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EDUCATIONAL POLICY : LINES OF DEVELOPMINT AND
ASSUMPTION OF A STUDY DOMAIN

JOHAN L. VANDERHOEVEN*

ABSTRACT. - In this arficle the evalutiens and presuppositions of concep-
tions on tthe stuwdy of j (edueationall policy, seen as n sector of global govern-
ment policy, are being deseribed. Trstly, the most important general poliey
patterns are presented and diseussed hased em twao eriteria: the degree of ratio-
nality of the policy-process amd the nature of the policy-actor. This includes
that the importance of pelitical factors is indicated and that san explanation is
given of how the artual discussion on government-tasks has an infinence on the
evolution of policy investigation, Secondly, the cssenee of the study of educatio-
nal policy is described, differentiated frem cdneational administrationn. Although
both ecoticeprions of research have common roots in organisation-development
and systems analvsis, a clear epistemnological distinetion can be defined. Lastly,
a coneeptual investigative frame is introduced in which special attention goes
to the influetice of political factors and the vision on the task of government con-
cerning educational policy.

Intro duetion. This review is an exploratory report about the evolutions
of the study of educational policy as a scientific discipline. Two starting
should previously be made explicit. Firstly, educational policy is con-
ceived in this review as sector pelicy within the general policy of a gover-
nuieut (the state). The central theme is educational policy as a public good
at macro level. Secondly, we restrict ourselves to a description of the global
cvolution of the concepts policy and educational policy. Conceptual cla-
rification is 2 main concern, Within these limitations no attempt is made
to develop an exhaustive survey of research and theories. For that, as
well as for a more comprehensive argumentation of the described opinions
and the relation with actual problems, we refer to the literature, which
constitutes an integral part of thereview, In a first point, the meaning
of the concepts policy and educational policy will be explained. Then, the
evolution of the development of the theory ahout policy and educational
policy will he sketched. Finally, a conceptual framework as a basis for
further investigation will be formulated,

1. 'Policy’ and ‘Educational Poliey’: definitions. The dominant —
English-speaking — studies about educational policy usually speak in
terms of educational administration. In the Theasaurns of ERIC descriptors
(1987) cducational administralion is described as: ' Planming, organizing,
directing, and controlling human or material resources’. But : "use a more speficic
term if possible’ is explicitly added to if. So, the term refers to a very wide
domain. The concept includes the study of characteristics, both of school-

~ * Certer jor Educational Policy and Innovulion Depariment of Educational Sciences ab the Ke-
tolicke Universileit Leuven, Belgium !



2 J. L. VANDERHOEVEN

leaders, schoolorganizations and the problems of cducational political,
vducational economic and educational juridical wuature. The diffcrence
hetween the meso, macro and meta level is not strictly defined. Rates con-
sequently calls the concept an wmbrella fevin (Bates 19800 2), He calls the
large variety behind this term a sign of the vitality of the domain on the
one hand, but also an indication of its amorphous little structured nature
ou the other hand. The vagueness of the term cducational adininisiraliom
ix a first reason et to wse it

But there still 1s a second and more fandamental reason. The term admi-
pistration originally refers to management or policy by using the most
elficient instruments. Until the seventies this opinion about educational
policy has been prevalent, as show the important review articles {Bovan
1982 ; Trwost 1971 Griffiths 1969). The strongly rational and execution
oriented character of research has a lot to do with this. The understanding
that political marginal conditions were an integral part of policy processes
was thematized in the pelitical sciences of the sixties, but [iltered only
slowly through in the study of cducational folicy (Lavton 1982). A yromi-
nent advocate of this shift of paradigm is W.L. Bovd. According to hiw,
the problem of this new approach is an epistemotogical problem. The strue-
ture and hermeneutics of the discipline are not the same as what was
naively called the ideal, the rational thinking., deduced {rom the empirical
sciences {Bovd 1978 251)1. The difference hetween policy and adwiinistic-
fion 1s not the same as the opposition between theoretical and practical
knowledge {Glatter 1979, but it has to be situated in the perspective, in
wlich the research is placed. Policv-research leads to other questions than
the rather functional formulations of a problem — orlented towards practi-
cal applications — of the strict management approach (Mc Clellan 1971),
Tt is rather a search for explicative coherence, while admiuistration concen-
trates more on application oriented, predicting insights {e.g. Hodgkinson
1978). Not the tension theoryipractice, but the epistomological guestions
after the implications of the rationality concept is at issue. The Hmitsand
eventually the inefficiency of the strictly understood rationality  were
proved by Wise in a remarkable critical comment on the exaggerated
means-end thinking in educational innovation (Wise 1977). More basically,
we take a eritical position towards the term administration hecanse of its
content 2. Policy may not he  reduced to a purely instrumental operation
in terms of a means-end operation, neglecting a number of essential political
tactors, loaded with values., A consequence of such an approach is a highly

1 It must be said that, at this moment, a paradigm struggle within the natural sciences
becomes clear, with active authors like Capra, Prigogine and othiers. The change of paradigm
itself i the educational practice has not heen realized vet.

* By this issue, we claim that, as will be clearly pointid out in the third section, the
study of “educational policy” now seems to develop strongly. The headings of the relevant jour-
nuls indicate this development. The older cnes talk about “adminisiration”, the recent ones
about “policy” : Edueationa! Manugewent and Administration (1962} Educational Adminis-
tration Quavierly (1964), Educational LEvaluation and Folicy Adnalvsis (1978}, Jownal of Educa-
dion Policy (Y985) and Educational DPolicy (1986),
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crumblod knowledge unit. Wirl mentioned the feddish quaiitv of research
(1979 139). The cohesion of a policy is after all being constituted by the
political decision-making and its determinants, Political advices, scen as
stientific justified knowledge entitles about certain problems are never
appiicd as such and their validity can theretore only rarely be tested,
On the basis of a comprehensive historical and comparative research into
the study of educational policy and its relation with the governmental
1 oliey ftself in Sweden, Great Britain, West Germany and the United States,
Husen comes to therce conclusion (Husén 1884 Husén & Kogan 19845
Fir~t, he indicates a tendeney of neglecting the more fundamental and theory
doveloping research. Secondly, related to the present priorities of the govern-
munt 10 tinancing rescarch, preference is rather given to short ferm ad
hoe 1 rojects. The explicit practical and applied character of the discipline,
{e:r both the historical roots and the methodological development (Culbertson
1988, Griffiths 1969 ; Willower 1987, 1988), has a lot to do with this.
Thirdiy, he states, that political rescarch, according 1o the Weiss typology
{1979, mainly has a clarifving tunction with respect to the policy itseli.
There is no policy, hascd on research data. A varicty of rescarch rather
influences and clarilics the way, in which a problan is formulated, Fhe
real problem approach will be more dominated by political variables thin
by scicntific founded insights. 1t may be cuid that the situation, in which
rescarch is located now, is double dutermined. Un the one hand, the funda-
mental concept of the discipline is under discussion. The shift of adminis-
frafion to policy is an expression of this. A recent statement of Dale reflects
the discussion going on: ... pulitical questions wre bracketed out and reploced
by questions aboul proceses of decision making @ politics ave reduced Lo administ-
vaidon Tie focus is on the machinery, vather han ow what powers it, vr how
aind where it ds divecied.” (19891 24). On the other hand, the studics under
the label of administration did not realize the expected (practice} theory
building iutentions. Iirstly, this is due to the exaggerated practical evolution
of the research within the framework of the training schoolmanagers. The
more ¢xplicit theoretical rescarch has Leen neglected, under pressure ol
the financing among other things. Secondly, this is the oilcet of the
operating rational explanatory model, that raised cxpectations, among othor
things by the negligence of the complex whoele of houndary conditions.
Grifliths optimistic vicw (1969 21) that "the work wecessary fur theory huild ong
iu the futwre ds waderway' has not been realized, Though durning the fint
two decennia some researchers of influence can be indicated, no more colll
Prehensive theories have been developad, The stream of pubiicntions consist
i a large thematic variety of articles in magazines and anthologies.

2. Charaeterization of poliey. 2.7 Four busic models. Daring the sixties
and the seventies the decision process in the governmental policy has hren
dominated by some comprehensive models {Ham & Hill 1984, Ringzling
197G). The modcls can be distinguished from each other on the basis of
two eriteria : the rational character of the decision making and th: potitical
process on the one hand, and the emphasis on the decision maker, rather
than on the social process, on the other hamd.
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Schem: 1. Mylds of decision making and poliey in generad

Thr most comorehansive rationy! moad:l was deseribad by Dror (1958).
PHliev-mtking for him is 4 coascioas chyicz of auns at social level and
of the most elfective means to achizve th» assumed goals, considering the
shortags of means. Th> political processis dividad in a number of definit
stages, within which all th> advantagss and disadvantages are rationaliy
wieghed up against cach other {policy th=oretical mod:l), A good policy
is a rationally found=d policy. Lindblom characterized this opinion as
svioptic hecause of the  high level of clarity and insight, that are aimed
at (1965 137 —138). The postivistic id=al, which was the foundation of
this mod=l, shows an explicit optimmisin, with regard to the cognitive power
of man in his social context. But this explicit optimism has been found
doubtfal by Lindbolm (1959). In his criticism h> formelated his increm:ntal
or incidental view on policy. Policy is not th» logical effects of comprehen-
sive analvsis. Th: decision-mak:r or policy-mik:r realizes, that a very
comprehensive approach of political problems is not attamable : policy is
developing with a feeling for concrete facts with limited interventions of incre-
meits. The original title of tha leading article evoks:s a rather negative impre-
ssion when he calls this policy pattern " Tihe science of muddling through', Nev-
ertheless, muddling ihrough refers nore to th: laborious character of policy
work than to a d:preciation of th» policy pattern as such. Besidss, incre-
mental policy schould not b: uud:rstood as irrational policy. Surely, the
e¢mphasis of the rational character moives from th: comprehansive and

-
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svstematic policy-making te the attempts of the policy-maker to use the
limited means as optimal as possible. This type of policy is less guiding
and coniroiling than the svnoptic one and leaves more reom for the open
field of the market. Incremental olicy can be a gocd policy, bul provided
that policy can be directad, starting frem a hmitcd number of more gene-
ral options. To put 1t differently: policy and market should balance each
other (Wiclemans & Vanderhoeven 1990). ,

Incremental policy is not oriented tewards optimal choices, but towards
satisfying choise. This distinction was lormulated by Simon (1958), when
looking {or a solution for the problems of the pare syroptic model. In the
tradition of Weber, he sfated a distinction between objective facts (facfs)
and subjective values (valwes). Objective rationality, as presnmed in the
synoptic model, is not attainable, because all the actual consequences of
all the possible choices are unknown. Morecover, the anticipaticu of the possi-
ble comscquences always assumes an evaluation of value which cannot
be empirically verified. Consequently, the policy-maker cannot make an
optimal choice, but only a satisfving ome. Efficiency, or achicving the
largest results by applyving the available means is beceming the central
criterion for political activities. The link with Lindbloms incremental model
is to be situated here. The difference hetween both medels lays in how
the policy-maker aims for an efficient, economic, raticnally founded solu
tion by acting himself. The rate of rationality here is, with regurd to the
synoptic model, somewhat limited {bounded raticwaliiv). The Lindblom-
model shows a policy-maker, who acts rather ceaching than controlling.
‘I'he satistying choise he makes, however, donot fit in a more comprehensi-
ve controlling strategy. The ad-hdc character of this political pottern breaks
the ratiomality of the comprehensive policy theoretical model, understood
as action theory. This policy adjusts on a small scale, bhut stavs locked
up in the circle of already realized choiccs. Frem this, real renewing impul-
ses do not {or only laboriously) surface, for that purgpose, more directing
Interventions are necessary. '

An attempt to reconcile both medels, the raticnal versus the incremental
one, has heen made by Etzicni in his mixed scanning approack {1968). The
rational approach is incomplete, because all the actwal facts for a rational
solution are not available. Besides, the pattern of values, which policy-
makers link to expected conscquences is vague, disputed and uct commonly
accepted. In the incremental approach, thc decision- Hldl\lllg isnt the effect
of a broad social consultaticn, but of an ad-hece comyromise between actors
with opposite interests \nth(,ut social, collective valucs. The struggle for
power of the free market starts here. Ftziom now states that policy-making
is niever a process in which means, are used according to'a. systematic plan.
On- the contrary, the relative power of the supportars of distinguished
social projecst ands secialend and the power of the glite of government
and its objectives are decisive. Subsequently, power is not a result of
the accurate balancing of ends and means. but particularl¥ a political process
between several options of which knowledge, orientation of values, and
power are important determinants. The rational element in this is not the
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svstematic, but the selective, critical balancing of partial problems in
their context. Therefore, partial aspacts have: been fitted in, after a critical
analvsis, in options in tha long term. The moare ouz leav:s tha strict ratio-
nal paradigm, policy-making beeome less goal-realizing and more goal-
seeking, More attention will be paid to the research of implem:ntation
and political analysis. In a strict rational mode] this is unnecessary,
hecause of the presumed direct relation batwaen goals and mzans. Political
analysis coucentrates on tha szlective bilancing of partial problems. In
the light of the preceding, it should b: clear that political analvsis cannot
be limited to the dzHverv of rules for th: policy-mak:r on the bhisis of
the strict end/means-analysis. A significant political advice should therefore
bz founded on at least three additional elemnts : analysis of the political
theoties and the situations of decision, embnirical regearch of the relations
bertween administrative activitiss aud its effzcts in political and social
svstems and lastly ressarch of th2 actual political standards and values,
Deing the doterminants of th: process of policy-making (Ringealing 1987
113;.

2.2 Actuality and critical combletion. Taz foar above mention=d models,
applied to tho governmntal policy — allstart {rom a d2moastrable activity,
concentrated on the increase of th= instrum-atality of thz policy. The
question how the assum=d aim; can b: achieved as efficient as possible
within the limnits s=t to the rationality of the politicals process, is the
central point. Today howaver, th> govaram ntal principle itself as active
policy-makar 15 undesr discussion {(z.g. Hz=ld 1939). Th: pzculiar part is
now, fikz Offe stated, that tha diagansis of th> prob'ems, whan formualated
with right-lib:ral as well as with leftmarxist outlin:s of interpretation
are identical (1987 : 65—87). In both cases on: com s to the conclusion that
the state is overcharged. By this is mant that th> actual differences should
not bz looked for at the level of facts of the analvsis themselves, but in
the normative omen or the political intention, which is hidden bzhind it {cf.
e Clercq 1986 : 292). The diagnosis is identical, but in the matter of the
interpretation and of its consequences, the cause and the effect have bzen
reverted in both approaches, From a libaral point of view, the structural
poblems are the effect of overcharging the state by the citizen, while the
problems (among other things the question of the citizens) in a marxist
point of view are an effect of the structural characteristics of the Western
governmental system and the concept of the state itself (Offe 1972, 1987 :
8(}—84). Consequently, the question is a problem of legitimacy, Hzbzrmas
(1973) and Offe {1987 13)—146) stat>. Accordinz to th>m, a break arose
between the political policy and the und-:riving social consensus. The
diagnosis can bz summarized as follows: th: traditional m=ans to mzet
the questions of the citizens ((more regulation, more control, more taxes)
do not satisfy anymore, -

Then, the traditional thzrapy can tak: over two elements from the
diagnosis (Offe 1987: 67 -73). First one could reduce the question, e.g.
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by restoring the principle of the market {privatization, deregulation), alsoin
the public domaui. The typical example of this is thinking in agreement with
the public chotce-theory (Ostrom & Ostrom 1971). This theory, closaly
» related to Simons views, uses a methodelogical jndividualism. Decision-
making, also about public goods like educatien (Bovd & Kerchner 1988;
Bowman 1982), should start from the idea that every individual makes
for himseli the most satisfactory choices. Governmental decisions could he
thought out of the individual and his concrete needs. The second series of
solutions consist of raising the guiding and controlling capacity of the
government : at administrative level with the modernization of the poliev
{improving efficiency and efficacity) and at political level with the esta-
blishment of a partuership (through all sorts of participating organs). It
may be said that policy is no longer bound by market conditions (reacting
to social questions} but structure oriented (intel’fel'ing in the mechanisms).
In other words, the emphasis moves from concentration on the resuits
(goal-realizing) to attention for the input with regard to the result {‘mnore
by less’) (goal-secking). A similar policy needs a larger capacity to set otf
conflicts. As the government can ne longer meet teh questions, that are
asked, the policy should secure (among other things through organs of
participation) the citizens support or tegitimation of its acting (Offe 19563
221—258). The sector policy with regard to the education is no exception
to this (Peterson & Rabe 1983). The main problem with this is not ihat
there are no effective and efficient political means available, but _ﬂlat
the structure itself of the competitive open market economy cannut tu_]l}'
meet the soclal demands for equality and improvemsnt ol the equality
through the governmental interference. The question is not the elliciency,
but the legitimation or justification of the instrumental policy (Oiffe 1987 :
130 - 146). The more cconomical oriented efficiency approach links up {thro-
ugh the public choice-theorv) with the rational starting-points of the preceding
models of decision-making described above. The critical studies about the
function of the government as such shed light on the analysis of the nor-
mative (political) framework. The political research moves from a technocra-
tic model to a more sociologic-politicological one. This does not m2an that
sociology is in again, but that the techuocratic approach, which prepares
and executes the "true’ policy, has been replaced by a more sociological one,
which shows the mechanisms, through which policy is functioning (De Woltf
1984). Related to this, the hypothesis can bz formulated that the carifying
tunction of political research {Weiss 1977) moves to an informing on=. Ratio-
nal coherence as a criterion is replaced bv the more selective relevance
thinking. Depending on the poiut of vicw {elliciency versus legitimation)
one will emphasize actual data. rather than the underlyving values. Like
this, the tension between optimual and satislactory policy is ence more for-
mulated, but the threat still exists that political research pays too little
attentionto the more comprehensive theory-making, bzcause of a too selec-
tive attention for relevance with regard to immediate efficient instrumoental
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acting. The attention for the legitimation, among othor things through
the reconsideration of the opposite public {government) private (individual)
is at least os relevent borcause it affects the starting points of th= public
order. Theory-making is only possible whau both wccents are taken into
consideration : instruwmentality (facts) end legitimation {values).

3. Edueational poliey : abhont administration and peliry. FEducational
policy, conceived as the study of policy, is a relatively recent discipline
with many old roots. In schems 2 we have tried to visualize the genesis
i a very simplified way,

ADMINISTHRATION

Guba
Getzels
i
Organizational Systens
Development Analysis
’ POLICY f
Griffiths |
T
| Knowledge base
. H Wirt
Halpin | Bovd
—— Greenfield.. ~Evers T
i‘ Wiilower
|
“*Bates
Foster
Prunty
Watkins
i l
T L
EDUCATIONAL ADMINISTRATION EDUCATIONAL POLICY
AND MANAGEMENT AND POLICY ANALYSIS

Scheme 2. Development of the study domnin of educativnal policy anl administration
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Two insights determine the structure of the schem>. First, w2 claim that
adnnnistration and policy have known a relatively ind»pendent development,
although they both have to some extent heen influenced by the insights
of the organization development and the system analysis. Secondly the school
of policyresearch developed at least partially into a reaction against
the theorctical starting points of the administraiionresearch. At the sam»
time, the discussion about these starting, points connects both research tro-
ditions, Though the administration school cspecially concentrates on the
meso-level, the methodological discussion in the research domain is <lar-
fyving for the morc macro-oriented domain.

3.0 Theory-making and scicntific view. The research in the field of
educalional  administration started as a scientific discipline in the wake of
atterpts to develop comprehensive rationatl policy modsls (Griffiths 1988).
These attempts are known as the theory movement, Theory here has the strict
meaning of rational control model. In several contributions Culbertson has
indicated in detail the explicit connecting lines between the theoretical ambi-
tions of the research paradigm and the logical-positivism of the Wiencr
Kreis through writers like Simon (development of the starting points of
wdministration as such} and Halpin (development of the concept cducaéiong[
administration) (Culbartson 1981, 1983). The blueprint for the researC_h 15.
made by the Getzels- Guba-modz]. This model sees observed social bzhaviour
as a function of role behaviour (in an organization) and of personality {Get-
zels and others 1968). Since its first formulation in 1958, it has inspired the
later research into the relationship of behaviour of leadership and d=cision-
making on the one hand and, the efficient operating of an organization on
the other hand. The central subject of research therefore was behaviour 1in
educational organizations. In the sixties and seventies, especially Griffiths
will become the supporter of the administration-research, wich has gradually
become criticized by different sides. Nevertheless, he still concludes in 1
that most researchers situate themselves within a logical-positivistic tra-
dition, but in a looser way. The methodological orthodoxy and the ra‘ciona_11
coherence have become less attractive: "Far more emphdsis is being P4t
to whether or not useful information is being generated than to following ¢
particular from of inguiry’ (Griffiths 1983 : 219) He explicitly defends on®
particular definition of theory ; 1 belicve we should attempt to approximate Ih®
use of the word theory to mean a set of asswmptions from which propositions
can be deduced by mathematical or logical reasoning’. (Griffiths 1978 : 82) (Also :
Hoy 1978) Te critical reactions to the traditional opinions have been expli-
citty formulated by Greenfield in 1974 and Bates in 19803, Greenfields
critic (1979, 1980, 1984) is opposed to the logical positivism of the basically
American research — an alternative, which is more in agreement with the
Furopean phenomenological hermeneutic tradition (cf. Husén 1984}, In

3 Greenfield formulated his critic for the first tine in 1674 at a meeting on the occasicn
of the “International Infervisitation Frogramm:e" in Bristol (Gieenfield 1975, Bates presented
a first critical paper in 1980 at the conference aleul “Criging ahna Cleiations of Educations Sys-
fems” from 1982 in New York (Bates O8O, 1984).



12 J. L. VANDERHOEVEN

the lirst case social reality is considered a natural, indisputable and knowable
order. Decisions within this framework can be logically balanced and justified
{cf. symoptic policy). On the other hand, there is the opinion that organiza-
tions are cultural phenomena, in that people can make decision, that —
according tothem - can b:good and right, The decision process is represented
as value-loaded®. The second critical reaction, inspired by the wew sociology
was marked by Bates (19800 1984). He agrces with Greenficlds vision and
adds a new dimension to it. According to Bates, the analvsis of the relation
between knowledge and  coutrol (of this knowledgel by social groups
is  essentiai with regard to the study of the educaional system (Bates
1930 : 9. Hducation is not only an orgaunization to manage, it also suports
and transfers contents of knowledge and culture. The questions of what
must be considered relevant knowledge, how this knowledgz is organised
and transfered, are from a social viewpoint extrem:lv important for educa-
tional policy. The struggle for educational structure, the matter of the enrri-
ctla and the formulation of the objectives ts counected to this.

The methodological discussion hetween on the one hand Grilfiths, and
on the other hand Greenfield and Bates induces to two different tyvpes of
reactions. First, there- is the reaction from writers like Griffiths and Wille-
wer. They mayv acknowledge a number of shostcomuings of the dominating
logical positivistic paradigm, but they reject the critique that the logical
positivism is an impossible project in the domain of research. According
to Griffiths, the starting poinis of the traditional theory-mod.:1 remain valid,
but the project of research must be enlarged with regard to the content.
Therefore he argues for mew models in addition to the old Getzels-Githa-
meoedel, like for istance Weicks theory about the loosely coupled organizq-
fions {Griffiths 1978 : 86 ; Weick 1976). Willower pleads for the use of new
more qualitative methods of research (like analvsis of diaries) (Willower 1973,
1980). The second series of reactions refutes the critic of Greenfield and
Bates because of epistemological reasons. Evers acknowledges the already
cited tension Diiween facts: aud walwes and considers the plea to balance
valtues in the analysis legitimate, hut : "The whole enierprise of tnter pretation
can onlv proceed onthe assumption that there is a realitv there lo be interpro-
ted, and that is sufficiently orderly and regulur to susivin the kind of empiri-
cal abstraction {vpical of interpretations’ (1988a: 19) Iakemskis reaction is
in the same line, but more radical. With regard to the way, in which Weber
and Simon used the tension betwen values and facts, he rejects Greenfields
proposition that values are always subjective values claiming validity. His
conclusion is: '0f course, subjectivists do choose belween valnes in organiza-
tional reality : but when thev do, they can never know whether they have made
the vight chotce, Such endemic uncertaisty will do Litile (o sofve “the crisis in
relevanc” in educational administration.” (Lakomski 1987 : 81)

' For a summarized review of the implication of Greenfield's ideas we refer to ], Hills
(16801,
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As a provisional conclusion of the scientific theoretical discussion aud
dgain moving o to the macro-political level, w2 mention S:rgiovannis
model of analvsis (198)). Roferring explicitly to an incremental political
modz] he pleads for a viston, which sezs policy as an arf, in which science
is used as an informant for the reflexive intuition of the individual. On
the hasis of an antropological analvsis ha keeps four values that are aimed
stina dilferent wav inevery political process, namely @ utility, {ranscendence
coveellonce ), fustice and effical linits (orfecs). Waat his bhaen concelved
in a concrete political plan, can be tested against the four core values of
the model. Ideally policy improves the four different dimensions to an
equal cxtent. In scheme 3 the model is represented aud as an example
counected with the question whether the centralization and decentralization
<hould balance each other, in order not to disturb the relation between
the core values.

ACTION — ORIENTED POLICY
DECENTRALIZING

L eetlieee _ T ranscemtence/Lixcellence

i Utility i Ouality i
!' - S e e e ; |
t Justice : Ethical limits/values i

| i
WALUES — CONTRL POLICY]
f CENTRALIZING

Scheme 3. Lvaluating educational decisions adapted from Sergiovanmui

Usefulness and transcendency/excellenicy  must be seen as mutually
competing aspects of action oriented policy, while justice and other ethical
limits or values are aspects of a control oriented policy. The control,
hased on values, is often centralistic by naturc and ties policy, aim:d at
usefulness and transcendency, which is mainly being organised in a more
decentralistic way.

One could ask whether decentralistic policy always aims at the impro-
vement of usefulness and transcendency, and is always moving away from
a policy which cares ahout values, like among othar things Jus-
tice and equality of chances. Actual policy and desirable values can b2 balan-
ced against each other within this reference framezwork without falling into
mure subjectivisiu or objectivism,.

3.2 Educational policy between cfficiency and legittmation. Origially,
research within the mainly meso-oriented administration-concept was parti-
cularly inspired by theories abount organization development. The more
macro-ortented political research originated on the basis of the general
svstem theory (Mesdom & Wielemans 1978). Schools are not superior to
the general political scene in a nation. Oa the contrary, what happeus in
the schools and can be realisad is thr coms:quence of a comdlex network
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of determinants and expectations, in which political decisions must intro-
duce options (Wirt & Kirst 1972}, The system theory offered a useful
heuristic instrumeut to map this refation network (e.g. Tdenburz 1971 ;
Howell & Brown 1983}

However important the heuristic value of these system schemes might
have been, two fundamental shortages soon became visible (Bovd 1978},
T'he {irst series of problems refered to the concept and the analytic metho-
dology : how could cxplaining relations be indicated ? What sort of relations
were determinating and to what extent and for what factors? ... The
second series referred to attempts to develop general typologies of political
policy models based on the way in which the distribution of costs and bene-
fits worked out at the adoption of a acertain measurce. Concepts like dis-
tributive versus constructive policy are eventually too global to describe
and/or explain a detalled and actual pelicy. A more accurate definition
of politics is necessary. Politics essentially refers tothe way, in which shortage
and conflict arc used (Mitchell 1984: 138). The concrete choices made to
take certain measures with regard to shortage and conflict will always be
defended within the [ramework of insight in the causcs of problems and
effects of proposed measures, When describing and explaining policy, the

Présmune Scarcity Tackle Scarcily
and try to in order to
Manage Conflict Reduce Conflict

STRUCTURALISM | FYUNCTIONALISM

rirec! Public Regulate Social Set Course of
Control Imstitutions, Collective Action
Control Power, Control Purposes,

Support Equity Support Quality

{Definition of What governments proposed course
Policy) o, of action... to

reach a goat

i-
Indirect Public EXCHANGE {INTERACTIONISM
THEORY
Sepport for Encouragement of

Private Action Private Actions, Private FExpression,

Control Problem

\
Influence over ]
Control Contracts, ‘
|
|

|
|
\ Regulation of i Sappoert Competence
|

Definition

private activity ' Conscipus attempt

. through subsidy, i to find constructive
(Definition of regulation, or | responses to
. Policy) manipulation i prabiems,

Scheme 4. Paradigms of policy approaches according to Mitchell {1984 : 143)
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underlving, legitimating image of man and society should alwavs bz made
explicit. An example of this is the conceptual framework, developed by
Mitchell (1984) on the basis of an epistemological quartet of the social sciences
by Burell sud Morgau (Pruntv 1987 : 13 —13). Schene 4 summarizes Mit-
chells model.

The strocturalism and the exchange-theories pay more attention to the
conflict management. Shortage (for example of financial and material means
to support the educational system) is assumed here as alwayvs existing,
One 1s willing to believe that contlicts can be controlled or climinated by
adeqnate public or private action. Policy will i this presupposition pay
more attention to the forees, that are responsabile for a, social conflict,
Thats why strategies or processes to control conflicts will bz planned as
much as possible hy the governmental policy, Functionalism and interactio-
nistn, on the contrary direct all attention on the control of shortage and
assignt a less important place to contlict management. They assume that
cooperation and consensus are more natural than conflict, and that collec
tive actions are more rooted in divided values and are oriented toward-
social goals. As suggested in scheme 4, the definitions of policy are different,
dependent on the way in which the policy-makers deal with the problems
of shortage and conflict, either by direct public control or by indirect public
control. Structuralists make policy especially by regulating social institutions.
They have particularly been inspired by the value of the dividing justice.
The division of power is directed by the principle of the legitimated right
to wield power. Funcfionalists want to make policy, not so much through
the control of private actions and social institutions, but by pursuing public
aims and by setting up governmental programs. In this vision, a certain
scope for policv-making can bhe assigned to legitimate private interests.
Central policy-makers are considered to do something for the public interest.
This assigninent is considered more important than securing the rights of
individuals and groups. The central value of functionalist is quality. Qaa-
lity as a product and out-put is considered to be more important than equa-
lity of chances at the input. In the cxchange-theory policy concentrates on
mostly indirect influence of private choices. The behaviour of individuals
and groups are channeled in the direction of public goals by the right to
guarantee contractual relations and to formulate juridical measures, that
can protect contracts. Policy here is mostly limited to the regulation of
private activities through governmental subsidies, regulation andfof indirect
manipulation. Freedom is the most important value in this political view. A
withdrawing government is strongly appreciated. The infervactive paradigm
understands policy particularly as the encouragement of citizens to express
their ideas and actions. The ideological and symbolic leadership is consi-
dered to be very important. Effective policy consists of the control of the
way in which individuals and groups determine their problems. Competence
1s considered the most important social value. The performance, achieved
o the basis of competence, is more important than the successful resalts,
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Competition and motivated participation of citizens is the condition to achieve
public goals in a sucecessful way,

Shapiro and Berkeley (1986) refer in their reaction to the fact that it
chells proposition contains a one-sidedness. The impression can arise that
the approach of the political problems can be guided on the basis of a
particular social scientific theory. They claim that, when this is the case,
the political process is 1educed again to a rational decision-making on the
basis of a theory. Thev argue for a selective, incremental policy-analytical
approach. The scientilic theory, applied in the political analysis does not
guide the solution, but it means a support for secking a satisfactory approach.
The political analysis to support and justify the actual political acting
should always be value-critical (Boyd 1988: 507). This tneans: analvzing
meticulously the implications of values ol the proposed measures. This is
the appiication of Sergiovannis proposition (cf. supra), namely: a mutnal
test of facts and values. Another way to intercept- ihis tension was among
others defended by Evers with regard to the discussion synoptic versus incre-
mental pelicy. He suggests to separate strictly fact and value, and to use
only scientific eriteria for the formation of the judgement (HEvers 1988b).
According to him, the most rational alternative for the unreachable synoptic
ideal has to be sitvated in the public choice-theory. Here, a rational choice
of the individual is assumed to a limited extent, In the American educational
policy this vision is rather influential (Boyd & Kerchner 1988), but not
without unexpectable effects for the relations between public and private
education (Boyd & Crowson 1981; Levy 1986; James 1987). Dialogue and
concern have moved from equality, soclal justice and the public good to
matters ke freedom, choice, excelleney and efficiency. Fspecially private
schools have taken advantage of this via voreters and school fee credits
(Boyd 1988: 507). The rational logic of the pablic choice-theory has been
applied without a critical confrontation swith other values or options.

On this point elficiercy and legitimation meet in w critical confrontation
Bates formulated the thesis, against the efficiency oriented guiding ol the
educational system, that education is also handing over culture und is not
only a system to be guided (1980, 1984). Questions about the cultural,
social relevance should not be left out. Pruuty takes a step [urther {1985,
1987). According to him, policy is not the control of shortage- and control-
problems, but the legitimation of values or justilication of options, that
are not rationally founded. According to this point of view, values and
facts are again — but in a different way — confronted with each other.
What eventually has been opposed, is management orjented control and
communicative competence to consensus (Warking 1986). The discussion
ahout the relation of the statute of facts and values comes to 1'1(>thx}1g.
when they both are to be tested ont against the sane objective criterion
of rationality. It has been Habermas merit to have proved the rationality
of the dialogically formulated value. The coniral of organizations is never
only a control problem in terms of means and goals (goal rationality), but
of legitimation of visions power relations and structures (value rationalityl
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around which those organizations are built. In the educational policy, this
tension comes to light in a striking way. Fxactly here, market oriented
principles (like professionalism, competence, . . .) are through the educational
process connected with social demands (equality of chances, transfer of
culture} (Shapiro 1984). Theisis synthetically described in Sanders and
Wiggins analyzing grid (1983). The analysis of educational policy will always
be multi dimenstonal and never unilateral efficiency and effectivity oriented.

Substantive Instrumental
Dimension Dimension
Intrinsic Cultural «~-1— Pedagogical
Dimension (Re!evancez\/ (Effectiveness}

' Fducationat
Administration

Extrinsic Political Economic

Dimension | (Responsiveness)

—

(Etficiency)}

Secheme 3. Multidimensional paradigm of Sander & Wiggins (1985 : 107)

On the basis of an analysis of the literature about educational policy,
they come to [our interacting dimensions, namely ; the economical dimension,
the pedagogical, the political and the cultural dimension. Each of these
dimension corresponds to a specific political criterion, respectively efficiency,
effectivity, communicativity and relevance. In scheme 5 educational policy
is placed in interaction, on the one hand with two dimensions, referring
to the content and two instrumental dimensions and on the other hand
two intrinsic and two extrinsic dimensions.

4. Educational policy: a concept of researeh. Research usually only
becomes fascinatign when it is challenging. Therefore, the change from a
policy based on market conditions to a structure oriented policy implies
such o challenge, On the once hand danger here is heing absorbed too
much by very short term immediate policy relevant projects. On the other
hand, there is the possibility and the assignment to understand the rela-
tions and the lines of force that support the new policy. It is not a coinci-
dence that particularly in times of crisis political research gets new and
powerful impulses (Bovd 1983).

In the first place the role and the sctting of the task of the govern-
ment (state) should be determined again, in the domain of the general
governtental policy as well as in the educational domain (Carnoy 1983,

2 — Psychologia-Paedagogia 1--2/1992
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Instrumentality G N Legitimation
R J l c
E ’ H
Regulation Participation
c Managing scarcity Reducing conflict A
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f Political Culture
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Choice Quality Equality Efficiency
T Ethics Excellence Justice Ueilicy l N
?i T s G
- ‘l -
N Action-vriented Yalue~contypol
G
S | | }
Centralized Public Desegulation Expertise Legalization Participation
Decentralized Private -

Scheme 6. Eduocational policy : conceptual framework

1984, 1085, 1987; Clune 1987 ; Shapiro 1980, 1982, 1985, 1987, 1990;
Torres 1989). In concrete terms, the government should realize a double
task. On the one hand, there is the task to use the available sparse means
efficiently again. Reliable instrumental and regulating means shoutd be
provided (cf. the intentions of the functionalism and interactionism from
Mitchells paradigms in scheme 4). On the other hand, political acting
must become credible or legitimated again. The conflict management in
those situations, where supply and demand do not balance each other,
is very important. Each counflict has the possibility of changing (cf. the
ways of thinking in the structuralism and the exchange-theory from Mit-
chells paradigms in scheme 4). Political acting cannot be explicitly put
in closed, strict rational patterns. Policy is determined by various boundary
conditions. The citizens life and the governmental policy are tied up with
the political life. The mediating factor between them is the (political)
calture {(Mitchell 1988 ; Wirt and others 1989). The political-cultural cli-
mate baconies visible in the values that are actually aimed at in the'policy,
either Dhecause of instrumental reasons, or because of legitimating reasons
(e.g. Howell 1989). In behall if the proposed approach, a number of instra-
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mental or legltimating political measures will be taken. A critical analysis
of the chosen methods on behall of instrumentaly and legitimacy shoud
alwavs go together. The same instrument can be nscd because of totally
opposcd motives or, the other way around, two totally different ways of
thinking can be made concrete with similar instruments. Weiler came to
the first conclusion in a research about the motives for decentralization.
The second conclusion was made by Broadloot (1983) after a comparison
of the centralized French educational policy with the decentralized British
policy. Other often used instruments are: infleencing the regulation (Kirp
& Jensen 1988), privatization of education (make the support to privatize
education or public education dependert on private capital) {Pring 1987}
or compensatory legitimation (Weiler 1983a, 1983b) through for example
participation (Beattie 1983; Woods 1988). It is necessary to understand
the cohesion of the political system to pronounce significant statements
about the impact to be expected from planned measures. The policy wili
be more goal-seeking than goal-realizing and will have a greater need
for permanent evaluation and adjustment, because the insight in the
political system cannot overall be captured rationally and neither be
seen as a result of the political environment. At goal-seeking as well as
at cvaluating and adjusting, the study of educational policy will always
have a need for multi, and when possible interdisciplinary support (socio-
logy, economy, analysis of culture ...). As a results, conceptual schemes
referring to the research of educational policy will at least become as
complex as the reality of educational policy itself.

* We thank Prof. dr. W, Wielemans for the supervision at writing this article. We recei-

ved useful comments from Prof. dr. B. Cowen, Prof. dr. R. Vandenberghe, Prof. dr. R
M. Van den Berg and drs. K. Potemans.
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EDUCATIA MORALA — NUCLEUL FORMARII ADEVARATEI
PERSONALITATI

DUMITRE SALADE

ABSTRACT. — Mora! Education — The Core of Yersonality Fuliilling. The
study is a plea for the importance of moral education in developping pupil's
personality. Starting from moeral education goals and specific, related to other
problems of personality development, pointing cut the main difficulties of its
practical accomplishement, the importance of preparing moral options and a
moral attitude as the expression of harmony between moral principles and
practical behaviour is stressed.

o Este mai gren s& aplici decit s3 propui o regula
morald”

A. Seneca

1. — Problema, Fizionomia morald a omului a constituit dintotdeauna
un element de valoare al atitudinii sale sociale si dect o preocupare sta-
tornicid a oricdrei colectivitdi pentru a-gi asigura existenta, o convietuire
pasnicd st prosperd, prin cultivarea calititilor etice. Pornind de la valo-
rile morale considerate csentiale si permanente (adevir, bine, libertate,
dewnnitate, echitate cte.) societatea a urmdirnt cultivarea si dezvoltarea
tor permanenti, in rindul tuturor membrilor sii. Profilul moral al individu-
lui a devenit adeseori un criteriu de bazdi in aprecierea contributiei sale
Iz bunul mers al societdjii. Educarea moralitatii tuturor membrilor socie-
tariy, in spiritnl sistemului de valori elaborat si acceptat, constituic o
sarcind a intregii colectivititi si in primul rind al scolii si al familiei.

in ciuda numeroaselor studii despre valorile eticii! se constatd ci
practica rimine mereu in  urmd, accentuind decalajul dintre ceea ce
esfe 51 ceea ce ar frebui sd fie, ca expresii ale realititii i dezirabilitidtii.
Dintre toate aspectele educatiei, cel moral pare a se realiza mai Incet si
a polariza mai greu in juru-i toate calitatile care-l apropie pe om de
modelul visat, de ideal si perfectiune.

Cu toati ponderea pe care o au valorile morale in idealul social reali-
zareh acestuia rimine mereu un deziderat, in aspiratia individulai la/spre/
‘desédvirsire, deoarece numeroasele orientiri, dezbhateri ¢i discutii teoretice,
abstracte au oferit prea putine indicatii practice, metodologice.

M. Grigoras, Principii de eticd socialistd, Fd. Stiintificd, Bucuresti, 1974; T.
Catineanu, Flemente de eficd, vol. I, 1982 5i II, 1987, Ed. Dacia, Cluj; Dicfionar de eticd
peniru tinervet, B, Politicd, 1969; V. Popescu, Morala §i cunoasterea sttinfificd, BEd. Acad.,
R.Z2R., Bucaresti, 1974; V. Bunescua, Educafia morald §i formarea personalitdfii. Funda-
smenle psihopedagogice. | Revista de pedagogie”, Nr. 6 §1 7--8, 1991 I. Comianescu.
Kecensiderdrt  necesare  fn probloma  educatiel morale, in | Revista de pedagogie’”, Nr. 6 si
7—8, 1991,
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Fira fudeialid ¢i una din cauzele care au adus In planul atentiel educa-
tia morali este i criza actuald a socictdtil, care a subliniat si mai mult
ponderea factorului moral in profilul psihologic al viitorului cetatean. Leca-
lajul existent, in domeniul valorilor morale, intre posibil si real, intre
dezirabil st coneretul existent, intre informatie si actinne, intre judecata
moralit si realitatea sociali constituie un semnal de alarma pentru scoala
st pentru tofi responsabilit educatiel, Congtientizarea acestel realitifi si
imperativele morale ale etapel pe care o parcurge societatea noastri a.
devenit o prioritate a geolit contemporane. Trebuie si-i redidm idzalalui
stralucires nocesard st sd-1 asigurdm ¢ lunctie mult mal activd in viata
societatil. Aspiratia spre ideal, cu deosebire spre unul moral, ar trebui si
devind o caracteristicd a educatiel democratice. Implicarea elevilor (tineri-
lor) in actiunile sociale cu o pondere valoricd ridicatd ar putea devent
reguld in activitatea educativid, Importanta valorilor morale, in comparatie
ce celelalte categorii de valori (emnomice politice etel) ar trebui argumen-
tati si subliniatd i mai mult in procesul de Invafdmint si in actiunea
Lduulelona]a_ Atitudinea morald presapune formarea si dezvoltarea con-

stiintei morale, a libertdti: si autonomiei si a gapamta‘;n de a lua deciziz
morale.

In loc s3 se pund accentul pe educatia vointed, pe intarirea puterii de
rezistentd, pe autonomia morald, scoala a cultivat mai mult supunerea,
conformismul, recurgind precumpanitor la metode de constringere. Con-
vingerea morali a fost subapreciatid in dauna informatiei morale, iar Iiber-
tatea a fost inlocuitd ¢u supunerea, exercitinl moral [iind aproape in intre-
gime igunorat. Antrenarea tinerilor in mod constient in acfiuni bazate pe
o motivatie interioard, care cer un efort si care vizeazd modilicirni ale
forului interior reprezintd aspectul esential la formirii personalitiifii lor
morale. Accentul se cere pus pe un awfrenament in domeniul vietii morale,
pe autoeducatie, pe autoanaliza conduitei $1 pe cultivarea persevereute
in combaterea oriciiror manifestirt imorale (mlmmna, furt, egosim, vio-
lentd ete.).

Dutoria morald a Tost adeseori echivalatd sau evaluatd cu ori care alta
obligatie, fird a 1 se sublinia pe deplin importanta, semmnificatia gi valoa-
rea.

