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STUDIA UNIV. BABES-BOLYAI PSYCHOLOGIA-PAEDAGOGIA, XXXVIIT, 1--2, 1937

i.A REFORME DE L'ENSEIGNEMENT EN ROUMANIE DANS LA
PERIODE DE TRANSITION: NECESSITE ET OBJECTIFS
STRATEGIQUES

MIRON IONESCU

ABSTRACT., — The Teaching Reform in Romania between necessity
and reality, The study presents the author's peint of view refering
to the realization of the teaching Reform in Romania,

There are mentioned the conditions in which the school-reform
is realizing, and also, the factors oppose to the acceleration of the
Reform in this period.

Mentioning the opposite factors and the social necessitics, therc
dare depicted the main directions of action in solving the passing
of the Reform frome the statute of neoessity, to that one of reality.

La nécessité d'une réforme de fond

Le caractere impérieia d'une réforme  dlessence de Venseignement
roumain est accepteé par tous les serviteurs de l'ecole. Parmi la mulii-
tude de raisons soutenant le besoin d'un changement authentique on
peut mentionrer les suivantes:

a4y Le systéme actuel d'enseignement doit {tre graduellement rem-
piace e: adapté aux nouvelles exigences. [l devient impératif de re-
structurer tout le cadre législatif, organisatoire, le systéme de sélection,
le {inancement, la direction, !’"évaluation, la formation et le perfec-
- tionnement des enseignants.

bj Les réformes économiques et sociales a long et 4 moyen terme
ne peuvent &tre accomplies sans les ressources humaines adéquates
fournies par Pécole, cette institution qui est un important levier du
changement social.

¢) L'accord d’adhésion de la Roumanic au Conseil de 1'Europe
impose la restructuration de tuotes les institution et tous les secteurs
do In vie sociale. Conformément aux obligations que nous avons assu-
mées, 'enseignement roumain doit atteindre, le pius 16t possible, a
des standards de performance et a un mode d'organisation compatibles
avec les normes occidentales; il doit £tre mobile, cuvert, compétitif.

Les principaux agents de Ia réforme

Nous allons maintenant passer en revue les organismes qui, en
collaboration avec les serviteurs de 1’école de tous les niveaux et avec
d'autres leviers sociaux, concoivent et mettent en oeuvre la réforme
de 'enseignement sur ses deux plans: théorique et pragmatique.

Le ministére d 'Enseignement, cn coopération avec des ¢tablis-
sements d’enseignement supérieur et de recherche, a élaboré des pro-
grammes d'action pour les suivantes catégories d'agents de la réforme:



4 M. IONESCU

a) Le département de la Réforme, récemment constitué au sein
du ministére de I'Enseignement.

b) Les agencies régionales de la réforme (les instituts de recherche
psychopédagogique, d’hygiéne mentale; les inspecteurs scolaires, les
maisons du personnel enseignant ete), qui sont censés devenir des
centres d’innovation.

¢} Un réseau d'écoles-pilotes dont on a grand besoin pour la re-
cherche et la direction des activités d'instruction et d'éducation et du
passage a une école démocratique.

d} Le groupe d'agents de la réforme ne saurait se passer des uni-
versités qui préparent les futures enseignants. La formation initiale et
continuelle du corps enseignant est une des conditions sine qua non
de la réussite de la réforme. C'est pourquoi nous considérons comme
bienn opportune la décision du ministére de I'Enseignement d’organiser,
aupres des établissements d'enseignement supérieur, le séminaire pe-
dagogique universjtaire, chargé de la formation psychologique, péda-
gogique, didactique, ainsi que de Ja pratique pédagogique de ceux qui
vont professer dans I’enseignement.

Quelques entraves de la réforme

A présent, la mise en oeuvre de la réforme se heurte a un nombre
de difficultés concernant son contenu aussi bien que le rythme de son
deroulement. Ce phénoméne est di 4 un ensemble de facteurs qui
vont a I'encontre de la réforme:

a) II n'existe pas de conception nette concernant l'enseignement
et l'éducation qui puisse diriger et projeter une stratégie de travail
productive,

b) Nous manguons de recherches prospectives qui puissent pré-
figurer & terme moyen et éloigné, jusqu'a 50 ans, les besoins, ressources,
obstacles, événements imprévus etc., pour nous prémunir a y faire face.

c) De méme, on ne dispose pas encore d'un systéme de valeurs
vers lesquelles on puisse tendre afin de les intégrer dans des finalités
seciales & essence éducative: un idéal éducationnel au niveau macro,
des buts au niveau moyen et des objectifs opérationnels au niveau
micro.

Aux points ci-dessus il faut encore ajouter ['insuffisance de l'éva-
luation de l’ancien systéme d’enseignement ainsi que d'une approche
interdisciplinaire du probléme de la formation de I'homme, pour savoir
précisément du'ou l'on part et ou il faut parvenir au bout de chaque
st¢quence d'instruction.

Vu tout cela, il ne peut &tre guestion, tout au moins a présent, que
d'une réforme de circconstance qui, espérons-le, va créer la plupart des
prémisses nécessaires pour la véritable réforme, celle de restructuration.
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La réforme de P'enseignement:
essence, types, objectifs stratégiques

Par réforme de I'éducation on entend ,une ample modification du
systeme d’enseignement quant & son orientation, sa structure et son
contenu, ou bien le remplacement d'un ancien systéme par un autre,
nouveau, par la voie législative".

La modification du systéme, son renouvellement, le remplacement
de l'ancien systéme réclament une conception claire, une stratégie adé-
quate qui doit opérer avec les instruments les plus productifs.

Au point de vue de la valeur et du conditionnement mutuel des
types, on peut mentionner la réforme d'évolution et la réforme de
restruciuration. La premiére s'accomplit par l'innovation  courante,
tardis que la deuxiéme désigne la réforme de fond du systéeme d'édu-
cation (conception, besoins, objectifs, ressources, agents, évaluation des
chances de réussite ainsi que des finalités).

Kvidemmant c'est la deuxiéme qui est & préférer en raison de ses
attributs d'applicabilite et d'efficience.

En combinat ces deux types de réforme selon les besoins et les
ressources disponibles, on peut parvenir plus aisément a établir des
obsjectifls stratégiques ou des wvariantes d’accomplissement de la reé-
furme gque 'on puisse adopter méme en Roumanie. De ces variantes,
neus wllons nommer les suivantes:

ay Limitation de la réforme de 'enscignement a une réforme d'évo-
I'ition, étape ot nous nous trouvons & prosent.

b) Mise en oeuvre de lu réforme d'évolution tout en vy insérant
quelgues mesures de restructuraticn.

¢) Réforme de restructuration intégrée avec la réforme d'évolution,
variante estimée ¢tre la meilleure.

Les principales directions d’action ct de recherche en vue de
Paccélération de Ia réforme de restructuration

Maintenant nous n'allons envisager que celles qui constituent les
primisse de base dans 'étape de départ de la réiorme de restructura-
tion. Elles regardent le systéme d’insiruction et d'éducation, le contenu
ot les urgences de premier ordre de P'entier systéeme d'éducation de la
Roumanie dans la période de transition.

La premiére direction — la restructuration du systéme éducatif --
impose les suivantes actions:

-— Mettre sur pied un systéeme d'éducation permanente.

— Elsborer et adopter la loi directrice de l'education nationale.

~=- Organiser le dispositif neécessaire pour coordoner la réforme et
la rendre opérationelle.

— Décentraliser la direction et 'administration de l'enseignement.

— Réorganiser le systéme de financement de l'enseignement.

— Développer un nouveau systéme d’évaluation et planification de
I'enseignement.
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-- Améliorer le statut et la condition du personnel enseignant.

— Abolir le monopole d’'Etat a4 I'égard des manuels scolaires, re-
noncer au manuel unique.

-— Restructurere le systéme de formation initiale et continuelle des
, enseignants,

~- Developper la capacité d'innovation de la recherche scientifique
att qomaine de P'éducation.

etc.

La deuxieme direction — la modernisaiion de I'enseignement (con-
tenu, methodes, moyens) — suppose:

-— Actualiser son contenu et son organisation conformément a la
theorie du curriculum.

-- Reéviser les plans d'enscignement.

— Passer de la formation fondée sur les besoins stricts d’une cer-
taine prefession a une formation {lexible.

—- Améliorer le- systéme de selection, évaluation et examination.

— Diversificr 'enseignement supérieur sous aspect institutionnel
e structural.

— Moderniser le contenu ¢t Vorganisation des études dans Ven-
seignement supérieur,

-~ Encourager ia recherche scientifique dans Pensecignement su-
perieur.

—- Réorganiser le doctorat.

Poong la catégorie des urgonees, & 'heure acluelle les actions sui-
vantes sont absolument nécessaires:

~- Elaborer et adopter la nouvelle ioi de I'enseignement. La loi
de Voavcignement établit les principes, organisation et le fonctionne-
ment du systéme d’enseignement; c'est une loi erganique absolument
nécessaire pour mettre fin au provisoire dans lequel se trouve ]'école.
Lsiileurs, entre la réforme et la loi il cxiste une relation dynamique,
de corrélation.

- Améliorer les ressources financiéres par accroissement du budget.

-— Créer les conditions pour la scolarisation de toute la jeuncsse
jusgu’a I'dge de 16 ans.

Augmenter les traitements de enseignants,

— Améliorer la dotation matérielle de 1'école.

— Assurer les moyvens nécessaires. pour le fonctionnement normal
de Venseignement.

-— Lancer un programme visant la solution de quelques problémes
pius difficiles (reconversion professionnelle, scolarisation etc).

-~ Accréditer les établissements d’enseignement supérieur d'Etat ot
pPrives, ‘
Toutes ces taches qui viennent d'éire énoncées constituent des
raisons suffisantes pour que I'Etat roumain regarde V'enseignement, 1'¢du-
catlon comme une priorité nationale. '
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PERENNIAL KEY-CONCERNS IN TEACHER
TRAINING

The prospective teacher and the subject role

J. G. VALSTAR*

ABSTRACT. — Just like other countries do, we foster preater liasion
in the persuit of teacher training across national bhounderies in the
European Society.

The present article tries to implement some ideas taken from
personal experiences and recent reports of the ATEE.

Introduction

First I would like to thank you for this good opportunity to renew
acquaintance. Just like you do, we foster greater liaison in the persuit
of teacher training across national bounderics in the European society.
Secondly, when we explore some esscential questions in respect of teacher
training, you have to be aware of the Dutch context of my contribution.

Though the items are quite familiair, vou need to keep in mind the
oienr fact that you are listening to perhaps typical Dutch presupposi-
tions rooted in the distinct Dutch history.

Nevertheless, I'll try to impiement some ideas taken from recent
reports of the Association for Teacher Education in Europe (ATEE;, so
there might be a guarantee for an exceeding transfer,

Peisonal experiences

It might be good to start with a personal experience. Looking back
on my own educational biography, I remember the end of the roaring
sixties. Democratization took place in Holland, on several levels of
society, exept in that small town were | was educated. Some professors
did promote renewals, but the students preferred the traditional lectures

However, when I became a teacher myself, I was confronted with
modern education. But unfortunately I had not been prepared at all
I still do atiribute my survival to the lucky circumstances having been
raised in a family with seven brothers and sisters.

Anyhow, as a prospective teacher I was only trained I saw the
transmission of knowledge and skills as top-priority. Just in the same
line as the famous educationalist Johan Amos Comenius did prescribe:
“"Was gewusst werden soll, muss gelehrt werden.”

As vou know the German language- uses two verbs: LEHREN and

* University |, Windesheim®, Zwolle, The Netherloinis,
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LERNEN. The equivalent verbs in the English language are: TEACHING
and LEARNING. Unfortunately the Dutch language has only one disob-
liging expression: "LEREN". ‘

Ciassical Didactics

Classical Didactics do focus on LEHREN (TEACHING), as a umi-
luteral process (topdown) initiated by the all-round teacher: the Ma-
gister Scientiarum.

By using discipline or chastisement on the one hand, and the so
called Skills of the Craft on the other hand, the Magister is supposed
to evoke the most important tool of education: attention. By creating
attention the scala of knowledge, values, attitudes, skills and whatever
else you might want to teach, can be transmitted. In Classical Didactics
attention has always been seen as the wvehicle or medium for transport.
Summing-up, the teaching-learning process was in fact not a compli-
cated, The Magister had to use the skiils of the craft, like: start with
the know / simple / nearby / easy things, and subsequently teach the
unknown / complex / far away / difficult things. Did these technics
unexpectedly not function, punishment would always do so. Effective
teuching by the Magister was based on a rather ohvious mode! charac-
terized by the Latin formula: lectio, Mcemoria, Imitatio. Subsequently,
teacher training was conceived a mere fraining in deliverv, regardiess
the needs an the development of children.

Focus on learning

This very conception marked my first lessons in the early seventies.
Nevertheless, with time has come wisdom. Forced by classroom expe-
riences and persuaded by Carl Rogers (1969, "Freedom to learn™), I
did convert to the process of child-centerd teaching. 1 had learned, by
trial and error, fo consider the pupil by all means as the subject of
the learning process. Learning differs fundamentally from making a
copy. The learner has not to be seen as a simple reflex of the teacher.
The learner is not at all just an empty bucket, that ought to be filled.
On the contrary, the learner is a unique human being, involved in &
unigue development towards autonomy and responsibility.

When lernen / learning prevails, we will choose alsc a reciprocal
and dialogical relatinship. Instead of a encyclopedical banking concept,
we will prefere a framework of elementary and functional knowledge,
with great relevancy for the individual pupil in her / his personal con-
text. By the way, did you know that 80¢/, of the non-integrated know-
ledge disappears within two years? There is another decisive reason to
put scope and focus on the learning-proces. Classical Didactics tend to
reduce and minimalize the development of an own integrated moral
code and value-system. Moral development suppeses freedom to make
your own choise: pupils need to learn accepting and taking full res-
ponsibilityw for their way of life in the challenge of change of actual
society.
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Role of learner and teacher

Putting it in another way; although I regulary use classical roads,
for instance in cases of rapid and effective need of instruction, the
last twenty vyears I try to treat learners as subjects; — subjects who
do in an active way participaie in their own learning process. Con-
sequently I do not want to be the old transmitter of a ready made
repertoire of established skills, techniques, knowledge and vaiues. Chan-
ging the perspectives I want to be a learning teacher who functions as
a facilitator, responding to the particular circumstances of both the
learner and the learning context.

So far my personal development. I do not need to explain the

impact this change has had on my function as a teacher educationalist
on a teacher training institute.

Concepts

When I did start practical training supervision in '75 I met no
unanimous concept in educational philosofy inside and cutside the insti-
tude. Due to democratic trends, everybody was a kKing in the realm of

the classroom. In those days one could find several options on prac-
tical training.

I The apprentice conception

The practical training room is primarely observation-room, where
the 'master teacher’ routiniously demonstrates how to do the job., In-
cidentally the prospective teacher imitates the master-medel, making
no trial and error. The practical training course distinguishes itself as
a supplement or appendix connected with subject matters in the insti-
tute for teacher training.

IT The competency conception

Developments in society and schools claim extending demand on
teachers. Rethinking teachers-tasks is a challenge to take up. Teacher
training hecomes competency-based teacher education. New professional
skills have to be introduced. Teacher training focusses on a broad spec-
trum of qualifications, All necessary qualifications are clustered into
the curriculum, The curriculum is a mixture of theoretical and practical
components.

11T The humanistic conception

Central topic is the presupposition that each student needs a per-
sonal process of professional development. Fixation on competency and
subject matters content are rejected. Teacher training essentially beco-
mes a range of stimula to find educational tracks and a learning strategy.

These were the concepts I was confronted with.

" In daily life practice most collegues appeared principally balancing
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between concept II and III. Those concepts were experienced as the
two sides of the same coin: the practical training.

Nowadays you will not find many protagonists from the apprentice
model. More or less replicative forms of knowledge and capabilities,
combined with stratic codes and wvalue-systems lay beyond the scope
of actual teacher training. Teachers in complex society need a flexible
and adequate profile and a kind of role which future demands. The
Skilbeck dilemma.
and a

That’s why Malcolm Skilbeck pointed on the 1992 seminar of the
Association of Teacher Education in Europe (ATEE) the dilemma:

"Whether we conceive the teacher as primarily an efficient functionary
who implements received policies in the apprentenceship model, — or
we conceive the teacher as somebody who has a framework of reference,
which enables him/her to understand the rationale of his/her work and
its challenges.”

The Skilbeck dilemma is a theoretical and simultarniously black-
white response on the challenge of change, teacher training institutes
have to deal with. Skilbecks black-white dilemma is a fading of the
full colour reality of education. Ski'beck does agree. Nevertheless we
have to clarify in this transitional Luropean episode our decisive targets,
voals, values and educational cuidelines for {eacher training.

Keyv-concerns
Reviewing teacher education, T wanl o emphasize the following

Key-concerns:

A Teaching and learning are fundamental contributions to the forma-
tion of human personality and culture;

B Teaching and learning do aim at a continious process of educational
development;

C The learning student in her/his context is the one and only subject
in this process;

D Basic requirements for prospective teachers are: the possibility to
develop critical mindedness; interest in — and capacity for reflective
enquiry and a self-reflective spirit;

E Regarding increasing and extending demands of actual society, pros-
pective teachers need to provide themselves with general professional
attitudes like autonomy and partnership and above all commitment,
responsibility and care for pupils;

F Dealing with knowledge, prospective teachers huave to appreciate the
implications of the intellectual revolutions whereby the absolutes and
certainties of knowledge itself have been abandoned.

Eye-openers

Whep we take these key-concerns as a scope for teacher training
{(— or should we say: teacher education?), significant preferences for
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particular training-methods will come out. They share the conguenial
possibility for seli-reflection.
For instance: 1. Working with case-studies

2. Simulation learning
3. Micro-teaching

Ad 1. 1% orkiﬁg with case-studies

The case-study enables students to develop capabilities to
analyze problems in a real context and te find solutions. A
special feature of working with case-studies is the fase of
dicussion / arbitrage with respect to different solutions.
Furthermore the case-study offers a realistic mixture of prac-
tical and theoretical learning in micro, meso and macro di-
mensions.

Ad 2, Simulation learning

Simulation implicates training on a reduced meodel of reality,
for example from the point of view of the pupli. Simulations
can be realized by games, plays, by practicising learning tasks
or with computier programmes. Simalations are supposed 1o
provoke a transfer to later experiences in the complex society.

Ad 3. Micro-teuching

Micro-teachirg is an excellent method for training component
skills, An important aspect of micro-teaching is the explicitiy
used principle of feed-hack., The tecaching-learning situation
is restricted regarding to: the number of pupils / the length
of the lesson / the content of the lesson. Micro-teaching sti-
mulates starting students to diminish their self-fixation and
fixation on the subject matter. (Please see Appendix: Exempel
One-to-One Approach / Dr. J. Vedder)

Truining self-reflection

Whatever training method is used, they share stimula for the pro-
cess of self-reflection.

"As the student engages in this process of becoming aware of his
own need to Know, expressing thal need, acting on it, and learning
relevant concepts as a result, he senses a growing belief about himself
that he is able and that he is becoming an increasingly effective Insiru-
ment with which to achieve his purposes. This growing self-concepr
as tcacher, coupled with the increased understanding, which is its maior
component, leads to the desire for more learning.” (Combs e.a., 1974)
Sclf-reflection is a cognitive and metya-rognitive process of retrospection
and intraspection. Own acts and proceedings are analvzed,

To put it most plainlv: the subject of thinking becomes object of
thinking., This turnover is quite shorking, o'mest as rovolutionary as
the ideas of Copernicus.
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Reflection capibility is at the very moment in Holland supposed
to be the most necessary condition to start, to grow and to change in
the process of learning and teaching. Reflection capibility also con-
tributes to render an account of the concept and practice of education.
In other words: reflection is not limited to the personal innerspace. It

- can be characterised as an open and -comprehensive approach to become
a self-aware and sensible teacher, who takes full responsibility for what
has to be done in the context of school.

The subject of learning

At Windesheim we try systematically to focus prospective teachers
on their own concrete learning experiences. Teacher educators and prac-
tical training supervisors do of course frequently discuss evident pro-
blems students meet. But nowadays they try pointedly and emphatically
to avoid to give the ready-made answers, the instant flexible responses,
the skills of the established master. In all circumstances the student
has to be the subject of her/his learning-process. The counseler ought
to be the facilitator, who helps to discover the personal resourses of
the student. The facilitator encourages the student to develop qualities
deemed necessary for effective teaching in any educational situation.
The facilitator and the learner have to meet in their own role. Perhaps
teacher training is not so much a matter of teaching as one of helping
students step by step to discover and to develop.

The Archimedic point

Finally a retoric question: Is there any perspective for teacher
training?

It is often said: "Teachers teach the way they have been tought, —
not the way they have been tought to teach”.

Dear collegues teacher educators, I guess there is a perspective for
teacher {raining indeed.

Why?

The answer is quite simple: WE are teacher educators!

And hear what often has been said: "Teachers teach the way they
have been taught.”
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SCHOOL-BASED DEVELOPMENT AS A STANDARD
IN EDUCATIONAL CHANGE

AALT RIEZEBOS*, VASILE CHIS**

ABSTRACT - Improving education in schools is a hot item nowadays.
Not only in the Netherlands and other western eurcpean countries,
but especially in the changing sccieties of Eastern Europe, Education
and thus schools have to reflect upon the needs of the societies. Schools
have an important role in serving society in wich they are inbedded.

As that society changes, the design of schools must be adapted to
meet new requirements.

In former days the teacher was trained individually and often subject
orientated.

The impact of this individual teacher in fact was very limmited or even
nihil,
In this article a new school development stategy wili be introduced.

1. The school as a unit of change

We live in the middle of dramatic political, social, economic and
organizational changes. Perspectives are changing —— so are our lives.

in both western and eastern european countries people have gone
ared will go through rapid changes in all facets of live, and in fact, the
very basis for scooling -— the "contract” between home and scool —— is
rapidly changing.

The workplace will undergo dramatic changes as well!

WNot only the work is and will be different, and demands new
types of qualifications.

Schools, education need to folow these changes.

For, the pupils/students we work with to day are diffrent from
those found 4 or 10 years ago. Their life opportunities are different

and their future is far more uncertain than was the case, let’s say,
10 years ago.

The new economical, political en societal situation in Romania

requires other knowledge, know-how and attitudes from educatjon
in general and from pupils/students especially.

People in the changing society are seeking a more meningful life,
more usefull roles, increased relevance and a bridge from school to
life "out there™.

That means, that there are pressures for change coming from the
exfernal enviroment as well as from the schools themselves,

,

® Ptofeyacr The Christian JFnsfitute for Higer Vocalloral Educatfon ., Windeshelm®, Zwolle,
The Netherlands

** Lecturer, , Babep-Bolyoi* University, Clu}-Napoca, Romanie
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Fig 1, Change as mutual adaption and development,

Forces for renewal come in many forms. And the problm is, that
shere is no single answer for meeting the challenges,

Schools need help. As most organisations, schools need to cope
with both external demands as well as internal demands for renewal.

The figure illusirates that the school is dependent upon its "en-
vironment” in terms of the administrative system that regulates school
behaviour. However, the community, local industries and the homes
from where the students come have a direct influence on the school.

The school always has to adapt to the "environment”, either at
organisational level (e.g. changing parts of the curriculum), or at the
individual level (eg. teacher responds to events that happen to his
students), It may be that there is a felt nced for improved communica-
tion, for a clearer decision-making process, for renewed compeicncy
in certain subjects and subject methodology, for assistance from peers,
for better personal relations, for a better work organization, for better
planning and evaluation and any other aspect that either deals with
the individual, groups (e.g. classes) or the entire school.

In the situation Romania is in this decade resistance to change
will appear, Per Dalin has identified the following barriers to change
schools:

* Value barriers or opposition to a given wchange process because
actors do not believe in the new values and norms implied in the effort.

* Power barriers or reluctance to engage in the change process
because it may alter the power balance in a negative way.,

* Practical barriers or uncasiness towards getting involved in the
change process due to scepticism about the management of the precess
are widespread (not only in schools).

Psychological barriers or the willingness to engage in the change
process, even if the person agrees with the values and norms, does not
leosg nower, cannot identify practical problems, are seldom hut ne-
vertheless real.
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Besides the barriers mentioned above specific™barriers/problems due
to the specific Romanian situation will have an important impact.

All forces in society as well as new administrative measures meet
in one place: the school,

And the problem is: standard solutions are doomed to fail! These
wili not help.

To meet these problems it is important to see the school as a unit,
that has to cope with the new developments.

Therefore it is necessary to analyse whal kind of organisation the
school is.

2. The school as an organisation.

Schools, as other organisations, need 10 cope with both external and
internal pressures for change.
' To understand how schools as organizations cope with change pro-
cesses we can distinguish four perspectives on organisations into a
school organization model:

We sce the school as an organization where there is a mufual in-
ter-dependency among five variables:

— environment;

-— values;

-~ structure;

— human relations;

— strategies, .

The inter-dependency among the variables is not in every school
the same.

A short explanation of the variables:

a4. Environment.

The administrative links to the school authorities, as well as many
informal links with homes, organizations, bussnisesses in the community.
A productive school has mutual and open relations with the environ-
ment. A condition fer mutua! relation is: that the school has a vision
and a clear profile.

arviignment
&

oM
Xy

EN

Y
wrnvitonmen §

Fig. 2 The school as an organization.
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b. Values.

Values refer to the basic values as they are expressed in ideologies,
theories of learning and upbringing, goals, as well as values translated
into daily norms.

Values are represented by staff, leaders and students.

An important value in Romania should be: democracy.

¢. Structure.

That is the dimension that refers to how the school is organized,
how tasks are distributed (work organization), and the formal decision-
making structure.

d. Human relations.

Refers to the interpersonal relation in a school, among students,
teachers and leaders in the classroom, the teachers’ lounge, etc.

The quality of an organization, a school is often reflected in the
relations among people, between groups and those who are led.

Learning happens through dialogue. It should be an important goal
fer schools to strive towards good human relations.

(uestions are:

— How can "membership” really be feit?

— How are feelings expressed?

— Do we accept ail members?

— Does the school have an open and constructive communication

process at all Jevels?

— How does the school deal with confliets and problem solving?

— Is the school working with its own culture and climate?

Concrete; human relation issues are vital in any organization!

e. Strategies. :

Refers to ways and means of leadership, processes of problem solving,
buman resource development, decision-making, and quality control.

It is the role of the leadership to strike a balance between values,
structure, relations and the environment.
Issues and dilemma’s in this area are:

~— Is the decision-making process clear to every one invelved?

— What are the procedures for delegation?

— Who has the real power to influence decissions?

— ete.

Research makes clear, that leadership is one of the most crucial
factors determining the quality of schooling.

3. Real needs as motor of change,

Many attemps to renew schools fail. The reasons are many.

Therefore it is very important to find those factors that are mi-
nimum conditions for change.

Dalin developed the "real need model”.
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Fig 3, the real needs model.

Here will be described shortly this model.
a. Real needs

Often change process start with a vague, "innovative idea”, with
out a clear idea what the needs of the “client-system” are, and how the
icea would infiuence the culture of a school.

It is necessary to define the “real needs” of the users at an early
stage.
b. Ouwnership

We often rediscover our values and therefore our real needs.

We feel that we are part of the discovery process. We must deve-
lop an ownership to the ideas and through the process of change.
c. Change capacity

The motivation and the involvement is not necessarely there as
the program starts, and it does not develop automatically. It develops
gradually as we open up, trust each other and feel "membership” in
the group.

It is a job for schoolleaders to develop ownership. It is a question

of personal growth and of group learning to develop a school as a
learning organization.

d. Leadership

This varaible is very important at all levels: in the classroom, at
the school level and at the system level,

The leadership does not necessarely need to be formal leadership.
It means that the formal leadership also need to play with the infor-
ma] leadership of the scheol to be able to implement major innovations.

4. The school ”learns how to learn”.

The main objective of school-based development is to produce an
institutional development plan and to help the school move towards a

2 — Psychologia-Paedagogia 1—2/1993
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Fig 4. Lineair process description.

"learning organisation”, to provide a capacity to meet new challenges
from within, or from the environmenl, in such 1 wuy that the real needs
of students and staff are met. As a result of an institutional develop-
ment plan the school will not only establish a new practice in a given
area, but it will also gain experiences and competences that enables
the scheol to manage chamie processes in the future. The school “learns
how to learn™.

What does it look like?

The following figure gives a visual picture.

Each of the steps of the linecair process need to be described thou-
rouchly, but this would be out ol the contexti of this article. Important
is, that cach of these steps is essential to be able to work in a school-
based development manner.

In the Wostern-European countries this manner of helping schools
has been more and more practiced.

Insiitutes as the Pedagogsical Faculties and teacher trainings-insti-
tutes can play an important role in the social and culiural changes
Romania has to cope with,

5. A final comment.

The key question for education is: How can we prepare our stu-
deats Tor a future that most likely will become ever more demanding,
and where individual and institutional changes will become the norm?

The answer is obvious: Beyond & more relevant curriculum and real
participation in every school life, students have to live ad participate
in a learning institution. Institutional development — with full parti-
cipation of teachers and students — is the very best preparation for
future roles, — be it in the homes, the leisure group, or at work.
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VALUES AND NORMS IN EDUCATION

J. H. BLENKERS#

ABSTRACT, — The interest for values in education is growing more
and more.

In this article the basic words will be disscused: independence,
self-responsability autonomy and freedom,

1. Introduction

Whaen we meet the other in his or hers emptyness, we become
auare of the emptyness inside curselves.

This is what I discovered reconsidering this speech about values
and norms. The questions from the professors, and the remarks of those
present students of the Romanian PABO afterwards, sitting on the
ground in the corridor of the University of Cluj-Romania, inspired me
to reflect on my article and to make a supplement.

I want fo use this article as a starting article to be in conference
with our Romanian cellegues. But I also want te present this article
as a concept for farther thinking in our own pedagogical part of the
Dutch institute, Chr. Hogeschool Windesheim.

2. Inte a postmodern era

We are witnessing the end of modern age and the dawning of a
new one. We do not know what to call it yet except 'postmodern’. The
end of modernity is perhaps most dramatically represented by the world-
wide collapse of communism. But there are other signs as well: The
decline of western economies, the demise of the cities, the destructlon
of the environment, the moral decay of the west,

Modernity is now bankrupt. It is 'a paradigm grown old.’ There
was much good in the modern age of the western world, but it has run
cut of gas.

Modernity began with great promise: The Englightenment with its
fresh confidence in human reason, the American and French revolu-
ttons and their victories over tyranny, the industrial revolution, the
explosion in learning, the freedom of science and scholarship from the
shackles of superstition and ecclasiastical control. But its unbridled
optimism in science, reason and technology, its hopes for world peace
and prosperity founded on human progress have sputtered and almost
gone out. We are entering the postmodern era, and its challenge will
ge as great for out nations in the western world as for the nations ot

astern Europe and the former Soviet Union. Any new world order

¢ Uriverry ,Windesheim*, Zwolle, The Netheriands.
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will be quite different from anything in the modern age: all peoples
of the earth must be brought to the table. Qurs is no longer a Euro-
centric, male-centered or first-world dominated world.

So, the first word in the theme of the conference - prospective
-— is reaiching for an uncertain but challenging future. And the se-
cond word — pedagogics --- shows the trust of the organisers of

the conference that there will be any future at all, because pedagogics
is always an investment in the future.

The next few minutes T will try to plque vour curiosily abour the
way we try to surround, to challenge and to confrontate our students
with values and norms — yes, in that order: *values and norms'.

I am a teacher of 'Business Fihics’. of Roligion and its peda-
gogic and psychelogic aspects, and I wuant to muake this pedagogic
speech ta the end practical by limiting the domain to the students of
our Highschool of Pedagogics, and specific the apirant teachers ol the
ccenomical schools, And I will try to give an innovation strategy for
school-teams to translate (they ethics into the curriculum,

But first 1 need to elucidate some terms, so that we know what
we are tzlking aboui, and I'l strat with defining ‘education’.

