained from parafoveal region is stored
in implicit memory. k seems that is quit difficult 10 know how deep
are processed parafoveal words or what kind of information s extracted
Irom these ltems. Therefore woe wsed {wo implicit memory  tests,
conceptual one-lexical decision und o pereeptual one-word stem com-
pletion. Srinivas and Roediger (1990) differeniiate these two Lypes o
tests by suggesting that perceputal tests “rely heavily on the match o
pereeptual features between learning and tesl cpisodes, and conceptusd
tests require the cncoded meaning of concepis for successful recollec-
tion®, In order to eliminate the context effect we have conirolled the
predictability of target words through {ive context conditions (sce the
design).

Hypothesis: 1. Information from parafoveal region is stored in im-
plicit memory; 2, The sentence context hns o small effeet on implici:
memory lests for parafoveal werds and implichs on speed of  reading

Method

Subjects: 80 pupils from high schoel and 20 intreductory psyche-
logy students from Babes-Bolyai University. All subjects were native
Romaniin speakers with normal uncorrected vision.
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Design: There woere two independent variubles, The first was the
predictability of target words there were five conditions: high predic-
tability (e.g. Barking dogs scldome bite), unpredictability (e.g. Soime-
one leok scldame bite), averuge predictability (oo g T am reading  an
interesting beok), negalive predictability (g, Barking dogs second pag
and null predictability —- for control group. The sccond  independent
vartable was the word position in sentence that is, in what location
after word perceptual span wag the target word, The dopondent wvi-
riubles were reaction time for lexical decision test and the number of
corrcet completion for word sicm completion (ask.

Appardatus: An IBM-PC 486 with an SVGA monitor was used (o
present the sentences in study phuase, the targe:r words in test stage and
to eollect the subject’s responses. This kind of meniter does not give
the subjective impresion of leaving any visible screen persistence {ol-
lowing stimulus offsct, even when while stimulus are uscd on o black-
ground.

Matertals: For the study phase we asad twenty sentences, {ive sen-
tences for each conditions, In each wentence there wers  two  tarded
words, one in the first position after word perceptual span, and other
in the second position. The target werds varicd in lenght from 3 to
9 letters and  were nouns, adicctives and adverbs with a aver.:
irecquency in romanian lungoage, Additional were used twenty 1
words for lexical decision task. For the word stem completion test., :he
stems consisted of the first three letfers Tor each turget.

e

Procedure: The subjects were  tested  individually in o dimly it
computer room. Euch trial begin with the presentation of a centered
Josign Tor 1000 ms, that served as o fixation point. The subjects
were instructed not to move their eves from this point until they made
the first response. Tmmediately alter X+ o sentence  containing the
target words oppear for 230 ms. This shorier cxposure duration, which
is the average visual fixation tlme, was wsed in order to prevent ove
movements, After sentence display it was a shert pause, 5 seccnds, in
which the subjeats had to tell aleud the words, from the beginning of
sentence. that they conscicus perceived. These words in fact, constiture
the word perceptual span. After pause subjects completed the lexical
decision or word stem completion task.

The subjecls were set before o monitor and keyboard. During
the lexical decision task. one key on the keybuard was labeled | Yes®
{the key <L>) und another (the key <AZY was lubeled (No*. Subjecis
were instructed to press the [ Yes' key when they thouaght the presents.d
itern was o word and the (Ne+ key otherwise., The target words and
nonwords were presented one at o time in randem order. Bach word or
ronwoerd wus preceded by a light border which pulsited on the sereen
for [ive times in order fo attract the subject’'s altention to o place
where will appear the word (nonwerd), The fusk was self-paced, with
the lems staving en the monitor undl the subjects made o respons.
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The key used and the reaction time for each siring of lelters was col-
lected by the computer in a responsc file.

TFor word stem completion task on the monitor were presented one
af u time just the first three letters for cach larger words (the  word
stems). This stem has staved on the menitor until the subjects com-
pleted them with the first word that come in their mind.

Control groups performed just a lexical decision or a word stem
completion task, without uny parafoveal or direct perception of the
target words.

Results and Discussion: Lexical decision {ask.

Mean response times and their standard deviation for all combi-
nations are presented in fables 1 and 2.

Talic 1 Tuble 2
Context Context
Word 181 ur B.T. Word AT N.P. B.I.
perceived perceived
W 334 549 (RR AL S13.6 517 8.17
45 130 117 RA 4 102.5 74
LRUS 366 529 608.5 S 59 519 597
66.-44 124 100 89.3 H0.48 84.23
Legeind
TL.P. -- High Predictahility B.L. - DBuseline
C.7. — Unpredictability I*W. - Iirst Word
SW, Second Word
AP, — Average Predictability

N.P. — Negative Predictability

The statistical significance of this results was assessed by analysis
ol varinnce ANOVA (wo way revealed a significint difference between
experimental groups and baseline group und the absence of a significant
difference between means for first and second target words.

For table 1: F = 10.59, p < 0.0001;
Yor table 2: F = 13.82, p < 0.001,

These resuiis, first of all proved that parafovesl perception works
cnough to the right of perceptual span, and that it’s effect is significant.
Instead it seems that predictability has just a small effect on perfor-
mance in lexical decision task. Anyway we have te accept that the per-
ception and processing of information is dependent on the inleraction
of two class of variables: the nature of the stimuli and the expectation
of the human processor. For word completion stem task we didn’t find
any significant differences neither between experimental and  control
groups nor between experimental groups. The fact that we obtuin u sii-
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nificant ¢lfect of purafoveal perception for lexical decision but just «o
small (insignificant) effect for word stem completion it is a sign that
these two tests benefits from different processes. It is wellknown thut
ward stem completion (@ perceptual implicil memory test) relays heavily
on the match of perceptual features between learning and test episodes.
Instead lexical decision task it secems that used another kind of infor-
matizn. Actually. several studies (e.g. McConkic and Zola, 1979; Colt-
heart., 1881) have proved thatl integration of information from on2 [ixu-
tion 1o the next is not af the devel of visual featurss but at & more wh-
stract letter level. Therefore is very possible that words are uccessed
through that abstract lettor love!, and loxicsl decision profits mere much
than word stem completion, by this Tevel. However, as the most studics
demonstrate, there is no indication that any level of representation other
than abstract letters level is of any lunctional significance in enceding
parafoveal information. It is possible, of course, that more sensitive te-is
will cause change in this conclusion.

Additional we found o lacilitating eflect of seeing the first threo
letters of the turget words in the parfovea, It is possible that these letiers
excite o neighborhood of lexical acces (inclading the corect oney  and
this parlial excitation of the lexical cccees allows the word to be inden-
tified faster than if no preview have heen presented.

If we come hack to the context effect the cutcomes permit us to say
that although nonsignificant, there is anyway an effect of predictability
poth for high predictability and for average predictability. Morcover we
nre sure that this effect is higher if we'll use the same procedure ike
in clhers exp*rimvnls (McClielland and O'Regan, 1981 Papp and Nowo
spme, 1981; Stanovich and West, 1983). In our experimental proce i.fuh.
just for H. P. croup, the high prodictable parafoveal word was dis-
plaved with a delay interval in wich there was expeosed another word.
S0 it is very posible that this modificelion to alter the lexical decision
for paralovenl target word,

I 1985 Halota and colleagues tried lo answoer to Tolowing guesiion:
"doos the predictability of the word interact with the visual aspect of
the stimulition? Their results confirm the Stenberg's ussumption (1966):
the context is modukling the cxiraction of visuanl information, and hence
influencing o relatively early stage of procesing that would be part o
lexicul neces. Qur resulis, wohich sre consisient with Stenbere's assu ‘-11 -
tion and Ballota's resulis, proved that in some sense the readers  were
extracting visual informadion from o wider region when the word
predictable tum when it was net. That meuars that context is afrcting
the amount of visual information extraction and therefore is affeciing
Toxicaul acces. So the size Uf pereepiunl span may not be constant. In this
case i1 is affected by the predictubiliiy of the word in the parafovea. On
the oither hand, other sh uhu, indicate that the size of perceptual span
is also affected by the dificully of the text (Rayner, 1986), the legibility
of the foveal stimulus (Inhofl, Pollatsek, Posner and Rayner, 19893, the
freauency or syntatic complesity of the foveal word (Henderson  and
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Ferriera, 1987). Although, in the present procedure (which is closer to
rormal reading activity) the main effeet was produced by the parafo-
veal previewed of target words several studies proved that when sub-
jects huave sufficient time to jostuntiate cxpeciation about paraloveal
tarzets (unnd there is not any distractor stimulus) then the contextual
¢fiect 15 hicher.

Is modularity disconfirmed? 1t is dificult to answer to this guestion,
although our results similar to Balota (1983) and Fischer & Bloom
(1983) appear to be evidence against the hypothesis that lexical acces
is a medule, because the speed of lexical acces appears to be modhdated
by the "predictability¥ an index of higher-level discause proceses. But,
Sevidenberg (1984) snd Stanovich & West (1983 have argued that con-
text elfects. when observed, may be due to “lexical priming* wich they
argue is o mecanisin working within the lexical mwodule rather  than
being imposed from without. An advocate of modularity would argue
that the speeded processing of parafoveal previewed words in these kind
ol experiments is due not to its predictabiiity bur to automatic “'sprea-
ding activation¥ from onc lexicul node on word delector {e.g. "dogs™) to
211 related lexical nodes {e.g. -bite*), In fact, this argument could plau-
sibly cxpliin the predictability effect because is hard to create a hisly
proedictable context for a target words without using higly asscciated
pricr words,

However we prefer to subscribe to o more reasonable position (Ray-
nue and Sereno, 1994). According to them. context has little or more
effect on word recognition with highly skilled and fluent process such
as normal reading of text, but may have much more effect when wordd
recoenition is unusually difficult.

Experiment 2

Unfortunatelly most measurcments of reading span are made only
lirearly using a single line of text at a time. But the foven 1s circular
therefore is wery possible tha: in nermal reading. infermation  frem
adjacent lines is also picked up and used (see Reber, 1885).

The aim of the second experiment was to prove that fovesn  and
porafoveal percepdon occur both horizontal and wvertical and thur the
intformation obtained during this kind of perception is stored in impli-
cit memory.

Hypothesis: 1. Parafoveal percepiion occurs both horizontal cnud ver-
ticid; 2. The benefit from parafoveal perception for bellow words {those
wich are bellew lixated swords) is hisher thun for above words.

Method
Subjects: 20 undergradunte students from Babes-Bolvai Univoosity

andd 40 pupils from Gh. Baritiu Sccord Scheol. All subjecis were nolive
Romonian speakers with nermal uncorrected vision,
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Design: There were {wo independent variables. The first was  the
word position — that is if the 1arget word was above, below or on the
right of the fixated werd; the second was the distance (in mm) between
lines of sentences. The dependent variable was reaction time for lexical
decision.

Apparatus: The same IBX-PC 486 --- porsonal computer that  we
used in Experiment 1.

Materials: Yifteen scntences were used in study stages three sen-
:ences [or cach trial with three target words. The word perceptual span
wus cslablished at the beginning of the second sentence, One of the
rarget words was to the right of percepiual span. and the others two
were above and respeccve below this span. The target words varied in
'epgth from 3 to 6 letters und were nouns with average frequency in
Romanian language. Additional were used fifteen nonwords for lexical
decision tusk.

Procedure: The subjects were tested individually and procedures
were quasisimilar as those in Experiment 1. The difference were two:
the number of sentences displuyed and the fixation point. In this ex-
periment were exposed three sentences for each trial and the fixation
point wus at the beginning of the second sentence. After perception
stage was a lexical decision tusk. The subject’s responses was collected
hyv the computer in a response file,

Results and Discussions

First ¢f all we calculated the median of response time (RT) for each
subject. Than, using these medians like brut scores we calculated the
mean and standard deviation for each group. The data are shown in
the table 3.

Table 3

WIL/INDB.S Above Below Right
nl sls 518 3651

100.14 79.6 87.77
Dt 341 532 7T

101.00 748 13
Baselinc G617 612.5 848

517 7200 85,9

The statistical significance of these results was assessed by analysis

i variance. An 3 x 3 ANOVA two way showed o signilicant cffect of

word position, £ = 3.93, p < 0.02 and ualso for distances hetween scn-

wenees Fo— 17.68, p < 0.001. A post hoc procedure -Scheffe- revealed

significant difference between mean BT for "Right® word and both
“Abover ind "Belows word, in favor of "Right¥ word.

" Pt tnotn e U aediegoria 1o 71900
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For more accuracy each column wos submitted to 2 one way ANOVA,
and was found a significant effect for euch one; Fa = 6.83, p < 0.00%;
Fb == 883, p < 0.0003; Fr = 3.81, p < (.022; A post hec comparison,
using Scheffe procedure revealed a significant dilference between base-
line and each experimental groups, except gr IV vs gr VIL

The resulis prove that parafoveal perception accurs both horizontal
and vertical, but there is an asymmetry for herizontul reading  span
(effectiv field of conscious view) wich ussualy extends about 3 or 4
letters to the left of fixation poing and 13—15 letters to the right. This
asymmetry presumably occurs because the most information text lies
to the risht of the fixation peint. We think that the form of the asym-
metry is learned in ontogenesis because the readers of Hebrew, which
is read from the right to the left, show opposite asymmelry (sce Pollat-
sck, Bolozky, Well and Rayner, 1981).

The cutcomes alse showed that the vertical parafoveal porception
depends hoavily by the distance {rom the fixation point (distance bert-
ween sentence in our case). That is, the elfect of vertical parafove:ni
perception increases when the sentence are closed but in the same timce
the effect of horizontal parafovea perception decreases. That means that
if the sentences are too clased then the total reading span become shor-
ter. Maybe it cccurs a kind of foveal and parafoveal saturation which li-
mits the amount of processed information. Therefore we think that s
necessary to identify the eptimum distance between sentences so thas
the amecuni cf informaticn gained to be maxim.

We did not find a significant diference between above and below
words, that means that vertical parafoveal perception is symmetric,
least for normal reeders, instead for speed readers® we have not the
answer.

Conclusions

The resalts of our experiments proved thar parafoveal perception
reaily “works® so that a parafoveal preview of a word decrease the
time nccessary to identify it. Additionaly in Fxperiment 2 w2 showoa
that the parafovezl perception occurs both orizantul and vertical.

It is very important to point that information gaines from parsiue-
veal region it is not consciaus available because it is stored in implics
memory, Therefore the readers use this kind of information in an im-
plicit way. Moreover it seems that the physical reality of the parafoven
words is not preserved from cne fixation to the next, only the letiers
information, in an abstract code, is preserved, and possibly lexical in-
Tormation, as wcll (sec the difference between lexical decision and worl
stem completion performance in the present study). This Is an evidence
that in implicit memery are stored different kinds of information, and i
we want to acces o specific one we have to use the most approprivia
task.

The effect of predictive context on the speed of word identification
in reading argues that visual information from predictable words s
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oxtracted more efficiently than from unpredictable words, and thus that
the context can affect_the lexical ucces. However it is not clear at pre-
sent whether the effect of predictability is because of a (likely uncons-
cious) prediction being made on the basis of prior context or a “lexical
priming' mechanism. We should note that these context etfects are re-
latively small, even in the case when the word is completly predictable.
In fact most of work on word perception in and out of context suggest
that the visual information in text can be processed rapidly even with-
ot context, and the predictability {and other context ctfects) plays a
minor role in word identification. In other words the context is not the
crucial factor in obtaining visual parafoveal priming. So, although the
context effect was proved, it is dificult to disconfirm the Fodor's claims.
Perhaps a study in wich the predictability of target words is strongly
controled, would be the best test for Fodor's thesis,

The second experiment clearly showed that parafoveal perception
veeurs both horizontal and vertical but there is an asymmetry in favour
of horizontal dimension. Instead we did not find any vertical asymme-
try that means that the horizontal parafoveal asymmetry is learned dur-
ring ontogenesis, because the mwost informative text lies to the right
of fixation point.
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SINGLE-SUBJECT APPROACH
IN CLINICAL NEUROPSYCHOLOGICAL RESEARCH

ANDREI DUMBRAVA
A, 1. Cuza University, lasi

ABSTRACT. The limits of the classic group study method in nzuro-
psychology are assessed alongside with the possibilities ol the allernative
method of single-case studies to surpass them. The single subject siudy
approach in neuropsychelogical research is presented step by step and
followed by a fair account of its main problems, A perspective of the
method ends a rational pleading for judicious use of all the didn avai-
lable in the realm of bhchavioural sciences.

LStatistics is like the minf: it uncarers
a good part of reality but  Thides  the
essential *

Grigore Moisil — from & TV jnterview
(narrated hy Viorica Moisil, [:#77)

The purpose of this material is not as it may seem at the first
sight — to eriticise the role of siatistics in psychological research bui to
compel attention on the values of un unfairly dismissed method, that
of single cuse study, in the particular area of neuropsychological re-
search,

The single case siudy bus a long histery in neurology as well s in
psychelogy. In fact, it was not until the 1920s and the statistical works of
R. A. Fisher that psycholegy started to shift to larger sample sizes in-
vestigations supplemented by statistical processing of the field data: the
individual differences hecame “error variance® and the main concerns
of the researcher were 1o average them out by more and more relined
miathematical computations.

With the availability of such an apparently more rigorous methodo-
logy, it might appear that the single case approach will progressively
fade away, superseded in the general experimental framework. Over the
last decades. however, in neuropsychology therce his been instead a re-
surgence of the single subject methodology, particulurly in Europe (e.c.
Caramazza, Berndt, Basili, 1983; Vallar, Baddeley, 1984; Weiskruntz,
1986; and many, many others). And that becouse there are several ina-
dequacies of the vse of siatistics in neurcpsyvchologicnl rescarch.

When statistics fails

The main aim of inferential staiistics (Kantowitz, Roediger, Eimes,
1994; Ray, 1993) is to infer, from a given sample of data on some mea-
sure, the parameters for a set of all possible scores from which  thu
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semple was drawn; in other words, to help the understanding of o more
or less general population from data exhibited by a restricted (by diffe-
rent reasons and using some accepted criteria) group of that population.
ily this. the statistical inference has been proved to be one of the mua-
jor tools in social research. But it has also been found by some resear-
ches - especially from the clinical areas of the field (for a classic syn-
thesis please see Davidson, Costello, 1969) -~ that it can make no useful
contributions to the understanding of the unique problems depicted by
particular individuuls, This challenge has already been well admitted
in experimental medicine from irs onsct {Bernard, 1865/1938): ... in
physiology, we must never make average descriptions of experiments,
because the true relations of phenomena disappear in the average; ...
averages ... confine while aiming to unify. and distort while aiming to
simplifv,

As the strengths and weaknesses of the classical statistics in clinical
sciences are extensively discussed  elsewhere (Baer, 1977, Baer, Woll,
Risley. 1968; Campbell, Stanley, 1963 — citted in Yule, Hemsley, 1980},
here I will just comment on some particular problems which it faces
in neuropsychological research.

A, A pragmatic problem is that of the rarity of some cases encountered
in practice. Let me illustrate (his by the situation of the amnesiac syn-
drome: during almost forty yeurs of research ull around the world, Par-
kin and Leng (1993) have found only thirty-three cases of amnesia pub-
lished in the major speciality journals, with the time interval between
their publications varying from almost ten years in the 60's to less than
one year in the 90's. In will be enough difficult o develop a classical
group study in such conditions. It is also unacceptabie to skip such ca-
ses simply because we do no! know when and where the next will ap-
pear; we do not have the right lo exploit so bad such “experiments*
offered to us by the "Nature". In the extreme situation, a “therapeutical
error®, as that of bilaterally surgical hyppocampic removal employed
in 1933 in the case H. M. (Sceville, Milner, 1957), will never have to be
tempted again, It is due to the extensive study over decades of H. M.
{for the most recont account of his neuropsychological state please see
Corkin, 1984) that the rejection of such surgical procedure is supported.
FPifteen yeors after the operauion and more thun ten after the neuro-
nsychological data has been puklished, Willlam Scoville (1968), the neuro-
surgeon who performed the 1933 operation, argued: "Even at this late
date, however scienlilic publications continue to propose the removal
of the hippocampus bilaterally for reliel of beh:avioural disorders, in-
tractable pain, and other reasons: such proposals no longer seem justi-
fiable in view of the profound antcrograde amnesia which results®,

B. Methodological problems are even much more debated. The first rea-
son for employing statistics in the experimental rescarch is to rule out
the possibility that the results found in the swdy are due solely to
chance factors fthe null hypothesis) (for details please see Guilford,
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Fruchter, 1973; Radu, 1993). In neuropsychology -— from the onset —
the "Chunce* (but misfortune for the patient) offers to the investig.lor
a situation which has already rejected the nuil hypothesis, as it provi-
des a subject who undoubtedly is different from his or her age, sex and
educition related peers due to a specific factor not to chance factors
alone. By the presumptions of

i. a clear brain-behaviour relalionship both in normal and dema-
ged circumstances and

ii. n direet causal conpection beiween brain disturbances und behi-
viour changes (Figure 1), the role of statistics in testing the null hypo-
thesis in neuropsychclosical cases can be relisble surpassed.

Na&MAL ¢ Braiv Q2 Bewavior

Te=T

dAMAGED : Brain' -—-—-o-. Bruavioe’

The second involvement of statistics in the experimental design s
te eliminate sources of uncontrolled variance that operate in o systonis-
tic manner (the confound hypothesis) (for detuils pleise see Kerlinger,
1986). But in the fields where we do not know too much, as is ihe cuse
with the realm of brain-behaviour relationship!, we have 1o pay muach
caution to any variable which may be of interest. Simply becuitse  we
do not know very well which are the relevant variakles displayed by &
patient we can not affoerd to subtract them by averaging. The hi story
of sciences — especially of their young stages — is scavtered with exum-
ples of overlooked potential discoveries: fortunately, some of ihem ore
re~discovered later or by others (the examples of Sigmund Frewd miss
the "discovery® of cocaine — the [first and, frr a long fime, ihe most
used anestethic — should suffice to ilusirate this poinl). So. onc of the
main uses of statistics in research could he poientially duangerous to tie
progress of knowledge in neurcepsycholegy, Again, we do not have ibe
right to "misuse* the d: ita provided o us by cach case.

I my previous argument sevmed o you te be a bit moraiistic el

[

It is just realism nat only mbdesly in thal assosament i we take into «
sideratlon the complexity of the ovganization ol oniy one component of the ¢
the brain (e.g. the estimated number of conneclions inside it far aviay ox
tiie Eddington’s cosmic nufber 2% which apoprosimates the tofyl n-1mhe (li'
tons and electrons in the Universs {Arseni, Golu, Dandila, 1983)),
mentions Sanders' comparisen of ine level of our present know lc(!ga: about
with that of the knowlulg\_ about heart in the Middle Age.
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us consider a more technical one, derived mainly from the specificity of
neurological clinie itself: the problem of syndrome specification,

The {field of clinical sciences is dominated by the concept of "syn-
dreme®, conceived as o collection of symptoms that tend to ccour re-
agularly in clusters for either structural or functional reasons (Sue, Sue,
Sue, 1990). It is a rough and broad practical definition which lcaves
cpened the possibility of “partial syndromes® --- defective of one or more
symptoms, and "mixed syndromes< — that could be fractionated into
two or more sub-syndromes; the eventuality of the addition of symp-
toms to a given syndrome, although more rarely, is not excluded. Given
that state of affairs in clinical neuropsychology, it is almost impossible
to built up a reliable group of patients over which results have to be
averaged. The problem raised by the specification of a syndrome {o the
use of statistics in neuropsychology can be suggestively illustrated by a
famous dcbate in amnesia research during the 70's and 80's (for details
please see Baddeley, 1982; Shallice, 1993).

The problem was geueraled around the discrepancies between the
findings of studies conducted using two different methodologies. In

one approach — used by Milner and her colleagues in Montreal {(e.g.
Miiner, Corkin. Teuber, 1968) and later by Warrington and her co-wor-
kers in London {eg. Wurrington, Weiskrantz, 1970) — patients were

chosen for study according to the selectivily and specificity of their
memory roblems, giving less prominence to the aefiology of the lesion
and the absolute number of patients investigated: in the alternative
approach — by Butters, Cermak and their collaborators in Boston {e.g.
Cermak, Builers, 1972) — patients were selected according to their aetio-
logy {namely the Korsakoff syndrome caused by chronic alcoholism) and
much more attention has been paid to the standard statistical require-
ments {the groups tended to be larger, the investigators tricd to ensure
for each group a roughly mean IQ of 100), The results of the two
approaches differed on two significant aspects: the involvement of
short-term memeory in amnesia (in more lechnical terms, showed am-
nesiacs normal or abnormail (performaces in the Brown-Peferson  pro-
cedure [Baddeley, Warrington, 1970 vs. Cermak., Butters, 197310 and
the role of scmaniic coding in amnesin {(was semantic coding or was
not associnted and somchow related to memory deficits in amnesia
[Butters, Cermak, 1976 vs. Meudell, Mayes, eNary, 1980iC).  Several
attembts to. explain them followed, Constdering the [ormer. Bulters
and Cermak (i974) argucd that the [iller task used by Baddelsy and
Warrington (1970) — who claimed that amnesiaes could be normal on
this task — was insufficiently demanding and, consequently, amnesiacs
could actuaily rehearse while undertaking it, This argument was  re-
jected by the study of an amnesiac (Cermak, 1974) who, when tested
Ly the procedures uscd by the Boston group, showed results similar 1o
those oblained by paticnts of the London group; this patient was ame-
nesiae due o o viral eneephalilis, so it might appenr that aeticlogy
was the critical variable, However, Korsakolf palients can also show
entircely normal Brown-Peterson curves even when a more demanding
MHer task is wsed (Wacrington, 1982). In fact, the most plausible »x-
planation for these discrepancies is that they rveflect a difference in
the population of patients selected for the study by the two types of
methodology  (Baddeley, 1982). Despite the fact that the Korsakoflf's
psychosis can be produced by a restricted brain lesion Male, Warring-
ton, Weiskeunlz, 1979) it frequently cccurs in the setting of widespread
pathological changes {Vicior, Adams, Colling, 10715 Tt is now very el
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decumented (Jacobson, 1389; Leng, Parkin, 1989; Squire, 18820 that
Korsakoff patients may also have frontal lobe damage, so they can iait
on tasks associaled with frontal lobe pathology. Thus it is now argued
that some of the charccteristics of Korsakoll ammesia claimed by the
Boston group arise from associated frontal lobe impairments (for de-
tails please see Maves, Meudell, Pickering, 1985; Moscovitch, 1982).

This example clearly illustrate that the group study, meeting the
most important statistical criteria, is not an adequate safeguard to the
pitfalls of conducting research in clinical neuropsychology; the group
study is not a realiable source of neuropsychological facts at least i
inferences to normal function are concerned (as is the case in clinical
cognitive neuropsychology [Margolin, 1992]).

Furthermore, it shares with the single case study method the pro-
blem of the uncertainty of the functional adeguacy of a particular syn-
drome classification; however, in the case study approach the problem
passes through a progressive resolution as it can result in the fractio-
nation of syndromes in “pure® syndromes® (Shallice, 1979). With thc
group study approach, by contrast, the reification of that classification
into a methodological tool and the usc of very broad categories to allow
reasonable group sizes means that this important progressive aspect of
the case study method is lost.

C. A philosophical problem is that of the circularity of knowledge uqui-
sition in the classical experimentul approach. It usuvally proceeds in tes-

Te 7néory

E = EXPERIMENT

o = HYPOTHESLS

i = INTERPRETATIOn

NE = "WATURM ExPERIAENT ¥
(THE PATIENT)



1B A. DUMBRAVA

ting hypothesis derived from a theory and interpreting the findings in
the light of that theory (please see Figure 2) and il seems it is no way
1o conduct it otherwise (Newton-Smith, 199071994}, Reversely, the {(single
suBject) clinical neuropsychological experiment can be data-driven; the
dezign of the experiment may be constructed in response to the datu as
they ure collected and analysed with no initial referrence to any theory.
The reliability of such an approach is well above the philesophical com-
piaint on the circularity of the scientific approach.

The single case investigation process in neurcpsychology

There ure two types of single subject approach in clinical psycho-
logy: the case study and the single subject experiment (Sue, Sue, Sue,
1980).

The former has been made popular in neuropsychology by Luria
(19¢8, 1972) and more recently by Sacks (1983). It consists by almost
merely enchanting descriptions of strikingly unusual deficits, accompa-
nied by neat speculations on their underlying potentially disturbed me-
chanisms, It serves as important source of data, especially in the case
of novel paticrns of neuropsychological impairments, and supports the
development of new hypothesis as the basis for further investigations.
Lacking simple requirements of the experimental appreuach (mainly, it
ts difficult to replicate and compare) its contribution to the advance-
ment of knewledge is limited and will not be considered further here.

The later meets many of the experimental reguirements and is more
widely used in neuropsychology. It normually pass through four distinet
stages (Shallice, 1979); (Canavan, 1995).

1. The selection of the patient is conducied on the basis of the pattorn
of disturbed and preserved abilities which is considercd to be potentially
of rescarch interest. As, in practice, it is often donc by o neuroclogist or
neuresurgeon acquainted with the rescarch topics in the field in mini-
mises the possibility of the examiner’s biases (Roseathiad, 1979) in assig-
ning or refusing a patient for a study.

2, The baseline assessment of the patient is maybe the crucial step in
investigation as it provides the foundation for rejecting the null hypo-
thesis (please see B. above). It has to be exhaustive and based on appro-
priate norms (Lezak, 1995) as the delineation of a particular deficit may
Ire achieved only by ruling out all other possible deficits. In practice
this relays on either a fixed (formal) or flexible (informal) battery (Kolb,
Whishaw, 1990) of rclatively well-normed standardised tests. It provides
4 psychometric view of the putient's condition which permits the com-
parisons with a) results of normals and similar or different brain-dama-
ped putients in concurrent experimental procedures as well as b) the
findings of later examinations of the same subject in longitudinal stu-
dies. In addition to the clinical symptoms, the background assessment
has te cover the patient’s educational! and occupational history, family
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evolution, special interests and disinterests?. socic-cconomic level amd so
forth. The medical histery us well as the results of all present physiced
investigations (both clinical a.d laboratory) are of o major importanc
in delining the patient's status against which comparisons can be made.
Tt can not be too strongly emphasised the significonce of medical recor-
dings in neurvpsychology as. oy the progress ol the spaticl and temperal
resolution of in vivo neurotechaiques (Gur, Gur, 1991; Ober, Reed, Ja-
gust, 1992; Sejnowski, Churcliland, 1993), it has recently becoming ohb-
vipus that such data will suppert more credibility fer (single case} neuro-
psychologicul research, getting the tield more closed to the credibility ol
such widely respected physics and chemistry.

3. The detailed experimeninl study of the putivat is the younger kin of
the more general experimental method used in group approach. At this
point the neuropsychological investigation coin be viewed as a series of
experiments that generate cxplanatory hypothesis just in the course of
testing them (Lezak, 1993) as much as the regulur research proceeds.
The start hypothesis mayv be derived {(Canavan, 19935) i) {from the
tests results themselves (most frequently); ii) from investigator's consi-
derations concerning a variety of possible connections underlining = the
patient situation (effects of the locution, size, aeticlogy of brain lesion;
functions underlying test performances ctc.); iii) from literaiurc both on
clinical findings and on theoretical models explaining normal and distur-
bed behaviour (including data irom cognitive psychology, physiological
psychology, psycholinguistics, animal behaviour studies ete). The expo-
riments meet all standard research requirements including the investi-
gation of control subjects every time when no auppropriate nerms are
available or new tasks are developed or borrowed from related fields.
The size of the age, sex and education level matched comparison group
does not usually need to be very large, especially when common tasks
where normals perform at ceiling levels are employed. The possibilities
of the experimental designs used in this stuge are far too diverse to be
even listed; it is this place in the investigation course where the resear-
cher’s creativity can be largely expressed.
4. The ascerttinmeni of the patient’s findings to a theory (an old or a
new one) is the erown moment of any research; it integrates the results
into a general framework of knowledge and olfers significance to  the
entire inquiry. What is particular 1o neuropsychologicsl research is that

2 A pood ilustration of the role of a painstaking background information is
the case described by Canavan (1995) of a young female patient (IR) prosonting
with extremely poor speiling, almost complete alexin and jmpaired drawing abi-
lities following a closed head injury; however, she was able to read certain single
words including “horse®, “saddle*, “stirrup" and to draw horses, These Tpreserved
special abilities* would remain a mystery to any investigator who failed 10 take
note of the patient’s long-standing fascination for horses.

A less striking observation is that of one of my patienfs, a catholic priest,
who was severly motor aphasic due to an ischacmic cerebral accident but showed
a significant degree of prescrvation ol the pronunciation of such words as "God®,
“sermon” and few olhers currently used in the church.
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it permils to draw almost completely data-driven interpretations, as no
itheory is involved in providing the "natural experiment® represented
by each brain-lesioned patient to the investigaior {please see C and Fi-
gure 2 above); and by this mean it is a very reliable source of refutation
arguments for several hypothesis and theories conceived in  kindred
scicnces,

Some problems of the neuropsychological case study

A fair account of the issue has to display the weaknesses of the
single subject approach too. Unfortunately, they are almost as many as
its strengths.

Problems of the paticent selection

a. Statistical artefacts are due to the possibility ihat the start pre-
sumplien that the patient behavioural picture is duc to a specific foctor
—- namely the brain lesion — and not to some other factors which may
appenr even in the normal subjects 4s wrong. As the usuul start finding
in neuropsychology s a sort of dissockation, let us suppose — us an
illustration of this point — ihat we encounter a patient who show o
lew performance on the Block Design Subtest of the Wechsler Adult
Intelligence Scale (W ALS) while performing at normnal rates on all the
othors. On the other hand, if we examine the results of normal subiects
o W.ALS, we can find such differences betwoeen o normal subject’s sub-
lvsts porformances too; in fact, Field (1960) has published tables of the
"Abnormality of a Discrepancy® probabilitics for pairs of W.ALS. sub-
tesis, So, we can not simply rcject the null hypothesis alt the time when
we fice a behaviour pattern i bit more "unusual® in a brain-lesioned
paticat. Tt is the clinical exparience wnd level of knowledge of the in-
vesiionter which usually rule out polentially unrelevant dissociations.
No recearcher should be interested in dissceinlion between fasks il they
do not correlate highly in the normal populaiion; and for these tasks
the standard deviztion of the expected discrepancy? {o ¥ 2(1—o)] (Shil-
liee, 1979) iy small compared with o, hence the rate of such discrepan~
cles ozcurring amongst normals is low. Moreover, many dissociations are
sa wxireme that one would never observe them except in clinical popu-
Jatiens. Finally, il some replications are reportied a clear distinction bet-
ween artelacts and relevant clinical pictures can be drawn.