2, Existd un specific al educatici morale? Se vorbeste despre o

Ldt!tﬂtlt morald ca despre un aspect al educamel generale. Poate ci numai
in parte aceastid separatie este indreptatfitd, deoarece intreaga educatie tre-
buie si [ie morald, inclusiv cea fizicd. Practic intreaga educatie trebuie
si fie morald, inclasiv cea fizicd. Practic nu se poate concepe o educatie
morald sau imorald, indiferent de societatea de care este vorba. Cind
vorbim despre  cducatie ca proces de socializare, ca s dim un singar
exemplu, presupunem cid acest proces include sau se bazeazd, in prlmul
rind, pe valorile morale. Elementul unificator, Hantul il constituie tocmat
clementul moral, valorile incluse in idealui social si in scopul educatiei-

Daci idealurile sint valori ce tind s# se transforme in acliuni, sd se
actualizeze si s& imprime o anumitd {inutd conduitei ele trebuie si devina



EDUCATIA MORALA 27

principalele pirghii ale educatiei. Dar, cum morala presupune acceptarea
unor valori, adeziunea la ecle, acest fapt nu trebuie ignorat in actiunea -
coteretd, of argumentat si demonstrat pind la evidents, pind ce devine o
convingere, un principiu calauzitor in acliuue,

Dacit sé vorbeste despre o educatic morald, in mod special, este pentru
a siublinia st difereniioc cimpul el de al celorlalte domenii, pentra a-i arita
gpecilicul, pentru a i se stabili functiile si pentra a so sistematiza ohice-
tivele si relatiile @i cu celelalte compartimente.

Mai mult chinr, educaiia morall este nucicul, este miczal intregii porso-
nalitafi, chiar  ducl unele excepfii vin si contrazicd regula. Prin esenta

vi — formarea individalui pentru a sz adapta st integra conform doriutelor
soclale — educatia este un fenomen moral pentru ¢d se bazeazd pe valo-

rils morale, tinde sit e cultive si dezvolte st le considerd suportat Intregii
activitats (disciplind, muncd, cistea, demnitates, respectul reciproe. ruspon-
sabilitatea, patriotismul ¢te.).

Eduvatia morald este o chintesentd, este geueratoarea conduited sociale
a individualui si aceastd calitate polarizeazd spre ea toate celelalt: valori
(estetice, culturale, stiingifice, tehinice ctel),

A spunc c& educatia morald este nucleul sau liantul tuturor compo-
nentetor educatiet inseamnd a susfine ci aceastd tezd is1 giiseste o confir-
mare in realitate, in practica vietii cotidiene, Inscamni a organizain asa
icl cimpul edocaticl incit tezele sau principiile morale si devina piloni pe
care sd se sprijine intreaga constructie a personalititii. Mai malt chiar,
inseamnd a pune de acord actiunea diversilor factori educativi cu actiunea
de autoeducatie, deci de antoformare. Aceasta inseamna a recunoaste aceeasi
tabld de valori g1 a milita constant si sistematic pentru realizarea acestora.
A face din educatia morali germienii formirii personalititii inseamni a
implanta de timpuriu in conduit, apoi treptat in consttinta copiiului nor-

Sentimente moerale Valori uniane
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mele care trebuic sa-1 cilduzeasch st cirora trebuie i e subordoneze pe
celelalte.

Spectiicul educatiei morale este dat, in prigml rind, de obiectivele
(sentimente, convingeri, conduite} $i de continutul {0 serie de norme) si
deci de un sistem de valori la care terbule si adere tofi manbril unei
colectivititi, Moralifatea unui grup este cea care-i sporeste coeziunea  gi-i
asiguri prosperitatea, de aceea grija pentru elaborarea si respectarea unui
corp de principii In viata sociald n-a cunoscut aproape nicl o inirerupere
din cele mai vechi timupuri pind azi. Raporturilor dintre vament i s-a acordat
totdeauna o atentie speciala i functie de nmivelal de dervoltare al socie-
tatii.

fu lne, natura, dinamisimul si complexitatea fenonenului moral dau
si cle o notd particulard acestui aspeet al educatict, FEste vorba de o cate-
gorie de abstractiuni (valori morale), care sint mai greu accesibile (omenie,
cinste, bine, responsabilitate, altruism etc.) uncori chiar s adultului.

Fducatia morald este un astfel de domeniu, in care numai spiritul sec
al comandamentelor, caracterul imperativ al normelor 31 nota restrictivi
a dispozitiifor nu maobilizeazd persoana si nu antrencaza intregul! foud psihic
si moral in realizarea (impunerea) unel etici militante. Fard a angaja,
implica si dinamiza conduita practicd educatia morald n-are nici o valoare,
indiferent de calitatea el teoreticd. Numai frausformindu-l pe fiecare mem-
briz al societatii intr-un membru activ, intr-un promotor responsabil al
valorilor morale putem spera intr-o fransforimare ampld a intregii vieli
sociale.

3. — Dificultafi in cducalia wmorald, in procesul edncatiei morale ny
putem uila  cit de complexe, de intretesute $i de interdependente  sint
rclatiile in care se miscd indivizii si care influenteazd uneort atitudinea
acestora mai mult decit sfatul primit in yeoald,

) greutate a efectudrii edncatiel merale provine tocmail dinimpo-
sibilitaten stapinirit sau coordondrii actiunil tuturor acestora. Decalajul
sau nepotrivirea intre cuvint si fapta este adeseori inregistrati de cei tineri
cuoun spirit eritie s atunei nu este de mirare ci umi ramin indiferenti,
altii iau cuvintu! drept norma s In fine altii, poate cei mal multi apre-
ciazi fapta, conduita.

O futrebare fircased apare imediat © De ce dintre toate aspectele cdu-
catiel cel moral prezintd cele mal mar dificultan?

Pentru ¢d opercazd cu concepte abstracte gren de ilustrat st con-

cretizat @ bine—rin; adevir—neadevir ; cinstit—necinstit ete. ;

—- pentru cd s+ bazeazit pe o scard de valorl gren de perceput de
ciitre copil sau tineri, valori care de fapt sint pilonii societdtii;

c- pentru ¢t ele presupun, In preaiabil, o anumitd experientd indivi-
duald, care sd permitd comparatil, analize, raportari, evaluari ete.

rrrrr pentru cd exemplele din acest domeniu cer totdeauna st unele expli-
cajli, motivari, argumentirl, pentru care nu suntom totdeauna  pregatifi

— pentra ci noi nu cunoastem suficient de bine $i copiil cu atit mai
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putin cum se petrece procesul e interiorizare a anumitor norme s valord
morale

— pentro cd la inceput intercsele copilutui sint In contradictie co cerin-
fele medivlul sicu exigentele celoriati (manifestind, dorinte, la joc, la munca
ete); -

—- pentru ci e dificil a erganiza experienta copilului potrivit cu particu-
laritatile sale de virstid si individuale, astfel ca ele si se sustind reciproc.
s fie concordante ;

pentru i e gren de reuwiizat totdesuna nn oacord intre principiile
(unrmele}, cerintele mcdiului gi realitatea inconjuritoare {intre ,este’” si
Ltrebuie’) : :

pentru cid adultil, din pdcate, nu oferd vomai exemple poritive
celor din jurul Jor, experienta individoali a copilulud {iind contrazisi ade-
seorl de catre realitate.

Pe scurt, dificultitile din acest domenin sunt de naturd Jiferita :

— complexitatea factorilor care pot influenta conduita morald a per-
soanei ;

— natura valorilor morale, mai greu accesibile perceperii si intelegerii
noasire ;

— absenta unul medin educogen, prezentul tiind marcat de unele
tare morale, pagubitoare, periculease (egoism, invidie, minciuni, furt ete.)

-- ponderea ridicatd a componentelor atfective in conduita morald,
care presupune o experientd individuald pozitivd bine structuraté ;

— greutatea electuiirll unor autoanalize obiective a conduitel noa-
stre morale {absenta unor criterii sigure, motivate, maturitatea spirituala,
asimilarea unor valori morale ete.).

Cazurile si situatiile cxtreme ne avertizeazid asupra efeclelor negative
posibile, in cazul unor greseli repetate san periculoase in procesul educatiel
morale. Intr-un medin educogen insi pericolul aparitiei unor asttel de
efecte este mal rar. :

Educatia morald este chemati si dezvolte constiinfa eticd si aceasta
la rindul el 4 asigure optiunea pentru pace, si sutind trinmful binelui,
s extindd treptat arla infelegerii intre oameni g1 s promoveze cu con-
secventd valorile morale si o viatd spirituald elevati. Ea va trebui si reali-
zeze o conduitd morald adecvata idealulul social, in spiritul unui adevirat
umanism si la nivelul intregului popor. $coala trebuie sd ofere sugestii
si strategil care sd ducdl ia ridicarea valorii morale a omului, la cresterca
neincetati a moralititii sale.

4. - Opfiunea morald. In educatia morald accentul se va pune mereu
pe alegerca solutiel morale corecte si pe traducerea ei obligatorie in prac-
ticd. Tinfrul va fi urmdrit si ajutat sa facd acest pas important de la
optiune la practicd, conform cu juteresele proprii si cu cele ale colectivititii,
et exigentele morale.

Optinnea morala care nu este o silmpla alegere impune citeva preciziri:

Optiunea morald vrea si sugereze ceva mai mult i anume necesitatea
conformitatii oricarei optiuni cu principiile morale, ¢i ca trebuie si devind
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un punct de referindl pentru toate alternativele si ¢ ea trebuie si domin®

orice analizii si deliberare in conduita individului. Abia atunci putem spune
¢ intreg comportamentul nostru este suberdonat principiilor morale cind
optiunea a devenit un criferiu s un punet de relerintd pentru toate cele-
late opfiuni g apoi actiuni,

Optiunca morald, ca ori ce alti oplinne este rezultatul deliberdrii, al
autovaprecierii mintale {rajionale) a unor consecinte posibile si al climindrii
alternativelor imorale can amorale.

Optivunca morald se referdt deoptrivid Ia prineipiile, regulile can normele
morale ca sl i conduita conformil cu unecle zauw altele din normele
la care s-a aderat deja in decursul  experientel morale individuale. Confor-
mitatea optinnii cu conduita se realizensd prin decizia care fn mod obisnnit
incheie orice proces de deliberare, constienti firesto.

Optivnea, intoermal ca ¢ decizia, nu asigurd antomat moralitatea
conduitei. Tneori poale f1 luatd gresit szu nn cste finalizati, adicd na
eate realizald fn practicd. Moralitatea atitudindl luatd intr-un caz san altul
este stabilitd in raport cu normele morale. Abia condauile di girul moralititn
prin concordantx el cu normcle worale $i cu exigentele sociale. Vorbim
de atitudine principiald atuna, eind indilerent  de circumstange. conduita
se conformeaza prigcipiilor st normelor morale.

Fermitaten convingerilor, a sentimentelor ca st clavitatea principitlor
de conduitdt actioneazd unitar in cuzul optiundi morale. ,,Noutatea™ situa-
tiei nu trebuie s3 determine mici graba deliberdrii, nici abdicarca de la
principiite cunoscute.

Atitudineg morald, ca 0 categone eticd stabilizaill se coucretizeazi in
atitudinea fald de muaucd, fafd de proprietate, fatd de avutul obstesc,
iatd de Invagitora si culturd, fatd de sine, fatd de bitrini, femei si copit
cte. Ka devine un indicator al moralititin individului §i adeseori nn punct
de plecare fn anticiparea condwitel acestuia.

Posibilitatea prevederii reacfiel Intr-o situatie datd este conditionata
de fermitatea caracterului moral, de experienta morald anterioard a celui
in cauzi si de claritatea si tenacitatea principiilor morale adoptate ca norme
de conduitd,

Calitutea si eficienta educatiel morale se exprimid nu numai in inte-
relatiile ¢ intercomunicarea cu semenii nogtri ci 5i in orientarea inte-
resclor si aspiratiilor noastre. lentru clevi gi pentru tineri, de exemplu,
devine semnificativ in wcest sens modul in'care isi aleg si concep buctiriile,
aprecierea acordati ocupatiilor din timpaul liber si priorititile incluse in
programul de lucru. Adeziunea lor fa valorile autentice este semmuul cel
mai sigur al succesului muncii educative.

Specilicul, singularitatea si unicitatea faptului moral este bine si
fie subliniate, ausalizate g1 ldmurite tinerilor pentru a prevent si evita com-
portamentul imitativ sau conformist neutru. Libertatea de alegere presu-
pune neaparat cultivarea i intdrirea vointei nu atit pentru a rezista tenta-
titlor ¢it mai ales pentru a traduce in practicd si a da un continut moral
conduitel personale. Aceasta presupune o luptd continuid cu sine iususi,
mai sustinutd 1 mai intensd decit in orice alt domeniu,
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Infinita si marea nuantare (divorsificers) @ conduaitel morale nu trebule
sa duca la absolutizarca relativitatii «i. Ea trebuie, dimpotriva, si-l plaseze
totdeanna pe autorul «i de partea valonlor morale (pozitive} w0 impotriva
viciilor, a oportunismului 1 & intoralitatii. A nu se confunda uneori elastici-
tatea normclor morale cu cea a faptetor morale este o chestiune de cunoas-
tere, de etici si de formatie in spiritul eticii.

Capacitatea de anticiparc a rezultatelor, a cfectelor conduitel umane
este o caracteristicd a optiunii morale si ea se instituie treptat ca o instantd,
ca o cenzurd sau pre-judecatd morald, ca o datorie a persoanci.

Cind se vorbeste de transformarea omului, de reconsiderarea sa morala,
aceasta cste ginditd in primul rind in plan moral si apoi in cel cultural,
tehmic, economic ete. cu o inaltd s1 puternici motivatie sociald, A rAmine
Ia 0 simpld schemi teoreticd echivaleazd cu un formalisin ineficient. Mode-
lul acestuia se elaboreazil in procesul practicii, se completeazd st perfectio-
neazd pe masuti ce experienla sociald i progresul stiintel se imbogéteste.
Fireste ¢i in aceste conditii omul este s devine propriul sdu autor §i in
acelasi timp [duritor al structurilor si mecanismelor formative ale socletifil.
Acesta este si un argument impotriva scepticismului si pesimismuluil edu-
cational din unele societdti. A milita pentru un optimism educational
(moral), realist controlat ¢i fundamentat inseamni nu numai a afirma incre-
derea In individ ci si convingerea cd societatea este capabild sd creeze
conditiile necesare st si ofere un climat educogen autentic. In aceasta
constd si dificultates dar si miretia faptului, a proiectului de transformare
a societafil. Asa se explicd, de altfel, insistenta si diversitatea pozitillor din
care problematica omului este abordatd si analizatd, mai ales din perspec-
tiva lilozofiei, sociologiei si psihologici {dimensiunile valorice, experienja
istorica, conditia culturald, rationalitatea, creativilatea etc.). Modul in care
societatea permite si favorizeazd realizarea unei identitdti dinamice a trasi-
turilor caracteristice personalititii cu idealul societatii constituie un indicator
important al progreselor realizate de o colectivitate pe aceasta linie a mode-
larii morale a membrilor sit.
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OQOPINIONS OXN THI TRAINING AND REFRESHING
O THE TEACHING STATT

MIRON TONESCU. VASILE CHIS

ABSTRACT. - The present study is focused on Romanian  system of teachet’s
Lraining. The authors are concentrated npen 2 levels of named system: 1D
initicd preparing, duritng academical studies; 2 coufineons improvement of
the own activity in education, during a teacler’s carcer.

There are presented productive didactival activitivs oml snggestions for
Improvements in order of objectives, strurtares and content. The mest remarks
are poitting the continuons improvement of teacher’s aetivity, (fe. 21, Conelu-
sions are based on anthor's expericnee and hiblographical information.

The evaluation of the cdveational systems has already pointed out
that these are always at a loss and, coussquently, surprised by the evohe-
tion of social and cconomic events, Thoush, intentionally edfication wants
to shane the foturve, practically it mostly keeps old structuares, content
and strategics, which make it diffieult to adapt te new realities. Luomax
already said in 1975 It ssems that while society 1y under continuous
chunge, the sducational strategies tend to remiain the same, Though the
teaching staff instead of offering a response 1o these change, reject them,
they become their victims”. (Lomase, DLEL, 1976 p L)

The abave assertions draw the attention on the nocessity of changing
a mentality on what education should represent as a whole. Among the
cdiccational prbloms doamanding a different approach we point out those
referring to the teacher. We are mostiv interested in the edacationad aspect
of teaching, {is Tanection and the proces of acquiring professional compe-
tenge, )

Our universities are kuown to train specialists for a very wide range
of flelds: wmathematicians, chemists, physicists, cconomists and so on,
including Mathematics, Romanian History, Biology teachers ete. Deing
an alternative awong these different approaches, teaching has not found
its suitable characterization iu the syvllabus of the didactically oricnted
faculties.

The teacher’s competence is equivalent to the physicist’s, the chemist’s,
the geographer's so it's equivalent with having the knowledge of teaching,
ol educating is, thous ensured by the speciality training.

1. Speciality Training — Psyehopedagogyieal Training., The field spe-
ciality — the psveho-pedagogical training,

The desire to turn teaching into applied sclence is more and more
obivious in the thinking and action of the teaching staff. Within such
applied science, we might have, in different qualities, of course, peda-
gogrical, psyehological, methodological information ; of course being acquain
ted with one’s field is an initial condition,

3 — Psvchologia-Poedagogia 1—-2/1092
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The teacher’s work is not only technique, a crafismanship withcut the
necessary knowledge. In this respeet we must admit that practically
many clichés replace anthentic knowlcdge. As the faomcus psycholegist
Skinner (1971) noticcd ; “We can’t expect an efficient technolegy of teaching
to he simpler than electronics or medecine. As we can’t build a new draft
of a radio-set, starting only from the wmain principle of dlcctricity, we
caih't expect the educational svstem to improve starting only from some
theory based on common sense (p. 180).

Whatever subject he might teach, the teacher must have the competence
to train the pupils’ intelligence and hehaviour with the means of this fidd.
Nobody denies that training itelligence and changing behaviour are complex
processes whose command claims precise knowlodge about the structurce
and components of these psyche phenemena, about their laws, about the
practical wavs to train and from them. It is also unanimonsly admitted
that the training process does not exist » sine, bevond any content, the
intelectuall training and acquiring knowledge in one field or another (mathe-
matics, physics, chemistry ete.}) can’t be separated, they form a unity.

The UNESCO data referring to the training of the teaching stafl
show taht pedagogy, psvchology, methodelogy hold & proeminent place
in the theacher’s knowledge. The psycho-pedagogical and methodelogical
information offers, an image of personality formation and strategies of
acquiring a subject, frames, metheds, techniques of training and educaticn
¢t. The lesson draft, for example, does not mean only selccting and being
acquainted with adeqnate content, it also means getting the knowledge
"~ within the frame of logical operations the child can percform, using ade-
quate vocabulary and creating stimulative motivation (1. Radu, M. Ionescu
1987).

J. Piaget (1963) properly noticed: many teachers think they have
the adequate introspection of their own intellectual operations and thev
think the logical description of thinking mechanisms to be the exact
image of this reality. Burt the logical-formal structure of thinking is the
term of an entire evolution with certain stages. According to the same
author : “Logics is the axiom of operational structures (of thought), whese
real functioning is studied by psychology (p. 57). What a logic text-book
olfers 1% thus a scheme of thinkmg processes at 1heir [ull. maturity. Or
school vears are such an important period in the child’s development (frem
G to 18 vears old) that there is a certain de-phusing between the tiacher's
logic and that of the child or teen-ager.

When, Papyv, the mathematician, got from the University to sccon-
cdarv school and tntroduced modern mathematical knowledge to the vounger
pupils within svstematic experiments, he created an ad-hoc graphic system,
he gave a lot of exampies (that i1s why his text-books weere very big). The
definitions themselves were adapted to the age. For instance Chapter X1I
[rom volume T Modern Mathematics {1967) contains the definition of the
fuiction. He strats from the graph and he sets forth the definition :

“Any relationship is called fuuction if from any point of its graph at
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Jeast an arrow starts (p. 181). But for Papy we might sav that is a mathe-
matical heresy: what about an arrew in a mathematical definition?

Ignoring the child's psychology is obvious especially in education.
A long contact with school shows that formm — teachers almost completely
ignore the teanagers’ lie and preoccupations so that education is mostly
jnefticient at this age. Under the circumstances, teaching and educating
often become svnonyms of fo suy, fo festify while cffective commugication
does not exist.

Pedagogical communivation has specific requirements concerning the
text-hook, the oral lesson, the debate, the ethical talk ete., requiremnents
which should be known and applied. S0 we miss a reference book entitled
“The methodology of Elaborai ing Wiittug a 'Pext-books where the principles
ol pedagogical drafting wight be widely presented. We also miss thorough
papers on the methodology of moral education. Pedagogical research
led to the selection of a wide range of techmques and procedures mostly
for teaching and on a small scale lor ¢ducaiton which demands a scienti-
fically. based and practically tested strategy.

The effort to creatively apply and adapt these techniques, methods
and principles — according to comtent, objectives, ete. have led to the
creation of new chapters in the speciality methodology books.

The educational phenomenon is mainly an organized law of influences
and messages permanently inter-acting. Reviewing the main sections of
this lawn we must point out : teaching, namely the lesson and its comple-
mentary activities (subject clubs, visits, supplementary classes, independent
work cte.). Hducation, out door. activities, mass media can’t be besides
education. ,

The dichotomy we sometimes encounter : spectaliiy training — psycho-
pedagogical and methodological training is nonsense because the teacher
teaches both through his subject and all the other educational activities.
In school there are no different specialists for every formative zone, The
Mathematics, Biology or Romanian teacher, for instance, are at the same
timme, formteacher responsible for the pupils’ career advising in the class
he is in charge with, organizer of the meetings with the parents, etc,

If fact, some people’s approach sticking only to in—service training
has many drawbacks. Narrow pragmatism, as a vocational principle for
the teaching staff will never be able to lead to a creative approach. It
is properly said that the teacher who is not widely trained in his {ield,
psychology and pedagogy, doesn't realize his items and has no pro-
fesgional imagination. He admits only one syllabus, one technique, he
never doubts, or asks and does not ask questions. He does not want to
compare his teaching to other people’s teaching.

In front of modernizing and renewal efforts such people feel themselves
defenceless, fearful, anxious, they can’t get rid of their working routine:
confused by the new conditions they will have a f{rustrating feeling which
will make them stand against progress. As the didactic-educational metho-
dology changes along with the new content, the teaching staff are asked
to have an open mind and a continuous creative effort.



%6 M. TONESCU, V. CHIS

Consequently, we may ascertain that there is no opposittion between
the two hypotheses — the speciality training and the pedagogical training
they are rather on complementary terms, claiming each other. Hence the
necessity of the teachers — to  he’ psvchopedagogical and methedole-
gical training along with the speciality one, as the teacher must respend
to all educational requirements with his competence.

2. Initial Traing ot the Teaching Stafi. If we consider the teaching
staff training system, on the whele, we can distinguish two subsystems ;
the former — “initial training’ and the latter "the continualy trainings
using the terminology already adopted by the UNESCO There is continuity
but also obvious differences between the two subsvstems.

The subsystem of initial fraining. As it 1s already known. initial
training is done in the faculty through the speciality courses covering
and, at the same time, cousiderably surpassing the content of the sub-
jects to be taught.

The psvchopedagogical training is added through.

The separation of academic speciality training from psychopedagogical
training is not advisable as they are to go together in om’s teaching and,
accordingly, they must not bhe separated during one’s academic training.
It is obvious that during the first academic vears special stress must he
laid on speciality training so that starting with sophomers preoccupations
with one’s psycho-pedagogical, methodological and Ia—service training
should gradually increase.

It is difficult, but very necessaryv, to achieve and maintain the balance
between one’s speciality training for his future work and one’s pedagogical
training which completes the former and individualized the graduate at
the same time. It is true that academic studies, being organized according
to a modern outlock, are sometimes closed within a world of abstract ideas
remote from the corresponding school subjects. For example, the student
in Mathematics — according to AZ. Krygowska (1971) being acquainted
with the general structures doesn’t find his way easilyv to the concrete
models, in teaching (p. 350} : on the other side, “what is marginal for
a mathematician's, phvsicist’s, phvlologist’s, historian’s work proper is
olten verv important from the pedagogical point of view™ (p. 342). Or
mathematics teaching methadology, for mstance, turns into account these
abstract ideds, projects them -- according to the same authors —
into the world of notions, calculuses, operations, theorems, etc. which
forms the content of mathematics in school,

Initial formation of the teaching staff, organized according to a set
of principles, is achieved in distinet stages. Amoug the tundamental principles
ol the psychopedagogical training mentioned in courses and reference
works (Debese, 1978) we mention the following ones:

— the traing of the teacher capable of superior achievements demands
talent and pedagogical vocation on whose background the experience fived
individually or in group generates new searchings, establishes perspectives,
sets new progessional and cducational pledges. The coutext brings forth
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a naturel question: is the academic graduate able to decide to teach
without considering his possibilities to adopt and to submit to the requi-
rements of such a profession ? The answer 1§ not easy to give as there is
no clear point of view in this respect. The attempts to discuss this matter
are more and more numerous with us, as well.

The ensurace ol an organic link betweem specialitv tramning, general
cuiture and the pedagogical one: the voung teachers’ training must not
be a juxtaposition but a natural sequel of the former ine, already acguired
by the undergsaduate - the promotion of a dynamic correlation bet-
ween the theorctical psycho-pedagogical training and the practical
ons, the latter being achieved through in—service activity under the
guidance of the methodology and psveho-pedagogy specialist.

The cducators’ training supposes the beginner’s contact with compe-

tent, experienced teachers, eve — witnessing their classes which eans
un — service teaching schools and very experienced tutors.
— the natural correaltion between the teacher - to be's training

and the type of education he will give to his pupils.

— the subjects’ advising and the individualization of their training
according to the nmityv-in-diversity principle, as all educators can’t be trained
identically : every teacher-to-be’s personality should he taken into account.

Finallv we mention the principle of the unity between initial and
continual training.

As far as the stages of initial training are concerned, our experience
and the speciality literature mention :

— & period of adjustment

— a period of practice, of initiation into the knowledge and use of
psycho-pedagocigal methods, means and techniques

-~ a period of effective activity, characterized by a high degree of
consciousness and responsibility.

In our in-service teaching svstem two stages are knewn: observation
and cffective in-service teaching, the latter being longer and consisting main-
Iv of preparing and teaching test and final lessons,

During the observation in-service teaching there is a first adjustment
stage which means the undergraduate’s acquintance with the scheol, the
milieu the pupils come {rom, participation in the teachers’ protiessional mee-

#tings, classes, meetings with the parents: organizing and participating in
irips and visits, creating and maintaining 1he educational ciimate in schools,
hostels, 1 the family ete.

A successiul didactic-cducational activity can’t be accomplished in
a take. For instance. having a class means ieaching parts, scguences :so
it's useful to pass through a moment — teaching stage. Accordingly the
period of adjustiment is made up of stages and initially you work with small
grous (3—>5 undergrahuates) who have to perform certain activities. Being
confrunted with actual teaching the graduates get easily. confused: then
every gronp gets.an assigment and an observation grid for his assignment.
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Foar instauce, a twelve studont group mav b2 divided inte three four-stu-
dent subzroups, every subzroup must obsorve different aspects of the
same activity, 7

Group(a) should ohserve the teacher's work stvle:

— his collaboration-type with the class

— the relationship batween the verbal and non-verbal

— the adjustm-nt of the content to the pupil’s level

- the training for the respective activity ete.

Group (b} should observe the reaction of the class and the pupils’
attitude  doring th: class assignment:

— the pupils’ traiping for the lesson

— their concern, the dynamic or slow participation

— the dzgree of didactic acquisition etc.

Group (o) should mastly watch the objectives of the teaching and their
fulfilling

— th2 precision of the fundamental objective and of the operational
ones ;

— tha relationshin bhatween objectives

— thz relationship between objectives and the result of the work
etc,

Th: numbzr and the difficulty of the assignments 1s in accordance with
1he undergradoates’ acquaintance with teaching, the subject, the didactic
tyvpe of the activity, etc, '

The ohservation grid of an activity/lesson is a diagram with precodi-
{ied entrizs aud elements, meant to ease ,,photographing’ the activity in
an operational and condensed way.

Considering it like that, the adjustment may become the draft of a
“school mongraphy” which helps the teacher-to-be realize and become part
ol the socic-educational relationships within school, get acqua-inted with
the relationships hatween school and the general social milien as well.

“The apprenticeship” of the adjustment stage introduces the student
to the organization of the teaching — learning act, to the thinking up of
an activity project, to different didactic-educational activities, to the
creation and use of didactic aids ete. Thz adjustinent stage ends with ha-
ving practical classes.

Two authors, Allen and Ryan (1972) who introduced the terin sicro-
learning — show four ways to organize and gradually achieve the practical
inveolvernomt in the class : (1) the micro-lesson (2) the micro-course (3) the
complete lesson with a micro-group and (4) the inmovation attempt. *©

Whit this view they have come to organizing micro-lessous, covering
about on2 moment of the lesson (oral chocking up or teaching the new to-
pic or reinforcement of the knowledge) in the two anothers’ expriment. The
othizr stags are still performad by ths teacher. Each exercises are useful for
the tormation of the executlon ability of a simpie operation, of a sequence
from th: didactic aetivity, successively passing through all the stages of
the activity. Th> d:mand to form complex abilities in seguence is thus met
“The micro-course” is a longer fragment af th2 lesson {20—30 minutes) which
is part of a didactic sequence prepared in group and delivered by the stu-
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dent. Micro-courses generally take place after several weeks, micro-lessons
and after the premises of the teaching abilities have heen learnt.

Finally “the complete lesson with a micro-growp” consists in using 53— 10
children from a class to teach a complete ¢ycle teaching — lcarning. namelv
a lesson. ' _

Practically applving the above mentioned techniques, new attempts
to investigate -- innovate mayv find and test new ways to teach — lcarn
and to go deeply into psychology, pedagogy and methedology.

We infer from the above statements the necessitv of direct and svste-
matic contact of the teacher —to — be with the pupils eithcr In a school
situation, or 1 & para or peri-school one, as well as establishing a permanent
relationship between the theoretical and practical aspects of his training
as an educator, knowing that a goed teacher must be mobile e¢nough (na-
mely to adapt to quick changes}, competent and respensabile.

In order to get suggestions concering the initial training, 4 vear stu-
dents of some didactic faculties have been asked to fil] in the questionnaire
helow,

— How after having some experience in teaching, where were you
weaker in frout of the pupils: what particular difficulties and losses have
vou realised in your psychopedagogical and methodological training?

Which topics are prior and which are secondary in vour courses

— How can better pedagogical, psvchological and methodological
training be achieved under the circumstances?

After a minimum experience, the students realise the difficulties ty-
pical to the beginning. Some of these are:

— Incapacity to dominate the class, to maintam the discipline, lack
of anothority in front of the class

— difficulty to be acquainted with all the metchds necessary during
the pupils’ activity in the class

— the level asked for and got to hy the student in teachiug is ,“too
high”, inaccessibile to the pupils

— Inmability to work in small groups and to cvaluate the pupils in this
case

— Inability to distribute his attention, to keep the class, the content,
the blackboard etc. under control {“while I pay attention to the black-
board, I miss the class”, savs a student).

— Difficulties in handling the dialegue, in asking questicns fo help
the pupil, in using teachiug, lcarning and evaluation mctheds

= “I'he difficulty to werk within a certain frame of time. r6Jeciing &
wider content than a 45--30 minute class mayv hotd.

— Sticking to a type of lesson, gencrally a mixed one which is natuo-
ral for the heginning ; firstly the studcnt learns a pattern which is widened
by different variants letter, thus evidenting and ¢ xtending the medkl: he is
to bz helped to acquire a wider range of types and variants of legsens. Sucli
necessityv is In contradiction with some futoring teachers’ tendencey to pro-
mote a pattern and to keep them within frames all the time.
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The little mitiation inta differentiated teaching, adequate hehaviour
towards weak pupils.

The lack of serious pedagogical training, mostly practical, to take to
pupils, (o know  hetter both themselves and their class, their agem
prarticuliarities.

Weale initiation into the way of motivating the activity, to stir
upr the interest for what the pupils have to do {“How can vou create enough
motivation for work, especially during ,.drv” lessons 27 ask many students),

Taking into consideration the ahove assertons, at the end of their
in-servive teaching, students think usefut for the graduates to-be’ training :

- mwre classes for pedagogical training and even lor psyeho-podago-
gical training. methodology  includad,

— participation in more class and extra - class activities

— teaching pedagosy according to the students’ main field

— more attention to the psychipedagoyical analvsis ol the activities
prepared and ted by the studonts

— careful initiation into the technigue of knewing and psvehologically
charactsrizing the pupils
1we groups should He smaller and the-v should work with the

1

sachor and the same class fonger changing classes, as well,

As for as the difficunlties are coneern <, we can point ot that no toa-
ching process 15 exhaastive, so wversity feerures can’t deserihe all the si-
tuations the <tudont will neset with, O the other haed, oy Quficndticg
caii b overeonr endy through personal voanded expertience, with on the
~pot oot of solutions from the tutoring toacher. AN these are acquired
through one’s own experience and they repr-sent the Tormative <ide of the
teachors-to-h2" training.

3. Trainers Continual Training. As far as the second sub-system s
concernsed - the continual tiaining - this is periodically achieved through
2 complete cvele of {ield pevehe-podagogy and methodology lessous.

Within the actualsvstem of the teaching stafi” continual training in
our country, the graduate comos hack to facultics at regulare intervai to
got acgiainted with news in his lield  and in pgycho-pedagogy,

£
t

saie

Such nwe inlormation 1s meant to fight against routine degradation
and to train the teaching staif ou higher steps of scientifie and pecdagogical
culture.

The necessity of refresher courses is obvious in praciice. During the
exams [or different didactic degrees we notice that with some of the teaching
starl, their field information is reduced to the content of the high school
text-hooks and their pedagogical “craftsmanship™ to seme didactic jatte-
rns  vears on end practising the same educational patterns leads to sterco-
tvpes in teaching, brings about the Hlusion of self —sufliciency. The pheno-
menon has also heen noticed by other authors who point out regress of know-
ledge and attitudes compared to the graduation level,

The refornn of the educational svstem in our country, still on its wav,
will greativ improve both the content and the way to continually train the
teaching staff.
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Coming to faculties again atl regular intervals will put the teacher into
contact with new information, new working techniques, with the new ;
whenee the great expectations conuected with these mements and the res-
posntbility ol headmasters, school mspectorated, universities involved in
jost-graduate teaching.

As we all know with us the syvstom of continual training imyproving
provides stages for learning and inteunsive, coilective activities: lessous.
practical stages, seminars ete. The aim of intensive stages 1= not to repla-
ce reading hat to present new Information syntheses, and eventually to £l
m the gap of some hibliographical sonr®s or thelr scarcity.

Teaching in this case can't be a mere rehearing of lectures or other
activitics alrcady performed with students neither as aspect, nor as content
15 coneerned. On the other hand, the infermation of the courses must be an
incentive and a suppport inlearning, Scveral  guestionaires among teachers
point ont many drawhbacks, many lessons are either too theoretical, scme-
times excessively redundant. “Words at this stage of theachmg” svas a
teacher “should be combined with practical demwostrations, otherwise
lectures lecome boring bemg considered inetficient and nsolless”. That s
why we fully acknowledge the statement that pedagogy handhooks become
a corps of principles and suggestions making up a very absiract end conse-
quently usclless “robhot portrait” of the teacher’s ideal behaviour.

Activating practice and ideas don't still brlong to some people’s wor-
king method. Theugh problematization, modelling case study, podogegical
programming, computer tcaching and generally new and very oificie ut toch-
niques are the object of the provented lessons these have little got cut of
theory and are scarce in In-service tcaching or teaching proper.

It is ever more, obvious the teachers” wish to be helped 1o know niore
methods and teaching techmigues laving stress on elements of medern po-
dagogy, getting acquainted with technical aids e

Debates should practise plurirelational diatogue, janel  discussion,
techniques appreciated by teachers, techniques yvor can work botter with
awd which van contribute to the ump from improvomnent-aim to mprove-
nent proper.

More and more memhbors of the teaching staff expect cortain topics 10
Do munutely dealt with, such as: differentiated teaching, activising thg
pupile methods, teaching small grouys, didactic, docimolegy, concrete me-
thods to check up. evaluation, grading, psyvchology of the sges, dovelsping
creativity  with teachers aund pupils, meotivation (why doesn’t a capable
prupil learn #) operational objectives (practically, not theoreticallyl, knowing
the class ete.

It 13 obvious that theorctical notions shiould be offered with their ap-
Plving technique, namely concrete use in class, which calls for mutual ac-
tivity with the teacher, in class, in order to imploment the new toechnigue.
That 1s something difficult methodologically hecause intensive periods
coinctde with the pupils, holidavs.

Under the circumstances, the method specialists call obsorvalivnal leac-
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i, namelv dircethy witnessing teaching of experienced  teaching staff
s usclul.

Witnossing classes within school, methodological commissions, accor-
dine to the ohjectives to Tollow, evervbody makes positive (<) or negative
() notes which will he at the basis of the discussion for the final analvsis.

Bosides these very widespread with us techniques, self~ficaching by
piden s used i other countries, being appreciated  as a self-evaluation
vier, anevae which anatvses the didactic event, memorizes it on the tape
and repoats 1t owhonever ne ary.

An indirect obhservation variant cver miore used is self-noticing tea-

1

ching.
The name o the witpressed activity
Aspects to b owatched Methods used to gt andrecord information
Peacher’s and pupils activity Attempt 1o wmterpret and analyse the
noticed facts
Sl — noticing  teaching, namely  self-observation - by audio or

video aids — in a given pedagogical situation has hecome the useful tech-
nigue in training the teacher thanks to tape recording. Self-noticing tea-
ching s more than ordinary seli-ebservation because it offers the possibility
of several self-analyvses of the recorded scenes, the teacher mav come back
to the data of the video or audio recording whenever he wants,

Tovery technique above mentioned has advantages and disadvan-
tages we easily notice. So direct observation is easier to do h:ing at
all the feachers’ hand, students included. That is why it is so wide spread:
but it may alse become a disturbing factor.

Indirect observation and especially self -- noticing teaching has

tiie advantage of secing details, creating meditation moments, possibilities
of self -analysis and self-evaluation.
, Different experiments {Mialaret, 1978, pag. 297) come to the con-
ciusion that students learu as well as when watching a filim on a pedago-
gical situation or seeing a teacher in class. The theree methods: real
stbuation, class television, film seem to have identical efficiency in trans-
mitting data on an cducational situation.

As compared to traditional observation techniques {observation grids
of the lesson), the video aids gave no great results, Two authors, Fanquet
and Strasfogel (according to Mialaret, 1978) consider self-noticing teaching
effects as such: “intellectual honesty docsn’t allw us to state at present,
that improving the didactic bzhaviour through sell-noticing teaching would
be great compared to alrecady khown mathods, A new field of research
is open in this respect... (p. 301).

"Observation grids rigoroasly applied in every day practice lead to
compuarative results, Their combined use allows a greater flexibility and
moblity to cover a wide rang: of edacational situations.

Noomatter wiat dilficnltizs wo might encounter, improving the con-
tinual  teaching  svstem ol th: toaching stalf calls for the ever wider
application of nxw and efticient working techaiquss atongside with re-
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definition of concept, theories and techniques cifered s analysis and
project instruments of the teaching staff's own working syvstem,

The continuous improvement of refresher-courses has cortain require-
tents.

— comlinuous inprovenent of the svilabuses on the basis of experience
and wirting new courses and hand hooks which should equally comprise
theoretical and practical acqguisitions in every field

— selling up cleav and precise objecitves

selecting edeguale content for all  tvpes of comrses we have.

The academic staff should pay more attention to this activity, giving
new information to each lesson, presenting it in a modern way, with appli-
cations that might have an effect on work in class proper.

— using a more operational methodology. It is necessary to surpass
the somehow school-like opties of the teacher who have come back to
the University for the promotion of lively dialogue, opinion and experience
exchange between participants

-— Success in seminars and practical  activities depends on the sub-
stance and quality of the teachers individual style which is generally at a
low level. In case this problem might be partly solved, refresher cour-
ses would become opportunities for collective debate, syntheses, opinion
exchange turning into account evervbody's training, ahility and expe-
rience better.

Under the circumstances a question is thoroughly asked how can youn
stimulate the teachers learning and what progress do they make while
teaching ? With this view we suggest to the printing houses in the field
and the University presses that the large number of participants shonld
be taken into consideration when printing courses, handbooks, studies
for the people enlisted for refresher courses and that they should offer
them enough sources for study.

The structure of the pedagegical act of continual training also
comprises checking wp, cvaluation and grading as an important component
because mnaturally at the end of cach study interval tests take place:
they scem to take too much after school pedagogy grading.

Dealing with refresher courses, namely with people whose work influen-
ces the pupils’ training it is advisable that different types of evaluation
should lay stress on the relationshing between field knowledge and the
methodology of the subject, as well as the way they conceive and achieve
the pedagogical process of forming the pupils’ changing personality.

So an e¢valuation methodelogy bLecomes more useless, it should be

Iree from the tension the post-graduates complain about and it should

favour an organic reception and integration of the new aequisitions among
the knowledge and techniques already used in school.

-- Didactic aids (stide sets, tests, case studies, differentiated cxcercises)
which might help the applicative side of the lessons
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— Didattic sels which the students wight make and use during
their in-service teaching and which thev shonld take to their school:
the teaching staff who attend refresher courses should have such sets
with psycho-pedagogical and methodological news to be used in teaching.

Practical obszrvations point out to the necessity that special atten-
tion should b2 paid to methodological training at courses and seminars,
pedagogical trainining, refresher courses, as well as to the problems of
pupils’ personality formation, of their consceience and hehaviour, aless
known field in teaching. .

REFERENCES

1. Adlen, D, Ryan, K., Le anicre-ensignement.  Une moithode  rationnelle de formautfion
des enseignements, Paris, Dunod, 1972
2. Bonniol, J. J.,Caverni, J. P, Neizet, G, Prur une appeenticsage de I'évo-
fution des tdches scolatres, in: , Cahiers de psychologic”™, 12, 1972
G Brunner, J., Penlru o teorie a nstruirtz, E.D. P, Bucureyti, 1970,
1. Dehesse, M, Mialaret, G. Traié des sciences pedagogiques, vol. 7, P.UTR |
1978,
.Kavgowska, A Z. Metodologie  invdfdminiulul  matematic-discipling  de stwdii g
wnfiersitate, in: , Cajete de pedagogie modernd” 3., H.D.P. Bucuresti, 1971,
6. Lomax, 1Y 1., European perspectives in teacker education, Tdited by Donald E. lwo-
max, London, John Wiley amd Sons, 1976
. Popy. Matematica modernd. LEd. Tinerctului, Bucuresti, 1967,
8. Poincare, H., Definitiile matematice siinviittamintul, in | Caiete de pedagopie moderni”
3, ED.P., 1971
9, Piaget, I, Psiholagia inteligenter. Td. $tijngificd, Bucuresti, 1965,
0. Radu, I.. Lonescu, M., Fyperienfd didacticd si creativitate, L. Dacia, Cluj-Napoca,
1987,
1. Skinner, B. F., Revolutia stiinfificd a invdfamintuled, 1. D.P., Bucuresti, 1971,
12, UNESCO-CODLESSY, Formation el reciclage du personne enseignant, Methodes de stimla-
tion de la créativité dans le domaine des moyens des enseigremend, Départment de pedagogie
et de psychologie. Bucurcsti, Roumanic, 12— 16 nctombrie, 1984,

41

~1



STUDIA UNIV. BABES-BOLYATI, PSYCHOLOGIA-PAEDAGOCIA, XXXVIL, 1--2, 1992

SSITUATTIA DE INVATARE” CA ACT DE COMUNICARE
DIDACTICA

VISTIAN GOIA

RESUME. - La .sifuation d*apprentissage™ comme  acte de communifestlon.
Cette étude constitue une application de la | situation d'apprentissage” dans
T'acte de réception de la littérature dans les classes de lyeée. Elle contient
trois sections: 1. la définition du concept de | situation d'apprentissage’ :
2. la |, situation d'apprentisage” comme acte de conmmunication; 3. lanalvse
d'unl roman par treis sitnations de ce genre.