3. Education

There 1s confusion of idens about education. Al kinds of human
ivs are pressed in the cducation-hox. And cverybody  knows
something akbeur cducation. | want to clearly define education’:

<

Ppebagpyd
PULINY

* Education is an assisting realtion of an wdult with respect to u
child.

The educator is feeling responsible for someone who cannot take
the responsibility. The assisting relation is the cenire and the legiti-
mation of every educational aciing.!

The assisting relation is nor symmetric: edueator and child are
not on the same level, The child in the ,seek-expert und the educator
is the ’knowlidgc-expert, And the relation is complementary: the
educator is complementary to the helplessness of the child.

* Education is acting conscious,

Not the total relation hetween educater and child is an edacational
relation. The relation is plural: the aduli is also [riend, housemate,
playing-mate and educator of the child

* Education is acting conscious atith a specific purpose.

e

There are several purposes, bwt more and more the fleld of edo-
cation in the western workd is growing (o the same pattern wita ihe

LAl Hellemans, Pedagogicehe ceranfwosodefijlheif, 'n B Spiccler
e.0.. Thearctische Podagogick, NMesoel on Amstesioam, 104872 Hellomuns shows how
the filosofy of E, Levinas is ceonvoted with teh rosponsiliility in cducation.
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{ollowing basic words:
independence,
self-responsibility?,
eutonomy or freedom

Some critical remarks about one of the last basic word: auto-
nomy (3.1). And later on [ will say something about 'freedom’ (6.3.1.)

3.1 Autonomy?

A person with autonomy is morce and more the ideal purpose of
the western society, but it is the encemy of pedagogics with society-.
stute~ or group-ideals.

The autonom person is not standing above tradition and the achi-
evements of the culiure. He decides about his own life and has to
choose his own destiny and identity, but there is a continually com-
muncation with others. Rationalism and autonomy walk hand in hand;
a critical attitude in relations, and emotions are controled by the ratio.

Adaptation 1o society is not enough, because the society of
today is not the socicty of tomorrow. Adaptation leads to manipulation.
An autonom person is able o anticipate ar an uncertain future. Paolo
Freire accentuates that man should be more and more the subject of
his own life and the subject of the surrounding situation. Fellewing
this pedagogic thinking it s obvicus thal we decide in favour of a
relational autonomy: an autonomy that is growing in relations and in
communication with gthers and with the total culiural envirecnment.

T want to make more than a marginal note: autonomy is an idea
ol the modern society. It is filled with the most important value of
the Fnlightenment: the trust in human reason. And in the basic feeling
that we live 1o see a paradigm-movement into a posimodern cra we
should ask if the relational autonomy is still todays ideal purpose of
pedagogics. My answer is no! We peed more for a prospective peda-
segics and owill draw in gutline what T mean by that remark,

1.2 Postmodern architecture und pedigogics

Postmodern architeciure provides z stunning visual entryway into
a disenssion of posimodern podagegics, Here are the marks of post-
medern architecture; marble and granite instead of glass, conerete and
steel: buildings that look like a work of art instead of a machine;
sright colors instead of black, white, silver and gray; muiti-cultural
irsiead of moeno-culiural; multi-celored insiead of mono-chrome; so-
metnine old and something new: the echo of classical ferms: variety
rather than uniformity: the emphasis on the local and regional rather

YDr. M. ) Langeveld, Beknopte theoretische pedaaogick. Wolters-Noord -
hofi' by, Groningen 1979, 2) Sec alwn: Holhmann, Die DPidagogile M. J. Lanrge-
vefds Lintersuchungen 2y seinem Wissenschaftsverstdndnis, Bochum (BRD), 1971
F. Warsewa, Dic Welt des Kindes als menschiiche Lehensform, Eine Einfihrung
in f,.f:'i'rg'(‘i‘&—'fd.\ anthropclogisches Denken,, Tihingsn 1971,

TG Snik, Persoonsvorming en aproeding, Wijchen 19490, . 20 — f.
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than universal and international. Modernism in architecture sought .to
erase the history of arhitecture in its forms; postmodernism recovers
its memory. -

So what about postmodern pedagogics?

I'll start here: postmodern pedagogics is old and new. It doesn't
fall into the modern fallacy that the newest ideas are the best. It ho-
nors the total tradition 'of pedagogics while moving into the future. It
does its work at a round table with spokesmen and women from the
past and from all over the globe today. The simple fact that a Dutch
teacher is talking in a Roumanian University underlines this thought.

Roumanian University underlines this thought.

1t moves from the wuniversal to the local and regional. It has gle-
bal awarenness, but it does not pretend global solutions. 1t strats small,
in the family and at the scheool. The fatal error of communism and
ohter modern ideologies was their insistence on one solution to the
preblem of existence.

Postmodern pedagogics honors variety in values above uniformity.
It is multi<colored, not monochrome. No one voices rules: all veices
get their hearing. There is not one concept of values!

The postmodern age is witnessing the surprise rc-emergence of
religion as a powerful social and moral force. Marx, Nietzsche and
Freud were wrong in their prophesy that religion would die in the
modern age. Religion can no longer he bracketed out of public con-
versation and dicision making. Religions will go public with their
theclogy and their values, let their voices be heard in the public
seuare — not from a position of privilege and infallibility, as in ear-
ler times, but as crucial vote,

Finaly, postmedern pedagogics heralds the return of the dimension

of transcendence. The Enlightenment had a slegan —- ,Man is the
measure of all things” -— but neither man nor women is the measure.
In my opinion the Christian God is, but... listen carefully: in a

postmodern way! There is an echo of classical forms in postmodernism,
and it recovers the memory of the past, but it is not a copy of the
past. The next theory is the developing thoughts of several teachers
at out Dutch school and it is connected with the Dutch situation. I
don’t think it is possible to copy these thoughts for the Roumanian
education, but maybe you can ask us some questions so that the se-
arching can go on. :

4. From theological moralism to heroic ethical ecreationism?.

The Christian ethical frames of the past brought us up to think
of the ethical as being a set of invisible guide-rails, There were a
lot of values, or obligations. Every frame consisted of traditional path-
ways that we should walk on, bounds that we should keep within,
rules that we should follow, commands and prohibitions that we

47 used Don Cupitt's: The new christian efchics, SCM press 1id, London
19088, see Infroduction, page 1—8.



VALUES AND NORMS IN EDUCATION 25

should obey and respect, goods that we should persme, or natures to
which we should pay due regard. The ethical put a special sort of
extrinsic pressure on you, so that you had to think of it as objectively
and constrainingly one and real.

But we discovered that the ethical frames are merely cultural. We
cevolved it, and it is still changing.

The standard caricature says that in the nineteenth century meral
realism (with its doctrine of conscience: and moralism together became
peculiarly intense, non-rational and oppressive. If that was so, it was
only btecause they were al the point of collapse, The whole realm of
the cthical was being rapidly demythologized by a better understanding
of historical change, cultural diversity, human psychology and (above
ally the creative, mythmaking and thought-constraining power of soclety
itself. Critical thinking by the greal masters of suspicion, Marx, Nietzsche
and Freud. In ethicat theory the sequel has been various kinds of emo-
tivism, eoxistenlialism, pragmatism, Wittgensteinian quietism and neo-
riaturalism. More and more we became aware that we are not just res-
ponsible for living up to our standards; we are responsible for our stan-
dards themselves. The frame ig not sacrosankt any more. It is ours. All
frames -— whether we are talking about religion, morality, scientific
theory, philosophy, logic or whatever - all frames are human histori-
cal-cultural improvisations. We made them. Their funclion is — always
was — fo overcome nihilism by imposing some structure upon ond in-
jecting some wvalue into our life-world. In the modern world we have
became aware of our frames, and we've now got the responsibiiity for
continuously and consciously redesigning them. We discovered that there
isn't any ,objective’ or metaphisical truth or value, we ourselves have
to create and to redeem our world. Ethies is now that task. It's big:
we've got to do what God used to do for us.

In historic Christianity there was no allowance for human creative
=ctivity, human drive and ambition, or human ethical innovation. God
had monopoly control of all creativity, or moral value and of historical
change. Tt looked like one of the lowest moral levels of L. Kohlberg:
traditional christian moralily was a matter of deoing your best to avoid
attracting God's displeasure, by reducing your sins to the minimum.
It wasn® about how to make something good, but only about how to
make and keep yourself pure, Traditional Christian consciousness was
air internalized master-slave relationship.

A modern Christian doesn’t bother about saving her soul; instead
she prefers to lase it in her work, This work is the work of love. It
ts creative and redemplive work by which, most typically, value is
bestowed upon people who would ohterwise lack it. Love .saves the
world and justifies the poor, the wicked and the ungodly — including
even you and me. A simple way into Christian ethics is to take the whole
of the lraditional theology of redemption as our programme. Every-
thing they thought God had already done for them, we are going lo
have to do for each other. Only, today people, young people at our
schools, don’t need to be saved from sin so much as from meaningless-
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ness, worthlessness and nihilism. Brace yourself for the task of doing
the work of God., The postmodern age seems to call for heroic ethical
creationism.

Wow ... this is heavy! The basic guesiion: in this possible after
structuralism? Is it possible to equip aspirant teachers to be one of the
‘treative minority’ (Jaspers) that believes that it i{s possible...? Is it
possible after the break-down of communism and other -ism to inspire
people to 'play that they are not afraid'? And wha! is your philosofical
or political or religious foundation? Who is prepared to say something?
Who dares?

In the next historical survey you will discover that it is possible.

5. Historical view of moral education in BDutch schools.

First step: the interest for values in the Dutch school was growing
more and more in the early 19-seventies, bhecause moral cducation was
falien into oblivion. There was a crisis, and in my vicw there still is.
Nobody in our country has his doubts about the necessity of moral
education,

Szcond step: there are initiatives based on the theory of Lawrence
Kcehlberg, He studied the moral developmen! and puts us on to the
right scent of six levels. Purpose of moral education is to bring us at
the highest level, the level of universal, moral principles. His study
can give us some information about the moral position of stodents,
ard gives s some global guide-lines for methods of teaching.

Third siep: we discovercd Louis K. Raths’. Raths was allergic for
authoritative personalities and systems, Moral education is not possible
by imposing one’s will upon a person. [t is contrary to the autonomy of
the people. He developed a model of morai education and in the centre
of it yvou find the free and independen: choivce of the pupil, based on
the theory of humanistic psychology (Rogers Masiow) The way of
finding values was more imporiant than the question which valies the
pupil choosed. His theory lecds nractically - - in my view — 1o rela-
tivism, to the oppesite of the authoritative moral educuation,

Threce steps on the floor of the didacties of moral cducation,

The next step is on the floor of theology: of maral-theology.

The Dutchman H. Hermans developed a theory of valuation with
three basic didactically insights:

1. a special altention to axiology. the theory of values and fields
of values.

2. the victory over relativism of values with symbolic interactio-

nism: cveryone needs others to coxplain something about and develope
his fields of wvalues.

5L, E. Raths cs, Naar cigen waarden (Values and leaching), orig, English
language edition published by Charles . Merrill. Publishing Division of Bell
and Howell Company, 1966,

\‘5 P. v.d. Plas, Weaardenontwikkeling in het onderuijs, 's-Gravenhage, 1981, 2.
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3. There is a possibility for learning about walues in education.

L. Hermans shows ug, following L. Keohlberg, that the possibilities for
moral education were found in a cognitive approach.

P. van der Plag c.of —— following Hermans — are showing us a
program with 7 levels:

1. the student finds words for it and characterizes the value-theme
in toreas of a preblem.

20 explaining values: the student explains his own values with his
own woerds and symbols.

3. explaining feclings: the student explaing which feeling are con-
necied with the porsonal values,

4. the student relaies values: his own values with the wvalues of
others {character-change!)

b he student explains and presents the results of levels 14

G. The student validates values: the student acts according the cho+
sen valiles.

4, Values and Norms in eduesaiion,
el Vatue-code and decision.

My own thinking about values and norms in edicadtion s - folo
wing val Plas and vd, Ven -+ bascd on this 6 levels, but in view of
the special purposes on a school with pedagogics in the centre 1 sug-
pest to make a special personal document: it is a valuescode. The stu-
dent deseribes and explains the most important personal! values and
copes this with {be expeciations abouat the future (job, family, esol.
This cenfrontation with the expected future should resuit in a mission-
statement: (2} persanal motive(s) are fransformed into a basicstatement
to steer the acting of the student. [ think it is important to accentuate
the meaning of the decision as the central finding-place of the ethical.

It askes for a cultural-philosefical analyse of the culture, of the
seciety, in which the student lives. But how to analyse, and how to
learn to make this analyse personaliy?

I agree with K. Nipkow? and L. E, Raths that the good, the Good,
should be chosen independent and in freedem. Frecdom first! The
warning of Raths is correct and the call for authonomy is obvious. But

in the tension of 'Fihren oder Wachsen lassen’ — to lead or to let
grow in pedagogic way - studenis need more than the influence of

the humanistic psychology (C. Rogers e.0.). They need more than inter-
action with their friends. The Structuralist is warning us to be not to
optimistic about the "unfolding' and the 'growning’ of the child.

7K. Nipkow, Moralerzichung heute; Erzichungswissenschaftliche und theo-
logische Probleme, in B. Gladigow, Religion und Moral, Dusseldorf, 1976, 173,
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Answering Charlotte Bithler and Melanie Allen®, and the Dutch
Theologian van Gennep?, 1 think students need a clear identification-
person with a structured value-diagram in a secure surrounding.

6.2. Teachers: challengers to freedom

I'd like to intercede for the position of the educator in challerging
freedom. To challenge, not to adapt. And freedom, but in a special way!

Challenge

(narrative}: The family goes on holiday: in the mountains on a
camping site. Daddy — not cnough time in daily life — is having great
fun with his children. One day he suggests to his son 1o go for a walk.
And the boy likes that. Together they walk, with pleasure, in the un-
known, in the adventure and in the nature. Suddeniy there is soms
water, a brookled, in which severat stones. Duddy: 'Look over there,
such a nice coloured stone!”. And the son: 'Yes, we should bring it 1o
mama, and ... look over herc: this one is even more beautiful?*

Enthousiastically they coilect siones and bring them home. Stories
are told, questians about the stones, ..

The neighbour, one tent further on, secs it, hears it and concludes:
'That is also good for my son’. He asks the direction of the brookled
and suggests to his son to muke a walk because he wuants to show him
something special. Together they go. The boy likes to take a walk, but
when he slackers or when he siopped to see a tree or a mushroom,
daddy calls him: "hurry up, we have to roach the target!” Then they,
come to the brookled and daddy is picking up a stene and savs: 'Look
over here! This is a beautiful stone. You should keep is very carefully'.
The boy looks at it in a forced way and puts the stone in his pocket.
By request of his father he collects more stones to keep!’

In the first story there is chullenge and there is freedom.

They are spontaneously t{ogcther and the surprise feeds the asto-
nishment and wakes up something in the boy that is growing and grow-
ing.

The second story: one tukes the other to make a walk, The boy is
learning something, but nothing inside him is "touched': it is not his
own discovery, there isn’t freedon.

Moral education: 'good’ should be discovered in the way we edu-
cate. Cognition and affection topether: 'good’ should be personally dis-
cavered! Something inside sheuld be 'touched’.

6.3.1. Freedom

Freedom, not in the likeralistic view (do what you want o do) and
not in the view of the Existentialism (J. P, Sartre: damned to be free),
but in the view of the Thora and the central meaning of the New Tes-

8Ch, Bfihler en M. Allen, Inleiding tor de humanistische psychologic,
Bilthoven, 1972, blz. 85.
9vVan Genn ep. De terugheer van de verloren Vader, Baarn 1984,
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tament (Gal.5, 1 and 5,13). It is the freedom with the deep psycholo-
gical meaning of 'the absense feart’. I believe that everyone is called
1o be free.

Security is a condition to challence freedom, and I choose to make
4 religious foundation, a theological-antropological theory or ‘framel’,
in the postmodern way.

I think the teacher should represent that security and should de-
vote his work (of love) for the school as 'a community of learning and
4 community of tiving'.

The personal value-code of the teacher should be clear and the
(aspirant-) teacher should prepare himself for questions about his or
hers personal values.

And & school with a mission, the message of the values of the
Bible, askes for a teacher that confrontates the students also with the
basic wvalues of the Bible and the Jewish ‘Christian . tradition,

In my view A Althuis!® is right that we should confrontate stu-
dents with an antropological-biblical model of relations, to give them
some oriéntation in and the possibility to analyse their culture, which
iz ill. 1t is also the choice for investing in a culture-transforming edu-
cation, and the beleve that the deepest values of the Bible and the Je-
wish/Christian tradition will give answers that we need to transform
this world into the 'Dream of God. And God will meet us in His Fu-
ture, '

Freedom is the message, and it will create its own medium,

Freedom is the centre, the hart, of mankind.

The four relations in the Bible:

to myseclf,

to other(s) community/society,

to nature, creation, to the earth, -

to God, or the Oother.

The basic values in this relations:

Love, Justice and Truth

These words need explanation, but not here and now!
7. Innovation strategy
This biblical-antropological frame can be used by school-management

to make policy and to choose the right strategy in schoolteam-processes.
The main reason that this subject 'about values and norms' is not the
first priority of school-management is that there is hesitation about the
dvnamic emotional reactions of the teachers.

Experinces on other educational institutes can help us to overcome
this hesitation. 1 want to introduce to you a strategy for starting up a
team-proces to put his theory into practice,

1. Introduction of the theoretical frame: chrismatical speech.

2. Ways to proceed:

WA Althutis Werkboek lLevensbeschouwing, De Horstink Amersfoort, 1982
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a. Do nel argue about the theoretical frame, but use it as a strar-
ring-point to choose priorities {(postmodern:.

b. Choose with the team which ‘relation’ (t¢ myvself, the other(s),
nature, God) should have the attention of the tcam for the next period

¢. Recognise what already is achieved.

d. Make some appointments about the wav you evaluate the indi-
vidual searching of teachers: ask them te tran<late the basic-words
‘love, justice and truth’ into their own professional skills and professional
knowiedge, into the curriculum asnd the special literature and mate-
rials. T think that a continious presentation of results and ideas of in-
dividual teachers to th team is a good starting-point and the best way
io make this a qualitative team-proces.

3. Evaluate continious the results of this team-proces and confron-
tate them with the theoretical frame and the rewilts of {he students.
Ask the studenis to help with the curriculum-development.

John F. Kennedy said when he was inaugurated tc be the presi-
dent of the U.S. of America (1961):

"We shall pav any price, bear any burden, meet any hardship, sup-
port anv friend, oppose any foe, in order te assure the survival and the
sacees of liberty !

Together with the justice-dream of Martin Luther King jr. — ‘free
ai last” — theyv still can be the moving forces in the Western World, Bul
they need translaters to education: teachers who will be challengers to
{reedom.

WORKSHOP

Questions: (puide-questions — please make a chowe).

1. What are the main purposcs of prospective pedagogics in your opinion?

2. Statement: *The (ethical} frame i< not sacrosankt any more. it is ours,
All frames -~ whether we are falking about religion, morality, scientific theory,
phitosophy, logic or whatever — all frames are human historical-cultural impro-
visations. We made them, Their function is — always was — to overcome nihilism
Ly mposing some structure upon and injecting some value into our life-world.”

What is ’good™? :

3. Is the antropological and biblical model of A, Althuis, together with the
central meaning of the teacher (challenger of freedom). an answer to the peda-
sogic challenge of 'values and norms in education’

Explain your own basic values and compare them with the values of others.
What are the consequences of your valves for your profesion?
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TIPURI DE INVATARE: DE LA CONCEPTE TEORETICE
LA APLICATII PRACTICE

V. GOIA

.

ABSTRACT. — Types of Learning: from Theoretical ConcePts to
Practical Application. The paper is both theoretical as well as con-
crete applicative. Through his content and examples taken from the
preuniversity teaching of the Romanian language and literature he is
included in what is known as the didactics of the speciality. The paper
has three chapters: 1. Types and Criteria of the Teaching Process; 2.
The Didactics and the Logics of Learning; 3. Steps in Teaching Roma-
nian Language and Literature.

Names like R, Gagné and G Ciaus are mentioned in the paper too.

Conerete  teaching of grammar notion or literature elaims the
logical approach of thase disciplines.

Thus the naturial relation on the basis of this process is: scien-
tifical content — objectives — methodology.

The last chupter shows the steps of learning: learning ihrough
identification. learning through opposition and learning through cor-
relation. These are illustrated with concrete notion taught in gymna-
sitm and secondary school.

1. Tipuri si criterii ale procesului inviatarii.

In domeniul pe cat de eterogen pe atdt de controversat al tecriilor
Invatarii exista totusi un consens in privinta departajarii acestora in
doud grupe principale. Prima cuprinde teoriile cognitive apartinand
psihologiel gestaltismulul si neogestaltismului, cu reprezentanti precum
Tolman, K. Lewin, iar cea de a doua incorporeazi teoriile de facturi
ascciationista, gen Pavlov, Thorndicke, Skinner, Hull s.a. Cautidnd si
raspunda la intrebarea ,,Ce se invatd?”, teoriile din prima categorie
sustin ca se invatd |, structuri cognitive®™ iar cele din a doua categorie
argumenteaza ol ,deprinderile” sunt rezultatui invitarii’l. Din studii
recente se degajd ideea cii momentul actual se caracterizeazd prin ,.in-
cercarea de elaborare a unui medel interactionist-sistemic'? axat pe su-
Liectul care invatd si-si dirijeaza propria activitate.

In general, prin invatare se intelege o activitate congtienta avand
ca rezultate fie achizitii de cunostinte, fie operatii intelectuale si in-
susiri de personalitate, toate devenind ,bunuri* personale, intirite me-
reu prin exercitii. De asemenea, nimeni nu mai contesta astazi faptul
¢4 inviitarea este conditionatii de perceperea initiald a materialului de

I Ernest R Hilgard, Gordon H. Bower, Teorii ale tnuvgldrii, K
D. P, Bucuresti, 1974, p. 14—15.0 ) . ‘ .

2T Podar, Dinamica § structura invdtdrii, in vel. Introducere in psitholo-
gia contemporand. de 1. Radu (coordonator), ¥d. ,Sincron®, 1991, p. 137. ’
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invitat, de intelegerea si memorarea acestuia, completate de intrebuin-
tarea lui in noi conexiuni si sisteme de informatii.

In legaturda cu actul propriu-zis al invitarii se constati un para-
dox. In timp ce teoriile de diverse orientari se distanteazd, prin gene-
ralitatea lor, de demersul practic al Insusirii, cei care invata (elevii si
siudentfl) spun, de obicei, ia modul concret: ,invadt" la matematicd, ,in-
vat" la istorie sau la literaturd s.am.d. Cel care intrebuinteazd numai
singur verbul ,,a invidia' nu prea dobéndeste nimic. De aceea se naste
intrebarea: poate exista un ,model" al invdtarii pentru toate discipli-
nele scolare? Dacd rdaspunsul este afirmativ, atunci ,modelul” respectiv
trebuie sa aibd un caracter pe cit de abstract pe atat de general, incat
invatarea fiecdrei discipline si incapd sub cupola lui, sustinutd de niste
principii generale de care tine seama sau nu actul invatarii concrete,
[3acad raspunsul este negativ, fiecare disciplind isi construieste un ,,mo-
del" propriu al invatdrii, fird a fi preocupatd daci acesta se potriveste
st altora, rdmandnd ca psihologia si pedagogia sd construiascd, la mo-
dul teoretic, un ,supramodel”, bazat pe modelele stiintifice particulare.

Judecatile de mai sus Isi au motivarea tocmai in distanta prea mare
care existd intre teoriile invatarii, rod al cugetarii si experimentdrii
psiho-pedagogice, si practicile procedurale ale Invatarii. Pentru a o mic-
sora, unii teorcticieni au construit cdt mai multe tipuri de Invitare,
concepute nu pe criterii unice, ¢ mixte. De pilda, R, Gagné jsi ,aran-
jeazi™ cele opt tipuri de Invatare in mod ,ierarhic”. de la simplu la
complex, intemeindu-se pe ipoteza ¢i | fiecare invatare de ordin supe-
tior depinde de stipdnirea celei precedente'3, Astfel, tipurile recoman-
date apartin unele grupului teoriilor cognitive. altele celor de nuanta
asociationistd, Cici ¢ o mare deosebire ntre inviitarea stimul-raspuns,
intre aceea bazati pe reactia in lan{. pe asociatia verbald, pe de-o parte,
si tipurile superioare, numite de autorul lor, invitarea conceptelor, a
principiilor si a rezelviarilor de probleme. Insusi Gagné recunoaste ciff
diferentele dintre tipurile respective sunt mail importante decat asemii-
narile, Probabil cd atat Gagné, Bruner ¢t si altii si-au dat seama ci nu
oxistd o succesiune unicd In invitare. Ci aceasta depinde de diferiti
factori:

— de invitares anterioari

de natura materialului de Invii{at
— de particularititile individuale ale elevilor
-— de obiectivele operationale propuse etc.

In privinta ,sintaxei” de abordare a continutului stiintific in pro-
cesul Invatarii, pedagogul german Ginter Claus recomanda cateva ce-
rinte*

— sd se analizeze structura continutului si operatiile de Insusire
ale acestuia;

TErnest R. Hilgard, Gordon H. Bower, op, cit., p. 541—542,
8" Apud foan Neacsu, Instruive 51 invdatare, Ed. Stiinfificd, Bucuresti, 1990,
p. 188—200.
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— sdivse urmdireascd sxmuitan formarea mpacrtcztlior mmihle @1 fn-—
nusu’ﬂa cunostintelor; . .- TR :

-~ gFse: pmceﬁzen lh'lé‘trurtuvarea mdepende ﬂd al contmutuhu pmn
mvatare dirijatd si nedirijatdn.: P

Din majaoritates cercetariltug consaarate tlpurtlor Sau! categorn}or de
invitare - rezultd” o diversitate a eriteriilor, urmdarindusse ' fie formareéa
unor capacititi mintale; -fie .a. urietr - performante imformationals,  fic o
modificare a comportamentului:subiectilor care invatii: Substanta, “adica
contmutu[ qtnntlflc al demerqulul mstruchv-eduoatfiv este prea pan
luat in seamd. o : : :

2. Didactica si loglca 1nVatam

In studiile de didactici si de psxhologra mvatdm se. vehwuleaza s
tazi cu. o sumedenie de. concepte.ori sintagme pelisemantice: | lbgica
predaril proiectate", ;modelul simplificat al logicii instruieii®, ;,principiul
procedural* sau ,,principiul tehnologic® ‘ete: Prin-ele sedeserie un “anu-
mit tip. de- ‘compertament al .profesorulisi in: detivitatea de predare.” Par
nu se spune al cdrui profesor: de fizicd - sau. de -désen,: -de chimie o
de educafte fizicd? Mai muli, se recunoaste ci- . priticipiul tehnologie
nu. ambitioneazd s& descrie .,cum profesorul X isi concepe in mod con-
‘ei.predarea.in. térmenii: reguillor «i*standardelor :cerute de natura con-
tmutu]m de. partlcu]antatﬂe elevitar?, ci se referi Ta- Telatia: obiective-
ciiterii-sarcini. . De pildi, cand profesorul isi® propune si utilizeze .in-
deosebi ,,me_LOL_l@ descoperirii®, conform principindui enuntat, dominante
in actul didactic respectiv: sunt: lansurea de ipoteze, cadrul problema-
tizant, activiiatea de cercetare .individuald si mai putin frontald a:elewi-
lor. Sigur, toate acestea sunt:importante dar ele. vor fitotdeauna deter-
minate . tocmai - de - natura- condinutului - stiintific abF lectiel. - Nu-orice
confinut oferd material potrivit pentru descoperire sau problémiatizare.
Nici chiar profesorii, cdnd intrd in clasd, nu prea spun: ,predau o lec-
{ie prin’ conversati¢ sau “prin: expunere’ i, mai degrabi- spun: predau
,.Cazurile substantivului, predau romanul- Jon* -3 li Liviu Rebregnu,
predau wleorems lU]_ Pltagora‘.' sau , Razbolul, de  independentd,. din
1877—1878: De aceea a nu se. tine searmd. in actul Invatarii, -de ‘spe-
cificul concret al dlsglph'nej respective, caré reclaméi. o-anumitd meto-
dolagie; ipseamni golirea actului didactic de‘fondul séu esential, oferind
astfel argumente teoriei maioresciene a formetor:fird fond“- De pilda,
analiza unui pastel de V. Alecsandri nu ofera. nicijpg depatte posibilifiti
de. predare :prin problematizare- precum - analiza: ,{mmanulm W Ultima
noapte .. ." al lui Camil Petrescu. Deci mai fireased ni:'se pare relatia:
t,ontmut—-oblectha metodologie, decét cele ammt;te mal, sus. .

3 Adeseori- se repetd judecata conform cireia structurared oricéwi
cmntmut . poate. face abstractie de .umnitatea logicului- si: psihologicu-
fui :si; degci, ordonarea didacticd, nu. se suprapune aidoma peste ordona-
rea stiintifica, F adevarat, prin, wordonare® se intelege .o.anumitd sucge-
siune a conceptelor, ideilor si teoriilor care sustin o dl‘iClpllnd ‘Daca

5 fbidem, p. 188. R I

3 — Psychologia-Paedagoaia 1—2/1993
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structurarea p51hologlca vizeaza constientizarea proceselor pSithE an-~
‘gajate in invitarea unei unitidti de continut, structurarea logicd vizeaza
aspectul formal, extern al cunostintelor, pentru a iesi in evident ade-
varul lor. Insa nu este indeajuns. De multe ori structurile cognitive
sunt ordonate si puse in raporturi combinatorice prin logica disciplinet
predate in primul rand. De pilda, nu se predau intdi partile secundare
de propozitie c¢i cele principale pentru ca acestea din urma formeazd
nucleul comunicérii, si nu pentru a respecta principiul didactic: de la
usor {a greu, de la simplu la complex, cum s-ar putea crede. Ordinea
predirii cazurilor substantivuiui sau a diatezelor verbale este ,dictata”
de logica limbii, apoi de cea didacticd, In aceastd privinta T. Maiorescu
avea dreptate cand afirma ca wlimba (gramatica) este logica incarnata*s,
Daca logica limbii asigurd corectitudinea exprimdrii, logica formala im-
pune claritatea prin argumente a acesteia. Cu alte cuvinte, in procesul
invatarii trebuie s& existé o deplind corespondenti intre cunostintele
insugite si adevarul exprimat, in sensul ca fiecare notiune sa aiba ¢
~relevantd”, o ,ratiune interni", si serveascd unei demonstratii sau
aplicatii, La intrebarea, dealtfel legltlma in ce ar consta gradualitatea
predarii-invatdrii unei stiinte? 1. Neaesu raspunde: ,in achizitia treptata
de cunostinte construite plramldal asa cum orice tecremd se bazeaza
pe alte teoreme demonstrate in prealabil*?. Insi, acelasi autor greseste
atunci cand nu mai ia In considerare contmutul stunt:ﬁc (cunostinte,
notiuni, relatii) in elaborarea schemei pentru o unitate de instruire de
tip cognmv Astfe] cand concepe etapele unui ,concept-structura“, el
le sprijind numai pe doi factori, pe cel logic si pe cel psihologic, deo-
sebind urmatoearele faze succesive: identificarea diferentierea for-
marea conceptului clasa formarea unui grup conceptual, Schema e

credibild, dar fard concretizarea ei la fiecare nivel in parte raméne o
purd abstractiune.

3. Treptele invatarii la limba gb literatura romini: concepte teore-
tice si indicatii procedurale.

Se recunoaste existenta, in predarea diferitelor discipline, a mai
multor structuri de informatii: structurd in lant, ramificata, concentrica,
spiralati sau mixtd ete. De exemplu, gramatica limbii roméne este
ordonatd, prin programe si manuale, pe principiul concentric, in timp
ce literatura pe cel liniar. Primul impune largirea mereu a cercului de
cunostinte, oferind prea dese situaiik -repetare a acestora, cu conse-
cintele cunoscute, &l de al doilea,z distantarea in timp a informa-
titlor si notiunilor irvitate, faciliteazd Tenomenul uitarii.