Problems of the haseline assessment of the patient

b. The problem of the premorbid abilities threatens the validity of
any diagnosis in neuropsychology (Lezak, 1993), A relatively low Me-
maory CQuotient (on Wechsler Memory Scale) in comparison with other
cogritive performances, for example, can not be ascribed entirely to

¢ The usual notation has been used.
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the brain damage unless the moemory perfermance of the subject before
the injury is unknown. But the estimate of the premcrbid abilities can
be inferred upon the person’s education, occupation, and socic-economic
background (Kolb, Whishaw, 1990); there also exist some formal statis-
tical procedures for estimating some premorbid cognitive performances,
especially for intelligence {Nelson, O, Connell, 1978; Thorp, Mahrer, 1959,
cited by Lezak, 1995; Wilson, Rzsenbaum, Brown, 1978).

c. A related problem is that of the possibility of an atypical orga-
nization of the patient's brain-mind system, which would question the
seneralizability of results found in her cr his case. But, with the excep-
tion of handedness and laterality the problem is, by ncw, totally hypo-
thetical. Nevertheless, as for any particular syndrome the amount oi
atipicality present in patients being studied as single cases is likely to
be different from the average, this apparent artefact would in fact be-
come o virtue of the single subject approach and a supplementary reason
aeainst the simple use ol siatistical methodology in neuropsychology.
Tust in the individual cases of "atypical* paticnts would the functional
srchiteciure declare jtself in the relevant symptoms (Shallice. 1979).

d. The nzuro(psychojfogical reorganisation after brain damage may
seoan important confound varialle. Hoswvever, it can oniy be dealt within
e oclinical a3 opposed to exporimental-statistienl framework. Some me-
ihzdological princigles help 1o surpass this difliculty (Shaliice, 1979): 1)
checks, using basic {esis, have to he done repeatediy to estimate  the
“slabilitys of the syndrome; i) if qualitative changes cceur, the results
from different phases of recovery should not be used for theoretical in-
wrences: iy I guimidioiive changes occur, allowance must be made for
inis in comparing results obtained i different times during the investi-
gation; iv) whenever o contrast beiween specific tests relevant for o
Jdissocintion is suspecied, they shouwld be performed in the sume  session
rsing a counfer-balanced design. The key tests should also be repeated
.m different sessions, well separated in time, to role oot the other con-
found variables ns fatigue or Jay-specilic foctors,

Problems of the experimental study

o, The use of the some pivticular tndividuals in series of erperi-
ments may be associated with the pitlull of putients coming to rely on
the previous investigations. 1t is the creativity of the experimenter in
developing new tasks and coaceiving appropiate experimental designs
which can rule out this possibility.

{. The high fatigability «f neurclogic patients muy drastically limit
the length of experimentai sessions and require, again, the talent of the
invesligitor,

g. The development of sivategic adaptations by each patient facing
a limited copnitive condition hias also to be kept in the experimenter’s
mind onid minimised by specific precedures.
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Problems of the ascertainment of the patient’s findings to a theory arc
of the main concern of the proponents and critics of the use of singic
cuse approach in ncuropsychology. As they largely depend on the theo-
retical framework of any particular research and are not directly rela-
ted to the empirical (clinical experimental) approach in the field, they
are ubove the aim of the present material and will not be considered
further®.

Some general problems

Two additional limits, specific to the realm of neuropsychology, arc
largely expressed by the single case approach: it is chronophagic and
requires long-drawn and continuously trained professionals. And it seems
is no way to avoid them.

Perspectives of single case approach in neuaropsychological research

One of the major reason ol maintaining psychology (and sccial scien-
ces, in general) in a secondary position in comparisoen with the natur:)
sciences is that its objeet of study can be affected by myriad faclors
which weuld be almaost impossible to contrel. Even in a robust area of
a gencral cognitive function as memory the progress of knowledge is
slow and scattered by many uncertainties; Neisser (1881) — one of the
parents of cognitive psychology — considered; "The resulis of a hundred
vears of the psychological study of memory are somewhat discouraging.
We bhave established firm empirical generalizations, hut most of them
dre so obvious that cvery ten-vears-old knows them anyway. We have
made discoveries, bui they are only marginalliy sbout meniory; in many
cases we don't know what to do with them, and wear them out with
endless experimental variations. We have an intellectually impressive
group of thecries, but history otfers little confidence that they will pro-
vide any meaningful insight into nutural behaviour®. Consequently, his
attitude was to call for the study of memory in more natural contexts
not limited to the researcher’s sei of concepts (Neisser, 1978, 1881)% And
for this context neuropsychology it a relevant nomination.

The first advantage of neurcpsychological evidences is that they can
be both important and counterintuitive. The entire list of possible fac-
tors that can affect & normal subject’s performance in experimental
psychology fades away when compared with the mugnitude and speci-
ficity of « neuropsychological deficit; it appears like a privileged view
into the structure of the information-processing system (Shallice, 1893).

* The interested reader is refered (o Badecker, Caramazza, 1985; Caramazza.
1986; Sartori, 1988; Shallice, 1993

It may be worthy to remark that somehow ironically Neisser should hav.
failed 1o mention amnesia researclh which offered a more natural and theoretical
chullenging vicew on the memaory.
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The second prierity of neurcpsychology is that it covers all polen-

tial arcas of the mind. Some mechanism --- as, for example, writing or
Jrawing — may not have bueen investigaled by the experimoental psy-

chologists kecause the difficulty of conceiving reliable  quantificnticns
for the usc with the normal subjects. But a disturbance of such functions
-— as in the case of agraphia cor constructionul apraxia, in the examples
used carlier — can be well documented by detailed elinical and experi-
mental accounts of brain-damuaged patients (please ses, in the line of
previous examples, Roeligen, 1983 and Heilmaon, Gonzales Rothi, 1935,
respectively). By "inverting® the set of disorders that might appear it
will finally be possible to map all subcompoenents of the mind (Shallice,
1693).

And it is in this context Lhat single ciuse approach is crucial. Almost
all its problems can be avoided or surpassed by caulion and cleverness.
The remaining statistical ones, cann be reduced by the recent develop-
ment of particular statistical procedures, specially designed for single
subjects (for details please sce Behrmunn, Byng, 1992; Guyatt et al,
1986; Wilson, 1987), For the same reasons it has been conceived a bor-
derline approuch, the group case study (Curamazza, Martin, 1983) in
which patienls are matched both for the behavioural abnormality (e.g.
agraphia) and the putative cuausative information-processing deficits
(such as dysfunctions of the linguistic and motor components of wriiing).
distinguishing it tfrom group studies where patients are grouped based
on a common syndrome diagnosis #s we have secen in the previous soc-
tions. In fact, as Marshall and Newecombe (1884) stated. “there are no
useful groups in neuropsychology; there dre only groupings of indivi-
dhals. And in crder to bo grouped in a rational, theoretically revealing
fashion, the members must first be investigated in highly detailed single-
case studies®. Any additional problem which may face the single case
approach in neuropsychelogy could be dealt by the development of dati
i:onks in which researchers from wvarious facilities pool their patient po-
pulations (Hannay, 1986). And indeed such a tool has recently been pro-
vided by the new Oxford University Press' journal NeurOctse: Case stu-
dies in ncuropsychology, neuropsychiatry, and behavioural neurclogy
whose aim — as discussed in its Editorial — is to "produce on an annual
basis o cumulative elecironic database in which single case investigations
published in Neurocase as well as additional selected investigations pub-
lished elsewhore will be summarised with respect to variables such as
nature of the symploms, lesion location and diagnostic category. Using
this database, investigators will be able to search a large number of
single case investigations to deline cohorts of patients on the basis  of
potentinlly relevant parameters such as lesion location, behavioural syn.
drome. and gender. Relational dalabases of this type have proven to be
of great utility in discipiines ranging from hchavioural genetics to neure-
andtomy and may ke expected (o be equally beneficial in the fields of
hehavioural reurclogy, neuropsychology and neuaropsychiairy« (Neuro
case Fdilorial Board, 1995).
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It is my strong belict thar by o judicious use of any patient we
encounter we will be able, step by step. to add new reliable evidences
to the edifice of knowledge in the realm of brain and mind.
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DONNEES CONCERNANT CERTAINES ATTITUDES
D'EDUCATION PARENTALES

LADISLAU FODOR

Universilatea Babes-Bolyai, Cluj-Napoca

ABSTRACT, Data Concerning Several Attitudes of Parentelar
Guidance, The educational action of the family constitutes a complex
pedagogical influence, whickh regards all the aspects of the child’s
development: physical, psychic, affective, wolitive, socin-meral

The goals of the studv are to investigate the situations in which
parents reward or punish the child. The results outlined several
general conclusions concerning the attitudes of paventeral guidance,

1. La problematique

Comme l'on sait, la famille constitue 1'un des facteurs primordiaux
de la formation, de 'é¢ducation et de la socialisation de lenfant. La
tamille représente en miéme iemps le cadre fondamenta! dans lequel
les besoins et les nécessités de lenfant sont satisfaits, les étapes du
processus de développement sont accomplies et les premicres qualités
morales et trait de caractére sont constitués. L'action ¢éducational de
la famille représente une influence pédagogique complexe, profonde
et solide, qui vise et aniraine toutes les directions du développement
de l'enfant: phisique, psvchigque, affective, volitive, socio-morale. Les
relations interpersonalles interfamiliales par leur complexité  jouent
un role decisif autant dans Ja formution et la consolidation des habile-
iés el des habitudes guotidiennes de comiportament, qu'en assurant
certaines conditions d’éducation adéquates. Le processus extremoment
complexe de léducation en famille deit se déployver de nos jours, con-
formément aux lois. aux nomes el aux principes psychopédagogiques
generaux qui favorisent la possibilité de lapparition de cerlaines con-
duites désirées, des traits positifs de caractere et de volonté 11 est
nécessaire qu'en famille les parenis offrent des modéles de conduile
correspondants, aceeptés du point de vuo social et moral qu’ils tiennont
compte du fait que les attitudes. les qualités. les conduiles morales.
les convicltion [inalement toules leurs manifestations exercent une in-
fluence formative et souvent décisive sur 'enfant.

L’éducation de T'enfant dépend donc dans une large mesure des
attitudes d’éducation. das besoins, des cxigences, des procédés et des
méthodes au caractére socialisant utilisés par les parenis dans les si-
tuntions differentes. .La réalisation en bonnes conditions des fonctions
de la  famille est — selon Banciu, Radulescu et Voicu (1987, p. 60) —
ia realisation adéquate du processus de socialisation®. La famille essait
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de déterminer le developpement de la personalité de Tenfant a laide
de movens, des techniques et des procédés varids, par toutes sortes
de formes et de mdéthodes, en cullivant Jes habitudes, les habilités, les
capacités et les aptfudes, en transmettant un systéme de valeurs, nor-
mes, principes, lois e, régles de conduite. De méme. elle assure, par
un methodologie specifique de l'éducation opportune. leur intériorisa-
tion sous l'aspeet de certaines convictions, intéréis, attitudes et moti-
vations. Dans cette perspective éducationelle la communication ver-
bale directe, le comportament éducatil des parents, les exemples per-
sonnels quils offren: a leurs enfants, les modalités et les formes de
renforcement, de punitioon e. de récompense. toute la presiation edu-
cative des parenis exercite une influence formative aux effets pro-
fonds et durables sur la structuration de la pérsonnalite de 'enfant.
En cette direetion Bagdy (1994, p. 11—18) parle primordiellement de
Uimportance des méthodes éducationelles de la famille concernant iz
nrocessus de socialisation de Yenfant,

Dans les derniéres annécs on peutr constater une amplification des
¢ctudes concernant Véducation en famille de lenfant et ,la plupart de
ces préoccupations s’axant suricut sur les problémes de peédagogie, de
psychologic ot de sanlé® {Banciu, Radulescu. Voicu, 1987, p. 13). On
est de plus en plus d'accord sur I'idée que les différences que lon:
peut observer dans le comportement des enfants de méme age s'expii-
qgquent dune facon fondamentale par la différences enregisirées dans
les pratiques d'éducation des parenis.

Tenant compte de cetie perspective, dans cetle étude nous nous
sommes proposé l'investigation de quelques aspects de certaines mo-
dalités el formes d'éducation des enfants emplovées par les parents
pour déterminer ei dirviger le développement des habilités et des ha-
bitudes de conduite socie-morales. pour la transmission de expre-
rince, des normes et des valeurs sociales, pour faciliter Dacquisition
des maodéles de comportement. Nous avons reporté Vattention, on pre-
miere lieu, sur le mode d'emploi par les parents de différentes formes
de désapprobation et de récompense, aspect quil nous indique au fond
le niveau de qualilication éducative des parents. L'emplo]l inadéquat
ou le renoncement & l'utilisation de ces instruments signifie ne pas
favoriser le développement des prodispositions, des traits de carac-
tere positifs ¢t de ne pas prevenir au reprimer les inclinations néga-
tives, de rencricer, au fond, 3 Tidée de la posibilité de la formation
de la personnalité des enfanis, parceque toute les méthodes de puni-
tion el de récompensation sonil (selon Borbély, 1969. p. 63) en der-
ni¢re analyse importantes instrumenics d'¢évaluation. Notre désir a
été done de relever certaines attiludes que les parents prennent dans
le cas o0l ils sont ou ne sonf pas contents de leur enfants, tout
comme les situation ou les parenis accordent des récompenses diverses
ou des punitions différentes. La plupart des auteurs accorde une im-
voriance particuliére aux évaluations et aux renforcements utilisés par
les parents dans le processus de 'éducation en famille. ,,L’enfant ne
peul devenir conscient de la gravité de son délit — dit Rose Vincent
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—, qu'en fonction de la facon par lagquelle celui-ci est jugé par son
milieu, soit familiale soit scolatres (Vincent, 1972, p. 71). En conti-
nuant Tidée on peut affirmer que les enfunts ne se rondent compt
du caractére mauvois ou bon de leurs fairts du conduite que dans fa
mesure ot ceux-¢i sont renforces par les parcnls. Donc en manoeu-
viant avec adresse des formes ¢t des technigues diverses d'éducation
les parenis reglenl au lond 'a conduife de leur enfant. ,.La familie —
affirme Osterrieth — y apparait plutet comme unc sorte de méca-
nisme de réglage® (1973, p. 46). Mais U'enfant aussi a pleinement be-
soin  .de se sentir accepté. écoulé, approuve, considéré, proilégé, aideé,
de ceux qui 'entourent® (Dimiiriu, 1973, p. 182},

Ayant comme point do  dépar: les considéralions mentionnées
ci-dessus, les objectifs de notre recherche se conerétisent dans linves-
tigation des situations dans lesguelles les parents accordent des ré-
compenses a leur enfants, la mise en évidence des punitions utilisées
surlout dans le processus d'éducation en famille, la mise en roliel des
formes de récompense utilisées par les parents dans les sifuations di-
verses.

2, La methode de recherche

Alin de réaliser les objectifs proposés nous avons utilisé un ques-
tionnaire centré sur les irois aspecis visés, considérés par la plupart
des auteurs comme ¢tant primordiaux dans le processus de l'éduca-
lion des enfant. Les sujets avaient 7—9 réponses indiguées & chacune
des {rois gquestions et ils devaient, en encerclan: le numéro de la ré-
panse, indiquer les réponses qui correspondalent a leur conceplion et
attitude éducatives et qu'ils ulilisaient chaquie jour dans le processus
de l'éducation de leur propres enfanis. De mome le guestionnaire a
offert la possibilité de lindicalion des autres réponses qui ne  figu-
raient pas parmj les réponses toutes faites. Clest un tel questionnaive
gque nous avons annexé a notre épreuve,

Nous avons employé cet instrument de iravail dans un groupe de
160 sujets, parents {méres et péres) de certains enfants d'age scolaire
mineur, de |' école primaire d'Odorheiu-Secuicse et de Cluj-Napoca.

3. Les resultuts généraus et Vinterprétation des résultats

Aprés l'enregistrement et la mise en ceuvre des donnees recueillis
a laide du notre questionnaire concernant ies situations oll les parents
récompensent leurs enfants, nous avons obtenu les résultats sulvants.
indiqués dans tableau no. 1.

Le tableau no. 1 nous indigque que plus de la moilié du nombre
des parents (55%) récompensent la sincérité de leurs enfants. Sans
doute le pourcentage indique-t-il importance majeur accordée par les
parents a ce trait de caractére moral. De miéme. on peut remarguer
une importance relalivement accentuée du nombre des parents qui
récompensent surtout ceux gqui effectuent promptement certaines ta-
ches  deésignées . Liaide en famille est la situation le moins récom-
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Tablean ne, 7
TLes choix des
Situations de réenmpense N parents

No. n
Obtenir de bonnes notes Isn 56 35
Aider dang le ménage 160 4 27.5
La discipline en famille 1680 56 35
ifaire les lecons 180 54 33.7
Le com portement civilisd 150 68 423
T.a sincérité 160 88 55
Accomplir les taches désignées 160 82 518
Autres situations 161) 22 13.7

pensee (27,509). D'ailleurs l'ordre des situations que Yon récompense
est le suivant:

. la sincérite:

. Vaccomplissement des tiches designee;

. le comportement civilisé;

. 1a discipline en famille;

. la réalisation des lecons:

. Ialde dans le ménage;

. 'obtention de bonnes notes a 1'école.

Ca vaut la peine de remarguer la proportion relativement dimin-
nuée des nombre des parents qui récompensent la  réalisations des
lecons ¢! Debtention des bonnes notes a 'école. Cela peut étre inter-
prété de deux facons: ou bien il s’agit d'une manque d'intérét vis-i-
vis de lactivité scolaire de Venfant, ou d'une certaine attitude éduca-
tive bien ruisonnée au sens que l'on considére ses aspects comme
quelque chose de normal ou de naturel, et non pas comme hors du
commun, dighe d’étre récompensc. A part les sept siluations indiquées
d’avanse & la premicre question, 13,74 des parenis ont présente
d’autres cas aussi ol ils acvordent des récompenses, par exemple: Van-
niversaire de Uenfant, pour un bienfait, lorsque, Y'enfant est diligent
et sage efc,

Les données obtenues concernant les punilions appliquées par les
parents des petits écoliers en cas de certaines contraventions sont pré-
sentées au tabieau no. 2.

On peut surtout remarguer la proportion accrue du nombre dus
pareats qui emploient de préférence la remontrance-reprimade-repro-
ches comme formes de punition dans les situalions de déviations des
normes de discipline. On peut encore constater que 3004 des parenis
emploient les interdictions (des filmes, de la 1élé, du sport etc.) comme
modaliies de sanction des déviations, L’application d'une peine corpo-
relle est consiatée en proportion de 21,2¢4 des parents, proportion
assez elevée, d’autant plus qu’'il s’agit d'une forme d’éducation inef-
ficace ayant des effets nuisibles sur le développement habituel, équi-
libré et sain de la personnalité de l'enfant. Le nombre des parenis gui
bafouent, obligen{ & resler a genoux, imposent des travaux supple-

~1 o W e o b
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Tubleais g, 2

Twclivations de

Forines de punition N parents

Now, "o
Remontranee-réprimade-reproches 160 e 72.3
Obliyer & rester & genoux 150 ig 1.2
Interdictions 160 48 30
Application d'une volée peise cotporelle; 160 34 212
Bafouer 160 G 3.7
Priver d'affection 160 12 7.5
Imposer des travaux suppiémentaires dans e mdnage 160 18 112
Ne pas respecter certaines promesses 160 24 13
Lecyns & apprendre en plus 160 34 212
Autres punitions 160 8 3.7

mentaires dans le ménage, ne respectent pas cerlaines promoesses, a
visiblement baissé. Mais il faul remarquer en méme temps la propor-
tion de 21,204 des parents qui cometient une erreur d'éducation inad-
missible, en obligeant lenfani 4 faire des legons supplementaires. A
la base des indications données par les parents I'hierarchie des formes
de sanciion est la suivante:
1. remontrance-reprimade-reproches;
2. inferdictions;
peine corparelle:
lecons & apprendre en plus;
obliger a rester a genoux:
imposer des travaux supplémentaires:
priver d'amour (d’affection);
. bafouer,
Les autres formes de punitions n'élaient mentionnées qu'en pro-
portion de 3,794 des parents intérrogés,
Quant aux formes de recompense employées dans la pratique
d'éducation en familie, les données obtenues sont présentées par le
tibleau no. 3.

T
e

Tableai no. 3

Mentions des

Formes de réeampense N parents
N "4

La louange 160 104} 325
s friandises 160 306 18.7
IJargent 160 14 R7
Jouets 160y 20 123
YVétements 160 34 21,2
Catesses-ciibrassandes 160 1040 82.5
Iivres [ {514] 64 i
Cemps libre supplémeniaire 160 21 15

spenser ces charges 160 [ 37
Autres formes 160 10 6.2
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I’analyse du tableau met en évidence suriout la proportion élevée
(62,504) des parenis qgui emploient comme formes de récompense pour
les enfants le louange et les caresses-embrassades, Donc ces parents
connaissent ou ils ont lintuition des effets éducationale positifs de
ces formes, sur unoe période plusg loengue. Sans tenir compte de la forme
de réalisation {un regard, un gesie, un mot, un sourire, ete)) la louange
par exemple est indispensable aux struclures de certaines caractéris-
tiques commoe: appréciation positive de soll-méme, la confiance en
soi-mem, le niveau adéquat d'aspiration, le sentiment de la surete, la
stabilité emotionelle, eic.

Une autre aspect intéressant qui vaut la peine d’éire mentionnd
est la proportion de 40%% des parents qul récompensent leurs enfantis
avee de divers livres. Clesi une situation réicuissante car le role iné-
gutnble des Hivres dans 1'évolution psycheintelectuelle et socio-morile
des enfants cst bien connu. Il n'y a que 3,7¢, des parents qui dispen-
sent leurs enfants des charges, et 8,7% qui accordent la récompense
sous forme dargent. Par la mise en ordre des pourcentages, le rang
de différentes formes de récompense est la suivante:

1—2. la louange:

1—2, caresses-embrassades;

3. livres:

4. vetements;

5. friandises;

6. teraps libre supplémentaire;
7. jouets:

8. argent:

9. dispenser des charges,

Il v’y a que 6,209 des 160 parents interrogés qui ont indigue cn-
core d’auire formes de récompense parmi lesquelles: la projection des
diafilms, des activités aux choix, donner plus facilement la permission
pour regarder certains snectacles ele,

Lo nombre moyen des situaiions et des formes indiquées dans les
irols domaines prin en ensemble est préscnié par le tableau no, 4.

Tablean o, 1

N Nombre maven des sifuntions

Te demaine . PR
et des formes indiquees

1. 160 243
T 160 1,97
y 160 251

Nous observons quautant dans les sifuations de récompense qu'aux
formes de punition la variéte ou Veveniail des mentions est assez ré-
duit. Done, en général, les parents emploient des fermes et des mo-
dalités correspondantes, mais Varsenal methodique en est réduit,
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1. Conclusions

Noire <¢tude a rendu possible den tiver quelques conclusions gé-
nérales concernant les attitudes déducailion parentales visées:

a) Cest la sincérite le trait de caractére de lenfant qui est 1é-
compensé par la majorité des parents:

b) En cas de punition la majoriiéc des parents se servent de la
forme complexe de remontirance-réprimade-reproches;

¢) Les récompenses utilisées avec priorité par les parents sont la
louange ¢t les caresses-cmbrassades. ce qui démonire des atfiiudes
d'éducation positivas,

d) L’aide dans le ménage est la situation olt les enfants recoivent
iz moins de récompenses:

e) Bafouer, priver d'affection el les iravaux supplémeniaires dans
le ménage constitucnt des formes de punitions utilisées par un nom-
nre trés reduit de parents.

f)y En ce qui concerne les formes matérielles de récompenses, on
peut mettre en ¢évidence le fait que le plus grand nombre de parents
accordent des livres (4004), et le nombre le plus réduit de parents
accordent de argent (8.707).

g) On a constaté une variété relativement réduite autant aux for-
mes de récompense et de punition, qu’aux situations dans lesquelles
les enfants sont récompenses,
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ANEXTE

Chers parents,

En vut de L reéalisation de certaines recherches pédagogiques, nous vous
invitons de donner la réponse aux questions ci-dessous. Nous vous remercions
davance de voire sincérilé dans les réponses.

1. Des situations énumerées, dans laguelle récompensez-vous vofre enfunt?
cencerclez les chilfres de devant les situations ue vous trouvez justes).
. Obtenir de bonnes notes
. Aider dans le ménage
La discipline en famille

Lo
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. La réalisation des legons

. Le comportement ciyilisé

. La sincérité

. L’accomplissement des tdches désignées
. Autres situstions (lesquelles?)

Eow) T O e

II. Quelles punitions employez wvous de préférence en cas de certaines
deviations? {encerciez les chiffres de devant les situations que vous irouvez
justes).

. Remontrance-réprimade-reproches
. Obliger a rester 4 genoux
. Interdictions
. Applications d'une volée {peinc corporelle-coups a aide de Ia maine ¢u
avec différents objects ete).

3. Bafouer

6. Priver d'affection

7. Imposer des travaux supplémentaires dans le ménage

4. Ne pas respecter certaines promesses

4. Lecons a4 apprendre en plus

10, Autres punition (lesquelles?)

Ha 00 U2 e

T, Quelles formes de récompense employez-vous? (encerclez les chiffres
de devant les situations que vous trouvez justes)

. Louange

. Friundises

. Argent

Jouels

. Vé&tements

. Caresses-embrassades

. Livres

. Temps libre supplémentaire
4. Legon & apprendre en plus
10, Autres formes (lesqueles?)

R B R T e
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PROBLEMATISATION ET DECOUVERTE —
INTERFERENCES ET DIFFERENCES

MUSATA BOCOS

Université Babes-Bolyal, Cluj-Napoca

ABSTRACT. Preblematisation and Discovery —  Interference and
Differences. The purpose of this study is to emphasise that learning
by problematisation and learning by discovery suppose  essentially
the conscious and active assinilation, through the students personal
effort, of the new knowledge.

Considering the fact that both problematisation and discovery
have a problem as the starting point, the connection hetween them

and the elements aspects which dicriminate between them are pre.
sented,

La terminologie pédagogique concernant la problématisation el la
découverie n'est pas unitaire duns la littérature spécialisée. Pour toutes
ves deux notions, les opinions des speciudistus oscillent entre les consi-
dorer comume des méthodes d'enseignemen! (ou procédés méthodiques) ou
bien les considercr comme des principes meéthodologiques et orienta-
tions didactiques, On doit dire aussi que la problématisation est parfois
levée meéme au rang de théorie de lenseignement ou au rang de tvpe
d’enscignement.

En allant au-delad de cette terminologie, 1'élément qui a une im-
portance vraiment exceptionnelle dans la problématisation et dans la

découverte est la création systématique des situations -— dénommeées
~Situation-probléme” — qui doivent stimuler 1'¢léve se poser des ques-

dons o1 puls d'y chercher les solutions. Stimultanément avec la mo-
bilisution de la penséc des ¢léves, la probléematisation et la découverte
créent pour le professeur it possibilité d'eviter les éléments communs
et répétitifs de lactivité denscignement-apprentissage, ainsi que la
possibiiité d'éviter la monotoniz, en introduisant dans lacte d'enseg-
nement les ¢léments d'invesiigation personnclie des élévas.

L'essentiel pour Tenseignement par problématisation et pour len-
seignement par découverie c'est I'idée que l'enfant doit assimiler les
rnouvelles connaissaince d'une maniére créative ot consclente, en deépo-
sant un effort el en s'appropriant simultanément des procedés d'opé-
fation avee les informations, On peut dire que lacliviié d’exploration
et de recherche déployée par les éléves se bose sur un probléme et
que les lois de résoluiion des problémes et celles du développement
de la pensée coinciden: dans une grande mesure; d'ici  est issue la
conclusion que le progrés de la pensée est conditionne de cette activite
mentale (qui implique aussi une activité manuelle) authentique. Au-
trement dit, la prohlématisation et la découverie représentent des for-
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messsoluiions pédagogiques par lesquelies on motive et on  stimule
I'éleve de participer consciemment ef intensivement & son propre dé-
veloppement,

En les considérant, dans une promicre analyse, des ,.simples® meé-
thodes d'enseignement, on peut affirmer que le processus d'enseigne-
ment est de iype actif ot que ce processus ost compris comme une
action d’investigation ef de résolution de problémes, aciion finalisée
dans un acte de découverte de nouvelles connaissances., Le point de
départ suppose, en problématisation auiant qu’en découverie, le lan-
cement d'un probléme ou d'une guestion qui a le role de stimuler
I'éleve & dépasser la difficulté impliguée par un cifort individoel de
recherche, par une démarche cognitive et de découverte. Dans ce gui
concerne la spécifité des questions utilisées en problématisation et en
découverte, on met Yaccent sur la wvalorisation de leur fonction pro-
ductive, dans le sens qu’elles doivent, graduellement, déterminer l'éleve
de se poser lul-méme une série de questions. On peut deonc tirer la
coneclusion que, contrairement aux lvpes ..classiques® denscignement,
Penseignement par problématisation et par découverte n'impliquent
guére la répétition du nouveau conienu. mais unc activité intelleciuelle
intense et originale.

On pourrait distinguer, en f{onetion des relations qui existent entre
le professeur et l'éléve et de degré dont le professeur dirige Vactivité
des éléves, plusieurs niveaux d'enseignement.

1. Le niveaw d’enseignement par receptivité ~ dans lequel le pro-
fesseur transmet des informations déji  élaborées, informations qui
seront puis mémorisées et reproduites par les éléves; ces derniers ont
donc un réle passif dans l'assimilation de nouvelles connaissainces.

2. Le nivean de la découverte dirigée — oG le professeur est ce-
lui qui a le role d'orienter et de diriger les mécanismes d’enseigne-
ment des éléves, en guidant leur processus de découverte vers une so-
lution unique (en utilisant des question supplémentaires, suggestions
¢ précisions).

3. Le niveau de la découverte puar problematisation — qui se ca-
vactérise par le fait que l'apport direct du professeur & la réalisation
de la découverte est diminue rélatif au cas précédent; ici sur le pre-
micr plan se trouve l'empreinte personnelle du chaque élove, Pour la
résolution du preobleme qui fait objet de sa investigation, 'éleve
est obligé d’émettre une série d’hypothéses qu’il doit les veérifier ex-
perimentalement ou logiguement en utilisant son propre répertoire
d’acquisitions. Au fur et au mesure que les ¢léves se fTamiliarisent avec
I'énonciation et la résolution de problémes. la problématisation sou-
tiendra l'enseignement par découverte en augmentant le wvolume du
travail indépendani des éléves.

4. Le niveau d’enseignement par unc recherche guthentique — ol
I'éléve détient une liberté totale d'investigation, Toutefois, I'ensecigne-
ment par recherche et implicitement ,.la recheorche pure” sont rencon-
trés irés rarement dans l'école, parce qu'ils supposent que l'éléve fait
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lui-méme une découveris, sans aucune indication (bien entendu, cette
probabilité est extrémement réduite).

Dans le processus d’enseignement, le contrdle exiéricur (exercité
par le professeur) du processus de decouverle (réalisé par les éleves)
est necessaire au moins & cause d=s motifs suivanis:

a. Les ddécouvertes scoliires ont comme but des connaissances quid
appartiennent & plusieurs sciences et qui ne pourraient pas éire trou-
vies seules que par les speécialistes dans le domuines impligués, cher-
cheurs cu personnes trés intelligentes et créatives.

b. En général, dans los découvertes de type didactique on ne suit
pas lentier chemin d'élzboration des connalssances (décrit dans 1'hisi-
toire de la science), mals on fait un appel & principsles étapes de ia
découverte {gui peuvent érre, 4 leur tour, medifiées et adaptées en
fonetion de ce qui est snécifique a Tactivite didactique respective).

c. Llassstance offerte mar le professeur réduit beaucoup le temps
necessaire pour faire la découverte: par l-impulsion donnée aux éléves
qui sont ,sur le bon chemin® (encouragements, mettre en évidence les
liaisons/connexinns entre connaissapces, soulinger les dléments essen-
lisls) ou par laide donné aux éloves gui sont encore ésitants et qui
n'onl pas trouve [z chemin vers la découveris (encouragements, revenir
aux divers aspects théoriques/pratigues, suggesiions, précisations)

d. En mime lemps que le prolesseur aide l'éicve qui découvre, Lo
premier insutle aussi, la passion e! jo respect pour la science. Pour
enseigner la science on doit: dépasser la limite de la stricte assimila-
tion des connaissance, déveiler, Yutilit¢ des connaissunces et créer 1ux
eleves les connditions pour découvrir vraiment Vessence ot aussi  la
beaulé de lu sclence et pour vivre intensément la joie de la décou-
verte.