Dans la premiére partie on apprécie que tounte | situation d'appretissage’’
suppose lexistence d'un contexte (le milieu seolaire), une interveution pédago-
gique (I'actipn d’enseignement) et I'acte proprement - dit &'apprentissage {qui
appartient & I'éléve).

Dans la seconde partie on examine le concept du point de vue de la
théorie de la communicatiomn, en relevant trojs aspects méthodologiques: la
,.Situation d’apprentissage” demande la | transposition didactique’ d'un contenu
scientifique pour le rendre accesible ; la présence des relations de conpération
entre te professeur et les éléves; l'activation des procés psychigues qui favori-
sent un  apprentissage efficace.

Dans la £roisiéme partie on analyse fe roman de Hortensia Papadat-Bengescu,
Coneert din musica de Bach toul en configurant trois sitoations ’apprentissage :
Vidée de concert, Uimage dela famille dans le roman et la technigue de Uana-
Ivse psyehologique.

1. Delinirea coneeptului. Recent si-a ficut aparitia in teoria didacticil
fnvitirii un nou concept - cel de ,.situatie de instruire”. Inflitrarea lui
deocamdatd in ginditea pedagogicd romdneasci s-a lacut dinspre studiile
francofone. Imbratisat c¢u generozitate de unil pedagogi!, couceptul
amintit pare sortit si producd mutatii in mentalitatea si practica profe-
sorilor de diferite discipline scolare. Similar altor teorii si concepte, cel
pe care-l prezentim acum este opus unor demersuri teoretice deja cunoscute.
Astfel , situatia de instruire” vine in contradictie cu tendintele , deductiviste”
sicu ,,metodele aplicationiste” din practica invatiril. Noul concepl presu-
pune un studiv stiingific al procesului de invatimint axal pe ,,modeic
reglatoare'’, inspirate din ,,pedagogia realului”. Adici ,,situatia de instruire™
este  vaAzutd Yca | entitate pedagogici de sintezd” a cirel sferd incor-
poreazd factori de ordinapsihologic, social si pedagogic.

Incercindu-se o delinitie a conceptulul, s-a pornit de la_cuvintul
latinesc ,situs-a-um'’ care inseamnd | asezat, situat, clidit”. In limba
francezd, substantival , situation” si verbul ,situer” exprimi acelasi sens.
Daci In aceastd limbi existd si sintagma ,avoir une belle situation”, in
limba romini existd chiar mai multe. In didacticii ,.situatia de instruire”

TToan Cerpghit, O deschidere voud fu explicarsa procesulud de fpedfdinint — feos
rie wrgarizdiid simeliilor, in | Revists de Pedagogic”, nr. 1201881, po 8- 172,
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presupune ,, plasarea’ elevuiui sau a clasei de elevi intr-o |, retea de relatin”
cu continutul stiintifiv al materiei de predat, pe de-o parte, si cu |, mediul”
de investigat, pe de aita parte. Cele doud zone sint considerate ca adeviirate
Lrezervoare” de . situatii de instruire”’. e aceea conceptul are un caracter
multifactorial, reclamind o tripla examinare : psiho-socio-pedagogicd. Ana-
liza psihologicd va rctine procescle psihice prezente in predare — iuvatare,
cea sociologica domeniul socio-uman (interrelatii, infhienfe), cea pedagogica
-— structurile cognitive §i operatorii. De obiced, orice |, situatie de tnvitare”
presupune un context, adicd medial scolar, o interventie pedapogica,
adici actiunea de predare a profesorului, un act de invitare. ce apartine
elevului st niste rezultate finale materializate in cunostinte, sentimente,
abi‘;itéti atitudini ete.

SSituatia de invigare™ ea act de comuniecare. Se spune ci orice fel
de inv atare este intotdeauna contextuali. Fiecare disciplind si-a creat
si perfectat noi ,,situatii de invatare’. Cadrul situational diferd in predarea
chimiej fatd de cel al predirii unei Hmbi striine, dupa cum cel al predarii-
Invatdrii gramaticii se deosebeste de cadrul rezervat educatiei fizice. Cun
toate acestea, putem considera, si este la indemina oricui, ¢ ,situatia
de instruire”, la nivel scolar, este mercu un act de comunicare, Dialogul
euristic este de neinlocuit, iar conexiunca inversi asigurd fluxul de idei,
cunostinte ete,

Privitd prin grila teoriei comunicirii, ,situatia de invatare” inlesneste
accesibilitatea notiunilor ¢n o mai bund cconomie de timp si de efort.
Cu ani in wrmi, Bruner era de pirere ci ,,orice idee, orice problema si
orice summi de cunostinte pot i prezentate intr-o formd destul de simpli
pentru ca orice elev si le poatil intelege Intr-o versiune recognoscibila’
Adeviarul acestor afirmuatii se verifica tocmai prin precepitele tcoriei comuni-
cdrti. Adicd, in orice | situatie de invitare” s-ar afla elevul sau profesorul
trebuie si aibid libertatea de a spune ce vor. Insid cu condifia de a fi
intelesi de cei cdrora li se adreseazdl. Aceasta, pentru ci fiecare se foloseste
de un llmbdj pentru a-si exprima propria gindire intr-o situatie data. Lim-
bajul inseamnd comunicare, dar nu se comiuicd nimic dach vorbirea e
lipsitd de sens. Se stie: orice mesaj trebuie sd {ie inteligibil, adica dotat
cn inteles accesibil partenerului. In acest sens, lingvistii preocupati de
teoria comunicirii au tendinta de a evita termenul de ,,gramaticalitate”,
pentru a impune termenul de |, pertinenid semanticid™, mai potrivit, spun
ei, In caracterizarea unei fraze din punctul de vedere al sensului®. Adicd,
predicatul si fie pertinent in raport cu subiectul s.a.n.d.

Asadar, prima conditie a reusitei intr-o ,,s1tufat1e de Invitare” este
1111;e1egerea rapidd si deplnm a unui confinut stiingific. In predarea lui
semantica se mtl]ne;to cu sintaxa. Din aceasta;wrapectn 4, In conceperea
unei |, situatii de invatare”, ¢ bine sd se {ind seama de tcotia ,contextuald”
sau 111110‘;:0111]“” a semmnilicatiel cuvintelor. Potrivit acesteia, sensul unui

Apud Toan Nveacsu, fustinie i favdtare, B Stiintificd, Bucuresti, 1990, p. 38.
3 Veri Jean  ohen, Nivelul semantic : prr’de’ca,!ia, in vol. Paetied 7 stilisticd. Ovien-
tari moderne, Bd. Univers, Bucuresti, 1972, p, 327
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covind este dat de ansamblul contextelor din eare lace parte, scmnificatia
fliind rezultatul combinarilor permise pentre un termen dat, Onieit de
abstract ar 1 un continut  stiingific, el trebuie transpus in vorbirea”
profesorualui i i convorbirea”™ dintre acesta sl oelevil sid. Dinlogul se
dosfisoard in prexenta Jocutoruiui” sioa ,interlocutorutui™. L1 variazd
prin ton, debit, mimicd. gesturi cte. de la .o situapie de invigare” la
alta si e Taun verbitor Ta altul. LConvorbirea didactici” este deapotriva
inteligenti si cmotionald.  Insusirea unei notiuni gomaticale dupd manual
sitt memworarca analized unut text literar dupd exegeza unui critic nn pot
0 considerate nivicum reznltatul wnor | =ituatii de invatare”

A doua conditie de care depinde eficienta unor | situatii de invatare”
este ordonarca didacticd”, prin care se ingelege o anumitd succesinne a
coneeptelor, ideilor st teoritlor ce se degajd din contextul unei unititi
de: continut. Ordonarca didacticd nu se suprapune aidoma peste cea stiin-
tificl, chiar dacii tine seama de logica acesteia. Se stie, ¢ atit demersul
idluctiv it gi cel dednetiv presupune o ordonare a cnungurilor, explica-
titlor si demonstratiilor care tin seama de logica didacticii. In predarea
unui set de informatit existd structuri variate adaptate continutului gtim-
tific respectiv e structuri in lant, ramificate, concentrice spirafate sau
mixte.

De obicel, in mintea elevului, infelegerea si retinerea unui corp unitar
de cunostiinte se face suly forma lerarhiilor priamidale. Adicd, nu teate
cunostingele, care sustin o teorie, un concept, o lege sau un fenomen,
au acceasi importantd si acecasi dimensiunc precum p'“itr:lfele]c‘ unei table
de sah. Dacit se mtlmpla asa in wintea unor elevi, inseamni ca 111\"1tare‘1
a fost mecanicd. Dnuputrua fiecare cunostingd predatd trebuie si aibd
orelevantd”, adicd s3 exprime un adevir care, la rindul siu, serveste unei
demonstrafii, unei explicatii sau aplicatii. Logica reclami tocmai graduali-
tatea piramidald a predarii si invitdrii uner stiinge. Nu existi — spun
teoreticienii didactici — ,,0 succesiune unici” pe care o urmeaza profesorii
in predare si elevii in inviifare. Succesiunea cea mai bund depinde de
natura materialului, de particularitijile individuale ale elevilor, de invatarea
anterioarid ete.

De asemenea, nu s-au emis inca judecati impezi cu privire la dimen-
siunea unei |, situafii de invitare”. Unii teoreticieni sint inclinati sa punid
semnul egalitdfii intre lectie ca unitate didacticd si conceptul pe care-l
discutdm. Dack ar fi asa, atunci profesorii nu ar mai preda lectii de

gramaticd, lHieraturd s.a., of ar werge in clasd pentru ,, a crea’ o situatic
structiv-educativa, Este o ttopie sii se creadd ci o singurd ,,situatie de
invifare” poate acoperi spafiul unei intregi lectii. Nici continutul, nici
fornizle de activitate (frontale, independente. pe grupe ete.) si nici procescle
psihice angajate nu permit asa ceva. In viziunea noastrd, ea cste o struc-
turd cognitivia. axata pe un umhnut anitar care solicitd aceleasi mpdumu
mintate pe o duratd limitatid de timp, fari a supraiucirca procesul asimi-
larii de cunostiinle st fard a provoea elevilor stari de ohoscald sau inhi-
bitie, ,, Sitnatia de invafare’ este viabili numai in masura in care restructu-
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reazd leetia, Inliturind suceesiunea osificatd a acclorasi | verigl”, .etape”
cte.

in conceperea umnei entitati didactice de acest gen sint importante
trei aspecte ! prehucrarca unui continut stiintific pentru a-1 face accesibil,
asigurarea unor relatii cooperante intre profesor 51 elevi, activizares acelor
procese psiltice care favoriziazd invatarea eficientd. Toate trei deopotrivi
trebuie integrate in ,situatin de instruire” bine delimitatd. $iin cazal
acestul concept, se verilicd rationamentul lui 73D, Rosea potrivit cirnia
o ved putea vedea Hmpede decit acolo unde ai reusi s& stabilesti conta-
ruri si limite precise. Pentru a vedea clar Intr-un continut oarccare, ¢ nevoie
si-! stidpinesti cu mintea ca pe un intreg bine inchegat™, Doci. trebuinta
de o vedes Intreg este conditionati de nevola de a vedea hhimpede.

3. Analiza unui roman prin trei | sitsatii de invdtare™. [n coutinuare,
vo ciiuta si conturiim trei | situatit de invitare” in predarea unui roman
dificil (la clasa o NDa): Cowcerd din mupsied de Bach, de Hortensia
Papadat-Bengescu. Accsten sint @ ideea de conecert, imaginea familiei in
romamn s tehnica analizei psihologice.

Axarea Jectiel de comoenturin lterar pe cele trel segimente coguitive
fnlaturd analiza scolarcasci vizind cunoscutele treple: geneza, subliectul,
compozitia romanuini, caracterizarea personajeler $.a., pentru a dezbate
cu clevil citeva probleme esentiale siocare tin de specificul scriitoared.
Seova evidentia, I liecare in parte, structura concentricdt o demersnlui
didactic.

In fegaturd cu ideea concertului”, elevii vor chserva intli ¢ ea este
un clement de structurd” a rowanulud, precam la roust era aceca de
,eatedrald” . In jural idedl amintite, se struocturcaza | discursul™ ca tehnied
narativd. Spatic]l principal al conversatiillor dernlate de personajele din
clanul Hallipilor este salongl Iftenet Driganescu. Nict, fecare ist susfine
LHpartitura’ nu numad muzicald o stosocialid sau sentimentald, pe un ton
s cutactul cerut de amtitreand. Polifonia | vocilor” s dezordinca tempera-

mentelor amintese de stercofonicul Bacli, |, Concertul in sine — spuue un
eritic. — nu-i decdt o companic simbolicd, atitind cu figdduinti de falsi
noblete’s.

In al doilea rind. concertal pianuit constituic un |, element de legaturd”
intre personaje. In funetie de ele so stabilese antmite relatii. Flevii vor
ciuta sa identifice , rolurile’” indeplinite : unii sint organizatorii concertului
(Blena, Marcian},  alfii sint interpretii  (Rim, Marcian), lar cel mai
multi sint invitatii (vereul Hlenei, Ada Razu, Licd ‘I'rubadural, Maxentiu
5.4.).

in al treilea rind, concertul este siun element de contrast” @ purita-
tea $1 gravitatea muzicii lui Bach scot s mai mult in evidentd saricia
spirituald a eroilor si uritenia morald a familiilor prezentate.

PVeri D DL Rosca, Miiune greacd, in vol, Liidsi fign i, Ld, Tara, Sibin, 1943,
p. 2%
AL Protopoepescu, Rowannl fsihologic romdgesc, 1. Lininescu, Buenresti, 1978,
194
. 2L
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Desigur, clevii vor [1 obligati st descopere in text cum apare ideca
concertului {comunicatd de doctorita Iina sotului el — profesorul Rimj
in roman, cum Elena Dragancscu face pregitivi pe mail multe planuri:
pentru @ intoemi pregramul concertulul, pentru asigurarea unor Luni
interprefl st a lansa Sovitafil unor personaje cunoscute in lumea bund
a capitalei. Treptat, cititorul face cunostiingi cu sala concetului, asista
la citeva repetitii in cadrul aceler serale muzicale, este pus la curent cu
fetul cum diferite personaje apreciazi s se implicd in pregatirile concerty-
lui. De pildd, Ada Razu face o buni pepularizare acestuia st muzicli lui
Bach, insi numat din dorinta cgoistd de a ajunge in casa Elenel gl g 1i
acceplald, impreund cu amantul i, Licd Trubadural, in cercul aristocrat
al Dragiuestitor. In schimb, asupra Elenci muzica avea o influentd tera-
peuticd @ o linistea, 11 da o certitudine absoluta. Fra o plutire pe o mare
frumoasi, cu porturl unde ateriza fericiti’™ ¢ Trairile acestui personaj,
sub vraja armoniitor lul Bach, pot influenta pozitiv educatia muzicala
a elevilor. I fac cunostiintd acum nu nwmai ce notiuni privind romanul
modern ¢i si cu altele ce tin de cultura muzicald a tinarului, cum sint
notiunile de |, Preludin”, | Fugd”, . Oratorin”, ,,coralul”, acesta din wrmi
prezentat la inmormintarea Siel, fica pelegitimi a doctorifel Tina s a
profesorului de echitajie — Lici Trubaderul. Este o ultima auditic din
Bach, intrucit concertul plinuit nu va mai avea loc.

In continuare, elevii vor i anlrenati intr-o .slituatie de instruire”
avind ca pivet imaginea lamiliei in roman’. i s-au mal intilnit cu
romanul cichy, care are in centrul acfiunil evelulia saw disolutia nnei
familil, Ja Duilin Zamfirescu, in cicdul |,Comanistenilor’”. In Concertul
Hortensiel Papadat-Bengescu, clevii vor dezbate destioul a2 trei familii;
Rim, Maxentin, Drigincescu. Prin activifate individuald sau pe grupe,
elevil vor f1slifi sd argumenteze faptul ¢ aceste familii au [ost constituite
din interes, fiind lipsite de iubire si cildurd sufleteascd. Familia Rim

<= ineropit dintr-un caleu! meschin al sotulud, famida Maxentiu — pentra
parvenire, iar cea a Draginestilor — pentru avere st din  rdzbunare.

Membrii acestor familii (si in geveral a clanulai Hallipilor) sint  niste
imbogititi de curind, care duc o viatd {drd de griji materiale. Draginescu

fiu de cireiumar — ajunge un industrias milionar. Lina aspird, prin
casitoria cu doctorul Rim, la un statut superior si la o camuilare a
pacatulu siivirsit anterior cu Iacd Trubadurud, din care s-a ndscut ,,proasta
de Sia”. Ada Razu — fainarcasa — se sileste sk impace statutul ei de
prinfesd, abtinut prin casitoric, cu  cel de amantd a parvenitului de
profesie madestd - Ticd Trubadurul., Elena — fiica Lenorei, aflatd pe
o treaptd sociald infericari — reuseste prin calitdti personale si prin
casitoria cu bogatul Draginescu, s& devind animatoarca unui salon aristo-
cratic. Familiile care freeventeazii acest salon se caracterizeazd prin sno-
bism (Ada si Flena) parvenitism (Licd si Ada), prin imoralitate (toti).
Priviti individual, mulfi dintre cemponentii acestor familii sint bolnavi

“Horteusia Pupadatlen gesou, Concer? din muzicd de Bach, Ed. Minerva,
Buecuresti, 1982, . 174,
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san sufera de anomalil biologice. Privite in ansamblu, personajeie care
compun lamilitle amintite, se caracterizeazd prin sirdcie spirituala si gol
sufletese, maseate de o voitd aparentd de lox, belsug st colturd Minate
d aceste delecte, familille respective sint sortite destrimirdi, declinuluoi.

In sfirsit, pentru arta ronuncierA tehnica analivel psihologics
(introspectin) - poate Torma obicctul altel | sitoatit de InvEtare” care
Presupune un sondaj in psiholowin siocenportimontul personsjelor. Dupd
cugn s-e remareat (e cdtre unil eviticd Hterard®, momeniul pubhcdrit roma-
wetor din ciclul Hallipa (1926 1938) eraunal al realismulai s al litera-
turil de vhservatic. Sondajele sufletesti aveau douar rostul de a exphicita”
comportantntul personajelor. In acest sens, i cazul lui Apostol Bologa
din Pddurca spiuzuralilor cititorul descoperd un | suflet etie” {caracteristic
romanului  doric).  determinat  de valori exterinare: sociale, religivase,
national-, suflet care se schimbd doar in momente soclale catastrofice.
In romanul ionic - spune  Nicolae Manolescu - cititorul  descoperi
ssulletul psihologic” - dituz s greu do determinat. Mai aproape de
adevir ni s-a parnt disocieres lul Livin Petrescu intre eul intenor’ si
seut real” al personajelor romancierel de care ne ocupdm.

In cadrul acestel |, situatil de invdtare’ elevii trebuie sd raspundi la
intrebarea — problemit: in ce constd ,mutatia’ infiptuitd de scriitoare
In tehnica analizel psihologice ¥ S-ar putea raspunde simplist @ in redarea
stratificatd  a  constiinjel  umane, Mai greu este de cdutat  argumente,
De aceea, individual ori pe grupe, ei vor i siliti <3 observe in psihologia
unor personaje stratificarea amintitd. Adicd, dupi felul cum gindsse, cum
vorbese siocun se comportdl, psihologia personajelor din Corcorf, anuinteste
de ,,blocul’ psihic vazut de Freud?, compus din doud sisteme ierarhizate:
subconstientul si constiinfa. Intre cele doudl compartimente exista un
permanent conflict |, intrapsihic” care influenfeazd viata individului
Subconstientul este generatorul | principiului placerii’” axat pe viata biolo-
gicd. Acestuia i se opunc , principiul realitiitii”, promovat de constiini,
axat pe viata social-morald a omului, generatoare de constringeri firesti.

Agadar, elevii vor privi personajele din roman pe doud planuri:
unul al sensibilitidtilor si intentiilor ascunse, depozitate in strafundurile
psihologiel lor, celilalt al ,,mistii sl conventiei”!" maunifestate in mediul
social pe care-l frecventeazd. lde fapt, chiar scrittoarea oferd cititorulai
grila prin care trebuile judecate personajele sale, atunci cind afirmi:
,In cladirea fiintei sunt multe etaje si subsoluri ale constiingei”\L.

Iati, doctorul Rim are in "adincul adincului’ constiinta ¢& e un barbat
,desitat si spalacit, cu gesturl de manechin si vorba pedanta’™, care-l lac

.

TLivia Petrescu, Hortvia Poapaiat-Beagoccu, in SNeviftord pomidni, mic dictionat,
Ed. Stiietifica i ¥nciclopedicd, Bucuresti, 1978, p. 330 331,

SNicalae Manolescn, Jdrea fai Noz, eseu despre tainnul romdnese, vol, 2,
Fab, Minerva, Bucuresti, 1981, p. 30- 31

TApud Siymund Pread, fdsloers in feihnpddica, e Wi Teouard Gavrilia,
E. 1P, Bucuresti, 1980, po 23 25,

WNicalae Manalescu, ap cit, . HE

HHortensia PapadaltBengescu, of. ¢if,, p. 20

’



GSITUATIA DE INVATARE® CA ACT DE COMUNICARE 51

sd fie frustrat dc .acele bemeficii intime” ale femeilor frumoase, traind
drama mizeriel omutui cu sine insusi. El trebuie si se multumeascd cu
surita de Lina™ pe care o luase de nevastd ca si obfina o catedrd uni-
versitard, si apoi, s-o forfeze s cumpere cu banii el, o casi confortabild,
pentru amindoi. Cum doctorului i-a lipsit tineretea, fiind inlocuita de un
stadiu al ambitiei carieriste, maturitatea il este , turmentatd” de neimpli-
nirile erotice. Aceste ginduri i triird ascunse, cititorul le afli din convor-
birile personajului cu ,,bunul sau amic”, adicd cu ,eul sin interifor”. Insi,
la suprafati, in mediul aristocratic, doctorul Rim e cuviincios $i solemn,
imbricind ,,masca aderenti a tuturor virtutilor”. Conflictul ,,intrapsihic”,
de care pomeneam, se desfiisoari intre cele doud paliere ale constiinfei
sale si tot de aici se naste ridicotul acestui persomaj.

Mai introspectiv gindeste si se comportd "printul Maxentiu. Desi e
constient de conduita adulterind a sotiet — Ada Razu — revolta lu
donchijotescd se consnrdd pe planul ,,eului interior”, intrucit nu se putea
opune deschis, nici tratamentului sotiei, care-] purta ca pe un manechin
pe la toate seratele si concursurile sportive, pentru a demonstra semenilor
cid ¢ cidsdtoritd cuun print, nici amantului acesteia care-] sfida in propria
casil, Debilitatea mostenitd, la care se adaugil boala {tuberculoza) il obliga
sd se revolte neputincios impotriva tuturor femeilor §i sd-si observe degra-
" darea fizicd cu ,,voluptatea” unui personaj {de)cizut in manifestiri pato-
logice. Conflictul ,,intrapsihic’” se consumi, in cazul Iui, intre ,,eul” supra-
dimensionat care-1 face, pe plan imaginativ, si se creadi un ,,mare inchi-
zitor”, indreptitit si o pedepscascid pe sofia adulterind, si filnta docild
care se supune intocimai caprictilor nevestei libertine,

In sfirsit, personajul Flenei Hallipa-Draginescu, poate constituie
pentru elevi, un obiect de studiu, pentru a demonstra alternanta dintre
ofunctiunile generale” si cele ,,particulare” ale sufletntui?, In pregitirea
concertului, Elena manifesti ribdare, un simt pronuniat pentru ordine
si ceremonial, fiind mereu constienti de Indatoririle ei sociale. Aceste
calititi esentiale definesc acel tip uman caracterizat prin virtui mijlocii,
care se manifesti pragmatic, rajional. Insi, la un moment dat, sub
nfluenta muzicii Iui Bach si datoriti apropierii de marele muzician
Victor Marcian, firea el se lasi dominatid de o pasiune secundard pind
atunci, dragostea, pentru care e In stare si treacd peste orice convenienti
sociald, fiind hotédrit3 si-si piriseascs sotul sisd-si urmeze iubitul in Elvetia.
Cum sotul moarce subit, Elena se intoarce in tari pentru inmormintare,
prile; de a constata ¢i averea ii este in pericol si ca atare, preocupirile
el principale (munca, averea, datoria, traditia) revin pe primul plan. Iar
pasiunea trecitoure este impinsd in cotloanele ascunse ale sufletului, Intrucit
clsdtoria projectatd este aminati ,,sine die’”, cum aflim din romanele
urmitoare ale ciclului,

2Tiviu Petltrescu, op cit, p. 3532,
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Aceste ,situatil de invdtare” 11 obisnuiese pe elevi sd studieze roma-
nul modern in functie de alte criterii, mai relevante decit cele folosite
pind atunci. De asemenea, ei sint siliti s& inteleagd acum constructia unui
altfel de personaj, deosehit de cel clasic. E vorba de personajul. conceput
pe baza teoriei experimentale (pus in situatii netnaiintilnite) si a introspee-
tiel ca tehnicd de analizd psihologicd. Pe primmul plan nu  mai sint  pro-
bletnele sociale, c¢i cele care tin de natura umand, de autenticitate vietii
launtrice a individulul. Prin aceste cistiguri, Hortensia Papadat-Bengescn.
se situeazd alituri de maril romancieri europeni al epocii interbzlice.
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RLELATIA DINTRE ,CRIZA DE TIMP” CA DIMENSIUNE A
TIPULUT A DE COMPORTAMENT SI UNII FACTORI DE
PERSONALITATE

HORIA D, IPITARIU

ABSTRACYT. — The Relution between . Time Urgenex?’ as a Type A Hehavi-
oral Dimension and some Personalities Factors, Time urgency may be an jmpor-
tant dimension in industrial and organizational psychology. It is a multidimen-
sional construct. The present research addressed the construet validity of
behavinrally anchored rating of Time Urgency {(TU) questionnaire and some
psychometric evaluation in o cross enitural situation. Relatiouship between
the TU measures and California Psvchological Ineestory (CPI) variables are
discussed. It is suggested a new method to cope with T in engineers vnviren-
ment.

LCriza de timp' s ,orientarea in timp' au constituit intotdeaunao
temi de interes pentru psihologia industriald si organizationali. Chiar
Miinsterberg {1913) cerceteazd maniera in care timpul influenfeazi munca
si cum este el utilizat in productie. Timpul este una din caracteristicile
importante ale procesului de munca, el este implicat atit in activitati de
naturd administrativ-organizationald, dar i la palierul individual unde ii
sint. afectate importante caracteristici psihologice diferentiale. Referindu-ne
ta utilizarea timpului ca aptitudine specificd, il vom regési In activititile
industriale de supraveghere, in reactiile specifice care caracterizeazi postu-
rile cu risc sau care faciliteazda instalarea monotoniei si plicitiselii, cum
este cazul supravegherii tablourilor de comanda. In general, muncaindustri-
ali se caracterizeazd printr-o continui luptd cu criza de timp. Frecvent
timput este inclus ca variabild in sistemele de evaluare a personalului
muncitor. De cxemplu, muncitorilor i se reproseazd ci nu-gi realizeazi
norma ; inginerii sint criticapi pentru nerespectarea termenelor; sectiile
si gerviciile se acuzi unele pe altele cd lucreazi prea lent si acesta ar
fi cauza intirzierii bivrdrilor citre heneficiar ete. ,,Criza de timp” (CT)
(Time Urgencyj, in anumite contexte industruale, la nivel orgaunizational,
al grupului de muncd sau individual, este perceputd ca o distunctiune,
devenind un construct important pentru psihologia industriala  si organi-
zationali.

Friedman i Rosenman (19539), consideri CT ca parte componenta a
Lipului A de comportament, alaturt de competitivitate, agresivitate si
ostilitate, ca asociate a holilor cardiovasculare.

CT este un construet multidimensional care, in general, se referd la
percepiia individualit a timpulul ca insufuicient pentru a-! putea planifica
siontiliza intr-o mani=rd optimd {Burnam, Pennenbaker si Glass, 19753,
O lecund maggora o multor cercetiiri anterioare ale acestui construct, a
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fost aceea cd el era tratat ca unidimensional (Edwards, Baglioni si Cooper,
19905

In ultimii ani s-a constatat o diminuare a interesuiul fatd de CT ca s
componenti a hmpulur A de comportament. Dimensiuni ca supirarea
si ostilitatea aun fost considerate ca avind o valoare predictivi mal mare
in bolile coronariene. In acest context. Landy, Rastegary, Thaver si Colvin
(1991), au realizat un studiu eritic al ,crizel de timp''. Ei au proiectat
si experimentat sapte scale prin care este estimat constructul de CT
demonstrind atit multidimensionalitatea cit s1 vualoarea sa psihometricd.

Obiectivul cercetdrii de fata cste sa imbogiteascd evaluarea factorilor
comportamentali ai CT" din mediul industrial. Ne propunem sa mvestigim
corelatele dimensiunilor CT cu citeva variabile de personalitate. In parte,
realizdm ceea c¢e se numeste validitatea de constructie a CT, dar, in
acelasi timp, explorim i citeva aspecte interculturale ale dimensiunilor
CT.

Metoda. Swubrecfii. La experiment au participat 290 ingineri, 228
barbati (media de virstd == 35; ¢ == 5,75) si 62 femel (media de virstd ==
32; o = 4,22). Experienta profesionali a intregului lot era de la 1 la 36
ani. Vechimea la locul de muncd, oscila intre 1 si 31 ani. Subiectii pro-
veneau de la doud intreprinderi, participanti la un examen de selectie
organizat ctl ocazia deschiderii unui curs pe probleme de management.
Situatia economicl precard cu care se confruntau intreprinderile respective,
schimbirile frecvente in sistemul de conducere, spectrul somajului etc.,
toate acestea au augmentat stareca de stres a subieciilor cu care s-a
lucrat. In aceastd cercetare, am inclus si rispunsurile unui grup de stu-
denti {N = 228} care au completat chesticuarul CT. Majoritatea studentilor
erau de profil tehnic. Virsta lor era intre 22 si 28 ani.

Proceduri. Inginerii participanti la cercetare provenean de la diferite
niveluri productive : cercetare, tehnologi, conducerea unor sectii si direc-
tori. Examenul psihologic s-a derulat in conditii adecvate, pe grupe de
30~50 subiecti. Testarea a durat cinei ore cu dould pauze de la 10--30
minute. Dupi examen, rezaltatele au fost discutate cu fiecare participant
fiind redactatd si o caracterizare psihologicd. Aceasta, cu asentimentul
persoanei testate, era inminati conducerii intreprinderii pentru a fi
utilizatd in scopul unor viitoare promoviri.

Instrumente de mdsurd, In examenul psihologic au fost cuprinse
urmatoarele instrumente: Scale de FEvalware a Crizei de Timp (CT) si
Inveniarul Psthologic California (CPT).

Scala de Evaluare a Crizei de Timp (Landy, Rastegary, Thayer s
Colvin, 1991) cste construitd din 7 dimensiuni care genereazit sapte scoruri
nonadifionale : Percepfia Timpului {pt), Stiiul de Vorbive (sv), Planificarca
(pD), Encrgia Nervousd (en), Lista de Activitdfi (1a), Stilul de a Minca (sm)
s1 Controlul Termenclor (ct). CT a fost proicctatd urmirind tehnica scalclor
¢ ancore comportamentale (Pitariu, 1988). Autorii CT au utilizat aceastd
tehnicd decarece scalele astfe! proiectate identilici cu  precizie sporitid
d'mensiunile particulare ale unui construct multidimensional si pentru
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<& scalele de tip BARS an demonstrat o integritate psibometrica ridicati
{Landy si Farr, 1983). Studiile de teren initiate pe dilerite csantiosne de
subiecti, au demonstrat cA CT are o Hhdelitate s validitate ¢ constructie
acceptabile (Landy, Restegary, Thaver si Colvig, 19915,

Dirventaral Psibologre California (Gough, 1987 ; Murphy si David-
shofer, 1991) cste un chestionar cu awtoadministrare care contine 462
afirmatii-iterm  cotabile cu adevaratfals, destinmat mésurfirit comporta-
mentului norseal, Tremii CPI-ulud sint grapati in 20 de seale (Dominantd —

Do, Capacitute de Statnd - C%, Secialilitale -~ Sy, Prezentd Seciald — So,
decoptarca de sine -~ dSa, Independenia —— Ta, Empalic — L, Respon-
sabililale — Re, Socializare — So, Adwtocorlyol — Sc, Impresie Bund —
Gi, Comwnalifale — Cm, Bundstare — \Wh, Toleranti — To, Realizare
prin Conforsmism — Ac, Redlizare prin Imdependenfd — Al Eficientd
Tutelectuald — le, Sensihihilaie Psibologica — Py, Flexihilitale — Fx,
Femiinilale, Musculinilale — T/M)., Un model teoretic enhoidal  explica

patruaga-numite stiluri de viatsd, san stilurl de a trai, ori tipuri de cameni
{Alpha, Bota, Gamna si Delta {Gough, 1990}, In studiu!l nostru am mai

utilizat i citeva scale speciale suplimentarve (dnxictate — Ax, Potenfial
Managerial —- Mp, Orientarea catre Muncd - Wo, Cocficientul de Potengial
de conducere — Lpi, Cocficientul de Maturitate Sociald — $mi, si Coefi-

cienrul de Creativitate — Cpi). ,

Toate probele au fost traduse st adaptate la conditiile socio-culturale
ale tari noastre.

Rezuhtate si disewlii. Criza de limp st variabilele demografice. Ne vom
referi atit’ la grupul de ingineri, cit si la acela al studentilor. In primul
'rind, remarcim o dispersic mare In ce priveste virsta subiectiilor. Studiul
covariatiilor dintre sex, virstd si ocupatie este un aspect important in
explorarez constructuiui de CT. La fel, compararea lotului american cu
cel romdnesc ne va oferi unele date suplimentare despre modul de perce-
pere a timpului in doud contexte politice, economice si culturale diferite.

Rezumatul statistic al esantionului american si roménesc figureazi
in tabelul 1.

Tabelul |

Rezumatul statlstie al variabilelor studiate

Seale CT Ingineri Studerti T.ot american
Birbati TFemei Total t P
(N —228) (N=62) (N —=390) (N - 200) (N 524
m AS m AS m AD m, AS m AN
Virsta 353 5.7 32 4,22 34 5.54 3.50 001
Perceptia timpului 518 107 5.11 1,13 5.16 103 -- .40 ns 517 115 5.31 1.23
Stilul de vorbire 441 104 461 98 4.46 1.03 —1.37 ns 454 1.14 4.76 1.14
Pl_nificarca 4530 114 443 1,08 449 1.12 27 ns 426 £32 438 1.30
Fouergia nervoasi 476 1.20 489 1,22 479 1.27 — 68ns 461 1.23 493 140
Lista de aclivitati 488 116 5.47 1.29 500 1.21 —3.46 001 442 1.36 542 1.30
Stilul de a minca 171 1531 463 1,30 469 1,44 - 3B ns 415 P36 454 130
Controlul tenmenelor A48 1 464 126 489 117

A9 534 1.H4 5,13 118 - 1.33 ns




56 H. PITARIU

Cu privire la virstd, intre lotul de ingineri g1 studenti apar diterenge
semnificative. La inginen, virsta sc distribuie intre 24—53 ani, jar 1a
studenti, intre 20--28 ani. La lotul de ingineri, ctaicva femeilor este cup-
rinsd intre 24—45 ani, cu o AS =422 dar la lotul de barbati, intre
25~35ani cu o AS — 5,75 Nu apar diferente semnificative intre variahila
virstd si dimensiunile CT. Totusi, gisim ¢ experienta in muncd corcleazy
semnificativ cu CT-pt (r = .15; p <2 .01) sinumdrui orelor efectivi
saptdmind cu CT—sv (r= - .19; p < .01},

Cind examindm raspunsurile inginerilor la chostvionarul CT, nu giasim
diferente de sex senmmificative cxceptind scala Cl—la, O explicatie
posibila este c¢i in pozifie de conduciitor femeile sint mai meliculoase si
¢i actioneaza de asa manierd ineit sd cvite conflictele. De seala
C'T--1a, inginerele obtin scorurl mail ridicale decit inginerii: in acelasi
timp, variabila Sex coreleazd semmificativ cu CT—la {1 = 19; p ,0]')
In acest comtext, utilizarea in cercetare a unui singur ot comhbinatl este
o masura justificatd. La rezultate similare a ajuns st Landy si colab. (1991).

Studiind  rezultatele lotulut de ingineri si studenti la chestionarul
CT, observim ¢d inginerii obtin scoruri mai mari decit studentii pe scalele
Cl-ct si CT- la. Fxplicatia ar §i natura activitatii prestate san difcren-
tele de stil de viatd dintre studenti si ingineri. In activitatea de productie
Coutrolul Termoenelor veprezintd o sursd puternicd de stres, o masurd de
combatere a acestuia 1nd necesitatea de a planifica riguros si cu malti
grija activitifile de productie.

ucrate;

Tutercorelafiile dinire scalele chestionarslui CT. Intercorelatiile dintre
dimensiunile care ntrd in compozifia chestionarului CT sint trecute in
tabelul 2.

Tabelul >

Intecvorelatiile  dintre  varinbiiele ehestionarslol T

Yarixbile i 2 3 4 3 G 7
Perceptia timpuini | RE! L 13 RY RiX) A
Stilul de vorbire 2 03 04 1 Jha# 02 00
Planilicarc 3 5% RE) . RiX) RO LA R IR %
Energia nervoasa + i REL - 05 s A8 NS
Eista de activititi 3 03 1l 17 07 - — 5 2
Stilul de s mince 6 A4 27 01 I us — 03
Cantrel termene 7 5% a4 Dy 15% {ur 19 —
Not » Corelaliile din droapta dlogenaled roprezinta Wdol de ostadopti ede Sl stinge pe avels de ingineri.

* el QU 7T pn il

Asa dupd cum se poate observa, la ambele loturi studiate, intercore-
latiile au valori mici. Este un lncru obisnuit cind se utilizeaza scale elabo-
rate dupid tehnica scalelor cu ancore comportamentale. Subiectii sint
capabili sd utilizeze scalele CT intr-o manierd atit fideld cit si bine dife-
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rentiatd (Landy g Farr, 1983 Landy s.a., 1991). Diferenfe marl nu apar
nici intre matricea de intercorelatii a subicctilor americani $i romant.

Remarcam multe stmilaritiiti intre intercorelatiile studentilor si ale
inginerilor. Unele dintre ele pot 11 explicate. Relatia dintre CT -la st
1 -sv este prezentd numai la studenti. Iiste posibil ca studentii care sint
verhal mai activi sd manifeste o tendintd de organizare mat atentd a
activitatilor personale. Lo matricea de intercorclatii a inginerilor gisim
citeva corelatii suplimontare fatd de ale studentilor, C1' -sm coreleazi cu
UL -sv, CT oem s cu O -et. Acest pattern sugereazi activarea unor
mecanisie de antocontrol in contextul unui mediu speciiic, In acelasi
sens putem interpreta s corelatia dintre CT—em st O —ct. Putem con-
sidora populatia de studentt ca un grup integrat futr-un mediu socio-
cultural caracterizat (relativ} printr-un nivel de stres mai redus. Asticl,
condifiile de medin socie-cultural st profesional se pare & ar 1 respon-
sabile pentru diferentele dintre cele dond esantioane studiate in co priveste
construciul de CT. .

(Criza de dimpost dimensinaile de personaditate. Tn general, OT cste
mal mult Jdecit o snupldl médsurd e reactiel vizavi de factoril de stress,
Tandy sa. (39917 au dawonstrat od existd o constelatie d= lafete care dedi-
cosen intrd in componenta constructulni de orizd de timp. Dach CF
coen i atrihut redativ stabil, este rezonabil sa considerim ¢ el poute
dorapertat daoaite vartabile pe care e folosim si definim structura perso-
nativitii. Brinoseost motiv, am oselorat corelafiile dimensiunilor care cirewin-
sorin constritetitd de O 51 dimenstenite personalititii investigate co Fuvei-
fritd Dsifrdagic Californiac (ICPLY

Resultatsle analized Tactoriale @ chestionarulul C71, afilizind  tohnics
de rotatic oblimin, auw relevat o grupare a scalddor In dei factori pe care
an demumil o Drecipifare (CT w0 - G4 C o-sno— 530 CL sy -
B3Y s Copdiolul (Gnpnlur (T ot - 57 CF -p — 535, CTF -la — .31
[0 MR AT 27 Corelatia intre acestl doi factort este de 200 La rezultate
similure @ ajuns st Kohler (1991) utilizind un esuntion american,

Corclatiile, dintre scalele CT s1 CPT sint trecute in tabelul 3, Deoarece
diferente de sex in raspunsurile la CPI apar numai in cazurile scalelor
Wo, I'x, Mp, AL st coeficientilor Smi si Ipi, am preferat 3 interpre-
tim dutele pe ansamblul Jotalui de subiecti specificind totusi situatiile
ande diferentele de sex sint semmnilicative. Ca privire la diferentele de
sex relevate pe scalele CPLL s-a observat la birbati o tendinti de exage-
rare a conditicl psiho-fizice optine in care se gisese, Femeile raporteazi
o mal mare flexibilitate ca birbatii, ele adoptind ¢i un stil de viafd mat
disciplinat, exercitd mai multe aprecieri si sint mai receptive la probie-
mele ctice si morale, de asemenea, sint mai liberale vizavi de experientele
not. Barbatil obtin scoruri mai ridicate pe scala Mp si sint mai dedicati
profesional (Wo), Citeva scale CPI nu coreleazd cu CT si acestea ntt au
mai fost mentionate in tab:lul 3 (Sy, In, Em, Al si Pv).

Tabelul 3 contine trei categorii de date @ date care se referd la intregul
lot examinat si separat, dateic aferente lotului de barbati si femei, Aga
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Tabelul 3

Corelaflile dintre chestionurul CT s1 €PI

Variabile TU—pt T =y TU—p TU—-en TU—1 TTU-—-sm TU—ct
It T 18+ 9% 1o
A 19+ 2] ** AL
¥
s T - - B — _j“‘w
M - .16
F
< T ""‘_2'2;] . o i CoTemT T B - T
P M 2GEE
. F
Sa T BT T
M e
F A7= )
Re T 21%*
M R
F
8o ¢ ToReE — 17+ - 16%
M VAl Rt g
F - 35* .
Sc T T T Dages To5es 26e
M — 2% 23w B
¥ 31 3ge - _
Gi T Py YLl 8= 16+ R
M B4 Rl 29+ - .18* L19%
®
Cin T T 17+
b5 | 16" 17*
F J—
Wh T 6%
M A7+
F —————
Ta T o Tar 17
M le* - . 18*
F e n e
Ac '[\_ T 31 gex
3 Gles 24>
1 -
Ie T A h - 15%
Al —.17*
IS B
Fx T T T T 1%
M 27
F 43 ~ .
B/ T e T
M - I8* iREx
}
wl T — _]6; f:lgtt o —-.15*
M — . 1B* — .34
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“Tabelul 3 f{continuarce)

Variabite

TU-pt TUav TUp T -en TC-1 TC-sm  TTC-ct
v T Btier LT
M Bexe ‘ 204x
bEs L34
Lot ’1“ T — 2] LY T
M — 20+ 16+
My, T RIED T T )
AL A7 o
1.‘
\‘ . o ,i. Tt ST e T - . 2 1 ';':' oot T — — e _ T I
AL e
I’
K R 7 P T
AL — .19
£ - 34
Lpi . T R¥L 16+
M .20 20+ 20,
I<'
=i T .
Al REL d9x
Uy T AR* — 24
M
IT — l ,.lt *

Fope 0105 ** perl Al
o= lot totad: M o= Bachagi: 17 = Femei

cum se poate constata, dimensiunile componente ale CT, CT--p, CT—sv,
CT—em, si CT-—ct coreleazd semnificativ cu anumite scale ale CPI. Scala
CT-p este implicatd in activitatea manageriala, Inginerii cu scoruri
ridicate pe scala C1'—p manifestd un comportament dominant, sint de
incredere si orientati spre munci ; ei sint responsabili, actioneazd in lmi-
tele legalitatii vizavi de solicitarile profesionale, sint auwtocontrolafi; ris-
pund cu amabilitate solicitirilor celor cu care hucreazd gi preferd locurile
de munci unde sarcinile le sint formulate clar. Persoanele cu scoruri
mari pe CT—p sint bine organizate, constiincioase, convengionale §i demne
de incredere; posedi calititi de conducere iuntegrindu-se cu succes in
roluri manageriale. Totusi, un scor prea ridicat pe scala CT~p poate {i
asociat unui comportament conservator, lipsit de creativitate st flexibili-
tate. Legat de acesté aspecte, diferentele dintre femei $i barbati sint
nesemnificative.