Insa, pentru invitare E& proces de cunoastere a unei discipline, ma}
importante sunt , treptele i‘nsusu"n si fixarii notiunilor respective, ¢y
efecte sigure de ordin foﬁl‘ﬂﬁ ﬁm nu ne ocupdm acum, Asadar,’’
care sunt te trepte sau B\fmm're le parcurge elevul pe drumu}l
invhtarii grif gticii si literatlirii romane? Din studiul atent al manua-

6 Apud Antg\%l triu, Istoria logtcu, E.D.P., Bucuresti, 1969, p. 896
" Apud loan Nehcsu, op. cit, p. 192,
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ielor si din practica profesorilor se degaji trei trepte esentiale si obli-
gatorii, care-l ajutd pe elev sau student sd inainteze spre stiin{a, cipa-
tdnd o tot mai sigurd competentd valoricd. Acestea sunt inviatarea prin
identificare, invitarea prin opozitie sau antiteza si inviatarea prin corela-
tie. Succesiunea Jor este mereu aceeasi §i rareori pot fi inversate, in-
trucat orice fel de invatare incepe cu identificarea, opozitia are nevoie
de ea, dupd eum corelatia nu poate exista fira resorturile antitezei.
Dupé cum se observd, am evitat termenul de ,tip* de invatare,
termpen luat de psihologie din logica moderni. El apare la B. Russell,
gape defineste ,tipul” ca un domeniu de semnificatie al functiei pro-
f “’pnale adicd colectia argumentelor pentru care functia are va-
Noiii Cele trei trepte amintite isi gasesc temeiul si in faptul cd subiectii
we 1nvata se lndreapta ei spre stiintd (participd) si nu asteapta ca
poeasta si vind spre ei. In acest sefis M. Malita afirma cindva ¢i nici ¢
cunostin{d nu ocupa acelasi loc in scara de valori 2 mai multor Ppersoane.
Aceasta insearnna c3 nu toti subieciii sunt in stare sd parcurgd cu usu-
nnta treptele invatarii, o parte dintre ei raman la stadiul identificarii
si numai cei bine dotati si sarguinciosi ating stadiul invatarii corelative.

a) Ce inseamnd a identifica’ Insemneazd a recuncaste, a constata
identitatea unei notiuni si a-i motiva existenta. Motivarea se poate face
numai prin acea ,colectie" de argumente care-i justificd functia valo-
rici. Ea poate fi limitatd la o caracteristicd a notiunii sau la mai muylte.
Recunoasterea -unei forme verbale se poate limita la timpul act;iunii
diipd cum se poate extinde la: conjugare / diatezd / mod l timp / per-
soand / functie sintactica.

In general, identificarea se bazeazd pe notiunea ,ancord™ care in-
{esneste invatarea unei noi notiuni: cea de adjectiv pe cea de substantiv.
aceea de adverb pe notiunea de verb, dupd cum insusires metaforei
nu se poate realiza fird cunoasterez prealabili a notiunilor de epitet si
comparatie etc. Si-dupd formarea mnotiunilor, ca principald secventad a
procesului de mvatare exercitiile din manuale intaresc identificarea prin
situatiile noi in care se cer a fi puse cunostmtele insugite. In enunturﬁe
acestora se cer indeplinirea unor sarcini de acest gen:

-—— Recuynoasteti atributele dintr-un fext dat aritand si cazul lor;
— Identificati s subliniati cu rosu predicatele verbale si cu albastru |
cele- nommale dintr-un fragment didactic;

-— Analizati substantivele existente intr-un text literar stud:at ara-
tand: felul / genul / numarul /cazul / functia sintactica; _

— Identificati persomftcérile din poezia X* aratand rolul lor pe
planul imaginii artistice etc.

Ca treapti a procesului de invatare, identificarea are un caracter
operativ, insid deseori se abuzeazid de ea producAnd monotonie si inhi-
bare, Ca operatie logica, ea reflectd legea identititil si a ratiunii sufi-
ciente, obisnuindu-i pe elevi si pastreze ideii sau notiunii cu care se

% Apud Mircea Balaigy, Logica simbolicd, vol, 11, 1988 p, 78
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oyreaza 4dentitatea. cw. ea-insash, - acceptédnd numai judecdt intemeiate..
Pocplanul - psihelogiei - invatdrii,  identificarea dezvoltd gandirea analitica.:
gy Inainte: de” & devedi o treaptd a-procesalui deinvitare, opof.rtlu
existd la nivel conceptual. Ea-ne aminteste de metoda ‘dialecticd a ‘lui
Hegel care:se bazeazi pe triada:-tezfizantitezii~sinteza; fiecare reprezen-’
tafdiin nioment. Al dezvomm d]dle('tm‘e“a cdnCeptl)‘"m Ca entitate a lo-
gichi moderhe : T v S 1 B
UL’ mivelul cunnac;teru dlddCUCC‘ prin opomtm 1nteiegem un I‘ﬁp(ﬁ"t
IAtre’ douzt rotifini; doua ]UdECcifl doad cardcfemétim care ‘au’ “un ia{m-
untmomlc g ddlCd sunt contrastante dm punct “devedere’ semdntlc si- st;u?‘r-
titie, contrastul fiinid 3gradat ‘pafa 18" exclildetea unuia ‘din - cele” dbua
fenomene Astfel copii invati despre propozitii afirmative si negatww
(k%pre COOI’dOﬂrtte advermtwe (Ldre prnma un sens opus fdfld -a e
cxclude) sivdisjunetive’ (al cdror sens’ se”¢clid), d‘ospre pronume’ Csi e
jective préhominale etc! Invatarea prin” contrast pune ‘in re lief mai Bihe
doud - nétiuni gramlatichle ‘sdu litdralfe, caracteristicile tor devenind thai
cvidente, Tominandu-se réciproc, }De pildd, "ajungand cu elevil Ta’ preda~
led adverbulul pentru ca elevil $i anah?eze corect uriele cuvmfe carg.
“ficand adverbe, ¢4nd deE‘CthE cand” substantive, predarea prin’
opozitxe n‘ﬂatum poslblla confiizie’ Astfel se ptin fatd In fata propozmr}
Tadmna® ést2” un' ahotimp bogdt v .Teamna se numird bbbdeii! e}evu
lijnd obhqata s disocieze prin analiza’ substantivu! din primdl ‘oxef'nplu
dc ddV(’["biﬂ dm al dmlca ex’emplu ‘desi cuvantul cste ac"h"
La feI se. procedcam in’ formarea deprmdérn de a scrig co"ec’t c
omofone (¢u pronuntie ‘identici dar-cu ‘valoafe grdmdticam “gi ortoérlfr*
flere dierite) de tipul: Luna mai se numeqte si ﬂomr comparam s
Do ce mr-ai strigat | it tlmpul grei? & R
Predé‘area invatares prin opozitie nu maj '“dq:curge sucCeéiv,p'rchm
‘u.ga prin,, identificare, ¢i notiunile, u,mostmtg%g am}t insusite. paralel,
sjmultan,upentru a- pune mai pregnant.in relief -caracteristicile dmheler
clase de . fenomene. . Asa e proc.edeam in. predarea, lacqtlumlor ve;;balc
puse-in opozitie cu.verbele din .care. s-au-dezvoltat: a navali ./ a da.nan
vald; a se rostogoli / a se..da; de-a. berbeleacul. In cazul locutl.um}or u:d~
verbiale, agestea . vor fi puSe. fatd In fatd cu. lecutxumle prepo;xtmnalc
deesghirile hmdﬁdu mai . putin . ewdente, elevii trebumd a aleagd una
din cele doud notiuni, care i se ere:- in JuT. stiteau copii din diferite _
clase (Jog.. adv.),.. atd do in jurul, profesorulug ,stdteau elevii .cuminti. *
(loc. prep.; . S - o
. Asemdnator se- preddu. nqtlumle oponente de hteratum not1unea de
nuveld se formeaza compardnd-o cu schita, ramanul. cul nuvela, curens
Lk rgmanusmqlu; in. opoz_me o, cel czl c]asmmmulm proza subiectiv-
tirica In contrast cu. cga, leE(‘thd L‘ﬂTdCtCI‘]ZdI‘C‘ﬂ unuj person:;q, precum
Mircea din . ,S(,rlsoarea JIDS in antlte:m o Bdleld pdrvemtul cu inadap-
tdbm,l.l avarul, cu. falsul, 'avdr,etc e we .
Opozitia are o functle (1ar1f1catoare nu-i permlte elevulul sA g,re—
seascd, fiind oblgal wsd.-distingd..si-sé, caracterizeze notmm%e caresi se

5




TIPURD DE INVAT] ARE 37

cer, apelind la analogie, comparatie si disociere. In acest fel mintea
clevului sau studentului e treazd iar demersul invatirii e ferit de mo-
notonic. Mai mult, subiectii inviitirii capdtd certitudine cu privire lu
cele insusite. T. Malorescu numea certitudinea drept o | stare sufleteasca”
provocatd de o judecatd ce ne pare evidentd®. Insd pentru a fi evidenta
frebute demonstratd prin apelul la acea colectie de argumente de care
se ocupase Russell. Numai comparind =i disociind mereu notiunile pre-
date se pot cipata certitudini,

YTitu Maiorescu, Scrieri de logicd, REd. Stiintificd st Enciclopedich, Bu-
curesti, 1988, p. 238.
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DE LA TEORIILE LECTURII LA DIDACTICA LECTURII

10N DRAGOTOIU

ABSTRACY. — From the Theory to the Didactics of Reading., The
reading of books (of texts in general) has a decisive role in the process
of human formation, The process of reading and its result in the
readers’'mind was analized from different point of viev: sociological,
psychological, of hygienics of reading, of the theory of commu-
nication ete. '

The author stresses some of the ways and modalities of turing
to account them in the didactic proecess as well as of giving some
arguraents for the constitution of the didactics  of reading’ amd the
necessary matters to be treated by didactics.

Lectura in procesul formarii umane

Lectura, cititul cartilor este principala cale de acces la valorile cul-
turale ale umanitatii, constituind meodalitatea esentiala de integrare a
omului in culturd. In concurentd, azi, cu mijloacele moderne a.v., cartea
isi pastreaza functiile ei esentiale. Aceasta deoarece, spre deosebire de
ascultitor sau spectator, cititorul are azvantajul de a dispune de text
dupd bunul sdu plac, de a-i controla cronclogic secventele, de a-1 relua,
a-] interpreta, a-1 decontexiualiza. Leciura tlexiului ,permite revenirea
asupra secventelor parcurse si scapd de sub constringerea limitarilor de
loc $i moment (ceea ce-i conferd valoarea unui instrument principal de
tezaurizare i difuzare a cunostintelor) [Paul Cornea, 1988, p. 21].

Pornindu-se de la aceastd caracteristicd a cértii (a textului scris in
general) se evidentiaza rolul deosebit al cartii in procesul formarii umane.
considerindu-se c3 ea este ,instrumentul de comunicare cel mai sigur,
cel mai usor de minuit care a fost inventat vreodatd, este prima care a
permis omului si invinga timpul, apoi, spatiul.” [Chronique de I"'UNESCO,
1472 p. 3] -

,Cirtile sint indispensabile educatiei se afirma in Charta cdrtif
evidentiindu-se astfel rolul pe care cartea (lectura cartilor) 1l are in proce-
sul instructiv-educativ scolar.

Accesul }la informatia cuprinsd in céarti 11 asigurd lectura, cititul
cartilor. Lectura si cititul sint definite in Micul dictionar enciclopedic
al [imbii romdne astfel:

A citi = 1. A parcurge un text (pronuntind sau nu cuvintele) pentru a
lua cunostintd de cele scrise in el. A face cunoscut altora,
rostind cu voce tare, continutul unor scrieri.

2. A patrunde, d descoperi un lucru ascuns, o lainad din ati-
tudinea cuiva, din expresia figurii altuia.
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3. A inviita, a se instrui, a se cultiva.
4. In s erstﬂ;ll a citi In stele (=a prezice), a citi In palma
agh&) LA Cilan s — & PIe: L

Lectura este definitd ca: ,Faptu] de a citi, citire, citit. A face lec-
turd = a citi ceva din placere*, Definitiile sint succinte si neglijeaza
multe din corelatii (lecturd-decodificare, lectura-receptare etc.). Doar sim-
pla reproducere a definitiilor din dlctlonar‘ atesti bogatia de sensuri si
sermnificatii a termenilor. . _

Prima constatare -pe care o faLem pormnd de la aceste deﬁnitii

'ste aceea ¢a lectura esté un act’ zmtzat?c care presupune stdpinirea unui
fod (cel al utilizdrii semnelor é!"lfl(‘e si dl sensurilor cuvintelor). A opri
irsdt lectura la acest nivel seamina cu.a privi suprafata unui riu in
miscare (riful lui. Heraclit care este in fiecgre elipa- altul) doar pe o
secvenld a sa fara-a Jua In seamd izvorul, cursul lui, compozitia apei,
rolul 1ui in natura si In viata camenilor ete. ' '

In al doilea rind, lectura are un evident caracter formativ, este ..un
ocveniment al cuncasterii*. In acest sens, cértile (,, memoria scrisd a ome-
nirii*) constituie principala cale de acces la mddul de a gindi s5i simfti
al umanitdtii in devenirea ei istorica.

Penlru a accede la continutul cartilor individul uman trebuie si
atbd cheia de acces sl vointe de o guno: aste o prelucra tezaurul cullural
incius I carti rm(ie-l'rmu -wiastfel pro;n ia’ pereonalitate. In relatia scu
curtea {relatic de cemunicare; infavtuita prin actul lecturitt individe
nu poate ramire indiferen: Fie i o apreciazd swt o neaga, oa il mo-
deleazi Intr-un anumii fel

Leetura cirtilor {cind ele sint bine selectate) inseamni s o perfec-
tionare a actuiui lecturii, a receptarii- comunicarii scrise. Goethe afirma:
LOamendi simp!i nu stiu cit- ttmp -si citd trudd itl trebuie ca 53 inveti
<1 citesti; eu am muncit pentru aceasta 80 de ani s5i_nu_pot spune nic
acum ca am reusit.” . :

in al treilea rind, actul lecturii CUHStl‘[U]Q prmmpzﬂﬂ cale- de acvey
ti cultura umanititii facilitind prelucrarca ei-de catre individul uman
si asigurind, pe aceastd baza ridicarea acestuia din sfera cotidianului in
culturd, integrindu-l in spiritualitatea umand In devenirea ei. Lecturu
presupune existenta a doj factori: cartea si cititorul. Cititorul (IE(toruln
nu {rebuie si se rezume la lectura unei carti oi sa realizeze un ,lant®
al lecturilor (de preferinta a unor lecturi indrumate cu compelenta).

Tn acest sens hiblioteca, ca depomtara a tezaurului pe care- -1 ,,n@pro
zintit cdrtile devine un spatiu vrajit, un teritoriu in care, patrunzind,
¢ititorul’ triieste o aventurd, cea a cunoasterii. Referindu-se la rolul bi-
Lliotecii, Borges afirma (dupd Erherson) ch biblioteca este ,un cabinet
magic in care existd multe spirite vrijite. Aceste spirite se trezesc atunli
cind. le chemdm. Cu alte.cuvinte, daci nu deschidem o carte S Cire,
IJLe al si geometrlc este un volum — aceasta rimine un lucru intre
alte luéruri. Insa, (‘md .Q deschldem, cind. c*artea mtlinef;te pe cititoru!
siu, atunci are loc actul estetu, &Hmmter; Cdrtea oste ceva mort.” [Bor-
ges, 199, p. 26]. - - : ' '

Totodatd o carte {rimite’ (dl[‘E‘(S’t sau indirect) u--{—iltc"cﬁrt,i. De aceen,



DIDACTICA JLEUTURIT

41

pemtry & recepta cit mai deplin o carte e necesar:un ,lant" al lectygri-
ler, un, cantact permanent. cu biblioteca. Relatia- earte-biblioteca, dialogu! .
generatulor prin. intermediul : cirtilor sint magistral surprinse in-roma-
nul Numele trandafirului al lui Umberto Eco: ,Pind atunci crezusem
¢ orice carte vorbeste despre lucrurile omenesti’ 'sau- durmnezeiesti ce
se glid. in afara cirtilor. Acum ma dumiream ca. adeseori: cartile votrbesc
despre. cirti, sau e ca si. cum.ar vorbi intre ele. -La lumina gindului
acestuia, biblicteca mi s-a. parut, mai nelinistitoare.Era -deci locul. unui
;r;de.lungat si secular_,murmur, al+-unui dialog nedeslusit intre pergament
st pergament, un lucru viu, un-receptacul de puteri de nestapinit de o
minte omeneascd, tezaur de tainc emanate de atitea minti -sau supra-
v1et;umd martii. celor ce. le facuserd, sau mijlociserd aparitia.*

Lectura cartilor cere ragaz pentru lecturd, intelegere si comunicare,
spre -folosul cititorului. "Acest’ aspect este surprins’.cu: deosebita plasti-
citate in cultura noastrid veche de catre Miron: Costin: ,;Ci nu existd
alta mal de felos omului zibava decit ¢ititul cartilos® S

- Modalitatile ‘de lecturd se schimba in functie de cititor, de epeci,
de specificul textului ete. Referindu-se la ritmul lecturii Flaubert afirma:
wMintinati ‘gameni existau in secolul al XVil-leal Clt de incet stiau &
sa citeascd®, Lectura activii dar inceatd, dublati de 'meditatii asupra
textului, de- corelatii cu alte texte esie recomandati de ¢dtre criticut
Emil Faguet: , Pentru a invita si citesti trebuie in' primul rind sa ci-
testi- Incet, apoi s citesili mereu mai incet pind cecla ultima carte vel
invita &d citesti foarte incet. Numai atunci te vei bucura de frumuseten
el numal atunct vel Invata din eca, numai atunci vel avea dreptul-sio
Uutlm 4 ime}e a ;,,uet,,lff‘i] L R e A B

P I
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Dc Ia tcorulc ]ecturu la dldactxm lcctum el ot

Serisul fiind un elefdent eéeritial Ri° cinoast eri‘i umarie, o modalitate
de- conservare, trandinitere producere o “calturti e firdse ‘ca procesiu
waeseifrarii si.decoddrii' lui prift Tecturd’ si fie abordat din diverse
arghiuri. Aceasta si -datoritg’ fdpiulm e serisul;” ('tertu] carted) este
uri: feriomen’ complex! in ‘strinsd’ legiturd cti’ emstenta umand. Asifel.
din perspectivi psiho- f171010g1c<1 au fost dnahzate probleme ca: ruisca
rea ochilor in timpul lecturii, pereeper‘ea unor’ umtatl de text (eptan).
Jectura’ si’ memorla le¢tura: si invitarea umand ‘etc. Uln perspectwa
sociologicd au fost analizate: dafe despre carte, struttura mesajelor cir-
culatia cartilor, raportul -autor-carte-cititor,” ca‘regorn de cirti si Tapor-
tul cititoruiui cu ele ete. Din ‘perspectiva tevriei informatiei au fost in-
‘vestigate comunicarea’ oralil si cea scrisd,” pri nc1pu]e comunicarii literare,
.qtuntmce ete; CuIturoIogia istoria cuiturn s-au. ocupat’ de rolul carti
ih istbria umanitatii, “istoricul cirtii ete. Lectura a rial fost privita si
sub aspectul tehmcﬂor letturu gl igienei’ Toduru ete.

* Fiind o dale <:.1 o modqhtdte osentnzhl a cunoaateru umane }ecturL

“se. mvafu sub_acest aspect ea avind - -un-rol gsential In pr&cesul didactic.
‘Existd o virsta a. Invatirii Ieciu;u? Teeretic, nu.. 'Practica Insd a- do-
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vedit cd apropierea de carte si lecturd incepe de ia o virstd foarte fra-
gedd si c3d invatarea optima si fructificarea ei se infaptuieste in pericada
scelard sub indrumarea atenta si competfentd a profesorilor.

Pentru o didacticd a lecturii

Paul Cornea definea lectura ca ,,0 abilitate’ ... o componentd (a
actului invatarii umane n.n.) care presupune invdtarea unor reguli si
cunoasterea unuj repertoriu. [Paul Cornea, 1992].

Aceasta se realizeazi in cadrul familiei si al scolii, celei din urma
revenindu-i un rol hotaritor. Scoala trebuie si-1 formeze pe elev ca ci-
titor. ,,A -ajuta un copil nu-nseamna a cauta. sid-i transmi{i o tehnica sau
o stiintd, ci a-i permite sa construiascd instrumentele de care are ne-
voie*. [A. F. L. Lire .. ]

Didactica studiului textului nu abordeazi textul ca element inchis,
cu valoare ,in sine si pentru sine* ci exploreazd cu precadere for{a de
iradiere pe care acesta o exerciti asupra cititorului ca urmare a lec-
turdrii. Se apreciazd cd prin lecturd textul actioneazd in trei directii
principale: in sfera cunoasterii, in sfera competentelor si abilitdtilor le-
gate de lectura si receptarea textelor precum si in sfera convingerilor
si atitudinilor. [Al Crisan, 1992]

Toate acestea interactioneaza in cadrul procesului didactic.

Didactica lecturii abordind interrelatia dinamicd dintre individul
uman (tindrul in formare) si textul scris trebuie si aplice in investigarea
acestui domeniu datele cucerite de teoriile lecturii contribuind totodata
la imbogatirea acestora. Astfel, dacd ne raportam la teoria lecturii, cu
privire speciald la cititor si actul lecturii, si o corelam cu didactica lec-
turii nu putem fi decit de acord cu faptul ci si in procesul didactic ,,un
text bine citit poate fi interpretat inir-o manierd apropiati, altfel spus,
lectura adecvatad este o conditie -sine qua non a structuririi unei com-
petente interpretative rafinate.“ [Al Crisan, 1992] Aceasti competenta
de lecturd trebuie si fie formati. Si ea se formeaza in procesul didactic
prin lecturi riguros selectate si indrumate. Formarea competentei de
lecturd in scoald prezintd importantd si din alt punct de vedere. Astfel,
se admite cd; ,,A Invita pe copil sd citeascd inseamnd a-i deschide calea
dezvoltarii intelectuale." [Dottrens. s.a., 1970, p. 18]

Comunicarea didactici — definitd drept o comunicare care se asi-
mileazd si produce o schimbare, o modificare la cel aflat in procesul de
instruire si educare presupune si comunicarea cu textul si asimilarea
de cunostinte, idei, sentimente etc. pe baza acestuija.

Procesul didactic al ,Invitirii* lecturii se constituie ca un act de
initiere pornind de la invatarea codurilor spre desprinderea sensurilor
profunde si integrarea lor in sensuri desprinse din alte lecturi si pina
la incifrarea acestora in texte produse de citre cel aflat in procesul de
invatare a lecturii. Rezultd deci ¢d a invata un copil sa citeasci nu e
egal cu a-l invita si descifreze scrisul ci presupune mulf mai muli,
esential fiind s& asimileze si si producd informatie o datd cu lectura.
Ca proces didactic invatarea lecturii presupune descifrarea semnelor, le-
garea lor in cuvinte, enunturi, desprinderea sensurilor, producerea de
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enunturi (texte) si implicit de sens. Prima forma de lecturd pe care o
invatd copilul este asa numita lectnrd de invdtere. Este o lecturd de
invitane a semnelor si codurilor fiind continuatd cu invatarea diferite-
lor tipuri de lecturd. O astfel de lecturi cere atentie, vointa, munca,
exercitiu. Poporul nostru a surprins plastic aceasta in proverbul: ,R&-
dicinile invataturii sint amare insa fructele ei sint dulci*.

Teoria lecturii [vezi Paul Cornea, 1988, p. 139—142] stabileste mai
multe tipuri de lectura, fiecare dintre acestea avind importanta sa in
procesul invatirii lecturii si al receptdrii culturii prin lecturd. Dintre
acestea retinem:

a) Lectura lineard — o lecturd neevoluatd in care textul e parcurs
secvential si in intregime de la inceput pina la sfirsit. Subvocalizarea
se mentine doar atunci cind apare un cuvint necunoscut. Cimpul de
lectura este extins la cuvint sau pind la sintagme. Sensul se prinde
greu si ca urmare lectura oboseste si plictiseste.

b) Lectura receptivd {Receptive reading), o variantid ameliorata a
lecturii lineare, se caracterizeazd prin parcurgerea integrald a textului,
insd cu suplete, variind considerabil viteza de lectura, cu reveniri oca-
zionale, acordind atentie punctelor strategice ale textului (introducere,
concluzii etc.) pentru a inregistra complet si exact, cu maximad acura-
tete, ceea ce comunicd textul. Se prezintd ca o lecturd intensiva, anali-
tica, asimilatorie, este lectura de asimilare a unor cunostinte din ma-
nuale, cursuri, studii stiintifice etc. Dupa unii cercetatori o wvarianta
a acesteia ar fi lectura asociativd (Responsive reading) care presupunc
efectuarea cu atentie si implicd reveniri, retrospectii si momente de
infrerupere. Textul i serveste cititorului drept bazid pentru impulsuri
asociative, reflexive si creatoare.

¢} Lectura literard este o variantd a lecturii receptive si asociative.
Modalitatea de abordare depinde de specificul textului {roman clasic sau
modern, nuveld, poem, liricd etc) si de proiectul de lectura al cititoru-
lui. Ea impune cititorului acceptarea situdrii in fictiune si cere s3 fie
acordatd o atentie prioritari formei (cum se spune si nu ce se spune).

F o lecturi lentd, cu reveniri, intreruperi, cu intrari multiple in functie
de text si de cititor.

d) Lectura informativd globald e o lecturd selectivd care urmaireste
obtinerea unei idei de ansamblu asupra textului, In o astfel de lectura
cititorul exploreaza cu privirea suprafata textuala in ciiutarea unor puncte
de sprijin (cuvinte cheie, grupuri nominale cu functie tematici etc.).
Eficienta unei astfel de lecturi ,in survol* depinde in mare masura de
cunostintele prealabile ale cititorului despre autor sau problematica tra-
tati precum si de antrenamentul, discerndmintul sau buna conditie fi-

zicd si psihicd a cititorului. E o lecturd de informare, o lecturd aplicata
la lectura presei etc.

e) Lectura exploratorie (skaning, éretage, reperaj), consti in gisi-
rea unui simbol sau unui grup de simboluri predominante din ansamblul
unui text (gasirea unei figuri de stil intr-un text, a unei referinte in
dictionar, a unei tematici intr-o bibliografie etc.). Ea diferd de lectura
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ylobala sau lineard, dedarece se focalizeazd' asupra unuils singur- punct
faciliteaza reah?ared eu operativitafe 'a unor Obiective prestabilite.

f) Lectura de cercetare {search readmg) apare ca variantd a'leclurii
exploratorii si constd.in recuperarea unel informatii pe o tema presta-
bilitd dar careia nu-i cunoastem cu precizie reprezentarea simbolica. Se
cyracterizeazd prin -explorarea atentid a textului in directia globalititii
(nu si linearitatii) si prin frecvente avansiri si reveniri.

g) Lectura rapidd constd in rationalizarea mecanismelor perceptive
st comprehensiune spre a obtine performante superioare atit in plan
cantitativ (sporirea vitezei), cit si calitativ (eficienta asimildrii continu-
Aului). Tehnicile unei astfel de lecturi se adapteazé mai bine textelor
referentiale, mai greu celor pseudoreferent;la]e si deloc celor autorefe-
rentiale (de aceea nu pot fi folosite. in lectura unui roman modern spre
excmplu),

Practica didacticd a lecturit presupune lectura de invétare si un
intens exercifiu de lecturd precum si cunoasterea si exersarea diferen-
tiatd a tuturor tipurilor de lecturd enumerate. Dintre acestea, in scoald
trebuie sd se insuseascd deplin lectura receptivd si  lectura literari.
Fxersarea zilnicd a acestora fac din.elev un cititor avizat de literaturi
si un cititor capabil sd asimileze cunostinte prin lectura.

Cartea fiind pentru copil un obiect cognitiv acesta trebuie sa exer-
cite asupra ei o munca deliberatd si inteligentd. Citind un text elevul
trebuie s& Invete sd-i pund intrebdri, s elaboreze rationamente pe haza
lui, sad construiascd ipoteze, s& [formuleze si sa rezolve probleme, sd
descopere in maniera proprie regulile de functionare ale limbii scrise
si s3 construiasca enunturi si texte.

In scoalda comunicarea prin carte (text) se interfereazi cu discur-
sul didactic al profesorului. Interventia dascadlului trebuie si fie cum-
panitd. In scoald discursul didactic (interventia dascilului) in raport cu
invatarea din carte cunoaste cel putin urmétoarele forme:

— dascilul aduce mformal;;a gata prelucr‘atd si o prezmta (face ceéa
ce crede el nu ceea ce are nevoie copilul);
aduce informatia dar si exerseazi un anumit aspect al compor-
tamentului, sistematizindu-1, mai mult sau mai putin (prin rezolvared
de exercitii, probleme, teme de muncj independentd etc.);

— conduce copilul si se gindeascd la ceea ce face, constientizind
permanent actul invatarii.

Se admite, in. general, ci acesta din urmi constituie cheia succesu-
lui in actul de invatare. :

A invata pe copil si citeascd este o datorie a scolii in general (nu
a unui singur obiect de invatidmint) ciici a invidta geografia, matematiéa,
istoria etc. inseamné si a sti si preiei si sd prelucrezi informatiile scrise
din domeniile respective.

Lectura ca proces didactic este o activitate complexd care se In-
vatd, aceasfa presupunind: a sti sd descifrezi un text, a trdi ceea ce
citesti, a intelege ce citesti si a gési solutii la probleme, a desprinde
informatii si a accede la exprimarea gindurilor si sensibilitd{ii, a te dis-
tra si a evada prin lecturd, a percepe scrisul cu ochii si auzul, a-1 re-
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prezenta si a-1 produce. De aici rolul deosebit al scolii in a face din
elevi cititori, lectori avizati ai diferitelor tipuri de texte, capabili s& asi-
mileze cunostine, sentimente, atitudini si sa preia astfel si sa prelucreze
in folosul propriu si al colectivitatii cultura umanitatii.

e L
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L'INSTRUCTION SCOLAIRE — ENTRE LA PSYCHOLOGIE
DE L’APPRENTISSAGE ET LA TECHNOLOGIE DIDACTIQUE

FLOREA VOICULESCU

ABSTRACT. — School Instruction -— Between ihe Psychology of
Learning and Didactic Technology. The study deals with the problem
of ‘school-instruction from the viewpoint of resemblances and dif-
ferences with the process of learning regarder under its psychological
aspects. The first part is dedicated to the consequences of instruction
as a guided-learning process. By means of insiruction or training, the
learning process is taken out of the change domain and placed . into
an institutional organized background guided by the criteria of effi-
ciency. Unlike the researcher in the psychology of learning, who
starts from setting up what hypothese are to be experimentally
checked, the instruction researcher will have to strat from the ,end*
of the learning process, that is to say from pointing out the final

. results of learning, from the wvery beginning. These final results
cannot be cheosen ai random, but depending on external requirements —
social and individual ones — imposed by ahe taxonomy of instruction
objectives in school.

Further on the study analyses the inter-action between instruc-
tion and teaching as a condition of didactic efficiency, as well as
the relationship between instruction and the act of knowledge, the
limits of the analogies that can be made between the researcher's
cognitive activity and the pupil’s within the educational process. The
study ends with a pleading for the unity and coherence of instruction,
looked upon as a process with mainly intelectual objectives whereas
education is thought to be process with moral etnotional ones.

Le trait commun de la plupart des études récentes i la probléma-
tique de Pinstruction scolaire est donné, sans doute, par la domination
du point de vue psychologique, plus précisément, par celui de la
psvchologie de l'apprentissage. Beaucoup de théories et modeéles actuels
sur l'instruction scolaire prennent leur source dans l'une ou l'autre des
théories psychologiques sur l'apprentissage, bien que la distance entre
le laboratoire de psychologie et la pratique didactique s'est souvent
revélée beaucoup plus grande que 'on 8'y attendait.