Les considérations ¢i-dessus nous condulsent a la conclusion que
le precessus do oconnaissaoies avance souloment dans un cadre probié-
malique, c'ez-i-dive par u 1@ confrontation permanente enire is connu
¢! Vinenanu, vealises aiis do déchifivres ios nouveaux contenus d'idées,
Auwtrement din 1o alson ontve o probicmaiisaiion et la découverie
est irdés Clvolie, meéma indesiructible. Dune part Ja découveris se dé-
roule *'.ms un cadre problématisé (lonescu, Chis, 1992, p. 87), engendro
simulfanément aver 1o formulation dun problcmc que les ¢léves vong
Io résoudre on découvrant de nouvelivs vérités. Duutre part, selor o-
bert Gagnd, ,.par définid 0N la rézciution de la probléme implique une
découverte” ((Jagme, 1973, p. 128). el .la résolulion de probléav
comme meéthode fi"r_-\nsg;gnc-mz-:‘n:lg demande aux <€.oives a découvrir 151
régle d'ordrs supéiivur gans un aide speciai* (Gagné, 1975, p. 197).

On peul done cor "‘Urn gue la problémalisalion et aussi la décou-
verte ont comme point de deoport un problome, mais pendant gue lu
pmb‘omm sation pose un accenl sur Venlier processus de réselution
dit problime (qui suppoese 1."~*<ﬂ<'utim dractivités dlinvestigation-expé-
rimentation pour 1 golution, {atencments, tentatives, formu-

seher It
lation et vérifiestions d'hvpothéses), de processus proprement-dit de
découvertes et plus court. Dans le proccssus de résolution du pro-




M. BOCOR

o
[~
~

[

bléme, la découvere peut éire considérée une continuation de ia  pro-
blématisation, étant le moment final de cette dernicre, en temps que
Vutilisation systématigue de la problématisation assure un enseigne-
ment-apprentissage par découvertes suceésives, cn créant contintiment
des situations de découverte, La problématisation suppose un ensemble
de procédés et de relations opérationnels qui aide la connaissance hu-
maine, tandis gque la découverie suppose une analyse scieniifique de
Tobjet soumis a la connaissance afin de frouver ung réponse prouvée
par arguments scientifiques au probleme proposée.

Jerdbme Bruner a montré que lenseignement par découverie esi
sujet de rearrangement ou de transformartion des données, de sorte que
Péléve arrive 4 une nouvelle vision sur l'objet de la connaissance ct
aussi que la vraie problématisation suppose la madification de 1an-
cien systéme de représentations et da formation (avece les données re-
structurées de ce systéme) d'une sirueture tout neuve, qui correspond
4 un autre niveau d’explication seientifique. Ceux gqui s'instruisent
par découverte ont en méme ltemps la possibilite dapprendre Ja ma-
niere de pensée {qui représente l'ensence de la discipline respéciive) et
de se former .le sens des connexions”™ (qui. selon Bruner, constitue |l
cerur da probleme’y (Bruner, 1970, p. 115, 117).

La situation-probléme est construite sur une base formeée de sys-
téme de conneissances acquises déja par les éléves et sa résolution con-
duira & 'enrichissement avee des éléments nouveaux du répertoire
d'uequisitions des ¢léves, enrichissement dit & la participation entiére
(intellectuelle, affective et physique) de 1'éléve a la résolution du pro-
bléme. En méme temps avec les nouvelles acquisitions, l'¢léve sera
equipe avec les techniques de la recherche scientifique ef sera aussi
stimulé pour aborder le nouveau, pour se poser des problemes, pour
guestionner et se questionner. La problématisation et la découveric
représentent des meodalités de formation d'une atiitude ouverte vers
fa connaissance de ia réalité. & un degré tout proche de celui de la re-
cherche scientifique.

Ainsi, dans ce coniexte J. Bruner attribuc au cnseignement  par
de couverle les particularités de la problématisation et de la recherche
scientifique. en argumentant que dans le processus d'enseignement on
ne iravaille jamais avec les methodes purcs, mais avec des complexes
de méthodes dans lesquells les éléments communs des meéthodes §'in-
terpendirent ot se complétent. Le meéme auleur soutient aussi qu'il est
trés difficile de distinguer la différence c¢nire la problématisation et la
découverle, étant donnée essence de ces notions, Quand se réfere A
ta problématisation, Bruncr monire que: .ele favorise le développe-
ment des capacités de connaissance des ¢léves, Uintérét, la curiosiic.
i passion pour la science, aspiration vers competence: elle les enseigne
tes  stralégies heuristiques de 1a découverte, assure une  goquisition
durable des connaissance et le développement de la  personnalité de
I'édléeve®. Les €léves apprennent done, par l'eniremise de la probiémati-
sption, les stratégies heuristiques qui représentent jusfement lessence
de enseignement par decouverte. D'autre part, ,.dans une grande me-
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sure, ce qu'on appelle découverte consiste en savoir comment certains
formes efficientes de travail s’appliquent aux diffevents types de diffi-
culté®; T'ennonce, ci-dessus esi d’ailleurs un des objectifs de la pro-
blématisation.

Robert Gagné, en attribuant o la problématisation une valeur de
procedé methodigque heuristique, a montré que cette problématisation
précéde 'enseignement par découverte: , L'éléve est confronté avec une
situation problématigue, réelle ou simulée, dont il n'a été jamais en
contact, Les suggestions verbales sont minimisées ou peuvent meme
manquer totalemeni., L'¢léve s'engage dans «l'enseignement par dé-
couverte-; il invente une solution™. (Gagn¢é. Briggs, 1977, p. 39).

Regardés comme des composants d’un complexe de méthodes, Y'en-
seighement par problématisation et lenseignement par découverte peu-
vent accomplir soit le réle de méthode didactique. soit le role de pro-
cédé ¢t par conséquence n'est pas possible {(e; dailleurs ce ne serait
guére désirable, en raison d'efficience) leur utilisation exhauslive, sur-
tout qu’elle se combinent aisément pas seulement entre €lles, mais
aussi aver d’autres méthodss — la conversation, la modélisation, les
exercices ¢i les resolulions de problémes, expériment, la démonstra-
tion, laciivité indépendante et de groupe, etc. L’enseignement par
problématisation et l'enseignement par découverte peuvent contribuer
4 laugmentaiion du rendement de Penseignement et du apprentissage
seulement dans la mesure ol on les utilise avec discernement et créa-
tivité, aux cotes de autres €léments composunts du systeme méthodo-
.ogique adéquat au contexte circumsiantial concrel,

En somme, les avantages méthodologiques de la problématisation
ot de la découverte en qualité de mdthodes d'enseignement et d'ap-
prentissage sont:

— on peut les utiliser dans tous les miveaux du processus d’enseig-
nement et dans toutes les disciplines scolaives, en respectant bien sar
specifique.

— elles forment, en combinaison avec autres meéthodes, des com-
plexes mdthodiques de type heuristique qui ont le rdle dassurer la
réalisation dun enseignement ac:if et formatif authentigue.

— on peut les utiliser dans toutes les étapes du precessus instruc-
tif-éducatif el peuvent viser l'accomplissement de suivantes fins di-
dactiques: appropriation de nouvelles connaissances; formation de
notigns; fixation et consolidation des connaissances; upplication théa-
rique ou pratigue des connaissances; vérification et évaluation de
I'approprialion des connaissances,

Fn considérant leurs valences formatives, la problématisation et
la découvernic représentent des modalités pour déclencher et diriger
la pensgo des éléves dans la direction de la flexibilite, creativité et
inventivii¢, en comstituant aussi une variante moderne et efficace d'ap-
vlication du principe de Uappropriation aciive et consciente des con-
aaissances,

= Povichaelogia -Pacdagogia, 1271096
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IMPLICATIONS OF POSTMODERNISM IN EDUCATION

CRISTIAN STAN

Babes-Boivai University, Clui-Napoca

ABSTRACT. The way tuwards postmodernism of the contemporary
soclety raises multiple and complex chitllenges for education, The
global restructuration of the education svstems belonging fto meder-
nity, restructuration required with an ever greater need in our days,
will be achieved through the adjustment of the edvecational theory
and practice to the parameters of the postmodern age. This action
musl take as a basis. though, a very good knowledge of the impli-
calions that postmodernism will Lring over the ceducational pheno-
mencon. For the reason the present study addresses the main as-
peets that define and character the postmodern cducation,

Making iis debui right after the second World War, postmoder-
nism is essentially represented by a set of theories which criticise, in
& more or less pertinent manner, the programme of the Enlighten-
ment.

The Enlightenmen, which considered the human hisiory as a pro-
dressive process of emancipation, as an ever more perfectioned achie-
vement of the ideal man, conceived the education as the main way to
promote energically the social modernisation. The modernisation of
the society was understood as simultancous and linked with the re-
form of the cducational systems and theory. Thus, Lessing in his Edu-
cation of the human nation or Kanf. in his pedagogical writings, asser-
ted that man can only become man by education. and only through
education can the human species attain its destiny.

Taking into acconi{ the fact that one of the key elements of the
Enlightenment programme was education, the belief in the social cffi-
ciency of the cducational aclion and even in its aplicability as a uni-
versal solution for the problems of manking. ii is worth trying to out-
iine the main aspects that define the posimodern view over the edu-
cational phenomenon.

Postmodernism, as a chalienge te 1he Enlightenment. ompirism
and positivism, is characterised by a certain fragmentation of the pers-
veetives of the world. offered by science. by the re-contruction and
re-description of the theoretical trends which, at some point in lime.
pretended to be dominant, by an ambiguity of senses, or, more exactly,
by a ‘stylistic promiscuity’ that gives way and favours the eclectic
develepments {(Griffiths, 1995),

The postmodern discours: formation  implies a renunciation to
well-defined theoretical structures and their replacement with episte-
mologica! and conceplual means. The rapid deterioration of the not
ang ago waceepled scientific s.andavds. the move and more frecquent
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appeal (o theoreilca! disunificalion and desimplification and the pre-
valence ol what specialists call ‘eoherent eclecticism’, lead us to be-
lieve that the stage of ‘great sicries’ ag means of explanation is over-
come, both in the realm of sccial sciences in general and sciences of
education in particular {Cilinescu, 1993).

Thus, if the modernity aimed, in what corcerns the educational
phencmenon, to eslablish a sel of norms, principles and well defined
rules, meant to transform pedagogy in a science enjoying, a status as
dlose as possible to the poesitive sciences, in the present days more and
mere gpecialists talk about the colapse of the educalional theory that
we Wilness,

The main cause of this fact sgems io be the insufficient correla-
tion of the preseni-day educational system ccordinaies (still s:irongly
reotod in thz medernity paradizm) wilh the parameters of the post-
modern era, Siarting with this obscrvation, we will conseguently try
to capture the most important incongruencies between modern and
postmodern in the educational realm, and 1o idenlify the require-
meants of the postmodern schocling.

During the modern {imes, the role of the state regarding the edu-
cational realm was a monopolist one: the educational system was al-
most entivelv created and led by the state: the state conducted both
the econemic division of work and education’s adjustmeant to it; a spe-
cial task dealed with the eivie {ormation of ihe citizens and with the
building of their political lovally. Postmoedernism reserves the staie
role of facilitating decentralisation, of diversifying ihe educaticnal oi-
fer and to certify, through its qualified conirol structures, the quality
of this offer. Tt is aimed the achievement of flexibile and esasily adap-
table to sociely needs educational networks, able to satisfv the free
option of all the ones who wish to study.

There will also be subsianiial changes at the level of the coo-
tent of the education. Taking iato account the fact lhat the social ac
tors in posimeodernism becorae more and more aware that the acguisi-
tion of new and high qualily knowledge influences decisively the
acquire of high social statuses and that the roies opened 1o act ave in
a continuous redefinition and restructuration, due io the acccleration
of the technic-sclentific progress, there is a need of a conseguent di-
versification of the conient of education.

This diversification is alze asked by the magnitude of the pheno-
menon of mercnatilisation ol the information offer. This process of
mercantilisation is particulary generated by the more and more spread
pragmatic perspective. At ihe level of the individual who gets a pro-
fession. the main quesiion is no longer asked in terms of: ‘How true
this information is?'. but "To what does this infermation serve?, "How
effective is the practical use ol this information?,

In iis generic sense, school becomes a market of informational
consumpiion for ithe ones who want to get an education, an arena
where the educational offers compete. This happens mostly for ihe
higher education instituiions. The principle of equality of education
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chances suffers thus a reformulaiion: all subjects arc equal as enn-
sumers on the education market and have the liberly to choose ths
informational offer thai seems most convenient (Cowen, 1996).

Under the pressure of cducalion market, it becomes a primary
requirement the diversification of the educational contenis and the
provision of a high quality for the informational offer. Based on an
ever stronger link between education and research and development
in all the economic seclors, the information which would be  irans-
mitled through the didaciic aci is siruciured in compact modules, in-
cluding specific sets of knowledge that are oflered on the sducation
markei, The true value of ihe present-day education systems compri-
ses thus in the inlerest showed by the national or world ceonomic
market for the graduates of the insidtutions which belons o these
systems.

We can notice that she concern for the discovery of rules  and
principles tha! would malie possible the building of a national ieve!
homogeneous curriculum and of unitary systems of asscssmeni, a con
cern that belongs by definitinn to the modern era, bocomes obsolole
in the context of legitimativn and free of diversity, specific to posi-
modernjsm.

The criierion of periinence of the postimodern education sysiems
is the level of performance. If ance of the main educatinnal goals of
the education systems belonging to modernily was the creation and
consolidation of the cultural and national identity, the socialisation of
the individuals in the wel-deiermined environment of a socio-gpiritual
area, in the present days the criterin of efficiency ol the education
instituiions and the economic scope of education become more impor-
tant than their civic dimension. Naturally, wo¢ do not soeak aboul a
relation of opposition bewween lhese two ivpes of geals. but of an in-
version belween their weighis as desjderaies.

The present day education must form {functional competiences and
not ideals. The mission of education doss not Imit 1o lormation  and
spread of a general way ol life, legitimated by submission to a cer-
tain social sysiem: the almost exclusive aim of the didaciic process
becomes now the provision of social acotrs able to fulfill in a conve-
nient manner the roles of the oragmatic positions required by instite-
tiens (Lyotard, 1993).

The increased roie of the Tunction of prefessionniisation of educs~
tion and the close pzrspective of an cducaiion market of the operatio-
nal  competences reqguires a double task to the postmedern oducation
systems: on one side. 1o provide that type ol compelonces roquired by
the competition of the world cducation mavker (experts, high and me-
dium personnel for wop sectors), and on the other side, to insurve  the
necessarv competences ‘o lhe own social system. in order to Keep its
efficiency and internal cohesion.

In this respect ihere are needed radical changes io the muanagerial
system of the schools, in what concerns a mure {lexible and efficient
response 1o the present-day socio-economic chalenges; in tho  same




time, teachers from all levis musl be encouraged to take a greater
responsability for the cducational progress of their students, 1o avoid
a teacher-student relation that is void of its genuine content.

Essential changes in the educatien realm come up also at the level
feo the paramelers that define and guide the organisation and action
of the managerial syvstem of the school, Thus, taling into account the
ceomomic difficulties and the reality of the self-finance principle for
moest of  the education svsiems, we can notice 2 double trend: on one
side.  an increase of {he reguirement in what concerns the selection
of the teaching staff: on the olther side, a greater concern for the re-
crultemen: criteria for the candidates, so that their education should
e as liltle  as posible expensive and their consequent performance to
e likely 1o improve the image of the institation. fact that would de-
termine allocation of new funds (Corbett, Lesley, 1984),

The main sense of the concept of “postmodern” is linked, in Gianni
Vautima's opinion, with the fact that the societv in which we live is
ore of generalised communication (Vattimo. 1995). The world of post-
modern knowledge can thus be represented as a ‘game with full infor-
mation’. If the context ol modernity dealed mostly with incomplete
information games. wheve the level of performance of the learner was
a priori limited o the capacily of acgquisifion. memorisation and ac-
tuzlisation of the information, the conditions of generalised communi-
cation impose the rules of the game with full information (Lyotard,
1993). The possibilities offered by the huge memory of the electronic
computers and data bases presently permit the cqual and free acess
lo information. Bul the educalion does not only have the goal to in-
sure a simple reproduction of competences, il also have to insure their
progress. In these circumstances, the addition of performance in the
production of knowledge, for equal competences. is given by the ca-
npacity to ariiculale and connect information scts considered until then
independent. Thus, education should not limit {o transmission of in-
formation, but should inveive all procedures capable {o improve the
capacity of all ile students to connect and link  information fields
which were clearly delimifated by the iraditional organisation of the
science.

Not all the students. thoughm will attain the expert level in par-
ticular fields of knowledge or, more exaciy, not all the ones who pre-
pare for the praectice of a profession will acquire high enough opera-
tinnal compelences 1o success{ully endeavour the roles of the respec-
tive profession. The achievement of this goal requires the elaboration
of several coherven! measures dealing with the development of the per-
manen. education aond the jmprovement of the capacily of self-edu-
cation.

The resiruciure of the cducation systems in order 1o meet the re-
guircments of the postmodern world needs to pay altention 1o ano-
ther aspeer that is the lact thoal we witness a process  of multiplica-
tion of the Images of the world through mass media. process that ma-
Kos us lose the sense of readity (Vatlimo, 1995).
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Thus, at the level of instituiions of education belonging to mo-
dernity, we can notice an increase of the diserepancy between books
and reality, between theoretical and empirical, between theory and
practice, related more in a metaphorical way, even more, the exisience
of a certain reductionism in the process of conversion of reality in
ideas, concepts or thecries deiermined the generation of some sericus
difficulties for the students, in the ideniification and understanding
of the objective world (Lenzen, 1989).

The lack of effective significance of the rcirculated knowledge, the
incongruence thai exists between the nature of the transmitted infor-
mation and their cffective use, the cxcessive theorising and conceptua-
lisation represent dlements that lead to the overshadow of the intimate
details of reality; in this sense there is neded a reconsideration of the
relation symbols-reality, sign-significant, a closer relation education-
reality.

We believe ihat the scttlement of these problems, on which de-
pends, in a greai degree, the officiency of the present-day education
systems, becomes possible once the postmodern challenge is accepted,
but, in cut opinion, the efforis of the experts in this field should nol
be vriented iowards the elimination of the ideas of the modern peda-
gogy, buf mosily towards their reaclualisalion and their transformed
aplication.
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DIDACTIC STYLE — DIMENSION OF TEACHING ACTIVITY
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ABSTRACT, The. present noles appeared as a neecd of placing the
concept of . didactic stvle® in the sphere of teacher activity, there
~here he interreacts whith the students. TFven trough now it is
chary defined in the pedagogical literature, the taxonomy of the
inlernal wvariakles is nol exhaustive. An efficient operation asks
necessarily  the specification of the classtlication’s criteria of the
teacher's didaclic style,

H. Overstreet, specialist in education, was asked about the most
precious quality of a man who teaches another, especially of a teacher,
and he answered: [ He has to be himself a person who learn®. (1981,
pag. 338).

We can ask ourselves abou:r whai should redefine unmediated
and distinet the activity of the {eacher? The expression didactic
style® covers this respect of instruction and education. If it's so. we'll
see 1n the end of this work which claims 10 be a lueid, rational and
sensiilve openness to this problem, concerning constructively — if it's
possible —, the problems of any teacher.

,»To teach another person™ can be iranslated, at the leacher’s le-
vel, by the noun “methodology teaching”. This concerns the students
subjects and the object of instructive process {oo, because the teacher
and students are permanent factors of an inferactive activity.

There are three terms with distinct meaning in the activily of a
teacher: instruction-education, both of them being assimilaied with
teaching and learning. L. Witigenstein demonstrated us that instruction
doesn’t mean only ieaching. (Caietul albastru, 1993, pag. 42). He says
that “teaching means insiruction”. he delines insiruction as the ope-
rant action which makes us associate an image to a thing. Because of
this, learning through instruction leads 1o the construction of the psy-
chological mechanisms, to the creation of associations of ideas,

Generally speaking, learning reflects, step by step, the act of gai-
ning experiences, that have as general aim the knowledge with its va-
lues derivations: knowledge assimilation skill's forming,

We can see, from L. Vldsceanu's references (1981, pag. 27) thar
instruction and learning have a participative nature. The teacher is
situated in front of the management and the perfection of three com-
plex activities in order to report to this nature;

a) the knowledge of instruction theories required by the realisa-
tion of educational objectives;
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b) recognition of procesuality of instruction beginning with the
stage of activity planning;

¢) identification and description of the educational situations, and
of the means which allow or stop the instruction.

As a teacher, we have in mind the necessities, inlerests, values,
aspiraiions, expeciancies, moiivations and ideals of an age, of a ge-
nerastion. In this context, 's necessary to have a set of didactic vir-
tues, which are broadly treated in literature.

The relationship between teachers and students, which exist in
the context of the organisation of instruction activily, is hazed on the
facy that teacher and student are the main factors of the insiructio-
nal system. This thing can be represented like this (such as):

T E T — teachor
communication I — sludents

In this situation, the contribution of both personalities is very im-
portani. and the didactic style of the instructional manager creates the
adequate psycho-pedagogic climate to education. The teacher has a po-
sition of major importance in the structure of model. His very perso-
nality can be represented as a subsystem with many components, as
a function of with there are diffevent processes of influence about the
stizdents. The didactic style, regardless of its nalure — democratic,
avioeratic or formal, informal-gains porfect shop defined as the rela-
ticnehip between teacher-studenis and based on the interpersonal
communication.

1. Jinga (1989, pag. 74) declared thal five muiations appeared in
ithe eonceplion of the new siatus of the teacher with profound impli-
calions on the quality of formation and perfection of the didactic staff:

1} the essential change of {he {cacher’s social role in the school’s
perimeter and outside, through:

— krowledge {ransmission function:

— influencing on human consciences funclion;

2} the increase of the leacher’s role in the multidimensional de-
velopment of the student's personality through the change of the
instructive-educative relationships, through the fundamentation of the
Instruction process on scientific research;

3) changes in social-professional structure and in the content of the
exactingness of professional formation;

4) the multiplication of the relationships between school, teachers
and society. The las! aspect refers in a way to the political situation,

So, the new teacher’s roles need a clear framework. The cannot be
situated outside or simple near the traditional-acceptable roles; if is
neeessary to exist some  integrity or fundamental structure of the
teacher’s functions. To the question: “Which would be then his pro-
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fessional, essential, or proximal roles?s answoered three theorists, their
positions being different;

I. After Raths: 1. Expianation, information, demonsiration
2. The beginning and directing of the student’s
activity
3. Unificarion the siudent’s group
4. Creating of soclo-emotional security
5. The classification of attitudes and problems
6. Diagnosis of learning problem
7. Elaboration of teaching aids
8. Evaluation, recording and reporting of
results
9. Participating at the enrichment of activily
10. Arranging and organising of classroom’s
space
11. Participating 1o the prolessional and civic
life:
IT. After Amidon: 1. Student’s motivation
2. Planification
3. Information
4. Discussion management
5. Disciplination
6. Counselling;
ITT. After Gagne: 1. Atiraction and conirol of attention
2. Resulls communication
3. Siimulation of previous capacities actualisa-
tion
. Exposure of the learning situalion stimulus
Guiding for learning
Providing feed-back
Appreciation of performances
Providing transfer
9. Facilitation of storing in memory.

SEEE RN

The concept of educational sivle imposed recently in the pedago-
gical literature, its theoretical and practical connotations being consti-
tuted in the aria of recent research, concerning the didactic bchaviour
of the teacher, the teacher-siudent relatlonship and formation or per-
fection teachers. The term “siyle” has a loi of meanings. Ausubel was
talking about teaching style which mean the ieacher’s parlicular di-
mension of behaviour, the general features of this behaviour. Schelter
defines the educational style as a form of typical expression of educa-
tional reality, and Geisller identifies the stvles with the assembly of
ways of behaviour.

These particular meanings sel ol “constants® which could be
assembled into a united characterisation. The style is associated to
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behaviour manifesiing in the form of some structure — so not in the
form of separate elements — of influence and actlon, presents some

internal consistency, relative stability and appears as a product of the
“personalization™ of the principles and norms that deline the instruciive-
educaiive aclivity.

Reported to the student, the teacher is an exponent of the values
of culture and scicnce, the initiator of an “operative program™ This
consists of the wvivid, practical and meontal organisation activity of
delivering knowledge and relating to students. Information is situated
near by the reception channel — the siudent — giving life to the
instruction-learning activity.

The modern technigues of instruction determine modifications in
the relationship teacher-students, concerning the following aspecis:

— instruclion planning;

— knowledge assimilalion;

— valuing knowledge;

— claborating the individualisation sirategy of cducation:

— establishing contral, appreciation and correciing procedures of

educational performances,

Except the [lirst aspact all the other are pedagogical situations which
eaeh one offer 1o the students the paossibility of auto instruction. The
direct and unexpecied contacts produce to the studenis “shoch-cffects;
they employ all the reseurces to solve the new lasks.

The fact that one of the dimensions of teachor’s activities consittutes
ihe didactic siyle is proved by the rclationship between teachzr and
studonts, Instructive would be an analogy with the practised or known
styles from the theory of management. The most of these have the
meaning of structurized features generalised by aciion and not so much
of some individualised and particulized applied.

There is the possibility to place different the didaclic stvles on
iwo axes of coordinates:

Generalised Styles

Grouping Styles

Tndividual Styles

Styvles
{around inner variables of educational sysiem)

In vertical plan, the organization is from simple 1o complex. The
first styles offer identily to any teacher, and the others express unity
in attitudes, thoughts and actions of a group of leachers/methodological
assembliies, and the lasi styles represent some general modalitlies of
management o! instruction having didactical value based on the stra-
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tegies which are used. In horizontal plan, the siyles are formed taking
inte =zocount the changes used by any teacher around ihe inner varia-
bles of the educatienal processaims, objects, methods.

A siylistic profile varies after these indicalors: cognitiv-epistemo-
logical accents, particularities of the communication process, level of
management of the learning activity for the siudents, the nature of
socto-alfeciive behaviours and the organizational-methodological dimen-
sion of the action.

The students often label their teacher as lenient or exacting and
they seldom sustain, that the teacher is a well balanced person who
knows to compiete mutually all behaviour manilestations with all the
Himits they impose. It's very difficult to harmonise perfectly these as-
pecis: that is another reason for the students to notice during the
instruction with many teachers that didactical stvles used in their pre-
sence seem often lo he exciusivy:

Directive style (authorizative) Permissive style
Informal style {democratic) ———— Formal style (traditional)

Can :t be a proasi of pedagogical tact or of its lack, which should
e for the teacher nol only a deontological obligation, bui a ethical-
humznitarian vow? It seems to  be so. as Doring, Verwickel and
Caselmann, prove us in their classifications (Stefarovic. 1979, pag.

g0 a0y,
281 - 200).

I Aty Doring:

Dominating
Iconomical
Theoveilcal
Soctable
Tsthoical
Cerebral

T R LD N e

g

Afier Vorwickel: — concrete 1oostricily-concrete
2. spirftual-concrete
— personal- 3. naive-personal
subjeciive 4. conscions-personal

b

Ti1. After Caselmann:
-— Inpgotrop 1. phylosophyveally directed logotrop
2. method cally-scientifically directed
logairop
-—— podotrop 3. individually psychoelogically direcied
pedotrop
4. generally psyvchologically directed

nedntren

taxanomy of didactic slyles is still an open list. wailing the

S50 't completations in the education f{ieid. Meaning full remains
the fael tha thev need to repor: {recvently 1o students. In the teacher-
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student relationship the first proves his interpersonal competence by
the way he managed to humanise the relations he creates or to which
he directly participates. The teacher must posses pedagogical laet in
order to conscientiously fulfil the humanitary obligations, written in
the code of his own profession, because only in this way he could ge:
the [wll satisfaction and content of pedagogical activity.
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ROLUL ANXIETATII IN PERCEPTIA SOCIALA
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ABSTRACT, The Role of Anxiety in Social Perception, This study
locked at the effect of anxiety as trait on impression formation.
Person doscriptions  containing an egual number of positive and
negative senhtences were presented to two samples of subjects expe-
riencing anxiety/nonanxiety as trait.

Impression formation judgments were obtained and subjects’
reenll of details were assessed, The time taken to read each séntence
and to make each judgment was recorded. Results showed important
effects of anxiety as trait on encoding of negative details, end ela-
Loration of negative judgments Lut failed to demonstrate an anxiety-
linked recall advantage for negative sentences. Implications of these
findings for everyday person perception judgments are discussed in
torms of anxiety influence.

i. Problema studiata

Cercetarile de psihologie cognitiva ale ultimului deceniu au deter-
minat o schimbare paradigmalicd in siudiul emotiei, prin reconsiderarea
mecanismelnr cognitive responsabile de aparitia si mentinerea tulbu-
ririlor emotionale. (Izard, 1993, Mathews & Mac Leod, 1994), Perfec-
lionarca tehnicilor experimentzale ulilizale in examinareca diferentelor
intre subicctl ecu tulburari emotfionale si loturi de control, (Williams,
1988). precum si dezvoliarea teoriilor cognitive asupra procesirilor auto-
mate (Johnson & Hasher, 1987). au permis demonstrarea implicirii
acestor procesari in aparitia cemotiilor ¢i rolul cauzal al diferentelor in-
dividuale do¢ procesare a informatiei in anxietate i depresie. (Mathews
& Mac Lead, 1994).

Pornind de la aceste premise, studiul de fati si-a propus determi-
narea efectelor anxietitii ea tirasiturd. deci a procesirilor cognitive
subiacente acestei etichetadri. intr-o sarcind complexi, cu implicatii ex-
{rem de importanie, anume formarea impresiei.

Tn scopul ¢labordrii unor predictii testabile experimental. se im-
pune prezentarca sinteticA a cunosiintelor actuale privind influenta
anxielatlii asupra encodirii/interpretiarii si rcactualizarii informatiilor si
extrapolarea acestor influente asupra structurarii impresiel pe baza in-
formatiilor rezultate din interactiunea sociali.

1.1 Rolui anxietdtii in encodarea, elaborarca si reactualizareq
informatiilor

Anrictateq s$i encodarea. Siudiul encodarii stimulilor in conditi
de anxietate se bazeazd pe doud paradigme experimentale: paradigma
interferentei — reprezentatd prin proba Stroop si cea a identificarii
care utilizeazd probe atentionale.
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[ cadrul paradigmel interforentei, subiectilor 1i sc prezintd stimub
emotiorall distractori pe care {rebuie sa 1i ignore in timpul efectuarn
unei sarcini cenirale. Utilizdnd o variantid a probei Stroop, psihologii
Mathews & Mae Leod (1883) si Mc Nally (1990), au demonsirat cii su-
biectii cu un grad ridicat de anxielate prezinta o latentd mare in de-
numirea culorii cuvintelor cu conolajii anxiogene, sugerand faptul cd la
aces ia apar dificultati in ignorarea continulului emotional al stimulilor
Pe baza studiilor amintite, se poate considera ¢i subieciii neanxiosi, la
care nu se observid aceastd interferentd, posedid o serie de mecanisme
inhibitorii ce impiedicd alocarea de resurse cognitive peniru procesarea
stimulilor anxiogeni.

Paradigma identificarii, utilizeaza sarcini ateniionale in care su-
biectilor i se expun peniru scurt timp (500 ms) cuvinte cu conotiatie
cmotionald negativa si cuvinte neulre in diferite localizdri pe un mo-
nitor, Imediat dupd expunere. subiectul trebuie si ideniifice puncie
care pot apare in locul unui cuvani neutru sau al unui cuvant negativ.
In acord cu ipoteza alocarii prioritare a resursclor atentionale spre
stimuli emotionali negativi la subiectii anxiosi, experimentele efectuate
{Broadbent, 1988, Matlews & Mac Leod, 1994), aratii in eazul acssiora.
o latentd redusd a identificarii punctelor. Datele experimentale, suge-
reazd deci, faptul cA anxictatca se asociazd cu tendinta de encodare
prioritard a informatiel cmotionale negaiive, aceasiii encodare reali-
zindu-se prin implicarea unor mecanisme automate,

Anxietatea §i interpretareqa. Pe baza studiilor s-au obtinut dovezi in
favoarea ipotezei cd un grad ridicat al anxietdtii se asociaza cu lendinta
crescutd de a impune selectiv interpretdri negative asupra informatiilor
ambiguli, aceste procesiri realizandu-se constient.

Asticl, in cazul cvaluaril probabilitdtii de aparitie a evenimentelor
negative respectiv pozitive, subiccltil anxiesi acordd o mai mare pro-
babilitate cvenimentelor negative (Butler & Mathews, 1987). Aceeasi
eroare se Inregisireazd in evaluarea propriei performante pe baza in-
registririlor video (Cane & Gotlieb, 1985).

Pentru evaluarea aclivirii sensului unor cuvinie polisemantice, s-a
utilizat paradigma amorsajului lexical. In prima fazi, subiectilor 1i s-au
expus scurt timp cuvinfte polisemantice cu diferite conotatii emotionale,
apol au fos{ supusi unel probe de decizie lexicald peniru ridacini de
cuvinte,

Atunci cind intervalul intre amorsd si sarcina de decizie lexicald
a fost de 750 ms, sau 1250 ms, subiectii anxiosi au inregistrat un pu-
ternic efect de amorsaj al cuvintelor cu conotatii negative. Cand acest
interval s-a redus la 500 ms, efeciul a disparut, ceca ce demonstroaza
faptul c¢i procesarea amorsei este mediatéi de procese constiente. Pe
baza studiului, se poate concluziona ei la subiectii anxiosi se inre-
gistreazid o activare superioari a conotatiei regative a stimulilor
ambigui.

Intr-un alt cxperiment, Mac Leod & CTohen (1993), au prezeniai
subiectilor scurle pasaje contindnd o propozitie ambiguid cu o posibild
interpretare negativa sau neutrd, urmatid de o propozifie consistentd ecu
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una dintre interpretari. Subleciil anxiosi au inregistrat un timp de
latentd al comprehensiunii ce aratd impuncrcea interpretdrii negative a
propozitiel ambigul, Sublectil neanxiosi au demonsirat impunerea sen-
suiui neutru,

Anxietatea §i reactualizerea. In cazul influentei anxietftii asupra
reactualizdrii rezultatele obtinute sunt inconcludente. Astfel, studiile
care dovedesc acest efect, se bazeazi pe metloda autobiograficd. O
limitd a acestei metode, constil In imposibilitatea de a verifica dacd di-
ferentele observate reflectd o tendintd de a reactualiza informatia ne-
galiva, sau varialil ale experientei anterioare, deel nu este posibil con-
trolul expurcrii antericarc la stimuli negativi (Mathews & Muac Leod,
1994).