La barbati, scorurile ridicate pe scala CT--sv, sint asociate tendintelor
de dominare, prezentd sociald accentuati, siguranti de sine §i o imagine
favorahild propriulud Bu. Dar, CT-sv ascunde si un  autocontrol dimi-
nuat ® punerea unui accent exagerat pe problemele interpersonale.
Aceastd dimensiune coreleazd $i cu potentialul de conducere.
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T scor ridicat pe scala CT—om poate deserie un comportament cn
postbile implicatii negative pentru procesul munenn (o acceptare exageratd
a propriulul Fu, comportament feminin, comportament asocial, antocontrol
si tolerantil sciizute. Pe scurt, aceste caracteristici comportamentale conduc
spre o cficlentdl intelectnald s orientare redusd spre muncd, In aceleasi
timp, se remarcd o delasare a capacitijilor de autorealizare cu serivase
note depresive,

Scala C'—¢t are un pattern similar cu al selaic CT--p. De fayt, cele
douil scale coreleazii semmilicativ,

Scala CT  pt deserie un compoertament activ, deschis, cu o prezenta
st forgit sociald ridicatd, €1 sm coreleazd numai cu scala v.1a CPI-ului
descriind  acdlast comportament  social  deschis, sociabil. Scala C'T'-la
dueserie insd porsoancle nesignre pe ele, care covitdl competifia directa.

Cind privim la datele CPl observam c¢fi ele se grupeazidt in jurul celor
doi factori evidentiati in urma analizel factoriale.. Observam astfel ci
DPrecipitarca este strins conectatd de ceea ce putem numi uin comporia-
ment accentuat care ng este orientat pe munca proprin-zisd, ¢ pe pro-
priile amDbitii. Este posibil ca persoanele cu scoruri maripe CT--sv, CT-—em
si CT -sb sd manifeste uncle probleme de integrare socio-profesionala.
Concentrarea lor pe problemele personale poate ¢rea tensiuni de ordin
ccomomic si soctal.

Coutrolul timpului vizeazd un comportament echilibrat. Inginerii
cotatl cu scoruri mari pe scalele CT—pt, CT—p, CT—la 51 CT--ct, pot
fi caracterizati ca persoane ciarora le place sd munceascd, tin la etica
profesionald, sint sirguincioase, constiincioase $1i disciplinate, respousabile
si echilibrate comportamental. Nu sint impulsionate de un nivel de aspi-
rafie exdgerat. Posedd reale abilititi manageriale si diplomatie in munca
cu oamenil, Se poate deduce ¢a factorul Controlul Hmpulul  acoperd o
suprafati comportamentald targa. El se referd mult la o calitate managenali
importantd, aceea de control al medinlui muncii (fizic si social).

Coneluzi i sugestii. Putem sa facem citeva comentarn finale generale
despre corelatiile CPI s sealele CFL Scalele CT posedd o bund validitate
de constructie. Toate dimensiunile acestul construct sint distincte si explica
citeva iendinte comportamentale cu claritate. () investigare viitoare a
comportanientului celor doi factori, Preciptiure si Confrolul fimpului, in
relutie eu eficienta profesionala a inginerilor va {1 probabil de un interes
considerabil. Ne referim aict la problemele selectici inginerilor pentru anga-
jare, promoviiri si alte actiuni de personal. Ipoteza noastri este cd lactorul
Precipidare explicd mai mult partes negativa a U, cu puternice implicntii
de adaptare profesionala s sociald. .

CT nu poate i deseris ca un comportatuient patologic. Este un fenomen
comportamental normal care defineste mat mult o tmplicare profesionald
dorita din partea oricarel companii industrizle. Se pare insd ci CT este

un comportament invatat cu o alurd bipotari. La un pol, UT este caracte-
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rizat ca tensjonant, care conduce sjre conturarea unui comportament de
Tip .1 5t poate fi responsabil de numercase reactili de naturd somaticd.
Punctul nostru de vedere oste ¢l CT are oevolutie curbiliniard, extremele
au influente negative asupra activitiitil industrniale si a sinitaji.

Lgrim s3 mulumim cercetitoarei Monica Albu pentru munca de proiectare a softulut

ntecesar corectdrii chestionarelor utilizate, De asemenca, sintem recunosciitori lui Joe Vasey,
David Hofmann si Mark Griffin de la Tenn State University pentru asistenia concretd in
prelucrares datelor. Fardl sprijinud finaneiar si moral al IRIN -uluid, prezenta lucrare no s-ar
fi putut realizs.
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ARGUMENTE, PENTRU O DEONTOLOGIE DIDACTICA

N BIRAGOTOIU

ABSTRACT, - Arguments Tor a Didactienl  Deontelogy. The author stresses
the mportance amd up-to datines of the redefining and transpositivn in the
vtlucationat practice of the didactic profossion.

Thus he suggests three main sources: — the woralideunl of the given soclety ;
the general aecepted standards sepamiding the fmmatien end puorsenality in the
Luropean culture ; — the ideal tescker as be is outl'ned in the traditions of the
Roumainan school in the mind of 1the hest teachers who have reflected vpen the
role aml mission of their profession,

in sens larg, dcontologia e definita ca fiind | teoria despre datorie,
despre originea, caracterul si normele obligatiilor morale in general.””
In constiinta publici ea vste strins ancorati de exercitarea profesiei de
medic. Acesta deoarece dinire profesiile cXercitate de umanitate cea care
a sondat mai profund aspectele deontolegice ate indeplinirii e1 este profesia
de medic. Alti profesionisti vorbesc despre un cod deontologic al profesiel
lot (ziaristi, avocati, politisti, militari ete.} cod care, chiar daci nu este
scris, se materializeazd in faptul ¢d ficcare cunoaste ceea ce se cade sau
#u se cade a face in profesia sa.

Situalia respectivd este reflectatd si i diverse dictionare. Astfel,
Micul dictionar enciclopedic delineste deontologia (deontos = necesitate ;
logos = studin) drept: , Ansamblul normelor de conduitd sial obligatiilor
medicului fatd de bolnavi, de colegi si fatd de societate'. '

Grand Larousse de la langue francaise consideri deontologia ca ,,parte
a cticii care studiazd normele si obligatiile specifice unei activitati profesio-
nale’ cousiderind, drept exemplificare, ¢i profesia de avocat are un statut
meticulos 51 o deontologie intimi, in afard de cea medicald.

Fste firesc atunci, credem, s3 vorbim despre o deontologie didacticd
st sa fncercam a-i delimita sursele si rolul el pentru exercitarea profesie.
Aceasta deoarece a redefing astizi rolul si misiunea dascdlulul in tara noastrd
ni se pare a prezenta o importantd deosebitd pentru restructurarea morald
a socictiitii, dat fiind relul de formator de constiinte al dascalului.

Problema se pune «u acuitate si dintr-un alt punet de vedere, O revo-
lutie sociald de tipul celei nfaptuite la noi respinge norme morale impuse
(si acceptate mai mult sau mai putin) in epoca anterioard. Or, in Jocul
acestora trebuie impuse norme morale noi sau reinstalate in dreptul lor
norme morale general  accepiate de socletatea umand privitd la scard
planctari. Necesitatea aceasta derivi din faptul ¢, asa cum afirma Lucian
Blaga : ,,Legile morale s¢ schimbi dupd locuri si timpuri. Unii gasesc in
aceasta un motiv si nu asculte de niciuna’.



G4 I. DRAGOTOIL

Discernerea $1 impunerea acestor norme este o obligatie esentiald a
scolii, ea fiind 111st1tut1a ctt rolul cel mai important in procesul de educare
(bau reeducare}, cu dpllccue in primul rind, la tinara generatie.

TImplicarea procesithui pedagogic instructiv-educativ in formarea wuand
a fost subliniata in numeroase Jocuri. Spre exemplificare vomn apela un la
strse pedagogice c¢i la unele apartinind liveraturii. Astfel, Ernest Junger
fn . Albinele de st1cid” aftrma ol ,una din marile rindnicli ale cosmosulul
este cea pedmr(:crlm “iar in cultura noastrd BP. Hasdeu, vizind procesul
formirii st afirmiarii natiunii romdne, constdera ta 1882 i+, Nationalitatea
romand ¢ un copil, dar exista. Si n-are nevoie de mamosi ¢i de pedagogi.
Si dac pedagogii vor fila nmltnum migiunii lor, acest falnic copil de vitd
jmuariateasci va uimi la thnpul sau Europa pritistetimen si virtutea adoles-
centel sale”” 13, p. 1697 si avea dreptate Hasdeu, cu condifia oo acest
popor sid nn rimingd pv]‘pctnu v ,coml teribil”, care s nimeascid prin
Jteribilismele” sale Turopa. bascalil sl de la cei seolart pind la coi poli-
ticl-sociali aw a.\pundmczl morala  de ol ajuta si se perfectioneze in
prinvzl rind suly aspectul insusirii datorier morale fatd de destinal propriu,
Siopenlri aceasty e necosdr s se neenpd cu dascalil insigl.

A jatona normele morale ale profesicl didactice presupune loaren in
cousiderare & ool putin trei cotegorii de Snctort

a - ddealul vieral al socictitit date,

L — nermele, general aeceptate,  privind ormaren s personalitatea
Jaseialnlui,

¢ adentol de dasedl, conturat In tradiin seodil romdnestt (n gindirea

cetor mad bunl daseili care au refi-ctat asupira statuta
for..

ful =i menirit prolesier

A Tua in comsiderare, acam, prima cutegoric de factori ¢ ditieil
derarece nowr socir{ate romdneasch, condicerea ef, isi concentreazd atentia
asunra factorualul cconomic s1 politic, factorul uman fiind recejnat, vizat
deier ca elemer de ,.di’stahi]izam’ care frinvazi instalarca ceonomiel de
piati, provoacd dezordini, nu participd 1o procesul de restructurare econo-
mici s politicih sau, dimpotriva, depisind intentiile factorilor de condu-
cere prin bisnifa  desdnfati st comertul murdar slideazd orice norme
morale. Se constati astfel grave abateri, la scaril socinld, de la nonuele
morale.

Elementele pozitive se contureazi doarla nivelal aspiratiilor al idea-
fadid wman, concentrindu-se asupra a doud clemente : compefenfd si lucru
Bine fdeuf, calitati care pot si trebnie sid intre ¢a date esentiale (evident
detaliate} in sfera deontologich a oriciirei profesii, O conturare mai precisi
a normelor morale pe care societatea romadueascid doreste si le cultive
la scard nationali se va realiza, credem. o datd cu noua lege a invita-
mintului,

Fste insd necesard, in primul rind, o reconsiderare a profesiet de das-
cal, a statutulul s rolului acestei profesii, privitiin conexiunt wmultiple:
autoformarea profesionali si morald, raportul cu elevii si familiile aces-
tora, relatitle cu colegii §i personalul auxiliar, cu societatea {opinia pu-
blical si autoritatea de stat etc.
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810 wcest sems ¢ un merit al pedagogiel romdnestt ¢ii, in perioada
ce a urmat Revolutiel din decembric 1989, s-a preocupat, inaintea altor
profesit, de formmlarea unor repere deontologice care si jalonmeze si sd
untfice activitatea profesionalil st c¢tich a educatorilor, indiferent de ni-
velul la care isi desfdsoard activitatea (mvatimint primar, gimnazial,
liceal sau universitar). Astfel, Romeo Poenaru 16, cousiderd deontologia
didacticd “ramura plundiscipiinard a stiintelor educatiel” care “studiazi
s prescrie daferdile, obligafiile profesionale ale personalulwl didactic faid
de cet cducatl {tineri $i adulti} si familiile acestora, {ati de colegi si alfi
profesionisti, fatd de opinia publicd s autoritatea de stat, precumn si drep-
terde propril, asa cum sint precizate ele prin legi, regulamente, statute,
juraminte s traditie.” '

Asociatia Pedagogiior din Romdnia a publicat in proiect "Codul de-
ontologic al cducatorifor din Romanta”{1l, p. 627 incluzind in acesta :
delinirea notiunit de edocator g1 slora de cuprindere, datoriile edncato-
rilor fatd de socletate s fald de of insisi, fatd de ceilalii profesionisti
ai edacatiel i fatd de opinia publich # promitea publicarea unni pro-
iect de juramint al educatorilor.

Counsideram Insd cd e necesard o pregitire si o coustientizare a
aspectelor deontologice ale profesiel. $i aceasta se poate realiza efectiv
doar prin prezentarea st dezhaterea aspectelor respective in cadrul acti-
vititilor de perfectionare si reciclare a personmalului didactic, prin intro-
dicerea unor cursuri de deontologie didacticd pentru studentii (si clevii)
care se pregitesc pentru profesia de dascil si educator ca si prin in-
troducerea problemelor deontologice in viitorul proiect de statut al perso-
nalului  didactic.

b. In gindirea pedagogicd europeani, aspectele deontologice ale pro-
fesiel didactice au fost dezbitute pe larg, [Ard a putea afirma c¢i ele
sint validate de practica didactica. Astfel, Robert Dottrens [8, p. 169]
valorificind cercetdri anterioare, precizeaza ci termenul deonfologic a lost
creat de filosoful englez Bentham, avind ca obiect ' studiul si respecta-
rea diferitelor indatorin, diferitelor obligatfi relative la cutare sau cutare
situatic sociali.” Referindu-se la deontologia didacticii, autornl semnala
faptul ¢d dascalii " aun in permanenti ateniia indreptatd asupra aspectu-
iui moral al indatoririlor lor, asupra consecintelor atitudinii si exemplu-
lui Jor, si ca urmare, el sint preocupati sii introducd "'in obhigatiile lor zil-
nice calitiati omenesti si in special de a fi pentru elevii lor, dacd nu ade-
virate modele, cel putin cei care le inspird exemple de atitudine, com-
portare, mobile de actiune, gratie carora ei devin fiinte educate.” 8, p.
1697,

U'n proiect UNESCO din 1965 sublinia faptul cd :” Iavaftimintul
trebuie si fie considerat ca o profesie ai cirei membri, avind principii
morale inalte, un caracter integru si un simt profund al responsabilitdtii
lor sociale, aduc servicii care necesitd inalte capacitati intelectuale, pre-
gatire care trebuie completatd din timp in timp prin activitifi de per-
lectionare in decursul exercitarii; cadrele didactice sint preocupate pe
plan individual sa se achite cu scrupulozitate de toate obligatiile lor,

5 — Psychologia-Pacdagogia 1—2/1992
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jar i colectiv deternuind uormele care trebuie adoptate in materie de con-
duiti si de competentd si le asignrd respectarea.

Recunoscind ¢ statutul profesiei  lor depinde de el insisi, intr-o
Joarte mare wmidsurd, tcate cadrele  didactice trebuie si fie preocupate
ca i se couformeze unor norme, pe oft posibil de nobile in teate activi-
titile lor profesiomaie”. [8]

Se recunoaste faptul i a i dascdl inseamnd a imbritisa o profesie
in care “Conditia profesionala face i modul cel mai strins corp comun
cu condifia umani”, implicind angajarca totald $i permanenti, a perso-
nalitatii dascilulei. 107 ‘

Se considerd ¢ ceca ce-i lpscste profesiel de dascil este un | pres-
tigin intelectual comparabil”, deoarcee publicul nu stie ¢d pedagegia este
o stiintll foarte dificild [ carce presupuune aplicarea cuceririlor mai multor
stiinte la procesul de formare umand, cd dascdlul trebuie =i aplice o
programi care-i este dictatd de stat, nu are o libertate de actiune, ca
medicul. Ia ridicarea prestigiului profesiei cei care pot si trebuie «i con-
tribuie sint dascalil insisi prin vecatia pentru profesie si ridicarea con-
tinufl a nivelulul pregitiril profesionale.

Avind ca punct de reper jurdmintul hipocratic, modernizat, adoptat
de Adunarea Mondialil a wedicilor la Geneva in 1948, R, Dotirens pro-
pune un proiect de jurdmint pentru cadrele didactice *

G. Leroy (137 subliniaza importanta | relatiei pedagogice” in actul
educativ, pe care-l consideri ca o  intilnire umani” vizind nu nomai
schimbul verbal, pentru dezvoltarea intefectuald, o1 si importante, rela-
til in planul sensibilitdtii”, cu implicafii profunde asupra atitudinilor si
motivatiilor elevilor. De aici, rolul de | model” al profesorilor si nece-
sttaten ca el sd prezinte elevilor o imagine mal apropiatd si mai ac-
cesibila” care sd faciliteze mtercomunicarca.

Din punctul de vedere al psihologiel se subliniazd necesitatea sta-
bilirid unor relatil de incredere si respect reciproe, a unel atmosfcie pro-
pice procesului iustructiv-educativ, o atitudine de atasament fatii de scoa-
1 si fafd de invatdturd, la aceasta contribuind in med deosebit | tactul
pedagogic” al educatorulun. (177

¢. In ceea ce priveste tradifia scolii romadanesti (reflectia asupra
rolului scolil 81 al dasc@lului in cultura romfineascd) ni se pare ¢i ca poa-
te constitnd o sursdi primcinalid pentru | reconstituirea”™ unei deontologi
didactice romanesti.

Fard a face o ferathie valoricd a notelor definitorit si fard a desprinde
cronologic id e apdrute in cuitura remand, cn privire la profilul moral
al dascilutui, ne propunem s desprindem citeva note ale unei deontologii

= 11 reproducem pentrn frumuseiea ideilor exprimate © |, Imi voi exercita misiunea cu cons-
tiintd 3t demmnitate. Voi vedea in elevii med, nu atit seolard, cit vopii $i niu vol nita niclodatd od
penttru partea care imid revine sint raspunzitor de destinul lor,

Vi mentine prin toate mijloacele de care dispnn enoarea profesici didactice, Colegii mui
vor {i prictenii mei, Tacolaborare cu el ma vol stridui si ameliotes in mod constant mijloacele
pe cate yeoula le pune in miycare ca s3 asigure recuncugterea dfectiva a dreptului L cducatic 3
la justitic sociald sl educativ. Fac accacta in wmod solann, Hbur, pe eongtiaga’,
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didactice, asa cum apare ea in gindirca unor dascdii de referintd ai seolit
romanesti 0 Virgtlh Onitiu, Spirn Haret, Ovid Densusiany, P. Comarnescu
. Fodor, T. Vianu, 1} Gusti, V. Pirvan dar 1 a unor scrittori (Emi-
nescr, Rebreanu).

Prima cerinta pentru profesia de dascil — asa cum se deprinde din
traditia gindiril podagogice romdncsti — este vGeafie profesionald. Ast-

fel, Virgil Onitiu considera ¢ Peodagegia este [ o stiintd a cresterii co-
vidor s tinerilor intru cameni” dar sl o artd care “se aratd in punerea
in practich a tooriilor stiingifice pedagogice.” Dascilul trebuie sd fie artist,
=& aibd vovaitc o punernia o practied a procesului didactic,

Duapit O Tedor: |\ i1 pe deplin dasedl echivaleaza cn o mare in-
vestitie de cforturi, cu o tenstune internd distribuitd in directii multiple.
Seocere acceptarea pnel viepd triitd la mare inmtensitate care nu poate
i reglementatd printr-un grafic orar. Este vorba de o activitate care
intrece cu mualt granitele unei prolesiii bine definite, devine identificare
cu existenta de Siecare moment ¢ atinge confinutul optional abia atunci
cind intilneste nevoia imperioasa de diruire care se cuprinde lapidar in
conceptul de voecatie.” [11,p.17]

Ideea apare si in cartea lui Junger — citatd mai sus — intr-o for-
mulare care include pe lingd vocatie s1 pasiunea care frebule sa fic am-
bivalentd :  Pentru ca oblectul de studin s {fie patruns, trebuie sa inter-
vind pasiunca de a preda si de a invata, alternania dintre a da si a
primi, modelul si imitatia, acea dragoste cu care un silbatic ii exersea-
zi pe fifi siit s tragd cu arcul, sau un animal isi indrumd pui.”

O altd cerintd cste aceca a dmgosm fm‘a de mpw a cunoasterii
acestora, dascilul avind datoria .84 cunoasca (opm vii s nu insiilarea

neconturatd a unor fiinfe abstracte, s le simtd viata, sd le descopere
el sufletul” 18T

Aceasta nu exclude exigenfa, corectitudinea in relajia dascii-elevi.
Abaterea de la acest deriderat are urmiri negative in planul formirii mo-
rale a tinerilor, c¢iici, asa cum remarca Ov. Densuseanu, ,,cea mai obig-
nuitd nedreptate e idulgenta faid de cel nedestoiniri §i rai care ajung
sa fie pust alituri de cei vrednic si urmarea e cd acestia sint cople-
sitt de ceilalti si pornesc si facd reflecfii ce-i duc la demoralizare sau
revoltd’’. Opus acestei atitudini ar fi ,.nedreptatea incongticntd pormta
din incapacitatea de a infelege tinira generatie.” [7]

In conceptia scolii gustiene, functia sociali a dasciiului ar i dubla,
Pe de o parte, el este menit si predea stiinid, adici si transmitd ge-
neratiilor urmitoare, nealterat, ansamblul de cunostinte si valori ale dis-
ciplinei pe care o propune, apirind-o de infiltrarea falselor valori si a pers-
pectivelor interesat inselitoare ce se tes in jurul ei. Pe de altd parte, el
este dator sd sporeascd patrimoniul cultural, fie creind stiin{i, prin cer -
cetdri originale, fie contribuind indirect la dezvoltarea stiintei, prin for-
marca elementelor capabile s-o retransmiti si si creeze la ridul lor, prin
fnmultirea si perfectionarea metodelor de lucru, prin construirea si dez-
voltarca unui mediu intelectual in stare si sus}ind preocupdrile lui prin
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“intreaga atmosferd creatdi, stimulind intercsul pentru stiinta st lneura-
jind cercetarea.

Toate acestea se realizeazd, dupid 1. Gusti, inir-un anumit medin
socio-cultural si in virtutea unul anumit ideal etic-social care unified s
dit sens activitiitii dascilului. In afara acestui ideal vocatia profesionala
rdmine fird sens. i12]

Temeinicia futoemirii profesionale si wmetodologice a dasciluiui, men-
tinuti permanent la zi a fost 31 ea ades subliniatd. Dupa Ov. Densusianu,
i1 fata  celor care te ascultd trebuie s3 aduci mirturia gindurilor
care se vede ¢i nu s-au oprit la ceea ce ai invaiat odata si sint framin-
tate In ce al mai bun fn sutlet. Muoncii intelectuale care ti-a dat un
loe nu-i esti dator numal cu o platonicad recunostintd, cum se intimpld
asa de des, cu acea mulfumire ruginitd de tihnd Dburghezd, ¢l cu ducerea
el mai departe cu stidruinta care prinde din toate partile stimulente ale
mintii, nelisind-o si dearmi, si anticipeze pensionarea ei inaintea celed
bugetare. Cultura mereu relnpoitd di un prestigiv la care profesorimen
e datoare sa tie pentru  ¢d aceasta este una din chemirile ¢l 7]

Aceastd culturil agonisitd trebuie s fie impartdsita, transmisd, pentru i
dascilul este, in primuf rind. un transmitdtor al culturii. 5iin acest caz
cit de actuald este constatarea pe care Virgil Onitiu o facea in 1913: ,Ja
drept vorbind, valoarea noastrd, a celor ca luminid de carte, nu se soco-
teste  dupd misura in care sintern tobd de carte, cum zice romanul
adici nu se mésoard dupi giletile de invitaturd ce am incarcat in ham-
barete sufletuiui nostru, <i dupid bogatia de bine ce pot si profite altil
de la noi. Un om (dascal nn.) foarte inviifat din a cérui invatiturd nn
profiti nimeni nimic, nu se deosebeste cu pimic de un om prost s nein-
vitat. Aceeasi beznd si intuneric 31 impresoard si pe unul §i pe altul™ (18]

Dascalul trebuie sd fie 51 un cercetitor al domeniuluipe care-1 trans-
mite. Dupd T. Vianu, ,existenta cercetiitorului in profesor este ¢ con-
ditie a bunei intocmiri a acestuia din urmd. Studiind domeniul speci-
alitatii sale, pentru a-l transmite acelora care-gi asteaptd de la el initie-
rea In acelasl domeniu, nu se poate ca profesorul sd nu observe punctele
in care rezuitatele Investigatiel anterioare au rimas incomplete sau con-
tradictorii {de aici necesitatea de a le pune ia punct). . . Transmiterea
unei stiinte Indeamnd la cercetarea el (207

Totodutd, dascdlul trebuie si fie si un om al cetdtii. Ideea e for-
mulatd in gindirea pedagogici romaneasci de cdtre Spiru Haret intr-un
raport inaintat regelui in 1903, |, Dacd invatitorul ar cousidera rolul sau
terminat, indatd ce a dat strict cantitatea si felul de muncid pentru care
este plitit, el ar fi un bun functionar dar nu ar merita numele de apos-
tol- cu care se glorificd si nu ar fi un bun patriot. Invititorul trebuie
sd invete si sd facd mai buni, nu numai pe copii, dar si pe toti care au
trcbmn’fd sdd fie instruifi si luminagi’.

$i, in sfirsit, prn ind scoala si dascilul in LOIltE’\tlll social, c¢it de
actuala, in dltele el esentiale, este reflectia eminésciani : ,,Scoala va i
bunid, cind popa va fi bun, darea micl, subprefectii oameni care stiu
administratia, finante si economie politicd, invatatorii pedagogi; pe cind
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adick va 1 geeala scoald, statul stat st omul om, precum ¢ intoatdlu-
med iar nu ca la nol — adecd ca la nimeni — unde glsesti in cercurile
cele mail inalte oameni care tradesc in vesnicd dusminie cu gramatica,
necumm cu alte cunostinte sau dreapta judecati.

Din nefericire tocmai aceasta din urmi lipseste si nicl in seoli fran-
fuzesti nu se poate invita, pentru cd se mosteneste de !a mamid’. 9,
| 88

In reconstructia economicd, sociald si morald z natiunii scoala <
camenil €1 an un rol hotiritor {chiar daci nu evidentl) contribuind la
formarea (saw schimbarea) mentalitifilor si comportamentelor sociale, la
formarea intelectuald si morald a tinerei generatii. Este insd neccsara,
in primut rind o reconsiderare a eticit profesiei o reagezare a statutului
dascdluluil in societatea roméneascd pentruca aceastd categorie sociald
si-si poatd indeplini pe deplin menirea de formatori de owmeni $i con-
stiinte,
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CONFORMITY AXD SOCIAL INFLUENCE

SOFIA NEMES CHIRICA®

ABSTRALT. — We structure in our mimwds the persenel kind we functicn in
the presence of the social rules. The affirmation of 1he moemd ernsbip quality a1d
the Hlurring of the individual enes is systematically promoeted by (he totalitariin
societics. The well-adaptad poeple ard theve who Test sveceed ta coy v the grep
membership prototype. This means to rigidly use corto’n valve caiegerlor p1c-
meted by group) in the individoal informaticn precessing. These catepgi o aon
becomes the rigid sehomata of thinking e incengivent ndesmetion is royres-
sed or ignored or, also, maindained at the suparficial lovel of censcdevinoes vie-
Jating the cognitive structure inteprity snd roulting in the cnxiciy; The ton-
deney ta escape of the individual antc nemy by the adepthon of 8 grevp's pont
of view with the intolerance ol the olber points of view, the eecentyuticn of the
intergroup differences with the reducing of the intragicvp ones, the aulogngtie
conformity, the submission or the deminance ale the cutcoms,

The paper suggests that conlormity and social influcnce ate the centeguen-
ves of certain types of psychological functicning of the individuals The type dif-
ferences are based on some few dimensicns as: sensitivity — 1epreseivendss, stiuc-
tural integrity of the schemata, the level of conginity or incengiuity o pason
will tolerate or seek to attain.

Social behaviours of people whithin postecomunist societies are group-
ariented rather than individual-oriented. The evidences which impose to our
cognition are rather few. Much more of our cognitive provesscs tmply a
range of interpretation. This range is so greater as ambiguos and nnstructu-
red the judged reality is. Of cotirse an ohject or situation can apear as clear
to one person and guite ambiguous to other, beense of the amount of know-
ledge and intellectual skills and because of the confidence cach of them has
that he or she can cateh the true description. However there are some ca-
tegories of realities, particudarly complex and ambiguons for all of us or at
least for the most part of people. Social and political realities are the case.
Here, the unconfidence of the individual he should be able to true descrip-
tion is more probable. But how one resolve his uncertitude, this is not «
matter only of the amount of knowledges but of the personal techniques or
strategies too. Pearsonal searching vs. adoption the other opinion, difference
(of other) assuming;disidence vs. compliant hehaviour are the dilferent
“kinds in which the individuals have stroctured whithin their own minds
the social existence cach have had.

The fact that we will fend to conform with what other sav and do,
and particularly when other sav and do things as a group is true for people
within all human societics. But some people may sce the adoption of the
point of view of other as a single way of estimating the correct answer
{or the most prelerable way to respond). This kind to see the way towards

* Fhis rescurch is jingncially supporled by the Coentral Enropeun Untversity,
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the correet atiswer apears uot only as 2 conscious appraisal (attitude) hut
as an anrensoned/authomatic preference. Thus the reasons of conformity
iy hr conscious hut the individaoal mav be unconscious concerning  sa-
¢ial influencs. He thinks he has the optica similar to the other not beeause
hix contormism or becanse he considers that it i better this time, bt be-
canse that is the truth, the evidence,

' Then, there are two kinds of causes of conformity and social wfinence :
(1: the ombiguity or the comuylexity ol the judged reality (ke the social and
polirical realities); (2) the typical way the individuals judge as the result
ol their nrevious social life: the (stereo) tvpes of thinking.

The Loth kinds of causes were studed by social sciences. Here are some
canclusions af the cach:

(1} The individuals would rely upou the opinion of the other people,
beit no mere expert then themselves when (see Eiser, 19861
----- The situation is ambiguos (Sherift, 1933)

Thev think that a singic description 1s true about that situation
(ohicet or problem). {e.g. Peoble showed no convergence towards a collee-
1ive norm in the condition their were told : . /This i3 just an illusion and the
only trath is what each ol us see’).

- Theindividual observes that “all the other” are in agreement (Spear-
Hng, 946G, Ash, 1951, 1981, Sheril and Sherif, 1969 etc.).

-- The individual knows thet deviants are rejected by the group {Schac-
ter, 1951}

- Il the counfidence 1s undermined the pearson mayv respond, even
i the private in accordance with what e or she thinks ought to say
{Raven, 1959,

(2) The people may see the adoption of the point of view of the group
as single way os estimating the correet answer, when they show the featu-
res as (those named by Janis, 1981, “groupthink™):

-~ They have the tllusion that all members of their group are in con-
sens,

— Thev are biased to minimize the importance of their doubts and
counterarguments, Self-censorship is the measure of the influence of the
groufr.

ol

They interpret as deviance any difference as against the group
characteristics and are ready to manifest disagreement with the individual.
- They are ready to igneore or rationalize the warnings which could
them lead to recousider their beliefs.
They believe in the inutility to concern with the consequences
ol their actions because all actions of the group can not be otherwise then
moral. Lack of the individual responsability is the consequence.
Thercis, among the researchers in the field of social sciences, the no-
tion that the lack of the autonomy, expresed by the people whithin commu-
nist societies {as opposed to democratic ones) is caused by the greater num-
ber of the embarassment freedom rules {the density of the rule grid). If
1t is the case the removing to the most privative of freedom rules ought
to have lead at more seli-goverment or independence among the individuvals.
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The phenomena apeared in the postecomunist socictics {e.g. the inter-ethme
condlicts, the overhelming number of votes for a single political party, the
exaggerative number of the organizations, whether political or ethnic eteld
evidences the contrary., The individuals appraise the group mcmbership
more than the individual autonomy. Semething in prior life was infer-
nalized in the minds of the mdividuals. But that was not the rules their-
selves, Instead it was internalized (or more exactly structured) the perso-
nal kind the individuals have functioned in the presence of those rules.
This functioning is characterized in essence by the reduction of the intragroup
differcncies and the increase ol the intergroup differencies, by the affirma-
tion of the membership quality and the blarring the individnal gnalities.

(M course, the individuals do not function identically. But since it
existed in the communist societies the mmstitutional {factors which sistemati-
cally promote the biases for | ,groupthing” {Janis, 1981) this tvpe of functio-
ning may be more spread.

Because the individuals have structurcd in their minds the specine
kind in which each has [unctioned, and because the communist institutio-
nal factors have promoted the certain types, e forms of the social behavicur
(trom the judging of the social realitics to the aspirations and actions) are
group-arienicd vather individual-oviented in postcommunist socicties. The
leaders are the prototypes of the “groupthink” membership qulitics, ano-
ther types being rather the cxception. The only type of innovation accep-
ted Ly the group is that came from the power or majority {power influence
and majority influence).

Then, the sccial behaviour in the postcommumnist socicties rellocts
the older group dependencies rather then the new individual autoncmies.

Deindividuation : the loss of ouwr feclings of {tndividuality, According tn
Zimbardo (1570) deindividuation iy a process in which social condifions
lead to changes in pereeption of self and others. These changes consist of a
reduction in self-awarness and a lowering of concern for how other evaluate
us. Restraining mechanisms, such as fear of reprisal vr guilt are weakened.
We fecl free to act on impulse, to ignore societal standars of right and wroug.
to do what feeld good at the moment without concern for future consequen-
ces. Paving more attention to the group the self-monitoring is weakencd.
It i3 a reduction in privale self-awarness that alows the release cur mpul-
ses during deindividuation {(apud PBurger 1986).

An alternative social-psycholugical explanation is that we dowhat we
think other want we do. We are motivating to preseut ourselves in a wayv
that maximises pozitive reaction {rem those around us. If the rest of group
is behaving in an antisocial manner, the individual will also liebave this way.
It is desire to be aproved by this particular group rather than the fgpering
it, that is responsible for deindividuation.

Zimbardo also described demndividusting people us behaving in an nn-
predictible manner. By contrast Johuson and Downing (1979) suggested the
importance of exferial cacs in ddermining bohavicur under deindividuating
conditions. These cues may be more resjousible for the hehavieur than the
variables that contribute to deindividuation, for exeample, anonimity, Ano-
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ninous or identificd, the subjects were augresive or altruistic as {function
of the external cues. .

Thus, doindividnation 1s the outeome of 1he loss of our feelings of  in-
dividuality, a process therehy onr “privaie™ self-wwariness s narvoieed, cither
Teacuse of the weakness of restraining mecanisms {following the lack of
concern for how other evaluate us — the fack of superegol or heeause of
too much attention paid to other - the dosire to be approved.

More conscquently with a cognitive point of view would bz the inter-
pretation of that narowing of our private sell-awarness as the dominance of
a wigid schema whaiverr (0 wendd be, “Groupthink” can be viewed as such
rigid schomata. They reduace our self-awarness but this phenomenon does
not ought to b cousidered as o reduced self-menitoring and “release of
impalses” bat o sort of blocking of psychological “[ully functioning”. Like
whatever rigid schemata, “groupthink” limites our cognitive capacity and
hiases our strategiers of information-processing. The person does not ask
to poreeive when a behaviour 1s appropriate and when it i not; this isa
matter of his bhelonging groupr. Only whithin the group values he may mo-
ving. The mdividuals in the post-totalitarion societies have to choose what
seems to bz lesser of twoevils, To support the brightness of the liberty "with
the naked eye” or hy the “color glasses™ of the group values. To stay alone
and unlolded with his rather {ew abilities ol seli-actualization, weakened
by antomalon conformity whithin the totalitarian comunity or to seek out
his own litle niche whithin the “glass-house” of another group conformity.

Nix types of psychological functioning : a trving te define the Rogers’s

“fully Tunetioning” eoncept. Psychologically heatly people. Who well-ad-
fustment people are? According to Maslow ( (1968) there arc people those
psychological, security, love and self-esteern needs are satisfied. They
are, therefore, motivated to give love and to realize their individual poten-
tial. Different from the, “deficiency motives”, which result from a lack of
certain need=d objects, these needs do not desapear but rather grow, once
we are engaged in a corresponding satistying behaviour. These are the self-
actualising needs and the people such motivated are psychologically heatihy
ones. They are less restricted by cultural norms and customs, feel more free
to express their desires, bacause they do not worry excessively of feel guilty
about their mistakes. Thev can accept their weakness as parts of themselves
that need improvement. Rather than to auvtomatly conform to societal ru-
les or standars, the psychologically healthy people ask thewselves 1if these
rules are consistent with their self-concept.

“Fully-functioning” people. A similar to ,,psychologically healthy”
concept other one has bzen introduced by Rogers {1961}. The concept by
which Rogers d:signed the best adjusted people is “fully {functioning®.
To be: “fully [unctioning” means to bz open to the coustant flow of our exis-
tence. Tiese people are open to their experiences, to what is going on in
the here and now. Also, the fully functioning people trust their own feelings.
Wheza they feel that something is the right thing to do, they do it. They
can mistak:and wrong, hat thoir constructiv 2, affectionate motives influence
the nost irzgquently their hrhavioar, As . Burger {1983) notes “lally func-
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tioning” people arc less prone to conform to societal demands and are more
senisitive to thelr own interests, values and needs. People fali short of beco-
ming fulty functioning when they resort to tlic use of defenses to reduse an-
xiety. Concerning anxiety Rogers considers that it develops when our solf-
concept are contradicted by the inconsistent information. Let us recall
in this context that the anxiciy results not enly when the inconsistent 1n-
fcrmation contradicts the sell-concept, but whatever our not value-lree
conceplions. Furthermore, as Festinger's (1957) dissonance theory sugested,
awarness of implicit contradiction anywhere whithin one’s belicfs, prefercrces,
ar thoughts about behaviour lcads to the experiencing of an unplecsant
atounsal.

“Self-disclosure flexibility”. Fimally, another concept designed to des-
cribing a well-adjusted people is “seli-disclosure”, ie. the ability to make
us known to other. Jourard (1571) sugested that self-disclosure is both a
symptom of a healthy personality and a meuns of achieving personal ad-
justment. “One’s self grows from the consequence of being” he said.”Peo-
ple’s selves stop growing when they reppress them”. The “opening up”
and disclosing personal information to others alows us to better understan-
ding ourselves and to move toward self-actualization. But are the most
self-disclosure people the most well-adjusted too? The process of disclo-
sing personal information canot be than selective one. The discloser ought
select both the disclosure recipient and the situation where self-disclesure
15 appropriate. According to Chelune {1877, 1979} the most well-adjusted
people are those who have disclosure flexibility, who know when disclosure
is appr®priate and can adapt their level of disclosure accordingly. fapud
Burger, 1986).

In conclusion the opening to the flow of experience, to oneself and to
the others apears to be one essential characteristic of the healthy, self-ac-
tualized or fully functioning people. They are sensitive to all ¢xternal pres-
sures. But their sensitivity is accompanted on such an fntaking of the infos-
mation, which does not resultsin to mnch anxitety, Whythis happens ? “Beca-
use of their particular information-processing means” —would may be the res-
ponse of cognitive approach of the personality. For example, they particular
way to consider their weakness as parts of themselves th at need improvement
does not woory them excessively. Also, the societal norms, customs and
rules do not lead them to automatie or forced compliance, because thesc
constraints are confronted with their gools and desires and the personal
selection is the outcome. Self-disclosure does not create the problems to
them because their flexibility allows them to perceive when the disclosure
is appropriate. Thus, in the [irst example it is a particular schema about
how human beings are which makes individuals weakness to be the relative
ones. In the second, it is also a particular schema concerning individual au-
tonomy which makes the conforuity need towards the societal rules to he
qucstionable, realtive. And, finally, in the third case, it is a particular way
to perceive the social relations which makes self-disclosure relative to the
situation. The common fraturc of these three cases is the nature of the utili-
scd categorics, the non-rigide, flexibic omes.
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Is the flexibility a contend-related dimension of the categories ? In
another words in pomt of view of their content, there are flexible or rigide

categortes 7 According to Billig (1985} this is not the case. “Categories, he
safil, do not exist in isolation, but a category, il il is to be applied, must b
particularized or sclected from other categories. As such it is concevable
theat o inflexible use of one category might necessitate o {lexible use
of other categories .. 7' (apud Fiser 1986). Then, the exibiliby is u ma-
tier concerning the asage of the categories,

The hypothotised fvpes of  psvehologically funciioning, The assertion
1t a person hrhaves o w cortain way hocause he posseses a paaticular
oran of mformation: processmyg (he it “schemua ™, “personal eonstruct” or
“prototyp ) will not resolve to much as comparced with the traits approach
ol personabity, without respouding to the (uaestion @ where dillerent stable
matiters of processing inlormatiog come tfrone. To sav the schemata develop
by the individeal learning is also insufficiontly without a characterizing
of thot process whithin wihich in a case new schema forms and in other the
wew intermation is assimilated to an old schema. Our hypothetised types
o) psvchologically fuuctioning explain this differenctes o terms of refafive
Siexitality amd force of the sciemata. Here are these tvpes:

L. The “objective” fvpe. s cognitive structuring is so weak that al-
most every «:ircm}mtance may constitute its “contortable™ place preserving
its character ol totality. The importance of the {irst impressions and often
the cousens with majority are the consequences of this dominance of the
preseut in iront of the preexistent schemas. The person does what he {feels
vaod at th: moment, without concern for hiture consequences. It 1s an in-
put rather an Hitake of the stimulus pressures. The term “objective” empha-
sists the reduced “subjetivity” (== here the “menial agenev”) of the indi-
vidual interpretations.

2. The “compice” frpe. This type uses rather many dimensions in in-
terpretation of a circumstance or stuation. Fcach situation apears verry
complex to him. S5 omplex that any his schema can “hold” it. The ¢circum-
stance dozs not find a s/able place in cognitiv structure of this type bat a
rathr an instable, uncertain place. The situation is ever too complex (this
is ths int of thatvpe nama) to can bz with certitude interpreted. The thought
that h: or shz can not single arrive to the genuine knowing of the situation
. is the outcom: and the adherence of the other beliefs is a modality to get
rid of uncertainty. ‘

3. The “cooperative” tvpe. The dimensions by which this tvpe tries
to interpret each sitnation is rather few. Hence his certitude comes. But the
occastons wh-re this kind of pearson 1s in desagreement with other are not
rarely. And the individual adopts a dofeustve strategy for maintaining his.
cognitive integrity. He manifests agree with and compliace towards others

4. The Yascensies” fvpe. The use of rather few dimensions i the in-
terpretation of the sttuation is ths feature of this tvpe ton, Buat dillerent
{rom the “cooperative"", this type searches 1o maintain his cognitive in-
tegrity by striving to hmpose his point of view to other.
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5. The “prompl” fype. His notions precipitate to grasp reality. The
details of a circumstance are stripped. His interpretive schemata, some of
they according to societal norms and some not, are constantly reiterated.
It is not the societal or individual normativ content of the interpreta-
tions that differcntiates these individuals, but rather the rigidity with which
they impose to reality, as though they would lie unmobil in ambush.