L’importance accordée au point du vue psychologique a, evidement,
une motivation bien fondée: Pinstruction scolaire est, en derniére
analyse, un processus d'apprentissage. Il n’est moins vrais que, ainsi
comme beaucoup de phénoménes d’apprentissage se produisent en de-
hors du processus de I'instruction scolaire, toujours de cette facon une
série d’objectifs et composants de I'instruction dépasse la dimension
stricte psychologique de 1'apprentissage. Il est nécessaire par conse-
quence un point de vue plus complexe, qui place 'analyse de l'instruc-
tion scolaire dans le contexte des interdependences avec les autres com-
posants du processus didactique et de la dynamique concréte de l'acte
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d'enscignement-apprentissage. Ce point de vue est celui de la techno-
iogie didactique. Ainsi que l'on esseyra de démontre, ce point de vue a
plusieurs chances: d’offrir-une comprehension- cerrecte- sur l'instruction
comme processus concret at dynamique et sur les: rapports enire in-
struction et apperentissage dans la projection et la réalisation de Pacte
didactique. C o e

D'ailleurs, le developpement des préocupations de connaissance
systématique de linstruction scolaire et celles qui regardent l'appren-
tissage (dans ses dimensions psychologiques), n'ont pas eu les corres-
pondences ddune coevolution el certains décalages se- mentiennent 4 preé-
sent ausil, Le. developpement des théories psychologiques sur l'appren-
tissage et I'évelution de la didactique se sont déroulés dang une grande
mesure comme deux processus indépendents, méme aprés que appren-

ssage (et surtout lapprentissage dirigeé, controlé), détait devenu un
c,b}ci preféré des recherches -psychologiques. D'une cote, les tentatives
de modeler Uinstruciion scelaire conformément aux différents théories
vt recherches psychologiques sur Tapprentissage ont ignoré la tradition
du la didactique, s'efforcant & construire. tout le chemin dés le début;
de autre coté, la didactique traditionelle a ¢té assez fermeée par rappor:
aux chahgements proposées par les théories psychologiques. Les rela-
tions entre les -deux- domaines sc¢ sont fait surtout au  niveau des
Lorientations' et des, ,modernisations” ¢t moins au niveau des {éch-
nofegies-apérationelles. . '

Meéme- lorsqu'il était devenu évident qu'une instruction efficace ne

peur se réaliser suns. la, comprehensicn. et 1a valorisation des lois ot des
mecanismes puycwlogiqucs de Vapprentissage, Papplication des theorics
peychologiques de 1apprentissage dans 1'éluboration de  certains  mo-
téles diinstruction: nie: s’est- pas® realisée dans le rythme et ni avec le
résultats auxguels on esperail. On peut parler méme d'un ,drame® des
theories classiques de Yapprentissage déclanché par labandon du la-
Ldratoire psychologiue ‘ot la pénéiration dans' le domaine complexe de
'aipprentismge-’scohi‘re de 'enseignement institutionalisé, ce que a
‘signifié le' passage de décrire et d'expliquer, & organiser et diriger
apprentissage. Cette chicse n'est pus eqmvalent a une simple" appli-
cation de la théorie en pratique, mais a imposé une veéritable réelabo-
“ration de-la- théorie, parce que le plus souvent, les principes, les lois,
‘leronditions, tout Pinstrumentdtion’ construite dans le laboratoire s'est
averée sans eﬂet dans Pamélioration de la pratique. La synthése telle-
moent attendue entre les théories- psychologiques sur Uapprentissage et
Ia technologie de linstruction a été ef continue d’6tre trés difficile.
v Ewvidement; on ne peut pas affirmer que les principes psychologi-
m.c% ‘de Tapprentissage ne se sont pas frayés passage, toujours plus
“furtement,- dans la pratique scolaire. Au comtrarie, le contact des psy-
‘chologues avec 'épdle et Tintérét augmenté des praticiens pdur-les Te-
cherches psychologigues ont approché: le préoccupations de la psycho-
logie. dé celles de-'la didacticque, la recherche ¢inscrivant «de plus en
plus sur-la vole de-la réalité-complexé de la pratique de Pinstruction
vt l'enseignement. S R Wit

\
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. L’observation faite par Samuel Ball reste encore tout. a.fait valable:
JLablme entre la moddllte dlapprendre .dans les. écoles et les expéri;
mentations sur 'apprentissage effectuées dans le laboratoire de psycho-
legie- este assez large pour, suggerer la nécessite de la construction des
ponts empxrlquos agdéquats, ‘avant dlesseyer -certaips . entre- croisements
de ceux-ci {3, pag.. 31). La. construction. de ces.,ponts empiriques®
comme prémisses. des ,enirecroisements’. de la psychelogie de Iapprens
ssage et la technologie dldd,Liqul,e — suppose un effort, de synthése
qui.dininue la dissociation entre les recherches de. psychologie et celles
de. didactique et qui place,. des le debut, la recherche dans le domaine
dynamique et complex de l'enseignement et de l'apprentissage, clest:
a-dire de linsiruction. scolaire. IL est utile, dans ce but, une analyse
plus attentive et prépise du..pfénomene. de . Uinstruction -dans -ie. plan
pratique, et du concgpt d’instruction sur. la plan théorigue, pour établir
plus clairement. Jes valeurs ot les limites des applications de la thépriv
paychologique de Papprentissage dans le processus didactique. concret.

1. L'mstructl(m comme processus. d’apprcnt:ssago dirige

Du peint- de‘vue do la- technologie didactique; les conceptions et Tes
theones psychologiques. sur-l'apprentissage. intiressent dans la mesure
1 elles peuvent: offrir des-solutions én-vue d’une instruction efficiente.
[l este donc évident que une partie des ¢tudes sur Ia psychologie de
Papprentissage —- comme celles faites sur les animaux — n'ont pas Wi
Crelatior directe avee les nécessitéy ot 1oy réalités complexes de Vinstrog-
tion’ scolaire. Dautre ¢6té, beaucoup de problémes de Pinstruction see:
iire ne peuvent pas etre resolus dans los cadres des recherches fonds
muittales de psychologie de Pappremtissace. Mais, sont-ils les criteriungs
deflictence de Pinstruetiohs seolaire auires que ceux de-~Yefficience s
Papprentissage {cormme predessits: psychologique)? Pour vy répondre,: 1l
este nécessaire de-s’arrcter) pluse atientivement sur les caractéristigues
de Vinswructien, precisément sur celles qui conférent son ‘trait spécifique,
de méme que sa” complexité: -Co et pas pour séparer Pinstruction dos
théories psychologiques deTapprentissage, mais justemmient pour trouver
des points de convergence vers un processus d'enseignement-apprentissage
le. plus efficiont gue possible. -

La premiére note distinctive de Pinstruction par rapport a 'appren-
tissage peui éire formulée ainsi: Uinstruction est apprentissage diriger,
Mais, -aussitot qu'on a associé a Vapprentissage la qualité de dirigé, unce
s¢rie. de- problémes: s’imposent: Dirigé en . quel but? Par qui? Par quels
moyens? Pour quel -contenu de D'apprentissage? Toutes, ces questions
esquissent un domaine specifique de recherche et d’applications — celui
de la technologic de linstruction, c’es-a-dire justoment celui, qui a pro-
duit |, le drame* eds. théories (lnssaques (mais ausii actuelles} sur la
psychologie de l'apprentissage.

Essavons de répondre done a la question: Que signifie diriger le
proressus d'instruction et quelles sont les consiquences de Vaction  de
diriger dlapprentissage sur les rapports entre les théories de Veppren-
tissage ct la technologic de 1instriwction? :

4~ Pavehalogio-Paedogogia 1271097
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a) Premiérement, c'est placer 'apprentissage dans un contexte con-
cret, le placer sur des bases systématiques, programmées et, biensir lui
imprimer une certaine direction, une certaine finalité.

b) Deuxiémement, instruire signifie appuyer et faciliter les efforts
de celui qui apprend par Paction (spécialitée) d'un instructeur, d'un diri-
geant ou conseiller du precessus de Papprentissage. Clest, d’habitude, un
éducateur, un professeur, mais aussi un programme (dans le sens d’instru-
ment), un manuel, un computer. Instruire signifie ,enseigner quelqu’un
quelque chose. Bien que dans certaines limites le role de linstructeur
puisse étre assumé par un moyen d’enseignement, il est evident que celui-
ci ne peut pas substituer la personne (et surtout la personnalité) de
I'éducateur. Essentielle pour le processus de linstruction est Uinteraction
de celui qui instruit et celui qui est instruit. Cette intéraction accomplit
toutes les caractéristiques d'un rapport interhumain, qui ne peut pas
étre substitué intégralement par aucun meédiateur artificiel.

¢} Troisiemement, diriger le processus d'apprentissage signifie non
seulement régler les processus ,naturels' d’apprentissage, mais de déclan-
cher délibérément certains processus, certaines formes et certains types
d’apprentissage, conformément aux objectifs préetablis de I'acte d'instruc-
tion. Autrement dit, 'instruction ne peut pas se limiter & l'application
proposée par les théories psychologiques de I'apprentissage, mais elle
doit s’appuyer, chaque fois, sur 1'élaboration des procédés et des mo-
dalités d’enseignement et d’apprentissage qui peuvent assurer un appren-
tissage toujours plus efficient, Vojla, donc, que l'instruction scolaire, qui
implique un apprentissage dirigé met en évidence une série d’é¢léments
qui dépassent en extension et en complexité le processus proprement
dit de l'apprentissage. Ces éléments placent I'instruction dans un systeme
de facteurs extérieurs et surordonnés aux théories psychologiques de
l'apprentissage. L'instruction ne peut pas étre pensée come un processus
indépendent, mais comme une composante d'un processus plus complexe:
le processus didactique.

Essayons de répondre 4 la question: Quels sont ces facteurs?

1. En premier plan se situent les objectifs et le contenu de Vinstruc-
tion. C’est justement de ceux-ci comme éléments antérieurs et extérieurs
par rapports au processus psychologique de l'apprentissage qui marque
la difference essentielle entre une théorie de 'apprentissage et une théo-
rie (mieux dit, une technologie) de l'instruction.

Si le psychologue peut établir, ou au moins choisir, le but et le
contenu de l'apprentissage, en fonction des besoins de la vérification
d‘une certaine hypothése concernant l'apprentissage, pour celui qui pro-
jette une technologie de l'instruction autant le but (les objectifs) que le
contenu de 'apprentissage sont imposés, soit par une voie administrative,
soit par les finalités objectivement déterminées du processus d'instruc-
tion qu-il organise. Comme N. Radu le souligne: ,,& la place de la su-
bordination du contenu eétudié vis-a-vis des intentions du chercheur.
c'est une subordination evidente du chercheur vis-a-vis des exigences
complétement extérieures lui a la fois, complétement indépendentes a
lui (19, pag. 66).
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En.effet, la premiere question que le chercheur se pose quand il
se propose d’organiser un processus concret d’apprentissage, c’est &-dire
un processus d’instruction, c’est: Qu'est ce qu'on apprend? Dans quel
but on apprend? Plus précisement, quelles sont les informations, les
habitudes, les capacités intelectuelles ou motrices qui seront nécessaires
a celui qui apprend pour exercer les résultats de cet apprentissage dans
un certain domaine d'activité ou dans I'adaptation & la vie sociale. Il
est évident que l'instruction nu se fait jamais pour elle-méme, mais pour
des finalités extérieures au processus d'apprentissage proprement dit.
Seulement si I'on connait la nature des tiches de l'apprentissage et trans-
posant ces taches en objectifs de l'instruction, le chercheur peut savoir
quels principes ou quels types d'apprentissage sont applicables, quelles
seront les sequences du processus d’enseignement et d'apprentissage.

Autrement dit, la chercheur ne commence plus par établir ou par
choisir quelles hypothéses seront verifiées — en fonction dequelles on
organise aprés le processus d’apprentissage expérimenté — mais il devra
commencer, dans un certain sens, par la fin, plus preécisément par la
spécification, dés le debut, des résultats finals de I'apprentissage,

Méme le contenu de linstruction est, en grande mesure, exiérieur
et indépendent de l'acte proprement-dit de l'enseignement-apprentissage,
ayant des déterminations qui tiennent non seulement aux exigences
psychologiques de P'apprentissage, mais aussi au stade et 1’¢volution des
sciences, de la culture, au besocins sociaux et individuels d'instruction,
aux possibilités et les limites d’ordre matériel et financier.

2. Un autre groupe de facteurs qui impriment a l'instruction sa na-
ture spécifique résulte du caractére bilateral de l'enseignement — ap-
prentissage, du fait que linstruction implique l'interaction d’entre un
sujet {celui qui est instruit) et un guide de processus de linstruction
{le professeur). La conséquence principale de ce caractere est que i’'instruc-
tion ne peut pas se réaliser par des modalités standard, valables en toutes
conditions, mais par des modalités adaptées aux particularités (d’age et
individuelles) des personnes qui sont instruites. On peut dire que l'instruc-
ticn impliqgue simultanément la valorification des resources de l'enn-
seignement et de celles de l'apprentissage: plus exactement, la wvalori-
fication des resources de l'interaction d'entre enseignement et appren-
tissage dans le contexte du processus didactique concret.

Si Papprentissage -— par ses mécanismes d'aquisition — est essen-
tiellement un processus individuel, l'instruction est, le plus souvent, un
processus collectif. Par conséquence, dans le processus de linstruction
apparaissent et doivent étre valorisées aussi les intéractions d’entre les
éléves. On institue ainsi un systéme complexe de communication, d'in-
fluences -au cadre duquel les comportements d’enseignement et d’appren-
tissage de chacun influencent ceux d'autrui. Dans ce cadre apparaissent
des phénoménes d'émulation propres aux activités de groupe, ainsi que
des relations de nature psycho-sociale (coopération, competition, de com-
munication préférentielles etc)) qui sont difficiles 4 reproduire sur la
voie experimentale, en imprimant a Iinstruction un caractére permanent
concret, créatif, perfectible, ainsi qu’une certaine dose d'imprévisible.
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3. Enfin,; il faut m'en’tionne’r”t]ue par- son caractére institutionalise,
Tintfuction 1mphque un- série- de néeessités regardant la forme organi-
‘satorique de réalisation, un minimum acceptable d'efficience,: certaines
limites (financiéres, materielles, de temp). On peut cxister .des théoriés
‘¢t technologies d'instruction trés efficientes, mais partiellement’ inaceé-
-sibles (par exemple l'instruction assistée ]:)ar lordmdteur I'instruction
mdwlduahsee ete. :

2. Ins.truct:on et ensegnemr.nt

"En résumant les choses présentées jusqu'd présent, on peut dire
‘que- les dimensions reéelles de l'instruction et ses rapports avec le pro-
cessus psychologique d’apprentissage sont détermin€es par son integration
dans le systéme des composants et des intérdactions qui constituent le
‘processus didactique. Dans ce systéme, L’apprentissage est étroitement
lié d'enseignement. Par conséquence, l'essence de l'instruction peut éire
svnthétisée aussi par: l'instruction est le processus qui se réalise comme
intéraction entre apprentissage et enseignement.

L'enseignemen représente dans le contexte de lintéraction didactique,
une activité a fonction de facteur par rapport aux processus d'appren-
tissage, destiné a déclancher, stimuler et a orienter l'activité d'appren-
tissage des éléves. Il est naturel donc que les théories sur I'apprentissage
aient des correspondences dans L'enseignement, qu’clles soient accom-
pagnées de théories (et technologies) de 'enseignement. Mais cette asso-
ciation ne s'est pas toujours passce, le rapport entre |'enseignement et
I'apprentissage étant beaucoup moins ou point l'objet explicite de cer-
tains modéles concrets.

Il est évident que l'enseignement n'a pas de sens sans 'apprentissage.
Mais, l'enseignement est-il toujours accompagné d’'un “apprentissage
réel? En quel rapport se trouve l'apprentisage produit vis-a-vis de len-
seignement projeté? Quel est le rendement {ou le déficit) de l'appren-
tissage realisé par l'une ou lautre des modalités d'enseignement? Voila
une partie des questions qui devraient susciter un plus grand interét
vis-a-vis des problémes théoriques et practiques de L'enseignement.

Bien que l'action d’enseigner a une signification reconnu unanim-
ment, 1] n'est pas difficile & observer que sa signification est souvent
reduite a l'acte de transmission de connaissances ou, autrement dit,” a
ce que le professeur fait comme action propre pendant la legon..

v Il 'est évident que l'enseignement constitue une activité au moins
“aussi complexe que le processus d'apprentissage qu'il induit. Orienté
vers le modalités d’apprendre (ce que et comment apprendre les éléves?)
- l'enseignement, autant comme théorie et comme pratique, a été toujours
— et peut étre paradoxalement — dépendent de 1'acte de l'apprentissage
cet de la conception sur celui-ci. Si 1'on part de l'idée que tout modéle
d’instruction doit assurer une relation directe et efficiente entre enseigne-
-ment et apprentissage, il faudra admettre qu'une réelle théorie ou techno-
“logie de linstruction doit étre simultanément une théorie de I'enseigne-
ment ev de I'apprentissage.
Que peut-on constater dans ce sens?
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© I faut ibord remarquer que les modéles d’enseignement fondées
3’«ur des théories deo 'apprentissage ont Teprésciité un pas en avant datis
Famélioration d¢ la prdthue dldacnque Mais souvent, les modeles de
-Tenseignemeént’ coexistent -— a c¢ote vu -séparement — avee ceux de l’apren-
tissdge ef i1 est assez difficile ‘d’etablir les correspondences nécessaire
pour l'orientation de la pratique didactique, C'est pourquoi, en dépit de
grand nombre des théories‘sur Papprentissage, la nécessité de la réali-
sation de certaines modeles cohérents de l'instruction (qui puissent con-
tenir simultanément. ienselgnement et l'apprentissage) est tout é fazt
actuelle.

L'enseignement est un processus dynamique, soumis non seulement
aux modernisations venues de la direction de la recherche psycho-péda-
gogique, mais aussi des accumulations d’expérience didactique. Les chan-
gements imposes 4 l'enseignement: par la pratique ont de multiples de-
terminations et ne peuvent pas attendre 1'élaboration théorique de
certains modéles. Par sa nature de relation vive avec les éleves, d’acte
toujours soumis aux évaluations (de la part des éléves, des parents, des
autres professeurs), I'enseignement est toujours soumis aux perfectionne-
ments, aux adaptations, ce que fait 'de lui un champ expérimental na-
turel, chaque acte d'enseighement consiituant, par le feed-back, une
source de solutions d'optimisation des actes futures.

L'enseignement a eu et a ses propres meécanismes d'évaluation et
de control, d'autoreglage, ses propres instruments de ,mesure empiri-
qgue de la valeur ou des limites des divers procedes et techniques didac-
tiques. On peut affirmer qu-a présent le modéle réel d'un enseignement
efficient est ou doit &tre une synthése entre les orientations modernes
dans la psychelogie de Papprentissage et les accumulations (avec leur
sens de triage des valeurs) des expériences didactiques.

3. Insfruction et connaissance

Avant d'étre &tudiée comme processus psychologique d'apprentissage
Pinstruction (et Ie processus d’enseighement en général) a été étudiée
comme processus de connaissance. Les premiers modeéles d’intruction ont
été cognitives, mettant en valeur la perspective philosophique sur la
connaissance et appliquant au speécifique de l'ecole, de l'enseignement
ce qui était acquisition au niveau de la science et de la culture. Ainsi,
dans la didactiqgue ont existé des conception empiristes ou rationalistes,
courantes de ,la culture formelle’ ou de ,la culture matérielle” . etc
Mais, l'abordation du processus d'enseignement de la perspective de la
connaissance ne tient pas seulement a Phistoire de la pédagogie, mais
en égale mesure des plus récentes recherches. Dans un rapport du Club
de Roma, on précise que , l'apprentissage (...} doit étre concu dans un
sens large, au-deld des notions conventionelles -d'éducation et d’école
...) L'apprentissage signifie une attitude autant vis-a-vis de la con-
naissance que de la vie® (4, pag. 24). Sans minimiser les aspects con-
cernant 'apprentissage de la connaissance commme processus psychologi-
aue, il faut remarquer que I'activité de connaissance présente de nombreux
aspects élaborés sur le plan social, comme totalisation de l'expérience
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cognitive, comme activité dont les structures, stratégies et concept sont
le résultat des accumulations et décantations historico-sociales. Clest
ainsi gu'on a été possible qu'avant et au-dela des recherches de psy-
chologie de l'apprentissage se réaliser des modéles de l'instruction basés
sur le principes généraux de la connaissance. Le probléme du passage
du concret a l'abstrait, de Yintuitif au rational, de la formation des no-
tions, de la combinaison de la démarche inductive et celle deéductive
dans ['assimilation dles connaissance ont trouvé leurs solutions justement
dans le terrain de I’abordation du processus d'enseignement comme pro-
cessus de connaissance,

Beaucoup de principes de la didactique se basent sur l'analogie
entre l'activité de connaissance (de connaissance scientifique particulié-
rement) et celle d'assimilation de conaissance dans la processus d'en-
seignement. L'algoritme des découvertes scientifiques a été et il est adapté
comme algoritme de l'enseignement (et de l'apprentissage) par la dé-
couverte, la créativité scientifique est appliguée comme créativité de
l'enseignement et comme ['apprentissage de la créativité. Le role et le
statut de l'éléve dans le processus d’enseignement sont redéfinis par
rapport au role et au statut du rechercheur dans le domaine de la science.
1l est indubitable que les resources des analogies entre le processus dela
connaissance scientifique et celui de connaissance dans et par l'enseigne-
ment-apprentissage n'ont pas été épuisés. Dans le méme espace peuvent
étre encadrées aussi certaines des orientations les plus modernes comme:
I'idée de l'interdisciplinarité, I'emploi des techniques de stimulation de
la créativité, méme l'idée de technologie didactique est apparue sur le
fond des orientations modernes dans la science et technique.

Mais, I'abordation de l'enseignement et de |'apprentissage d'une pers-
pective cognitive a existé et s'est developpée dans la psychologie aussi.
Les modéles d'instruction qui, au début, ont eu une base prépondere-
ment philosophique et épistémologique, ont acquis peu-a-peu I'une psy-
chologique aussi. L'illustration la plus éloquente dans ce sens est 'orien-
tation cognitiviste dans la psychologie — orientation a larges ouvertures
vers le domaine de l'éducation. La psychologie cognitive s'entrecroise
aux principes de modelage artificiel de l'intelligence qui se prouveront,
sans doute, particuliérement utils a 1'élaboration des prolets d’aplifica-
tion systématique, par le processus d’enseignement, des poiences in-
telectuelles des ¢léves. Des applications directes de cette orientation se
trouvent déja dans une étape avancée: il suffit de mentionner l'instruc-
tion assistée par le calculateur.

L'élaboration des méthodes basées sur les considération de l'instruc-
tion par le prisme de la connaissance reste continuellement une voie
ouverte. Il est possible que les mécanismes de la découverte scientifique
et de l'élaboration des théories scientifiques, bien qu'ils s'échappent a
nostre comprehension sous le rapport des processus psychologiques v im-
pliquées, offrent des solutions pour une série de problémes actuels de
la didactique, tels que: la diminuation de la surcharge des programmes
scolaires, l'optimisation du rapport entre information et formation, la
structuration du contenu de la perspective de I'éducation permanente
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etc. En fait, instruire et étre instruit signifie ouvrir la voie wvers la
connaissance et acquerir accés & la connaissance — A la connajssance
vue non seulement comme acquisition de connaissances, mais surtout
comme démarche euristique, comme processus d'investigation de la réa-
lité, commpe modalité et aptitude de comprendre le monde.

4. Instruction et éducation

Souvent, par les termes instruction et.éducation on désigne deux
aspects ou deux processus, deux finalités complémentaires, mais opposée
du point de vue du sens, du processus d’enseignement. L’idée de la né-
cessité de coréler les deux aspects est representée synthétiquement dans
la syntagme: , processus instructif-educatif“. Il est naturel donc de se
demander en quelle mesure cette dissociation, bien que formulée dans
les termes d'une complémentarité, est-elle encore actuelle.

D'une maniére traditionnellement consacrée, I'instruction est wue
comme l'élément qui vise la composante de I'éducation intellectuelle
et ¢ducation est concue comme l'élément qui vise la composante de
I'éducation morale. Dans la méme maniére iraditionelle, Pinstructiv est
identifié a linformatif et I'’éducatif au formatif. Progressivement, ont
apparus des apréctiations plus nuancées, surtout par la correction de la
sphére de lattribut de formatif, de facon que linstruction a évolué
comme sens, de l'information, 4 l'idée de synthése de l'information et
de la formation. Ainsi, la contradiction entre l'instruction et I’education
devient, evidemment, une complémentarité dans la méme unité: le pro-
cessus d'instruction.

Si l'instruction ne se reduit pas a 'information, alors il faut suppo-
ser qu'elle implique formation aussi, autant dans le sens intellectuel, que
dans un sens moral. La distinction entre l'instruction et l'éducation,
enfre Pinformatif et le formatif garde seulement une justification di-
dactique — nécessaire dans 'analyse du processus d'enseignement — mais
elle n’a plus de sens quand on a en vue le processus didactique concret.
En d'autres termes, instruire ne se réduit pas a l'action de transmettre
des connaissances, aussi bien qu'étre instruit nu se limite pas a l'idée
de connaitre quantitativement dans un certain domaine. Dans les ac-
tuelles conditions, quand les connaissances apparissent et se périment
dans un rythme toujours plus accéléré, plus important que de savoir
est savoir & savoir et savoir 4 étre. Par conséquence, plus important que
d'apprendre, est d’apprendre a4 apprendre. Voild comment l'instruction
scolaire perd peu 4 peu sa signification d'information pour acquerir le
sens de formation, l'instruction étant dans cette acception un processus
de formation de capacités et attitudes et non pas un simple processus
d’acquisition d’informations.

Il y existera toujours certaines distinctions théoriques entre l'instruc-
tion et l'éducation, particuliérement a4 référence a I'éducation morale.
Mais, ce n'est pas une raison pour séparer l'instruction & I'¢ducation.
L'instruction est simultanément un processus informatit et 1'un formatif,
c'est-a-dire un processus qui ne se cantonne pas dans la sphére de
I'acquisition d'infermations (ce qui ne serait peoint possible), qui a pour
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but la formation des hahitudes, des capacités et attitudes d'ordre cegni-
tit. D'autre part,. 1educat10n ne peut étre réalisée sans I'instrt.lcti_on,
au sens plus restreint, saris une information convenable.

Ou, si I'éducation ne peut pas se réaliser sans. mstruchon on a, nuson
de considérer que ni instruction ne reste sans de tonséquences educun
tives, L'éducation intellectuelle méme a ct doit avoir des (onsequem e
dans le plan de !'éducation morale.

- Le plus souvent, ces conséquences ne retarden pas de se manifes-
fer. Les phénoménes de déviations socio-morale, par exemple, appi-
raissent le plus souvent sur le fond des déificiences instructionelles, sur
celui ‘de T'horizont ‘intéllectuel et cuiturel limité. Autrement dit, 1'¢du-
cation est difficile sé réaliser sur un fond d’inculture. Un model actucl
de l'instruction ne pourra plus considérer les composantes instructivis
¢t celles éducatives du processus d'enseignement comme oposée ou se-
parées, mais par la prisme d'une action convergente d'instruction pour
éducation et d'éducation par instruction.
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ALINA PAMFIL
RESUME, — Le genre argumentatif dans la perspeclive de la “péda-

gogic du texte”, Ceitle étude centrée sur le prohleme des wvaleurs et
tonctions  didactiques de 'argumentation a comme - point de  départ
les solutions offertes par Ia "])&dd}g(mie du iexte”, telle quelle a éte
définie par les chercheurs de ia sectiocn des Sciences de U'Universite
et du Cyele d’'Orientation de Genéve.

/\prea une semmaire présentation des prmczpe‘z ¢l des coordonnées
de ce programme dont la connaissance peut gonduire a la révalori-
siadion de la didactique de la production du toxté dans P'école roumaine
on focalise la discussion sur le genre argumentatif, prusque absent
ciins nos curricula.

CLe commentaire de fa perspective ouverte par la Upédagogie du
texte™ sur largumentation souligie 1o valeur didactique de la “fie-
tionalisation™ de  Pactivité  d'éeriture mais aceentue aussi le danger
de renchérir l'orpanisation textuello toul en diminoant Pimportanes
de I'originalité et de 1a richesse dos idées gue le texte moet en forn C.

Une dernigre svetion de  U'étude parcourt le tableau des |oga-
rithmes classiques de la disertation et redisclite e rapport entes con-
tenu et forme dans les toxtes redigeés par les éloves.

I Finalitatea lingvistica a studinjui limbii si literaturii roméne

Toate disciplinele scolare isi pot pretinde $i afirma in mod 'jlistifiA
cal compiexitates dar limba si lteratura romana,, prin:coordonatele si
cxtinderea cimpuiui oblectulul /obiectelor sate are un statut didactic
aparte in economia materiilor de studiu. Predarea si invitarea acestet

V.ol

discipline este orientati de doud finalitati distincte: o finalitate lingv
tica (crearea unor competente lingvistice: exprimarea/comunicarea orali
~i serisa, citirea corectd si expresiva) si o finalitate culturala (transmi-
terea dorintei de lectura si dobindirea unei culturi literare). Amplitudinea
acestor oblective majore nu acoperit ca intentionalitate doar orizontul
linistitor al dobindirii unor cunostinte scolare, ¢i raspunde unor impe-
rative sociale fundamentale intrucit societatea presupune, ca si Cond;iti.i
sime qua non ate existentei sale, limba $1 cultura. o

Finalitatea lingvisticd a studiului limbii si literaturil in geoald vi-
geazi- in primul rind ameliorarca si--perfectionarea competentel comu-
nicative a eclevului: obiective pe:manente ce supracrdoneazd. activitatea
la clasa atit in orele de limba cit si.in cele de studiu al. Jiteraturii. Con:
versatia, in special cea-euristicd, “este 0 metoda arhicunoscuta si operante‘i
in realizarea competerntei lingvistice. Ea permlte -antrenarea elevilor .in=
fr-un- dialog' cu profesorul ¥au cU colegii -prin care ser'dezveltd: posib-




Ha3 A. PAMFIL

litajile de exprimare, gindirea dialecticdi, capacitatea de a decoda me-
sajul, stimulindu-se si orientindu-se in acelasi timp gindirea si exprimarea.
Conversatia este Insd un pas necesar dar nu si suficient in sporirea
compeientei lingvistice a elevului intrucit cimpul libertitii de exprimare
este ferm circumscris prin intrebare, asa incit posibilitatea de comuni-
care apare restrinsi in cadrele pe care profesorul le fixeazd prin in-
terogatie,

Un orizont mai larg Jn ceea ce priveste dezvoltarea competentei
lingvistice il oferd disertatia orald sau scrisi, modalitate generoasd de
realizare a comunicarii ce impune, dincolo de cimpul larg al ascciatilor
de idei, rigoarea argumentarii si exprimarii. Disertatia stimuleaza, dar
st di In acelasi timp seami de capacitatea elevului de a comunica oral
si/sau scris un anumit continut de idei, de posibilitatile lui de a elabora
un text structurat §i coerent, de puterea de argumentare sau de justetea
reflectiei. ' .