Intr-un studiu in care s-au ufilizat subiecti cu diagnosticul atac de
panicd, s-a inregisiral lendinta de reactualizare prioritari a stimulilor
cu conotatie anxiogena {(Mc Nally., 1989). Este posibil insi, ca aceasti
tendintd si reprezinte o irasaturd clinied specificd atacului de panica.
$iony o caracteristicd generaldl a anxictitii,

1.2 Formareq impresiei

in procesul de formare a impresici, are loc o integrare a sensului
inlormatiilor referitoare la o persoani {intd, pe baza cunostinielor an-
terioare, reprezentate de categorii (stercotipuri), trdsaturi si comporta-
mente. Problema modului de struciurare a informatiel in elaborarea
impresiei, este mult dezbitutd in domeniul cognitiel sociale, un rol im-
portant filind atribuit reiatiel intre cele irel {ipuri de informatie
mentionate.

Kunda & Thagard (1996), propun un model conexionist al formarii
impresiel avand urmatoarele caracteristici:

— Cele trei tipuri de informafii: stereolipurile, comportamentele
respectiv trasdturile sunt reprezentate prin unitdti cognitive (noduri).
in cadrul retelelor eonexioniste.

— Asociatiile pozitive dinire doud caracleristici sunt reprezentate
printr-o legilurd excitativa intre unitiatile care le reprezintd, iar asocia-
tiile negative printr-o legaturd inhibitiva,

— Pentru o caracteristick observatd, se stabileste o legaturd oxci-
tativa, intre unitatea reprezentand acea caracteristicd st o unitate spe-
ciala ,,OBSERVAT“, intotdeauna aciivd. In acest mod informatia ob-
servatd se distinge de informatia rezultatd prin inferentd, avand fala
de aceasta o stare de activare superioari, Informatia observald este con-
sideratd intotdeauna adevarata (figura 1).

— Dupd activare, unititile isi adapteazd valorile de activare, in
functie de legiturile excitative/inhibitive pe care le au cu alte unitati.
Ciclurile de activare se repetd pind cand unitdtile ating niveluri stabile
de activare (variatiile nivelului de activare de la un ciclu la altul sunt
minimec), situatie In care reteaua este stabilizatd. Dupd atingerea stabili-
titii, nivelul de activare al unei unitati reprezinti gradul in care unei

10 — Psycholegia—Paedagogia. 1—2/1996



146 C. SARBU

STEREOTIP
ASATUR!
TRAS STATUT SOCIAL
SUPERIOR
™
*
- »
COMPORTAMENTE ATAC FZIC RAZIC

Fig. 1. Madul de integrare 2l sterestipwilor, trisaturiler i com-
portamentelor in cadrul reterei neurcmimetice  (Jupi  Kunda
Thagard:

persoane ii este atribuitd caracteristica respeciiva. Impresia finald re-
zuitd din combinarea celor mai active caracteristici.

Precesul de formare a impresiei urmeazi urmatoarelor patru etape:

a) Activarea informatiel obscrvaie

b) Extinderea activirii de la observaiil la asociatiile lor imediate.
Aceasta determinid o crestere sau scidere a nivelului de activare al
asocialiilor, in functie de natura legitiurii cu observatiile initiale {exci-
tativesinhibitive). Taria §i tipul conexiuniior dintre constructul observat
si asociateie sale, este determinai de cunostintele anterioare, {(expuncrea
anterioara).

o} Integrores informatiei si realizarea de inlerenfe, prin activiri
succesive. in cadrul retelei siabilizate,

Aceste procese permit dezambiguizarea automatd a sensului infor-
matiel oferite. Consecutiv, in cazul In care observatorul nu ajunge la
o intelegere coerenid a informatiel, dacd informatia este nefamiliara,
sau in cazul unor motivatil de interpretare particulard a tintei, se rea-
lizeazd inferenie suplimentare controlate,

d) Elaborarca impresiei finale, prin integrarea construcielor ac-
tivate proces controlat de asemenea constient.

1.3. Ipotezele cercetirii

Pe baza siudiilor existiente se pot formula urmitoarcle predictii:

— la subiectii anxiosi, timpul alocat encodarii informatiilor negatives
este mai mare decit cel alocat encodarii celor pozitive:

— la subiectii anxiosi, judecitile negative sunt elaborate mai rapid
decat cele pozitive:

— la subiectit anxiosi. numdéirul judecatilor negative elaborate este
mat mare decdt numarul judecitilor pozilive;

— in procesul reac.ualizirii nu apar diferenje intre subiectii anxiosi
respectlv neanxjosi.
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2. Metodologia cercetarii

Design-ul experimental. S-a utilizat un design mixt, in care anxie-
tatea ca trasfturd (variabild etichetd), cu dous modalitati: anxiosi/ne-
anxiosi, reprezintd facioru! intersubiceti, iar factorul intrasubiecti, in
functie de procesul studiai (encodare, claborare, reactualizare) este: 1i-
pul detalivlui (pozitivinegativ), pentru encodare, tipul judecadtii (pozi-
tivi/negativi) in cazul elaboririi, respectiv tipul detaliului (pozitiv/ne-
gativ) pentru reactualizare.

Esantioanele au fost selectionate pe baza chesilonarului STATD X2,
utilizandu-se ca scoruri prag, valori mai mici de 35 peniru grupul: ne-
anxicsi si mai mari de 48 pentru grupul: anxiosi (Spielberger, Gorsuch.
1970). Volumu! esantionului este 60 subiecti, repartizati in mod egal
(30 subiecti) in cale doud grupuri.

Variabilele dependente utilizate au fost: timpii de reactie necesari
encoddrii detaliilor (pozitive/negative), respectiv elabordrii judecatilor
(pozitive/negative), numarul de judecdti elaborate i numarul detaliilor
reactualizate (pozitive/negative).

Materialele stimul. S-au aledtuil caracterizdri peniru doui perso-
naje: unul feminin si unul masculin, cuprinzind fiecare cate 12 deserieri.
sub forma unor scurte propozitii explicitind diferite comportamente.
Propozitile s-au inregistrat separat pe cite o [isi. In cadrul celor 12
descriptori. primul si ultimul aveau o conotatie neutrd, 5 o conotatie
pozitivil st 3 conotatie negativa.

Procedurd. Dupd selectarea subiectilor in cele doud esantioane, fie-
care a primit urméitoarele instructiuni: Vi se vor prezenta, sub formu
unor scurte propozitii, informatii referitoare la un persongj feminin si
whul masculin, Trebuie sd citifi cu atentie flecare propozitie, incercdnd
sd vd formati o impresic cat mai clurd asupre personajului respectiv.
Cdnd ati terminat de citit o proporzifie veti actiong cheia -de reqctie (se
aratd),. i veti primi o nowd ligd deseriptivd, Dupd fiecare prezentare a
unui personaj vi se vor adresa o serie de intrebdri” Dupi familiarizarea
subiectilor, s-a trecut la desfasurarea propriuzisi a experimentulul. in
{azu de encodare, subiectilor 1i se oferd randomizat informatiile (util pen-
tru fiecare personaj, cit si in ordinea de prezentare a personajelor ms-
culin feminin). Urmitoarea etapd a vizat cvaluarea impresiei, pe buza «
opt scale tip diferentiator semantic in 7 trepte, cuprinzind dimensiunile:
incompetent/competent: neinteligent/inteligent: cu  isucces/suecces in
munci; antipatie/simpatic; timid/indraznel; nefericit/fericit; cu mariaj
nereusit/reusit, necooperant/eooperant in muncd. Categoriile utilizate
s-au bazat pe studiile anterioare (Forgas, 1987, 1995), ce evidentiazi ca di-
mensiuni majore in procesul de evaluare, competenta In sarcind res-
peetiv integrarea sociati. In elaborarea descriptorilor, s-a tinut cont do
dimensiunile utilizate in cvaluare. Judecitile elaborate, s-au considerat
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negative, dacd se incadrau in primele irel trepte aie scalei, respeciiv
puzitive in cazul incadririi in uliimele irei trapie.

Consecutiv prezentdrii si evaluarii personajelor s-a acordat o pauzi
de 5 minuie, In care subieciilor il s-a distras atentia de la proba ex-
perimentala. Apoi au fost solicifaii s& noteze toaie detaliile pe care si
le reamintesc, referiioare la cele doud personaje.

1]

3. Rezultate

Rezultatele obiinute sunt sistematizate. pe baza celor patru varia-
bile dependenie luate in studiu.

A. Timpul de latentd al encodirii

Pentru {iecare subiect s-au calculat mediancle {impilor de laientd
ai cacodarii detaililor pozitive respectiv negative. Aceste dale au fosi
preiucrate uliorior utilizdand ANOVA bifactoriala, anxietatea eca triasaiurd
{anxiost/neanxiosi). si  tipul detalivlui encodat (pozitivinegativ). fiind
factoril implicati (tabelul 1.

Lihiolul 1

Timpul de latenta al encodirit in jonetie de tpul desalinlng si andetaiea
en trasdrd (s)

_“\\'i PP AL

\‘\ Detatii + D 1 Medii {Anx.)
ANNIBTATE ™~

Anxicogi 1uli 2648 2,081
N iy 1 K07 1,502 1,351
Aedii (et s 1.760 2073

Apare un cflect principal al anxiclitll ca trasifurd in encodarea de-
tatiilor F(1,58) = 10.39, p < 0.01. Astfel, timpul de latentd al cncodarit
la subiectii anxiosi esie mai mare (M =2.281s), decéi la cei neanxiosi
(31 = 1,3b4s).

D¢ asemenca tipul detaliului are un efect semnificativ, F(1,58) = 8.69,
P 0,000, detaliile pozitive fiind encodute mai rapid (M = 1,76Us), de-
it cele negative (M == 2,073s).

In plus, se evidentiaza un efect de inreractiune inire anxistate si
tipui detaliutui #(1.58) - 15504, p < 0.005, Aceastd interaciiunc este
semmnificativa, numat in cazul subiectilor anxiosi, F{1,20) = 19.49,
BT 00001, I acestia, timpul de encodare al detaliilor negative, fiind maj
mare, (Mdn. = 2,648s), decit cel al detaliilor pozitive (Mdn = 1.914s).
{(lteura 2). Deci se confirmid ipoteza alocdrii prioritare a resurseclor aten-
tronale pentru informatia negativa, efect accentuat de catre anxiefate,
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B. Timpul de latentd al elabordrii judecdtiloy

Pe baza medianclor timpilor de latenti sl judecitilor (pozitive/ne-
gative). s-a realizat ANOVA bifactoriala, variabilele independente luate
In studiu fiind. anxietatca ca trasdturd (anxiosineanxiosi), si tipul
judecitii elaborate {pozitivi/ncgaiiva) (tabslul 2).

Tabelnl 2

Timpul de latents al elaboricii judecitilor in functie de tpul judecdtii sl
anxiclaten ea trasdturd (¢

TIP JUDECATN

Jueleeati - Tuddeeati AMed it {anx.}
ANXIETATE
Apxiogi 3,493 2633 3074
Nenpexiesi 1,500 2,251 1,875
AMedii {jud) 2 498 2,153

Se obtine un efeci semaificativ al anxictatii ca wisalurd, I'(1,38) =
79,14, p < 0.0001, subicclii anxiosi Iwegistrind un timp de latenid ai
judecdtilor mai mare (M = 3.074s) deciir col neanxiosi (M - 1,873s).

Aparce un efect de interactiune semnificativ intre anxietate si ti-
pul judecatii, F(1,58) — 24,67, p < 0,0001, la subiectii anxiosi latenia
elaberarii ijudecatilor negative fiind mai redusa (Mdn = 2.653s), decar
o judecatilor pozitive (Mdn = 3,493s), F(1,29) — 17,05, p < 0,000
(fig. 3). In cazul subiectilor neanxiosi, latenta judecatilor pozilive este

mai redusi (Mdn = 1,5s), decdt a celor negative (Mdn == 225Is),
F(1.29) - - 9.22. p < 0.005. In consecintd, se conlirmd s a doun ipoisza

ctil

reforitoare la elaborarea mai rapidd a judecatiler negative la subi
anxlosi.
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C. Numdrul judecdtilor elgborate

Pentru fiecare subiect, s-au inregistrat numarul de judecidti pozitive
respectiv negative, elaborate. Rezultatele au fost prelucrate statistic,
utilizind ANOVA bifacioriald, anxiefatea ca trasiturd {anxiogi/neanxiosi)
si tipul judecétii elaborate (poziiivd/negatlivd) fiind variabilele indepen-
dente (tabelul 3).

Tabelnl 5

Nuwdirnl judeedtilor elaborate in iunefie de tipul judecdfil ~i unxietatea
i frasiterd

_TIP JUDECATA

Judeeati - Tudeeiti — Medii (anx)
ANXIETATE ™
Anxiosi 4,24 58 5,01
Neanxiosi 7,66 48 5,23
Medii {fud.) 395 3,3

Anxietatea are un efect semnificaliv in  elaborarea judecitilor
F(1,58) = 6,704, p < 0,053, numarul judecatilor (pozitive/negative) ela-
borate de subiectit anxiosi [iind mui redus (M = 5), {ata de subiectii
neanxiosi (M = 6,23).

Se inregistreazd un efeet semnificativ de interactiune, F(1,58) = 29,95,
p < 0.0001. intre anxietatea ca trasiturd si tipul judecdtii elaborate
({i;gu1‘a1 4). La subiectil anxiosi, apar mal multe judeciti negative
g

¥
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Wig, 4, Influenta ansietatil asupra awmdrulod judecitilor claborate.

cel neanxiosi, mai multe judecidti pozitive (M = 7,66} decdt negative
(M = 48), F(1,29) — 20,93, p < 0,0001, Deci, a ireia ipotezid este con-
firmati, subiectii anxiogi inregistrind un numair mai mare de judecati
negalive decit pozitive,

D. Numdrul detaliilor reactualizate

In prelucrarea statistica a numdarului detaliilor reactualizate s-a
utilizat ANOVA bifactorialad, anxietatea ca trasiturid (anxiosi/neanxiosi)
si tipul detaliului reactualizat (pozitiv/negativ) fiind variabilele implicate
(tabelul 4).

Tabclhul f

Nomitrul detalillor reactoalizate in functie de (ipul detalinlui si anxbelatea
ca trasdturd

TIP DETALIU

Tretalii - Tretalii — Medii {anx.)
\NXIETATE - )
Anxiosgi 4,6 4 46 4,53
Neanxiogi 4,26 1,66 4,46
Medii (det.) 4,43 4,56

Analiza datelor nu relevd influente semnificative ale anxietitii ca
trasiturd sau ale tipului defaliului asupra numarului detalillor reactuali-
zate. Deci a patra ipotezd a cercetirii este de asemenea confirmati
{figura 5).
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4. Interpretarca rezultatelor

Modelele cognitive ale anxietdfii (Beck, 1985; Williams, 1988), su-
bliniazi rolul pe care prelucrdrile preatentionale ale stimulilor emotio-
nali il au in declansarea st mentinerea fulburdrilor anxicase. Din
perspectiva paradigmei conexioniste {Cohen, 1990}, atentia este echi-
valenid cu gradul de activare al unitatilor cognitive, deci alocarea re-
surselor atentionale spre un anumit stimul semnificd activarea unititilor
ce codificd stimulul respectiv.

Rezuitatele obtinute, aratd o legéturd intre rapiditatea encodirii si
anxietaie, subiectii neanxiosi encodand mai rapid decat cei anxiosi.
Acest fapt esie in acord cu rerultatele unor studii ce dovedese o ac-
celerare a procesirii in cazul unei stiri aleclive pozitive (Isen, Means,
1983; Wegener, Peity, 1995). Latenta mai ridicati a encodarii aparutd
la subiectii anxiosi, peniru detalii negative, se poate explica pe baza
modelului retetelor cognitiv-afective (Bower, 1881; Forgas, 1987), ce
postuleazd o procesare prioritard a informatiilor congruente cu o anumitd
dispozitie afectiva.

In cazul elaboririi judecatilor, timpul de latenti mai redus al ju-
decitilor negative la subiectii anxiosi, respectiv pozitive la cei neanxiosi,
se poate explica pe baza unui rest de activare al unititilor cognitive ce
codificd cele doud tipuri de informatie. Acest rest de activare superior
al unitatilor ce cedificd stimulii negativi la subiectii anxiosi, provine
din activitatea repetatd la acestiz a unor asociatii amenintaioare. In
termenii modelului conexionist al formdirii impresiei, prezentat, ob-
servarea unei anumite caracteristici va activa prepondereni, pe baza
conexiunilor exisiente, unitatile care poseda deja un rest de activare
ridical. Acest fapt va determina structurarea unei imagini negative, pe
baza informatiilor activate.

Rezultaiele obtfinute in cazul reactualizirii informatiilor sunt in
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acord cu modelele ce suslin o asocicre inire anxielate si procesirile
preatentionale, respeciiv depresie  si procesarvile sirategice (Williams,
1988). O explicatic particulard a rezullalelor se bazeazd pe ipoteza uneid
prelucrari semantice insuficiente a stimulilor, fapt ce va trebui insd
verificat intr-un studiu viitor,

Procesele emotionale reprezinid deci, un factor extrem de important.
o moduleazi struclurarea informatiilor in cadrul perceptiei sociale. [n
plus, avand in vedere pondersa pe care formarea impresiel o detine in
diverse domenii (juridie, pelitic, selectia si evaluarea personalulul, ete.).
decelarea si contrelul factorilor perturbatori va constitui o tema de mare
interes pentru cerceiarca psihologica a secolului XXI.
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ABSTRACT. Implicit Memory — Conceptual and Methodological Ex-
planations and Practical, Implications. Implicit ;/ explicit memory dis-
tifction is most vigorously expiored topic in current memory research.
There are two main paradigms concerning this distinction; 1. Reivieval
Intentionality Criterion (RIC); 2. Process Dissociation Procedure (PDP).
According to RIC, implicit explicit memory distinetion is a di-tinclion
hetween unintentional / intentional memory. There are {wo kinds of
implicit memory (Graf & Komatsu, 1964; Komatsy, Graf 1993;; 1) unin-
tentional with gwareness of targets prior study list occurrence: 2) unin-
tentional without awareness of targoets prior study List occuinrence. Fxpl-
cit memory in intentiona! with wwareness of targets prior study it oc-
currence. According to PDP, implicit / explicit memory is a distinction
between non awgreness / awareness memory. PDP placed implicit and
explicit forms of memory in opposition so, as to mathematically separate
the two components within a  taks  (Toth, Reingeld & Ja-
coby 1994, 1983). Tue problem is  the pefation  bpetween  non
awareness [ awareness distinction and unintentional [ inten-
tional distinction. In other words, what does awareness in implicit
memrmory test mean? Gral considers that awareness of targets pror
stucdy list occurence in implicit memory test js another kind of implicit
memery thay is unintentional with awareness of targels pricr study
list occurrence. Jacob, considers that awarencss of turgets prior study
list gecurrence in implicit memory test is an explicit (controlled or in-
tenlional) contamination. Jacoby doesn't belive in existence of unin-
tentionsl memory with awuareness seeing it to be & phenomenology ol
remembering rather than an underlying process of memory retrieval.

In our experiment we try to: 1 — to demonstraie that unintentionil
memory with awareness exisis and PDP can not measure i, 2 — fo
stucty the LOP offect on unintentional memory with awdreness; 3 - to

discuss some conceptual and methodological problems concerning fm-
plicit memory concept.

Mote: Precizati-vd termenii cand disentali ou wine”

. Voltaire

1. Introducere

Orice cercetare stiintificd se realizeazd in cadrul unei paradigme. O
paradigmd constd intr-un set de cunostinte si modele de cercetare care
chideazd activitatea stiintificd in cadrul unei discipline. Acest set de
cunostinte si modele de cercetare nu poate fi testal experimental, astiol
ca el nu este coreet sau incorect, ¢i doar util sau inutil. Paradigma are
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atat influente pozitive cét si negative asupra  activitatii de cercelare
(Kuhn, 1976). Influcntele pozitive sunt exprimate de faptul cd aceastu
evalueaza rigures noile prestatii stiintifice, elimindi jdiosincraziile inutile
in ciutarea problemelor si a metodelor de cercetare, educd noii cercetd-
tori in spiritul unei paradigme care a dus la succes, ete. Influentele ne-
gative apar ca o consecintd a faptului ¢d paradigma, prin constréngerile
pe care le impune, duce la negiijurea sistematicii a unor fenomene sen-
nificative peniru demeniul studiat, primeste c¢u reticentd descoperires,
favorizeazd stercotipuri teorctico-metodclogice, ete. (Kuhn, 1976; Mi-
clea, 1994).

Aceste consideratii sunt valabile si in cazul cercetirilor asupra me-
moriei sistemului cognitiv uman, Traditic de corectare ca urmare a suc-
ceselor obtinute de Ekinghaus in cercetarca memoriei are ca nucleu tare
urmélearele asumptil teoretico-metodologice: 1) itemil care se utilizeazd
in probele de memorie sunt predominant de naturd verbald sau imagis-
ticd (silake fira sens, litere, cuvinte, fotografi, ete); 2) evaluarea acura-
tetel memoric’ se realizeaza prin teste de recunoastere s repraducere.
Aceasti optiune teoretico metodologicd si-a adus un eport serios la iin-
bogdtirea cuncstintelor noastre despre memorie dar nu acoperd intreaga
complexitate o wacesteia, Spre exemplu cste foarte grew si verbalizdm,
sd recuncastern sau sd reproducem, regulile gramaticale pe care le-am
utilizat in generarca unei expresii lingvistice. Aceste cunostinte sunt im-
plicite, nonconstiente, greu verbalizabile: cle se evidentinzd indirect prin
modul in care influenteazd comportamentul (David, 1995).

Pornind de lis aveste considerente Graf & Schacter (1883) propun dis-
tinctla intre memeria explicild ¢i memeria implicitd, Memoria explicita
presupune rejactualizarea intentionatd siu constientd in faza de test a
informatiel pe cure un subiect & achizitionat-o in faza de studiu. Ea este
evaluntd cu teste oxplicite de memorie {(recunocastere sau reproducere) si
inglobeazi traditia inceputi de Ebinghaus in studiul memoriei. Memoria
implicitd se referd la acele situatii in care informatia achizitionati in
fazi de studiu influenteazid performanta in fuza de test fird o reactua-
lizare intentionitid sau constienta a acestei. Fvaluaren memoriel implicite
so realizenza indireet prin ofectul pe care acesta il are asupra comporta-
mentulud.

Termenul de memorie implicitd n acceptiunca de maji sus acoperi
un demeniu heterogen incluzind mai multe traditii de cercetare: 1) per-
ceptie Impliciti; 2) invitare implicitd; 3) amersajul. Nucleu! tare i1 con-
stituie insd amoersajul, in Iiteratura de specialitaie termenul de memorie
implicité desemnand in special acest fenomen. Penteu o intelege fenc-
menul de amorsaj prezentdm mai jos aparatul conceptust utilizat. Orice
stimul care este prezentat mai intai pentru a influenta anumite procese
de prelucrare informationald ulferiosre se numeste wmorsd. Stimulul co
urmeazi amorsei st 4 carui procesare este influentatd de aceasta se nu-
moeste tinta, Influenta amorsel asuprs tintei poate fi pozitivad adicd faci-
liteaza procesurea acesteia sau negativa, inhiba procesarea tintei. Distanta
temporald dintre amorsd si tintd poartd numele de SOA (stimulus oneset
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asynoreny). Ducd amorsa siostimulul tinté sunt stimuli identici vorbim
de amecrsaj repetitiv (repetition priming). Dacid amorsa si tinta sunt sti-
muli diferiti vorbim de amorsaj semantic (semantic priming). Amorsajul
repetitiv este obiectul preferat de studiu ol cercetarilor ce investigheazi
memoria sistemului cognitiv uman. Termenul de amorsaj repetitiv se fo-
loscste pentru a descrie fenomenu! de facilitare o prelueriirii unui stimul
ca urmare 4 experientei noastre anterioare cu stimulul respectiv fUriase
resurse financiare gi de timp sunt alocate studierii acestui domemu, miza
constituind-o aplicatiile posibile in psihodiagnestic, psihelogic clinica,
psihoterapie i psihologie juridica (vezi discutii 5).
Stodiul de futa aduce cateva clarificari teoretico-metodologice vizind mie-
merin implicitd (amorsajul repetitiv) printr-o abordare la nivel teoreiic
s1 experimental. /

J

——

2. Taradigme de studiu ale memoriei impiicite

Exista deud paradigme de studiv o memorici implicite 1) paradigma
criteriulul reactuatizarii intentionale (retrieval intentionality criterion -
RIC;; 2) puradigma de diseciere a proceselor (process dissocialion pori-
digro — PDP).

2.1 Parcdigma oriterindud reactuclizarii  intentionate  (reprezeniunti
Sehoerer, Grafl, Roeediger, ete)

2.1.1. Nucleul tare

RIC a pus bazele, a asistat si a orientat dezvoltarea cercetarilor asu-
pra memoriel implicite. Distinctia memaorie implicitd memorie explicita
este In fapt o distinciie memorie neintentionatd memorie intentionatd
(Graf & Komatsu, 1994),

Memoria implicitd este un termen co semmifica saptul cd experienta
anlerioara (informaiia achiziionawd in faza de studiuy influentenza per-
formanta inir-o sarcind (faza test) care nu cere o reuactualizare intentio-
natd o acclel experiente. Avem doud tipuri de memorie implicitic 1) ne-
intentionatd cu  constientizare;  2)  neintentionata fard  constientizore
(Graf & Kematsu, 1904; Komaisu, Graf & Uttl. 1993). In cazul memorici
tmplicite cu consticntizare subiectul constientizeazal faptul cd unele in-
formatii pe cave le-a ulilizet neintentionat, nedeliberat pentru rezolvarcu
Luzei test au fost prezentate in faza de studiv. In cazul memoriel Tm=
plicite faré constientizare sublertul, desi utilizeaxd neintentionat informa-
tin din fazn de studiu pentru rezolvarca fazei test, nu constientizeazi
azest luerw,

Memoria explicitd este un termen ce semnifica faptul ¢d experienta
antericard influenteazd performunta intr-o sarcin& care cere o reactuali-
zare intentiontit a acelet experiente.

I intelegem prin constientizare™ ca subiectul poate declara verbal atat con-
tinutul informational cdt s faplul ed acest continut apartine fazei de studii.



34 D. DAVID

fgl)(?l'i'itiﬁnéil distinctic memorice implicita memoerie expliciti se rea-
lizeazid prin instructia de reactualizare, In probele de memorie  bmplicitd
se cere subicetilor si rezolve sarcina din fuza test [ard ca experimenta-
torul si faca referire la faza de studiu; se scenteazd pe o influentd ne-
intentionatd a informatiei din faza de studiu in faza de test. In probele
de memorie explicitd se cere subiectilor sd rezolve faza tesi utilizand n-
formatia din faza de studiu.

2.1.2, Probe de evaluare o memortei implicite

Prebele de evaluare o memoriel implicite se clasificd dupd nawara
amorsei in doud mari categorii: 1) probe implicite perceptunle: 2y probe
implicite conceptuale (Graf, Ryan, 1990; Roediger. 1890; Tulving, Schac-
ter 1990).

Probele implicite perceptuale se adresenza sistemului perceptiv. Sti-
mulii care au apdrut in faza de studiu, sau pirti ale acestora (ex. rada-
cini de cuvinte) apar identie, cu aceleasi caracleristici fizice in faza iest.
Trei sunt cele mai utilizate probe a) completaren radicinjlor de cuvinte;
b} completarea fragmentelor de cuvinte; ¢ identificarea perceptiva.

Completarea radacinilor de cuvinte — proba presupune doud laze:
faza de studiu si faza de test. In faza de studiu subicctilor i se prezinti
o listd de cuvinte pe care acestia o pot prelucra la diferite nivele: fizic,
fonologic si semantic. In faza de test subiectul primeste radacini ale unor
cuvinte (unele prezentate in faza de studiu, ultele noi - - in preportic
egntd) ex. — ,JCARY: | MA¥; avind sarcina de o completa cu primul cu-
vint cu sens ce le vine in minte. 8-a observat ol subiertii au tendinta de
a completa radicinile de cuvinte ustiel incit 4 rezulte cuvinte prezentate
in faza de studiu, desi nu fac intentionat acest lucru,

Completarea fragmenteler de cuvinte — proba se dseamini cu L, com-
pletarea radicinilor de cuvinte® dar in faza test nu se prezintd raddcini

des cuvinte, ¢ cuvinte fragmentare ex. - ,,C Rea« pentru carte;
M A¥ pentru masd, ete.
Identificare perceptivd — proba a fost propusa ca test implicit de

Jucebv & Dallas (1981). Subieciilor i se prezinti cu timp de oxpunere
foorte scurt (25-—30 ms) cuvinte pe care aveau sarcina si le identifire
(laza test). Propertia raspunsurilor corecte este mai mare pentru cuvintele
care au fost prezeniate in faza de studiu in comparatie cu cuviniele care
nu au fost prezentute in aceasta faza.

Probele implicite conceptuale fac apel L cunestinte conceptule le-
gate de itemii din faza studiu fard a implica sistemul perceptiv {Geliatly,
Purker, Blurton, Woods, 1994). Trei sunt cele mai frecvent utilizite: o)
targe!l word generations (gencrarea de cuvinte tintd); b) surcina cuvintelor
on:wofone; ¢} completare de propoziti.

(Gtenerarea de cuvinte finid. In literatura se utilizenzd urmatoaren
probd: in faza de studiu subiectii examineuza o listi de cuvinte cure con-
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tne aldwari de alfi stimuli verbuli exemplare ale unor categorii tinta.
Aceste exemplure au o frecventd mica de utilizare in limbaj. In faza test,
cand subiectilor 1i se cere sii genereze exemplare ale categoriilor tinta,
probabilitatea de a utiliza itemii din faza de studiu este mai mare pentru
lotul experimental care a studiat lista in comparatie cu subicctii care nu
au examinat lista din faza de studiu (lot de control).

Sarcing cuvintelor omofone — Jucoby & Witherspoon (1982) elubo-
reazit o probd ce utilizeaza cuvinte omofone (se pronunta la fel dar se scriu
diferit). Ele au o frecventd de utilizare diferitd in limbaj. In faza de studiu
subiectiler i se solicitd sd riaspunda la intrebari ce contin cuvintul din
percchea omofond cu frecventa de utilizare cea mai mica. In faza test
subicctii au sarcina de o wlege forma graficd pentru cuvintele omofone
prezentute auditiv. Amorsajul se manifestd prin faptul ca subiectii aleg
formma grafici a cuvdntului cu frecventn cea mal micad din cadrul pere-
chit omofone, dar prezentata anterior In faza de studiu.

Completarea de propozitii — Unil auteri utilizeaza ca test implicit
conceptual urmatoares probd: in fazi de studiu subiectii examineazi o
listd de cuvinte, iar in fuza test sunt rugati <4 completeze propozitii ba-
cunare. Desi propozitia permife mai multe variante de completare, su-
bieetii prefera cuvintele din faza de studiu desi acestea au frecventa de
utilizare mica in limbaj.

Studiile experimentale care nu utilizat aceste probe s-au concretizat
intr-o multime de regularititi ce guverncuazi rezultatele obtinute prin
utilizarea lor. Unele din aeeste regularitifi sunt bine verificate, in timp ce
altele sunt sustinute de date icoretico-experimentale relativ putine. Vom
prezenta in continuare acele regularititi care au primit o confirmare ex-
perimentald sistematicd. g

i)

2.1.3. Regularitdti= ale amorsajnlui repetitiv

Testele implicite perceptuale sunt afectate de caracteristicile de su-
prafota ale stimulilor utilizati, mai precis de corespondenta Intre curac-
terisiicile fizice ale stimulilor din faza de studiu si ale stimulilor din faza
test (Schacter & Graf, 1986: Rocdiger & Blaxton 1987, elc)). Amorsajul
evaduat din probe implicile perceptuale este mai redus cind modalitatea
Tsenzoriald de prezentare a stimulului in cele doud faze (studiu si test)
este diferita {ex, vizual/awditiv ete.; Graf, Shimamura & Squire, 1985:
Jacohy & Dallas, 1981; Kirsiner, Milech & Standen, 1983, Kristner &
Smith 1974)). In cazul sareinii de identificare perceptiv-vizuald amor-
sijul nu se manifesta absolut deloc in conditiite schimbarii modalitatii
senzoriale, o stimulilor din faza de studiu si faza test (Jacoby & Dallas
198 1). Pentru probele de completare a radacinilor de cuvinte si comple-

o In literatura de specialitaze nu apar sub aceastd titulaturd, o sub forma de
<date teoretico-experimentale™, Acest tiv de clasificare® serveste insd scopulud
acestel Tuerdri.
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ture ¢ fragmentelor de cuvinte amorsajul, desi mai redus, este totusi pre-
zent si in aceste conditii.

In cadrvl aceleiasi modalitdti senzoriale, amorsajul este mai redas
cand se schimba caracteristicile de suprafata sle stimulilor - - litere de
tipar in faza de studiu . litere de mand in fuza test ete. — (Roediger &
Bluxton, 1987). Ducd in faza de studiu stimulil sant prezentiti verbal, jor
in faza test sub formd de imagini, nu apare amorsajul {Weldon & Rocdi-
ger, 1987, Amorsaiul nu se realizeazd de lo un Hmboj la altul — limba
engleza in faza de studiu -~ limba romind in foza test - (Watkins & Pov-
niscioglu, 1983).

Testele implicite pereeptuale nu sunt afectate de nivelul de procesare
(LOP — level of processing) al informatiei din faza de studiu (Gral &
Mandler, 1984; Jacoby, 1983; Schacter, 1987; ete.).