6. Lhe “mehil” fvpe. The schemata of this tvpe dispose of great capacity
to maintain its structural integrity or totality leattire. The high differentia-
tion of the structured information in his memory alows to this type a great
Iot of variable interpretations of the situalions.

As we can note there arce at least four aspects or dimensions lieing on
the Dase of Tvpe classification,

a. Cogardtive complexitv-simplicity. The “objective'”, “cooperative”
“ascensive” and “prompt” types use rather few conceptual dimensions within
the mterprelation process, whilst the “complex” and “mobil” types use
many conceptual dimensions. But the “complex” tvpe does not really
benelits in this. The dimensions used do not are fixed by the particulariza-
tion process. By consequence, eachof them appears as possible interpreta-
tion of the situation. But when evervthing can b: veritable nothing is
really. The wncertainty and anxiety result, and the adoption the other
opintons 1s most probable strategy of resolving leis uncertitude.

h. Sensttivitv-repressnecss. The six types can he ranged accross the
sensitivitv-repressness dimension, from the “objectinv¥ type, lain comple-
tely uncovered to the stimulus-impact and “lirst impressions”, to the most.
repressiv, the “prompt” type. For this last almost the all s threateying
For the “cooperativ" and “ascentive™ types only what does not correspond
with them pre-existing schema, whom integrity is threatened and therefore
these are takes awav at the superficial level of conscicunsness. The forced
compliance is the result in the first case and the dominance in the secound.

In the midle point of the sensitivitv-repressness dimension les the
“mohil” fype as verrv perceptiv hut selectiv too. The stimulus pressures
are contronted with personal standards and desires and only the result
of this confrontness becomes rule of behaviour.

c. The structural integrity of the schemala. The “opening-up” to the
current flow of existence is, as we already noted the hailmark of healthy
fully functioning people, To be such “opening-up” is something different
both to be at stimulus’s disposal (like “objectiv” and “complex” tvpes)
and to have the rigide few dimension or cognitive schemata susceptibte to bz
violated such as the “cooperativ” and “ascentive™ types have. Thus, it
appears that the structural integrity of schemata is proportional with num-
har of conceptual dimensions (cognitive complexity) which assures them
flexibility. But this is not the all. FFor not to develop in the diffuse manner
of information-processing of the “complex” type, classification process
ought to be associated with well-developed differenciation ene. The diffe-
renciation of the category exemplars s as lunctional as the class inclusion
is. As refined the differences hetween categorv exemplars are as difficult
the coufusion or substitution of them is, The relative autonomy of the parts
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of an mental entitv 1s concelvable. Then the most differences are establi-
shed, the cross-cafting and superordinated classes or categories can be made.

The including ol one excemplar, initial belengmg wkithin a class, in another
class (whether cross-cutting or superordinate or, also, in a single  exemplar
formed) does not extinet these old qualitics, the return to the initial cllass
atfiliation boing possible. T mobility of a cognitive structure consists i
the part-enfity reversibilfity. It appears that cognitive complexity and the
categorization-differenciation equilibrum are the conditions of this part-cn-
tity reversibility or in another words, the conditions of congnitive structure
flexibility,

2772
d. The level of congruity or Tneongruity ;w vill tolerate or seek to

attain, The desagrecment with other is tollerated=1"the condition in which
the individual is convinced that there are more than one judgement point of
view over @ judged object. In an experimental condition, we already mentio-
ned, where this object is an illusion and the subjects were told “the only
truth is what cach of you sees”, the subjects show no convergence towards
a collectiv norm. No convergence appear alse when the individual notes the
inconsistence or instability of the other judgements. But a pearson can get
out ol himself the belicf that “there are more judegment point of view over
a judged object”. This happenus when, on the one part, the individual grasps,
the object by mean of rather many conceptual dimensions or categories and,
on the other part, the inclusion in categories is equilibrated by the particu-
larization process.

Thus the level of incongruity or congruity a pegrson witl tollerate or
seek to attain in any given area can be describe in terms of personal psycho-
logically functioning tyvpes. The types also sugest the strategies of coping
with incongruence. The use of few categories in the object perceiveness
may more [requently leave to the incongruity feeling and the need to restore
the balance between different cognitions. As Billing (1983) showed "an
inflexible use of one category might necessitate a flexible use of other cate-
gories” (apud Eiser 1984). Not only a “subtle particularization” is used
“in oder to defend a categorical usage”, but another defensive mecanisms
too. “Thus the incongruent dimensions may be repressed or ignored. As
we already noted the ,,prompt” tvpe can drastically sirip the atributs of
the reality in oder to assimilate it to his pre-existent categories. Also, the
incongruent information which threates the cognitive structure integrity
may be mantained {at the superficial level) despite of its incongruity.
The inconsistent behaviour, forced compliance, conversion {as in the case
of the “cooperative” tvpe) or the minimizing of the incongruent information,
often by agresive hebaviour oriented to the information source (as in the
case of “ascentive” t¥pe) result.

The tendency to reduce anxiety resolting from incongruency is the
common feature of the three types. It apears that the anxidy s the
outcome of their cognitive simplicity. But an other tvpe also tends to
reduce anxiety {ofen by a conformity behavidur) and he is cognitive
complex. However, whilst the molil type stmulfancousiy considers a lot
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of atributes, the complex” tyvpe does that conscentively. The “complex™
tyvpe shifts dimsnsion after dimension without to coordinate them,

He Talis short of simualtaucously using the complex way of categori-
sing breause the weakness of differcnciation between the members of
cach category, Whether by from a conseious maintaining of the incon-
sistent  information without a genuine itegration or Dy a repressing it
{receiving it at a level somewhoere Dhrlow awarness, through the process
of “subeeption” rather than perception? these tvpes reduce anxicty but
at once their ability to antegrate the flowing information. It happens
as il the process by which the membership ditferentiating particularities
are including in the new cross-cuting or superordinate categories {or part-
entity reversibility) would be experienced as a kind of relaxation and
tollerance and, by contrast, the blockings of this process are experienced
as anxietv. Therefore, the flexibility or mobility of interpretive schemata,
their part-entity reversibility can be viewed not just an individual cogni-
tive difference variable, hut as motivation in its own right, reflected in
tollerance and tendeuncy to coordinate incongruent information as opposed
to incongruity intolerance with anxiety resulted and the tendency to
restore the inbalance. .

In conclusion, in the case of the “objective” tvpe, the categoriza-
tion as well as differenciation processes ar weak ; the number of conceptual
dimensions are few. This number raises at the “complex” type, but his
differentiation ahility is litle developed vel. Only at the “maobil” type,
the big numbszr of conceptual dimensions are accompanied of the equi-
librum of differenciation-categorization process. The difference between
the three type is tied by the information-processing. A process which
at the “objectiv’ type is rather an “input”, it consists in unstable or
uncertain “intakes” at the “complex” type and, finally an “integration™
or "coordination” of the information at the moebi) type. The mobil type
1s the equilibrum point on the sensitivity dimention.

The '‘cooperativ” and “ascentiv” types are those which aware the
viclation of their categories or schemata by the “input”. Therefore thew
develop the defensive mecanisms to reduce the resulting anxiety. Con-
cerning the “prompt” tvpe it apears to be characterized by what Freud
termed the unconscions neurotic anxietv. Those are three way of repre-
siveness. Being verry perceptiv but selectiv (i.e. repressiv) too, the mobil
type is the equilibrum point on the represiveness dimension.

Empirical data concerning the psychologicallv functioning t¢ypes. The
folowing data are the results of the Relative Imfegrative Force of the Scie-
mata Test. The test is able to discern the six different types of integra-
tion of ,,the prezent momeut” in the individual interpretiv pre-existent
schemata, It consists of six self-telated rational scales, the subject res-
ponses being obtained by comparing of two ilems and choosing the most
suited. Subjects: 137 students.

One can see that there is the smollest correlation coefficient between
the “abjectiv” tvpe and the “prompt” type, the two opposite ¢uds of
the sensitivityv-repressivness dimenision. The “cooperativ” and the "ascen-
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3 2 3 A 5 6
"objectiv" 1 1
fcomplex" 2 .72 1
“cooperativ' 3 8 .82 1
"agcentiv” L 78 81 S0 0 1
"orompt” 5 33 .6 50 .59 1
"mabil" B 75 W75 .59 79 L55 1

Correlation coeficients  matrix

Fig I.
5 "prompt"
59 —————— 1 Yobjectiv’
78 it
& ‘tmobil
.79 .
- 2 "complex
.82

.
"ascentiv

-90 X .n
3 “cooperativ

-

0 60 70 80 90

Clyster anatisis _dendograma

Fig, 2

tiv?” types correlate more with the “mobil” type than with the “prompt”
type (the highest repressiv) and than with the “objectiv™ {the higbest
sensitiv). Also, the "ascenting” and “cooperativ” have the highest correla-
tion between them. Although the two defensive mechanism are different
{“compliance” and “ascendency”) they cover the same phenomenon :
the difficulty of the integration of incongruent information and the ien-
dency of reduce resulting anxietv. ‘he foluwing high correlation lies bet-
ween each of these two types and the “complex” type. This last is also
anxions and he resorts to the similar defensive mechanisms.
Conelusions : The way towards the correct answer apears to individual
not only as a conscious appraisal (attitude}, but as an unreascned or
automatic preference. Thus, the reasons of conformity mayv be conscious,
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but the individaal maey be uuwconscious concerning social influence. He
thinks T+ have the option similar 1o other not because of conformism
_or because he considers that it is Detter at moment being, but because
this 15 the trath, the evidence. Tt is the ountcome of their particular psy-
chological functioning the fact that seme peeple appraise the group mem-
barship more then individual actonewmy.

Wi structure in our minds the personal kind we [unction in the
prosence of social rules. The affirmation of the membership quality and
the hlurring the individual ones s sistematically promoted by the totali-
tarian societics. By conscquence the well-adapted people are not the “fully
functioning”™ ones but those who repress theirr mdividuahty, who Dest
succed fo ocopy the group wembership prototype. The copy of the group
wembership prolotype means to rigidly use certain value categories (pro-
moted by group) in the information processing. The rigid use of a sche-
mmata is, then, a sitnptom ol certain kinds of psychological functioning
and a consequence of prior functioning too. The accentnation of the- group
memberyhip quality and intergroup differences and the reducing of the
intragroup differences and the autonomy of the group members may be
seen alike on outcome ol the manner im wich the individual functioned
in his prior social lie and & particnlarity of his cognitiv capacity con-
cerning - the categorigation-differntiation process.
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COGNITION ET ETHNICITY

LIVIU MATEL

ABSTHAUT. Coynition and  Ethoieal  Helonging. The present study  aims o
iltustrute the relevance that coucepts developed in  cross-cultural psychology
have in relation to the contemporary debate on ethnic issues.

Motta:

La crise ethnique, 1a erise urbaine et la crise du sys-
teme éducatif sont lides. Dans wne perspective glo-
bale on peut les considérer comme les différentes
facettes d’unie crise plus vaste résultant du fait gue
Phomme a créé pour son propre usage unc dimension
nouvelle — la dimension culturelle — dont la pins
grande part demeure invisible. Lt en définitive la
question se pose de savoir combien de temps I'homme
pourra continuer a nier sa dimension propre,

Ldwaxd T. Hall, La dimension cachée

La croyanee dans le earactére invariant du processus de la connai-
ssanee. II est en vogue de réfléchir a Vethnie, aux relations interethni-
ques, tout le monde ressent un vif intérét pour cette question. L'intérét
de ,tout lc monde” est monopolis¢ par lapproche politique et idéo-
logique. On peut affirmer que c’est une approche politique et idéologique
parce qu’elle envisage son sujet du point de vue de la légitimité ou I'illé-
gitimité des projets concernant des groupes ethniques, ensuite parce qu’elle
suppose que la question la plus importante (méme exclusivement impor-
tante) est celle des différences et des convergences des intéréts réflechis
dans les relations des pouveirs. La logique de cette approche est cons-
truite sur des raisonnements dont les prémisses sont d’'une part les sté-
réotvpies concernant les caractéristiques nationales et les projections dans
I'historic, de l'antre part les accords supranationaux {conventions des
droits dc 'homme, etc.). On peut y retrouver une grande variété de posi-
tions: de la tolérance & lintolérance, de la sincerité 4 la démagogie,
du pragmatisme a l'utopie, de l'ethnocentrisme le plus obscure a I'uni-
versalisme qui efface les nuances.

Ce qui ost [rappant c'est que derriére des positions tellement diffé-
rentes, on découvre un théme commmun: une croyance gnoséologique ou
plutot gnoscopsvchologique qu’on peut définir de plusieures maniéres :

I. Les lots de lapensée sont universelles, done cn partant des faits
tout en respectant les Jois de la logique on peut arriver 4 un consensus.
Les cause des conflits, des polémiques peuvent étre:

a) le manque d'information: on n’analyse pas la méme réalité, on

parle de choses différentes — 1mais cela n’est pas la faute & la réalité,

on derniere analyse le sens des faits est univoque ;
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bl le relus”, lu corruption” des regles de la logigque, o’est-d-dire
le recours aux sophismes sous Uinfluenee des sentiments ¢t des in-
téréts du groupw

2. La cognilion hamaine, en lant que pereepilon. svstématisalion of
utilisation des dnformadions sar o omende est partout identique ot indépen-
dante des obstacles ethniques. e fonctionnement de la connaissauce peut
Ctre hroudlld seulement par des Séments du genre des sentimnents ou des
netivations, Dans de domaine de o connassance i n'y a pas de diffé-
rences, dlolstacles substantiels g proviement de Vappartenavee cthni-
VIRTER

Fdward T, Hall conelit UVessence de ces alfinnations dans son livre La
dimension cachide. | Ceotte crovance implicite {el souvent explicite) cou-
cernant le rapoort de Uhomme avee Pexpdrience, suppose que, siodeux
étres humaing =ont sowmuis & Lomeme  eexpdrience o, des mformadions
virtuellement identigques sont Teurnics & chague systéme nervenx contral
et que chague cervean es enregistre de laomdme maniére!,

Peut-&tre cette crovance explique-t-clic o persévérance de {onrnir
des miormations, des arguments, des démonstrations legiques, dans at-
tente des résultats positifs {Uaccord™) ¢t T lrustration éprouvee i la
suite de P'échec dans e contexte des débats nterethnigues, Mais ¢est
parce que Uon ignore du moins une cheose importante: la néeessité de
la ,traduction interethnique’” de ces informations, arguments, dédmonstra-
tions. Parce quth v a des arguments dont «i on tient compte, on arrive
a se demander tout sérteusemcent: dans quelle mesure Pappartonance a
une cthnie détermine des aspects essentiels dans le fonetionnement cog-
nitif. Hst-l possible de traiter de manicre différente Ia méme informa-
tion, la wméme réalité {la mbme ,expérience”’ selon IHall), simplement a
cause des différences au nivean méme de la cogmition ¢t non pas néces-
sairement 4 cagse de Uinfluence de Vatmosphére politique ou ideologique
dans un certain moment ? 51 oud, i} en résultent non seulement les ditficul-

tés et les blockages de la communication, mais — malgre les metlteures
intentions — Ja compréhension différente, méme contradictorie des mémes
circonstances. -

Cognition et relativité linguistique. Dire que les langues et les cultures
des  différents groupes ethmgues sont différentes, clest trivial, Mais il
est intéressant de poursuivre Vinfluence de la langue et de In culture
sur le processus de cognition. Des philosonhes ¢t des lingnistes se mettent
d'accord pour affirmer gue lu langue a un ole trés important dans le
processus de la connaissance? On a'essale pas maintenant de déctder si
nous somunes vraiment les prisonnters du langage ou pas?, on peut a peine

YT .H all La dijension cbde, Vidition du Seuli, 1971 10 13,
 Vuelr tout oo qui est comn ddans la philosopbic comnwe | linguistic turn’.

ik connait Pénoned de Wit tgenstein: Jes lhmiles de mo lnwgue sont fes lmites
de mpn monde™ 3 1a prrabele de Noewra th fgae Daine emommie comnmme épigraphe daus son
veuvre From afogical poiot of pilen jestsugsestive elle ausslc vis-a vis doedo Lingue | nous somiues
comene les marins qui doivent téparer teur hatesu sur 3oner st gu'id lewr soit peens Je navi-
gear dans le dovk ou ils pourraient le reconstutre aves los mviticures pidees”.
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nier que le mende, la maniere dont on voit le monde ¢t oau moins en
partic le prodoeit de la langue gu’on parle et qui nous parle™™,

Fin termes de psyvehologie cognitive i1 o ¢té dit que la perception
de envirommement est programmdée en nous comme dans un ordinateur.
O peut supposer e fes diverses langnes programment de moanicre dif-
[érente les mémes faits® On div termes de psyeholosie cognitiveparce
(que ce ne sont pas ssulement lex philosophes et les Hngaistes a4 avoir
percie ce phénomens, mats les psychologues ausst, Bn faveur de cette
wdde, on peut Titer, toutes précautions priscs, les remargques classiques
e T Sapar et B Whorf sur la relation emtre al pensée ot de la lan-
cue. .
Les surprenantes différences déconvertes par Whor! illustrent par-
faitement le {ait que certains phénoménes phvsigues ¢t socinux (cco-cul-
turels™) sont mdéconnaissables pour les sujets partant une langue, alors
quen méme femps ils sont uaturels pour les sujets parlant une autre
langue. Par exemple, Uanglais et les langnes européennes en général ont
des mots ditlérents pour dire |, pilote’, | voler”, _avion™ alors que la
Laingue des jndiens Hopi d'Amérigque ne conoait qu'un seal mot pour dé-
signer les trois notions. Les Eskimaus ont douze wost pour ,Ja neige”
{leur activité dépend de la qualité de la ueige), Vanglais en connait deusx.
Les Asteques utilisent le méme mot pour dire ,froid”, ,neige’, ,glace’.
Les Anglals ont un senl mot pour | can’, les Hopis en ont deux, 1'un
pour ['eau coulante, autre pour Vean dormmante. Des mots si répandus
dans 1'anglais et dans les langues eurnpéenues, tels | vitesse’, |, rapide”,
manquent purement ct simplement dauns la langue des Hopis®.

Le nombre des excmples qui pourraient illustrer les différences au
nivean des codes linguistiques ¢t qui pourraient montrer que chaque lan-
zue rend possible des variations cognitives et de commumnication, pourrait
continuer a Uinfini. E. Sapir a exprimé ce fait d'une maniére synthéti-
que, cn afftrmant qu' ,,on construit inconsciemment une honne partie
de la rdalité 4 partir des habitudes linguistiques du groupe. Les mondes
ou les différentes sociétés vivent, sont des mondes différents, et non pas
les” mémes mondes portant de différentes étiguettes. Nous, les individus,
nons vovons, entendons et accumulons de Uexpérience de telle maniére
que les habitudes linguistiques nous prédestinent 4 certains choix d'in-
terprétation (et non pas a d'autres)’” ’

t Nous eitons un des ouvrages significatifs . Linguigtic Relativism and the Greek Prorect
of Onlofagy de Ch, I IL K ahn (in ,, Néue Hefte fur Philosophie”, 15716, 197%0u I'a: teur
veut démuntrer que lal'acception de la nation d'efre duns la tradition de 1la philosophi- curopéenne
este ddéterminé par Uatilisation spéeifique du verbe | éire” dans les langues imlocuropéennes
dans les structures comme X festd V7 la notion de Pexistence suppose spatialité la continité
et la stabihige

ST Hall, ep. ci. p. 14

8 ONous avans extrait les exemples de Jo A Fishm oo, A svstemadisarion o7 the wobici-
Fean hvporhvas das JOWL Berry, PR B asen (Bdsy Croe and Cownition - Reading i
Cross Cultuwral 12 cefisdogy ) Methen and Co Ltd. London, 1974, . G

TILosa pit. Fhe Stutus of Dpguistice as o Science, | Langunge', 5 1929,
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On peut v avoir comme objection le fait que la relativité linguisti-
que ne devient significative qu’en la comcevant en tant que composante
d'une relativité culturelle plus générale. Par conséquent, les langues de
la méme communauté culturelle (par exemple le francais et 'alleand,
en tant que langues des peuples ,européens’), ne déterminent pas d'im-
portantes différences dans la cognition. Prendre la langue pour un élément
du contexte culturel, n'est qu'un argument supplémentaire exigeant I’étude
du role de la langue dams le processus de la cognition.

Cogynition et relativisme cultural. Ta psychologie transculturelle (ou
interculturelle) étudic Ucffet de la culture sur la psychologie des gens.
L’étude de la cognition est trés spécifique parmi les domaines de la psycho-
logie interculturelle. La recherche porte sur deux questions fondamenta-
les:

1. La variabilité cognitive, la compréhension des différences dans
le fonctionnement cognitif en tant que variables culturelles (écologiques
et sociales);

2. La recherche des invariantes (supraculturelles) du processus de
la connaissance humaine et du contenu de celle-ci®.

Les processus cognitifs particuliers et la cognition en général sont
égalecment lobjet de ces étundes.

Par exemple, suite 4 de pareilles recherches, on a découvert des
différences dans la maniére dont on pergoit 1'espace. Notre expérience
d’espace cst subjective et dépend de la culture a laquelle nous apparte-
nons. E.T. Hall montre que les Arabes ¢t les Américains vivent la plu-
part du temps dans des mondes sensoriaux différents. Dans la situation
apparemment la plus évidente d'un entretien, ils suivent des sens diffé-
rents pour évaluer la distance entre les interlocuteurs: pour les Arabes
— le sens olfactif et le toucher, pour les Américains — la vue et l'ouje.

Les différences dans la perception de I'espace se retrouvent dans la
maniére d'utiliser Yespace. Si les Japonais ne voient pas la source du
bruit, ils s’en sentent a I’abri. Voila pourquoi les murs des hdotels tradi-
tionnels japonais sont aussi minces que le papier. Au contraire, les Al-
lemands et les Hollandais ont besoin de murs ¢épais et des portes doub-
les pour se sentir protégés contre les bruits.

Les Arabes sont capables de découvrnir la relation entre Fodeur et
Vétat psychique d'une personne, performance presque sirement inacces-
sible pour un Européen ou un Américain. Ils utilisent cette capacité dans
des situations assez surprenantes. Un Arabe sur le point de demander
une fille en mariage peut se raviser si, ¢n tlairant sa fiancée, il trouve
qu’elle ,sent mauvais”, c’est a dire 71l sent l'odeur de la haine ou du
mécontentement, il v rennotce?,

Des différences culturclles similaires peuvent étre contatées non scu-
lement dans le domaine de Ja sensation, mais dans d'autres processus
cognitifs aussi.

ET.W. Berry, PR Dassen (Bds) op. cif., Introduction, p. 13.
#Ce sont des citetions du chapitre La perception de Pespace, de B, T. Hall, op. cif.
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Le style coguitif, La notion de styvle coguilif sert 4 mcttye on ¢vi-
dener Tos différences intorindividuelles de la cegnition of la relation de
celle-ci avee dautres demaiues de la personnaliteé, Lo styvle cognitif | est
la nuouere spdeiflique de connaissance de individu, qu'on pout retronver
constamment dans Pactivité intelectuelle ot d'évaluation™®,

Le grand intérét porté a 'étude futerculturelle du styvie cogniti! ost
dit sutrout a1 deux raisons

I — 11 porte sur une perspective géncrale du processus de ks cognition

- ceda rend possible la svnthese des Studes portaimt sur des aspects

1501dey |

2 — e style cognitif est le résultat d'un certain processus de sociali-

sation, il est surtout inltuencé par les expdriences de la vie faniliale.

Il est donc a préveir que les différence interculturclles des modcles

d'éducation eréent les différences dans les styles cvegnitifs.

Ces ¢tudes ont prouvé que l'appartenance & uneceitaine culture engendre
des différences remarquables au niveau de ['attitude cognitive, Berry dans
son étude comparative de la conduite des Eskimaus de Vile Baffin et des
membres de la tribu Temme de Sierra Leone, o évalué Velfet des différents
modéles de socialisation sur les styles cognififs', Il a remarqué que les Fs-
kimaus n'utilisent pas le punition dans !'éducation, ils ne levent méme
que trés rarement la voix. Ils encouragent les manifestations de la confiance
en soi, de I'autonomie, de la compétence et de la sincérité, en méme temyps
quy’ils ne renforcent pas 'incompétence, I'indécision. Au contraire, la triba
Temne este plus sévere, rigide dans Véducation, les adultes coutrolent stric-
tement les enfants. D'aprés Berry, cela explique les defférences dans le
style cognitif des deux ethnies, Les membres des-deux ethnies prétent at-
tention a. l'espace d'une maniére différente. L’espace des Eskimaus est
monotone, pauvre, dépourvu de points de repére ; celui des Temnes este riche,
diverse. Vu que les Hskimaus doivent se débrouiller dans l’espace infini,
monotone, ils ont besoin d'une autonomie accentuée et d’une remarquable
capacité de concentration. De plus, Berry a remarqué une autre sphére de
la connaissance qui distingue les deux ethnies. Les Eskimaus sont moins
exposés aux situations de l'effet Asch et ils sont beaucoup plus résistants
face 4 la pression d'un groupe autoritaire. Méme dans la présence d'une
forte pression dans le sens du conformisme, le recours a unstandard indi-
viduel este considérable. Dans le cas des Temnes on ne rencontre jamais
ce genre de résistance.

Généralisant ces expériences-11, Berry se prononce en faveur d’une
relativité culturelle radicale, en affirmant que les styles cognitifs sont pro-
pres & une culture et ils ne peuvent pas étre réduits 4 unc culture cognitil
généralement humain®?,

W H. A, Witkin Cognitine stvles across cufure, | International Journal of Psyehology™,
I, 1966, -

YW Berry, Temue and Ishimo Pooeeptual  Styies, “International  Journal of
PS_\'(‘hhinj_{}'", L. 1964,

WY dem. Radical coultuwral  yelafivisme  and conce bl of mifeliigence, dans FW, Derry,
Po R Dassen (Lids), op. o,
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Il ¥ avait beaucoup de débats autour de Uidée de Nrreductibalité, Un
des plus connus contre-arguments este celui qui porte :;ur la différenciation
entre la compétenee et de la performance intreduite par N. Chomsky. Con-
formdment 4 cet argument, la diversité inte nultmelle dﬁ‘b styles cognitifs
ticnt de la surface, ‘ale porte sculement sur les manifestations de surlace,
gui apparaissent dans certaines circoustances (la performance), non pus
sur un répertoire universel de possibilités (la compétence). Te débat sur ce
sujet continue, Néanmoins, ce gul est relevant ici, ¢’est que Uappartenance
culturelle engendre certainement une variabilité quelconque au nivean du
style cognitif, méue lorsqu'tl n'est pas tout 4 lait évident qu'elle soit vrai-
ment irréductible. Des cultures différentes engendrent des styles cognitifs
différents, ce qui signifie qu'il v a des différences en ce qui concerne Pacqui-
sition ¢t 'utilisation de information, ce qui veut dire qu’il y a inclusivement
des aspects de la réadité que l'on peut connaitre dans certaines cultures,
alors que dans d’autres pas.

Le style attributif. Méme si nous n'avons pas dound ici des arguments
explicites, i} s’ensuit que les difféyrences présentes au niveau de la connais-
sance concertient non seulement les réulités du monde physique, mais la
s0Ctété ausst. Nous pouvens supposer que P'étude transculturelle des mé-
canismes  attributifs pourraiet fournmir ces arguments.

Dans son livre La Psychologie des relations inerpersonnelles's Fritz
Heider a étudié I'attitude humaine d’une maniére géstaliiste, en tant qu'un
tout cohérent et non pas comme une série de réactions plus ou moins auto-
nomes". En étudiant le probléme de 1'équilibre cognitif, Heider attache une
tres grande attention & la perception des relations interpersounclles dans la.
vie quotidienne. La perception des relations interpersonnelles suppose que
les individus forment des jugements attributifs sur leur environnement (re-
latifs 4 la cause, aux situations, aux qualités). L’attribution est au fond un
effort pour la recherche |, de la structure constante mais invisible des choses” 1s,
Le processus de P'attribution, en tant gue processus généralement huniain
signific surtout la recherche ,.des relations causales entre les ¢éléments et
les phénomeénes de notre Lhamp psychologique’™, La relation causaie est
tatribude anx choses, par cunsgqu&ut 1att11but1tm n'est pas simplement
un processus de connaissance, mais aussi unprocessus d'interprétation.
Autrement dire, il s’agit non seulement d’une repreduction, mais d’'nue pro-
duction aussi, T attribution causale este une attribution intentionnelle in-
terpersonnelic etjon ersonnelle. Ce processus a un role signifiant duns la
perception du conteste social, dans la détcrmination dL’b intentions des
individus. En ]J‘lrdplll&‘-«lnt un exemple de Heider, on pent dire qu'il ne
nous est pas égal si e coup de biton que nous recevons est donné & dessein
ou - pas.

13 ]\ Weider The prychology of infevporsenal relalivns, New York; Willey, 1058,

BT C Deschanps, A, Clemence, Lattribution, Delachaux et Niestle, p.19.

L Jhiden . 200

B o Paterson, MR R, Seligman, Cansel exploiefivns as o vish j’uc':o: Jor
depression ;. Pleoiy and evidence, " Psvohological Noview”, 91, 19758,
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b

T.a théorie d= Uattirhution a brawconp évolud dans plusicurs directions
4 elle est loin dlavelr Spnisé toutes ses possibilités,

Ta Bas: dune de ces directions d'évolution est la notion du sivle afiri-
Lutif. On centend par styie attributif la manidére dont Uindividu otilise de
différents  venres de conclusions causales (attributions) dans de différentos
sitidations o mmonentstt, CCest A dire, par exemple, qu'on attribue constam-
ment au sneets on a Uinsuceds les mémes raisons @ ke hasard, Veffort indivi-
daal, hcanacité cte Le style attributif concorne les conclusions que Fin-
dividu tive sur sol-méme {L e suis né an monde parce que. ..} et sur le
monde ongdndéral {81 quelquiun o oun sueeés, oest parce que. ) afin dex-
dlexpliquer le monde,

La signitication de cette notion dans Pétude de la diversité de la cop-
mition peut dtre résumde comme suit:

1. Le style attributit n'est pas seulement une variable individuelle, mais
i est variable culturelle aussi. Au deld dela variabilité inter-personnelies
v oo certaines constantes culturelles qui précisent le style attributif spé-
cifique 4 une certaine calture, Malgre le {ait que les recherches dans ce do-
maine ne sont pas trop nombreuses, on peut apporter nombre d’arguments
pour soutenir cette idde. Pettigrew a remarqudé qu'en jugeant la conduite
d’antrui, on a la tendence de surestimer U'importance des inclinations per-
sonnelles, surtout lorsqu'il ’agit d'une attitude que Uon considire négativels,
Mais cette tendance apparait avec plus ou moins d’intensité dans les diffé-
Tentes cultures. 51 ¢’était & éablir 4 qui este la responsabilité dans un ac-
cident de circulation, les étudiants américains et chinois sont d'avis dif-
férents : les uns cherchent Ja cause dans les circonstances, les autres — dans
1a conddite du chaulfeur.

Fa géncral ou peut dire que le style attributif, en tant que variable cultu-
relle, influence la maniére dont on comprend, interpréte, ,,connait’’ le mon-
de, ¥ compris la société. .
2. Les relations mterhumaines supposent la communication comme con-
dition nécessaire mais pas suffisante. Le processus d’attribution influence
la communication en géuéral et la communication interculturelle en par-
frculier!®. Tout cela se réfléte dans la connaissance interculturelle et dans
les relation interculturelies.

Comment Vattribution influence-t-elle la communication* Du point
de wvue pragmatique la communication suppose l'existence de certaine(s)
intention(s} au-deld du contenn propositionnel, et en plus, que ces intentions
sont percues telles qu'elles?’. I.a reconnaissance de ces intentions est au

Y hidemn.

BT h B Pettigrew, The Ultimate Attvibution Ervvor, Enfending ANpart's Cognitive
Analvsis of Prejudice, Persunality and Social Psvchology Bulletin”, 5, 1979,

BP Bhrenhaus Culture gnd the ailvibution process. barriers fo effective rvmniuni-
calivie dans W, 3 Gudykanst (Bd), Tutercultwral Communication Theory, Current Perspectives,
Sage Publications, 1983, p. 259

23 v pait de vue, la contribution de Habermas dont le point de départ est la théo-
rie de acte du langage (Austin et Searle) ainsi que la grammaire générative de Chomsky, est
stgnifiaute,
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fait un processus d'attribution ; on s'interroge (et on répoend A la question) :
Sauest ce quil veut dire par cela?”, oh est-ce qu’il veut aboutit”, | ca
veut dire un ordre, une faveur ou une excuse ;7 L'activité communicative
se réalise d'habitude 4 la suite d'une conuaissance acquisc dans un environ-
newent régit par certaines normes, comme v, jeu du langage”f I1 st
a prévoir que la ralativitd culturelle concue comme la spéeificit¢ des nornies,
inthwence le déroulement direct du cours des communications. Le stvle
attributif este en partie responsable pour le fait que .51 deux individus ap-
partenant 4 de différentes cultures se rencontrent, parlent, essaient d'appren-
dre quelgue chose de l'autrui ou simplement accomplissent une  tdche
sociale, ils agissent sous Vinfluence des expiriences acquises dans leur cul-
ture”#. Suivant ce chemin on peut démontrer qu’en influengant la commu-
nication, le styvle atiributif a de 'ascendant sur la connaissance auss): il
délimite les frontieres dont la dimension culturetle est la ressource,

Jusqu'ici nous avotis essavé de prouver & Paide des thcories et des
exemples ¢’au niveau du processus de la connaissance on constate une cer-
taine diversité. La langue, le stvle cognitif et le stvle attributif sont des ex-
pressions et en méme temps des déterminants de cette diversité, Beaucoup
de questions se posent 4 propos de ces remarques:

1. Sila relativité culturelle este considérable, en quelle mesure doit on
en tenir compte au cours de l'étude des ethnies, des relations interethni-
gques ¢ Est-ce qu'on peut identifier 'ethnie & la culture et ¢st-ce qu'on peut
affirmer que tout ce qu'on a dit sur la culture est valable également pour
les groupes ethniques ?

La Jangue el la culture des ethnies sont différentes : ¢'est une romarque
banale ot substantielle 4 la fois.

Culture et ethnic: faut-il garder la différence? Au cours des recherches
interculturelles ot ethnopsychologiques on “prend pour synenvmes les no-
tions de Uethnie et de la cndture. Par exemple, Hall parle de la culture arabe
¢t amdricaine, maits i mentionne les différences entre Ja culture {rancaise,
anglaise, allemande aussi. On suppose souvent implicitement identité des
modeles culturels et de certaines catégories ethniques.

I expérience de Davis R Thomas prouve que cette crovance engendre des
errenrs an moins dans le cas des sociétés multiethniques®. Cela veut dire
qu'on ne peut pas réduire les diffcérences ethniques aux différences culturelles.
Il ¢st encore plus difficile d'éelaireir cette question 4 canse des divergeances
dans la définttion de la culture. 11 est évident tout de méme que dans cer-
taines circoustances les notions de culture et dethnde peuvent étre identifiées.
Aais Ja délimitation de ces situations, miémes stoclle este possible, est loin
d'¢tre véalisce.

2. Qulest-ve qu'on entend par cullure en parlant de Ta variabilité intercultu-
relle du processus cognitil 7 I est trés difficde de répondre a eette guention

L abermoas, Preliminarit fa o feorie o comprtontel cainenicative dans Cuneastere
6 cusyaleare, Lditura politica, Bucurcgti 1983, p. 201,

#p.Ehrenhaus, op o, o, cid, p. 257.

2D KR, Thomas, Culfuwre and Fthnicity : Maitaintig the Distinction, " Austrulism
Journal of Pxychoiogy”, 3, 1984,

'
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a cause de la multitude des définitions donndes 4 la culture. Hall définit 1a
culture comme une prolongation de nos sens qui servent 4 survivre; Ia
détfinition de la psvehologie transcultarelie concerne les normes, les stan-
dards, le stvle de vie du groupe.

Les différentes acceptions de cette notion ménent a des coufusions, des incom-
préhensions ui indluencent les débats sur la culture. Mais la mauniére dont
Ia psyvchothérapiec et Ia psychiatrie utilise les résultats de la psychologie
interculturetle, montre que Péclaireicement définitif de la notion n'est pas
absafument ndeessalre. Cosont les domaines qui vout le plus loin dans la va-
iorisation des résultats portant sur interculturel.

3. On peut se poser 1o guestion si les arguments ci-~dessus sont en fuveur de la
rcalité ou plotdt en faveur de la possibilité de la détermination ethnique
de la cognition. Clest vrat que la plupart des arguments présentéds reposent
dans une certaine mesure sur Uidentité ethnie-culture, ce qui peut ¢ngendrer
des errenrs, Mais 1l est clair que dans certaines circonstances on doit tenir
compte de la relativit¢ ,,cthaique” de la connaissance, méme si elle est con-
sidérés uniquement potentielle, sans que sa réalité soit prouvée.

Au dela de Uappel géndral & la connaissance et au respect de lautrui
les idées mentionunées peuvent ollrir un cadre théorique pour la recherche
profonde ¢t deétaillde de certains problemes.

Quelle que soit 'action réalisée dans un contexte interethunique, 'agent
doit avoir en vue non seulement ses propres normes, valeurs mais aussi
celles d'autrui, s'if veut qu'elle soit efficace?, En plus, 1l ne s’agit pas seule-
ment des différences au niveau des valeurs, normes etc., mais, en méme
temps, des différences aun niveau dun fonctionnement cognitif.

# TPour la différence entre émigue et édthigue dans 1l'ethnospsycholegie, voir 7. Rada,
Ethnopsyehology © Relationship between theory and Method dans “Studia Psychologia Paeda-
gogia”, 1, 1990,
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PERMANENCE
A TOPICAI, FEATURE O EDUCATIONAL AXND VOCATIONAL
GUIDANCE

NUMITHE 0Z1INU

ABSTRACT. - In the conoxs of permiutent  edueation,  educational and
vocational guidance acquires new mesnings in that it gets tied to the persun's
vocational carcer far the who'v course of his active life. This paper points
out the changes that hove aceurrid within the prineiples of educational and
vocational goidance conscquently o the transformatic ns that had taken place
on the economic and sovial plane. It reveals alse the shifts in the weights of the
various groups of guidance methods, reselling from the same transformations.
The author emphasizes the meal for orgonizing edueational and vocational
guidanee as an action of gonnine social protection against unemployment. At
the swme time he makes suggestions meant to enhance the wiability wud cre-
dibility of this provess that has an obviews integrative purpose.

Fducational and vecational gnidance must be viewed, in essence, as
a svstemn of actions meant to bring about a balance between the human per-
sonn and the educational and vocational tasks he has to cope with., Such
an equilibrium, once achieved, should not e regarded as {inal for the whole
litetinmee of an individual, becanse socio-vocational mobility has hecome a
conspicuous reality of our davs, This being so, connecting educational and
vocational guidance to permanent cducation appears not only as natural,
but also as necessary.

The assertion that the school is no more able to provide a complete
training, valid for the whole life, has won, by now, unanimous recognition.
After graduating from school, man {inds himself increasingly compelled
to engage in further learning for promotion, for vocational, conversion, or in
studies of a complementary kind [7, p. 144 . On the other hand, it 1s necessary
to efisure a continuous cdwocational mobility and openness in accordance
with the work and life conditions of whole generations and of every indivi-
dual taken separately 'Y, p. 14§, These demands are being met by perma-
nent education which aims at ensuring for evervhody the possibility of
continuous adjustment and readjustment to the challenges of an incessantly
changing world and to the requirements for vecational molality peculiar
to our time (3, . 185 . The importance and necessity of permanent educa-
tion is due also to the informational explosion which accounts for the in-
creasingly fast perishability of knowledge. This has strong economnic, so-
cial and psyvcholugical implications, namely the need for thoroughly and
up-to-date trained personuel, able to live up to the scientific and techno-
logical progress, 1o meet the regunirements of soctety 2, p. 2027 A feature
comunon to the varions meanings ascribed to permanent education consists
in its being viewed as “change opposed to change’”, as a continous adjust-
ment to the ceaseless transformation of contemporary life 6, p. 30_.
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More and more credit is being given to the idea that, by means of
permanent education, the human person becoines able to continue his in-
tegral growth through all his life, to harmonize with cach other the intellec-
tual, cmotional and volitional sides of his personality, to im$irove his psy-
cho-social training in order to use [nily his potentialities on behalf of the
progress of society and of himsell 230 . 30 . Pearmanent education has two
components which arc, by their very nature, interactive : one of them con-
corns the quality of Tife (in, through, and for seciety), while the other s
instrumental with regard to productive activity or werk 3, p. 38 It
clearly ensues from here that permancent education aims at the vocational
training of people, at coutinually adjusting it to the dvnamic of the world
ol trades and professions and to the progress of every one of them. On this
line of through, it is hoing poeinted out that voung people must be taunght
to live 11 a world that “has become strangely mmoving”, and that we should
not overtook the fact that we are "training peonle for a number of irades
which might not even exist any more at the time thev ought to be practiced,
or which will require abilities quite different” from those we have developed

JLopp. 56—57.

In scientific writings, the contribution of permanent education to
achieving a balance between man and his work 1s being dealt with mainly
trom the point of view of vocational training. However, since both voca-
tional guidance and vocational training may be subsumed under the lurger
sphere of vocational education which should have alsoa character of per-
manence, it is not difficult to grasp the connection between vocational gui-
dance and permanent education. The former can and must he examined in
the context of the latter.

The need for vocational guidance at adult age is present also in that
case when, owing to the progress of science and technology, man is faced
with the task of opting for one specialization or another. Such options are
actually a confinuation of vocational guidance, because the work in some par-
ticular department may be rather different from that in another cne, even
within the same business firm. The need for going on with vocational gui-
dance is obvious, as well, in the case of multiple training after hiring. By
means of multiple training, the workers acquire vocational knowledge and
skills enabling them to cope not only with the tasks of one particular job,

but also with those of a new trade [7, pp. 103—104]. For the multiple trai-
ning to be efficient, it must be preceded by vocational guidance consonant
with the individual potentialities ; {further, when the need for changing the
trade or profession practiced until now arises, it should be followed by re-
guiding actions of an cquallyv high quality level.

If vocational training has to be preceded by adeguate guidance, per-
manent education, too, needs vocational guidance which, in adults, assu-
mes also the form of reguidance. Hence arises the question: in what kind
of situations does the need for reguidance appear during the adult’s active
period? Fhe answer, in our opinion, may include the following cases:
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(1} when the subject realizes that he has chosen the wrong trade 'pro-
fession, because it doesn't allow him 1o make the best use of his individual
potential, and it is not a source of satislaction ;

(2} when new trades or professions are emerging, which sccm more
attractive to the individual and 11t his personality traits better than the
one he presently practices;

(3) when, owing to changes that have taken place in the content of
a trade/profession, a person feels that it docsn't suwit him anv wmore, that
he 15 no more able to cope with it properly ;

(4) when the labor market changes with regard to its vecational group
structure 1w some flelds the demand decreasss and, hence, unemplovment
appears, whereas in other domains the need for manpower increases. In
this respect the relevant literature states that “Voceational guidance goes
on even during the persons’s working peried. Changes in the social produc-
tion entail very important chamges in the content of trades and specialties,
the emergence of new trades and specialties as well as the vanishing of other
ones. All this calls for directing the workers already on the job toward the
newly arisen needs, in accordance with the new situation in the productive
activity” {7, p. 1037

In the context of permanent education, the principles of vocational
guidance have to be reanalysed in order to catch their peculiar features
resulting from the present social-economic [ramework. Thus, when speaking
about the principle of the indispensable concordance between a person’s
aptitudes and the trade or profession he has chosen, we should not contem-
plate only a one-sided guidance, pointed to one single profession or trade.
Congidering the changes that mayv cccur during life, we must provide the
voungster with as many chances as possible to find an appropriate job ; there-
fore, his guidance should aim ot several trades/professions, kindred or not,
but equally suited for him. The necessity of multiple training must be kept
in view from the very start. Heuce, the fund of abilities has to be inves-
tigated more deeply and thorotghly than hefore.