Intrucit disertatia este numai partial si marginal prezentd in prog-
ramele de limba-si literaturd romdnd (prin sugestii si cerinte legate
de realizarea unor Jucriri de sintezd sau a unor paralele intre opere
literare ce prezintd zone de confluentd tematicd sau formule estetice
similare) si nu pretinde rigoarea pe care o impune didactica francezi
ne propunem sd prezentdm si sd analizdm coordonatele teoretice ale
acestui ,,gen* didactic asa cum apar ele in perspectiva ultimelor cerce-
. tiri ale ,pedagogiei textului*. Comentariul nostru devine implicit o
pledoarie pentru orientarea didacticii roméanesti a textului creat de elevi
st spre discursul argumentativ. Gestul nostru este justificat nu numai
de convingerea ca disertatia este a metodd operantd in educatia
prin si pentru comunicare dar si de faptul ¢d proba scrisd la examenul
de bacalaureat presupune ,compunerea de idei”, deci argumentatia, prea
putin conturatd si exersatd in orele de romana,

2. Cadrul teoretic si obiectivele ,,pedagogiei textului*

.Pedagogia textului* este numele celei mai moderne orientari in
didactica textului produs de elevi, program definit si structurat de cer-
cetitorii de la Universitatea de Psihologie si Stiinte ale Educatiei din
Geneva. Pedagogia textului are in vedere, pe de o parte, stabilirea unei
tipologii a- textelor redactate de elevi iar pe de altd parte, definirea,
dincolo de diversitatea practicilor lingvistice si particularitatilor de lim-
baj, a unor coordonate prin care si se fixeze genul proxim al acestor
texte si metodologia elaborarii lor. Programul urmareste de asemenea
influentarea parametrilor care determinid conditiile de elaborare a unui
discurs (si anume locul si momentul producerii, locutorul material, pre-
zenta sau absenta interlocutorului, scopurile unui text, destinatarii). In
viziunea cercetadtorilor de la Geneva textul este deci unitatea prin care
se realizeazi comunicarea; ea are ca punct de plecare o activitate extra-
lingvisticd in cadrul cdreia se pot distinge trei domenii: cel al interac-
tiunii sociale, cel al situatiei rnateriale si cel al continuturilor. Orice
activitate lingvistici este ronstituitd din operatii lingvistice si anume:
cele care se referd la activitatea extralingvistica, cele care gireazi un
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text in globalitatea  sa si -cele “care  asigura..structurarea . textului (,,ligv‘
mise en texte”} la nivel local. Rezultatnl activitifii lingvistice prezintid
© serie de caracteristici ce depind in mare de- interactiunea sociala.
Aceastd perspectivd asupra textului integrat in cadrul larg al activitatii
lingvistice a fost transcrisa explicit in urmatoarea reprezentare sche-
matica: -

" iept e e Unitdti caracteristice
Realitate extralingvisticd Operatii lingvistice textelor
I. Caracteristici ale interac- 1. Cunocagterea caracteristicilor — pronume pers,
{iunii sociale de la 15 2 -~ unit&ticare definese gi de-
—- emititor decupeazd timpul
— destinatar 2, Organizarea confinutoiui — unititi ce stractureszd
— scop textului textul
-- 1oc social Punerea In relatie a caractes  — timpurife verbului
2. Repere ale sitnafiel mate- risticilor de producere a textulnl — upititi care relativizeass
riale de producere 3. Punerea in text - unftiti care reian elemente
— locutor — articularea diferitelor deja introduse in text
— interlocutor parti ale tegtului
— Spatiu — coezinne
— timp — procedee de relativizare

3. Continut

Realitatea extralingvisticaA poate cuprinde puncte de enuntare dife-
rite (se poate scrie de pe pozitiile unei persoane implicate sau detasate
de problematica textulul, ca reprezentant al propriei atitudini saw al
opiniei unui grup etc.). Destinatarul poate si el varia (e posibil ca textul
sil se adreseze unui public in general sau si vizeze un grup sau o per-
soand). Scopul actlvxtatu lingvistice poate fi cel de a prezenta o opinie
.sau de a convmge destinatarul ales. In ceea-ce priveste locul social,
textul poate fi scris in cadrul unui schimb in interiorul scolii, pentru
presd sau pentru participarea intr-un cadru mai larg.

In functie de tipul de interactiune sociald locutorul i}oate 5& apard

in “text ca eu sau ca noi sau si nu apara deloc, La fel interlocutopul -

poate si fie prezent ca:tu sau ca voi sau i fie absent, din discurs. In
ceeea ce .priveste timpul si spatiud, acel abtm-aici al producerii -textului
cele doud coordonate pot s&@ fie mai mult -sau mai putin prezenie ca
puncte de referinta in text.

In viziunea cercetitorilor de la Geneva numdrul tipurilor de in-
teractiune sociald si deci si numarul tipurilor de texte este nelimitat.
Se pot distinge ,tipuri de texte polare”, opuse prin caracteristicile lor:
discurs in situaiie (“discours en situation”), discurs teoretic, naratiune
si povestire conversationald. In interiorul acestor mari grupe sau in
zenele lor de intersectie se pot situa genurile de texte: argumentative,
explicative, informative ca de altfel si textele apropiate de naratiune
ca povestirea istoricd, jurnalul de c3litorie sau povestirea autobiogra-
ficad. Ele se diferentiazd prin maniera de organizare a continuturilor (ca
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lant de argumente, ca relatie cauzi-efect sau ga, inlantuire de .1ctmm)'
si in functie de situatia de interac tiune sociali. ‘ I

Aceasta noua. perspect:m asupra. activitatii - haqwstmc perm]te re-
dlsautar ea statuLu i textulul produs, de ejevi s deel reprientarea ac-
tivitatii didactice ce s,uvernoaﬂ procesul, elil omm Jut., Conditia i ro-
porturlle clasicizate, printr-un az-scoldr mrielur at, dintre emitator (c}cw
si destinatar (pro[esor) explicii monotonia st caracierul | scolarese ol
textelor ¢reate de elevi, Se impun deci atit modificiri ale situatiei do
interactiumes:sociald cit &1 definirea exa(ta a statutului, emititorutod s
receptorubuil “Un mument esentinl al orelor care pregitese activitaiea
de¢ redactare ‘a unui fext frebuic sicu prinda simularea Csituatici fietive
in, care t’e‘xtul a’ miervem sall i u(hvxtdtm Intr-in nrotcat
miat genemf (c:d..de pilda pregaitirea tnet Ulleg,en de povesti say de nu
vele. pentru-pariigi sau pentru elevii maimici)Rolul profesoriduk in-acest
moment al secventei didactice este de asorienta reprezentarea fur in-
ternd, c’ogmnva a inferactinil sotiale, indfeiAd, mt"ao manierd “generali
<.1;:cpmstanteie mre _pot da denk preus m,u\;t tit. In"felul acesta ole\ul
va-sti cu precizie n ce postura.se afli-cind scrie si ¢u ce smp ¢ riitura
dobindind orientare si identitate sociakir: -

Pedagogia textului redimepsioneazd - didactica nu mm‘ni pr‘m ace-
centul pus pe {lcmondhzare‘l activifatit ' de <eriere ¢i s prin oment rea.
atentiei spre punerea in forma n imaginii, actiunii sau ideiior, spre pro-
Liematica dinamicii si organizarii textuale, asupra ciireia vom reveni.
Programul preconizeaza remodelarea «i redimensionarea activitatii
(’dI‘C se conduce elnboraled si reddctdzm tfxielor de elevi In \[']d]lil
\ smventr» chdartvo care yrmiresc, figirarea cont_mutu,?u, ideatic,
ar tai ales semt!)m?ared fatd de text «f R i;lereL in forma, Astfel s¢
‘l!‘IﬁdI‘E‘$te realizarea unor aproprmtc Cd[)d(lldfl si deprinderi’ dé creare

dlS(‘ur\uIUI c*v:tmdu -se, pe it p_();s;bll redactarea clasicelor  fexte
e ca]Ji‘e ce au “cd '-.Imp!d si - limitata fumiii_c;_ 13‘:‘(.~pxﬁia lor existentd si un
tfe(‘t p"opedeutw ddé‘«(‘()ﬂ Amprecis. T ‘ o

Cereetdtom de 1y Cxen.em al \m.uat 51,0, t:po]ohte : t(*x‘relur prln;
(<lre tipurile de discurs sint quane in coduri generice. A fost ast-
" defidite qenumlc naratwo -*vlo utthm"' \]m‘u} ¢u llmba]ul st diser-
mh.i e ATt

v

Cth@gOI‘ld genuh]ur 11amnve ulprmdo n}ndmmea dcscriorel. portrc
tul si dialogul, In misurd in care acestd’’din Urma este’ umceput ca
fip de discurs ce pregitesté sau poaté [i intedrat m ndmtitme o

Textele utilitare ca scrisouren, cererea sai’ procestl: ‘verbal Tau’ ¢
seup: formarea -unor capacitittt < deplmdera -dé exprimare do¥ectil’ in
registre lingvistice “distincte,- wmde {LmoLmterm rGgL}lrlor (onmf‘*am prw
1.zantu Indelungata este necesara. -

~Jocurile cu hmbajul mal rar nre/ome irmunca la elasd sf ddE‘(V’itE’
c’aselor 'mal  mici, pun dcc'entu] ]JL deschlderea omzcmtulm }mcigma? al
elevului. -~ .~ Cownvel N

D:qert&tla (arg,umentatn compunered de 1de:) o geny didactic d1<,—
tmct se - diferentiazd -de celelalte tipuri de -texte, prin cadrul didactic
Lgxrg pe care il creeuzd st in care se pot urmiiri simultan dezvellarea ca=
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pdqitéti,l(}r de analizi.si sinteza,  de. ar.gumentare stimularea. ergman-,
tatii In gindire, a logicli-expunerii, a.gelaritatii si proprmtatu exprimarii.
Disertatia face posibiki..focalizarea tutyror du‘ectnlor prin’ care s-a ur.
MRt crearea deprmden]or de. comunicare a. ideilor intrucit ea permite
"e flectia persondla si- integrarea cupo%tmtelor dobindite . intr-a - perspec-
tivia originala facind posibili evallares cahtdtn si b()btltlel cunonw.t;eiox,
e]evulun T e o ey i e I :

\rgumcnmtn dl.pporspvctlw ,,poddgogw; f‘e\{tulu-" STL T e

eMogc?ul dldtus,tfw gcnericv»ﬁ«e reallfa.re a,,a%mmatles cuprmde doua
mari secvente: (i) dezbaterea orala prin care se urmaresie.. n. primul
ripd, gisirea argumentelor, - uprecietea eficacitatii. lor . si stabilirea unui
p],an de idei, a unei structuri in.fungtie. de eafe;sa se desfasmre dezba-
Aerea, se vor evidentia ,eu ‘gcest prile} linille. de. fortd si- drt],Luldtulo
posibile’ dle Lanll:,LlI'dt!O tenul.ul fi) rodaameu textului pmp Lare se
ireste Ip) prlmuI tind realizarea unpr «deprmdert dera pune.in *O'I M,
Pisi nuantat continytul de, idei- ... 0 e
Yire-- pentru -redactaresiana - text- argumehtaftw este
claborarea o8 Taiawdetaliatd st (om}al&t(um*.probleme), a5 psubiectubai
propus. Acest. fupt Kte posibitc doar painfesd dezbatere amanuntita o
*problomnticn cu - intredgatelasa. -Cu - ace\at: prilej se-discutd perspective
diferite. d&L dbor(iar& 4@ Wterpederiri la opiniile teorctice si la,.opere'e
literare ce pot fi ‘incluse” in demersul ctr;,u'nemd‘nv ,Efortu[ de redac-
e, o datd c‘Ontletunlepombrle.fnmto si- cireumscrise , colectiv, va, viza
in -primul rind puneres - in: formd, structurarea materialidoi s, in me-
sura in care cultura elevilor o permite. completarea, Jamplificare:
nuantarea informatiel. .

de a transéi b ¢
Punctul ‘:.de—’

Trecerea deJy ,.drqumentdta(n ur‘l](l la cea ,scrisd™ presupune dis-
cutarea unor pr obféme pe care redactarea le pune si anume: cunpasteren
meduui. de m 4l t ire a- argumenteleg;-de - structurare a discursutui,
upor mijloace” gpggice si- adecvate. exprimarii-si desfisurarii - coatinu-
tului ideativ. (ﬁ()l??ﬁf}rl Umpurl wverbaleete), & unor tehnici de canstruc-
tie a sectiunilor, introductive si “FmalewMomentul redactarii trebuie pre-
cedat si de ‘prezentarea exacta a eriteriilar- de apreeiere 2 -disertatici,
criterii ce trebudiesc: respectate .cu- fidelitate - atunci <cind: se ‘realizeaza
corectaren texiglor. Parametrii deevalpggespot fi grupati,in functie de
urmi;toarele uggglgnato,. e e g
7 4) ‘mdcrocoerenta Vizeazi raportul intre parag afe, eohlhbrut pir-

tilor text ulul ordmm xewentelor‘ pmlmentd 1ntmd1‘lceru sl (()I'l{"l.—
7ilor); ‘ ‘ .
FEBY microfoerenta’ (dmup:qui in™ paragrate’ si fraze
ton, explicatiile non- pern.mn'u rotor]rilo neexpllmte) ~“

) sintaXa (eeristructia - frizei, - propozitiei, '1bsenta plmcxpfilc,, a
[)I‘GdlCcl ului ete):

s dy-leaicul (probrlettrwa termoenilir, cxprlmareq-*mrarltam ete)o

e} apreciereq fondului (clarltate gradul de*’cmst |hzare al ‘1de'ilnr.
banalitatii. confuzii ete.): A e T A

Criterinl. macroe sargntel g apdre gl | s@:}ﬂﬁmf&ionai pnr&peg,iwm vlin-

mm‘dlﬁr mlef cio

-y
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~sice -asupra. disertatiei, -perspectivi concretizatd intr-oserie-de- algoritmi
ce urmdresc adecvarea structurii textuluj la cerintele subiectului. Seria
cuprmde sase tipuri de planuri pe care le prezentdm succint in cele ce
urmeaza din dorinta de a realiza un fundal teoretic, compus din modele
didactice consacrate, asupra caruia si putem proiecta viziunea instituita
de ,,pedagegia- textului®.

Planul dialectic este consonant cu tipurile de subiecte in care opi-

nia unui autor este dati spre a fi comentata:

a) Goethe: , Literaturs nationala nu mai are sens, a sosit timpul
literaturii universale si fiecare trebuie si contribuie la grabirea
acestui ,,timp*,

b) Mihai Eminescu: ,Nici o literatura putermicd, sdnitoasd, capa-
bila sd determine sfiritul unui popor, nu poate exista deClt de-
terminata dé ea inddsi, la rindul ei, de smntul acestm popor,
intemeiati adici pe baza largd a geniului national . .

Monientele planiului dialedtic sunt:

1. Teza: apararea opiniei expuse

2. Antiteza: éxpunerea unui punct de vedere Ops #Aﬁ!ﬁ‘

3. Sinteza: stabilirea umei pozitii intermediang ” epadived opo-
zitiei dintre cele dowi puncte de vedere prin instaurarea unet
perspective mai ample asupra problermaticii

Planul problema/cauze/solutii corespunde subiectelor care cer tra-
tarea unor probleme de ordin general.
a) Este singuratatea o fatalitate a lumii moderne?
b} Se poate vorbi despre o c¢rizd a literaturii romane contemporane?
Momentele plafinlui sunt:
1. Problema: identificarea rapidi si descriere-
2. Cauze
3. Solutii ,
Planiil inventar este consonant cu subiectele fo Me ca o intre-
- bare adresatd culturii personale sau expefi¥niei mdw£i
a) In ce constd bucuria si profitul le¢t¥rii unui roman bun"
b) In ce consti forta si valoarea literaturii?
Momentele planului-inventar sunt:
-1. Rubtica I (ex.: literatura ca modalitété de a cunoaste)
2. Rubrica II {ex.: literatura ca modahtﬂte de a te cunoaste)
3. Rubrica ITI (ex.: literatura ca modalitate de evaziune din contin-
gent si prezent). '
Planul comparativ corvespunde tratarii unor subiecte care cer sta-

bilirea unor paralele intre doud moduri de cunoastere, de acf{iune sam
intre doud opere literare.

a) Ce diferente existd intre travaliul romancierului si cel al is-
toricului?

b} Ce diferente existd intre viziunea romanescd a lui Liviu Re-
breanu si cea a 1 Camil Petrescu?

Momentele planaluj comparativ sunt:

1. Fiecare termen al comparatiei constituie centrul unei parfi:

5



PEDAGOGILA TEXTULUI 63

a) primul termen al comparatiei; b) al doilea termen al compara-,

tiei; c) reflectie asupra rezultatelor.

2. Comparatla este desfasurata in interiorul fiecdrei parii:

a) cei doi termeni sunt comparati dintr-un prim punct de vedere;

b) cei doi termeni sunt compuarati dintr-un al doilea punct de vedere;

c) reflectie asupra rezultatelor, :

Planul explicatie-ilustratie a umei formme §i comentariu corespunde
sabiectelor care se prezintd ca o sentintd asupra unei chestiuni morale
sau psihologice.

a) »A-ti servi In mod total tara nu este o indatorire, ¢i un drept

A-4l servi in mod total tara nu este o obedientd, ci o ferxcxre"

{Nichita Stanescu).

b) ,A avea un prieten este mai vital decit a avea un inger* (Nichita

Sténescu).

Momentele planului explicatie-ilustratie sunt:

1. Studiu al primului aspect al formulei cu exemple .

2. Studiu al celui de-al doilea aspect al formulei cu exemple

3. Extindere a ideii in forma de sinteza

Planul sugerat de subiect este, in didactica franceza clasicd o con-
cesie ficuta ideii de structurd supla, o derogare de la rigorile disertatiei
strict formalizate, model care are calitatile si limitele sale. Prezenta
acestui tip de plan este implicit si o recunocastere a faptului cd existd
si subiecte care nu pot fi incadrate, din punctul de vedere al configurarii
discursului generat, intr-o categorie ferm determinata.

Fird a se opune algoritmizarii continutului disertatiei, viziunea cer-
cetatorilor de la Geneva se defineste prin mutarea accentului dinspre
problematica macrostructurii, rimasa doar un criteriu de redactare si
evaluare printre altele, spre problemele microstructurii. A reduce insa
aportul | pedagogiei textului' la aceastd unicd schimbare de accent este
o intreprindere reductiva si unilaterala,

i Doua ne par a fi dlrecmle prin care ,pedagogia textului® redimen-
-~‘zloneazd argumentatia si ele rezulta din proiectarea textului pe fundalu)
amplu al activititii lingvistice. Prima vizeazd accentuarea valenfelor
comunicative prin imperativul! fixarii situatiei de interactiune sociala,
prin precizarea statutului emititorului si receptorului. A doua directie,
adecvati-de altfel perfect unei orientdri generale a didacticii franceze
‘ produs de elevi, vizeazd in primul rind formarea unor ca-
pa(:ltatl 51 deprinderi de punere in formi a discursului. Daca.elaborarea
planului de idei apare ca o activitate colectiva, a intregii clase, reali-
zarea coerentei si dinamicii textuale pretinde o solutionare individualé,
ce std prioritar in atentia profesorului in cadrul unor secvente didactice
denumite sugestiv ,sensibilizare fatd de text" sau ,punere in forma“.
Farad a contesta importanta activitétii de configurare a textului (modul
de ;nlantuire a argumentelor prin folosirea unor mijloace lingvistice
Iprvate: conectori, timpuri verbale etc) sau caracterul operatmnal si
X tul unor strategii didactice (cum ar fi cele care vizeaza constienti-
zarea functiei organizatorilor textuali prin prezentarea si redactarea de
eievi a unor ,logatomi”} nu putem si nu sanctionam situarea finalitagii
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;Jrcpedeutme a argumentatiei-intr- un- -plan” ‘secund ‘5i dcordarea unel va-
lori reduse caracterului original alifleilor prézentate. :

In perspechva pe ‘tare b Fpropunent d%mwtdma apare ¢a un jgen”
dmactic, cu unscop cothhmcaltlvﬂbme circumseris’ care Insa nu ’,du-
blehza® “ci ' slujeste o finalifaté ' Propedeutica. "De -aceen  consideram ca
&d(dtu:rea integrali si amdnuntitd a planului de idei al drgun1entdme1
Mice inevitabil la umformlzéi‘e "‘mntmutuim textelor create de elevi si
jtedam pentru realizarea, it utitia® dezbaterii tematice; ‘a ' unui- plar: chire
sa cuprindd doar l1n111e de forta si artmulatnle poslbﬂe ale conhguratlei
zckea‘tlce - textului.- &

Retlnem ca extrem de importanti Lonvmgjerea cercetarilar de la
Geneva cd argumentaiia trebuie sd fie prezentd la” “fiecare nivel! de
scolaritare ‘cu conditia’ ca temele sid fie bine dlese’ (elt‘ pot viria intre
discutit in jurul unor clipuri publicitare, la subiecte care vizeazd for-
miule estetice sau dificile problenqe lnerarc) si miuatnl de 1nteractu1ne
soclald ferm circumscris, :

Introttucerea disertatiei in progran dc'<JUfﬁu"1 “limbii Tomanc
in gimnaziu ne pare necesard nu numai pentlu cé acest. hp’de text, ar
sparge cunfgur&ma rigidd si monotenil a ,compuneriior. scolarc® i si
pentrt - il 11Vétarea' demersului argznnewﬂ<wiv ne pare singurul mod
wddecvat de prEQAh elevul pentru ”conlpuﬁored de 1d01 pszeniéf?h
olisele de 1109L1 : PR
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O NOUA METODA DE INVESTIGARE A LeGATURILOR DINTRE
COMPONENTELE ,,CRIZEI DE TIMP™
SIUNTT FACTORI DE PERSONALITATE

MONICA ALBU, HORIA PITARIU

ABSTRACT., — A New Method of Investigation the Relationships
beiween the Components of | Time Urgency* and some Personalities
Faclors. The authors propose a method of determining the functionat
dependence between the scores of Time Urgency (IU) guestionnaire
and the scores on fhe sciales of two personality inventaries: Californ:z
Psychological Inventory (CPI) and Sivteen Personality Factors Owes-
fionnaire (16PF).

Problema cercetata

Obiectivul prezehtci cercetirt se lnscrie pe linia aprofundirii calita-
Uve o interpretarii Croestionarului de pereeptie o timpului (CPTY in scou
ME‘M faunostic si cu aplicetit nemijlocite in domenicl clinle s ol cono-
i 'fr](-viii'ir‘"wm trisaturilor de personaiifae cace o
wnentele Lorived de MDY In o0t wWon s et
oo urohie

lc'.zl. Seepour

Taterpretaren curoiata o cilstionaralud e cav o vesaiindele
ao personalitate. :

Se propune o metodd de determinare a dependentel functicnale din-
ire scorurile scalelor chestionarului | JPPercepiia timpului® (CPT) si o
lete chestionarelor de persoralitate CPI si 16PF. Algoritmul proi
noate fi utilizat pentru analiza oricirer perechi de seale ale ciror soor
inu valori numerice intregl. El urmidreste s& construjusca o funcéie -
tre multimile valorilor de scor ale celor doud scale, care sd aproximez:
~4t mai bine, in sensul precizat in lucrare; relatia existenta infre sco-
ruriic wdlelor in esantionul de subjecti corcetat.

Fatd de procedeul de lucru traditional, bazat pe metoda regresjci
digoritmul pe care il propunem prezintda doua avaniaje:

Dunctia construitd ja valori Intregi, la fel ca si scorurtle scalei, deci
cste mai usor de interpretat:
- corespondentei stabilite de functie nu 1 se impune s verifice o 51
mitd expresic (polinomiald, logaritmicd ete); exista, deci, o mai oo
libertate la determinarea functief, ceen ce permite sd se obtind o apru
wimare mai bund.

vy

Cunceptul de ,,criza de timp*

WCriza de timp* (CT) (Time wrgencyj esie o ¢OMPONentia cu Lono-
latie negalivi a procesului de perceptic a timpulul, fiind inteleasa co o
disfunctie, atadt la nivel organizational-administrativ, cat si individual,
CT este definitd ca un concepl care arc in vedere un ritm accelerat de
activitate, este tendinta individului de a cvalua timpul ca o resnrsi in-

wpia Foe2rrgun
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suficienta, deficitard, ceea ce atrage dupd sine efortul de a-1 planifica
sau dramui cu atentie {Burnam, Pennebaker si Glass, 1975),

.Criza de timp", componentd a Tipului A este un comportament
fvatat (Pitariu, 1992; Pitariu si Landy, 1993). Ea devine nocivi pentru
orgunism in timp, fiind considerata o sursa puternica de stres,

Cercetirile au demonstrat c& CT este o constructie multidimensio-
nula (Edwards, Baglioni si Cooper, 1990; Landy, Rastegary, Thaver =i
Celvin, 1941).

lLandy, Rastegary, Thayer si Colvin (1981) au proiectal i investivut
sapte scale prin care esie posibila estimarea CT. Aceste scale pot [i
privite si tratate ca filnd bipolare (la un pol gasim concentrat un com-
portament caracterizat prin lentoare, temporizarea actiunilor ete., in timp
ce Ja celalalt pol ne confruntim cu un comportament agitat, marcat de
anxietate, specific Tipului A). Zonu centrald o intervaluluj de variatie
vste aceea care caracterizeaza comportamentul optim, eficient.

Chesticnarul de perceptic a timpului al autoriler amintiti a fost su-
sus unei analize interculiurale demonstrandu-i-se valoarea psihometricd
(FPitariu, 1992; Pitariu si Landy, 1993).

Mctoda
Sihiectii

iotul de subicctl cuprinsi in cercetare a fost de 275 barbuati (medis
de varstd == 350 5 = D.73) si 137 femei {media de varsti == 320 <

+.22), majoritaten {lind de profcsie ingineri i economisti.

Instrumente de mdasurd

fn examenul psihologic ais fost cuprinse urmatearcle instruments;
Chestionurul de Perceptie o Timpului (CPT), Inventarul Psihiologic Cu-
Liiornia (CPI) si Chestionarul de Personulitate 16PF (16PF).

Chestionarul de Perceptic a Timpului (Landy, Rastegary, Thayer s
Colvin, 1991y este constituit din 7 scale care genereaza sapte scoruri
nonaditionaie: Perceptia Timpului (PT), Stilul de Vorbire (SV), Planifi-
curca (P, Energia Nervoasdt (EN), Lista de Activitdti (LAY, Stilul de «
Minca (8M) si Controlul Termenelor (CT). Scorurile ficcirei scale iau
valori in mulgimea {1, 2, 3, 4, 5, 6, 7}. CPT a fost proiectat urmaind
tehnica de constructie specificd scalelor cu ancore comportamentale {Landy
si Farr, 1983: Pitariu, 1988).

tnventarul Psihalogic California {Gough, 1987; Murphy si Davidsho-
Ter, 1991; Titariu si Albu, 1993) este un chestionar cu autoadministrare
care contine 462 afirmatii/itemi cotabile cu adevirat/fals, destinat ma-
surarit comportamentului normal. Itemii CPI-ului sunt grupati in 20 de

scale (Dominuntd - Do, Capucitate de Statutr — CS, Sociabilitate --- 8Y,
Prezentd Sociald -— So, Acceptarea de sine - - Sa, Independenta — In,
Empatie — Em, Responsabilitate — Re, Socializare — So, Autocontrol
— Se¢, Impresie Bund — Gi, Comunalitate - - Cm, Bundstere —Wh, To-
lerantd — To, Realizare prin Conformism .- Ac, Realizare prin Inde-

pendentd - Al, Eficientd Intelectucld —- Io, Sensibilitate Psihologica -
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Py, Flextbilitate - - Fx, Feminitate/Masculinitate — F/M). Un model
teoretic cuboidal, bazat pe alte trel scale (v1, vZ si v3), cxplici patru
asa-numite stiluri de wviata sau stiluri de a trai, ori feluri de oameni
{Alpha, Beta, Gama si Delta; (Gough. 1990). In studiu] nostru am mai
utilizat si citeva scale speciale suplimentare (Anxictate — Anx, Poten-
tial Managerial — Mp, Orientareq citre Muncd — Wo).

Chestionarul de Personalitate 16PF (Forma A) (Administraior's Ma-
tival for 16PF, 1986, Zapirtan, 1940; Zahirnic, Jula si Cotor, 1876) este
un chestionar de personalitate constituit din 187 itemi cu cotare obier-
tiva st care au fost grupati in 16 scale independente, derivate in urma
unui studiu de analizd factoriald. Semnificatiile celor 16 factori sunt ur-
maétoarele: A: Rezervat-Deschis; B: Gandire concreti-Géandire abstracta;
C: Instabil emotional-Stabil emotional; E: Submisiv (umil)}-Dominant; ¥
Sobrietate-Expansivitate; G: Oportunist-Constiincios: H: Timid-Curajos;
I: Realist-Tandru; L: Increzator-Banuitor; M: Practic-Imaginativ; N: Naiv-
Siret; O Autoprotejat-Anxios; Q1: Conservator-Inovator; Q2: Depoendent -
Independent; Q3: Necontrolat-Controlat; Q4 Relaxat-Tensionat.

Toate probele au fost traduse, adaptate si etalonate pe o populatic
autohtond (Pitariu si Albu, 1993; Pitariu, 1992; Zahirnic, Jula si Cotor,
1476),

Proceduri

Toti subiectii cuprinsi in acest studiu au raspuns la itemii din CPI
sila scalele din CPT, dar numai o parte dintre subiecti (224 barbati si
H1 femei) au completat raspunsuriie la i6PF.

Pentru cercetarea legaturilor dintre CPI si CPT s-au retinut doar
protocoalele de raspuns la CPI care, pe baza valorilor scalelor de control
Fake good (FG), Otherwise invalid (OI) si Random vs. Fake bad (FB),
au putut {i considerate valide. In felul acesta, din esantionul initial s-u ex-
tras un lot format din 241 barbati si 114 femei.

Toate prelucriirile au fost efectuate separat pe sexe, utilizAndu-se
colele brute dle scalelor. '

Pentru interpretarea rezultatelor, s-a reeurs la transformarea cote-
lor brute ale scalelor din CPI si din 16PF in cote T, In acest scop, la
CPI s-au utilizat valorile medii si abaterile standard ale scalelor, calcu-
fate pe baza rezultatelor obtinute la CPI de 620 barbati si 436 femei.
de profesii si varste diverse, Etaloanele au fost, deci, diferite la birbati
si la femei. Pentru chestionarul 16PF, insd, s-a folosit acelasi etalon la
ambele sexe, construit de Zahirnic, Jula si Color {1976} pe baza unui
csantion format din 1000 de persoane care lucrau in domeniul construc-
tiilor.

Studiul intreprins s-a derulat in doud ctape:

Al Mai intdl s-a urmdrit determinarea perechilor (s, sepr] formate dintr-o
scali din CPT sau din 16PYF (s,) sioscald din CPT (sqpr). cu proprietates
ci intre mulfimea scorurilor scalei s, M, i multimea scorurilor scalel
sopry Mepr {12,345, 6 7, existi o relatie fnncj;ionaltl :

[ M, Mepr
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Adicd valorile scorurilor obtinute de subiectila scala sepy depind functio-
il de valorile scorurilor realizate de acestia la scala s,
B. In continuare, pentru [iccare percche de secale ro}muta la pasul A,
(5., Srpr), 8-a incercat determbaren scorurilor sealei s, chrora e cotespund
vadori mari ale scoruriior scalet ;.
Bescrierea algoritmului aplicat

Fiecarel scale cercetate i s-m asociat cdte o variabildl aleatoare, ole
cirel valeri sunt reprezentate de valorile posibile aie scorvrilor scalet
Pagul

Stumm existentei legaiurii funetionale Intre scalele CPT si cele ale-
ronte CPI si WHPEF s-a realizat prin cevaluarea rapoartelor de corelatie ale
wuriabilelor corespunziinare scalelor din CPT in raport cu variabilelo
corespunzatoare scalelor din CPI sl din 16PT

Coneret, pontru ifceare perecic (s, s, st Tormatd dintroseald din CPY
sau din I6PF (5] si o scald din LP’I” seppy s aplieat grmatorul whgoritm
compus din del pasi:
Dusul AT

R-a caleulat valoarca raportului de corelatic al variabilei T, corespun-
;-:Zttcme scalel Sepp, in raport cu variabila P, eorespunzatoare scalei s,
e 81 vertficat semnificatia statisticd a acestuia tolosind testud 19
D‘L:l rclpomul de corelatic cra ~rmmI1LaUV la pragul p == Q0 se 1e-
Pt pereches de venle (s w0 ) aviica procedeus de fuere deseris L
Pastl A7 car conirar, se comsinera oh veortiile sealel sepp e depind
funietional de scorurile scalel s, sise renunia la prelucrarca l)ch_( h;l (S0 Sepr)
Pasul 42

Notdand cu Mp v ixp, M., N2 N 0wy <0 L. 0N, mulilinea va-
lorilor scorurilor scalel g, obtmutc in L‘-'mtlonu} de sublect] investigat,
N, s-a observat ¢& scorurile mici si cele mart apar cu frecvenfe extrem de
reduse (12 cazuri), in timp ce scorurile medil au frecvente mult mad
warl. Mualtimea M, poate 1 privitd ca fiind formatd din trel multimi dis-
juncte donid cdte doud (nu neapirat nevide):

M- M, M, UM,
M, (VM o O, M, VM o= G, M, M, O
aleatuite astfel
1%, X, ..., x,Y dacdl N(x,) <03 pentru k=1,2, ..., 1

-
}
!
L

My sUNQs,) 25
4, daca N(x,} = 5
X5 X0, <o b dacd N(xp) v 5 peatra ko= j - 1, L1
M, = si N(x;_;)==5
€3, dacd N(x,) = 5

M‘.E = {_X, el M., - Ny 1} - = MP\\(MIU }IS)

unde N{x,) reprezintd numdrsl de subiecti care au realizat scorul x,.
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Adichi multimile M, ¢i My coulin scoruri care apar cu frecvente mad
mici decit 5; in mulfimea M, sunt incluse scorurile cele mai mict din M,
far in multimea M, cele mai masi.