Sarcina identificarii perceptive o stimulitor vizuali (visual pereeptual
identification} nu este influentata ubsolut deloe de nivelul procesiarii in-
formatiel (LOP). Proka de completare o ridacinilor de cuvinte si proba
de completare a fragmentelor de cuvinte sunt intr-o masurd micd afee-
tate de LOP (Challs & Brodbech, 1992: Squire, Shimamura & Grat, 1987)

Amorsajul persistd si dupd un SOA mure — ore, zile - (Jucoby &
Dallas, 1981; Tulving, Schachter & Stark, 1982; cte.)

In testele implicite perceptuale nu s¢ manifesta interferenta proac-
tiva si retroactiva (Gral & Schacter, 1987; Stoman, Hayman, Ohta & Tul-
ving 1988; ete.).

Performanta in testele implicite perceptuale nu coreleaza cu rezulta-
tele in testele explicite de recuncastere si reproducere (Eich, 1984; Graf &
Schacter, 1983; Jacoby & Witherspoon, 1982). Testele implicite concep-
tuale si testele explicite violeazd toate regulile stabilite si amintite ante-
rier in cazul testelor implicite perceptuale (Roediger 199G; Gellatly, Par-
ker, Blurton & Woods, 1994: ote)

2.1 4. Teorii explicaiive ale amorsajului repetitiv

Pentru a explica performantele in probele de memorie implicitd s-au
propus mai muite teorii. Trei au reusit s se impuna, supraviefuind exa-
minului experimental; 1) teoria activirii; 2) teoria procesirii; 3) teoria
sistomelor,

YTeoria ectivarti, Conform acestel teoril, prezentarca unoer stimali in \
Faza de studiuv duce 1o o activare sutomati a reprezentarilor acelor siimuli
in sistemul nostru cognitiv (Gral & Mandler, 1984). Aceasta activare, care
dureazd de la citeva secunde la citeva minule, sustine performanta in
vrobele de memorie implicita: probele de memorie explieitd reclami pro-
cesari mad laborioase, dincolo de simpla activare sutomati o unor repre-
sontart preexistente. Nucleul tare al Leoriei gencreaza trei proedictii tos'n-
bile: a) independenta probelor de memorie implicitd de nivelul de proce-
sore e stimulilor din faza de stadiu; by duraty scurta a amorsajului; o)
amorsajul este consirins de reprezentarile preexistente in sistemud cog-
nitiv, Accste predictii au primit doar ¢ confirmare partiida: uncle prohe
de memcrie implicita, atat conceptuale ot si perceptuale, sunt afeciale de
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LOP (Brown & Mitchel, 1994); amersajul poate dura o perioadid lunga
{sdptdmdni;luni — Jacoby & Dallus, 1981); amorsajul apare si in cazul
anor stimuli pentru care nu avem reprezentdri preexistente (Graf &
Schacter, 1989).

Teoria transferului de proceduri similare (TPS}). Se face distinctie
intre analiza ascendentd si analiza descendentd (Miclea, 1994). Analiza
~scendentd este initiatd de siimulii din mediu si nu este influentatad de
LOP, iar analiza descendentd este initiatd de baza de cunostinte 4 subiec-
tuini st este influentatdl de LOP. Principalele ssumptii ale teoriei sunt: 1)
testele de memorie depind de gradul in care prelucrdrile informationale
din faza de test se suprapun peste prelucrarile informationale din faza de
studiu, in sensul cd, cu cAt aceasti suprapunere este mai mare, cu atat
verformanta in probd este mai mare; 2) probele de memorie implicitd per-
ceptuald sunt sustinute de analiza ascendentd, iar cele de memorie expli-
citd si memorie implicitd conceptuald de analiza descendentd in faza test.
Besi mai elaboratd ca teoria activdrii, nici TPS nu poate justifica experi-
mentul independenta memoriei implicite perceptuale de LOP, predictie ce
derivé din nucleul ei tare. De asemenea nu se explicd de ce reactualizarea
bazatd pe analizd ascendentd este nonintentionatd sifsau nonconsistenta,
iar reactualizarea bazatd pe analizd descendentd ar fi in principal con-
stientd si sau infentionata.

Teoria sistemelor. Memoria implicitd si memoria cxplicitd sunt sis-
wwme munezice diferite. Vorbim de sisteme mnezice diferite atunci cand:
1Y sustin comportamente si prelucriri informationale diferite; 2) functio-
senza dupa legi diferite; 3) au substrat neurefiziologic diferit; 4) din punet
e vedere filogenetic si ontogenetic apar in perioade de timp diferite; 3)
modul cum este reprezentatil informmatia difera. Altfel spus, un sistem
qnezie este definit prin substratul sfu neurofizioloegic, tipul de proceséri
informationale pe care le realizeazi si legile dupid care funectioneaza.
Comparind memoria implicita si memoria explicitd prin prisma acestor
criterii (vezi tobelul 1), se poate sustine teza i cle sunt sisteme mnezice
diferite.

s Tabed 7

Cowmparafie intre memoria implieitd si memorty explicitd in funejie de criterfile ee  definese
un sistem manezie

writerii Memorie inplicita Memeorie explicitia

1. Tip de prelucrari Predominnnt Predominant coneeplizle
informationale perceptuiide

2 Legi de functicnere vexl 210 veri 2.1.3.

A Substratul neurenal Neveattesul posteris T Stracturite limbic«liepeefatice in

spoeial hipcampusul (recuncas-
tered, eortexul cingulat si lobii
irontatl in zona derse laterali,
veatro-medialid {Teproducere’

4, Bilegenetic si cntegenctic Mud veeche Mut recenti
5 Reprezertares infi rmatict Beexprimd irdirect in Se exprimid direct 11 eorsp fla-
comyp rnient mend
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Cunostintele pe eare e avem in momeniul actual despre memoria
implicitd surt extrem de heterogene, provenind din sarcini tot atit de
heterogene. In consecintd, este exirem de putin probabil ca o teorie dinlre
cele descrise mai sus sd poatd justifica in mod exbhaustiv imen-
sul bagaj de rezultate experimentale. Dar si a rdméiane la teza ca fieosrs
teorie explica doar o parte din datele experimentale si in consecinti
este necesara ¢ abordare ,globald si integrationistd* este un truc ieftin
¢i comod, dar daunator stiinfei. Stiinta trebuie sa fie cumulativa, duri,
féard compromisuri §i concesii; singurul ei scop trebuie sa fle progresal
teoretic si metodologic cu implicatii practice de anvergura. In consecints,
in acord cu orientarea principald din literatura de specialitate, consi-
derdm cd teoria sistemelor este cea mai binc articulata fiind fundamen-
tnid si de date riguroasc de neuropsihologie. In fapt ca inglobeaza TPS
{(vezi primul criterin pentru definirea unui sistemn imnezic — orice sistem
opcreazd prin intermediul unor prelucrdri informationale) nefiind in
contradictie cu acesta. Mai mult, teoria sistemelor poute face fati criti-
cilor aduse TPS. Astfel, influenta LOP asupra unor probe implicite per-
ceptuale este explicati de faptul cd sistemul mnezie implicii are pre-
dominant si nu exclusiv prelucrdri perceptuale, La a doua obidctie adusa
TPS se raspunde i reactualizarea bazati pe analizd ascendentd esto
nonintentionatil si ‘sau nonconstientdl, iar reactualizarea bazatd pe analizi
descendentdi este intentionatd si/sau constienta, dateritd faptulul ca sis-
teme diferite susfin tipuri de reprezentari diferite, iar reprezentarile di-
ferite determind caracteristici diferite ale informatiei reactualizate. Di-
ferenta intre cele doud teorii majore (teoria sistemelor TPS) rezida, la o
examinare atertd, in nivelul de analizd pe care-l1 favorizeaza, TPS, pu
linia psiholegiei cognitive, aprofundeazd mai ales tipul de procesari .n-
formationale ce diferentiazd memoria implicitd de memoria expliciti si
legile dupil care acestea se realizeazd, Teoria sistemelor aprofundeazi
substratul neuronal si modul in care disfunctii la acest nivel justific:
performanta inn probele de memorie implicitd ‘moemorie explicitd. Penira
a4 se impune definifiv, teoria sistemelor va trebui In viitorul apropi:i.
sd gbordeze si sd clarifice problema memoricl implicite conceptuaic,
Sistemul de memorie implicita postulat de teoria sistemelor se referd -
special 1o memoria implicitd perceptuald. Este moemoria implicitd cou-
coptuald un sistern mnezic distinet de memorin implicitd percepluala «
de sistemul explicit, sau cste doar o formd specialil de reprezentarc
informatici In sistemul mnezic cxplicit? (vezi tabelul 1). Desi dalele din
YHieraturn de specialitate sugercazii viabilitatea ultimel ipoteze, ea Inci
U are ¢ conlirmare experimentalad certd si de nceea orientarea cerceill-
ritor in aceasta directic este fundamentald, implicatiile teoretice si prue-
lice fiind evidente pentru neuropsihologic si interventiile de neurocht-
rurgic. In cecs ce priveste tceria activarii, aceasta este intr-un regres
evident, datele teoretico-cxperimentale violind sistematic nucleul ef tare.
In consecintd, nu mai meritd investit timp si bani in aceastd directic.
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2.1.5. Evaluagre

Paradigma RIC a pus bazele studiului memoriel implicite, orientiand
vercetarile spre acest domeniu. Cu roate acesten, in ultima perioadsd s-u
adunat o serie de critiei la adresa asumptiilor fundamentale si o metodolo-
siel paradigmei RIC. Cele mai viabile obiectii sunt urmatoarele: 1) pro-
hele de memorie implicita in paradigma RIC evaluenzd de fapt efectul
cumulat a doud tipuri de memorie implicita, cu constientizare si fird
~ongtientizare; decarece cele doud tipuri de memorie impliciti ar putea
rispunde diferit 1a manipulirile experimentale, cuncstintele pe care le_am
Jobindit prin utilizarea acestor probe reprezintd doar o tendintd generala
tounui amestec nefericit de efecte experimentale; 2) probele de memaorie
implicitd in paradigma RIC pot {i usor contaminate explicit deocarece
efectul memoriei implicite si al memoriei explicite actioneazd in aceeasi
directie, {ar subiectulul nu i se interzice explicit prin instructia de reactua-
Yizare utilizarea intentionatd a experientei anterioare in sarcinile impli-
cite. Ludnd in considerare aceste critici se simte nevoia unei schimbari
de paradigmd in abordarea memcriei implicite. Jacoby (1991) propune o
neud abordare ,paradigma de disociere a procesclor® care doreste sa de-
pagseasca criticile aduse paradigmei RIC.

’-'L- ’%//‘«J\.{_)L L\/b e C,

222 Paradigma de disociere a proccselor {Process Dissociution Pa-
radigm — PDP — reprezentanti: Jacoby, Toth, Reingold)

2.2.1. Nucleul tare

In cadrul acestei paradigme distinctia memorie implicita memorie
expliciti este v distinctie intre memoria nonconstientd ‘memoria consticnti.
Memoria implicitd este un termen ce semnificd faptul cd experienia ante-
rioara influenteazd performanta intr-o sarcind fard ca noi sa constienti-
zam acest lucru. Memoria explicitd este un termen ce semnificd faptul ca
atunci cand experienta anterioard este utilizatd pentru a rezolva o sur-
ind din [aza de test, nol constientizim acest lucru, Operational, distinctia
intre memoria implicitd / memoria explicitd se face prin procedura de
disociere a proceselor (PDP*). Ducd in RIC efectul memoriet implicite si
21 memorict explicite actionau in acelasi sens, in PDP ele sunt puse in
opozitie si separate matemzlti(r.f-Prin aceustd procedurd se ovitd contami-
narea explicitd a probelor implicite si invers.

2.2.2. Probe de evaluare a memoriei implicite

Vom exempiifica PDIP pentru proba de completare o rddécinilor de
cuvinte. Mentionam ca ea peate fi generalizald la toate probele de me-
morie implicitd utilizate in RIC. PDP* are doud faze: 1) faza de studiu;
2y faza test. Faza de studiu se identificd cu cea utilizatd in RIC §1 ponte
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consta intr-o prelucrare la nivele difcerite a unei liste de cuvinie, Fazi
de test cste insa diferitd. Ea consta in doua conditii:

a) excludere; b) includere. In conditia excludere se cere subiectilor si
completeze radacinile unui cuvant astfel incit i nu rezulte cuvinte din
faza de studiu. Formal un subiect va completa radacina de cuvaant cu un
cuvint din faza de studiv dacd acesta ii vine neintentionat in minte (A}
si nu constientizeazd (C) ¢d a fost prezent in fuza de studiu: A (1-C). Ir
conditia includere se core subicctului sié completeze radicinile de cu-
vinte prezentate astfel Incét sd rezulte cuvinte din faza de studiu: daca
nu poute realiza acest lucru subicctului i se cere sd spuna primul cuvant
care i vine in minte. Formal o radacind de cuvant va i completatd cu un
cuvant din faza de studiu fie deoarece subiectul si-1 reaminteste constient
(C) fic ii vine neintentionat in minte: C-+A (1-C). Combinind rezultatele
obtinute in cele doud conditii se poate evalua efectul memorici implicite
(A) si al memoriei explicite (O,

C = includere-excludere A = excludere / 1-C

(A) reflectd atat amorsajul determinat de fuzu de studiu (M) cit s
amorsajul determinat de experienta cu stimulul respectiv in afura ex-
perimentului (B). Jacoby (1991} considerd ca efectul lor cste aditiv A =-
M + B.

2.2.3. Teorit explicative ale performanfei in PP, Pentru a oxplic:
performanta in PDP* s-au produs doud teorii 1) independenta proce-
selor implicite si explicite; 2) interdependenta preoceselor implicite §i ex-
plicite. Teoria ce sustine independenta proceselor considerd cid memoria
implicita si memoria explicitd au contributiil independente in PDP* Teo-
ria ce sustine interdependenta proceselor este fundamentatd de modelul
wgenerat | recunoscut®, (generale | recognize model). Conform acestui me-
del, un item este generat automat, implieit, lar apei incercim sé reou-
noastem explicit dacd itemul o fost prezentat sau nu in faza de studiu
Procedura formald o PDP* se bazeazd pe independenta proceselor. Cum
se poate verifica experimental viabilitatea acestei teorii raportati la mo-
delul generat [ recunoscut? Diuca memoria implicitd si memoria cxplicit:
au contfributii independente la performanta in PDP# atunci maodificand
clectul uneia nu trebuie sa wfectim cfectul celeilalte. Intr-o serie de expu-
rimente (Jacoby, 19481), In care s-au manipulat variabile ca: atentia, lungi-
mea listei de cuvinte in faza de studiu, timpul scurs intre faza de studiu
si fuza test, varsta, LOP variabile ce afccteazd memoria explicitd —
efectul memoriel Implicite o ramas constant. Teoria independentd pro-
ceselor o fost astfel confirmata experimental.

2.24. EBvdluare, PDP a fost prezentatd de sustindtorii acesteia ca ¢ schim-
bure de paradigma in studiul moemoriel implicite. Paradigmele insid mor
greu iar lupta intre puradigme ontreneszd pe lingd efort intelectual or
golil si umbitii personule. Critivile care s-au adus PDP reflectd aceast
stare de fapt. Prima obicctie cste ¢ PDP nu c¢valueazd procesele evi-
luate de RIC; raspunsul este ¢& nicl nu Isi propune acest hueru, 4 dons
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cbiectie se referd la faptul c¢d PDP este exirem de complexi, coen oo re-
stringe domeniul ei de aplicare {ex. amnczicii inteleg greu instructin PDP);
implementarea experimentald contrazice aceastd obiectie. A treia cbicsiie
criticd faptul ci PDP considerd i (C) si (A) au valoare constantii in cele
doud conditii; raspunsul este ¢d PDP se aplicd doar atunci cind aceastd
conditic se respecti. A patra obiectie se adreseazd faptului ¢i PDP se
bazeuzdi pe teoria independentei proceselor si nu pe modelul generat
recunoscut; rezultatele experimentale sustin Tnsd teoria independeniv
proceselor.

In concluzie putem afirma c¢i PDP se impune ca o altern:tiva viabili
la RIC in studivl memoriei implicite, tot mai multi cercetitori preferiud
PDP in studiile lor experimentale desi existd incd semne de intrebare
fata de unele asumptii pe care aceasta se fundamentenza: cle vor i pro-
babil clarificate in viitorul apropiat.

3. Coniroverse teoretico-metodologice vizind memoria implicita

Pesi este un domeniu de corcetare relativ nou, problematica mema-
riet implicite nu este lipsitd de controverse si confuzii. Aceste contro-
verse sunt orientate pe doud mari directii: 1) circumscrierea conceptualkl
a termenuiui de memorie implicitd cu implicatii directe asupra metodo-
logei utilizate in cvaluarea acesteia; 2y efectul unor manipuliri experimen-
tale (ex. efectul LOP) asupra memorici implicite,

3.1. Circumscriere conceptual metodologicd. In ccen co priveste ciream-
scriere conceptuald o termenului ,,memorie implicitd®, exista m literatur,
de specialitate doud acceptiuni ule acestui termen, accepiiuni ce corespuncd
celor doud paradigme de studiv ale memoriel implicite. Prima acceptiune
. memoriei implicite este memoriz neintentionatit (RIC) Me:odologic vu
se operationalizeazit prin tipul de instructic oo se dd subiectului in fuza
test; implicita sau implicitd clasica. In instructie impliciid subiectilor li se
cere si rezolve itemii probei [ard sd sc Taed reforire absolut deloe L fai
de studin (vezi anexa). Bower & Schicter (1990} oratd od ulilizaren acestui
tip de instructie duce In o mosiva contaminare explicitd. Accasta deos-
rece pe parceursul rezolvirii sarcinii  din Taza test subdectii realizeazs o
aceasta poate fi rezolvata ficand apel Lo faza de studiu. Neinterzicindu-ic
explicit apelul la informatia din faza de studiu pentru a rezolva sarcina dizn
{aza test, unii subiectii recury lo acest proceden, In instructia impliciie
clasicé subiectilor I se cere sit rezolve surcing din fazaowst spunandu-li-se
cd informatin din faza de studiu ar putes si-i influenteze pozitiv insd
8d nu incerce sa utilizeze inlentionat aceastd informuaiic (vezi nmesa), A
doua uwcceptiune 4 memoriet implicite este coa de memorie nonconstienta.
Metodologic ea se operationalizeazi prin PDP, RIC covalucazd ofectul cu-
mulat al memoricl implicite constientizate si ol memorici himplicite ne-
constientizate, plus in cazul instructicl implicite ofectul contwniniril ox-
plivite. PDP evalucazit efeciul memoriei implicite neconstientiziale; aecasta
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degurece angajameniul teoretic al autorilor PDP (Jacoby, 1981) nu recu-
noagte existenta memoriel implicite cu constientizare considerdnd-o doar
o funomenolegic @ reactualizdrii, nu un proces real. Pentru autorii PDP
orice constientizare o informatiei din faza de studiu in faza test a pro-
belor de memorie impliciti este doar o contaminare explicité. La o analiza
atenta  se poale afirmu ci PDP st RC se  afld in opozitie dato-
ritd moduiui In care cste interpretatd relatia intre intentionat si con-
stient. Ambele paradigme considerd cil tot ce este intentionat este §i con-
stient lar tot cp este nonconstient este de asemenca nonintentionat. Diver-
sunta apare cand PDP argumenteazil ¢i si relatia inversd tot ce este con-
stient este st intenttonat este adevirat. RIC considera ca aceasta afirmatie
cele fulsd: oxistd o formda de reactualizare neintentionati a informatiei in
memoric care este insd Insotitd de constientizarea sursei informatiei res-
pective. Accastd idee negatd de PDP si care suscitd controverse seriouse
in literatura de specialitate va i verilicatd experimental pe parcursul
acestai articol.

.2 Influenta LOP asupra memoriei implicite: o metaanalizd calitativi.

Conceptul de LOP a fost introdus de Craik & Lockhart (1972), referin-
du-se la faptul ¢d procesarea unui stimul este cu atat mai adincd cu cat
se trece de caracteristicile sale fizice spre cele semantice, Craik & Lock-
hart au propus existenta a trei nivele de procesare: 1) perceptiv; 2) verbal;

3y semuntic. Se considerd insd i numirul de nivele de procesare este mult
mui mare, dar identificarca lor exactd este ingreunatd datoriti ambigui-
Lt termenului. Cercetdrile vizdnd memoria explicitd si LOP aratd eq,
cu et LOP este mai mare cu atdt performanta in probele de memoric ex-
pliciti este mal muore (Cruik & Lockhart, 1972; Craik & Tulving, 1973;
Lockhart & Craik, 1990). O adancire a LOP insd nu afecteazii performanta
in probele de memorie implicitd (Craik & Tulving, 1975; Jucoby & Dallas,
1081). Cerceiar! ulleripare au dus lu nuantaren acestor concluzii., Maj
precis probele Implicite percepluale nu sunt afcectate de LOP (adancirea
LOP duce I cresterea performantei). Lucrurile au mers si mai departe,
apungandu-se 1 concluzia cd unele probe implicite perceptuale nu sunt
sfectuie de LOF {ex. ldentificarea perceptivd) in timp ce altele pot fi
Jlertite de LOP (ex. completarea rddacinilor de cuavinte). Confuzin sd
fie totald, existd controverse vizand efectul LOP chiar asupra aceleiasi
prohe de memorie implicitd pedeeptuald {ex, completarea radacinilor de
cavinledh, O meteanalizd calitativil a studiilor ce¢ au evaluat efectul LOP
ssupra pobet impliclte perceptuale completarea de radacini de ou-
vinte — sustine ideca de mai sus, (vezi tabelul 2).

Intr-o metaanalizd cantitativit vizand efectul LOP asupra probelor
dv memorie impliciti Brown & Mitchell {1984} confirma tableyl prezentat
do nois Prelucrand 106 de rezultate experimentale provenite din 38 de
studii, in Y1y din cazuri manipularea LOP na o afectat performanta In
probele implicite perceptuale iar in restul cazurilor da.
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Tuabei 2
Tabel 2. O metaanaliza calitativa vizand efectul LOP in proba impli-
citi perceptuald — completarca ridacinilor de cuvinte.

Nr. "~ . Anul InfhrentaLOP asupra probel implicite perceptive
ert. Rume autori vercetiirii Ar’ccte:}z:“a LOP p(l.:rfur!]nanm? P peresp

1, Graf & Mandier 1984 Nu

2. Gruf & Schacter I985 Nun

3. Squire & Shinamura 1987 Da {eteyte LOP, creste perfurmants)

4. <Chairello & Hoyer 1888 D (ctejte LOYP, cresie performanta)

5. Reediger & Welden 1992 Nu

6. Reingald & Merikle 1991 Da {ereste TOP, cregte performants)

7. Chullis & Broudbeck 1992 ia (ereste LOP, creste performanta;

8, TYergus, Uraik & Mosko-

witch 1994

4. Studiu experimental al memoriei implicite

Studiul experimental al memoriel implicite va fi oriental pe ceie
doud directii in care existd controverse teoretico-metodologice seriousc:
1) clarificdri conceptual-metodologice; 2) influenta LOP asupra memoried
implicite perceptuale.

4.1. Clarificari conceptual-metodologice. Problema pe care o puncvin
este urmatoarea: ce semnificaiie are constientizarea informatiel din Taza
de studiu, de test In probele de memorie implicitd din paradigma RIC.
Graf & Komatsu (1994), Komatsu et. al (1993), sustin cd acest lueru se
datoreaza unui tip de memorie implicitd care cste neintentionatd dar in-
sotitd de constientizare. Jacoby (1991), Toth, Reingold & Jacoby (1994,
1995), sustin ¢i aceastd constientizare cste in fapt o contaminare expli-
citd, prin carc subiectli utilizeuzd intentionat informatin din faza de stu-
diu pentru rezolvarea sarcinii din faza de test,

Logica experimentelor. Pentru o testn experimental prediciiile care
derivii din cele doud pozitil ne bazdm pe paradigma timpului de reactic
in studiul proceselor automate versus constiente (Shiffrin & Schneider,
1987). Shiffrin & Schneider (1978) aratd cd procesdrile automate sunt
mai rapide decit procesarile constiente; in cazul nostru/ regcivalizeven
implicitd _or trebuj sd fie i rapidd. decdt. reaclualizared expliciza n
experimentul 1 argumentam experimental acest lucru pentru proba e
completare i radacinilor de cuvinte)

predictie: timpul de reuctic pentru o completare insotitd de constientizarce
a4 radicinilor de cuvinte in proba de completare a radicinilor de cuviete
nu trebuie s& fie semnilicativ diferit de timpul de reqctie peniru o com-
pletare neinsotitd de constientizare o radidcinilor de cuvinte in aecens
probé; uccasta deourece ambele procese sunt automute (neintentionated.

Dacd pozitia luil Jacoby of, al este corectd, atuncl deriva logle urma-
toarea predictie; timpul de reactie peniru o completure insetita de cen-
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stientizare trebuie sil fic mai mare decit timpul de reactie pentru o com-
pletare o radicinilor de cuvinte neinsotita de constientizare; aceasta de-
oarceere primul proces cste un proces de reactualizare intentionatd, con-
trolat constieny, iar ul doileda proces este un proces de reactualizare au-
tomata.

‘ EXPERIMENTUL 1

Obicctivul acestui experiment este de a argumenta cxperimental cad
veactualizarca implicitil este mai rapidi decit reactualizarea explicita in
probi de completare o rddacinilor de cuvinte. Rezultatele obtinute in
arest experiment vor sta la baza celorlalte experimente (exp. 2 s5i 3) prin
care incereiim sd testim predictiile co derivd din pozitia lut Graf, respec-
tiv Jacobv.

Metoda, snbiecti si design. La experiment au participat 30 de su-
biogti, studenti o Universitatii ,Babes-Bolyai®, Cluj-Napeca din unii 1,
2 i 3 ai sectiel Psihologie; designul experimentul este 3 (prelucrare se-
trenticd, prefucrare ponsemanticd, conirel) 0 2 (reactualizare expliziia,
reactualizare implicitd). Subiectii au fost distribuiti aleator in doua grupe.
Primul grup s completat radicinile de cuvinte cu instructie impliciti
clusicd (vezi anexa) lar al doilea grup cu instructic explicitd (vezi anexa),
Subiectii au fost testatl individual,

Eﬂ&mm In Taza de studiu wm utilizat o listd de 90 de cuvinte (4—
3 ltere ficcare) cu aproximativ aceeasi frecventd de utilizare in limboj.
Cuvinlele wn fost impdrtite in 3 grupe: 1) pentru prelucrare semantica,
4y pentru prelucrare nonsemanticd; 3) de control. In faza de test s-au uti-
lizat radacinile ucestor 90 de cuvinte (primele 23 litere); fiecure ra-
diicing avea mai multe posibilititi de completare pentru a rezulte cu-
viate de 4--5 litere, cu sens. Atat cuvintele din faza de studiu, eat sl
radiacinile din fazo test au fost prozentate auditiv.

Proceding, Tixperimentul a avat doudl faze: de studiu si test. Fuza de
studiu o fost identicd pentru totl subiectii si incidentald in raport cu me-
moria. Subiectilor H os-an prezentat doudl blocuri de cuvinte (Hecare bloc
de 30 cuvinte), Primul bloe o fost prelucrat semantic in sensul el su-
Rivaii evaluaw pe o sealil de 1o 1 I 7 {1 — foarte plicut 7 — foarte ne-
placuty preferinta peontru ficcare cavint din bloe. Al doilea bloe o fost
prelucrar nonscemantic, adicd subiectil trebuian sa spund ¢l mai repede
nurarul de vocale po ocare i are fiecare cuvint din blee. In fuaza test
s-at prozentat cofe 90 radicini de cuvinte.

Un grup de subiceti le-n completat cu instructic implicita clasicd iar
cebidlalt grup cu instructio ex pliciti.

Proportia i impul de reactic pentru completure ridéaciniler de cu-
vinie cu cuvinte din fuza de stadiu sunt prezentate in tabelul 3 pentru
ficoure conditie experimentald. In cazul reactualizdrii explicite, proporti.
de radieind de cuvinte completate cu cuvinte din faza de studiu a fost
e omare in conditin cuvintelor prelucrate semantic deciit in conditia
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Tabi! 5

Design experimental al experimental 1: proporjia i fimpel de qeaetio penlra eompletares
raddcintlor de cuvinte din fara de sindin

rolisers re 3 [——.

Tipul instructici de reactoulizare i:;l::;ti:r: 113.11:1-]1‘1‘1-“1.:{(--"1 Control

Explicita 6y, 3, e,
1498 see 207 sed

Implicitd clasied 3o, 480 HAT LN
0,84 see 0,79 see

cuvintelor prelucrate nonsemantic sau de control (ANOVA, F (228) =
33,40 iar analiza posthoc aratd cd toate diferentele intre medii sunt sem-
nificative lu p < .01). In cazul reactualiziirii implicite, din nou preportia
de radicini de cuvinte completate cu cuvinte din faza de studiu o fost
mal mare in condiiia cuvintelor prelucrate semantic decit In conditia
cuvintelor prelucrate nonsemantic sau de control (ANOVA unifactorial,
F(2,28) = 31,20, iar analiza posthoc aratd ca toale diferentele intre medii
sunt semnificative la p <, (1),

Proportia de riadédcini de cuvinte completate en cuvinte din {az: do
studiu este mai mare in cazul reactualizarii explicite deciat In cazul rese-

p < .01) si nu pentru cuvintele prelucrate nonsemnntic {t (28) =-1.10:
? < 0,1). Aceste rezultate nu fac decit sit confirme incd o datd rezultate
experimentale obtinute de alti cercetitori (Challis & Broadheck, 190%2;
Toth et. al, 1994). Ce intcreseazi mai mult in studiul de faid cste efesnl
manipuldrilor experimentale asupra celei de a doua variabile — timpul
de reactie —. Se poate observa in tabelul 3 cd timpul de reactie pentru a
completa rddicinile de cuvinte cu cuvinte din faza de studiu in cazul
reactualizirii explicite este mal mare decitt timpul de reactie pentru o
compieta ridicinile de cuvinte cu cuvinte din faza de studiu in cazul re-
actualizirii implicite atdt in conditia cuvinielor prelucrate nenscemantic
(t (28) = 2,70; p < 02)) ¢it si in conditin cuvintelor prelucrate semantiv
{t (28) == 2.88; p <. 01)). Din aceste rezultate experimentate putem trage
concluzia ci reactualizarea implicitd este mai rapidd decdt reactualiza-

rea explicitd In cazul probel de completare o ridacinilor de cuvinte, é

EXPERIMENTUL 2

Obiectivele acestui experiment sunt: 1) sd argumentam cxperimental
cd predictia peneratd de pe pozifia teoreticd a lui Graf este adevirata siin
consecintd memoria neintentionatd cu constiéntizure este o realitate nu o
simplad fenomenoclogie a reactualizirii cum sustine Jacoby; 2) sd studieze
efectul LOP asupra memoriei neintentionate cu cunstientizare. Pentru «
realiza obiectivele propuse am introdus o instructie implicitd modificati
{vezi anexa) prin cire separim completarea de radacini de cuvinte in-
sotitd de constientizure de completures de rddacini de cuvinte nein-
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sotiti de constientizare. Aceastd instructie ar putea aduce o coentaminare
explicitd. Pentru a fi siguri ¢& acest lucru nu se intdmpla sau ¢i aceastd
contaminare nu este maj mare decit In cazul cercetérilor clasice asupra
memoriei implicite performanta evaluatd cu instructia implicitd modifi-
cata {rebuie s fie comparabild cu performanta evaluatd cu instructia im-
pheita clasica.

Metoda

Subiecti si design. La experiment au participat 30 de subiecti al Uni-
versitatii ,,.Babes-Bolyai®, Cluj-Napoca (altii decit cel din experimentul 1).
Designul experimental este 3 (prelucrare semanticé, prelucrare nonseman-
tind, cantrol) X 2 (reactualizare implicitd, clasicd; reactualizare impliciid
modificatd). Pentru detalii vezi experimentul 1.

Materiale. Am utilizat materialele din experimentul 1.

Procedura. Am utilizat procedura din experimentul 1 exceptind in-
structiile de reactualizare; ele pot fi gasite la anexe.

Rezultate si discutii.

Tabel 4

Testgn experimental al experimentului 2; propor{ingi timpul de reacfle pentru completaren
riiddelnilor de ecuvinte din faza de studiu

“Fipul iustructiei de

8 Preluctare setnantici Prelucrare nonsemantici  Control
reactunlizare

TR % TR "o
cC CEC  CC  CFC CC CFC ¢ CFC
Instructie implicitd mo-
dificatli 08s 078 Hleg 419, 795 0B1s 39, 38Y 289,
Instructiie implicitd clasicda 0,778 499, 0,765 409 3290

EXPLICATIL:

TH = timp de reacltie; %y = procente; CC = completare cu consgtientizare;
T == completare f3rd constientizare

Proportia si timpul de reactie pentru a completa ridicinile de cuvinte
din faza de studiu sunt prezentate in tabelul 4. In cazul instructiei im-
plicile meodificate, proportia de rddécini de cuvinle completate cu ~u-
vinte din faza de studiu a fost mai mare in conditia cuvintelor prelu-
crate semantic decit in conditia cuvintelor prelucrate nonsemantic si a
celor de contrcl (ANOVA unifactorial, F {2,28) = 30, analizag post hoc
confirma faptul cd toate diferentele intre medii sunt semnificative la
p < 81). Deci efectul LOP afecteazd reactualizarea prin instructia impli-
<itd modificatd. In cazul instructiei implicite clasice lucrurile stau la fel
ca in cazul instructiei implicite modificate (ANOVA unifactorial, £ (2,28 —
29,63, analiza post hoc aratd cd toate difereniele intre medii sunt semnifi-
ctive Ja o < 01). Deci efeciul LOP afecteaza si  reactualizarea prin
instructie implicitd clasica.
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Proportia raddcinilor de cuvinte completile cu cuvinte din lhza de
studiu nu este mai mare in cazul instructici implicite moedificate decat in
cazul instructiei implicite clasice nicl pentru conditiu cuvintelor prelucrate
semantic (1 {28) = 1,60; p < 0.1), nici pentru conditia cuvintelor prein-
crate nonsemantic (t (28) = 1,52; p > 0.1); aceasta Ingeamndd o3 instrace-
tin implicitd medificatd nu aduce o contaminare explicitd,

Timpul de reactie pentru a completa ridicinile de cuvinte cu cuvinte
din faza de studiu nu este semnificativ diferit in cazul completarii insotite
de constientizare fald de completarea neinsotitd de constientizare nici in
conditia cuvintelor prelucrate semantic (¢ (14) — 1,20; p > 0.3., nici in
conditia cuvintelor prelucrate nonsemantic (¢ (14) == 1,22; p > 0.30); aceusta
Inseamnd ci predictia generatd de pozitia teoreticd o luil Graf se confirmi
experimental, adici constientizarca informatiel din faza de studiu in
faza test a probelor de memorie implicita este rezultatul unei resctuali-
zari neintentionote, nefiind vorba despre o contaminare explicita, in-
tentionatd cum sustine Jacoby.