The principle of psychelogically preparing the youngster for the goals
of vocational guidance required vs to develop on him an active attitode
toward learning a trade profession under the circumstances ol a lree marked
where the demand for manpower may be fluctuating. The voung man should
be prepared to face any changes, however shocking they would be, he
must not be upset by them and he should not get on the slope ol social malad-
Justment buecause of vocational difficulties.

Providing ample and comprehensive infermation about the world of
trides and professions created th- presmise [or hielinng the subject to choose
another suitable occcupation when the situation conpells him to change
his initial onc. Morcover, he may choose frum the very outset aiso a se cond
or even a third appropriale oceupation to coustitole a reserve lund lor
acvidental (vents.

The principle of vducation in the spirit of love for work gets still more
importance, hecause attitude toward work is a eritical factor in any tradef
protession. All along the vocational career, success in work depends, hesides
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adequate vocational training, alse upon the attitude toward work, Heuee,
cultivating the love and attachment for work should not be done just 11 a
declarative manner, bt more deeply, from a psyvehological standpoint,
by developing the intrinsic motivation for work., When such an enduring
and steady molivation 1s bhuilt up, work and vocational activity becouie a
matter “of lile”, essentinl for poersonal satisfaction, We mean a motivation
such as to determine attitades {irmly taplanted in behaviour. This moti-
vation is to support the corresponding attitndes during the persons’ voca-
tional  carcer.

When gatlernng information iibout ceonomic wowth and the demands
of production, we have i omind the future, the changes that possibly can
vy, Henee, this knowledge dircet!y serves aiso the goals ol nermanent edu-
cartion. By knowing the future, we canhinprove our plamuing of the vocatio-
ral guidance as a prolonged process. The principle of flexibility states the
need for occupational mobility, if requires 11uit the person be able 1o cope with
the difficudty of changing his trade or with the modifications ocenrring within
owe and the same trade. Let’s mention stil!l another prineiple according to
which, under the circumstances of economic privatization and free cnter-
prise, it becomes imperative to stimulate the capacity for initiative and
for quick and efficient management of economic situations in order to achicve
high productivity and to make profits, that is to render the undertaking
protfit able.

All the principles mentioned above extend their sphere of influcnce
also bevond the school period, when the yvoungster, after graduating, per-
forms productive work amd when possible disturbances in the previously
established socio-professional balance give rise to problems related to edu-
cational and vocational guidance. 1o restore this equilibrium, educational and
vocational guidance as part of permanent education leans upon those prin-
ciples, the new senses of which we have to make out as clearly as possible.

When looking at the guestion from the point of view of permanent edu-
cation, we [ind that some changes take place also in the relationship between
thie methods of educational and vocational guidance, as well asin the relative
importance ol these methods at one moment or another. Thus, if we think
in terms of the classification proposed by J. Drévillon 4, pp. 63—837, we
find that the method of successive (progressive und regressive) selections
i= gaining in importance owing ta the need ol recruiting personnel according
to competence criteria. This guidance method, based on an explicit selec-
tion scheme, is often bhzing accepted without objections, since it meets a
tradition of fairness. The successive selections are, in respect to their effect,
progressive or regressive. The varions types of guidance can be classified
according to a value scale. Progressive selection, sometimes called promotion,
implies the existence of a rank order of professions and jobs. It can serve
as a means of recruiting an élite. Regressive selection consists in getting
the applicants to descend to a step that fits their traimmng and ahlities. These
kinds of selection result in the [act that a particular job, once occupied,
doesn’t become a lifelong property ; rather, they impose a continuous redis-
tribution through promotion or, conversely, downgrading to jobs that cor-
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respotd to the competence of cach person. Voeational guidance properly
combined with sclection contributes fo assure chauces for promotion and
protection from failure, In this case, gmidance 15 pointed to-those selection
thresholds that can be successiully passed.

The predictive methods cannot intend just to choose a trade or pro-
fession for liletiiue, Theyv should hielp the individual to find two or even more
trades/professions which are suited to himn ausd which e could practice
successively along his career In case of necessity or en his own: initiative,
Furthermore, under the present socio-economic  clreumstances and, more,
still, in prospect,-the question is not only that of practicing successively
two or more trades;professions, Holding more than one job at the same time,
allows to practice simultancously seversl professions, provided that the
persoll has got adequate training and. of course, the required aptitudes. The
predictive methods will help tu Tulfit this task which may appeal also as an
dl)})()l’fulllt\ that 18, as an advantage.

The educational methods, which demand to do the utmo:,t in order to
fully develop those personal capacities corresponding te the vocational op-
tion, are obviously related to permanent education, as they concur to create
the premises for ensuring the balance between mman and his work for.as
long a time as possible, taking into account the mobility, in the werld of
professions and the dynamic within each of them.

Let's turn now to the group of imperative guidance mcthods The
utility of these methods is warranted by the need of directing a number of
persons first and foremost toward some particular jobs, according to the
re‘structuring that takes place in economy, in industrial management, in
trade, in the services-etc. Obviously, these methods ar¢ of a less democrat1c
character, as they give priority to the social needs. But, however clearly
we realize the imperative nature of some approaches, we cannot avoid them
and we have to lhive with them, especiallv when it goes “about personnet
reassxgnment consequently to the arising of excéss in somb dO‘HlHlIlb,IUI'
about mitigating the phenomenon of unemploy ment — a. reality we, t;.én—
not neglect. Vocational guidance, viewed in: the light of pe!manen‘c educar
tion, may help to make this redistribution in a sensible way, for it cannot
be carried out iu a strictly bureiitcratic manner, but rather by being mmd-
ful, as much as.possible, of the persons in question. In the vocational regni-
dannce of the unemployed we must take account of their.tense emotional state
when they feel they are compelled to accept anything.-After recovering ffbm
their ‘économic-finantial predicanient, some people realize thay weré wrc}ng
in accepting any offer; and they begin to exprience-a feeling of vocational
dissatisfaction which induces them to look for another, more. sunitable yob.
This may result in labor turnover, caused by the search for means of res-
toring the balance between man and his work, between the expected job
satisfaction and the achieved one.

Let's still mention that ju the context of permaunent education, educa-
tional and vocational guidance takes on a specific character that shows
itself not only in the principles and methods if guidance, but also in the way
it is going on as an integrative process. This peculiarity is due to the fact

7 — Psychelogia-Paedagogia 1—2/1452
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that the subject of the guidance, as well as of the permanent education, is
an adult person. We think that the specitic nature of the educational and
vocational guidance of adults should manifest itsell through: a higher
degree of participation (self-guidance) ; acquiring and mastering a yreater
amount of information peculiar to the liled of educational and vocational
guidance as a domain of cducational-formative work; an increase in the
accuracy of psyvchological diagnosis owing to the stabilization of psyeholo-
gical functions {(a higher validity of the diagnosis iinproves also the chances
of making a correct prediction in the matter of vocationatreguidance);
heightening, as well, the responsibility implied in vocational guidance, which
means that one should try to aveig, as muchas possible, any discouraging
or harmful influence which conld affect the individual’s social integration ;
the shift of educational and vocational guidance toward a kind of socio-psy-
cho-educational assistance, necessarily transcending the narrow hounda-
ries of laboratory psychometrics ; seeking and finding means of efficient use
of human resources not ouly from a social point of view, but also from an
individual one, even if the lormer entails imperative demands and changes
(it goes, then, about enhancing the humanitarian nature of guidance);
strengthening its social utility by its positive effect upon manpower mana-
gement and work productivity ; and, last but not least, the need for specia-
lists able to carry out this task properly.
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MODIFICABILTTATEA STRUCTURILOR COGNITIVE

MARIA ROTH

ABSTRACT. - Modifieability of Cognitive  Struetores.  Taking for granted
the wmedifiability  of  cognitive  structure,  the  present  paper  under-
takes @ tongitudinal and experimental approach of dynamic diagnosis, and looks
for the pessibilities to turn to the best intellectual potential of institutionalised
clhiklren. There are poirted sut soveral factors involved in the intellectual de-
velopment and petformances of childron growrenp in different envizonments,

Problema. In cursul evolutiei biologice a copilutui, au loc o serie de
schimbiri in structurile sale psihice, in urma cirora nou ndscutul devine
copitul care reuseste si meargd independent, si-¢i exprime nevoile pe plan
verbal, si invete spontan si mai tirzin voluntar, sd se adapteze solicitarilor
mediului familial si social. Specilicul inteligentei vmane este dat de deose-
hita sa capacitate de a acumula noi experienge, de a invifa g1 ca armare de
a-si dezvolta propriile structuri cognitive, trecind prin stadii succesive de
dezvoltare, Dupd cum ardta J. Plaget, structurite psihice ale copilului evo-
jueazi o datd cu virsta sa cronologicd, ca rezultat al maturizirii organismului,
afiat ntr-o interactiune continui cu mediul siu. In urma adaptarii {acomo-
darii, respectiv a asimilarii) la stimulii mediului sdu, la copil apar noi struc-
turi psihice.

Necesitatea, respectiv importanta introducerii unor notfiuni operatio-
nale, care sa explice capacitdtile individuale de schimbare a structurilor psi-
‘hice pe parcursul istoriei dezvoltiirii persoale sint justificate de acumularea
unor bogate date experimentale privind electele st limitele activarii, res-
pectiv ale deprivirii de stimulare psthicil, precum si de analizele compara-
tive privind grupurile speciale de copil cu retard in dezvoltare, respectiv
copii supradotati, comparativ cu copil cu dezvoltare normali.

In evolugia gindirii prihologice principalele notiuni care abordeazd
problematica capacitdtilor de schimbare a structurilor psihice individunale
sint : potentialul intelectual raportat la nivelul realizat de mteligentd, plas-
ticitatea si maleabilitatea proceselor cognitive raportate la rigiditate si
fixitate, inertia acestora raportatd la mobilitate, precum si conceptele de
educabilitate si modificabilitate,

Una din principalele orientéri care opereazi cu conceptele care se refe-
1d la caracterizarea capacitdtilor adaptive ate copiilor debili mintali compa-
rativ cu cel normali este cea elaboratd de B. Inhelder [8] care, pe baza .
unor studii experimentale construite pornind de la teoria piagetiani, descrie
fenomenul de viscozitate geneticd. Conform conceptuiui de viscozitate gene-
ticd copilul debil mintal, chiar ajuns intr-un anumit stadiu de dezvoltare a
inteligentei, ajunge cu mare greutate sd se desprinda de structurile cognitive
caracteristice perioadei anterioare. Conceptul de viscozitate gemeticd pos-
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tuleazii o coexistentd a anor scheme operative ale inteligentel apartinind
unor stadii diferite de dezvoltare cognitivi. Conform conceptiei lui B
Inehelder — argumentatd cu numeroase date experimentale ale cerceti-
torilor Scolii de la Geneva — mobilitatea gindirii, 1a polul opus viscozitatii
gengtice, este capacitatea individului de a se desprinde de structurile cog-
uitive caracteristice unni stadiu de dezvollare anterior, respectiv de a le
integra i stabiliza la nivelul unor procese cognitive proprii unul stadiu su-
perior de dezvoltare,

U a doua categorie de Tenomene Ja care se refed modificahilitatea sc
leagd de capacitatea sistemulmd ncuro-psihic de a-si depisi conditia.

Determinarea posibilitatilor de dezvoltare a aptitudinilor este si sco-
pul cercetirilor recente in domeniul neurofiziologier. In acest sens Chan-
geux 3] evidentiazd plasticitatea nivelului neuwronal, respectiv labili-
tatea sinapselor si capacitatea sporitd de asociere a acestora in perivadele
timpurii ale copilariel. Acestea se referd fie la capacititile recuperatorii din
cazurile de afectiuni cerebrale, [ie la posibilititile fncd greu de delimitat
ale unet stimuliin precoce. Conform acestel orientiri accentul cade asupra
posibilitatiler de dezvoltare ale inteligentel in special in primit ani de viati.
Pe conceptil similare se bazeazi cercetiirile lul R, C o h e i (47 care prin me-
toda analizei retelelor neuronale ale scoartei cerebrale, postuleazil existenta
unor structuri neurclogice potentiale, neutilizate, a caror activare inter-
vine in modificarea functionalitajii sistemuloi cognitiv. Prin coreetdri de
facturd psihobiclogicd o serie de cercetdtori (M. Wiesel, 1980, Jo Iebher,
1990, C. Koupernik, 1982}, evidentiaza faptul ¢d modificabilitatea substra-
tului neurologic insoteste schimbirile psihice rezultate in urma activitafi-
for recuperatorii.

(¥ serie de cercetidri de anvergard abordeazd problematica modificabi-
litath prin evidentierea consceinjelor unor deprivari de diferite tipuri asu-
pra capacititii de modificare a psihiculni, Astfel, in fteratura de speciali-

tate se pot regiisi analize privind depri\ area maternd, deprivarea- de sti-
mulare, deprivarea culturald precum si cea Iegatd de nivelul sociceconomic
redus. In multe cazuri unele forme ale deprn aril apar simultan, determinind
tablouri psihice complexe in care se pot decela cu greu cauzele primare ale
unor simptotne.

Efectul dqrrn drii materne, adicd ale cresterii copiifor separdti de mama,
san de o persoand care sii poatd inlocui hgum maternd, oférind  copilufui
o relatie stabild, personalii, alectivi, au fost desu1se dupi cel de al doilea
rizboi moudial de Spitz si Wolf [9] iar mai tirziu de citfre Bow I-
by (2], Alusworth [1], Rutter I8] sialti. In Londltule institu-
ttonale ale cregterit, Intr-un stil impersonal, 11ps:t de afectiune ‘a sugarilor
5ia copillor mici, piridsiti de matnele lor, copif observati de- .Spﬂ? au prezen-
tatun sindrom de nedezvoltare psihicli, de apatie pe care antorul l-a denu-
mit,;depresie anacliticd” {anaclitic == lipsit de sprijin). Lopm caracterizali
de Spitz, degi aflatila virstacindar fitrebuit sise ridice sisd pégeasca, sti-
teau mmbd: cu ochiiinexpresivi, intr-o stare de torpoare. Ac eqtlcopu prenn-
tdliadesea comportamente autostimulative, antoerotice. Aceasti descrierea
Tost recuncseutd ca fiind tipica pentru cobiii erescuti In conditii impersona-

-
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le de hespitalism, intr-un sistem institusional co caracter medical, in care
copiil siut bine ingrifiti din punct de vedere medical dar nu sint tratati ca
personalitiifl autonome, cu trebuinte s tendinfe propril, avind o istorie
personali. Completind aceastd descriere, Rutter a arital i in mediile in
care interactiunite adult-copil au o intcusitate redusi, uwade ingrijivea co-
piilor se desfagoarad intr-un stil impersonal, tabloul psihic al copiilor poate
merge pind la psihopatia prin deprivarca materni.

T. Bowlby, poate cel mai renwmit cercetitor al domeniutul relatiel ma-
mi-copil w1 al consecintelor deprivaril materne, aduce incad din 1952 date
mnportaute privind efectele, considerate de el practic irecuperabile ale se-
1aririi durabile de mama in perioada - 3 ant. Consecintele vate apar pri-
mordial ca urmare a unei astfel de separiri sint stagninle si intirsierile in
dezvoltare. Bowlby, in volumul A#tachiement and Loss {Atasament si Pierdere)
cferd o analizii extrem de find si exhaustiva a [actorilor care influenteaza
cvolutia copillor alaturi de mama lor si in lipsa acesteia.

Ca urmare a deprivirii materne, vazutd diu prisma carentelor afective
cronice provocate copilulul, Kreisler (1980) descrie sindromul dezorganizirii
structurale, manifestat atit printr-o defictentd relationald grava cit si prin-
tr-una functionald. Aceasta este considerata ca fiind consecinta insufrciened
cronice de atasament, al unul vid relational. Efcctele acestui sindrom <e
regisese pe difertte planuri ; ele se concretizeazii adesea la nivelul condwite-
for elementare, pot de asemenea provoca tulburin de somn, reactii imueno-
logice deficitare, holi psihice cronice, intirzieri in dezvoltarea fizica. IPe
plan psihic, pe primul plan apare incapacitatea de a stabili relati, rezistenti
la solicitari san incerciri de apropriere de orice fel, incapacitatea de a comu-
nica, apatia, atonia, lipsa contactului ochi-ochi, retragerea din fata contac-
talui fizic. La copiil de peste un an se constati de asemenca tutburiri aj roa-
pe in toale sectoarele dezvoltarit psihice : retard partial, sau global tn dez-
voitarea psihomotrica, apatie sau dimpotriva, instabilitate psihomotricd,
o serie de comportamente fard continut desfisurate in gol, tulburdn masive
ale organizarii spatiotemporale s ale schemei corporale, retardul sauab-
senta dezvoltirii constiintei de sine, inclusiv a identitdtin sexuale. Astlel
deseris, sindromului dezorganizdrii structurale 11 este caractoristicd tulhura-
rea sau lipsa legaturilor dintre diferitele sectoare ale personalitatii.

Lotul de subiecti i metoda de cercetare. Cercetarea efectuatd m ve-
derea evidentienii efectelor hospitalismului siale deprivirii matorne, asuyra
dezvoltirii psthomotrice in general, respectiv asupra dezvoeltdni cognitive
in special, s-a efectuat pe un lot de 34 de copil avind virsta crenclogicd
intre 2 si 4 ani, institutionalizati In leaginul de copil din Cluj-Napouva,
Subiectii cuprinsi in lotul experimental provin In marea lor majoritate
din familii dezorganizate sau cu un nivel socioeconomic si vultural foar-
te redus. Copit au fost selectionati in asa fel incit s nu prezinte leziend
cerebrale de tipul encefalopatitlor san afectiuni genetice.

Culegerea datelor s-a efectuat prin gruparea lor dupa criterinl variabi-
lelor independente si dependente, in ipoteza existentel in mediul institutio-
nal a unor factori comuni care marcheazi traseul evolutiv at copiilor ocrotiti
in institutii. Din categoria variabilelor independente am urmairit virsta co-
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pitlor, durata interndrii, timpul petrecut in familie si numarul sectiilor
institationale parcurse de copil. Ihn categoria variabilelor dependente ob-
tinute in urma examindri psihologice individuale s-a urmdrit © coeficientul
de dezvoltar: psihomotricd (C.1).PAL), care a fost determinat pe baza
et (ige de evaluare adaptata pentru leagine de copii; coeficientul de
dezvoltare sociald (C.1.S)), caleulat pe baza scdril Brunet-Lezine, si nive-
lu! de activism (evaluat in urma unel probe de joc liber).

Anmaliza si interpretarea datelor. Analiza variabilelor dependente re-
feva procentul foarte scizut al activitdtilor psithomotrice cerute de scirile
di dezvoltare, ruportat la normele acestor scdri @ 52%; la scara abreviati de
dezvoltare psihomotricd st doar de 399 la scara de dezvoltare social afec-
tiva. Aceste constatiriin concordantd cu datele ohservatiel clinice asupra
lotuiul de subiecti, au impus incercarea de a introduce programe pentru
rocuperare retardului coplilor. Aplicarea acestor programe a avut efect doar
intr-un numar nesemnificativ de cazurd, evidentiat prin cresterea coeficientu-
Tui de intehgenta. Acest [apt pune problema teoreticd a importantel structuri-
lor individuale simai ales a diagnoticarii surselor rezistentei la modificirile
din partea adultului. Am incercat si aflam originile acestor rezistente prin-

Tabelul 1

Ditele statistice ale populagied

Variabile Media Bisper- Minim  Maxim
sie
Variabile ’ Virsta (in luni) 35,42 6,35 23 48
independe nte Durata internarii 24 74 10,57 2 47
Durata petrecutd in familie 7.68 7,76 0 30
Numdirul sectitior parcurse 4,53 1,68 2 G
Variabile C.D.P.M, 5268 13,49 28 83
depetelente CDS, 39,46 14,73 20 73
Activism 16,31 8,22 0 30

Tabelul 2

Corelatlile factoriior dependentl si independenti In lotul studiat

Variabile VCer, DI T F. NS CDPM CDS  Act.

aile Virsta cronologici (V.C.) 1
pendente Durata interndrii (D.1.) 57 1
Timpul in familie {T ..} 04 - 61 1
Numirul sectiilor (N.5.) 29 04 —09 1
Variabile C.D.P.M. —32% --45% 39% 17 1
dependente C.D.S. —42% - 44* 439% 23 T8+ 1
Activism (Act.) 27+ - .10 & 36 18 60*  49% 1

*. skt cocficienti de corelatic semuidicativi la peog
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tr-o analizd mai detabatd a ponderii diferitelor variabile independente si
a corelatitlor lor cu variabilele dependente.

Corelatiile obtinute sint in concordantd cu datele literaturii de spe-
cialitate aratind ¢d durata internirii copilului in leagin corelearzd negativ
la un prag semnificativ, cu dezvoltarea psihomotricd si soclal-afectivi, iar
timpul petrecut de copil in familie coreleazid pozitiv in mod semuificativ
cu aceleasi variahile. Cota de activism a copiilor, care sesizeazd atitudinea
activa in fata stimulilor din mediu, coreleaza puternic pozitiv cu timpul pe-
trecut de copil impreund cu mama I, ceea ce induce concluzia i, dest acesti
copii provin in majoritate din familii dezorganizate, in care calitatea ingri-
jirii este deficitari din diferite puncte de vedere, totusi interactiunea
copilulul cu mama este cea care defineste activismul adaptarii ulterioare a
caopibulul.

Pentru analiza mai find a aspectului acestor variahile independente asu-
pra dezvoltdrii in institutie, am procedat la fractionarealotulni, dupi cum
urmeazi

Talelnl 3

AunHza comparativd a medlilor variabllelor dependente in funcfie de impdrylrea lotulni in
subgrupe, date de valorfle vurlabilelor independente

~ Virsta cromologicd Durata internarii  Timpul petrecut  Numidr de

N Variabile

Yndependeme . in familie seclii parcurse
) s sz z o
‘ CAN. P £F g3 &E %g . BT Ram
= = ES E o2 ME O ORR
Vqriabilx £z g% *® 23 5% 28 Eg B i3 RE F
dependente L = ow b o B
C.1D.p M. <40 15 4800 3748 7 4242 0--627 4851 & 12 4350

3039 27 5159 2536 11 4492 7--12 135138 4 -5 26 5160
24--29 12 61,00 11-—24 25 37,12 13- 14 5057 2 316 5681
0- 12 11 57,03

C.ns. - <40 15 3133 37 48 7 2557 0-6 27 3551 & 12 3550

T 3039 27 4044 25- 36 11 3636 7--12 133646 1--5 26 3684

24--29 12 4741 13— 24 25 4332 13- 14 5057 -3 16 4648
012 11 4283

Activism <40 15 18,66 37—48 7 1471 06 27 1355 6 121775
30--39 27 16,66 25—38 11 1318 ;712 13 1807- 4--3 26 17.00
24—29 121258 1124 23 17,80 13- 1420,00 2-3 16 1412
' g--12 L7y - o "

Din punctul de vedere al virstei cronologice — conform rezultatelor
cuprinse in tabelul 3 — retardul dupa criterin} C.P.D.M: si al activismulut
este mai evident la copiii intre doi ani st jumitate si-trerant fati de cei mai
mici, iar in functie de C.D.S. efectul retardirii -apare mal pregnant
Ia virste mai mari. Efectul timpului petrecut in familie diferd s el in functic
de categoriile luate In considerare. Diferente scmmnificative dar cu orientare
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im'crsﬁ fatii de vartabila virstel cronologice se 1.0t constata in cazul CP. DAY

C.s. la copiil care an petrecut mai mult de 12 luni in sinul familied Acey-
tw seomentin la nivele mai inalte de dezvoltare (la p. 0,02}, De asemcnea,
in lunciie d= nivelut de activitate se pot constata diferente semnilicative:
{ta 1 0.02) in favoarea categorici de copii care au petrecut mai mult de 12
Tuui in familis, intd de cei care au stat mai putin d» 6 hiud in famnilis, Datete’
obtinute concordd cu cele ale lui Bowlby, 41 intarese ipoteza conierm ci-
reia daci timpol petrecut de un copil in familie depiseste un an de viata
se produc modificdsi pozitive, stabile in structura psihicd a copilului, din-
du-i sanse semmnificativ mai mari pentru dezv olmrea psihicd si sociala ul-
terioari.

In privinta etettulm duratei interndrii in leaginul de copli, reniltatele
aratii dilerente semnificative in favoarea copnlor dinn grupul celor care an
stat mai putin de doi ani in institufie. fatk de cei care au stat trei, respectiv
patru ani. In cazul variabilei ,,numarul sectitlor mstltu‘nonale parcmw’
@t diferente intre grupul de copii care au trecut prin 2—3 sectii respectiv’
cel care au parcurs 4—35 sectil institutionale.

Analiza de variantd a factorilor urmdirifi a condus la urmétoarele ponderi
ale vana]nle]nr mdependente in cazul celor trei v arlabile dependeutc urm-
rite

Talefnd 4

Tonderile fiecfirel variahblle independente in varianta variabilelor dependente

1
3

\ ~ Variabile ‘ C.D.P.M. C.D.5. Activisro
~.._  dependente
T

™

Variabile ' \
independente

~ . \ ma——— eman
Virsta eronologich —0.36 — 086 0.33
Durata internarii - —0.25 —0.01 0.00
Timpul tn familie : ‘ 0.42 n.68 0.41
Numir sectii —0,82 — (.81 —1).69

Rezultatele acestul tabel subliniazd incd o datd valoarea timpului pe-
trecut in familie asupra progr:sului copiilor in dezvoltarea lor, i in pericada
care urmeazd separarea de mamai. Noutatea constd insid in relevarea ponde-
rii negative a numirului de sectii parcurse de copil dupd separarea sa de
familie, fata de ceilalfi factori dependenti luati in considerare. Deci, una
din posibilititile” deinterventie, pentru prevenirea scideriii ritmului de des-
voltare si pentru menfineréa atitudinii active a copiitor .este reducerea la
minim a numiarulut de septii- parcurse: de cepil. . ,

Din punctul ‘de vedere al analizei :.onceptulm de: modtﬁcahlhtate
psihicd, problema febreticit se poate pune si in sensul-larg al variatiei struc-
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turtlor psihice dependent de modificarile medinlur social. Accasta accep-
tie priveste bipolar actiunea mediutoi, atit in sensul faalitarii, dar st al im-
pledicarii dezvoltdrii psihice. Intr-un model propus de DEF. Horowitz
(1978, 1982, 1984) nivelul dexvoltarii psihice al unnvi copil lo un monient
dat este rezultatul actiumi mediulai, caracterizat de anumite calitati faci-
titatoare, respoetiv Hmitatoare ale dezvoltaril, actiune care se exercita asn-
pra unor structurt psihice individuale, caracterizate printr-un anumit ni-
vel psihic st grad de vulneralalitate. Variabila denumitd de Iorowitz vul-
nerabilitate este considerati, in acest model interactionist, ca fiind rispun-
zitoare de variabilitatea modalititilor de raspuns ale copiilor la condi-
tiile de medin : unii copii au o dezveoltare buna, chiar intr-un mediu nefavo-
rabil, altii par a {i dependenti in mult mai mare misurd de conditii prielni-
ce din mediul social ¢ familial. {n acest fel ritmul dezvoltdrii psihice nu s
datoreazil caracteristicilor individuale ale copilului, ¢i este rezultatul, gra-
dului de consistentd al procesului combinatorin de interactiune dintre or-
ganism si mediu.

La unii copit, de-a lungul cvolutiei nu se modificd senstbil nici carac-
terul facilitator al mc diului, nici nu se instaleazd schimbari la nivelul orga-
pismic — individual. In rlei(.l de cazuri se poate presupune ¢id dezvelta-
_rea psihicd va urma un traseu evolutiv continuw. in cazul altor copii, se pat
instala schimbiri la nivelul vulnerabilititii organismului, adici al dependen-
tei de stimulare din partea mediului, datorate fie unor caracteristici censti-
tutionale, fie ca rezultat al experientelor de fnvitare. Dacd mediul nu-si va
schimba si el caracteristicile pentru a sprijini schimbirile, atunci se poate
presupune ci dezvoltarea va fi discontinua. Conform modeluiui, schimbari-
le survenite in mediul de viatd al copilului vor determina, in funetic de
5tructur11e individuale ale acestuia, modificiri ale ritmulni dezv oltamu]—
telectuale, Unele argumente in favoarca medelului mentionat, privind
rolul faciitator al mediului, pot proveni din studitle devenite clasice, de
ip longitudinal care urmiresc modificarile nivelului de nteligenti ale unor
grupuri de copii care au trijt schimbiri majore in comunitatea de origine.
De exemplu, Wheeler a notat diferente t:.emmmdine in coeficientii de n-
teligents, llld'ﬂ.ll'alil in 1930, ai unut grup de copit dintr-o comunitate de
munte iZlatd si cu un nivel socioeconomic redus, fati de inregistrarile ace-
luitogi grup de copii dupi o penoadd de 10-ani. In acest timp aspectul loca-
litdtii s-a ‘-;thIIlbclt considerabil : s-au construit ¢ii de agces catre aceastd
Jocalitate, s-au Imbunitigit Lon(htnh social-economice ale ma aloritatii lo-
ctiitorilor s1, astiel, au;btla si-aat putut permite si- sicumpete Tddl.()u‘{l sA-s
trimitd copiil la scoali etc. Decl, ca nrman a4 dezvoltirii comunitiitii ,coe-
ficientii de inteligentii diferd in medic cu 11 puncte, de 1a 82 in 195(), la
03 in 1940,

Shaffer mentioneazi si alte cercetari efectuate in Hawai =1 5.1 AL
de citre Finch (1946}, Smith {1942} s Tee {1951} in care se relevd erestert
substantiale ale nivelului de inteligenta al copiilor, ca unmare a schimbiri-
lor sociale si cducaticnale din comunitatile in care triian.

Date foarte interesante s-au strins $i coutinua s se 111reglstruc prl\ ind
evolutia uivelulun intelectual al cop itor si tinerilor cvrel etiopiond, ajunsi


http://comunitate.de

1035 M, ROTH

in Israel in anii 80, Ei au provenit din sate etiopiene, in care ocupatiile de
bazi eran olaritul, predueratul metalelor i eresterea animalelor st s-au adap-
{at ta diferenta socioculiuradd s informationald din Israel intr-un tim): foar-
i seurt @ aw invatat o limbi noud, s-au acomodat culturii urhan? doschise
i tehnologiei moderne. In general, datele inregistrate in evaluarea coefi-
cientilor de nteligentd ale famihilor de cnigrantt (in 5. U AL, Israel ete))
provenind dintr-un medin d: origine caracterizat de un nivel cultural si
socio-economic tedus, aratil cresteri spectaculoare ale C.1. la tindra gene-
ratie fa1d de membrii familici de provenienta.

Un alt gen de studii experimentale foloseste metodele stadiulzi conpa-
rativ transversal care, din perspectiva modelalui lui 1. Horowitz permite
compararea intergrup o copiilor deficienti, normali, talentati sau cu anu-
mite probleme specifice (de ex, tulburdri instrumentaie), din punctul de ve-
dere al unui anumit proces psihic supus interventicl experimentaie, In acest
fel se aduce not date privind factoeril primari care determini caracterele di-
ferentiale ale acestor grupurl de copil privind dzzvoltarea st functionarea
cognitivi. N, Brewer, do exempla, nrmareste relatia dintre viteza de reac-
tie si precizie, pe de o parte st inteligentd, pe de altd parte, relatie, care in
altimi ant a influentat partial teoretizidrile legate de inteligentad. Dest di-
feriti cercetitort au obfinut corelajii convingitoare intre coeficientil de
inteligentd {C.1.} 51 timnpul de reactie (T.R.), autorul citat ridicd din perspec-
tiva diferentelor de grup, problema modificabilitafii relatiei ca urmare a
unui antrenament sistematic. Datele obfinute de Brewer aratd cd subiectit
retardatlt mintal anraspuns cw o vitezd mat micd decit cel normali, dar pre-
cizia raspunsurilor s-a ridicat la valori similare. De asemenea suhlectii
retardati mintal au avut rezultate sensibil imbundtitite in urma unor | cx-
periente anterioare eficiente’”’, rezultaté care, in multe experimente, sint
sensibil asemdndatoare subiectilor normali. Alte experimente indica diferen-
te intre copii normali si cel supradotati in privinta timpului de reactie, dar
sial codarii ¢i dzcodarii datelor senzoriale. Analizind diferentele acestor func-
1ii psihice primare, ca $i posibilititile de imbunidtatire a periormantelor,
autorii au ariitat ¢l ele sint rezultante ale unor operatil procesuale comple-
xe, ale unor strategil care reflectd invatarea anterioarid. Ca urmare, din ce
in ce mal mulf1 cercetatori se orienteazd ciatre studinl eficacitatii strategii-
lor cogniitve tmplicate in instruirea cognitivd la diferite grupe de copii.

Belmont si Butterfield au revazut 114 studit privind eficacitatea instri-
irii si transferul unor strategii cognitive. Majoritatea lor au avut, la copii
retardall, electe scizute incazul transferului la alte sarcini, Strategiile care
au inclus procedee psihice supraordonate, adicd de ordimul metacognitiet,
au constituit insd exceptit. Borkowsvky st Kurtz au scos in evidentd posi-
bilititile efectelor antrendrit proceselor de executie la copii retardati. Com-
parail e grupul de copii normali, dest au prezentat o spontaneitate redusi
in aplicarca strategiilor, ei heneficiazd substantial de pe urma unet instru-
mentiri cu strategii d= rang superior, de selectie si autocontrol a propriilor
procese psihice. Aceiagl autori semmnalizeazd diferentele calitative intre pa-
ternurile matacognitive ale copiilor talentatfi, retardati, normali si a celor
cu tulburiiri de invitare, aritind cd, in principal acestora 1 se datoreazi
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diferentele in favoarea copililor talentati, ce apar in perlormantele percep-
tive st muezice foarte de timpuriu. fiind primele semne ale dotirit intelec-
tuale observate de parinti. Conform ipotezei lui Borkowsky, parintii care
inteleg aceste semne distinetive, oferd copiilor experiente bogate de invatare
si multe jocuri de inbogitire a {unctiilor cognitive. Astfel, acesti copii isi
vor formna o bazd bogatd de strategil generale de cunoastere, ceea ce va usu-
ra formarca ulterioard de not strategii cognitive, atit generale cit si speciale.
Ca uninare, 1a €1 se va putea forma o atitudine pozitiva fati de sarcinile cog-
nitive, inridicinati intr-o largd gami de strategii de cunoastere. In zeost
fel cercetarile transversale care pun in evidenia difereniele in rapdamentul
cognitiv prin prisma gradului de normalitate, respectiv de dotare superi-
oard sau de afectiune a organismului, pot explica in parte st conceptul de
modificabilitate -psihicd din perspectiva caracteristicilor de grup.

Specificul modelulul interactionsit a lui Horrowith s-ar putea pune in
evidentd cel mai bine prin cercetdri de tip combinat longitudinal g1 trans-
versal, adicd investigatii care studiaza evolutia in timp, in condifii experi-
mentale date a unor loturi de copii care diferd in privinta anumitor varia-
bile legate de caracteristicile lor personale. Astfel de cercetiiri complexe a
efectuat Hunt, care a studiat comparativ efectul in timp a difentelor tipuri
de educatie asupra unor grupuri de copii crescufi in orfelinat, in institutii
cu ingrijire pe timpul zilei, acasi in familie sila ceiadoptati. A constatat de
exemplu cd simpla crestere a rateil educator-educat, care permite aduoltu-
lui s34 acorde o atentie mai mare unui anumir mat restring de copii a dus
la modificdri substangiale a nivelului de dezvoltare in toate modalitatile de
educatie institutionalizati. 1.a aceasta se poate adduga efectul in inzestrarea
materiald i in mobilier, dar maiales formarea speciald asiguratd persoane-
lor de ingrijire, in urma ciirora dezvoltarea copiilor din orfelinate a depagit,
in multe cazuri dezvoltarea copiilor crescufi acasd si provenifi din familii
de muncitori cu venituri modeste. In concluziile sale privind seria sa de
cercetdri, Hunt a relevat cresterile insemnate in dezvoltarea psihomotrica
a copiilor, inregistrate in urma imbunitatirilor sistemelor educative insti-
tutionale, ceea ce demonstreazd resursele copiilor in privinta maleahiliti-
tii, a educabilitatii lor.

O acceptie teoreticd 4l totodatd, operationalizarea el la mivelul
practicii educationale, ne-o oferi R. Feuerstein in cadrul conceptieil pe
care o denumeste ,Experienia invitdrii mediate”. Spre deosebire de J.
Piaget, care subliniazd rolul organismului copilului, al maturizarii sale
in receptarea stimulilor $1 in elaborarea rdspunsurilor, Feuerstein accentueaza
rolul adultului care, mai mult sau mai pufin intentionat, vizeazd aparitia
upor schimbiri si progrese in reactiile copilului. Adultul {parintele, educato-
rul) devine, astfel, organizatorul experientelor de invitare ale copilului
— rol pe care autorul il denuwineste de mediator. Experientele de Invitare
wmediate explicd diversitatea naturii umane si capacitatea ei de schimbare,
de adaptare, respectiv de a fi modificatd. Modificabilitatea este decicapa-
citatea de a fi modificat de experientele (xterne, prin interventia unui
mediator intre stimuli si organism s nu doar prin expunerea directd la
{actori educativi. Calitatca medierii va determina capacitatea de Invatare
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a vopilalud, capacitute ina ciirel manifestarve afectivid el va aves un rol
active fu delimitarea modilicabibitath Feusrstein insista asupra caracteruiui
activ, participativ al subiectnlui cdria 1 se adreseazil actiunen edveativy,
Fdieabilitatea  fimd  exprosia autoplasticitatli  organismuloi, eq isi arce
originza in modizrea interactionalitdtil, a reciprocitigii, a transcendentel
o semuifieatict Pentru Feorstein,  privind  relatin dintre moediere
sionndificabilitate,  ca et un individ o beneliciat  mad o omult de
experients  de invitare  mediatd, cu atit capacitaten lui de a i
wmodificabil  ca urmars a o unel expuneri directe la sarcini de
invitare va fiomai mare. Doel omedisrea este pentru conil o premisd
{.prerechizita’™ a preluerdarii autonome, independente a stimuliior din
ne i, Ca rezultat al mediernt apar reprezentirile iuterne, atentia concen-
tratd =i stahild, folosirea unor strategii de memorare, de explorare side
rezolvare, capacitatea auntorceglatoare a  limbajului, ginditea reflexivi,
Validitatea conceptiel lui Feuerstein este demonstrata de aplicabilitatea,
peoo scard populationali vastd, a instrionentelor sale de antrenament
cognitiv canoscute sub numele de |, imbogitire instrumentald”. Ele nu
au wenirea obisnuitd de @ remedia anumite réspunsuri st deprinderi, adici
de a corecta comportamentul la nivetul exterior, de suprafatdl o ele vizeazi
declansarea unor schimburt in natura structurilor cognitive care la rindul
lor si modifice nivelul i directia dezvoltirii cognitive. Modificabilitatea
cognitivi la Feuerstein nu se referd la orice fel de schimbidn ¢i tocmai
la ¢ele structurale, care atecteazd ansamblul modului de interactiune
dintre organism :si mediul sdu exterior, respectiv sursele sale de stimulare.
Modificarile structurale se diferentiazid de cele care apar in urma maturi-
zirii organismului (ca, de exemplu, depidsirea de ciitre copil a stadiului
de deplasare tiris, prin deplasarea in picioare) san de cele de achizitionare
de cunostinte {aplicarca algoritmulul corespunzidtor unci noi operatfil arit-
maetice), O modificare in sensul dat termenalui de citre Feuerstein este
o schimbare esentiali, petrecutidla nivelul individului, care va determina
cvolutia sa psihicd viitoarce, va pune in miscare o crestere in capacitatea
de receptie si de prolucrare a stimulilor. In conceptia autorulni amintit
si a colaboratorilor s3i meodificabilitatea structurald are urmitoarele tri-
situri: permanenti, care se referd la durata rmodificaril, in timp s in
spafiu ; caracterul cuprinzitor (,,pervasiveness’) care «ste legat de procesul
de difuziune a schimbirii, care se extinde de la parte la intreg ; centralitatea,
care reflectd caracterul de autoperpetuare, autoreglator si autonom al
schimbirilor care in urma medierii, vizeazi structurile psihice centrale.
Pacd couceptiile prezentate anterior privind capacitifile recuperatorii,
compensatoril si activatoare ale unor deficlente situate la nivel neuro-
fiztologic sau datorate deprivirii de stimulare subliniazd iinportanta stimua-
frit timourii, auterul citat si colaboratorii  sai subliniazi caracterul
structural modificabil ab psthicului uman pe tot parcursul cvolutiei sale
stadiale, ind:pendsnt de virsta subiectului. Cum am mai mengionat, in
aceastd  acceptiune termenul de modilicabilitate cognitivd este [oarte
puternic ancorat in practica educativi, recuperatorie st stimuolativi, Feuer-
stein a elaborat i a validat un set de instrumente de imbogdtire cognitivi,
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care s¢ adrescazd cu mare precizie unor Tunctil psihice deficitare si an ca
seop fundamental cresterca modificabalititit psihice, adicd @ capacitatil
organismuhul de a profita de experienta de inviitare,

seopu! mijor al folosirn programelor de Imbogitire fnstrunentalil este
de a creste Tlexabilitaten  structurilor cognitive fatil de experientele de
invatare, Calen nrmatilh este cea a stimularii Tunctiilor cognitive dellcitare,
prin formarea unor structuri de operatii pe baza unor notiuni si relatfii
care gl faciliteze aceste operatil, Po lngd desvoltarea capacititii clective
du rezolvare o diverselor  probleme counitive (cele cafe solicitd abilitati
ca:orelatit spatiale, memoria vizaald st nmwnericd, formarea notiunilor,
comparatil. orientare spatiald, capacitate de abstractizare) programul
1si Tixeazd ca =op cresterca motivatiel persoanet in cauzit fati de  sarcinile
cognitive,

Concluzii. 1. Modificabilitatea functilor coguitive este o realitate,
rezaltatd in urma interventel unel persoaue care i mijloceascd relatia
unul copil cn lumea sa inconjuratoare.

2. Extensiunea si valoarea modificabilitdatit variazi in functie de virstd
st de nivelul intelectual al copiilor. Aceasta presupune necesitatea si posi-
bifitatea todificaril unor [unctionalitati psihice atit la copiii retardati, ¢it
«1 la cei normali i talentaii. '

3. Din puntul de vedere al analizer conceptului de modificabilitate
psihicd problema teoreticd se poate pune si in sensul larg al variatiet
striucturilor psilice dependent de modificarile medinlal social. Aceasti
acceptie priveste bipolar aciiunea mediulul i persoanelor care influen-
teazd copilul, conducind fie la activarea desvoltarit psihomotorice, fie la
stagnarea sau incetinirea ritmului de evolutie.
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UN ATGORITM DI CONSTRUIRE A UNEI SCALE CU O
CONSISTENTA INTERNA RIDICATA

MONICA ALBU. HORIN 1N PITARIT

RESUME t'u aigorithme pour i constrnction ’une échelle  avee une +on~
sistanes nferne cleveée. On proposc une methode itérative de sélection des items
pour constraire une échelle dun test psyehologicque. Toe but paursuit est d'obtenir
une grade valeur du coefficient Kuder-Richardson 20 (KR20). 1 6chelle (auto-
ritarisme {1'échelie Ay gui a ét¢ construite par cet algorithme contient 16 items
(ui font partic de I'lnventaire Psvelologigque Califoruia (CPD. Tille a une con-
sistance interne dlevée ! KR20 == 0.81 pour les honunes ¢t KR2Q == 084 pour
les femmes.