In cazul esantionuliui 511\"“5"Ei<.;;_t (i'- a6l pentru toate sealele s, mud-
timea ‘\1, nw a fost vidd g nicl nu o coinely e waltimea M, (deel dintre
nmli:mnlo M, s M, cel putm uny nm nevidi).

De | ':11)1' part tionarea multini M, Inomualtomle M, M, st My cores-
punde unel partifiondrt o esantionulul de =ubicett Xoin tred clase:

X, = multines purmam]m Are ol lezival oseoturt X, X, € X

N, = nmlt;nnu persoanclor care e chiinut scorutt N, X,
Ny = mnltimea per‘somw-lm care o reatinat ccoruri o aox B X

Clasele Ny st Ny an cleetive sodase fay chesa N, conline i jorivaton
sttbiectilor din esanticuul N,
Peomultimile M, si My froew

entele seorarilor find redase, relatin dindre
seala s, st seala sedp esto apronin

nintlodo o relnyie fimctionald {Pentrue o va-
loare de scor a scalet s, apere o shagurih veloare de seor a <caled v ),
Pe mulfimea M, fusd, pentru smjesiaten vaiorilor de seor X, = M, apar
mai multe valori de scor ale scalel vopp ot frecvente diferite este posibil,
deci, ca peomultimen desubieefi Ny relatio dintre scalele s, $iosepr S8 nu
fie funetionald, desi raportul de corciate 'r, s catealat pe fntregal esantion
N, (;stv semniflicativ la pragul » -~ €01 O nentru o putca Interpreta
legitara f]'ntrc cele doud scole, suniem ','.r' cresatl ca st pe multd ‘,i N,

) PR - - . . - * o3 EERERTR
foritaten pocsoasolor rein e wenlelor s st snesi Se Jene-

3

s [
fota 1“1.

i acest oy sea velonds!
siopentru clasy de subicetn N, :
sepp) dacit valoarea acestula nu ere
Pasul B

Pentru flecare pereche de scale (s, sepr) retinutd inurma parcurgenit
pasilor Al 51 AZ se clectueazit proluerinile deserise la pasul Bl o datd
twdnd V- M, s o daid considerdnd Y - M.
Pasul BT

Seofneeurcd sdose construicasceld o {unctic

f:Y—={1.2 3, 4,5 6, 7}

are sd indeplineasedl doud couditii:
(1) Pe multimea de definitie {functic <3 sib2 wna dintre armétoarcle
cotmnportari ;

(11 - functia 1 si fie nedsscrescitoare,

ety R .
1A il POae Culdaigie Oy
vreluerint percchien

oragul 3 .01,

»

(x4 <7 xp = f{x. 0= =)

{12} — functia | si fle necrescitoare
(x, <7 xp = f{x,) = 0 (w1

/

sall
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(I3} — x, fiind o valoare oarecare din mulfmea Y, functia f sa lic
nedescrescatoare pentru valort x € x, ¢ necrescatoare pentru valor x » x,
sau

(I4) - xgtiind o valoarcoarceare din multimea Y, funcfia [ sd [ic
neerescitoare pentru valori x € x, si nedescrescitoare pentru valori x 2 x,.
{IT) Functia f s& aproximeze relatia funcfionald existentd intre scalele
s, 51 sepp, i sensul care va fi precizat in continuare.

Pentru fiecare valoare de scor x, = ¥ se caleuleazii croarea medic cu
formula :

;

Y N t) (x|
L 1

€y T e I
Nx)
unde ;
N(x,, t} — numarul persoanclor care au obtinut scorul x la scala s, si
scorul t fa scala sepp;
Nix,) «= numirul persoanclor care au realizat scorul x, la scala s,

Nix! N N(x,, t)

1

Se caleuleazd erourca micdic o aproximiris realizate de functia 1 pe
multimea Y cu foronila:

i
xkzz Y ‘\(kk}
Urmnidrim s determindm functia £ astfel incat ereoarca I 34 fie cdt mai
mici posibil.
Trebuie remarcat cd, in absenta conditiel (I), construirea functiei |
se face cu usurintd @ pentru flecare scor x, =Y se calenteazi crorile valo-
rilor posibile :

N{x,)
(g; corespunde valorii f(x,) - j} 31 { se atribuie functiei f, Tn punetul x,
valoarea j pentrucare g; — min e, g, ..., g4 Fanetia £ nu este totdeauwna
unic  determinatid, filnd posibil ca acveasi croarc minimi sa se obtini
pentru mai multe valori 3.
Am impus conditia (I) pornind de la urmitorul rationament :

* Presupunem cd

nivelul de dezvoltare al trasaturii de personalitate mdisurata de
scala s, este evaluat corect prin scorurile acestet scale st
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— intre scalele s, si sepp existi relatia functionala T - F(P), unde
T este vartabila corespunzitoare scalei sepp, 1ar P oeste variabila ccrespun-
zitoare scalet s,

* In aceste ipoteze, comportarca functicl I reflectdmodul in care trisi-
tura de personalitate masuratid de scala s, iluenfeazi felul incare sulicctii
vor rispunde la scala sepp. Astlel:

dacll persoancle pentrua care trasitura de personalitate miasuratd
de scala s, este bine dezvoltatd sunt cole care obfin scoruri mari la =cala
Sepp, 1aTcele pentru care aceastd trasdturd este mai stab dezvoltatd reali-
zeazd scoruri mal micila sealn <o atunet functia Feste nedescresciitoare
(conditia 11):

daci persoancle pentru care trasitura de personalitate misuratic
de seala s, este bine dezvoltutd sunt ccle care oblinscorurt mici la scala
serps 1ar cole pentra care aceastit trisiturdt este mai slab dezvoltatd reah-
zeazd scorurt anal mari i oscala sope, atunct functia K oeste necrescitoarc
{conditia 12):

------ daca scorunle man ale scalel s sunt obtinote de persoane care
seoafld intre limitele normale in ceen o priveste mvelnl de desvoltare ol
trasdturit de personalitate mdsurate de scala s, in timp ce subieetii care
au aceastd trisdturit foarte dervoltatd sau (oarte putin dezvoltati reali-
reazi scorurl mal mict la scala sepp, atunel fundtin Foare compertarea
deseri=i de conditia (13) ,

dach persoanele care e cf fntie +le nonmale in ceea co pri-
veste trasitura e personalitate masurnts A ceala <, obtin seorur’ et fa
s lat sepp, ur cettalt sublectt realtizeani seorunt i swari, atunci funeiis IF
mdeplineste conditia (14).
“ Daca functia f aproximeaza bine functin F. atunci are wcceasi comy
portare c¢a si aceasta,

¥ Este posibil ca funitia I sa nu indeplincased nict una dintre conditiile
(1), (12), (I3) si I4), ea avand mai multe schimbari de monotonie po
inultimea Y: dar, asemenea cazuri sunt dificil de interpretat si din acest
motiv nu ne-am ocupat de ele.

In coniinuare am incercat si aproximam functia ¥, pe baza unui
slgoritm propriu, utilizand functil care verifica una dintre conditiile (117,
(i2), (I3} si (14).

Caonsideram cd aproximarea realizatd de functia I este | convenabila™
atunei cdnd sunt indeplinite urmitoarele conditii:

{a) Eroarca medie E nu depaseste pragul =--.0.6D

(b} Coeficientul de corelatie liniarid al wvariabilelor T si f(P) este

semnificativ statistic la pragul p—0.001, unde:

- T' este variabila corespunzitoarc scale sy
I’ este variabila corespunzitoarc scalei s,

— {(P} este wvariabila ale ciired valori s¢ determini astfel: pentru

flecare persoani din eyantionul investigat, notand cu x, scorul obtinut la

scala s, valoarea variabilel {(P) oste {(x,).
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Pasul B2
Pentru perechea de scale (s,, scpr), notam:
{4 - functia { {furnizatd de pasul Bl in cazul Y
f, - funectia { rezultatd din pasul Bl in cazal ¥ = M,
Am refinut percchea de seale {s,, scoe) daci:
atdt Tunctia Iy, cat st fuunctin I, realizeaza aproximatil | conve-
mabile”, in sensul condifiilor (1) 51 ()

51

funcfia { este o prelungire afuncticl §,, adicl fy(x) o {(x,)
peiitru orice scor x, & M,

Tndeplinirca celel de a doua coringe ne permite s interpretam relatia
dintre scalele s, 81 sepp pe Intreaga mulfiime My Accastic conditie nu este
verificatd atunct cdnd comportarea la scala sger a persoanclor din clasa
N, (respectiv dia clasa Xy) este foarte dileritd de cea a perscanelor din
multitnea X, care aw seoruri mich (respectiv mari) Iz scala s, de exemplu
atunet cand fuuctia [, indeplinesic conditia (I3), fiiand necrescitoare 51 cn
vilori miel in zona scorurilor mari din M, iar sublectii din clasa N, obtin
scoruri mari la scala sepp. Or, multimile X s1 X, cuprind un numir redus
de perseane, majoritatea acestors: Tiind situate, I privinta scorurilor rea-
Pzote da scalan so, 00 afara o Coneringlt ot area lov pente sho difere

rél}‘i_'JiL\.Jili' ol it e e Tngd vorhe e
i, et i oo Tl urialae,
. i e

!

]

e v

fownlinte

Calowteie <-au efectuat separat pentru barbati si femel Studil an-
icrigare au demonstrat cd scalele CPT nu sunt sensibile Ia diferents de
wox (Landy, Rastegarv, Thaver si Colvin, 1891; Pitariu, 1992: Pitariu si
Poipdy, 19833 Totusi, pentru un diagnostic cu valoare clinicd sporita,
shordares diferentiatd pe sexe aduce un plus de informatie util, cu atét
mal mult cu cdt rdspunsurile date ia CPI prezintd diferente de sex.

Rezumatul statistic al rispunsuriler subiectiler la CPT este prezentat
v tabelul 1.

Se observid off majoritatea repartitiflor de freevente sunt asimetrice,
i pontru sealele EN si LA, la ambele sexe, repartitiile frecvenielor
srint himodale, )

Inire sexe. in ce priveste abaterile standard, la niciuna dintre scate,

prag, p=0.01, nu se constatd diferenie semnificative intre sexe in pri-
vinta mediilor scalelor, cu exceptia scalei LA, pentru care media <co-
riuvilor realizate de Temei este mai mare.

In tabelul 2 suni prezentate, pentru perechile de scale (s, scpr) re-
tinute In urma parcurgerii pasilor Al, A2, Bl si B2, urmdtoarele volori
siatistice, calculate pentru intregul lot de subieccti:
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N

Fubeful 7

Valorile statistiver ale sendelgr CPF

| i ‘ o
pr LWy 1 Cr ‘ ey oA AN

Hirbati
(N - 975

Seur : o = fur re,

i 0.0 .00 .00 1,00
@ 173 3¢5 Ao Eaic] .09
o H.00 443 V155 7454
1 1995 (13 i TS 35.64
5 RERES IR 20.73
o 200 7 26518
7 L 8.75
1 50 R R [ 474 124
L4 16 HEE il g T 1.17

Valoslle statistier cnjealate pentre perechile de sedie (8., Nepp) Feiloute in urpa apliedrii

pasitar AL, Y2, B <F 2

Sepr i - . Sex l N { . l S 1 R’

P G {din 18P MM 2024 0.567 G772 0.233 0.379
5V F (din 16 T Al 224 {LaGy 0.710 0.445 0.393
Py (din CP1) ¥ 119 (:.521 681 0.393 (.479

r Ac (din CPD) M 241 3.394 .780 0.332 0.419
Bx {din CPI) M 41 0414 0.763 0.313 0.456
v2 (din CPI) M @41 0.445 (1.768 {.343 (.456
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e - raportul de corelatic al variabilei T, corespunzitoare scalei sepy,
fatd de variabila P, corespunzitoare scalei s

¥ = ecroarca medic a aproximirii realizate de 1U11Ct1d Fars

1 o= cocticientul de c,ore}am liniar: infre variabilele T st fy(P):

R = freeventa relativia a persoanclor pentru carevariabilele T si f,,(1)

inu acceasi valoare.

Tabelul 3 indica, pentru ficcare din perechile de scale (8,, sepy) cuprinse
in tabelul 2, valorile functiei f,, ; pentru a usura interpretarea, in locul va-
lorilor x,, au fost notate cotele I corespunzitoare scorurilor brute din
mulfimea M, (in cazul cotelor T, media este de 50, iar intervalul dintre
cotele T40 51 160 corespunde scorurilor brute cuprinse intre m — ¢ sl
n 4- g).

Diseutarca rezultatelor

Notam, 1n coptinuare, eu {s,, S.pp) 0 pereche arbitrari de scale dintre
coele caprinse in tabelele 2 s 3,

Inainte de a analiza rezultatele obfinute in nrima aplicarii algoritmu-
lai amintim cdteva aspecte, legate de datele primare, pe care le-am obser-
val i care credeim ¢ vor facilita interpretarea.

L. Inzona  nornalid™ a scorusilor scalel s,, adica in intervalul (m - o,
- a), exista o dispersare mare o scorurilor scaled sepy : flecare valoare de
scor a scalei =, @e asoclazi cu ool putin tret valori de scor alescalel sepy.
Din geest motiv, crorile medii de aproximare B oaw valari mal mari decat
cole pe care le considerim aceoptabile pentru o inlerpreiare corectd.

2. Valorile mici (1, 2V siocele mari (6, 7) ale scoruvilor scalel seppupar
la persoane cu scoruri foarte diverse ale scalei 5,. Aceasta facc ca cle s
nu flgure/( in geoeral, in mulfimea valorilor tum,tlu far. In schimb, cle
provoacd o crestere a eroril medii de aproximare, .

Incercand si dim o explicatie, am formulat doud ipoteze pe carce
urmeazi si le verificim :

a. Frazele introduse la extremititile scatel sepp, care servesc drept
cancore’ pentru alegerea rispunsului, su sunt adecvate sau nu sunt inte-
lese coreet de citre subiecti. Reamintim of aceste ,,ancore’” trebuie si suge-
reze gradafii succesive ale comportamentulai, mergdnd de la un compor-
tament patin pronuntat (scorul 1}, pdnd la unul accentuat (scorul 7).

b. Compotrtamentele corespunzitoare scoruriior extreme dilerd mult
de cele sugerate de scorurile medii. Iile pot {i hpuse de anumite conditii
specifice de activitate sifsau de viati (boald, probleme familiale ete.), au
deci un caracter mai mult situational, pasager, nefiind determinate de tra-

siturile de personalitate, care manifestii o stabilitate mult mai mare. In
dtest context, scorurile extreme pot fi interpretate ca manifestiri compor-
tamentale distorsionante, de exceptie.

3. Inmajoritatea cazurilor, scorurilescalelor sepp au o repartifieasime-
tricd la dreapta, cu media mai mare decit 4, in timp ce scorurile scalei s,
sunt simetrice fati de medie. Din acest motiv fu1101,11!e construite iau valo-
tile 4 si 5 mai trecvent decit valorile 2 si 3.



Tabelul 3

Valorile funeflel I, penten perechlle de sesle (Spy Scpr) rejtrute

Scala CPT PT sV SV SV P P
Scala CPI G E Py Ac Fx v2
sau 16PF Cota T fy Cota T Iy Cota T fy Cota T fa Cota T far Cota T far
M, 16.28 5 18.87 3 3075 3 17.01 5 24.62 a 19,53 5
20.41 5 22.19 3 3354 3 26.18 5 30.85 & 21.71 3
24 .53 5 23.52 3 3533 5 28.47 3 23.90 3
28.84 3 30.76 3 26.09 3
28.27 3
M, 28.68 5 32.16 4 13 5 33.05 3 33.96 3 30,46 2
32.81 5 35.48 4 41.92 5 35.34 4 37.07 5 32.65 4
36.94 5 38.80 4 4471 5 37.64 4 40.18 5 34.83 4
41.07 5 42.13 4 47.50 5 35,93 4 43.29 3 37.02 4
45.21 5 45.45 4 50.30 3 42,22 4 46.40 5 3920 4
49.34 3] 48,77 4 33.09 5 44 51 b 49,52 5 41.39 A
53.47 5 52.09 4 553.88 3 46 8O 5 52,63 E] 43.58 5
3760 5 55.42 4 38.67 3 19.09 3 55.74 3 15.76 5
G1.74 5 58.74 4 61,47 3 51.38 5 58.85 4 417-95 5
65.87 3 62,06 5 64.26 5 53.68 5 61.96 4 50.14 3
70.00 3 65.38 5 55.97 5 65.07 4 52.32 5
68.70 3 58.26 5 68.19 4 54.51 3
72.03 6 60.55 5 71.30 3 56,70 5
75.35 6 62.84 5 58.88 3
78.67 6 61,07 5
M, 91,96 6 67.05 5 65.13 b 74.41 5 63.25 5
69.84 3 67.43 5 77.52 5 65.44 5
7264 5 69.72 5 80.63 5
7543 5 86.85 5
78.22 §

AIVOS VOO FULNIAO HOTINLLYSTT ¥V dAVILISIANT 3d YJOLIW O
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Farma repartitiiler de frecventd ale scorurilor scalelor sepr riaica
unele probleme legate de structura esantionului examinat (daci acesta
era Tormat din persoane aflate in crizd de timp®) si de constractia si
plasares pe scald a ancorelor'. Aceste aspecte, mal precis designul sca-
felor de evaluare, ramén probleme deschise care trebuie  aprofundate
prin derilarea unor experimente.

Dupd cum am mai afirmat, erorile medii de aproximare jau valori
mari, ceea ce nu ne permite st interpretam rezultatcle in termeni de
~concluziit, i dear de ,ipoteze™ si ,sugestii pentru cercetari ulterioare®.

Cu atat mai mult, se impune verificarea relatiet dintre scalele sppy si
s, sugeratd de functia £y, in mueitinnle de persoane cu scoruri extreme la
seara s, (multimile Ny st Nyh

Ca exemplu de interpretire vom comenta legldtura dintre scala P
scalele Ac, Fx si vZ dinn TP pentru barbati,

din cazuriy Tunctiile i consiruite vor lua aceasis veloare mal des decd
atele. Functiile g nu jau valorile 6 ¢ 7 pe multimea Ms, ceea ce in-

seamna of oscorurile 8 7ocorcspund la diverse valori ale color tred
scale din TP

Scorvl 5, care denotd el preocupdri permanents pentor
slanificares activit i osnbiectil core lereuzd hine

S et o o Dexibiliteto
P oscala Px)
» futd de nor-
vaofan soo ol

‘

RS PTE indat {8

Mo

iele socicle, sdich nu L opoemlt o ova
medil sau mari la scala v2).

Concluzi! st sugoestii
Cercetarea intreprinsi sprijind ideea ¢i anumite instrumente peiho-

diggnostice pot céstiga in obicctivitate sl precizie prin trotarea lor intr-o
rianierd noud care sa depdseasca cadrul traditicenal psihometric,
Algoritmul de calcul descris are un caracter gereral, el parmite o
aprofundare a interpretirii calitative a probelor psilivlogice, aceentu)
fiind pus pe o evaluare determinista. Consideram ¢d tehnica de luers
prezentatd este utild psihologilor scolari, industriali ¢l clinicieni, atunci
cind el sunt preocupati de realizarea unui diagrostic psihologic de finete.
Tehnica prezentatd poate fi experimentati cu perechi de scale ale
unor chestionare de personalitate st alle probe psihologice consacrate,

BIBLIOGRAFIE

1. Administrator’s Manual for the 16 Personality Factors QQuestionnaire, Institute
for Personality and Ability Testing, 1986.

2 M. A Burnam, J W. Pennebaker, D. C. Glass, Time Consciousness,
Achievement Striving, and the Type-A coronary prone behavior pattern, Journa!
of Abnormal Psychology, 84, p. 76—79, 1975,

3.1 R Edwards, A J. Jr. Baglioni, C. L. Cooper, Examining Relation-
ships among Self-Report Measures of Type A Bcehavior Pattern: The Effects



ry METOQDA DE INVESTIGARE A LEGATURILOR DINTRE DOUIA SCALR

-3
~}

of Dimensionality, Measurement errors, and differences in Undertying Consg-
tructs, Journal of Applied Psychology. 75, p. 440—454, 1990,

.H. G. Gough, California Psychological Inventory administrator’s guide, Palo

Alto, CA: Consulting Psychologists Press, 1487,

.H. G. Gough, The California Psychological Inventory. In C. E. Watkins,

Ir., & V. L. Campbell (Eds.), Testing in counseling practice (p. 37—62), Hilsdale,
NJ: Lawrence Erlbaum Associates, 1990,

LF. Landy, H, Rastegary, J ¥F. Thaye C . Colvin, Time {'r-

agency: The Construct and ity Measurement, Journal of Applied Psychology, 76.

B, p. Gd4—657, 1991, —
KO R Murphy Ch O, Davidshofer, Psychological Testing: Principies

and Applications, Prentice Hall, Englewood Cliffs, NI, 1991,

.M. Pitariu, Scale de notare cu ancore comporiamentale pentru evaluarea in-

ginerilor din indusiria chimicd, Revista de Psihologic, 34, 1, p. 5766, 1388,

C M. Pitariu, Relatia dinlre ,criza de timp* ca dimensiune a tipului A de

comportament st unii factori de personalitate, Studia Univ. Babes-Rolyal, Psy-
chologin-Paedagogia, XXXVII, 12, . 53—61, 1992,

I Pitariu, M. Albu, I'nventarul Psihologic California: Prezenfare st rvezul-

tate ceperimentale, Revista de Psiholosie, 3. . 240--263, 1993,

ML Pitariu, FoOJ Landy., Some Personality Correlates of Tite Urgency,

Rev, Roum. de Psychelogle, 37, 1. p. 15—25, 1993,

.C Zahirnie, A Jula, C Cotor, Personaiitatea dabordatd matematic da

citre R B. Cattell. Metode de pre
narimental romdnesc, Editura Literg

-l

verare la calculator o datelor, U'n etalon ox-
Buzuresti, 1076,

jeectoriior
. Editura Dacia, ©

personalitate i oricniaroea
Wooea, 1990




STUDLA ENIV. BABES-BOLY AT, PSYCHOLOGIA-PAEDAGOGLA, XNXVIIL 1—2 1093

REPRESSION, DISSOCIATION AND SENSITIVITY TO
INCONSEQUENCE!

SOFIA NEMES CHIRICA

ABSTRACT. — 7This paper propeses a madel of the origin and per-
petuation of represive  discretness of cognitive  schemes. The model
" emphasizes the link between disspomation {(non-coordination)., and low
number of dimensions of o schema, and between this cogniiive
schema simpheity and  repression. Sensitivity  to the implication re-
lationships is used for testing the model. 417 subjects were surveyed

with the Schema Coordination @uostionaire — 5 Nemes Chiricd
Two oppusite seales, Flexibility fCoordination vs. Inconseguence corrc-
Lfed with — 67, Some individual differences evidenced by ANOVA

supperl thenretical sappositions,

1. The sensivity to inconscguence. As Piagei (1947) has demonstra-
ted, il & four or five years old chiid locking at how wo pour the water
frem a higher and narrower glass into a lower and wider one is ques-
tiened: “'Is there more, as much as, or less water now?” He svas: "There
is less.” I, after wo have pourad the waler back into the higher and
rarrower glass, we ask him: "Is there more, as much as, or less water
now? e savs: "There is more”

The child rigidly applies o particular rule:  always,  consistently,
wien the level of water is high, there is more water than when the level
is low. Rigidly, that is, without concerning the ,detail that the glass is
narrow in one case and wide in the other. The rule will become more
“malleable™ when tiie child comes o apply concomitantly another rulc:
mare water goes in a wide glass than in a narrow one. Each of two
ruoies is relative” or Uprobabilistic” to the other.

IT we renlace the sccond low and wide glass by one even wider,
and pour the water from the first, high and narrow glass into the widest
onc the child says that there is more water in the third glass because
is very big. In the same way the child estimates that there is less plas-
ticine when it has a ball form than when the plasticine takes the jorm
of a roll. I then, lengthen the roll, the child estimates that there s
loss plasticine now because the roll is very thin. The child not only
rigidly applies a certain particular rule, as we mentioned above, but he
rcnounces easily to use it. Thus, there is more water because the first
glass is higher, or because the third glass is the widest. Hence, he applies
a different rule in each case. Each time the rule is rigidly applied, without
any concern for details. The child appears also as inconsistent concer-
ning the rule application: there is more water in the third glass because

I The research was supported by The Central European University, Research
Support Scheme Foundation.
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it is very wide, but there is less water in the second than in the first
despite it is wider that the first glass. In facts, he has used a different
rule in each case.

The inconsistency does not occur when the child comes 1o con-
comitantly remember all attributes that may signify “much”: "high glass®,
“wide glass”, “long roll”, "big ball™; in other words, when he perceives
Bem oas instances of a dimension: "much”. When the child may remem-
e this dimension “as such™ or in a conceptual form, it will be the
cauilibrium noint between different instances of "much”. Tt is 1his con.
ceptnal dimension that makes the attributes of “higher”, "ionger”, “wi-
dor”cte. {rrelevant in themselves for "much” confers iheir relative, pro-
' istie value.

The "much™ conceptual dimension may be aroused by sy Bnstance

in iis tur may arouse each of the instances, even i1 thev ars not

nt in the situstion or are biurred by one of them. In this wav, (hat

» the arcusal of rutes topether, the rigid application o one of fhom,

cacleor the application of a different rule for earh cage, phe opparent

meonsisteney), vwere removed by the flexille oonlication o o more soe-
ral ruic

Therefore, lhe rigidity s the o
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rmation at a given moment.

cotegories, each of them caataining many
catagories at hand, one can process more info

in the same time the individual is less likelv to experience anwiet
il ke has catecorics under which to subeure his exuericoces than if
he does not. The cbjects, persons, situations or events judeed as being fa-
mitliar are the cone for which {he individual has relevart catesnrios
The positive cvaluation of the familiar can be noted earlyv in the child-
nood, in opposition to the fear of strange. The child, however, tolerates
the new and strange if it lies in the presence of the familiar. Based on
his old categories the child mav perceive the new as 2 wariation of the
otd, or mayv discover at least some parts of the new situstion as familiar,
Caonsequently he attempts to demonstrate that with some "not-very-im-
portant changes” unfamiliar is, in fact, familiar. "The positive evalua-
tion, of the old is the basis for curiosity motivation. That is, the child
explores in order to make the new into the old.” (Stotland and Canon,
1972, p. 116).

The categories prevent the information processing system from being
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overwhelmed by too many attention-demanding dimension. To have cuo-
tegories means to have availabilily for investigation of the new. White
calegories enable the individual to avuid being overwhelmed with in-
formation, they are. no Jess, a source of need for stimulation or o
source of being discounted with monotony.
The dimensions we attend to are determined by the categories we
use to uaderstand the werid, Having a mental category allows us 10
recognize corresponding dimensions In material and this process lead s
to sec consistency In ihe werld If new material does not a7l exactis
into a calogory, that ' date or aller the materiall €7
couree, fhe o nersions of concrote situs
a strategy orient
s, to male gense of our ih :
voarse inconsistency must be rooee
h other, must simultone o
e factors thar ooy ol
aroused tooell
mibsrmog
foachoma mav
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Meoasures  of  romorial anerssibRility used  in order o
validnte s Typothesis oy wore  psyehooeirie patlemns ef the
Weind for, alYg setve coniig sinple, Revressers prs bishly
dofensive individaals wihn roje hameeivas a3 low in anxiety, lndeed
p dvidaals retrived fewer negative emeoe-
tinnal memeries and took lorger to retrieve them than did nonrepressors.
{Davis, 1987, Davis and Schwartz, 1987).

Daoes the fact that negative emotioral memories were less likely to
come to repressors’ than nonrepressors' conscious awareness means that
the accessibility of a representation is directly linked to the intensity
cf the emotion associated to it in memoery? In other werds, arce the
repressors’ memories less intense than the nonrepressors’? It seems that
this isn’t the case. Davis and Schwartz, 1987 (apud Hansen et. al. 1972)
found that the intensity of emotion associated with memorics were appro-
ximately equivalent for repressers and nonrepressors.
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It was hypothesized that while the dominant associated emotions
may be more or less equivalent for repressors and nonrepressors, re-
pressive  inaccessibility could result from diminished intensity in the
nondominant emotions, (Hansen, Hansen und Schwartz 1892, Hansen and
Hansen, 1988). This may happen if the nondominant and dominant cmo-
tions associated with repressors memorial representations of emotional
stimuli are more discretely (or uncoordinated) represented than those
of nenrepressors. The results supported the hypothesis. Moreover, "be-
cause these effects were obtained on retrieved memories thev could
reflect operations at one or all of several stapes: a1 the time stimuli or
cvents were initiallv appraised, over time in long-term memory storage,
and at the time of retrieval.” (Hansen at. al. 1992). The repressive dis-
creetness effect was found at the time stimuli are appraised and encoded.
[ the experiments repressors saw less fear in happy faces, less anger
and fear in sad faces and less anger and sadness in fearfu) Taces, than
did rnownrepressors. Then, repressors appraised individual faces as more
discretely displaying dominani emotions and crowds of emotional faces
as more discretely composed of faces displaying the dominant emotion
than did nenrepressors, The nondeminant emotional stimuli was Ure-
pressed”.

4 Coordination/flexibility vs. inconsisiency — a model of the erigin
and nerpetuation of represtive diserectness. In the discussion of causes
¢f repressive discrectness. Hansen et. ab. (1992) suppose (acording to
Bonnanoe and Singer, 1990 the interdependence of discreie  stimulus
appraisal and discrete memorial representation. The threatening stimulus
activates an “avoidance schema” (Bonnaro and Sirser op. cit)) ihat re-
sults in encoding of a simpler represcntation of stimuius featurcs. This
simplified representations serve as the memeriz! context within which
stibsequently encountered emotional stimuli are appraised and encoded.

My model emphasies the link between dissociation / discreteness,
ithe reduced number of dimensions of a schema and repression.

a) Whether il is aplied to the erccding of encountered stimuli or
to other moemories a simplified representation (or schema) will sirip
them of the secondary details. In other words we can attended only to
those featurcs of stimuli that fit the dimensions of our representations,
cither exactly cor, at least with some not-verv-important changes.

b}y Because of the reduced number of features of these simplificd
representations we will be less disposed to investigate the new and
outgrow our schemes. Instead we will assimilate or alter rew stimuli,
in order to correspond to such a simplified (with few dimensions) schema.

¢} The reduced number of features means the schema is, in facl.
mcre isolated. uncoordinated or discrete than it can he within a2 more
cumplex cognitive struciure.

I suppose that the observation of reciprocal implications of various
statements could test the model.
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5. Method. €oordination vs. inconsistency; perception and judgment
of statements. {Schema Coordination Questionaire -— 8. Nemes Chirica).
55 statements were formulated concerning different topical areas of so-
cial cognition which can lead people in postcommunist societies to ex-

press either stereotyped judgments or argument scrutiny -~ based res-
ponse. Despite of its rather simple form of response — ,true"/, false”
evalution of each statement — the questionnaire allows the distinction

of the two response forms: stercotyped vs. argument scrutiny-based.