Proportia de radacini de cuvinte completiate cu cuvinte din faza do
studiu cu constientizare este mai mare in conditin cuvintelor prebucraite
semantic fatd de conditia cuvintelor prelucrate nonsemantic (& (14) ==
2,80; p <. 02); aceasta inseumnd ¢d memoria neintentionatd cu constion-
tizare este afectatd de LOP,

Proportia de rddacini de cuvinte completale cu cuvinte din faza do
studiu fard constientizare nu este semnificativ diferiti in conditia cuvin.
telor prelucrate semantic fata de conditin cuvintelor prelucrate nonse-
mantic {t (14) = 1,10; p > 0.30); aceasta Inscamnd cd memoria neinten-
tionald fari constientizare nu este afectata de LOP.

EXPERIMENTUL 3

Bowers & Schacter (1990) aruatd ¢d uiilizarea unei instrucii impli-
cite (vezi anexa) in locul unei instructii implicite clasice duce la ¢ masiva
contaminare explicita. Aceastn deoarece subiectli realizeaza cil sarcina
din faza test peate fi rezolvatid facand apel 1o informatia din fnza de stu-
diu. Instructia implicitd neinterzicindu-le acest luerw, subicotil utilizeaza
intenlienai informatia din fuza de studiu pentru a rezolva sarcina div
fuza test. Dacd logica experimentelor prezentule este corecta si anume re-
uctualizarea implicita este mai rapida decat reactualizarea explicitd sduned
timpul de reactic pentru a completa radacinile de cuvinte cu cuvinte
din faza de studiu in cadrul instructiei implicite trebuic sa fie mai mare
decdt in cazu! instructiei implicite clasice; aceasta din cauza contami-
nérii explicite pe care o aduce instructia lmpllcltd.

Metoda

Subiecti gi design, La experiment au participat 30 de subiectl ai Uni-
versitatii , Bubes-Bolyai%, Cluj-Napoca; designul este 3 (preiucrare seman-
tica, prelucrare nonsemantici, control) > 2 {instructie implicitd, lnStl‘UC
tie 1mphmtd clasicd). Pentru detalii vezi experimentul 1.
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Materiale. Am utilizat materialele din experimentul 1.
Procedura. Am utilizat procedura din experimentul 1 exceptind tipul

de instructie; ele pot {i gasite la anexe.
Tubel F

Besign experimental al experimeniulul 3; proporfia i timnpul de reactio penfrm completurei
ridicinilor de cuvinte cu euvinte din fnza de studie

R . - . Prelucrare Prelucrate
Tipal instructiel de reactualizare . . Control
Tip ustruclie ctualizare scmuulici nenselnantici t
+astructie 574, 420, 289,
nplicitd 1,154 1,20s
Instructie implicita 4707 39497 afer
clasici 0,83s 0,79s

Proportia radicinilor de cuvinfe completate cu cuvinte din faza de
studiu este mai mare in cazul instructiei implicite decit in cazul instruc-
tiei mmplicite clasice doar in conditia cuvintelor prelucrate semantic
{t (28)= 3, p <. 01) si nu in conditia cuvintelor prelucrate nonsemantic
(t(28) = 1.10, p > 0.1).

Timpul de reactie pentru a completa ridicinile de cuvinte cu cuvinte
din Yaza de studiu este mai mare in cazul instructiei implicite  degit In
cazul instructiel implicite clasice atdt in conditia cuvintelor prelucrate se-
mantic (1(28) == 2,45, p <. 05} cit si in conditia cuvintelor prelucrate
nonscrnantic (t{(28) = 2,50, p < 02). Ipotexa cxperimentului este ustlel
confirmatd ceen ce indirect justificd din nou logica experimentelor pre-
zentate st anume cd reactualizaren explicitd este mai putin ropidd decit
reactualizares implicita.

4.2. Discutii generale cu referire lo clarificdrile conceptual-metodologice.

Consticntizarca in probele de memorie implicitd a informatici din faza
de ¢tudiu In faza test nu inseamnd o contaminare explicitd, intentio-
nata in cazul instruciiei implicite ¢lasice cum sustine Jacoby, ci un alt tip
de memorie implicitd care este neintentionatd dar cu constientizare (vezi
experimentele 1, 2, 3), Aceastd concluzie nu favorizeaza insd demersul
metodologic @l paradigmei RIC. Ea evalueaza, cum am mai aridtat efectul
cumulat al memorici implicite cu constientizare si a1l memoriei implicite
ars constienlizare; or este posibil ca cele doud tipuri de memorie im-
pliciia 54 reactioneze diferit la manipuliri experimentale {ex. LOP), ceea
ce complick interpretarea rezultatelor. Spre exemplu in experimentul 2
am aridat ¢d memoria implicitd cu constientizare este afectati de LOP,
iar memoria implicitd fard constientizare nu este afectati de LOP.
In mdasura in care manipularea experimentald este LOP iur evaluarea
meimorici  implicite se face in RIC, interpretarea rezultatelor este extrem de



MENORLY IMPRICITA 173

dificila, depinzand de efectul dominunt al uneia din cele doua tipuri de
moemorie implicitd la momentul evaluérii. PDP ramane cca mai indicatd
metodd peniru a evalua memoria implicita fard constientizare deoarece
separd clar efectul acestein de efectul cumulat al memoriei implicite cu
congtientizare si al memoriel explicite. Paradigma RIC poate evalua me-
moria implicitd neconstientizata atunci ecind in faza de studiu avem o
procesare nonsemantici sau o prezentare subliminalid a stimulilor; in acest
caz performanta evaluatd cu RIC si PDP este aceeasi (Toth et all 1994)
decarece valoarea memoriei implicite constientizate este apropiati de zero,
Problema riamdéne evaluarea memoriei implicite cu constientizare, RIC
evalueazd efectul acesteia cumulat cu efcctul memoriei implicite fara
canstientizare, lar PDP evalueaza ofectul acesteia cumulat cu efectul
memeriei explicite. O posibild metoda de evaluare a memoriei implicite
cu constientizare ar fi uitilizarca unei instractii implicite modificate pen-
tru reactuslizere. Pentru o putea fi utilizata, ea trebuie sd indeplineasci
doud constringeri: 1} proportia rddacinilor de cuvinte completate cu  cu-
vinte din faza de studiu trebuic si fie aceeasi in cazul instruc-
tiel  implicite modificate si o  instructiel  implicite clasice; 2)
timpul  de  reactie  pentru o completare Insotiti de consti-
entizare o radacinilor  de cuvinte cu cuvinte din faza de studiu nu tre-
buie si {ie diferit fata de timpul de reactie pentru o completare neinso-
titd de censtientizare a raddciniler de cuvinte cu cuvinte din faza de stu-
diu. Elaberarea unei metode mai simple pentru evaluare: memoriei im-
plicite ru constientizare este o provocure pentru viiter. Oricum memoria
impliciid cu censtientizare este exirem de putin cuncscuta, astlel ca cer-
colarile vijtoare ar trebul sd se grienteze preponderent spre  aceasta
problemid, suceesul siiesirea din anonimat pentru un cercetilor fiind asi-
guratd.

4.3. LOP si memoria impliciid perceptuald; studin experimental.

Pornim de la ideea ¢d multe controverse vizind efectul LOP asupri
memoriel implicite perceptuale sc datoreazi faptului ¢@ memoria impli-
citi are o definitie operationalid diferitd la autori diferiti. Altfel spus,
metode de cercelare diferite asupra unui fenomen duc la cunostinte dife-
rite si uncori chiar contradictorii despre acel fenomen.

ENPERIMENT 4

Aviunsam ipoteza cd LOP va avea efecte diferite asupra memeriei im-
plicite percepluale evaluatd cu proba — completare a raddcinilor de
cuvinte — in functie de tipul de instructic prin care operationalizam
memoria implicitd; 1) instructie implicitd; 2) instructie implicitd clasica;
1) instructie PDP. Pentru a testa aceastd ipotezd propunem un design
experimential 3 (instructie implicitd, instructie implicita clasicd, instruc-
e PDT) 3 (prelucrare semanticd, prelucrare nonsemanticd, contrel).

i



1 ;‘_} D, DAVID

Metoda

Sublecti si materiale. La experiment au participat 60 de subiecti, stu-
denti ai Universitatii ,,Babes-Bolyai®, Cluj-Napoca din anil 1, 2 si 3 i
sectici Psiholegie, Subicctii au fost distribuiti alcator In trei grupe o
cate 20 de studenti fiecare, corespunzand celor trei tipuri de instructic.
Am folosit ca material o listd de 20 de cuvinte (aceeasi din exp. 1): S0
pentru LOP nonsemsantic, 30 pentru LOP semantic, 30 pentru control
{baseline). Cuvintele uu aproximativ aceeasi frecventd de utilizare in
limba romiani si sunt olcituite din 4 sau 5 litere; cle au fost prezentate
auditiv.

Procedura. Experimentul a avut doud faze: de studiu si test. Faza o
studiu a fost identicd pentru toti subiectii si incidentiald in raport cu me-
moria. Subiectilor i s-uu prezeniat doua blocuri de cuvinte {fiecare bloc
te 30 cuvinte). Peniru LOP nonsemantic (un bloc de 30 de cuvinte) 1 s-
cerut s precizeze numarul de vocale din fiecare cuvant; aprecierea s-.
facut contra cronometru pentru <1 se evita ¢ prelucrare semantica. Pen-
tru LOP semantic (un bloc de 30 de cuvinte) 1i s-a cerut sd aprecieze pe
o scalid de la 1 la 7 nivelul de preferintd afectivi pentru fiecare cuvant
{7 — nu il prefer absolut deloc; 1 — imi place extrem de muit), Faza test
a constat in prezentaren auditiva a 90 de radécing de cuvinte (60 din faz:o
test, 30 noi).

Cele trei loturi de subiecti au primit instructii diferite pentru a com-
pleta radacinile de cuvinte: 1) instructie implicitd; 2) instructie implicita
clasica: 3) instructie specifich PDP (vezi ancxa). Pentru subiectii cu in-
structla specifica PDP, 1) rdddcini de cuvinte din fiecare bloc au primit
instructic fazel de excludere iar celelalte 15 instructia fazei de inclu-
dere.

IRczultg te. Tabelul 6 prezintd proportia de ridicini de cuvinte, com-
plefate cu cuvintele eritice in fiecare conditie experimentali; pentru in-
structia specificd PDP s-au utilizat formulele de calcul din 2.2.3.

Tabelui 1

Proportia de ridacini de cuvinle completate cu curinte erhice

Tipari de instroetie! Tostructie T' struetis Instructie
nivel de procesare huplicita explicitd ol sica specifici PDP
Nonsetnantic (.42 0.1 0.43
Semantic (.58 149 0.4
Conttof 0,26 0.27 0.3

FPentru instructia impliciia ANOVA unifactorial este semnificativi:
F(2,38) == 34,05: analiza post boc aratd ca toate mediile sunt semnifi-
cutive lu p < .01, adicdt efectul LOP afecteazd performanta in cazul re-
actunlizarii implicite.
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(I_;entru instructia_implicitdé clasicd ANOVA unifactorial este semni-
ficativi: F (2,38) == 30,22; analiza post hoc aratd cd toate mediile sunt
semnificativ diferite 1a p < 01,
manticd §i nocsemanticd care este semnificativa la p < 03; aceosta in-
seamnd cd efectul LOP afecteazi performunta si in cazul reactualizérii
prin instructie implicita clusica,

Pentru instructia specifici” PDP, ANOVA unifactorial este semnifi-
cativi: F {2,38) = 2220, analiza post hoc aratd ci toate mediile sunt
semnificative la p < .01, cxceptind diferenta intre conditia semantica si
conditia nonsemanticid care nu este semnificativid (p > 0.1); deci cfectul
LOP nu afecteazi performanta in cazul reactualizarii prin PDP.

Pentru conditia nonsemantica ANOVA unifactorial este nesemnifi-
cativa: 7 (2,08) == 1,20; pentru conditia semantica ANOVA unifactorial
este semnificativd; F (2,58) = 28,39; toate mediile sunt semnificative la
P < .01, exceptind diferenta infre instructia implicitd clasicd si instructia
specificd PDP care este semmificativa la p < .05, Pentru conditia de con-
trol ANOVA unifactorial este nesemnificativa; F (2,38) = 1,10. Aceasta
inseamnd ¢d in cazul in care in faza de studiu avem o prelucrare non-
semanticd a informatiei pentru evaluarea memoriei implicite putem utilizs
oricare din cele trei tipuri de instructie de reactualizare (implicili, clasic
implicita, PDP) rezultatele obtinute fiind aceleasi. Cand in faza de stu-
aiu avem o procesare semanticd a informatiei, evaluarey memoriei im-
plicite prin cele trei tipuri de instructic de reactualizare duce la valori
diferite; este deci indicat s& opldm explicit pentru o definitie operationald
a memoriel implicite exprimatad prin una din cele trei instructii de reac-
tualizare (de dorit instructia implicitd clasicd sau PDP — vezi discutii).

Digcutii. In cazul instructiei implicite o crestere a LOP duce la o
crestere a performantelor in sarcina implicitd perceptuala | completare a
riadacinilor de cuvinte®. Acest lucru se datoreazd dupd Bower & Schacter
(1990} unei mesive contaminiiri explicite a probei ca urmare a tipului de
instructie {olosit.

in cazul instructici implicite clasice o crestere a LOP duce la o cres-
tere a performanteler in sarcina implicitd perceptuald ,completare a ra-
dicinilor de cuvinte®. Cresterea performantei este totusi mai micd decit
in cazul instructiei implicite, aceastd concluzie, desi negatd 1a debutul cor-
cotdrilor asupra memoriei implicite (Graf & Schacter, 1985), este astazi
tot mai mult acceptatd (Jacoby, 1991). Cum poate fi ea explicata?

Jacoby (1991) o explicd tot printr-o contaminare explicitd ca in cazul
instructiei implicite; uceastd idee nu poate justifica insi performanta di-
feritd in cazul instructiei implicite si a instructiei implicite clasice.

Graf & Komuatsu (1994) si Graf (1995) fac distinctia intre memoria
implicitd neintentionatd cu constientizare si memoria implicitd neinten-
tionati fard censtientizare. Prin instructia implicitd clasici se evalueaza
efectul cumulat al celor doud tipuri de memorie. Experimentele prezen-
tite in 4.1 sugereazd ideea ¢d memoria implicitd neintentionata cu con-
stientizare este afectatd de LOP. Astfel sc poate explica si efectul LOP
in cazul instructiei implicite clasice; ¢l este mai scdzut decit in cazul
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instructicl implicite deoarece In aeest ultim eaz se adaugd efectul LOP
in performantd mediat de contaminares explicita,

In cazul instructiei specifice PDP o crestere i LOP nu afecteazd
performanta in cazul sarcinii implicite perceptuale ,,completuare a radd
cinilor de cuvinte®.

Coroborind concluziile de mai sus putem afirma cd influenta LOP
usupric sarcinii implicite perceptuale . completure o ridéacinilor de cu-
vintet este mediatd de tipul de instrucfie — operationalizarea conceptu-
lui de memorie implicitd perceptuald. Dacd un cercetdtor operationali-
zedzit memoria implicitd perceptuala prin instructic implicitd, el va con-
cluzivna cfi o crestere o LOP durce lu crestercu pertformantei in sarcini
implicitd, Un alt cercetitor care operationalizeazd memeria impliciti per-
ceptuald prin instructie implicita clasicd va ajunge la aceeasi concluzic
ru deosebiren cia va specifica ¢ efectul este mai scizut decat la primul
cercetiator. Un al treilea cercetator care operationulizeazi memoria im-
plicitd perceptuald prin instructie specifici PDP va concluziona ¢ LOP
nu afecteazi absolut deloe performanta in sarcina implicitd; el va ex-
plica rezultatele primilor doi cercetiitori printr-o posibild contaminare ex-
plicita.

Putem fincerca o anulogic cu disputa din fizicd dintre Finstein si
Bohr. Primul sustinea ¢ nol cunoastein o realitate fizicd obicctivd in
timp ce al doilea sustinea cd ceea ce noi cuncastem poartd wmprenta in-
teractiunii dintre metoda folositd si realitatea fizied, Fvident timpul o
dat dreptute celui de-al doilea,

Si in ecizul nostru, ceea ce cunecastem (influenti LOP ssupra me-
morici implicite pereeptuale) poartd amprenta interactiunii dintre me-
lodi folosita (tipul de instruclie pentru operationalizarea memoriet im-
plicite} si realitaten psihologich (caracteristicile memoriet implicite). Alt-
fel spus, mctode diferite due la concluzii dilerite in studiul unui fo-
nomen. Duoed avem intotdeauna in minte acest lucru, atund mulie din
controversele vizind influentn LOP asupra memoriei implicite percep-
tuale se clarifica.

4.4, Concluzii vizdnd demersul experimental

Demersul experimental in patru pasi prezentat in acest studiu aduce
date teoretico-experimentale valoroase contribuind la cristalizarea si sis-
tematizarenr nucleului tare al memoriei implicite. Acest nucleu teoretic
bine sistematizat si sustinut experimental este premisa fundamentald pen-
tru o aplicatic practici de nnvorg,uré

Aspectele tecretice noi pe care experimentele prezentate in acest stu-
diu le-au adus sunt: 1) faptul ¢d avem doud tipuri de memorie impliciti
din m_t___yg_d_em_al_nmntgm;mghmm &) memorie. neintentionatd cu

constientizare; b) memotie neinteptionatd fdrd constientizaref{vezi eXPEe-
rimentele 1, 2, 3):72) aceste tipuri de memorie implicitd pol reactiona
diferit la aceeasi m‘ampulare experimentald {(ex. efectul LOP) si in con-
cluzic ele trebuie separate metodologic si studiate separat (experimen-
tul 2} 3) o propus o metodd pentru evialuarea memoeriel neintentionate
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cu constiertizore. de altfel singura cexistenta in literatura de speciili-
tite dupd cunostintele noastre (exp. 2): 4) pentru a se evita confuziile
teoretico-metodologice, In orice cercetare vizand memoria implicita tro-
huie s avem o definitie explicitil o acesiela (exp. 4).

5. Discutii si concluzii generale

Dupa ce am trecut in revistd principalele orientri in cercetarea mo-
moriel implicite, controversele teoretico-metodologice in cadrul acestui
domeniu si am fncercat printr-un demers experimental in patru pasi si
aducem unele clarificdri teoretico-metodologice cu valentd euristicd pen-
tru cercetare §i practica, In pevastd ultimd parte a lucrdrii ne propunem
sd evidentiem implicatiile practice ale studiului memorie implicite si si
rezamém cu titlu de concluzii nucleu! tare al memoriei implicite asa cum
este cunoscus ol astazi. In mdsura in care concluziile prezentate se hi-
zeazd si pe demersul experimental al studiului de futdl, demers experi-
mental care ure ca puncte vulnerabile un numar redus de subiect] in
ficcare lot (15 subiecti), lipsa confirmérii prin repetarea experimentelor
a rezultatelor obiinute, ne putem intrchua in ce mdsurd aceste concluzii
sunt valide. Raspundem astfel: 1) desi numdrul de subiecti din fiecarc
lot este mai mic ca 30, relevanta statisticd a rezultatelor obtinute la
praguri de semnificatie extrem de mici (p < .01) ne indreptateste si spe-
rim in validitatea lor; 2) rezultatele obtinute se incadreazd in pozitii
teoretice recunoscute in literatura memoricl implicite; 3) rezultatele ob-
tinute se sustin reciproc, nefiind in contradictie; 4) datele experimeniale
vor face obiectul unui studiu de validitate prin repetarea demersului ex-
perimental pe loturi lirgite de subiecti {(30); primele rezultate experimen-
tale obtinute confirmi rezultatele anterioare.

5.1. Implicatii ale studivlui memoriei implicite pentru activitatea
practiced.

Orice aplicatie de uanvergura cste precedati in societatea moderna
de o cercetare fundamentalit serionsd exprimatd in date teoretico-meto-
dologice riguroase (Miclea, 1994). Revolutia cognitiva din psthologic «
insemnat encrny nu nuwmal pentru corcetarea fundamentald, ci si pentru
domeniile de aplicatie ale acesteia: 1) psihodiagnostic; 2) psihologie clinica:
3) psiboterapie; 4) psihologie juridicd.

5.1.1. Memoriq implicitd si psihodiagnosticul

In evaluarea memoriei implicite psihodiagnosticul este incd tributar
traditiei initiate de Ebinghaus (vezi 1). Pornind de la performantele eva-
luate prin teste de recunousterc si reproducere se face inferentd asupra
cficientel Intregii memorii a sistemului cognitiv uman. Or, desi gceas:d
optiune teoretico-metodologica si-a adus un aport serios la Imbogatirea
cuncstinteler noastre asupra memoriel, ea nu acoperd intreaga compl2X.-
tate & acesteia. Cunostintele implicite nu transpar in probele explicite de
recunoastere si reproducere, ele putind {i evidentiate doar indirect prin
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modul in care neinfluenteazd comportamentul. In consecinti, peniru a pi-
tea avea o imagine reald asupra eficientei memoriei unui subiect uman
probele de memorie implicitd trebuie integrate in activitatea de psiho-
diagnostic, Etelonate si standardizate, ele pot deveni tesie viabile de mao-
morie implicitd, intregind astfel imaginea nocastrd asupra memoriei sis-
temulul cognitiv, ducind la sporires acuratetel predictiilor asupra com-
portamentului wman.

5.1.2. Memoria implicitd $i psthologia clinici

Cercetdrile vizind memoria subiectilor amnezici aratd ca la acestia
memoria explicitd este drastic afectatd in raport eu subiectii nermali,
in timp ce memoria implicitd este afectatd exirem de putin sau absolut
deloc; wcest lucru este wvalabil si in cazul amneziei posthipnotice (Kihl-
strom, 1980). Pornind de la aceste constatari deriva logic urmatoarea su-
gestie: probele de memorie implicitd pot constitui surse de cunostinte noi
pentru subiectii amnezici. Altfel spus, subiectilor cu amnezie retrogradi
spre exemplu, trebuie sd 1i se transmitd noi cunostinte in mod implicit,
prin probe implicite si nu prin strategii explicite (vezi invatarea sco-
lard). Prin astfel de probe subiectil amnezici pot achizitiona noi cunos-
tivte procedurale ca: reguli, proceduri cognitive, proceduri senzorig-mn-
toriti putindu-se ajunge chiar la o imbogatire a vecabularului.

Un alt aspect al relevantel studiului memoriel implicite pentru psiho-
logia clinicd il constituie simptomatologia clinica. Spre exemplu, degi me-
moria expliciti peniru o informatie traumatizantd este blocatd prin stra-
tegii constienle specifice ca: mecanisme de apirare, uitare intentionata,
smnezie posthiprnotied, ea se poate exprima iIn comporiament in mmd
implicit, nonconstient. Majoritatea tulburarilor emofionale au la baza
acest mecanism. In consecintd elaborarea unor tehnici de blocare a ma-
nifestirilor comportamentale si fiziologice a informatiel din memoria
implicitd este o provocare pentru cercetarea fundamentald, miza consti-
tuind-o relevanta practicd evidentd in psihologia clinicd a unor astfel de
tehnici.

5.1.3. Memoria implicitd gi psihoterapia

Dintve toale formele de psihoterapie, psihoterapia cognitiv compor-
tamentald are impactul cel mai serios asupra tratamentului tulburariler
psihice, studiile de metauanalizd situand-o pe primul loe in ceea ce pri-
veste cficlenty tratamentului in cazul depresiei, fobiilor, anxietatii si a
tulburariler psihosomatice, Aceasta deoarece eca are in spate o cercetare
fundamentalé riguroasa care 1i conferd cunostinie noi cu valente practice
reale. Din pdcate nu intotdeauna practicienii terapiei cognitiv —— compor-
tamentule au utilizat rezultatele cercetdrilor de laborator in activitatea
ler; aceasts fie din ignorantd, fie dintr-o comoditate justificatd de ideea i
SMergem cu ceea co avem si care ciat de it da rezultate, ncavind sens
sd ne pierdem vremea cu asimilarea unor nol cunostinte abstracte de la-
borator care poate nu ne vor folosi la nimic®. Spre exemplu, modelul lui
[k, Ellis sat Meinchenbaum  este tributar psihologiei cognitive a unilor
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GU—"70 pemaiasimiland nojle descoperiri din psihologia copnitiva o
dupd acesti ani. O infuzie de noi cunostinte din cercetarea fundamentala
in leropis cognitiv-comportamentald ar creste spectaculos eficienta aces-
teia, care dest mai ridicaldt in comparatic cu celelalte forme de psiho-
terapic este departe de ceea ce asteaptid societatea modernd de la psiho-
terapic: 1). sé rezolve problemele in timp scurt; 2) sa aibd o eficientd com-
parabilia tritamentulul medical. Aceasta cu atat mai mult cu cat asuazd
imaginea psihoterapeutului  practician neinteresat de cercetare este o
relicva o trecutului, un rol asumat de diletanti, de mediocritati fosie sau
in devenire. Societutea modernd promoveazad imaginea unui psihotera-
peut dacad nu implicat, cel putin interesat de rezultatele cercetirii, s
rumitul |scicstist-practitioner®,

Nucleu! tare al terapiel cognitiv-comportamentale este urmdtorul:
Ly orice simptom este determinat de cunostintele si prelucrarile inforrmia-
tionule pe care le face subiectul si este mentinut datorita intdririlor din
mediu; 2y pentru a elimina simptomul trebuie modificate cunostintele
si pretucrdrile informationale pe care le Face subiectul si sau intiririle din
mediu. Problema este ¢a nu toate cunostintele care determind simptomul
sunt explicite, adicd pot i constientizate si verbalizate in vederea schim-
birii lor prin tehnici specifice. Unele sunt nonconstiente, implicite, non-
verbulizabile; sunt expresie o memoriei implicite $i o cunoasiere a iv-
gilor lor de functionare este fundamentald pentru psihoterapie. In acust
caz singura solutie pentru eliminarea simptemului este manipularea in-
taririlor din mediu {daca acest lueru este posibil). Dar simpla manipulare
a intaririlor fird o modificare o prelucrdrilor informationale ce determina
simptomu! nu duce intotdeauna la modificari stabile pe termen lung. in
consceinta claborarea unor toehnici® de modificare a cunostintelor impli-
cite constituie o prevocure viitoare, miza fiind in acest eaz sporirea efici-
entel psihoterapiei. Cercetirile noastre viitoare vor fi orientate profe-
rential in aceastd directic usimilind i problema impactului memorici
implicite asupra simptomatologici clinice in tulburarile emotionale (3.1.2.).

3.1.4. Memoria impliciti si psiholonic furidica

Problemele care se pun in acest context sunt urmdtoarele: 1) in ce
mdsurd infermatia falsa si nerclevantd pentru un proces decizional supusi
uitdrii intentionate influenteard totusi procesul decizional, ducind la de-
cizil eronate si prin ce tehnici poate fi aceastd influentd evitatd; 2) cla-
boraren uncr {chnici de detectare o simulirii bazate pe probe de me-
morie implicitd, Elucidarea mecanismelor implicute in problemele mai
sus mentionate ar avea un impact serios asupra modalitatilor de Juw.re
a4 hotararilor judecatorestt i asupro modului de desfasurare o anchete-
lor politiei In vederea obfinerii unor marturii adevirate i luarea unor
decizii nedistorsionate de mecanisme constiente sifsau inconstiente. O
parte din cercetirile noastre viitouare vor {i orientale si in aceastd di-
rectie,

+ Uneie tehniel behavioriste (desensibilizarea progresivia, siress inoculation
training) sunt o aproximare grosicrd a acestui ceziderat.
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5.2. Concluzii si sugestii vizdnd memoria implicita si metod.logia de cer-
cetare a acesteiq.

Concluziile si sugestiile vizdnd memaoria implicitd, care vor fi pre-
zentate in continuare, se bazeuzdl pe cercetari riguroase de labgraior
oferife de literatura de specialitate si pe demersul experimental al slu-
divlui de fatid. Ele se doresc un ghid util pentru activitatea de ceroe-

tare, spgctivitatea practica.

/W Fxista doua paradigme de studiu al distinctiei memorie implicitd /
memorie explicitd: RIC si PDP. RIC considerd distinctia memorie impli-
citd - memorie explicitd o distinctic intre memoria neintentionata [ me-
moria intentionatd. PDP considerd distinetiz memorie implicitd / memorie
explicitd o distinctie intre memoria nonconstienii memoria constienta.
Operational RIC evalueazd memoria implicitd prin instructin de reactua-
lizare clasici  iar PDP prin procedura de disociere o proceselor {vesi
2.2 51 3.1).

Avem doud tipuri de memorie impliciti din punct de vedere al in-
tonticnolitatii: 1y memoriec  neintentionata  cu  constientizere;  2)
memesrie  neintentionati  {fard  constientizarc.  Memoria  neinteniio-
netd cu constientizare poate fi perceptuald sau  conceptuala  (vezi
2.3.2) ¢« ure urmitocarele caracteristici: oy este afectatd de LOP; b) in
cazul preluerarii nonsemantice a stimulilor in faza de studiu sau o pre-
zentarii lor nonatentionule are o valoare apropiata de zero; ¢} poate fi
evaluntd prin instructie implicitd moditicata; d) are ca bazd neurofiziolo-
gici hipocampusul. Memoria neintentionatd fard constientizare poate i
perceptuald sau conceptuala si a) nu este afectati de LOP {forma per-
ceptuald); b poate fi evaluati cu PDP (sau RIC cind in faza de studiu
avom o prezentere nonatentionalid sau o prelucrare nonsemanticd o stimu-
lilory: dy are ca bazid neurofiziolegicd necocortexul pentru forma percep-
tuala gi lobil temporali, parietali si frontali pentru forma conceptuala.

Memuoria explicitd este a) inienfionatd si constientd; b) este afectatd
de LOP; o) este evaluata prin teste de recunoastere si reproducere; d)y are
e paza neurel.ziologica hipocampusul si lobii {rontali.

RIC evalueazi cumulat efectul memoriei neintentionate cu constien-
tizare i al memoeriel neintentionate fard constientizare prin instructie im-
plicita clasicad si efectul memoriel explicite prin instructie explicitd. PDP
evalueezi efediul memorici neintentionate fard constientizare si efe-tud
cumulat 4! memoriei neintentionate cu constientizare si al memoriei

explicite,

Crofmfn cid cercetarea teoretice-metodologica ne pregiteste in vii-
torul extrem de apropiat surpriza emergentel unel noi paradigme in sw-
diul memoriel implicite si explicite cu efecte integratoare usupra RIC
st PDI', asemanrdtoare in angajamentul teorctico-metodologic cu metoda
prepusa de nei in aceastd lucrare, Mai precis aceasta paradigmd, —
analiza disocierii proceselor — (PDA — process dissociation analysis)
pote diseriminag si omdisura separat: 1) memeria neintentionata  iara
constiontizare; 2y memoria neintentionata (u constientizare; 3) memoria
intentienatd cu constientizare (Richardson — Klaneln et al 1946; Ne
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propunem ¢z Intr-un studiu viitor sd detaliem prezentarea acestei pa-
radigme c¢xtrem de promitédtoure in studiul memoriei.

PDP si PDA prin rigurozitate: metodologicd pe care o impune au
premisele si devind paradigmele dominante in studiul memoriei imp.i-
cite desi unele aspecte teoretico-metodologice ale acestora se cer incd
clarificate (vezi 2.2.4. si 4.2.).
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ANEXE

Instryctia implicila (pentru experimentul 3 i 4).

VA rog sa completati radacinile e cuvinie cu primul cuvlni care va vine in
minte*.

Instruclia implicitd clasick (pentru experimentele 1, 2, 3 =i 4).

LVa rog si completati raddcinile de cuvinte cu primul cuvint care va vine in
minte, S-ar putea sd va vind in minte unele cuvinte studiate anterior; este OK.
Ceea ce este important, este si-mi spunetli primul cuvént care vd vine in minte,
oricare ar fi acesia.”

Insiructia explicitd (pentru experimentul 1).

WV orop s complelali radacinile de cuvinte astfel incat sd rezulte cuvinte
studiate anterior.

Instructia implicitd modificatd (pentru experimentul 2).

.Va rop s3 completali ridacinile de cuvinte cu primul cuvant care sa vine in
minie. S-ar putea sa vd vind in minte unele cuvinte studiate anterior; cste OK,
iar dacd acest lucru se intdmpld spuneti ,da¥ dupd completarea riadacinii de cu.
vant. Ceea ce este important este si-mi spuneli primul cuvént care va vine in
minte, oricure ar i acesta‘

Instructia de includere {pentru experimenitul 4).

WVa rog si completati rddicinile de cuvinte astfel incat sd rezulte cuvinte sui-
diate anierior; daci nu reusiti acest lucru completati ridicinile de cuvinle cu
primul cuvint care va vine in minte.*

Inctructio de excludere {pentru cxperimentul 4).