() conditic pe care frebule sd o indeplineascd orice scald de evaluare a
performantelor la un test psihologic este aceea de a fi precisd, lipsitd de
erori, adici de a avea o fidelitate bund. In cazul testelor utilizate pentru
a se lua decizil de personal si al celor care Impart indivizii in mal multe
categorii pe baza unor diferente mici intre ei, este obligatorie obtinerea
unei fidelitafi ridicate (Murphy st Davidshofer, 1991),

S-a imcercat chiar impunerea unor valori minlme necesare pentru
fidelitatea diverselor tipuri de teste (Murphy si Davidsholer, 1991). Pe
aceastd temad, pirerile sint diferite. De exemplu, Kellv {Guilford, 1963)
recomandd acceptarea testelor ai caror coeficienti de fidelitate sint mai
mari decit 0,94. Alti autori indici valoarea minimd de 0,90, Fste, insa,
foarte dificil si se obtind teste valide care sd fie s1 fidele. Din acest
motiv, intilnim frecvent situatii cind sint utilizate teste cu valori mai sci-
zute ale coeficientilor de fidelitate, ajungindu-se pina la 0,70 {Guilford,
1965).

Formulele de calcul descrise, in literatura psihologica, pentru estimarca
fidelitatii testelor depind atit de caracteristicile misurate de test (genc-
rale/specifice, durabile/temporale) si, deci, de procedura aplicatd (metoda
test-retest, metoda formelor paralele sau metoda analizei consistentei
interne}, cit si de tipnl itemilor care intrd in componenta testului s de
modul in care sint cotati. Dar, toate aceste formule furnizeaza coeficieni
de fidelitate ale cidror valori sint determinate de caracteristicile itemior
testului: de media si dispersia scorurilor, de intercorelatiile itemilor yi
de corelatiile liniare itemi-test.

Pornind de la aceastd observatie ne-am pus problema identificarii
unor conditit care si fie impuse la selectarea itemilor intr-o scald. pentru
a4 3¢ obtine o fidelitate ridicata.

in studiile de specialitate exista pareri diferite privind caracteristicile
itemilor care sint importante pentru formarea unel scale de buni calitate
s, mai ales, referitoare la valorile optime ale acestora.
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Guilford (1963), de exemplu, considerdl ci testele compuse din itemy
ale caror intercorelatii lintare sint cuprinse intre 0,10 st 0,60 au o [idehtate
bund si o validitate satisficitoare. Recomandarea sa este, insd destul de
generala $i gren de urmat. Ce se intimpld daca doi itemi au coeficienti
de corelatie in afara acestui interval, corelatiile cu ccilalti itemi tiind
coresputizdtoare ¥ Trebuie elimmati amindol sau numai unul dintre ciz

O altdi conditie care se impune adesea itemilor unei scale valide
este aceen de a avea corelatll hmlare pozitive, semmnificative statistic, cn
scorul total al scalei {Davis, 1935 :Standardele pentru teste educationale
si psihologice, 1974). [useamni ci tum‘gn de regresie a fiecirut item fata
de scald este o dreaptd cu pantd pozitivi.

In practicd, insi, aceastd cerintd este dificil de utilizat pentru a
imbanitati fid:litatea scalei. Intrucit scorul scalei este dependent de cotele
itemilor componenti, este posibil ca un singur itent s determine obtinerea
unor corelatii scizute cu scala pentru mai multi itemi. Bazindu-ne numai
pe valorile coeficientilor de corelatie item-scald riscAm sa eliminam unii
itemi corespunzitori.

Pe de altd parte, s-a putut constata ¢i in cazul multor scale cu o
cousistentd internd ridicatii curbele de regresie item-scali nu sint liniare.
Tnele sint liniare pe portiuni, mai frecvent la  extremitigile intervalului
de “definitie. O conditie pe care o indeplinesc, insd, majoritatea itemilor
scalelor fidele, si pe care o considerdm necesard, esteaceea de a avea
curbe de regresie item-scald nedescrescitoare, fiind logic ca, atunci cind
itemn! misoard acelagi lucru ca si intreaga scali din care face parte,
5corul siu medin si creasci pe misurd ce creste scorul scalei.

- Trebuie mentionat, in plus ¢d este posibil s se obtind un coeficient
de corélafie liniara pozttiv sl semnificativ statistic chiar atunct cind curba
de regresic item-scalii nu este nedescresciitoare, of prezinti schimbdri de
monotonie. Deci valoarea coeficientului de corelatie limiara nu este suficientd
pentru caracterizatea alurii cyrbei de regresie.

Pinind cont de obsery atiile enuntate mati sus s-a procedat la construirea
unut algoritm care permite formarca unei scale a unui test psihologic
porumd. de la o meltinie de itemi dihotomici experimentati in prealabil
(cate au trecut prin procedura analizei de itemi).

‘ “Algoritmul aplici urmitoarele formule si metode de caleul :
— seorul -scalel se obtiflc prin insumarea cotelor itemilor compouenti:
— fidelitated scalel s¢ estimeazd prin fornmla Kuder-Richardson 20

‘ ; E ff (1-.[;)
KR20 - .. " . 1— =

JE ol
unde::
n = numirul de temi din scalid;
a* = dispersia scorurilor scalei ;
{, = Ifrecventa relativi a cclor care au obfinnt un punct la itemul i,

cgald cu scorul niedia al itemulni 1 ;
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— pentru determinarea curbed de regresie a unui item fatd de scali se
aplicd meteda celor mai mici patrate folosind [unctii continue, care pot
avea expresit analitice diferite pe 1-3 intervale consecutive ale mulfimii
de delinitie, componenta centrali fiind polinemialil de gradul al treilea,
iat componentele laterale (dacll existd) filnd polincame de gradut intii
“Coneret, dacd scala este alefitniti din n itemi: 4y, i, ..., i, scorurile
posibile fiind 0, 1, ..., n i ducit pentru fiecare itewm &, (k = 1,2, ..., n)
notim cu p, functia :
e W00 1L oo, - 0,0

frecventa relativi a persoanelor care obtin un
punct la itemul! i, din totalul celor care an
realizat t puncte la scald, t =1, 2, ..., n

0, t =10

Pe (t) i

atunci curba de regresie a itemului i, fatd de scald este o funclie care
indeplineste urmitoatele conditii :

{1) ¢t [0, nT == [0, 17
f, (x}, xe 0, a]
2 ) = {z &) s =(a D) 0<a<bsn
he {x3, x € b, n]
unde
fr si h, sint -polinocame de gradul intit;
gy este polinom de gradul al treilea.
(3} fifa) = gifa) st m(b) = hi(b)
(4) Y [beli) — i)

i=4

ia valoarea minimi.

In continuare, vom numi curdd caracteristicd a ifemului 1, orice functie
¢, vare indeplineste conditiile (1) {4).

Se observid ¢ prin conditiile impuse nu s-su eliminat dreptele de
regresie. Fle corespund cazului cind ¢, este un polinom de gradul intii
pe intervalul (€, 7, deci ¢ind a = b = n. Dar, pentru unil itemi i, in
multimea definitd prin conditiile (1)-—(4) se poate gasi o functie ¢, care
sit aproximerze punctele py (0), e (1), ..., pp (n) mai bine decit dreapta de
regresie si, in plus, sd imite mail bine alura functiei p,, punind in evi-
dentil eventualele schimbiri de monotome, ceea ce polincamele de gradul
intii nu sint capabile si {ach.

Algoritmul pe care l-am claborat construieste o scald a unul test
peiiologic prin extragerea itemilor dintr-o multime de itemi dihotomici
M, astfel iucit
a — ctuirba caracteristicd o flecdrui item al scalei este nedescrescatoare
fatda de scald

8 — Psychulegia-Paedaqogia 1—2/1992
]
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b — la scala existentd la un moment dat se adaugd acel itemn care pro-
duce cel mad mare coeticient de tidelitate KR20.

Algoritmul tine cont si de urmatoarea observatie

tste posibil ca fiecare dintre itemii iy, 1y, .... 1, sd aibd curba carac-
teristicr monotond [atd de scala formatd din e, ttemul 1,5 <4 aibil curha
caracteristicd monotond fatd de scala aledtnitd din itemii i], T T
1, 4. dar sd existe cel putin un treme i, § = {1, 2, ..., n} a carul curba
caracteristicd fatd e scala formatd din itemii 1, 1., ..., 1., & nu fie
monotonds.

Din acest motiv nu se va adiuga un item unel seale decit dupd ce se
verificd daecll iteinii scalel au curbe caracteristice monotone fati de noua
scald.

Algoritmol se compune din urmitorii pasi:

Pasul 1M = {i, 1, ..., 1} uste multimea de itemi
i, este itemul de pornire;
s == {I,} este scala constroita
k=1 este numirul de itemi at scalei s
Pusul 2: P =0}
Pentru fiecare item i, € M se determini curba caracteristicii a

itemului i; fata de scala s {i,} i, dacid accasta este nedescrescatoare, se

pune P oo p URIRE

DPasud 3 Dacd P = (3, se trece la pasul S

Pasul 1. Se pune KRMAN: -~ & i JMAX: =0

Pasul 5 Pentru liecare 1; & P

— se calenleazi, {olosind scorurile scalei s, = s | J{i}:
KR(s,) = coeficientul de fidelitate Kuder- Rlch’irdbon 20 al scalei sj,
— daci KR(s,) =» KRMAXN, se pune KRMAN: = KR{s) si JMAX:

Pasnl 6 Pen_tru flecare item 1,"_ s s U {ipar 0} '
— se determind curba caracteristicd fatd de scala s \U {i;v1}:
-~ dacid aceasta nu este nedescrescitoare, se elimind itemul i,y ,, din
multimea P:
"""" = P (i
si se trece la pasul 3.
Pasnl 7 5S¢ adaugd itemul ijy,y scalei s $1 se elimind din M:
SLom= S Ullf‘[l\f \
Moo= M it
k: =k 41
Daca M # (J se trece la pasul 2
Pasnl 8: STOP
S-a obtinut seala s cu k itemi,

Algoritmul poate fi modificat, introducind conditia de oprive daci

valoarea cocficientulud de fidelitate se afla sub un anumit prag sau atunci



CONSTRUIREA UNLI SCALE CU FIDELITATE RIDICATA

115

cind valorile cocficientilor Kuder-Richardson 20 scad de la un pas la
altul.

Rezultate experimentale : Seala A

Prin construirea acestel scale s-u urmirit obtinerca unui mijloc de
vvaluare o comportamentului antoritar, a dorintel sublectului de a se
impune ca lider al unui colectiv, '

Scala prolectatd se compune din jtemi extrasi din Inventarul Psijo-
logic Califormia {CPI) (Gough, 1987 Pitariu, Albu, 1993). CPI este un
chestionar conceptualizat incd de la inceput ca un ,sistem deschis’”. el
oterind posibilitatea derivirii unor scale suplimmentare in urma unui demers
experimental de identificare & unor itemi care converg in aceeasi directie.
De fapt, asa se giexplicd dece, de-a tungutl timpulului, inventarului original
i s-au adiugat mnai multe scale suplimentare, in ultima versiune fiind
inclugse 20 de scale axate pe asa-numite ,folk concepts’ care permit
explicarea si predictia unui evantail larg de comportamente interpersonale,

In constructia scalelor CPI, s-a pornit de la un punct de vedere
instrumentalist, adici o scald sau test trebuie judecat pe baza unui
criteriu pragmatic sau utilitarist ; de pildd, o scali care misoard socia-
bilitatea trebuie si identifice indivizii pe care alte persoane i descrin
ca fiind prietenogi, placufi in societate, care agreeazadsi fie inconjurati
de alti oameni, sd se afle in centrul actiunilor sociale etc. Analiza topogra-
fich a CPI evidentiazd faptul ¢ [iecare scalid a inventarului evalueazi
un complex de calitdji care definesc o aceeasi denumire sau concept pre-
fuat din vorbirea curenti (de aici termenul de ,folk concept”). Spre
deosebire de alte inventare similare, scalele CPInu au avut ca obiectiv
péstrarea ortogonalitiitii dintre scale, element adesea criticat (Gough,
1987). Constructia scalelor CPI s-a realizat pe doud cili, una empiricasi
alta bazatd pe analiza consistentei interne. Referindu-ne la scalele CPI,
13 sint construite prin metode empirice, 4 prin metoda analizei consisten-
tel interne si trei prin tehnici mixte sau alte strategil (Gough, 1987).
Algoritmul pe care il propunem optimizeazd metoda constructiei scalelor
pe baza analizei consistentei interne. Firegte metoda propusi are un carac-
ter general, fiind aplicabila si in alte contexte similare, la alte chestio-
nare sau inventare de personalitate.

CPI-ul a fost administrat in diferite zone geografice ale tiri, pe loturi
de subiecti adulfi cu un statut profesional variat : studenti de la diferite
facultiti, maistri si tehnicieni, functionari, economisti si ingineri. In
total au fost examinati 629 de birbati si 436 de femei. In ceea ce priveste
virsta subiectilor, situatia se prezintd astfel :

N minim  maxim media a
bharbati 576 18 62 38.745 8.340

femed 407 18 54 32.764 B.047

Pentru formarea scalei A s-au analizat tofi cei 462 de itemi ai
Inventarului Psihologic California. S-a porunit de la itemul 359 (Consider
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¢i sint sau as putea fiun bun conducitor al unul colectiv.) si s-a construit
mutltimen AL retiniud tofl temil din CPL care aw cu itemul 339 o relajie
de  dependenti probabilisticit,. Vertlicarea dependeniel probabilistice s-a
bhazet pe atilizarca testulul o

Initial raspussul adevirat” primeea un punct, iar dispunsal | fals”
zoro puncte '

Ttemiil retinuti au fost cotati astlel : s-u acordat un punct rdspunsu-
Tl cadevdrat’ g ozero puncte rispunsului | fals”, dacd coeficientul de
corciaic dintre scorul acestul item siscorul itemuhu 334 cste pozitiv;
ducit azeest coeficient decorclatic ester negativ, atunci s-a cotat cu un
punct raspunsal |, fals” sicenozero puncte rdspunsul ,.gl(“lf’\'ﬁl"lf,'

T.a flecare pas al algoritmuiul au fost eliminat! acel itemi care, dacid
ar i fost adiugati scaled construite pind in acel moment ar [1 determinat
ca cel putin an item s& nu mai aibil curba caracteristicdt nedescrescitoare,
PDupd 18 pasi nu a4 mai rimas nich unitem disponibil. - Dar: aualizind
evolutin coeficientilor KR2D se constatd o incepind de la pasul 18 valorile
acestora scad (Tabelul 1), Tl acest motiv am renuntat la ultimu trei
itemi, ' : :

L Tabelul it

Itemlii seleetnt] de abgoritm i seala A

fint onlinea in care au fost selectati

KR20 . Nr. Risp. [lews
: item: ‘
1 2 3. 4 ' v

L'(msulc:r i »ulL San a;. puted fi wn bun Lmuiucauﬂ‘ al paui u;]e@l'\’

{3 7‘3% 2{!9 o I u-a s-ar iwiocazia asg patea £ oui bun lider,

5‘1:-):1“ ‘ﬁh+muw—‘-‘lgm pid(t‘.‘ul (lau r:rdim: 5088 urgmzi?c‘/ (1t'sfﬁ‘}uraft;{l u'n}:»r :actiﬁni

08U . 376 S lmi plﬂLe s organivez §i 3d Tw‘ul crta ee Lrebuie si IAcll ficcare ])t_‘;:
Sod1d. .

DAIT 81 b NA indoiesc o a5 face fata imtr-un post de. conducere. o

0.8312 171 a Cred i dach us avea o fanctie de conducere ?:EASLTE;T@

docit m:ljuritatcn m:lur cu  fanctii ‘«mm]ar(

a Cred ci mitar plhcea si mi Lucur (1( .mhmtdte dsupm aItr;m

a Ay vrea s devin o pet: and i ]mrtdm.a in sycictate.

\llrhl\(” in Lll«l unui “IIIT)

an: o Ln\.tc pare ru-.p )]lmlh'lltdtc chupm altara,

f No-mi pim‘e

[oN- i pnfL ra

a T phrv si vorh in puliic.

a (le(mlm 11 B ]_1 re natural =7 facd ‘lpfl la mine eind LI’(])lllk s Td
decizii.
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Tabe! I continuare

1 2 3 4
1y464 224 A In mod obisnuit conter pe sueces in actiunile pe care le intreprind.
(84645 179 a Misar pideca siound ason rispunderen atnnei cind partieip la o luerare

colectivi, '

0.8462 274 a Cred ed stin cum se pol rexolva problomele internationale actuoale.

08181 19 a Cred chmiar i plicet 1 lueter o organiztor de santier.

0 34 t M3 c‘nnm:t_t,l_‘(v.:; J:(UI\'I]:;[[;I sareini sau nsu]_n-r:t une i loerdri.
0.5453 7;:;.*T¥‘_t"~_l'—umri mi se pare ¢ioua sind T)_nz_al_-rl;:-i1;1£r. R B
058445 311 o f Nu }‘tiu s fac nimice A:-lc_1rnirt_|n: S

Am obtinut, astfel, o scald alcdtuitdi din 16 itemi, cu urmiatoarele
caracteristici ale scorurilor : ’

Birbati Femei

(N = 629 N = 434)
Media 9.17 | 6.03
- o 3.68 3.80
k](R?(i .B1 A 84 o

Se constatd fidelitatea foarte buni a scalei A, pentru ambele sexe.
{Pe acelasi lot, coeficientii Kuder-Richardson 20 ai primelor 23 de scale din
CPI variau intre 0,409 51 0,833, doar 8 fiind mai mari decit 0811

Sc: 0,813 pentru barbati, 0,827 pentru femei;

Gi: 0,835 pentru birbati, 0,828 pentru femei;

v3: 0,820 pentru barbati, 0,832 pentru femei ;

Wh: (0,814 pentru femect ;

vl: 0,831 pentru femei)

Coeficientii de corelatie liniard intre cei 16 itemi ai scalel au walori
cuprinse intre 0,031 51 0,612, doar cinel fiind mai mici decit 0,10 si numai
unul fiind mai mare decit 0,60, Deel majoritatea sint situati in intervalul
de valort indicat de Guillord (1965).
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Pentru aprecierea validititii scalel A, grupelor profesionale formate
din cadrul esantionului utilizat in experimentare (629 birbati st 436
feruet) 1 s-an adaugat doud loturi:

— 19 elevi 1a o scoald postliceald ;
— 37 de persoane cu studil superioare, candidate pentru ocuparea unor
posturi de directori.

Scorurile medii ale scalei A, obtinute de diverse grupe profesionale
sint prezentate in tabelul 2. Se constati prezenta celui mai mare scor
mediu, pentru ambele sexe, lalotul de candidati pentru functii de con-
ducere. Cel mai mic scor mediu il realizeazd elevii si funciionarele.

Tabelui 2

Seorurile medll ale sculel A

{in ordine descrescitoare dupd medie)

Barbati

Profesia N media AS
Candidati pentru posturi de director 19 12,211 2.647
Ingineri 225 9.871 3,634
Economisti 29 9.483 3.33%
Maistri 164 8.177 3.639
Elevi la gepala postliceald 15 5.158 2.943
Femei

Profesia ’ N media AS
Candidate pentru posturi de director 18 4,111 3.542
Inginere 82 7.793 3,953
Studente la Psihologie 43 6.558 3.668
Studente la Matematicd 33 6.0651 3.311
Economiste 34 5.806 3.755
Maigtri 84 5.443 3.57
Desenatoare, dactilografe 30 4.333 2.625
Operatoare 18 4.222 2323
Contabile, functionare 40 3.500 2.720

in ceea ce priveste legitura dintre scala A si scalele din CPI (Tabelul
3), se abservi existenta unor coeficienti de corelatie cu valort moderate si
mari, intre scala A si scalele Capacitate de Statut (Cs), Sociabilitate (Sy)
Prezenta Sociald (Sp), Acceptarea de Sine (Sa), Independenti (In), Empatie
(Em), Potential Managerial (Mp) (corelajie pozitivd) si Feminitate/Mascu-
linitate (FM) (corelatie negativa). Valori foarte marl se inregistreazi
pentru coeficientii de corelatie cu scala de Dominantd (Do) {corelatie
pozitivd} si cu scala v1 {corelatie negativi). In schimb, intre scala Asi
virstd coeficientii de corelatic sint apropiati de zero.
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Seala A coreleaza pozitiv, destul de puternic, cu scala derivati Lpi
(Leadership Potential Index): r .= 0,635, pentra barbati {t —= 20,6000 si
ro==(),691, pentru femei (t = 19,892), -

Tabelul 3

Corelaflile scalei A ey sealele CI'L si oo virstn

(629 barbati i 436 fernei-

Scala CPE

Scala A

Rarhati Femeld
T t T t

Ty {835 37 989 [BRSE R 32838
Cs n.343 9215 0.472 11.161
Sy 0505 14,632 0.654 18.031
Sp 0.3539 9.628 0.545 13.535
Sa {.466 13,205 0.604 13,808
In (4,447 12,502 0.480 11.403
Em i3.420 11.590 (}.382 14.927
Re 0.115 2510 0.144 3.025
So 0.189 4.811 6.1535 3274
Sc - TL1ES - 38450 —0.139 —- 3,350
i 0.657 1.420 0.080 1.679
Cm 0,232 6.509 0.230 5.380
Wh 0.145 3.682 0.196 4171

To 0.035 0.874 0,033 1.096
Ac 0.308 8114 (.282 6.118
Ai 0.139 3.505 0.19] 4.064
Te 0.213 5.455 0,301 H.564
Py 0.2533 6.542 0.297 6.484
Fx —0.208 —5.318 ~—0.087 —1.824
FM —0.389 — 10.584 —0.513 — 12434
vl --0.7535 —28.826 —10.826 — 30560
v2 (287 7513 ).239 5.136
v3 0.129 3.253 0.210 4 467
Mp 0.363 9767 0.422 9653
Wao 0.091 3.261 0).106 2218
TAK {.428 11.868 0.486 11.544%
TIM - 0.262 —6.802 —0.328 — 7,226
PER 0.0498 2478 —{.029 - .0.609
T 0.089 2.236 (1242 3.200
FM~— 0.470 13.348 0.607 15.922
PAl-F -} 028 —0.7!1 —0(.079 — 1.641
B--38 0.486 13.643 0.624 aie
B--F) —1{).270 —7.008 - 0421 —9.675
D--8D (1,338 9.603 0.417 9.364
D—AC 1.133 3.362 0.180 3.808
Anx --{). 163 —4.130 - .229 --1.895
Virsta 0.025 0.594 - 0.102 2063
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in tabelul 4 este prezentatd repartitia de frecvente a scorurilor scalef
A, pe sexe. Repartitiile sint asimetrice, scorurile realizate concentrindu-se
spre extremitatea stingd a intervalulul devalori in cazul femeilor i fiind
mai freevente in jumatatea dreapti a intervalului, pentru birbati.

Tabelul 4

Repartitly de frecvente penirn seornrile sealet A

Scor Frecventit relativd (in %)

Rarbati Feinei

{N == 629 (N -~ 436)
0 0.48 f’.ﬁﬁ
1 0.79 68.65
2 3.66 11.47
3 4,45 12,16
+.45 11.24
5 5.41 8.26
& 6.46 .65
7 4,28 8.94
B 9.06 6,42
9.8 4.13
10 11.45 5.96
11 8.74 5.05
12 12.08 298
13 779 1.36
14 6.52 2.08
15 3.66 69

16 1,143 1400

Scala A, prin calitatile psihometrice pe carele posedi, se dovedeste
un indicator util al calitdttlor de conducere. Ea poate [ utilizatd In actiuni
de selectie profesionald, de promovare si in alte actiuni de personal. O
lirgire a cadrulul experimental si dezvoltarea unor studii de validare
reprezintd un deziderat.

Mai mult, metodologia pe care o propunem poate I gencralizatd
servind astfel Ja construirea si a altor scale similare sau la optimizarca
celor existente. () aplicatie de interes este obfinerea computerizati a unor
scale care misoard diferite atribute psihologice pornind dela o bazid sau
banci de itemi.
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THE TUNDAMENTAL PARADIGMS OF THI COMENIUS'S
INSTRUCTIONANL THEORY AND OF Tl MODERX
DIDACTICS

FERENCZT 1ULIU, FODOR LADINLAT

ABSTRACT, The authors are building up a parallel between Comenius and our
moderie times, in erder of scientific evolution in cducation, pointing out some
paradigmatical ideas: The Human Tdeal of Tadocation ; The General System of
Purpascs: awd Task of Instruction; Fundamental Prineiples wich Determine the
I'svehol-Pedagogical Point of Yiew of the Instruction; The Content of Instroc-
tion, Appreciation of its Place and Part; Methods and Means of Tnstruction;
Organizing Forns; Dvaluation ; Teacher-Pupil Realationship, Comenius’ svste-
mical conception of instruction is reconsidered from a modern point of view which
requires a nnitary svstem of instruction for the 2188 century.

At the end of the 20 century the theoretical and practical validity
of Comenius’heliel and mainly its efficiency consists not as much is his
psychological, philosophical and pedagogical point of view as, first of all,
in the systemical conception ol instruction. It is almost unbelievable
that 1 a general way of thinking and a sensorial, essentially empirical
and atomistic conception, Comenius whith the genius of a scholar worked
out the theoretical and integrated system of instruction and the structure
of all sides of practice. The homogeneousness of this systemn i1s seen both
in the unitary elaboration of the clements making up the svstem {under-
svstems) : the cdueational purposes ; the fundamental principles : contents ;
methods and means ; forms of organization ; and in the elaboration of the
determining relations and the reciprocal supposition of the elements
of the system. Comenius’ instructional syvstem was good enough for
almost four hundred wears and nowadayvs it represents a model of
an etficient and [unctional instructional system.

The objective evaluation of Comenius'work, the appreciation of the
historical place and part plaved by his work evideutly is possible in close
relation with the economical, social, phvlosophical, psvchological and
pedagogical development of that age. The validity of his work, the
taking over and the development of this system is efficient only of we
compare Comemus’ general conception, his pedagogical paradigms with
the psychelogical and pedagogical paradigms of modern didactics and
mainly withh the human ideal ol the next century. Of course, such a
comparison underlines the limits of his didactical conception. It does not
mean the partial or total negation of his conception, but on the contrary
its re-creation on a superior level, its further transformation and develop-
ment corresponding to the modern demands, a new evaluation of the
great ideas aud values,
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The diffretices between the paradigms o Comenius’

FERENCZL I
B

FOROR L.

instructional

model and the paradigma of modern didactics are summarized in the

following table :

The Taradigms of Comenius’
Ihdactics

The Paracdigms of Modern
Didactics

1. The Huwnan ideal of Fducalion

1. The educational ideal is abs-
fract and feo general (harmonious
Timan type: preparation for the

period  after death).

II. The General S
and Task of

2. The fundamental task of ins-
truction is to transmit  encvelo-

paedic and panzotic knowledge.

3. It transmits unchangeable and
good for ever knowledge.

4. I'he main task is the retention
of readv knowledge and memory
development.

5, The purpose of instruclion s
to teach and transmit knowledge.
=0, the content of mstruction plays
the part ol the purpose and in
such @ way the instructional pro-
cess 15 mamly informative.

1. It divides the integrated human
ideal inte a system of measurable
purposes and tasks (taxonomy of
purposes).

stem of Pur poscs

Inustruciicu

2, The fundamental task of instruc-
tien in the condition of inter-dis-
ciplinatriv is the operational assi-
milation {{earning) ol the ever chan-
ging and structuring knowledge,

3. It underlines the development
of divergent and [lexible intellec-

tual abilitves. \

4, The main task is the develop-
ment of creative thinking based
on the active processing ol know-
ledge.

3. The purpose of instruction is

the development of child persona-
litv. An important means of this
process is active learning.

11T Fundaniental Prineiples wiich
Determiine the Psveio-Pedagogical
Pornt of View of the Instruction

6. Tt considers the pupil as object
of instruction,

7. The teacher is the source and
tinasmitter of scientific knowled-
ge.

6. Tt counsiders: -the pupl, {irst of
all, as a subject of instruction.

7. The teacher is the designer and
organizer of the learning situation
and the conductor of the activities.
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8. The pupil is the passive receiver
of knowledge.

9. The basts of the Infermation,
their fundamental scource, i1s the
mnage  whiclh was  formed olwer-
ving  (noticing) the objects, phe-
nomena cte,

1 The notion is the result of the
association of the ilmage and the
worg,

i1. There 15 a break between the
logical and sensorial cognition and
that v why learning is mainly
mechanicai and passive,

12, Development of personality s
considered a quantitative accumu-
lation.

IV, The Content

Sppreciafion of s

13. The content of instruction is
the assembly of empirical know-
ledge and experience, Inductiviy or-
ganized in conformity with nature s

logic.
14. The content of instruction is
not simply an addition of dates

and facts., The sensualist point of
view and the pragmatical princi-
Ple asked for the ‘creation of such
a structure of knowledge which
should give the possibility of using
them iminediately in practice.

e

& The pupil is who gives solution
and re-discovers problems, tasks or
knowledge and uses them in Ius
practice.

The basis of the information is
the material or intellectual acti-
vity with objects or their symbol.

1tk ‘The notion is the result of the
intellectual activities produced in
the fevel of the language and speech
with the help of the operations of
thinking.

11, The sensorial and logical cog-
nition make up an organic unit and
therelore learning is conscious and
active.

12, Development of personality is
considercd as Deing the resuit of
organizing and integration on su-
perior levels,

of Tustruction
Place und Part

13. The content of instruction is
the integrated, organized and, by
psychopedagogical point of view se-
lected svstem of knowledge coming
from the sclentifical cognition.

4. The development of sciences,
the appearance of meta-sciences and
of the inter-disciplinar scinetific
branches asks for the creationof a
knowledge svstem  with the help
of which the pupil is able to use
his knowledge in wvaried condition

‘both on the theoretical and prac-

tical level and re-structure . these

“knowledge on the basis of some new

points of view,

Methods and Means of Instruction

15’ The main teaching method re-
prewenis the tcachers activity of

15. The main teaching methods are
used to organmize and achieve the
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giving information, explantations,
descriptions  etc.

16. The means of instruction are
first of all good for the activity of
transmitting knowledge, The pupil
onn the basis of the informations
transmitted with the help of the
teacher’s means acquires comparati-
viev static images.

FERENCZI I. FODOR L.

activity of cognition of the pupil:
problem-solving, programming , mo-
delling, discovering inethods,

16, The means of instruction serve
the discovery, the cognitive and
the operational activity of the pupil,
The images formed are dvnamic and
thus are organically integrated in
the ¢laboration and use of notions.

VI. Ovganizing Forins

17. The organmizing forms conforms

to a stilf  conception  conscrning
the psvchological age features.
18. The linear adding up of the

lessons is the main wax of organi-
zing of mstruction.

17, Instruction is  organized in a
differentiated way for a continuous
development. :

18. On the basis of the wodoern in-
structional technology the lessons
are organized 1 hierarchycal in-
tegrated svstems.

VII. Eealuation

18, The whole control and testing
is part of the teacher’s activity,
and the pupil passively finds out
the teacher’s cvaluation.

20, Fxaluation concerns itself main-
Iy to the quantiative assimilation
of knowledge and it asks for a
mechanical answer.

21. Evaluation only establishes and
a static feature.

22, The instructional process rte-
presents a close sistem as it is con-
sidered to be perfect and responding
to the real demands of the age.

19. The pupil takes and active part
m the evaluation of his own ac-
tivity and achievement as he is
also the subject of instruction.
20. Evaluation refers to the pu-
pil’s nav it takes into consideration
the intellectual and non-intellectu-
al factors.

21. Evaluation is dynamic and has
a formative feature.

22, The instructional process 15 an
open svstem and it takes into con-

sideration the dynamic demands
ol the technical-scientifical revo-
lution.

VIIL. Teacher-Pupitl Relalionship

23. The teacher-pupil relation-
ship is autocratic and is hased on
a relation of subordination.

23, The modern instructional svs-
tem demands for democratic rela-
tionship and co-operation, coming
froom the mutunal activity.

““Indactica Magna” and “didactica magna” of our days urges us to elabo-
rate a amtary systemn of the theory and practice of instruction for the 21¢
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cerntury, resembling with the system which was claborated hy Comenius
and which was avaliable for his age. Such an achievement would really mean
a high estimation ol Cowenins’ legacy. Thus we should state that we re-
mained Comentus loval and true students.

1.
2
3.
4
5
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TREADING IN THE FOREIGN LANGUAGE CLASS

CLATTY LILTANA DRAGON, RUNANDR Y LITERAT

ABRSTRACT, — Speaking about teaching-learning a foreign langnage in the
edicatipnal process we mention the motivation of the learner as well as the high
competence of the teachor

Therefore the methodology of teaching-leayning o foreion lingoegd in sehoods
must be trained trom the very beginuing, Reading s a didactic activity presuppos-
sus o written lext nsed i1 this case as a teaching unit,

The paper presents some exereises as a support For the development of the
stwlunt’s capacity to wkderstand s fext awd to communijcate.

The success of any organized huaman zclivity results {rom  definite
objectives (immediate and longterm) as well as an adequate technology cho-
sen for their achievement. In speaking about teaching-learmning a foreign
language in the educational process we should add the learnier's motivation
and the high competence of the leader of the activity, that is the teacher.

The teacher’s competence presupposes the creative, dynamic and fle-
xibile usc of a rich and varied register of the didaciic strategies used in the
class in order to form the conununicative contpetence aceording to the stages
of the teaching-learning process. -

The pupil’s level of hingnistic and communicative competence/ability
results from the mastery of the four skills {listening, speaking, reading, wri-
ting} taken separately und/or as a whole. The importance, role and place
of these skills i1 the teaching process are defined in relation with the purpose
of the learning of the forcign langnage, according to the structure of each
group of pupils/students.

The comtnunicative direction — a constant of our {ield nowadavs —
does not mean only or mainly the development of verbal comntunication,
neglecting or pestyening to “later” the dovelopemnt of the reading-compre-
hension skill,

Reading is the most necessary verhaljoral activity lor most peoyple,
for the possibility of reading a book. a magazine o1 @ newspaper in a foreign
language tor personat cujovent or study s avallable to anyone, Thercfore,
that methodology of teaching-learning foreign languages in school which,
does not secure the acquisition of the reading skiil cannot be considered
in our opinion, reasenable and cfiicient.

W. Rivers believes that if the pupil was not tanght, m school, 10 read
fluently in the respective language, without deciphering word by word,
and to read a book or an articic in a magazine mdepently, with contlidence,
it is unlikely that he will feel attractcd by this activity after finishing his
studing vears. As in the other ficlds of language use, {luent reading — in-
cluding the immediate comprehension of the text — is a skill that requi-

§ — Psycholwjia-Peedagogia {-2/1592
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res to he formed/and practised on a regular basis, using materials carefully
graded. '

Florence Castincaud suggests a variety of strategies of the pupil’s
reading according to different kinds of texts : reading lor getting information,
reading for language training and reading for personal eujoyment, There-
fore, in school, the pupils will be trained in such a way as to reach that lin-
guinstic ability which van give them the confidence that they can read in
English any material they want,

Reading, as a didactic activity, implies the presence of a written text
that becomes, in this caxe, a teaching unit. Consequentlv, the text should
have the folowing features @it iy unitary, it has a meaning, it is characte-
rized by cohesion and colierence, it can offer the reader linguistic and [func-
tional models of the contemporany tanguage. The text should, also, meet
the pupils’ cognitive and commnnicative neds, It should be interesting and
entertaining, coutributing through his informational message to the pupils
spiritual enrichment in the emotional, cultural and scientific respect. We
should not forget that, during the process ot fluent scading, there 15 a per-
manent interior dialogue between the reader aud the author. The essence
of the text speaks to the reader’s conscionsiess depending on his intel-
lectual and emotional ability, his sensibility and/behaviour. Thus, the rea.
der-becomes “a joint author™ of the text or cven an author of a new one in
which he mighi widen the theme, give it a personal interpretation, inter-
pret the characters attitudes from the text, or introduce new characters,
facts and cvents known from his life experience,

In building the pupils” Ltext the following clemeunts oceur: creativity,
spontaneity of expression, interpretation of the mess<age, Huguistic, commu-
nicative and compositional ability.

From the text given to the group lor reading o the text created by
each pupil/student several working stages are connected in a chain, ¢ach huk
bLeing conuected Lo the material and steps leamnt through the previceus link,

We will illustrate with examples the working techuigues for cach Ik
used 1oour didactic experience/work., A diagram ol these stages might be
the following:

The basic exercises microtext ¥ 4+~ microtext 2 - the menuning oF the  the pupil’s
tuxt (trafuing:  exercises VA ETCISes hasic teut text

“In the diagram weomitted theinitial stage link of introdocing the rea-
ding, when the elements of the reading techuique are established and the
grapho-phonic exercises play the main role in the formation of the mecha-
nism of colligating the sounds with the graphic symbols. At this stage the
whole linguisiic material has already beon Jearnt, orally.

The text given to the pupils will be the source of information and the
linguistic material for the ereation of their own rext. In view of these consi-
derations we suggest the solving of o set of theme — excrcises — with
their communtcative and operational basis i the semantico— structural
analvsis — after reading the text:
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I. Scanning exercises - which help the pupils to decode the message anp
develop their mental activity. Thev can bo doue both on descriptive texts
with socio-cultural themes — “The Lake District” {the fourth vear of studv)
and on narratives such as: “The Norman Conquest”, “Gulliver’s Travels”
{the sixth vear of study), ete.

— Re-read the text and sayv which are the words that render the action.

When does the action happen (in the present, past or future); what
formal signs help vou to establish this?

«— Put down the main elements which shape the theme of the fext
{characters, objects, events).

— Show the words that carrv the information in the sentence/paragraph

.

11, Skimming exercises

— Make questions about this sentence, its meaning or what yown want
to he know szhout it

{The sentence is the first one in the microtext that is to be read).

— Read microtext 1/the first microtext, {ind the polyvsementic words/
words that are used with different meanings and explain each meaning.

-— Replace the words/constructions underlined in the first microtext
with the right synonyms.

-— Read the second microtext and simplify it insuch a may as to keep
its meaning. Which words can be omitted?

— Show the linking word in the complex sentences.

(conjunctions, adverbs, pronouns).

— Introduce the underlined lexical units into amnother semantic con-
txet,

— What pictures do vou visualize when thinking of the two microtexts ?
Speak about one of them.

— Reproduce the meaning of the shown (or prejected) pictures in one

or two complex sentences. Pay attention to the linkjcohesion between the
sentences.

The length, type and succesion of the microtext and theme-exercisés
are given by the leve] of the linguistic and communicative competences of
the group of pupils) students. The solving of the suggested themes increases
its efficiency by organizing the activity in working-groups, adding time -
mits where this is possible.

The microtexts are build on the linguistic material already known,
the meaning of some new lexical units being deduced from the context or
through the structural analysis of them (derived, compound words). As
for the essence, this includes new elements, given the basic text. {characters,
situations, extradetails, new social, cultural or scientific information).
The role of the microtexts consists in practising the reading skill by the pu-
pil in his own rhythm and in supplying with extra information which keeps
the pupils’ interest alive as well as their efforts to understand the text on
their own.

III. The next stage will consist of theme-exercises concerning the essence
of the basic text. With the class we establish the main idea of the text which
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is usually inferred from the title of the context, either at the beginning or
at the end of the text.

Then, we give them a {few problems themes for solving individually or
in groups, such as:

— Re-read the text, separate it into semautic parts and give a title
ta each one of them ; elaborate the ampel plan of the text.

— Re-read the text and find the kev-words for ; the time and the place
of 1the action, the characters’ deeds, the historical, technical and scientific
information, the cultural event described, ete.

— Tistimate the main character's attitude ; which are, in vour opinion,
the possible causes and cousequences of Lis behaviour?

— What would vou do in similar situations?

The last Tink of the chain of activities in the process of develolnug the
reading skill s “the creation” of the new personal text of each pupil.

The author, that is the pupil, should neither reproduce the text, nor

write its swmmary, but having the ideas andlins.,uistia materiat of the basic
text and the microtexts as a hasis and using his own linguistic resources, he

should create & written text which/has all the Llur&cterlstu,b described at
the beginning in this paper.

The pupil must get used to continue his or her writing only after having
read what he or she has already written ; this may — through his or her in-
terior speech — the articulatory analysors will remnain active. The text must
he logical and coherent and the ideas must be stated clearly so that any
reader {teacher of schoolmate) can understand it.

He could advise the pupils to carefully re-read their whole text and then
re-write it in a better version. _

To check the efficiency of the techniques used by us (described by us)
we have tested the degree of comprehension of a new text, by the pupils.

Test No = 3:

Topic 1.
Man fearns to TFly

The first men to flv a plane were Witbur and Orville Wright. Wiltbur
was born on 16 April 1867 and Orville on 10 August 1871.

People soon noticed that the two brothers were very intelligent and
full of ideas. When they were still at school they printed their own news-
paper. But they soon found out that printing by hand takes a lot of time.
So they started experimenting and soon théy had their own printing press
and were able to produce their paper much faster,

After leaving school the Wright brothers built and repaired bicyeles
in their own bicvele shop. And all the time they were dreaming of building
“flying machines”. When they read about Otto Lilienthal’s adventures
with hang gliders they built one themselves, But with a hang glider they
could not stay in the air for long. What they needed was an engine. Howe-
ver, the-engines they hought were much toc heavy and not pm\ ertul enough.
So they built a new light engine themselves.
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December 17, 1903 is an important day. It 15 the date of the Wright
hrothers’ first flight ; Orville staved in the air for twelve seconds and ma-
naged to fly 37 metres. — Just imagine, only 66 vears later the first spa-
ceship landed in the wmoomn,

Mark each situation comparatively with the text.

Now mark the following statements RICHT WRONG MAVYBRE
The Wright brothers llew their first '
plane in 1871,

They printed their own newspaper.

They had a bicvele shop.

Fiving a hang glider i1s dangerous.

Fhe Wright brothers built a plane

and an engine to keep it in the air.

(Good engines were expensive in 1900,

Witbur Weight made the first” flight.

The Wright brothers were the first

to build a motor plane.

Topic I1.
HEROES

The follewing dialegues have got mixed up. Nomber the sentences correctly
and then wrnte the dialogues.

{2) Because they always risk
Whom da vou 1 consider a heto? their lives.
Would vou like No, not really.
to be I would he too much afraid of travelling in a
an sstronaut space ship.
vourself 2 1 think astronauts are heroes.

Why do you think so?

(13)

Why not' 7 Evervhody knows and And what ahout film stars or singers?

admnires them. Yes, thev are popular, but a hiero s a
Who do vou think is @& hero? very special person,

They can't called herpes. Someone why dees something great or who

risks his life for others.

In conclusion we want to cmphasize the importance of these stages in
the iraining of the reading skill in the foreign language.

Loud reading, practised in the primary lorms with a view to the
developing of the reading technique, should give up, to the advantage of
silent reading. In high school we lav stregs on loud reading to train correct
prenounciation and intcenation.

Repeated reading of the same text dli’nllll‘-hts the pupils’ interest and
attention. Therefore we will carefully cheose both fexts for intensive rea-
ding — which ensure the progress in language learning, — and texts for
extensive reading with a lower degree of linguistic difficulty but having a
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new informaticual essence - which make the pupils feel satistied and in-
dependent from his teacher.

The theme — exercises lead the pupil in the structural -- composi-
tional and conceptual analysis of a text.

Writiug accompanies the pupils entire activity in the training of the fluent
reading skill, helping the fixation of their linguistic ahility,

In the exercise solving, the steps, require a systematic work in order
to develop the linguistic and communicative competence ability which en-
sure the capacity of efficient use of the texts for the creation of new ones.