Thus, the statements were classified into four topics concerning
people’s social life, as following: chance equality vs. equalization in poor-
nes (ncted with E1, E2,, .. El1l); national - - disclosure vs. distrust in other
ethnic group (noted with N1, N2 .. N14); personal liberty vs. communa-
lization (noted with D1, D2,... DI15); and group-oriented tendency vs.
individual autonomy (noted with C1 (i.e. collectivism), C2,... C15).

One can note that the topics may be structured in our mind as the
interrelated conceptual dimensions of a cognitive schema {or as the inter-
related low order schemes subsumed by a high order one).

There are in each topic group (be it E, N, DD or C) staternents whose
responses imply certain responses of other statements, in the same
group as well as in other groups. In cognitive psychology terminology
there are common positions on dimensions Reciprocal implications of
the statements may be sensitized or noted in which case, consistency
will characterize the responses of one person., Or to the contrary, the
reciprocal implications may be ignored and inconsistency will be the
main feature of the responses of one individual.

Each statement response can be clessified as rigid or inflexible when
the true® or, false” evaluation of that statement ignores an implication
ol the judged issue. Those aspects are raised cither immediately by meun
of other statement in the same topic group or later in the following to-
pics, Thus, a response {opinion) is considered as rigid when it fails to
he a position on a conceptual dimension in the individual mind. That
is, it is nect tied (in one’s mind) to other aspects of the issue, which it
failed, then, to arouse or bring attention to. Instead, the rigid response
may represent an effect of, or a position on a defended (hidden) dimen-
sion. This dimension (or category) may be consciosly or unconsciously re-
pressed or impeded. Therefore, even because that dimension or category is
defended or hidden, the different staternent responses appeared to us
as inconsistent with another, rather than as various positions on dimen-
sions. The person itself will not be sensitive at, or react to that incon-
sistency either because the defended dimension i§ unconscious, or a
conceptual dimension was not structured at all in his or her mind con-
cerning one or another of those topics.

Each statement response was classified as ,,rigid” when the evalua-
tion True or False ignores at least one aspect because of which the res-
ponse cannot he count as one instance or attribute of: chance equality
but equalization, national-disclosure but distrust in other ethnic group,
and individual autonomy but group-oriented tendency. Although the
opposite responses to the items represent the instances or attributes of
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a Wflexible understanding ol the~chance equality, nalional-disclosure,
nersonal liberty and individual autonemy notions, by their coordination,
+ speeific Schema Coordination or Flexibilily Scale was caleulated. This
seule retains the items mostly expressing the common position on dimen-
siens, or, in another words, reciprocal inwlications of the four notiens.

Different from the schema-coordination or {lexibility seale, an Incon-
soquence Srale was calculated. The first category of scores counts, sim-
My, the pairs of items which contradicr one another. For examule, EI
I think an ideal state is one where absoluwiely sl people are cgually
sehoor poer: B2: An ddeal state is one where the paymoents are mori-
Lused. The second category of scores register the spparent inconsequerd
pattern of responses. Different from the inconsequences mientioned wbove,
which show that the responses of cach pair foailed to be the pesitions on
a cenceptual dimension or instances of o more goneralixed sehema, the
incensequence between first response and coenn of the ethn o orospomses
a0 o pattern reveals, in addition, the consegrence of those last with
Jetendod schema or category, Suchr o natters may be when o subjoent
cesnonse shows as  following:

<t

b True gnd F1: True {sce above wi PR TORD01SeS ared
173 (LA Toroty oy sh fomake Yoo myach woniy

Groirrespoctive of nat

Torciviors in onferpro-

eoTawn
neorial aciionst.
¥10: True (LA young »
salary with an oldor eolenpuo cver 3
experi than the older ono)

LG: True (. The peonle shoub] o contont woith lower s
laries beecause a1 of thenr can have a fob™),

o shoeld not roccive an eaeed

fe oo che g

The more responses contradict the ¥72 True response. the more pro-
boble is that .merit-based payment is simply a stiribute o
slogan rather than n generalization hosed on Inr {nastances',

Resuits. A significant negative corelation {—.87) has beon found be-
ween the schema coordination or flexibilily and lnconsecuence scales. A
fiexible understanding of: chance equality, national disclosure, personal
Hierty and individual autonomy, by their coordination is oppesed to the
ihconsquent patterns of response. The inconsquence appears when the res-
ponse Tails to be a position on a conceptual dimension in one's mind.
That is, it is not tied to other pcsitions (aspects) of the issue. Therefore
fhey cannot be aroused together and the individual cannot be sensitive
ro their inconsistency. Also, the apparent inconsequent responces may
be positions consequent with a dimension consciously or unconsciously
defended (hidden).

There are significant individual differencs. Table 1 reports the sco-
res derived by averaging the scales' results for cach group. A one -
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Table 1
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vay analysis of variance {ANOVA) showed significant values of F (Fisher
-—Snedecor) coefficient?, : :

The young people (26—37 years old) were found to be less hiased
for stereo-typed judgments and more biased to be sensitive to reeipro-
cal implications (or coordination) of their judgments than the other peo-
ple. The same bias for the reciprocal implications of their thoughts the
intelectuals manifest more than lower forms professional and the towns-
men than villagers.

REFERENCES

i.Hansen C. H, Hansen R. D.. Shantz D. W, (1482) Repression at encoding.
Discrete Appraisols of Emotional Stimuli. ,Journal of Personality and Social Psy-
chology, 63,6, 1026—1035.

2. Miller, G. A, (1956) The magical number seven, plus or minus fwo: some li-
mits in our capacity fer processing information. ,Psychological Review™, 63: $1—u7.
3. Piaget, J. (1947) La psychologie de Pinteligence, Armand Colin. Paris.

4. Stotland, E, Canon, L. K. {1972) Social Psychology. A cognitive approach

W. B. Saunders Company.

2 The data processing was made on computer by Puiu Stadnic,



STUDIA UNIV, BABCS-DOLYATL PSYZTHOI OO VPARDAGOGT A, XXXVIIL -2 1993

STATUS SOCIOMETRIC SI TRASATURI DE PERSONALITATE IN
GRUPUL DE FLEVI

MARIUCS FLOREA

ABSTRACT. Sociometrical Status and Personality Traits in Popils
Group. Qur rescarch on pupils belonging to the same group deals with
the relationships between the high and, respectively, the law socio-
metrical status of the pupils and the traits of perscnality investigated
through the means of the Californiu Psychological Inventory., We have
tried teo make clear the following issue: whether there is any connoce-
tion between the pupils choice and, respectively, their refusal in appre-
ciating one another and the characteristics of their personality.

The connection that we have been thinking of is that the process
of determining the choice has to be directed by the traits of personality

The rosults emphasize the fact that there is a correlation between
some  distinctive traits and the level of sociometrical status of the
individuals. Nevertheless, thoere are cuses when the individuals traits
of personality do not justify their choice and. respectively, thelr refu-
sal by the members of the group.

I. Problema, Simpatia, respectiv antipatia sau ostilitatea fatd de altii,
sentimentele pe care le gvem faté de acesiia apartin celor mal importante
momente ale vietid soclale si personule. Fapiul i cineva este jubit <i
apreciat de cel din jur poate avea un rol foarte mare in starea generala
a individului si pentru oricine este imporiant sa aiba prieteni. Studii
efectuate asUpra persoanelor care au trdait voluntar sau inveluntar lungi
perioade de timp izolati - calugidri, pustnici, prizonieri de razboi, nau-
fragiati etc. - au indicat aparitia unui numdér de tulburari psiho-com-
portamentale majore. Gama acesiora cste foarte largd, mergind de la
apatie pina la simptome de schizofrenie, Prin urmare, , protectia sociabi-
ltaiid” conslituie fara indoiald cauza si-n acelasi timp efectul atractiei
intre fiintele umane (3. P. Leyens, 1979},

Ficind parte dintr-un colectiv, ficcare individ manifestd fati de
ceilalti amumite sentimente si atitudini, comportamente de apropiere sau
evitare conturdndu-s» astfel o retea de simpatii, antipatii si raporturi de
indiferenti care, odaid cristalizate, exercita o influentd insemnati asupra
victii colective (1. Radu, 1977).

Din perspectiva psihologiei sociale contemporane, relatiile interper-
sonale ne apar ca fiind un gen specific de legaturi psihosociale, vii, ne-
mijlocite, care reflectdd cel mai adesca in forme predominant afectiv-emo-
ticnale, aspectele particulare ale vietii sociale. In aceclasi timp, cle unesc
indivizii intre ei in cadrul societitii. formand mecanismele intime ale
ccesteia. ,,Noi — spune psihologul francez J. Maisonneuve - suntem
condusi spre a defini prietenia ca o relatie afectivd cu caracier intim,
sclectiv si reciproc intre doud persoane' (1966, p. 42).

Studiul din diverse perspective, cu diferite tehnici si sisteme con-



88 M. FLOREA

cepiuale a dat nasterc la numeroase teorii dublate de cercotiri experi-
mentale prin care s-a incercat fundamentarea propozitiilor ¢ valoare
de concluzie propuse asupra relatiilor interpersonale preferentiale (F.
Berscheid, 1983),

Dintre studiile experimentale, unele 81 concentreazd atentia asup:a
relatiel dintre trasaturile de ordin demografic, (u‘turai sau socio-econo-
mic sl alegerea preferentiald; altele urimirese sie '
ire proximitatea fizico-spatiald <1 atrsclic il?fﬁ‘!‘pC““‘Jﬂd‘.:l. inotezn do
Tiind aceea a relatiei inverse: cu ¢t este mal mice distanta fizic
gol indivizi cu atdt creste atractia dintre el Cercetir! interesants au
cfectuate in legiturd cu trisdturile de personalitate. Ele au aritat
5E J‘ie de tré‘;éturi e somablllmtm ptumsmul tolﬂzanta S coz‘-

D

»-w-,ntc \1_\ C\t r> on _
sociomeatria nu
Stadiul fact

caeficient de

sradiud
ceniretzid sientia asun
‘ 1 ogi trasiioriie do persenulitate, pa
viatrie gl jndividulul in grup, pe de g0 oorto.

Pentru a cerceta aspectele moenticnate, am in frov.)l‘i:w G
ciometrica al cfired cadru a fost c\{mx de ¢ clasd o
Liceul ,,Gh. Sinecait din Chuj-Napoca, lotul de s.;bm(,u Tasuménd
mdir de 27 elevi. In acest scop am aplicat Intregului grup de elevi un
chestionar sociometric; ideea carc a stat la baza constituirii i vizind
retiefarea structurilor socic-aflective la nivelul clasei de elevi.
dintre subiectii testati a rdspuns in cadrul anchetei Ia un numir de 7
Intrebirt, structurate pe urmétoarele criterii:

® prietenie;

® splicitudine;

e prestigiul personalitdfil obicctivat extraclasa;

L 2

[ ]

v (a

fortd dinamizatoare;
conducere/aptitudini de conducitor social.
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Dacil primele doua eriterli sunt prin excelentd criterii socio-afective,
altimele trei sunt intr-o masura mai pronuntata de naturad formala, func-
tionala.

In urma prelucririi datelor, pe haza scorurilor obtinute la chestio-
naral seciometric, am selectionat un grup de studiu mai restrans (14 su-
bicott): col indicali ca fiind | ceniril de afinitate (status superior) si
i de respingere” (status inferior).

Puntru cercetarca legdturil dintre statulul sociometric si reusita sco-
©oor fost culese informatil suplimentare priving performanta scelard
i de flecare subiect. De asemenca, pentru a completa informatia
¢t daie de ordin poihologie sb peniru a cercety relatia dintre trasiturile
de personalitate ale subicetilor st statulwl lor soclometrie, la nivelul lo-
il seleciionat a fost administrat un test de personalitate — Inventaru!
Poihiotegie California (C.P.10 elaberas de Tlarrison G. Gough (1957). Acest
1 psthometrie ne ofera date referitonre lu comportamentele interperso-
nele sioamteraciiunile soviale codidiene, Turnizdnd informatiile necesare
niru flecare subiect investigat (H

tarinn si 1 Hohn, 1980).
THL Analica si interpreteres datelor, Do baza datelor consemnate pu-
cfectun o analizd o fecomenului preferential la nivelul gropului-
i : cle aspece
A covelatll interoriterinie < optiosd aviolopive o eadeal orurels ] stus
SHRES
®oearefatin

RS Eah?

1At

Stadiul alractied interpersonale sub aspectul corelatiei dintre
obtinuwte de fiecsre subicot Ia cele einel criterit ale chestio-
ciomoetric pormite reliofares posibilelor diferente intre determi-
Har de prictenie si determinantil sdegcerilor exprimate in cozn)

ceterlnd pondng fiecare pereche de oriterid coe-
chiindndiu-se vrmiioarele valori:
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Se observa ca in cazul criteritlor socio-afective iprictenie, solicitu-
dine) existd o corelatie puternic semnificativa, ceea co inseamna o Intre
alegerile exprimate la cele doud criterii exista o strinsa interdependenti
De asemenea, luind in discutie situatia de la eriteriile de ordin fundt
nal (prestigiu, forta dinamizaioare si conducere) constatam oi sl la ares-
tea valoarea coeficientului de corelatie este ridicsta. Ca alie cuvinte, T
fiecare dintre cele doud grupe de criterii luate sepuarat rezultatele obti-
ivite sunt omogene,

Dacd analizam insd corciatia imnire cele doud grupe de criterii obser-
vam ¢d aceasta oste nesemnifiontivd sau 1a Hmita haezardului, Asa, de
pildd, daca analizam relatia dinvre rezultatele b eriteriul 2 (solicins v
si cele de la criteriul 3 (prestighu) constatam ¢d oo dows it ;
coreleaza intre ele (20). Situatia este asemanitoare st in cazul corelzliol
dintre criteriul 2 si 4 (fortd dinamizateare), valenr.a cocliciensulug e
corelatic filnd  de (18,

Prin urmare, dacd analizium rezuliziele obtinure oo grape de oritori
avestea coreleazd intre ele, dar daca comparam criteriile socie-uleetive
it cele functionale observam «a ele sunt independents, fapr detoral di-
ferentei care existd intre determinantii legiturilor de prictenic si de-
semnarea unul for de conducere la nivelul grupulul de elevi,

Rezirmand, putem afirma cd motivele care stan 1o baza alegern
prictenuiud sunt diferite si independenie de cele care imvrv_in :1t!mn-1
coondose are i vedere desemnaren ghel persoune care siocoardonoss dos
[asurarea uncl actiimi, §4 reprezinte si si apore interesele grupulud dJin
care face parte, cele doud calitati (pricten ldery reclamand atribute di-
forite,

Din motivatiile aduse de luu T rdspunsurile date la chessionarud
seeiometric s vizualizate in Fig, 1 51 2 se pot evidentia vatorile, optinnile
axiologice promovate de grup.

Asifel, col mai dos invovate ca determinanti ai alegerilor upar: ge-
perozitatea, sociabilitatea si afectiunen, sinceritaten, lirca deschist, nreo-
cupirile comune, Increderca s.a. Acolescendi privese prietenia oo pe o
institutie de inaltd moralitate, culitdtd oo sunt cele mentlonmate fiind
pnt("'ni(‘ valorizate in sénul grupuiul, pe fundamentul lor inchesandu-se

srivtoniile trainice, stabile.

In ceea ce priveste situatia opusi — de rcspmqem — din motivatiile
date de subiecti se desprind ca trasituri sespinse Jde grup: supraspreci-
erea, egoismul, minciuna, intoteranta si lipsa de afectune, nesociabilitatea,
lipsa de colegialitate s.a

De asemenea, din analiza motivatiilor in temeiul ofrora s-au Tacut
alegerile la cele cincl eriterii, remarcam ¢ data in plus ¢ acestea diferd.
Daca la criterille socio-afective motivatiile alegerilor versus rospingeri-
lor sunt preponderent de natura alectiv-emotionald, alegerea lu criteriile
functionale s-a efectuat datorita caracteristicilor pe care le posodd unii
lor colectivului datoritd interactiunii cotidience. Acest fapt confirma ipo-
teza interactionistd conform cireia contactul zilnic si de duratd facili-
teazd stabilirea legiturilor interpersonale (Secord si Backman, 1972).
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HIL 2. Asa cum am ardtat, studinl veperturilor proferentiale cuprinde
numeroase aspecte. Unul dintre acestea este cel al relaticl dintre status-ul
suciomeliric st performanta scelara,

Ipoteza unei relatii intre alegerile preferentiale siorezultatele scelarc
se Intemeiaza pe dideea ca, intrucis alegerile preferentiale presumin sl
wi aspect valoric pe lingd col spenzan-afectiv, atunch intr-un grup oum
este el al clased de elevi, unul din sensarile ordenari preferentiale poate
sii concorde cu lerarhia elevilor dupd rivelul performante scolare. Altfel
spus, orientarca preferintelor din grupul-clasd poate fi determinatd in
mdsurd mai omare sau mai mich de valorizarea reciproct n functie de
rezaltatele seolare. Aceasta dowiede Lo nlvele] individual de o sisien
de velori personale far 1o nivelul gropulod do atitodinits '
vitor fatd de Invataturi

Pe de altda parte, in co privesie sceultarcle seolore so
mvatares  adecvatd depinde de acceprirea emotionatd g { .
carc in randul ei este conditionan de mlarea soviuld a copiblul v
grop. Astfel, s-a acreditat fdoca o0 olevii siabi din olasd o invatdlurs
sunt slaki siom privinta satisfocerii rolatitior cu altil, rezaltate scolure
sedmte gdsinditee malb ales la cof ce o gont rolati <ae respingt (R Cri-
Citreseu, 1071y

Deci, reusita seolard se poate oxtinde asupra relatiilor socie-

SR FCN

dint elusd, far acestea din urimd inflieniea=i anol sveeesul sain ese

ey
ATV

Coteulad) Lo sdvelu! gropulod soandiay, coeficientul do coreln
prtee remitantele ohbtinuwle de olewd 1o fiee
noepitel seolnro s-a abinnt nrmdttoarole vl

Coertterin sionivelud

-‘_____ T T - T R T
—
—
—— o ) _
T Cociiciental Jde ocorelatic
Uriteriul
Prictenie 04
Solcitndine ag
Prestigin Ak
Forti dinamizatoare Il
Conducers R

.0l

fard asterix nescrnnificaiy

Analiza acestora relevi:

@) Scorurile obtinute de subicetl la primele doud criterii, de naturd
secio-afectiva, nu corelazd cu nivelul performantei scolare, numarul de
alegeri Intrunite de subiceti fiind independent de rezuliatele la inviti-
HES S

b) Spre deosebire de eriteriile  socio-afective, in cazul  criteriulad
trei - - prestigiu obiectivat extraclasi - se observil i rezultaiele ob-
tinute coreleazi pozitiv cu performanta scalard;
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Tow

¢} La criteriile patru si cinei corelatia ¢u performunta scolard este de
asemenca nesemnificativi,

Prin urmare, siudiul seciometric al clasel de elevi relevia o complexva
structird socio-afectivil eare se afld In anumite raporturi cu rezuliatele
oinvitaur® ale elevilor. In tim ce Intre scorurile realizale la criteriul
irel siorezultatele scolure exista o corelatio pozitiva semnificativd, Inire
cypansivimtea afectivi ¢ aceste rezullate nu se manifestd vreo legalurd
directs, alegerea rrivienului {iind indenyendenta doe rezultatele seolore
o,

Asifol se poute trage concluzia ¢ la nivelul grupulud de elevi st
cilat, resntetele lo invatiiurd consiliuis o cauza a orientarii oplis
preferevtinde inocazal o care aveny de-a face cu criterii functionale, care

vizoesd desemparea unui for de condue-re pentru indeplinirea anet anve-
mite activnt inocazul ajegerilor de prictenie situatia se inverseezd, oole
:’m:ﬁ Vi ‘?3’13\\ — stegerca prictonnluy s rezuiatele scolare - fied e
dependento
I ‘t’.i‘. P tinia i‘;:\«'cstiwm?lu" asupra strocturii sociometrics o g -
nulul s e clectuate asubrg rolatiei dintre iras:
N i 1111'»:5,;0'"5(:5!;1:;1.
;;S (1 M efectveazda un stadiu clasic printre  feleie
ind sa stabileased  irasaturiie coroc-
doeeior :‘I'R'dinﬁ;o. mneercand s faenl

prorsonalitate s statutel «

.h,fw LJUS &1

Patie intre ricotirite d

P
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Tazio Toocars S-1 outa
1

1.110 s st

ar este sfuurd

Usna® nonet de vedere este cel polrivit cdrmida oamenit st indreant
proferinta spre acele perscanc care au caracteristicd, trasaturi de perser -
Hate pe care grupul de aparenentd le considerd ca fiind dezirabile.

D¢ asemenca, o tendintd generalil esio aceea ©d oamenii i ales
ol enre se aseamand lors Analizand rezuliatele furnizate de eiren 40 de
studil, . Richardson (193%) ajunge 1a concluzia cd priclenii  proezinid
trasaturi e personalitate aseméanatoare, Studii ultericure  efectuuice Ao
Secord si Qackman (1963, 1964) si Thorp (1963) au ajuns la acecash cur-
ciuzie {Apud, Secard si H;—wkm:.u;, lS)?Z}.

Dimpotriva, studiile intrenrinse referitor la alegerea  perechi  de
monstreazd ¢ mat degrabd se iveste atractia intre personalitati difecite
51 'salt complementare,

Aceosta duce la coneluzia ¢ atat aseminarcea cat si complements
fatea In cova ce priveste trasiturile de personalifate pot uvea drom
rezultat  alractia interpersonala,

Tn asemeneca analize de descoperire o corelatiilor, in multe  cazuri
cete grewr siose stabileased dacd trasiturile de caracter ale individulud
av determiinat alegorea lui, sau in urma alegerii s-au observat aceste
rasaturi. Astfel, membrii grupului observa trasaturi negative ia per-
soanele rar alese st deseriu in termeni pozitivi pe cel preferati <Jde ma-
joritate. Cu alte cuvinte, este posibil ca alegerea sd file rezultatul maisyrii
in care persoana preforata pesedd aceste frasdturi, dar se poule cu loomal
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prin statutul de ales sd 1 se atribuie trdsaturi pe care in realitate nu le
are.

Cercetarea efectuatd asupra clasci de elevi a vizat si analiza relatiei
dintre statutul sociometric inalt, respectiv scazut al indivizilor si tri-
siturile de personalitate  investigate cu ajutorul inventarului de per-
sonalitate California. Din ansambiul lotului cercetat am sclectionat un
numar de 14 subiecti (cazurile remarcabile) cautand sd identificam daui
intre alegerea respectlv respingerea lor si trasiturile de personalitate pe
care le posedd existd vreo legdturd, in sensul determinirii alegerii de
vaire trasiturile de personalitate.

Pentru aceasta am analizat sub forma studiului de caz fiecare din
stbiectii lotulut selectionat atat din punctul de vedere al rezultatelor la
chestionarul sociometric cit si al profilului de personalitate rezultat in
urma aplicarii inventarului de personatiiate.

Dintre acestea prezentam, pentru ilustrarea problemel, cateva din
cazurile cercetate:

Sy C.R.: Insumeazi un numir de 11 alegeri si 2 rospingeri: alege si
este ales de Si: B.H,, respinge si este respins de Sy C.A. (Fig. 3).

Prin rezultatele obtinute la chestionaru! sociometric C.R. se deta-
seirzd ca ,pol al alegerilor” in special la criteriile 3, 4 si D - prestigiu,
ferta dinamizatoare, conducerg/aptitudini de organizator. Elevil il aleg
pe CR. pentru ¢d: este sincer, are putere de convingere i cste un om

—— e Respingere

e Alegete

Pig. 3 Sociograma solari jndividuala,
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botirat®, .pentru prestanta, curajul st demnitatea sa®, ,cste infeligent
si descopera o sclutic in orice situatie™, ,este deschis, stie sa se fuca
simpatle™, \wste generos si saritor' ete.

[n urma prelucrarii scorurilor obtinute la inventarul de personalitate
a rezultat urmatorud profil de personalitate: este o fire dominanta, sigur
de sine st independent, cu potential de conducere si initiativa. Ambitios,
vit seop personal siointerese largl: soclabil, exiravertit, cu temperament
varticipativ,  reconfortant si user acceptat de cei din jur. Eficient, cu
gandire clard, cu abilitate intelectuuld si capacitaie de rationament su-
nerior, acordiand o mare valoare problemelor cognitive si intelectunle.
Doschis, lipsis de prejudecati, tolerant, 1i acceptd pe ceilalil asa cum
sunt; flexibil in gandire si comportament. Responsabil si capabil de auto-
disciplinare, se adapteazd usor la situatii sociale inedite si nefamilivre;
centrat i parte pe lumen nterpersonald sioin parte pe aderenta ia
BLIm. , :

Comparand acest profil de personalitate cu scala valorilor pozitive
promovate de grup se observd corespondenta dintre acestea ceea te ne
indica faptul ¢a alegeren lui CR. se datoreazd si trasitorilor de perse-
nrditace pe care acesta le prezintd.

La polul opus se situeaza Sa 8.1 cu un status sociometric scazut,
sumand un rumar de 12 respingeri din partea colegilor de clasa de-
tesindi-se prin aveasta ca ool al respingeriler (Fig. 4),

— —w Respingere

et~ Alegere
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Aceasta datoritd caracterului si temperamentuiui tui, fiind o fire in-
wrovertitd, deloc sociabil, cu slabe contacte socizle =i neintegrat in co-
toctivul clasei. Citdm cAteva din motivatiile i baza cdrora colegii 1
resning: este o fire foarte greu de abordat, un om foarte dificil™, e
mini indepdrtat de ceilalti colegi®, ,este un om inchis si indiferent, Lesle
o uoersoand care isi da aere, i se pare ¢ este superior poua”, onu-l in-
cereseard problemele altuia®

Profil de personalitate: este o fire agroesiva, robel s recnichirant, on
avers: de autoritate deplasam Nf‘qociahil si neinerezator in interactiuni
soriale, pasiv st indiferent in a‘ntudlm, cu perspeciva sl intercse in-
oste. Intelerant, cu o capacitate empaticd siointultic !)53'1\)1() wa reduse,
ircapalil sa ing GIL‘ 1g4 %Cntm}enlc;e altera, Imafur, rdaotécios ogmalic,
necontrolat in comportamen:, roee §i d"'f'* Coinor lo cu alfii; ego-
coniric sl oprea miin impljcat in trepuingel. ¢i forintele aliorn Cu oo
chctent  intelectuald sub medie, cu ggdr.duv stereotipd, superficial st
dezordonat. Are o orienfare centralid po de-o parie pe lumea moni-
fostao s pe de altd parte pe cea personald oo, opusd relevari of sau
vilorilor traditionale.

Observim st de aceastd dald corespondenta rrlaliy mare dintre va-
do, atitudinils sanctonste oo 4 DA :
irocnuza, fapt ocu

st ie egie cet e
wrebite (¢ cslewiat po .
chbinute o diferite sedrt dle fnveoooon
dizate 1a eriertile chestionuridul sl
Astfel, Intre agresivitate tendinia do deminore, ca B
spniaditate, sioscorurile obtinute do sub "t_.i h el oerdd
dngere) valoarea cooficientidu;
feaIMnd ol persoancle agrosive, o 4 h. s egeesiva sint, de obleed,
e peflind preferate co prictey. Situastin oste simibard <b in cazn!
»oeviniul doi (solicivudine) coelicien 1~ revilatio Bind b B0 (o =000,
Pe de altd parte, dacd luim respensabilitten ca trasatvedt de per
annaditate s rezullaiele 1a criterind cing (conducered, valoares coofivien-
it de corelatie este de 0D (2 € .00, De asemenen, valori ridicate ale
vocficientulul de corelagie intilnim si intre Tlexibilitate si rezultatele la
cviteriu tred, patruosioeine {prestigiug fortd dinamizatoare si conducere)
A0 55 51 67 (p € .00). Accasta ne conduce la concluzia ¢fi per-
raele responsahile, mature  si aminlc\ de aitodisciplinars, care dau
devadd de flexibilitate in gindire si compor amens adaptindu-se usor la
iatit noi si nefamiliare sunt preferate de membrii grupulul atuncd
indd se are in vedere desemnarca unel persoane reprezentative, a unui
de conducere care si coordoncze activititile gripului si s&a apere
vresele acestuia.
Valori ridicate ale coelicientului de corelatic s-an mai gdasit intre
muitie psihologicd si alegerile de prietenic (O8); rapacitate empaticd si
prestigiu (99) precum si intre ambitie st prestigiu (58),
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Prin urmare, trasaturi de personalitate cum suni: agresivitatea, ten-
dinta de dominare, responsabilitatea, flexibilitatea, intuitia psihologica,
capacitatea empaticd coreleazd cu statutul sociometric inalt, respectiv
scazut al indivizilor si corespund wvaleorilor pozitive/negative promovate
de grup.

Intrucat, in ansamblu, numdarul corelatiilor si diferentelor semnifi-
cative nu este prea mare, inseamnd cd stabilirea relatiilor preferentiale
este determinati si de alti factori care pot actiona divergent faid de
tendinta medie aratata.

Inventarierea acestor factori, precmm si cunoasterea ponderii ior
cantitative, ar contribui la o mai bunid intelegere a structurii psiho-so-
ciale in clasa de elevi, la modul de institmire a relatiilor preferentiale
in grup.

BIBLIOGRATFIE

1. Bastin, G., Les technigues sociométriques, P.UF. Paris, 1961.
.Berscheid, E., Interpersonal Attraction, in "Handbook of Social Psychology™.
vpl. II, "Special Fields and Applications”, Lindzey, @&. & Aronson, E. (edit),
Random House, New York, 1985.
3. Craciunescu, R, Relatiile preferentiale tn clasa de clevi §i rezullatele sco-
lare, in Revista de pedagogie", nr. 3/1971.
. Leyens, I. P., Psychologie sociale, Ed. Pierrc Mardaga, Liege, 1979
.Maisonneuve J. Psycho-sociologie des affinités, P.ULF., Paris, 1966.
. Pitariu, H. 5t Hohn, H, Investignreq personalitdtii cu ajutorul nventaru-
lut Psihologic California (C.P.1.), in ,Revista de psihologie*, nr. 4/1980.
7. Radu, 1., Psihologic sociald (Lectii), Universitatea ,Babes-Bolyai®, Cluj-Na-
poca, 1977,

8 Radu, I, Introducere in psithologia experimentaid si statisticd, Ed, Didactica si
Pedagogicd, Bucuresti, 1987,

9 Secord, P. F. & Backman, G. W, Szocial Pszichologia, Kosuth Konyvkiado.
Budapest, 1972 (trad. din 1b. engl.).

S+

(S0

7 — Dsyehalogia-Pacdagegia 1071003



SiUDIA UNLV. BABES-BOLYAT PSYCHOLOGTA-PAEDAGOGIA, XXXVIIL, {—2, 1943

REMARKS ON TEACHING PHILOSOPHY

IONUT 18AC

ABSTRACT. Teaching Philosophy: What Does It Supposed toc Mean? #
We are concerned in lines beneath ahout some most important pro-
blems laying on teaching philosophy: the philosophical handbock and
the influence of ideology in education, We wish to stress the duties
of education confronted with social heeds, particularly in our country.

We wish to face here some misunderstandings laying on philosophy.
These are more embarrasing for school-staff and those who are wor-
king professionally on philosophy and social sciences, the more they
are wide-spread. There are many misjudgements and false ideas about
teaching and learning philosophy, as well as its place in school-curri-
culum.

First of all, the possibility to identify philosophy with a certain
*hilosophical handbook must be pointed out, The handbook-content con-
sists of some general principles and ideas ,cut out”* from a wide range
oi theories and systems. The authors frequently have a hard task to
fulfill: to select what is valuable from a whole field or domain. If in
weicnce one can help the situation being informed and clarified on
veil-known paradigms embeoding different historical periods, then wri-
ting philosophical treaties or a handbook is much more difficult  to
make-up, Here is to be faced an insolite situation: philosophy is its
¢wn history in a greater extent than science ({including completely
more than 2500 years of wisdom and reflecticns}.