LVa rog sa wtilizati rdddcinile de cuvinte pentru a vil reaminti cuvintele stu-
diate anterior, dar si completati aceste radacini de cuvinte cu alie cuvinte decat
cele studinte anterior, dacd nu reusiii acest lucru, completati radacinile de cuvinile
cu primul cuvant care va vine jn minte”
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VALOAREFA TERAPEUTICA A RITUALULUTI FUNTRAR

ILEANA BENGA, OANA BENGA

Universitatea Babes-Boival, Cluj.Napoca

ABSTRACT. The Therapeutical Value of the Funeral Ritual.

Being o major trauma, the desth of o close person produces diu-
matie effects shattering and’or changing the fundamentnl {aiths about

world.

Funeral and post-funeral ceremonics have therefore o theraneutic
role for the recovery and the reintegration of the living.

This study describes and analyzes funeral rituals, from the agony
to the end of the mournine, practiced v the communits of Budest?
(Maramuresh

MOTTO:! Men do not weep for the dead
hecause the fear them; thoy fear
them brcause theyweep for them*™

Emile Durkheim

Existenti noastrd este tesuta din ritualuri, de a caror perlormare
sutem, sau nu, s devenim constienti. Daci actele mirunte, zilnice func-
tioncuza ca ritualuri (Thomas, 1983) instituind mediul si conferind contro-
iul copnritiv usupra acestuia, rituslurile saere cu atit mal mult realizeaza
reiterarea unor cadre consacrate, a ciror necesitate, op virtuti axiologice,
pentru comunitate inseamnd impiedicaren destramarii s1 refortificaren
cueziuntl vietii (Eliade, 1981). Dincolo de spatiul ordonit al actului ritual,
dar si in absenta performarii ritualului, mediul e, peniru existenta umani,
friabil si plin de spaime. :)J_gl,lldntu vehilibrului vine doar cu siguranta
rituaiuiul implinit. B nevole du reinteg rarea in cadrele cimsacrite " peniru
7H viatd este miscare; far intain conseeintd o acestui postulat este ¢l existi
moarte.

A doun conseeinid av tf ¢ prinomoarte se trece in cela. I8 o necesitate
fundamental umana a construi acest cova, Pe de-o parte e vorba de o stra-
,emo ps;holog,tca a omulm inci dm vremea socmtdtllor arhmw dea ;_Q_&

unuuapott real, mtrc emstenm 1m11\1du¢l¢ slcen cosrnicd (I Svuleanu
apud Istrate, Chis-Ster, 1983, p. 316). ce se poate formula in termeni de
ia strict pozitivi pand la mistici.

Tn fond, aceustd postexistentéa este profund opaca pentru vii; dar dis-
saritied prin moarte o unuiu dintre vii, prin traumele psihice pe core e
couzeaza celor ramasi, nu i ose poate supravetut lasind acel gel ca o cavi-
tte. Deci din propriile nevel spirituale, comunitaten celor rimagt va in-.
coren o punte de comunicare intre Laici» sioLdineelo®, facind penctrubil
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un orizont a cirui lipsi de manevrabilitate o vor suplini cu propriul lor
instrumentar mental de oameni vii. Comportamentul funerar al membri-
lor unei comunitati se compune din practici care vor viza exorcizarea gpat-
mei si a durerii }or de vii, vor fi incdrcate prin functia lor apotropaicii,_
in vreme ce mortului vor incerca si-i deschida drumul catre ,.dincolo; in
ansamblu, vor viza reinstitiirea ordinii de extsienld a comunitatii. De pre-
cizat ca societatile truditionale cuprind in intelesul de comunitate pe toti
mortii ler laolaltd cu comunitatea viilor, lu fel de organie.

Obiceiurile fupcrare si-au piastrat formele arhaice uproape neschim-
bate din vremuri imemoriale, céict doar cle, ca unele erperimentate, pot {i
eficiente in trecerea in necunoscut, pentru -1 caliuzi pe dalbul de pri-
beag® si a-1 aseza dupd datind si netulburat in lumea de dincolo (Bot.,
1983).

Trecerea de la o stare la slia prin moearte ¢ marcatd de rituri de tre-
cere; actantul lor este cel care treee si nu comunitatea din jur. Conforr
schemet hai Van Gennep, riturile de trecere @u o structurd tripartitd:!se-
pararen de sfarea veche Ageincorporarea in. Starea-nand, intre care se G-

sesteb perxoadd ‘marginald, liminara. Acest concept de liminaritate (Hertz.
1807, Van Gennep, 1909 — apud Huntington, Metcalf, 1979) este comun
tuturor riturilor de trecere, nu doar celor funebre, peniru ¢i in orice tre-
cere se fixeazd reprezentari terminale, mortuare. ].j.mmz;t)ntate inseamna
fiecare conditie/stadiu/secventa care transeazi separared. -

Pcntru c*a care celebreazi ceremomll(- l'unu‘are nu exista decat ne-
fqgg,;mgﬁ_e_&tma (.umum— p@nu‘uw u.u,

Reformulurea echilibrului de existentd se implineste in masuri di-
ferite, de la comunitdtile traditionale, unde se pare i incd ritualul funcray
func t_10nea/,d pind in finalititile sile ultime, péind li societdtile moderne,
unde simplificarea progresiva duce 1a o refuacere incompletd —— cu un nu-
mar considerabil sporit de probleme nevrotice, psihosomatice si chiar fi-
ziogene organice consecutive {Bunton, 1978). In ce priveste simptomate-
logia de ordin psihic, nu existi inci o univocitate a demersurilor clasifi-
catorii., Suvage (1994) opicazd pentru diagnosticul de_stress posttraumatir
atasat simptomelor de complicated bereavement, detasindu-se in aces:
mod do punctul de vedere ol APA (19887), care identificd acesie tulburin
in termeni de depresie majort; autorul citeazd si opinia exprimatd do
Kim si Jicebs (1991), pentru care simptomele apar in conjunctie cu o
. anvietate de separare severd si prelungitd, Dupd Ramsey & Happée (1977,

1979) si Mawson, Marks, Rumm & Stern (1981) ar {i vorba de o_reactic
{obici de_ovitare (apud. dehde IJ(M) Prezentam si clasificarea opel‘:n'
do Raphael (1084), care incearcd sa circumserie complexitatea simptome -
lor prin trei mari patternuri dJe doliu_morbid sau _patologic: 1) dolix
absent, inhibat sau intarziat: 2y distorsiuni, ce iau forma unor seniimenic
extreme, unice, de furie sau vina in raport cu cel dispirut; 3) durere
cronied.

Prezenta unor asemenea manifostari patologice, care prin duratd si sc-
veritate impun  adesea spitnliz.lru sau tratament plolun;.,jt dincolo de
problem: taxonomici lor & impus st o alta — aceen o elaboririi unui mo-
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ael de normalitute curacterizand reactiile psihice declansate de moartea
ruiva drag.

Eveniment traumatizant major, disparitia prin moearte o unei persoane
apropiate actioneaza la un nivel experiential adiane, invalidind sau zdrun-
tinind credintele fundamentale si asumptiile implicite despre sine si
lume — continute in acea ,teoria personald o realitatii® In care se refera
Epstein (1990; apud. Meichenboum & YFitzpatrick, 1993). incat este nevoie
de o noud lume asumptiva care sd poatd asimila experienta victimizirii
intr-o manierd adaptativa.

Worlen (1982, apud. Savage, 1994) considerd ¢d persoanclor care se
A1a in situatie de doliu le-ar sta inainte patru sarcini fundomentale:
1y acceptarea realitatii pierderit suferite

incepand cu Melanic Klein (apud. Benton, 1978) — si nu doar in
traditie psihanaliticd — se considerdl ¢ scopul trdirii doliului, ca durere

(grief) si suferintd fmourning), ar fi de testare o realitatii freality testing),
de recunoastere a pierderii si de adapture la aceasta. Se vizeazd astfel
contracararea negarii (eveniual si a represicl), aflate In proximitatea po-
Tului evitativ al mecanismelor cognitive de coping (Miclea, 1995).
2) experienticrea durerii

Chiar dacd pe moment negarea pierderii duce la minimalizarea du-
rorii, acest fapt nu poate fi permanentizat, existand riscul decompensarii,
cu aparitia ultericara a unor tulburari depresive. In acest sens, se recu-
noaste rotul canalizarii trairilor intr-o activitate circumscrisd, cu un scop
clar, un inceput, respectiv un sfarsit, distincte — tip ritual.
3) ajustarea la un mediu din care lipseste cel decedat

Adesea nu existi o percepere clard a tuturor dimensiunilor pierderii
suferite. Mai mult chiar, se poate punc si problema practicid o adoptarii
unora din rolurile celui disparut.
4) ,retragerea* energiilor emotionale si reinvestirea lor in relotii noi

Este cea mai dificila sarcind, deoarece ea poate i interpretati in tor-
meni de vind si de neloialitate fatd de cel dispirut, De fapt, unele per-
soane nici nu reusese sa se mai angajeze vreodatd in relatii afeciive cu alt-
cineva. Problema este mai acutd in sorietiitile oceidentale, unde derituali-
zarca induce o nesiguranta legotd de durata adecvatid a dolivlui. Cere-
moniilor de dupd inmormintare (purustas, poemuana moridiui} le revine
ivemai functia de a concluziona dolivl — pormitind celor vii refacerci si
reintegrarcei.

Programcle de interventie terapcutici cxistente pind in prozent au
i vedere, sub o formi sau alta, toema rezolvarea obiectivelor enuntute
mat sus. Precizdm ed In ultima vreme se accentueuazd ideeca unor inter-
wentii nu doar post hoc, ¢i si profilactice, de psihiatric preventiva,

Cele mai populare forme de psihoterapic, adaptate pattern-urilor de
uoliu patologic, ar fi (apud. Raphacl, 1994; Saviage, 1994):
— psihoterapia focala (Zindermann, 1944; Raphael, 19733 -~ in crizd sau
subsecvent; se urmireste conversia raspunsurilor intr-un pattern mai
normal, In care perscana sa fic in stare si traiascd si si-si exprime da-
Tore:;
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«— yre-grief therapv® (Volkan & Showalter, 1968; Volkan, 1971) — se
cautd motivele datoritd cdrora persoana nu a fost in stare si experierni-
tieze doliul in trecul si se asigurd asistenta necesard re-trairii complete
a acestuia in prezent;
— terapii comportamentle (Ramsay & Happee, 1977, 1979; Gauthier &
Marshall, 1977; Mawson, Marksal, Bamm & Stern, 1981) ~— pot fi aplicate
deopotrivi in pericada imediat urmidtoare pierderii si subsecvent; mani-
festarile patologice sunt curacterizate drept reactii fobice de evitare, al
ciaror iratament® constd in expunere la si confruntare cu amintiri, idei
sau situatii dureroase, legate de pierderea suferitd;
— imagerie ghidalad (Melges & De Maso, 1880) — reamintirea scenelor
legate de evenimentul funesi, si indepartarea barierelor in triirea durerii:
— folosivesa ritualurilor {Reeves & Boersma. 1990: Irion, 1991} — triirile
sunt canalizate intr-o activitate circumscrisa, cu un scop clar, un inceput,
respectiv un sfirsit, distincte, emotiile insd putind fi cxprimate liber,
Wde-intelectundizats:
— ritualuri de separare simbolice sub hipnozi (Savage, 1994) — se ur-
méreste vizualizarca corpului celui decedat sl ,ceremenia® Iudrii unui ul-
tim ramas-bun.

Aceste programe de interventie terapeutici nu adue insd nimic nou;
pentru cid performarea ritualurilor indeplineste toate functiile pe care

aceste terapii — abia fragmentar! — si le asuma.
Incit vom considera in continuare rituadul funerar drept o forma
winstitutionalizatd® de coping (Lazarus, 1991) — adicd de ajustare la o

situatic de viatd extrem de troumatizantd —, core se oferd si impune in-
divizilor comunititii o daid cu reiteraren evenimentului declansator. In-
trarea in spatiul sdu mediazd cognitiv inclusiv procesele de evaluare pri-
mard ale actantilor — acele prelucrari de infermatii care vizeazil poten-
tialul stresant &l situatici; decl cu atat mai mult reactiile emotionale sub-
secvente vor fi modificate, ifar evaluarile secundare: atribuirea respons:-
bilitatli pentru situstia datdi, estimarea resurselor personale de adaptare
1a solicitiirile situatici si expectantele pentru viitor vor fi modulate. Efi-
cienta performarii ritualului std si in prezenian unor strategii comporta-
mentale (ciuicren suportulul social, actiunca planificatd) si biochimie {op-
timizarca reactiilor biologice Ia stres prin catharsis emotional sau indu-
cerea unci stari de constiingd hipnotice). alituri de cele cognifive, orien-
tate spre confruntarea cu cvenimentul troumatizant,

Analiza prezenid are in obiectiv o comunitate din Budesti, judetul
Maramures, studistil in vara 1994, & cirel existentd se inscrie inca in
tiparele fraditionulului. Informatiile provin din observatie participativi
si din interviuri realizate cu informatorii prezeniati in lista anexati. Vom
considera ceremonialul funebru din perspectiva intensititii trairii limi-
naritali de catre supravietuitori: o primid etapa cuprinde secventele des-
Tasurate din momentul mortii pani Ia scoateren mortulul din casd;
doua etapd incepe cu scoaterea mortului si cuprinde dramul lui — in-
clusiv sfintirea gropii; far a treia cuprinde depunerea in groapd si acope-
rirea morméintului, si ospiatul funerar. Probabil cid aceastd fazi se va in-
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chela dowr o dutd cu iesirea din starea de doliu {(dupd 3 zile, 6 saptimani
sau un an). In rest, tot ce se va implini pentru cultul mortilor presupunc
reiteriri ale relatiiler, deja statuate prin ritualurile funebre, intre mem-
brii vii si cel morti ai comunitdtii.

Riturile funerare incep in agonie: principala obligatie a celor ce ri-
min — dincolo de chemarea preotului peniru maslul crestin — cste a-i
do in mind o lumanare (numita ,Jumind®y aprinsd. Giasim informatii (Ma-
rian, 1892) ci e cel mai mare pacat sd-1 lasi s moard fara jumind. Kx-
plicatiile date arata toate ¢ ucestu e primul rit Hminar; in esentd, sc
spune ,ca siise vadd mortului in aceea Jume®, si giseasci drumaud; ca cel
plecat sa treacd ghidat hotarul mortii. Lumédnarea se va stinge dupd
moarte, ea v mai fi aprinsa de cite ori bat clopstele si 8¢ ednta® (se bo-
ceste): se v mai fi apring noaptea, fiindea trebuic sd fie tot timpul luminag
in odaia cu mortul. In anumite zone etnografice existd mentiunea «i
aceastd lumanare se topea in ceara ,Juminii trupului®,

Moartea e anuntati comunitdtii prin bataia clopotelor; in sens ritual,
acest lucru se v petreee pentru a marca cele trei momente esentiale ale
zilei (dimineata, amiaza sl searw), in toste cele trel zile obligaterii pind
Ia inmormantare. De predizat ¢& nu se fae inmormintar: in zile de poest
decit in situatii-limita, pentru ca toule alimentele care se consumd acum
au valedren rituali de merinde pentru mort si deci trebuie s Intruneased
toute conditiile de complexitate pentru a-i {i in cel mai inalt grad indes-
tukiitoare in marele drum.

Rudele apropiate incep sd se comporte asa-cum-trebuie-in-pre-
zenti-mortulus: imediat se instituie doliul: femeile se despletese si-si pun
pdnziturd ncagrd, barbatii se descoperd. Se pregiteste odaia: se acopord
oglinzile, pentru ca mortul nu mai are voie si se vaddt in oglindid; cun
acest act Incepe vregitives cadrului pentru savarsirea necesarelor rituri
liminarii; posibilitatea dedublarii prin oglinda e un privilegiu ol viilor,
interzis celul mort pentru ca el trebuie sd ramand dus din Jumea de s,
Dacd se vede mortul in oglindé, se Intoarce, nu pleacd de tot; si | apai i
{at vezi pd mort, cand te duc in camern ceee, ori cand te gindesti Lo ol
(informutor 4). dupi cc-i Ingropat. B oun rit de protectie o celor vil im-
potriva actiunilor potentiale ale mortului, marcind in acelasi timp o noud
treaptd liminard in drumul sdu. Cele doud finalititt —— pentru vii si pen-
tra mort - ale actului inseamnd un acelasi lueru: ol separarea de comu-
nitatea viilor, adica realitates mortii, se cuvine transatd cu fermitate.

Nimic jesit din comun nu se inregistreazd in comporiamentele de
pregitire o mortului: ¢ un membru al comunitatit, care e pregatit cu
riji pentra drum. Dar toate semnificatiile qcestor acte arntd foarte
clar ¢l mortul e dejo alteeva: intdi e spalat, de catre un om mal sarac,
din wfura familiei (pentru ea cei din familie se tem ¢d vor ramine me-
reu dominati de amintiven lui, ceen co este cova raun! — [Néaprade oo
1876, care va primi de pomanda hainele mortului. Orice lucru dat de
pomana va fi in grad moxim eficient in fmplinireea sa pentru mort.
Vausele de Lo spalat se dau celui ce-1 spald, de pomand, ori trebuie arun-
rate, ca stoapn mortulug, foarte incireatd eu puteri malefice; cdci L te
Teaga®, precum orice luery core interferenzil dinspre lumea cealalt&q Tot
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acest om 11 imbrach pe mort, dandu-i hainele cele mai bune, caci el ¢
Hdalbul de pribeag®, care se¢ miscd, de acum inainte, intr-un spatin de
sacralitate, dimensiunc implicita in care se produce crice trecere. Inainte
vreme ,s-0 audzit ¢d-1 bine sd si-ngroape cu camasa cu carc-o fost
mire* (informator 3), probuabil pentru ci sccasta isi probase virtutile
rituale in ceulaltdt trecere.

Cel ce il imbraca trebuic sd aibd grijd sd nu-i innoade braul ori
bricinarul, caci altfel sotul sawn sotta raman legeti de mort si nu sv m:d
pot recasatori; altd explicatio spune ca 0l innoadda drumurile®.

Femcile rude apropiate ale mortului il bocesc (il canta) la momente
slabilite: cand bat clopotele, si mortuwlui i se aprinde luminaren, cle
incep cintarca — simultan —, inconjurd odaia, apol ies ofard si il
cantd de jur imprejurul curiii; bocetul exprimd darerea la puroxism,
dar separares trebuie trditd si infruntata deplin in fiecare colt ol casel.

Bocetele transcriu furia, durerea si plansul in forma ritualizatd o
unor patiern-uri ritmice, care sincronizeazi structuri verbuale complexe
cu gesturl specifice. Recurenta acestor pattern-url duce la focalizares
afentiei si la absortia adédncd in actul performit, inducind o stare care
la extreme poate parea unalogd unei stiri de transé {Shor, 1962, Sarbin,
1964, apud Hilgard, 1970). Detonuarca emotiilor este facilitata ostfel -
jar uarderea®* lor arc functia homeostoticd de supupd biochimici o ten-
siunilor acumulate. Pe de alta parte, prin fuptul ci existd momente si
durate ourecum determinate pentru ficcare  secventi  de bocete {(de
cxemplu, se boceste atata timp ciat bar clopotele) descarcarile emotio-
nale sunt tinute sub control.

In bocete apare si un posibil corespondent al logicii de transd, care
ar putea exprima chiar esenta conceptului de liminaritate: il invoci
pe mort, ca siocum ar fi in acelusi timp in lumea de aici si in cea de
dincolo {a se vedea anexa cuprinzand vorbele bocetelor).

In ziua inmormintirii se pregiteste toata mancarea de pomana;
suni chemate femei specializate pentru aceasta -— socdcitele. Cei ce au
umblat cu mortul, deci st femeile casel, nu au voie sia se atinga de min-
rare, in Ump ce Se prepara.

Tot In dimincata ucestei zile se asozd in sicriu, in osternutul special
destinat. Pina acum el va fi stat ,gios pa pamant®, dar iarna peate fi
pus In coparsau imediat ce scesia e gata. Desi e neverificabil astizi,
s-oF pulea ca acest act — deopotrivd cu cel al spdliirii mortului pe pi-
mant — sa inchidd in sine semnificatiilc arhaice ale mortii pe pimdnt,
neeesara precum era nasterea pe pamdnt; cun oafiat mai mult cu citoin
sate invecinate semnificatin — pur practici — a asezirii moriului este
chira.

I se fac ubtimele pregatiri puentru drum: pe picpt i se punc un eo-
lac impletit, de merinde, cu banii pentru cele doudzeci  si patru de
viimi ale sufletulul; pe piept 1 se pune siJJumino trupadud®, lumanarea
avand lungimea mortului, care s-a aprins de cate ori s-a cantat. Acum
— din lipsd de ceard naturalda — o luméanare de dimensiuni obisnuite
s¢ pune inir-un borcan cu griwm suu porumb (posibild relatie rituri fu-
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nerare — rituri de fertilitate. A se vedea si Bot, luer. cit,, p. 40 si urm.);
si aceea e LJlumina frupului®, si en va arde i pe coparsdu, piana la ple-
cares mortului din curte. Aprinderea ei marcheaza trepte in separare,
lr faptul ¢d are lungimea mortului poate insemna cd-1 simbolizeaza,
arderea ei echivalind incinerarea (Nipriadean, 1976); Martan {1892) o
interpreteazat ca tolag, pe care are a se sprijini mortul pind va ajunge
la capitul drumului sdu, adiugind cd ii va arde toate pacatele, cat sta
neingropat, — conditia puritdtii rituale la momentul trecerii fiind inde-
plinitd in protunzime. Probabil drumul lui va {ine exact pand se va
toci de tot ucest toiag avand lungimea statului siu; ceremenialul, ca acte
rituale prin care si treacit mortul in calatoria sa, continud dincolo de
lumea noastrd (Pop, 1968); semnificativ pentru conceptia, foarte sub-
tild, asupra marii treceri, este modalitatea de a imagina continuarea in
mit @ ceremonialului funerar: ficcare are drumul sdu propriu; iar in

planul cerem niaglului terestru, dramul va dura — si va fi vegheat de
cei ce ramin — pana se va ispravi lumanarca de masura lui

Pentru Jumina trupului® si pentru coparsiu s-a luat mésura mor-
tului; sivara respectivi se leagd la streasina casei, pentru ¢d in ea poate
rezida norocul casei; deci legitura dintre lumi, prin faptul ca o anume
valoure pouate sd le transceandd pe amandoud, dincole de hotarul mortii
dintre cle, profileazd din nou felul de concepere a mitului despre
moarte.

In jurul amiezii, oamenii casei merg dupi preot si-1 aduc in casi sd
fucd festania; preotul sfinteste mincarea de pomana si face aghiazma
pentru groapd. Acum se interpreteazéi bocete care cresc in tensiune pen-
tru ¢ o datd in plus ¢ manifesta realitatea separdrii iminente.

Apol sc scoate mortul din casa. Acesta e pasul decisiv in despdrtire,
facut de vii, — dupi ce primul si focd pasul decisiv in separare va fi
fost cel plecat. Mortul e scos cu picioarele inainte, ca sd nu se in-
toarcil; sotia inchide usa cu putere, izhind-o cu spatele: e al doilea rit
liminar de protectic fatd de orice actiune ,de dincoloe®, Cei ce-l scot
nu pot fi rude foarte apropiate ale Iui, cici — se spune -- ,CUm s
scoatd fratele pe frate din casd?e (informator 3). La fel e si cu sdparca
gropii: nu-i poate sdpa cineva foarte apropiat groapa; e deci o fazd a
ritualului In care pierderea nu e primitd (acceptoti) deci negarea e inca
manifestd — st permisi.

I3 asezak pe mas: pregiatitd in curte, st apoi incepe datul pomentlor,
peste coparsiu, conditie oblisatorie in eficienta lor ca hrana rituald fu-
nebra,

inainte de prohod, se canti din nou la intensitatea maxima. (Vexd
ianexa...).

Prohodul in sine are o functie curativi din perspectiva scenariului
crestin, Lo sfdrsitul prohodului o cintat versul, compus si interpretat de
diac, lo indicatiile familici, in numele mortului, ca rdmas bun luat de

Lo totl cei il Desi ¢ o creatie semicultd — deel nu apartine patrimo-
niului arhale moestenit si probat In eficientd prin exersare indelun-
gatad —, n il e mai zgediitor cu atdt e mai apreciat de comuni-

toatoe
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Probuabil baterea capacului sicrivlui o momentul culminant In du-
rore, exprimat si prin bocet; prin asta despirtirea e pecetluita.

Se formeuzi convoiul funebru care va merge |l groapd; se boceste
tot drumul, in afard de cele in medie doudsprezece statii 1a care citeste
popa. Bocetele ined il cheamd inapol pe cel plecat, dar se simte cd deja
¢ receptatd ca evidentd distania dintre lwmi (vezl anexa...); se invocd
incetinirea ritmului de mers al convoiului condus de preot — deci pare
el e un fel de tarsujali—negociere o sfarsitulul deflinitiv (o se vedea
pattern-ul  de  coping  negare—ifurie —, tircuinii*—depresie—aceeptare,
consacrat de Kiéibler — Ross [1974]. Totusi ingropare; nu ¢ numg imi-
nentd, e si foarte necesara.

Bocetele de 1 groapd constientizeazd, intr-un  alt muxim ul durerit
despartirii, cad ingroparca e punctul final o] drumului terestru; de aict
rortul vy cidtort singur, vegheat de la distantd de  sapravictuitori

Dupa acoperirea mormintulul nu se va mai canta dupd mort; nu
avermn informatii de aici cu privire la bocetul 1o mormant inchis.

Prima mind de pamént o arunca preotul {sou sotin) apoi rudele;
dar se spune cd e bine o arunci o frunzi mai degrabil, cici acelia hat
e mai greu, care I-au aruncat cei apropiati® (informitor 4).

Semnificative sunt actele care se implinese in o douan si a trein clapd
pentru .a-1 uita pe mort®: de exemplu, ca si nu-l mai vezi wvenind,
trebuie sd te uiti printr-o sitd in directia in cave ¢ dus la groapil.

De la groapd, oumenii sunt chemati lu masa de pomanda: | péntru
vameni s-o ficut, si cu cameni sa fac alester (informator 1), Lua plecare
ticeare primeste hrand de pomana in afura ospatului funerar,

La trei zile se sfarsese riturile legate dircet de moarte; pana acim
se spune ci sufletul a stat la streasing cosel, privind cum implinese cei
vii cele trebuitoare trecerii. Acum el isi ia toati portiu de hrunid si
pleacd; In anumite locuri se chiar pune apa si fiind, in nouptes celed
de o treia zile dupd inmorméantare, si se ospateze mortul.

Mai departe nu se mai ofera nicdieri hrana direct mortului, ¢i dour
prin pomene: o sase saptamani, la un an, Ip sapte oni, la zilele mor-
tilor (de obicel in siambetele morlilor* din postul Puastelul si pestul
Craciunului).

Starea de doliu se sfarseste de obicei lu un un, dar integrareia com-
vleta o mortulw in lumea de dincole si refaceren completd a comunititii
vitlor se pare ¢ nu poate avea 1 e inainte de sapte ani.

Desi sumar expus, ritualul prezentat oici Isi releva semnificatin va-
tidatd in timp: futd de mort raméane doar siguranta actuwdud ritual im-
plinit; implinirea lui conditioneazil supravictuirea celor ce riman, astfel
incat ritualul de moarie este de Tapt ritual de viotil

Lista informatorilor

I fesei Marie. 64 ani, Budesti.

Chiran Mirie, 22 ani, Breb {sora cclui decedat).
wisoran Patru, 36 ani, Breb.

Chirg Anuta, 26 ani. Mara.

L
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CANTARI LA MORT

(Vasile Borea 63 ani, Budesti, Maramures}

CANTARI IN CASA:

... Vai ochil nu mi s-a3 usca  (sotia)
vai badiucad si bunue
Vil st vesl rdndu’ cuam mi-a si
%7ai badiucd bunu’ m'ieu
Vai trait-am bine si rau
Val c.asa o lisat Dumneziu
Vai odatd de ti-am gresit
Vai iartd-ma 1a despartit
Val scoald-te sd graim
YVai mint'enas n'e d'espartim
Val seoald<te st grai cu mine
Vai ca vine popa dupd tine
Yai badived bunu' mieu
Val spune tu cu gura ta
Vai cd cum imi lesi casuca...”®
CVad tu cum te-ni legiuit cu moartea

{sora)

Viai nu stiu cum ie-ai legiuit
Val ca moartea te-o hiznuit
Val frative mai Vasalii

Yai fratiuca pd dum’eta

Viu in ocol te-as ingropa
Vai in ocol langs fereastrd
Val s& 1asa randutu-n casi
Vai s dziuea si nnapten

Vai 1 sara cand o cina
vai frative fratiucy’ m'eu
Val dupil tine.mi pare rau
Val unde moarte tu te bagi
Vai nu mai lesi boii-ngiugati
Val numa'lacrdmi pa ohraz
Vai fratiue mai Vasalii
Yai mult in viatd af muncit
Vai pulind ai hazuit
Vai numa’ cinei scanduri de brad
Vai si pamantu’ mésurat
Vai fratiuve mai Vasalii
Vai seonla-te de mai poti
Vai si grai cu noua cu tati
Vaj frative mai Vasalii
Vi strainiu «i fo'-n spital
Val numa’ surori ai chemat. ..
. Vai cat te mesteci cu Jutw’ ., *
weo. Val zirite.ai sd mai graim. (sotia),
Vai ¢d mintUen® n'e despartim
Vai secoald-te si prai cu mine
Vai zin'e popa dupa tine
Vol eu de-ns sii ¢a te-ui sculn
Val as intoarce pe popa
Vai eu de-as oti ¢t te-al trezi
Val as intparce praporii .

CANTARI CAND AJUNGE PREOTUIL IN CASA LA FESTANIE:

... Meretl prapori inapoi (fitcap
Yai tdtuca nu mere cu voi

Val hai tdtuci nu plecu

YVai ¢d taluca w-p murit

CANTARI LA TESIREA DIN CASA:

..o Val badiue badiucule  (sotia)
“ai pune-te cu moarte.afarda, . *

Vai muma® cit s.o hodinit

\al ca tatuca s-o sculat

Vil hai vid'eti c-a colindat
Vai hai vid'eti e-aici it ecat. . .

w e Val co easd mandra-at avut  Jrifea)
Vi tittucd nu t-o placut.

CANTARI LA HATEREA SICRIULUI ST PE DIIUM:

e Vah oal murit pd patw” shitalului
-snra)

Val pd mana doctoruul
i fard lumina de sdu
Lok fied eamiing din satul {au

I Pavcinchenia Maedagegia, 1 DIRE

Var mai fraciue mai Vasalit
Val unde vel amu pleca

Val nu mere posta nicl carten
Vai de-aicl cand i iesi

Lab numeio tios-i tita
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Vat urma (i s-a astupa
Vai frdtiue mai Vasalil
Vai si din ocol nu porni
Vai fratiue mai Vasalii
Vai intinde manurile
Vai si grai cu neamuriio
(incene drumul):
wo..Val sidin ocol nu porni (fiica)
Vai hai tiatuea si hai to

“ai pa cine te-al supdrat
Vai de-asa drum lung o plecat
Vi o1 de stire nu ne-ai «at
Vai ca esti gata de plecut
Val st 1 nei nu fe-ai bigat

(— statie —)
Vai fil parinte cu iertare
Vai <1 nu mere asa lare
Vai mars-i ziva si-am sosi
Vai mintenny ne-om despar{i
Vai tatued sf hai ta’
Hui scoald-te tatuecd scoald
51 lasa lada asta goala

7at las-o-n pod sa putredeasca
51 haida 1a mine.acasd
Vai ¢a te-ol pune dupd masa
Vai la noante -1 culecan pat
Nu-nt'-o groapa cu ajad

{(— statie —)
Vai in poartd la tinlirim
Stai oleaca si griaim
Subt o ereangd de milin. ..
Vai cat o fo' primédvara

/ai fe-ai legiuit cu moartea

CANTARI LA GROAPA:

wo. . vl hat tdluea si hdi ta’
Vai hai acasa s.om cina
Tara-nupoi-i inturna

Vai c-ui plecat fard gustare
Vai de Ia casn dum’itle

thiica)

Ok

LN ERY

Yo ony osddu cum teeal legluif
Val ¢d moarten te-o biruit

Voat fratiucda Vasalil

Unede mearte tu te bael

Vai nu mai lesi holi-nziygati
Vat, muna' osacriml pd obraz
Vai fratiue fratiucule

Viu wicen cand ol zini

Val eu eine m-ol jelw

Vai daca dum'eta nu-i si

Vai fratiue frativeule

Vai de-ncdsuca duei-le

Viat intr-o grading cu oriel .,

JANaloint'o grouapid ca izvor (sor i

Val o gionei t-om murt d'e dor ...
JVal ol sl duminoon
Vi oecand o Ta popa siuiha
\Vai m-oi uity Ia dum’ata. ..
{—- statle —)
Var frativeda st bunue
Varn la poarta la tintirim
Vai stal un pie s mai graim
Val mint'enas n'e despartim
3 solun nu ne mai intélnim
De-a fi fdcut Dumnezdu
Vai fereasta e coparsau, .,
... 0 mamucd si bunuci
Fi-{i carare 1’ in morminte
Tesi la frati-min ‘nainte
Val ed t-am facut de merindie
(O merindicara putine’
Val faeuld de médna me', .

w.. s haiocdt de drag 1e-ol derta (sofiq)
Vai eu te dert din inimioara. . .t
W ... Val noaple buna cu il dzie
Val dum'eta nu dzici nimie. . ¢
oo Val mie randu’ cum mioa st

{fitcay

Vai tatuca si hii ta’

Vai aproape de mine-i si
Numa' nu.i pute’ zini...*

e Vai fritive unde-i dur'ni
Vai in tinfirim cu mortii .. »

(soti!
Vol cum mi-n infrat pustii-n eusd ..
Val séi-t fie {arénis usoard ||
Vai In noapte unde-i durnig
Val in gradingd cu mortii. . M

fsore),
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IN MEMORIAM

i ALENANDRU ROSCA i

O VIATA INCHINATA STIHNTEI ST INVATAMANTULUT

in cel de-al 90-leg .an al existenled side, 1a 17 (@bruirie 1898, s-a stins disereg
din viatd — ca intr-o falfaire de aripi — profesorul Alexandru Rosca, membriz )
Academie] Romine, personalitale de seamd a psibiologici romanesti.