Reading-comprehension skill is part of the complex process of lear-
uing a foreign language, but it must be practised and cvaluated separately.

REFLELRENCES

[.Castincand, Florence, Aider les elfves a diversifior lewrs strategies de lecture in T,ee
tures ,,Cahiers Pédagogiques”, Janvier 1989,

2. Marmer, Jeremy, The Practice of Fuglish Teacking, London, 1991,

3. Murar, Toamna, Exercifii creative pentru formarca compeleniel fextuale, in |, Limbile mo-
dernie in scoald’”, Bucuregti, 1988, vol, IT.

4. Rivers, Wilga M., Formarea deprindevilor de Umbd stiding, E.D.P., Bucuresti, 1977,



STUDIA UNIV. BABES-BOLYAIL PSYCHCLOGIA-PAEDACOOGIA, MXXVIL, 17, 1962

A POSKIBLE DIDACTICAL OUTLOOK : ENISTENCE. " MATTER AND
PHYSICAL REALITY

TONET ISAC

ABSTRACE. - The article points out some  interrelations between philo-
sophy and science in our davs, frotn a possible didactical outlook. The concepts
in topics are all of them very impaortant, denoting problems which physics and
philusophy have it common. A critical surview of some cutlooks is able to recon-
sidere ideas insufficient cleared, in hoth logieal and historical order. Dialectical
ratignalism allows ws in front of such prablems to think in 2 new way on the
controversies coticerning eneyclapaedism and its conseguences for phitosophical
suppuositions.

An eternal aim for philosophy was building up a vision about existence
considered to be a Great Whole. This aim becomes now more and more ac-
tual, philosophy being in a great deal indehted to science and especially to
natural sciences. Particalarly physics offers many arguments which support
the attempts to create a new ontology.

Specialized thinking as well as common experience {however in a dif-
ferent way) has ap important task for inquiry: ke wature of existoree (in-
cluding in it man and buman conscience), the relations between material
existence and ideal existence. Certainly, this is to sav that not only ontology,
but alse epistemolegy, theorv of knowledge, even psychology and, in iact,
all social sciences are interested on the achievement of this task. Tt 1s also
a first step for @ Wellanshawung e, a gencral-philosophical conception ahout
the world.

A first question supposed by such considerations is: What do we un-
derstand using concepts like “existence”, "matter”, "reality” and so onv
Despite various definitions these concepts remain insufficient cleared. We
would not claim to solve the problem hy giving other definitions ; what we
have to do is fo re-think some aspects of the problem which could clarify
a lot of philosophical ideas in both logical und historical order.

In the history of philosophy rafionalism made a relevant experience concer-
ning the possibility of mind to understand realitv. In shortly, rationalism
considered mind and reality connected (in a more or less complicated way),
guided by the principle that there is anr order 11 this reality. The order of
ideas is nothing else than the external order reflected in mind. This is valid
for a great part of Eurcpean philesophy, from Plato to Hegel. On the other
hand, classical rationalism faced empiricism and ended often in speculations,
as it appears in analyse of its ontological enterprises.

Rationalism changed swiprisingly versus contamporary science, and that
in g0 far as its fendamental suppositicus were changing. “New rativnalism”



136 T. ISAC

rejected the idea of non-problematical character of knowledge, promoting
Dboth a new manner of understanding the subject and the known world.
It also explained how there could be possible a rational attitude which had
Become aware of its old limits, Edifving a structurally different methodo-
logy from traditional rationalism (“new rationalism™ as a new Jsprif scicnti-
Figue -+ Bachelard), it was able through an epistenmological engagement to
see the great problem: (e nature of realife fuvestigaied by scicnee, its own
particularities in comparison with extra-physical or “mefa”-phvsical na-
ture {“above” or “bevond” physical nature). We can recognize in the new
attitude an iuterest for Dboth ontological and episteimological inguieries.

The traditional concept of malter assumed an outlook about reality
which considered it without subjective determinations. Objectivity of
kuowledge was realised “authomaticallv” by contemplating a reality per-
fretlv intelligible in its fundamentals. That 15 why the active part of the
subject had hren taken into acount neither lik: a necessity, not ke a pos-
sibility for real knowledge. Epistemology wus considered possiblie without
perturbing the object of knowledge.

This situation justifics another question : Is legitimate an epistemolo-
gival investigation which leaves aside the activity of subject? O course,
for the historical moment in discussion, the answer s positive, But Kant
was the first philosopher to argue that it is impossible, if not de fucto surcly
de jure. His Oritigue of Pure Reason 1s a very suggestive invitation to un-
derstand that alt non-critical philosophy (dogmatical and skeptical) until
his “Copernican revolution” was naive bzcause it aveolded the answer to
the question., Kantian epistemology invites us to imagine an “ontological
experiment”, We can try to make out what matter-in-itself could bz, sup-
posing that human conscience doesn’t exist. We must admit that when
the subject is missing it is not a very favourable situation for epistemology,
even if Popper’s “the third world” is an argument against it. And this mis-
sing-subject makes irrelevant an epistemological enterprise {matter exists
but it can not h: th: object of knowledge}. Instead of epistemology (which
is unable to sav something about this “no man's world™), ontology sees it
rrch better. The fundamental problem of philosophy is 1ts real task (to es-
tablish the primordial factor of the existence : material or ideal}. And if
we can net tell verv well what is matter-in-itself, thon nevertheless we
have found the determinant factor of existence. The “ontological e xperiment”
eliminates the doubts concerning dialectical rationalism and its possibili-
ties to find a consequent philosophical mosnrsm at the same time emphasizing
the phenomena of conscience. In fact matter-in-itsel{ is not an essential sub-
ject for meditation but useful only in helping us to imagine a mental experi-
ment and to provide the idea of matter like the fundamental lactor of exis-
tence.

Since human conscience began its adventures in the Universe, an as-
tonishing “ontological overturn” has bheen produced. Existence has been
divided into two great parts: maferial existence and ideal cxistence. In
frout of material world develops an ideal one, brittle and casv to be destroved
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by the nature powers. It is hidden in man, being ail his dowry, his magni-
ficence and weakness at the same time - so sound Pascal’s heautiful words.
Conscience is related to objective reality and to itsell through various crea-
tions made in space and time. Theoretical and practical conscions activity
assimilates wafural patnre and edifies Zuwman nafvre, hman essence, buil-
ditg up new reatities which beeome objectives. Mankind is walura naturans
and wafura naturafe — creator and creature. This activity had got s akmd
through the greatest spiritual masteries of mankind : sclence, art, philoso-
phv and religion.

Man investigated matter and reality and attributes to them some
subjective and objective determinatious. From a certain point of view we
can sayv that Kant was right: reason could not know what is the “thing
in itself”, because man knew really the world in things only when these are
in its area of material and spiritual activity {and the situation is the same
for the world of ideas). Certainly, this is a materialistic interpretation of
Kant's “thing in itsell” and we must not forget that his original argument
against the possibility of knowing the “thing in itsell” is concentrated on
the idea of antinomies of reason, Fromanother point of view, Kant wag wrong !
he suggested that we could never know if the “thing in itself” is the same
with the thing like it appears to us. But this certainty is to be obtained dav
bv dav, through a very labourious activity of science, industry, trade, in
fact through a long social development. And this is to sav that all modern
atld contemporary science is a great example of man’s efforts to transform
the “thing in itsell” into a “thing for us”. Kant was wrong overestimating
the subject of knowledge, as pre-critical philosophy was wrong underesti-
mating 1it.

The attempts for a new definition of matter must take into account
that the historical interpretations and contemporary ideas are not always in-
compatible. There are some similarities to make a consistent definition.
On the other hand, it must not be understqpq as an identity ; the differences
could be great. However, an adequate definition of matter must integrate
the coucept of existence.

Being related to conscience, matter is to be specified as a philosophical
category which characterizes the external existence, independent of us,
governed by natural laws and having the possibility to be given in our sen-
sations. A materialistic definition of matter will point out the note of de-
ferimanism governing material existence. The note of ohjectivity became now
insufficient,

Last but not least, matter must not be understood as a simple fpoicntiality
(in the sense of Aristotle’s dynamis or pofeniia). This is a narrow manner
whidh has its idealist consequences ; ohviously, the theorists of materialist
definition criticized the Aristotelian distinction between matfer and form,
but also the first interpretation of guantum mechanise belonging to the School
of Copehnague (Bohr, Heiscnber, Born). Matter is both polentiality and act
(actus, cncrgdia }, possibilitv and reality, Tt contains a great variety of pos-
sibilities, frequencial tendencics and propertics of emergence, all of them



138 T. ISAC

governed by natural laws, causality and determinism. Through them consti-
tutes reality (more exactly the smalerial veality) as a “premise” for other po-
tentialitics and so on. This is the infinite character of the world, nature and
universe, the phenomena of conscience being the resuit of the processes
ol emergence from material reality,

Necessarily a remark is imposing © other time Kant's “thing in itsell” and
Aristotle’s “dyvnamis™ and “euergdia” onlological ideas bhecame today wie-
{hodological ; it must not be excluded a possible spiritual “law” of emergence
in time {rom ontology to methodolegy.

One of the most smportant functions of conscience is the cogritive
one. Contemporary epistemology puts under question the traditional con-
ception about ontical status of preducts of knowledge. It remained notorious
Popper's idea of “"the third wortd™: classical epistemologles are esentially
subjectives for the reason that real knowledge does not depend on psychola-
gical activity of subject, being a world of critical arguments, conjectures
and refutations ; briefly, ebjectivated ideas, different from other tweo worlds
— physical objecls and mental stales. Being interested on study of the pro-

ject from the investigation. These products of knowledge had an  inde-
pendent ontical status as long as the subject could be climinated. Argu-
menting such ideas, Popper imagined two experiments : the disappearance
of machines, tools aud our capacities to use them ; then the disappearance
of all these adding Hbraries and our capacity to read. He said that in the
second case a re-emergence ol our civilisation would be impossible or very
improbable lor thousand vears. Therefore he concludes that the elements
of objective knowledge have the greatest importance for mankind,
The most of critical replies against the antonomy of “the third world”
imagined a crucial experiment @ If we suppose that mar disappears what
could be the situation of machines, tool, libraries, ete.? Al of them would
remain useless. This counter-experiment allows epistemology to conclude
that both the processes of knowledge and its products are important. “The
third world” has not an autenemous ontical status, being interrelated with
“the second world”, Onee again the subject of knowledge couldn’t he avoided.
But there is also possible another remark. Even Popper's experiments
are in fact mental cxperomends, and that demonstrates his mental processes
when he tries to convinee us abot their unimportance. Finally, o philosoper
could not avoid the conscquences ol his ideas concerning, a philosopher
we are thinking on the ,,entological experiment” imagined for Kant's episte-
mologv, The ,thing in itself” could be a [lower, a stone, an idea, and
even the person ol philisopher. [ The third world” is composed also by
critical arguments in its lavour. I the subject of knowledge would disap-
pear, it is deubtlul that their ontiwal status was appreciated by anyone.
The problem of physical reality is ratsed by searching microreality
a strange reality -~ as it looks for a thinking which has not vet detached
completely from the classical categorial apparatus. IL justifies the episte-
mology ol contemporary phisies to confirm K. Popner’s remark that
scientific knowledge never begins with helerogencous facts but with pro-
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Llems, and also tosubscribe to Quine’s appreciation that science could not
be verified sentence by sentence hut only as a svsfematized cogrilive
witole which was confronted with expericnce to its cdges. Physical reality
is nething else than the objective reality known in the fictd of physical
theories, their reference realized through the tested formalisms,phyvsical
interpretation, the insertion of apparates for measurcment etc.
Philosophy could be asked : What 1s the essence of interest for physical
reality 7 Why are there philosophical inguieries in a field investigated by
science 7 An answer I not easy to be given, and we must remember
the controversy inside logical positivisin concerning the divorce hetween
science and metaphysics. Phvsical reality is both a scicnfific and a fii-
losophical problem; physical reality is the ,,core” of material world {the
fundamental reality} and is to be refound in all the other forms of natural
and social reality. In a way, we can say that phvsical has no more to
do with reality than philosophy has.

Another distinetion to bz made is that between the concept of real
object and the concept of object of science. The ehject is to be conceived
not only as a reality in itself, opposite to subject, but as sensible human
activity (practice) overtaking the classical concept of reality. The funda-
mental supposition, of pre-critical philosophy has been destroved: the
object of knowledge is mot the cxistence in all its form of manifesta-
tion but only those ,e¢lements” to which the subject exercises its acti-
vity.

The real uliject exists objectivelv, without any relation to the activity of
knowledge, and fhe ohject of science exists only as a ,cutting out” from
the first in the act of knowledge. .

We have made assertions concerning the relations between philosophy
and science [particularlv physies) because the problem of physical reality
has both scientifical and philosophical aspects. Existence, matter and
plrvsical reality -— all of them are investigated by science and philosophy.
The growth of science from the empirical to theoretical level and its
crossing with philosophy which claimed the end of classical rationalisin
are pointed out by their suppositions which have been brought up to
tight toedav. I philosophy is 2 method to discover the suppositions
of rational discowrse (including here scientific discourse) then it is possible
to clear up what science and philosophy have in common investigating
objective reality, The suppositions of scieuce and philosophy make true
the idea that in a certain degree of development of philesophy n its
relations with the real world appears o moment when it becomes the
philosophy of this world as the world becomes philosophical. And if
the philosophy of language is another relevant experience {(for the possibi-
lity of mind to understand itself through the language medium), then we
must recognize in language the very method for philosophy and science
to actualize their suppositions about objective reality. This does not
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mcan that we impart various exaggerations and contradictions embodied
in philosophy of language. :

In conclusion, a new ontolgy would bring up an auswer to the
questions: Is' a new cnevelopeadism possible in philosoplivThis time the
encyclopacdism seens to be a result of an international division of spiri-
tual activity as never had existed before. And if the encyclopaedism of
contemparary philosophy were an encyclopacdism of suppositions, then
neverthelegs the discouwrse aboot reality would gain metaphbvsical  expe-
rienec.



STUDIA UNIV, BABES-HOLY AL PSYCHOLOGTA-PACDAGOGIA, XXXV 1=2, 1992

CONTRIBUTII METODOLOGICE

t .

O NOUA METODA DE INTERPRETARLE A SCORURILOR
OBTINUTE LA SCALELE CHESTIONARELOR DE PERSONALITATE

MOXICA ALBU

ABSTRACT. — A new method of interpreting the scores on the
scales of a personality inventories. The author proposes @ method of
determining those adjectives uppropriate for deseribing a person. The
method is based  upon the persop’s scores on the scales of a persoma-
lity inventory. The algorithms being propused make use of the cha-
racteristic functiohs of the adjectives in reiation to the scuales. They
can be applied whenever the raw scores of the scales take on nume-
rical vialues in o finite set.

Adcesca, interpretarea scorulul realizat de un subiect la o scald a unui
chestionar de personalitate se bazeazd pe selectarea unor adjective, dintr-o
Hstd atasatd scalei. Asigurarea unel concordante ¢it mai mari intre carac-
terizarea intocmitd ¢i situatia reald este dependenti de modul in care sint
solutionate urméitoarele doud probleme:

{P1) determinarea adjectivelor care sint adecvate scalei;
{P2) alegerea, dintre aceste adjective, a celor care au o probabilitate mare
de a fi potrivite persoanei.

Lucrarea de fatd propune o metodd de rezolvare a problemelor (P1)
si (P2) bazatd pe functiile caracteristice ale adjectivelor. Metoda descrisi
prezintd citeva: avantaje in comparatie cu procedeul de lucru obisnuit
{Megargee, 1972), Astfel:

1. Permite utilizarea, in caracterizarea persoanelor, nu numai a adjec-
tivelor corespunzitoare valorilor extreme ale scorurilor scalei, ¢t 3i a unor
adjective care sint potrivite doar scorurilor medii (de exemplu, adjectivul
wadaptabil” este valabil numai la scorurile medii ale scalei Fx din CPI,
la scoruri mari [iind mai adecvat adjectivul ,,instabil”’).

2, Permite caracterizarea diferitd a unor persoane care au scoruri apro-
piate ale secalelor.

Funetia caracteristicd a unui adjeetiv relativ la o seala.

Considerim o scalil a unui chestionar de personalitate care poate avea
scorurile O,1,.. ., n.

Prin funetic caracleristicd a wiwd adjectiv velafiv la accasld scald Inte-
legem o functie

Ff0l. . ny — 10,15
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care ia ca valoare, in orice punct x, probabilitatca P(x) ca acel adjectiv
sd fie potrivit pentru caracterizarca unel perseane care a realizat X puncte
Ia scald

t{x) = P(x), x= {0,1,...,n}

Considerdm cit un adjectiv este adeceal wnel scale dacd functia su ca-
racteristicd, f, indeplineste, pe multimea sa de definitic, una dintre urmd-
toarcle conditii :

(C1) f este nedescrescitoarc:
Ny <Ny = {(x) < {(x)
{C2) t este necresciltoare :
Xy DXy = Hxy) 2 M{x,)
(C3) existd un punct x, = {1,2,. ... n — 1} astfel incit, oricare ar fi punctele
X,, X, Xy, X, € {0, 1. ., 0}, in relatia
Xy € x4, < X, T Xy € 4,
arc loc una dintre urmitoarcle situatii
S < M) < flxg) st flvd > Al 2 flvy)
sau
Fy) 2 flxy) 2 flx) st Ax) < flag) < Av)

Toate adjectivele care se constatd o sint adecvate sealelor vor hi

retinute pentru a {i utilizate la caracterizarea persoancior.
Algyoritmul de construire a funetiei caracteristice n unui adjectivrelativ la o
seali se compune din doi pasi:
A, Se obtin punctele oxperimentale
-- e adininistreazd scala unui esantion de subicetl 8. Acclorasi persoance
H se da sicite o listd cu adjectivele care se presupune of ar avea legdturd:
cu dimensiunea de personalitate misurati de scald.
— Fiecare persoani s < § marcheazd  adjectivele care considerit ¢ i
s-ar potrivi. .
— Pentru adjectival analizat se¢ procedceaza astfcl:
- pentru flccare scor posibil al scaldd, x e {0,1...., n] s¢ noteaza:
T(x) = numirul de sabiceti care au realizat x puncte la =seald;
d{x) = numarul de persoanc care an ales adjectival, dintre cel carc
au obtinut la scald cota x.
— s¢ retin puuctele expernimentale

ff v} .

—l'.if——i' pentru T {x)# 0
T(s)

B. Se construicste Tunetia caracteristicd a adjectivului,

fH0.1. . ..ont - 0,17,

aproximind punctele experimentale. Se procedeazi asifol:
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-= 8¢ determind punctele x, x, & {01, 0., n}, x; <D X, sl parametrii
2, b,oe,d, o, f, gz h = R at lunctiel

Poihni— 01

ax b, x =Xy
Plxy = lead - da? — ex + [, v & [x, 5,
gx 4+, T,

astlel Incit

Y {d(—” — P(x) }

T(] #0 | T( v )

sd ia wvalparea minimi.
— Se delinegte functia

1:40,1,...,n} - {0, 1]

astfel

Tehniea de selectie a adjeetivelor pentru editarea raportului psihologie.

Se considerd un chestionar de personalitate ale cérui scale sint 5,, 8,, ...5,.
Pentru fiecare scald §, 1 = 1,2, ..., m, notim cu A, multimea adjectivelor
adecvate.
Cunoscind scorurile realizate de o persoani la scalele chestionarului,
{s, = scorul obtinut la scala 8,, i =1, 2,..., m}, pentrueditarea raportului’
psihologic propunemn urmitoarea proceduri : '
— Fixdm un prag de probabilitate, P, € [0,5, 1]. Recomandim P, = 0,7.
— Pentru fiecare scalda S, i= 1,2...., m, se determini valoarca functici
caracteristice a fiecdruni adjectiv. din multimea A, in punctul s, f(s ).
Se retin adjectivele pentru care f{s;} > P,.
Algoritmii prezentati pot fi introdusi intr-o aplicatie informatici,
pentru editarea rapoartelor psihologice cu ajutorul calculatorului,
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Intraducere in  psihologie  conteporani.
Sineron, Cluj-Napoca, 1991

Tl

Reluind -~ dupi o perioadd lungi de
intimidare stiintifica si deseurajare mornla
— sirnl de aparitii editoriale remarcahile
in domeniul specialititii lor, un colectiv de
cunoscull dacili si cercetitori dela Catedra
de psibologic n Universitatii | Babey-Balvai®,

sub indrumarea competenta a  prof. wniv,
dr. T. Rady a reusit $i pund lo indemina,
celor interesati  (studenti,  elevd,  pstholoui,

medici, profesori ete)) o carte deosebit de
valotoasi. Dest prezentati e autori doar
ca o iutroducere, lucrarea este de Japt un ve-
ritabil curs universitar. Intr-un spagiu  gra-
fic refativ restrins, de aproximativ 3306 pa-
gini, sint  prezentate coerent 5i 0 sistematic
principalele capitole ale psihologiei penerale
contemporane.  Allitari de teme indeobste
cunnscute §i recangscute ca aleiituind | cor-
pusel” de bazd al unui asemenea manual
mniversitar (senzatii, perceptii. gindire, lim-
baj, memorie, imaginatie, tcmperament, ap-
titudini ete.) autorii au inclus termeni si
relatii roi, de maxim jnteres. si actwalilate :
dinamica si structura invatarii, creativita-
fea 31 personalitatea  creatoare, stresul i
mecanismele de apdrare, psibalogia cognitiva
$i inteligenfa artificiald ete. Nu  lipsesc din
¥olum chestiunile referitoure la problematica
actualid 2 psibologiei 51 metodele  specifice
de investigare a acesteia.

Blesi semmificativa, sfcra de  cuprindere
nu  expliciteaza insd  adevirata  valoure a
luerdrii, aceasta tiiml datd mai ales de mani-
ern aulentic gtiintificd, adesea originali, de
prezetitare analizi a prablemelor.

inca din primul capitol |, Trromul spre
statutul de gliintd al psihologiei; prohlema-
tiea ei actuald”, of itorului i se oferd o infor-
matie  saficientd pencen o face  distinetiile
necesare intre  intérpretarile  enmipirice,  pre-
stiintifice si stiintifice ale fenpmenelor psi-
hice, intre diferitele curente psihologice, mai
vechi (asociationism, c:nnfignra;i(mism, intro-
spectionism $.4.) san mai noi (neobehavio-
rism, interactionism, cognitivism, transcul-
turalism ete.). Dhar indiferent de paradig-
na folesitd. indiferent de optiunile filosofice
san stiintifice ate flustrilor sai reprezentanti,
psiliologia a fost 51 18mine o punte de le-
gdturd, un instrument de unificare a diferi-

telor ramri sau stiinge eare fac din problema-
tica omului un obicet proprivn de investigare
teoreticdh san experimentala,

Psiholugia pleaca de la fapte, dar si
de la ipotere $i presupozitii stiintifice, in am-
bele cayuri reeurgimd Iz metade 51 procedee
specifice  de fnvestigare. Caractenisticile, ce-
rintele i modalitatile de utilizare ale acesto-
ra sint suficient i clar presentate in eapito-
iul doi din lucrare, Tot aici, la fel de snecint,
dar mai putin explicitatd. este mentionata
practica relativ recentd in psihologie a uti-
lizarii limbajeior {formale

Capitolul urmitor  Mecanismele neu-
rofiziclogice ale activititii psihice™ aduce in
discutie : structura sistemicd a fiintei wmane
{ormati lin subsistemele organism i per-
sonalitate), organizarea morfologici i fi-
ziplogia sistemului nervos, mai ales a cmis-
ferelor cerebrale de care oxte Tepatd nomij-
locit activitatea psihica, precum sionatura
informationali « fenomeneler psihice. | Ta
nivelul omului, informagia psitiica se l‘omp(,r-
i, in linii geuerale, ca oricare alta furmd par-
ticulard de informatic, desi poseds i unele
trasdturi specifice” - p. 65 Farda a fi nomi-
nalizate, aceste trasituri specifice sint suge-
rate prin trimiteri la: modul de organizare
asemnalelor iz diferite combinatii (de exempla
a literelor in cuvinte), nivelul {cortex sau sub-
certex) la care se realizearzi preluerarea jn-
formatiei, modalititile de codare (temporald
sau spatialdl, specificul matricii interpreta-
tive ete. e

Capitolele 4. 5, 6, 8.9, 1213 & 17
actualizeazd problematica unor feme tradi-
tionale, frecevent intilnite in manualele sco-
late si cursurile universitore aparate la poi
sau it strijinatate. Ele se ocupd de definires,
caraclerizearen, explicarea si interpretarea
principalelar structuri psiltice cognitive (sen-

czatii, perceptii, gindire, lmbaj ele), afecti-

ve, motivationale 5 de personalitate, pe baza
unor date cxperimentaie i abordirii teore-
tice de ultimi ord.

Un exemplo i acest sens il reprezinta
modelele fiziologice ale atenifed, incluzind
si ,teoria filtrului”, care, fari a ii aban-
dynate san megate, sint  subsumate expli-
catiilor mal cuprinzitoare referitoare la pro-
cesarea informatici. Similar, procesvle mne-
mice uu mai sint interpretate doar ca urme
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{fengrame’ ale oveltaticl siinhibitici, reaee-
tiv eaforimare 3t manifestore o sistomului
de legaturi reflex-conditionate, o s¢ cautd
wt cadru mai larg de releringd - teoria in-
formatici - s explicatii mai profumde. vi
zind Laza hiochimicd si configuratile neuro-
nale de tipul retelelor reverberante, Capito
Tul despre fimbaj este intregit v un set con-
densut de date relative 1o dobindivea si der-
voltarea seestuin, ambele Tongmone fiind xa-
minate diotr-o perspectivi interactio nista,
Claate aceste duate sustin teza genorela ed
in sistemal mwltiplelor  interactivni  dietre
structurile cognitive st lingvistive, cele dine
ntii sint deminate, eele Ononrmd - rece-
sive” [p. 1AB).

Giwlirea - - proces complex s dudivi-
toriu pentry onl - este exaninatd Jdin pors-
pective variate tfunetionnl, psihogeictic s
structuraf-operatorin} g coractarizatd prin
nee ceisi [ae simtith prozenmta in diveetid
predilecte de manifestare, com sint @ cunoay-
terea pe bazi de rationament jinduactiv, de-
ductiv, linear si ipotetico-deductiv sau con-
ditionaly, formares notioniler 5i rezojvarea
de probleme, Cu toute progresele inregistra-
te in wtimii ani de nearogtiinge datele despre
enrelatele nenrofiziotogice ale  pindirii conti-
mid siorAmind ined insubficionte  $i wlesen
contradictorii,

Problematica motivatici oste analizata,
asa cum crd 5i fivese, prin recurgeren la ter-
meni consacrayl (motiv, treboimtd, dorinta,
seop, ddedl cted dar i prin asociatii verhale
si (deatice siod, menite si reliefese aspecte
nai putin cunescute san numudi swmar pre-
rentate in literatura de specialitate aparuti
la noi, Asa sint, de exemply, mediatia cog-
nitivit, antonomia funciionala o motivelor
derivate, modelul topologie 14 Tui K, Luowing
eladit' pv notjunea de cimp, vectoru] no-
tiv-scop s.a. Un mod ascminitor de shorda-
e se abservi §iin cazud proceselor vimotio-
nile jcap. 13 din lucrare), {1 atentic sporiti se
acordd in acest spativ reloiui jucat de siste-
mul limbic §i cireuitul endocrin in produce-
rea raspunsniui emotional. fn spirit eritie, pe
bazi de ampld informarce hibiiografica sint
preventafe teotiile mai veebi sun maid nof asu-
pra emotiiloi: intcdectualisti, periferice. ti-
lamica, cogzuttiv-fiziptogice .0

Dintre nelliplede probleme si aspecte
referitoare Ja personalitate, autorii si-au pro-
pus i’ oblieetive ale analizd lor urmitonrele :
wad slal rasiluriior, modelul luclorial, con-
ceput] do personalitate. temperamental, ap-
titadinile §i caracterul, Perspnalitatea  nu
este waLdar de In naterd’ 5ionded un produs se-
vial afiume ;e esie o calitite pe care  indi-
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“idnl o dobindeste Tn un moment dat, In lu-
erare sint precizati atit factorii care  inter-
vin introun asenienea proces cit o sioimliedi
care-i jalowazd implinirea, Imeginite si idei-
te mai vechi despre temperament,  aptitu-,
dini 5i caracter®int imbaogdtite on date nei
extrase din cercetiri recemte (V1) Nebi-
fitin, 1L Essenck, G, W Allport, R, Stern-
berg st sint | filtrate’ prin modele cogni-
tive proprii si osint prezentate eu ajutorul
mior  procedee didactice modemne: schomne,
diyrrame,  tabnle,  corelatii, molele,  toxte
alternative s,

Problema invatirvii, tratati de obicei
in manualele de psihologie generald ¢a do-
wenin de reborintd o proveselor  niemice,
este analizatd acunt ca ghiect de sine stata-
tar, ea o formd fundamentald de activitate
wnand i ecadrul cireia fuzioneazd si interac-
tioneazd loate componentele sistemalui psi-
hic. De aici si insistentu, de altfel perfect
justificatd, asupra necesitdtii claboririi wnui
mailel teoretic viabil, care sd peatd fi apli-
cat la toate formele invitarii i care w4 en-
prindd toli factorii implicati 3i toate elemen-
tele coustitutive nle unei asemenea activitati.

O oltd formit fundamentala a activi-
titii  umane -- creatia -- este apalizath 4
prezentatd  sub aspecte  definiterii precum:
creativitutea individunla si sociald, procesul
creatiei stiimifice, modelarea factorilor in-
telectuali ai procesului de creatie, climatul
stiingifie creativ 5.a. Ined in parten introduc-
tivd (p. 181--182) sint reliefate principalele
caracteristici  ale ereativitatii, in prezent:
crestered exponentiali a nomaruiui de -
erari dedicate acestui fenomen, trensferarea
intereselor de cercetare de la creatia artis-
tici spre creatia de tip stitntific, renuntarea
la teoria omului de genin’ in favourea con-
ceptiei potrivit cdrein creativitatea este o
trasituri general-umanid sa. Analiva proce-
sului creatict gtiintifice se bazcaza pe cerce-
tarile-realizate de J. Piaget, J:R. Suler, W.1L
Heveridge, I.A. Ponomariev, Al Rogea y.a,
si vizeazi atit fazele acestnia eft i relatiile
sale cu un alt proces 1a fel de camplex — pro-
Blematizarea, Dintre facturii de  personali-
tate implicaii in ercativitate o atentie sporita
s acprchi intetigented, aptitudinilor spociale
siometivatict, Atmosfera din familie,  perso-
nalitatea profesoruiui, respectiv o lidervim
in cuzul grupului de lueru, sint conditii exter-
ne care, dupa cnz, inhibi san. lavorizepzd
creativitatea,

Relatia dlintre psihologia copnitivd  si
inteligenta  artificiald este -privith atit sob
raport coneeptual, cit §i- praeticraplicatave
Teorelie, orientarea cognitiva este inteleaza
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suly <doud aspecte: a) eca studiu detaliat al
fenomenelor copnitive si by ca  perspectiva
asupra  tuturor proceselor psihice (. teorii
cognitive” ale emotiilor, motivaticl, depre-
stet ete.). Inteligenta artificiali si sistemncle
expert pot fi abordate in ﬁ’]vtie e optia-
nea pentru echivalenta | tare” {potrivit cd-
reid prpcesul counitiv este identic cu proce-
su! calculatoriv) sau stabd” jrelatia jotre
gindire s cowputer fiind nna de analegie!
dintre fanctionarca umani §i sistemele arti-
ficiale, Paihologia counitivd propune o 1ouma
arhitecturd a sistemului cognitiv, alcdtaitd
din urmditoarele componente : a) reprezentiri,
intelese ca expresiisimbaolice sau  descriptii
ale realitdiii §i care pot apare sub forma
e imagini, expresii lingvistice §i continuturi
semantice ; b) structori sau scheme cognitive,
rare servesc la stocarea si prelucrarea informa-
tici 51 c) operatii §i prelueriri  cognitive.

O noutate in  lucrare este §i capitolil
,Stres 5irelaxare”, sub cupola ciruia gt gi-
seac locul §i sint clar definite notiuni precurn :
contlict, frustrare, stres, mecanisme de api-
rare  antrenatnent antopen $.a. Conflictul —
iinteles ca alegere intre motive diferite. -
tual exclusive — poate fi de tipul atractic-
atractie, evilare-evitare saun atractie-evitare.
Nerezplvat sau cronicizat, acesta devine o
sursil de frustrare, cu reactii comportamenta-
le de genul: neastimpdr, tensiune, agresivi-
tate, apatie, evaziune in Imaginar, stereo-
tipie, regresie etc. Stresul — se mentioneazi
in lucrare — poate i definit dia perspective
variate, in funciie de accentul pus pe situatia
stresantd, pe raspunsul la stres sau pe inter-
actiunea dintre stimul si raspuns, $i deoare-
ce stresul este un fenomen inevitabil, eustre-
sul {= stresul pozitiv) fiind chiar dezirabil,
problema care se pune este de a-i cunoagte
caurele si de a evidentia disponibilitatile
adaptive aie individuiwi. Pentru aceasta,la
indemina omulut stau anumite mecanisme de
apirare ale eului (rationalizarea. proieciia,
intelectualizarea, represia unor idet sau sim-
timinte inacceptabile, reactin inversi), mij-
loace psihocomoeportamentale (activititile in
aer liber §i sportul, substituwirea uner scopuri
inderirabile eu attele social acceptabile) si
tehnici psihoterapeutice speciale  (antrena-
mental autogen, sugestia, hipnoza s.a).

Evitind capcanele unor notiuni — gen
polisemantice, a2sa cum sint cele de activita-
te si activism, autorii capitolului 15 leagd di-
rect comportamentul de  actiune.  Analiza
acestora se poate face la nivele diferite: sin-
tactic” — descompunered in secvente com-
ponetite 5i exprimarea formald a relatiiler
dintre ele ; , semantic’” — descompunerea sem-
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nificatiei actiunii: pragmatic” evidentierea
relatici dintre subicetul uman s actiunile
sale gi in fine, | Diochimic” — relielarca en-
relatelor neurochimice $i neurafiziologice ale
actiunii. Re apreciazd ed cexplicarea conpor-
tamentului prin factori neurochimici (neuro-
tranamititori, nenrohormoeni, neuromadula-
tari 3i neeromediatoriy nu climind expliearen
prin factori mentali  natura reprezonta-
rilar, modonl de organizare a cunestintelor
in ncttorie. strategiile si operatiile utilizate
cten in conelurie, Lpentra culloakiceren copm-
portamentului uman  patrn lucruri trebuic
facute : 1} cercetarea  corelatelor  neure-
fziologice ale comportamentului; 2) cerceta-
rea corelateler mentale [cognitive) : 3Y anali-
za compouenjiald (sintacticd) a comporta-
mentuiui $i 4) ansaliza pragmatici -+ a modu-
lui cum subiectul iyi monitorizenzi actiunile”

Principiul  dezveltirii, caracterut sta-
dial al evolatiei psihicului, particularititile
dezvoltarii fizice, intelectuale si afectivela
copii $i adolvscenti afeftuiesce cuprinsul ca-
pitolului 16 din luerare. Citeva idei de evi-
dentd actualitate stiintified i persuasiune
didactici retin atentia lectoruiui. Perceptia
genetici oferd cheia pentru intelegerea nnor
aspecte majore ale devenirii personalititii:
dezvoltarea psihicd nu urmeazd o tratecto-
rie ascendentl continui, ci se desfisoard in
salturi, acumuliri treptate ducind cu timpul
la schimbiri semnificative ; copiliria apase
ra o suitdl de stadii a cdror ordine de succesi-
une este relativ constantd; dezvoltares” in-
telectuald, urmind acceasi evolutie stadiali,
se realizeazd ca proces de interigrizare a ac-
tiunilor externe, prin  asimiliri” si , acomo-
dari”

acest capitol se oferd informatii actuale des-

succesive si integrative ete. Tot in

pre fenopmennl de acceleratie biologics des-
pre particularitatile vietii afective la preado-
lescenti si adolescenti st despre dnbindirea
identitatii de sine.

Serisd intr-un stil clar, contcis, lucrarea
LIntroducere  in psihologia  contermporani™
abordeard problemele majore ale psihologiei
cu un instrumentar stiintific $i concentual
adecvat, cu mijloace 31 procedee didactice
moderne, devenind astfel o ,carte de capd-
tii"' pentru toti cei carc, de vpie sau nevopie,
se apleacd eu cugetu! $i simtirea asupra cvasi
enigamticului | psvche”,

IOAN BERAR



RECENZII

Strategli de predare sl imvigare, Ed, Stiin-
tificd, Bucuresti, 1992

O noud carte de pedagpgic? Fste o
intrebare fireaseld i posibila pe care si-o vor
pune shujitorii seolii, de la studentii practi-
canji la profuserii maturizall printr-o inde-
tangati experienti la catedrd, Dar atuncei
cind vor refleeta asupra informatiilor stiin-
tifice ale oiirgii cu titly) de mai sus, serisi de
universitarii clujeni Miron Tonescu §i Vasile
Chig, Isi vor da scama de utilitatea ¢,

Autorii imgisi sint constienti de dificul-
tatea situdrii problemelor e didactich mo-
dernd intr-o zond cit mai fertila, in eimpul
practicii seolare imediate, pe de o parte, dar
neocolind conceptele s teoriile cu privire la
mecanismul predieii si invatirii din diferite
zone de cultura $i invatamiut, pe de altd parte.
Si chiar dacd se constatd in rindul cadrelor
didlactice o anumitd | saturatie” a vehiculd-
rii acesteia, lucrarea de fatd, rod al wnor oh-
servatii i meditatii asupra realititilor  seo-
lii nuastre, %-a oprit cu Lot tiscul, pe care
autorii gi-l asuma, la citeva compartimente
cucardeter e pernumentd ale  procesului
de invafimint, uncle, altele noi. Acestea, insi,
sl.:ru('tur'.ltc de aya manierd incit s iunecite,
§1 sd-1 fnlesncused omuind de la catedrit pere-
fectionareas muncii sale.

Capitolnl prim intitwlat | Strafegiile de
predare s furdfure intre vubing 5 eveativitufe”,
L:ste destinat formelor de organizare $i des-
fagurare o activitafii instructiv-eduneative,
imbhinind date ale psihologicd invitdvii cu
experienta  geolard.  Sustinind  wun evontai
larg de forme — frontale, <le grup, individnale
-- ¥ iceated o reconsiderare a lectiel in
functic de mai sulli parametri, desarcee ea
constituie un teritorin de influenti side con-
fruntare intre disciplinele Jde specialitate si
cele psihopedagogice. Antorii avanscazd ideea
couceperii leetiel centrati pe virlunea siste-
mich o factorilor  variabili ai acesteia, evi-
tind pe it posibil suprapunerile si interfe-
reutele.

Acceast intentic i-a calinzit si in abor-
darea problematicii metordelor de invatimint,
capitolul al H-lea | Fendinge s@ orientiri is
wefodologia didactica”,

Pentru o oferi profesorilor un fistru-
ment supht, usor adaptabil §i cu o largd des-
chidere interdisciplinarh sint prezentate, mad
ales, metoxlele de instruire ntroduse de cu-
rind in recuzita profesoruini insistind g
asupra motodelor de invagarne 1o care elevnl
51 mbd acces.

rin exemple, autorii s-au straduit si
sugereze modalitdti posibile de aclivizare a
leevilor la diferite ohicete de studiu, Eird a
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avea prefemtin epoizirii acestora, Tn acelosi
timp au dorit s confere metodelor prezentate
it covficient Jin plus poe linglt acela de modali-
tate care ugurearzi performantelor  seolate,
avitdu-se in vedere rolul de metade formative
al proceselar  didactice care eonditicneazd
perfectionaren  vitterului ecadrn didactic in
diverse segmoente sie muncii §i ercaticl sale,
inclusty i perioads post-scolard.

Cagpirolnl ol fH-dea, | lmpactnl cneceri-
vifor ehnicil moderue asupra anipoacelor de
invdfdiming” | se ocupa de unele dintre auxilio-
refe profesorilor si elevilor, Tocul $i rolul lor
in procesul deoinstruire si clucare,

Uonsiderdm neeesard ioutild preseupa-
tea autorilor Jde o fncorpora supestii ale di-
dacticii informationale, achizitii ale tehnolo-
gici, ale didacticii maderne, ])ull('timi i ace-
tasi timp demersul projectirii unei activi-
tati didactico-educative  oficiente pe haza
principitior  specifice instruicii asistate  de
calewlator. Toate acestea fae gbicctul capi
tfohudiei al IY¥-dea, | Nuanpivi i nstueiia
seolurd determdniate de wparifia caleidatorubui,
in care, pe lngd ancle consideratii cu privire
la bnfonuatica si aplicarea ef in invatamint
sint oferife resuliate ale unor oxperisnte re-
feritoure Ja folosirea instruirli asisfate  de
caleulatar in predarea matematicii $i Hmbii
romine la clase primare st gimnaziaie. liste
vorba si de incereiri ale awtorilor insisi din
uire sint redate citeva secveute.

Auntorii afirma i reznltatele obfinute
siut incurajatoare $i ed trebude extinsi ins-
truirea asistata de caleulator sfla alte ohive-
te de invitdmint si la ciclurile superioare de
studiv, Inainte de toate, s, sc impuie ini-
tlerea tuturor cadrelor didactice in munea
cu caleulatarul siin tehnica claberarii soft-
warc-ulni specific disciplinei respective de stu-
diu.

v capitolel ultim, | Iormares duifi-
ald «  cadivior  diduclice ~— aspecte  fsihope-
dagogice”, sint sapuse atentici puncte de ve-
dere esentinde cu privire la formarca viitn-
rilor profesori prine practica
senlide de aplicatic.

pedagogicd in

Antorii adrvag atentia asuprs necesitafii
de w sv regindi pregitiren psibopedagegion,
metodicd s procticn pedagogica a studonti-
tor din facultatile en profil didactic si sustin
tiecn organizari Seminaruluei Pedogogie Tng-
Versilar.

in pagintle acestel herini profesorit
sistudentil var aila s ee Inscanma simai al
cum apar in practica scolard wotinm si con-
cepte ale sdidacticii moderne intrate deja in
limbajul curtent al corpului profeseral. ca
e exemplu. curistica, modelarca, problema-
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tizarea, jocul de rol, studiul de caz, teorile
operationale gi seruiotice cte,

Practicn scelard detine multe expericnte
valoroase ecare meritii s3 fie conoscute, ur-
mind si Leneficieze de asistanta stiintificd
iecesard wned valoriricini mai corespurzdton-

. O migcare mai lurgdl de apinii seeondatd de
un dialog atent asmpra problemelor oierite
spre reflectic, in cole 263 de pagini, vor fi
int stare si sclecteze evea cv rmine peran pu-
tru practica scolari de vijtor.

Evident, consideratiile st excmplele
oferite sint puncte de vedete care comporti
discutii si amcliorart, Intenfia avtorifor u-
crarii in discutic vste $iaveea de g vrea o sta-
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re de reflectiv care =3 evite halcud afectiv gu-
pradimensionat intilnit 1a wnii auwtoeri, precom
§i receptarea meeriticd xau dv ptimil aproxi-
matie n achizitiiler steeale i vnede studil
de didacticd.

© Luerarca — viguros  fundamentatld sii-
intific sub unghi psihofcgic s palogegic — este
destinatd toturer simdextilor cate se prged-
tese s34 devind slujitori ai seoliigi in aceeasi
miisurd  tuturer  profesorilor eare urmeazi
diverse forme ale perfectionirii profesionale,
indemuind s se depund efortur] pontrn ame-
Horaren cemtinui o prodariy §io invatirii,

VASITYE PREDA
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