In instruction (i.e. teaching and learning) science does not compul-
sory resume its historical development. Philosophy didn’t provide such
methodological constraints as to determine deeply a handbook-manner
writing. There are both important the authors who wrote tenth of
volumes (Kant or Hegel) and those who were mentioned briefly (He-
raclitus or Parmenides). Opposite to science, in philosophy the ques-
tions are far important than the replies. Even much more, these are
not one-answered questions, For example, a first degree equation has
the general form ax+b=0 and, by known rules and algorithms it could
be solved accurate (x b/a). But a question like: "What is the Man?",
can't get a simple reply.

In conclusion, philosophy can’t be reduced to a certain handbook,
even there is a didacticist tendency in it. The pupil inevitably under-
stands that philosophy is that of met during the lessons (and, in a
certain degree, of course it is). But the teacher should have this in mind
and draw the altention of pupils towards original texts, If the pupil is
not well-informed and persuaded, he will probably remain with unfa-
vourable impressions and he will abandon the study of philosophical
works. A deliberated refuse will bring the same situation, described
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aiready by Aristotle: another kind of philosophy, most probably of a
poor quality.

Then, philosophy is something different from ideology because it
has an irreductible specificity (i.e. the result of a systematical reflective
activity, focused on existence as totality, culture and civilisation — all
the spiritual activities of mankind). Assimilating philosophy with a
certain ideology means a distortion of its own spirit in order to serve
foreign tasks and interests.

Obviously, we can recognize in whole hnstory various kinds of politi-
cal ideas and social theories entitled to claim philosophical issues. But
these situations are not alike others, when philosophy was forced to
justify dictatorial systems and doctrines.

The study of totalitarisms, of their beginning, becoming and ending
shows that, In spite of some conjectures and enforcements, philosophy
was able to keep its dignity {acing them. Teaching philosophy doesn’t
mean exercising merely speculations but — among a lot of other pur-
poses — studying and analysing ideclogies as expressions of social groups
interests. A real philosophical consclence — so be that of a teacher or
professor — can stop the dissolution of philosophy into ideological
purposes.

Therefore, no ideology could really opress forever philosophy, neit-
lier in research, nor in colleges or universities. Even in the East of
Europe, during last decades, the totalitarism didn't succeed to eliminate
completely free thinking. And that is duc, among others, to those tea-
chers and professors who refused to promote dogmas and reality mis-
tification in front of young generation. From now on, the democracy
is called to redempt the capacity of thinking and choosing from various
alternatives, It is the possibility of a free-ideology education, without
"truth holders”, an education more and more adequated to pupils’ as-
pirations and desires,
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PARTICULARITES METHODOLOGIQUES DE L’ENSEIGNEMENT
DU VOLLEY-BALL CHEZ LES ENFANTS

AUGUSTIN POENARU

ABSTRACT. — Methodological Peculiarities for the Teaching of Vo-
leyball to the Children. The study presents a synthesis of the main
peculiarities for the teaching-learning wvolyball to all levels in class
and in sports school clubs.

Le volley-ball, 4 coté des autres jeux sportifs et des autres sports,
occupe une place importante dans notre systéme d'¢ducation physique
et de sports, par sa valeur pratique, hygiénique et éducative, en parti-
cipant, lui aussi, au processus complexe de I"éducation multilatérale des
jetnes.

Les exitences toujours croissantes de la pratique du volley sur le
plan mondial s'imposent comme une nécessité objective qui doit éire
intégrée au contexte général de l'éducation physique et des sports, vu
que le potentiel sportif est expression directe du potentiel psychigue
et physique, et le sport de performance, un indice de la formation mul-
tilatérale des jeunes.

L’abaissement de P'dge de préparation sportive dans le domaine du
volley jusqu’a 8—9 ans et sa continuation pendant 4—=8 ans et davan-
tage, trouve sa justification dans Pobtentation d’une préparation physi-
que générale — multilatérale et spécifique sur laquelle puisse se greffer,
d'un cite, une spécialisation, d’autre cote, la préservation d'une activite
sportive prolongée avec de hautes performances durables, dans le but
de 'accroissement du nombre des enfants qui vont pratiquer le volley
de performance. '

A partir des observations pratiques de préparation des enfants dans
le domaine du volley et des données fournies par la littérature de spé-
cialité, de méme que de notre expérience personnelle, nous estimons
que les particularités les plus importantes de ’enseignement-appren-
tiszage du volley chez les enfants, a Pécole et dans les clubs sportifs
sont les suivantes:

Durant tous les ans de préparation des enfants pour le volley, on
poursuivra un développement physique harmonieux {(général et multi-
latéral) et spécifique, de méme que l'apprentissage correct et de certai-
nes actions individuelles et collectives d’attagque et de défense, de méme
que de certaines actions corrélatives, avec des régles simplifiées, en
pcursuivant l'enrichissement de la préparation des enfants et, 4 la fois,
I'accroissement de exigence en constance et efficacité sous l'aspect de
Texecution de celles-ci.

Au cours des classes dentrainement on fixera des devoirs & appren-
dre (initiation, fixation) et A& consolider, voire a perfectionner, et on va
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¢tablir également certaines normes de conirdle périodigue, dans le but
de vérifier le degré d'assimilation de différentes’ actions technico-tac-
tiques acquises durant les differentes etapes de la préparation.

Le jeux au ballon par-dessus le filet doit étre introduit dés la
premiére classe d’entrainement chez les enfants, parce que ce sont eux
qui ,le demandent”, mais il faut tenir compte de leurs particularités
technico-tactiques, physiques ct psychiques, pour que les régles du jeu
soient accessibles a leurs possibilités, tout en admettant des dérogations
au réglement du jeu telles que: le ballon retenu, double, frappé 4—5
fois dans le terrain propre, etc., tout cela dans le but de maintenir la
continuité du jeu.

Durant les entrainements, la préparation ne doit pas se faire indi-
viduellement, sur des postes et des couples comme dans les €quipes
d'avanceés, vu gu'on poursuit, particulierement, acquisition correcte de
différentes actions tactiques, avant comme objectif la formation de
joucurs complets qui, durant toute la périoede de leur préparation dans
le domaine du volley, puissent accroitre le rendement dans les deux
phases du jeu, dans les actions offensives el dans les actions défensives.

Au fur et & mesure que le niveau des connaissances des enfants
s'enrichit, il est indiqué de ne plus admettre des dérogations aux reég-
fes du jeu, de nasser av jeu réglementaire, dars le but de ne pas ha-
bilter Tos enfants, & executer fawvivement lies actions du jeu ce gui ul-
térieuremont serali plus difficlie 4 corviger qu' 4 anpreadre dans ia
phase initiale

Il faut soulizner Uimporiance du caractére de jeu ot d'érmulation,
de concurrence, gue nous devons imprimer a toute la préparation des
enfants, parce que 'expérience nous monire que l'apprentissage des
actions tactiques individuelles et cellectives d’attague ei de défense, de
mime que celui des actions corrélatives du jeu de volley, se {ait plus
facilement et dans une perioade de temws plus bréve, dans des conditions
de jeu (analogues au jeu) que dans celles qui sont isolées de celui-ci.

La préparation dans la sectien de volley deit se faire dans 4—5
classes d'entrainement par semaine, d'une durée de 90 minutes chacune,
approximativement, et le nombre d'enfanis de 20-—25 environ. .

Les entrainements des enfants doivent éire fixés entre 17 h et 21 h
pour gue ceux-ci ne circulent pas seuls pendant la nuit,

Dans la préparation sportive dans le domaine du volley, il ne
faut pas qu'il v ait des périodes de transition comme dans les équipes
d'avancés, et dans le travail d’instruction-formation, il est ben qu'on
fasse le rectangle de la collaboration: entraineur, sportif, médecin et
famille, celle-ci ayant une influence stimulative ou négative plus évi-
dente sous laspect du comportament dans la section et dans 'équipe
du futur sportif. '

il faut également montrer que dans la période des épreuves dc
conirdle trimestirielles, on réduira le nombre de$ entrainrements &4 2—3
par semaine, mais on ne rencncera pas complétement a ccux-ci pour
ne pas perdre la continuité,

Pendant I'été et I’hiver il est indiqué d’envoyer les enfants dans



L'ENSEEGNEMENT DU VOLLEY-BALL CHEZ LES ENFANTS

103

de§ camps sportifs o0 ils puissent entretenir, voire perfectionner leur
preparation sportive en volley.

En ce qui concerne les éléments d'athlétisme, de gymnastique, voire
des jeux complémentaires, ceuk-ci doivent participer eux aussi au deé-
veloppement des qualités motrices multilatérales et spécifiques des en-
farts pendant toutes ces quatre années de préparation dans le cadre
de la section.

Les Jeux dyramiques dans la préparation sportive des enfants doi-
vent étre choisis en fonction des devoirs et de la thématique des classes
d'entainement, de sorte que, de cette muanicre, ils puissent compléter
le bagage motrice des enfants ef, en méme témps, stimuler lappren-
tissage et la consolidation des connaissances et des habitudes enseignées
pendant ces classes.

Dans l'enseignement des différentes actions tactiques individuelles
et collectives, 'explication deoit &tre claire, bréve et concise, appropriée
du niveau de connaissances du collecti! avec lequel nous travaillons,
De méme, la démonstration de ces actions doit étre faite d'une maniére
exhaustive, de sorte que les enfants puissent se f{ormer une image
d'ensemble sur ce qu'on leur a démontré, en continuant ensuite par
une structuration du mouvement par {ragments, cuil constituent des
composantes essentielles de la respective section. A cette occasion, il
oot indigqué de montrer les fautes les plus fréquentes, dans le but de
prévenir les excécutions fautives. Par la suite, il faut souligner encorc
gue la démonstration des différentes actions doit s'associer 4 un ma-
tériel didactique auxiliaire riche (chinopgrammes, planches, diaposifives,
maquettes, etc.), dans le but de {former une image aussi claire que
nossible de ce qu'on a expliqué et, en mime temps, pour consolider Jes
connaissances recues durant les classes programmees. La motivation a
tine grande importance pour les enfants: celle-ci deit stimuler davantage
leur intérdt dans le but dacquérir mieux les tactiques ct d'utiliser
celles-ci dans des situations jnedites du jou. Cette phase est  suivie
dexercices, de structures o d'opérations aui cdoivent s’harmoniser dans
nn totit unitaire, représentart le modéle de jeu de I'échelon respectii

En conclusion, nous estimons que le présent article, par les données
nresentées, constitue une synthése des principales particularités con-
rernant l'enseignement-apprentissage du volley chez les enfants et peut
“ire en méme temps un guide méthodologique utile dans la voie d2
Voptimisation méthodologique de l'enseignement de celui-ci  dans les
classes, les activités sportives et les clubs sportifs scolaires.
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R. Steyer, K. F. Wender, K, F
Widaman (ed). Psychometric Metho-
dology. Proceedings of the 7th European
Meeting of the Psychometric: Society in
Trier, Stuttgart and New York, Gustav
Fischer Verlag, 1993, 5906 p.

Metodologia psihometricd a cunoscut in
ultimele decenii un ritm uecelerat de
dezvoltare, aceasta s$i datoritd posibilita-
tilor largi de rezolvure cu ajutorul cal-
culatorului a numerovaselor probleme care
pana nu de mult  constituisu bariere
reale pentru cercetitorul implicat. in so-
{utionarea pe ecale statisticd @ preoccupa-
rilor sale. Conferinta Europoeana a Socie-
tatii Psihometrice (Trier, 28—31 lulie
1991), ln a 7-a editie a4 avut in primui
rand un caracter structural aparte. la
ea participand pentru prima data psiho-
logi proveniti din tarile asa-numite Fs-
tice si tarile Europei de Vest; a fost o
conferinld real Europeana la care gi-au
dat concursul material puternicele insti-
tutii German Rescarch Community (DFG)

German  Academic  Exchange  Sorvice
(DAAD) si altele
Degi comunicarile din volum nu ur-

marese © grupare anume pe probleme
{(autorii le-au publicat in ordinea alfa-
beticd a autorilor), ele pot fi structurate
in jurul urmétcarelor subiecte: Teoria
raspunsului la itemi (IRT); Modeiv de
ecuatii  structurale; Analize factoriale;
Scate multidimensionale; Probleme de ¢la-
sificare; Analizd multivariata; Prelucera-
rea informutiei.

Teoria raspunsului la itemi este ¢
arientare recentd privind constructia tes
telor, maj precis analiza de item. IRT
explicd si analizeaza relatia dinire por-
ticularitatile individuale ale subiectului
s1 r@spunsurile 1la itemii testului proiectat
si masoare diferentele respective. Co-
municdrile prezentate la conferinta amin-
titd legat de IRT, au tratat problema
dimensiunii esantionultti necesar estimarii
parametrilor itemului, a validitatii con-
vergente a unor teste. aplicarea IRT la
construetia instrumentielor de masurd
pentru variabile latente, utilizarea IRT
in diferite contexte de estimare a fide-
litatii si evaluare psihologicd precum si
alte aspecte cu continut statistic.
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Modelele de ecuatii structurale sunt tot
maj mult utilizate in ultimu] timp atunci
cdnd se pune problema predictiilor cau-
zale. Aplicatii ale acestor metode cu un
software dedicat ca LISREL, LISCOMDP
ori FAST cunose © tot mai frecventa
aparitie in literatura de specialitate. O
notiune abordatd cu predilectic in aceste

studii este aceea a analizet modelelor
lntente de stare si trasatura  (Latent

State-Trait Models), adicad a identificarii
componentelor comportamentale stabiljle
si situationale. Aplicatiile LST sunt nu-
meroase si clstigd tot mai mult teren
in aplicatiile psihodiagnostice concrete.
Cateva din problemele teoretice, de pro-
lectare a unui software adecvat si ap-
licatii practice au ficut obiectui unor
prezentdri in cadrul conferintei.

Tehnica analizei factoriale este deja
cunoscutd i aplicatd ca metoda psiho-
metricd de peste 50 de ani. Dar. ea ri-
dicit i ostdzi numeroase probleme, nu
numeai interpretative, c1 si de procedura.
In psihometrie, asistam la o reveniro
e stena A analizei factoriale (dupa o
stagnare  indelungatd), aceasta  datorita
facilitatilor introduse de tehnica de cu-
cul modernd. Sunt dezvoltate o serie
de not proceduri de selectie a varia-
bilelor potrivite si identificarea  ce¢lor
necorespunzitoare pe baza modelelor de
analizd factoriald, compuratii de modele
de analiza factoriala ete.

Scularea muitidimensionala este o preo-
cupare destul de actuald care a generat
cercetiari eXtinse, in cadrul conferintei
amintite aceastid problema a  totalizat
cele mal multe comunicari., De fapt.
sealarea multidimensionald are o  arie
aplicativd mare .in toate domeniile psi-
hologiel. Comunicarile din aceasti arie
au  fost concenfrate mai mult pe re-
zolvaren unor aspecte particulare, a dez-
voltdrii unor nei algoritmi de scalare,
optimizare a calculelor, dezvoltare de
noi modele, sau clasificdri a  sealelor
multidimensionale etc,

Problemele de clasificare se aplicd in
toate domeniile psihclogiet aplicate. Co-
municérile pe aceasta temd au abordat
aplicatiile diferite ale teoriei clasificdrii
in finvatare, in scalarea multidimensio-
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nald, laxonemiile numerice si logice, in
clasificarea proceselor sociale.

Anatizele multivariate au fost tratate
diferentiat, cu referire la repartitiile ne-
liniare, la kurtosis sau ca simple Tfeh-
ust

nict statistice. De preferinla au
analizate céteva modele  (Tucker  sau

Carroll}, sau o serie de aplicatii concrete
in conexiune cu alte procedur: statis-
tice.

Prelucrarca informatiilor este ¢ lema
mai veche despre care putem afirmn
¢d o primit valenle noi in contextul
acttal 2l abordérilor cognitiviste, O tema
de intcres a fost dceea a invalarii cog-
nitive in care cunostinlele sunt orga-
mzate sub forma unui graf  constituit
din noduri si arce. Utilizarea reteleior
nedronale In simularea procesuluw de
invatare coste ¢ cale noua de experi
mentire.

Ca o apreciere generald. consideram
ca accastd culegere de comunicirt rou-
seste s4 ne ofere o imagine obicctiva
a metodelor psihometrice muoderne. Po
parcursul  paginilor sale, eititorul  are
posibifilatea <4 s fameliarizezc cooun
evanin: de tehnicr de luerd inare

oficientd st cu o arte anhicativi fay

HORIA PIPARIY

Vers une éducation en seconde
personne

(Louis Not Lenscinnement répondant,
coll. Pédagegic diuaujourd’hui®, Presses
Univoersitaives de France, Paris, 1480

Aprés des siteles de rvéflexion er plus
de cent-cinguinmte ans de tdtonnements
effectifs, les éducateurs restent encore
incdéeis devani deuX modeles pedagor
ques. Vu par le premier, I'éléve et as-
similé 4 un objett — en méme temps
récepteur et finalité de llaction éduce-
tionelle gu'on exerce sur lui. 'éducataur
Jui-méme n'étant dans ce cas quun st
jet*, gestionaire des actions formatives.
L'auteur remargue qu'il sagit ici d'une
formation ,en troisieme personne®. par
le fait qu'elle transforme la persenne
dans une entité purcment  générique,
tels les verbes défectifs de personnc.

L autre modéle  considere  1éléve
comme portant en lui fes moyens de
sa propre formation. L'éducation se re-
duirait, dans ce cas, a une dynamique
interne, qui s'enrichirait a mesure que

RECENZIIL

staetuaise aun  contact
['¢leve a donce un statutl de
sujet et 1 Jagirait d'une formation en
premiéve  personng, car 'éleve  repre-
sente un JE, cest 0 dire un  centre
d'initiniives ot de gestions des activites
a travers lesquelles 1l se forme.

cette endogendse
du miliew.

Cn pourait dire afors, par rapport o
Venseignement, que le premier modeie
s‘oriente essentieliement vers les situa
fion éducatives avani on vue une batte-
ric de méthodes quon pouridit nommor
exo-formatives. Tl se penche sur unc
strategie capable & modeler Ia personne
humaine par l'action d'ngents cxtérieurs
et conformément a une finalité prédé-

finie. Le deuxiéme madein vise,  par
confre. dew méthodes | consdes former
I'éleve .de interieur™, par <es propres

eflorts,

De tels modeéles sont a4 coun s ab-
solus cur. finalement, ils représentent e
simples abstractions. Les éducateurs gus
prennent comme guide - premier, par
exemple, ne se comMporterent pas  on-
vere leuars €léves comme <ils avalen! a
fale 0 des objels imanimés,

L'éducation en troisicms personne  esl
destinde surfour a la formation des adul
tes. A cette derntere. les partisans  de
I'dducation en premiére personne -
pliquent que I'éducation n'est pas une
préngration  impersonelle pour la vie
miis se rabporie @ nolre vie personelle
elle-momie. Lin cherchent s dynamiguoe
du trivail seolaire  justoment dans Jes

besoins étalés oer les oldves, Or, unc
telle onficon  exclusive  nrovooue  foute
une sorle diinechécencos pratiques dont

Teflest  est réguiltremnnt de favoriser
toul ausst exclusivement 'un ou autre
daes modeles, D'autant plus, essayer de
rémédicr aux  falblesscse June altorna-
tive par Yavantage de lautre implique
le risque d'une interminable oscillation,
d'une incohérence paralysante, ear cha-
cuns des participants 4 I'action éducative
ne salt pivs co qu'il attond de autre.

L'auteur a choisi, par conséquent, de
faire une svnthese des alternatives, 11
y aurnit done un  suiet  professeur.
comme dans le prémier modéle — car.
selon les propos d’Alain, ,si l'on tra-
vaille sans maitre, les essais prennent
fin juste au moment ol le travail de-
vrait commencer" — et un ,sujet éléves",
comme dans le second — car, selon
J. Maritain, _tout lapprendre est dans
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celul qui apprend, non duans celii qn
onseigne.

A la difference des autres  modéles
formatifs, ce dernier se référe A la for-
mation en seconde personne. dans Ja-
quelle chacun des deux suiets ost un
JE et un TU en méme temps. De cette
maniére. une pédagogic en seconde por-
sonne a commoe base Pidentité gui gi-
vantit 1a dignité egale de chacun dex
partenaires du counle éducationnel, au-
torisant amsi sa libre initiative of, en
méme  temps, la différence qui place
chacun dans son originalit¢ irréductible.

Le volume o treis parties, Sans per-
dre cde vue un aobjectif géncral siriete-
ment pédagagique, Pauteur  fait,  dans
In premiére partie, une démarche zénd-
rale pour définiy clairement 1a notior
d'¢ducation en scconde  personne  par
rapport aux problémes mime que pose
I'éducation. Formuler le  projet  dunc
éducation en seconde perscnne, conduif
& la déetermination du fait pédanouique
fondamental par la triple synthouse de
luspect  communicationsl, imnligud (@
travers édueateur) dans la natu des
connaissances  transmises, de celtn au-
toritaire, issu de l'expérience cognifive
déja accumulée ot de celui indivotucl
expression e la liberté o cheix dans
ce cummereet dont 1o pracipe cegula-
teur semble ¢tred Jse trompor avon 1o
consequences les moins graves®:,

La deuxieme partic a un contenu plus
opérationnel, se fixant lus sur Paspest di
dactigue de la meéthodo proposée puo Tau-
teur, tandis qgue la feoisiorma pactio casni s
une possibie ¢viduation des résuiiaty de
P'enseignement répondant. Naoe allans on
ce qui eil, aborder auelguas un. des
problémes poses var 1y seconide partio
ayant comme titre: L'enseilgnement
répiondant — aspects opera-
Ltionels ot gui pourrait ofrie quelgues
suggestions & ceux qui sy intéressent

Le premier chapitre s'occupe do l'im
portance des projéts pour l'enscigne-
ment-apprentissage et leur réle détormi-
nant dins étabilissement et la sitcees-
sion das principales séquences du pro
cessus  d'enseipnement.  L'éducation, dit
I'auteur, doit comprendre ce qu'elle [ait,
plus précisement préfigurer les finall
tés qui justifient le choix de certaines
activités et leur modalite de déroule-
ment. Tout cela nous oriente vers une
pédagogie projective. 11 y a tout da-
Serd un peofrt L en soif — ephoue ao

107

wosoin de  motivation, un vrojet prog-
remme — réponse A4 la nm2oessité d'un
cadre orgonisateur du proessus éduca-
tionnel et un autre, thématique, desting
it I'étude d’un objet deéfini.

Le composant projectif releve Je fait
qu'un symbiose entre le travail scolairc
et 1o projet .en soi* (personnel) de I'é-
leve est absolument neécessaire. Car a
ce niveau, le sucecés éducationnel est di
au fait gu'on assume mutuellement ce
projet. Le deuxiéme composant, celui
programmatique, a comme objet une vi-
sion systématique sur les connaissances
gue les éleveos doivent acquérir pour
que Papprentissage soit un devenir con-
finu, pendant que le treisiéme, thema-
lique, est consacré a l'étude d'un sujet
procisément délimité.

La deuxiéme partic de ce chapitre
fail Pexpmen des finalités  éducatives
de I'enseigpnement cognitif. Le but ge-
nerigue de ce type d'éducation est sys-
tématisé par 'auteur autour des qualre
valeurs classiques: le Vrai, le Beauy, le
Rien et 1'Utile. T insiste sur 1a correcte
formutation des  exigence pédagoaicue

Au o omoment de définir les
dupprontissaps en fesmeas cempori
tows on prafiguee e mennnaos
Comiguies aux besoins ¢ ddveloppemoent
supnitil. A la base ds co processus se
frouve i'activite méme du sujet qui es-
wile d'oppérer une restructuration men-
tale de la relativité. Or, vu que le chan-
gement mental vise autant l'objet que
le sujot, il s'ensuit qu'il détermine une
mutlation  non sculement dans Je do-
maine des represéntations objectives®
mais~ aussi dans celut des représentafi-
ons ,subjectives. En vertu du principe
de Pinterstructuration simuoltanée du su-
et qut cherche a connaitre et de 'ob-
jet qui va {tre connu, la principale ac-
tivile guon wvise & travers le processus
éaticitionne! est la rocherche.

[Cauteur reprend ici la theorie de Pi-
aget sur ia genése de la connaissance
humaine. Dans la conception de ce der-
nier, la counnaissance d'un objet suppose
aussi d'agir sur  lul. Semblablement.
Papprentissage, les  informations et
l'ensecignement se trouvent en une étrni-
te cohésion. D'une part, ia connaissin-
ce oste le fruit d'expériences ancestra-
les corrigées et réiterées par les gené-
rations succesives et, d’autre part, elle
est basée sur des structures dont 1o por-
teur ‘est lindividu, On peut dire, par

prre e
n:
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conséguent, que toute genese a comme

point de départ une structure et tend .

vers une autre et que toute structure
conduit a une geneése. Aprés avoir rap-
plé le tableau des principales stru<;tu--
res correspondant aux différents nive-
aux du developpement génétiques, l'au-
teur indique quelques activités scolai-
res capables de répondre aux exigen-
ces du passage des structures instal?les
du sujet & des structures stables. Cela
met en évidence le fait que les types
de développement mental [(sensorio-mo-
teur, intuitif, opérateur, concret, for-
mel) découient 'un de lautre.

Il est évident cue pour le procassus
d’enseignement, l'act de la transposi-
tion didactigue devient important. Il si-
gnifie travailler pour préposer les con-
naissances on fonction des condilions
mentales déja existantes. Bien guc ab-
solument nécessaire. cette transpositi-
on ne doit pas déformer la realité. La
transposition d'une notion ou d’'un de-
venir doit supposer seulement la mo-
dification des apparences, sans affec-
ter en rien l'essence.

Le troisicme chapitre abvorde le pro-
bieme du déroulement effectil des ac-
livites. Kfant donné que l'enseignement
répondant est subordoné a ebjiectif de
Vapprentissage, il faut redélinir les 16
les du pedagogue et de 1'¢léve. Le sta-
tut principal revient au rapport dialec-
tigue des activités du pédagogue guo
de lapprenant, de sorte que lensei-
gnement répondant se situe, d'un part,
dans une perspective socio-pédagogique
et, d’aufre part, dans une auire, spé-
cifique a la pédagogie différencielle. La-
personne du pédagogue a un role au-
xiliaire, car il intervient seulement pour
corriger les erreurs de 1'éléve, pour
Pencourager ou pour lui suggérer des
activités qui correspondent aux exigen-
ces du projet éducationnel. Les deux
facteurs du couple éducationnel peu-
vent avoir des initiatives sans une re-
partition calculable, cependant. L'alter-
nance et U'imporfance de ces dernieres
est déterminées par le rythme de l'ac-
tivite-méme. De ce point de wvue, on

peut dire que le statut du professeur -

comme cejiui de Véléeve découlent de
I'activité de formation et non vice-ver-
s,

II va sans doute que quelques con-
ditions sont nécessaires pour que !'é-
léve ait l'intitiative, I doit avoir l'ad-
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resse d'entreprendre, d’organiser, de po-
ser des guestions, d’apprécier. Les li-
bertés s'exerceront d'une maniére in-
stitutionalisée, conformément a4 un em-
ploi du temps, 4 des programes, dans
I'école. I peut apparaitre, au cours de
l'activité, des situations d'autonomiv ou
d’hétéronomie méme d'un des facteurs
du couple éducationnel, ce qui donnc
a lTenseignement répondant une certai-
ne souplesse. Une mobilité tactique est
permise lors d'une stabilité stratégique.
L’auteur reprend, dans ce sens, un syn-
tagme de M. Bru (1986) 4 propos dos
directions de la variété didactigue. Cet-
te derniére impligue la socmme des pos-
sibilités de choix qua le pédagoguc
pour ailuster scs interventions auX be-
spins de Péléve.

Un des problémes centraux de Ten-
seignement  répondant est  Torganisa-
tion de la classe en groupes de travail.
La premiére variante gue propose 1
auteur contient des groupes de 3—5 éle-
ves, struetiures A elfeetif réduit ou {'el--
latoration de la connaissance suppose
des rapports entre des JE (centres de
Pinitiavive) et des TU (interprétes de
I'initiative). ils se développe grice o
des  guestions, explications, controver-
ses, coopération eic. Dans les collec-
tivités plus larges, les messages {rans-
mis s'adressent globalement au groupe.
mais ils sont percus eomme avant souf-
fert unc diffraction vers chacun des
individus. Chaque éléve suit le projet
de travaill que le professeur lui donne.
qu'il a ellaboré avec celu-ci ou  tout
seul. Sl a des difficultés, Iéleve s'ad-
resse au professeur qui peut donner
une reponse simple du type JE'TU ou
une plus  large, du type JEHTU <
VOUS).

Fondée sur un rapport intersubjectif,
P'education en seconde personne ne ren-
contre que rarement le conflit. Elle ne
tend pas A le réduire dune maniére
autoritzire, mais Vintrégrer dans sa dy-
namique en s'efforcant de la transfign-
rer par un processus de compréhension
mutuelle. Ce qui simplifie énormzment
les choses c'est que lorsqu’une relation
d_u type JE/TU este instaurée, les par-
ties du dialogue” ne s'affrontent plug
dans les limites d'un rapport de for-
ces, de l'autorité a la résistance. mais
elles regardent de concert dans la mé.
me,dire;tion, en suivant le méme but

L'enseignement répondant se deve-
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loppe donc comme une démarche tac-
tigue. Il ne s'inscrit dans un projef
prémeédité. Pour qu'il soit efficient il
sollicite la disponibilité et Uinventivi-
té. Sans étre improvisé, il demande d'im-
proviser of sans dtre fantaisiste i1 o
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besoin de fantaisie. Ce qui suppose un
renforcement des capacités de prévi-
sions de 1'éducateur qui le rende capa-
ble 4 surmonter toutes les situations
d’aceident.
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STUDEA UNIV. BABES-BOLYAL PSYCHOLOGIA-PAEDACGOGIA, XXXVIIL, 1—2, 1893

Date privind aptivitatea desfasurati
in plan extern de céfre cadre didactice
ale Catedrei de Pedagogie-Metodici

+ In perivada 23. 02. — 07. 03. 1993,
fa Bruxelles, lector Vasile Chis a cofe-
tuat un stucdiu asupra sistemalo; belgi-
mn de educatie.

+ In pericada it —12 ijunie, 1993 asis-
tent Ionud Isae a participat la Colocviul
internalional de Filosofia Stiinlei ce
avut loc la  Biel-Bienne, Elvetia,

+ La a XVIlI-a Conferintd anuald a
ATEE. desfisurata intre 5—I0 sep-
tembrie ia lisabona, Portugalia, & par-
ticipat asistent lonuf Isac.

» O cercetare pe teme de manage-
ment  educalional a  constituit oblecti-
vul schimbului de erperienid realizat de
Aector Vasile Chis intre 11—-20 seplem-
brie 1993 Ja Facultatea de Pedagozie
Windesheim, Olanda.

« In perivada 10—20 decembrie profe-
sor Miron lonescu a efectuat o vizitd
in schimb de experientd si elaborare a
programulul Tempus  privind  integra-
rea sociald o copillor cu trebuinte spe-
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ciale, la Universitatea Malaga si 1a Mi-
nisterut Educatiei si Stiintei din Spa-
nia.

Vizite lu Catedra de Stiinte ale

Educatijei

e Profesor Patrick Daunt,
pert UNESCO,

+ Miguel Iopez Melero, profesor la Fa-
cultatea de Stiinte ale Educatiei, Uni-
versitutea din Malaga, Spania.

Anglia, ex-

« Jan Scholten., profesor la Facultatea
Windesheim, Zwolle, Qlanda.

» Aalt Riezebos, profesor la Facultatea
Windesheim, Zwolle, Olanda.

« Piet Wendel, profesor la Facultitea
Windesheim, Zwolle, Olanda.

« Hank Blenkers, profesor la Fuculta-
tea Windesheim, Zwolle, Olanda.

» Jenne van de Velde, manager. Cen-
tru! de Dezvoltare a Curriculumului
Olanda.

« Keith Wicks, profesor, Universitatea

din [eeds. Anglia.
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