Néascut la 23 august 1906 in loealitaten Céalata, judeiul Cluj, dupa ce face
studii jiceale. Alexandru Rogca se inscrie la Pacultatea de litere sifilosofie de la Uni-
versitatea din Cluj, ludnd licentla in psihelogie in 1928, Incd student in anul 11, este
numit preparator la catedra de profil de Ja Universitaten clujeand, ine Jucriren
s de licenld O privire sinletied asupre psthologici contemporgne oste Hpdi
in volumul coleetiv Psihologia configuratici. Doi ani mai {drziv, in 1930, obline
1itlul de doctor cu teza AMasurarca inteligeniei si debilitaieq mintaid  publicat: in
acelast an. Dupd o cdlitorie de stadii pano o mal mualie el I reinteareese pablicn
doud tucrari Debilitatea mintald si Putologie dewviatilor morali apirute in 1931 Ve
linia acelorasi preocupari, lista de luecrart tiparite ale tanirului psihoiog cujein
se imbogiteste in anul urmitor cu un nou volum Delincrentdl minor, apol Psilio-
logia martorului in 1934, pentru ca ulterior s4 semnere (in coluborare) inswbis
{itateq emotivd (1936), Adaptarea sociald (1938) si Menograiii profesionale (1943,
De notat aparitia, in anul 1943, a importantului volum Maotivele qetiunilor ncne,
devenita lucrare de referinta in problema maotivafici.

Toate aceste volume (carti), care finalizeazd o impresionantd munci de in-
vestigatii personale si de condensare o unci ample informalii bibliografice, duc
mal departe cercetirile cunoscute, Imbogatese literatura psibologicd cu date iine-
dite, facdnd familiare cititorului de 1o noi o bred problimaticd si totodald o o
mentire de specialifate adusd la zi. Inir-o perivadd in cure psiholugin experimen-

tald si aplicatd ficea doar nrimil pasgi la noi in (ard —- <0 soune infram medalion
aniversar 1a 60 de ani — Jucrdrile lul Alexondru Hosca au insemnat for atdten

inceputurt fecunde, care wu fost relunte si dezvoltate ulievior, oferind in ncelasi
timpe premise deschizdtoare de drumuri pentru  alli cercctitori™  (Studia, 18E7),

In activitatea sa diductick, Intre anit 1926 s 16, Alevandrt Rosen indeplhi-
neste {unctitle de preparator, asistent si sel de luerdrd, in 145 este promovat con-
ferenliar iar in 1947 devine profesor ia catedra de psihologie de [ Univerdtatiea
din Cluj, al edrei conducdlor o fost iimp de 30 de ani. Dupd pencionarva, {une-
tiomeazd in continuare ca profesur consultant, conducdtor de doctoranst, manilo.-
tindu-se ca o prezentd activd si «distemiticd in viata stinlificd, ¥ae ales memisa
corespondent al Academisi Romine iar dupa 1390 devine membrs acuiv,

Intr-o periocadd de peste 5 decenii de activilale, generatii de studenti si-nun
insusit din cursurile profesorului Alexamdru Rozcn fundamentele psihalosion s1oau
cunoscut — sub indrumarea sa competenti — anii de ueenicie sliintitici. Do e
menea. numerosi cercetdqtori tineri aqu beneficiat de osistenta s mesoda ddcds o
mreluat idet s tehniel de Tueru verificate de o indelungati exoeriontin, i cunesent
misura inaltei exigente a muncii de investigatic stiistificd.

Luand distantd fatd de evenimentul cotidian, isforia <tiintei este tentati s
reting produsul finit ea atare, corpul de cunostinte valide punénd odesea intee
paranieze personclitili, respeetiv colective de corcetere, angajiate in elortd ovga-
nizat de exnlovare a unul domenio sau aliel, AMemoria colectivi pastrenzid jposte
Hmuy mirtird despre opera vie ¢ acesfor oameni s sropuri, despre invostitio Tor
cotidiana de efort si inteligentd, care nu face matovin consemndarii istorice. dar
levine foarte instructiva pentru studii de curisticd suintificd, de analizd o creatis




1()3 1. RADU, M. MICLEA

vitiatii ete. Mesajul remaccabil al vielil de dascdl si om de stiintd a lui Alexandru
Mosea este acela de a fi pildd vie de muned exemplard, care se propune de la sine
prefuirid comune fari ostenfatie sau prefiozitate verbala.

Profesorul Alexandra Rosen a strédns in jurui <du un colectiv inchepat de
mirncd, poentri care anii de eolaborare rodnicd au [acut ca tinuta stiintifica sobri,
jnalta cxigenid, cultivarea studiilor experimentale si uplicative, schimbul reciproc
e informalii st activitati, stilul colectiv de jueru <4 devind cerinte firesti, de
Tigcare zi

Posesgr ol unei inlormatic impresionante, dir sioal unel grile severe e evie-
luare «i ~eleetie, in anil deplinei sale maturitati stiintifice, Alexandra Hosea se
dedica unor opere Tundamentale pentru pdhologin romaneased. Bste vorba de
Tehnica psihologiel prperimentale si practice (19047), Tratat de peihologic experi-
mentaig (1963 — lucrare incununata cu Premiul de stal), Priielogie gencrald (1966
si HITRY), Creativitate, modele, programare, (1067), Metodologie si tehnici crperi-
montade in psihologie (1971). In aceeasi perioadd semneazii in colaborare: Psikolo-
ginn muncit industriale ($967) — lucrare distinsd cu premiul Academiei Romane,
apet Antitudinile (14972, 1a care se adaugd in anli B0 palru velume de Sinteze de
astholugic contemporand, in care psihologul clujean apare in colectivul de coordo-
nare generald sioca autor,

Opera psihologicd a lui Alexandru Rosea reprezinia o pledonrie convinga-
fogr pentru ulllizaren metodel experimentale in studiul fenomenelor psihice, pen-
cregtarea condasd eu rigoare, peniru inferenia contrelatd prin teste siatistice,

iru o
ventre expresia concisd a dafelor st oa concluziilor, affate moereu in vocinaiaten
imediatd o faptelor si evitdnd progresia speetaculousi o dliscursuiui. Optlianea

fermd pentru metoda experimentuld o datorcazi Alexandru Hosea formatiel  si
apartenentel sale 1a Scoala de psihologie clujang, ondatd de FlL Stefanescu-Goanga,
apreciat a fi intemeietor al psihologieil experimentale din Roméania.

In ultimele trei decenii, Alexandru Nosca si-n concentrat eforturile asupra
studierii ereativititii, in particular asupra  coleetivuiui e ceorcetare  stiintifica.
Prencupirile in aceastd directie au inceput cu cerceturen compurativd a rezolvarii
de srobieme i osituadic individuald sioin grup (1967), in cidrul wnor expevimente
simple, core miniaturenza situatii reale din invalamant.

™ lucrarea sa do sintezd Creativitatea genervalit i specificd (3981 - apdruta
L 70 de ani — Alexandru Rosca reia Intreaga problemi intr-un cadru mal larg cu

comtributip originale. Liucrarea in ansamblu constiluiz o incercare de a elabora o
teorio stiintified unitara a creativititii, poenind de la surse dispersate, uneori di-
vergenie, Un oo important se rezerva, in luerare, climatului oreativ < colecti-
wulii dle munca stiintificd. In notiunea de elimat creativ se cuprinde nu numai
chimatut psihosocial din grupul profesional de mo.ned, ci i atmosfera din familie
siowonada coredl precedd, precum sioceen ce revine conditiiter wocial-istorice. In ceea
e privesta creativitutoa colectivd, aparilia simultand & unor crendii, inventil si
desconerivt eertifica {uptul cd acestea se incadreazd In anumile legitati social-
istorice. independente de particularitdtile individuale ale personalilatit erctoare,

Trasatura care devine tot mal caracteristicd pentru stiinta contempor-and — uaratd
autreul — este activitifea de egrup, Colectivol stiintifie (formal sau informal) este

nr o imal 0 necesitate o vremit neastrz, o stoun facter de amplificare o creati-
CitAU in comparatio oo prestolic individuald, Aceastd concluzie devine evidenta
in eercetdrile autorului, desfasurats — pe baza unui interviv analitic — asupra
vrs i 1ot dle 70 de cameni de stiintd remaresbili (40 matematicieni si 30 fizicieni).
Printre factorii potontiali ol ereativiliaf:l colectise se remarca:; schimbul de in.
foreintii < ddei, comnensarea calitdtilor, dinamica de grup, almosfera din colectlv,
nen formativa asupre eercatitorilor tineri gamud,

fn acelasi context, Alexandru Rosca sublintazd funetia creatoare a discutiel
stiitntifice care inlesnesle grupului vehicularea unui volum mai mare de infor-
matii decdt in situatia individuatd, eferd o bazd criticd mai largd s un pretest al
ideilor avansate, favorizeazd gandirea divergentd prin multiplicarea punctelor de
vedds ro tranrima claritate si concizie comunicarii.

dndu-se de un binemeritat prestigiu in lumea stiintificd Alexandru Rosca
of la numeroase congrese storeuniuni infernationale e psihologic, fiind

arti
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invital sd conduell simpozicane sau <4 prezinte rapoarte in eadrul lor. De ase.
menea, i fost ales in conduceren Asociatiei Infernalionale de Psihologie Aplicata,
mecum soa Asociatiel de Psiholegie Stiintifiea de Limba franceza, In nenuma-
vete randuri, o fost invitat s8 prezinte expuncri in cadrul  aniversitatilor din
Frania, Belgia, S.U.A, Germania s.a,

La capatul vietii sale, in consonantd cu modestia si diseretin traseului  pro-
priu, Alexandru Rosca o dorit s4 albd o inmorméntare simpld, fard publicitate,
diseursuri sau ceremonii. In zida de 20 februarie 1996, de la capela din eartierul
Manastur al Clujului, un grup de prieteni si colaboratori I-au condus cu inimile
cernite pe ultimu-i drum, avand congtiinta cd omul e trecdtor, doar opera e
perend.

PROF. I. RADU
CONF. M. MICLEA
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DIMITRIE TODORAN

{1908— 199G)

De curand (22 gusust 1995) pedorzogn romdneasca a pierdut pe unul dintre
representantil sai de elitd, pe profesorul Dimitrie Todoran. Regretat de muliimean
colegilor, a colaboratorilor i a fostilor sal elevi pedagogul clujean o lasat in urma
sl Un mare gol, care cu greu va putea i completat. Istoria pedagogiel a inregistrat
loeul decsebit pe care l-a ocupat Dimitrie Todoran in evoluiin pedagogiei roma.
nests. Apreciit ca o fisurd proieminentd a pedagogiei contemporane, ca un ca-
vader ad o disciilinel,, cu oun mode! de conduitd profesionala si cetatleneascs, un
evemuoiu de exinenti st oautoexisenta, profescrul Dimitrie Todoran, formatur i
multor generalil de educatori a Tasat in wrma sa ¢ opera memoriala nu atdt prin
muilimea volumelor cit mail ales prin ealitaten lor.

Stima de vare <o bueorat prof. D Todoran in diversele functii pe care
le-n voupat o devenit sioen un indiciu gl calildtii gi competentei sale. Trasiturile
de porsenalitate ale pedasesului D Todoran subliniate de diversit sal comenta-
tori uu fost: demnibiten. distinctin si elesanta, competenta si rigurezitatea, oru.
ditin si curajul unor opinii personale, o autocenzurda severd, Dimitric Tuloran
oste considerat ¢ un pedacog academie, de catedra,

Dimitrie ‘I'odoran s-n ni<eny in comuna Ihinesti, jud. Mures, in sepfembris
1908, Termina licewl la Térgn Mures si urmeazd cursurile Facultatii de filo:
sl fiere la Universifatea din Clui 1926—1020), unde isi ia licenla in pstholozie sl
pedagosic, e in 1932 obtine fitlul de doctor. Pentru perfectionareca pregédtirit tues
o cdldtorie e studii in Austria st Elvetia, in 1934 Ocupd apol pe rand posiurii
do preparater asistent, sef de puerdrl, conferentinr si profesor titular din 1047,

Funetioneazi ea profesor 0 eatedrn de pedngogic a Universitdtil din Chuyg
indpe IHT—0T, Dopda 1970 trees e Baewrestl, unde geupd postul de prescainte
al C il sintfie ol Instilutiiui de stiinte pedagogice, rector al Institviuhn
de verfectignire n personaluiui didactic; profesor of sef de catedra al cok otivue
i e pedinessie In Universilaten din Bucuresti, pani la pensionare,

Potholog de formulic, elev ol profesoradui Vi Stefinescu-Goaned. Dimitpie
Todoran o afirmi initial prin cdlova Tuceraei de psihologie. Cu lucraren Psihaologia
crlienticl STO42Y foce treceren de 1 osihologie la pedagogie.

Contrihutian prefesorulul DD Todoran Lo dezvollaren pedagosiel o mers pe mad
mulie directit: psihologica, axiolvsica, culturald o filozaficd, Fi abordenzd cdleva
probleme fundumentale ale pedugneici: oblectul pedagegiel ca stiinld moderna
vi legile e dezvellare o fenomenviui eduentiv, previziunea in dezvoltaren si cundu-
ci educaticl, modernizarea invitamantulul si o educatiel si posibilitaten mAa-
surfst o ucestor fenomene o, DL Todoran g fost sioun traducdtor ¢ comentaior al
unor insemmite figusr din stiintcle edoentiel, ci: Toussean, lelvellus, Dioorai,
Alcumann.

O primé etapd in evolulia profesionald a profesorulul D, Todoran este corne.
terizatd e lucridrile de psiholosie, publicate Intre anil 1932—1942, Inire acesten
se inscriu: Peihologia temperamentului (1932) BRazele nsihologice ole caracterului
(1935):Psthologin reclame: (1938); Orvientarea profesionaia acoedemicd, studing viepil
studentesti (1906); Psihologio edveayicl {1947)

Intre anii 1943—1987 luerarile ublicate de prof D Toederan au un cavastor
voedaminant pedagosic: Edgceatie si pedagogie (1M3): (ntroducere in peddgoegic
oy lundamenta paedagogiae 0970 (eaord): Probleme fundamentale ale pedn-
atuiei {1983). (coord), Individualiteic yi educalic (1974).

0O ecategorie specindd de luerind ale profesorului Do Todoran o constitule .-
dnecronounor opere ou implicalii pedagosice ale i AL Binet: Ideile moderne
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desore copdi (1793); E. Meumann: Prelegeri jntrodaciive in pedagogia experimen-
fala si bazele ei psihologice (1980); E. Rousseau: LWJEMilY suu despre cducatie (1973):
[oivetivs, Diderot saa. Traducerile facute, insotite de comeniavii aratd o deeu-
meatare sioun spirit stiintific riguros.

Se cuvine subliniat apoi, in mod deusebit, stilul de luery pe care prof. DL Toe-
doran e introdus siocultivat in colectivele catedrelor de pedagogic din Ciuj st
din Bucuresti, sl a carul influentd beneficd avupra colaborutorilor sai a fost resim-
lilie e catre cel mai multi. Prezenta in colectivero de lucru a pedagosulul DL To-
doren crea o atmesfora  sericasa, adeseori erava, mobilizidoare si stimulatoure,
fara inhibitil sau reticente.

Principiile ciresl dirgjan conduita funslionaw constant si conscesont

Calauzit de o conceptie progresista desure evelulia wnana pedasozul Dimitvie
Tadoran considera ca pedagogia este o stilnta normativa ot de aici decurge spe.
cifiond sau de ,modelarpare a naturid umane sub imperiul valoriiors, De alifel el
prosune termenul de stiinla o educatiei in jocul cclul de pedagogie, care oste o
stiinld aplicatd, de sinteza.

in volumul Probleme fundamentale ale pedagogies al cirul coordonaior este,
pedagogul D Todoran scrie: Transmilerea sistematicd si organivata — rin in
stitdil corespunzitoare — o experientel  social-istorice in vedercn pregativh penbru
viaid o noilor generatii si o perfectionacii ace<tel presativi in tot cuesul doz-

Hoindividului eonstituic oduecatin in semnificatin o ceo mal generalas g 11).
Molodenarte autorul precizenza ca: JStiinta cduentied, peduazosia, tinde < desco-
pera ledile ce intervin in desfasuraren fenomenclor educationule pentru ci, treotat
sicoo poatd stapani, dirija si planifica in toatd amploaren lor (p. 57).

Mulle din ideile pedusogice ale profescrului D Todeoran au devenit renere
e it osi puneie de sorijin pentrae claboraren wunor aspecte psihopedageaico
Mo veccesuhnl de exlucatic. Tata unul din acestea: Iesponsabilitates umana sl
et erledrel actiun pedagogies impilca in mod necesar eliminvacen pericoiudul
de freesre dlin situatia de invatare in cea de frustrares (). 60),

cfr

Tddiva dintre istericii pedagogier (10 Gh, Stanciu, Stefun Barsanescu, Sianciu
Sten, B Zahnrian s au rezervat cdbeva pagint ancdizei operelor sale si con-
teitriiiel e care el Do Todoran o adus-o o dezveliarea peddasosiel romianesti.

Adtfel 10 Gh. Stanciu {(in Scodla st pedagoyin sccoluful XX subliniaza ca:
Poihriiogln educatici este o ,scriere de eruditie® mention&nd cd {cmelia educitiei
exte bhioloeica” o1 ociclogicd”, D, Todoran lansand o teorie oripinaia asupra
invatarii (0. 80—87) (eradient-dinamica).

Somcin Stoien in L Pedagogia remdnd moderna st contemporand referindu-se
Ine iaeraren rrefesorului D Todoran: Infroducere in pedugogie o caraclerizenza
oo Twerere oraditae, in clive abordarea eduriatiel se [ face in termeni eu totul
mcderni™ (0. 213), profesorul 13 Tedoran fiind ,unul dintre primii care in-
trocluee Baonal preceupdrile axiclogice moderne in pedagopie (i 213).

Prof. Stefan  Uirsdnescu in Dictionar de  pedagogir  contemporand  (19069),
presontiandu-l pe D Todoran subliniaza cd acesta . preluieste experimeniul pe-
daworic cu masurd, consitlerind ca valoarea acewtuin consfad mai ales in tehnica
de anlledre o de inferpretire si cd acesta trebe asociat in permanenta cu cele-
lie metode de cercetare pedapogicd. Preccuparile i Todoran din ultimic and
tin mai ales de epistemologia pedagogica (bazele pedagosic: ca «tiintld, problema
lenit in pedarogie ete (p. 268).

r1oanferventitle cumpdnite si plasate in moemente critioe wle o sorulul
‘mioveny auoseos din impas Mmiscarea pedagogica. Traducerile an fust un refugiu
in pecicady in care restrictiile $1 devierile pedagogici, sub  influenta Rieslogied
marsiste, actionau cu o detestabild perseverenta.

Perspnalllinta aleasd, un spicit stiintific rigeros, om de o deosebitd cunser-
ventl Iin poas mered cu misearea pedagogica din tara of din strdinidate, o evitat
excisele; s opus preluarii rapide si necritice a unor inovatii (invitiméntul pro-
eramaf, abuzul de termeni stridini etel).

Pein afitudines sn masuratd, ealmd si controlata in fata invaziei noutatilor
Jdedingicn® €] g influeniat in mare parte conduita colaboratorilor sal.
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Un pedagog de catedrd, exigent cu sine si cu altii, adept al unui stil sobru,
«tiimtific, exact si meticulos profesorul Dimitrie Tudoran este apreciat ca un spe-
sialist cu o larga viziune asupra fenomenului educational.

Prin disparitia profesorului Dimitrie Todoran, pedagogia romineascd pierde
una din figurile sale cele mai reprezentative, un model de atitudine eaticd =i
cotaleneasca.

Sustindtor convins al seolii si al reprezentanlilor ei, D. Todoran lasdé in urma
sa 0 opera, care isi agleaptd exegetii pentru a fi pusd la dispozitia personaiului
didactic de toate gradele. Stiintele educatiei ii ramén indatorat pentru aura alcasa
¢4 care le.a inconjurat si cullivat,

PROE UNIV. DR. DUMITRU SALADE
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Christiane Lepot-Yro-
ment, Nadine Clerebaut,
L'enfant sourd — Communication
et langage, De Bocck & larcier
SUAL, Bruxelles., 1996,

Tratatul Copilul surd. Comu.
nicttre si limbaj, reprezinti rodul
unei activitdli de cercetare des-
fasuratd timp de mai multe dece.
nii de Christisne  Lepot-lroment,
profesor 1a Facultatey de Psihologie
st Stiinlele Educatie: din cadrul
Universitatii Catelice din Lou-
vain-la-Neuve si de Nadine Clere-
baut, psiholog i1 logoped la un
centru de terapie a limbajului din
Eruxelles, care uu coordonat in-
vestigalile unui grup de specia-
listi in problematica atat e com-
plexd a educarii copilului deficient
de auz.

Lucrirea  este  structurata  in
patru parti, cu titluri semnifica.
tive (La intdinirea ecuw lmbajul,
Meditle lingristice noi, Copilul st
partenerii sai o Un drum diferit,
precedate de o prefata sembati de
Olivier Perier si de o introdu-
vere,

Pentru elaborarea acestul  tra.
tat. autorii au consultat o bogata
literatura stiintifica din  diverse
discipline: medicina, 13sihnlogia
dezvoltaril, psihologie cognitivé,
usiholingvistica, lingvistica, logo.
nedie, audiologie ctc. Deasemenes,
au fost fructificate reflectiile sti-
inlifice provocate de diferite cer-
cetdri empirice si de activitatile
educative desfasurate cu copii de-
defictenti de auz.

Remarcabil oste fupiul cid prin
acest tratat s.ou adus  contributii
asentiale in privinta  dezvoltarii
somunicarii si limbajulul 1o copiii
surzi  proveniti din parinti  surzi
sau auzifori st la copili auzitori
provenidi din parinti surzi, In a-
cest mod, autorii imbind elemoente
ale psiholegiel dezvoliarii st ale
psihelogiel diferentiale pentru ex-
olicurea achizitiel competentelor de

comunicare ly copiii deficienti de
Uz,

In cadrul primei parti, autorii
analizeazd: construdreg  comumnicd-
rii vocale la copilul cu deficienta
de nuz comparativ cu copilul au-
zitor; interactiunile prelingsistice
infre  copil sl pdringi; premiselce
achizitiei Hmbajului oral i scris;
achizitie unui limbaj ol semnelor;
limbajul oral g comunicarea ges-
tuald spontand; efectele expunerit
La Hnbegul vorbit s o lhnbajul
semaelor,

A doua parte esle destinata a-
nilizel problematicii noiler medit
linevistice in cadrul carora areloo
cducarea copilului surd: utilizarca
SAimbaiului corbit  completat” -
conceput ca un sistern de semne
vizunle cuare permit depasirea am-
biguitatilor lecturii labiale i con-
fribuie in dezvoliarea lingvistica si
copenitiva o deficientulul de auz;
tinerii swrzi $i comunicarea bimo-
deld {prin semne si cuvinte), Cer-
catirile experimentule si de teren
au pus in evidenta beneficiile po
citre le antreneazi expunerea prée-
coce o copilulni surd la Jlimbajul
vorhit completai® cu diferite  sis-
teme de  facilitare a leeturil la-
biale, Aceste Dbeneficiy rezidid in
gptimizarea  achizitiel caracieristi-
cilor fonologice, morfologice sl
~sintactice ale limbajului oral, pre-
cum si in invalarea citirii.

Multimodalitaten unjversului
lingvistic a copitlor surzi, anali-
zald In aceastd parte a tratatuiu,
a wermis infirmavea ipotezei eon-
form careia invatarega vorbiril si
invitarea lmhbajului gestual ar fi
incompatibile, Important esle ey,
nrin demersuri pedagogice adlecvin
te. <4 se constiontizeze de catre
copiii surzi diferentele «tructurale
intre limhajul semnelor si limba-
jul vorbit.

In eadrul pariii o treis, <« suh.
liniaza rolul formuativ al interic-
tiunilor dintre eopilul surd si pac-
tenerii sai. In acest sens, sunt ana-
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lizate:  schimburile  eominicatice
fntre pdril, indcosebi mama, sl co-
pilul surd intre 2 st 5 ani; lim-
bajul orael edresut de qdult copi-
Iwlui surd si copilului cu handica-
puri multiple; copilul surd in gri-
dinitd comportamente de co-
municare st de conversatie; copili
surzt si profesovii for — abilitdti
de comunicare si de o nversatie,
strategii conversationale promova-
te de codtre prefesori siode ofdire
plrintdl wuzitori; coplii vz of e
enl simbolic.

Ultima parte o tratatului analic
reaza problematica specified o oo
piilor auzitort proveniti din pa-
rint surzi. Se Insistd asupra pasi-
cularitatilor  dezvoltiril  comuni-
cdicdi 1o acesti condl ale relatiiior
parinti-copii cu sergusiuni
pra sentimentului stimel de
precum &ioasupra rolului espe
tei elinice in educatia preoocc
copiilor deficienti de nuz.

Lata
LI EN
.

Christiane Iepot - Fro-
ment {Ed) ECducation spéciali-
ste =~ Recherches et pistes dac-
tion, De Boeck & Tarcier S.A. Do
pariement e Boeck  Tnivorsiid,
Paris, Bruxcles, 1994,

In ullimii ani, problematica edu.
catiei speciale u declansat o serie
de cercetdri teoretico-metedologive
si mai ales coreetdri-acliune. mul-
te dintre ele de nuianta interdisei-
plinurd, Aparitia unei  asemenen
Iuerdiri cum este cep oditatd de
Christiane Lepot-Froment, in  co-
laborare cu 14 cercelalori belgiend
specialisti recunoscuti in domeniut
educatiei spociale. este de larg in-

teres pentru tott cei implicati in
optimizarea  actiunilor  corectiv-
compensatarii sI formative desfi-

surate care prezintd diverse
abilitati.

Introducerca, semnatd de Chris-
tiane Fepot-Froment  si Michel
Mercier, releva cele mai recente
probleme  ale educaliei  speciaie,
subliniind importanta acesteia in
prevenirea st inlatuwrarea unor han-
dicapuri.

In primul capitel. André 1.
hant «i Nathalie Catinus abor-
deard problema stimuldrit mintale

dis-

RECENZIT

Consideram ol ageest tratat are
o certd valoare teorelicd, metodo-
togted =i aplicativa, fiind, dupa
cunostinia noastra, primul de acest
sen din literatura de specialitate.,

Valearea metodologicd st aplinuc
tivd a lucrarii rezultd, in moare
masurd din faptul ¢i in  majori.

tatea capitolelor  sunt  prezentate
experimente i experiente edifica-
oare pentru formarea competen-
telor de comunicare o copiii cu
~urditate, precum si studii de car
analizate pe baza inregistrarilor
video. Totodatsd, infermatiile  ofi-
ntifice  din acest drutat  deschid
noi posibilititi de explicare a psi-
hogenoZel  comunicirii verbale s
nunverbale, atat in conditiile va-
iditatil cdt sioin conditiile defici-
entelor de quz,

VASILE PRED A

prin intermediul imaginilor, 1la co.
il deficienti mintali. Ne baza ce-
lor mai recente  tweorii privind
siructurile coenitive «i evolutia ge-
netied o arestora (A, Yaivie, .
Raseh, F. Tulving), autorii sub’i.
nazd rolul reprezentirilor si al or-
canizdrii conceptelor in cadrul di-
verselor retele semantice, Pornind
de o cadrul teoretie oferit de pei-
hologin cognitivd cuw privire la ge-
neza <t functionarea sistemulwyi de
tratare a informatiilor, A. Dehant
N, Catinus propun un project
de anirenare a lecturii imaginilor,
n cinel etape, de ecnmplexitale
crescndid. Acest proiect informativ
a fost aplicat cu succes la copili
ci handican mintal, relevandu-se
efectele pozitive asupra cdezvoltarii
limbajului, precum si asupra in.
teligentet,

Annick Comblain prezintd, in al
doilea ecapitol, un remarcihbil stu-
divu privind ev@luareq limbaiuluila
copiii st adolescenti] handicapati
mintalt, pe haza bhateriei de eva.
Iuare o morfologiel & sintaxel
{BEMS). Pentru practlicieni, este
important faptul cd, pe Iangd ca-
litdtile cvaluative ale BEMS, au-
toarea wrezintd si valoarea forma-
tivd a acester haterii, in cadrul in-

1



terventiilor care  vizeaza  achizi-
tiile din domeniut morfologier si
sintaxel, in contextul invitimén-
tului special.

In  capitoiul  trei, Jean Mare
Braibant studiaza diversifatea (ul-
burcariior de lecturd, prezentand i
interesante studii de cuz (hipe--
fexie moderata, dislexie compen.
<iatd, retard global im achiztiona.
rea locturi}, Diferitele profile de
di<lexici =i hiperlexier au fost re.
{fevale prin ulilizares dozd b
toril de probe de evaluare, apli-
cate la 450 de elevi din invala.
mantiul primar.

Wichel Rorn s Vineinn? Cheva-
lier, in capitelul pairu, ne prosan.
ta cele mal recenie abordari con-
portamenigle si cognitive in edi.
carea tinerilor cu comduird agico.
sivd, Autordi relevd  calitalile
limitele tehnicllor cognitive si come
portamentale aplicale  delineven-
tilor: programul  JToken econI-
mies", tehnica buzaid pe contruactul
combortamental, Emotionatl <hock

a

training®, antrenamentul abilitas
tilor sociule, programul de dez.
voltare a matucitdtii in relatihle

interpersonale si programul de a-
meliorare a competentelor de tra.
tare 5 informuatiilor, pentru re-
zolvarca problemelor vietih  coti-
diene,

in capitolul

cinel, Muarfe.Claire

RECLNZIN
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Haclewyck, Nicole Nontreuil s
Ghislain Magerotte prezinta o sin.
tezd a cercetarilor referitoare I
importanty individualizdrii  acliv-
nilor educative cu scopul formar:
competentelor de generalizdre
de creare a refelelor sociale
copili cu handicap mintal s i
copiil autisti.

Promorarea sdndtdtii in cducalia
speciala reprezintd ¢ problema de
netualitate, cititorul gasind in co-
pitoiu’ sase, elaborat de Jacque-
fine Delvilie, Michel Moerecler -0
Muarie Mattys, informatii utile
vingl importania alimentatied,
vietii uwfective si sexuale in edu-
citfia pentru sanatate a  handics-
patilor mintali. Autorii subliniaza
ruiul psibologului in cadrul echi-
et interdiseiplinare care se ocupd
e noiler tehnologii in
promoviaren sénatdtil acestor per
Sine,

Ultimul capitol al acestei carti
prezintd cateva  reflectii referi-
toare o problemele etice Lo cuio
le presupune educatia specinld, ca-
re are drept scop valorizarea
uror  potentialitalilor persoanelor
handicapate sau cu diverse dise
bilitatl, pentru optimizarea  inte-
aravil scolare, profesionale S
cinle a acestorn,

=t
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CRONICA

1. Manifestarj stiintifice orgamizate
de Catedra de Psihelogic

Manifestidri interne:

e A doua Conferinta Nalionala de
Stiinte Cognitive, 2—~4 mai 1996,
Cluj-Napoes,

e Conferinta Nationala de Neuro-
psthiatria Copiluluil si Adolescen-
fului, 2—4 junie, Cluj-Napoca.

Manifestdrt internationale:

& Iniernational Summer School on
<Coanitive-Bahavior Modification®,
--¥ august 1996, Cincis — Hu-
nedoara.

Colaborari din strdindtate si vizite
by catedra:

o W Hirst, New Schoal for So-
cial Research New York, US.A:
# D, Read, University of Toronto,
Canada ({visiting professor);

® D, Manier, New School for So-
cil research, (visiing professar).

Participari la manifestiard stiinti-
tHeo exkerne:

e \driana Babun - European
Congress on Iealth DPsychology.
L3uiblin,

o Mircen Miclea — International
Conference on Memory and Cog-
nition, Padua -— Venezia.

11. Manifestdri stiin{ifice organizite
de Catedra de Stiinte ale Educatied

Maunijestary internationale:

o Simpoziconul internsiional | For-

Colabordri din strdindtate si vizite
la catedrd;

® Roel Steenberser, rectorul Insti-
tutului Superior Windesheim,
Olunda:

e Harry Daniels, seful catedret
Fducalie integratd,  Universituten
din Birmingham, Muarea Britinie;
e Aalt Llierebos, profesor, Institu-
tul Superior Windesheim, {Manda;
8 Johan Valsiar, profesor, In-ti-
tatul Superior Windesheim, Olan-
da;

e Kutalin Peler, profesor, Uni-
versitaten ELTE. Budapesta, Un-
Zaria.

o Charjes Temple, profesor, Co-
feaiul Tokard & Wiliam  Smith,
Geneva, New Yark, U.SA;

e Scott Brophy, prefesor, Colegiul
Hobard & William Smith, Geneva,
New York, US.A;

e Sccit Walter, director Interna-
tiomal Heading  Association,  Ne-
waik, US.A,

1

Participdri 1o manifestdri stéingi-
fice externe:

e Miron Ionescu, schimb de expe-
rienta ia Universitatea  Birmin-
gham, Marea Britunie, in perioa-
die 1—30 marlie 1996

® Vasile Chis, schimb de oxpe-
rienld iy Universitatea  Birmin-
sham, Marea BHrilunie, in periuuda
1—30 martie 1906;

e fonuf Isac, parlicipare la Con-
gresul LRR. Descartes™, Universita-
tea Sorbona, Pavis, in perioadic 30

marea formatorilor®, 16 iunie 1944,
Cigi-Napoea. :

glst — 4 septembrie 1996
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